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Since its inception in 1965, Affirmative Action has played a pivotal role in
integrating predominantly white institutions of higher education with Black and
Brown faces. However, at the doctoral level only marginal increasesben made
over the past 30 years in the number of Black and Latino students awarded Ph.D.s. In
an effort to better understand the historical phenomenon of under-representation at
the doctoral level among Black and Latino students, a qualitative researghvasid
designed that examined both the historical evolution of their lived experiences at
predominantly white institutions, and the forms of capital they used to navigate
through the academy. Understanding and comparing how these students have been
able to navigate through these historically excluded spaces was a key thisl of
research because it leant itself to the construction of a “new story” of higher

education. In addition to understanding their lived experiences and their use of

social/cultural capital, their narratives were also used to exploredhdésrconcept



of diversity and how it has functioned within American culture over time. The
cultural landscape of higher education was an ideal locale to investigate taagast
current state of race in America because much of what happens within unigedsity
college settings reflects the broader race relations of societgat la

Affirmative Action served as the backdrop to construct the two historical time
periods from which | drew my study participants: “Affirmative Action
Implementation” and “Affirmative Action Dismemberment.” A total of eight
participants were recruited according to when they started their doctoyehm®
and divided into two comparison groufisst generation(4) andsecond generation
(4). Critical Race Theory (CRT), Latino Critical Race Theory (IRi{, and a
Community Cultural Wealtiramework were used as the theoretical lens to situate the
findings. Several patterns emerged including: race and cultural spacstgreses;

and social activism.
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CHAPTER 1: INTRODUCTION AND LITERATURE
REVIEW

I had a fellowship in Columbia University’s history Ph.D. program...It was really
rough going, not because the work was hard but because | had no academic network
and everyone seemed so smart. | felt very lonely and isolated. Students in the history

program seemed to have networks outside the university in the greater New York
area, as did I, but | could not connect with anyone, and as usual being the only black
person made me very self-conscious. Everyone talked the talk, and | did not learn to

trust my intellect (White, 2008, p.89-91).

| found myself to be one of two African American students in my cohort. Although
accustomed to being in the category of ‘one of’ or ‘only black’ in my classes for much
of my academic career, this experience was still daunting at times...It is
disheartening to feel alone in the sometimes-cruel world of the academy. Itis
particularly disconcerting to know that neither one’s race nor gender has currency

(Peters, 2005, p. 200-202).

In the two epigraphs above, both Deborah Gray White and April Peters reflect
on how the doctoral process had been isolating and alienating for them as students of
color. However, what'’s particularly interesting to note is that thekectieins are
from two completely different time periods. When White pursued her doctorate in

the early seventies at the latter end of the civil rights era she mayvweonteagined



that 30 years later, Peters would still be experiencing the same chailetiges

twenty-first century, post civil-rights era. What do these mirror reflesttell us

about the doctoral experience for students of color over time? How do race, class,

and gender impact the doctoral process? How are the experiences of doctoral students
of color distinct from their white counterparts? These questions frameddimaing

of my inquiry and guided the development of the research questions, purpose, and
methodology for this study. One of my primary missions was to learn whietser t
answers held the key to solving the problem of persistent under-representation of
Black and Latino Doctoral students in the academy.

According to U.S Census Bureau projections, minorities will account for
36.2% of the entire United States population by 2010 (U.S. Census Bureau, 2004).
However, the number of doctorates awarded will likely remain disproportignatel
despite the rapid shifts in population demographics. From 1976-77 to 2003-04 the
number of doctorates awardedalb minorities only rose from 7.7% to 15.2%
(National Center for Education Statistics [NCES], 2005). Of the 43, 398 doctorates
conferred during the 2003-04 school year, African Americans accounted for 2,726
(5.4 %) and Latinos accounted for 1,558 (3.2 %) of that total. (Cook & Cordova,
2006, Table 18). In the late 1980s interest and recognition of this problem peaked
and several federal and private programs were initiated to encouraggptom of
minority and low-income students at the doctoral fe\Béspite the implementation
of federal and privately funded initiatives to increase the presence of minority

students pursing and earning doctorates, the problem of severe under-representation

! Ronald E. McNair program and Mellon Mays Undedyiate Fellowship are two example of the
programs initiated.



persists, particularly for Black and Latino student®sso (2006) provides an
interesting narrative of the Chicano pipeline to examine the ways in which under-
representation takes form.
We begin with 100 Chicana and Chicano students at the elementary level,
noting that 56 drop out of high school and 44 continue on to graduate. Of the
44 who graduate from high school about 26 continue on toward some form of
post-secondary education. Of those 26 approximately 17 enroll in community
colleges and nine enroll at 4 year-institutions. Of those 17 in community
colleges, only one will transfer to a 4-year institution. Of the nine
Chicanas/os attending a 4-year institution and the one community college
transfer student, seven will graduate with a baccalaureate degrelly tiina
Chicana/o students will continue on to earn a graduate or professional degree
and less than one will receive a doctorate (Yosso, 2006, p. 4).
These figures along the pipeline are staggering and shed light on the reagons wh
very few Black and Latino doctoral students are present within the academychAt ea
stage of the pipeline these student populations must combat all sorts of obstacles in
order to make it through to the end. Those that do endure the pathway to the
doctorate sometimes do so at the expense of being further marginalized akehé “t
student and are sometimes subject to isolation from their family and communities
because of inevitable identity shifts.
In an effort to better understand the historical phenomenon of under-
representation at the doctoral level among Black and Latino students,reatkaig

gualitative research study that examined both the historical evolution of thdir live



experiences at predominantly white institutions (PWIs), and the forms clciey
used to navigate through the academy. Understanding and comparing how these
students have been able to navigate through these historically excluded spaces was
key because it leant itself to the construction of a “new story” of higher éaluciat
addition to understanding their lived experiences and their use of social/cultural
capital, | also used their narratives to explore the broader concept of ghaaiit
how it has functioned within American culture over time. The cultural landscape of
higher education was an ideal locale to investigate the past and curreot sdatein
America because much of what happens within university and college settings
reflects the broader race relations of society at large. “Higher eolu¢airrors, just
as it did in earlier eras, the values, the divisions, and the debates within the larger
society, and in fact college campuses are often the arenas in whichsahid
conflicting values of the larger society are played out™ (Cited in @/i003, p. 11).
Because Affirmative Action has been pivotal in institutionalizing diveesty
a symbolic term and literally in the number of doors opened for Black and Brown
faces, it was used as the guiding light in laying the foundation and contexsfor thi
topic. It also served as the backdrop to construct the two historical time peoiods fr
which | drew my study participants: “Affirmative Action Implememati and
“Affirmative Action Dismemberment.” Participants were recruitedading to when
they started their doctoral programs and divided into two comparison gfosps:
generationandsecond generationThe title of this dissertation “Diversity vs. the
Doctorate (1967-2008): The Experiences of Black and Latino Students Then and

Now,” was also built around the history of Affirmative Action because it is a



reference to the numerous court cases brought about challenging the imatement

of diversity in America. Given the ongoing opposition to prioritizing diversitiwit
higher education it became clear while conducting this research thaistherery

visible battle between diversity and the doctorate. Furthermore, new researc
conducted by théournal of Blacks in Higher Educatidaund that the number of
doctorates awarded to African Americans in 2006 and 2007 declined from an all time
high in 2004 (“Once Again Decline”, 2007). Those declines may or may not be
linked to decreases in minority based initiatives but, for these exact redsens, t
particular research is an urgent topic to consider within and outside of American
higher education.

In the past two decades, the United States has undergone major shifts in its
definition and commitment to diversity because of persistent challenges toomgmer
diversity initiatives, including but not limited to Affirmative Action. “Therenis
doubt that affirmative action has faced serious challenges in the last tbagesle
The Reagan and Bush administrations worked hard to shift the views of the courts on
affirmative action and mounted an offensive campaign to abolish it as it was
conceptualized” (cited in Garcia, 1997, p. 15). These shifting notions are being felt
particularly hard within the spaces of American Higher Education.

Nearly every form of affirmative action geared toward improving the
educational opportunity for students of color and women has endured public
scrutiny. Admissions criteria and financial aid awards based on race have
received the lion’s share of attention for their perceived bias against whit

students (Hurtado & Navia, 1997, p. 106).



The legal pressures and scrutiny that many PWIs must confront regardmg thei
diversity policies is largely felt by students historically under-regmeed within

higher education. These students are bearing the brunt of this burden because the
mandates advocating for their presence, particularly within PWIs, ig bein
diminished. As aresult, it is vital to consider research such as this studganhstied
light on how these changes are affecting the experiences of margirsilizient
populations. Another reason why learning more about doctoral students of color is an
urgent matter is because their under-representation also impacts fagoudsergation
along the educational pipeline. “Some studies indicate that the problem of under-
representation of faculty of color is one of supply and that the answer is tesacrea
the number of doctorate recipients from communities of color” (Turner & Myers,
1997, p. 131). Though the extent to which increasing doctoral recipienentuiély
eliminate the under-representation of faculty of color is dubious, it still is an
important contributing factor. Furthermore, the presence of Black and Latino
scholars also impacts the composition of scholarship being formulated in the
academy.

On a broader scale this research is also particularly important beltause t
ramifications of low minority representation in doctoral education impactotie-s
economic composition of minority communities, occupational distribution, and the
racial climate of American business corporations and institutions of highettieduca
Furthermorelower educational attainment among African American and Latino
communities is a critical concern because the economy is rapidly chamging

employment requirements are ever increasing. “In the postindustrial éna, or



Information age, a high school diploma no longer assures you a decent job or even a
livable wage,” in part because job growth has occurred primarily at theéogeand
the very bottom of the job scale (Gordon Nembhard, 2005, p. 225). As a result of
lower education, economic inequality has grown for African American and Latino
communities because without the necessary degrees and qualifications they cannot
compete at the top of the job market. The underemployment and underutilization of
Black and Latino communities will not only continue to increase the socio-economic
divide between them and the white majority, it will also impact the entire egonom
and weaken the United States’ chances of being able to compete in the glddedl mar
“The underutilization and underdevelopment not only deprive Black people of
opportunities to improve their material welfare, but also cost the nation the economic
contribution they could make if they had better employment and income
opportunities” (Freeman, 2005, p.148). The impact of underutilization is equally as
daunting for Latino communities particularly because of their recent (2@08us
change as the largest minority population within the U.S.

In addition torevealing the long-term social and economic impact of
advanced degree obtainment, there are several other aspects surrounding the problem
of under-representation that are equally as important to uncover. In the second half
of this chapter a brief review of the existing literature on the Black.atido
experience in higher education is undertaken in order to parse some of the nuances

associated with their matriculation through college and graduate school.



LITERATURE REVIEW

As minority populations continue to grow, more research is emerging that
seeks to explore their role and participation within higher education through eaultipl
different lenses and at numerous different stages in the pipeline. Given the
complexity of the research surrounding Black and Latino doctoral students and the
experiences, I've drawn from a number of different discourses to capture the
historical, social, and educational context of this research stghygoal within this
portion of the paper is not to survey all of the scholarship on the topic, but rather
focus on highlighting multiple perspectives on the Black and Latino experience
within higher education as a whole. The perspectives explored include qualitative
studies, policy perspectives, contemporary and historical personalvesratihis
non-linear approach to address the literature is drawn from Elsa Barklep’Brow
(1989) article “African-American Women'’s Quilting,” in which she makes an
analogy between pedagogy on the African American experience and African
American quilting. African American quilts are not uniform and use severaldipora
colors to create a variation of patterns that symbolically represenothinear
experiences of African American women. Barkley Brown (1989) used this
understanding of African American women'’s lives to create her own non-linear
pedagogy to teach her students about these women. In a similar fashion é whikus
literature review as a way to weave together multiple, colorfuppetives of Black
and Latino higher education that may not all follow a neatly organized path, but that

paint a larger picture of their experiences.



The Journey to the Ph.D.: A Look Back at the College Experience

In order to understand and develop an appreciation of the literature on the
doctoral experience, a review of the literature on the Black and Latino undetgradua
experience is needed. Historically the educational pathways for both, African
American and Latino populations in the United States have been plagued by
discrimination, inequitable resources, achievement gaps, and underdevelopment.
Racism in all forms including overt racism, institutionalized racism, arat-tdihd
racism have been at the heart of the problem. Though Black and Latino coramuniti
have had their own distinct educational histories, a significant overlap exibtsn
experiences and struggles. Battles against “separate but equal,” thigltsil
movement, and the Chicano student movements are among some of the historical
struggles experienced by both groups. For examipkeyior education conditions
and the slow response to desegregation mandat&win v. Board of Education
(1954) united African Americans and Puerto Ricans against the New York City
public schools” during the mid twentieth century (MacDonald, 2004, p. 221).
Additional struggles were also fought concerning college access. lathele,

“From Visibility to Autonomy: Latinos and Higher Education in the U.S., 1965-
2005”, MacDonald, Botti, & Hoffman Clark (2007) recount an important history of
the Latino experience in higher education. Like other marginalized comesunit
Latino students struggled and fought for equity within the space of higher education.

One example of Latino activism was the Chicano and Puerto Rican youth

movements of the 1960s and 1970s, which demanded meaningful access to

higher education. These movements also called for curricula that reflleete



changing composition of student populations, faculty members who could
serve as role models for aspiring scholars, Hispanic cultural andatesear
centers, and the financial means to realize these goals (MacDonaid&Bott
Hoffman Clark, 2007, p.476).
While college access was an important concern for Black and Latino communities
culturally relevant curriculums, and the overall culture at many PWis also
critical issues of concern.
In her study of working-class and middle-class Black women during the era of
integration, Higginbotham (2001) describes the racial climate during that@zerd
the ways in which the women she studied navigated through the educational pipeline
from high school to college. “College administrators did little to anticipate the
realities of desegregation. The practice then, as now, was a ‘one-wayaiesim
process in which black students [were] forced to adapt to white views, norms, and
practices” (cited in Higginbotham, 2001, p. 186). While the preparation,
expectations, and outcomes of college access differed along class litres for
working-class and middle-class African American women Higginbotham (2001)
studied, similar notions of race and racism were expressed acrossnaass li
“Although social class would differentiate many areas of their lives, tleey all
prepared to struggle against the racism in the society, a racism thatothleyfiwd
expressed in different ways in segregated, integrated, and predominantly white
schools” (Higginbotham, 2001, p. 84). The creation of African American based
organizations was one way in which some Black students fought against the staunch

racism and forced assimilation they encountered on campus. These samesstrugg|

10



have withstood the test of time as later generations have also fought against
conforming to white norms by finding solace in Black or Latino organizations
(Johnson, 2003).

Along with confronting assimilation, identity formation within the context of
college was and still is another complicated dynamic that students of color in
particular confront when they are the minority within a majority. In haptgr
“From the Barrio to the Academy: Revelations of a Mexican American Sshglar
Girl,” Laura Renddn (2002), explores her journey through the academy and the
impact it had on her cultural identity. It was during her first experiences in the
academy as a student at a junior college that she began to experience confusion on
campus about her role in academia. In addition, she also dealt with greatatarte
from her family as it pertained to her schooling. When she transferred toaa 4-ye
institution away from home Renddn’s sense of her racial differences became
heightened because she was one of only a few minorities at her new institdtion. *“
the University of Houston in 1968, during the thick of racial and social unrest, there
was few Mexican American or black students. | met no Mexican American
professors, and there was only one black faculty member” (Rendén, 2002, p. 318).

In addition to coping with the scarce presence of minorities, and her academic
work, she also struggled to explain her pursuits to her family and stay connébted w
her culture. “I sensed that deep in my mother’s soul she felt resentful about how this
alien culture of higher education was polluting my values and customs. |, in turn, was
afraid that | was becoming a stranger to her, a stranger she did not quiteéamntjers

stranger she might not even like” (Rendoén, 2002, p. 319). It was that struggle and

11



balancing act throughout her entire college experiences as a student assbpribizt

led Renddn to critique the structure and culture of American higher education. She
challenged the notion that only a certain form of knowledge is accepted in the
academy and that diverse student populations must often-times assimdateying
their past in order to be validated as an academic. Instead she has suggested that
academy needs to do more than just increasing access, they also need spaceate
for these various forms of cultural knowledge to thrive. “My story’s lesson i# that

is not only students who must adapt to a new culture but institutions must allow
themselves to be changed by foreign cultures” (Renddén, 2002, p. 320). Rendon’s
article is particularly useful because she provides a historical pexvspenther
experiences in the academy and the challenges she dealt with trying totaduggtia
ethnic identity and her academic pursuits. In Richard Rodriguez’s (1982) canonical
autobiographyHunger of Memoryhe also explored his encounters with identity
struggles as a student of color within a white institution.

Despite the advances made through integration that allowed more students of
color to enter PWIs, many diverse student bodies complete inclusion and afiirmati
within the academy has still been limited. Furthermore, when race is consitiergd a
with gender and class within the college context, even more details about thexcomple
nature of the academic pursuit are exposed. In Vershawn A. Young’s (2007) book,
Your Average Nigga Performing Race Literacy and Masculivetgxplores multiple
facets of his racial identity as it pertains to education. One component in gaurticul
that he explores is the challenges he encountered trying to create a Btackine

identity within the spaces of the white academy. Like Rendén (2002), he struggled to

12



create a balance between his blackness and the latent whiteness thattiefines
academy. In the opening pages of the book Young paints a vivid picture of this
complicated struggle by juxtaposing the different racial performancgisé®in the
Black barbershop and the white academy. Within the barbershop, Young believes that
the barbers and other patrons assume that he is gay because of his “literatyhabit
XV). As a result, he constantly struggles to prove both his blackness and his
sexuality. He likens his experience to that of Shelly Eversley in herHumReal
Negra “So in order to get along on the (white) campus and in the barbershop, we
must alter not the color of our skin but the ways we perform race in each location.
These racial performances are most often carried out through languagey the wa
communicate” (Young, 2007, p. XIll). In other literature about the doctoral process,
speaking the proper language of the academy was a very significant battharlya
students of color dealt with in their respective programs (Herrera, 2003; Cushinber
2005; White 2008). In the opening epigraph, Deborah Gray White (2008) specifically
alludes to the challenge when she mentioned that “everyone talked the talk” (p.89).
When students of color view the language of the academy as esoteric and inkccessi
to them, whether real or perceived, it can sometimes be intimidating anel creat
further alienation and isolation.

“African American Men in the Academy” by Paul Green (2000) is another
text that explores race and higher education from the Black male perspdatihe
first part of this essay, Green explores the historical ways in which Blaek tmave
been socialized to under-achieve and he fleshes out some of the problems in

secondary education that have posed impediments in college advancement.. “The

13



artifacts of social reproduction and the ‘cultural capital’ within poor Afric

American inner-city communities that children bring into schools has substantiall
diminished the objective chances of academic success and, therein, has inflamed a
crisis of social and educational opportunity for African American malegiGr

2000, p.8). In addition to these factors, several other issues also impact the pipeline
according to Green. Among these issues he cites that incarceration rates,
social/political/economic isolation, and single-parent homes have all haidasse
impact on the educational attainment of African American males. Part of thersolut
to diminish these detrimental patterns for Black males is mentoring andodidan
“Some theorists believe that the academic failure of African Americasib@maused

in large part by paucity of positive role models, which they need early in their
education” (cited in Green, 2000, p. 12). In addition to role models and mentors,
Green notes that the academic spaces of HBCUs also prove to be beneficial for
African American students because they offer a more supportive cliondtete

student populations.

In another article that builds upon the differences between HBCUs and PWiIs,
Fries-Britt & Turner (2002) conducted a qualitative study that explored the
differences in the experiences of African American students at both tiypes o
institutions. Like Green’s (2000) chapter, they also found that HBCUs were better at
providing a strong sense of community among African American students which in
turn created a more positive climate. The students at PWIs learned ttyetalnié
“bi-cultural” by assimilating to white culture but still maintaining ase of their own

Black culture (Fries-Britt & Turner, 2002, p. 320). Despite the ability to negotiat

14



and navigate between two different cultural spaces, Black students at PWIs
“identified a number of ways in which they felt the campus worked against them”
(Fries-Britt & Turner, 2002, p. 321). The limited social climate for Black stgdent
was one of the ways in which students at PWIs felt marginalized. In dostragents
at HBCUs described being very actively engaged in the social culture of th
institution. Other examples where the student experiences were “uneveenhcl
support systems, confidence levels, and academic progress. Fries-Britték Tur
(2002) suggest that PWIs need to provide better support and opportunities for African
American students because it directly impacts their retention and suc®es® of
the practical ways in which PWIs can provide better experiences for Africa
American students is through better faculty engagement and by increalsimglly
inclusive activities on campus.

Like Green (2000), Castellanos & Jones (2003) evaluate a number of factors
impacting the higher education pipeline for Latina/o students in their chapter
“Latina/o Undergraduate Experiences in American Higher Education.” Eduocs
the key to increasing the social mobility of the Latino community. Howdagstscs
show that many students are severely under-represented in college eriratiche
degree conferrals despite their rapid population growth. Even for the students
enrolled in two or four year post-secondary institutions, retention is a serious problem
because there is a lot of high turn-over. “This phenomenon constitutes a cycle where
Latina/o students enter the educational system, drop out, and are subsequently
replaced by new Latina/o students. As a result the illusion of a stablessetients is

created because the numbers remain constant” (Castellanos & Jones, 2003, p. 3).
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The major factors that they cite as influencing retention include, cuéndal
background variables; socioeconomic status; academic and acculturasee str
family support; campus climate and cultural congruity; and faculty mentorkhip.
order for institutions to provide better support they must have a thorough
understanding of each of these factors. “It is imperative that the individual,
environmental/social context, and the role of culture be considered in assessing
institutional programs designed to enhance Latina/o student success”l§@astél
Jones, 2003, p.9). Though their chapter was a brief snapshot of the Latino experience
in college, Castellanos & Jones (2003) provided a comprehensive understanding of
the history, statistics, and factors that comprise the experiences olLatamy
students, particularly those at PWiIs.

In the same book, Gloria & Castellanos (2003) explore the combined
experiences of both Black and Latino students at majority white institutionsrgy us
a PSC (psycho, social cultural) framework. Their goal in using that frarkevas to
address the factors influencing retention. “Although each of the three constructs
merits attention individually, a more integrative approach or holistic approaates
a collective and contextualized assessment of ethnic/racial minackyrgtcollege
experiences” (Gloria & Castellanos, 2003, p. 77). In order to use this framewprk the
asked student participants questions about campus climate, cultural congruity and the
role of mentors. In their findings they discovered from the students that hostile
campus climates and disconnected feelings of belonging were reasonsméy s
students left their institutions. As one African American female student notedk*

a sense of belonging here, a feeling of an outsider” (cited in Gloria &l@asts,
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2003, p.78). Students also experienced stereotypes because of both their
race/ethnicity and gender. Course offerings, and support systems weresatgmede

as impacting the campus climate for Black and Latino students becauselttiegre
were no opportunities specifically for them to be actively involved in the campus. |
addition to the campus climate, cultural congruity was another factor thatteu

the student experiences. Some Black and Latino students felt a disconnechbetwee
the university culture and values and their own. The lack of faculty mentorships and
positive role models were also integral factors in their experiences. tidseBritt &
Turner (2002), Gloria & Castellanos (2003) recommend that predominantly white
universities in particular need to take a proactive role to enhance the expeatnce
Black and Latino students by being more aware of the needs of their divers# stude
populations (p.85). They also place accountability on the students as well by
encouraging them to take “the responsibility to contribute to their educational
experiences” (Gloria & Castellanos, 2003, p.87). This particular chapter was
especially insightful not only because the authors took a holistic approach to learn
about the experiences of Black and Latino students but also because of thennclus
of student narratives.

The complexity of the college pipeline for Black and Latino students and the
historical context of their struggles for access and inclusion have had a profound
impact on the composition of doctoral education for these student populations. What
happens to the small groups of students who continue on through the pipeline to

graduate education? Do their experiences improve? In the next section of pkes cha
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| will review the literature that specifically explores the exgrees of Black and

Latino doctoral students.

Once there, What Happens?: Experiences of Black and Latino Doctoral Students

Although there is a growing discourse on the history of higher education for
African American and Latino students in the U.S., very little literaturgt®itnat has
examined the historic experiences of Black and Latino doctoral students. In the
preface to her bookoo Much to Ask&lizabeth Higginbotham (2001) briefly
addresses her own subjectivity as a graduate student at a predominantly white
institution in 1971. She acknowledged the challenges she felt attending ariamstit
in Boston with a majority white, middle-class, privileged group of students. “Much
of my energy that first year was devoted to mastering a new environmerdrang s
out my own place within it. | was different from my cohort in terms of race, social
class, and urban residence” (Higginbotham, 2001, p. ix). Higginbotham’s awareness
of her own marginality is what inspired her to pursue research on the experiences of
other Black women and their educational experiences.

In a similar fashion Mary Romero (2000) sets the stage for her research on
the experiences of women of color in Sociology programs by first briefly
acknowledging her own experiences as a Chicana graduate student in theseventi
Besides being one of only two students of color in her department, Romero (2000)
also experienced harsh criticism for doing race research, and was rigdaltigkd
as an affirmative action recipient. “Being the only student or the only one of two

students of color was difficult, particularly in an environment that attributed my
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achievements to affirmative action and where faculty interest wapanse to my
ethnicity and a need to affirm their liberalism” (Romero, 2000, p. 284). Nearly 10
years after her experiences, Romero (2000) was shocked to learn that similar
challenges were still being experienced by Chicana graduate studeotsology
during the late 1980s and early 1990s. As a result, she conducted a study to examine
the socialization experiences of women of color and found that hostile and alienating
classroom environments, along with a limited curriculum that offered very few
diverse courses were among some of the obstacles faced by those student populations.
Similar to Romero (2000), Williams, Brewley, Reed, White, & Davis-Haley
(2005) examine the experiences of African American female graduatatstiurue
their journal article “Learning to Read Each Other: Black Female Gma&tatents
Share their Experiences at a White Research | Institution.” The reesesaused
gualitative research methods and Patricia Hill-Collins’ frameworklatiBFeminist
Thought in order to analyze the “open dialogues among three Black female graduate
students and two Black female professors at a southeastern Researtltibimisti
(Williams, Brewley, Reed, White, & Davis-Haley, 2005, p. 184). Among some of the
themes expressed in the graduate student narratives were concerns almbypastere
threat, community activism, identity, and empowerment. “Optimism fueled my
willingness to embark on a terminal graduate degree while at the santmaytime
thoughts were riddled with self-doubt and stereotype threats” (cited in Méllia
Brewley, Reed, White, & Davis-Haley, 2005, p. 184). One of the positive ways in
which the students were able to express themselves was through group dialtigues wi

the Black female professors. Through their discussions the students andvecalty
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able to bond and connect through shared experiencestedling each othethe
students did not have to assume the role of victims, instead they took comfort in
confiding in each other” (Williams, Brewley, Reed, White, & Davis-Haley, 2005, p.
195). Ultimately this exchange operated as a form of group mentorship. “Mentoring
Black graduate students through schooling experiences creates conditions for
successful matriculation” (Williams, Brewley, Reed, White, & DaviseifaP005, p.
197). Other themes gathered from the experiences of the Black female graduate
students revealed that Affirmative Action and blatant racism were embedtied w
their experiences. Like Romero’s (2000) experiences, the Black fenaaleage
students within this study expressed concerns about their department’s pascepti
Affirmative Action. In the end the authors make suggestions that more research is
needed that specifically addresses Black student perspectives ofaiffigrAction;

as well as the role of mentorship in their experiences.

“Juggling Intellectuality and Latino Masculinity: The Streetsy, M&mily and
School, is a personal narrative of Claudio V. Sanchez’s (2006) experiences
navigating the educational pipeline while simultaneously trying to construct a
masculine Latino identity. As a child growing up in Mexico without the presence of
his father, Sanchez never had an affinity for education, despite the facsthaither
was an English teacher. Upon moving to the U.S. he developed a stronger connection
with school, but struggled in junior high and high school to balance his intellectual
curiosities with a Latino masculine bravado. “I remember the occasional
embarrassment when teachers read grades out loud and | earned 90% or higher. After

all, boys in marginalized contexts gain respect for being tough in thesstieeby
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being intelligent” (Sanchez, 2006, p. 235). Despite his growing interest in school and
the possibility of college, Sanchez was discouraged to attend college befchisse
immigration status. Ultimately after a few years of working, arttl tiie support of

his mother and great faculty members, Sanchez matriculated througle eoibgn

to graduate school.

What was most telling in his narrative were the ways in which one’s
background and experiences can be transcended and with the proper support can lead
to the pathway of a doctoral program. Sanchez’s (2006) essay was alsoasignifi
because he addressed his challenges trying to balance his masculityewdtriti
the context of graduate school. His resilience, despite the racism of his peers, i
evidence that doctoral students of color can successfully navigate the pipsiite
of discrimination, marginalization, and prejudice. What's also important to note
about this narrative is that embedded within his experiences are positiveaesdlect
on the role mentorships and faculty support play within graduate experiences for
doctoral students of color. “The professors became my surrogate family.gb ca
into my advisor’s office whenever | need guidance; one of my other profesdets cal
my mother and told her that he would ‘look out’ for me” (Sanchez, 2006, p. 238).
These forms of relationships have proven to be vital in the doctoral process,
especially for students who come from educational environments in which former
teachers and guidance counselors discouraged their academic success.

Like Sanchez (2006), Marvin Lynn (2005) also reflected on the role his family
background, race, class, and gender played within his experiences as a doctoral

student at a West Coast university. Despite growing up in a poor Chicago
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neighborhood, Lynn’s schooling experiences were characterized by care, support, and
motivation. After teaching for a few years, Lynn decided to pursue a Ph.D.mrogra
Upon entrance into the doctoral program he battled antagonism and negative labels
because of conservative views about racism in the United States. “Asyadrst

doctoral student in a graduate school of education known for the work of its
‘progressive’ scholars, | was less than encouraged when | discovereavthad Ibe
expected to develop and practice a politics of dissemblance in order to make it, in
what turned out to be an extremely competitive, cut-throat environment” (Lynn, 2005,
p. 79). Lynn notes that despite the gains made that have increased the representations
of African American in higher education, the culture and climate has not changed.

