






































students may consider their age when their degrees are conferred; this age factor may lead
them to contemplate the value of even beginning doctoral studies. Other graduate
students may wonder if they would ever finish their studies. In addition, Braddock (1992)
pointed out that perhaps students do not have a clear understanding about the entire
doctoral process and may feel reluctant to commit themselves, even after beginning a
program. Both authors seemed to agree that there are several variables that may affect the
participation of students in doctoral programs. “Students leave programs of graduate
study--either on their own volition or because of the decisions of others--at various stages
along the path toward the doctorate. The personal, economic, and institutional
consequences of not completing the doctorate may vary considerably, depending on the
point in the process at which the attrition occurs”(Bowén & Rudenstine, 1992, p. 111).
Bowen and Rudenstine (1992) revealed that, while there have been a number of
studies about certain facets of graduate education, a limited number of systematic studies
have been devoted to doctoral education in general. These authors cited that the major
complication in studying the effectiveness of a doctoral education was due to the fact that
students pursue doctorates sporadically, that is, part-time and full-time, over a period of
years. More disturbing is the fact that data regarding the activities and experiences of the
graduate students are not automatically compiled. Data compilation for doctoral students
only occurs when they actually complete the doctoral program. An obvious question
arises: Why does this practice of not documenting the experiences of all doctoral students
continue to exist, when it appears that such data could have a significant impact upon the

recruitment, retention, and completion of students in doctoral programs? College and



universities appear to lack pertinent information regarding participants in doctoral
programs. In their book /n Pursuit of the Ph.D.,Bowen and Rudenstine (1992) used data
from disciplines fields at 10 universities and estimated that approximately 87% of all
students who entered an doctoral program will return for a second year; 80 % of them will
complete the coursework, and 81% of these students will obtain a doctoral degrees. The
authors were presidents of the Mellon Foundation and Harvard University who found that
half of all students who entered doctoral programs ever complete the degree. No specific
rate is noted for African American in particular, however they do note that the dropout
rate for women is significantly higher than it is for me.

Little is known about the personal and background characteristics of the minority
doctoral pool due to the way in which the data are merged within higher education.
Bowen and Rudenstine (1992) recommended that data collected during the entire doctoral
experience would be of special interest to researchers in determining the attrition rate,
especially in studies that focus upon the factors that affect the continued participation of
minority students in doctoral programs.

In particular, data on minority population of African-American women who
possess doctoral degrees could have a special and direct influence on the recruitment,
retention, completion and career development of future generations of young minority
students who desire to become scholars and professionals. These African-American
women can make unique contributions to the advancement of learning and to other
cultures in American society. For instance, they can encourage young African-American

women to begin thinking about the possibility of entering doctoral programs, contribute to
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the support systems for African-American women already in programs, and encourage
diversity among populations.

The educational experiences of African-American women have not been
thoroughly examined, although statistics continue to show that very few African-American
women are enrolling in and successfully completing doctoral programs. Signs of
diminishing participation of African-American women in doctoral degree programs are
documented by the Thurgood and Clark (1995) and the Virginia Department of Education
(1994). A review of these reports revealed a low number of African-American women
participating in doctoral programs on an annual basis, however, there are no data that
explain in detail the reasons for the low participation. Some of the reasons for the low
participation of African-American women may be found in the unexplored factors
regarding the educational experiences of these women in doctoral degree programs. The
experiences of African-American women and how they perceive the academic and social
realms of a college or universities have been virtually unexplored. These factors or issues
could have a significant impact on their participation in doctoral programs and their
perceptions of these factors could have critical implication s for the retention,
participation, and successful completion of female African-American graduate students.

Studies have indicated that the success of African-American women in doctoral
programs may be based upon on their educational experiences (Astin, 1985; Lenning,
1980; Levine, 1989; Scott; 1995). Additional research, however, may be required to
specifically focus upon the experiences that may not only indicate their successes, but that

will indicate those factors that significantly influence the recruitment, retention and



participation of these women in doctoral programs. The selected demographic variables
for this particular study that may affect participation included marital status, age, and
number of children. For the purposes of this study, the focus was limited to examining the
reasons African-American women enter doctoral programs and the factors that affected

their participation in these programs.

Statement of the Problem

There are few African-American wbmen who become role models in the academic
arena. The small number those who are women completing doctoral degrees in the
Commonwealth of Virginia and the lack of information that is available regarding the
experiences of African-American women who are curréntly enrolled in doctoral programs,
constitute the problem addressed by this study. While there have been studies that have
sought general information about women in graduate and doctoral studies, few have been
concerned with the specific perceptions of African-American women regarding the factors
that influence their continued participation in doctoral degrees. Matthews and Jackson
(1991) stated that “very little research that has been published in recent years which
directed its attention to African-American women at the postgraduate level; and even
fewer investigations have attempted to identify critical factors that were associated with
success among this population” (p. 106). Cowell (1985) stated that little attention had
been given to strategies and programs for retaining minority and women students in higher
education; and that enrollment patterns over the past ten to fifteen years document a

significantly lower retention rate for these students.



The paucity of research regarding the experiences of African-American women in
doctoral programs may limit the ability of colleges and universities to readily identify and
examine the issues and trends that enable them to serve this population of students more
efficiently. By collecting data which provide documentation of the experiences of doctoral
students, colleges and universities have the opportunity to obtain information that is useful
in recruiting and retaining these students. This research attempts to provide useful
information on the characteristics, backgfounds, and experiences of~Aﬁ'ican-American
women as well as examines some of the factors that influenced their continued

participation in doctoral programs.

Purpose of the Study
This study was conducted to identify and examine the factors that affect the
participation of African-American women in doctoral programs and to add to the body of
knowledge relative to their educational experiences. Data for this study were collected
from African-American women who were enrolled in doctoral programs between the years

1992 and 1994. The findings of this study will be made available to the six colleges and

universities that offer doctoral degree programs.

Research Questions
The following questions guided the research:
1. What are the demographic characteristics ( marital status, age, number of

children, sources of financial assistance, education of parents and spouse,



current program status) of African-American women in doctoral degree
programs at selected institutions of higher education in the Commonwealth of
Virginia? What is the profile of the typical African-American woman doctoral
candidate?

2. What is the primary reason that African-American women enroll doctoral
programs? What are other reasons for entering? Do observable differences in
the primary reasons for entering appear to exist related to the selected
demographics of marital status, age, and number of children?

3. What are the factors that influence the continuing participation of African-
American women in doctoral programs? Do observable differences in the
factors that influence participation appear to exist related to the selected
demographics of marital status, age, and number of children?

Significance of the Study

This study is important for its examination of the factors that African-American
women regard as affecting their participation in doctoral degree programs in anticipation
of developing strategies for improving retention rate. Through this study, it may be
possible to identify and examine these factors and to provide colleges and universities with
significant data that can be used to develop a base from which to respond to the needs of
African-American women in doctoral programs. These data can be useful to institutions in
making decisions about developing innovative programs, improving services, and
designing policies and practices that will improve recruitment and retention of African-

American women students in doctoral programs.



Limitations of the Study

Limitations of this study were as follows:

1. The willingness and honesty of the subjects in completing each item on the
instrument used in this study were crucial to the results of the study; it is
not known how much reflection they had done to identify clearly the factors
that influence their participation.

2. Neither the students nor the institutions selected were representative of all
African-American doctoral students or all doctoral-granting institutions in the
United States; conclusions cannot be drawn about the population because of

those not found.

Chapter Summary

This chapter introduced the purpose of the study which was to examine African-
American women’s’ participation in doctoral programs and some of the difficuities they
encounter that test their determination and persistence to reach their goals. There are
specific factors that significantly affect their continued participation that are deemed
germane to the doctoral experience.

The educational experiences of African-American women, in particular, are being
studied because this population of women is virtually unexplored. Most of the literature
related to the factors that affect African-American women does not include information
regarding their opinions and perceptions related to their experiences. The factors that

affect their experiences could have implications regarding their continued participation and
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success in doctoral programs. These perceptions could play an important role in providing
institutions with useful data that could improve the recruitment, retention, and successful

completion of African-American women in doctoral programs.
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CHAPTER 2

LITERATURE REVIEW

Introduction
This chapter reviews background literature on several areas related to the
educational experiences of women. This study was organized to include the following
areas: (a) research on graduate programs, (b) minority participation in doctoral programs,
(c) historical and educational background, (d) enrollment trends, (e) demographic
characteristics, (f) reasons African-American women enroll in doctoral education,
(g) factors affecting the participation of African-American Women in doctoral programs,

and (h) chapter summary.

Historical and Educational Background

Slater (1994) pointed out that for nearly two centuries after the first institution of
higher learning in the New World was established (1636), no African-American student
had received a degree from any American college or university. Based on such
disparaging data, it is necessary that an overview of the cultural aspects and the historical
background of African-American women be addressed to help readers to clearly
understand the educational orientation and the multiple hurdles which African-American
women had to overcome.

Ihle (1992) depicted a wide range of experiences in African-American women’s

pursuit of higher education in her book, Black Women in Higher Education. African-
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American women had a persistent determination, in face of many obstacles, to gain
knowledge and empowerment through formal education at colleges and universities. The
author also recognized that African-American women who pursued a college education in
the nineteenth century were truly brave, as the idea of a college education for any women
of any race was a controversial subject in any circle.

Hines (1993) noted that during the eighteenth and nineteenth centuries, the image
of the African American woman was one that was inferior; African-American women were
prevented from obtaining an equal education and other freedoms; they encountered many
barriers and atrocities that had to be endured in order to just obtain a general education .
There were fewer than four institutions that existed solely for African-American women in
the twentieth century, and most African-American colleges in the South were devoted to
preparatory and secondary education. It should also be noted that the continuing
reluctance of society to recognize the educational attainments of African-American
women prompted the establishment of colleges that were exclusively for African-American
women.

In 1962 Oberlin College in 1962, was the only institution in the nation that would
admit both African Americans and Caucasian women to study with Caucasian men.
Oberlin College played an important role in the history of women’s education and had a
very early commitment to enrolling African-Americans.

Bowen and Rudenstine (1992) reported, “Doctoral programs did not exist in the
United States until 1876, when the first such program was established at Johns Hopkins

University” (p. 19). According to Hines (1993), the findings of a 1946 survey of African-
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American holders of doctorates and professional degrees showed that since the
establishment of the doctoral program in 1876 there were 381 African Americans who had
earned such degrees, but only 45 of these degrees were held by African-American women.
These 45 African-American women received doctoral degrees from predominantly white
institutions. Guy-Sheftall and Bell-Scott (1990) stated that the educational needs of
African-American women have not changed essentially over the past century; access to
higher education is still a problem; racist and sexist attitudes still persist; and the quality
and appropriateness of educational experiences are often of a questionable nature for

African-American women.

Retention in Graduate Programs

Berelson (1960) conducted one of the first major comprehensive reviews about the
concerns regarding graduate education, in general, and doctoral education, in particular;
no other major publication relative to the graduate experience has been conducted since
that time. Because graduate students interrupt or terminate their programs of study at an
alarming rate, there is a need to identify and examine the factors that affect their
participation as related to retention and attrition. Slightly over 50% of the graduate
students (i.e. M.S., Ed.D., Ph.D.) across the nation do not complete their degree
requirements (Benkin, 1984; Syverson, 1988). According to Smith and Valentine (1987)
the attrition rate of doctoral students at some institutions has been estimated to be as high
as 60%. What are the factors that influence graduate students to conclude their programs

before completion? What are the factors that influence their continued participation?
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Naylor and Sandford (1982) indicated that there are limited data concerning
graduate student retention, especially in the case of data regarding doctoral student
retention; this lack of data makes it difficult to predict the retention rates of African-
American women. Slater (1994) found that most studies concerned with the enrollment
African-American women appeared within the last two decades. While there is an
increased interest in the educational experiences of African-American women at the
doctoral level, much remains to be done to develop a substantial body of literature on the
subject that will assist in improving the recruitment, retention, and completion of doctoral
degrees.

Minority Participation in Doctoral Programs

An examination of the literature reveals that very little research has been done
related to minority participation in education which have addressed the experiences of
minorities students and their involvement in doctoral education. There are, however, a
number of statistical reports that provide numerical data regarding this population.

Graduate school enrollments for minority students grew more rapidly

than those for white students between 1988 and 1990. . . Despite gains
in minority students, they represent a small portion of total graduate
enroliments. There were enrollments. There were approximately
1,221,000 white graduate students in 1990, but only 187,000 minority

graduate students; minority graduate students were approximately 11.9

percent of the total graduate enrollment (Brown, Clewell, Ekstrom, Goertz

& Powers, 1994, p. 16).
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The Chronicle of Higher Education (1992) reported that among doctoral degrees
awarded to United States citizens, 89.6% of the doctoral degrees were awarded to
Caucasian citizens and 10.4% to minority students. Levine (1989) pointed out that much
of the existing data and studies on minority education entailed survey research on minority
students’ achievement, attainment, and aspirations. He further indicated that additional
research must be conducted to focus primarily on (a) describing what educational
institutions are doing regarding minority education, (b) assessing the effects of these
institutions on minority student outcomes, and (c) determining and describing the
environmental conditions and context in which minority education takes place. These
data are critical to understanding and enhancing minority student achievement.

Nettles (1990) indicated that relatively few African-American students enter
graduate school and even fewer succeed in obtaining doctoral degrees. The following
information was cited by Bernard Bruce who stated:

Research shows that for every student who completes his or her

doctorate one gives up. This means that while 32,000 people in the

U.S. were awarded Ph.D.s last year, another 32,000 were denied.

The problems associated with getting a doctorgtes cut across gender,

race and culture. Some people dropout to start families or they run

into financial problems. All of these factors impact on getting a doctorate,

but the situation is multiplied for minorities (Wiley, 1992, p.37).

Santovec (1992) concluded that minority education was the single most important

trend through the early years of the twentieth century. While demographics showed a
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growing minority population, the college attendance rate had not kept up with the
increasing numbers. Institutions must pay attention to the perceptions of minority
students regarding specific factors that influence their participation. Thomas, Clewell, and
Pearson (1992) found that the six graduate institutions in their study decidedly placed
more emphasis on recruitment of minority students than on their retention. The more
successful recruitment strategies appeared to be those that utilized the more assertive,
direct, and personal approaches such as networking and the recruitment of an institution’s

own undergraduates.

Enrollment Trends

Statistics reported by the Virginia Department of Education (1995) indicated that
there were a total of 1,689,000 million students enrolled in graduate school across the
nation; 918,000 or 53% were female students and 771,000 or 47% were male students.
Statistics also revealed that of this total number of women, only 64,300 or 7% of the
graduate students were African-American women.

The U.S. Census Bureau (1989) reported the total U.S. population as
257,800,000, a total of 32,174,000 individuals (12%) were African Americans and of the
number 16,932,000 or 53% were African-American women. A report by the National
Center for Educational Statistics (1986) indicated that African-American students
represented 12% of the total U.S. population, but only earned 4.7% of the doctorates.
Thurgood and Clarke (1995) reported on the results of data collected in the 1993 Survey

of Earned Doctorates which was sponsored by five federal agencies. The five agencies
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were U.S. Department of Education, National Institute of Health, National Science
Foundation, National Endowment for the Humanities, U.S. Department of Agriculture and
conducted by the National Research Council. It was reported that out of a total of 39,754
doctorates awarded in 1989, only 1,106 (2.8%) were earned doctoral degrees by African-
American women (1.7% of the total degrees awarded) in comparison to 10,366
Caucasian women who had earned doctoral degrees (26% of the total degrees earned)
during this same period. This report included the total number of African-American
women receiving doctoral degrees for the years 1991 and 1992 as 586 and 569
respectively and the total number of Caucasian women earning doctoral degrees for these
years as 9,738 and 10,054, respectively.

A report by the American Council on Education (1994) supported the premise
that, while many women return to higher education, African-American women comprised
a comparatively small number of the women who have been awarded doctoral degrees.
While it is recognized that a very small number of African-American women earn doctoral
degrees annually, it appears more than likely that based on the trends of prior years the
numbers may remain low. Williams-Coyle and Maddy-Berstein (1990) believed that
institutions had to address the many issues that existed for African-American women in
order to improve the academic and economic achievements for both women and girls.
One of the more current review shows the following:

The overall trend in the number of African-American women earning doctorates is

favorable. For African-American women, the progress has been extraordinary.

African-American women earned 805 doctorates in 1995, up 17% from a year
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earlier and up 82% from their 1987 total. In 1995 African American women
earned 62.5%--close to two thirds--of all doctorates awarded to African

Americans (Black Women, 1997, p. 20).

Demographic Characteristics

The research supports the significant influence that various demographic
characteristics have had upon students and their participation in doctoral programs. This
literature elaborates upon demographics characteristics such as age, marital status, number
of children, financial assistance, and education of parents and spouse. These variables may
be important considerations that determine the continued participation of African-
American women in doctoral programs and should be explored to gain new perspectives.
The factors that have been identified may very well be factors that influence students’
decisions to enter, remain in, or complete doctorate programs. Brown (1992) concluded
that certain demographic trends and factors contribute to the under-representation of
minorities in graduate education and that such trends and factors may possibly start from
the high school and community college level. For instance, the U.S. Bureau of Labor
Statistics (1988) suggested that the decline in the number of students dropping out of high
school was contributing to the decline in the number of individuals attending college.
Research also showed that students sometimes choose alternatives to four-year colleges,
such as work or two-year colleges. Brown (1988) found this to be a serious problem,
since minority degree attainment indicates that it is at the-two-year institutions where

African Americans are more likely to drop out of college thus are less likely to complete
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bachelor’s degrees much less enter graduate or professional schools; a majority of African
Americans began their education in two-year institutions.

Several studies have compiled a definite and consistent profile of the women who
enter higher education systems (Astin, 1976; Christian & Wilson, 1984; Patterson &
Blank, 1985). These profiles include women students with the following characteristics:
Caucasian, married, having at least two children, median age range between 30 to 34
years, having specific long-term goals, a family income of $30,000 to $40,000, possessing
a bachelor’s degree in liberal arts, a master’s degree in education or the liberal arts, seven
years since the master’s degree, history of employment in a collegiate institution, and
enrolled part-time in a college or university.

Bowen and Schuster (1986) observed, however, that there was little information
available on the personal and background characteristics of minorities in doctoral
programs. Data collected by the National Research Council (1989) reported that
minorities would be less likely to be married at the time of receiving their degrees and that
African Americans were usually older, rather than younger, when they completed their
doctorates. Gilford and Snyder (1977) indicated that a higher percentage of African-
American students begin graduate study after a delay of nine years or more after receiving
the baccalaureate degree. The profile of minority doctoral students presents similarities
and contrasts. For example, compared to the Asian American and Hispanic pools, the
African-American pool of doctorates is shrinking. Moreover, the African-American
doctoral candidate is more likely than other minorities to be female, older at receipt of the

doctorate, married and have parents who are among those with the lowest educational
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attainment, and earn their doctorates primarily in education, and the social sciences
(Brown, 1988, p. 9).

Because of the paucity of research about the specific educational experiences of
African-American women, their presence and their profile are yet to be clearly described.
Consequently, there is a need to explore the characteristics of African-American women
and the reasons they enter doctoral programs in addition to identifying and examining the
factors that affect their continued participation. The following factors have been identified

in the literature research as having some influence upon educational pursuits:

Marital Status

Simmons and Thurgood (1995) reported the 1994 results of data collected in the
Survey of Earned Doctorates which was sponsored by five federal agencies NSF, NIH,
NEH, DOE, USDA and NRC. It was reported that out of a total of 41,011 subjects that
51.5% of the women receiving doctoral degrees were married, 38.9% were not married,
and the marital status of 9.6% of these women was unknown. Brown (1988) indicated
that marriage was less common among 1986 doctorates, and that minorities were less
likely than the general population of doctorates to be married at the time of receiving their
degrees. Married women who pursue academic degrees have a multitude of roles and
responsibilities. Solomon (1976) suggested that marriage and family responsibilities may
limit women academically.

Galler (1977) conducted a study of 20 married women with children. Ten

women were in traditional fields of study and ten were in non-traditional fields. Those in
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traditional fields were more committed to being a wife and a good mother and were more
accommodating towards their mates, while those in non-traditional fields were more
committed to their mates. McAdoo (1987) suggested that major changes in the marital
status contributed to the growing diversity among African-American families. African-
American women have become a growing part of the increase in the number of divorced,

separated, and single individuals in the United States.

The age of African-American women at the time of enrollment in doctoral
programs and at the time of completion of the doctorate degree are an issue for some
students who pursue doctoral programs. Prior research by Brazziel (1992) showed that
the average age of all students at the time they received the bachelor’s degree was 25
years of age. The author also found over 25% of the older students who attained a
doctorate had begun their college careers in junior or community colleges and those with
support completed their degrees in fewer years than those with little or no support.
Simmons and Thurgood (1995) suggested that the average age of women, in general, at
the time of receiving doctoral degrees was 35.6 years of age. Simmons and Thurgood
(1995) also showed the average time lapse from the baccalaureate to the doctoral degree
range from 7.5 years to 12 years. Students who enroll in doctoral programs may consider
their age at time of enrollment in conjunction with their projected length of time to

completion.
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Number of Children

Child care responsibilities can make it more difficult for women to participate and
successfully complete their education. According to O’Bara (1993), child care is more
readﬂy available for preschool children, even though it is seldom offered at a time beyond
the afternoon. After-school care services for school-age children are also only available
for limited time periods. This period of time usually does not include the evening hours
when graduate classes are ofien scheduled at colleges and universities.

Allen (1990) pointed out that a disproportionate number of African-American
families are headed by women with no male present. it was revealed that there were 16.3%
of Caucasian families with children under 18 were headed by women as compared to
51.6% of African-American families.

