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1

T H E P R O B L E M

The United States is becoming an increasingly multicultural society. The
Census Bureau estimates that within the next thirty to fifty years whites
will no longer make up more than half of the population, as the number
of Asians, Latinos, and other immigrants continues to increase. Much of
this diversity already exists. The 2000 Census shows that Latinos now
represent approximately 12 percent of the population, roughly equiva-
lent to the size of the African American population. As our society has
become more multicultural so have our institutions of higher education.
Over the past thirty years, American colleges and universities have at-
tempted to make their student bodies reflect the racial and ethnic charac-
teristics of the general population. Many colleges, particularly the most
prestigious and most selective ones, have initiated affirmative action pro-
grams or “racial preferences” in admissions, aimed at increasing the
number of enrolled students who are members of underrepresented racial
or ethnic minority groups, specifically African Americans, Latinos, and
Native Americans.1 Using racial preferences in admissions means that
race is taken into account as one factor in making the admissions deci-
sion. The result is that some members of the underrepresented racial and
ethnic groups are admitted in preference to white applicants who have
higher academic qualifications—specifically, higher scores on the Scho-
lastic Aptitude Test (SAT) and higher high school grade point averages
(GPAs). In terms of student representation, significant progress in in-
creasing diversity has been made in the last thirty years.

The overwhelming majority of the academic community believes that
racial and ethnic diversity of both students and faculty is a desirable goal.
There are many potential benefits of diversity. Ethnic diversification
among students is widely approved, because it suggests that successful ef-
forts are being made to overcome the educational and financial disadvan-
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tages that have prevented especially African American, Latino, and Na-
tive American students from taking full advantage of the educational and
career opportunities that come with an undergraduate education. A bac-
calaureate degree is a passport to a set of occupations whose earnings po-
tential considerably exceeds those that require only a high school di-
ploma. Although the specific differential in earnings potential between
those with and without a college degree has varied over time, there is
a large body of literature that shows that education, particularly the
achievement of a college degree, is a key determinant of both occupa-
tional status and earnings.2 Scholars do not agree on what specific mech-
anisms create this association, but there is no disagreement on its exis-
tence. Thus, whether education has this effect because it increases the
relevant job skills (“human capital”) of its recipients (Becker 1975) or
because it provides a credential necessary for access to privileged posi-
tions (Collins 1979), or both, education, and particularly a college de-
gree, is an important contributor to the achievement of occupational and
economic success. Beyond that, a baccalaureate degree is a requirement
for access to various kinds of postbaccalaureate education, including
graduate education leading to master’s and Ph.D. degrees and profes-
sional education leading to law, medical, and other degrees.

With increasing diversification of the undergraduate student body has
come the expectation that the faculty teaching this student body will be-
come similarly diverse. There are several reasons why supporters of di-
versity believe that it would be desirable to have an ethnically diverse fac-
ulty.3 First, having representation of African Americans and Latinos on
faculties roughly proportionate to the representation of students from
these groups would suggest that long-standing discrimination is being
abandoned and that the ability of these minorities to fill faculty positions
in all fields has been recognized.4

Second, faculty diversity is believed to be necessary to afford minority
students the kind of teachers who will be sympathetic to their special
problems, give them the kind of encouragement they need to succeed
in college and beyond, and demonstrate to them that in the academic
sphere, at least, full recognition of the ability of minority group members
is possible. It is assumed that the traditional advantages of white stu-
dents, both in college and beyond, will persist as long as African Ameri-
can, Latino, and Asian students are taught by faculty who are predomi-
nantly, if not exclusively, white.
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Third, faculty diversity, its supporters believe, will ensure that in the
social sciences and humanities appropriate attention will be given to the
creativity of African Americans, Latinos, Asians, and Native Americans
and to the contributions they have made to every aspect of American so-
ciety. In addition, informed attention is more likely to be paid to the per-
sistent racial and ethnic conflicts within the society.

Fourth, proponents of diversity assume that the academic perfor-
mance and career aspirations of minority students will be enhanced if mi-
nority faculty serve as role models for them, even though until now no
adequate evidence has been available to determine whether this assump-
tion is indeed true. The influence of such role models is thought to derive
from their exemplification of a successful career in academia and from
the special impact they have on minority students as teachers and men-
tors.

And finally, the argument is made that in the humanities and social
sciences, at least, and perhaps even in some of the natural sciences, fac-
ulty diversity ensures that theories and empirical data will be informed
by the special perspectives that, by virtue of their own experience, only
members of certain racial and ethnic groups and women can bring to re-
search and teaching.5 On this point, there is far from perfect agreement in
the academy; moreover, currently all of the benefits of ethnic and racial
diversity remain in the realm of conjecture rather than empirically dem-
onstrated facts.

Although many agree that the achievement of racial and ethnic diver-
sity in both student bodies and faculties is a desirable goal, there is no
agreement on the means that should be used to attain this goal. Particu-
larly, there is substantial disagreement over the use of affirmative action,
which in practice ranges from having quota systems or “set-asides”6 for
minority students and faculty to including race as one criterion in the ad-
mission and hiring process.7 The administrations of virtually all major
universities and colleges and the educational establishment appear to be
almost uniformly committed to racial preferences as a tool to achieve di-
versity. However, a series of surveys have brought into question the ex-
tent to which both faculty and students support the type of affirmative
action in which a minority student with lower qualifications than a white
student is admitted while the more qualified white student is rejected or a
minority faculty member is hired in preference to a more qualified white
candidate (Wood and Sherman 2001). These surveys suggest that the ma-
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jority of both students and faculty are opposed to policies in which race
trumps qualifications. Of course, the content of both student and faculty
opinions on this issue varies greatly from one campus to another.