“In some cases, due to the obliteration of Affirmative Action programs and other
initiatives aimed at increasing and retaining students from historicadigr-

represented ethnic and racial groups, the campus climate has worsened for many
African American students” (cited in Lynn, 2005, p. 81). Ultimately what Lynn
concludes is that a hostile culture and climate may have negative effebts self-

esteem of students of color, and that the process can transcend into a form of
academic slavery. Though very bold and provocative, Lynn’s work is among the first
that provides an uncensored narrative of the ways in which assimilation to the white
norms of the academy are depriving students of color of their identities, values, and

political beliefs.

CoONCLUSION AND CHAPTER OVERVIEW

This research study is momentdaecause the numbers of doctoral students of

color remains disproportionately low despite the implementation of policies and
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programs to tackle these issues that have been in place for over 40 yeaesulibe r

of this study could be significant to numerous stakeholders within and outside of
higher education because it adds to the continuum about what we already know
regarding these distinct student experiences. It is one of the firdiatjualstudies to
examine the experiences of Black and Latino doctoral students over two different
historical time periods. Understanding the evolution of these experiencesmwlas

a powerful tool to address what diversity has meant and will mean for the future of
American culture and society as a whole. This is an important discussiondtat ne

to occur because the racial demographics in the United States are rapidiyg #hifti
favor of minority populations. As a result, now more than ever the system of
American higher education needs to hear the voices of historically margihalize
communities if it is to successfully welcome them into these spaces adraodate
their needs. Furthermore, this research will also contribute to the constructiom of ne
forms of Black and Brown dialogues in education that discuss the overlaps instead of
the dichotomies within their histories.

In chapter two | detail my conceptual framework, historical framewoik, an
research design. Chapter two is also the site where each of the study péstisipa
first introduced. Chapter three presents the findings | uncovered in my interviews
with the first generation of scholars. In order to comprehend their expesj¢hee
narratives are framed within a social/cultural capital framework. €hé&mir
complements chapter three by presenting the findings from my intervielwgheit
second generation of doctoral students. Like chapter three, their narragives a

presented using a social/cultural capital lens. Chapter five elaboratesfordthgs
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from chapters three and four by providing an analysis of the themes and it concludes

with a framework for future implications of this research.
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CHAPTER 2: METHODOLOGY AND CONCEPTUAL
FRAMEWORK

Several factors, including my own personal experiences as a doctoral student
of color influenced my thinking and conceptualization of the problem surrounding the
under-representation of Black and Latino doctoral students and the forms of social
and cultural capital utilized to pursue a doctorate. Each of those factorisadaed
within my theoretical and methodological approaches to the topic. In the firsf hal
this chapter | detail my conceptual framework, historical framework, and
methodology. In the second half | introduce each of my participants and detail how

and why they were recruited for participation.

CONCEPTUAL FRAMEWORK

The conceptual framework is “the system of concepts, assumptions,
expectations, beliefs, and theories that supports and informs your reségazine(l,
2005, p. 33). In order to develop my basic understanding and interest in the topic |
designed a comprehensive framework. According to Maxwell (2005), four important
components can be used to build a conceptual framework, “(1) your own experiential
knowledge, (2) existing theory and research, (3) your pilot and exploratoryctesear
and (4) thought experiments” (p.37). The first three components each played a
significant role in the development of my research design.

Experiential Knowledge

During my first year of graduate school as a doctoral student | wasnekyre

aware of my presence as a student of color. | was introduced to the idea of pursuing
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a Ph.D. as an undergraduate student when | was granted a Mellon Mays
Undergraduate Fellowship (MMUF). The MMUF program was designed tcasere
the number of faculty of color in academia by identifying and preparing
undergraduate students of color for doctoral programs. Because of that expérienc
developed a strong understanding of the doctoral process and | earned the
social/cultural capital | believed was necessary to navigate througicademy. |

also acquired a strong peer network of students of color also actively seeking
doctorates. It was also during my first year of graduate school that | bgganally
comparing my experiences with those of my peers at other institutions, arahltbeg
recognize striking similarities in our experiences. | felt like aatisit someone else’s
house and | struggled to make myself feel at home that first year. | seasedas

an anomaly, yet | knew that | had to make a place for myself and credenétyias

a “doctoral student” because there was much more at stake than just a degree. For me
and my peers we knew that despite the alienation, despite the biased currazulum
any other challenges we confronted, our roles as doctoral students of colar hel
larger implication for our communities and society as a whole. | began to love the
idea of being an anomaly because | knew that my peers and | were subverting the
dominant paradigm of what the academy should look like. Those early conversations
with my peers, combined with my own personal experiences led to my initial inquiry
into the experiences of doctoral students of color. Reason (1988) considered this
process an act of “critical subjectivity”; “a quality of awareness irckviaie do not
suppress our primary experience; nor do we allow ourselves to be swept away and

overwhelmed by it; rather we raise it to consciousness and use it as parihgiuihg i
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process” (1988, p.12, as cited in Maxwell, 2005, p.38). My role as a member of this
community of doctoral students of color shaped the questions | began to ask when |
first started forming this research topic. Instead of looking for obvious @nblatts

of racism | looked for the subtle nuances in my experiences and those of my peers
that | believed distinguished our doctoral process. As my interest grew, | began
complicating my growing understanding of the topic by raising questions aroend ag
class, and gender as well. In order to delve further into the topic | decideahtnex

the existing theory and literature on Black and Latino doctoral students.

Existing theory and research

The use of existing theory and research is a vital component of the research
process because it can provide the context for an area of interest and give dimection i
establishing a solid research topic and questions.

First it can help you to developgustificationfor your study—to show how
your work will address an important need or unanswered
guestion...Second, prior research can inform your decisions about
methods, suggesting alternative approaches or revealing potential problems
and their solutions...Third, prior research can be a source of data that can
be used to test or modify your theories...Finally prior research can help
you generate theory (Maxwell, 2005, p. 55-56).
Although the existing research on Black and Latino doctoral students wasl)ithige
information gathered was beneficial because it allowed me to develop a list of
emerging themes and patterns that characterized the experiences sfublese

populations. My literature review revealed several themes including:orakips;
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equitable distribution of financial resources; race research stiguaafiegtoized
(Romero, 2003); limited race/gender curriculum (Gabbin, 1992; Romero, 2003);
assimilation to white standards of education/pedagogy (Cleveland, 2004; Herrera,
2003); campus climate (Cleveland, 2004; Bonner & Evans, 2004); self-
doubt/serendipity/affirmative action student (Herrera 2003, Romero 2003); less-
support of research interests (Fries-Britt & Turner, 2005); acaderagration/social
integration/esoteric language and humor (Bonner & Evans, 2004; Herrera, 2003 );
stereotype threat (Milner, 2004); identity development/struggles (HeR@08;

Bonner & Evans, 2004); under-representation of minority faculty and students
(Higginbotham, 2001); obscure graduate school culture/application process (Y0sso,
2006); classroom power dynamics (Romero, 2003); junior faculty and doctoral
student partnerships (Fries-Britt & Turner, 2005; Tillman, 2005). From the themes
that emerged | was able to broaden my understanding of the Black and Latino
experience in graduate school and establish a concrete framework to identify
similarities between the literature and their quotidian realities.

The existing literature and theory was also important because it shaped the
construction of my methodology and research questions. A significant portion of the
prior research was personal narratives and anecdotes, foundation reports, or
guantitative studies emphasizing growth and retention rates. Personal nawates
useful at uncovering the doctoral experience from individual perspectives, but they
were not as objective and lacked formal analysis. There were very fealfor
gualitative research studies on the experiences of Blacks or Latinos and none that

compared their experiences. As a result, | began shaping and forminghresearc
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guestions that were directly tied to the gaps that | saw in the liteeatdrine
methods. One key omission in the literature was “context”. Establishing thedabtori
and socio-political context of the experiences of these student populations bacame a
important mission of my research because it could be used to interpret their
viewpoints and also explain the culture and climate of their respective iastguti

In addition to exploring the existing literature and theory, early on | also
conducted an informal pilot study on the experiences of young, successfubBthck
Latino doctoral students in order to gather preliminary research for a eocder
presentation at thiearvard Graduate School of Education Student Research Conference

and International Forunin February 2006.

Pilot Studies
Pilot studies hold an important value in all research because they allow a
researcher to test their preliminary assumptions of a topic. “Pilot st@liessome
of the same functions as prior research, but they can be focused more precisely on
your own concerns and theories. You can design pilot studies specificallyyouest
ideas or methods and explore their implications or to inductively degetamded
theory” (Maxwell, 2005, p. 56). Conducting a pilot study was especially important
for my research because | was a member of the community thatddatargtudy and
| needed to really identify what elements of the experiences for dbstadents of
color | was missing because of my own pre-conceived notions and personal bias.
For my pilot study, conducted in January 2006, | recruited four participants
(three females and one male) each from different institutions in the Ndytheas
Midwest, Southeast, and Mid-Atlantic. One semi-structured interview sessson wa

held with each participant about their doctoral experiences. Participaetasked a
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series of questions ranging from topics about the racial climate of thentrdepts,
the number of students of color within their department, strategies they used to
navigate through the process, changes they would recommend to their departments,
mentorships, age, obstacles in their program, etc. From my preliminarygnidi
discovered that peer networks, and informal mentorships, with other students, staff, or
faculty of color were extremely important for my participants. Oneoready those
networks were important was in part because they could easily confide in one another
about common racial experiences.

Another important finding that | discovered during my first pilot study was
that age did not play as significant a role in the experiences of those students that
matriculated to graduate school immediately after completing thegabaureate
degree as | had previously assumed. “One important use that pilot studies have in
gualitative research is to develop an understanding of the concepts and theories held
by the people you are studying —what is often called ‘interpretatioraxIl, 2005,
p. 58). For the participants in my pilot study they interpreted age as the leas
significant factor in their experiences over race and gender. Inggipnstwere also
important in exposing the contradictions between participants’ concepticalinat
race, class, and gender versus their actual lived experiences.

Based on the existing literature, my experiential knowledge, and pilot studies,
| developed a theoretickbmework that best suited my interrogation of the

experiences of Black and Latino Doctoral students.
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THEORETICAL FRAMEWORK

This study uses Critical Race Theory (CRT) and Latino/a CriticaéRa
Theory (LatCRT) as its theoretical paradigm to guide the inquiry of student
experiences because it allows the subtle nuances of each participanisregseo
emerge through narratives. The basic tenants of CRT are that: racisnrmasyoratit
aberrational; race and races are social constructions; racism is baseztest i
convergence and material determinism; there is differential rzati@ln; and there
are unique voices of color who are the only ones competent to speak on racism
(Delgado & Stefancic, 2001, p. 79). The overarching theme of CRT is that racism is
still quite pervasive and is manifested through various agencies and institutions.
“CRT is a framework that can be used to theorize, examine and challengeythe wa
race and racism implicitly and explicitly impact on structures, pestand
discourses” (Yosso, 2005, p. 70). “Counter-stories” are an essential element of the
CRT framework because they provide a space for marginalized commtmitieste
a voice for their perspectives. “These stories increase the understandiag of t
interpenetrations among the identities associated with race, color, géasr, c
sexual orientation, nationality, disability...Such narratives invoke the right of the
subordinated person to narrate—to interpret events in opposition to the dominant
narratives (Montoya, 2002, p. 245). Critical race theory is useful because it can
function both as a theognda methodology. Developing “counter-stories” as a
method helped me to construct an oppositional lens to view and understand the
complexities of historically marginalized identities and how their expee® have

evolved within predominantly white institutions.
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Built from the school of Critical Race Theory, Latino/a Critical Reemy
brought new features to CRT in order to extend the dialogue beyond the Black and
White binary. “Latina/o critical race (LatCrit) theory scholarship irtipalar brought
Chicano/a, Latina/o consciousness to CRT in examining racialized layers of
subordination based on immigration status, sexuality, culture, language, phenotype
accent, and surname. (Yosso, 2006, p.6-7). By broadening the boundaries of CRT to
be more inclusive of multiple racialized experiences, LatCRT has helped tdeeovi
stronger foundation for counter-stories to develop. It was particularly useful i
interpreting the experiences of my Latino participants, each from kieXimerican
backgrounds.

CRT and LatCRT were also useful models to understand the role of education
and educational institutions on the experiences of Black and Latino students. “For the
field of education Daniel Solérzano (1997, 1998) identified five tenets of CRT that
can and should inform theory, research pedagogy, curriculum and policy: (1) The
intercentricity of race and racism; (2) the challenge to dominant ideo®gthg
commitment to social justice; (4) the centrality of experiential knowleaige (5) the
utilization of interdisciplinary approaches” (cited in Yosso, 2005, p.73). The two
tenets outlined by Solérzano (1997, 1998) that were omnipresent throughout this
study were those that focused on experiential knowledge and interdisciplinary
approaches. CRT validates the experiences of people of color by allowinglenulti
forms of experiential knowledge to form and be utilized within research and
pedagogy. Plus “CRT goes beyond disciplinary boundaries to analyze race and

racism within both historical and contemporary contexts” (cited in Yosso, 2005,
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p.74). By using CRT and LatCRT to compare the experiences of both first
generation and second generation doctoral students of color, | was able to assess what
patterns of continuity and change were evident.

In addition to CRT and LatCRT, social and cultural capital were also
important theoretical paradigms | used as the foundation of my conceptuahrdkne
in order to comprehend the experiences of my subjects. Well-known scholars such as
Pierre Bourdieu, James Coleman, and Robert Putham are most known for their
definitions of social and cultural capital. Pierre Bourdieu (1992) defines sagidhl
as “the sum of resources, actual or virtual that accrue to an individual or a group by
virtue of possessing a durable network of more or less institutionalized relgi®ns
of mutual acquaintance and recognition (cited in Halpern, 2005, p.7).” James
Coleman’s (1988) definition outlines the characteristics of social capitatidiS
capital is defined by its function. It is not a single entity but a variety adrdifit
entities, with two elements in common: they all consist of some aspect df socia
structures, and they facilitate certain actions of actors—whether pensooporate
actors—within that structure” (cited in Halpern, 2005, p.7). Robert Putnam (1995)
defines social capital as “features of social life—networks, norms, and tihest—t
enable participants to act together more effectively to pursue sharedwagettited
in Halpern, 2005, p. 1).” Simply stated social capital is the benefits that demwe fr
various formal or informal networks among individuals and or groups. Within
differentfields’ or contexts social capital can take on different meanings. However

each of their models are heavily criticized for ignoring the ways inthwiaice, class,

2 Field is “defined as a structured space with s daws of functioning and its own relations ofder
independent of those of politics and the econorBgutdieu, 1993, p.6).
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and gender impact the formation of different types of capital (Orr, 1999; Yosso,
2005).

CRT broadens those traditional characterizations by challenging ttee whi
norms that have defined social and cultural capital in favor of a more inclusivé mode
“A traditional view of cultural capital is narrowly defined by White, meldlass
values, and is more limited than wealth—one’s wealth accumulated assets and
resources. CRT expands this view. Centering the research lens on the expefiences
People of Color in critical historical context reveals accumulated assgt®sources
in the histories and lives of Communities of Color (Yosso, 2005, p. 77). Each of
those accumulated assets is generated through various forms of capital amdeover
each of those forms of capital build and sustain what Yosso (2005) calls “community
cultural wealth.” “Community cultural wealth is an array of knowledge, skills
abilities and contacts possessed and utilized by Communities of Color to survive and
resist macro and micro-forms of oppression” (Yosso, 2005, p.77). In her article,
“Whose culture has capital? A critical race theory discussion of communiyaiul
wealth,” Tara Yosso (2005) draws from the research of numerous CRT scholars to
identify six vital forms of capital that comprise the wealth framework. Tharses
are:

“(1) Aspirational capital refers to the ability to maintain hopes and dreams
for the future, even in the face of real and perceived barriers;...
(2)Linguistic capital includes the intellectual and social skillgragth

through communication experiences in more than one language and/or

style;...(3) Familial capital refers to those cultural knowledges nurtured
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among familia (kin) that carry a sense of community history, memory and
cultural intuition;(4) Social capital can be understood as a networks of
people and community resources. These peer and other social contacts can
provide both instrumental and emotional support to navigate through
society’s institutions, (5) Navigational capital refers to skills of maneuyer
through social institutions; (6) Resistant capital refers to those knowledges
and skills fostered through oppositional behavior that challenges inequality.
(Cited in Yosso, 2005, p. 77-80).

This framework of CRT and capital was particularly useful when studyimgbeies

of marginalized groups because it allowed me as the researcher to identify,

acknowledge, and define the nuances that comprised the narratives of each

generation of Black and Latino scholars.

HISTORICAL FRAMEWORK

Brief Historical Overview of Black and Latino Movements in the U.S.

During the 28 century, several political and social movements were launched
by Black and Latino communities to obliterate historical systems of ojpmessd
discrimination that created adverse and unequal economic, social, and educational
conditions for those groups. Social movements are distinct structures because they
include the following implicit components:

“Identity (definition of the protest group); opposition (a challenge to the

repression of certain ideas or interests); and integrity (actions based on

universal values and universal realities). Social movements...influence the

course of historical development taking a leading role in social change. They
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perform several functions: they mediate between individuals and structures or
social realities; they serve to clarify collective beliefs; anthjdlsey exert
pressure on public authorities and elites in power” (cited in Stevens-Arroyo,
2004, p. 322).
After the abolishment of slavery in the™entury, African Americans in the United
States were still not given the just liberties they were do, but instead wezetgabj
Jim Crow laws that further demoralized them and prohibited their full inclusion in
American society.
Through the first three decades of the twentieth century, the mechanisms that
circumscribed black lives remained in place. Individual blacks made
breakthroughs into the middle class; the New Deal, grassroots protests, and
the stirrings in organized labor in the 1930s, culminating in the March on
Washington movement in 1941, encouraged a politics of hope and raised the
stakes in the struggle for economic justice. But most black southerners still
lived out their lives in a rigidly segregated and repressive world (Litwack,
2009, p.4).
However, it was the post WWII era that really saw major sparks of clantgthe
creation of mass movements. Some of the key movements initiated among African
Americans included: Black freedom movements, the civil rights movementand t
Black power movement. Each of those movements had a major impact on the social
and political needs of the Black community.
Capitalizing on the gains made eatrlier, in the 1930s, 1940s, and early

1950s, the civil rights movement revolutionized black consciousness
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and mobilized the black community in ways that captured the imagination

of much of the world. Extraordinary changes—some of them

symbolic, some of them substantive—transformed the South. The civil

rights movement struck down the legal barriers of segregation and

disenfranchisement, dismantling a racial caste system that had been

evolving, sometimes fitfully, over some four centuries (Litwack, 2009, p. 6).
Simultaneously while those movements were mobilizing the Black community other
movements were being launched by different Latino communities as well.

Among Latino communities, Mexican Americans in particular, several gattle
for equality were waged after the U.S-Mexican war and the creation dfeagy of
Guadalupe Hildalgo of 1848. Several key organizations were formed from the late
19" century on through the 1960s and 1970s including: mutual aid societies
(mutualistas) 1930s; the League of United Latin American Citizens (I@)L1829;
Community Service Organization (CSO) 1948; the Mexican American Political
Association (MAPA) 1959; United Farm-workers Union 1960s; Mexican American
Youth Organization (MAYO) 1960s; and the Mexican American Legal Defense and
Education Fund (MALDEF) 1967 were each among some of the organizations that
actively resisted white regimes of power, and advocated for the social arhpol
rights of Mexican Americans (Hero, 1992; and Gonzalez 2000; MacDonald, 2004). It
was however the Chicano Movement of the 1960s that created a mass collective of
various groups that brought about the most significant change.

“This movement encompassed several groups and a variety of ideas. The

groups ranged from paramilitary organizations focused on the barrios to
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student groups actively involved on campuses and in campus communities to
a political party, La Raza Unida (United Race, or United People/Culture
party). Despite the various concerns, there was a consensus among the
groups that the social and political system had both ignored and discriminated
against the Mexican American population, which had not been treated with
proper respect (Hero, 1992, p. 37).
For this research the movements and initiatives among Black and Latino cdirasmuni
that were the most germane to the construction of this project were those tisatifoc
on education, particularly postsecondary education.
Struggles for inclusion and equity within higher education have been among
many of the historic educational battles fought by African American atidd.
students. A critical goal of this research was to dissect those battlespéoe @ot
only how eventual inclusion at PWIs impacted Black and Latino students, but also
how their presence in turn impacted those institutions over time. AffirmativenAct
was in many ways a response to many of the earlier movements for equality
including those for equal access to education, initiated by Black and Latino
communities. “The combined sum of those black movements (including both black
nationalism and integrationism) against white privilege produced the compromise
with the status quo known today as affirmative action” (Rubio, 2001, p. 137). | used
the era of Affirmative Action from 1967-present as the backdrop to define the
historical landscape for the two generations of scholars that | studied bet#use
impact it has made within higher education. “According to one study, the perentag

of blacks enrolled in Ivy League colleges rose from 2.3 in 1967 to 6.3 in 1976, while
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the percentages in other ‘prestigious’ colleges grew from 1.7 to 4.8” (citenlnvarB
& Bok, 1998, p. 7). Affirmative Action was also pivotal at creating a larger middle
class, particularly among the African American community. “The 1964 CightR
Act and presidential Executive Order 11246 constituted the foundation of a new black
middle class, just as the Civil Rights Act of 1866 had set the stage for the first”
(Bowser, 2007, p.101). The creation of a larger Black middle class was important
because it helped to establish more financial capital among African demsri‘Ilt
was through Affirmative Action that a new generation of working-class Africa
Americans gained admissions to the same schools as whites, was hired forghe sa
jobs as whites, and was able to rent and buy homes in formerly white communities”
(Bowser, 2007, p. 9). The same could also be true for other minority communities as
well. “Affirmative Action brought blacks and other minorities into unions, the civil
service, colleges and universities, and private sector jobs, thus partlyiogrrect
inequities from historic racial repressions in the United States” (Boe8ér, p. 9).
Although there has been substantial growth since the late 1960s in the number
of Black and Latino students admitted to PWIs, there has also been substantial
opposition to the programs and initiatives created by Affirmative Action. In twder
capture this divide I've defined the two different eras from which particpaete
recruited as “Affirmative Action Implementation” and “Affirmative #an
Dismemberment.” Although the historical framework primarily draws upon
Affirmative Action, several other important policies, laws, and events have a@so ha
significant impact on the state of higher education including the Civil RigtitefA

1964, and the Higher Education Act of 1965.
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Affirmative Action Implementation

The racially discriminatory mandates and laws that were a part of the
fabric of United States history had a powerful and looming impact on Black and
Latino access to higher education. “It was not until the latter half of the twentiet
century that African Americans and members of other minority groups weréoabl
attend white colleges and universities in significant numbers” ( Beckrf@s, 2
p.14). Prior to that point, many African Americans had access to college education
through HBCUs. However, in many instances in order to acquire advanced degrees
they had to go to northern white universities or to European universities (Anderson,
2002, p. 7). AlthougBrown v. Board of Educatiofi954) and the Civil Rights Act
of 1964 opened the door for people of color to integrate elementary and secondary
schools, increases in the representation of Black and Latino students within higher
education were due in large part to the legislation created by Lyndon Johnson in 1965
known as “Affirmative Action.” “Affirmative Action was born with the
implementation of Title VII of the Civil Rights Act and then shaped by the pasdag
Executive Order 11246 (pertaining to discrimination by contractors), Executive Orde
11375 (which included sex as a protected class), judicial decisions, and the passage of
state laws” (Garcia, 1997, p.3). Though well intentioned to reduce racial iesquiti
the parameters of Affirmative Action were not well defined during the firshdke
and one- half of its enactment. Institutions of higher education in particular
developed several distinctive voluntary admissions and scholarship policies they
believed were in accordance with the mission of Affirmative Action. Ofterstime

those strategies meant creating quotas to ensure a guaranteed amouwht of Bla
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Latino students during the late 1960s and early 1970s. “Many colleges and
universities began to experiment with the idea of achieving racial eqoalgiing
temporary preferences to minority students” (Beckman, 2006, p. 15). Some of those
preferences took shape in the form of mandatory space allotments for a minimum
number of minority applicants. However, those preferences did not last long.
During the 1970s opposition to Affirmative Action grew and it became
evident in the number of state and federal court cases that emerged anglleag
policy. DeFunnis v. Odegaar(l973),Flannagan v. Georgetowd1976, andAlevy
v. Downstate Medical Cent€t976)(Welch & Gruhl, 1998) each questioned the
constitutionality of Affirmative Action initiatives implemented in higlegtucation.
However neither of those cases was as prominent as the landmark U.S. Supreme
Court challeng&egents of the University of California vs. Bakk@78). After being
rejected twice for admission to the University of California-Davis Madschool,
Andrew Bakke, a Jewish American applicant, argued that racial prefenence
admissions were unconstitutional. The Bakke case was pivotal in the redevelopment
of Affirmative Action because the final ruling by the United States Supfeooet
stated that racial quotas were indeed unconstitutional. “The Court decided thg case
a narrow five to four vote, holding that the use of restrictive racial quotas wa
impermissible under the Equal Protection Clause of the Fourteenth Amendment”
(Beckman, 2006, p.17). Although they rejected racial quotas there was a split
decision among the justices about whether race should ever be a factor cdnsidere
admissions. Ultimately they concluded that race could be considered in certain

contexts to right prior historic wrongs of racial discrimination and to ensuresiiwer
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The large national spotlight that tBakke(1978) decision drew to race-
sensitive admissions policies played a heavy role in re-defining AtfwrenAction.
Because of its impact | recruited participants gtattedgraduate school prior to
1978. Identified from here on as “first generation” scholars, these students had a
unique vantage point as the pilot-recipients of Affirmative Action before it was
brought under national scrutiny. They were also among the first set of Black and
Latino scholars to benefit from new diversity plans and as a result they wete able
pursue doctorates at PWIs in larger numbers than in the past. Furthermore, private
foundations such as Rockefeller and Ford Foundations created minority doctoral and
postdoctoral fellowships, faculty support, and research centers to grease the
educational pipeline and create a “talented tenth” among this generatidrolairsc
(MacDonald, Botti, & Hoffman Clark, 2007). Prior to 1967 there were some Black
and Latino scholars that pursued and earned doctorates and other advanced degrees.
“By the mid-1940s there were approximately 3,000 African Americans holding
master’s degrees and more than 550 with Ph.D.s” (Anderson, 2002, p.6). While the
figures for Latinos earning advanced degrees prior to the late 1960s is lirthited, “
1920s-1950s...witnessed the entrance of Latino faculty into higher education...key
role models and intellectuals who trained the leaders of the Chicano generation
include George I. Sdnchez” (MacDonald, 2004, p. 122). However, the onset of
Affirmative Action ushered in a new wave of additional opportunities for these
historically marginalized communities to potentially achieve at ngelde

At the state level, a number of programs evolved in the area of higher

education intended to increase minority presence on campus. In February
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1967, representatives of the New York Board of Education...39 metropolitan-
area colleges and universities met to plan a program, partially supported by
foundation money, to help needy black and Puerto Rican students gain access
to college by providing individualized instruction, small classes, and a
guarantee of college admission with adequate performance...Other states and
institutions developed similar programs...Mary Washington College instituted
a minority scholarship fund. Florida State University funded programs to
recruit and retain minority students (Howard, 1997, p. 30-31).

Because this was a period of great change and integration, thesectiesagon”

scholars of color were trail-blazers that changed the face ana&theeacademy.

They laid the foundation for the “second generation” to come in to those

predominantly white spaces with greater ease by establishing thkeaswtizultural

capital necessary to enter doctoral education as a minority within a majuaite.

Affirmative Action Dismemberment

Despite the controversial ruling Bakke(1978) that eliminated the use of
racial quotas, in the decades following the Supreme Court decision many more
institutions began implementing Affirmative Action programs. “Thus in the two
decades subsequent to the Bakke Decision, race-conscious affirmative astion wa
employed by a majority of the institutions of higher learning, and implementaaket
degree or another by most elite universities and colleges in the countrii{8ec
2006, p. 19). As aresult, the value and significance of diversity increased and
became an important element that many institutions sought to enrich their student

bodies. “A sizeable and influential segment of higher education...maintained
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vigorously that Justice Powell was correct in stating that diversityasaelling
educational interest worthy of being promoted to enhance the educationatesgeri
for all, and not only to address past wrongs and prior institutional discriminations”
(Cited in Beckman, 2006, p. 19). With many institutions firmly holding that belief,
numerous programs and opportunities from the public and private sector were created
to increase minority enrollment and participation in higher education. Some of those
programs had a particular mission in mind to increase minority enrollmentinagea
education.

The Ronald E. McNair program and the Mellon Mays Undergraduate
Fellowship were two different programs that derived from such initiatives. T
McNair Scholars program was launched in 1989 as a United States government
program to “increase the number of low-income and minority undergraduates who
pursue degrees at the doctoral level” (Curry, 1999, p.62.) Similarly the Andrew
Mellon Foundation, a private non-profit philanthropic organization, created the
Mellon Mays Undergraduate Fellowship program in 1988 with the same objective of
“reducing over time the serious under-representation on the faculties of indsvidual
from certain minority groups, as well as to address the attendant educational
consequences of these disparities” (Mellon Foundation, 2003). Although both
programs were effective at pushing for more diversity within the acadkegeans
by which these and other programs improved institutional diversity through exclusi
recruitment was still sharply criticized. “Despite widespreadgeition of the value

of diversity, efforts to increase the number of minority professionals thraagh r
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sensitive admissions policies have never been fully accepted (Bowen & Bok, 2000, p.
13).