Manzo (1994) conducted a study of minority women at the American University in
Washington, D.C. who were enrolled in the graduate programs. Students in the program
were given personal attention and the needed support throughout the program. Several
supportive strategies were designed for this program. For example, minority women with
children were housed with other minority women in order to help save money on housing
expenses and to share child care responsibilities. Rix (1991) indicated that child care, in
past years, was provided within the network of the family and a shared community.
However, in more recent years, resources that were provided from institutionally

supported or sponsored facilities have dwindle thereby becoming limited or non-existent.
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urces of Financi i

Simmons and Thurgood ‘s (1995) survey showed that African-Americans received
financial assistance from several sources to support their doctoral education. These
resources include self/family, loans, university teaching assistance, and university research
assistance sources. African-Americans received less financial support from sources that
included the G.I. bill and the state and federal government.

Brown (1994) noted that financial considerations may affect minority students’
decisions to apply to graduate school as well as their persistence in graduate education
after enroliment. The amount and type of financial assistance available to African-
American women in doctoral degrees can be significant to their continued education.
Ethington and Smart (1986) conducted a study of the process by which students arrive in
graduate school by looking at background and undergraduate characteristics and
experiences. The sample size consisted of 2,873 men and 3,369 women. It was found
that the path by which a person arrives in graduate school was not a complicated one.
The student enrolls in school with certain background characteristics, and undergoes
various experiences. After completing undergraduate school, the ultimate decision to
enroll in graduate school appeared to be based on their undergraduate experiences; the
strongest associated with academic and social integration. Financial assistance was also
found to have a direct influence upon a student’s decision to enroll in graduate school.
“The receipt of financial aid is found to be positively related to persistence in graduate
school and doctoral degree completion.” (Ethington & Smart, p. 292, 1986). Insufficient

finances can be a turning point for African-American women who must make the decision
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to pursue doctoral degrees. Heath and Tuckman’s (1989) report revealed that decreases
in financial aid at the graduate and professional levels can reduce matriculation, increase
dropout rates, and lengthen time to acquire the doctorate.

Orfield (1992) contended that the access of minority and low income students to
college was declining because of financial aid policies. Nettles (1987) concluded that the
lower participation rates of African Americans in graduate education may be due to the
cost of graduate education, financial indebtedness, limited financial aid available for
minorities, and differential payoff of the advanced degree.

Slater (1994) indicated that African-American families are sometimes strapped
with high unemployment and low earnings which, undoubtedly, can force them to make
choices between supporting the education of their children and that of maintaining an
appropriate lifestyle for the entire family. Thernstorm (1995) suggested that African-
American students sometimes are forced to leave college due to their families having a
more difficult time in financing their college education. In some instances, African-
American students are forced to drop out and enter the labor force in order to support
themselves or the family. Cross and Slater (1997) suggested that one of the major reasons
that African-American students forgo college altogether is because family financial
obligations require them to enter the work force.

That which severely restrains the ability of African-Americans to pay for
college is the fact that for the past 30 years African-American family income
has held steady at about 60% o median family income. This large and

unyielding gap is a huge barrier to African-Americans who seek education
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beyond high school. (Cross & Slater, 1997, p. 80)

Jacobson (1992) found fellowships, not assistantships, to be the key to
successfully completing a doctoral degree. Cage (1994) conducted by the University of
California which revealed that a large number of women students cited lower tuition fees
as a major reason for their decision to enter higher graduate education. Students in the
survey cited that they found it easier to make the decision of which college to attend based
on the amount of financial aid that would support their financial needs.

Trotman-Reid (1993) estimated that it would take an average of five to six years
for a full-time doctoral student to complete the doctoral degree, after embarking upon
their study. It was expected that a part-time doctoral student would take several more
years to complete a degree. In some instances, a doctoral degree can even take more than
ten years, depending on the factors that affect their participation. Trotman-Reid (1993)
pointed out that “if graduate students seriously expect to ever bridge the gap between
need and availability, the time it takes to graduate cannot be allowed to increase,
particularly because of the financial costs that will be involved” (p. 100). Student
concerns about completion time as well as the lack of financial assistance can sometimes

lead to more serious implications relating to emotional stress.

Education of Parents and Spouse
Pantages and Creedon (1978) examined several studies conducted from 50-75
studies and found no significant relationship between the parents’ education and the

student’s retention. There are, however, other studies that do show that the parents’
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education was found to be significant in student retention. Pascarella and Terenzini
(1991) reported that the education of parents has a direct influence upon the development
of their children’s academic attainment. It was indicated that the benefits of a college
education that are passed along to the next generation by parents do have an influence on
their children, if only through their own educational attainment and aspirations. McCauley
(1988) conducted a study of Caucasian and African-American students in a predominantly
white suburban university. Through thé selection of two separates groups, 400
participants were randomly identified. Group 1 participants were admitted through
regular procedures and consisted 6f 95% Caucasian and 1% African American students.
Group 2 were admitted through special admission procedures and consisted 73% African-
American students and 17% Caucasian. Eight variables sought to determine a correlation
between age, sex, high school rank, SAT scores, family status, academic major, and out of
class activities. It was revealed that African-American students who felt that they had the
support and encouragement of their family, while studying on a predominantly white
campus did their best to persist in their educational goal. If parents did not value and
support the educational goals of their children, the children could develop feelings of
isolation which may result in them having feelings of non-commitment or personal
obligation to continue. Individual commitment was also found to be necessary, without it
students continue to leave school.

The educational background of parents may be an extremely important factor to
the academic success of African-American women. Parents can provide support and

continued encouragement in many instances. Baumrind (1974) points out that parental
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encouragement of independence, achievement, and avoidance of overprotection can
facilitate the development of competence. Howard-Vital (1989) indicated that the
educational achievements of the mothers of African-American women were very
important background characteristics in their career choices.

Family support can be critical to African Americans who are enrolled in higher
education. Parental encouragement and approval can be a positive influence on a
student’s desire to participate in a doctoral program. Bean and Vesper (1992) reported
that students who did not depend on parental approval were more likely to drop out of
college than those who were dependent on it. A theory proposed by Bean and his
colleagues is the Student Attrition Model which emphasizes the role of attitudes,
institutional factors and family approval on students’ decision to withdraw from college.
The authors concluded that college persistence is the product of a set of complex
interactions between a student and an institution. Bean’s Student Integration Model was
found to account for 44 % of the variance in persistence; more of the variance in intent to
persist (60%). The largest effect on persistence was found in the intent to persist, grades,
institutional commitment, and encouragement from family and friends. Goal commitment,
academic integration, financial attitudes, and social integration also made important
contributions to persistence. Winbush (1994) described the support that Georgia Tech
provides as that of a family. A “family” which takes pride in being known as a friendly
school towards African-American students. Tech has developed a support system in
which African-American students and their parents share common information. Doctoral

students are made fully aware of the tremendous sacrifice and the monetary investment
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that their parents have made in order to provide them the opportunities to attend college.
This particular strategy has proven be very successful for Georgia Tech in improving the
retention and completion rates of African-American students.

Various support systems can also be important to the continued participation and
success of students in doctoral programs. For instance, spousal support can be directly
related to the attrition rate of doctoral students. Without the support of spouses, African-
American women experience conflicting demands of home and school that cause a
student to leave graduate school prior to completion. Gordon and Hall’s (1974) sample of
229 college educated woman through the use of a questionnaire examined the
relationships of their self-image. It was found that if 2 woman believed her achievements
threatened her relationship with a significant male, she would rather sacrifice her
competence and achievement-related activities and goals. He demonstrated the power of
support of the “significant other,” which can be a crucial turning point in the career
decisions of some women by sometimes influencing an individual’s conception of “self.”
Trotman-Reid (1993) identified social support as an element for success; students who left
doctoral programs typically cited isolation, not incompetence, as the deciding factor.
Nero (1993), a dean of student services at a junior college described his experiences while
in his doctoral program. He is in agreement that his supportive family, advisor, and
doctoral committee were the support system that continually encouraged his perseverance
while completing the doctoral degree. He stated that “one must keep in mind, although
the desire may exist, that you need people in your corner who will be there when the bell

rings” (p. 64). The type of support provided to women students in doctoral programs can
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influence their participation and completion.

nt Pr

The number of years that it takes a student to earn a doctorate degree from the
point of receiving the baccalaureate to the enrollment into a completion of a doctorate
degree program has been estimated to be quite lengthy. Traditionally, African-American
students tend to began graduate study after a delay of nine or more years after receiving
the baccalaureate degree.

Tuckman, Coyle, and Bae (1990) indicated that in 1958, the average time that it
took an individual to earn a doctorate beyond receiving the B.S. degree was 8.5 years; in
1986 the average time had risen to 10.5 years. Anderson’s (1994) reviewed of the
statistics about Ph.D. degrees indicated that for women, in general, the median time has
now reached 12.5 years; but, the time that it takes for African-American women to earn
doctorates stretches out to 14.9 years. He questions is it any wonder that African-
American women may want to carefully think about attempting to pursue a doctoral
degree in light of the known barriers that lay ahead? Similarly, students who were obliged
to borrow to finance the cost of their education (over an extended period of time), may
often graduate with financial debt equal to that of a home mortgage. Consequently, the
cost of completing a typical degree, accompanied by the time factor indicated above, can
lead to extreme indebtedness for the student who takes the median time to complete
doctoral degrees in particular. Bowen and Rudenstine (1992) discovered that teaching

asststantships, which were designed to facilitate academic invoivement, could actually
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require students to spend considerable more time in course preparation. This could be

another factor in lengthening the time to degree completion.

Reasons African-American Women
Enroll in Doctoral Education

In order to understand why doctoral students remain or drop out of graduate
programs, a review of why students apply in the first place would be informative (O’Bara,
1993). Very few studies considered the issue of the reasons women enter and participate
in doctoral programs. Pascarella (1984) and Ethington & Smart (1986) conducted
research to add to the body of research to identify the reasons students decide to attend
graduate school. More recent studies are less interested in why a student enters a
program, but more interested in the variables that shape the student’s educational
aspirations (Tuckman, Coyle, & Bae, 1990).

Thomas (1991) suggested that knowing the factors that affect the success of
students in doctoral programs can be as important as knowing their status and condition in
higher education. For example, the reasons why doctoral students do not complete
programs can be attributed to voluntary or involuntary circumstances; the voluntary
interruption of an education can be caused by reasons such as personal health, death in a
family, career opportunities, family responsibilities, adjustment problems, or work-related
travel. The involuntary interruption of an education can be caused by low grade poinf
averages or lack of finances. In view of the low retention rates of African-American

students, further research is necessary to identify additional factors that may influence the
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continued participation of African-American students in doctoral programs.

Pascarella (1984) utilized Tinto’s dropout model and found that the only factors
directly affection the decision to continue to a higher level of training were the student’s
cumulative GPA and a cumulative measure of college environment. Ethington and Smart
(1986) modified the Tinto model to test how the decision to enter graduate school was
made. The model assumed the decision in the culmination of a series of choices made as
students progress through the educational system. The Ethington and Smart (1986)
model assumes that decisions regarding graduate education are based on “blocks” of
independent variables that interact with each other. Student background characteristics
and high school experiences comprise one block, which affects the choice of
undergraduate institution. A second block measures student social and academic
integration within the undergraduate institution. In the Tinto model the student’s
background characteristics have a marginal impact on the decision to enter graduate
school; the only student background variable showing a direct effect was the educational
level of the student’s family. Ethington and Smart (1986) found students with a greater
social and academic involvement in their undergraduate institutions were more likely to go
on to attend graduate school than those less involved.

Motivational factors may also play an important part in the participation of
African-American women in doctoral programs. Therefore, it is important that this
literature review include studies concerning the reasons that African-American women
pursue doctoral degrees. Hogan and Hendrickson (1984) cited the level of persistence,

attitude, drive, industriousness, maturity, desire, and application as attributes that are
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needed to successful participate and succeed in doctoral programs. These authors view
areas such as study habits, research abilities, and management of time as self-motivating
tasks should have evolved over time and that by the time students reach graduate school,
most students should be familiar with self discipline and have the ability to lead structured
lives. Rudestam and Newton (1992) found that the graduate process requires discipline,
independent initiative, creative thinking, working with others, and a surmounting of self
doubt. The authors noted that it is no wonder that many who complete doctoral
coursework never finish the degree, the completion of a dissertation is simply too
overwhelming for many. Long, Convey, and Chwalek (1985) explained that many capable
students never finish their degree because they complete the coursework and leave the
university hoping to complete the reminder of their requirements without any more time
spent at the university again; many allow time to somehow pass without having completed
the requirements. These students did not develop the concentration needed and were
simply not motivated enough to complete the painstaking process.

In contrast there are some students who are able to complete their coursework
because of their overwhelming desire to commit themselves to full-time enrollment. Ott,
Markewich, and Ochsner (1984) examined doctoral candidates who were still in the
program after five years and found that students who were full-time at entry were usually
committed to the program and had some degree of self-confidence.

There are yet many factors that could also influence the academic success and
commitment of a student in a doctoral program which are not related to the institutional

environment. Romer (1979) conducted a study of mature graduate women to examine a
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variety of background factors that appeared to influence academic success among women.

The project involved 650 women over the age of 30 at the University of California-

Berkeley and University of California-San Francisco Medical School. A twenty-page

questionnaire which focused on variables such as current graduate program, career

commitment, motivation for attendance, field choice, facilitators and barriers, and

demographic factors was utilized to describe the participation patterns and perceptions of

the mature graduate students. The following major findings were revealed:

1.

Women ages 30 to 34 were likely to be motivated to attend college
for intellectual reasons, while older women were motivated by
vocational concerns:

Women in traditionally masculine fields of study tended to be single
or divorced and were more committed to completing programs and

working full-time than women in traditionally feminine fields;

. Women under age 34 reported lack of emotional support from

others, as well as citing child care arrangements as a significant

problem;

The age cohorts differed in the degree to which they experienced
instit;xtional barriers in admission and retention in graduate school. Older
women (40+) feared loss of study skills, course workload, and scheduling of
classes as problems more frequently than did the younger cohorts;

Larger proportions of students 30 to 39 than women over age 40

reported faculty treated them as students rather than colleagues.
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6. Younger women 30 to 34 received more financial support in the
form of research assistantships, investments, and loans than did older
women (40+) who also applied for financial aid;

7. Women with children, whether married or divorced, reported more
emotional strain, more conflict between family responsibilities and
school work, and a lack of time as a problem, more often than
women without children;

8. Marriage to a spouse supportive of the return to school facilitated
less emotional strain. It was also found that although relationships
with faculty differed by age cohort, one important aspect
particularly appeared to be the lack of mentor relationships between
faculty and mature women.

Romer (1979) suggested that in order to understand the reasons women enter

advanced levels of graduate and professional schools, consideration must be given to the

many changes in the goals and aspirations of women that frequently take place during their

aduilt years. Is it possible that the changes in the lives of women in general reminiscent of

past and current conditions could be a part of the factors contributing to their motives to

enroll and participate in doctoral programs? These same considerations could apply to

others pursuing similar degrees.

Scott (1980) investigated the adult characteristics and reasons for pursuing higher

education. It was found that the adult women in the study described eight different

reasons for their enrollment and participation in college. This study was conducted by
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utilizing a survey in which respondents were able to identify their reasons for entering.
These reasons included:

1. To resolve identity crises.

2. To fill the time that was previously devoted to homemaking and child-care

responsibilities.

3. To prepare for a career outside the home.

4. To use intellectual skills.

5. To fulfill a need or desire for the status of being a college graduate.

6. To develop skills related to decision-making and assertiveness.

7. To meet social needs.

8. To fulfill a need for achievement.
The results of the study indicated that there could be one or a combination of several
situations that could motivate adult women, over 30, to enroll or participate in graduate
education. Letchworth (1970) examined the motivations and difficulties of women who
were in traditional roles such as homemakers, full-time housewives, upper and middle
class individuals who were 20 to 40 years of age. This study focused upon single and
married women students and their motive of identity crises as the reasons for enrolling and
participating in higher education. It was found that the most common motivation for
married women enrolled in graduate programs, who were not employed outside the home,
was the relief from boredom. Married women may have more leisure time when their
children are in school and their lives may seem dull as compared to their husbands; these

women may have perceptions of having no identity, except through the husband’s identity.
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Some single women may perceive themselves as strong and autonomous and therefore
choose the option of enrolling in college as an intellectual and stimulating adventure, while
other single or married women may be forced to pursue an education as a means to
upward mobility which can lead to a more economically complete lifestyle. Educational
activities, therefore, can assist in resolving the identity crises as well as provide an avenue
for change.

Some women continue to view their participation in higher education as a means
to secure a better life even when there are numerous interruptions in their lives. A study
by Tittle and Denker (1980) investigated two groups of women relative to their reasons
for enrolling and participating in higher education. This study was limited to women who
had interrupted their education to marry, raise children, And become homemakers. The
majority of respondents cited their reasons for initially enrolling and participating in higher
education was to secure a career or advance professionally. Astin (1976) conducted a
study of 15 diverse continue education programs for women. A mail survey of 1,000
participants and 300 spouses; 649 women and 153 spouses responded. It was found that
indicated the motivations of women to participate in college were for personal and
intellectual satisfaction. It appears that the composite picture of the reasons women enroll
in graduate education are not being precise, exhaustive, nor definitive from the
descriptions provided by authors who found that most of the women participating in these
studies were usually single white women, who had children and some college experience.
These individuals participated in school to advance a career, fulfill intellectual or social

needs, or to learn to cop with life’s transitions related to being single, married, or
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divorced, with or without children.

Aldridge (1989) found higher education to be an important dae@mt of the
participation of women in careers that could lead to more advantageous employment.
African-American women may consider themselves a member of the “twofer or double
minority” (i.e. women, African-American). This could, in itself, encourage or motivate
African-American women to pursue higher education in hopes of qualifying for the better
jobs in corporations and to be successful in completing doctoral programs to advance their

career opportunities (Women Dominate, 1995, p. 47).

Factors Affecting the Participation of
African-American Women in Doctoral Programs

The literature that is available relative to the factors that affect African-American
women’s’ participation in graduate education is limited and generally appears for such
purposes as reporting statistical information. Researchers have done little to investigate
the educational experiences of African-American women or to identify and examine the
factors that influence their participation. It is, therefore, important to understand the
experiences of African-American women based on their perceptions of (a) the institution,
(b) their own self-concept, or (c) specific situations with which these women are
confronted.

Institutional factors influence the participation of African-American women

relative to enrollment, retention, and completion of the doctoral degree. African-

American women in doctoral programs may encounter stringent admission requirements,

37



regulations, policies, residency requirements, time limits for completion of degrees, or
financial assistance packages designed for younger students. After reading the Report of
the State of Affairs in the American College, Robert Atwell, President of the American
Council on Education, stated “Postsecondary institutions have a lot of work to do in terms
of creating environments that encourage students of color to persist until the year they
earn a degree or certificate” (“Enroliment,” 1994, p.5).

As reported by Brown (1994), studies of African-American students in
predominantly white colleges and universities showed that the students had low levels of
satisfaction (Allen, 1981; Gibbs, 1982), greater feelings of isolation (Fleming, 1984),
weaker identification with the institution (Allen, Bobo & Fleuranges, 1984), and were
more likely to experience feelings of alienation (Suen, 1983) than their Caucasian
classmates.

Guloyan (1986) conducted a study of 500 freshman in a large suburban university
by using an equal number of minorities and non-minorities. These students were examined
to determine their attitudes on campus life. Minorities were shown to have more
socialization problems than non-minorities. Caucasians tended to feel less socially isolated
than African-Americans when looking at the social aspects of life at predominantly white
institutions, while African Americans tended to be more isolated. Bagley and Copeland’s
(1994) study examined 82 African-American students. These authors noted that the
coping methods of African Americans were important to their problem-solving skills.
Doctoral studies present specific pressures for all students; however, it is important to

examine how African Americans cope, especially because they may experience isolation
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and biases of race (Bagley & Copeland, 1994). Evans and Herr (1991) study included
111 African-American student volunteers who stated that despite efforts to deal with
racism and sexism, there was evidence to show that the internalization of attitudes
associated with these biases had a negative effect of the career aspirations. These biases
may impact upon the lower number of African-American women pursuing graduate and
professional education.

Institutions of higher education cﬁn pi'ovide the necessary support that is needed
for increased participation of students. Several programs that have been established to
assist African-American women in 'doctoral program in particular include the National
Association of Minorities with Doctorate Degrees, the National Minority Graduate Feeder
Program, and Preparing Minorities for Academic Career programs (PMAC). Through
such programs, African-American women have had the opportunity to develop
friendships, discuss a variety of problems, understand program expectations, and attend
seminars related to time and stress management. Networking opportunities have been
provided which may also be beneficial to the special educational needs of African-
American women in doctoral programs. Brown et al. (1994) suggested that there is a
noticeable positive trait in minority students who are successful; this reflects their strength,
determination, character, and confidence which is important at all education levels.

The social and academic involvement of students in activities within an institution
will more than likely improve their commitment to be successful. Astin (1985) suggests
that students who are involved in the academic life of the institution are more likely to

expend the effort needed to become a part of it through such deeds as obtaining better
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grades and by attending social functions. Scott (1995) conducted a study of 35 African-
American students to identify factors related to their academic performance. Through
several focus group sessions, their performance was found to be related to the interactions
between the student and their environment. The importance of involving students into
college life has been well documented (Astin, 1985; Pascarella & Terenzini, 1991).

Girves and Wemmerus (1988) argued that for students enrolled in doctoral
programs, academic involvement was the best predictor of progress; being treated as a
colleague was also a very important factor. In addition, they felt that the number of
faculty members a student knew, the faculty/student relationship, and the type of financial
support that the student received were all important in influencing the progress. The
authors appear to agree that the successful involvement and integration of students into
the university setting is very crucial to retention.

Cabrera (1990) found that the effects of the ability to pay were found to be
significant in regards to a student’s commitment to succeed in college. The type of
financial support that a student receives could come in the form of an assistantship,
fellowship, loan, employment, savings, or spousal support. Financial assistance helps to
facilitate the ability of African-American women to participate in college and to
successfully complete a degree (“Women dominate,” 1995).