Opposition to racial preferences is based on the belief that this system
of admissions or hiring violates the rights of white individuals who are
protected under the Fourteenth Amendment, which guarantees everyone
equal protection of the law regardless of their race, and Title VII of the
1964 Civil Rights Act, which states: “No person in the United States
shall on the grounds of race, color, or national origin . . . be subjected to
discrimination under any program or activity receiving Federal financial
assistance.” In 1978, in the case of University of California Regents v.
Bakke (438 U.S. 265) the Supreme Court ruled in a 5 to 4 decision that a
quota system employed by the University of California at Davis’s medical
school was illegal and violated the civil rights of the plaintiff, Allan
Bakke, who was retroactively admitted to the school. The decision, how-
ever, was narrow in scope, and the opinion of one justice, Lewis Powell,
left open the possibility of using racial preferences if they were necessary
to create diversity that was educationally beneficial. Powell looked for
constitutional justification for his opinion in the First Amendment, which
he saw as allowing institutions of education to pursue their goals without
government interference and allowing them to take race into account as
one of several factors considered in the admissions process. No other jus-
tice joined Powell in this part of his opinion—but since that time univer-
sities supporting affirmative action have used the Powell opinion as con-
stitutional legitimation for their action.

There is one way in which universities would be able to achieve racial
and ethnic diversity of its faculty without resorting to the use of racial
preferences in hiring. This alternative route to diversity would be to in-
crease the number of high-achieving African American, Latino, and Na-
tive American college graduates who are equivalent in academic skills to
white and Asian college graduates and who decide to select academia as
their career. The aim of the research reported in this book is to find what
factors influence highly talented minority students to select academia as a
career and to suggest policy that might increase the number going into
academia. The challenge is to increase the pool of minority candidates
for academic positions to such an extent that suitable candidates will be
available for openings at all levels of the higher education hierarchy, from
the elite research universities seeking highly productive scholar-teachers
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to those in four-year and two-year colleges demanding good teaching
skills.

If the racial distribution of Ph.D. recipients who wanted to be profes-
sors was the same as either the proportion of students in each racial
group or—better—the proportion of the population in each racial group,
there would be a large enough pool of candidates in each racial group so
that faculty diversity could be attained without the use of racial prefer-
ences. This would be especially true if the distribution of talent in each
racial group was the same.

Desirable as the diversification of faculty may be, at this time it is
far from being achieved. The discrepancy between the representation
of minority students and that of minority faculty is large. Our data in-
dicate that at the present time, in many of the thirty predominantly
white schools that we studied, the proportion of African American and
Latino faculty is below that of undergraduates, while the proportion of
Asian and white faculty is above that of undergraduates. Data from other
sources lead to the same conclusion. As of 1996, according to data pub-
lished by the National Center for Educational Statistics (NCES) of the
U.S. Department of Education (1998, Table 206), of the total under-
graduate student population, 10.8 percent were African American, 8.3
percent were Latino, 6.0 percent were Asian, and 1 percent were Ameri-
can Indian/Alaskan Native. In 1992 (the last year for which NCES data
were available) 5.2 percent of full-time instructional faculty were African
American; 2.6 percent, Latino; and 5.2 percent, Asian (NCES 1998, Ta-
ble 230).8 In public and private research universities, the percentages of
African American and Latino faculty were even lower: in the public uni-
versities, the faculty was 2.8 percent African American and 2.2 percent
Latino; and in the private universities, 5.0 percent African American and
2.1 percent Latino. At private liberal arts colleges 5.4 percent of the fac-
ulty were African American and 1.3 percent Latino.9 Only the percentage
of Asian faculty was closely comparable to the percentage of undergrad-
uate Asian students; in the case of African Americans the percentage of
students was just about double that of faculty, and for Latinos the per-
centage of students was triple that of faculty. In the period 1976–1993,
the proportion of minority graduate students increased from 10.8 per-
cent to 15.4 percent (approximately a 50 percent increase), whereas in
the same period the proportion of minority undergraduates increased
from 16.6 percent to 24.5 percent (again an approximately 50 percent in-
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crease) (NCES 1995, Table 201). But the graduate enrollment of minori-
ties continues to substantially lag the undergraduate enrollment.

The figures just given are all overall percentages; breakdowns show
where greater discrepancies exist. In the natural sciences (NCES 1995,
Table 222), for example, the percentage of African American faculty is
much lower, 3.4 percent, but so also is the percentage of African Ameri-
can undergraduates. In the case of Asian faculty, the percentage in the hu-
manities is only 3.2 percent and in the social sciences, 3.3 percent. Yet
our data reveal that more than half of Asian students in the schools we
studied are majors in the humanities or the social sciences.

There is, to be sure, the difficult question of what constitutes the opti-
mal proportion of minority faculty: should it correspond to the propor-
tion of the general population, or the proportion of students of that eth-
nicity, or the proportion of students of that ethnicity in a particular field?
We cannot determine the best answer to this question; for practical pur-
poses, it seems sufficient to state that there is need for more minority fac-
ulty. Ultimately, if true racial and ethnic equality is attained, the race and
ethnicity of neither faculty nor students would matter.

Before reviewing the factors influencing the career choices of high-
achieving minority students, we want to make clear that our concern
with faculty diversity is a systemwide concern rather than an individual
campus concern. Thus we are not concerned with how a particular insti-
tution can increase its diversity; rather, we want to know how to increase
the average degree of racial and ethnic faculty diversity at all institutions
of higher education. Currently minority faculty diversity is a zero-sum
game. There is only a relatively small number of minority members who
have the Ph.D.s (the minimum qualification for hiring at most four-year
colleges and universities) and want to work in academia. As long as
this number remains stable, if university A recruits a minority faculty
member who is currently working at university B, university A becomes
slightly more diverse and B slightly less diverse. But considering the sys-
tem as a whole there is no change in the level of faculty diversity. The
only way that systemic change can be produced is to increase the overall
pool of minority members who are interested in and have the necessary
qualifications to be professors at all levels of our system of higher educa-
tion. We argue (and present data in Chapter 9 in support of this argu-
ment) that the reason for the small numbers of minority faculty at vari-
ous universities is almost exclusively a result of the small number of
minority Ph.D.s being produced and not a result of prejudice or discrimi-
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nation on the part of institutions of higher education. In fact, given the
existence of hiring practices privileging race at a wide range of colleges
and universities, these schools are “prejudiced” or “discriminate” in fa-
vor of hiring minority faculty members.