Some of these race-based policies and programs were even rejected by other
minority applicants. IfPodberesky v. University of Maryland, College P@r894)a
male Latino student sued the University for being denied a scholarship dedignat
only for African American students. “In a 1994 ruling, the U.S. Court of Appeals for
the Fourth Circuit handed Podberesky and his lawyers a huge victory by declaring the
scholarship program’s race restrictions illegal” (Schmidt, 2007, p.119). In the
aftermath that followed the ruling, several other public universities broadened the
requirements to be all inclusive for some of their scholarship programs osiginall
designated for African Americans. By the late 1990s continued opposition to
Affirmative Action grew. “From 1995 to 2003, the use of race-conscious affirmative
action in higher education came under intense criticism and attack in the federal cou
system as well as at the state level in California, Texas, Washington, aidd'Flor
(Beckman, 2006, p.20).

Hopwood vs. Texgd996) was a monumental case, libakke(1978) that in
part shifted the tide in Affirmative Action. “The U.S. Fifth Circuit of Apfehéld
that the University of Texas, School of Law discriminated against four vibdersts
because of their race in the admissions process at the Law School” (Kaufmann &
Gonzalez, 1997, p.227.) The court’s decision opened the door for additional
challenges to other comparable programs. “The Hopwood decisafficially ended
affirmative action in higher education in the state of Texas, but in a broadertlsens

decision highlighted the trend of dismantling affirmative action plans as inageopr
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remedies for the nation’s past injustices™ (cited in Beckman, 2006, p. 21).
Simultaneously while Hopwood was being decided in Texas, the state of California
implemented a race neutral admissions policy, known as Proposition 209.
The Regents of the University of California issued a ruling of their own,
announcing that the nine universities in the state system would no longer be
permitted to take race into account in admitting students. This policy was
subsequently affirmed by the voters of California in a statewide referendum
(Bowen & Bok, 1998, p. 14).
Shortly after Proposition 209 and tHepwooddecision the state of Texas
implemented a “ten percent plan” to address drastic decreases in minoritgnentoll
at Texas institutions.
Texas was scrambling to find ways to offset the effects of the FiftiCi
courts’...decision, which was causing black and Hispanic enroliments to
plunge. None of the new admissions policies adopted in California were as
groundbreaking in how they redefined merit as the Ten Percent Plan passed by
the Texas legislature in 1997 (Schmidt, 2007, p. 146).
The plan adopted in Texas offered automatic admission to any state school for those
students that graduated in the top ten percent of their graduating high school class.
“Under the plan developed in the state senate...Texas high school students who
graduated in the top 10% of their class were guaranteed a spot at the state public
university of their choosing, including highly selective University of TexasuatiA
and Texas A&M University” (Douglass, 2007, p. 200). California and Florida

followed suit and also implemented “ten percent plans.” “Percentage plans attempt
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to evaluate student academic performance within the context of their local school—a
recognition that the quality of schools and the environment they offer for student
learning vary” (Douglass, 2007, p. 201). After the battles of the 1990s, the war
against affirmative action continued on into thé& 2éntury. Of the cases against
Affirmative Action brought to court during the 2tenturyGratz, Hamacher, and

Grutter v. The Regents of the University of Michig2003) was the most prominent
particularly because of the split decisions issued by the United StatesnSuqmert.

In 2003 two very monumental cases challenging race-based admissions
policies at the University of Michigan were brought before the U.S Supreme Court.
In Gratz v. Bollinge(2003), Jennifer Gratz and Patrick Hamacher challenged the
point system used by the University of Michigan that awarded additional pmints t
minority applicants. “By a 6 to 3 i@ratz the Court found unconstitutional the
undergraduate admission policy at the University of Michigan, primarily on the
grounds that the practice of awarding a fixed number of points in the freshman
admissions process to every member of a racial or ethnic group was de facto quota
and therefore illegal” (Laird, 2005, p.24)he court’s decision iGratz(2003) was a
stinging defeat for advocates of Affirmative Action.

However, shortly thereafter the highest court issued another monumental
decision in the cagBrutter v. Bollinger(2003)that almost entirely conflicted with
their earlier actions iGratz(2003) Barbara Grutter, a rejected applicant to the
University of Michigan Law School, sued the University because she believed that

she was wrongly denied admission on the basis of her race in favor of other minority

47



applicants with lower grades and scores. Unlike the undergraduate admission policy
though, the law school policies for admission did not use a point system.

By a 5 to 4 inGrutter..the court found that the consideration of rand

ethnicity by the University of Michigan Law School was a compelling @ster

of the university and was permissible because the Law School conducted an

individual review of each applicant and considered race or ethnicity among a

range of other qualities and factors in making its admissions decisions, (Lair

2005, p. 24).
Although that case was a victory for Affirmative Action, it still lefany institutions
bewildered and uncertain of their admissions polidd&sording to a report by the
Woodrow Wilson Foundation the aftermath of casesHikpwood(1996)andGratz
(2003), andsrutter (2003) is having a significant impact within graduate education
and the doctoral process in particular. “Despite extraordinary support within and
beyond academia for affirmative action admissions programs—as evidenced by the
University of Michigan case—court challenges have had a significanhghdffect,
resulting in a dilution of resources and a weakening of institutional will” (VWAR/N
2005, p.3). Not surprisingly the Foundation found that despite marginal increases in
the numbers of Black and Latino doctoral students and recipients, diversity in
doctoral education continues to have a very poor record (WWNFF, 2005, p. 3). The
waning commitment to institutional diversity was an important factor in the
recruitment of my second set of study participants.

| recruited students currently pursuing doctorates as my “second gemerati

of Black and Latino scholars because of the rapidly changing notion and coamtnitm
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to diversity in higher education. As in the cas®oflberesky v. University of
Maryland, College Park1994)changing commitments to diversity have impacted
not only admissions but also scholarship and fellowship programs designated for
minority students as well.

At least in name, minority programs are rapidly disappearing from college

campuses. Colleges are dropping ‘minority’ from the titles of scholarships

and fellowships—as well as recruitment, orientation, and academic
enrichment programs—and opening them to populations previously excluded

(Schmidt, 2004, para. 3)

For example, the Mellon Minority Undergraduate Fellowship program mentioned
earlier underwent a name change to its program, now known as the Malsn
Undergraduate Fellowship, in 2003 to accommodate a broader applicant pool.
“Changing its name in 2003 to the MelldtaysUndergraduate Fellowship Program,
and rededicating its mission to serving underrepresented staghelsisidents who
have a demonstrated commitment to eradicating racial disparities3,(Ra@7, p. 1).
The change in name dMayswas done to serve as a symbolic reference to the
historical legacy of Dr. Benjamin E. Mays, former president of Morehousedeoll
and his efforts to fight against segregation and education.

As a result of such changes, doctoral students of color today are participating
within higher education at a point in time where institutions and programs alike are
concerned about the possible consequences of considering race in their admissions or
fellowship programs. Because of these changes, it is important to understand on a

micro level what the experiences have been like for these populations currently
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operating in higher education when diversity measures implemented over th8 past
years are increasingly being rolled back. Comparing the experiences ahfi
second generation Black and Latino scholars creates a lens to understand¢hef

transformation and/or persistence of key factors over time.

RESEARCH QUESTIONS AND DESIGN

My primary research questions for investigation are:
1. How are the experiences of current (2003-2008) second generation Black
and Latino doctoral students at predominantly white institutions similar or
different to those of first generation Black and Latino scholars that glirsue
doctorates during the 1960s-1970s? What forms of social and cultural capital
are utilized in their experiences and how do they compare over time?
a. How are race, ethnicity, and class experienced by Black and Latino
Doctoral students at PWIs then and now?
2. How is the current culture and climate of doctoral education at PWIs similar
or different to the culture and climate of the late 1960s-1970s?

Research Design

The purpose of my research project and the nature of my research questions
required an in-depth student perspective in order to understand the experiences of firs
generation and second generation Black and Latino doctoral students. In order to
achieve this level of understanding | used qualitative research methods. According t
Merriam (1998):

The key philosophical assumption...upon which all types of qualitative research
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are based is the view that reality is constructed by individuals inteyaath their
social worlds. Qualitative researchers are interested in understandmneathieg
people have constructed, that is, how they make sense of their world and the
experiences they have in the world (p. 6).
My research study examined the ways in which Black and Latino doctoral students
constructed and defined their experiences at PWIs and what forms of social and
cultural capital emerged throughout their journeys. Within qualitative sdzere
are several philosophical traditions or methodologies that can be employed gsaddre
a research problem. The challenge however is selecting the appropddtertrto
address the research questions adequately.

Initially when | began my research proposal | identified phenomenology as
the philosophical tradition to frame my methodology. Instead however, | decided to
do a “basic or generic qualitative study” (Merriam, 1998, p. 11). Although | opted
not to use phenomenological tools in the construction of my study, phenomenology
still underlies my research. “Qualitative research draws from the pphygsof
phenomenology in its emphasis on experience and interpretation” (Merriam, 1998,
p.15). A basic qualitative study employs qualitative methods but does not have the
same emphasis on intuition or developing an “essence” of each experience as it does
in phenomenology.

Researchers who conduct these studies...simply seek to discover and
understand a phenomenon, a process, or the perspectives and worldviews of
the people involved...Data are collected through interviews, observations, or

document analysis. Findings are a mix of description and analysis—an
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analysis that uses concepts from the theoretical framework of study...¢n thes
studies the analysis does not extend to building a substantive theory as it does
in grounded theory studies. Neither are these case studies; there is no
bounded system or functioning unit that circumscribes the investigation
(Merriam, 1998, p. 11).
As mentioned earlier, the key goal of this research was to understand thereqzer
of two different historically marginalized communities by using thein eaices and
perspectives. Learning more about how their experiences compared over time
revealed a great deal about American society and how certain minorit@popsi|
occupy and navigate through majority spaces. Comparative research waallgspeci
beneficial for this research because it allowed multiple circumsdocamerge that
further augmented my understanding of the phenomenon. “The more cases included
in a study and the greater the variation across the cases, the more compelling a

interpretation is likely to be” (Merriam, 1998, p. 40).

Sampling Strategies

| employed “purposeful sampling” as my initial sampling strategy. Puiylose
sampling is “sampling foinformation-richcases that hold the greatest potential for
generating insight about the phenomenon of interest” (Jones, Torres & Arminio,
2006, p.66). Patton (2002) defineformation rich casesas “those from which one
can learn a great deal about issues of central importance to the purpose of tigé inquir
(p-230). Within purposeful sampling there are a number of strategies that can be

employed. For purposes of my research study | used criterion sampling.ojite |
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of criterion sampling is to review and study all cases that meet somegpneted
criterion of importance, a strategy common in quality assurance effBagbq,
2002, p. 238). Initially when | designed my study | established the following four
important criterions for my sample selections:

1. Black or Latino

2. Arts/Humanities doctoral program

3. Predominantly White Institution in the Mid-Atlantic region of the U.S.

4. Former (first enrolled from 1965-1977)/Current (2007-present)
However, once | was in the field | modified two of my criterions to aid in my
recruitment efforts. My initial goal was to select participants from onbydiscipline,
Arts/Humanities, because there were more similarities in the progoamen@ents to
obtain the doctorate. However, | included three social science students among my
participants. | also modified the regions from where | drew participantsitaethe
North East, Northwest, Southeast, and Mid-Atlantic. This was done primarily
because tremendous difficulty was encountered recruiting first-generattmmppais
that earned their doctorates within only the Mid-Atlantic. | also addeitipatton
in a pre-doctoral prep program (such as McNair, or Mellon) as a criterionyfor m
current participants so that | could understand the role those programs hadeirser
the experiences of Black and Latino students.

The participant focus was on Black and Latino doctoral student populations

because they represent the two largest minority populations within thel (Snatees

but are also the most disproportionately under-represented in doctoral education given
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their population size Furthermore very little research has been conducted that has
compared their educational experiences in higher education. Their educational
histories provided a richer analysis to understand variances in experiemnsss ac
different marginalized communities as noted by CRT and LatCRT.

Because the goal of my research was to examine the experiences of these
students at PWIs, | selected participants who are or were enrolledeatyipes of
institutions. Selecting participants from PWIs was also significarausecthe vast
majority of current Black and Latino students are enrolling to earn doctatatesse
types of institutions. According to the American Council of Education (ACE), of the
2, 727 doctoral degrees awarded to African Americans during the 2003-04 school
year, only 257 were conferred at Historically Black Colleges and Uniesr$if ook
& Cordova, p. 60, tables 18-19). As well, of the 1,558 total doctorates awarded to
Latino students, only 165 were conferred at Hispanic Serving Institutions (Cook &
Cordova, p.60, tables 18-19).

In order to find some of the information-rich samples that fit my outlined
criteria snowball sampling was used. This is a tactic in which you “idesdggs of
interest from sampling people who know people who know people who know what
cases are information rich, that is, good examples for study, good interview
participants” (Patton, 2002, p. 243). After receiving Institutional Review BORR)
approval from the University of Maryland, College PaApgendix A) | began the

process of recruitment through the use of snowball sampling during the summer of

% Native Americans account for only 192 of all doelalegrees awarded during the 2002-2003 school
year (NCES, 2002-2003, table. 7.5). However, atiogrto the 2000 U.S. Census, Native Americans
only made up 0.9 % of the U.S. population. Givegirtpopulation size in relation to the number of
doctorates earned, they are not as disproportiynaeresented in doctoral programs given theirlsma
population.
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2007. | also recruited participants when | participated at the Mellon Mays
Undergraduate Fellowship/Social Science Research Council graduatesoaefin
June of 2007. Additional participants were selected through “Study Participants
Needed” Flyer¢Appendix B) placed on the academic social-networking site,
Facebook.

In addition to sampling strategsnple sizevas also an important factor
within my research design. In order to address the appropriate sample sige f
research study | had to establish the scope of my project and whether to choose
breadth versus depth. “The extent to which a research or evaluation study is broad or
narrow depends on purpose, the resources available, the time available and the
interest of those involved” (Patton, 2002, p. 228). Depth was chosen over breadth
because the purpose of my research was to gain a deeper understanding of the lived
experiences of Black and Latino doctoral students over time in order to hieltess
the phenomenon of under-representation. Even though there are no restrictions
regarding sample size according to Patton (2002), he did recommend specifying
“minimum samplelsased on expected reasonable coverage of the phenomenon given
the purpose of the study and stakeholder interest” (p. 246). My minimum sample size
was eight because that figure reflects every possible perspectiveatengender,
and program status that | outlined as a part of my criteria. More spkgifica
breakdown is as follows:

e 2 second generation African American doctoral students (1 male, 1
female)

e 2 second generation Latino/a doctoral students (1 male, 1 female)
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e 2 first generation African American doctoral students (1 male, 1
female)

e 2 first generation Latino doctoral students (1 male, 1 female)
Once each participant was recruited they were given a Study Outpperfdix C)
detailing the scope of the project. Additionally, they were each required toetempl
a Consent FormAppendix D) before participating in the study. To maintain
participant confidentiality, each participant and their graduate inshitvere given
pseudonyms. However, the names of their undergraduate institutions were left intac

to provide additional context about their graduate experiences.

Data Collection

Qualitative research seeks to tease out the emic (insider) perspecti
a particular phenomenon by using rich descriptions. “The key concern is
understanding the phenomenon of interest from the participants’ perspectives, not the
researcher’'s” (Merriam, 1998, p. 6). Given this feature and the purpose of my
research study, to learn more about the lived experiences of Black and Latmraldoct
students, the most fruitful method of data collection for my project was conducting
interviews. “We interview people to find out from them those things we cannot
directly observe...The purpose of interviewing, then, is to allow us to enter into the
other person’s perspective” (Patton, 2002, p. 341). Within qualitative research there
are a number of different types of interviewing formats that emphasizeediffe
aspects of a participant’s experience. In order to create a forraiditormat |

used “semi-structured” interviews. “In this type of interview either athef
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guestions are more flexibly worded, or the interview is a mix of more and less
structured questions. Usually specific information is desired from all thenesmps,
in which case there is a highly structured section to the interview” (Merdi@98, p.
74). Semi-structured interviews were also particularly useful for my stechuse it
allowed me to transform my standard list of questions and topics to accommodate the
racial, gender, or status backgrounds of each of my interviewees. In ordantaim
consistency within this process | created a separra/iew Guide-Second
Generation(Appendix E), for both sets of participants “a list of the questions or
issues that are to be explored in the course of an interview” (Patton, 2002, p. 343).
However | followed two different formats for my first generation vs. egoad
generation participants. | recruited and interviewed the second generation
participants first using the following interview schedule:

e First Interview (establish family, school background, identity

construction, conceptualizations of race)

e Second Interview (focus specifically on the doctoral experience)
Once | completed interviews with the second generation of participants, | used
themes drawn from those interviews to develojnéerview Guide-First Generation
(Appendix F) for the first generation participants. Because time constraints were a
factor, | used an oral history format for those interviews and | only conducted one
session. For both generations | used face-to-face interviews and phone irgterview
because many of my participants were located in different regions aduh&y at
the time of data collection. With their permission, each interview session was

recorded and transcribed for accuracy.

57



In addition to interviews | also uskztumentatioras a part of my data
collection. According to Bogdan & Biklen (1998), documents can consist of personal
documents, official documents, and popular culture documents (p.58). “Sometimes
these documents are used in connection with, or in support of, the interviews, and
participant observation” (Bogdan & Biklen, 1998, p. 133). A Demographic Survey
(Appendix G), documentation of school demographics, department demographics,
and course offerings, were among a few of the documents that helped to further
construct the context, culture, and climate of the lived experiences for Bldck a

Latino students gathered during their interviews.

Reliability/Validity

According to Yin (2003) there are three principles of data collection that “can
help to deal with the problems of establishing the construct validity and ngjialbil
the case study evidence. The three are as follows: use multiple sousveteate;
create a case study database; maintain a chain of evidence” (p.97). Altlzongiot
formally using case study methods, each of these principals of datdicnlisc
helpful in establishing validity and reliability within my study. In order tafntain a
chain of evidence” for Yin’s third principle | kept an interview diary for eachef t
interviews | conducted, that documented the challenges, successes, and changes that
were made. In addition to reliability | also used two additional techniquesrease
my research validity:

o Identify Researcher BiasAs a doctoral student of color my position may

have influenced the way | framed the topic and generated questions for the
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participants being interviewed because we may share common academic
experiences and ethnic backgrounds. My role as a member of the community
| was studying also allowed participants to feel more at ease to speak openl
and candidly during the interview process. For example, during a phone
interview with my second generation Latino male participant, he stopped in
the midst of sharing a very personal story to confirm that | was African
American. By confirming that | was a student of color, he was less
apprehensive about sharing his personal experiences.

e Member checks To guarantee that the interview transcriptions accurately

conveyed the thoughts and feelings of the graduate students | had each

participant review the notes and transcripts outlined from their interviews.
Another important component within the reliability and validity of this study wa
the consideration of generalizability. Because | used a very small sample of
cases, the findings of this research were not meant to be generalizable to all
Black and Latino doctoral students. Maxwell (2005) calls this “external
generalizability” because it can be applied to other groups beyond the one
studied. However, “internal generalizability refers to the generalizabfla
conclusionwithin the setting or group studied” (Maxwell, 2005, p. 115). Within
my discussion and analysis, | make several assertions about generational
similarities and differences within doctoral education as a measure of

generalizing within the group that | studied.
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Data Analysis

The identification of themes and patterns is an important tool of data
analysis within all forms of research. In qualitative research however bethe
emphasis is to focus “on descriptions of what people experience and how it is that
they experience what they experiend@e.experiences of different people are
bracketed, analyzed, and compared to identify the essences of the phenomenon, for
example...the essence of being a participant in a particular progrartdnFP2202,
106-107). Throughout the data analysis process, | manually combed through each of
the interview transcriptions for each participant in order to identify therods,tbem
into categories, and analyze their meaning and significance. As categutideemes
emerged from each group of participants, it allowed me to take my analggp
further by drawing from my theoretical framework of CRT, LatCRT, and
social/cultural capital. The additional patterns that were uncovered providedhme wi
the tools to craft a counter-narrative of their experiences.

Once | understood and articulated the complexity of the themes
gathered from my interviews and documentation, | then began to theorize about the
significance of their common experiences. By capturing their unique and common
lived experiences | established a relationship with the existingtliter on Black and
Latino doctoral students. Parallels | found within my research and thmgxis
literature enabled me to begin making suggestions about the trajectandfar
representation. Throughout the entire process of data collection | workedrpret
my data as | was collecting it from each group of participants. Accotdifm

(2003), “You must also be ableitgerpret the information as it is being collected
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and to know immediately, for instance, if several sources of information contradict
one another and lead to the need for additional evidence” ( p.61). This strategy was
particularly useful when | began reviewing the data from all of my pnedingi

interviews. Initially when | began recruitment, | could not find a first gegien

Latino male to participate and | decided to omit that perspective from myh@ke
However, it was because of the early data analysis that | redliwad imperative

that | recruit a first generation Latino male scholar. The findingdavhave been

unbalanced without his perspective.

PARTICIPANT INTRODUCTIONS

Within and across both generations of participants that | recruited, there we
several differences and similarities in class backgrounds, family tmacidsg,
academic training, and schooling experiences. Although my intent was to focus on
Black and Latino students, neither group was homogenous. The nomenclature for
racial identification | employed was “Black” and “Latino.” The historyadial
identification for the Black community in the U.S. has been one marked by constant
change. “Over the past century, the standard terms for Black has shifted from
‘Colored,’ to ‘Negro,’ to ‘Black,” and now perhaps to ‘African American.” (m
1992, p. 496). Although all of my Black participants were of African American
descent, | chose to use “Black” because it encompassed the experiencek of Blac
people from other nationalities as well. In addition, | also used “Latino’adsié
“Hispanic” in order to recognize the various ethnicities that fall withihtdran even
though each of my participants were from Mexican American backgrounds.

Furthermore, “in contrast to the term ‘Hispanic,’ the term ‘Latino’ has corbe t
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used increasingly as a form of self-definition, re-thinking, and empowerment on the
part of Latinos and Latinas particularly in response to a government-imposed
classification” (cited in Morin, 2009, p.10). However each participant seldtied t
own terms for racial identification, as evinced in the participant profilaklé 1;

Table 2).

Second Generation

Participant Institution* Year in their program at

Name/Race/Ethnicity* the time of the interview
summer 2007

Elvira Rodriguez Atlantic University | *Entering her §' year

(Hispanic/Mexican female) (RU/VH) *Finishing coursework
*Teaching

Cherie Jenkins (African- Recruit University | *Entering 4th year

American female) (RU/VH) *Finished exams

*Writing Proposal

Juan Domingo (Chicano male)| Graduate University | *Entering 8" year

(RU/VH) *Finishing up his
dissertation
Cross Damon (African AmericanBlock University *Entering 4" year
male) (RU/VH) *Finishing last set of
exams

*Writing proposal

Table 1. Second Generation Participant Profiles

*Participants selected their own pseudonyms anidlratentification

*Author selected the pseudonyms for their gradusttutions and each institution was listed
according to their Carnegie classification (RU/MREesearch university, very high research activity)

Elvira Rodriquez

Elvira was my first study participant (after my earlier pilot) ancctuged
her through snowball sampling. In some ways she served as test subject fiodyny s
as | hashed out the interview process for the first time. Luckily though, bestaise
was on the East Coast pursuing her doctorate at an institution in the Mid-tianti

was relatively easy for me to schedule two face to face interviews wititer
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agreed to meet on her campus at an outside picnic table where we had privacy and
little distractions.

Elvira was a twenty-something doctoral student approaching her third year
of graduate school at the time of our interview during the summer of 2007. She grew
up in Northern Florida and was the oldest of five children. Her parents wereatnigra
farm workers but they always made sure that she and her siblings werecemroll
school.

We grew up in a farm-worker community, farm-worker experience, so we
traveled a lot...my parents really as far as education...they never took us out
of school...even as school started. [When] the new school year started in
another state we would be enrolled in school there. Usually the time we
would come back to Florida would be around the end of October, first week in
November.
Seeing her parents struggle was an important feature of Elvira’s exesrgnosving
up because it really motivated her to stay in school so that she could one day make
life easier for her family:l knew a lot about how much my parents struggled for me.
| knew | would do anything to make their lives as simple...not necessarily simple but
not make their lives any harder. | knew that even a high school education would help
me and also help my family
Elvira was always very aware of race, class, and gender dynamicshibubug
her schooling and home experiences growing up. At an early age sheizeddgpw
much more difficult it was for the women in her community. And as a result, her

mother always taught h&tio be as independent as possibleThe school bus-stop
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was one of the first places where she really took note of the race and ittassacks
in her community.
| lived in the barrio adjacent to a very, middle-class, almost affluent, like
subdivision, and they were literally adjacent to each other. So the white kids
that lived there we rode the same bus. They would roll up into our barrio and
it was like trailers and it was really a different experience. So | would always
think about that, what they think, because they would ride through our hood
and we never actually rolled through their hood because that’s just how the
bus-route was.
As a result of these school bus experiences she understood race relations at her hig
school as very brown and white. Because she had a strong interest in school, she
quickly became type-caste as tlsefart Mexican girl.” Within the classroom, she
often felt invisible among the white students, because she was often times the only
brown student in her classed.didn’t really talk to them and they didn’t really make
any effort to engage with me...so | just really felt uncomfortable and invisible.”
Despite the invisibility, Elvira admitted those experiences bolstered hauseshe
learned how to navigatele world with white people.”
After high school, she attended a state university not far from her home that
was much more diverse than her high school. During college she patrticipated in
programs like McNair and the Institute for the Recruitment of TeacHeT9.(IHer

participation in both of those programs really motivated her to pursue her doctorate.
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Cherie Jenkins

Cherie was my second study participant. She responded to an email
announcement that was circulated on Facebook. Although she attended a university
in the Northeast, at the time of the interview she was living in the Midwest so |
decided to conduct phone interview sessions with her. Cherie was highly energeti
and extremely excited about participating in my study. At the time of theimter
during the summer of 2007, she had just completed her third year as a doctoral
student at Recruit University.

Cherie grew up in both Chicago and Texas. She had 6 brothers and sisters and
all of them had college degrees, and at least three of them were pursuingtdsctor
Her father worked for the government as an inspector over transportation, and her
mother had a Ph.D. and worked as a university professor. Although the family
moved around a lot, Cherie’s mother always made sure they moved to a district with
the best schools. However, most of the schools she attended early in her education
lacked diversity and her older siblings were often confronted with racial slurs

And so we were in a really good school district and that was great but the

only problem was there was not a lot of diversity...and there definitely were a

lot of racial problems especially for my sister who was in high school. Being

called the n word and having to battle with teachers. They thought that my
brother was retarded or something like that when he was actually gifted, like

all of these problems my parents had to face, but for the most part | had a

happy childhood, happy elementary school.
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Despite the racial encounters, Cherie still felt that she receivedshecheation
during her early schooling.
During high school Jenkins and her family moved to Texas. Although there
was a significant amount of Black students at her school, she realized thatdheere w
very few in the honors or advanced placement courses.
Though...there was a significant portion of African American students you
could see that the school had picked out basically who they wanted to
succeed. And so getting into an AP class, getting into an honors class was
extremely difficult. | wanted something that was more challenging so | took
AP English. And | had the hardest time in that class and | think | was
frustrated because...| even wrote a letter to the teacher, | just had drama...|
didn’t feel like | was being listened to or that they cared about black students
or making sure that when you're reading particular literatures it isn’t just all
by old white men. Even if it was just by a woman | would’ve been happy to
have literature by women, but it was not diverse at all and so that was
frustrating.
Class was also an important part of her high school experiences becaus&é& was t
first time that she realized that were two sets of black students in her;gtlosel
who were going to college and those who were not. Although the Black students at
her school were all friends, certain cliques were formed around socio-economi
background.
After high school, Cherie decided to attend an HBCU in part because of the

racial encounters she experienced during her schooling experiencesggupvand
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because shewas tired of predominantly white schoolsHer experiences at Howard
University were very different from high school. félt nurtured, | felt like there was
a push for me to succeed. There was just a push for you to do well...l never
experienced that at the schools in which | was growing up. It was always a’battle
Like Elvira, Cherie participated in the McNair program, and from that pointafiat
knew that she wanted to pursue a doctorate.

Cross Damon

My third participant was Cross Damon. We were both participants in the
Mellon Mays Undergraduate Fellowship Program and | was able to recrudthhe
annual Mellon graduate conference. Although he attended a Southeastern university,
we were able to schedule one face-to-face interview because he wasngpllecti
research in New York City during the summer of 2007. We conducted the second
interview over the phone. Although Cross was a very quiet and mild-mannered
person, he was very forthcoming and concise about his experiences during our
interviews. At the time of the interview sessions he was preparing thistéotrth
year of graduate school.

Cross grew up near Jackson, Mississippi in between the city and the country.
Although he was an only child, he had a very large extended family with five uncles
and four aunts. Both of his parents were teachers and he always assumed that he
would grow up to become a teacher as well. In middle school Cross participated in
advanced classes and by high school he was in the International Bactal@Blea
program. Race did not have a big impact on his experiences growing up because for

most of his schooling experiences Cross attended predominantly Black schools and
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lived in a predominantly Black town. It wasn’t until he got older and learned to drive,
that race began to impact his experiences.

I got pulled over once for no reason...and when | went to Tougaloo they gave
us talks about where not to go in the city and where not to get arrested and that
sort of thing because Tougaloo was right on the line between Jackson which
was mostly Black and mostly middle to working class, and Madison which was
mostly white and middle to upper class. So they told us not to go on the other
side because you could get pulled over for no reason.

Class and gender were more pronounced for Cross as he was growing up because his
Mother supported them alone on her teacher’s salary. He began to notice class
divisions in high school with some of his peers who were able to participatesin elit
social networking programs like Jack and Jill.

| grew up always thinking about money because my mom was on a teacher’s

salary and so we always had enough to get by, but we also always had to

think about it like you can’t get this and you had to wait for that. It wasn’t

until I got into high school that | kind of started thinking about where | was

in terms of class because some of my classmates were doing the Jack and Jill

type stuff that | knew nothing about. A lot of stuff | think about in hindsight.
Gender was important for him because his mother raised him and growing up he was
always conscious of fathers with their children.