Some of the factors African-American women face could also be somewhat self-
imposed. For instance, “All women grow up having to deal with historically and culturally
ingrained definitions of femininity and womanhood--one common theme being that

women, like children, should be seen and not heard” (Belenky, Blythe, Goldberger, &
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Tarule, 1986, p.5). Slater (1994) pointed out that in 1970 social barriers and established
stereotypes relating to the higher education of women were still largely in force by both
African-American and white individuals who believed, “...a woman’s place was in the
home and thus, higher education was unexpected and unnecessary” (p. 53). Similarly,
Bem and Bem (1970) pointed out that women, during this period, were not yet allowed
the freedom to make independent choices about the roles they wished to play in life.
Research has documented that women have more difficulties perceiving and thinking of
themselves as in control of their own lives and destinies.

Deutsch and Gilbert (1976) conducted a study which focused on women and their
self-concepts. Approximately 128 college men and women were surveyed and asked to
describe their concepts of self, their ideal self, and their beliefs about what their partners’
thought of them. The findings of the women suggested that they had conflicts about who
they were, who they wanted to be, and what they believed other wanted them to be. The
findings of the men in this study did not yield the same results; men were more confident
and self-assured. Herkelmann, Dennison, Pope and Cangemi (1993) noted that a
departure from the traditional sex-role standards increased a woman’s sense of
competence, however, it was also accompanied by anxiety, guilt, and uncertainty. Some
women may have feelings of low self-concept of themselves and of their competence as
individuals. High self-esteem may very well be a factor of one’s success, in much the
same way as feelings of low self-esteem may be a factor of one’s failure, especially, in the
continued participation of a doctoral program. Researchers will perhaps have difficulty in

determining whether the infrequent participation of African-American women in graduate
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programs is self-imposed or due to some other factors because of the many experiences
that they must face.

Factors that may be inherent to a woman'’s situation in general, and to African-
American women in particular, may involve personal circumstances that must take
precedence over important career decisions, such as that of entering doctoral studies.
These factors may include having the responsibilities of caring for young children, needing
affordable daycare, dealing with attitudes of spouses, faculty, and friends, and the
balancing of finances, home, and job commitments.

While some African-American women may believe that attaining a doctoral degree
may remove obstacles to gaining the equal acceptance by society, this may not be the case.
For example, research conducted by Ballard (1973) showed that in 1940 there were only
330 African Americans with doctorates in the country, yet not one African-American
taught at an all-white university. This study involved 500 letters being sent to colleges
asking administrators to recruit African-Americans with doctorates for their college
faculty. Four-fifths of these institutions did not respond at all, and those that did, had
varying negative comments such as, “there will be no special efforts, African-Americans
are needed at African-American Colleges, or African-Americans would be unhappy at
white institutions” (p. 44). Studies by both Ballard (1973) and Hines (1993) appeared to
demonstrate that the mere attainment of a doctoral degree by African-American women
does not ensure that the obstacles will no longer exist.

Smith and Valentine (1987) stated that attrition from doctoral programs is a

particularly important issue because of the uniqueness of doctoral students. Doctoral
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students reflect the scholarly image of an institution and utilize more university resources,
such as faculty time and energy, library facilities, and computer services. Practitioners in
the field of education have long realized the loss of resources by students, faculty, and
institutions, as a result of attrition from doctoral programs. Tucker (1964) reported that
attrition at the doctoral level was looked upon as a waste of precious faculty time and a
drain upon university resources already being used to capacity. Attrition at the doctoral
level has been less carefully studied, is leés well understood, and is most often expressed in
descriptive rather than model form. It is more serious and widespread in the field of
education than in the arts and scieﬁces.

The Center for Postsecondary Governance and Finance and the Graduate Record
Examination Board (GRE) sponsored a study Nettles (1990). This study compared the
background, educational experiences, and outcomes of African-American, Hispanic and
Caucasian doctoral students. The data were gathered through the use of a Doctoral
Student Survey (DSS) which included a 142-item questionnaire that was administered to
1,352 doctoral students of whom 310 or 23% were African-Americans at various stages in
their doctoral programs at four different educational institutions. The descriptive analyses
used to compare and contrast the respondents in this particular study included
demographic characteristics, undergraduate preparation, transition from undergraduate
school to doctoral programs, experiences while enrolled in graduate school, financial
assistance, and outcomes of the doctoral programs. The analyses were based upon a
conceptual model derived from synthesizing the research literature. This model illustrated

the theorized relationships between doctoral students’ demographic backgrounds and
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undergraduate education. The model then suggested the relationship of demographic
backgrounds and undergraduate education to their transition into graduate school, and
then to their graduate school experiences and educational outcomes. The main objectives
of the study were: (a) to provide the basis for a better understanding of the differences in
the educational experiences and performances of African-American, Hispanic and White
doctoral students, (b) to identify the factors that contributed to the differences among the
three groups, and (c) to develop recommendations for improving the doctoral experiences
and performances of minority students.

A literature search revealed that there was limited information which described
ethnic/racial differences; and there was also limited information that provided as well as
the experiences and performances of African-American students in these programs. In
addition, the survey revealed many racial group differences in the backgrounds,
experiences, and performances of the students and differences in their experiences in
graduate school. “The personal and educational backgrounds of African-American and
Hispanic students were as different from each other as they were from those of the
Caucasian students” (Nettles, 1990, p. 13).

Compared to Hispanic and White students, African-American students
came from the poorest socio-economic backgrounds, received their
baccalaureate degrees from the least selective undergraduate institutions
and received the lowest grades in both their undergraduate and doctoral
programs. They were far less likely to be graduate research and

teaching assistants, were more reliant on perennial resources and loans
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to support the majority of their doctoral program expenses and had

greater feelings that their graduate institutions were racially

discriminatory. The study revealed that even with similar socio-

economic backgrounds and undergraduate preparation, African-

American students were less likely to: (a) receive fellowships, (b) enroll

as science majors in graduate school, (c) have frequent interactions

with faculty, and (d) have higher grade-point averages. Other factors

such as background and undergraduate preparation were also indicated

as having influenced the participation of African-American, Hispanic,

and Caucasian students in this study. This suggests that graduate

institutions may need to have different programs, policies, and strategies

to address the unique characteristics and experiences of different

minority groups rather than trying to serve them all as if they have

identical needs (Nettles, 1990, p. 13).

Students with higher socio-economic status backgrounds took less time off
between undergraduate and graduate school, had greater social involvement in graduate
school, and had more frequent interactions with faculty. Students with lower socio-
economic backgrounds took a longer period of time after completing their baccalaureate
degree to enter a doctoral program, had little social invoivement and had less frequent
contact with faculty. Nettles (1990) indicated that African-American students in his study
felt their institutions were racially discriminatory, but that their mentors were supportive

while they were enrolled in doctoral programs.
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The implications of these studies seem to suggest that additional inquiries and
strategies may be needed to provide appropriate information to students who may be
interested in participating in doctoral programs. While there has been considerable
identification of the needs and concerns of the general adult population of women
students, the specific educational needs, concerns and experiences of African-American
women who participate in doctoral programs have not been as thoroughly investigated.

This dissertation research was deéignéd to identify and examine the factors that
may affect African-American women students in their participation in and completion of
doctoral programs. An awareness.of these perceptions and experiences may also provide
significant information for educational institutions in formulating strategies to assist in the
recruitment, retention, and completion of African-American women in doctoral programs.
This study is based on the premise that there may be a number of significant factors that
could have a profound impact upon the participation of this population of African-

American women enrolled in doctorate programs.

Chapter Summary

This chapter contains information pertaining to the experiences of African-
American women in doctoral programs. The need to study the educational experiences of
African-American women in doctoral programs has grown increasingly in the last two
decades. There remains much to be done to develop further substantial literature related

to the topic of African-American women in higher education. Few studies have
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considered the reasons African-American women enter doctoral programs and the
educational experiences that may be crucial in identifying and examining the factors that
may effect their continued participation in doctoral programs.

Very little information exists about how the background characteristics and
undergraduate education preparation of doctoral students relate to their transition from
undergraduate to graduate school, their graduate school experiences, and their grades and
satisfaction while enrolled in doctoral programs (Nettles, 1990). Several sources can be
found in the literature that cite limited research on this population of women students
(Naylor & Sandford, 1982) as well as researchers stating that there is a need to investigate
more thoroughly, the characteristics and experiences of African-American women in
doctoral programs.

The literature revealed data regarding minority participation in doctoral education,
the educational trends of African-American women in doctoral programs, the historical
and educational background of African-American women in doctoral programs, their
demographic characteristics, the reasons African-American women enroll in doctoral
education, and the factors affecting the participation of African-American women in
doctoral programs. Several studies included in the literature have documented the benefits
of knowing the characteristics of this population of African-American women and the

factors that will affect their participation.
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Chapter 3
METHODOLOGY
Introduction

Described in this chapter are the methods and procedures that were used in this
study. The chapter is divided into eight sections: (a) research questions, (b) research
design, (c) population, (d) instrumentation, (e) pilot study, (f) data collection, (g) data
analysis, and (h) chapter summary.

The purpose of this study was to identify and examine the factors that affect the
participation of African-American women in doctoral programs and to add to the body of
knowledge relative to their educational experiences. The results of this study can provide
institutions of higher education with data which can be useful in the recruitment and
retention of this special population of women.

Research Questions

Through this study, the researcher was able to obtain the answers to the following
specific questions:

1. What are the demographic characteristics (marital status, age, number

of children, sources of financial assistance, education of parents and
spouse, current program status) of African-American women in
doctoral programs at selected institutions of higher education in the
Commonwealth of Virginia? What is the profile of the typical

African-American women doctoral candidate?
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2. What is the primary reason that African-American women enroll in
doctoral programs? What are other reasons for entering? Do observable
differences in the primary reasons for entering appear to exist related to the
selected demographics of marital status, age, and number of children?

3. What are the factors that influence the continuing participation of African-
American women in doctoral programs? Do observable differences in the
factors that influence participation appear to exist related to the selected

demographics of marital status, age, and number of children?

Research Design

A descriptive survey method was used to identify the characteristics of African-
American women participants who enter doctoral programs, to examine the reasons that
they enter, and to identify the factors that affect their participation in these programs. This
descriptive study was designed to obtain a complete and accurate description of a situation
without showing a direct cause and effect relationship (Boyd, Westfall, & Stasch, 1981).
Borg and Gall (1989) noted that the descriptive research method is used to describe “what
is.” “Descriptive research studies are designed to obtain information concerning the
current status of phenomena. They are directed toward determining the nature of the
situation as it exists at the time of the study” (Ary, Jacobs, & Razavich 1990, p. 286).

This study involved the collection of data utilizing a mailed questionnaire to elicit
information about the factors that influenced the continued participation of African-

American women in doctoral programs in the Commonwealth of Virginia. Babbie (1992)
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suggested that the self-mailing questionnaires had many advantages, including ease,

economy, and response rate.

Population

Data for this study were obtained from African-American women enrolled between
1992 and 1994 in doctoral programs at institutions of higher education in the
Commonwealth of Virginia. The six public educational institutions with doctoral
programs identified for this study were: (a) College of William and Mary, (b) George
Mason University, (¢) Old Dominion University, (d) University of Virginia, (e) Virginia
Commonwealth University, and (f) Virginia Polytechnic Institute and State University.

The Virginia Department of Education (1994) provided the total number of
graduate students participating in doctoral studies from the fall of 1992 through the fall of
1994. In the Commonwealth of Virginia there were 5,762 students participating. A total
of 354 students, or 6% of this population, were identified as African-American students.
Of this number 241 students, or 4% of the entire population, were African-American
women.

The criteria for selection to participate in the study consisted of the following:

1. Women of African-American heritage.

2. Attended one of the six selected public institutions in the

Commonwealth of Virginia that offered doctoral degrees.
3. Officially enrolled in a doctoral degree program, either as a full-time

student (9 credit hours or more) or as a part-time student (less than
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9 credit hours) during the targeted time frame of fall 1992 through fall
1994.

4. Completed at least two semesters of enrollment.

Instrumentation

A mail survey was designed to focus on research questions as suggested by the
literature review. The four-page survey (Appendix I-A) was conceptualized into three
sections that were identified as most important for the study: (a) demographic
characteristics, (b) reasons for entering doctoral programs, and (c) factors influencing the
participation of African-American women in doctoral programs.

After reviewing various existing studies and instruments, it was determined that
the instrument that best met the criteria for this study would be a revision of the Doctoral
Students Survey (DSS) designed by Michael T. Nettles (1990). Permission to use and
adapt this questionnaire was granted by Nettles (Appendix I-B).

The revised survey identified the perceptions of African-American women. In
Part I respondents were asked questions regarding personal and family background
information including marital status, age, number of children, and sources of financial
assistance. In Part II respondents were asked to identify their primary reason for entering
the doctoral program as well as secondary reasons for entering the program. In Part ITI
respondents were asked to indicate the specific factors that influenced their participation in
doctoral programs. The questionnaire design consisted of multiple-choice questions, a

forced-choice question, open-ended questions, and one Likert-type rating scale.
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The questionnaire for this study was constructed to obtain maximum return rates
for mail questionnaires using the Total Design Method (TDM) which specifies aspects of
the questionnaire and how they affect the recipient’s decision to respond. The following
features were studied in detail: size, shape, weight, color, paper quality, cover design,
question order, and layout (Dillman, 1978).

It is very difficult to predict response rates because of the various methods that are
used to compute them. The particular method that was used to measure the response rate
was a more direct indicator of the method’s response-inducing capabilities (Dillman,
1978).

The formula for the calculation that was used is cited below:

Response rate = number returned x 100

N - non-reachable

The response rate is calculated as the percentage of contacts with eligible
respondents that are obtained through completed interviews or questionnaires; contacts
that are not made are excluded from consideration. In face-to-face and telephone
interviews a refusal is not considered such until a contact is made. In mail studies, the
opposite is assumed; that is, a non-response is a refusal until proven otherwise (Dillman,
1978). “Non-response arises when some of the potential respondents included in the
population do not respond to the questionnaire. Non-respondents differ from respondents
in terms of demographic, psychographic, personality, attitudinal, motivational and
behavioral variables.” (Malhotra, 1993, p. 369). If there are any non-respondents in this

study, they will be contacted.
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The validity of an instrument is achieved when it measures what it is supposed to
measure (Kachigan, 1986; Ary et al., 1990). The content of the Doctoral Student Survey
(DSS) by Nettles (1990) was validated by the Graduate Record Examination Board and
the Educational Testing Service located in Princeton, New Jersey. Both organizations
were sponsors of the Minority Graduate Education Project, which spearheaded the
development of the DSS as designed by Nettles. In addition, the content of the DSS
instrument was also validated by a panel of associate deans from the four participating
institutions (Florida State University, Ohio State University, Rutgers University, and the
University of Maryland at College Park) to determine whether the instrument would

achieve its goal.

Pilot Study

The questionnaire was pilot tested in accordance with the techniques utilized by
Dillman (1978). The researcher utilized the three specific groups to scrutinize the survey
instrument for its validity in this particular study. Dillman required that: (a) the first
group views the survey to ensure that it accomplishes the objectives of the study, (b) the
second group provides substantive knowledge of the survey topic, and © the third group
consists of individuals from the population under study. The pilot study was, utilized to:
(a) eliminate ambiguities in the overall structure of the instrument, (b) determine whether
the questions were worded appropriately, and (c) determine whether the questionnaires
would elicit responses that would allow respondents to provide the necessary information

required for the study.
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The pilot questionnaire was first given to two professors of educational research
who had an understanding of the study’s purpose (Appendix 1-C). These individuals
evaluated the questionnaire to ensure that it accomplished the objectives of the study. As
research professors with extensive backgrounds, educational and research experiences,
they provided feedback regarding the instrument. In separate meetings, each concurred
that the instrument would be understood by participants and that it would provide the
answers to the researcher’s question as constructed, therefore no changes were made.

The second group consisted of two African-American women who had earned
doctoral degrees during the same period of the study from a college or university which
was included in the study. These individuals possessed substantive knowledge of the
survey topic which was important in determining whether the items provided on the
questionnaire were appropriate in order to collect the needed responses for the study. The
instrument was examined, completed, and returned to researcher with an indication that no
changes were needed.

The third group to pilot the questionnaire included 30 African-American women
students who were enrolled in doctoral programs at six public institutions in the
Commonwealth of Virginia from fall 1992 through fall 1994. Five individuals from each
school were randomly selected to participate. The students were asked to complete the
questionnaire and to identify any inaccuracies or vague questions that would prevent
participants in the study from completing the questionnaires. The pilot study results
confirmed the potential utility of the questionnaire in gathering data for the study. Based

on the feedback received from the pilot study participants, no revisions of the
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uestionnaire were necessary. The 30 participants in the pilot study were also involved in
q ry p p p y

the actual study. .

Data Collection

The researcher improved response rates by issuing pre-contact cards, by agreeing
to provide each respondent with a copy of the study as an incentive, and by conducting
necessary follow-up. Borg and Gall (1989) suggested that “precontact letters are effective
probably because they alert the respondents to the imminent arrival of the questionnaire,
thus reducing the chance that it will be thrown out as ‘junk mail.” Pre-contacts may also
put a more personal or human face on the research” (p. 436). The research mailed pre-
contact cards to participants explaining the study and asking for their help in completing a
survey. A copy of the pre-contact postcard appears in Appendix I-D.

Two weeks later, the researcher mailed the questionnaires to the participants to
collect the required data (See Appendix I-A). Each mailing included a cover letter
explaining the nature and scope of the research and assuring anonymity and confidentiality
(Appendix I-E), the research questionnaire with instructions for completing and returning,
and a postage-paid return envelope. Participants were told that they would receive a copy
of the results of the study in appreciation for their involvement in this study.

The next step was follow-up of mailed questionnaires. The return date for the
receipt of the original survey was set for two weeks after the mailing data. A follow-up
post card was sent after 3 weeks as a reminder to those who did not return the original

survey and to encourage participation in the study (See Appendix I-F). A third and final
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mailing, consisting of a follow-up cover letter (Appendix I-G), a replacement
questionnaire, and another self-addressed stamped envelope, was sent four-weeks after the
initial due date to participants who failed to return the original questionnaire. One-fourth
of the non-respondents were contacted by telephone for the purpose of determining their
reasons for not responding and to ask questions to see if they differed from those who had
responded.

Each mailed survey instrument was coded with an identification number that
assisted in keeping track of the specific number of questionnaires received from cach
institution and in follow-up mailings. Two labeled graphs were to log the number of
questionnaires returned each day and to tally the cumulative number or percentages
received each day. Babbie (1992) suggested the following return percentages as a
possible guide for assessing the response rate: at least 60% is a good response rate and

70% is a very good response rate.

Data Analysis
The first research question addressed a description of the population utilizing
frequencies, percentages, and means. The demographic data to which the respondents
replied included the variables of marital status, age, and number of children, education of
parents and spouse, and current program status. It was necessary to group answers into
categories when editing and postcoding the data after collected. The advantage of
postcoding was that the full range of responses to the open-ended questions was known

before category values were assigned. These responses were coded before they were
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processed for computer analysis. Open-ended questions provided the researcher with a
basis for judging the actual values and views of the respondents that are often difficult to
capture with more structured techniques (Hawkins & Tull, 1994). Research question
two was answered using frequencies and percentages to summarize the responses of
African-American women regarding their reasons for entering doctoral programs.
Respondents were asked to indicate the one primary reason that they entered doctoral
programs as well as to indicate all of their secondary reasons for entering doctoral
programs. Crossed-tabulations will be utilized to observe the association of démographics
with the reasons for enrolling.

The third research question focused on specific factors which respondents
identified as affecting their continued participation in doctoral programs. To analyze
responses to a Likert-type scale, each response category was assigned a numerical value.
The following 4-point Likert-type scale was used to quantify the importance: 1 = made it
difficult to continue; 2 = not important; 3 = facilitated continuation; and 4 = not
applicable.

Descriptive statistical analyses were used to examine whether the observed
association of the selected demographics were independent of the factors that respondents
reported as affecting their participation (see Tables in Chapter 4). Cross-tabulation was
used to compared the frequencies which were observed with the variables under
investigation. Several variables were measured on a nominal or ordinal scale and
conformed to nonparametric statistical procedures. These variables included marital

status, age, and number of children.
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The Number Cruncher Statistical System (Hintze, 1987) provided a detailed
analysis for the values of each variable. This program is a flexible comprehensive
statistical analysis and data management system that was used to summarize data
collected, and to generate data which were used to develop cross tabulations. Cross-
tabulation was utilized to assist in explaining the statistics and in displaying the results of

the data collected.

Chapter Summary

This chapter provided a detailed discussion of the specific areas that were under
study as well as the research methodology to analyze the data. This was a descriptive
study in which the survey method will be used for collection of data. Included in this
chapter are: (a) research questions, (b) research design, (¢ ) population under study,
(d) instrument, (e) data collection, (f) data analysis, and (g) chapter summary. Six
universities and colleges offering doctoral degrees in the Commonwealth of Virginia were
identified for the study. Three groups were used to scrutinize the questionnaire based on
the procedures listed by Dillman (1978). Data collection began by sending questionnaires
to a total of 241 African-American women who were enrolled in doctoral programs
between 1992 and 1994 in the Commonwealth of Virginia. The analysis of the data
collected for this study utilized descriptive statistics. Cross-tabulation was utilized to

assist in explaining the statistics and in displaying the results of the data collected.
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Chapter 4
RESULTS

Introduction

The purpose of this study was to identify and examine the factors that affected the
participation of African-American women in doctoral programs and to add to the body of
knowledge relative to their educational experiences. In addition to examining the
demographic characteristics of this population, the factors related to the reasons that
African-American women enroll in doctoral programs and the factors that influence their
continued participation has also been examined. The findings, analyses of the data, and
the results of the analysis that relate to following research questions are presented in this
chapter:

1. What are the demographic characteristics (marital status, ages, number of children,
sources of financial assistance, education of parents and spouse, current program
status) of African-American women in doctoral degree programs at selected
institutions of higher education in the Commonwealth of Virginia? What is the
profile of the typical African-American woman doctoral candidate?

2. What is the primary reason that African-American women enroll in doctoral
programs? What are other reasons for entering? Do observable differences in the
primary reasons for entering appear to exist related to the selected demographics
of marital status, age, and number of children?