In a recent essay on diversity, sociologist Neal Smelser makes a similar
point about the attempt of universities to diversify their faculty with
members of underrepresented minorities:

[I]n faculty hiring policies universities have likewise committed
themselves to increase the numbers of women and minorities in an
absolute sense. Particularly with respect to certain minorities—
Native Americans, blacks, and Hispanics—this is currently a col-
lectively impossible goal because of the small pool of doctoral can-
didates that appear in the market in any given year. The resultant
situation is a heady competition for scarce minority candidates, in-
cluding the practice of one institution pirating such candidates
from another. Individual minority candidates may benefit from
this process, but it does not seem to address the general problem of
improving access for all minorities. (p. 44)

Let us turn to a brief summary of some possible influences on occupa-
tional choice of high-achieving minority students, particularly the factors
that may influence these students to select academia as a career over
other rewarding careers and thus increase the pool of Ph.D.s from which
minority faculty can be drawn.10

Demand and Supply for Professors

When college students consider what job they will try to obtain after fin-
ishing their education they are likely to be influenced by two broad gen-
eral considerations. First, the majority of students are likely to enter jobs
that they see as best allowing them to achieve their own particular goals.
Thus, if the most important thing to a student is how much money she
can earn in a job, that student will probably try to enter a high-paying oc-
cupation. Students are also likely to select jobs they believe will be the
most enjoyable or interesting to them. Occupational choice, however, is
also likely to be influenced to some degree by the second general consid-
eration: the student’s perception of the chances of obtaining a particular
job given current economic conditions. Thus, a student might want to be
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a college professor but her knowledge that it is hard to get a job as a pro-
fessor might influence her to change her career aspiration.

There are two factors that influence the number of people who be-
come professors in colleges and universities. One is the students’ inter-
est in this job; the other is demand for these positions. The number of
open positions at institutions of higher education, or (perhaps better) the
number of new people hired to be professors is a measure of demand.
This number, which has varied quite substantially since World War II, is
heavily influenced by the number of people in the population who decide
to attend college, the average class size at educational institutions, and
the financial condition of the hiring colleges.

During the 1960s, as the first part of the postwar baby boom entered
college, the demand for academics soared. This increase was also fueled
by the cold war and the decision by the federal government that in order
to compete with the Soviet Union it was necessary to spend more money
on higher education and research. In the 1970s the demand for profes-
sors began to decline.11 Throughout the 1980s and 1990s the overall sup-
ply of Ph.D.s interested in working in academia has substantially ex-
ceeded the demand despite the predictions of some that the 1990s would
see a shortage of college professors (Bowen and Sosa, 1989).

The real level of demand for academics can be at least roughly mea-
sured. College students may or may not accurately perceive the level of
demand. To our knowledge no study has been done that shows the influ-
ence of changing demand for professors on the number of students enter-
ing graduate programs and completing Ph.D.s. There can be little doubt,
however, that there is such a relationship.12 The strength of this relation-
ship and the lag time between supply and demand remain to be deter-
mined.13 Such a study would have to be done over a considerable time pe-
riod. Our study does not consider demand-side factors as influencing
students wanting to become professors. We examined students who were
graduating at one point in time (the spring of 1996); changes in supply
over time thus were not pertinent.14

Although James Davis’s study Undergraduate Career Decisions
(1965) is now almost forty years old, it is useful in suggesting that in the
1960s demand for academics was substantially higher than what our
survey found for the mid-1990s. In a random sample of seniors who re-
turned self-administered questionnaires in 1961, 12 percent of the re-
spondents stated that they intended to work at some type of institution of
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higher education (Davis 1965, p. 203). This is a higher percentage than
we found in our sample, which is very substantially more elite than
the random sample of Davis. Given the relationship between wanting
to be a professor and academic performance (see Chapter 5), the more
elite the sample, the higher the proportion of students we would expect
to select academia as their first-choice occupation. Davis’s findings sug-
gest that had a sample similar to ours been interviewed in the early 1960s
a substantially higher proportion of students than what Davis found
would have selected college professor as their first-choice occupation.15

Assuming this assertion to be true, the most obvious reason for the de-
cline over time would be changes in demand. Alexander Astin (1993) re-
ports that among a random sample of college seniors studied in 1985
only 1.9 percent selected college teacher as their career choice.16 If both
the Davis sample and the Astin sample were indeed random, this suggests
an extremely dramatic decline in the proportion of college students want-
ing to be college professors between the early 1960s and the mid-1980s.

It is possible that the sample studied by Davis (1965) may have repre-
sented a somewhat more elite group of students than that studied by
Astin (1993). This is not because of any flaws in the Davis sample but is a
result of the increase in the proportion of high school graduates who are
attending college that occurred between 1961 and 1985. In 1985 the av-
erage college student may have been less well academically prepared than
was the average college student in 1961. This underscores the impor-
tance of the sample in determining the proportion of seniors who want to
be college professors. The more elite the sample, the higher the propor-
tion of students who want to be college professors. We explicitly de-
signed our study to be a sample of high-achieving college graduates be-
cause we thought that they would be the students most likely to want to
be college professors. Random-sample studies of occupational choice in-
variably show an increase in the proportion of students wanting to be
college professor between the freshman and senior year. Our study of
elite students, however, revealed a significant decline in the proportion
selecting college professor as their first-choice occupation in their senior
year compared to the freshman year. In fact, in our sample college profes-
sor was the career with the highest percentage of freshman interest. (See
Chapter 3, Tables 3.4 and 3.6.)