The one thing | have been very conscious about is Fathers...and noticing

when a man is with children and stuff because it just seems strange because |

never really saw too many men taking care of families. So part of me, there’s
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a part that’s kind of missing. When | look back and think about what I'm

doing now because | didn'’t really have too many male figures in my life

until 1 got in band, the band director. He was the first real male figure that

talked about being responsible and leadership.

Despite that key component that was missing from his childhood, Cross went on to
college and did very well. During his sophomore year he participated in the Mellon
Mays Undergraduate Fellowship program and that was his first time congideri
career beyond being a high school teacher.

Juan Domingo

Juan was my last second generation study participant and he was the hardest
to recruit. After several failed attempts to recruit a Latino malefithedt of my
criteria, | got an email from Juan expressing interest in my study.idedkto take
him on as a study participant even though he was pursuing his doctorate in
Anthropology because he matched all of my other criteria. Even though Juan
attended a Northeastern university he was living back in his home statefoffrizal
for the summer so | had to schedule two phone interviews. At the time of the
interview, during the summer of 2007, Juan was preparing to start his fiftbfyear
graduate school.

Like Elvira, Juan grew up with a migrant farm worker background, but he
grew up on the West Coast in California. Although his father came from a migrant
farm labor background, his mother wagéexican middle-class.”She migrated to the
United States only to marry his father. Juan, his two brothers, and mother and father

all lived in a migrant labor camp when he was growing up. They would travel back
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and forth between Northern and Southern California picking crops for farmers. As a
result of the traveling, Juan participated in the Migrant Education Program.
So we went to migrant head start before we were five. Then it was kind of
weird because with the migrant students the overall perception is that you're
going to drop out of school so you don't really get the best education. But my
parents for some reason really tried to focus on overcoming that
According to Juan, students in the Migrant Education program were often shifted
from school to school and he rememberdde“for five years we were going to
different school$ One year he decided that he wanted to go to one of the better
schools and was met with opposition from the principal. He recalled his father
speaking to the superintendent of their school district in order to get him into that
particular school but they would only allow him and not his brother too. To make a
statement his father decided not to enroll either one of them in school for a few
months. Later on in his schooling experiences, Juan encountered other forms of
opposition when he wanted to enroll in college preparatory classes. After many
struggles he was finally placed on the college track. This was impartiimb t
because,“already knew | had to support my parents in terms of educétidke
all of the other second generation participants, it wasn’t until college and his

participation in the McNair program that he decided to pursue a doctorate.
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First Generation

Participant Institution* Year Started-Year
Name/Race/Ethnicity* Completed Ph.D.
Maria Lopez (Mestizo female) | Hallmark University | 1977-1982
(RU/VH)
Deborah Jackson (Black femaleHallmark University | 1969-1974
(RU/VH)
Carlos Sanchez (Chicano male) Hallmark University | 1973-1978
(RU/VH)
Walter Smith (Black American | West Coast 1967-1969 (MA)
male) University (MA) 1973-1985 (Ph.D.)
(RU/VH)
Atlantic University
(Ph.D.) (RU/VH)

Table 2. First Generation Participant Profiles

*Participants selected their own racial identifioatand author assigned their personal
pseudonyms

*Author assigned institutional pseudonyms and eastitution was listed

according to their Carnegie classification (RU/MREesearch university, very high research activity)

Maria Lopez

After several months of unsuccessful attempts to recruit first geresaudy
participants | found one great lead. Maria Lopez, Mexican Americandemas the
first of the four “first generation” study participants that | intewed in September
2007. She was very cordial and receptive to my dissertation topic and accepted my
invitation to participate. Because she lives on the West Coast and | on theeEast, w
agreed to do a phone interview. Although we had a few false starts the day of the
scheduled interview (she had to call me back after my initial call), oncéciatif
began it went off without a hitch.

Maria was born in 1955 and she grew up in both the Florida del/s
Panama City, Florida. Because her father was a fisherman the fawnily move
back and forth throughout the year between Northern and Southern Florida. By

eighth grade the constant moving back and forth throughout the year had heavily
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impacted Maria’s schooling. As a result, her mother decided to keep her lrefdort

Florida while her Father worked in Southern Florida.
| would start school at one school, from September to November. And then |
didn’t particularly care for school and | would beg my parents not to let me
start at the new school until January. So | would be at that school until about
Easter and then | would either finish up at the school in Northern Florida that
| started in September or when my parents had money | went to Catholic
school. When they didn’t | went to public school. And so | could go to like 3
different schools in a year. This did not do well for my academic achievement,
switching schools. It was when | was h@rade that my mother decided this
was messing me up academically, and it was, and so she stayed with me in
Northern Florida when my Dad went to Southern Florida to do fishing in the
winter. So my Dad would be separated from the family from Thanksgiving
and he would come home Christmas and then he would go right back down
until Easter. And he only did that for a couple of years because he didn'’t like
being away from the family.

Race and prejudice were also key elements of Maria’s childhood. Although her

father was white and her mother was Mexican, Maria identified mostlyheith

Mexican heritage because her father’s family had disowned him after hedrreer

mother. At an early age she understood race and discrimination.
| was a Mexican American who grew up in the Deep South. My grandmother,
who lived with us, spoke only Spanish off and on ...So people would come to

us and say ‘what foreign language is your grandmother speaking?’ ‘What is
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your mother speaking’? | would say ‘oh that's Spanish.” But in that time
period it was very...l understood segregation at an early age. | remember the
station at the corner that had the restroom “men”, “ladies”, and “colored”.
And I'd ask my mother ‘which one do | go to?’...and my mother would say
‘you wait until you get home.’ That was her attitude because it was a sort of
an in between space. We lived in a white neighborhood but it wasn’t like we
were universally accepted. So it really was a sort of an in between space.
As she grew up and matriculated through middle school and high school, Maria began
to develop a more sophisticated understanding of racial prejudice because of her own
racial encounters in school. In one particular incident she recalls beiongrdiged
to attend college because of her seventh grade IQ score.
| had an IQ test when | was in seventh grade and it said | had an IQ of like
100. And so when it came time to apply for colleges the end of senior year, |
asked my guidance counselor for a letter and the guidance counselor wouldn’t
write me a letter for a four year college because she said my IQ test in seventh
grade showed | wasn'’t college material.
In another incident she recalls being denied access into honors courses because of her
race and ethnicity.
I've never taken Algebra 2. | was in business/math track. The only way | got
into honors classes my senior year when | finally realized honors classes were
important was the fact that my father threatened to go to the school
board...My junior English teacher had decided that | should try to take the

test to get in AP English because | had been making A’s in the class and sure
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enough | did well enough on the test and everything but | wasn’t admitted.
My dad went up to visit Ms. F, who taught Honors/AP English, and wanted to
know why | wasn't in there. And she looked at my dad...and me (I'm in the
room) and she said ‘Maria is not as smart as she thinks she is. She’'d be a
much happier child if she learned to accept her limitations. It would be a
cruelty to put her in honors class because she would not be able to keep up.’ |
can remember my dad saying ‘she got the grades, she passed the test, what's
wrong with this picture?’ And he kept pressing her, and finally he looked at
her, and she looked at him and she looked at me and she said ‘I've never had
a minority child in my four years of teaching and I'm not going to have one
now.’
Despite all of the challenges that she faced during her secondary sghbtaifa
prevailed and made it to a local community college in Florida and then a four year
public university. While there, she gained the positive affirmations and support from
the faculty that propelled her into a doctoral program in 1978 at Hallmark Unyversit
where she received at Danforth Fellowship.
Walter Smith

After recruiting Maria Lopez, nearly a month and a half passed bef@s |
able to recruit my next first generation study participant, Walterlmitirst
generation African American male. During November 2007, | was able tdidelee
face-to-face interview with Walter because we both reside on the East Coas
Because | was meeting him mid-day on the college campus where he taght, w

decided to meet over lunch. Although meeting over lunch proved to be a challenge,
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particularly because of the background noise and distractions from our metak, Wal
was very candid and forthright about his political views, social activism, and his
family life.

Walter was born in Gary, Indiana in 1942. His father, a former military
officer, was originally from New York and his mother was from Mississippi.
According to Walter, Gary, Indiana was a popular destination at the turn 2@the
century because it was a big steel town and provided many job opportunities. The
family didn’t stay in Gary long; by the time he was 11 years old the fdrady
moved to Los Angeles, where he spent the remainder of his childhood. While
growing up there, Walter attended LA public schools. He graduated in 1961 from
one of the better known high schools in LA at the time that was 99% Jewish
according to his recollections. Reading and learning were always importeng dur
his childhood:1 grew up in a household in which reading was very important. My
dad said when you learn how to read you can go any place in the world. You develop
your mind and no matter how much you might be imprisoned your mind is important.
And so for me reading was always key"couple of years after high school Walter
decided to attend the HBCU, North Carolina Central University. He was there f
1963-1967. During the interview Walter stopped to reflect on a moment of nostalgia
as he recalled his #0eunion that had taken place a month prior to our interview in
November, 2007.

Last month we celebrated our®4€eunion. It was marvelous...people that |

hadn’t seen in 40 years. How we change and how we stay the same. People

who had wild personalities were still wild. People who were on the quiet side
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were still the same. It was marvelous. Out of a class of about 250 about 100

people showed up.
Another candid moment that Walter reflected on was his first marriage in 1965
(during college) and the birth of his son. His marriage became an importantdpackdr
to his later graduate school experiences because of the “nasty” divorce teat ens
several years later that left him unable to see his children for 10 yearstelofghe
intense family turmoil he battled during the pursuit of both his MA at West Coast
University and his Ph.D. at Atlantic University, Walter successfulimgleted his
doctorate several years later in 1985.
Deborah Jackson

The third first generation participant that | was able to interview ved®iah
Jackson, an African American female. We met at a small symposium one month
prior to my interview with Walter Smith. However at the time that she agreed to do
the interview in October 2007 her schedule was full. | contacted her personal
assistant to set up a phone interview nearly two months after | recruited her at the
symposium. Despite the fact that | told her assistant that | would needt aridemir
for the interview, unbeknownst to me he scheduled my appointment with Deborah
during the 30-40 minute timeframe before the start of her afternoon lecture. As a
result, the interview had to be cut in half. The initial interview was in part
unsuccessful because | had to limit the number of questions that | could ask and
because she was distracted preparing for her class. However, Deboraistrac
agreed to participate in a follow-up phone interview a few days later when she had

more time to talk so that | could probe further into some of her experiences.
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Deborah Jackson was born in the mid-1940s and raised in Central Valley, CA.
She was the middle child and had both an older and younger brother. At that time, her
mother was a domestic worker and her father was a construction worker and the
family grew up in a working class neighborhood.
| lived in a working class community. Our school was integrated. There were
white students, and Mexicans. From Elementary school | attended the same
school and then | went to junior high school for one year at one school and
then we moved out of town to a more rural area and | had a different school
experience where we were the only Black kids. And then | moved back to
town to go back to school at a bigger junior high, and more black kids and
that was the same for high school.
Although Deborah grew up primarily within an integrated neighborhood, racism wa
still quite pervasive. While living in the rural community, at two different points
during her elementary and high school schooling, her family experienced a lot of
racial harassment including the brutal beating of her older brother, which diyentua
forced them to leave.
| had an elementary school year, or at least partial year and a partial year in
high school. And the reason that we left the high school was because my
[older] brother was beaten almost to death. There were 4 black students in the
whole high school. My brother, me, and 2 girls...We moved to that area and
bought property and we had a house so it was like we were coming into that
place...So my brother tried out for the football team and they didn’t want him

on the football team. And so one day he didn’'t come home from school. He
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didn’'t come home with me because | thought that he was practicing football
or whatever and he never came home. We didn’t know where he was. So we
went to look for him and we found him lying in a ditch on the side of the road
unconscious. He had been beaten by a white adult who was like the older
brother of one of the boys on the football team. So he didn’t die but he was
badly injured and after that we left the school and went to go to school in
town at the school that was near my grandmother’s house.
As a child Deborah understood the harsh reality of racism as a phenomenon that
happened everywhere not just in the rural community where her brother was beaten.
You had experiences where you were apart of things with Black people and
you had experiences where some white people didn’t want you around. |
didn’t associate that with being in that rural community. That was just the
way the world was. We had racial incidents where we lived before. We just
understood that as white people’s anger, that’'s what they do.
Despite the racial encounters that Deborah experienced during her schooling
experiences growing up, the importance of education was always rethbyréer
family. The decision to attend college was never an “option” but rather an diqrecta
from her family. “It was always an expectation. It wasn't like a decision. It was like
if you can go then you should go. My older brother was in prison by that time. He
had been accused of some wrong-doing that he really didn’t do. So by the time |
graduated he was already in prison. So it was like maybe one of us caflgog’

with the expectation from her family to attend college there were atsmsaupport
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networks of teachers and community members that helped equip Deborah with the

tools necessary to attend college.
There were other people that really played a part. At my elementary school
there was a Black man, who was a teacher at my elementary school. He
wasn’t my teacher but he taught at my elementary school and | used to baby-
sit for him. His wife was one of the first African Americans to graduate from
Hallmark University. So | baby-sat for them and | knew them from about the
time | was nine years old and they kept up with me when | was in high school.
His wife enrolled me and three other girls from my high school in a statewide
Black beauty contest and | won. So they were like my “sponsors” for a lot of
things.

So there’s a term, in Sociology of Education called ‘sponsored

mobility.” It's different from a mentor. It's not someone who takes you on
and says be like me or I'm going to watch your intellectual growth. But they
were a sponsor. They constantly looked out for me and found opportunities
for me as a couple, as a family. So it was like what middle class Black people
have always done to help someone that’s not at their same level to get
opportunities. So they didn’t live in the community but they saw potential and
they made sure that | got some things that | needed. | also had a white teacher
that did the same thing from my elementary school. When | graduated from

high school one of my elementary school teachers came to my graduation.
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As a result of her family’s support and the “sponsored mobility” of her former
teachers, Deborah was accepted at Hallmark University in 1965 where gbletedm
both her BA and her Ph.D.

Carlos Sanchez

After several unsuccessful attempts to find a first generationd_atale
participant | decided to move forward with the data that was collected frdmoéa
the other participants. However, once the process of analysis began, it became
evident that the additional Latino male perspective was a necessary compdhent of
research. In the spring of 2008 Carlos Sanchez was recruited through snowball
sampling to participate in the study because he fit all of the necess$anache
identified as Chicano and he completed his doctorate in 1978 at a PWI. Like the
other first generation participants, Carlos was very forthcoming aboutnhily,fais
childhood, and his academic experiences.

Carlos Sanchez was born in 1950 and raised in Corpus Christi, Texas. He
grew up in a very small community that was predominantly Mexican and White.
Corpus Christi, like other American cities during that time, was racialtigeti. “It
was a very highly segregated community. Whites lived in their own neighborhood.
Mexicans lived in their own neighborhoodAlthough the family permanently
resided in that community, they always spent at least half of the yegpiraather
cities because they all worked as seasonal warkédshough we lived in the city,
we were seasonal farm workers, gone generally 6 months out of the year. We usually

went with families in large cattle trucks to Michigan to pick cropike Maria

80



Lopez, Carlos’s schooling experiences and education were impacted by treabkeas
traveling.
When they ran us out of that area [Michigan] around when school started we
would come back and finish the season by picking cotton either in West Texas
or the south part of Texas near the Corpus Christi area. | did that all the way
up until the 8 grade. 1 didn't go to my first day of class or my last day of
class until the 8 grade because all my years before that | always came in
around October and always left around April.
Despite the constant movement, Carlos had positive schooling experiencéslds a ¢
Unlike many children his age, school became a source of enjoyment for
Carlos Sanchez because it was a welcomed change to his normal routine as a farm
worker. “You know | loved to be in school because it was the only time | could be
inside. Being inside was better than being outside in the sRlus Carlos was always
very active in school activities including dance and serving as a safety patrol.
addition, because he grew up in a segregated neighborhood, each of the schools he
attended was predominantly Mexicditn general | had positive school experiences
mostly because | went to an all segregated Mexican school. In the elementary school
we didn’t have any Mexican American teachers. In the middle school we had one
Mexican American teacher.’Although Sanchez was tracked into higher level courses
during middle school, he did not receive a wealth of support from his teateisat
point especially by middle school there was a tracking system. | was in the higher
tracks and the teachers would be more sensitive to us, but for the most part the teachers

didn’t encourage us that much. But they didn’t discourage us eith@tliiough he
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recognized race at an early age, it was not until high school that Sanchez developed a
sophisticated understanding of racism and classism.

During the summer of his sophomore year of high school Carlos was selected
to participate in an Upward Bound program at Yale University, funded partially by the
Ford Foundation. It was during that summer that he garnered his first understanding of
racism and classism. Several Black students in the program protestedithegurar
because they believed it was racist. When the Black students questioned I@artos a
his experiences as a Mexican American he was unaware of any moments when he
encountered racism.

Now they didn’t know who Mexican Americans were, right, the African
Americans and the others in the program. But they said ‘we understand
the people of color and minorities have always been discriminated
against, we’re not the only ones.” And | would say ‘no that’s not true.’
And then they would ask me on a personal level ‘when you go to
Woolworths in Corpus do you ever get treated differently’ and | said ‘well
no. | don’t think so; they always treat me like everybody else.” And they
said ‘when you go back why don’t you notice. Just pay attention when the
white people come in, do they treat them differently.’
Once the administration gave in to the protesters and changed the curricullo®, Car
was also exposed to more information about race and class on an intellectual level.
When Carlos returned home he began to recognize, for the first time, the idigtomn
treatment Mexican Americans faced in his community, as a result of those

conversations, and the revised curriculum. In one instance at the local Woolworths, he
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realized that he was not receiving fair treatment by the waitreggebat moment he
staged an impromptu sit-in and demanded service. It was from that moment on that
Carlos cultivated his activism.

Carlos’s summer experiences at Yale, coupled with his good grades afforded
him the opportunity to attend Columbia University as an undergraduate. While there he
remained actively involved in issues of race and class. He and his peers formed the
first Latin American Student Association (LASA) on Columbia’s campus and they
staged many protests in favor of more recruitment of Black and Latino students.
Because of his heavy involvement in community activism, Carlos’s indraler goals
were to attend law school and become a civil rights attorney. However, after an
incident in Corpus Christi where he was the victim of police brutality he opted to
pursue another career path. Under the advisement of a close friend Carlos considered
attending graduate school to pursue a career as a professor. He learned aloodt the F
Fellowship program through a fellow LASA student and decided to apply for the
fellowship. In 1978 he was awarded a five year Ford Fellowship and was accepted to

attend Hallmark University.

CONCLUSION

Several frameworks were used to guide the development of my research
design. Maxwell’s (2005) model for constructing a strong conceptual framework
allowed me to use experiential knowledge, existing theory, and pilot studies tb launc
my initial inquiry of the topic. The use of qualitative research methods was the
perfect fit for this research given the emphasis on experience and intéwpreta

Based on my own experiential knowledge | knew that one of my primary goals for
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this study was to centralize the personal narratives of these students. The two
primary research questions guiding this study were designed to elidiédeta
information and perspectives about the lived experience.
1. How are the experiences of current (2003-2008) second generation
Black and Latino doctoral students at predominantly white institutions
similar or different to those of first generation Black and Latino
scholars that pursued doctorates during the 1960s-1970s? What forms
of social and cultural capital are utilized in their experiences and how
do they compare over time?
a. How are race, ethnicity, and class experienced by Black and Latino
Doctoral students at PWIs then and now?
2. How is the current culture and climate of doctoral education at
PWIs similar or different to the culture and climate of the late 1960s-
1970s?
Once the research problem and questions were formulated, Critical Race dimeory
Latino/a Critical Race Theory were used as the foundation of the thebretica
framework because they were the most useful vehicles to explicateiie rac
narratives and experiences of both generations of scholars. Subversive theories of
social and cultural capital were layered within the theoretical framein order to
create a tool-kit in which | could fully interrogate and identify the ketrumsents
utilized by Black and Latino students to navigate through the academy.
In chapter three the findings from the first generation interviewsrasepted

in a series of themes informed by social and cultural capital. The emphtss
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chapter is to outline the graduate experience from a historical point of view in a

effort to draw later comparisons to the second generation experience.
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CHAPTER 3: AFFIRMATIVE ACTION IMPLEMENTATION:
FINDINGS FROM THE FIRST GENERATION

You do not wipe away the scars of centuries by saying: ‘now, you are free to go
where you want, do as you desire, and choose the leaders you please.” You do not
take a man who for years has been hobbled by chains, liberated him, bring him, to the
starting line of race, saying, ‘you are free to compete with all the others,” and still
justly believe you have been completely fair (Lyndon B. Johnson, June 4, 1965,
speech to the graduating class at Howard University, cited in Bowen & Bok, 1998,
p.6).
Introduction
In his commencement address to the 1965 graduating class of Howard
University, Lyndon Johnson consciously recognized that advancing the levels of
education for African Americans and other people of color required more than just
providing access to more institutions. Instead, racial advancement required a
concerted effort to change the racial climate of society as a whole. Wittotian in
mind, CRT and LatCRT allowed me to gather the counter-stories and nar@tihe
first generation of Black and Latino scholars in order to understand what thie raci
culture and climate was like for them at PWIs. “CRT challenges whitdege and
refutes the claims that educational institutions make toward objectivititporacy,
color-blindness, race neutrality and equal opportunity” (Yosso, 2005, p. 73).
Coupled with CRT and LatCRT, Yosso’s (2005) interpretatiorcoofmunity
cultural wealthalso allowed me to identify the subversive forms of cultural capital

that emerged within the narratives of the first-generation.
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Even with new opportunities brought on by Affirmative Action to pursue
higher education, the formation of various types of cultural capital was emtiess
element of the graduate experience for Black and Latino doctoral stutients.
addition to access, Affirmative Action also created additional funding opportunities
the form of fellowships specifically for students of color. For a generatiorhofass
that came from an era in which there were few Black and Latino predeceésgors
pursued doctoral education, those fellowships provided critical funding that served as
an important tool in successfully navigating the academy. Once in the academy, the
first generation was able to fight for the inclusion of more doctoral studernyoof c
They were also able to transform curricula and research agendas, and gnce the
completed their Ph.D.s they also began to change the face of the faculty mtthe w
academy.

Because there were numerous themes that unfolded in the narratives collected
from the first generation, | elected to focus only on the themes thatetitited an
understanding afommunity cultural wealthThe findings from my first generation
are framed within four types of cultural capital drawn from Yosso’s (2006) panadig
Aspirational capital, social capital, navigational capital, and resistpitakcaere
each revealed in the counterstories of the first generation in the form of social
activism; fellowships; persistence; and peer networks. What's importantegto not
however, is that each of these experiences and the categories they fall erfidédt ar
and interchangeable. Like Barkley Brown’s (1989) imagery of the Afgaarican
quilt, the experiences of these Black and Brown bodies were not always hdear a

easy to explain within the confines of one box. Recognizing that element ofthe fir
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generation’s experiences was critical because “...people and actions dmmove
multiple directions at once. If we analyze those people and actions by linear,models
we will create dichotomies, ambiguities, cognitive dissonance, disoregmtatd
confusion in places where none exist” (Barkley-Brown, 1989, p. 929). The four
forms of capital used to frame the experiences of the first-generatiénaan-

competing entities” that each serve as one thread of the quilt or one pieceaoféhe |
picture (Barkley-Brown, 1989, p. 926). When woven together under the community
cultural wealth framework each of those threads help to produce a vivid and almost

palpable counter-story of the larger Black and Latino doctoral experience.

SocliAL CAPITAL

The concept of social capital is transformative because it's constantly
reinterpreted within different spaces and different contexts. Within the epace
graduate school and framed within the context of CRT, “social capital can be
understood as networks of people and community resources. These peer and other
social contacts can provide both instrumental and emotional support to navigate
through society’s institutions” (Cited in Yosso, 2005, p. 79). During the time in
which each of my first generation participants were in college, there wgréew
Pre-Doctoral-Prep Prografsn place that provided information about the doctoral
process. The academic and community networks that Carlos, Deborah, Maria, and
Walter were able to form during their undergrad years were an impataot in
their consideration and ultimate matriculation to graduate school. There weral se

critical conversations had amongst professors, friends, and mentors that not only

“ “Pre-Doctoral Prep Program” is a term that I'véneal to describe programs or initiatives created
with the sole intent of preparing undergraduatdests, specifically minorities, for doctoral study.
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enabled the first generation to attend graduate school, but also that empowered them
to feel confident in their intellectual capabilities. Each of these @ritenversations,
coupled with the academic success and doctoral completion of each of my first
generation participants, serve as a powerful example of the benefitsrtiet ca

obtained from social capital.

Throughout her secondary schooling experiences Maria’s academiesbilit
were constantly devalued by her teachers and the school administration.sAl, a re
she lacked faith in her intellect. However, when she was in community college,
Maria finally received the positive affirmations she needed from her porges|
went to community college...and that was the first place that | got the affirmation that
| was smart because, with the exception of an African American U.S. History teacher
in 11" grade, | was really not given any credit for what | could do. In community
college | was given a lot of encouragemem/hen she later enrolled in a four year
institution Maria received additional support, and was strongly encourageeno att
graduate school.

And | went to Florida State and | had a wonderful mentor, who encouraged

me to go to graduate school who basically called me into her office when |

was a junior and said ‘have you thought about going to graduate school?’

And | said graduate school is for people who are rich, who are smart, and I'm

not either. I’'m going to be a high school history teacher. She goes ‘no, no, no

there are fellowships, you can do this.” She really encouraged me and sent me

catalogues.
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Maria was also able to transform the social capital she acquired frarmeh#r into
financial capital in the form of a graduate fellowship.
| had a Danforth fellowship...it was a national fellowship and it was
wonderful. It paid 5 years tuition and $2500 a year, that you're supposed to
live off... And it was considered a lot...They chose 100 top seniors across
the humanities and sciences. At the time that | received it, they reserved 25
for students of color. | was one of the 25 students of color.
As a beneficiary of an Affirmative Action based initiative, Maria, in soragsw
served as an example of the success that can occur from such programs. The
conversation that Maria had with her mentor not only exposed her to critical
knowledge about graduate school, but it also empowered her as a scholar. In Walter’s
experiences applying to graduate school he also gained a sense of empowerment but
from an unexpected source. A white professor that Walter often argued withsn cla
provided him with a dynamic letter of recommendation unbeknownst to him when he
submitted his application.
The chair of the Political Science department was an older white woman and
we fought all the time because | thought she had a colonial mentality and she
was a purist...and we argued all the time in class. | never disrespected her or
called her any names, but we argued a lot... Well when | applied to West
Coast University | found out that | got accepted by April because she had

written this dynamic letter.
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In addition to writing a letter of recommendation, that same professor also armed
Walter with a tool-kit of knowledge that would prepare him for the rigors of graduate
school.
She gave me, and you might call this prep, 3-4 pages of bibliographies. She
said ‘read all this before graduate school. Political Science is changing and |
did not cover these sorts of things. You need to be familiar with this literature
and read it before you take your first course’. And | remember taking a speed
reading course that summer, read everything on the list and she was right. |
was ready after having read that. So that was not a prep kind of course but
she told me what to do and | did it.
The critical support that both Maria and Walter’'s professors provided therwasth
an invaluable form of capital.
When Carlos decided that he did not want to attend law school because a
police brutality case he brought against the Corpus Christi police departagnt w
dismissed, a close friend suggested that he go to graduate school instead.
| was in a liberal fraternity, and one of my brothers who was going to law
school, said ‘don’t give up on yourself because of the lawyer who was
supposed to help you. If you don’t want to go to law school that’s okay, but
you have all the skills and knowledge that it takes to continue on to graduate
school...you have all the grades, you probably have all the letters too to go to
a graduate school. You want independence; become a professor, because as a

professor you'll be able to critique the society without fear of the society.’
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Although Carlos already had visions of obtaining an advanced degree, the insight
provided by his fraternity brother about graduate school, enabled Carlos to explore
other options that he was not familiar with or had not considered. Once Carlos
learned about his options for graduate school, other peers began to also educate him
about fellowship opportunities. One in particular was the Ford Fellowship for
minorities. “So | applied for the Ford, not thinking that | would get it, and then |
made the finalist.” At that point in the process the only school that Carlos was
considering for his M.A., was a small, newly established university in his hometow
of South Texas. However, once he was selected to interview for the Ford Fegllowshi
the Mexican American professors that interviewed him, encouraged him to broaden
his list of schools.
During the interview there were three prominent Mexican Americans and...
they said,” you have all these excellent grades...you have all of this
service...You have all these ambitions, but you don’t have any institutions
you're applying to for graduate school.” And | told them | have one, but he
goes ‘but that’s not really an institution.” So they told me almost the same
thing my friend from my fraternity had told me. They started talking to me
and they said ‘there’s very few of us in prominent, especially lvy League
schools. We talk about opening doors for our community. The best thing you
can do to open a door, is go to an ivy league school, get a Ph.D. Then use
that to go back into the community to help the community. So they finally
encouraged me to apply to at least one more university, and that university

happened to be Hallmark. So | applied to two universities for graduate
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school. Then when the year ended | got a Ford Fellowship for five years and

| got admitted to Hallmark.

Having peers and other professors to nurture Carlos’s understanding of the graduate
school process and the options available to him was imperative to his success and his
growth as a scholar. Many of the counter-stories from the first gemrehatve

revealed that critical forms of social capital such as networking, améegiag

knowledge or resources through formal and informal dialogues were important
staples within Black and Latino communities.