3. What are the factors that influence the continuing participation of African-

American women in doctoral programs? Do observable differences in the factors
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that influence participation appear to exist related to the selected demographics of

marital status, age, and number of children?

Population
The individuals surveyed for this study were 241 African-American women
students who were enrolled in doctoral programs in the Commonwealth of Virginia
between 1992 and 1994. The individuals were enrolled in six institutions of higher
education in Virginia with doctoral programs, including George Mason University, Old
Dominion University, University of Virginia, Virginia Commonwealth University, Virginia

Polytechnic and State University, and William and Mary College.

Procedures

A cover letter was sent to all participants along with a questionnaire and stamped,
addressed return envelopes (see Appendix I-E). One week after the initial questionnaires
were mailed, a postcard to thank the participants who had responded to the survey and to
remind those who had not yet responded as to the importance of their responses (see
Appendix I-F). Three weeks after the initial mailing, 115 of the questionnaires were
received. Two weeks after the onginal survey was mailed, another questionnaire and a
stamped, self-addressed envelope were sent (see Appendix I-G). Within 10 days, 27

additional questionnaires were returned for a total of 142 surveys.
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Although addresses had been obtained for 241 possible participants, 40
questionnaires were returned by the U.S. Post Office as non-deliverable. The researcher
attempted to obtain current addresses, but this effort was unsuccessful. Of 201 surveys,
142 were returned by the respondents, for a total response rate of 71% to the survey.

The researcher conducted a telephone follow-up on 10% of the 59 non-
respondents. Six participants were contacted by telephone regarding questions seven and
eight of the questionnaire (reasons for entering and factors affecting participation) to
determine if there were observable differences between the respondents and non-
respondents. Of the six subjects telephoned, five were responded. The husband of one
subject returned the call and explained that his wife had recently passed away. Two non-
respondents stated that they had missed the deadline. The other three non-respondents
indicated dissatisfaction with their efforts and that they had decided to end their studies in
the program.

The responses of those contacted by telephone were examined to see if they were
different from those who had returned the questionnaire. The primary reasons for
enrolling were similar between groups (personal interest, career change, and career
advancement). Two non-respondents stated that their primary reason for enrolling was
because of their dissatisfaction with their jobs. The analysis of the responses to factors
affecting continued participation showed that the non-respondents indicated the factors of

family, job, child care responsibilities, and balancing work, home, and school made
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continuation difficult. The responses by the non-respondents were no different from the

responses of the respondents who returned questionnaires.

Demographic Data
The first research question addressed the demographics of African-American
women enrolled in doctoral programs from 1992 to 1994. The respondents’ marital
status, age, number of children, sources of financial assistance, education of parents and
spouse, and current program status were tabulated by frequency and percentages.

One-hundred and forty-two African-American women responded to the survey. Of
these, 46.5% were married and 37.3% were single. Thg remajrﬁng subjects indicated their
marital status to be separated, divorce, or widowed. Respondents ranged from 21 to 63
years of age with a mean age of 35.8 and a median agé of36. Over one-third of the
women (38.3%) participating in this study indicated that they were between 31 to 40 years
of age. Over half (52.8%) indicated that they had no children living in the household at
the time of enrollment, while 40.9% reported one to two children living at home (see
Table 1.)

Of the 142 individuals responding, 83.1% of the.subjects reported that they relied
upon financial assistance and 16.9% responded that they did not rely on any external
source of financial assistance. Subjects were asked to indicate all sources of financial
assistance received while in their doctoral programs. Respondents relied upon multiple

sources of financial assistance. The majority of respondents financed their education
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Table 1

hic Profil 1can- n n Enrolled in D ral Pr
i 992-
~ Variable Number %
Marital Status
Single 53 37.3
Married 66 46.5
Separated 3 2.1
Divorced 18 12.7
Widowed 2 1.4
Total 142 100.0
Age When Entered Program
Under 30 41 29.1
31-40 54 383
41 - 50 41 29.1
51 and over 5 3.5
Total 141 100.0
Number of Children
0 75 52.8
1 25 17.7
2 33 23.2
3 5 35
4 2 1.4
5 2 1.4
Total 142 100.0
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through fellowships or assistantships (69.7%); through personal employment (68.3%) and
through their individual savings (59.9%) (see Table 2).

The results of the study revealed that the educational levels of the parents were
lower than that of spouses or partners. Further examination of the data showed the
majority of mothers (58.4%) and fathers (64.1%) held a high school diploma or less than a
12th grade education. Slightly more mothers than fathers held college degrees.
Respondents indicated that 49.1% of their spouses or partners possessed a college degree
(see Table 3).

At the time the survey was completed, respondents were at various stages in
regard to their program status. Of the 142 respondents, 39.4% had completed the
program, 30.3% were enrolled on a full-time basis, and 25.4% were enrolled on a part-
time basis. A few subjects had left school with plans to return or had withdrawn with no
plans to return (see Table 4).

The educational program status of the respondents by marital status shows
variability among respondents. The distribution of the respondents across the five marital
status categories indicated that married women were more likely to still be enrolled on a
full-time or part-time basis than those who were in other marital categories. Single and
divorced women, however, were shown to be more likely to have completed the doctoral
program than those other marital categories (see Appendix II-A).

The demographic section of the survey provided a profile of the typical African-

American women doctoral student in the Commonwealth of Virginia during the years
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Table 2

mmonwealth of Virginia in 1992-1994

Sources of Financing Number %

Fellowships/Assistantships 99 69.7%
Employment 97 68.3%
Savings 85 59.9%
Parents/Spouse 51 35.9%
Loans 49 34.5%
Other (credit card, employee reimbursement) 3 2.1%

Note: Total percentage will not equal 100%,; participants were instructed to check all

financial sources that applied.
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_ arents a ) Africal
Commonwealth of Virginig 1992-1994

q

Variables Number %
Education of Mother
less than 12% grade 34 24.2
high school diploma 50 352
associate degree 14 9.9
bachelor’s degree/graduate work 22 15.5
master’s degree 17 11.9
doctoral degree 4 2.8
not applicable 0 0
non-responses 1 0.7
Total 142 100.0
Education of Father
less than 12™ grade 45 31.7
high school diploma 46 324
associate degree 10 7.0
bachelor’s degree/graduate work 17 12.0
master’s degree 13 92
doctoral degree 3 2.1
not applicable 3 2.1
non-responses 5 35
Total 142 100.0
Education of Spouse/Partner
less than 12" grade 0 0.0
high school diploma 18 12.7
associate degree 9 6.3
bachelor’s degree/graduate work 31 218
master’s degree 20 14.1
doctoral degree 10 7.0
not applicable 53 374
non-respondents 1 7
Total 142 100.0
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Table 4

Edycati Pr f Afn
Commonwealth of Virginia 1992-1994

-Ameri

men in D r

Program Status Number %
Completed 56 39.4
Full-Time Status 43 30.3
Part-Time Status 36 254
On-Leave (Plan to finish) 4 2.8
Withdrew (No plan to finish) 3 2.1
Total 142 100.0 |
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1992 to 1994. The typical African-American woman doctoral student was in her thirties and
married with no children living in the household at the time of enrollment in the doctoral
program. The typical student was enrolled in a doctoral program on a full-time basis and
were most likely to be employed or receive fellowships or assistantships as primary sources
of financial assistance. The typical respondent’s spouse or partner possessed a higher

educational level than that of her parents.

Reasons for Entering Doctoral Programs

Respondents were asked to select their primary reason for enrolling in doctoral
programs from a list of fifteen reasons. These reasons are shown in Table 5, by frequency of
selection. The top five reasons indicated for enrolling in doctoral programs were personal
interest (20.4%), intellectual challenge (19.0%), desire for career change (16.9%), increase
future job security (13.4%), and career advancement (12.8%).

The respondents also selected secondary reasons for enrolling in docteral programs
by marking all items that applied when they made their choices. The majority of the
respondents chose more than one secondary reason. Over half of the respondents selected
personal interest (57.8%), potential for increased income (55.0%), intellectual
challenge (52.1%), and career advancement (50.7%) as secondary reasons for enrolling in

doctoral programs (see Table 6).
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Table 5

Primary Reasons that African-American Women Entered Doctoral Programs

Primary Reasons Number %

Personal interest 29 204
Intellectual chalienge 27 19.0
Desire for career change 24 16.9
Increase future job security 19 13.4
Career advancement ’ 18 12.8
Obtain job promotions 7 49
Potential for increased income 4 ‘ 2.8
Available finance 3 2.1
Become role-model/mentor 2 1.4
Dissatisfaction with current position 2 14
Encouragement by spouse/significant other 1 7
Encouragement by family 1 i
Resolve identity crisis 1 i
Prestige of the degree 1 7
Please specify (other) 2 14
No response 1 i
Total 142 100.0

Note. Participants were asked to check only one reason.



Table 6

Secon Reasons that African-Americ men Enter Doctoral Program

Secondary Reasons Number %

Personal interest 82 57.8
Potential for increased income 78 55.0
Intellectual challenge - 74 52.1
Career advancement 72 50.7
Increase future job security 57 40.1
Encouragement by spouse/significant other 52 36.6
Prestige of the degree 49 345
Become role-model/mentor 47 33.1
Obtain job promotions 35 24.7
Desire for career change 30 21.1
Encouragement by spouse/significant other 30 21.1
Dissatisfaction with current position 29 204
Availability of finance 26 18.3
Resolve identity crisis 6 42
Please specify (other) 13 9.2
No response 1 2.1

Note. Participants were instructed to check all the reasons that applied.



Primary Reasons for Enrolling as Related to Selected Demographics

The relationship of the selected demographics of marital status, age, and number
of children to the primary reason that African-American
women enrolled in doctoral programs was studied to answer the second research
question. Respondents selected their primary reason for enrolling in doctoral programs,
and the five selected the most often were: personal interest, intellectual challenge,
career change, future job security, and career advancement. These reasons were cross-
tabulated with the selected demographics and the results are reported in Appendices III,
A through O. The response totals within the variables vary, based on the number of
individuals who chose to select “not applicable.”

Marital status. For this analysis, the marital status categories of married,
single, and divorced were used. The categories of separated and widowed were too
small to be used for comparison. These categories were compared for each of the top
five reasons for enrolling. Of the 141 who did responded, 20.6% indicated that they
selected personal interest as their primary reason for enrolling. In comparing the
categories of single, married and divorced individuals, considerably more of the single
individuals (30.2%), than married individuals (10.6%) chose this reason (see Appendix
III-A). Intellectual challenge was selected as their primary reason for enrolling in
doctoral programs by 19.1% of the respondents. A comparison of the categories shows
single women (13.2%) and divorced women (11.8%) were less likely than married women

(24.2%) to choose this as their primary reason (see Appendix III-B). Career change
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was selected by 17.0% of the individuals as the primary reason for enrolling. More of
the divorced individuals (41.2%) selected this reason in contrast to single individuals
(11.3%) (see Appendix HI-C). Respondents selecting job security as their primary
reason for enrolling in doctoral programs was shown to be 13.5%. Divorced women
(5.9%) were less likely to choose job security as their primary reason for enrolling (see
Appendix I1I- D). Career advancement was selected by 12.8% of the subjects as their
primary reasons for enrolling. A comparison of marital categories revealed that more
divorced individuals (23.5% indicated this reason, while only 11.3% of the single
and 10.6% of the married respondents did so (see Appendix III-E).

Age. The age ranges of respondents by the primary reasons for enrolling
were utilized for this analysis. The age categories of 30 and under, 31 to 40, and 41 to
50 were compared for each of the top five reasons for enrolling. The age category of
51 to 63 did not include enough respondents to make comparisons and was eliminated
from the analysis. Of the 140 subjects responding, 20.7% selected personal interest as
their primary reason for enrolling in the doctoral program. Considerably more of the
respondents who were 30 and under (36.6%) selected personal reasons than did those who
were 31 to 40 (9.4%) and 41 to 50 (14.6%) (see Appendix I1I-F). Intellectual challenge
was selected as the primary reason for enrolling in doctoral programs by 19.3% of the
respondents. Fewer individuals who were 30 and under (9.8%) selected intellectual
challenge as their primary reason for enrolling (see Appendix III-G). Career change was
selected by 17.1% of the respondents as their primary reason for enrolling. A comparison

of the age ranges shows more individuals who were 41 to 50 (29.3%) selected career
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change. Individuals 30 and under (9.8%), however, were less likely to choose career
change as their primary reason (see Appendix III-H). Of the overall respondents, 13.6%
chose future job security as their primary reason for enrolling, but only 9.8% of
respondents who were 41 to 50 chose this reason, while 17.0% of those 31 to 40 did so
(see Appendix II-I). In the category of career advancement 12.8% of the respondents
chose this as their primary reason for enrolling. Individuals who were 30 and under (7.3%)
were less likely to select career advancement as their primary reason for enrolling.
Respondents who were 41 to 50 (19.5%) were more likely to select career advancement as
their primary reason (see Appendix III-J).

Number of children. The results of the analysis by number of children are
shown in Appendices III, K through O. The categories having three, four, and five children
were too small to be used for comparisons and were not compared in the analysis. Of the
141 subjects responding, 20.6% selected personal interest as their primary reason for
enrolling. In comparing the categories of the number of children of the respondents,
individuals with one child (8.0%) were less likely to select personal interest as their primary
reason than those in the other categories (see Appendix III-K). Intellectual challenge was
selected by 19.1% of the respondents as their primary reason for enrolling. Individuals who
did not have children (14.9%) were somewhat less likely to select this as their primary
reason, while those with one or two children (24.2% in each case) were more likely to
choose this reason (see Appendix III-L). Of the total subjects responding, 17.0% selected
career change as a primary reason for enrolling in doctoral programs. A comparison of the

subjects in this category indicated that the respondents with two children (21.2%) were
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more likely to select career change as their primary reason for enrolling than respondents
(17.6%) who had no children and respondents (16.0%) who had one (see Appendix III-
M). Future job security was selected by respondents (13.5%) as their primary reason for
enrolling in doctoral programs. A comparison of the categories reflecting the number of
children shows respondents who had only one child (20.0%) were more likely to choose
future job security as their primary reason for enrolling than respondents who had two
children ( 9.1%) who were less likely to choose this reason (see Appendix III-N).

Career advancement was selected by 12.8% of the total respondents as their
primary reason for enrolling. A comparison of the respondents’ number of children
living in the household shows respondents who had two children (18.2%) were more
likely to select this as their primary reason. Of the respondents without children, only
9.5% indicated their primary reason for enrolling to be career advancement (see

Appendix II1-0O).

Factors That Influence Continued Participation

To answer the third research question, respondents were asked to rate
seventeen factors that affected their continued participation in doctoral programs.
Items were rated using a Likert-type scale with the following options: 1 = made
continuation difficult; 2 = not important; 3 = facilitated continuation; and 4 = not
applicable. Respondents appeared to select options based on their personal experiences.

The seventeen factors affecting continued participation are listed in decreasing

order by those which facilitated continuation (see Table 7). The response totals within the
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appendices vary, based on the number of individuals who chose to select “not applicable.”
Individual commitment was chosen by 92.0% of the respondents as facilitating their
continuation in doctoral programs, followed by academic participation, self-confidence,
family support, and guidance by faculty. Balancing work, home, and school was chosen by
54.0% of the individuals as a factor which made continuation difficult, followed by job

responsibilities, feelings of isolation and commuting distance.

E ili ntinuation as R hi
Cross tabulations were constructed to examine the factors that African-

American women identified as having influenced their continuation in doctoral
programs by the selected variables of marital status, age, and number of children. The
response totals within the appendices vary, based on the number of individuals who chose
to select “not applicable.” The five factors most often selected were: individual
commitment, academic preparation, self confidence, family support, and guidance by
faculty. These tables are contained in Appendices IV-A through IV-O.

Marital Status, For this analysis, the marital status categories of married,
single, and divorced were used. The categories of separated and widowed were too
small to be used for comparisons. Of the 135 subjects responding to this factor, 94.1%
selected individual commitment as a factor that facilitated continuation in doctoral

programs, with women who divorced unanimous in identifying this as one that
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Table 7

ummary of Factors Affecting Continu

Participation of African-Americ

omen in Doctoral

Programs
Factors Facilitated Not Made N/A Total
Continuation  Important Continuation
To Difficult
Continuation

Individual commitment 1272 3 5 3 138
92.0% 2.2% 3.6% 2.2%

Academic preparation 110° 4 12 7 133
82.7% 3.0% 9.0% 5.3%

Self-confidence 106° 2 21 8 137
77.4% 1.5% 15.3% 5.8%

Family support 103* 12 4 18 137
75.2% 8.8% 2.9% 13.1%

Guidance by faculty 89° 10 18 - 20 137
65.0% 7.3% 13.1% 14.6%

Financial assistance 78 10 29 22 139
56.1% 7.3% 20.9% 15.7%

Marital status 56 15 16 53 140
40.0% 10.7% 11.4% 37.9%

Student support group 47 25 5 58 135
34 8%, 18.5% 3.7% 43 0%

Job responsibilities 20 18 56 43 137
14.6% 13.1% 40.9% 31.4%

Commuting distance 17 37 36° 47 137
12.4% 27.0% 26.3% 34.3%

Family responsibilities 16 21 49° 51 137
11.7% 15.3% 35.8% 37.2%

Balancing work, home 13 22 74° 28 137

& school 9.5% 16.1% 54.0% 20.4%

(Note) Differences in totals reflect the responses of some participants who chose not to respond

to all questions.

a = Top five items that “facilitated continuation”;

b = Top five items that “made continuation difficult.”
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Table 7, continued

Summary of Factors Affecting Continued Participation of African-American Women in Doctoral

Programs
Factors Facilitated Not Made N/A Total
Continuation  Important  Continuation
To Difficult
Continuation
Health concerns 9 24 17 85 135
6.7% 17.8% 12.6% 62.9%
Child care 7 9 33 89 138
responsibilities 5.1% 6.5% 23.9% 64.4%
Starting a family 4 12 10 110 136
2.9% 8.8% 7.4% 80.8%
Feelings of isolation 2 26 47" 60 135
1.5% 19.3% 34.8% 44 4%
Other 5 2 9 10 26
19.2% 7.7% 34.6% 38.5%

(Note) Differences in total reflects the responses of some participants who chose not to respond

to all questions.

a = Top five items that “facilitated continuation;”
b = Top five items that “made continuation difficult.”
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facilitated continuation (see Appendix IV-A). Of the 126 responding, academic preparation
was selected by 87.3% as a factor that facilitated continuation. A comparison shows that
considerably more single individuals (96.0%) than married individuals (78.6%) indicated
that this factor facilitated continuation in doctoral programs (see Appendix IV-B).
Of the 119 subjects who responded, 86.6% selected family support as a factor that
facilitated continuation in doctoral programs. A comparison of marital categories
revealed that women who were married (89.8%) were more likely to select family
support as a facilitator to their continuation, while single women (82.2%) were
somewhat less likely to indicate that as a factor (see Appendix IV-C). Of the 129 subjects
who did respond, 82.2% selected the factor of self-confidence as having facilitated
continuation in doctoral programs, while 87.5% of divorced individuals selected this factor
(see Appendix IV-D). Of the 117 subjects who responded, guidance by faculty was
selected by 76.1% of the respondents as having facilitated continuation in the doctoral
programs. In a comparison of single, married, and divorced subjects, considerably fewer
married subjects (68.5%) and more divorced subjects (92.3%) indicated that the factor of
guidance by faculty facilitated continuation (see Appendix IV-E).

Age. The results of the analyses by age range and factors that facilitated

continued participation of respondents in doctoral programs were analyzed. The age

category of 51 to 63 was too small to be used in making comparisons. Of the 134
subjects responding, the factor of individual commitment was selected by 94.8% of the

subjects as facilitating continuation in doctoral programs. There were no observable
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differences in age ranges (see Appendix IV-F). Of the 126 responding, 88.0% selected
academic preparation as a factor that facilitated their continuation. Subjects who were 41
to 50 (91.2%) were more likely to select academic preparation as a factor that facilitated
their continuation than subjects who were under 30 (89.7%) and subjects who were 31 to
40 (85.4%) years of age (see Appendix IV-G). Of'the 118 subjects who did respond,
86.4% selected family support as a factor that facilitated continuation in doctoral programs
(see Appendix IV-H). Self-confidence was selected by 82.8% of the 125 subjects as
a factor that had facilitated continuation. A comparison of the age ranges of subjects
subjects shows that only 69.2% of the individuals 30 and under selected self-confidence
as one that facilitated continuation, while 91.4% of those aged 41 to 50 did so. No
observable differences were found among age levels for this factor (see Appendix IV-I).
Of'the 116 subjects responding, 76.7% showed that this factor facilitated continuation.
The results of the examination of age and the factor of guidance by faculty are shown in
Appendix IV-J. Subjects who were 31 to 40 (81.0%) appeared somewhat more likely than
the average to have selected guidance by faculty as a factor that facilitated continuation,
while only 71.4% of those 41 to 50 selected this factor.

Number of children, The results of the analysis by number of children and the
factors that facilitated continued participation in doctoral programs are shown in
Appendices IV, K through O. The three categories of respondents’ who had three,
four and five children were too small to be used in this analysis, therefore only

respondents who were without children or who had one to two children were
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analyzed in this study. Of the 135 responding, individual commitment was selected by
94.1% of the subjects as a factor that facilitated continuation. Subjects living in households
with one child (87.5%) were less likely to indicate that individual commitment facilitated
continuation (see Appendix IV-K). Of the 126 subjects responding to the factor, 87.3%
selected academic preparation as the factor that facilitated continuation. A comparison of
the subjects showed that respondents having two children (92.0%) were more likely to
indicate that the factor of academic preparation facilitated their continuation (see Appendix
IV-L). Of'these, 119 subjects, 86.6% responded that family support facilitated
continuation in doctoral programs. A comparison of the respondents’ number of children
showed that considerably fewer subjects who had one child (71.4%) selected this factor,
while subjects who had two children (92.6%) were more likely to select the factor of family
support (see Appendix IV-M). Of the 129 responding to the factor, 82.2% selected self-
confidence to be a factor that facilitated continuation in doctoral programs. Ina
comparison of the subjects by the number of children living in the household, it was shown
that subjects with two children (92.0%) were more likely to indicate self-confidence as a
factor that facilitated continuation (see Appendix IV-N). Of the 117 subjects, 76.1% of the
subjects responding selected guidance by faculty as facilitating continuation. Fewer of the
subjects who had two children (66.7%) indicated that the factor of guidance by faculty

facilitated continuation (see Appendix IV-0).
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Factors that Made Continuation Difficult as Related to Selected Demographics

Cross tabulations were constructed to examine the factors that African-
American women identified as having made their continued participation in doctoral
programs difficult by selected variables of marital status, age, and number of children.
The response totals within the appendices vary based on the number of individuals who
chose to select “not applicable.” The five factors most often selected as having made
continuation difficult were balancing work, home, and school, job responsibilities,
family responsibilities, feelings of isolation, and commuting distance. These tables are
contained in Appendices V-A through V-O.