Ronald Ehrenberg (1992) may have suggested one reason for the de-
cline in interest in an academic career. He noted changes in the number of

9

THE PROBLEM



doctoral degrees granted over time and related significant declines in the
1970s and 1980s to the increasing relative attractiveness of careers in
competing professions, such as medicine and law.

Before concluding this discussion of demand, it is important to note
that the demand for professors of different ethnicities is not necessarily
the same. The strong interest of a large number of institutions of higher
education in increasing the racial and ethnic diversity of their faculty
members creates a situation in which the demand for minority professors
is probably substantially greater than the demand for white professors.
Given this likely higher level of demand, it might be possible to imple-
ment policies that would increase the proportion of high-achieving mi-
nority college graduates who are interested in academic careers to a level
significantly above the proportion of high-achieving white college gradu-
ates who decide to go into academia. An important question is the extent
to which minorities are aware of the relatively high demand for under-
represented minority members in academia.

The Logic of Studying Occupational Choice

In general there are three categories of variables that have been found to
influence the occupational choices made by college students.17 First are
the characteristics of the individual students when they enter college. Ex-
amples of such variables would be race or ethnicity; gender; socioeco-
nomic status of their family of origin; occupational and educational aspi-
rations; performance in high school; measures of academic preparation
or “ability,” such as scores on the Scholastic Aptitude Test (SAT); and
personal values and interests acquired prior to college. Because the stu-
dents have these characteristics prior to entering college, they are called
“input” factors.

The next two sets of variables concern the nature of the college expe-
rience. The first of these may be called institutional characteristics—dif-
ferences in the type of college that students attend. The single most-
studied variable in this category is the quality, or “selectivity,” of the
school. As explained below, there are differing hypotheses about how
this variable influences career selection. Other school characteristics that
are sometimes considered are the size of the school, the location of con-
trol (whether the school is public or private), and whether the school has
a predominantly white or predominantly African American student pop-
ulation. The three variables used in our design and analysis are selectiv-
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ity, size, and whether the students are predominantly white or African
American. (See Chapter 2.)

Size is supposed to affect occupational choice because of the level of
faculty contact. Presumably in small schools students have greater op-
portunity to interact with faculty; this interaction is assumed to influence
their career choice, with a positive effect on the selection of academia as a
career.

There are varying theories about how the racial composition of the
student body may influence African American students and white stu-
dents in predominantly white schools. These theories will be discussed
later, when we consider this variable in more detail.

The third set of variables that is believed to influence career choice is
the students’ differences in college experience. For example, within a
given college the following factors will vary from student to student:
grades earned, amount of faculty contact, service as research or teaching
assistant, major selected, courses taken, participation in extracurricular
activities, socializing, employment, living arrangements, and participa-
tion in various advisory programs. All of these and many other experi-
ences that students have while attending college can influence their occu-
pational choice and their future lives.

Input variables, school characteristics, and within-school experiences
are all considered to be potential influences on “outcome” measures,
such as career choice. There is general consensus about the methods that
must be used in order to determine the independent effects of school
characteristics or within-college experiences on outcomes. Virtually all
researchers agree that before one can assess the impact of college charac-
teristics or within-college experiences, however, one must control for in-
put factors. For example, let’s say we were to find that minority students
who attend Ivy League schools are more likely than those attending any
of the other type of school we study to decide to become college profes-
sors. With this knowledge alone, it would be incorrect to conclude that
this outcome is a result of something particular about the Ivy League col-
leges. We must first examine the possibility that the Ivy League colleges
attract a different type of student and that it is these input characteristics
that account for the outcome (choice of college professor as a career)
rather than the characteristics of the school. The fact that virtually every-
one who discusses the methodology of studying the effects of college on
students agrees that one must control for input factors does not mean
that all studies that have been conducted have actually done so.18
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There is a massive amount of literature on the effects of college on
students. This research is summarized in two classic review volumes.
Kenneth Feldman and Theodore Newcomb’s The Impact of College on
Students, published in 1969, summarizes and synthesizes the results of
more than 1,500 articles and books published mostly between the 1950s
and the time of the book’s publication. Ernest Pascarella and Patrick
Terenzini’s How College Affects Students, published in 1991, summa-
rizes and synthesizes the results of about 2,700 works, most of them pub-
lished after the publication of Feldman and Newcomb (1969).

Most of the outcome measures, or dependent variables, that research-
ers studying the effect of college on students concentrate on are either ir-
relevant or only tangentially relevant to our concerns. There are rela-
tively few studies that focus on the dynamics by which college affects the
occupational choices of students, and there are even fewer studies that
consider in detail the possible effects of attending various types of college
on the selection of academia as a career. Those studies that do exist on
the influences on selection of academia as a career generally have rela-
tively small samples of minority students and do not analyze how the se-
lection dynamics of one ethnicity differ from another. Our study is the
largest ever conducted of the occupational choices of minority college
students with the dependent variable being the selection of specific occu-
pations, particularly academia.

Input Characteristics Influencing Occupational Choice
Occupational Choice on Entering College

Virtually all of the research done on occupational choice comes to the
conclusion that the first or second most important influence on the oc-
cupational choice of college seniors is their occupational choice when
they entered college as freshmen. For example, Alexander Astin and
Robert Panos (1969) conducted regression analyses to predict the choice
of twelve separate career categories. They found that initial career choice
carried the largest weight in seven of the regression equations and the
second largest weight in five of the regression equations (p. 98).
Pascarella and Terenzini (1991) cite a study by Astin and conclude that
“for a substantial number of students, career development during college
is more a process of implementing career than of choosing one. There is
substantial evidence to support this claim that initial career choice at the
beginning of college tends to be the single best predictor of career choice
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at the end of college and the career or occupation actually entered”
(p. 424). They then go on to cite five different sources supporting this as-
sertion.