For both Carlos and Deborah, pursuing a career involving community work
was a top priority. But like Carlos, Deborah was also encouraged by a peer to
postpone getting a full-time job in order to attend graduate school.

| had been working for the community for three years since | was a

sophomore. When | graduated, | graduated with honors and | had a

relationship with people at the school and in the community. One of them, a

counselor at the high school, asked me if | would like to go to some other city

working like a job in something like an Upward Bound program. | was
contemplating doing that when my roommate, who was already in the Masters
program in Education, suggested that | should go talk to her advisor before |
made a decision about that job. My roommate was one of the Black students
who had been involved in the ‘movement’ and so | went to talk to her advisor
because she said her advisor was doing research on Black students and Black

issues...so | went to talk to this lady. And that’s when | found out she had a

program...l had a choice of going to work and then someone talked with me
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about a Ph.D. program and a grant that they had and told me that | would
make a good candidate for a Ph.D. So | opted not to work and to stay in
school to focus on concerns that | had being an undergraduate student doing
a lot of community work.
Being provided information about an alternative career path enabled Deborah to
pursue an academic career that was still rooted in community work. Tara Y0sso
(2005) considers this act a critical exchange between social capital and coynmuni
networks. “People of Color have utilized their social capital to attain educagad, |
justice, employment, and health care. In turn, these Communities of Colohgave t
information and resources they gained through these institutions back to their socia
networks” (Yosso, 2005, p. 80). In the case of each of my first generation
participants, being able to conduct culturally-relevant research was #kitabf
giving back because they were able to study several key issues impadgting the

communities that may have never been studied before.

NAVIGATIONAL CAPITAL

“Navigational capital refers to skills of maneuvering through social
institutions. Historically, this infers the ability to maneuver throughtinsins not
created with Communities of Color in mind” (Yosso, 2005, p. 80). Within the
experiences of the first-generation, navigational capital and social capral w
interchangeable because many of the peer networks that each of themewtas abl
form not only provided emotional support, they also provided a number of

instrumental skills needed to successfully navigate through the doctoral pnodess a
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through the spaces of a PWI. Finding confidants among other students of color was a
critical navigational strategy utilized by all of the first getieraparticipants.
Carlos had a positive graduate school experience because the peer networks
that he was a part of fostered academic and social growth.
We created our own space and that's what made it so enjoyable. For
example, | went into the School of Ed and we had the largest number of
Mexican Americans in the country that were in the School of Ed. We had |
think over 27 in the Ph.D. program. And so again we came together and some
of us were part of those reading circles. And we would come and discuss who
the racists among the faculty were.
Carlos was able to design his program around the knowledge he received from his
peers about which professors were racist. That kind of awareness was adwen fac
Carlos’s ability to successfully navigate through his doctoral procesau8ethere
was such a strong network formed among the Chicano students, they were also
empowered to actively challenge the hegemonic paradigms taught in thessclass
We would go to these classes and they would make all kinds of statements and
we’d come together and once in a while we’d confront a faculty member as a
group....So we were pushing and creating our own spaces there so we could
discuss these issues without fear or intimidation at all. And we had such a
strong group. All of us were very determined to create a space around
chicanismo and to discuss how race, and class, and the women would come in
and say gender, and how those were intersecting variables and you can’t

eliminate one and consider the problem.
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As a group, Carlos and his peers were able to become active agents of ditl@inge w
their graduate community.
Large networks of Chicano students of color were also a contributing factor in
Maria’s successful matriculation through graduate school.
| had a wonderful peer network of women of color, men of color. But also at
the dissertation stage a wonderful sort of ‘Feminist Network.’...we had a
wonderful writing group. We’d have potlucks at each other’s houses and if
your chapter was on the block you didn’t have to bring anything that day.
They gave you really good feedback. | think the best feedback I've ever gotten
on my work was as a doctoral student because everybody really paid attention
to what you were doing.
Being able to rely on a circle of peers with whom she felt comfortaloleed Maria
to garner the critical feedback she needed for her dissertation. lroaddipeer
networks, Maria also engaged in a peer mentor relationship with a more advanced
graduate student.
| had wonderful sort of peer mentorship with R.M, who is how a banker in San
Francisco... He was studying for Orals and | was in my first year, and since
the booklist didn’t change that much he basically prepped me. And he knew
that | was feeling bad because of the colonial history class...so he was like
we're going to study together. So an hour before my class he would sit down
with me, and quiz me about the articles that | had read...and he would say
‘make this point, Professor X will think you’re smart’...cause he didn’t want

me to have the experience that he felt that he had.
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When R.M bequeathed the knowledge and strategies that he learned during his first
year to Maria he helped to establish a cycle of support among all of the Chicano
students of color.
A.C. was ahead of me. She didn’t know me, but she knew | was there and was
studying for exams and | had met her once and she gave me her oral notes.
So | had R.M.’s books, and A.C.’s notes. And | passed my notes on to V.C.,
and it became like the ‘woman of color-oral prep notes.’ It was that sort of
peer-mentorship.
The cycle of gaining and sharing information was one way that Maria asdpyort
network were able to dismantle some of the esoteric practices of grachadktbat
sometimes posed barriers for them as students of color. Those same strategies of
support were also integral tools in Deborah’s graduate experiences as well.
Deborah and her Black peers studied together outside of class as § sfrateg
support and accountabilityWe taught ourselves. We had a class outside of class.
And you were taking a psych class you got together with other black students and
said ‘how do you think | should respond to this or what do you think about that?"”
Being held accountable not only for yourself, but for your peers as well wiisa cr
tool for the first generation because they were more susceptible to belvagl mus
of the academy because they were minorities within a majority spacditioa to
peer networks there were also key mentor relationships established within add outsi
of the academy that contributed to Deborah’s successful navigation through her
program. One mentor in particular that helped to shape and broaden the scope of

Deborah’s scholarship was the chair of African American studies.
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The head of African American Studies had been my sociology professor.
There was a body of knowledge that I did not have in my undergraduate
experience because African Americans Studies had not been established
until I was about a junior and close to graduating.

So by working with Dr. Z | expanded my educational background to
include a vast knowledge of the Black world and African people all over the
world, other movements, and other literatures. And those were
conversations that | had never had with faculty members in my academic
program because they were pretty much big in the culture deficit analysis of
Black education and Black life.

Community based mentorship was also pervasive throughout her experiences. These
forms of mentorship were also vitally important, because they helped to nurture her
connections with the movements and community work being done outside of
academia and they greatly contributed to her research interests.

These were community based educators. Older people who had come

into the community from other places, or who had been in the

community for a very long time. And this was a time when Black
studies was beginning to reach out and emphasize community
outreach to emphasize the need for research that served the
community.

So there was an ethos that said that if you're going to be a
scholar, to be a researcher, you have an obligation to be of service to

the community and to do that you need to be in relationship with the

98



community. So | did community work. | was a volunteer. | taught at a
community-based Hallmark University and there were many people |
could look up to as people who were using their...they were like
Gramsci’s Organic Intellectuals. So not because they had Ph.D.s or
because they had a particular job position, but because they were
demanding quality education and accountability for the community.
And to be relevant it would be good for the community to validate
what you were going to do. And so those were the people that |
learned from. And some of them ended up enrolling as doctoral
students at Hallmark University.

Like Deborah, Walter also had a powerful mentor relationship with an older
colleague that he worked with at both West Coast University while pursuing his
Master’s degree, and at Atlantic University while pursuing his doctorate.

| had met...E.N at West Coast University...1968, 1969. He was finishing his

doctoral degree in political science. He was Ibo from Nigeria and we became

very good friends. In fact he became something like an Uncle of mine.

He had begun being a mentor to me in 1968 when we met. Because he had

come to America in the 50s and got a BA in Political Science...then went to

[West Coast University] and started his Ph.D. but then he had to leave to go

back to Nigeria. So in the late 60s he returned to America and finished his

Ph.D.... So from then on he became like a mentor. Teaching me about IBO

culture and...once | became chair of the BSU pointing out in many ways

...white radical revolution stuff was coming... So it was not only the
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intellectual kinds of things but sort of social-activist issues that he helped me
observe and become aware of.
And | used to watch him type his dissertation. This was the first time
that | saw that...because his dissertation was some 600-700 pages. When it
was published later on in the 70s it was two volumes. That was when I'd
watch him type... This was my first experience seeing a Ph.D. dissertation. So
he was instrumental in so many ways...and in fact he named my second
daughter.
Walter and E.N.’s dynamic was more than just an academic exchange, it was a
cultural and political exchange. And like each of the other participants, there was a
visible level of social-activism and resistance woven within the formatitmeaf

navigational capital.

RESISTANT CAPITAL

“Resistant capital refers to knowledge and skills fostered through oppositional
behavior that challenges inequality. This form of capital is grounded in the lefjacy
resistance to subordination exhibited by Communities of Color” (Yosso, 2005, p. 80).
During the time period in which the first generation pursued their doctpeatssof
resistance and activism were paramount because of the causticliaase of the
times. For each of my participants there was a real and almost obligatory
commitment to fighting for change and inclusion, within and outside of the walls of
the white academy. Resistant capital took shape in multiple forms including:
protests; forums challenging racist curricula, and participation in @fivenaction

based committees.
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During Walter’'s graduate experiences pursing his M.A., several studemts f

the Black Student Union confronted a white faculty member about a Blackurera

course.
Those were the days when students were not as reverent towards authority as
they are now. So we often challenged professors intellectually. | remember
there was one professor, after we had been protesting for Black Studies, who
decided that he was going to teach a course in Black American literature and
he hadn’t taught the course before and as far as we knew had no interest in
the field. So he was just going to teach the course. We were already aware of
the way many white professors had distorted Black reality and so we were
concerned. So we went to him and told him he wasn’t going to teach the
course, about several members of the Black Student Union. And of course he
didn’t hear us initially. But after we finished talking to him for about a half
hour or 45 minutes he decided not to teach the course.

By actively challenging the faculty, Walter and the BSU were ablej¢ctrthe

possibility of being taught racist distortions of Black culture. Waltexjseriences

embodied the true meaning of resistance and the capital that can form from

challenging racist paradigms. However, when he spoke about the current state of

Black graduate education he was sadly disappointed to see that the current generation

of doctoral students and junior faculty of color were not continuing in that same

spirit. Somewhere along the historical pipeline, resistance as a tool fonggan

building communities within and outside of academia was lost for the second

generation of doctoral students of color.
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I've seen myself as an “Activist Professor.” | have challenged students in the
classroom and supported them in their activities outside of the classroom. In
many ways it's gotten me into a lot of trouble. My hope is that as younger
generations of Black people obtain doctorates that they will remember the
long struggle that Black people have waged for generations so that they could
get advanced degrees. | am well aware that obtaining a Ph.D. was set in
motion by people now dead. Black people struggled so that we could advance
in society. My fear is that younger generations of doctoral students and
professors are forgetting this long struggle and forgetting that they should be
involved in this long struggle. | get the impression, looking at a number of
younger professors entering the field that they merely want to be professors.
And that the model of a Dubois, who was an intellectual activist, is something
that they know nothing about. Something that they don’t want to know
anything about. And many see themselves as an individual and not part of a
collective struggle. That bothers me. | hope that the future does not move in
that direction although that is what | see.... My fear is that Black people have
in many ways set the struggle aside and I’'m bothered by that.

Walter’s disdain about the lack of struggle and activism present within thatcurre

generation is evidence that social justice initiatives and academigtpwrsrked

hand in hand for the first generation. The believed absence of that partnershgp am

the second generation was deeply regrettable for Walter.
Confronting faculty and challenging racist curricula were also tafols

resistance utilized in Deborah’s graduate school experiences as well.
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There were experiences with almost every professor because what they were
teaching was detrimental to my well being. What they actually had in the text
book and what they were actually standing in the classroom to say was a
constant assault. So either you took it and took it in and began to see yourself
the way they saw you or you said ‘that is not true, where’s your evidence?
This is not my experience.’

We were the first group of Black students from the non-middle class
who came into Hallmark University. Prior to that the people who came to
Hallmark University were more like the white people. So my undergraduate
class and a number of people | went to graduate school with did not fit that
mold. And we were abrasive. We resisted. We did not accept it. And as a
result the institution changed...So another black student in my program and |
organized a faculty forum. And we invited all of the faculty to come to our
forum and we presented what we thought was wrong with what they were
teaching. And we did not ask any white students ‘do you think this is a good
idea?

Deborah’s bold and brave tactics to combat racism indicate that she and her peers
were not easily intimidated or fearful of the possible consequences they ceeld ha
endured. Nor were they concerned about the opinions of their white peers. In
Beverly Tatum’s (1997) identity development model she notes that “...during the
immersion/emersion phase the developing Black person sees White people yas simpl
irrelevant. This is not to say that anger is totally absent, but that the fodtentiba

is on self-discovery rather than on white people” (p.76). So for Deborah and her peers
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the focus was on combating social injustices they witnessed within and outside of
their institution. Reverence towards white students or faculty was not important.
Because of those intense struggles, she like Walter, she also expresseth@atiout
the current generation and their inability to fight against wrong-doings they
encountered in graduate school.
| think they’re cut off from any sense of movement and they feel more isolated
than we did. They don’t know the history, and they don’t know the institutional
debt that really should be paid. So they don’t have a context. As I listen to all
this whining, it's unfamiliar to me. | never experienced that as a student.
Though both Deborah and Walter speculated that the current generations of doctoral
students of color were disconnected from their histories, Deborah did acknowledge
possible reasons for the differences in their experiences.

So | think part of what you'’re seeing is the absence of a social movement.

That students are isolated from the community because there’s no social

movement that’s informing the direction of their study. So they're like

hostages inside these institutions.

For Carlos and Maria, resistant capital was formed around the policies of
Affirmative Action, and some of the earlier court cases brought about chatjatg)
importance. The large Chicano network that supported Carlos academicadlisavas
an important network in the formation of social activism.

When we had that large group at Hallmark, we were still asking to recruit

Chicanos, not just to the school of education but to other departments. And we

were asking the university for example, not to pay attention to the low test
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scores. Or if they were going to pay attention then consider the reasons for
the low test scores.

And so we were in support of establishing a separate category. For
example, | participated in the admissions committee at Hallmark. | was in the
admissions committee for two years. And when we had a candidate or so that
didn’t meet the criteria they would have a special meeting around that. And
that's when you consider those sorts of issues around Affirmative Action in
terms of what factors these students were coming in with lower standards.

Maria participated in social activism by attending protests and jpaitiiog in various

rallies.
During my undergrad years, the ERA (Equal Rights Amendment) was being
debated. | remember going on the capital steps and protesting in favor of the
Equal Rights Amendment. Also the Klan rally, | participated in an Anti-Klan
rally as an undergrad. As a graduate student certainly Bakke was a big
thing...l used to get teased a lot because | would go to the demonstrations and
| would take a book with me. Absolutely the United farm workers union, you
know support for the farm workers on campus. Food drives, clothing drives,
that sort of thing. | did not do, one of my big regrets...several of my
compadres did which was go work for the farm workers for a summer. | never
did that and it's a regret that | have. | wish that | did because it’s a life-
changing experience.

As Student Activists, Walter, Maria, Deborah, and Carlos were ablensidren their

academic spaces through the use of protests and resistance. And even in some
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instances, the tangible benefits of those fights brought about major institutional

change.

ASPIRATIONAL CAPITAL

“Aspirational capital refers to the ability to maintain hopes and dreams for the
future even in the face of real and perceived barriers” (Yosso, 2005, p. 77). As in the
case of the other forms of capital identified within this chapter, there igaplitle
to delineate one type of capital from the other particularly as it pertaths first
generation experiences. Aspirational capital like navigational capitaimpasses
resiliency. The first generation confronted numerous moments of margiivaliza
because they were students of color. However, their hope, resiliency, arahoesist
to various acts of discrimination helped to sustain them throughout their individual
journeys and instilled them with the fortitude needed to successfully compliete the
doctorates. That level of commitment and success was especially relaalang
that time period because there were very few Black and Latino students parsdiing
completing Ph.D. programs (Anderson, 2002). And in both Walter and Maria’s
experiences they witnessed other students of color succumb to the pressures and
discrimination of graduate school. Walter recalled a moment in his graduate
experiences where a friend of his at another institution decided not to finish his Ph.D
program because Heras being told that Philosophy is a white man’s discipline.”
Maria’s peer mentor, R.M., who helped her prepare for her courses, was pushed out
of the Ph.D. program a week before his oral exams because of numerous pressure
and self-doubt. Like Maria, he had encountered several instances of margamalizat

his first year.
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He like me had gotten buffeted his first year, jacketed like he was dumb and
someone who didn’t belong there... | think he was pushed out. I think he got a
lot of family pressure and | think he had his own sort of self-doubts. And |

think he was so buffeted by it that that contributed to his self-doubt, the idea
that he didn’t belong. But I think that he would’ve passed, | think he would’ve

been a fabulous historian. He was a wonderful teacher.

In spite of those tragic stories, both Walter and Maria persisted desfitegkibtir

own bouts with discrimination, prejudice, and humiliation.

During her first year in graduate school, Maria battled with academic

insecurity because she was made to feel dumb because she came from a less

prominent school than some of her white peers.

Everyone else had come from these really fancy schools. People had come
from Columbia, Duke, Harvard, Smith and | came from Florida State. And it
was like for example... in colonial history class, | didn’t know how to theorize
a book, I could describe it, | could pick out the thesis but | couldn’t get into
the framework. | had not learned that and | was dealing with people who

could conceptualize at that level.

In once instance she was publicly humiliated amongst her white peers biga whi

professor that denigrated her intellectual abilities.

At the end of my first year | got rocked really well...we had to write a 25-30
page paper on a historian...l wanted to do Gerda Lerner but was told that no
woman had done enough scholarly work in US history in order to reach

iconic status...So he gave me Richard Hofstadter. | finished the paper early. |
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gave it to him early for comments. He tore it up. | appreciated the comments.
| revised exactly to his specifications and then the last day of class he read my
paper in front of the class. And he said ‘this is a very fine undergraduate
paper, but it's not graduate quality, and it's not graduate quality for
Hallmark.’ 1 didn’t cry until | got to my car. Even after the smart remarks |
got from my Euro-American peers after class. | didn’t cry until | got to the
car. And | remember | cried and cried.
Although, her initial instincts were to leave Hallmark after such a devagtati
incident, Maria pushed past the experience with the help of her family and other
support networks. And despite the white students’ perceptions of her abilities, she
continued to focus on her goaf.felt that some of my Euro-American peers thought
that | was sort of the ‘Affirmative Action baby’ that | really didn’t deserve being
there, but | just sort of ignored it. | wasn’t going to let their opinions of me derail my
passion for history or the things that | wanted to dGraduate school was riddled
with other experiences that required an immense amount of strength and personal
courageousness.
Walter struggled against several different barriers that posed asiglote
threats to his success. Like Maria, he encountered struggles within greatas
surrounding his academic work.
Well there was one person in the Government and Politics department, a
political philosopher; | took a course with him. | wrote a paper on Hobbs and
slavery. This guy was trained at University of Chicago, and was the Strauss

type...and this fool would not take my paper, but made a comment in class
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(there were three in class), and suggested that | hadn’t written a paper. So |
followed him right up to his office that night, because to me a Ph.D. was not
more important than my own integrity. | was getting ready to have it out with
him, and | said ‘do you suggest that | didn’t write this paper’ and then he
backed away from me and he still wouldn’t take my paper.

So | spent the whole summer working on a paper on the concept of
slavery and Western Civilization, but it was a much longer paper...So when
the fall semester began | gave him the paper...and | said to myself if you don’t
like Hobbs and slavery then I’'m going to give you the concept of slavery in
western civilization not realizing the Straussians don’t actually work like that.

So ever so often in the fall semester I'd see him and say Professor have
you finished my paper yet? Then | wouldn’'t see him again all semester long.
Then | guess sometime at the end of the semester | happened to see him and
then he said ‘you can come and get your paper.” So | walked up and looked at
my paper and there was no grade on the paper...and he said oh ‘it's a B.
Everybody here knows that a B from me is like an A from anybody else’. And |
said ‘well why didn’t you give me an A then’, and | walked away.

Despite visible signs of antagonism from his professor, Walter diligently waoke
prove himself as a scholar. The process of proving oneself as an intellectual was
evident not only in the first generation but also among the second generation. In
addition to barriers within class, Walter also battled with isolati@ut | can tell

you this that | know it was quite an alienating experience. There were no Black
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faculty. The white faculty weren't that friendlyQutside of the pressures within the
academy, Walter also confronted many obstacles surrounding his personal lif
When | was at Atlantic University | was working full time. | was in a terrible
marriage and ended up getting a divorce...sometimes | look back and say |
was lucky to have gotten a Ph.D. because there was so much horror in my life.
Resiliency was imperative in Walter's experiences because hewas to deal with
numerous instances of adversity. Establishing a currency of hope in the facghof har
obstacles was in some ways a derivative of the intense and bitter stiangpglest
racism and prejudice that characterized the time period in which the firsagene
participants attended college and graduate school. That currency however was a ke
building block in the construction of a community cultural wealth that has clear

connections to the second generation.

CONCLUSION

Because each of these forms of capital overlap in numerous ways, a complex
matrix comprised of capital and counter-stories unfolded as | began to analgze thes
findings. The community cultural wealth framework revealed that the fanmait
capital took place in many informal contexts for the first generation. Informal
conversations, peer networks, and social activism were among some of the features
that contributed to their growth as scholars. Even in the face of racist fahreer
first generation relied on various mechanisms of hope and motivation to persist. In
many ways the cultural wealth built among these scholars created a sort of
“generational wealth” that could be sustained and bequeathed to many later

generations. In chapter four, the same framework is used to present thesfofding
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the second generation and in many instances the fruits of the first genelabon’s

are revealed.
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CHAPTER 4: AFFIRMATIVE ACTION DISMEMBERMENT:
FINDINGS FROM THE SECOND GENERATION

“Many institutions do not consider race at all in admissions and scholarship
determinations, or have done away with race-conscious affirmative action programs
within the last several years. Admission trends from 2004 indicate that close to 60
percent of the responding institutions indicated that the applicant’s race or ethnicity
had no importance in the admission process” (Beckman, 2006, p.6)
Introduction

With race no longer being considered an important factor in admissions
decisions, the current culture and climate of higher education is rapidly changin
because of new definitions of diversity that are being formed. One of the key
guestions that emerged concerning this research was how those changes have or ha
not been translated in the experiences of current Black and Latino doctoralstudent
Like the narratives of the first generation, CRT and LatCRT were impaadals in
gathering and developing the counter-stories of these student populations. CRT, and
LatCRT were especially useful paradigms to construct the counterssbbtise
current students because both theories provided an oppositional lens to understand the
participants’ experiences as students of color in tiec@ftury during a time when
the need for racial diversity in programs and at institutions of higher education i
losing priority or being eliminated all together. “Stories by and about Otdgiel&ist
the subordinating messages of the dominant culture by challenging stereotypes a

presenting and representing people of color as complex and heterogeneous”
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(Montoya, 2002, p. 244). Yosso’s (20@®mmunity cultural wealtiramework was
also used to construct the lens through which my findings were presented.

In that regard, this chapter, like chapter 3, is constructed around the important
counter-stories told by each of my participants and framed vatumal capital,
aspirational capital, navigational capitajndresistant capital Although the same
forms of capital were present, in some instances they were manifested ver
differently from the first generation. For example, the second gemereceived
more formal introductions to graduate school because of their participation in Pre-
doctoral Prep Programs (P.P.P). In addition, identifying real and perceivesl ¢br
capital were important in my interviews and findings with the second generation.
They shared multiple opinions about what strategies are and are not important in
graduate school, even if they were not visible within their actual experiences.
Garnering these opinions was equally as important to this research asmifgnde
specific examples of capital in their experiences because those opinions belped t
establish an understanding of what happens when Black and Latino students pursue
Ph.D.s at PWIs. What's important to note about each of these patrticipants is that
even though they each had a very sophisticated understanding of race/ethnicity, and
class and how that impacted their experiences, they did not exaggerate the role it
played and instead revealed the nuances of how these factors were evident in their
experiences, particularly in graduate school. The interviews weréusgdan a way
to develop a balanced discussion of the strengths and weaknesses of their egperienc
as doctoral students of color. As a result, each participant was candid about not only

the challenges they confronted within their doctoral programs, but also theirsascces
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and features of their doctoral process they appreciated. Those challenges and

successes were layered within each section on the different types dffoamitdion.

SocliAL CAPITAL

“Social capital can be understood as networks of people and community
resources. These peer and other social contacts can provide both instrumental and
emotional support to navigate through society’s institutions” (Cited in Yosso, 2005, p.
79). Participation in Pre-Doctoral Prep Programs (P.P.Ps) was an ingiaufaetor
in the formation of social capital for the second generation. During their sophomore
or junior year of college, each participant submitted an extensive appiicati
including a personal statement, to their programs of interest. Upon being accepted
into these programs, each student was given opportunities to conduct scholarly
research with the support of a faculty member. Participants also receiveddina
support in the form of stipends, and they had access to various workshops relevant to
the graduate school application process. The P.P.Ps worked to establish numerous
communities of prospective doctoral students of color by also providing formal
program activities designed to not only increase awareness about the dootss pr
but also to build networks among faculty mentors, and students. In some ways the
informal social networks established by the first generation servedaagon for
the types of support established by the P.P.Ps. In addition to formal progratreactivi
created to foster networking, there were also other key figures thaequeatly as
important in the second generation’s matriculation to graduate school.

Early on in her childhood Elvira knew that education was critical to her

advancement because of the struggles she saw her parents encounter asamygrant f
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workers. When she started college, the McNair program, and IRT (Institute for the
Recruitment of Teachers) gave Elvira concrete skills and information about the
process of applying to graduate school.
It was McNair who prepared me and at least | kind of knew | had grad school
a part of my vocabulary. But IRT made it a part of my life. We went there and
it was like boot-camp...they made it like it was so naturalized...and they
demystified it. And they made it sound so easy like you can get into any of
these schools and they’ll give you money to go to school, they’ll give you a
fellowship. Which was also a new idea to go beyond the undergrad B.A. and
get a Ph.D. is like wow, so they really did so much. And they continue to do
that as far as keeping in touch with people with at least knowing that there are
other students who are in the same process as you.
Elvira’s involvement in a P.P.P. also allowed her to broaden her understanding and
experiences with diversity once she entered graduate school. The divers& nétwor
peers she encountered served as a conduit for building social capital because she wa
able to build partnerships with other students of color and bond around common
struggles.
Grad school has actually been my most significant experience with diversity
because | feel like I've met so many different people from different paines of
country, and different kinds of Mexicans, different kinds of Black people. From
where | was all Mexicans were like first generation Mexican Americans. Our
parents were all like from the same three states in Mexico. We all had a very

specific kind of life, and here it's like I've mét §eneration people from
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Colorado, people from Arizona, like the Southwest. Which the Southwest is still
sort of a mystery to me, so just like within this own like Mexican American
group it’s kind of expanded because I've met so many different people. You
also realize that we’re not all the same right. And also meeting, one of my very
good friends is from Atlanta... and to understand that sort of experience and
how she understands her experiences as an African American woman. To kind
of learn from that it's really been kind of transformative for me to understand
that. It's also interesting to see how many similarities we can draw from that
based on our understandings of white racism or white supremacy based on our
understandings of class and also our positions in our department and how with
the kind of work that we're trying to do and how we see our finishing this
degree. And | think that might lead to other questions about like how do | cope
and navigate.
Developing coping strategies and tips for navigation were significant oascom
Elvira’s diverse network of peers. The types of social capital that MeWdiIRT
provided were able to equip Elvira with solid knowledge, solid confidence, and a
solid network. Equipping students of color with the confidence needed to seriously
pursue a Ph.D. was a critical asset of the programs that the secondigenerat
participated in. Similar to Elvira’s experiences, the P.P.P that Cross Daason w
involved in during undergraduate also introduced him to the option of graduate
school.
Like some of the first generation participants, Cross first learned dlmut t

various options for graduate school from his undergraduate advisor during his
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freshman year of college.That was the first time someone had ever mentioned going
to graduate school for something other than a teaching dégf@ece Cross’s
advisor gave him information about the MMUF (Mellon Mays Undergraduate
Fellowship) program he was immediately inspired to pursue a Ph.D.
Also just knowing graduate school was an option...because growing up like |
said nobody really went to graduate school unless it was for a teaching
degree...so just finding out what my options were and that there were people
who were encouraging. And... there was this whole world of people who
didn’t look at me strangely for doing what | really love to do.
Had it not been for the support of his advisor, and the knowledge and tools he
garnered from the MMUF program, Cross would not have attended graduate school.
“The Mellon program is the reason why I'm in grad school today...and my Mellon
mentor.” Although the support provided by the Mellon program equipped Cross with
a network of doctoral students of color at other institutions, it could not prevent him
from experiencing moments of alienation and isolation at his home institution.
During his first year of graduate school he struggled to fit in with the wiitests
in his department.
My first year | was trying to fit in...all | had was the only other black person
but she didn’t hang out because she didn’t smoke or drink, which pretty
much meant what hanging out meant for the rest of my cohort. So | tried to
hang out and do the whole smoking and drinking thing and it didn’t work
out too well because I still wasn’t getting what | needed socially. We

listened to different music. We had different taste in things. It was just like
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trains passing in the night. If we couldn’t talk about anything that was

school related there really wasn’'t much to talk about.
Although Cross was unable to form a solid network of support among the white
students in his department, he was able to transform his negative experiences. He
eventually gained support from the only other Black student in his department at the
time, and they went on to get married. When other Black students later arrived in his
department he and his wife were able to provide advice to them about how to
navigate through the department.

We were kind of like the ones who told them who to talk to, who not to talk to,

who was slightly racist or sexist, how to interpret the way certain professors’

behaved towards them, the way students were acting. Some of it was just

basic stuff like where to get a decent hair cut or where to go to church.

Providing inside tips on faculty racism proved to be a vital tool for both the second

generation and the first generation. Those sorts of guarded and private dam&rsa
were instrumental in establishing a pipeline of social capital that e#&cenabled
those students to maneuver through potentially hostile spaces. Unlike Cross, Cherie
was fortunate enough to have a solid group of peers from her P.P.P. that went on to
attend the same graduate university as she did.

Starting graduate school with a network of peers was extremelyidiahfefr
Cherie because in many ways she had a built in support system even though they all
may have not been in the same department.