Marital Status. For this analysis, the marital status categories of married,
single, and divorced were used. The categories of separated and widowed were too
small to be used for comparisons. Of the 109 responding, 67.9% selected balancing work,
home, and school as a factor that made continuation difficult in doctoral programs. In a
comparison of single, married, and widowed subjects, it was found that many more
married subjects (80.0%) than the average responded that the factor of balancing work,
home, and school made continuation difficult and fewer single subjects (47.4%) indicated
that this factor made continuation difficult (see Appendix V-A). Of the 75 respondents,
62.7% selected the factor of feelings of isolation as having made continuation difficult. All
of the divorced individuals selected this factor while only 51.6%. of the single respondents
did (see Appendix V-B). to select non-applicable, while 94 subjects responded. The factor

of job responsibilities was selected by 59.6% of the 94 respondents as a factor that made
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their continued participation in doctoral programs difficult. A comparison of the subjects in
this category indicated more married women (66.0%) were more likely to select this factor
than single women (48.4%) (see Appendix V-C). Of the 86 respondents, 57.0% selected
family responsibilities as a factor that made continuation difficult. In comparing the
categories of marital status, considerably more of the married individuals (63.5%) than
single individuals (38.1%) chose the factor of family responsibilities as a factor that made
continuation difficult (see Appendix V-D). Of the 90 subjects who did respond, 40.0%
selected commuting distance as a factor that made continuation difficult. Considerably
more women who were married (49.0%) chose this factor than those who were single
(21.4%) (see Appendix V-E).

Age. For this analysis, the results by age range (30 and under, 31 to 40 and,
41 to 50) and the factors that made continuation difficult were compared. The age
category of 51 to 63 was too small to be use in making comparisons. The factor of
balancing work, home, and school was selected by 68.5% of the 108 subjects responding as
a factor that made continuation difficult in the doctoral program. A comparison of the
subjects by age categories showed that subjects who were 31 to 40 years of age (77.8%)
and subjects who were 41 to 50 years of age (75.0%) were more likely than the average to
indicate that balancing work, home, and school made continuation difficult. Fewer subjects
who were age 30 and under (44.4%) indicated this factor as having made continuation
difficult (See Appendix V-F). Of the 74 subjects who did respond, 62.2% selected

feelings of isolation as the factor that made their continuation difficult in doctoral programs.
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A comparison of age categories revealed that individuals who were under 30 (65.4%) and
31 to 40 (66.7%) were somewhat more likely to select this factor than individuals who
were 41 to 50 (52.4%) who were somewhat more likely to choose this factor (see
Appendix V-G). The factor of job responsibilities was selected by 59.6% of the 94
subjects as the factor that made continuation difficult. The subjects who were 31 to 40
(64.3%) and 41 to 50 (64.5%) were more likely to select this factor than those who were
under 30 (35.3) (see Appendix V-H). Of the 142 subjects, 85 responded that family
responsibilities was selected by 56.5% of the subjects as a factor that made continued
participation in doctoral programs difficult. More individuals 31 to 40 (70.3%) chose
selected this factor in comparison to those under 30 (42.1%) and those who were 41

to 50 (56.0%) (see Appendix V-I). Of 142 subjects, 90 responded that commuting
distance was selected by 40.0% of the respondents as a factor that made continuation
difficult in their doctoral programs. More women who were 41 to 50 (53.3%)

chose this factor. Women under 30 (21.7%) were less likely to choose this factor (see
Appendix V-J).

Number of children. The resuilts of the analysis by number of children and the
factors that made continuation difficult in doctoral programs are shown in Appendices
V, K through O. The three categories of respondents who had three, four and five
children were too small to be used in the analysis. Out of 142 subjects, 33 chose to
select non-applicable, while 109 chose to respond. Balancing home, work, and school

was selected by 67.9% of the 109 subjects as making continuation difficult. Subjects
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without children (44.4%) were less likely to indicate that this factor made continuation
difficult, while subjects who had one child (78.9%) and those who had'2 children

(89.7%) were more likely to indicate that this factor made continuation difficult (see
Appendix V- K). Out of 142 subjects, 67 chose to select non-applicable, while 75 chose to
respond. Feelings of isolation was chosen by 62.7% of the 75 respondents as the factor
that made continuation difficult. Both women without children (68.35) and women who
had two children (68.8%) were more likely to choose this factor than women with one
child (46.2%) (see Appendix V-L).~ Out of 142 subjects 48 chose to select non-applicable
while 48 chose to respond. Job responsibilities was selected by 59.6% of the subjects as a
factor that made continuation difficult in doctoral programs. A comparison of the
respondents’ number of children indicated that individuals with two children (70.5%) were
more likely to select job responsibilities as a factor that made continuation difficuit,
followed by individuals who had one child (66.7%). Individuals who had no children
(45.2%) were less likely to select job responsibilities as a factor that made continuation
difficult (see Appendix V-M). While 142 subjects were contacted, 56 chose to select
non-applicable and 86 elected to respond. Of the 86 subjects, the factor of family
responsibilities was selected by 57.9% of the 86 subjects as a factor that made continuation
difficult in doctoral programs. A comparison of this category revealed that more
respondents who had one child (78.9%) selected family responsibilities as a factor that
made continuation difficult. Respondents who had two children (71.4%) also were more

likely to choose this factor than respondents who did not have children (28.2%) (see
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Appendix V- N). Of the 142 subjects, 52 chose to select non-applicable, while 90
responded. Commuting distance was chosen by 40.0% of the 90 respondents as the factor
that made continuation difficult. A comparison of the respondents’ number of children
revealed that respondents who had one child (57.1%) or two children (51.9%) were

more likely to select this factor as one that made continuation difficult. Respondents who
had no children (22.0%) were less likely to choose commuting distance as a factor that

made continuation difficult (see Appendix V-0)

Summary

A summation of the data gathered in this study indicated that the average
ages of African-American women in doctoral programs in the Commonwealth of
Virginia during 1992 and 1994 were between 31 and 40 years of age. The majority of
these women were married with no children living in the household at the time they
entered their doctoral program. These students were likely to have a spouse or partner
with a higher educational level than their parents; both parents were likely to have at
least a high school diploma. African-American women identified factors that were
perceived as affecting their continued participation in doctoral programs. The factors
that were identified as most often having facilitated continuation in doctoral programs
were individual commitment, academic preparation, self-confidence, family support and
guidance by faculty. The factors that were identified by more respondents as having

made continuation difficult were balancing work, home, and school, job responsibilities,
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family responsibilities, feelings of isolation, and commuting distance.

More women who were single and under 30 enrolled in the program for personal
reasons, while those who were married and older did so for the intellectual challenge.
Overall women who were from 41 to 50 years of age were interested in enrolling because
of career change and career advancement. These women had at least two children.
Married women who were age 41 to 50 believed individual commitment, academic
preparation, and self-confidence were facilitators to their success while married women
who were 31 to 40 years of age with children found family support to be more important.
Women in this age category who were divorced or single, and without children

seemed to focus on guidance by faculty.

The majority of women in this study were married and had indicated that
balancing work, school and home was a major factor that inhibited their continuation. Most
of these women were in the age ranges of 31 to 40 and 41 to 50 and had at least two
children. They further indicated that job responsibilities, family responsibilities, and feelings
of isolation affected their continuation. Women who were married or divorced in the age
category of 41 to 50 found that commuting distance hindered their participation in the

program.
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Chapter 5

SUMMARY, DISCUSSION, CONCLUSIONS, AND RECOMMENDATIONS

This chapter presents an overview of the study, a summary and discussion of the
findings, and the conclusions that were drawn. Recommendations for future practices,

policies, and research are also provided.

Overview of the Study
The purpose of this study was to identify and examine the factors that influenced
participation of African-American women in doctoral programs. These factors are
presented through an understanding of the issues that African-American women perceive
as having an influence on their entering and continuing in doctoral programs. A search of
literature related to African-American women and their experiences in doctoral programs
yielded limited research that directly addressed this issue. This study is, therefore,
significant in adding to the body of knowledge regarding the experiences of African-
American women in doctoral programs. The research questions this study sought to
answer were:
1. What are the demographic characteristics (marital status, age, number of
children, sources of financial assistance, education of parents and spouse,
current program status) of African-American women in doctoral degree

programs at selected institutions of higher education in the Commonwealth of
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Virginia? What is the profile of the typical African-American woman
doctoral candidate?

2. What is the primary reason that African-American women enroll in doctoral
programs? What are the other reasons for entering? Do observable
differences in the primary reasons for entering appear to exist related to the
selected demographics of marital status, age, and number of children?

3. What are the factors that influence the continuing participation of African-
American women in doctoral programs? Do observable differences in the
factors that influence participation appear to exist related to the selected
demographics of marital status, age, and number of children?

The examination was conducted by utilizing data obtained from the responses to a
mailed questionnaire from 142 African-American women students enrolled in doctoral
programs in six universities and colleges in the Commonwealth of Virginia between 1992
to 1994. The findings of this study revealed several factors that influenced enrollment and

continued participation in doctoral programs.

Summary and Discussion of the Findings
Several discoveries were made during the data analysis concerning the educational
experiences of the respondents regarding the reasons they enrolled in doctoral programs
and the factors that influenced their continued participation. These results will be

discussed as they relate to the three research questions.
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The first research question sought to examine the characteristics of this population
of African-American women enrolled in programs of study in the six doctoral-granting
institutions in the Commonwealth of Virginia. The population of African-American
women enrolled in doctoral programs from 1992 to 1994 were surveyed and a profile was
compiled of the typical doctoral students who responded. The typical doctoral African-
American student attending these institutions was married, was in her thirties, had no
children, and was enrolled on a full-time basis. She received fellowships or assistantships
to finance an education, and had a spouse or partner who had earned at least a bachelor’s
degree. It can be concluded from the findings of the profile of Christian and Wilson (1984)
and that of the typical African-American women in higher education that there are
similarities the profiles in regard to their marital status and ages.

The second research question sought to identify and examine the primary reasons
that African-American women enrolled in doctoral programs. The most frequently chosen
primary reasons were personal interest, intellectual challenge, desire for career change,
future job security, and career advancement. The most frequently chosen secondary
reasons were personal interest, potential for increased income, intellectual challenge, career
advancement and increase future job security.

The third research question sought to identify the factors that women perceived to
positively or negatively affect their participation in doctoral programs. Overall, the
respondents felt that their participation was facilitated by the factors of individual
commitment, academic preparation, self-confidence, family support and guidance by

faculty. Also identified were the factors that African-American women perceived to hinder
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their participating in doctoral programs. The majority of women in this study indicated
that balancing home, work, and school, job responsibilities, family responsibilities, feelings
of isolation, and commuting distance made continuation difficult. Through the responses
of these African-American women, it was clear that the road to obtaining the doctoral
degree was not an easy one, but one that required a great deal of commitment and
dedication.

This study showed that being married with responsibilities did not deter African-
American women who were married from pursing a doctoral degree. This finding is
contrary to that of Solomon (1976) who suggested that marriage and family
responsibilities may limit women academically, and to that of Brown (1988) who reported
marriage to be less common among women earning doctorates. The findings in this study,
however, are similar to those in Simmons and Thurgood’s (1995) study that reported an
increase in the number of married women who received doctoral degrees. It is possible
that some of the married women in this study who entered doctoral programs were
supported by their partners or spouses who shared in the family responsibilities, thereby
creating a climate that allowed for the educational success of these women.

Traditionally, it was the aspiration of women to focus on marriage and a family
rather than on an education for themselves. Given the difference in the number of years
among these studies, it appears that the trend is changing and women are becoming more
self-sufficient and self-confident in their ability to balance a multitude of responsibilities
related to their home, family, work, school and personal life. Women in today’s society

seem to view education as an opportunity to make changes in their lives, regardless of their
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marital status. Women in this study appear to be somewhat more committed to a holistic
approach to life by balancing marriage, family, school, and a career.

The participants in this study were between 21 and 63 and were in the process of
accomplishing their education goal. The majority of the women in this study, however,
were between the ages of 31 and 40 with a median age of 36. This is analogous to the
findings of Simmons and Thurgood (1995) which also indicated that the average age of
women at the time of receiving doctoral degrees was 35.6 years of age. Based on this
finding, it appears that the African-American women did not always enter doctoral
programs directly after their baccalaureate and master’s degrees. Similar findings by
Nettles (1990) concurred that African-American students took considerably more time
after completing their baccalaureate degree to enter masters and doctoral degree programs.
While the women in this study were not asked to provide data regarding the number of
years before enrollment in their doctoral study the age at which they entered seemed to
collaborate the findings of Nettles. Perhaps, specific factors prevented these African-
American women from entering doctoral programs at an earlier time in their lives. It is
quite possible that some of the same factors which inhibited them from enrolling were the
factors that prevented them from continuing their education earlier. The factors of
balancing work, home and school, job responsibilities, family responsibilities, feelings of
isolation, commuting distance, or a combination of these factors could inhibit African-
American women and other women from participating.

More than half of the women in this study did not have children living in their

household at the time they enrolled in their doctoral programs, but of those who did have
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children, more of them had at least two. Contrary to the findings of Tittle and Denker
(1980), who suggested that the single most critical problem for mothers attending graduate
school is the lack of available child care, the majority of women in this study did not find
this factor to be a problem to their continuation. Women who were married with children
saw the factor of balancing work, home and school as a more immediate problem affecting
their continuation.

This study found there were more women enrolled in doctoral programs on a full-
time basis than on a part-time basis. Nearly one-third of the respondents in this study were
enrolled in doctoral programs on a full-time basis, while approximately one-fourth
participated on a part-time basis. Over one-third of all respondents had completed
doctoral degrees by the time of the data collection in 1996. Only a small percentage
(2.1%) of the women in this study withdrew from their doctoral program during the three-
year period.

Over one-third of the African-American women in the study reported both their
mothers and fathers as having attained high school diplomas as their highest educational
level attained. In a comparison of their educational levels, it appears that spouses or
partners earned more bachelor’s, master’s, and doctoral degrees than that of the parents of
respondents. In reflecting upon the literature review, Pascarella and Terenzini (1991)
indicated that the parents’ education had a significant and direct influence upon the
development of their children’s educational attainment. This research also suggested that
the benefits of a college education are passed along to the next generation by parents.

More specifically, Howard-Vital (1989) indicated that the educational achievements of the
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mothers of African-American women were very important. Based on the finding of these
studies, the educational level of attainment of the parents may have had some influence on
the respondents; however, the spouses or partners of the respondents in this study appear
to have had a greater influence upon the respondents’ decision to enroll in doctoral

programs.

Reasons For Entering Doctoral Programs

The researcher intentionally focused on exploring the primary reasons that African-
American women enrolled in doctoral programs. This approach differed from previous
findings by Tuckman, Coyle, and Bae (1990) who indicated that previous researchers
appeared less interested in studying the reasons that a student enters a program, but more
interested in studying the variables that shape the students’ educational aspirations.

The respondents in this study were provided a list of fifteen reasons from which
they were to select their primary reason for participating in doctoral programs. The
results of the study indicated that the most common reason for participating was for their
own personal interests. For the purpose of this study, personal interest is defined as a goal
or attempt to accomplish a task simply because one desires to do so, but is not required to.
Other reasons selected were: (a) intellectual challenge, (b) increased future job security,
(c) desire for career change, and (d) career advancement.

The primary reason that married women and single women were more likely to be
motivated to enroll in doctoral programs was for personal interest, while married women

were also likely to be motivated by intellectual challenge. Astin (1976) found personal
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interest as the primary reason for enrolling. The current study of African-American
women also revealed that divorcees were more likely to be motivated to enroll in doctoral
programs for a career change or for a career advancement. Tittle and Denker (1980) had
similar findings in their study of women who also chose to secure a career or advance their
careers professionally.

The analysis of the data by the four age cohorts and the five primary reasons that
women selected for entering doctoral programs showed that women under 30 were more
likely to enter doctoral programs for personal interests than women in the older age
cohorts. Women under 30 may have felt no sense of urgency to direct their immediate
thoughts towards intellectual endeavors, future security, career change, or advancement.
According to the responses women ages 31 to 40, tended to be more motivated to enter
doctoral programs because of the need for intellectual challenge and future job security.
These results were supported by Romer (1979) whose findings also revealed women, ages
30 to 34, were likely to be motivated to attend college for intellectual reasons. Women in
this age group may have selected intellectual challenge because of a variety of experiences
that suggest a concern for their future growth, development, and well-being. Older
women, who were 41 to 50, were more motivated by career change and career
advancement which are also similar to Romer’s (1979) finding which revealed that older
women were motivated by vocational change.

More women were enrolled in the doctoral program who did not have children than
those who did have children. The women who had no children selected personal interests

as a primary reason for enrolling, while those with one child entered to increase future job
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security; those with two children indicated personal interests; those with three children
chose intellectual challenge. The motivation of the women in this study to enroll in
doctoral programs seemed to be altered by the number of children they had.

Researchers who previously looked at the reasons women entered programs
reported similar results to those of this study. Romer (1979) found women were likely to
be motivated for intellectual reasons, while Scott (1980) found that the reasons women
enrolled enrolled was a desire for a career, intellectual skills, and personal interests. All
researchers implied that there could be one or a combination of several situations that

could motivate women to enroll.

Factors That Facilitate Continyation As Related to Selected Demographics

The factors that were perceived by African-American women as having facilitated
their participation in doctoral programs were examined by the selected variables of marital
status, age, and number of children. In the order of selection, the top five factors were: (a)
individual commitment, (b) academic preparation, (c ) self-confidence, (d) family support,
and (e) guidance by faculty.

More women who were divorced than those who were single or married indicated
that individual commitment facilitated their participation. In view of the number of
individuals selecting this factor, the researcher believes that this is a major key to women
who are serious about their participation in this program, especially in looking at the
findings of Galler’s (1977) study that also found that the majority of women who enroll

tend to show enormous commitment while in graduate school.
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In this study, more single women selected the factor of academic preparation as one
that facilitated their continuation than women who were married. Academic preparation
can be important to women who have been out of school for a period of time before
entering the doctoral program. Women may have experienced some degree of anxiety
upon their initial return to this educational environment; therefore, prior academic
preparation would allow these doctoral students to have a comfort level in their studies.
The concerns of these women are consistent with Astin’s (1976) findings in the literature
review which noted that women tend to initially worry about factors such factors, but that
they are also quick to replace these anxieties with feelings of confidence.

Self-confidence was selected by more divorced women as one of the top factors
that facilitated continuation in doctoral programs, perhaps because of the experiences they
have had, which suggests any challenge should be met with determination and
assertiveness. It is apparent that the self-confidence of the women in this study played an
integral role by providing them the motivation to continue in doctoral programs. Without
some degree of self-confidence, these women may develop, as Trotman-Reid (1993)
suggested, concern about other issues that may possibly lead to more serious implications
related to emotional stress while in these programs.

More women in the study who were married indicated that family support was the
factor that facilitated their continuation in doctoral programs. While it was not known if
subjects felt that they had more support from one family member or another, it was shown
that family support was very important to their goals, especially for those who were

married. For women enrolled in doctoral programs, family support can make a great deal
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of difference in lessening the strain that accompanies this challenge. A study by Loo and
Rolison (1986) reported that minority students were more likely to drop out when there
was a lack of support. Women in this study may have relied on spousal support as well as
the support of parents and children, all of which can be directly related to the attrition rate
of doctoral students. Both women who had children and those who did not have children
were in agreement that family support facilitated their continuation.

The factor of guidance by faculty was selected by more divorced women than single
and married as one that facilitated continuation in doctoral programs. While women in
doctoral programs should maintain close, informal relationships with their faculty, women
who are married may have less time for these relationships due to their family and job
responsibilities. Respondents may feel that faculty members, often married and often their
own ages, would acknowledge their enormous time-constraints rather than focus on
informal meetings. Gives and Wemmerus (1988) suggested that one of the best facilitators
or predictors of progress was related to being treated as a colleague; faculty/student
relationships were seen as influencing progress. -

More women who were in the age range of 41 to 50 selected the factor of
individual commitment as one that facilitated continued participation in doctoral programs.
Women in this age range perhaps understood that having individual commitment is more
than half the battle when earning a doctoral degree. Based on the percentage of women
who selected this factor, women of all age cohorts of this study appeared to feel quite

strongly about individual commitment being important to continued participation.
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Academic preparation was also selected by women in the oldest and youngest age
cohorts. This factor was important in view of the fact that these older women had been
out of school for a period of time and did not know how they would perform upon
returning. Hogan and Hendrickson’s (1984) study seemed to agree that areas related to
research abilities, study habits, and management of time were a part of the process that
would result in a student being academically prepared by the time he/she entered his/ their
studies. In agreement that students needed to develop the concentration, discipline,
independent initiative and creative thinking skills were Rudestam and Newton (1992).
They felt that for individuals who were not academically prepared by the time they entered
their program, the process could become overwhelming and result in some of them never
finishing their degree.

Self-confidence was selected by more women in the age range of 41 to 50 as one
that facilitated their participation. Women in this age range who enrolled in doctoral
program, appeared to do so because of their own self-confidence in their ability to achieve.
Ott, Markewich, and Ochsner (1984) found doctoral candidates who were still enrolled in
doctoral programs after five years to be committed to their goal, which indicated that they
also possessed a level of self-confidence in themselves. African-American women in this
study who selected self-confidence as a factor that facilitated their continuation appeared
to péssess determination and self-confidence as shown by the fact that only a few withdrew
or dropped out of the program during the period of this study.