Most studies of student occupational choice point out that students
frequently change their career plans between the freshman and senior
year, but if one had to select only one variable to predict the occupational
choice of seniors, the best predictor would be their occupational choice
as freshmen. Davis (1965) reports that about half of the graduates end up
in the same career as they indicated was their freshman preference. This
of course suggests the importance of discovering how students make oc-
cupational choices prior to entering college.

We are unaware of any studies that focus on how students develop
their occupational interests prior to entering college. There are analyses,
however, in the studies mentioned above of the correlates of freshman
choice. As far as the selection of high-status careers goes, including that
of academia, the single most important variable identified has been aca-
demic performance in high school as measured both by high school grade
point average (GPA) and scores on standardized tests, such as the SAT.
(In Chapter 4 we analyze the correlates of freshman choice of acade-
mia—with a special emphasis on why African American students are less
likely than other students to be interested in academia when they enter
college. Including a retrospective question on freshman choice allows us
to conduct a pseudolongitudinal study, comparing freshman interests
with senior choice and attempting to discover the variables that influence
persistence or change.)

Academic Preparation or Ability

Students who enter college who have done well academically in the past
are more likely to select high-prestige careers, including academia, as
freshmen. We use SAT scores as an indicator of preparation or high levels
of academic ability (depending on how one interprets the meaning of the
SAT). The SAT is the same for all students, and a large majority of the
students in our sample took it and reported their scores. We do not use
high school grades as a variable in this study because of the difficulty of
interpreting them as a result of widely varying grading practices. Also,
since our study is confined to high-achieving students, a substantial ma-
jority (as indicated by the results of a pretest survey to be discussed in
Chapter 2) had high GPAs in high school.

All of the research leads to the commonsense hypothesis that those
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students who do well academically in college will be substantially more
likely than those who do not do well to be interested in college professor
as a career. This finding was so well established and intuitively sensible
that we used it in designing our study. At nonselective schools we did not
interview arts and sciences graduates who had GPAs of less than 2.8.19

Given the importance of GPA as an influence on occupational choice
and the selection of college professor in particular, it is important to con-
sider what the determinants of GPA are. Presumably GPA would be
heavily influenced by a student’s level of academic preparation and aca-
demic ability, characteristics that are supposed to be measured by the
SAT. For many years there have been critics of the SAT, which along with
high school GPA is probably the most important criterion used by most
colleges in making admissions decisions. Recently this criticism has in-
tensified as a result of the debate over racial preferences in admission. Af-
rican American and Latino students do worse than Asians and whites on
the SAT, and no matter what variables are controlled for, this “SAT gap”
persists. Thus, for example, among African American and white students
who come from families with similarly high levels of socioeconomic sta-
tus (SES), white students still outperform African American students by a
substantial margin. Christopher Jencks and Meredith Phillips argue that
this gap is one of the most important factors preventing greater equality
among ethnic groups, and their collection The Black-White Test Score
Gap (1998) presents research that attempts to explain this difference.

Racial preferences in admissions frequently amount to admitting Afri-
can American and Latino students who have considerably lower SAT
scores (approximately 200 points on the combined tests for the Ivy
League) than admitted white students.20 Because the SAT is the only
criterion that is universal (virtually all applicants to selective schools take
it) and allows comparison between virtually all applicants to selective
schools, it highlights the gap in academic preparedness between African
American and Latino students on the one hand and white and Asian stu-
dents on the other. Thus, those university officials who want to maintain
racial and ethnic diversity even in situations where the use of racial pref-
erences in admissions to public colleges has been made illegal have lob-
bied to drop the SAT as a requirement or introduce other criteria of ad-
missions that will indirectly preference African American and Latino
applicants.

There has recently been much criticism of the SAT as a predictor of
how an applicant will do in school and in later life.21 Some argue that the
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test measures only certain aspects of academic ability and ignores others
equally important. That the test does not measure all aspects of human
intelligence and creativity is obvious; but most colleges do not rely solely
on SAT scores and high school GPAs. Thus, if a concert pianist applied to
a school it would be clear that that student had a skill that the school
might value and that would not be reflected in the SAT score.

There are two common criticisms of the SAT that research has sug-
gested may not be valid. First, some argue that the test is inherently bi-
ased against minority groups and women (women as a group score con-
sistently lower on the quantitative part of the test than do men as a
group). Psychometricians have evaluated the “bias” claim thoroughly
and have concluded that there is no evident bias in the test. Jencks (1998)
reviewed the literature on cultural bias in many types of tests, including
the SAT, and concluded “that the size of the gap [between blacks and
whites] does not depend in any simple, predictable way on the nominal
content of the test.” (p. 69). Jencks sums up the results of his analysis of
cultural bias in the SAT and other tests in the following words:

Blacks score lower than whites (and Asians) on a wide range of
tests that cover both subjects taught in school and skills that are
not taught in school. The gap is no greater on tasks that appear to
measure familiarity with the content of “white” or “middle class”
culture than on tasks that appear to be more culturally neutral.
Furthermore, the gap on IQ tests is similar to that on many tests
of academic achievement. This means that the black-white differ-
ences go far beyond such apparently trivial matters as knowing
who wrote Faust or what a sonata is. (p. 83)