When | finished the program there were two of us that went to Recruit

University. It was good in the fact that you had networking...so it wasn't like
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you were starting graduate school in a completely foreign place and didn’t
know anyone, at least for me. Not everyone had another McNair fellow that
went to the same school as them, but there were two of us that went to Recruit
University. So that was helpful so when we first got there we could all kind of
lean on each other.
Beyond helping to form pre-established networks of students, the stability that
McNair provided to Cherie as an undergraduate also equipped her with a supportive
faculty mentor. Cherie’s mentor was integral in helping her identify hearels
interests and gathering the tools needed to seriously pursue advanceshrdsear
addition to the McNair program, attending an HBCU also empowered Cherie to
pursue graduate school.
Howard definitely did...when | came to Howard it made me want to do great
things and | was really pumped...it was the first time that | was at a school
that was all Black and everybody wanted you to do well and | never felt like
that before. | always felt like | had to prove myself and | didn’t have to do that
at Howard, and | think that’s why | really wanted to be a historian.
For Cherie, being amongst other Blacks students at a Black institution helped her to
realize her self-worth and her intellectual capabilities. The powerfuemée that
positive communities of color provide is undeniable. This notion shines through
particularly in Cherie’s case because she came from an upper-middidastaly
where she was exposed to advanced degrees early on in her life when her mother
went on to pursue and complete her Ph.D. while Cherie was still a child. As evinced

in the findings presented from the first generation and the second generatiave posit
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affirmations were one of the most important forms of social capital utilize
building the pipeline of Black and Latino scholars.

Juan was first introduced to McNair by a group of his peers. Their positive

peer pressure influenced him to apply for the program. Initially the lure ef/neg

funding to do research was one of the most enticing aspects of the program for Juan.
However, once he was accepted into the program he had an opportunity to participate
in numerous activities that helped to build his understanding of graduate school and
the steps needed to obtain a Ph.D.

So | learned about the program through my peers...they were doing it. We had
to go to the seminars and the seminars were about your first year in graduate
school, how to find a mentor, how to apply to graduate school, taking the GRE,
etc.... You also had to start independent research with a faculty member and get
credit for it. So | had to work with a faculty member, and that was really hard.

In addition to seminars and workshops, having advanced graduate students and
faculty members share their experiences and strategies was one oftheeneficial
aspects of the program.
A lot of the things | learned from graduate school... | honestly had a small
glimpse of that through McNair. We had graduate students come in and tell
us about the first year of grad school and how there’s two sets of students
that read all the time and the ones who only read half the reading. That's so
true. Stuff like that was very valuable. We had faculty members telling us

how the institution you pick should nurture. And they were telling us to think

120



about it and to prepare yourself for the journey. Mentally preparing yourself
was very beneficial.
The small snapshot of graduate school that Juan received from the faculty and
graduate students was extremely valuable because he was able toaehitategr
school without blinders. By sharing their experiences they exposed Juan to many of
the unwritten rules and standards of graduate school. Sharing knowledge is an
important component of building and forming social capital. When there are positive
role models to share knowledge and exemplify success it bolsters and reinforces

community cultural wealtFor students of color in particular.

NAVIGATIONAL CAPITAL

“Navigational capital refers to skills of maneuvering through social
institutions. Historically, this infers the ability to maneuver throughtinsins not
created with Communities of Color in mind” (Yosso, 2005, p. 80). Social networks
and mentorships proved to be the most powerful form of navigational capital
employed by the second generation. Each participant was very candid abouynot onl
identifying what they considered to be the most important tools in graduate school,
but they were also forthcoming about if and how they acquired those tools for
themselves during their matriculation. Much like the first generation, the fofrms
navigational capital utilized by the second generation could also be interpreted as
forms of social capital. Within the context of this research what distinguishes
navigational capital from social capital is “strategy.” The ways in whath the first

generation and the second generation utilized their peer and faculty nefovorks
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academic support and tips was an important strategy that enabled each of them to
successfully maneuver through their classes, their departments, andstiiteitions.

When Elvira discussed the key strategies she felt were necessgrgdoate
school she identified financial support, mentorships, and peer networks both inside
and outside of the academy.

If you have a good mentor, they will guide you through all the informalities of

the doctoral program that you find out through your peers...I think that you

[should]have two or three friends in graduate school and then also a social

network outside of graduate school. So first, a good friend in graduate school

that will help you read your papers, give you good feedback...someone who

you can work in collaboration with because it's so important to have a

community. It's hard enough for a graduate student to do stuff outside of

school, but if can try to have a couple of friends outside of the academic

setting that would be really helpful. I think also financial support whether its

grants, fellowships, or all the things that are mostly offered by the university
because the larger fellowships are very hard to get...That would be the whole
picture that | could see as far as something that would help students move
along in the program.
With the exception of having peer networks outside of the academy, Elvira had access
to almost all of the key tools she felt were necessary for graduate.school

| have access to a mentor that | am able to meet with frequently. She responds

to me very quickly. She gives me a lot of advice, she spends a lot if time

reading my papers, she gives me feedback on different things. So | think that
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in itself, is very important. Because knowing how busy professors are, not

everyone can give you time.

In addition to having a mentor, Elvira also had access to a strong peer network among
and financial support.

I've had really good friends, really smart people to talk to and hang out with.

I've had that. The outside network, not so much...And financial support, well

yes I've had just a regular fellowship. I've had some support from the

graduate school and from my department to travel to conferences. So far |

think overall | feel like I've been really supported here.

The strategic relationships Elvira formed with her mentor and her pesrgpivetal

because they each provided a different sort of guidance. When asked about what were
the most useful things to her as a student of color, she refgd:olleagues...lI've

learned more outside of class than inside of class. | guess that's been what keeps me
here.” As evinced by Elvira’s experiences, peer networks with other students of

color, as a form of capital can in some instances be a tool for retention.

The MMUF program was a large source of capital for Cross because they
actively worked to support program participants not only during undergraduate years,
but also once they entered graduate school. One way in particular they provided
support for doctoral students of color was in the form of annual conferences. The
MMUF conferences were an extraordinary source of navigational capitaldss Cr
not only because it was a safe space to speak openly about one’s experiences as a
student of color, but also because several practical strategies for cankr,g@wposal

development, and dissertation writing were also shared.
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The Mellon conferences are great...l went to the one this summer and the
topic was diversity and it hit a lot of the issues | was dealing with in my
department and me trying to figure out how to deal with that. It was also
useful because I'm about to go write my dissertation proposal and they had a
panel of former grad students who had just finished their dissertation and
listening to them about what it took and dissertation survival strategies...and
talking with people who are now faculty and people who are about to do the
same thing I’'m about to do. It was just a great recharge to be in a place where
you don’t have to constantly justify the kind of work you do. Where | am
they're pretty open-minded and they try to be sensitive and you can sometimes
see them trying...but the whole feel of it is ‘aren’t you through with the race
thing...isn’t the race thing over’ but it was never really a race thing, this is
who | am...I'm studying myself. It was just very comforting not to have to go
through the whole justification rigmarole.

The comfort of being within a non-judgmental space surrounded by other students of

color actively pursuing doctorates was revitalizing for Cross because liestaué

his personal experiences and his research interests without skeptitiaddition to

the Mellon conferences, he also had some faculty support within his department.

Interestingly though, Cross mentioned that even though his departmental achssor w

a Black male, the two mentors in his department that he received the most guidance

from were white women.
They’re the type of mentors that give me enough room to do my own thing, to

explore my own issues, and to talk to them about it. But they’ve also given me
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this framework that isn’t quite African American studies, but isn’t quite
something totally different either. And they’re honest, which just talking to
some other graduate students, can be hard to find anywhere. So they're
honest with me about my writing. They’re honest with me about department
politics. They’re honest with me about politics in the field in general, in
academia in general. So sometimes it feels like it's the Black man and the
white women trying to take down white male patriarchy.

Cross was able to garner support from his mentors because they worked ttecultiva

his growth as a scholar by supporting his research interests and exposinghem t

politics of academia. When asked about what other strategies were netmsaar

doctoral program, Cross identified spirituality and support networks as vital

instruments.
You have to have some sort of prayer life or spiritual life or yoga or
something outside of graduate school that gives you some sort of identity and
some sort of self worth, because if your life hinges on being a successful
graduate student you might get crushed after the first session...and
support...people to support you...it doesn’t have to be a whole broad family it
could be one person that gives you a kind word every now and then.

Strategies for building one’s self-worth are also important tacticiede®

successfully maneuver through a doctoral program, particularly becausge tive

space of academia intellectual and scholarly endeavors require constaatienval

and critique.
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Like Elvira and Cross, Cherie also recognized the benefits of having a support
network and how that has helped her personally succeed in graduate school. When
discussing her relationships with the other Black students in her department she
shared the following:

We do try to support each other. In my department, once a month, we have
dinners and it's about maybe seven of us total (actually on campus)...the
dinners usually last on average for four hours and we complain and we gripe
and we're each other’s therapy, each other’s coaches and encouragement. And
that helps me get through...we network in our own way to help each other out...
the university didn’t tell us to do that, the university doesn’t set you up with a
mentor...they set up first years with fourth years who could help you navigate
the system better. That's something that we did for ourselves to help us all get
out.

Much like the first generation, Cherie was a part of an established syfstem o
accountability where by each student was their brother or sister’s kdapezloping

a system of support in which each person is held accountable for their peers is an
extremely powerful technique that helped to create a strong sense of community
among the Black students in Cherie’s department.

| would say the most useful thing in my department is my other Black

colleagues. If | had to do it alone, | would cry every day. I'd have to say it's

them because they keep things light hearted, they keep me up. We have fun.

They can look at my work and | can look at theirs and we don’t have to have a
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fear of competitiveness or...we just celebrate each other and it's very, very
hard to be celebrated among white people.
Although Cherie was not as close to her white peers, she still maintained & cordia
relationship with them for the sake of building future partnerships.
| don’t have problems with my white colleagues | think that they’re great ...
but | know that there’s this gap... there’s this wall. | know that we’ll only
understand each other to a point. ..we just don’t have very much in
common...and that’s not with all white people because | have friends that are
white and they're like sisters and brothers, but with colleagues it’s a little bit
different because you just don’t know how competitive you should be... you
just don’t know how much you say will be used against you for something in
the future, especially when you're applying for grants or jobs or things that
get very competitive. So | keep them at a distance, but | keep them close
because | also know that | need to have them like me to an extent because all
of us are going to be colleagues down the road...
Unlike the first generation, Cherie felt the need to maintain positivearesatvith her
white colleagues as a purposeful tactic to ensure that she did not isolateftarself
future information or alliances. Faculty support was also a source of navigational
capital for Cherie. She maintained a solid relationship with her McNair mamdor
she developed a strong mentorship with her academic advisor.
My advisor is awesome. He’s been more than | expected because | know that
he’s very busy and has a ton of students. He would find clippings about John

Brown and leave them in my mailbox to look at. He would give me drafts of
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books coming out...l was not used to a professor that would give so much
and give access and be willing to really care about my project. | feel like |
matter and that means something because | didn’t want to just be another
student or another number or another paper he looks at. He really looks at it,
he gives great feedback and he wants you to succeed. He wants you to be
successful.
Obtaining a genuine level of support and engagement from faculty were important
factors in establishing mentor relationships for Cherie, Elvira, and Cross.
Mentorship and funding were also the two prevailing factors that Juan felt
were needed to successfully pursue and complete a Ph.D.
Mentorship and funding are the two main ones. You could be not that
dedicated to the Ph.D., but if you have a mentor that is on top of you and
pressuring you, not so much pressuring you, but encouraging you to submit
stuff and giving you ideas, telling you to write stuff down and following up
with you... you'll finish.
Like Cherie, Juan identified multiple mentors that contributed to his successdHe al
maintained a strong relationship with his McNair mentor upon entering graduate
school. His dissertation chair, a white male faculty member, also served in the
capacity of a mentor.
Then there is my dissertation chair and he’s also my mentor. He gives me
feedback. I told him from the beginning that | was interested in being his
student. He said give me a proposal. He tore it up and used a red kamikaze

pen. Before he gave it to me he said that ‘some students get really mad when
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they see so many red marks.” And so he gave it to me on like a Tuesday and by
Wednesday | was working on it, and by Thursday | gave him a new draft and
he was really impressed. So ever since then he has invested in me and made
sure that if | need letters for anything he’s like right on it...1 know | can count
on him.
Juan succeeded at building navigational capital from his mentor relationships because
he was open and receptive to feedback. By staying committed to his work and the
relationships he formed with various faculty members, Juan was able to expeditiousl|
advance through each stage of his doctoral program.
| told him | want to finish in five years, which is unheard of for anthropology
Ph.D.s, and he was like, ‘Okay, here’s what we are going to do, pick a
project.” Out of all the three projects | had my advisor said, ‘All three sound
great, pick one.’...After | decided on one, my advisor said, ‘Ok, do a literature
review and bring it to me in a month.” So | was in the library every day doing
the literature review. And then | brought it to him and he said to start writing
my prospectus. | finished it the following semester, and that was fine.
Mentor relationships are an important form of navigational capital, becaussuihg
support is provided and the mentee is attentive and responsive to that support, they

can in turn make several academic and personal strides.

ASPIRATIONAL CAPITAL

“Aspirational capital refers to the ability to maintain hopes and dreams for the
future even in the face of real and perceived barriers” (Yosso, 2005, p. 77). Race,

racism, prejudice, and discrimination each still play active roles in Aaresaciety
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including the spaces of higher education. Like the first generation, mamg of t
second generation participants experienced moments of marginalization fdinin t
graduate programs. Even when those moments were not blatant racial confrgntations
there were perceived barriers centered around race that manifested within the
experiences sometimes in the form of stereotype threat, self-doubt, andeextrem
internal pressures to do well and always go “the extra mile.” Despite‘teas@and
perceived” barriers each of them relied on a currency of hope to help themrweathe
some of the many storms they encountered.
For Cross, the transition from the safe spaces of an HBCU texthesive and
sometimes racially insensitive walls of a P.W.I proved to hallenge for him
during his first semester.
Went from...like an all black class where pretty much every course focused, as
least in part, on something African American even Brit lit in a waypreétty
much having to almost force the stuff | was interested in into the rsaitios.
It's like being in a position in undergrad where everything was almost
familiar to almost everybody. We had different experiences frgiang and
class, and gender differences and all that stuff...but we could talk about the
same movie, we listened to the same music just about, we weestaden
some of the same issues...Graduate school was completely differeas It
like having to learn a different language that first semester.

Part of the challenge that Cross encountered in his department was a dragidmchan

culture and climate. During one class discussion about the controversi@hglim
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Birth of a Nationseveral ignorant remarks were made invalidating the notion of
racism that made Cross feel uncomfortable.
| was in Southern Lit class and we were talking about Birth of a Nation in the

classroom and one of the white students was like...‘why are the people taking
these myths so seriously’. And coming from Mississippi and the Civil Rights
Movement was only 40 years ago | couldn’t believe that he could sit up there
and call blatant racism a myth and then question why people take it so
seriously as if it was something in the distant past that I'm bringing up for the
sake of bringing up, rather than something that was a really pressing issue for
a lot of people. That was one of those moments when | was like ‘oh, I'min a
different world now.’

In addition to racial climate concerns, the cryptic theory and vocabulary usled by

faculty and students also became a source of exclusion.
Part of it was everybody it seemed like in class discussion everybody wanted
to show off how much theory they knew...and | was kind of sort of familiar
with theory but not really, and then it seemed like everybody was talking out
of some sort of a SAT or GRE book instead of plain language at least | could
understand. In undergrad it was pretty valid to bring in personal experience,
especially when you're talking about literature. But when | got to graduate
school it seemed pretty taba,least that first semester or two it was like |
couldn’t rely on experience to translate some of what | was trying to say. |
had to throw out some quote from Derrida or something...instead of

something | could get in in two or three words.
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Cross’s methods for understanding theory were in many ways invalidatedd#duaus
classroom spaces in his department were not always culturally inclusivecaptive

to methods of learning that did not fit the white norm already established. Despite
those moments of exclusion, Cross prevailed because of the knowledge and
confidence the MMUF program had given him. When obstacles or moments of self-
doubt loomed, he could reflect on the narratives of previous scholars of color as a
way to stay steadfast towards his goalh€ main thing those programs gave me was
confidence and basic skillgvhen everything started to seem like it was starting to

fall apart, | could easily remember that | know people who have done this stuff...it's
doable.”

Cherie’s first year of graduate school was also riddled with some of tlee sam
challenges that Cross encountered. Even with the confidence that she built from her
experiences at Howard and as a participant in McNair, her initial erpesestill left
her with some self-doubts.

My first year was horrible because... | thought for some reason graduate
school would be easy...l was like class is only once a week, cool...So | only
had class twice a week and | was thinking this is going to be cake. Plus |
was coming from Howard and Howard is kind of like a double-edged sword
in that you come with this great amount of confidence and you feel like ‘yes
I’'m a leader’...that energy you feel about being great...and when | got into
the classroom and saw | was the only Black woman, | was kind of like
woo0...l remember the professors the very first day she started talking about

all of these books and themes and | was like what is she talking about...and
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it was almost like she was speaking in a completely different language, it
mine as well have been Japanese because | had no idea. Then | looked down
and saw that she was reading from the syllabus.
In addition to confronting what she considered to be a language barrier, the lack of
culturally relevant curriculum materials was also a major challé@rgéherie.
“Second semester was worse because | was taking a class where | felt like the
literature was pointless. Everything we read | did not, | could not use in anyway. For
me it was very European centered literature and there was never a clear
understanding as to why we were reading thi€dmpounded with each of those
obstacles, Cherie also struggled with the pressure to do well because she ovdg t
Black woman in many of her classes.
It made me feel worse because | was the only Black woman. 1 felt like if |
don’t do well or if I walk out or if I'm an embarrassment then I'm an
embarrassment to everyone across the board and any other Black woman
that tries to come in before or after... Most difficult for me is feeling like |
have to do well because my community depends on me. | have to do well
because I'm impacting the way they look at the next Black woman that
comes in...or | have to do well because | constantly feel like, in those
statistics in the next few years I'll be in that number...and | want to make my
number matter so that it's not just oh you're just another Black doctorate in
the bunch, but wow you're a Black doctorate, this is what you've done, this
is what you're doing, this is how she’s going to open up the door for more

Blacks to come in. | just feel a pressure to do well, and I think that's why
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I’'m so self-conscious about my writing. | really get on myself about make it
good make it great, because | feel like everything has to be in order for me
to get recognized, in order for me to win some sort of award or get
published | have to be twice as good at the white students without a
guestion, | have to be. If I'm going to get tenure | have to get twice as many
publications. | have to create a situation where there is no way for them to
tell you no, there’s no way for them to reject you because your work just is.
The traditional pressures that characterize doctoral education were hedyfae
Cherie because she was very self-conscious about creating a positisggbartr
herself in order to dispel any myths that might have been associated widtéand
gender. Her angst is a prime example of what Claude Steele (2002) teaéistigoe
threat”.
It is a situational threat...Where bad stereotypes about these groups apply,
members of these groups fear being reduced to that stereotype...Negative
stereotypes about women and African Americans bear on important academic
abilities. Thus, for members of these groups who are identified with domains
in which these stereotypes apply, the threat of these stereotypes carphe shar
felt and, in several ways, and hampers their achievement (Steele, 2002, p.
337).
Failure however was not an option for Cherie. After her first year, shetpdrsis
spite of the initial challenges she faced, and was able to master the si/giaauate

school.
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After the first year ended then | felt a little bit better kind of like | sexvi

it, but | did not like the impression that | felt like | had given the majority of
my professors because | felt like | was still writing like a journalist and not a
historian. | was still making it, but it was just the way | thought about
history was just way different than other people think about history. 1 felt
like 1 had difficulty understanding different things, but then once | figured
out the language that they were using and the culture of the department
after the first year | was like ‘oh ok, I get it.” This is how we talk about
things, this is how books should be read, and this is what we’re discussing.

And my second year was so much easier.

Resiliency helped to combat the academic misgivings Cherie developed when she

first entered her graduate program.

Another barrier that was evident in the experiences of some of the first

generation and second generation participants was the process of having to prove

one’s academic abilities in order to get faculty support. Walter, Cheriduamnd

each shared experiences in which they had to do additional work in order to garner

the respect and support of certain faculty members in their respective deygartrim

Juan’s case, the faculty member that he wanted to be his mentor initially told him no.

| asked him to be my mentor and he said ‘no.” Mr. A. said ‘Why don’t you

go to the library and read all of my books and stuff that | published?’ |
blocked off the weekend and | did that. And | went back and | told him what
| learned. | was like, ‘I read all your books and articles.” He was like,

‘Really, what exactly interested you?’... So that’'s how he became my
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mentor...he decided to be my mentor and he’s still my mentor now, and he’s
on my dissertation committee now.
In this particular situation, other students may have shirked the additional
responsibility and moved on to find another mentor. However, Juan immediately
tackled the challenge and expeditiously completed the additional work. Hisieve
commitment and motivation enabled him to triumph over the additional barriers

placed in his way.

RESISTANT CAPITAL

“Resistant capital refers to knowledge and skills fostered through oppositional
behavior that challenges inequality. This form of capital is grounded in the lefjacy
resistance to subordination exhibited by Communities of Color” (Yosso, 2005, p. 80).
Resistant capital in the experiences of the second generation was hingeshmor
radical viewpoints instead of oppositional behaviors. They each had a keen awareness
of the ways in which race/ethnicity, and class impact graduate eduaatstdents
of color. That awareness was transformed into capital because it kept ezam of t
grounded and connected to their histories. They may not have been connected to a
massive movement like the Civil Rights movement as Deborah noted, but they
understood the struggles that afforded them the opportunity to pursue doctorates as
Black and Latino students. So even though there may or may have not been actual
instances of formal social activism, their viewpoints were equally carsides forms
of resistant capital.

Each participant was asked their opinion concerning what distinguishes the

experiences of students of color versus white students when pursuing a Ph.D. Elvira
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mentioned that Black and Latino students face numerous obstacles throughout the
educational pipeline that impact if, how, and when they enter graduate school. And
when they make it into those spaces against all odds that is what makes their
experiences unique.
If you have a group of students, obviously Black and Latino students who
grew up in impoverished conditions and faced all sorts of racism, to have a
person like that come to graduate school and contribute and have that person
be a part of your class, | think it's such a unique experience and situation. |
think that alone is unique. Being in an institution that historically and
continues to be majority white and then from the hood being in graduate
school, some people say that is a miracle. It continues to be a rarity. Not to
put students like myself on display, but because we come from this very
different background, we are on display all the time. | think that affects how
we’re seen and how we operate in the world. So yeah, that makes it unique.
She also identified white privilege as a feature that distinguishes 8tatkatino
students from their white counterparts. Some white students, regardless dia@les
a sense of entitlement, whereas many Black and Latino students believeatteeit m
because of serendipity.
Some white students can say ‘I grew up working class and | went to college,’
which is true, but | think the difference is the social and psychological wages
of whiteness...if you understand and perceive yourself to be white, you have a

different set of expectations and entitlement that | don’t think many students of
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color understand or take on as their own. Some of us may think that we are
here by luck or because we were the talented tenth.

Research shows that many students of color attribute their acaden@issstatuck
(Cuadraz, 2002; Bray 2002). In addition to luck, Elvira also noted that the learning
process is different because many Black and Latino students build capitathr
many informal networks and conversations that happen by chance.

And it's the ways that we learn. We learn about these small interactions,
cultural resources, and capital that we just pick up in seminar. And we're like
we might need to get one of those recorders or we might need to hit somebody
up for an internship. And that’s all done informally. So it is very unique. We
don’t have anybody that we know that works for the government that is in a
position of power and has a pool of money that we can inherit, even property.
Most of the people | know don’t have any property and don’t know how to

plan your finances, how to buy a house... all those things that are very much
of a part of whiteness.

Elvira was able to transform her views into her research and within the cebeses
taught. This is the work that | am engaging in, this is social justice work. | teach a
class on race, class, and gender and that has a social justice message. | think it's a
very big part of who | am, though | don’t consider myself an activi®y exposing
her students to the nuances of race, class, and gender she actively shaped her own

form of resistance.
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Cherie shared similar sentiments with Elvira, as she also cited whvilegpei

and entitlement as major factors that distinguished the experiences @switiéents

versus Black students.
| would agree in that obtaining a Ph.D. is hard. It's not cake for anyone. It's
very, very difficult. White, Brown, Asian, it does not matter it's a difficult
process. But I think it is unique for African American students because there
is a history behind them that white people don’t have to grapple with. No one
ever told white people that they were inferior. No one ever told a white
person that this is not for you, or that you are not allowed. They don’t have
that history and for Black people and for Brown people there’s a clear history
of racism, a clear history of oppression. Where as white people...grow up
knowing that they're at an advantage for being white, and it's a privilege that
goes unspoken but it's nonetheless a privilege. People of color don’'t have that
privilege.

We constantly have to prove yourself, constantly and that is something
that is very unique to the experience that white people will not have to do.
They worry about jobs and getting hired, but not in the same way that Black
people worry about it because it's a constant fear that ‘how are you getting
this job, why are you getting this job’ and ‘are you being given a fair wage’ as
opposed to white people...Dealing with my students in the ivy league there’s
such a sense of entitlement. ‘I deserve this; I'm this, my daddies such and
such.” You just don’'t have that experience. I've met very, very few Black

people that feel entitled like | should have this...we're happy to be here, we
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want to do well. Give us an opportunity to do well and show ourselves and
when we’ve done well give us the due praise that we deserve. That's what we
ask for, we just ask for a fair shake. We’re not asking for more money simply
because we’re Black...we’re just saying the same things you do for Katie and
John do for Keisha and Jamal.
What really makes both Elvira and Cherie’s views resistant capitadiisstrong,
unforgiving acknowledgement of the racial disparities that they've witdeskie at
a P.W.l. They both were very aware of the historical legacies of exclusidmatret
and continue to shape Black and Brown experiences in the U.S., and they used that
awareness both as a tool of resistance and as a tool to navigate through thesr proce
From day one, racially insensitive remarks were prevalent during niany o
Cross’s classroom experiences. During one class many of his opinions and thoughts
were constantly devalued.
The white professor in his opening introduction says | went to Berkeley and |
studied African American lit but | couldn’t get a job in African American lit as
a white guy. That was his opening kind of introduction, hey how ya doing kind
of thing, and it instantly made me feel kind of uncomfortable in the room
because of course all eyes were on the two brown people in the room. And
then through the course of the semester whenever | would make comments the
professor would rephrase whatever | said but with a lot more complicated
language with references to some reconstruction, post-structuralist theorist as
if people couldn’t understand what | was saying, and so he had to show me

how | was supposed to say it as a professional
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After experiencing several instances of passive marginalization inalsses, Cross
began to fight back against the professor’s antagonitinwas partly learning how
to play the game, | suppose so by the end of the semester | picked up his sticks and
started kind of shooting it back at him and kind of making fun of him in some sort of
way.” Although Cross, used the language of the academy to combat the negative
feedback he received in class, he ultimately decided to reject some of tee whit
language norms of the academy. His most powerful act of resistance wefsisas r
to assimilate.
After that first semester and a half | stopped trying to sound like the
professors and the rest of the folks in my class because | realized it really
wasn’'t me. And the stuff | was trying to accomplish and write about didn’t
need to be translated into somebody else’s language. And I think I lost
something in that process of trying to translate what | was thinking, seeing,
experiencing into somebody else’s language and the language from somebody
else’s experiences. | learned to trust my own instincts on a lot of things... |
mean | found some of the stuff useful, and code-switching is always a useful
tool to have in your bag, but | prefer my own southern dialect.”
By owning and valuing his own dialect and way of translating academic alateri
Cross was able to retain his academic identity and sense of intellect. yirohiean
experiences working within the white academy Audre Lorde (1984) promuldted t
notion that “the master’s tools will never dismantle the master’s house” (p. 112).
Cross’s experiences are a clear reflection of this notion. His decisiorotendise

“master’s tools” was a bold statement of resistance.
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Of the four second generation participants, Juan was the one with the most

traditional instance of social activism as a form of resistant capitaingphis third

year he took the initiative to write letters of concern to his department negéaing

paucity of African American students enrolling in the program.
Well last year | noticed that for two consecutive years there were no
African Americans admitted in my department. Instead of being passive
about it, and having a third year pass by with no African Americans | said
you know, | need to be proactive. | sent out a letter to my friend, she was
like my big sister in the department, and asked if she could look at it
expressing the concern. | just wanted to circulate it among my friends. She
said, ‘No you should circulate it among the whole department, this is a
concern for the entire department not just for a few people.” She said that
| should send the letter to the Director of Graduate Studies and the
chairman of the department; but it should be modified it to include not just
African Americans but Mexican Americans too... It wasn'’t just a
complaint anymore | had to list possible solutions. So | put: 1. Go to
Mellon, McNair, and minority programs where you can publicize this
topic. 2. Send out letters of interest to apply to departments that are
traditionally African Americans or Latino. | had a list of things.

Although Juan received mixed views from both the faculty and students in his

department about the concerns he raised, his active approach to addressing racia

inequalities exemplifies the notion of “oppositional behavior” promulgated within the

resistance capital paradigm (Yosso, 2005).
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CONCLUSION

The narratives and counter-stories gathered from the second generagion hav
revealed that there are several nuances that shape the experienaek ahBlLatino
doctoral students. The social capital that was formed through participationf'sP.P
like McNair and MMUF, helped to build confidence, support, and practical
knowledge among the second generation. That confidence and support proved to be
especially beneficial during moments when they may have encountered racial
hostility, self-doubts, or fears within the classroom. Even when their confidence
began to wane, their level of resiliency in the face of real and perceivegrbarri
enabled them to foster aspirational capital. They also used the lessond &eatiiee
networks formed through those programs to strategically navigate througlates s
of the academy, thus creating a strong bank of navigational capital. In theomidst
each of their experiences, they still managed to each retain their owrosatesdity
by actively resisting certain norms and injustices they witnessedrainttéutions.

In chapter five, a formal analysis comparing the experiences of both
generations is undertaken. Several similarities and differencesdeetdied and
used to make assertions about the implications of this research as it pertains to the
broader issue concerning the under-representation of Black and Latino doctoral

students.