More women who are 31 to 40 selected family support as the factor that facilitated

their participation than did women in other age cohorts. McCauley’s (1988) study
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supported the idea of family support as one that facilitated participation. His study
revealed that African-American students who felt that they had the support and
encouragement of their family did their best to persist in programs. A study by Loo and
Rolison (1986), however, found that the lack of support received by minority students was
more likely to result in their dropping out of programs. Nero (1993) concurred with the
findings of Loo and Rolison (1986) when he described his own supportive family, advisor,
and doctoral committee as his support system that was very much needed while completing
his doctoral degree.

Guidance by faculty was selected by more women who were 31 to 40 than in any
other age category as the factor that facilitated their continuation. The importance of
selecting this factor is supported by Girves and Wemmerus (1988) who found the
faculty/student relationship was quite important in influencing the successful involvement
and integration of students. This factor was found to be crucial to continued interactions
between a student and their environment leading to successful progress.

Overall, women in the study who had at least two children were more likely to
select the factor of individual commitment as one that facilitated continued participation.
In Manzo’s (1994) study, women with children were so committed to their goal that they
agreed to be housed with other women who had children for both supportive and financial
reasons. Their commitment involved sharing resources and space with other women.
Academic preparation was also selected by more women who had at least two children.
Perhaps, these women who had children were more concerned about being academically

prepared because they were limited in the amount of time they could dedicate to preparing
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for studies; with more children there would be more responsibilities. Manzo’s (1994)
study further supported the concept of sharing responsibilities. Self-confidence was
selected by women who had two children as the factor that facilitated their continued
participation. Perhaps, these women made this selection because they felt this factor was
most important to women to attain their goal. Having a high-level of self-confidence was
probably an important catalyst in keeping these women focused on the outcome of their
degree which would surely assist them in adequately raising their children.

Family support was a factor that was chosen by more women who had at least two
children as one that facilitated continuation. Women who selected this factor may have
been accustomed to family support in raising their children. Rix’s (1991) study somewhat
supported this idea of family support as he indicated that in past years, child care was
provided within the network of the family and a shared community. The women who
chose this factor perhaps felt that family support was needed to facilitate their continuation,
especially those with two or more children. Women who did not have children selected
guidance by faculty as a factor that facilitated their continuation. These women may have
been able to meet frequently and informally with faculty to receive assistance because they
did not have the responsibilities of child care that women with children had. The positive
interaction between these women and their faculty would seem to be analogous to the

support that student mothers receive from their families.
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hat M inuation Difficul

The factors that were perceived by African-American women as having hindered
their participation in doctoral programs were examined by selected variables of marital
status, age, and number of children. In the order of selection, these top factors were as
follows: (a) balancing work, home, and school, (b) job responsibilities, (c) family
responsibilities, (d) feelings of isolation, and (¢) commuting distance.

Married women in this study indicated that the factor of balancing work, home, and
school made continuation difficult. Soloman’s (1976) study supports the supposition that
married women may have many roles and responsibilities which may put a strain on their
limited time. Divorced women might also have difficulty balancing these areas because
there would be no spouse to help. Considerably fewer single women saw this factor as
having made continuation difficult because they have fewer responsibilities.

Married women in this study also indicated that job responsibilities made
continuation difficult. More than half of the women who responded indicated job
responsibilities as having made their continuation difficult, yet in some instances having a
job may have been the only way for them to achieve their educational goals. More
divorced women than single women indicated that job responsibilities made continuation
difficult, possibly because the needed support was no longer present, and work had to
continue and the family had to be cared for. Thernstorm (1995) found that students were
sometimes forced to leave college to enter the labor force because they needed to support

themselves or their families. The majority of women who responded chose family
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responsibilities as a factor that made continuation difficult. More women who were
married selected this factor than did women who were single or divorced. While family
responsibilities could consist of voluntary or involuntary circumstances, either situation
has the possibility of making continuation difficult. The circumstances surrounding family
responsibilities are supported by Thomas (1991) who found that students must sometimes
interrupt their education while problems such as family health, financial dilemmas, or other
family related issues are being solved. More than half of the women in this study who were
married indicated that this factor made continuation difficult for them. Fewer single
women indicated that family responsibilities made continuation difficult for them.

Feelings of isolation was selected by more women who were divorced as the factor
that made continuation difficult, followed by women who were married. Divorced women
may have sensed a feeling of isolation because of an absence of social support from a
spouse. Divorced women and married women who may live off-campus may have
experienced these feelings more often than those who may have lived on campus. Women
who were single did indicate that their feelings of isolation made continuation difficult for
them, but not as strongly as in other categories. Trotman-Reid’s (1993) study confirms -
that isolation is sometimes shown to be the reason a student leaves school.

Commuting distance was more likely to be chosen by married women as having
made continuation difficult. Nearly one-half of the women who were married indicated
commuting distance to have made continuation difficult, while slightly over one-third of the
women who were divorced felt continuation was made difficult. The factor of commuting

distance was perhaps more important to married and divorced women with children
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because of the many responsibilities they have on a daily basis as well as the commuting
distance to class. Fewer single women appeared to be concerned with this factor, perhaps,
because they reside on campus and would rarely have to perform multiple tasks, such as
transporting children, traveling to work, and traveling to school for classes.

More women who were in the age range of 31 to 40 indicated that balancing home,
work, and school made continuation difficult. This finding was similar to that of Romer’s
(1979) study which also indicated family responsibilities, school, and work as areas in
which they had conflict. Women in the age ranges of 31 to 40 and 41 to 50 selected the
factor of job responsibilities as one that made continuation difficult. The responses of
these women suggest that at some point during their doctoral studies, job responsibilities
may have made continuation difficult; perhaps their expeﬁehces included extended work
hours and pressure deadlines which affected their ability to focus on their studies. The
factor of family responsibilities was selected most frequently by women who were 31 to 40
as having made continuation difficult. Some of the women who were in this age range
perhaps already had a family to care for and knew that this task would be difficult to do
while earning a doctoral degree.

Over sixty-six percent of the women aged 31 to 40 indicated that the factor of
feelings of isolation made continuation difficult in doctoral programs. Guloyan’s (1986)
study revealed that African-Americans tended to feel more isolated than Caucasians when
looking at the social aspects of life at universities. In agreement with these findings,
Fleming (1984) found that African-American students in predominantly white colleges

possessed greater feeling of isolation. This may account for the high percentage of
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responses of African-American women who chose feelings of isolation as a factor that

made continuation difficult.

Commuting distance made continuation difficult according to women who were 41
to 50 years of age. Over fifty percent of these women in this age cohort were in agreement
that this factor made continuation difficult; health and family may have played a part
relative to location of the home and the university. Commuting distance was not viewed as
critical to women under 30, as much as it was to those 41 to 50. Perhaps, this age
difference existed because individuals under 30 tended to live on campus more than women
who were 41 to 50. Individuals under 30 may not have had the family and job
responsibilities that older women had at this age.

Women in the study who had at least two children chose balancing home, work,
and school as the factor that made continuation difficult. Tittle and Denker (1980) found
that women with children sometimes stated that their school work was suffering because of
the responsibilities of having children. Women in this study indicated that whether they
had no children or one or more children, balancing home, work, and school was a difficult
task. Women with at least two children also chose job responsibilities as a factor that
made continuation difficult. Women with one child also felt that this factor made
continuation difficult. Perhaps, they found difficulty in balancing all the job responsibilities
along with continuing to care for the two children while enrolled in doctoral programs.
Women who did not have children indicated that their continuation was made difficult, but
it was not as difficult as other women, perhaps, because they had fewer responsibilities.

Family responsibilities was selected as having made continuation difficult by women who
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had only one child. These women seem to point out that no matter how many children one
has, family responsibilities must be exercised. Women with at least two children selected
family responsibilities as a factor that made continuation difficult. Some women who do
not have the help of a significant other or family support to share in the responsibilities of
rearing and caring for children indicated that this factor made continuation difficult. The
factor of feelings of isolation was chosen by women who had at least two children as a
factor that made continuation difficult. Equally so, women without children also selected
feelings of isolation as having made continuation difficult. Perhaps their is a greater need
for social or emotional support from among colleagues. Without this type of support
perhaps single women may feel quite alone and deserted. Women with children may also
feel overwhelmed with responsibilities when raising children while attending school.
Commuting distance was also chosen as a factor that made continuation difficult, especially
for married women. It could be that their place of residence was determined by the employ

of their spouse, causing them to live further from the university than most single women.

Conclusion
The findings of this study indicated that further exploration is necessary in order to
better understand the factors that have been identified as having some influence upon the
continued participation of African-American women in doctoral programs. If institutions
are genuinely committed to increasing the number of African-American women who enroll
in doctoral programs and improving the rates of retention and completion, it is extremely

important for them to establish programs that will assist these students in successfully
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managing these factors. The results, if shared with other institutions, could benefit both the
quality of the experiences and the future overall development of higher education for
African-American women who wish to pursue these degrees.

The researcher is mindful that the conclusions are only as good as the information
that was collected. While the data were drawn from 142 respondents, there were a total of
99 subjects who could not be reached. The conclusions, therefore, are only applicable to
those who respond. This study is only a beginning for understanding the perceptions of
African-American women who are enrolled in doctoral programs; there is much more
information that is yet to be found. Future investigations should be both quantitative and
qualitative to provide subjects the opportunity to present their areas of concern in their
own voices. The additional information that would be collected would be critical in
identifying and exploring other factors that may influence the recruitment, retention, and
completion of African-American women in doctoral programs. The results of this study
are not all inclusive of the factors influencing African-American women in doctoral
programs, but it can be a starting point for future research. This special population of
women could serve as role-models to other African-American women who contemplate
enrolling in doctoral programs by relating the true meaning of perseverance and persistence

while in these programs.
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Implications For Practice

Given the small number (142) of African-American women currently enrolled in
doctoral programs in the Commonwealth of Virginia, it is critical that the factors regarding
their doctoral experiences be examined further to develop specific strategies to increase the
number of African-American women pursuing doctoral degrees. The impact of the factors
that influence continued participation for African-American women is yet to be realized as
evidenced by the limited amount of literature on this subject, but it is hoped that this study
is a step toward correcting this deficit.

Based on the findings of this study, much needs to be done to ensure retention of
this population of African-American doctoral students. These findings are relevant to
future career choices of young African-American women and their perceptions of women
as role models. These findings are also relevant to faculty and administrators of
institutions interested in a better understanding of the reasons African-American students
enroll and participate in programs and the factors that facilitate and hinder participation in
doctoral programs.

1. A data base should be established by institutions that would be a
collection of the experiences of women in doctoral programs and the
factors that facilitated and hindered their participation. This data base
would be available to other women in the program, as well as to educational
institutions in making decisions relative to developing innovative programs,

improving services, and designing policies and practices that will improve
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recruitment, retention, and completion of African-American women in the
doctoral program.

2. Strategies to recruit and retain African-American women in doctoral
programs should be developed and implemented at a variety of institutions.
The success of African-American women can dispel myths about their not
being able to succeed at predominantly Caucasian educational institutions,
improve campus climate, and provide role models for vounger women.

3. Programs should be developed to foster positive experiences between
African-American doctoral students and the faculty, administration,
and mentors.

4. Institutions should develop information sessions for women regarding
expectations of the doctoral program and seminar to share techniques for

coping with the barriers to completing their degree.

Recommendations for Future Research
Although a great deal of data was generated and analyzed in this study, more
questions remain to be answered in regard to the factors that facilitate or hinder the
participation of African-American women in doctoral programs. Based on the findings of
this study and the impressions acquired by the researcher while conducting this research,
other avenues of research are suggested. The following recommendations are offered:
1. A study should be conducted of the experiences of African-American

women in the Commonwealth of Virginia who dropped out of their doctoral
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program before completing the dissertation. By determining the reasons
these women chose not to complete doctoral degrees, a model could be
developed for implementing strategies to retain current students to degree
completion.

2. A replication of this study could be done with Caucasian women and other
minority groups to compare results with with the African-American women
doctoral students.

3. A study may be conducted of African-American women enrolled in doctoral
programs at historically Black colleges to examine similarities and
differences in their perceptions of the factors that influence their

participation.
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The following information is being collected as part of a study to identify and examine the factors
that affect the participation of African-American women in doctoral programs. Please take a few

Appendix 1- A

SURVEY OF
EXPERIENCES OF AFRICAN-AMERICAN WOMEN
IN DOCTORAL DEGREE PROGRAMS

minutes to answer the survey questions.

PART L DEMOGRAPHIC CHARACTERISTICS: (Personal and Family status)
1. When you entered in the doctoral program, what was your marital status? (circle one)
a.

b.

single
married
separated
divorced

widowed

2. What was your age when you entered the doctoral program? years old

3. How many children did you have living in your home at the time you entered the doctoral proram?

(Circle one)

a

b.

none

one

two

three

four

five

siX or more

Code:
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Page 2 Appendix I- A
(continued)
4. What is your current status in the doctoral program? (Circle one)
a. full-time student
b. part-time student
c. on leave (planning to finish)
d. withdrew from doctoral program and have no plans to finish the program.
e. completed degree ( Year: )

5.. While in your doctoral program, did any of the following serve as major sources of
financial assistance?  (Circle all numbers under either "yes” or "no" for each item)

Yes No
a 1 2
. Spouse Income
b. loans ! 2
. parent/spouse ! 2
d. savings ! 2
e. employment ! 2
f. other (please specify) 1 2

6. What is the highest level of education completed by your mother, father, guardian or spouse?
(Circle one number in each column)

Mother/Guardian Father/Guardian

a. less than 12th grade 1 2

b. high school diploma 1 2

c. associate degree ! 2

d. bachelor's degree 1 2

e. some graduate work 1 2

f  master's degree 1 2

g. doctoral degrees 1 2
1 2

h. not applicable

Spouse

3
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_ Page3
Appendix - A
(continued)

PART II - REASONS FOR ENTERING DOCTORAL PROGRAM

5. Indicate your primary reason for entering your doctoral program in Column A and all other reasons
for entering in Column B.

Column A Column B
Primary Reasons Other Reasons
(Circle only one item) Circle all items that apply
a. desire for career change 1 '
b. availability of finances 2 2
c. personal interest 3 3
d. intellectual challenge P a
¢. obtain job promotion 5 5
f. potential for increased income 6 -8
g career advancement 7 v
h. dissatisfaction with current position 8 8
i. become role-model/mentor 9 9
j. increase future job security 10 10
k. encouragement by spouse 1y 11
1. encouragement by family 12 12
m. resolve identity crisis 13 13
n. prestige of the degree 114 14

0. other (please specify) 1s 1%




Page 4

PART HL - FACTORS AFFECTING CONTINUED PARTICIPATION IN DOCTORAL

PROGRAMS

8. What effect. did the factors listed below have upon your continued participation in the doctoral
program? (Please respond using the rating scale below. If an item does not apply to you.

Appendix [ - A
(continued)

please indicate by circling the approplriate number)

a. marital status

b. family support

¢. family responsibilities

d. child care responsibilitics
¢. job responsibilities

f. balancing work, home,
and school

g. student support groups

h. feelings of isolation
and loneliness

i. self-confidence
j. individual commitment
k. health concerns

1. starting a family

m. guidance by faculty

n. academic preparation
o. financial assistance

p. commuting distance

q. other (please specify)___

Made It Difficult Not Facilitated
To Continue Important Continuance
' 2
! 2
1 2
1 2
1 2
f 2
1 2
1 2
! 2
1 2
1 2
1 2
1 2
1 2
! 2
1 2
! 2

Thank you for participating in this survey.
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Sepiember 27, 1998

Valerie Thweatl-McCoy
3840 Pheasant Chase Drive
Richmond, Virginia 23231

Dear Ms, McCoy,
Thank you very much for your note regarding your disscristion and using the
Doctoral Student Survey. | am delighwed that you have selected (o use the instrument and
only request that you acknowledge the suthors as you utilize it.
You have my support for using the Doctoral Student Survey and | will ook

forward 10 sceing the results of your sidy.
Sincerely yours,
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* Nettles
Professor of Education and Public Policy
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Appendix C

Letter to Pilot Study Participants

3840 Pheasant Chase Drive
Richmond, Virginia 23231
September 7, 1996

Dear

I am a student in Vocational and Technical Education at Virginia Polytechnic Institute
and State University completing the requirements for the Doctor of Education degree.
As a result, T am conducting a study of the experiences of African-American women in
doctoral degree programs at educational institutions in the Commonwealth of Virginia

that offer doctoral degrees.

Your name was recommended to assist in the screening of the questionnaire which will be
used in this study. Your assistance is needed to complete the questionnaire and to
indicate any ambiguities in the format or language. Please feel free to include any
recommendations that you believe would improve the effectiveness of this questionnaire.
I would appreciate receiving your comments by September 17, 1996. A stamped self-

addressed return envelope is included for your reply.

I can be contacted by phone (collect) at (804) 795-5780. Thank you for your assistance.

Sincerely,

Valerie Thweatt-McCoy
Doctor of Education Candidate
Virginia Tech
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Appendix D

Pre-Contact Card

September 3, 1996

Dear Doctoral Student:

Shortly, you will receive a questionnaire secking information relative to
your experiences while in the doctoral program. The questionnaire is
being mailed to you because you are a part of a unique group of women
students who have accepted the challenge to enroll in doctoral programs

Your participation is very important. Your response will be helpful in
determining the reasons that African-American women enroll in doctoral

programs and the factors that influence their participation in these programs.

When you receive the questionnaire, I would appreciate your completing and
- and returning it as soon as possible. Thank you for your help.

Sincerely.
Valerie Thweatt-McCoy

Doctor of Education Candidate
Virginia Tech
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APPENDIX E
Letter to Survey Participants

3840 Pheasant Chase Drive
Richmond, Virginia 23231
September 29, 1996

Dear Doctoral Student:

As a doctoral student at Virginia Polytechnic Institute and State University, I have often
wondered about the experiences of African-American women in doctoral programs and
the factors that affected their participation. As a result, I am conducting a survey for my
dissertation in Vocational and Technical Education and hope that you can assist me by
providing your candid opinion about your experiences in the doctoral program.

The purpose of this research is twofold: (1) to identify and examine the factors that
affect the participation of African-American women in doctoral programs; and (2) to
add to the body of knowledge regarding the experiences of African-American women
that will be useful to institutions of higher education in improving their recruitment and
retention strategies.

For this study, I am surveying the experiences of African-American women who have
been enrolled in doctoral programs. Your participation will be important in helping
institutions to better understand the doctoral student experience and to help improve
programs for future African-American women who enter doctoral studies. Enclosed
is a brief survey that will enable you to provide information about your experiences.

Please remember that your name will not be used in any report. It is important, however,
that you be very candid in your responses. The information that you provide will be kept
in the strictness of confidence. The control number on the survey will be used to
determine the number of responses that are received from each institution and to allow for
follow-up of non-respondents.

Please take a few minutes to share your perceptions of your doctoral experience. Your
opinion is critical to this survey. I shall look forward to receiving your comments by
October 11, 1996. Please return the completed survey in the self-addressed stamped
envelope that is included for your convenience. I will be glad to forward you a copy of
the results of this study upon completion. If there are any questions, please contact me
collect at telephone number (804) 795-5780. Thank you in advance for your assistance.

Sincerely,

Valerie Thweatt-McCoy
Doctor of Education Candidate
Virginia Tech
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APPENDIX F

Follow-Up Post Card
October 18, 1996

Dear Fellow Doctoral Student:

Recently, I mailed you a questionnaire seeking your participation in a
study being conducted to better understand the doctoral experiences
of African-American women. Thank you to all who have completed
the questionnaire; and I hope that the other surveys will be arriving
shortly. The responses to the survey have been most gratifying, but I
am a long way from meeting my goal. Your response is extremely
important to this study. Please call collect, if there are any questions
(804) 795-5780. Thank you for your assistance.

Cordially,

Valerie Thweatt-McCoy
Doctor of Education Candidate
Virginia Tech
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Appendix G

Third Correspondence to Participants

3840 Pheasant Chase Drive
Richmond, Virginia 23231
October 25, 1996

Dear Doctoral Candidate:

As you may remember from my previous correspondence, I am a student in Vocational
and Technical Education at Virginia Polytechnic Institute and State University. 1am
conducting a study to identify the factors that affect the participation of African-American
women in.doctoral degree programs in educational institutions in the Commonwealth of
Virginia that offer doctoral degrees.

I am writing to you again because your completed questionnaire has not been received.
Perhaps it is in the mail or it was simply misplaced. Because your responses are essential
to this study, I have enclosed another questionnaire and self-addressed envelope. The
number of questionnaires being returned is very encouraging, but your contribution is
needed for the success of this study. I sincerely hope that your schedule will permit you
the opportunity to participate. Your perceptions and opinions will be appreciated.
Please remember, your name is not necessary for this study and the information that you
provide is voluntary and will be kept in the strictest confidence.

Thank you once again for your assistance. I look forward to receiving your questionnaire
by November 13, 1996. Please contact me collect at (804) 795-5780 if there are any
questions.