Critics also claim that SAT scores do not predict how well students
will actually do in college and later in life. Most studies of the relation be-
tween SAT scores and GPA show only a moderate correlation of around
.30, which means that SAT scores explain only about 9 percent of the
variance of GPA and are therefore not a particularly good predictor of
how students will do in college.22 There is, however, an important prob-
lem in most of these studies: the restriction of range on the independent
variable (SAT scores). A restriction of range on a variable means that
there is not much variation on that variable in the sample being studied.
Thus, for example, among students admitted to Harvard there will be
much less variation on SAT scores than we would find among everyone
who takes the SAT. The lower the variance on a variable the harder it is
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to find a high correlation between that variable and any other. As an ex-
ample of restriction of range and how it can limit correlations, consider
all those men who play center on National Basketball Association (NBA)
teams. Suppose we find that there is only a .30 (or even lower) correla-
tion between their height and measures of how well they perform. We
would not then conclude that height is not an important requirement to
play center in the NBA and proceed to recruit players under six feet for
the position. The reason the correlation is so low is that in order to play
center in the NBA at all requires being of a certain height. Thus virtually
all centers are around seven feet tall, and relatively small differences in
height among those who play may not explain differences in their perfor-
mance. Most studies on predicting success in college examine the correla-
tion between SAT scores and GPA of students attending a single school,
such as Harvard. However, because acceptance into Harvard requires a
very high score on the SAT, a serious restriction of range on the indepen-
dent variable results. In the case of a study of the correlation between
SAT scores and GPA of Harvard students (or other elite schools) there
would also be a serious restriction of range on the dependent variable
(GPA), since at elite schools usually over 90 percent of the students
achieve GPAs of B− or better. The less variance on the dependent vari-
able there is, the harder it is to explain it. Thus, to conclude from the fact
that SAT scores are only correlated .30 with the GPA of students at Har-
vard that the school could therefore safely admit students with substan-
tially lower SAT scores than it does without lowering the quality of its
student body would be an error.

Another important error made in virtually all the studies of the corre-
lation between SAT scores and GPA is that they fail to take into account
the difficulty of the courses taken. Students with lower SAT scores may
select courses with higher grade distributions than students with higher
SAT scores, and this would reduce the difference in their GPAs. Leonard
Ramist, Charles Lewis, and Laura McCamley-Jenkins (1994) conducted
a study for the College Board that examined the correlation between SAT
scores and grades in particular courses, controlling for the difficulty of
the course and taking into account restriction of range. They found an
adjusted correlation close to .70. In short, despite the contention of some
critics, SAT scores turn out to be the best single predictor of how well
students will do in college.23

Researchers studying the relationship between the academic perfor-
mance of various racial and ethnic groups and the SAT have discovered
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an important phenomenon called “underperformance” (Klitgaard 1985;
Ramist, Lewis, and McCamley-Jenkins 1994; Bowen and Bok 1998; Vars
and Bowen 1998). Underperformance applies to African Americans and
less to Latinos. It means that if we take two groups of students with the
same SAT scores, one white and the other African American, the white
students will earn higher grades in college. Since grades are so important
in determining career choice, the fact that African Americans (and to a
lesser extent Latinos) achieve lower GPAs than their level of academic
preparation predicts is a serious problem. The reasons for this phenome-
non are not well understood. The most cogent explanation is the theory
of Claude Steele (1997), who argues that African Americans who identify
with the realm of school (those who care about how well they do in
school) are affected by the negative stereotype of African Americans as
being less intelligent than whites. The fear of confirming this negative ste-
reotype creates test anxiety in African Americans, which serves to lower
their performance on tests such as the SAT. In a series of experiments
Steele has provided some evidence to support his theory.

Steele takes groups of relatively high-achieving African American stu-
dents (presumably students enrolled at Stanford University, where he
teaches) and randomly divides them into two groups. He gives both
groups the same test, which is made up of difficult questions taken from
the achievement tests administered by the Educational Testing Service
(ETS). He tells one group of students that the test is aimed at measuring
academic ability. The other group he tries to desensitize to the fear of ste-
reotyping, telling them that the test is not one of academic ability and
that there generally is no racial or ethnic difference in how students
score. His results show a significant difference between the control group
and a group of white students (when SAT scores are controlled).24 But
for the experimental group, the one that has been desensitized, there is
an insignificant difference between their performance and that of white
students (again, with SAT scores controlled). Thus Steele explains the
underperformance phenomenon.25 His theory is a very important one for
our research, and we discuss its utility for understanding our data in
Chapters 6 and 8.

Gender

A relatively high degree of occupational sex segregation exists in the
United States (Jacobs 1989). In fact sociologists have concluded that the
main reason why men earn more money than women is that they are in
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different jobs. Past studies of occupational choice such as those con-
ducted by J. Davis (1965), Astin and Panos (1969), and Leonard Baird
(1973) all found gender to be an important influence on career choice. In
our sample we found no difference in the proportion of women and men
wanting to be college professors. Therefore gender did not play a sig-
nificant role in our analysis.26

Socioeconomic Status

Although the socioeconomic status (SES) of a student’s family of origin
(usually measured by parental education and income) is significantly re-
lated to whether that student will complete college or not, it tends to be
either weakly related or not related at all to postgraduate educational at-
tainment (Stolzenberg 1994). Although SES seems to be predictive of en-
tering some occupations, such as business, studies of the predictors of
students selecting college professor as an occupation have found SES of
family of origin to be unimportant. These studies, however, were usually
studies of random samples, the overwhelming majority being white.27

Our study focuses on the influences on career choice of minority col-
lege students. We hypothesized that SES might have a significant influ-
ence on the likelihood of minority students wanting to become college
professors. Compared with other high-status jobs (particularly physi-
cians, lawyers, and business executives), college professors have rela-
tively low earnings. We thought that minority students who came from
families with relatively low SES might have a greater interest in entering
an occupation with high financial rewards than minority students who
came from families with relatively high SES. Students from middle-class
or upper-middle-class backgrounds might be less intent on maximizing
earnings in order to achieve middle-class status and more influenced by
personal interests.

