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ABSTRACT 

The purpose of this study was to examine the factors 

perceived by Hispanic-American women from the Southwestern 

United States, currently holding Ph.D. degrees from 

recognized colleges and universities within the United 

States, to have positively influenced their attainment of 

the Ph.D. degree. A secondary purpose of this study was to 

develop a profile of high achieving Hispanic-American women 

from the American Southwest. 

Although women have become more visible within higher 

education at all levels over the past two decades, the 

numbers of women holding Ph.D.s remain low. Minority and 

specifically Hispanic-American women's representation at 

doctoral levels is even lower. Furthermore, few studies on 

Hispanic-American educational success have been conducted, 

even fewer on Hispanic-American women, and fewer yet on 

Hispanic-American women Ph.D. recipients. Most research has 

used "cultural deficit models" to define and explain 

Hispanic-American educational achievement. 

Demographic, personal, and institutional data were 

obtained from 15 Hispanic-American women Ph.D. recipients 

through the use of an in-depth interview schedule 

constructed by the researcher, using persistence model 

factors developed by Tinto, Astin, Bean and Associates, 

Sedlacek, and Ogbu. Data collected were compared and 
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analyzed to produce a profile of high achieving Hispanic-

American women. 

An exploratory and descriptive approach was used to 

qualitatively analyze the educational ethnographic case 

studies. The findings reported offer new insight into the 

status of Hispanic-American women from the American 

Southwest holding Ph.D.s, as well as identifying the factors 

that positively influenced their attainment of the Ph.D. 

such as family background, grade performance, finances, 

outside encouragement, family responsibilities, 

understanding and dealing with racism, leadership, 

nontraditional knowledge, and acquiring standard English. 

This study's results provide information about the 

similarities and/or differences in factors perceived to 

influence the attainment of the Ph.D., and add a new 

dimension to the literature on Hispanic-Americans in higher 

education because of its focus on "success" rather than 

"failure". 
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CHAPTER 1 

BACKGROUND and PROBLEM 

Underrepresentation of Minorities and 

Women in Doctoral Education 

In its policy statement. The Ph.D. Shortage: The 

Federal Role, the Association of American Universities 

(1990) states that, 

doctoral education produces the scientists, 

teachers, and scholars responsible for the 

discovery and dissemination of new knowledge, the 

preservation and interpretation of our 

intellectual and cultural heritage, and an 

understanding of the broader multicultural 

environment of which we are a part. Doctoral 

education therefore plays a critical role in the 

health of our citizens and the quality of their 

lives; it makes essential contributions to our 

international economic competitiveness and to our 

national security (p. iii). 

Yet, the number of United States citizens receiving 

doctoral degrees has declined for over a decade. The total 

United States doctorate recipients dropped from 25,008 to 

23,172 between 1977 and 1988 (HACU, 1990; AAU, 1990). 
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Faculty shortages have already been experienced in 

engineering and business, if current trends continue, there 

will be an annual shortfall of 7,500 natural science 

Ph.D.s just a few years into the 21st century. It is 

projected that shortages of Ph.Ds in the humanities and 

social sciences will occur even sooner. These shortages not 

only affect colleges and universities, but government and 

industry as well. 

This nation's ability to reverse that downward trend is 

seriously restricted because of its inability to attract 

larger numbers of women and minorities into doctoral 

programs (AAU, 1990) . Women and minorities remain severely 

underrepresented as doctoral recipients. In 1988, women 

earned 35% of the doctorates (Hess et. al., 1990), and in 

1987, minorities earned 9% of the doctorates (AAU, 1990) . 

"The underrepresentation in doctoral education of women and 

minorities must be addressed as a matter of both practical 

necessity and social justice. . . . And we must question the 

equality of educational opportunity for groups persistently 

underrepresented at the highest levels of our educational 

system" (AAU, 1990, pp. 9-10) . The data that reflects the 

condition of doctoral education for women and minorities 

clearly indicates that the educational attainment of these 

groups is dismal. The loss of talent from these groups must 
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be realized in order to counterbalance the losses discussed 

above. 

Underrepresentation of Hispanic-Americans 

In Education 

The condition of Hispanic education in the United 

States merits special attention because Hispanics are the 

fastest growing population in the United States, they will 

be the largest ethnic minority in the United States early in 

the 21st century (NCLR, 1990), and are among the groups 

whose doctoral education attainments lag behind those of 

traditional groups. Currently, Hispanics number 

approximately 20.1 million, of the total United States 

population of about 243.7 million (NCLR, 1990) . Hispanic 

females account for 49.8% of the total Hispanic population 

(CPR, 1989). Nationally, Hispanics represent about 8.2% of 

the total United States population; or viewed from another 

perspective, about one in twelve Americans are Hispanic. In 

the state of California, approximately 24.3% or 6,762,000 

persons are Hispanic. In the state of Arizona, 

approximately 20.8% or 725,000 persons are Hispanic. And in 

the state of New Mexico, approximately 36.7% or 549,000 

persons are Hispanic (NCLR, 1990). 

Yet few Hispanics, especially women, participate in 

higher education. As we follow the continuum of Hispanic 

participation in higher education, from undergraduate 
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students, to graduate and professional students, faculty, 

and administrators, the numbers fall off substantially. 

Clearly, as the level of education increases, the proportion 

"of Hispanic participation in higher education diminishes 

(NCLR, 1990; HACU, 1990; Green, 1989; Henderson, 1988; 

Brown, 1987; de los Santos et. al., 1983; and Escobero, 

1980). 

Nationally, the present status of Hispanics in higher 

education illustrates the limited numbers of individuals who 

are college and university administrators, faculty, and 

students and reveals the paucity of degrees awarded to 

Hispanics. For example, in 1991, Hispanics numbered 3,453 

or 2.2% of full-time administrators. Of full-time faculty, 

Hispanics comprised 11,424 or 2.2%. Hispanic women faculty 

members accounted for 36% of the total number of Hispanic 

full-time faculty or approximately 3,173 individuals. 1992 

enrollment data reports a total of 954,000 Hispanics in U. 

S. institutions of higher education or 6.6% of the total 

enrollment. 1991 degree data indicates that Hispanics 

received 49,027 or 4.5% of the bachelor's degrees and 9,684 

or 3.2% of the master's degrees. In 1993, 827 or 3.4% of 

the doctoral degrees were awarded to Hispanics, more being 

earned by males than females (439 for males compared to 

388 for females) (de los Santos & Rigual, 1994; The 

Chronicle of Higher Education, September 1, 1995). 
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Rarely, then, do Hispanic students see affirming 

reflections of themselves in their instructors or 

in the administrative leadership of their 

campuses. Hispanic women . . . encounter even 

fewer Hispanic faculty and administrators of their 

own gender who could serve as role models or 

mentors. Academe in 1994 is still largely a 

non-Hispanic environment at every level (de los 

Santos & Rigual, 1994, pp. 187-188). 

In Arizona, for example, and at The University of 

Arizona specifically, the present condition of Hispanic 

education again illustrates the limited numbers of Hispanics 

who are administrators, faculty, and students, and the small 

numbers of degrees awarded to them. For example, in 1989-90 

there were 12 Hispanic administrators and 46 instructional 

faculty members. Fall 1989 data report an Hispanic 

undergraduate enrollment of 2,609 students; a graduate 

school enrollment of 338 students and a professional school 

enrollment of 115 students. In 1988-89, Hispanics attained 

268 bachelor's degrees, 32 master's degrees, 19 professional 

degrees, and 4 doctoral degrees. Hispanic females received 

128 of the bachelor's degrees, 16 of the master's degrees, 

10 of the professional degrees, and none of the doctoral 

degrees (The University of Arizona Factbook, 1990). 

Comparison of these data to the percentage of Hispanics in 
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the total population, as well as the population of the state 

of Arizona reveals the gross underrepresentation of 

Hispanics in institutions of higher education. Furthermore, 

of the meager portion of Hispanic positions, enrollment, and 

degrees, Hispanic females hold conspicuously fewer academic 

posts, are enrolled in lesser numbers, and attain fewer 

degrees than Hispanic males. "Hispanic males still exceed 

the number of Hispanic females at all levels and in all 

types of institutions, with some minor exceptions" (de los 

Santos et. al., 1983, p. 96). 

Models Explaining Underrepresentation 

While these data do not reveal the reasons for the 

underrepresentation of Hispanics at every educational level, 

educators have often utilized cultural deficiency models 

espoused by social scientists to explain the problems of 

Hispanic xinderrepresentation in higher education (Baca-Zinn, 

1989; Escobero, 1980). The basic tenets of these models 

rest on the works of such noted social scientists as Ruth 

Benedict, Talcott Parsons, and Florence Kluckhohn (Del 

Castillo & Torres, 1988). This literature, some of which 

dates back to the early 1930s, has sought to explain 

Hispanic cultural traits through the coinmunity's belief and 

value systems. 

Benedict (1934) applied universal personality types to 

minority cultures, and thereby made assumptions about 
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patterns of minority cultural values, which were primarily 

based on personality characteristics, such as low 

self-esteem (Del Castillo & Torres, 1988). 

Parsons (1935) developed a typology of social 

structures to articulate his perspective on Hispanic value 

systems. This paradigm compared Anglo-American society's 

value systems with those of Hispanic society. Parsons 

represented Anglo-American society as disciplined, willing 

to delay gratification, and goal-oriented. In contrast, 

Hispanics are portrayed as undisciplined, demanding 

immediate gratification, and lacking purpose (Del Castillo & 

Torres, 1988) . 

Kluckhohn's (1961) concept of value orientation states 

that "values which assume greater cultural priority can be 

understood to designate the respective culture." Within 

this conceptual frame, she described Hispanic culture as 

"present-time oriented, fatalistic, traditional, and 

irrational" (Del Castillo & Torres, 1988, p. 41). These 

ascribed values were based on analysis of 23 Hispanic 

persons' value orientations, residing in a community of 150 

inhabitants, located in the Rimrock, New Mexico area (Del 

Castillo & Torres, 1988). 

In siam, the early research of Benedict, Parsons, and 

Kluckhohn has substantially contributed to the stereotypic 

descriptions of Hispanic culture and normative behavior. 
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These theorists' interpretations of Hispanic cultural value 

patterns, systems, and orientations are the prototype of 

cultural deficiency models (Del Castillo & Torres, 1988). 

Proponents of cultural deficiency models argue that the 

cultural value system is characterized by low aspirations, 

low levels of motivation, and "psychological characteristics 

that inhibit their achievement and produce behavioral 

deficiencies. . (Baca-Zinn, 1989, p. 857), Cultural 

deficiency models posit culture, family background, parental 

values and attitudes as instrumental to Hispanic social, 

educational, and economic immobility (Del Castillo & Torres, 

1988) . 

More Recent Applications of Cultural Deficiency 

Models to Hispanic Women 

By the 1960s, and into the 1970s, educational 

researchers such as Grebler (1970), Schwartz (1969), and 

Madsen (1961) had published seminal work on the educational 

value orientations of Hispanics, borrowing theories and 

models extensively from early social science literature on 

Hispanic value patterns, systems, and orientations, they 

sought to explain how value orientations are correlated with 

Hispanics' academic achievement. True to the theoretical 

constructs upon which their work was based, all of these 

researchers found that Hispanic students' family background. 
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language, and cultural value systems were detrimental to 

educational achievement (Del Castillo & Torres, 1988) . 

Of special interest are the works of Schwartz and 

Madsen because they include valuable information on Hispanic 

females. For example, Schwartz (1969) found that Hispanic 

girls are "more profoundly victimized" by Hispanic values 

than Hispanic males. Madsen (1961) concluded that Hispanic 

women "are not only overly passive and fatalistic, but 

sadomasochistic as well since wife beating for them 

represents profound love" (Del Castillo & Torres, 1988, 

p.43). 

Regrettably, much of the social science literature on 

Hispanics since the 1930s has sought to explain cultural 

norms and behavior via the pervasive use of such negative 

stereotypes and misconceptions as these. This orientation 

has ultimately been utilized to blame Hispanics for their 

low academic aspirations, poor academic achievement, and 

underrepresentation at all levels of academia. 

Given the dismal statistics regarding Hispanic under

representation in higher education and the disparaging 

pronouncements made by theorists about Hispanic under-

achievement, "the fact that some stigmatized minorities do 

manage to negotiate the American educational system 

successfully becomes a matter of consequence" (Achor & 

Morales, 1990, p. 269). 
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Much research has documented the problems, barriers and 

deficiencies of Hispanics that have hindered their 

educational attainment. Few studies have focused on 

successful Hispanics. Fewer studies have concentrated on 

Hispanic women, and even fewer on academic success in higher 

education (Achor & Morales, 1990). "This research has 

yielded a litany of reasons for educational failure but has 

produced few insights into the process of educational 

success" (Gandara, 1982, p. 168). One might conclude, then, 

that a main reason for the failure of theoreticians to 

understand the dynamics of educational attainment within the 

Hispanic community may be because of the overreliance on 

research that centers on underachievers and/or 

underachievement. Since most studies have focused on 

Hispanic underachievers, to the exclusion of other types of 

students, little is known about the influences that 

stimulate academic achievement in Hispanics, particularly 

females (Gandara, 1982). 

The Present Study 

The present study investigated the dynamics of 

educational attainment of Hispanic-American women who have 

attained the Ph.D. degree. Because the term 

"Hispanic-American" is used to describe the 

Mexican-American, Chicano, Cuban-American, Puerto-Rican 

American, Latino, and Spanish-American populations, this 
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study included only Hispanic-American women who identified 

themselves as Mexican-American/Mexican, Chicana, Latina, or 

Spanish-American/Hispanic, or Hispana. 

A paucity of useable research studies have investigated 

the educational experiences of Hispanic-American women. 

Even fewer studies have examined the educational experiences 

of these women at postsecondary levels. Of particular 

concern is the apparent lack of research on 

Hispanic-American women at postbaccalaureate levels, 

especially doctoral education (Nieves-Squires, 1991; Del 

Castillo et. al., 1988; Ortiz, 1986; Casas & Ponterotto, 

1984; de los Santos et. al., 1983; Gandara, 1982; Vasquez, 

1982; and Escobero, 1980) . 

Del Castillo et. al. (1988) has cited several reasons 

for this lack of useable information on the educational 

experiences of Hispanic-American women. First, of the 

studies that have examined the educational experiences of 

Hispanic-Americans, few have described or analyzed the 

educational condition of women. "Scholars interested in 

Hispanic women are confronted with a mass of information 

which appears to assume that the educational process is the 

same for Hispanic males and females" (p. 7). Second, of the 

few studies that have examined Hispanic-American women's 

educational issues, most have focused on secondary or 

undergraduate levels, to the exclusion of graduate and 
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professional levels. Third, much of the research on 

Hispanic-Americans is conceptualized from cultural 

deficiency model perspectives, which assume that 

Hispanic-Americans are lower class, lack motivation, and are 

limited English proficient. Fourth, the Hispanic-American 

culture has been consistently portrayed as extremely 

patriarchal, socializing females into submissive, passive, 

and maternal roles. In short, this group has been 

characterized as possessing negative cultural traits which 

account for their alleged anti-intellectual values and 

attitudes toward education. Fifth, aggregating data on 

different Hispanic-American subgroups or socioeconomic 

levels and generalizing findings to all Hispanic-Americans 

assumes a homogeneous population, and neglects important 

differences such as historical traditions, geographic 

location, and political alliances. Finally, there appears 

to be no operational theoretical framework by which to guide 

and explain the educational experiences of Hispanic-American 

women. 

Therefore, a study that examined the educational 

success of Hispanic-American women who had attained the 

Ph.D. degree could provide the crucial components of model 

formulation and gender-specific information. The 

effectiveness of higher education for Hispanic-American 

women could improved by what we have learned about those 
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individuals who have experienced academic success at the 

highest levels of the educational system-

Purpose 

The purpose of this study was to examine the factors 

that contribute to the attainment of the Ph.D. degree by 

Hispanic-American women. 