143



CHAPTER 5: DISCUSSION, ANALYSIS, AND
CONCLUSION

Graduate School

The book not so big
for you to get lost in the pages
perhaps you don't find yourself in them
cause they so thin
and you so thick like buckwheat honey
trust your footsteps
trust your eyes and tongue
start easy
one or two sentences per class
feel comfortable with the sound of your voice
in a small room ten people one large table
speak your heart they will hear
hearts speak to each other
even when minds don't listen
walk with your neck showing
and when afraid
trust your footsteps
trust your eyes and tongue
they come from a long place long time
if you can't find
the root in your spine
stand still and wait with your hand on a wall
listen to its negotiations with gravity
until you find the lava flow solid from your veins
harden your back
rise your throat and over
then speak what you know without translation
stand without negotiation
and fight
like your spirit already knows
(Forman, 1998, p.16)
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Introduction

Ruth Forman’s poer@raduate Schodbk an eloquent depiction of the
graduate school experience as seen through the eyes of a person of color. At the heart
of her poem she addresses the self-doubts and fears that sometimes consume students
of color in graduate school. Repeatedly she uses the word “trust” to encourage each
student to believe in themselves and their voices. This poem was apropos for the
final chapter of this dissertation because of its message of empowerment. nEkat se
of empowerment was something | witnessed not only among all of my participants
but also within myself. Throughout my journey writing this dissertation, | comgtant
had to “trust” in my abilities, “trust” in my intellect, and “trust” in the legac other
Black and Latino scholars that paved the way for me to pursue a Ph.D. In each
generation’s narratives | saw a piece of myself or an experieacegshared. Seeing
those similarities was a source of empowerment, and for many of my second
generation participants in particular, just having the opportunity to speak openly a
candidly about their experiences was also empowering for them.

The purpose of this dissertation was to explore and compare the experiences
of two different generations of Black and Latino scholars in order to better warderst
the historical phenomenon of their under-representation in doctoral education. When
| set out to investigate this issue | knew that | did not want to design a studyecke
around a deficit model of thinking about their experiences or academic abilities.
Instead | wanted the focus to be on understanding what tools they utilized while in
graduate school, and how race and identity impacted their experiences. | cedstruct

theoretical lens that would enable me to flesh out the nuances of their experiences at

145



predominantly white institutions and the strategies they employed to navigaigh
those spaces. CRT and LatCRT were ideal theoretical paradigms to frame thi
research because of the emphasis on experiential knowledge and historical context.
“CRT and LatCrit recognize that the experiential knowledge of people @f isol
legitimate and critical to understanding racial inequality...expealkknowledge is
viewed as an asset, a form of community memory, a source of empowerment and
strength, and not as a deficit” (Villalpando, 2004, p. 46). Both theories validated the
use of student voices as a means to understand and draw conclusions about the role of
race in higher education. Furthermor@RT and LatCrit challenge ahistoricism in
higher education research, policy, and practice...CRT and LatCrit caltfes@er
understanding of the historical factors that have affected and continue toledfect t
lives and educational experiences” (Villalpando, 2004, p. 47).This component was
particularly significant in the construction of this resedrebause it allowed me to
identify several of the historical factors that impacted the first geaeraf scholars

and whether or not those same factors were present within the experietiees of
second generation.

Throughout chapters three and four, informal moments of analysis were
presented among the findings. However, an in-depth look at the significance of those
findings will be conducted in this chapter. In order to develop a more formal
discussion and analysis, this chapter is split into two halves. In part one, an extensive
discussion of the similarities and differences in capital formation, and theecaitdr
climate of each generation’s institutions is undertaken. In part two, thieatigns

of this research particularly as it pertains to the issue of under-repteseata
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explored. In addition, the limitations of this study are also discussed and several

recommendations for change and future research are suggested.

PART ONE: DISCUSSION AND ANALYSIS

Using Affirmative Action as the backdrop to define the cultural landscape of
higher education for both generations of my participants was beneficial béovzase
able to contextualize their experiences in relation to the policies and pradpams
first initiated the increased inclusion of minority populations in predominantlyewhit
institutions. The evolution of those policies and programs and the ever-changing
commitment to maintaining them, has had a noticeable impact on the culture and
climate of numerous institutions. “In many ways the historical vestiges ofgstgde
schools and colleges continue to affect the climate for racial/ethnic tjvensi
college campuses” (Hurtado, Milem, Clayton-Pedersen, & Allen, 2002, p. 673). With
that in mind, when | created my research questions, | sought to created leve
inquiry that could address the role of culture and climate in the educational
experiences of Black and Latino students over the course of two different time
periods. My research question, “how is the current culture and climate of doctoral
education at predominantly white institutions similar or different with theneutind
climate during the late 1960s-1970s?,” was designed to address how institutional
practices around race shape school environments, and how those environments are
interpreted by marginalized bodies. “While many institutions are stileoalirig
with issues of diversifying their campus enrollments, more campuses need
information to help them address the psychological and behavioral dimensions of the

climate” (Hurtado, Milem, Clayton-Pedersen, & Allen, 2002, p. 681). Understanding
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climate is equally important to consider in the factors that contribute to under-
representation at the doctoral level. My other research questions: “How are the
experiences of current (second generation) Black and Latino doctoral statlent
predominantly white institutions similar or different with those of first gatnen

Black and Latino scholars that pursued doctorates during the 1960s-1970s?” and
“What forms of social and cultural capital are utilized in their experieacd$ow do
they compare over time?” were constructed in order to develop a sophisticated
understanding of the trends that have characterized the graduate experience for
doctoral students of color.

Critical Race Theory and Latino Critical Race Theory were alseragly
useful as a methodology because it enabled me as a researcher tiherspaee
needed for each generation to speak without inhibitions. When their counter-
narratives began to unfold, | used Yosso’s (2@@Bhmunity cultural wealth
frameworkto present my findings because it made it easier for me to compare and
contrast their experiences. As a result, it allowed me to more clearyageus
themes, similarities, and digressions across generations. The four tkeyofiocapital
that | identified as the most salient within the experiences of ntygkrseration and
second generation participants were: social capital, navigational cagpiaht@nal
capital, and resistance capital. Because those were the most pervasssefform
capital, a new vision of Yosso’s (2005) framework emerged that more clearly spoke
to the specific experiences of doctoral education for communities of color. |
reinterpreted and renamed the modeta@hmunity cultural wealtto “grafting

academic cultural wealth” (figure 1ir) order to create a cycle that more accurately
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addressed these differences and the ways in which each of those four form&bf capi
combined to create a sustained system of academic wealth that was bequeathed from
one generation to the next. However it's important to note that the narratives that |
identified that fit within each of those categories were not independent of oneranothe
“These various forms of capital are not mutually exclusive or static, but eathe
dynamic processes that build on one another as part of community cultural wealth”
(Yosso, 2005, p. 77). By framing my findings within those forms of capital, there
were immediately several similarities across and within the gieoresahat emerged.

The three primary similarities that | will focus on are: peer netwonentorships,

and persistence. In addition to similarities, the framework also revealedlsever
generational differences. The three primary differences that | fidenvere: social
activism, formal graduate preparation, and academic challenges/self-dOtiter
patterns that emerged included: culturally relevant research interestsaty@n gaps
among the first generation and second generation; and migrant-farm worker
backgrounds among the Latino participants. As a researcher | expected to find
several experiences that were unique to one racial/ethnic group over another, but
my findings | did not discover numerous distinctions beyond what's discussed under

the sections “social activism” and “migrant farm worker backgrounds.”
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Figure 1 Grafting Academic Cultural Wealth

Similarities Across Generations

Peer Networks

The formation of peer networks with other students of color was by far one of
the most prevailing themes that emerged within the experiences of both generations
The development of those networks created various forms of both social capital and
navigational capital. The primary benefits of Black and Latino peer networks were
that they created sacred spaces for those students. Those spaces Merenyita
participants because they permitted each of them to actively engageca,criti
cultural dialogues and exchanges without judgment or harm. In Beverly D.$atum
(1997) framework for racial identity development she explores why certaimaiul
spaces are beneficial for students of color at white institutions in particidaving
a place to be rejuvenated and to feel anchored in one’s cultural communityescreas

the possibility that one will have the energy to achieve academicalytifl, 1997,
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p. 80). In the findings from my participants there were several cultural exahang
around numerous issues.

When new Black students entered Cross’s department, he was able to share
information about where to get a hair-cut or find a Black church. For Maria, bonding
with another student about growing up in the Barrio was significant because they
could openly discuss the cultural clash around class dynamics that they encountered
at Hallmark. “As a friend of mine who was an undergraduate, that grew up in the
Barrio of California said, and I'll always remember this ‘After being at Hallmark, |
can no longer shop at K-Mart for clothesElvira engaged in similar conversations
with other Chicano students from different generations and regions of the country.
She was also able to discuss common struggles against oppression with many of her
Black peers in her department. Like Elvira, Juan engaged in several cultural
exchanges with African American students when he participated in a campus
organization that was geared towards students of color but mostly dominated by
Black students.I“joined the steering committee which is pretty much the board that
does all the activities. They ended up being really nice, so now | find myself with a lot
of African American friends.Walter engaged in cultural exchanges about African
and African American ethics with a colleague who later became his m&héeor.
monthly dinners that Cherie and her peers held became a site for them to vent about
the climate of their department. Each of the cultural spaces utilizexdfd|
numerous cultural conversations that were not subject to the scrutiny of white peers
or faculty and devoid of any embarrassment or humiliation. Robin D.G Kelly's

(1994) examination of the formation of community and resistance among the Black
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working class of the mid Z0century is also a useful lens to explain the benefits of
cultural space.

During the era of Jim Crow, black working people carved out social space free

from the watchful eye of white authority... These social spaces congtitute

partial refuge from the humiliations and indignities of racism, class
pretensions, and wage work, and in many cases they housed an alternative
culture that placed more emphasis on collectivist values, mutuality, and

fellowship” (Kelly, 1994, p. 36).

Like the Black working class social spaces of the Jim Crow era, the peerksof
the first generation and second generation Black and Latino participantdgaiovi
refuge from white ridicule, and helped to cultivate shared cultural praeincks
ideologies.

As Tatum (1997) has noted, those cultural spaces also contribute to academic
success. In addition to cultural exchanges, knowledge exchanges were also
important. Many of my participants received or shared academic infomthtid
greatly contributed to their successful navigation through their departments. For
example, both Maria and Cherie received important information from their peers
about how to pass their oral exams. Maria’'s peers bequeathed several notegthat wer
beneficial in helping her to prepare for her exams. In Cherie’s case, when she
repeatedly failed her French comprehensive exam, another peer in her department
suggested that there was bias in the grading of Black student’s exams. Elgetigg

that she take an additional course in French conversation to help her pass.
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And | went to one of my colleagues and | was like what do | have to do to pass
this test and he was telling me that every Black person who has ever taken the
French exam has struggled with it and they were saying that they think that

it's shady the way that they do the grading... And so he was like I'm just going

to take a translation class and | hear that if you take this class it will help you
to pass. So | took the class, took the exam right after, and passed.
Sharing information about professors who may be racist or biased was also an
important exchange among Carlos and Cross’s peers as well. Debocaipgr
peers often met to review the readings required for class and to discusgestifate
how to participate in certain class discussions. Similarly, Elvira wasabléld
stronger learning communities with her peers outside of class than within. The
opportunity to learn from her peers without white spectatorship was a large sburce
motivation for Elvira.

Each of my participants’ peer networks fulfilled different needs for them
through cultural exchanges and through providing academic support by sharing
knowledge and strategies. Most importantly those networks created esotee Gpa
support that were sacred and in some ways incapable of penetration by white
‘outsiders’. The practice of creating and sustaining a group of peers of gewikr
or ethnic backgrounds is also practiced by white students as well, but sometimes
without the stigma that’s associated with Black or Latino peer growgtar(ir1997).
However, what CRT and LatCRT have done is provided a framework that fagilitate
the growth of counter-stories in an effort to expose experiences in highetie@auca

that are often times marginalized and criticized. “As a form oppositional sehiplar
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CRT challenges the experience of White European Americans as the normative
standard” (Parker, 2003, p. 149). As evidenced by the similarities found across both
generations of participants, the formation of capital through support and sharing
knowledge is not a new habit formed by Black and Latino communities but instead a
practice that has occurred for many decades (MacDonald, 2004; Orr, 1999).
However, despite the pattern of support, and the benefits that racially conscious peer
networks and organizations provide specifically for students of color, battles to
dismantle some of these formal organizations are being waged in the face of
Affirmative Action dismemberment. In the state of Arizona, for example st
legislatures have initiated a bill that would completely eliminate lbased student
organizations.
Students attending Arizona’s public schools, community colleges and
universities may be restricted from operating race-based organizations on
campus following a proposal recently approved by a state legislative
panel...the measure would prohibit the operation of student groups such as the
Black Business Students Association (BBSA) at Arizona State University,
Native Americans United at Northern Arizona University and other
organizations ‘based in whole or in part on race-based criteria’. (Forde, 2008,
para.l & 2)
Opposition to the inclusion of cultural spaces for students of color will only work to
further demoralize their presence within PWIs. The model of HBCUs provides a
clear example of how to construct cultural spaces and why they are importaay. “T

offer a setting in which black consciousness and expressions of racial prias are
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met with threats or hostility, and demonstrate one of the few organizationat are
racial integration at the level of their faculties” (Willie, 2003, p.81). In amldiid the
similarities found in peer networks, there were also similarities in mentor
relationships across generations.
Mentor Relationships

Recent research conducted by Nettles & Millet (2006) found that mentor
relationships are significant in the socialization process in graduate schadl f
students regardless of color. Their definition of a “mentor” was however vepmnarr
and only included faculty. “Mentor was defined as ‘someone on the faculty to whom
students turned for advice, to review a paper, or for general support and
encouragement” (Nettles & Millet, 2006, p. 98). The mentor relationships that were
present among the first generation and the second generation were compieicslyna
that did not all fit within one traditional box. Mentorships took shape in multiple
forms including: peer mentors, faculty mentors, and community mentors. By using
the CRT and LatCRT lens to dissect these relationships, a subversive coosidérat
mentorships emerged that speaks to the differences in cultural norms amdqg Blac
Latino, and white communities. Considering the benefits of multiple types of mentor
relationships is important because Black and Latino students sometimes have
different cultural needs than their white peers. “Women and minorities might have
different needs than other students. For instance...if a mentor does not understand a
student’s culture and values, a problem might develop in the mentoring relationship”

(Sligh DeWalt, 2005, p. 41). Cherie noted that:
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| just think that when Blacks folks come into this school they come in with a

whole set of different issues than your average white person does. And I'm

generalizing a ton here but this is just my overall assessment. When Black

people come in they’re coming in with their student loans, with financial
problems, or they’re coming in as the first person ever in their family to get to
this point. It's a really big deal to have good mentorship. To have a mentor
who’s willing to help you and fight for you and help you get good fellowships,
to help you get out quicker. It's a struggle to find that...and | don’t know if
white students have a different network or come in with a different mindset,
but they’re able to be a lot more lax about things. | don’t feel | have the luxury
to be relaxed in my department.

Students of color may also be bringing the baggage of prior racial discionimath

them into these majority white spaces. In those sorts of instances it nmeyde

beneficial for those students to find guidance among other groups.

Deborah, Walter, and Maria each found mentor relationships beyond faculty
members. Deborah forged strong relationships with members in the outside
community. They served as a mentor to her by helping to cultivate her commitment
to activism within and outside of the academy. Walter and Maria both had peer
mentors that were advanced graduate students. Because those peernmeeatsiit
in graduate school, or had recently completed the process, they were able to provide
uncensored insight about what to expect at each stage of the graduate process. In
other research, similar benefits of peer mentor relationships were evideviaria S.

Gaytan’s (2004) article on her experiences with mentorship as a Latino stident
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examines the ways in which mentor relationships with graduate students help to
reveal the truthful realities of managing graduate school. She first benaane of
these truths as an undergraduate student when she began to study at the apartment of
her graduate mentors.
It was there that | learned about the bliss and drudgery of graduate student
life—or what Goffman (1959) called the ‘backstage’ of dramaturgical
performance—where the ‘truthful’ management of graduate life takes
place. Inthe backstage, actors are simultaneously safer and more
vulnerable, compared with their ‘front stage’ performances. Thus, in the
backstage of their apartment | learned the most valuable ‘tricks of the
trade’ for surviving in graduate school. | was also introduced to other
coping mechanisms that would serve as ‘fuel’ for getting through the long
nights and early mornings that lay ahead. (Gaytan, 2004, p. 198).
The tools that were provided were not always formal conversations, but in some
instances informal observations that were equally as important. In Waléese,
watching his peer mentor type his dissertation gave him knowledge about what to
expect when preparing a dissertation. While outside mentor relationships were
critical, faculty mentorship was also an essential means of support. Eacipaat
from both generations identified a faculty member that was supportive of them and
their research. Some of those relationships were stronger than others, but n@netheles
they were present.
The process of establishing and using mentors was also not limited entirely to

graduate school. Some of my participants admitted to having faculty mentors during
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their undergraduate experiences that may have contributed to their sSndbess

doctoral programs. Maria, Cross, Cherie, and Juan, each had mentors in their

undergraduate programs that played a role in their matriculation to graduadé sc

Both Cherie and Juan maintained those relationships upon entering their doctoral

programs. Cherie’s McNair mentor provided academic, social, and moral support.
Some mentors are good for me and what | need to know professionally...but |
also refer back to my mentor from the McNair program...and she constantly is
a mentor from like my first year in the middle of the year | called her up and
said, ‘I have no idea what they're talking about and | feel like | can’t do this’
and she was the one like...I'll tell you what this is, let me break it down for
you, and | was like okay. And she knows a lot of the faculty that I'm working
with so she would also be able to tell me okay this person is like this, I've
worked with them before or this is what you need to know. So in terms of very
fundamental things, very social things, where I'll work after, very intimate
things because she knows me and my husband well, and my family very well
she’s very much been a mentor to me so | have to thank her for that.

Juan’s McNair mentor also provided useful academic and social support.
My main mentor is the one from undergrad. He is Mexican American and he
really invested a lot in me. He is the one that connected me with the research
university where | am at right now. He’s the one that gives me great feedback,
he’s taken me out for beers, we've gone out to lunch several times, I've met

members of his family... he’s my mentor-mentor.
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Familial relationships were able to form in some mentor-mentee relaipsn¥Vhat's
interesting to note about the faculty mentor relationships, was that unlike the pee
networks, finding a same-race mentor was not as significant for some of my
participants, so long as they received the support that they needed. In sontessta
faculty support simply meant supporting one’s culturally relevant researcésinte
Walter, Cross, and Juan each admitted to having strong faculty support from white
faculty members. In Deborah’s experience she notedltivats less concerned with
the person than with what their perspective was. So | sought out faculty who could
help me with the ideas and goals that | was looking at. | wasn’t necessarily
searching out a Black faculty member because at that time there were veryjifiew.”
their study of doctoral education, Nettles & Millet (2006) discovered sirinidings
among Black and Latino students. “Both African Americans and Hispanicsrin eve
field reported few instances of having a same-race mentor. The biggesi@bst
appears to be the availability of faculty of the same race” (N&thMdlet, 2006, p.

100). Statistics reveal that minorities are still severely underesgezbas faculty in
higher education. “In 2003, about 15 percent of faculty in U.S. colleges were
minorities (based on a total excluding persons whose race/ethnicity was unknown, but
including non resident aliens who were not identified by race/ethnicity).. yealfl

of all college faculty (47 percent) was white males, while 36 percent was Whit
females” (cited in Thornton Dill, 2009, p.234). Despite having limited possibilities to
work with same-race faculty mentors, both the first generation and secondigenera

were able to acquire the guidance they needed through the formation of social and
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navigational capital. Persistence and resiliency were also traitsuhedVered that
were characteristic of both generations.
Persistence

The tenets of aspirational capital unearthed several similarities in
“persistence” among both the first generation and the second generationsYo0sso’
(2005) framework sheds light on why resiliency is a form of capital that can gromot
the growth of persistence among students of color. “This resiliency is evigkence
those who allow themselves and their children to dream of possibilities beyond their
present circumstances, often without the objective means to attain those goals”
(Yosso, 2005, p. 78). Each of my participants was able to develop the means
necessary to navigate through graduate school. However, within their experiences
they each faced various moments of adversity and they had to “dream of the
possibilities” in order to be persistent and survive the journey. In the liteature
student persistence, Vincent Tinto’s (1993) models for student departure from college
are among the most well known. Although most of his models focused on college
students, he did develop a model to understand the graduate school experience of
persistence as well.

At the outset, the model posits that individual, most notably gender, age,

race, ability, and social class, and individual educational experiences prior

to entry to graduate school help shape individual goals...at entry. These

help specify the orientations individuals bring with them to the task of

completing a doctoral degree and, in turn, establish the conditions within
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which subsequent interactions occur. Their impact upon persistence,
though indirect, may be important in the long run (Tinto, 1993, p. 239).
Persistence within the context of this research focuses on the ways in which both

groups of participants were able to continue on with their graduate studies despite
encountering external barriers such as blatant or subtle acts of racism a
alienation. “Hope is what sustains the struggle for a better condition for Brathes i
academy—a better academy and a better world” (Hughes, 2005, p. 69).

The spaces of the classroom were a key site where subtle and blatant moments
of racism were experienced. Both Maria and Walter were publicly humiliatedydur
class and made to feel intellectually inferior amongst their whitespBeborah also
experienced blatant racial antagonism during her qualifying examin&tn.
gualifying examination was to write on Arthur Jensen’s article that was published in
the Harvard Review on the genetic inferiority of Black people. That was my
gualifying question.”Despite those harsh racial hostilities, they each cultivated and
relied on an ethic of hope and resistance in order to successfully complete their
degrees. For some of the second generation, more subtle instances of prejudice
occurred within casual conversations and class discussions. When Crossditet trie
build a network among his white peers he may not have confronted blatant,
aggressive forms of discrimination, but the social spaces that were avilabie
were not inclusive and this was evident in some of the conversations he had with
those peers. As he noted, many of his white peers engaged in what he considered to

be acts of “passive racism.”
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My first year we were talking about the Oscars...and | think it was the year

Denzel was up and one of my classmates just makes a comment that if he wins

its something political it’s not really an official Oscar. So it’s like littiengs
like that. They assault Oprah’s book club. They try to...sound all hip-hopish
sometimes when they talk to us...little things like that on their end might seem

well-intentioned but on our end seems offensive.

Like Cross, Elvira consistently experienced racially insensitive nieswaithin the
classroom from one of her white peers. As she aptly nowtat | find, especially in
these academic environments, is that white people who are racist hide behind
academic jargon and they’re still racistAs mentioned earlier, Cherie and her other
Black colleagues suspected that the French oral examination gradingsprases
racially biased after they noticed a pattern of white students imnabdatssing and
all of the Black students repeatedly failing. In the face of difficutty,second
generation was able to pool together their various forms of social, navigational
resistance, and aspirational capital as a means of survival.

The narratives of the first generation and second generation, while notyentirel
identical, shed light on the ways in which persistence factors are formed and
sustained among doctoral students of color. What these experiences also thaeal is
racial identity and the experience of being marked as a racialized lzodfjllar
cultural norms that shape the climate of PWIs and departments. As evinced by my
findings among both the first generation and the second generation, Blacktiaod La
students are still to differing degrees made to feel like “others” withiresof these

institutions and particularly within the classroom. In some ways, being awtre of
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ways in which race still informs dialogues and experiences within acadatoias
students of color to build a repository of hope and support in anticipation of racialized
encounters.
African American doctoral candidates at predominantly White
institutions should anticipate silencing, even by our liberal White pedrs an
professors. We should anticipate internal dilemmas when considering our
options and actions. We must also anticipate learning to rely upon ourselves
and to draw from the positive energy and intellectual prowess of our
predecessors to fulfill the requirements of doctoral education. We must
struggle, but we must do as our ancestors did so ardently—cling to hope with
each daily accomplishment (Hughes, 2005, p. 69).
In addition to building and sustaining hope, the examples of the first generation a
and have been a source of motivation for many Black and Latino students of the

second generation and have contributed to their persistence within the academy.

Differences Across Generations

Aggressive forms of social activism
One of the largest factors that distinguished the first generation from the
second generation was social activism. The first generation particgbemesl
numerous stories of protests, sit-ins, and other aggressive acts of resisthace to t
racial climate and inequities of the time. And while activism was imporariath
Black and Latino students, there were some distinctions in their experiemct “|

late 1960s, Black student at predominantly White college and universities reedaluate
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the education they received. Influenced by the emerging Black power movement,
they sought to make their institutions receptive to their needs, representahige of t
culture, and relevant to their situation” (Williamson, 1999, p. 92). Deborah and
Walter first entered graduate school in the latter part of the 1960s. They each
challenged faculty racism, fought for Black Studies programs, and the intrease
representation of minority students. In addition to fighting for Black StudiateWV
and his peers worked to build a stronger sense of community among the Black
students on campus.
| was president of the Black Student Union from April 1968-November 1968.
We were pushing for Black studies...As a student activist our main
interactions were with Black students...I know when | first arrived Black
students were hardly speaking to each other in many ways. And there was an
organization called ‘Harambee’ which later became the BSU. Our concern
was trying to create community among Black students. We had interactions
with Latinos but there was no formalized interaction with white students.
Although there were interactions with Latino students at the time, the cestrati
the BSU addressed concerned African Americans. Deborah also acknowledged the
role that Latinos played in her social justice initiativésvas a graduate student in
69’. So when we did our first set of demands one of our demands was that they
increase the numbers of Latinos and Native American studebtsspite the limited
presence of Latino students, Deborah and her peers still included Latino issures wi
their struggles for equity. In their article, “From Visibility to Autonanmgtinos and

Higher Education in the U.S., 1965-2005,” MacDonald, Botti & Hoffman Clark
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(2007) noted that because Latinos as a racial minority were invisible frogpnahan

the earlier battles for racial equality within higher education, they \aathigccess to

certain resources at a later date than African American students. Hpagteeir

presence increased within PWIs they began to fight for issues specifetatd to

Latino communities. As evinced by Deborah’s narrative, sometimes thogs batt

were fought with African American students. “Sometimes in tandem wabkBl

students and sometimes alone, Latino youth worked to expand such access through a

variety of grassroots efforts” (cited in MacDonald, Botti, & Hoffmanrk;l2007, p.

482).
In the mid to late seventies as the representation of Latino students increased,
more battles were waged. “Latinos led the second major effort to promote the
expansion of higher education opportunity. Aided and inspired by the African
American civil rights movement, Latino self-agency proved a sigmifica
element in cultivating access to colleges and universities, as youtts effor
throughout the 1960s helped illuminate the specific concerns of the Hispanic
minority” (MacDonald, Botti, & Hoffman-Clark, 2007, p. 481).

Both Maria and Carlos started graduate school in the 1970s and their experiences

reflect the patterns identified by MacDonald, Botti & Hoffman Clark (2007).

Although Maria participated in demonstrations againsBtie&ke(1978) decision and

other social justice initiatives, like Walter she also focused on issuetiydirec

impacting her racial community. One issue in particular involved supporting the

United Farm Workers union. Carlos also focused on issues directly impacting
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Chicano students. He and his peers actively campaigned for the recrufmere
Chicano students of all socio-economic backgrounds at Hallmark.

Even though Walter, Deborah, Maria, and Carlos concentrated on issues that
directly impacted their own racial/ethnic communities, each of their faator
recounts reveals how and why social activism was an urgent, and almosioopliga
quest for the first generation. The groundswell of change that was takoegwathin
the academy during the 1960s and 1970s was not just because of Affirmative Action
and other policies, it was also because the generation of scholars thatneegsta
the first to integrate these spaces in large numbers, actively foughinfmea
inclusive racial climate that mirrored the broader societal struggieh&nge outside
of those institutions.
Academic Challenges/Self-Doubt

Academic challenges, coupled with self-doubt, and the pressure to positively
represent one’s entire race were themes that emerged when the secontgenerat
participants discussed their initial experiences in graduate school. Minus the
experiences of Maria, these themes were an important factor that distaththie
experiences of the first generation and the second generation. Cherimasd C
admitted that during their first semester of graduate school they felt outef pla
because it felt as if they had to learn a different language in order to [zdeticip
class discussion. In Raymond Herrera’s (2003) narrative on his graduatercgpe
as a Chicano student, he mentions encountering similar barriers.

As for the actual coursework and academic rigor, | was not adequately

prepared. It took me a while to figure out how to study, how to write, how to

166



engage in class at the graduate level...l noticed that most of the other students

did not seem to be as lost or overwhelmed by the coursework. My peers

seemed to be rolling along, challenged, but not overwhelmed. They talked the

language of the professors, understood their jokes, and it seemed that they had

known each other for years (Herrera, 2003, p. 117).

This pattern of experiencing a language barrier as a student of color sithglie

there were also underlying cultural barriers in place that contributed toatieraic
marginalization of these students. In addition, both Cross and Cherie had to adjust to
an entirely different, less inclusive academic environment, after atghditorically

Black colleges.

During Juan’s first semester of graduate school he also encountered some
academic difficulties. When one of his professors asked him how he was adjusting, he
explained the difficulties he was experienciri§he asked if | was having trouble
adjusting and | told her a little because it's cold out here, my family is not out here,
and | didn’t feel like | had a good friend-basel’ike Cherie and Cross, the change in
academic culture and climate was a contributing factor in why he expedie
academic difficulties. Plus, unlike the first generation, the second genenats not
as actively involved in community based initiatives and social activism outside of
their institutions. Consequently, in many ways they appeared to be much more
consumed by the doctoral process than some of their predecessors. Thus, the second
generation’s academic and intellectual vulnerabilities and insesuwire magnified

in comparison to the first generation.
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Formal graduate preparation: (P.P.P)

During the sixties and seventies many Black and Latino students that ietegrat
PWiIs did so at the expense of not having any formal support within those spaces. As
Higginbotham (2001) noted in her study on the experiences of Black women college
students during the era of integration:

It was incumbent upon these racial pioneers to build their own informal
supports, because college administrators in the mid-1960s did little to
anticipate the realities of desegregation...The women had to build supportive
networks for themselves in order to thrive in college, especially when they
were separated from family and friends” (p. 186-187).
Much like the informal supports developed by my first generation participanty, ma
of those networks created important cultural spaces for students of color torfreaff
their racial identity” (Higginbotham, 2001, p. 186). Despite the emergence of
fellowship opportunities like the Ford and Danforth, that provided financial support
for students of color to pursue graduate education, there were no formal prgparat
programs in place that shared fundamental information about how to prepare for
graduate school. In many ways, programs like McNair and Mellon were a respons
to these deficiencies. The second generation reaped the benefits ofdhe less
learned from the first generation and were given the institutional ssppeeted to
seriously pursue doctorates. They were given mentors and a vast network okstudent
of color. Although each second generation participant later went on to build their

own networks and strategies separate from their Pre-doctoral Prep Fyograas
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those programs that helped to establish the foundation that would later enable them to

create and sustain mentor and peer relationships on their own.