Sincerely,

Valerie Thweatt-McCoy
Doctor of Education Candidate
Virginia Tech

129



APPENDIX - II-A

PROGRAM STATUS

130



Appendix 1I-A

d al Progran

of Virginia (1992-1994) by Marital Status

Marital Status
Program Status Single Married  Separated  Divorced  Widowed
Total
Full-Time Status
Frequency 15 23 2 3 0 43
Row Percentage 348 535 47 7.0 0.0 100.0
Column Percentage 259 37.1 100.0 16.7 0.0 303
Part-Time Status
Frequency 11 21 0 3 1 36
Row Percentage 30.6 583 0.0 8.3 28 100.0
Column Percentage 19.0 339 0.0 16.7 16.7 254
On-Leave (plan to finish)
Frequency 2 2 0 0 0 4
Row Percentage 50.0 50.0 0.0 0.0 0.0 100.0
Column Percentage 32 3.2 0.0 0.0 0.0 28
Withdrew (no plan to finish)
Frequency 1 1 0 1 0 3
Row Percentage 333 333 0.0 333 0.0 100.0
Column Percentage 1.7 1.7 0.0 55 0.0 2.1
Completed
Frequency 29 15 0 11 1 56
Row Percentage 51.8 26.8 0.0 19.6 1.8 100.0
Column Percentage  50.0 242 0.0 61.1 50.0 394
Total
Frequency 53 66 3 18 2 142
Row Percentage 37.3 46.5 2.1 12.7 1.4 100.0
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Appendix III-A

Marital Status Primary Other Not
Reasons Reasons Important Total

Single

Frequency 16 26 11 53

Row Percentage 302 49.1 20.8 100.0

Column Percentage 552 347 29.7 37.6
Married

Frequency 7 40 19 66

Row Percentage 1o.6 60.6 28.8 100.0

Column Percentage 24.1 533 514 46.8
Separated

Frequency 2 1 0 3

Row Percentage 66.7 333 0.0 100.0

Column Percentage 6.9 1.3 0.0 2.1
Divorced

Frequency 3 7 7 17

Row Percentage i7.6 412 412 100.0

Column Percentage 10.2 93 18.9 12.1
Widowed

Frequency 1 1 0 2

Row Percentage 50.0 50.0 0.0 100.0

Column Percentage 34 1.3 0.0 14
Total

Frequency 29 75 37 141

Row Percentage 20.6 53.2 26.2 100.0
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Appendix I1I-B

Marita
Intell | Challen
Marital Status Primary Other Not
Reasons Reasons Important Total
Single
Frequency 7 27 19 53
Row Percentage 13.2 50.9 35.8 100.0
Column Percentage 259 375 452 376
Married
Frequency 16 31 19 66
Row Percentage 242 47.0 28.8 100.0
Column Percentage 59.3 43.1 452 46.8
Separated
Frequency 1 2 0 3
Row Percentage 333 66.7 0.0 100.0
Column Percentage 3.7 2.8 ' 0.0 2.1
Divorced
Frequency 2 12 3 17
Row Percentage 11.8 70.6 17.6 100.0
Column Percentage 7.4 16.7 7.1 12.1
Widowed
Frequency 1 0 1 2
Row Percentage 50.0 0.0 50.0 100.0
Column Percentage 3.7 0.0 24 1.4
Total
Frequency 27 72 42 141
Row Percentage 19.1 SLT . 29.8 100.0
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Appendix I1I-D

Marital Increase F J ity Primary Reason for Enrolling in Doctoral
Programs
Increase Future Job Security
Primary Other Not
Marital Status Reasons Reasons Important Total
Single
Frequency 9 28 16 53
Row Percentage 17.0 52.8 30.2 100.0
Column Percentage 47.4 49.1 24.6 37.6
Married
Frequency 9 21 36 66
Row Percentage 13.6 31.8 545 160.0
Column Percentage 474 36.8 55.4 46.8
Separated
Frequency 0 0 3 3
Row Percentage 0.0 0.0 100.0 100.0
Column Percentage 0.0 0.0 4.6 2.1
Divorced
Frequency 1 7 9 17
Row Percentage 59 41.2 529 100.0
Column Percentage 53 12.3 13.8 12.1
Widowed
Frequency 0 1 1 2
Row Percentage 0.0 50.0 50.0 100.0
Column Percentage 0.0 1.8 1.5 1.4
Total
Frequency 19 57 65 141
Row Percentage 13.5 40.1 46.1 100.0
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Appendix I1I-C

Marital arcer Ch a Primary Reason for Enrolling i ral Pr
Career Change
Marital Status Primary Other Not
Reasons Reasons Important Total
Single
Frequency 6 11 36 53
Row Percentage 113 20.8 67.9 100.0
Column Percentage 25.0 40.7 40.0 37.6
Married
Frequency 9 15 42 66
Row Percentage 13.6 227 63.6 100.0
Column Percentage 375 55.6 46.7 46.8
Separated
Frequency 2 0 1 3
Row Percentage 66.7 0.0 333 100.0
Column Percentage 8.3 0.0 1.1 2.1
Divorced
Frequency 7 1 9 17
Row Percentage 41.2 59 529 100.0
Column Percentage 29.2 37 10.0 12.1
Widowed
Frequency 0 0 2 2
Row Percentage 0.0 0.0 100.0 100.0
Column Percentage 0.0 0.0 22 1.4
Total
Frequency 24 27 90 141
Row Percentage 12.8 19.1 63.8 100.0
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Appendix III-E

r A men
Marital Status Primary Other Not
Reasons Reasons Important Total

Single

Frequency 6 28 19 53

Row Percentage 113 52.8 35.8 100.0

Column Percentage 333 373 396 376
Married

Frequency 7 35 24 66

Row Percentage 10.6 53.0 364 100.0

Column Percentage 38.9 46.7 50.0 46.8
Separated

Frequency 1 1 1 3

Row Percentage 333 333 33.3 100.0

Column Percentage 5.6 1.3 2.1 21
Divorced

Frequency 4 10 3 17

Row Percentage 235 58.8 17.6 100.0

Column Percentage 222 13.3 6.3 12.1
Widowed

Frequency 0 1 1 2

Row Percentage 0.0 50.0 50.0 100.0

Column Percentage 0.0 1.3 2.1 1.4
Total

Frequency 18 75 48 141

Row Percentage 12.8 53.2 : 34.0 100.0
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Appendix HI-F

A Personal Inter nimary Reason for Enrolling i Pr
Personal Interest
Age Range Primary Other Not
Reasons Reasons Applicable Total
30-Under
Frequency 15 18 8 41
Row Percentage 36.6 43.9 19.5 100.0
Column Percentage 51.7 243 216 29.3
31-40
Frequency 5 30 18 53
Row Percentage 9.4 56.6 340 100.0
Column Percentage 17.2 40.5 48.6 37.9
41-50
Frequency 6 35 9 41
Row Percentage 14.6 63.4 22.0 100.0
Column Percentage 20.7 35.1 243 29.3
51-63
Frequency 3 0 9 5
Row Percentage 60.0 0.0 40.0 1060.0
Column Percentage 10.3 0.0 54 3.6
Total
Frequency 29 74 37 140
Row Percentage 207 529 26.4 100.0

138



Appendix [1I-G

for Enrolling in D

Age Intell llen Primary R
Intell | Challen
Age Range Primary Other Not
Reasons Reasons Applicable
Total
30-Under
Frequency 4 23 14 41
Row Percentage 9.8 56.1 34.1 100.0
Column Percentage 14.8 324 333 293
31-40
Frequency 12 25 16 53
Row Percentage 226 47.2 30.2 100.0
Column Percentage 444 35.2 38.1 379
41-50
Frequency 9 21 11 41
Row Percentage 22.0 512 26.8 100.0
Column Percentage 333 292 26.2 293
51-63
Frequency 2 2 1 5
Row Percentage 40.0 40.0 20.0 100.0
Column Percentage 7.4 28 24 3.6
Total
Frequency 27 71 42 140
Row Percentage 19.3 50.7 30.0 100.0
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Appendix I11-H

ire for r Ch
Age Range Primary Other Not
Reasons Reasons Applicable Total

30-Under

Frequency 4 6 31 41

Row Percentage 9.8 14.6 75.6 100.0

Column Percentage 16.7 222 348 29.3
31-40

Frequency 7 14 32 - 53

Row Percentage 13.2 264 60.4 100.0

Column Percentage 29.2 51.9 36.0 37.9
41-50

Frequency 12 6 23 41

Row Percentage 293 14.6 56.1 100.0

Column Percentage 50.0 222 25.8 293
51-63

Frequency 1 1 3 5

Row Percentage 20.0 20.0 60.0 100.0

Column Percentage 4.2 3.7 34 3.6
Total

Frequency 24 27 89 140

Row Percentage 17.1 19.3 63.6 100.0
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Appendix III-I

A Increase F urity Primary R for Enrolling in Doctoral Pr
Future Job Security
Age Range Primary Other Not
Reasons Reasons Applicable Total
30-Under
Frequency 6 19 16 41
Row Percentage 14.6 46.3 39.0 100.0
Column Percentage 31.6 333 25.0 29.3
31-40
Frequency 9 23 21 53
Row Percentage 17.0 43.4 39.6 100.0
Column Percentage 474 404 328 37.9
41-50
Frequency 4 15 22 41
Row Percentage 9.8 36.6 -53.7 100.0
Column Percentage 21.1 26.3 344 293
51-63
Frequency 0 0 5 5
Row Percentage 0.0 0.0 100.0 100.0
Column Percentage 0.0 0.0 7.8 3.6
Total
Frequency 19 57 64 140
Row Percentage 13.6 40.7 45.7 100.0
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Appendix 111-J

A Career A. men Primary Reason for Enrolling in Docgoral Pr
men
Primary Other Not
Age Range Reasons Reasons Applicable Total
30-Under
Frequency 3 19 19 41
Row Percentage 73 46.3 46.3 100.0
Column Percentage 16.7 253 404 293
31-40
Frequency 7 33 13 53
Row Percentage 13.2 623 245 100.0
Column Percentage 382 44.0 27.7 37.9
41-50
Frequency 8 21 12 41
Row Percentage 19.5 51.2 293 100.0
Column Percentage 444 28.0 255 293
51-63
Frequency 0 2 3 5
Row Percentage 0.0 40.0 60.0 100.0
Column Percentage 0.0 2.7 6.4 3.6
Total
Frequency 18 75 47 140
Row Percentage 12.8 53.6 336 1060.0
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Appendix HI-K

N r of Children and Personal Inter Primary Reason for Enrolling i oral Pro s
Personal Interest
Number of Primary Other Not
Children Reason Reasons Important  Total
None Frequency 18 38 18 74
Row Percentage 243 514 243 100.0
Column Percentage 62.1 50.7 48.6 52.5
One Frequency 2 13 10 25
Row Percentage 8.0 520 40.0 100.0
Column Percentage 6.9 17.3 27.0 17.7
Two Frequency 8 18 7 33
Row Percentage 242 545 21.2 100.0
Column Percentage 27.6 24.0 18.9 234
Three Frequency 0 5 0 5
Row Percentage 0.0 100.0 0.0 100.0
Column Percentage 0.0 6.7 0.0 35
Four Frequency 0 1 1 2
Row Percentage 0.0 50.0 50.0 100.0
Column Percentage 0.0 13 27 1.4
Five Frequency 1 0 1 2
Row Percentage 50.0 0.0 500 100.0
Column Percentage 34 0.0 2.7 1.4
Total Frequency 29 75 37 141
Row Percentage 20.6 532 26.2 100.0
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Appendix III-L

Number of Children and Intellectual Chalienge as a Primary Reason for Enrolling in Doctoral
Programs

Intell 1 Chall

Number of Primary Secondary Not
Children _ Reason Reasons Important Total
None Frequency 11 41 22 74
Row Percentage 149 554 297 100.0
Column Percentage 40.7 56.9 524 525
One Frequency 6 12 7 25
Row Percentage 242 48.0 28.0 100.0
Column Percentage 222 16.7 16.7 17.7
Two Frequency 8 17 8 33
Row Percentage 242 515 242 100.0
Column Percentage 29.6 23.6 19.0 234
Three Frequency 2 1 2 5
Row Percentage 40.0 20.0 40.0 100.0
Column Percentage 7.4 14 4.8 3.5
Four Frequency 0 1 1 2
Row Percentage 0.0 50.0 50.0 100.0
Column Percentage 0.0 1.4 24 1.4
Five Frequency 0 0 2 2
Row Percentage 0.0 0.0 100.0 100.0
Column Percentage 0.0 0.0 4.8 14
Total Frequency 27 72 42 141
Row Percentage 19.1 511 298 100.0
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Appendix I1I-M

N f Children ire for Career Chan a Prim son for Enrolling in
Programs
Desire for Career Change

Number of Primary Other Not

Children Reason Reasons Important Total

0 Frequency 13 15 46 74
Row Percentage 17.6 20.3 62.2 100.0
Column Percentage 54.2 55.6 511 525

One Frequency 4 3 18 25
Row Percentage 16.0 12.0 720 100.0
Column Percentage 16.7 11.1 20.0 17.7

Two Frequency 7 7 19 33
Row Percentage 21.2 212 57.6 100.0
Column Percentage 292 259 21.1 17.7

Three Frequency 0 2 3 5
Row Percentage 0.0 40.0 60.0 100.0
Column Percentage 0.0 7.4 33 35

Four Frequency 0 0 2 2
Row Percentage 0.0 0.0 100.0 100.0
Column Percentage 0.0 0.0 22 1.4

Five Frequency 0 0 2 2
Row Percentage 0.0 0.0 100.0 100.0
Column Percentage 0.0 0.0 22 14

Total Frequency 24 27 90 141
Row Percentage 17.0 19.1 63.8 100.0
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Appendix I1I-N

Number of Children and Increase in F ity as a Primary Reason for Enrolling in Doctoral
Programs
Future Job Security
Number of Primary Other Not
Children Reason Reasons Important  Total
None Frequency 10 37 27 74
Row Percentage 13.5 50.0 36.5 100.0
Column Percentage 526 64.9 41.5 525
One Frequency 5 7 13 25
Row Percentage 20.0 28.0 52.0 100.0
Column Percentage 26.3 12.3 20.0 17.7
Two Frequency 3 11 19 33
Row Percentage 9.1 33.3 57.6 100.0
Column Percentage 15.8 19.3 29.2 234
Three Frequency 0 2 3 5
Row Percentage 0.0 40.0 60.0 100.0
Column Percentage 0.0 35 4.6 35
Four Frequency 1 0 1 2
Row Percentage 50.0 0.0 50.0 100.0
Column Percentage 53 0.0 1.5 1.4
Five Frequency 0 0 2 2
Row Percentage 0.0 0.0 100.0 100.0
Column Percentage 0.0 0.0 3.1 1.4
Total Frequency 19 57 65 141
Row Percentage 135 40.4 46.1 100.0
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Appendix [1I-O

Number of Chi d r Adv a Primary Reason for Enrolling i ra] Pro
Carcer Advancement
Number of Primary Other Not
Children Reason Reasons Important  Total
None Frequency 7 44 23 74
Row Percentage 95 595 31.1 100.0
Column Percentage 389 58.7 47.9 525
One Frequency 3 8 14 25
Row Percentage 12.0 320 56.0 100.0
Column Percentage 16.7 10.7 29.2 17.7
Two Frequency 6 20 7 33
Row Percentage 18.2 60.6 21.2 100.0
Column Percentage 332 26.7 14.6 23.4
Three Frequency 0 3 2 5
Row Percentage 0.0 60.0 40.0 100.0
Column Percentage 0.0 4.0 42 35
Four Frequency 1 0 1 2
Row Percentage 50.0 0.0 50.0 100.0
Column Percentage 5.6 0.0 2.1 1.4
Five Frequency 1 0 1 2
Row Percentage 50.0 0.0 50.0 100.0
Column Percentage 5.6 0.0 2.1 1.4
Total Frequency 18 75 48 141
Row Percentage 12.8 53.2 34.0 100.0
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APPENDIX IV
A THRUO
FACTORS THAT FACILITATED CONTINUATION
IN DOCTORAL PROGRAMS

BY SELECTED VARIABLES
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Appendix IV- A

Effect of the Factor
Made Not Facilitated
Marital Status Continuation Important Continuation Total
Difficult
Single Frequency 3 0 48 51
Row Percentage 5.9 0.0 94.1 100.0
Column Percentage 60.0 0.0 378 37.8
Married Frequency 2 3 57 62
Row Percentage 32 4.8 919 100.0
Column Percentage 40.0 100.0 449 459
Separated Frequency - 0 0 3 3
Row Percentage 0.0 0.0 100.0 100.0
Column Percentage 0.0 0.0 24 22
Divorced Frequency 0 0 17 17
Row Percentage 0.0 0.0 100.0 100.0
Column Percentage 0.0 0.0 134 12.6
Widowed Frequency 0 0 2 2
Row Percentage 0.0 0.0 50.0 100.0
Column Percentage 0.0 0.0 1.6 1.5
Total Frequency 5 3 127 135
Row Percentage 37 2.2 94.1 100.0
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Appendix IV-B

ffect of the Factor
Made Not Facilitated
Marital Status Continuation Important Continuation  Total
Difficult
Single Frequency | 1 48 50
Row Percentage 20 2.0 96.0 100.0
Column Percentage 8.3 25.0 43.6 397
Married Frequency 9 3 44 56
Row Percentage 16.1 54 78.6 100.0
Column Percentage 75.0 75.0 40.0 444
Separated Frequency 0 0 3 3
Row Percentage 0.0 0.0 100.0 100.0
Column Percentage 0.0 0.0 2.7 24
Divorced Frequency 2 0 14 16
Row Percentage 12.5 0.0 875  100.0
Column Percentage 16.7 0.0 12.7 12.7
Widowed Frequency 0 0 1 1
Row Percentage 0.0 0.0 100.0 100.0
Column Percentage 0.0 0.0 0.9 0.8
Total Frequency 12 4 110 126
Row Percentage 95 32 87.3 100.0
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Appendix [V-C

Eff f the Factor

Made Not Facilitated
Marital Status Continuation Important  Continuation Total
Difficult
Single Frequency 2 6 37 45
Row Percentage 44 13.3 822 100.0
Column Percentage 50.0 50.0 359 378
Married Frequency 2 4 53 59
Row Percentage 34 6.8 89.8 100.0
Column Percentage 50.0 333 515 49.6
Separated Frequency 0 0 | 1
Row Percentage 0.0 0.0 100.0 100.0
Column Percentage 0.0 0.0 1.0 0.8
Divorced Frequency 0 2 1 13
Row Percentage 0.0 15.4 84.6 100.0
Column Percentage 0.0 16.7 10.7 10.9
Widowed Frequency 0 0 1 1
Row Percentage 0.0 0.0 100.0 100.0
Column Percentage 0.0 0.0 1.0 08
Total Frequency 4 12 103 119
Row Percentage 34 10.4 86.6 100.0
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Appendix IV-D

Effect of the Factor
Made Not Facilitated
Marital Status Continuation Important  Continuation  Total
Difficult
Single Frequency 9 1 40 50
Row Percentage 18.0 2.0 80.0 100.0
Column Percentage 429 50.0 37.7 38.8
Married Frequency 10 1 48 59
Row Percentage 16.9 1.7 78.6 100.0
Column Percentage 476 50.0 40.0 45.7
Separated Frequency 0 0 2 2
Row Percentage 0.0 0.0 100.0 100.0
Column Percentage 0.0 0.0 1.9 1.6
Divorced Frequency 2 0 14 16
Row Percentage 12.5 0.0 87.5 100.0
Column Percentage 95 0.0 13.2 12.4
Widowed Frequency 0 0 2 2
Row Percentage 0.0 0.0 100.0 100.0
Column Percentage 0.0 0.0 1.9 1.6
Total Frequency 21 2 106 129
Row Percentage 15.3 1.5 82.2 100.0
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Appendix IV-E

Effect of the Factor

Made Not Facilitated
Marital Status Continuation Important Continuation  Total
Difficult
Single Frequency 6 4 36 46
Row Percentage 13.0 8.7 78.3 100.0
Column Percentage 333 40.0 40.4 393
Married Frequency 11 4 37 54
Row Percentage 204 11.1 68.5 100.0
Column Percentage 61.1 60.0 41.6 46.2
Separated Frequency 0 0 3 3
Row Percentage 0.0 0.0 100.0 100.0
Column Percentage 0.0 0.0 3.4 2.6
Divorced Frequency I 0 12 13
Row Percentage 7.7 0.0 923 100.0
Column Percentage 5.6 0.0 13.5 11.1
Widowed Frequency 0 0 1 1
Row Percentage 0.0 0.0 100.0 100.0
Column Percentage 0.0 0.0 1.1 0.9
Total Frequency 18 10 89 117
Row Percentage 154 85 76.1 100.0
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Appendix IV-F

A the Factor of Individual Commitment as Rel ntinugd Participation in ral
Programs
Effect of Factor
Made Not Facilitated
Age Continuation Important  Continuation  Total
Difficult
Under 30 Frequency 3 0 37 40
Row Percentage 7.5 0.0 92.5 100.0
Column Percentage 60.0 0.0 29.1 299
31-40 Frequency 2 1 48 51
Row Percentage 39 2.0 94.1 100.0
Column Percentage 40.0 50.0 37.8 38.1
41-50 Frequency 0 1 37 38
Row Percentage 0.0 2.6 97.4 100.0
Column Percentage 0.0 50.0 29.1 284
51-63 Frequency 0 0 5 5
Row Percentage 0.0 0.0 100.0 100.0
Column Percentage 0.0 0.0 39 37
Total Frequency 5 2 127 134
Row Percentage 3.7 1.5 94.8 100.0
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Appendix IV-G

Age and the Factor of A ic Preparation as Rela inued Participation in ral
Programs
Eff Factor
Made Not Facilitated
Age Continuation  Important  Continuation Total
Difficult
Under 30 Frequency 3 1 35 39
Row Percentage 7.7 2.6 89.7 100.0
Column Percentage 273 25.0 31.8 31.2
31-40 Frequency 5 2 41 48
Row Percentage 104 4.2 85.4 100.0
Column Percentage 455 50.0 373 384
41-50 Frequency 2 1 31 34
Row Percentage 59 29 91.2 100.0
Column Percentage 18.2 25.0 28.2 272
51-63 Frequency 2 0 3 5
Row Percentage 25.0 0.0 75.0 100.0
Column Percentage 9.1 0.0 27 32
Total Frequency 11 4 110 126
Row Percentage 8.8 3.2 88.0 100.0
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Appendix IV-H

f Factor
Made Not Facilitated
Age Continuation Important  Continuation  Total
Difficult
Under 30 Frequency 1 5 33 39
Row Percentage 26 12.8 84.6 100.0
Column Percentage 25.0 41.7 324 33.1
31-40 Frequency 1 4 38 43
Row Percentage 23 9.3 88.4 100.0
Column Percentage 25.0 333 373 36.4
41-50 Frequency 2 2 28 32
Row Percentage 6.3 6.3 87.5 100.0
Column Percentage 50.0 16.7 275 27.1
51-63 Frequency 0 1 3 4
Row Percentage 0.0 25.0 75.0 100.0
Column Percentage 0.0 8.3 29 39
Total Frequency 4 12 102 118
Row Percentage 34 10.2 86.4 100.0
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Appendix V-]