Framework 

The theoretical framework for this study consisted of 

five strands of scholarship which have addressed the 

elements' of educational attainment. Salient components of 

each model guided the study, in order to relate aspects of 

these theories to the group in question, Hispanic-American 

women Ph.D. recipients. Because of the inadequacy of 

previously discussed cultural deficiency models, more 

contemporary models concerning college persistence were 

adapted to the population. The research of Vincent Tinto, 

John Bean and associates, Alexander Astin, William Sedlacek 

and associates, and John Ogbu served as the guiding 

principles of the study. 

Tinto Model of Student Departure 

Tinto (1975) model explored the "nature of the dropout 

process," at the postsecondary level (p. 89). The model, 

which is primarily derived from the works of Durkheim (1961) 

and Spady (1970), examined the process of interactions 

between the student and the academic/social systems of the 
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college; i.e., how individual attributes, precollege 

experiences, and family background factors influence goal 

commitments and institutional commitments, which ultimately 

drive decisions to remain in college or drop out. The model 

proposes that the interaction between these attributes, 

experiences, background factors, and the individual's 

commitment to the goal of college completion and his/her 

institutional commitment, determines the degree of academic 

and social integration into the campus environment, and 

therefore that an individual's continuance at a 

postsecondary institution is most directly related to 

his/her academic and social integration into that college 

system. 

In an effort to further elaborate on the longitudinal 

nature of the dropout process, Tinto (1988) has proposed 

exploring yet another dimension of that process—a 

conceptual framework that emphasizes the temporal dimension 

of the process of student persistence/departure, via the 

"rites of passage theory" developed by the anthropologist 

Van Gennep, in the early 1960s. 

Premised on Van Gennep's notion of life as consisting 

of a series of passages guiding individuals from birth to 

death, and from membership in one group or social status to 

another, especially as the transitions from youthfulness to 

maturity occur, Tinto's conception is that the longitudinal 



24 

process of student persistence/departure can similarly be 

formulated by a series of discrete stages that students 

inevitably pass through in the course of their college lives 

(Tinto, 1988). 

Van Gennep identified three stages within the rites of 

passage framework that are applicaible to the student 

persistence/departure process—separation, transition, and 

incorporation. The first stage, separation, involves 

detachment from past alliances and affiliations from which 

the individual has come. The second stage, transition, is 

marked by new behaviors and ways of interacting that are 

appropriate to the new group in which membership is sought. 

The third stage, incorporation, embodies full membership in 

the new group by establishing new patterns of interaction 

and competence as a participant member. (Persons may resume 

relations with previous -associations, but will do so as 

members of the new group). The individual has completed 

each phase of movement from membership in one group, to 

membership in another group and is now thoroughly integrated 

into the culture of the new group (Tinto, 1988). 

The work of Van Gennep provides a basis for analyzing 

the longitudinal process of student persistence/departure 

that is both relevant to the present study and fxmctional as 

a model for understanding the particular experiences of 

successful Hispanic-American women. Tinto posited that 
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college students are moving from one community to another 

community, and like persons from the wider society are 

separating themselves from past associations, e.g., home and 

high school. A transition between the old and the new, past 

and present associations is occurring, e.g., adjusting to 

the academic and social life of the college. After passing 

through the stages of separation and transition, the student 

adopts the norms and behaviors that are appropriate to the 

new setting, i.e., incorporation, and becomes a competent 

member of the academic and social community of the college. 

The process of college persistence is marked by full 

incorporation (integration) into the new college setting. 

Successful students will pass through the stages of 

separation, transition, and incorporation, albeit at varying 

times and degrees, based on individual differences, to 

college completion. In contrast, the process of student 

departure is marked by the inability of students to pass 

through one or both of the stages of separation or 

transition, thus reflecting lack of incorporation 

(integration) into the college setting (Tinto, 1988). It is 

possible that the same model will apply (separation, 

transition, and incorporation) to successful 

Hispanic-American women in postbaccalaureate educational 

settings, because they too pass through the different stages 

at varying times. 
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Bean and Associates* Conceptual Model of 

Nontraditional Undergraduate Student Attrition/Gender 

Differences in College Student Satisfaction 

Because nontraditional students are increasing in 

number, and are also demonstrating higher than average rates 

of attrition compared to traditional students. Bean and 

Metzner (1985) developed a conceptual model of 

nontraditional undergraduate student attrition, which 

responded to needed research on older, part-time, and 

commuter undergraduate students. 

The model was influenced by the works of Tinto (1975), 

and hence Spady (1970), and by implication Durkheim (1961). 

However, these paradigms rely extensively on the notion of 

social integration at both the institutional and societal 

levels to explain withdrawal from college. While dropout 

process models emphasize the importance of social 

integration for traditional age, full-time, residential 

students; nontraditional student attrition models focus on 

older (24+), part-time, commuter students and factors that 

are external to the college environment, such as finances, 

hours of employment, outside encouragement, family 

responsibilities, and opportunity to transfer. These 

environmental variables have a significant direct effect on 

decisions to persist or dropout of college, in contrast, 

social integration variables have a very modest impact on 
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persistence or departure decisions. Because nontraditional 

students experience less interaction with faculty and peers, 

minimal participation in extracurricular activities and 

' campus services, and a much greater degree of influence from 

the noncollegiate, external environment; this model was 

developed to address these particular elements and to 

augment our current understanding of a complex, 

multidimensional process (Bean & Metzner, 1985). 

In order to expand the research in the area of gender 

differences in student satisfaction and in furthering 

research knowledge about different types of nontraditional 

students. Bean and Vesper (1994) assessed gender differences 

in student satisfaction with college by surveying first and 

second year honor students. The purpose of the study was to 

identify those factors that contribute to honor student 

persistence and to analyze those elements by gender. The 

study found that institutional quality, having on-campus 

friends, and contact with advisors was significant for 

honors' student women. 

Because these models emphasize nontraditional students, 

i.e., older, part-time, commuter, and women honor students, 

it is plausible that their premises can be applied to 

historically underrepresented Hispanic-American women Ph.D. 

recipients, who tend to be older, part-time, commuter, and 

also high achieving students. 
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Astin's Theory of Student Involvement/ 

Talent Development Approach 

Astin's (1984) theory of student involvement 

investigates the dynamics of student development. The 

principles of the theory were derived from the Freudian 

concept of "cathexis" and classical learning theory; 

cathexis refers to a person's investment of psychological 

energy in individuals and objects outside of themselves, and 

the concepts of "vigilance" or "time-on-task" are essential 

elements of classical learning theory. Astin has integrated 

the theory of cathexis with vigilance and time-on-task 

theories to articulate a definition of student involvement: 

"student involvement refers to the amount of physical and 

psychological energy that the student devotes to the 

academic experience" (p. 297). Student involvement 

encompasses the quality and quantity of academic work, 

extracurricular participation, and faculty-student 

interaction. Astin proposes that, "the greater the student's 

involvement in college, the greater will be the amount of 

student learning and personal development" (p. 307). 

Concomitantly, the talent development approach to 

excellence (1989, 1994) maximizes institutional involvement 

in the educational development of students. This theory 

measures excellence by how effectively the institution 

develops the educational talents of students. The emphasis 
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is on what institutions do for students once they are 

enrolled. The focus is therefore on enhancing student 

development via institutional involvement. 

Astin's (1982, 1984, 1989, 1994) models offer promising 

direction for this study of academically successful 

Hispanic-American women because first, they address student 

development in a cross-cultural manner, i.e., the 

psychological and physical energy invested in education are 

important dimensions of success for all students; second, 

these models have proven important in examining student 

persistence for minority students as well as the dominant 

culture; and third, the integration of student involvement 

variables with institutional involvement variables are key 

elements working simultaneously to enhance student 

development and by definition may be linked to academic 

achievement. 

Sedlacek's Noncognitive Variables Model 

An important body of past research, as well as more 

recent studies conducted by Sedlacek and his associates on 

African-American students at various educational levels, may 

be generalizable to other ethnic groups. Because the 

social, cultural, and environmental milieus of ethnic 

minorities differ from those of Whites, the processes by 

which academic achievement is attained are also different. 

To apply traditional measures to non-Whites makes the 
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assumption that the educational environment is experienced 

the same way by both minorities and Whites (Tracey & 

Sedlacek, 1987). Researchers have found evidence for 

differential patterns of achievement for different ethnic 

groups, as well as for women (Tracey & Sedlacek, 1987). 

Sedlacek and Brooks (1976) hypothesized seven 

noncognitive variables as critical to the achievement of 

African-American students, proposing that how students 

perceive and respond to these dimensions would determine 

their success or failure. Tracey and Sedlacek (1984, 1985, 

1987) demonstrated the reliability and validity of the seven 

noncognitive variables with the addition of an eighth 

noncognitive variable, using a brief questionnaire, 

(Noncognitive Questionnaire [NCQ]), for predicting academic 

success, i.e., grades, persistence, and graduation of 

African-American students. The model consists of the 

following variables: 

1) Positive self-concept—confidence; strong "self" 

feeling, strength of character, determination, independence; 

2) Understands and deals with racism—a realist, based 

on personal experiences of racism; committed to fighting to 

improve the existing system; not submissive to existing 

wrongs, nor hateful of society, nor a "cop-out;" able to 

handle a racist system; asserts that the school has a role 

or duty to fight racism; 
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3) Realistic self-appraisal—recognizes and accepts 

any academic or background deficiencies and works hard at 

self-development; recognizes need to broaden one's 

individuality; 

4) Prefers long-range goals to short-term or immediate 

needs—understands and is willing to accept deferred 

gratification; 

5) Successful leadership experience—has shown ability 

to organize and influence others within his or her 

cultural-racial context; 

6) Demonstrated community service—has shown evidence 

of contributing to his or her community; 

7) Availability of strong support person—has 

identified and received help, support, and encouragement 

from one or more specific individuals; 

8) Nontraditional knowledge—unique or culturally 

relevant ways of obtaining information and demonstrating 

knowledge. 

Tracey and Sedlacek (1984, 1985, 1987) found that 

traditional measures of academic success for White students 

e.g., grade point averages and standardized test scores, and 

demographic variables, e.g., socioeconomic status and 

parents' educational attainment, were of questionable value 

in predicting the academic success of African-Americans. 

Their studies concluded that their noncognitive dimensions 
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more effectively explained academic success (grades, 

persistence, and graduation) of African-Americans than did 

traditional ability measures or demographic variables. 

Because this model presents an alternative view of the 

predictors of academic success and has been assessed for 

validity and reliability on a non-White population, it 

merits attention for generalization of the noncognitive 

variable model to Hispanic-American women Ph.D. recipients. 

Ogbu's Classification of Minorities 

The central issue in Ogbu's (1987) classification is 

variability in school performance. His major question is, 

"why are some minorities successful in school even though 

they face barriers in culture, language, and postschool 

opportiinities faced by the minorities that are not 

successful?" (pp. 316-317). 

A theory has evolved from the study of minority types 

in cross-cultural anthropology to attempt to answer this 

question. Ogbu (1987) identified three types of minorities 

in his earlier work: autonomous minorities, immigrant 

minorities, and castelike or involuntary minorities. 

Autonomous minorities possess distinctive characteristics, 

such as ethnic, religious, linguistic, or cultural 

identities. (Amish, Jews, and Mormons are examples of this 

category). They may experience some forms of prejudice and 

discrimination, but are not politically, economically, or 
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socially subjugated. Because their cultural traditions 

value intellectual accomplishments and thereby school 

success, they do not encounter the inordinate and 

unrelenting problems with reading and math. Immigrant 

minorities have moved to the United States more or less 

voluntarily, to escape political and economic oppression, in 

search of better lives. (Chinese, Cubans, Filipinos, 

Japanese, and Koreans are examples of this category). 

Although they often experience some difficulties due to 

language and cultural differences, they do not endure 

persistent school failure. Castelike or involuntary 

minorities were initially brought to the United States or 

incorporated into the American society through enslavement, 

conquest, or imperialism, and thereafter, were consigned to 

subservient positions and refused access into the dominant 

culture. (Native Americans, Mexican-Americans, Puerto 

Ricans, and African-Americans are examples of this 

category). They experience persistent problems in reading 

and math, dysfunctional relationships, inappropriate 

behaviors, and disproportionate school failure. In general, 

they have difficulty in crossing cultural/language 

boundaries (Ogbu, 1987). Ogbu has applied this taxonomy to 

the question of variability in minority students' school 

performance. 
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According to Ogbu (1987) three sources contribute to 

the educational failure of castelike or involuntary-

minorities. First, societal forces have historically denied 

them equal opportunity through job ceilings, and equal 

access to quality education. Second, schools reinforce the 

norms of the dominant culture which deliberately or through 

ignorance denigrate their cultures, value systems, language, 

and beliefs. Third, community forces influence perceptions 

of, and reactions to education, vis-a-vis, the negative 

value placed on school credentials, deep distrust of the 

institutions that are controlled by the dominant society, 

and rejection of the criteria by which academic achievement 

is measured. 

In contrast, the more successful autonomous and 

immigrant minorities cross cultural/language boundaries by 

acquiring English, adopting the dominant culture's 

perspective of success, conforming to school rules, viewing 

institutions favorably, and not exhibiting behaviors and 

attitudes that are oppositional in nature (Ogbu, 1987). 

In s\im, this model deals specifically with factors Ogbu 

has shown are predictive of academic success for groups of 

minority students. Because of its promising explanatory 

power for autonomous, immigrant, and castelike or 

involuntary categories of minority students, the model was 

employed in this study. Further, the model is useful 
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because few models investigate success of minorities 

students rather than failure. 

Synthesis 

As was mentioned previously, no theoretical framework 

explicitly explains Hispanic-American women's educational 

success. However, other theoretical fomulations may be 

pertinent because they posed factors/variables that predict 

academic success for different groups. The five strands 

reviewed here as a cogent theoretical framework did provide 

a solid foundation from which to conduct the study. (See 

Appendix A, Illustration A, for a breakdown of the 

factors/variables cited in the aforementioned literature as 

predictive of persistence). 

Research Questions 

1) What are the personal background characteristics of 

Hispanic-American women- Ph.D. recipients? 

2) What qualities or personality traits do 

Hispanic-American women Ph.D. recipients consider salient to 

degree attainment, and what events and experiences do 

Hispanic-American women Ph.D. recipients consider to be most 

influential in their degree attainment? 

3) Given factors/variables found by Tinto, Bean and 

Associates, Astin, Sedlacek, and Ogbu to predict success for 

undergraduate students, how adequate are such frames for 
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explaining academic achievement of Hispanic-American women 

Ph.D. recipients? 
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CHAPTER 2 

METHODS 

The research proposed here undertook an in-depth 

exploration of the complexities and processes by which 

Hispanic-American women achieve the highest level of 

academic success. 

This chapter describes the methods used in addressing 

the study's research questions. The following topics are 

presented here: description of the informants, criteria for 

selection, informants, procedure for selection, research 

approach, data collection techniques and instrumentation, 

and data analysis. 

Description of the Informants 

This was a study of fifteen women-fifteen 

Hispanic-American women who provided data about the 

accomplishments of women who have achieved the highest level 

of academic success by attaining the Ph.D. from well 

regarded American universities from 1983-1995. They 

variously identified themselves as Hispanic, Chicana, 

Mexican-American, Mexican, and Navajo/Mexican-American. They 

are America's new generation of Hispanic-American women 

scholars. They are mostly social scientists and educators, 

with the notable exception of a scientist, mathematician, 
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and person from literature. They are college deans, college 

and university professors, and university museiam curators. 

This is also a study of a small group of women who are 

the daughters of farm workers, sheepherders, railroad 

workers, laborers, clerks, mechanics, ranchers, motel maids, 

kitchen workers, laboratory workers, factory workers, 

attorneys, engineers, teachers, professors, architects, and 

small business owners. They grew up in lower-class, 

middle-class, and upper-middle class homes, but they share 

the common characteristic of having achieved a Ph.D. degree. 