In general, studies of occupational choice have shown that students’
interests and values are more important influences on their career choices
than the desire to maximize financial rewards (Rosenberg 1957; J. Davis
1965).28 In one of the few studies we know of in which students were spe-
cifically asked their feelings about the occupation of college professor,
James Davis (1965, p. 200) found that only 6 percent of his sample
agreed with the statement: “I probably couldn’t make as much money at
this type of work [college professor] as I’d like to make.” We thought,
however, that high-achieving minority students from low SES back-
grounds might have a different attitude.29 We emphasize high achieving
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because these are the kind of students who have the opportunity to enter
other occupations, such as law, medicine, and business, in which they
might end up earning substantially higher incomes than they could as
college professors.

Values

Some studies of occupational choice have emphasized the significance of
values and personal interests in the selection process. Perhaps the most
thorough of these was the 1950s study of Morris Rosenberg (1957). Al-
though values may play an important role in the occupational choice
process, we decided not to emphasize them in our research. We made this
decision primarily because our study is policy driven, and we believe that
there is little that institutions of higher education can do to change the
values that Rosenberg discusses, most of which the students have devel-
oped prior to entering college. We do deal with values insofar as they re-
late specifically to a choice of academia as a career.

Culture

Some researchers have expressed concern that among African American
youth a subculture exists that downplays the significance of academic
achievement and defines doing well in school as “acting white.” If true,
this could be a serious impediment to the overall educational achieve-
ment of African Americans. Alejandro Portes and Kenneth Wilson
(1976), in a study of black and white high school students, found that the
correlation between ability and academic performance is twice as strong
for whites as it is for African Americans. This suggests that African
Americans may go to high schools where the student subculture does not
put a premium on academic achievement, so the students who get the
highest grades are not necessarily those with the most ability (Coleman
1960).

Law professor Adeno Addis (1996) quotes an article appearing in the
June 17, 1994, San Diego Union-Tribune by Ernesto Portillo, Jr.:

What is even more depressing are the reasons that young African
Americans gave for choosing not to go to college: that it is not
“cool” to appear brainy and studious, that they will become out-
siders in the community of people that surround and matter to
them . . . One African American high school student said that an-
other African American student called him a “white boy” because
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he was seen to be intelligent and studious. As this student put it,
“You can’t be cool if you’re smart. That’s the kind of thing I grew
up with.” (p. 1378)

Another aspect of this subculture has been stressed in Signithia
Fordham’s (1988, 1996) research on the values and aspirations of Afri-
can American high school students. She argues that whereas the domi-
nant culture sees success in individualistic terms, the African American
subculture increasingly views success in collective terms:

Increasingly, . . . Black Americans are rejecting the older genera-
tion’s attitude towards social mobility: they do not view the ac-
complishment of individual members of the group as evidence of
the advancement of the entire group . . . Black children who grow
up in predominantly Black communities, then, are raised in the
collective view of success . . . But since an individualistic rather
than a collective ethos is sanctioned in the school context, Black
children enter school having to unlearn, or at least, to modify their
own interactional or behavioral styles and adopt the styles re-
warded in the school context if they wish to achieve academic suc-
cess. (Fordham 1988, pp. 54–55)

In other words, African American youngsters have to become what
Fordham calls “raceless,” and this produces strong ambivalence and con-
flict in adolescents who are oriented to high academic performance. They
cannot be “bicultural”; they must choose between the culture of their
peers and academic success. Fordham believes that it is easier for fe-
male students to become “raceless”; males are more confused and ambiv-
alent. In her book Blacked Out (1996), a qualitative study of a large all-
black high school in Washington, D.C., Fordham describes the problems
of high-aspiring African American male students, who may find them-
selves denigrated as effeminate or gay. Given the importance of academic
achievement in the decision to become a college professor, if such an anti-
academic achievement culture exists among African Americans it is a
substantial impediment to the production of more minority Ph.D.s.30

The Influence of School Characteristics

Educational researchers, regardless of what level of the system they have
studied, have shown great interest in comparing the influence of charac-
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teristics of schools as opposed to the characteristics of students on vari-
ous outcome measures. For example, they ask: What are the effects of
variables such as class size, the amount of money spent per pupil, and the
type of training received by the teachers on how much students learn in
elementary school? Do students learn more in highly selective private col-
leges than they do in less selective state universities? There is a vast
amount of literature on these questions and, like other areas in educa-
tional research, there is considerable disagreement over the answers. It is,
however, possible to reach a broad generalization: The preponderance of
research, especially the more methodologically sophisticated research,
suggests that school characteristics have relatively little influence on the
various outcomes that have been studied.31

In order to determine if a school characteristic is influencing students
in some way, one must control for all the input characteristics that might
influence the outcome.32 Otherwise a conclusion that a school character-
istic was a cause of an educational outcome could be spurious, an artifact
of the correlation of both the outcome and school characteristics with in-
put variables. Thus, if we were to find that students who attend highly se-
lective and expensive private colleges and universities score higher on
achievement tests at the end of college than do students who attend less
selective and expensive state universities, we could not immediately con-
clude that the students at the private schools had received a better educa-
tion. It is possible that the observed relationship between type of school
and how much students learn is an artifact of the academic ability levels
of students admitted to each of the two types of school. What one would
have to do is to control for students’ ability prior to entering college (by
use of their SAT scores, perhaps) and then, with this variable held con-
stant, see if type of school has an effect. When Alexander Astin (1968)
conducted just such a study, he concluded that smart students learn a lot
no matter what type of college they go to and less well prepared students
learn less no matter what type of school they go to. This is just one of
many studies illustrating that input variables and within-school experi-
ences are more important than school characteristics as influences on
outcome variables.