Other Patterns

In addition to some of the similarities and differences in capital formatadn t
were uncovered, there were also several other smaller patterns thagdswritim
this research.
Culturally Relevant Research: Why are all the Black and Latino kids doing
Black and Latino Research?
The title of this section is a direct reference to Beverly D. Tatum’s 1883k
Why are All the Black Kids Sitting Together in the Cafetefia® vast majority of
my participants from both generations conducted research that was diesttty
their racial/ethnic background. As mentioned earlier, cultural spaces arg¢antpor
components in identity development particularly for students of color at
predominantly white institutions (Tatum, 1997). Exploring culturally relevant
research interests are one way to create cultural spaces, and affisndenéty.
Tatum (1997) uses the model of the Black church to exemplify this notion.
“Many Black churches with an Afrocentric perspective are providing the
culturally relevant information for which Black adults hunger. For example,
in some congregations an informational African American history moment is
part of the worship service and Bible study includes a discussion of the Black

presence in the bible. As these examples suggest, there are sources of
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information within Black communities that will speak to the identity

development needs of both young and older adults” (Tatum, 1997, p. 83).
In this example, Black churches worked to redefine the white norms that
characterized the bible by infusing the narratives with Black expesendalter,
Juan, Maria, Cherie, and Cross each mentioned in their narratives that thduuarric
in their respective departments was limited and not always culturalisivel By
subverting historical paradigms of Eurocentric curriculum, students from these
communities were able to dispel certain myths about their racial/ethmimgnities
that had been promoted within some academic canons. “Scholars have sought to
reclaim and present the stories and lives of previously silenced groups, and to define
new areas of scholarship such as Black feminist studies, Chicana studies, etc.”
(Thornton Dill, 2009, p. 233). For these various reasons, some Black and Latino
students undertake Black and Latino research in order to affirm their personal
identities.
Generation Gap

Even though each of my first generation participants were senior pnEfesso
predominantly white institutions, they revealed only basic knowledge about what
persistent issues currently impact students of color within the acaddmy.e@ch
postulated possible circumstances that current Black and Latino studentsdueg; e
but it was clear (with the exception of Maria) that they were not actinglgged in
regular dialogues or interventions with current doctoral students of color akout t
experiences. This may have been a result of the fact that they each meréssealty

at research | institutions, thus making them more inaccessible and out of tauch tha
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junior level faculty of color. Furthermore, Walter and Deborah’s belief that the
current generation is not building “collectives” or does not understand the struggles
that afforded students of color with the opportunity to attend predominantly white
institutions mismatches what | uncovered from my actual intervietstiheé second
generation. What this reveals is that there may be a serious disconnect atigener
gap with senior faculty of color that have been within the academy thirty @ mor
years and the current generation of students. The concept of “community” has
transformed within the academy, and while the current generation may romtidle s
activists, my findings indicate that they are establishing their own types of
communities and forming their own cultural spaces. More conversations should be
established with staggered generations of scholars from the sixties, sgventi
eighties, nineties, and now as a way to build cultural exchanges and further build and
sustain thecademic cultural wealtheeded to maneuver through PWIs as a person
of color.
Migrant Farm-worker Family Background

By using LatCRT as a theoretical lens, | uncovered some of the ways in which
my Chicano participant’s experiences differed from my African Amarica
participants. For example, Maria, Carlos, Juan, and Elvira each misseal tirite
from elementary and secondary school because they traveled with theiegamitio
seasonal work in different regions. Despite the necessary absences to help support
their families, both Juan, Elvira, and Maria’s families stressed the impertd
education. Maria’s mother wanted her children to have a college educatghrebut

was unsure how to navigate the proc&sly. mother had an 8 grade education, and
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my father had a high school education. My mother wanted college for her daughters
but didn’t know how to go about it."The cultural differences of growing up Chicano
and as a migrant farm worker were evident in terms of class disparities too
The class differences among my Black and Latino participants rdveale
education was a means to an end for some of my Latino participants. Both Juan and
Elvira noted that it was important for them to pursue college and graduate school
because they knew their families could benefit from the additional financial $uppor
School was also significant for Carlos because it became a space fordsoape
the rigorous physical labor of farm-work in exchange for the intellectbat laf the
classroom. In his chapter, “A Chicano Farmworker in Academe,” Adalbertor&guir
(1995), shares similar sentiments when he recounts moments of envy watching other
children drive by in cars while he worked the fields.
On one particular day, the temperature was around 110 degrees, the flies were
buzzing louder than ever, and the ground was harder than usual. | stopped
working. | watched the cars traveling on the highway that ran alongside the
cotton field. | saw families traveling in air-conditioned cars. Mom, dad, and
the kids looked happy. It just didn’t seem fair. | decided then that that
summer would be my last as a migrant farmworker (Aguirre, 1995, p. 17).
The determination to use education as a means of upward mobility was a narrative
that was particularly useful at unearthing the ways in which class shaped the
educational endeavors and persistence among some of my Latino participants
Impermeable family ties were also cultural narratives implicihwisome of

the first generation and second generation experiences. When Carlos and Juan, first
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decided to attend college far from home they both confronted some apprehensions
from their families about moving far away. Strong family ties and kinshiparkswy;
are important cultural factors in many Latino communities. “For decadekalesm
has been considered to be a defining feature of life in Latina and Latino comesunit
Presumably, family relations are more important for Latinas and Latwaosfor
other groups” (Oboler & Gonzalez, 2005, p. 93). The emphasis on family may have
been one of the reasons why both Juan and Carlos were met with some opposition.
Juan remembered thait'first there was a big resistance for my participation in
higher education because | have cousins that have their college degrees, but they
never left home. They got their college degrees from extension schoasder to
convince their parents to let them go, they had to explain the benefits of going to
those schools. Carlos recalled that:

Well nobody knew where Columbia was, not in my family. We were all very
poor and the highest aspiration for most of the family was graduating from
high school. That was a significant accomplishment because most people
didn’t graduate from high school. But when | told my Mom about that she
was worried, but then | told her it was paid for, and she said ‘Oh if it's paid
for then go.’

Laura Renddn (2002) cites similar experiences in her article “Fromattiim Bo the
Academy: Revelations of a Mexican American Scholarship Girl.” When shedried t
transfer from her junior college to a four-year institution far from home, béren
and father had doubts. “My parents told me that if | must transfer, | should go to a

nearby institution. | felt however, that | needed to go further away to erperie
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something dramatically different” (Rendon, 2002, p. 318). Each of these experiences
reveals the ways in which ethnic and cultural differences shaped the expeaoénce

my Latino participants. In future research, | would like to explore more about how
students from working class backgrounds bring those cultural narratives with the

into the spaces of the academy.

PART TwO: | MPLICATIONS, RECOMMENDATIONS, AND LIMITATIONS

Implications and Recommendations for Practice and Future Research

The findings of this research contribute to our understanding of what patterns
have remained the same, and what patterns have changed in the graduate school
experience for Black and Latino students over time. By comparing the exqesrief
two different generations of doctoral students, implications for understanding the
impact of culture and climate on under-representation emerged. Future research on
this topic must excavate more historical accounts of the graduate schootecpars
a way to inform current practices and policy. Additional implications on how
diversity shapes race relations in American higher education werevalsote

Built from CRT, WhiteCRT as a theory examines the racial construction of
whiteness and the benefits that are attributed to being white. “The study of
‘Whiteness’ emerged in response to its absence in scholarly investigatiaag’of r
(Henderson & Tickamyer, 2009, p. 59). WhiteCRT is a particularly useful theory to
interrogate the implications of culture and climate within P.W.l.s becatsesals
the ways in which white cultural norms are hidden within the policies and pradtices o
those institutions. Those practices in favor of white identities can contributento suc

things as institutional racism and the overall feelings of isolation and exclusion
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experienced by some students of color. Hurtado, Milem, Clayton-Pedersenn& Alle
(2002) offer several examples of how this might take shape. “The best example is
resistance to desegregations in communities and specific campus settings, the
maintenance of old campus policies at predominantly White institutions that bes
serve a homogenous population, and attitudes and behaviors that prevent interaction
across race and ethnicity. Because they are embedded in the culture iwBHistor
segregated environments, many campuses sustain long-standing, often unedcogniz
benefits for particular student groups” (cited in Hurtado, Milem, Clay&xteRsen, &
Allen, 2002, p. 673). And because whiteness can operate as an ‘unmarked category’
the impact of those nuanced biases can go unexamined. “Whiteness is everywhere in
American culture...As the unmarked category against which difference i
constructed, whiteness never has to speak its name, never has to acknowledge its rol
as an organizing principle in social and cultural relations” (Lipsitz, 1995, p. 369).
Within the context of this research, the patterns of blatant and subtle racial
encounters experienced across both generations indicate that there arggervasi
external factors that have withstood the test of time that may contribute to the under
representation of Black and Latino students. The “language” barriers ¢hsgtdbnd
generation mentioned are evidence that there are practices withyrgraaluate
programs that favor white identities. With that in mind, it is clear as to wingradu
students of color may feel intimidated or academically under-prepared when they
enter doctoral programs. Many of their insecurities are not the resuleléctdal
inferiority, but rather the result of rigid, racially exclusive preesi that only

superficially invite students of color to participate. In the face of theseisathe
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level of persistence exhibited by the first generation and second generaiiopliéx

a historical legacy of resilience that has characterized many tgicommunities.

However, these student populations are expected to exert additional amounts of
prowess and hopefulness beyond that expected of their white peers in order to survive
within the academy.

Race will always be a social construct from which Black and Latino saident
operate and define themselves and their experiences. What this reseaat$ is
that there needs to be greater efforts to allow these students to embraeeidleir
identities without forced assimilation, or fear of persecution for thedareh interest,
or their racially homogenous peer groups. “People of color are often changed b
higher education, but now institutions themselves must change in order accommodate
culturally diverse student populations” (Rendén, 2002, p. 316). In order to increase
the representation, of Black and Latino doctoral students, predominantly white
institutions should initiate and sustain formal efforts that facilitetecteation and
acceptance of Black and Latino peer networks. Pre-doctoral Prep Prograses\ea
as an ideal paragon for many academic departments to model at the gradliate le
because those programs proved to be an important asset in constructing formal
networks for students of color.

Thornton Dill, Zambrana, & McLaughlin’s (2009) case study on the
emergence of the Consortium on Race, Gender, and Ethnicity (CRGE) at the
University of Maryland, College Park, is also a powerful example of howutistis
can change to accommodate students and faculty of color, particularly thosagursui

culturally relevant research. “The consortium is an association of aicadeis and
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individual faculty on the University of Maryland campus whose mission is to
promote, advance, and conduct research, scholarship, and faculty and student
development that examines the intersections of race, gender, and ethnicityhesth ot
dimensions of difference” (Thornton Dill, Zambrana, & McLaughlin, 2009, p. 257).

In addition to creating a safe space where culturally relevant chseaues can

emerge, CRGE also created a program for graduate students that was designed to
provide them with critical mentoring and strategies for graduate schooGECR
Interdisciplinary Scholars Program (CrISP) provides graduate students with an
opportunity to learn firsthand the processes of research, administration, and
publication through a mentoring relationship with CRGE faculty” (Thornton Dill,
Zambrana, & McLaughlin, 2009, p.265). Although the program provides support to
all students, the impact is greater for students of color in the program because of the
historical legacy of exclusion that continues to shape their experienceas thehi
academy. “Faculty and students of color are likely to find themselves in setting
where they are isolated and often misunderstood. A program like the CrISP program
may provide a safe and supportive environment for a student that may not have that
level of support or understanding within their home department” (Thornton Dill,
Zambrana, & McLaughlin, 2009, p. 267). Likewise, in the Minority and Urban
Education (MUE) program at UMCP, faculty began a pro-seminar for new Ph.D.
students in the fall of 2007 to create a “safe” space for new students to learn from
advanced graduate students, vent, and discuss racial topics free from censure. |If
more institutions created programs, centers, or departments modeled &HeroCR

the MUE pro-seminar, it’s likely that more students of color would develop irgerest
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in pursuing doctorates if they know there were cultural spaces in place to niogiure
identities and their scholarship.

Furthermore, campus administrators, department faculty, and other key
stakeholders in higher education need to work to reduce the stigma assodiated wi
race-conscious centers and programs. “If White students or faculty do not urdlersta
why Black or Latino or Asian cultural centers are necessary, then theymeed t
helped to understand” (Tatum, 1997, p. 250). These spaces are a necessary
component in the identity formation for students of color. Additionally, these spaces
can also benefit majority students and faculty as well, by enriching thesitiven
campuses.

Research evidence clearly indicates that greater exposure to raciti@ind e

diversity in college leads to growth in democracy outcomes. Students who

have been exposed to greater diversity are more likely to demonstrate
increases in racial understanding, cultural awareness, and appreciation,
engagement with social and political issues, and openness to diversity and

challenge (Milem & Hakuta, 2002, p. 408).

As evinced by the perpetual battles against Affirmative Action prograei® is a
clear misunderstanding by some white students and faculty about the role and
importance of race conscious or cultural specific initiatives. In order ® caltural
awareness, thoughtful approaches, not superficial solutions like admittingiaaha

amount of students of color, should be designed to facilitate cultural exchanges.
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Limitations

The scope of this research was intended to primarily examine the role that
race plays in the experiences of students of color at predominantly whitigtiomss.
However, there were several other factors that may have augmestesstarch that
are limitations of this study. When | set out to do this research, one of my gmals w
to explore how the intersections of race/ethnicity, class and gender igipektand
Latino students. However, within my analytical framework race dominated the
conversation and issues around gender were never fully teased out and examined. In
addition to gender, this research also did not consider the role of sexuality and sexual
preferences within those experiences. As a result, many of my findingsalydis
are presented through a heteronormative lens. In future research, | hope to delve
more into the ways in which the role and acceptance of sexuality has evolkigd wit
the academy over time. Other limitations of this study center on thesi@stasd
analysis of Black and Latino relations. Additional research is needed to fleste out t

nuanced dynamics of their interactions together within higher education.

CONCLUSION

This study has attempted to explore the issue of Black and Latino under-
representation in doctoral programs by examining the evolution of their experiences
then, during the 1960s-1970s, and now during tfiechtury. This research was
initiated in part by my own experiences as a doctoral student of color attending a
P.W.l. In an effort to understand more about my own experiences, | designed a study
that would not only explore what patterns were present within the experiences of

Black and Latino students, but that would also provide a historical context to further
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understand why certain trends exist. | was able to unearth several Gaiticas that
impacted their experiences by examining and comparing the culture anteaiima
predominantly white institutions over time, coupled with the tools and strategies
employed by these student populations to navigate through the doctoral process. The
major findings of this study revealed that the culture and climate of predotyinant
white institutions, as it pertains to doctoral students of color, is still chagreacism.
In order to combat these forms of oppression, both generations of scholars that |
interviewed heavily relied on the support of other students of color. Those peer
networks were a major source of motivation, inspiration, and persistence. This patter
suggests that it is vital to increase the numbers of Black and Latino studirs wi
academia because their increased presence positively impacts thamiacadeEess
and retention. A major contribution of this study is that it can be situated within
multiple fields. Within American Studies it broadens traditional discussiorzxef r
and identity by situating the conversation within the context of education and
exploring its role in relation to subversive forms of social capital. Furtheymore
within higher education the existing literature is replete with contemporary
experiences of Black and Latino students. There are few studies like thistone tha
formally compare the historical and contemporary experiences, thus pegraitti
more nuanced understanding of change over time.

On a practical level this research is also valuable because it provides
predominantly white institutions, departments, faculty, and students with a better
understanding of what factors shape the experiences of Black and Latino students i

graduate school. Moreover, is also provided a cultural narrative of empowerment
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through which I, and hopefully other doctoral students of color, can use to affirm our

identities and their experiences.
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Appendix B: “Study Participants Needed” Flyer
STUDY PARTICIPANTS NEEDED!!!
Are You a Full-Time Doctoral Student?

Are you enrolled in an Arts/Humanities Program?

Areyou African Americanor Latino/a?

Study participants are needed for a dissertation pr oject seeking
to gain an in-depth understanding about the experie nces of Black
and Latino/doctoral students at Predominantly White
Institutions.

CRITERIA FOR PARTICIPANTS:

1. African American or Latino/a Males and Females

2. Currently enrolled in an Arts/Humanities doctora | program at a
Predominantly White Institution
3. Enrolled at an institution on the East Coast or in the Southeast
4. Participated in any form of a pre-doctoral prepa ratory program

(i.e. McNair, Mellon, IRT)

*Confidentiality will be maintained by assigning ps eudonyms for
participant names and institutions

DETAILS OF PARTICIPATION:
1. Complete a brief questionnaire (5-10 minutes)

2. Participate in 2 separate interview sessions eac h about 1 hour in
length that will take place at a date/time and loca tion of the
participant’s choice

* All participants will receive a $25 Barnes and Nobles Gift Card

Please Contact Kristen Hodge at hodgekristen@yahoo.cofar further
details
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Appendix C: Study Outline

Study Outline

Diversity and the Doctorate: The Experiences of Black and Latino
Doctoral Students

Kristen N. Hodge

Proposal Abstract

From 1976-77 to 2003-04 the number of doctorates awarded to all minorities only rose from
7.7% to 15.2% (National Center for Education Statistics [NCES], 2005nheCf3, 398
doctorates conferred during the 2003-04 school year, African Americans axttum2, 727
(5.4 %) and Latinos accounted for 1,558 (3.2 %) of that total. (Cook & Cordova, Aameric
Council of Education [ACE], 2006, Table 18). Despite marginal gains in the number of
Black and Latino students pursuing and earning doctorates since the 197@sntireie to
be severely under-represented in doctoral education. In an effort to bettestamdiéhe
historical phenomenon of under-representation at the doctoral legabaBtack and Latino
students, | will conduct a qualitative study of a select group of former anahicBiaek and
Latino doctoral students in order to extend the current discourse beyondajwantiudies
and personal narratives. The purpose of this research is to gain awedgstanding and
learn more about the lived experiences of current and former Black &ind Hactoral
students as a way to address the phenomenon of under-representation. Mk odgeetive
is to use student perspectives from the 60s-70s and currently during'tteniry to
construct a historical narrative of their experiences. My uldrgagl with this research is to
be able to make suggestions about how to increase the presence otithersiegpsipulations
by evaluating if the experiences of Black and Latino doctoral studergschanged over
time and what that may or may not mean about the culture and climate of Antegoar
education.

Participant Criteria

1. African-American or Latino/a (including Chicano/a) Males and Fesnale

2. Arts/Humanities doctoral program

3. Predominantly White Institution

4. Pre-doctoral Prep Program (any type of program designed to prepare studéodtoral
education)

Details of Participation

1. Informed Consent form (5-8 minute3: All participants will be required to sign and date
an informed consent form that details participant requirements, cotidility, risks of
research, benefits of research, who to contact about questions.

2. Written Questionnaire (5 minutes): The questionnaire is a basic survey to obtain basic
demographic information about the participant’s background.
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3. First Interview Session (approximately 1 hour):the purpose of the first
interview session is to gather more detailed background information about the
participant and to learn more about their perspective on contemporary issues of
race/class/gender.

4. Second Interview Session (approximately 1 hour, only current studentsthe
purpose of the second interview session is to gather more information specifically
about the participant’s graduate experiences and to learn more about thectperspe
on contemporary issues in higher education.

* All participants will receive a $25 Barnes and Nobles gift card upon completion of
the second interview session and receipt of the consent form and background
guestionnaire

Confidentiality:

Participant names and institutions will not be included on collected data (including
written questionnaire), or dissertation documents. A pseudonym will be assigned to
participants and their graduate institutions.

*Member checks: Participants will have the opportunity to review interview notes
and transcriptions, once they are typed, to ensure accuracy.

Phone Interviewees:

For those participants involved in phone interviews instead of in-person interviews
please provide your current mailing address so that all forms and the gifaoaod c
mailed to you. Upon completion please mail the informed consent form and written
guestionnaire to:

Thank you for your support!
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Appendix D: Consent Form

Project Title Diversity and the Doctorate

Why is this research being done? This is a research project being conducted by Krid¥l. Hodge
at the University of Maryland, College Park. We amviting
you to participate in this research because youAdrecan
American or Latino/a and are/were enrolled in a twal
program at a predominantly white institution. Terpose of
this research is to learn more about the lived expees of
Black and Latino doctoral students at predominanthite
institutions.

What will | be asked to do? The procedures involve two interview sessions ndunihich
you will complete a demographic questionnaire dreht
participate in two separate interviews. (Please attached
guestionnaire and interview guide). The total tifmeyour
participation will be 2 hours. The first interviesessions will
be for 1 hour and the second interview sessionaksiy be for
1 hour. Each interview will occur on separate days place
and time agreed upon by you and Kristen N. Hodge.

What about confidentiality? We will do our best to keep your personal inforimati
confidential. To help protect your confidentialifg) your
name will not be included on the questionnaire thieo
collected data; (2) a pseudonym will be placedtmn t
guestionnaire and other collected data; (3) throulgl use of
an identification key, the researcher will be atddink your
guestionnaire and other to your identity; and (4)yothe
researcher will have access to the identificatiey.df we
write a report or article about this research projeyour
identity will be protected to the maximum extergsilule.

This research project involves making [audiotapafsyou
during both interview sessions. The audio tapesfzhare
being made for transcribing purposes. The principal
investigator, Dr. Victoria-Marie MacDonald, and tlee-
principal investigator, Kristen N. Hodge, will haaecess to
the audiotapes. The audiotapes will be storedhéinitome
office of Kristen N. Hodge. The records of thisearch will be
destroyed upon the completion and approval of Ens\l.
Hodge’s dissertation.
| agree to be audio-taped during my participatiorthis
study.
I do not agree to be audio-taped during my
participation in this study

Your information may be shared with representatofethe
University of Maryland, College Park or governménta
authorities if you or someone else is in dangeif are are
required to do so by law.

What are the risks of this The possible social or psychological risks fouyoay derive

research? from your willing disclosure of your family, and/ academic
experiences. There are no physical, financial egal risks for
you.
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Page 2 of 3
Initials Date

Project Title

Diversity and the Doctorate

What are the benefits of this
research?

This research is not designed to help you personally, but
the results may help the investigator learn more about
experiences of doctoral students of color at
predominantly white institutions. We hope that, in the
future, other people/institutions/organizations might
benefit from this study through improved understanding
of what strategies should be implemented to increase
representation and retentions of doctoral students of
color.

Do | have to be in this
research?

Can | stop participating at any
time?

Your participation in this research is completely
voluntary. You may choose not to take part at all. If you
decide to participate in this research, you may stop
participating at any time. If you decide not to participate
in this study or if you stop patrticipating at any time, you
will not be penalized or lose any benefits to which you
otherwise qualify.

What if | have questions?

This research is being conducted by Kristen N. Hodge
the University of Maryland, College Park. If you have
any questions about the research study itself, please
contact Kristen N Hodge at: The University of
Maryland, Holzapfel Hall, or hodgekristen@yahoo.con
If you have questions about your rights as a research
subject or wish to report a research-related injury, please
contact:Institutional Review Board Office, University
of Maryland, College Park, Maryland, 20742;
(e-mail) irb@deans.umd.edy (telephone) 301-405-
0678

This research has been reviewed according to the
University of Maryland, College Park IRB procedures for
research involving human subjects.

=

Statement o f Age of Subject
and Consent

Your signature indicates that:
you are at least 18 years of age;,
the research has been explained to you;
your questions have been answered; and
you freely and voluntarily choose to participate in this
research project.
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Page 3 of 3

Initials Date
Project Title Diversity and the Doctorate
Signature and Date NAME OF SUBJECT
SIGNATURE OF
SUBJECT
DATE
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Appendix E: Interview Guide Second Generation

First Interview Session

1. Describe your family background?

2. What were your experiences like growing-up?

3. How do you feelace/class/gendampacted your experiences growing up?
4. Define what “diversity” means to you.

5. Currently how do you think “diversity” is functioning in U.S. Society? In
Higher Education? In your Department?

6. What do you believe are the perceptions of people from your race/ethnicity
in U.S. Society?

a. Within higher education?

7. How would you describe your personal experiences with diversity?

8. What are your thoughts about Affirmative Action?

9. How have you experienced or not experienced Affirmative Action in your
life?

10.How did or has your family background influenced your decision to attend
graduate school?

11.What are/were your family member’s thoughts about your participation in
higher education?

12.What type of institution did you attend in undergrad?

13. Why did you decide to pursue a Ph.D.?

14.What historical events were occurring when your started undergrad?
Graduate School?
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Second Interview Session

1. How has/was your undergraduate and graduate school experiences been
similar or different?

2. What do you believe are the necessary tools for successful graduate
completion?

Have you had access to all of these tools in your program?

3. What stage are you in your program?

4. Describe the racial diversity within your doctoral department?

5. How many students of color were/are there in your program?

6. Describe the racial climate of your department?

7. What were your initial experiences in your department as a student &f color
8. How did/have those experiences evolved throughout your matriculation?
9. What are/were your research interests?
10.How was/has your research been received in your department?
11.What was/has the faculty support system like in your department?
12.Do you have a faculty mentor?
13.What type of rapport do you have with the students in your department?

14.What have/were your experiences been like interacting with white students?
With white Faculty?

15.Were/are there any social networks specifically for students of your
race/class/gender?

16.Did/does your department offer culturally-relevant courses for your needs?
17.How satisfied were/are you with your department’s curriculum?
18.What are your career aspirations?

19.What forms of professional development have you had access to?
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20. What does your funding package consists of?

21.What are your thoughts about the severe under-representation of Black and
Latino men in higher education?

22.Are there any collaborative efforts among the Black and Latino student
populations in your department?

23.What has been the most difficult experience for you as student of color in your
department?

24.What have been the most useful things to you as doctoral student of color in
your department?

25.Overall how would you describe your experiences as a doctoral student of
color at a predominantly white institution?
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9.

Appendix F: Interview Guide First Generation

. Tell me a little bit about your family background and you experiences

growing up.

What were you schooling experiences like growing up?
Tell me about you undergrad experiences.

Why did you decide to pursue a Ph.D.?

What was the culture and climate like in grad school at a P.W.I. as a person of
color?

Did you receive any minority fellowships or participate in any programs
specifically for minorities during that time?

a. From your understanding why were these programs created?

What were your views on affirmative action at the time you were pursuing
your doctorate? What are your views now on affirmative Action?

How, if at all, did Affirmative Action impact your experiences in undergrad or
grad school?

What other historical events occurred during your undergrad/grad tenure?

10.Do you think minority fellowships or opportunities are still necessary today?

11.How if at all do you think the culture and climate of doctoral education has

changed for students of color now pursuing doctorates at P.W.I?

12.Some of the most striking patterns | gathered from current doctoral students

included:What are your thoughts about these patterns and did you have any
of these same experiences?

a. Distant interactions with white peers in the department and developed
close friendships with other students of color. However racial
background of their mentor was not as important so long as that person
was supportive.

b. Feel like they're viewed as the “exception” to their race

Research interest were culturally relevant

Participation in any form of a Pre-Doctoral Prep Program strongly
prepared them for the potential racial dynamics of attending a P.W.1.
e. Strong level of “appreciation” for being paid to go to school

oo
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Appendix G: Demographic Survey

Written Questionnaire Second Generation

Confidentiality: | will do my best to keep yourgenal information confidential. To help proteciuy
confidentiality: (1) your name will not be included the questionnaire or other collected data;§2)
pseudonym will be placed on the questionnaire ahdracollected data; (3) through the use of an
identification key, the researcher will be ablditk your questionnaire and other to your identignd
(4) only the researcher will have access to thaiifieation key. If we write a report or article about
this research project, your identity will be proted to the maximum extent possible.

Preferred Pseudonym

(Please list all degrees awarded or expected conferral date)?

1. How would you describe your race?

2. Where were you born?

3. What is your date of birth?

4, What is the highest level of education you have completed to datg
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5. What year did you start your doctoral program?

6. What is your current field of study?
7. What is your parents’ highest educational level?
Father
Mother
8. How would you describe your socio-economic background? (Cirgle
One)

Upper Class  Upper-Middle Class  Middle Class  Lower-Middle Class
Lower Class

9. What is your marital status? (Circle One)

Married Separated Divorced  Widowed Never Married
Other
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Written Questionnaire First Generation

Confidentiality: | will do my best to keep yourgenal information confidential. To help proteciuy
confidentiality: (1) your name will not be included the questionnaire or other collected data;42)
pseudonym will be placed on the questionnaire ahdracollected data; (3) through the use of an
identification key, the researcher will be ablditk your questionnaire and other to your identignd
(4) only the researcher will have access to thaiifieation key. If we write a report or article about
this research project, your identity will be proted to the maximum extent possible.

Preferred Pseudonym

10. How would you describe your race?

11.  Where were you born?

12. What is your date of birth?

13. What is the highest level of education you have completed to dat
(Please list all degrees awarded)

[1°]
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14. What year did you start your doctoral program? What year did you
finish your Ph.D.?
15. What was your field of study in graduate school?
16. What is your current field of study or occupation?
17. How would you describe your socio-economic background growing u
(Circle One)

Upper Class  Upper-Middle Class  Middle Class  Lower-Middle Class rIGlags

D?

18. What was your marital status in graduate school? (Circle One)

Married Separated Divorced Widowed Never Married
Other
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