All of the participants in this study were born between 

1941 and 1966. Thirteen of the 15 were born in the United 

States. They received their undergraduate/graduate 

educations between 1963 and 1995. 

They came from families with varying degrees of 

education, e.g., a father who never attended school, to a 

father with a Ph.D.; a mother with a first grade education, 

to a mother with a J.D. 

The large majority cited Catholic as their religious 

affiliation while they were growing up. 

In the following sections the discussion of selected 

demographic background characteristics includes: 

racial/ethnic identity, socioeconomic status, time between 

degrees, parent's or grandparent's educational levels, and 

religion. 
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Racial/Ethnic Identity 

Of the 15 women, six identified themselves as Chicana, 

six identified themselves as Hispanic, one identified 

herself as Mexican, one identified herself as 

Mexican-American, and one identified herself as 

Navaj o/Mexican-American. 

The following three quotations illustrate different 

explanations for the particular terminology that they used 

to identify themselves: 

"I'm a Chicana, because I have the best, what I 

think, and I don't mean to sound ethnocentric, the 

best of worlds. I'm bilingual, my first language 

is Spanish. I grew up on the border where I 

assumed everyone was bilingual and bicultural. . . 

. I grew up feeling very comfortable about who I 

was. . . . Even the White kids spoke Spanish, were 

bilingual, and bicultural in many ways. . . . As I 

began to study the history of my people and 

understand my place is that I have both the 

Mexican side of me, which is in my blood, but I 

also have the Anglo side of me that has been in my 

socialization. I feel very comfortable in 

recognizing that I've got both histories—both 

histories are part of my history. So I'm Chicana, 

I call myself a Chicana." 
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"If you ask me in Spanish what I am, I'll tell you 

Mexican. If you ask me in English, we usually use 

Hispanic. That's just something we grew up with. 

. . . Some people say Chicana, that's fine, 

although that's one that I least prefer because it 

has some radical undertones, in my opinion. . . . 

When I was very young it was Spanish. ..." 

"I am half Navajo on my dad's side, and I'm half 

Mexican-American on my mom's side. I generally 

identify with the Navajo more than I do the 

Mexican because I was raised with my dad and not 

my mom. Although, in the last couple of years 

since I've moved, I've become a little bit more 

familiar with my mom. I have done a lot work in 

the Hispanic community. Part of the reason that I 

identify as being principally Navajo is that the 

Hispanic community is absolutely intolerant of 

having a dual identity, especially if it's Indian. 

. . . The Native American community is equally 

intolerant. If you're a quarter Indian and want 

to identify as an Indian, that's fine. You 

identify as an Indian, the other three-quarters of 

you is just not acknowledged. ..." 
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The terminology that was used to identify racial/ethnic 

identity by the informants was varied and based on personal 

preference, political ideology, and historical background. 

Socioeconomic Status 

Of the 15 informants, seven of the women grew up in 

lower class homes, three of the women grew up in 

lower-middle class homes, three of the women grew up in 

middle-class homes, and two of the women grew up in a 

upper-middle class homes, according to their responses. 

The following three quotations exemplify the various 

socioeconomic backgrounds from which they originate: 

"When we first moved from Mexico we lived in the 

part of town that was probably the most socio-

economically depressed part of town. All of the 

people who lived there tended to be immigrants 

from Mexico. We were pretty poor because the house 

that we had was kind of a weird house, because my 

dad had built two rooms, and then the kitchen was 

a small travel trailer that we had added the two 

rooms. As a kid I didn't know it was a weird 

house. ... We thought it was a pretty good 

house, compared to the house we had in Mexico." 

"Middle-class, modest middle-class. . . . Not 

terribly ethnically mixed. ... In both cases the 



42 

neighborhoods were not by any means barrios. 

There was no sense of a Chicano community there. 

The Chicanos who lived there were very assimilated 

into the White world, including ourselves. We 

knew that, we recognized our own ethnicity and 

were proud of it, but it wasn't something that was 

to divide us from other people, or to unite us 

with other people for that matter. It was just 

sort of there." 

"By the time I was in college, it was clearly 

middle-class, upper-middle class. That became 

very apparent to me because of the students I went 

to school with at ... I would say almost all, or 

most of the Chicano students didn't have the type 

of stuff I did. They had to work because they had 

to make rent. If I worked, it wasn't because I 

had to make any rent at all. I lived at home, it 

was because I needed spending money to buy a new 

outfit, to perform in my . . . class. ... It was 

like a different reality." 

The socioeconomic status was diverse, as was 

represented by their housing, neighborhoods, material 

possessions, and the money they had to spend. 
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Time Between Degrees 

Of the 15 women, two took 22 years from their 

bachelor's to their doctorates, and one took six years from 

her bachelor's to her doctorate. These data represent the 

range; the average was about 12 years between the bachelor's 

degree and the doctorate. Only three of the informants went 

straight through from the bachelor's to the doctorate. 

The time between the bachelor's degree and the 

doctorate for each of the informants varied greatly. The 

unique life experiences and circumstances of the each of the 

informants and their distinctive personalities generally 

influenced the time between the bachelor's and doctorate 

tremendously. 

Parent's/Grandparent's Educational Levels 

Of the 15 women, two were raised by their grandparents, 

due to financial hardship in their birth families. The 

grandparents took over all of the parenting roles and were 

considered by the informants to be their parents. 

Therefore, their educations are considered here, together 

with those of the parents. 

Of the 15 informants' parents, one father has a Ph.D. 

and one father has an Ed.D. One mother has a J.D. and one 

mother has a master's. One father has a bachelor's and one 

father has some college. One father has a high school 

diploma and five mothers have high school diplomas. The 
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remaining 10 fathers have below a 12th grade education, with 

one father having had no formal schooling, as previously 

mentioned. The remaining eight mothers have below a 12th 

' grade education, with one mother having had a first grade 

education as previously noted. 

The educational range for fathers was 0 to Ph.D./Ed.D. 

and the educational range for mothers was 1st grade to J.D., 

demonstrating the disparate educational levels of the 

parents. 

Religion 

With the exception of two informants, one who is a 

Methodist, and one who has a Catholic father, but grew up in 

a Methodist home because she was raised by a Methodist 

mother, all of the other women grew up in Catholic families. 

Further, twelve of the fifteen informants said that their 

religious background had no influence on the attainment of 

the Ph.D. 

Summary 

The Hispanic-American women Ph.D. recipients described 

in this study do not represent a monolithic culture. At 

times social scientists have attempted to portray Hispanics 

as if they were not a diverse group with intercultural as 

well as intracultural variability. The evidence for 

intracultural variability is demonstrated over and over 

again in the informants' own words. 
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This is a diverse group of women who mostly share a 

common language and religious experience, who identify 

themselves in multiple ways, who come from various 

socioeconomic backgrounds, who took a short time complete a 

Ph.D., and a long time to complete a Ph.D., who have parents 

with little to no formal education, to parents with 

doctorates, but who share the common experience of holding 

Ph.D.s. 

Criteria for Selection of the Informants 

The criteria for including informants in this study 

were as follows: 

(1) Hispanic-American woman - defined as having 

Mexican-American/Mexican, Chicano/Chicana, Latino/Latina, 

Spanish-American/Hispanic, or Hispano/Hispana ancestry. 

Because of the variation in the terms used by 

Hispanic-Americans currently residing in the Southwest to 

identify themselves, this study selected those women who 

designated themselves by the aforementioned terms, excluding 

those women of other Hispanic subgroups from the study 

(Aguirre & Martinez, 1993; de la Torre & Pesquera, 1993; 

Deutsch, 1987; Gandara, 1995; Garza, 1994; Hayes-Bautista & 

Chapa, 1987; Martinez, 1995; Nieves-Squires, 1992; Trevino, 

1987; Zimmerman, et.al., 1994); 

(2) Currently residing in the States of California, 

Arizona, and New Mexico. Some 40% of the total Hispanic 
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population live in the states of California, Arizona, and 

New Mexico (NCLR, 1990). This study selected individuals 

from the available pool of Hispanic-American women who have 

Ph.D.s and live in Southern California, Arizona, and New 

Mexico; 

(3) The majority of elementary school, jr. high/middle 

school, and high school completed in the United States. 

Because educational systems are extremely influential in 

transmitting the epistemologies, values, and beliefs of the 

dominant culture, this study addressed itself to those 

Hispanic-American women who were educated primarily in the 

United States, so as to assess the influence of American 

education on Hispanic-American educational attainment; 

(4) An earned bachelor's degree and Ph.D. from a 

recognized college or university in the United States. 

Because some college and university programs do not require 

a master's degree for entrance into the Ph.D. program, this 

study acknowledged receipt of the master's degree, but did 

not require it for participation in the study. As the M.D. 

and J.D. are professional degrees, and the Ed.D. may be 

either an academic or professional degree, depending on the 

institution and the program, this study confined itself to 

Ph.D.s, in keeping with the statement of the problem; 

(5) Completion of the Ph.D. within the past 15 years. 

A follow-back, retrospective method, as described by Gandara 
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(1995), was used to collect data. As this was an in-depth 

interview study and the informants were asked to recall life 

events that occurred prior to the interview, this method 

provided a range of information, from the most current to 

events that took place long before the interview. 

With respect to limiting the time span for completion 

of the Ph.D. to within the last 15 years; first, this 

allowed for more meaningful comparisons among informants, 

i.e., similarities and differences between the more recent 

recipients and those who received their Ph.Ds in the early 

to mid-80s. Second, there is reason to believe high interest 

on the part of the participants, i.e., level of interest in 

the topic, has been shown to be predictive of data accuracy 

and memory recall, and third, respondent characteristics 

(such as educational levels), and the fact that all the 

informants are highly trained researchers in their own 

right, seems to indicate the likelihood that precision and 

accuracy of responses would be of paramount concern to this 

select group of individuals: research on retrospective 

reporting suggests that those individuals who have attained 

advanced levels of education are more accurate in their 

reporting (Gandara, 1995). 

Additionally, these particular types of individuals 

have been shown in other research studies to be accurate and 

precise in their responses as previously argued. Therefore, 
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the data did provide contemporary and relevant information 

on Hispanic-American women Ph.D. recipients, and the fifteen 

year time period did otherwise expand a rather narrow and 

restricted and limited group of individuals to a more 

comprehensive and inclusive group of informants; 

(6) Fluency in English and Spanish. Because language 

proficiency is a key factor in educational attainment, this 

study attended to that factor by selecting a group of 

individuals who identified themselves as English-as-a-first-

language users, and a group of English-as-a-second-language 

users (Casas & Ponterotto, 1984); 

(7) Socioeconomic status. As socioeconomic status has 

been cited by some social scientists and educators to be 

correlated with academic success, the study addressed this 

variable by making every effort to include individuals from 

each of the lower, middle, and upper classes to assess the 

influence of SES on the attainment of the Ph.D. (Casas & 

Ponterotto, 1984; Escobero, 1980; Gandara, 1995; Nettles, 

1990); 

(8) Transition from undergraduate school to graduate 

school. Time off after completing the bachelor's degree 

before entering doctoral programs, or moving straight 

through undergraduate programs to doctoral programs without 

time off has been cited as an important factor in academic 
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attainment. This study addressed that particular factor by 

selecting individuals from both groups (Nettles, 1990). 

As for the sampling frame, some variables were held 

constant because they defined the study population. These 

included definition of Hispanic-American women, residence, 

school attendance in the primary and secondary grades mostly 

in the United States, earned degrees from colleges and 

universities within the United States, a Ph.D. rather than 

other doctoral degrees, and completion of the Ph.D. within 

the past 15 years. Another set of variables maximized 

variance by providing contrasts, e.g., language fluency, 

SES, and length of transition from undergraduate to graduate 

school. 

Informants 

The informants in this study showed substantial 

interest in the topic, -willingness to spend from 1-3.5 hours 

of their time with this researcher, and were open, candid, 

and forthright in their responses. 

The sources for obtaining the names of potential 

informants included the following: 

(1) National listings; 

(2) College and university research offices; 

(3) Individuals who came into contact with Hispanic-

American women scholars and professionals; 
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(4) Women's organizations; 

(5) Referrals by other informants. 

Procedure for Selection 

Some informants were chosen via a criterion-based 

selection strategy, and other individuals were located via a 

variation of criterion-based selection known as network 

selection guided the selection process. 

Criterion-based selection necessitates establishing a 

set of preconditions that list criteria, attributes, or 

dimensions that the individuals in the study must possess. 

The investigator then searches for individuals who typify 

the particular characteristics of the group being studied. 

The research problem, questions, theoretical framework, and 

identification of empirical factors considered to influence 

the problem and questions form the basis of the set of 

attributes (Goetz & LeCompte, 1984). "Criterion-based 

selection requires only that the researcher create a recipe 

of the attributes essential to the selected unit and proceed 

to find or locate a xinit that matches the recipe" (Goetz & 

LeCompte, 1984, p. 77) . 

Network selection is a variation of the criterion-based 

selection strategy in which each successive informant is 

named by a preceding informant. The researcher thus 

collected a selection of informants on the basis of 

participant referrals (Goetz & LeCompte, 1984). For 
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example, Hispanic-American women Ph.D. recipients possessing 

the attributes under investigation suggest others with 

similar characteristics. The process of linking based on 

similarity of profiles called network configuration provides 

access to like informants (Goetz & LeCompte, 1984). 

In sum, initially individuals were selected via 

criterion-based selection and then others via a variation of 

that strategy known as network selection which provided 

access to others with similar attributes. 

Research Approach 

The research approach that was used in this study was 

ethnography. "Ethnography is the work of describing 

culture. The essential core of this activity aims to 

understand another way of life from the native point of 

view. . . . Rather than studying people, ethnography means 

learning from people" (Spradley, 1979, p. 3). The 

informant's frame of reference or world view is explored and 

described, thereby communicating his/her cultural knowledge 

to the researcher. 

Tinto's (1988) work on student persistence/departure 

argues strongly for new research on the subject. He states 

that, "... additional research alone is not enough if that 

research repeats the highly quantitative patterns of past 

work. We also need research ... which employs ethnographic 

procedures to explore how students understand the temporal 
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quality of their college careers" (pp. 450-451). He goes on 

to say that anecdotal evidence suggests that older and 

foreign students, and by extension American born ethnic 

minorities, do not view persistence in the same way as do 

other students. 

Underlying the proposed research was the guiding 

assumption that the culture of the schools, and the culture 

of the women work interdependently to frame core values and 

beliefs about educational success (Del Castillo & Torres, 

1988). Since cultural norms and values are being 

increasingly recognized as crucial for \inderstanding 

educational effectiveness; it is advantageous to know how 

those factors interact to promote educational success. 

Thus, the primary research task was to provide detailed 

information about the linkages and processes within the 

culture of the schools-and the culture of the women that 

encourages success. 

Marshall and Rossman (1989), outlined several important 

points for developing a cultural perspective approach, and 

offered general suggestions for obtaining an in-depth 

understanding of culture. This approach was adapted to the 

study of Hispanic-American women Ph.D. recipients. 

A cultural perspective for the study of 

Hispanic-American women Ph.D. recipients suggested 

particular concepts that were congruent with the approach. 
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First, a cultural perspective requires an in-depth probe of 

the educational process and the culture of Hispanic-American 

women. Second, a cultural perspective necessitates an 

in-depth understanding of the impact of the culture of 

Hispanic-American women on the educational process; and 

likewise, the impact of the educational process on the 

culture of Hispanic-American women. Finally, a cultural 

perspective provides a schema for examining the 

interdependent nature of the culture of the school and the 

culture of Hispanic-American women, within the context of 

the culture of Hispanic-American women. 

In short, an ethnographic approach assessed the 

background characteristics, qualities, events, and 

experiences, that were crucial to the understanding of 

educational success, from the informant's frame of 

reference, within her cultural context. Moreover, a 

cultural perspective permitted scholarship that was 

thorough, rich, and detailed in its description of the 

culture of the school and the culture of Hispanic-American 

women as they influence educational attainment. 