Age and the Factor of Self-Confidence as Related to Continued Participation in Doctoral Programs
Effect of Factor
Made Not Facilitated
Age Continuation Important  Continuation  Total
Difficult
Under 30 Frequency 11 1 27 39
Row Percentage 28.2 2.6 69.2 100.0
Column Percentage 55.0 50.0 25.5 305
31-40 Frequency 6 0 43 49
Row Percentage 12.2 0.0 87.8 100.0
Column Percentage 30.0 0.0 40.6 383
41-50 Frequency 2 1 32 35
Row Percentage 5.7 29 91.4 100.0
Column Percentage 10.0 50.0 30.2 273
51-63 Frequency 1 0 4 5
Row Percentage 20.0 0.0 80.0 100.0
Column Percentage 5.0 0.0 38 39
Total Frequency 20 2 106 125
Row Percentage 15.6 1.6 828 100.0
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Appendix 1V-]

A tor of Gui , F | ntinued Participation in Doctor.
Programs
Effect of Factor
Made Not Facilitated
Age Continuation  Important  Continuation  Total
Difficult
Under 30 Frequency 5 3 28 36
Row Percentage 13.9 83 77.8 100.0
Column Percentage 294 30.0 315 31.0
31-40 Frequency 4 4 34 42
Row Percentage 95 9.5 81.0 100.0
Column Percentage 235 40.0 382 36.2
41-50 Frequency 7 3 25 33
Row Percentage 20.0 8.6 71.4 100.0
Column Percentage 41.2 30.0 28.1 30.2
51-63 Frequency 1 0 2 3
Row Percentagc 333 0.0 66.7 160.0
Column Percentage 59 0.0 22 2.6
Total Frequency 18 10 89 116
Row Percentage 14.7 8.6 76.7 100.0
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Appendix IV-K

Effect of Factor
Made Not Facilitated
Number of Children Continuation Important  Continuation Total
Difficult
None Frequency 3 1 69 73
Row Percentage 4.1 1.4 94.5 100.0
Column Percentage 60.0 333 543 54.1
One Frequency 1 2 21 24
Row Percentage 42 8.3 87.5 100.0
Column Percentage 20.0 66.7 16.5 17.8
Two Frequency 1 0 30 31
Row Percentage 32 0.0 96.8 100.0
Column Percentage 20.0 0.0 23.6 23.0
Three Frequency 0 0 5 5
Row Percentage 0.0 0.0 100.0 100.0
Column Percentage 0.0 0.0 3.9 37
Four Frequency 0 0 1 1
Row Percentage 0.0 0.0 0.0 100.0
Column Percentage 0.0 0.0 0.8 0.7
Five Frequency 0 0 1 1
Row Percentage 0.0 0.0 0.0 100.0
Column Percentage 0.0 0.0 0.8 0.7
Total Frequency 5 3 127 135
Row Percentage 3.7 22 94.1 100.0
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Appendix IV-L

Effect of Factor
Made Not Facilitated
Number of Children Continuation  Important  Continuation  Total
Difficult
None Frequency 8 2 62 72
Row Percentage 11.1 2.8 86.1 100.0
Column Percentage 66.7 50.0 56.4 57.1
One Frequency 2 1 20 23
Row Percentage 8.7 4.3 87.0 100.0
Column Percentage 16.7 25.0 18.2 18.3
Two Frequency 2 0 23 25
Row Percentage 8.7 0.0 92.0 100.0
Column Percentage 16.7 0.0 209 19.8
Three Frequency 0 0 5 5
Row Percentage 0.0 0.0 100.0 100.0
Column Percentage 0.0 0.0 4.5 4.0
Four Frequency 0 1 0 1
Row Percentage 0.0 100.0 0.0 100.0
Column Percentage 0.0 250 0.0 08
Five Frequency 0 0 0 0
Row Percentage 0.0 0.0 0.0 100.0
Column Percentage 0.0 0.0 0.0 0.0
Total Frequency 12 4 110 126
Row Percentage 9.5 3.2 87.3 100.0
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Appendix IV-M

Number of Children and Factor of Family Support as related to Contin icipation in Doctor.
Programs
ffect of Factor
Made Not Facilitated
Number of Children Continuation Important Continuation Total
Difficult
None Frequency 0 8 57 65
Row Percentage 0.0 123 87.7 100.0
Column Percentage 0.0 66.7 553 54.6
One Frequency 3 3 15 21
Row Percentage 14.3 14.3 71.4 100.0
Column Percentage 75.0 25.0 14.6 17.6
Two Frequency 1 1 25 27
Row Percentage 3.7 3.7 92.6 100.0
Column Percentage 25.0 8.3 243 227
Three Frequency 0 0 4 4
Row Percentage 0.0 0.0 100.0 100.0
Column Percentage 0.0 0.0 39 34
Four Frequency 0 0 1 1
Row Percentage 0.0 0.0 100.0 100.0
Column Percentage 0.0 0.0 1.0 0.8
Five Frequency 0 0 1 1
Row Percentage 0.0 0.0 100.0 100.0
Column Percentage 0.0 0.0 0.0 0.8
Total Frequency 4 12 103 119
Row Percentage 3.4 10.1 86.6 100.0
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Appendix IV-N

Number of Children and Factor of Self-Confidence la Continued Participation in e
Programs
Effect of Factor
Made Not Facilitated
Number of Children Continuation ~ Important  Continuation Total
Difficult
None
Frequency 13 1 57 71
Row Percentage 183 1.4 80.3 100.0
Column Percentage 61.9 50.0 53.8 55.0
One
Frequency 3 1 19 23
Row Percentage 13.0 4.3 82.6 100.0
Column Percentage 14.3 50.0 17.9 17.8
Two
Frequency 5 0 24 29
Row Percentage 8.7 0.0 92.0 100.0
Column Percentage 16.7 0.0 209 19.8
Three
Frequency 0 0 5 5
Row Percentage 0.0 0.0 100.0 100.0
Column Percentage 0.0 0.0 47 39
Four
Frequency 0 0 0 0
Row Percentage 0.0 0.0 0.0 0.0
Column Percentage 0.0 0.0 0.0 0.0
Five
Frequency 0 0 1 1
Row Percentage 0.0 0.0 100.0 100.0
Column Percentage 0.0 0.0 0.9 0.8
Total
Frequency 21 2 106 129
Row Percentage 16.3 1.6 82.2 00.0
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Appendix [V-O

N r of Children and Factor of Gui by Faculty as Rel to Conti Participation in

Doctoral Programs
Effcct of Factor
Made Not Facilitated
Number of Children Continuation  Important  Continuation
Total
Difficult
None
Frequency 8 6 51 65
Row Percentage 123 9.2 78.5 100.0
Column Percentage 444 60.0 573 55.6
One
Frequency 4 1 16 21
Row Percentage 19.0 48 76.2 100.0
Column Percentage 222 10.0 18.0 17.9
Two
Frequency 6 3 18 27
Row Percentage 222 11.1 66.7 100.0
Column Percentage 333 30.0 20.2 23.1
Three
Frequency 0 0 3 3
Row Percentage 0.0 0.0 100.0 100.0
Column Percentage 0.0 0.0 3.4 2.6
Four
Frequency 0 0 1 1
Row Percentage 0.0 0.0 100.0 100.0
Column Percentage 0.0 0.0 1.1 0.9
Five
Frequency 0 0 1 0
Row Percentage 0.0 0.0 0.0 0.0
Column Percentage 0.0 0.0 0.0 0.0
Total
Frequency 18 10 89 117
Row Percentage 15.4 8.5 76.1 100.0
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APPENDIX V

ATHRU O

FACTORS THAT MADE CONTINUATION DIFFICULT

IN DOCTORAL PROGRAMS
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Appendix V-A

Effects of the Factor
Made Not Facilitated
Marital Status Continuation Important Continuation  Total
Difficult
Single
Frequency i8 16 4 38
Row Percentage 474 42.1 10.5 100.0
Column Percentage 243 72.7 30.8 349
Married
Frequency 44 6 5 55
Row Percentage 80.0 10.9 9.1 100.0
Column Percentage 595 27.3 385 50.5
Separated
Frequency 2 0 0 2
Row Percentage 100.0 0.0 00 - 1000
Column Percentage 2.7 } 0.0 0.0 1.8
Divorced
Frequency 9 0 3 12
Row Percentage 75.0 0.0 25.0 100.0
Column Percentage 122 0.0 23.1 11.0
Widowed
Frequency 1 0 1 2
Row Percentage 50.0 0.0 50.0 100.0
Column Percentage 1.4 0.0 7.7 1.8
Total
Frequency 74 22 13 109
Row Percentage 67.9 20.2 11.9 100.0
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Appendix V-B

Made Not Facilitated

Marital Status Continuation Important  Continuation Total
Difficult
Single
Frequency 16 15 0 31
Row Percentage 516 484 10.5 100.0
Column Percentage . 340 57.7 0.0 413
Married
Frequency 2] 11 2 34
Row Percentage 4 618 324 59 100.0
Column Percentage 44.7 42.3 100.0 45.3
Separated
Frequency 2 o - 0 2
Row Percentage 100.0 0.0 0.0 100.0
Column Percentage 43 0.0 0.0 2.7
Divorced
Frequency 8 0 0 8
Row Percentage 100.0 0.0 0.0 100.0
Column Percentage 17.0 0.0 0.0 10.7
Widowed
Frequency 0 0 0 0
Row Percentage 0.0 0.0 0.0 100.0
Column Percentage 0.0 0.0 0.0 0.0
Total
Frequency 47 26 2 75
Row Percentage 62.7 34.7 27 100.0
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Appendix V-C

Marita

Made Not Facilitated
Manital Status Continuation Important  Continuation  Total
Difficult
Single
Frequency 15 8 8 31
Row Percentage 484 25.8 258 100.0
Column Percentage 26.8 44.4 40.0 33.0
Married
Frequency 33 9 8 50
Row Percentage 66.0 18.9 16.1 100.0
Column Percentage 58.9 50.0 40.0 532
Separated
Frequency 2 0 0 2
Row Percentage 100.0 0.0 0.0 100.0
Column Percentage 36 0.0 0.0 2.1
Divorced
Frequency 5 1 3 9
Row Percentage 55.6 11.1 333 100.0
Column Percentage 8.9 5.6 15.0 11.0
Widowed
Frequency 1 0 I 2
Row Percentage 50.0 0.0 50.0 100.0
Column Percentage 1.8 0.0 5.0 2.1
Total
Frequency 56 18 20 94
Row Percentage 59.6 19.1 213 100.0
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Appendix V-D

Ji fthe F
Made Not Facilitated
Marnital Status Continuation Important  Continuation Total
Difficult
Single
Frequency 8 9 4 21
Row Percentage 38.1 42.9 19.0 100.0
Column Percentage 16.3 429 25.0 244
Married _
Frequency 33 10 5 55
Row Percentage 63.5 19.2 9.1 100.0
Column Percentage 67.3 47.6 385 505
Separated
Frequency 2 0 0 2
Row Percentage 100.0 0.0 0.0 100.0
Column Percentage 4.1 0.0 0.0 23
Divorced
Frequency 6 2 2 10
Row Percentage 60.0 20.0 20.0 100.0
Column Percentage 122 9.5 12.5 11.6
Widowed
Frequency 0 0 1 1
Row Percentage 0.0 0.0 100.0 100.0
Column Percentage 0.0 0.0 6.3 1.2
Total
Frequency 49 21 16 86
Row Percentage 57.0 24.4 18.6 100.0
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Appendix V-E

Effect of the F
Made Not Facilitated
Marital Status Continuation Important  Continuation Total
Difficult
Single
Frequency 6 16 6 28
Row Percentage 214 57.1 214 100.0
Column Percentage 16.7 43.2 353 31.1
Married
Frequency 24 17 8 49
Row Percentage 49.0 347 16.3 100.0
Column Percentage 66.7 459 47.1 544
Separated
Frequency 2 0 0 2
Row Percentage 100.0 0.0 0.0 100.0
Column Percentage 5.6 0.0 0.0 22
Divorced
Frequency 3 4 2 9
Row Percentage 333 444 222 100.0
Column Percentage 8.3 10.8 11.8 10.0
Widowed
Frequency 1 0 1 2
Row Percentage 500 0.0 50.0 100.0
Column Percentage 2.8 0.0 59 22
Total
Frequency 36 37 17 90
Row Percentage 40.0 41.1 18.9 100.0
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Appendix V-F

Effect of Factor
Made Not Facilitated
Age Continuation  Important  Continuation Total
Difficult
Under 30
Frequency 12 11 4 27
Row Percentage 444 40.7 14.8 100.0
Column Percentage 16.2 524 30.8 25.0
31-40
Frequency 35 6 4 45
Row Percentage 77.8 133 8.9 100.0
Column Percentage 473 28.6 30.8 41.7
41-50
Frequency 24 3 5 32
Row Percentage 75.0 9.4 15.6 100.0
Column Percentage 324 14.3 385 29.6
51-63
Frequency 3 1 0 4
Row Percentage 75.0 250 0.0 100.0
Column Percentage 4.1 4.8 0.0 3.7
Total
Frequency 74 21 13 108
Row Percentage 68.5 19.4 12.0 100.0
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Appendix V-G

Effect of Factor
Made Not Facilitated
Age Continuation  Important  Continuation Total
Difficult
Under 30
Frequency 17 9 0 26
Row Percentage 654 34.6 00.0 100.0
Column Percentage 37.0 34.6 00.0 351
31-40
Frequency 16 7 1 24
Row Percentage 66.7 292 4.2 100.0
Column Percentage 348 26.9 50.0 324
41-50
Frequency 11 9 1 21
Row Percentage 524 422 4.8 100.0
Column Percentage 239 346 50.00 28.4
51-63
Frequency 2 1 0 3
Row Percentage 66.7 33.0 0.0 100.0
Column Percentage 4.3 38 0.0 4.1
Total
Frequency 46 26 2 74
Row Percentage 62.2 351 2.7 100.0
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Appendix V-H

Affects of Factor
Made Not Facilitated
Age Continuation  Important  Continuation Total
Difficult
Under 30 _
Frequency v 6 8 3 17
Row Percentage 353 47.1 17.6 100.0
Column Percentage 10.7 444 15.0 18.1
31-40
Frequency 27 6 4 42
Row Percentage 64.3 11.9 238 100.0
Column Percentage 482 27.8 50.0 44.7
41-50
Frequency 20 4 7 31
Row Percentage 64.5 12.9 22,6 100.0
Column Percentage 35.7 222 35.0 33.0
51-63
Frequency 3 1 0 4
Row Percentage 75.0 25.0 0.0 100.0
Column Percentage 54 5.6 0.0 4.3
Total
Frequency 56 18 20 94
Row Percentage 59.6 19.1 213 100.0

172



Appendix V-I

Age

Effects of Factor
Made Not Facilitated
Age Continuation  Important  Continuation Total
Difficult
Under 30
Frequency 8 7 4 19
Row Percentage 42.1 36.8 21.1 100.0
Column Percentage 16.7 333 25.0 224
31-40
Frequency 26 6 5 37
Row Percentage 703 16.2 135 100.0
Column Percentage 542 28.6 313 435
41-50
Frequency 14 6 5 25
Row Percentage 56.0 24.0 20.0 100.0
Column Percentage 29.2 28.6 313 294
51-63
Frequency 0 2 2 4
Row Percentage 0.0 50.0 50.0 100.0
Column Percentage 0.0 9.5 12.5 47
Total
Frequency 48 21 16 85
Row Percentage 56.5 247 18.8 100.0
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Appendix V-]

Age g

f Factor
Made Not Facilitated
Age Continuation Important  Continuation Total
Difficult
Under 30
Frequency 5 12 6 23
Row Percentage 21.7 522 26.1 100.0
Column Percentage 13.9 324 353 25.6
31-40
Frequency 14 16 4 34
Row Percentage 41.2 47.1 11.8 100.0
Column Percentage 389 43.2 235 378
41-50
Frequency 16 8 6 30
Row Percentage 533 26.7 20.0 100.0
Column Percentage 44.4 21.6 353 333
51-63
Frequency 1 1 1 3
Row Percentage 333 333 333 100.0
Column Percentage 28 2.7 5.9 33
Total
Frequency 36 37 17 90
Row Percentage 40.0 41.1 18.9 100.0
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Appendix V-K

Effect of Factor
Made Not Facilitated
Number of Children Continuation  Important  Continuation Total
Difficult
None
Frequency 26 18 9 53
Row Percentage 44 4 347 17.0 100.0
Column Percentage 35.1 81.8 69.2 48.6
One
Frequency 15 3 1 19
Row Percentage 78.9 153 53 100.0
Column Percentage 20.3 13.6 7.7 41.7
Two :
Frequency 26 1 2 29
Row Percentage 89.7 34 6.9 100.0
Column Percentage 35.1 4.5 154 26.6
Three
Frequency 3 0 1 4
Row Percentage 75.0 00 25.0 100.0
Column Percentage 4.1 0.0 7.7 3.7
Four
Frequency 2 0 0 2
Row Percentage 100.0 0.0 0.0 100.0
Column Percentage 2.7 0.0 0.0 18
Five
Frequency 2 0 0 2
Row Percentage 100.0 0.0 0.0 100.0
Column Percentage 2.7 0.0 0.0 18
Total
Frequency 74 22 i3 109
Row Percentage 67.9 20.2 11.9 100.0
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Appendix V-L

Effect of Factor
Made Not Facilitated
Number of Children Continuation  Important  Continuation Total
Difficult
None
Frequency 28 13 0 41
Row Percentage 68.3 317 0.0 100.0
Column Percentage 59.6 50.0 0.0 54.7
One
Frequency 6 7 0 13
Row Percentage 46.2 538 0.0 100.0
Column Percentage 12.8 269 0.0 17.3
Two
Frequency 11 1 2 29
Row Percentage 68.8 34 6.9 100.0
Column Percentage 234 45 154 26.6
Three
Frequency 1 0 1 4
Row Percentage 25.0 0.0 25.0 100.0
Column Percentage 2.1 0.0 7.7 3.7
Four
Frequency 1 0 0 2
Row Percentage 100.0 0.0 0.0 100.0
Column Percentage 2.1 0.0 0.0 1.8
Five
Frequency 0 0 0 0
Row Percentage 0.0 0.0 0.0 0.0
Total
Frequency 47 26 2 75
Row Percentage 62.7 34.7 2.7 100.0
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Appendix V-M

Effect of Factor
Made Not Facilitated
Number of Children Continuation ~ Important  Continuation Total
Difficult
None
Frequency 19 12 11 42
Row Percentage 452 , 28.6 262 100.0
Column Percentage 339 66.7 55.0 44.7
One
Frequency 12 2 4 18
Row Percentage 66.7 11.1 222 100.0
Column Percentage 214 11.1 20.0 19.1
Two
Frequency 19 3 5 27
Row Percentage 70.4 11.1 18.5 100.0
Column Percentage 339 16.7 25.0 28.7
Three
Frequency 3 1 0 4
Row Percentage 75.0 250 0.0 100.0
Column Percentage 54 5.6 0.0 4.3
Four
Frequency 1 0 0 1
Row Percentage 100.0 0.0 0.0 100.0
Column Percentage 1.8 0.0 0.0 1.1
Five
Frequency 2 0 0 2
Row Percentage 100.0 0.0 0.0 100.0
Column Percentage 3.6 0.0 0.0 2.1
Total
Frequency 56 18 20 94
Row Percentage 59.6 19.1 213 100.0
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Appendix V-N

Effect of Factor
Made Not Facilitated
Number of Children Continuation Important  Continuation Total
Difficult
None
Frequency 9 16 7 32
Row Percentage 28.1 50.0 219 100.0
Column Percentage 18.4 76.2 438 37.2
One
Frequency 15 2 2 19
Row Percentage 78.9 10.5 10.5 100.0
Column Percentage 30.6 9.5 12.5 37.2
Two ‘
Frequency 20 3 5 19
Row Percentage 714 10.7 17.9 100.0
Column Percentage 40.8 14.3 313 326
Three
Frequency 3 0 2 5
Row Percentage 60.0 0.0 40.0 100.0
Column Percentage 6.1 0.0 12.5 5.8
Four
Frequency 1 0 0 1
Row Percentage 100.0 0.0 0.0 100.0
Column Percentage 20 0.0 0.0 1.2
Five
Frequency 1 0 0 1
Row Percentage 100.0 0.0 0.0 100.0
Column Percentage 20 0.0 0.0 1.2
Total
Frequency 49 21 16 86
Row Percentage 57.9 24.4 18.6 100.0
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Appendix V-0

Affects of Factor
Made Not Facilitated
Number of Children Continuation ~ Important  Continuation Total
Difficult
None
Frequency 9 22 10 4]
Row Percentage 220 53.7 244 100.0
Column Percentage 25.0 59.5 58.8 45.6
One y
Frequency 8 2 1 14
Row Percentage 57.1 14.3 53 100.0
Column Percentage 222 11.8 77 15.6
Two
Frequency 14 9 4 27
Row Percentage 519 333 148 100.0
Column Percentage 38.9 243 235 30.0
Three
Frequency 2 2 1 5
Row Percentage 40.0 40.0 20.0 100.0
Column Percentage 5.6 54 5.9 5.6
Four
Frequency 2 0 0 2
Row Percentage 100.0 0.0 0.0 100.0
Column Percentage 5.6 0.0 0.0 22
Five _
Frequency 1 0 0 1
Row Percentage 100.0 0.0 0.0 100.0
Column Percentage 28 0.0 0.0 1.1
Total
Frequency 36 37 17 90
Row Percentage 40.0 41.1 18.9 100.0
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