Data Collection Techniques and Instrumentation 

To fully understand the role of the culture of the 

school, and the role of the culture of Hispanic-American 

women, and the influence of each of these cultural aspects 
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on educational success, a group of fifteen women was 

selected for this set of ethnographic case studies. 

Borg and Gall (1983) defined ethnographic case study as 

a detailed examination of a single subject, group, or 

phenomenon to obtain rich, anecdotal data. The ethnographic 

case study approach is based on the premise that a 

particular case represents and typifies many other cases, 

i.e., the case is considered an example of a group of 

individuals or class of events. An ethnographic case study 

requires the collection of extensive data in order to 

generate an in-depth exploration, description, and 

understanding of the individual, group, or phenomenon being 

studied. 

Certain types of educational research projects are more 

appropriately conducted with small samples. For example, 

small sample studies that require time-consuming data 

collection techniques such as in-depth interviews, to 

explore particular issues and probe complex ideas and 

phenomena, "often provides more knowledge than a study that 

attacks the same problem by collecting only shallow 

information on a large sample" (Borg & Gall, 1983, p. 261). 

To assure that the informants are representative of the 

culture in the study, criterion-based selection and network 

selection procedures as defined by Goetz and LeCompte (1984) 

were used to obtain the informants, as explained above. 
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This study employed in-depth interviews with 15 

individuals who met the criteria established for inclusion 

in the study. The purpose of the interviews was to 

• determine the factors or variables considered most crucial 

in contributing to the individual's academic success. 

Interviews provided a way for informants to discuss the 

background characteristics, qualities, events, and 

experiences that were instrumental to their academic 

attainment. The success of the strategy was highly 

dependent on the ability of the researcher to interview 

informants in a manner that allowed for candor and 

truthfulness, and eased apprehension (Borg & Gall, 1983; 

Marshall & Rossman, 1989). Therefore, every effort was made 

to establish rapport with the informants via the 

researcher's own personal and professional skills and 

experiences in interviewing. 

The factors or variables articulated by Tinto (1975, 

1988); Bean and Associates (1985, 1994); Astin (1982, 1984, 

1989, 1994); Sedlacek (1976, 1984, 1985, 1987); and Ogbu 

(1987) as being predictive of academic success provided the 

basis for the construction of the interview schedule. (See 

Appendix A, Illustration A) . 

The interview schedule consisted of questions from the 

following categories: 
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(1) Demographic Characteristics 

(2) Academic Integration 

(3) Social Integration 

(4) Separation 

(5) Transition 

(6) Incorporation 

(7) Environmental Variables 

(8) Factors of Involvement 

(9) Noncognitive Variables 

(10) Classification of Minority Types 

The questions were formulated based on interviewing 

standards suggested by Kerlinger (1986) and Spradley (1979). 

The interview consisted principally of open-ended and fixed 

alternative questions, including descriptive, structural, 

and contrast questions. Descriptive questions elicited 

samples of the informant's language usage. Structural 

questions investigated the organization of the informant's 

cultural knowledge systems. Contrast questions gave meaning 

to the infoirmant's language and knowledge systems by 

establishing relationships between language and knowledge 

systems (Spradley, 1979). 

The interview was conducted in a semi-structured 

manner and tape recorded. The tapes were transcribed for 

data analysis. To insure that researcher values and biases, 

preconceived ideas, or "going native" did not distort the 
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findings of the study, the data were given to others to 

review for accuracy of interpretation (Berg & Gall, 1983; 

Marshall & Rossman, 1989). Finally, selected informants 

were called to clarify a point, expand a response, or verify 

the accuracy of analyses. 

Data Analysis 

Spradley's (1979) comprehensive and systematic 

procedure called "The Developmental Research Sequence 

Method" (D.R.S. Method); which provides a step-by-step 

approach to construction of an ethnography; was adapted to 

this study (pp. 224-226). "This represents an ideal 

conception of the research sequence. In practice many 

social scientists deviate from this pattern or modify it to 

fit the needs of the project" (Spradley, 1979, p. 219). 

Following are the D.R.S. Method principles for crafting an 

ideal ethnography: locating an informant, interviewing an 

informant, making an ethnographic record, asking descriptive 

questions, analyzing ethnographic interviews, making domain 

analysis, asking structural questions, making a taxonomic 

analysis, asking contrast questions, making a componential 

analysis, discovering cultural themes, and writing an 

ethnography. The asking of the different types of questions 

occurred simultaneously with each informant, and the stages 

of formal analysis occurred after every three to four 

interviews. 
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As the questions were designed on Spradley's (1979) 

prototype of ethnographic interview questions including, 

descriptive, structural, and contrast questions, data 

analysis took the form of ethnographic analysis including, 

domain, taxonomic, componential, and theme analysis 

(Spradley, 1979). Ethnographic analysis is defined as "a 

search for the parts of a culture, the relationships among 

the parts, and their relationships to the whole. Combined 

with ethnographic interviewing, ethnographic analysis leads 

to the discovery of a particular cultural meaning system" 

(Spradley, 1979, p. 142). 

Compiling a record of research or, as the D.R.S. Method 

designates this step, making an ethnographic record, 

entailed taking field notes and developing a field notebook. 

The notebook format was organized to contain the following 

four types of field notes: condensed accounts, expanded 

accounts, journal, and analysis and interpretation. 

Condensed accounts are the condensed versions of the 

interview including phrases, single words, and unconnected 

sentences (Spradley, 1979). 

Expanded accounts filled in details and recalled 

material from the interview. Verbatim statements and fully 

transcribed, tape-recorded interviews represent one of the 

most complete examples of expanded accounts (Spradley, 

1979) . 
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A field work journal is like a diary. It represents 

personal feelings and reactions to informants. It is a 

record of ideas, emotions, thoughts, problems, and 

experiences that occurred during field work. The journal is 

an important source of data because it assisted the 

ethnographer in recalling valuable information that occurred 

during the first days and weeks of field work (Spradley, 

1979). 

Analysis and interpretation of field notes involved 

recording cultural meanings, detailed analysis, 

interpretation and insight into the culture studied. Domain 

analysis, taxonomic analysis, componential analysis, and 

discovering cultural themes were recorded in this category 

of field notes (Spradley, 1979). 

The four levels of ethnographic analysis are defined as 

follows: 

(1) Domain analysis - symbolic category that includes 

cover terms, included terms, and semantic relationships. 

Cover terms are names for categories of cultural knowledge. 

Included terms are different words used in the same way by 

informants. Semantic relationships are linking two 

categories or two terms together. Domain analysis begins by 

using semantic relationships as a starting point. 

(2) Taxonomic analysis - procedures for identifying 

subsets within a domain and the relationships between those 
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subsets; shows the relationships between all the folk terms 

in a domain; identifies different levels of folk taxonomies. 

(3) Componential analysis - examines how cultural 

symbols are related within subsets via attributes or 

components of meaning; involved the process of searching for 

contrasts, sorting them out, grouping them together as 

dimensions of contrast, and entering this information onto a 

paradigm. In this study, componential analysis was 

particularly important because, like the sampling frame , it 

provided for contrast. 

(4) Theme analysis - systems of cultural themes 

integrated into complex, dynamic, and whole patterns of 

cultural meaning recur again and again. A strategy for 

discovering cultural themes is a schematic diagram of 

information containing relationships and themes of the 

culture (Spradley, 1979, p. 199). 

In sum, the process of data analysis involved domain 

analysis, taxonomic analysis, componential analysis, and 

theme analysis of the descriptions provided by the case 

studies using Spradley's (1979) D.R.S. Method, albeit 

adapted to fit the needs of this specific project. 

The five theoretical perspectives reviewed in Chapter 1 

both influenced the data collection and provided the 

framework for interpretation by guiding the question design. 



61 

CHAPTER 3 

MAJOR THEMES/FINDINGS 

The findings ̂ nd their interpretation are presented in 

this chapter based on the in-depth interview data collected 

from high achieving Hispanic-American women scholars 

currently residing in the American Southwest. The six major 

themes emerging from the interviews are: cultural value 

system, language, academic achievement, faculty/student 

interaction, finances, and personal attributes. 

In each of the following sections the discussion of the 

major themes includes selected quotations to illustrate a 

particular point of view, to typify similar responses, or to 

show diversity of responses within a theme. 

Cultural Value System 

Within cultural value system are the following 

categories: family values, family support, and family 

responsibilities. "Education," "religion," "moral 

imperatives," "mother's support," "family encouragement," 

and "woman's work" form the foundation for a cultural value 

system whose core beliefs about family are crucial to 

academic success. Family is the central theme of the 

cultural value system. 
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Family Values 

When the informants were asked to describe their 

family's cultural value system, terms like respect, 

traditions, hard work, fairness, religion, compassion, 

community, education, and deference to mother were cited 

consistently by the majority of the informants as forming 

the core family values. 

The following quotations illustrate the effect of 

family in the attainment of the Ph.D.: 

. . .  " I  w o u l d  s a y  t h a t  e d u c a t i o n  h a s  p r o b a b l y  

been the most highly valued cjuality in our family 

or attribute, if you will. Also, religion, my 

parents are both traditional and nontraditional 

Catholics. ... I was brought up to be much more 

of a thinking Catholic and be aware of Catholicism 

as not just ritual but also a moral imperative, 

care for the poor, sick, underprivileged, be aware 

of those less fortunate than you are. All of those 

moral imperatives." 

"Hardworking, honest, positive, education was very 

important in our family. I think the work ethic 

was a very important one and not screwing people 

over. ... My family really valued the issue of 
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being a good person, treating people with 

respect." 

Family Support 

The informants were asked to explain how their families 

felt about their pursuit of a doctoral education. Most 

cited family support as including their immediate and/or 

extended family, such as support from husbands, life 

partners, children, mothers, fathers, siblings, and other 

relatives. 

The following four quotations show the importance of 

family support in achieving the Ph.D.: 

"They were happy, very proud." 

" . . .  I  h a d  a  h e a v y  r e l i a n c e  o n  m y  f a m i l y .  M y  

mother helped me with the babysitting. She gave 

me psychological and emotional support. My family 

gave me psychological and emotional support. . . . 

I probably would have not been successful without 

their help." 

"I got a lot of pressure from my husband. He 

really wanted it for me. My kids and my 

husband— ye ah, de finite1y." 
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"I got encouragement from my family. My mother 

was very supportive. I don't know that she really 

understood everything that was entailed in the 

doctoral work, but she would always tell me 

something about—when I would get discouraged, and 

there were about three or four times—I was even 

thinking of dropping out of the program—She 

listened to me and told me that I was almost done, 

to be patient, that I could do it, and to go do my 

studies. She was very supportive, and I think my 

family was also very supportive." 

Family Responsibilities 

The informants were asked to discuss the kinds of 

family responsibilities they had during their doctoral 

programs. The majority cited responsibilities such as, wife 

and mother, daughter, granddaughter, and caretaker for 

parents and in-laws, suggesting that commitment from the 

family and to the family in a reciprocal relationship forms 

the foundation from which to achieve high levels of academic 

success. 

The following three quotations illustrate the effect of 

family responsibilities in the attainment of the Ph.D.: 

"I take care of both of my parents now, and I did 

during my doctoral program... Women do the work, 

take care of everything, have a career and do 
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everything else... So, I took care of my parents, 

my children, my husband, extended family— . . . 

my husband's mother... I tell everybody...that is 

my job and I darn well not forget it." 

". . .My responsibilities would be to my folks, 

visit my grandmother. I had a responsibility to 

her. She's an old lady. She loves me. She calls 

me up. She's always like a little cheerleader. I 

felt lots of responsibility for her, to always let 

her know what I was doing. . . 

". . .My father became ill and died when I was in 

graduate school, as well as my mother... There was 

less impact when my mother died than when my 

father died because my stepmother needed a lot of 

help because she was ill for a while. I had to go 

and help—going to the hospital to visit and 

financially I had to help her during that time and 

after. I kind of financially supported my 

stepmother." 

In siam, it is clear that family values, family support, 

and family responsibilities are very influential in 

attaining the Ph.D. for Hispanic-American women. The 

relationship between family values, family support, and 
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family responsibilities forms the core cultural value 

system. 

Language 

Within the language theme are the following categories: 

language background, language proficiency, and acquiring 

standard English. These are the elements that form a 

language system that is fundamental to the academic success 

of Hispanic-American women. 

Language Background 

For Hispanics, "language has long been thought to be 

the chief barrier to educational and occupational 

advancement. . . . More recent research has dispelled the 

myth that bilingualism, or the use of Spanish in the home, 

is a source of Latino underachievement" (Gandara, 1995, pp. 

79 & 80). This particular study supports current research 

on this subject with the following data: For example, of the 

fifteen Hispanic-American women in this study only two of 

the informants classified their home language as primarily 

English. Six of the informants classified their home 

language as primarily Spanish. And six of the informants 

classified their home languages as bilingual. One informant 

classified her home languages as English, Spanish, and 

Navajo. Clearly, growing up in a Spanish-speaking home or 

bilingual home was not an impediment to attaining a Ph.D. 

for these women. 
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This particular group of high achieving 

Hispanic-American women further illuminate our current 

understanding of home language (s) and academic achievement 

by demonstrating that speaking Spanish or being bilingual 

did not inhibit academic attainment. 

Language Proficiency 

Of the 15 informants five rated their proficiency in 

English as "excellent," eight rated their proficiency in 

English as "above average," and two rated their proficiency 

in English as "average," demonstrating that coming from a 

Spanish dominant background or bilingual background did not 

impede progress in developing English language proficiency. 

Acquire Standard English 

Being from a Spanish-speaking background or a bilingual 

background did not appear to constrain these informants from 

acquiring standard English. Moreover, all 15 of the 

informants said that acquiring standard English was "very 

important" to attaining the Ph.D. 

In sum, the women in this study were aware of the value 

of strong proficiency in English and acquiring standard 

English to achievement in academia. In addition, there is 

no evidence from this study that the language of the home 

influenced achievement in a negative way. 
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Academic Achievement 

Within academic achievement are the following 

categories: academic background, high school preparation for 

undergraduate work, and culture-specific ways of 

learning/demonstrating knowledge. Grade point averages, 

precollege schooling, and nontraditional knowledge combine 

to form the major theme, academic achievement. 

Academic Background 

The grade point averages range from 2,9 to 3.8 at the 

xindergraduate level, from 3.0 to 4.0 at the master's level, 

and 3.5 to 4.0 at the doctoral level for this group of 

women. Obviously, these grade point averages reflect a high 

level of academic achievement at all levels for all 

informants, demonstrating the influence of high grade point 

averages on academic achievement for Hispanic-American 

women. 

High School Preparation 

It is clearly evident that these women excelled in 

their undergraduate programs and in graduate school, even 

though high school preparation for undergraduate work for 10 

of the 15 informants was said to be of "mixed preparation" 

or "not well prepared." 

The following three quotations exemplify the kinds of 

high school preparation for undergraduate work that was 

experienced by the majority of the informants: 
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. . It was very segregated in terms of all the 

Mexican kids or Mexican-American kids were sort of 

doing the remedial track, and the White kids were 

the ones that were doing the college-bound track. 

So there was a clear sense of who the smart kids 

were, and who were the kids in the remedial track. 

It was real segregated in terms of kind of tracks 

that different groups were put into. ... We 

really hadn't had any kind of college preparation. 

. ". . Most of us had taken remedial type classes 

so we wouldn't have qualified as far as the SATs 

and college entrance exams that are required." 

"I do know that I noticed that because I'm 

fair-skinned—I noticed . . . that I was given 

more chances to do well. If I messed up on 

something, I noticed that it was 'oh that's OK, 

you'll do better next time.' It was assumed that 

I could do better, whereas, I saw my friends that 

were all dark-skinned not given that second 

chance. That made a difference, it had to in 

attitude." 

"I got a tremendous preparation in terms of 

language skills; reading, writing, spelling. 
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grcunmar. Social studies to a certain extent. . . 

In terms of math and science, I would say I had 

abysmal preparation. Really, really bad. I look 

back on it and I'm sure part of it had to do with 

the time we were growing up, the expectations for 

women, or lack thereof in terms of math and 

science." 

These poignant observations illustrate a critical 

awareness of high schools that is both enlightening and 

disturbing. The depth of the commentary is chilling. Yet, 

despite institutional racism and sexism in their high 

schools, and "really, really bad" academic preparation, 

these Hispanic-American women accomplished the highest level 

of academic success. 

Although preparation for college was weak to 

nonexistent, and took place in a prejudicial environment for 

many of the informants, they did remarkably well in their 

undergraduate/graduate programs. 

Cultural Knowledge 

The following culturally specific characteristics were 

identified by the informants as crucial to learning— 

"self-discipline," "sense of duty," "thinking in Spanish," 

"watching very carefully," "following examples," "seeing 

interrelationships," "looking for all the possibilities," 

"thinking in a circular manner," and "taking initiative." 
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In addition, the following culturally specific ways of 

demonstrating knowledge were noted by the informants as 

equally important for shaping their cultural knowledge 

systems: "recognizing the connection between language and 

culture," "modeling behavior and treatment of others," 

"caring for others," "story telling," "interaction and 

communication style," "speaking and writing Spanish," 

"cultural/world view," and "sharing the old traditions." 

The following five quotations exemplify many of the 

informants' rich descriptions of cultural knowledge: 

"I mentioned the whole thing of oral tradition. A 

lot of the ways that I know I communicate, and I'm 

sure the way that I learned is something that's 

unique or specific to Hispanic culture, where 

everything is explained through example . . . like 

dichos and cuentosy ... a lot of it is done 

orally." 

"I think that I tend—. ... I use more examples 

that might appear to be story-like. . . . They 

like that in New Mexico—It seems like the 

students in New Mexico like that. ..." 

"I interact with material. I talk about it. . . . 

I'm aware that people of color seem to be 



72 

synergistic in talking about things. Ideas seem 

to develop for me in interaction with people as 

opposed to that more isolated process of reading 

and assimilating information." 

"I think that people have commented in my teaching 

particularly that I have personal!smo, I have a 

tendency to use personal examples and funny 

stories. Sometimes it irritates the Anglos, but I 

think it draws in the people of color in my 

classes. I think it's a culture specific way of 

being. I think my understanding of the culture is 

actually quite critical to my entire research on 

. I think it's because I know what I mean in 

our culture that helps me actually, and informs my 

research in ways that few other people in the 

field can really grasp." 

". . . The oral histories, oral story telling. I 

don't know if that was so much because of where I 

grew up without electricity. It was my 

grandfather that was our entertainment, . . .he'd 

tell us stories. They were always authentic. He 

did not like to tell ghost stories or witch 

stories or anything like that. Things that he 
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told us actually happened, that were actual 

history. That is a way that we learned, 

definitely learned the language, learned the 

importance of reading and writing because he read 

and wrote a lot. He did all of his own land 

dealings all by himself, no lawyers. He wasn't an 

educated man. Yes, there are cultural ways of 

learning. It's important to learn from the 

environment and our early teachers did that—my 

parents, my grandparents, all were very 

instrixmental in that way." 

In sxim, the informants' perceptions about the influence 

of their cultural knowledge systems on learning 

overwhelmingly supports the contention that family, 

language, and culture are sources of strength, rather than 

the so-called "cultural deficits, language deficits, 

learning deficits, knowledge deficits, and preparation 

deficits" that have been historically associated with 

Hispanic-American education. These results offer new hope 

as mentioned in Chapter 1, that we can move beyond "deficit 

model thinking" to a more enlightened view that emphasizes a 

cultural knowledge perspective that is so powerful as to 

overcome the most racist, sexist, impoverished, and 

adversarial educational experience. 
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Faculty/Student Interaction 

Within faculty/student interaction are the following 

categories: male/female relationships and gender/racial 

discrimination. The informants' responses to questions 

regarding their relationships with male Hispanic faculty and 

their experiences with gender/racial discrimination form the 

major theme faculty/student interaction. 

Male/Female Relationships and Gender/Racial 

Discrimination 

While nine of the 15 informants had male Hispanic 

professors, variously identified as Chicano, Hispanic, and 

Latino, five of the informants experienced negative 

behaviors and attitudes that ranged from ignoring the 

informant, and humiliating the informant, to overt displays 

of gender discrimination. Four of the informants had 

positive experiences with their male Hispanic professors. 

The following nine quotations, one from each of the 

women who had experiences (positive and negative) with male 

Hispanic professors illustrate their point of view: 

"I had one professor. Dr. , whom I took one 

course from. ... He had a final during the time 

I was going to take my qualifying written exams. 

I asked him if I could take the exam early. . . . 

He said that he would not allow that because 

perhaps I would get the questions and pass the 
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questions on to someone else. In other words, his 

reference was that I might be there for cheating 

purposes. I looked at Dr. and waited for 

his response. He denied my request. I never 

interacted with him again." 

.  . A t  t h e  s a m e  t i m e  w h e n  I  g o t  p r e g n a n t ,  I  w a s  

taking a course from a professor from . He 

was a visiting professor at at the time... 

It was a real disruptive time and it was a 

difficult period. I went to explain to him that I 

was pregnant, that if I seemed distracted in class 

that I wasn't quite up to par, I wanted him to 

know what's wrong. He looked at me, and he said 

'Are you sure you're not fantasizing this 

pregnancy?' I think there's some gender 

discrimination there." 

". . . My first chair, who was wonderful, Dr. 

died. The department was trying to find me 

another dissertation director, another Latin 

American, from . He never gave me any time 

at all, ever. I felt he never took me seriously 

at all. We never had a meeting. We never had a 

conversation for more than ten minutes. I don't 
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think he actually read the dissertation. I don't 

think he took me seriously, and I think it was 

because I was a woman, because I had heard other 

things—similar experiences from other women. I 

know that he slept with women students, that he 

carried on in an unprofessional way." 

" .  .  . 1  c a m e  t o  s t u d y  w i t h  t h i s  f a m o u s  g u y  n a m e d  

in . I switched to work with a 

guy named . That Latino professor made a 

world of difference, even though I fought with him 

off and on. Still he was a Latino. ... It was 

hard to figure because half the time I couldn't 

stand him. I thought he was a sleazebag." 

"There was an Hispanic professor at and he 

didn't help me a lot. It's really funny because 

that was the only person who came close to making 

an overture that was not professional. It was 

never truly overt, but I got him off committee 

when I started to feel uncomfortable. It's sort 

of interesting. Male Hispanics have not been real, 

real positive factors in my education. . . . For 

some reason or another the male Hispanics that I 
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ran into in my professional development were not 

and have never been helpful." 

"... There was a lot of dialogue that went on 

between us. I felt they were easier to relate to 

because they came from a similar background that I 

did. Their families were like mine and we spoke 

the same language. I could approach them if I was 

having problems with anything in class. I didn't 

feel like they were going to think that I was 

stupid. That was really important to me because 

crises did develop and those were the two people I 

knew I could count on. They were such a miracle 

for me because they were tenured and they could do 

that." 

"He was helpful. He gave a very gentle, but firm 

guiding hand to all of us. . . .He was really, 

really great." 

". . .He was very supportive. He was one of 

those individuals that open doors. He certainly 

opened the door for me to get into the program and 

guide me in my course work. And also in helping 

me to form my committee, letting me know the kind 
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of politics of committee formation... He was very 

patient and very supportive. He had most of the 

attributes that help students succeed." 

" . . .  I  f e l t  t h a t  t h e  p e r s o n  i n  t h e  

department really thought I had potential. He 

was very kind and supportive." 

As previously mentioned, the data on this theme are 

mixed. Male Hispanic professors are portrayed as supportive 

and kind, gentle yet firm, providing guidance, helpful, 

approachable, patient, and politically astute. Yet, they 

are also graphically described as "sleazebags," men who do 

not take women seriously, men who behave unprofessionally, 

men who sleep with women students, men who are prejudiced 

against women, men who are just not helpful, and men who 

humiliate women. 

The data are compelling, yet troiibling. More in-depth 

interviews with other Hispanic-American women scholars on 

this particular issue could provide additional evidence as 

to the gravity of the problem, and appropriate ways to 

address the very serious allegations that were made by five 

of nine informants in this study who had contact with 

Hispanic male professors. 

Other noteworthy data about faculty/student 

interactions are that only two of the fifteen informants 
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reported not having experienced racial and/or gender 

discrimination during their doctoral programs. 

The following five quotations represent the kinds of 

racial/gender discrimination that was experienced by the 

majority of the informants: 

" . . .  I  f e l t  o b v i o u s  d i f f e r e n c e s  b e c a u s e  I  w a s  

the only Hispanic in the whole department of 

graduate students... It was very obvious that I 

was being monitored. Whether it was because I was 

Hispanic. ... My guess would be yes. ..." 

" . . .  W h a t  I  f e l t  w a s  t h a t  I  w a s  f e m a l e ,  I  h a d  a  

child, I was Hispanic, so I had quite a few points 

against me according to what they thought might be 

successful or not be successful in the program. I 

was looked at as high-risk." 

"Most of the discrimination I have faced has been 

against women, not being Hispanic. I truly 

believe a lot of that is because I'm fair. That 

really angers me. It always angered me. That's 

why in many situations, I would make it a point to 

be sure everyone knew that I was a Mexican. That 

was important to me." 
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" . . .  I  f e l t  t h a t  I  w a s  c o n s i s t e n t l y  t h e  o n l y  o n e  

in a majority of my classes that was always 

saying, 'Wait a minute, that doesn't count for 

people of color.' Then I was basically seen as a 

pain in the butt as a result. There were 

opport\mities that I believe were denied to me 

because of my ethnic and racial background. In a 

funny sort of way, this sort of strange assignment 

of quotas, where I would apply for an internship 

of something like that, and they had their person 

of color for that year. I know of cases where I 

was more qualified for positions and did not get 

it because they already had their Mexican for that 

year." 

" . . .  I  w a s  i n  a n d  p e o p l e  w e r e  f a m i l i a r  

with Blacks and Whites, but they weren't familiar 

with anything in between. . . . People would make 

comments about me such as, 'Of course you're going 

to get a job because you're . You're a 

pretty hot item.'" 

In sum, a pattern of racial/gender discrimination has 

been established in that thirteen of fifteen informants 

experienced varying degrees of such discrimination in their 
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doctoral programs. Some subtle, some overt, yet all of it 

transcended, as evidenced by their academic achievements. 

Finances 

Within finances are two categories: financial aid and 

the effects of financial problems. Informants were asked 

questions regarding the influence of financial aid on 

achieving the Ph.D. and if they ever considered dropping out 

of their doctoral programs because of financial problems. 

Their statements about financial matters became the basis 

for the major theme, finances. 

Financial Aid 

Financial aid was identified as instrumental to 

attaining the Ph.D. by 14 of 15 informants. The woman who 

was not receiving any type of aid recalled her experience in 

this way: "It was pretty bad. I was a teacher for 20 hours 

a week. ... I also taught at night at Community 

College and I was a consultant for an there on campus. 

I had three part-time jobs and I was a full-time student." 

The other 14 reported receiving fellowships of various 

types, scholarships, tuition waivers, grants, loans, 

stipends, teaching, research, or graduate assistantships. 

Title III funds, and Title VII funds. 

The following three quotations typify the kinds of 

responses that were generated by asking the informants if 
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they had received any financial aid and if so how that aid 

had influenced the attainment of the Ph.D. 

"It was key. ..." 

"I wouldn't have made it through without it. . . 

"I couldn't have done it without any assistance. . . ." 

Effects of Financial Problems 

Only three of the informants ever seriously considered 

dropping out of their doctoral programs because of financial 

problems, and of the three, one was the informant who was 

not receiving any financial aid. Obviously all managed to 

overcome financial adversity to attain the Ph.D. 

In sum, these data overwhelming support the influence 

of financial aid in the achievement of the Ph.D. for these 

women. 

Personal Attributes 

Within personal attributes are the following 

categories: long-range goals, realistic self-appraisal, 

leadership, and personal theory of success. Establishing 

long-range goals, assessing ability to achieve a Ph.D., 

defining leadership qualities, and theory of success combine 

to form the major theme personal attributes. 
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Long-range Goals 

The issue of formulating educational goals was 

addressed by asking the informant when she specifically 

decided to earn a Ph.D. What is important to note about 

these data is that only two of the informants made the 

decision early in their lives. These two came from 

substantially different economic and socio-cultural 

backgrounds: one was born in the United States and has a 

father who also holds a Ph.D., the other was born in Mexico 

and has a father who has never attended school. When the 

question was posed regarding the informant's decision to 

earn a Ph.D., the woman born in the United States responded 

as follows: "I always knew." The woman born in Mexico 

recounted her decision in this way: 

"Probably junior high, high school age. In my 

high school annual I said 'I'm going to get about 

five Ph.D.s.' That was one of my ambitions... one 

of my dreams. I like school, I like learning, I 

like reading, I like teaching, so that was always 

something that my family and I valued." 

A second important factor to note in the decision to 

earn a Ph.D. about these data are that two the informants 

said that they had not really made the decision until they 

were accepted into the doctoral program. Two other 

informants said that they either never made a conscious 
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decision or that it was made because even after attaining a 

master's degree, the informant could not get the kind of 

work that she really wanted to do. The following four 

quotations illustrate the aforementioned perspectives: 

"That was something that kind of just happened. 

It wasn't something that I planned. I had been in 

the public schools as a teacher for 18 years, and 

I was burned out. I did not enjoy my job anymore. 

... I decided that I needed to do something 

else, and I started looking into the doctoral 

program. When they accepted me, that's really 

when I decided that that' s what I wanted to do." 

"To tell you the truth, I didn't know. I got into 

graduate'school quite by accident. ... I started 

because it was a better alternative than working 

for McDonald's." 

"I don't remember it ever being a conscious 

decision. It's like I never decided to go to 

school. My decision to go to school was to run 

away from my private life. School was my haven 

and so that was where I hid. I hid because my 

home life was always very unhappy. I went to 

school as long as I could for that reason." 
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"I knew I was going to go for a master's degree at 

the point in time at which the only job I could 

get was secretary, even though I had a bachelor's 

degree. Therefore, I was working in a situation 

where I knew that the only way to advance beyond 

that was to go for a master's. I knew I was going 

for a Ph.D. for similar reasons, which meant that 

after I got a master's degree, I was still a 

secretary. The only way was to say, 'OK, well 

maybe if I get the third degree I can do something 

else.' In each case, that was the determining 

factor in continuing." 

Six of the informants decided during or after their 

undergraduate programs, and three of the informants decided 

during or after their master's programs to earn a Ph.D. 

What is apparent is that most of the women who 

participated in this study did not make a decision to earn a 

Ph.D. early in their lives. Several made this decision for 

nonacademic reasons such as burn-out, not wanting to work at 

McDonald's, escaping unhappy home environments, and not 

wanting to be a secretary, rather than for lofty academic 

ideals, or zeal to be scholars. 

Realistic Self-Appraisal 

Academic ability was addressed by asking the informants 

to do a realistic appraisal of their ability to attain a 
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Ph.D. Of special significance was that seven of the 

informants said that they did not always think that they had 

the ability to earn a Ph.D. Although previously discussed, 

this group of women had better than average grade point 

averages and strong academic records. Yet, almost half did 

not believe that they could attain a Ph.D. 

The following four reasons typify the kinds of 

responses that were given for not believing that they had 

the ability to obtain a Ph.D.: 

". . . As a matter of fact, even when I was in the 

graduate program I always kept wondering, 'What am 

I doing here?' because most of the students, with 

the exception of one other student, didn't even 

look like me, didn't talk like me, didn't dress 

like me, or act like me, so I always felt like a 

fish out of water, because I was the only Chicana, 

the only woman of color in the graduate program." 

" . . .  E v e r y  y e a r  I  u s e d  t o  w o n d e r — I  k n e w  t h e r e  

was a filtering process. I knew every year some 

students dropped out and I always wondered, 'Well 

maybe this year—this is as far as I can go. 

Maybe this year I'll be the one that dropped out. 

The filtering system will catch me.'" 
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"No, I didn't think that I had the ability and I 

never really intended to go for a Ph.D. I 

intended to go for a B.A. and I felt that would 

suffice. It was out of reaction to life's 

circumstances that I continued going. ..." 

" . . .  I  a l w a y s  f e l t  l i k e  I  w a s  k i n d  o f  f a k i n g  i t . "  

In spite of evidence to the contrary, i.e., better than 

average grade point averages and strong academic records, 

just slightly less than half of the informants felt that 

they did not have the ability to attain a Ph.D. This 

finding was startling, given the importance placed on 

ability in academia. 

Certainly, ability was a prerequisite for achieving the 

Ph.D. degree for all fifteen of the informants. However, 

for this group, at least seven women did not confirm the 

importance of this attribute for attaining the Ph.D. 

Leadership 

When asked about leadership, informants cited a niomber 

of specific factors that they felt defined leadership for 

them and that were attributes that they themselves 

possessed. On the lengthy list of their responses were 

strength, survival skills, visibility, political 

involvement, vision, social justice, being bilingual, 

willing to take an unpopular position, strong convictions. 
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commiinity involvement, talcing responsibility, caring about 

others, empathy, teaching, understanding how to work with 

others, and trust. Most of these qualities were highly 

' individualistic and were seldom mentioned by more than two 

of the informants. However, three of the informants did not 

feel that they were leaders, although others may feel that 

they were. 

The following three quotations express their feelings 

about leadership: 

"That's very strange. I don't think of myself as 

a leader. I never have. I always think of myself 

as a loner. I like to see things get done, but I'd 

rather have somebody do the talking, get the 

credit. It doesn't matter to me... I see 

leadership as somebody kind of fearless... That's 

not me. I'm always afraid of everything I do, but 

I do it anyway." 

"I don't view myself as a leader, although I will 

take leadership positions at times. ..." 

"I don't know that I view myself as a leader but I 

think that other people do... People in the 

national arena, the Indian community, and my 

students say that I am a real leader and mentor." 
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One may have hypothesized that all fifteen of the 

infomants would have considered themselves to be leaders, 

in view of the fact that all of these high achieving women 

hold leadership positions like deans, college professors, 

and university museum curators. Such is not the case. For 

at least three of these women, leadership was not considered 

important to academic attainment. 

Personal Theory of Success 

When the informants were asked to articulate their 

personal theory of success and its relationship to academic 

success, most emphasized the importance of family and/or 

community as crucial factors in their personal success 

and/or academic success: The following seven quotations 

vividly describe their feelings about personal success and 

academic success: 

"My definition of success is being involved in 

teaching classes and doing research that's 

relevant to making a difference in the community 

because if it's not something that's going to do 

anything for women or people of color, why get 

involved. . . .?" 

"I suppose that I would use success in very 

personal terms, not necessarily monetary of 

material terms. ... I think that I view success 
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in terms of being loved and loving others, having 

friends, doing something that you feel is 

important to you and important for other 

people—that makes a difference in the world." 

"I think that success—I've never really thought 

that much about success, but to me somebody is 

successful—the values that I've tried to impart 

to my son are that all of us are born with gifts 

and our task in this life is to find out what our 

talents are, and to develop those gifts so that we 

can give back to our commiinity and to our society 

and to our world, so that when we leave this earth 

that it's a better place because we were here." 

"To me, I think my personal success is based on 

the way that I interact with other people and how 

well I can make people feel that they are good 

people, contributing members of society. . . . 

Which kind of ties into my family . . . trying to 

balance all of these balls or spin all the 

plates—keep all the plates spinning, keep trying 

to keep everybody balanced so that they will feel 

they're beneficial, contributing members of 

society. ... By having a Ph.D., it helps me to 

help myself and help other people attain their 
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goals. I think all of my success ties into 

service. . . . and building a solid foundation for 

our kids in the community." 

"My idea of . . . success is for a person to reach 

their full potential and to be able to give back 

to the community that supported them and that they 

came from." 

" .  .  . 1  g u e s s  m y  i d e a  o f  s u c c e s s  f o r  t h i s  s t a g e  

of my life is one of helping others in whatever 

way that I can. ..." 

.  . A s  f a r  a s  s u c c e s s ,  I ' m  v e r y  c o n s c i o u s  a b o u t  

not being a brown statistic. I like to show 

mainstream America that Chicanos/Chicanas can do 

well at their game. I enjoy that very much. I 

like to blow their expectations. I love to see 

the look on their faces. That's also 

gratification that I get. . . . That is fuel for 

my fire . . . because there is so much work to be 

done for the community." 

Two additional distinctive comments are valuable 

because they offer a different kind of insight on the idea 
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of success. The informants make special note of the fact 

that personal success has nothing to do with academia. 

"My personal theory of success would be to be a 

good person, a contributing person to society, and 

having raised good healthy children, to be 

productive however you want to define productive. 

However you want to define good. Somebody who 

gives back to the community a little bit of what 

they have taken. That's my idea of success, which 

has nothing to do with academe." 

" .  .  . 1  t h i n k  s u c c e s s  f o r  m e  h a s  i n c r e a s i n g l y  

become whether or not I can have a reasonable 

family life... I think for a lot of people in 

academe, the typical Anglo American might be 

something to do with success in their careers. 

That's not my primary agenda. I like the work 

that I do, but it's not the main focus of my life. 

I don't believe it ever really has been. . . . 

It's whether or not I can raise my child and be 

there for my mother." 

What is of consequence about these data are that 

success is indelibly linked to family and community. Once 

again family values, family support, and family 

responsibilities, the essential components of the cultural 



93 

value system, are the salient factors in achieving personal 

and/or academic success. 

Sximmary of Personal Attributes 

The personal attributes that influenced the attainment 

of the Ph.D. for Hispanic-American women in this study were 

their long-range goals, realistic self-appraisal, 

leadership, and personal theory of success. 

What is apparent from the data on formulating 

long-range goals is that most of the women decided to earn 

Ph.D. degrees either during or after their undergraduate 

programs or during or after their master's programs or when 

they were actually accepted in the doctoral program, 

thereby, suggesting that even though this particular goal 

was not identified in their early academic years, it was 

still attainable without years of prior planning. 

When the informants were asked to do a realistic 

self-appraisal of their ability to earn a Ph.D., slightly 

less than half of the women admitted that they did not 

believe that they could earn a Ph.D., even in the face of 

overwhelming academic evidence to the contrary. This 

compelling finding appears to need further exploration. As 

this particular data may suggest self-esteem and 

self-confidence problems even with the highest academic 

achievers, or perhaps this characteristic may be attributed 

to modesty. However, none of these premises, lack of 
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self-esteem, self-confidence problems, or modesty was ever 

stated by any of the informants. It was inferred from the 

findings. 

With respect to leadership and by a large margin the 

infoirmants believed that they were leaders and that they 

possessed the qualities that have traditionally been 

asbociated with leadership. Additionally, several other 

qualities were stated by the women to be indicative of 

leadership such as survival skills, political involvement, 

pursuit of social justice, and being bilingual, 

characteristics generally not found on a typical list of 

leadership traits. 

Another interesting finding was that there was a small 

number who did not believe that they were leaders. As was 

previously suggested, perhaps lack of self-esteem, 

self-confidence, or modesty may have contributed to this 

feeling. Again, this conclusion is based on inferences made 

from the findings and lengthy interviews with the 

informants. 

Finally, when the informants were asked to articulate 

their views on personal and academic success, they 

overwhelmingly identified family and community involvement 

as ways to assess not only their personal and academic 

success but self-worth. 
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Summary and Conclusions 

First, the profile that emerges of these high achieving 

Hispanic-American women is one characterized by a cultural 

value system that believes in education. For the most part, 

especially the mothers of the informants were influential in 

cultivating and sustaining their support for education all 

through their daughters lives. Family support was 

mentioned over and over by the informants as crucial to the 

attainment of the Ph.D. That support may have come from 

loving husbands or life partners, mothers, fathers, sisters, 

brothers, grandmothers, grandfathers, aunts, uncles, 

cousins, or their children. Whatever the specific case may 

have been, all experienced some sort of family support. But 

this was a reciprocal relationship; the expectations for a 

daughter, wife/partner, mother, or caretaker were never 

relinquished for the informant because she was in school. 

The family held very high expectations for her fulfilling 

her family responsibilities at whatever her age. 

Second, these individuals came from overwhelmingly 

Spanish dominant homes or bilingual homes. Although a 

multitude of research studies have correlated Spanish usage 

in the home with underachievement, more recent studies, 

(including this one) would argue that being bilingual is not 

a "deficiency" to be overcome but indeed might be 
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advantageous, for example in increasing cognitive and 

linguistic abilities in both languages. 

Third, most of the informants said that they had either 

poor academic preparation or mixed academic preparation for 

college, that it was up to them to find ways to remediate 

their academic problems or weaknesses, and that it was 

primarily through their own initiative that these academic 

deficiencies were ameliorated. Fourth, regardless of weak 

to poor preparation for college for the most part, these 

women excelled academically, as evidenced by their 

undergraduate and graduate records. 

Fifth, most of the women in this study did not 

seriously decide to earn a Ph.D. until they were well into 

their undergraduate or graduate programs, and many were not 

even sure that they had the ability to achieve the Ph.D. 

However, they mostly considered themselves to be leaders, 

although, some offered unique traits or attributes of 

leaders that clearly had an impact on their personal and 

educational success but would not traditionally be said to 

characterize leadership. 

Sixth, despite experiencing widespread discrimination, 

both gender and racial in many cases, the women were able to 

manage it and not allow it to curtail their quest for the 

Ph.D. 
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Finally, financial aid made a siibstantial contribution 

to the attainment of the Ph.D. for without this support 14 

of 15 women from this study said that they could not have 

finished the degree. It definitely made a great difference 

in their academic lives. 

The portrait that emerges of the Hispanic-American 

woman with a Ph.D. is that she is family and community 

oriented, that being from a Spanish dominant or bilingual 

home was not detrimental to her cognitive and linguistic 

abilities, that she probably had relatively weak preparation 

for college, that she was an outstanding student in 

undergraduate and graduate school, that she experienced 

gender and/or racial discrimination, that interactions with 

male Hispanic professors were not always positive and 

nurturing, that financial aid made the crucial difference 

about her staying and completing the doctoral program, and 

that success is measured by what "we can give back to our 

community and to our society and to our world." 

This portrait confirms some of the factors identified 

in the five theoretical models initially underlying this 

study, but fails to confirm far more. The next chapter 

addresses those five models, and then concludes by 

discussing other theoretical issues and their application to 

this population. 
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CHAPTER 4 

THEORETICAL FRAMEWORKS AND THEIR LINK 

TO THE STUDY'S MAJOR THEMES 

As previously stated, the purposes of this study were 

to examine the factors that contributed to the attainment of 

the Ph.D. degree by Hispanic-American women, to provide 

insights about high achieving Hispanic-American women that 

reflect contemporary values about education, and to further 

our understanding of academic achievement by learning from 

the women who have attained this level of academic success. 

In order to address this purpose a theoretical framework 

composed of five strands of research was constructed. This 

research had previously identified factors that influenced 

the academic achievement of undergraduate college students, 

nontraditional college students. Black college students, and 

successful minority students. One objective of this study 

was to examine the congruence of these models with the 

achievement factors identified by the Hispanic-American 

women. 

The sections below discuss the on factors selected for 

this study from Tinto's Academic/Social Integration 

Variables and Stages of Student Departure (1975 & 1988), 

Bean's Environmental Variables (1985 & 1994), Astin's 

Factors of Involvement (1984, 1989, & 1994), Sedlacek's 



99 

Noncognitive Variables (1976, 1984, 1985, & 1987), and 

Ogbu's Classification of Minority Types (1987) (See Figure 

1 )  .  

Tinto's Academic/Social Integration Variables 

In brief, Tinto's theoretical model posits that the 

process of interactions between the individual and the 

academic and social systems of the college and the 

individual's integration into those systems influences 

persistence or withdrawal. The model discusses interaction 

and integration as underlying contributors to persistence. 

(See Appendix A, Illustration A). 

The academic integration and social integration 

variables identified and incorporated into this study were 

grade performance, high school preparation for undergraduate 

work, family background, informal peer group associations, 

extracurricular activities, and friendship. 

Grade Performance 

Grade performance was examined through the informants' 

responses to questions regarding their grade point averages 

from high school through doctoral level work. This group of 

high achieving women were excellent students, as exemplified 

by their academic records during their undergraduate years 

through their doctoral work. 

Even at the high school level, for which eight of the 

15 were able to recall their grade point averages. 
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Figure 1. Study results for five theoretical models. 

Factors drawn 
from five 
research 
strands 

Sustained Inconclusive Not 
Sustained 

TINTO 

Family 
background 

X 

Grade 
performance 

X 

Precollege 
schooling 

X 

Informal peer 
group 
associations 

X 

Extracurricular 
activities 

X 

Friendship X 

Separation X 

Transition X 

Incorporation X 

BEAN et al. 

Finances X 

Hours of 
employment 

X 

Outside 
encouragement 

X 

Family 
responsibilities 

X 

Opportunity 
to transfer 

X 

Student 
satisfaction 

X 

ASTIN 

Place of 
residence 

X 

Honors programs X 
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student/faculty 
interaction 

X 

Athletic 
involvement 

X 

Student 
government 

- X 

SEDLACEK 

Positive 
self-concept 

X 

Understands and 
deals with 

racism 

X 

Realistic 
self-appraisal 

X 

Long-range 
goals 

X 

Successful 
leadership 
experience 

X 

Community 
service 

X 

Strong support 
person 

X 

Nontraditional 
knowledge 

X 

OGBU 

Acquire 
standard 
English 

X 

Adopt folk 
theory or 

success/dominant 
culture 

X 

Favorable 
impressions/ 
dominant 
culture 

X 

Adjust to 
social 
environment 

X 

impropriate 
behavior 

X 
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performance was high. Just one of the women graduated with 

slightly below a 2.0 grade point average (and rebounded to a 

3.7 at the undergraduate level, and a 4.0 at both the 

'master's and doctoral levels); the remainder of the group 

that could recall their high school grade point averages 

named figures ranging from 2.5 to 4.0. With the exception 

of one informant, the women had good to excellent academic 

records from high school through their doctoral work. They 

were almost always high achievers. At least for this group, 

their performance was fairly stable over time; they do not 

reflect the stereotypic Hispanic underachievement patterns 

such as consistently low grade point averages and 

chronically weak academic performance. Past grade 

performance served, for this sample, as an indication of 

integration into the academic system. 

High School Preparation for Undergraduate Work 

Precollege schooling was studied as another potential 

indicator of integration into the academic system, as Tinto 

suggests. A characteristic of high school such as the 

quality of its academic program has been identified by Tinto 

(1975) as an important factor in the individual's 

educational achievement and persistence in college. From 

the perspective suggested here, it follows that high school 

preparation for college work would be an important 

characteristic relating to individual academic success. 
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Although the informants were mostly good to excellent 

students during their high school years, the majority said 

that they had poor to mixed preparation for college. Strong 

high school academic preparation for college may have been 

preferable, but such was not the case for the majority of 

the women. So although Tinto identifies high school 

preparation for college as a predictor of academic success, 

for these Hispanic-American women precollege schooling did 

not appear to influence future academic achievement. 

Family Background 

Integration into academic life can be achieved through 

many routes, as Tinto has made clear. One important theme 

emerging in this study was the family emphasis on education 

— cited by most of the informants both as a family value 

and as a source of family support for their education. This 

emphasis was expressed through interest in school progress, 

expectations about getting an education, and a home 

environment that prized education. These family background 

factors were of paramount importance to the academic 

achievements of these Hispanic-American women. Family 

background was verified, for this sample, as an indicator of 

integration into the academic system. 

In siam, of the academic integration variables 

incorporated in this study from Tinto's model, grade 

performance and family background factors were said by these 
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women to be strong influences on their success, while 

academic preparation was not. The social integration 

variables (informal peer group associations, extracurricular 

activities, and friendship), had a negligible role in the 

academic success of Hispanic-American women. These variables 

did not yield any major themes or even categories within 

major themes during data analysis. The informants did not 

confirm the influence of social integration in the 

attainment of the Ph.D. for Hispanic-American women. 

Tinto's Stages of Student Departure 

Briefly stated, Tinto's stages of student departure, 

separation, transition, and incorporation are premised on 

rites of passage rituals, whereby individuals move from one 

developmental stage in their lives to another. In essence, 

a college or university is an institution indicative of a 

rite of passage ritual, in that it functions in a similar 

manner. Individuals who pass through the various stages 

become incorporated into the institution. Success is 

predicated on the individual's capacity to become 

academically and socially integrated into the institution, 

and to detach from previous communities. (See Appendix A, 

Illustration A). 

Tinto's stages of student departure did not emerge as 

major themes or categories within major themes. The heavy 

reliance on "socially and physically disassociating from 
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communities of the past" to be academically successful was 

not evidenced in this study. In fact, it has already been 

established that family aind community were crucial to 

* academic success for Hispanic-American women. The 

informants did not validate the process of separation from 

past associations in order to make the transition to 

eventual incorporation into the life of the college, as an 

influence on attaining the Ph.D. Tinto, 1988, p. 442) . 

Tinto's stages of student departure were not confirmed by 

this sample as an indication of incorporation into the 

academic system. 

Bean's Environmental Variables 

While the academic/social integration models 

exemplified by Tinto's emphasize the importance of social 

integration into the college community, nontraditional 

student models such as Bean's focus on factors external to 

the college environment. These environmental variables, 

finances, hours of employment, outside encouragement, family 

responsibilities, opportunity to transfer, and student 

satisfaction were found by Bean and associates (1985 & 1994) 

to have a significant direct effect on nontraditional 

student persistence. (See Appendix A, Illustration A). The 

aforementioned variables were incorporated into this study, 

and the findings illustrate the importance of family 
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responsibilities and financial aid on the attainment of the 

Ph.D. for Hispanic-American women. 

Family Responsibilities 

Family responsibilities can have a negative effect on 

college persistence as suggested by Bean. However, one 

important theme emerging in this study was that reciprocity 

between the family support system and family 

responsibilities appears to strengthen the commitment to 

educational achievement. These women came from environments 

that were largely supportive of their academic endeavors. 

Despite tremendous responsibilities, such as mother, wife, 

and caretaker for elderly or sickly family members, having a 

family that was supportive of education still outweighed 

such responsibilities. From this perspective, family 

responsibilities, although technically an external factor, 

as tied to the notion of family support had a positive 

influence on academic achievement. Family responsibilities, 

when part of an on-going, supportive family relationship 

served, for this sample, as an indication that the certain 

environmental factors do influence academic achievement. 

Finances 

Students' ability to finance their college education 

can influence their persistence, as shown by Bean. An 

important theme emerging in this study was the effect of 

financial aid on academic achievement. All but one of the 
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informants said that it was essential to their college 

persistence. Without financial aid, there is reason to 

believe that 14 out of the 15 women who participated in this 

study may not have gotten the Ph.D. Financial aid, for this 

sample, was confirmed as having been crucial to attaining 

the Ph.D., and therefore served as an indicator that outside 

environment does influence persistence. 

In sum, of the environmental variables incorporated in 

this study from Bean's model, family responsibilities did 

not seem to have a negative effect on persistence for this 

group of high achieving women. It appears that when those 

responsibilities are part of a strong, reciprocal family 

support system they may even influence persistence in a 

positive manner. 

As for the environmental variable, financial aid, the 

women from this study said that it was instrumental to their 

success in attaining the Ph.D. Financial aid served, for 

this sample, as an indication of the influence of some of 

the environmental variables on academic success. 

Additionally, the other environmental variables (hours 

of employment, opportunity to transfer, and student 

satisfaction) were not confirmed by the informants as 

influencing the attainment the Ph.D. Nor were they were 

identified as major themes or categories within themes. 
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Outside encouragement was subsumed under faculty/student 

interaction and family support. 

Astin's Factors of Involvement 

Briefly stated, Astin's student involvement theory 

"refers to the quantity and quality of the physical and 

psychological energy that students invest in the college 

experience " (Astin, 1984, p. 307). The theory is based on 

research by Astin that investigated factors about the 

college experience that significantly influenced student 

persistence. The basic elements of the theory are place of 

residence, honors programs, faculty/student interaction, 

athletic involvement, and involvement in student government. 

(See Appendix A, Illustration A). 

The factors of involvement that were explored in this 

study were place of residence and faculty/student 

interaction. Faculty/student interaction was explored in 

the context of male/female relationships. 

Male/Female Faculty/Student Relationships 

Within the major theme of faculty/student interaction, 

the category of male/female relationships was found to have 

a mixed effect on academic achievement. For the purposes of 

this study the emphasis was placed on male Hispanic 

faculty/female Hispanic student interaction because the 

women focused primarily on this subject during the 

interviews. The women from this group experienced both 
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positive and negative interactions with their male Hispanic 

professors. The data are mixed, thereby, suggesting the 

need for further research in this area. These data do 

however raise questions about the importance of male 

Hispanic faculty/female Hispanic student interactions as an 

indicator of academic success for Hispanic-American women. 

In sum, of the factors of involvement (faculty/student 

interaction), specifically, male Hispanic faculty/female 

Hispanic student interaction needs more study to assess the 

impact of this variable on the academic achievement of 

Hispanic-American women. However, with respect to this 

particular group, one informant's comment seems to epitomize 

the feelings of the majority of the group, "once I got in 

there . . . the only way they were going to get me out of 

there would have been to dynamite me out and carry me out in 

a body bag. . . ." 

As for the other factor of involvement incorporated in 

this study, place of residence, its suitability for 

influencing academic success for Hispanic-American women was 

not confirmed, nor was it identified as a major theme or a 

category within a major theme. 

Sedlacek's Noncognitive Variables 

Sedlacek has proposed eight noncognitive variables as 

predictive of persistence for Black college students; These 

noncognitive variables were found to be more important than 
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traditional academic measures in the academic success of 

Black students (See Appendix A, Illustration A). The 

following noncognitive variables were incorporated into this 

study: positive self-concept, understands and deals with 

racism, realistic self-appraisal, prefers long-range goals 

to short-term or immediate needs, successful leadership 

experience, demonstrated community service, availability of 

strong support person, and nontraditional knowledge. 

Positive self-concept was subsumed under realistic 

self-appraisal and availability of a strong support person 

was subsumed under family support and faculty/student 

interaction. 

Understands and Deals With Racism 

The question of racism was addressed in this study only 

in the context of facuity/student interaction. At the same 

time, because the study-focused on women, sexism was also 

explored. All but two of the informants said that they had 

experienced gender and/or racial discrimination during their 

doctoral programs; the majority were able to articulate 

specific incidents of discriminatory attitudes and behaviors 

toward them. They expressed the belief that both subtle and 

overt types of gender and/or racial discrimination were in 

fact present. Additionally, many of the informants 

commented that it was impossible for them to clearly 

distinguish whether discriminatory behaviors and attitudes 
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were because they were women or because they were 

Hispanic-American women. Sedlacek's noncognitive variable, 

understands and deals with racism (sexism) for this sample, 

served as an indication of college persistence. 

Realistic Self-Appraisal 

Realistic self-appraisal was cited by Sedlacek as 

predicting academic success for Black college students. 

Nearly half of the women in this study had not always 

believed that they had the ability to attain a Ph.D., 

despite strong past grade perfomance, suggesting possible 

self-concept problems. The data in this area are mixed and 

in need of further research. Sedlacek's noncognitive 

variable, realistic self-appraisal, served for this sample 

as an inconclusive indication of academic success. 

Prefers Long-Ranqe Goals to Short-Term or 

Immediate Needs 

Setting long-range goals was identified by Sedlacek as 

an important predictor of academic success for Black college 

students. However, more than half of the women in this 

study decided to earn a Ph.D. sometime during or after their 

undergraduate educations. Furthermore, only two of the women 

made the decision early in their lives. The data from this 

group did not confirm that setting long-range academic goals 

was important to college persistence. 
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Successful Leadership Experience 

Successful leadership experience was identified by 

Sedlacek as a predictor of academic success for Black 

college students. The majority of the women in this study 

believed that they were leaders and that they possessed 

leadership qualities. Sedlacek's noncognitive variable, 

successful leadership experience served, for this sample to 

validate the influence of this variable on college 

persistence. 

Nontraditional Knowledge 

The variable nontraditional knowledge was identified by 

Sedlacek as predicting success for Black college students. 

Culture specific ways of learning and culture specific ways 

of demonstrating knowledge (subcategories identified by 

Sedlacek) yielded a long list of cultural knowledge 

characteristics for this sample. However, nontraditional 

knowledge can only be inferred as a link to academic success 

for Hispanic-American women. The informants did not address 

academic success by directly connecting it to cultural 

knowledge. Sedlacek's nontraditional knowledge variable, 

served for this sample as variable highly suggestive of 

influencing college persistence. 

In sum, some noncognitive variables proposed by 

Sedlacek, (understands and deals with racism, successful 

leadership experience, and nontraditional knowledge) emerge 



113 

as important for these Hispanic-American women. For 

realistic self-appraisal, the evidence from the majority of 

the informants was inclusive, and prefers long-range goals 

to short-term or immediate needs was not evidenced as 

important for Hispanic-American women. The other 

noncognitive variables positive self-concept was siibsumed 

under realistic self-appraisal, availability of strong 

support person was subsumed under family support and 

faculty/student interaction, and demonstrated community 

service was not confirmed by the informants. 

Ogbu's Classification of Successful Minority Types 

In brief, Ogbu's theoretical approach to minority 

school performance is based on the presupposition that 

autonomous, immigrant, and castelike minorities have 

identifiable distinguishing features that either promote 

school success or school failure based on their position in 

a typology that he proposes. (See Appendix A, Illustration 

A) . The first category, autonomous minorities, are 

typically represented in the United States by Jews and 

Mormons, groups whose cultural frame of reference encourages 

school success. The second group, immigrants, tend to 

overcome their academic problems, adjust socially, and do 

well academically; these are represented in the United 

States by groups such as the Chinese and Punjabi Indians. 

The castelike minorities—peoples brought to the United 
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States involuntarily, or through conquest or 

colonization—are represented by American Indians, 

African-Americans, and Mexican-Americans. Ogbu found that 

these groups usually experience more academic difficulties 

and school performance problems than the other minority 

groups (Ogbu, 1987) . In light of this proposition, the 

present study incorporated several important concepts from 

Ogbu's work: acquiring standard English, adopting the folk 

theory of success of the dominant culture, having favorable 

impressions of the dominant culture's institutions, 

adjusting to the social environment, and exhibiting 

appropriate behaviors and attitudes. Two were sustained in 

this study: acquiring standard English and adopting the folk 

theory of success of the dominant culture. 

Accfuiring Standard English 

Informants were asked to explain the importance of 

acquiring standard English to the attainment of the Ph.D. 

There was overwhelming agreement that this was imperative to 

achieving a Ph.D. degree, establishing the importance of 

Ogbu's concept of acquiring standard English for this 

sample. 

Adopting the Folk Theory of Success 

of the Dominant Culture 

Chapter 3 describes one of the most important personal 

attributes emerging in this study: one's personal theory of 
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success. The results about "success" differ sharply from 

Ogbu's formulations of "folk theory of making it." Ogbu 

asserts that the folk theory of success for the White 

middle-class is "that one gets a good job that pays well by 

getting a good education" (1987, p. 324) . Only one of 15 

responses was even vaguely close to this assertion and it 

was stated this way: "Success is doing what you want to do 

in life and getting paid for it no matter what it is." The 

vast majority of the informants equated success with 

family/community involvement and commitment. Adopting the 

folk theory of success of the dominant culture was almost 

universally disputed by this group of women. 

In sum, of the concepts from Ogbu explored in this 

study, two yielded compelling findings. One (acquiring 

standard English) was strongly endorsed by these 

Hispanic-American women. However, another (adopting the 

folk theory of success of the dominant culture) received 

little support; This group did not experience the 

relentless school failure behaviors and other negative 

school traits that have been associated with castelike 

minorities. Rather, their school performance was more like 

that of typical autonomous minorities. 

The other concepts that were classified by Ogbu as 

representative of successful minorities, having favorable 

impressions of the dominant culture's institutions. 
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adjusting to the social environment, and exhibiting 

appropriate behaviors and attitudes were not confirmed by 

the informants, nor did these concepts emerge as major 

" themes or categories within major themes. 

Summary, Critique, and Implications 

The study's theoretical frameworks and their link to 

the study's major themes were discussed in this chapter. The 

theoretical framework for this study consisted of five 

strands of research which addressed academic achievement via 

persistence models. The works of Tinto, Bean and associates, 

Alexander Astin, Sedlacek and associates, and Ogbu served as 

guiding principles of the study. Ten categories of variables 

were identified as factors that were linked to student 

persistence by these aforementioned researchers. 

From Tinto's work on academic integration, family 

background and grade performance emerged as crucial to 

academic achievement. Of Bean and associates' environmental 

variables, finances and family responsibilities were found 

to be important in academic success. Two of Sedlacek's 

noncognitive variables—understanding and dealing with 

racism (sexism) and successful leadership experience—were 

shown associated with these women's achievement. Ogbu's 

emphasis on acquiring standard English was established as a 

critical feature for these academically successful 

Hispanic-American women. These particular variables are 
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clearly related to the achievement of the Ph.D. by Hispanic-

American women. 

Several potentially important factors; this study's 

results contradicted were precollege schooling, preference 

for long-range goals to short-term or immediate needs, and 

adoption of the folk theory of success of the dominant 

culture. These factors were not shown to influence academic 

achievement for the majority of the Hispanic-American women 

who participated in this study, as has been hypothesized. 

Tinto's academic integration variable, precollege 

schooling, did not influence academic success for 

Hispanic-American women. Most of the women in this study 

said their precollege schooling was either mixed or poor, 

suggesting that mixed/poor college preparation for 

undergraduate work, did not preclude attainment of the Ph.D. 

The results for Sedlacek's noncognitive variable, 

prefers long-range goals to short-term or immediate needs, 

showed that most of the women in this study did not 

formulate long-range educational goals, suggesting that not 

setting long-range goals did not prevent them from attaining 

a Ph.D. 

Lastly, from Ogbu's classification of successful 

minority types, the concept, adopt the folk theory of 

success of the dominant culture, showed that the majority of 

the women in this study did not share that perspective. 
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suggesting that not adopting the folk theory of success from 

the dominant culture did not prevent these women from 

achieving a Ph.D. 

Results for two variables were inconclusive. Astin's 

factor of involvement, faculty/student interaction, showed 

slightly more negative faculty/student interactions between 

male Hispanic professors and female Hispanic students, 

suggesting the data are mixed and in need of future study. 

The results for Sedlacek's noncognitive variable, realistic 

self-appraisal, showed that approximately half of the women 

in this study grossly underestimated their academic 

abilities, also suggesting mixed data in need of future 

study. 

Sedlacek's Nontraditional Knowledge 

The two categories of nontraditional knowledge— 

culturally relevant ways of obtaining information and 

demonstrating knowledge—were addressed by asking the 

informants to describe culturally specific ways that they 

learn and demonstrate knowledge. Although this question 

yielded much valuable information, a better question would 

have been to ask the informants not only to describe 

culturally specific ways that they learn and demonstrate 

knowledge, but to ask the influence of those factors on the 

attainment of the Ph.D. What may be inferred from the data 

about cultural knowledge is only that it appears to have had 
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an influence on the attainment of the Ph.D. for 

Hispanic-American women; this variable is also in need of 

future study. 

From this summary of the findings' pertinence to each 

theoretical model, a clear pattern emerges. Most of the 

variables whose hypothetical importance was not sustained 

(Figure 1) were variables resting on integrationist 

concepts, and most of the variables whose importance was 

sustained were associated with individual characteristics. 

The pattern in these findings becomes clearer with 

closer examination of the five theoretical models. Most of 

the models are integrationist, i.e., assimilationist, 

whereby "conformity is the norm and it is the responsibility 

of the individual" (Tierney, 1991, p. 14). From the 

perspective of these models, success in college is dependent 

upon the individual's ability to become academically and 

socially integrated into the life of the institution. 

Discontinuities in the research literature on student 

persistence lend further insight into this puzzle. First, 

all of these models (with the exception of Ogbu) pertain to 

undergraduates, also, mostly undergraduates of traditional 

ages. Moreover, the assumption seems to be that 

participation in the dominant culture (i.e., the college 

culture historically white, male, and middle-class including 
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customary passage into adulthood), is necessary for success 

in that culture. Therefore, these models are integrationist. 

Work by Bean and Metzner with nontraditional students 

demonstrates that such models as these five might not apply 

as affectively beyond these constraints (even though they 

seemed to be the best available for the study's purpose). 

They found that the chief difference between the persistence 

process of traditional and nontraditional students is that 

nontraditional students are more influenced by the external 

environment than by the social integration variables 

affecting traditional students. 

In more recent scrutiny of these models, Tierney (1991) 

has insisted that Tinto's widely accepted theoretical model 

(academic/social integration/incorporation) essential for 

student persistence has "practical implications that hold 

potentially harmful consequences for racial and ethnic 

minorities" (p. 2). Specifically, integrationists assert 

that all individuals, regardless of race, class or gender 

must undergo a "rite of passage" in order to realize full 

development into society. The major assumption is that an 

individual must adopt a homogeneous set of values and 

attitudes in order to be successful in the institution, and 

it is also the individual's task to assimilate and adapt to 

the system. 
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Bean and Metzner's and Tierney's work, in conjunction 

helps clarify the findings of this study; the environmental 

variables (finances, outside encouragement, and family 

responsibilities) coupled with Tierney's critique of 

integrationist models demonstrate the importance of the 

external environment and the possible consequences of 

assimilating into the social system for Hispanic-American 

women Ph.D. recipients. 

The role of leadership, and leadership self-image, 

arose throughout this data set. From her work on leaders in 

higher education H. Astin (1991) has stated that "values 

that stand out among the study's women are a passion for 

justice and social change and a commitment to women" (p. 

66) . This perspective also further clarifies leadership 

findings from the present study of Hispanic-American women 

Ph.D. recipients in which social justice, community 

involvement, and being bilingual were said by the women to 

be leadership characteristics. 

The literature on cognitive/affective dimensions of 

adult learning lends another perspective to these findings. 

According to King and Baxter Magolda (1996), "a successful 

educational experience simultaneously increases cognitive 

understanding and sense of self, personal maturity, and 

interpersonal effectiveness" (p. 163). From this perspective 

the cognitive and affective dimensions are viewed as parts 
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of one process; knowledge construction, meaning making, and 

self-awareness are merged with the developing human being. 

These Hispanic-American women Ph.D. recipients repeatedly-

confirmed these dimensions in their own words. 

In sum, then, the findings from this study of doctorate 

(not undergraduate) Hispanic-American women of 

nontraditional ages can be understood more clearly from the 

theoretical perspectives offered by Bean, Tierney, H. Astin, 

King and Baxter Magolda. 

Clearly this perspective of success in higher 

education—and specifically success in doctoral education 

for Hispanic-American women—needs revisions. First, 

integration (assimilation) into the social system of the 

institutions is not necessary for attaining a Ph.D. Second, 

family and commxinity values are crucial to attaining a Ph.D. 

Third, being socially conscious and self-aware are important 

leadership traits that contribute to attaining a Ph.D. 

Finally, continued implementation of community oriented, 

collaborative, student centered, and active learning models 

would enhance participation of Hispanic-American women in 

higher education. 
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Illustration A 

Integration/Incorporation, Nontraditional 
Undergraduate Student Attrition/Persistence, 

Involvement, Noncognitive Variables, 
Classification of Minorities 

The following list summarizes the factors (or variables) 
cited by these authors as predictive of academic success. 

Tinto's Integration Variables 

Academic Integration 
—family background 
—grade performance 
—precollege schooling 

Social Integration 
—informal peer group associations 
—extracurricular activities 
—friendship 

Tinto's Stages of Student Persistence/Departure 

Separation 
—disassociate from membership in past communities 
—parting from past habits and patterns of 
affiliation 

- Transition 
—passage between the old and new 
—passage between associations of the past and 
hoped for associations with communities of the 
present 

—adjusting to the social and intellectual life of 
the college 

Incorporation 
—passage through the stages of separation and 
transition 

—integration into the college community 
—adopting norms appropriate to the new college 
setting 

—establishing competent membership in the social 
and intellectual communities of college life 
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Bean and Associates 

Nontraditional Undergraduate Student 
Attrition/Persistence Variables 

Environmental Variables 
—finances 
—-jiiours of employment 
—outside encouragement 
—family responsibilities 
—opportunity to transfer 
—student satisfaction 

Astin's Factors of Involvement 

Place of Residence 
Honors Programs 
Student-Faculty Interaction 
Athletic Involvement 
Involvement in Student Government 

Sedlacek's Noncoqnitive Variables 

Positive Self-Concept 
Understands and Deals With Racism 
Realistic Self-Appraisal 
Prefers Long-Range Goals to Short-Term or Immediate Needs 
Successful Leadership Experience 
Demonstrated Community Service 
Availability of Strong Support Person 
Nontraditional Knowledge 

Oqbu's Classification of Successful Minority Types 

Autonomous Minorities & Immigrant Minorities 

—acquire standard English 
—adopt the folk theory of success of the dominant culture 
—have favorable impressions of the dominant culture's 
institutions 

—adjust to the social environment 
—exhibit appropriate behaviors and attitudes 
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Illustration B 

INTERVIEW SCHEDULE 

(Introduction to study, purpose, etc...) 

{Let's talk about your current employment and some general 
types of academic questions...} 

1. What is your full job title? 

2. What are your specific jpb duties? 

3. Tell me the year that you were awarded your PhD and 
the the name of the college or university that 
awarded it. 

4. Also, the year that you received your Master's 
degree and your Bachelor's degree. And where you 
received those degrees? 

5. Do you have an Associate's degree? If yes, where 
did you receive it? When? 

6. Do you remember your GPA at the doctoral level? At the 
master's level? 

7. Do you remember your undergraduate GPA? 

8. When did you graduate from high school? GED? 

9. Where is the high school located? 

10. Do you remember your high school GPA? 

11. In what types of schools did you receive your early 
education? (K-6) public, private, or parochial? 
(7-8) public, private, or parochial? (9-12) 
public, private, or parochial? 

12. Were these schools racially mixed? Tell me about 
the ethnic make up of the schools. 

13. Were these schools coeducational? Yes/no, Explain! 

14. How well did your elementary and high school prepare 
you for college? If well prepared, examples of 
preparation. If not well prepared, examples of 
lack of preparation. 
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15. How well did your undergraduate program prepare you 
for graduate school? If well prepared, examples of 
preparation. If not well prepared, examples of 
lack of preparation. 

16. When did you know that you were going to get a 
a graduate degree, i.e., when did you first decide 
that you wanted to earn a PhD? Why did you make 
that decision? 

17. Did you always feel that you had the ability to 
attain a PhD? Explain! 

18. Of the courses that you took at the doctoral level 
which class or classes were the most intellectually 
stimulating? Why? 

19. Were there any classes that were particularly 
stressful or difficult at the doctoral level? Why? 
Why not? 

20. Do you feel that you did as well academically in 
your doctoral program as you expected to do? Why? 
Why not? 

21. Are you satisfied with the intellectual achievements 
in your life thus far? Why? Why not? Explain! 

{Now, let's talk about you and your family...} 

22. When were you born? 

23. Where were you born? 

24. Where did you grow up? 

25. Where was your father born? 

26. Where was your mother born? 

27. What is your father's education? 

28. What is your mother's education? 

29. Do you have any brothers or sisters? If yes, what 
are their educations? 
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30. How would you describe your family's socioeconomic 
status while you were growing up? (wealthy/rich -
upper class); (above average income - upper middle 
class); (average income - middle class); (slightly 
below average income - lower middle class); (poverty 
level - lower class). 

31. While you were growing up, where was your father 
employed? 

32. Did your mother work outside the home? If yes, 
where? 

33. Did any of your brothers or sisters work outside of 
the home? If yes, where? 

34. How would your describe your neighborhood? Or the 
place where you grew up? 

{Next, I would like for us to discuss some rather 
personal information about ethnicity and racism...} 

35. What term do you use to identify your ethnicity? 
Why? 

36. Have you ever felt ashamed of your heritage? 
Yes/no, Explain! 

37. During your doctoral program did you ever 
experience any siibtle or overt racism? Explain! 

38. During your doctoral program did any ethnic 
minority person that you were acquainted with 
experience racism? Explain! 

39. What did you do about it? 

{Now let's talk about various aspects of the ???? 
culture...} 

40. What languages were spoken in your home while you 
were growing up? 

41. How would you describe your proficiency in English? 

42. How would you describe your proficiency in Spanish? 

43. Is English your first language? 
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44. How important was acquiring standard English to the 
attainment of your PhD? Explain! 

45. What was your family's religious affiliation while 
you were growing up? 

46. Did you participate in religious activities on a 
regular basis while you were growing up? If yes, 
what types of activities were these? 

47. Did your religious experiences have any influence on 
your pursuit of a graduate education, particularly 
a doctoral education? 

48. How would you describe your family's cultural value 
system? For example, did they follow the 
traditional customs, attitudes, and beliefs of the 
Hispanic culture? Explain! Give examples! 

49. Can you think of any culture specific ways that you 
learn? Explain! 

50. Can you think of any culture specific ways of 
demonstrating knowledge? Explain! 

{Now, let's discuss your social life...} 

51. While you were in your doctoral program were you 
involved in any informal or formal campus groups? 
If yes, what were they? If no, why not? If yes, 
were they supportive and helpful? Explain! If yes, 
# 2 .  

52. Were any of these groups oriented toward women 
and/or minority student concerns? Explain! How 
did these groups respond to you? How were you 
treated by the group? 

53. Were you ever part of a study group at the doctoral 
level? Why? Why not? 

54. At the doctoral level, did you make friends easily? 
And what were your friends like? 

55. Did they come from the same background as yourself? 
Explain! 

56. How do you feel about making friends from a variety 
of social and cultural backgrounds? 
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57. In what ways were your friends helpful while you 
were in your doctoral program? 

58. Did you have any friends that were particularly 
unsupportive or not very encouraging while you were 
in your doctoral program? Explain! If yes, how 
did that make you feel? 

59. Did you socialize with any of your doctoral program 
peers after school hours? If yes, what did you 
do? Where did you go? If no, why not? 

60. Did you make any lifelong friends in your doctoral 
program? If yes, tell me about him/her/them? If 
not, why not? 

61. Were there any Hispanic students in your classes 
at the doctoral level? If yes, did you become 
friends with him/her/them? Were they from the 
United States? If there were no Hispanic students 
in your classes, why was that and how did that make 
you feel? 

62. How did your peers in your classes feel about you, 
at the doctoral level? 

{Next, let's move to a discussion of your relationship with 
your professors...} 

63. Did you ever have any Hispanic professors while 
you were in your doctoral program? If yes, whom? 
If yes, how did you feel about that? If yes, was 
your experience any different with him/her/them 
than with other instructors? If yes, in what ways? 
If no, how did you feel about that? If no, why was 
that? 

64. Did any professors ever take an interest in you 
professionally and/or personally during your 
doctoral program? If yes, whom? What was the 
nature of that interaction? If not, why not? 
In either case, how did that make you feel? 

65. Did any professors ever invite you to his/her home 
for a professional meeting and/or personal "get-
together" during your doctoral program? If yes, 
explain! If no, why not? If no, is that something 
that you would have liked to do? Yes/no, Explain! 
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66. Did any professors ever invite you to breakfast, 
lunch, dinner, drinks, or coffee, etc. during your 
doctoral program? Yes/no, Explain! In either case, 
how did that make you feel? 

67. Did you ever turn to a professor for help with an 
academic or personal problem during your doctoral 
program? If yes, explain! If no, why not? 

68. Was there a professor who had a significant 
influence on the attainment of your PhD? If yes, 
whom? Explain! 

69. Did any professors ever make any personal overtures 
of a nonprofessional nature toward you? Yes/no, 
Explain! Give examples! 

70. Were you ever discriminated against because of your 
gender and/or ethnicity during your doctoral 
program? If yes, by whom? What were the 
circumstances? Explain! Give examples! 
What did you do about it? If no, explain why not? 

71. Did you receive fair grades from your professors 
during your doctoral program? If yes, explain! If 
no, explain! Give examples! 

{Now, let's talk about how you, your family, and close 
friends experienced your doctoral program...} 

72. Did you ever get any encouragement from persons 
outside of your doctoral program? Yes/no, Explain! 

73. While you were in your doctoral program did you 
ever feel like you had to detach yourself 
from your family, friends, or community? Yes/no, 
Explain! Tell me how that made you feel? 

74. How did your family feel about your pursuing a 
doctoral education? Explain! 

75. How do you talk to your family about your work? 

76. While you were in your doctoral program were there 
ever times when you felt like you were experiencing 
some sort of a change in your life? Yes/no, Explain! 
Give examples! 
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77. While you were in your doctoral program did you 
ever experience any difficulty fitting into the 
social and intellectual life of the graduate 
school? Yes/no, Explain! Give examples! 

78. Do you feel like you adopted the behaviors, 
attitudes, actions, and rules (spoken and 
unspoken) appropriate to the graduate school? 
Yes/no, explain! 

79. Do you feel like you were a full participant in the 
graduate school? Yes/no, Explain! 

80. Did you feel like a competent member of the social 
and intellectual life of the graduate school community? 
Yes/no, Explain! 

81. Do you view yourself as a leader? How do you 
define leadership? What does leadership mean to 
you? 

{Next, let's move into the area of finances, living 
arrangements, and community service...} 

82. While you were in your doctoral program did you 
apply for financial aid? If yes, what types of aid 
did you apply for? If no, why not? Explain! 

83. Did you actually receive any financial aid? If 
yes, what type? 

84. How did the aid/lack of aid influence your 
attainment of the doctoral degree? 

85. Did anyone contribute financially to your doctoral 
education? If yes, whom? Explain! 

86. Did you ever think of dropping out of your doctoral 
program because of financial problems? Yes/no, 
Explain! 

87. While you were in your doctoral program did you 
ever consider transferring to another institution 
or program? Yes/no, Explain! 

88. Did you work during your doctoral program? If yes, 
how many hours per week? Where? Job duties? 
If no, why not? 

89. Where did you live during your doctoral program? 
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90. Did your place of residence have any affect on your 
doctoral program? Yes/no, Explain! 

91. Were you married or in a relationship with 
someone during your doctoral education? Yes/no? 
How did being in/not being in a relationship affect 
your doctoral program? 

92. What kinds of family responsibilities did you have 
while you were in your doctoral program? Explain! 
Give examples! 

93. Were you involved in community service work during 
your doctoral program? If yes, explain! 

{Let's close the interview with your impressions of 
educational institutions and personal theory of success...} 

94. What are your impressions of the institution 
of education? Explain! 

95. What is your personal theory of success? And how 
is this idea related to your academic success? 
Explain! 
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