At the beginning of his career Astin’s research suggested that institu-
tional characteristics of colleges had very little effect on all the outcome
measures he studied. His later research suggests that college environmen-
tal characteristics are more important than originally thought. But an ex-
amination of results presented in one of his more recent monographs
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(Astin 1993) raises some questions as to how well college characteristics
can help one understand outcomes once input variables are controlled. In
an appendix to his 1993 monograph Astin reports the multiple R for 84
outcome variables using only input variables.33 He then shows how much
the multiple R (not the amount of variance) increases when all 192 envi-
ronmental variables are entered into the regression equations. A hand
count reveals that for 20 of the outcome variables R did not increase at
all; for 22 it increased by one point; for 13 by two points; for 7 by three
points; for 10 by between four and seven points; and for 12 by more than
seven points. Most of these latter 12 variables were measures of satisfac-
tion. The fact that the 192 environmental variables studied by Astin gen-
erally do not increase R by very much does not mean that some of them
will not be statistically significant influences on some outcomes, includ-
ing career choice. It does mean that, in general, variables characterizing
college environments are unable to explain much variance on most out-
come measures.

Institutional Quality or Selectivity

We had a strong interest in several college characteristics, and our study
was designed to see how these characteristics influenced the interest of
minority group students in entering academia. Perhaps the most impor-
tant of these is the selectivity of the school. As discussed in detail in
Chapter 2, our study included four types of institution: Ivy League
schools, selective liberal arts colleges, large state universities, and histori-
cally black colleges and universities (HBCUs). The first two types of
school are highly selective. Selectivity varied among the schools in the lat-
ter two categories but, in general, was substantially lower than in the first
two, which we call the “elite” schools. Basing our thinking on a classic
paper of James Davis (“The Campus as a Frog Pond,” 1966), we believed
it possible that minority students might be less likely to decide to become
college professors if they attended elite schools than if they attended less
selective schools.

Davis’s paper tested the theory of relative deprivation as applied to
college graduates’ choice of high-performance careers. The concept of
relative deprivation was first introduced by Samuel Stouffer et al. (1949)
and systematically developed in two articles, one by Robert K. Merton
(1957) and the other by Merton and Alice Rossi (Merton and Rossi
1957). The theory of relative deprivation is based on the concept of
“comparative reference group.” The theory is that when individuals as-
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sess how well off they are they make this judgment by comparing them-
selves with particular reference groups, and these comparisons can have
greater influence than actual, objective conditions. The famous example
described by Stouffer dealt with satisfaction with promotion opportuni-
ties of two groups of soldiers: those in the Air Force and those in the Mil-
itary Police. The objective rates of promotion were much higher in the
former group than in the latter. Yet when asked to assess how satisfied
they were with promotion opportunities, soldiers in the Military Police
were substantially more satisfied than were the soldiers in the Air Force.
The only way that this paradoxical finding could be explained was to em-
ploy the concept of comparative reference group and the theory of rela-
tive deprivation—that satisfaction with a particular life condition will be
based less on objective conditions than on a comparison with those with
whom one comes into contact. Members of the Air Force compared
themselves with other members of the Air Force. They saw that many of
their fellow soldiers were promoted. Therefore, if they had not been pro-
moted they were dissatisfied with promotion opportunities. Members of
the Military Police compared themselves to other members of their own
group. Since very few of them were promoted, those who had not been
promoted did not feel deprived and therefore expressed satisfaction with
promotion opportunities.

James Davis (1966) applied this theory to the career choice patterns
of college students. He began his argument with an observed fact: the dis-
tribution of grades in colleges of differing selectivity tended to be the
same.34 Thus, if you take two groups of students who have the same aca-
demic ability, with one group going to a highly selective school and the
other to a less selective school, the latter group is likely to obtain higher
grades, because in the less selective school the competition for grades will
be less stiff than in the more selective one. Using the data from his 1965
monograph, David (1966) conducted a test of this theory. He found that
in making career choices grades are more important than academic abil-
ity. Students who get the highest grades are the most likely either to main-
tain a commitment to a high-achievement career or to switch into a high-
achievement career. The inverse is also true. Those with low grades are
the least likely to maintain a commitment to a high-achievement ca-
reer and the least likely to switch into such a career. Controlling for a
rough measure of academic self-confidence reduced the effect of grades
on career choice, thus offering support to his theory that when students
attend highly selective schools they are forced to compete with other
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high-ability students, are less likely to earn high grades, and therefore de-
velop lower levels of academic self-confidence, which in turn leads to a
decline in the selection of high-performance careers. Given the data avail-
able to Davis his argument is relatively convincing.35 Although there has
been some debate over the validity of this argument (see Pascarella and
Terenzini 1991, pp. 186ff) it seems reasonable to hypothesize that if stu-
dents attending highly selective colleges become less confident of their ac-
ademic abilities, they will find the path to academic success daunting.

The Davis theory might be particularly relevant in examining the ca-
reer choices of minority college students. Given the admissions criteria
utilized at the most selective schools (including “race sensitive” admis-
sions criteria), that African American and Latino students admitted un-
der these programs are likely to have somewhat lower levels of academic
preparation or ability than Asian and white students. Having to com-
pete with students of higher academic preparation at the most selective
schools might serve to lower the academic self-confidence of these minor-
ity students and thus lower their career aspirations, making them less
likely to choose college professor as a career.

This argument is essentially the “fit hypothesis” as put forth by oppo-
nents of affirmative action, including some prominent African American
scholars. Among these scholars are Thomas Sowell (1972, 1993) and
Shelby Steele (1994). Sowell, in his book Inside American Education
(1993), argues that as a result of affirmative action the best African
American students are forced to compete with white students who are
better prepared and as a result the African American students get lower
grades and develop lower levels of academic self-confidence. The skim-
ming off by the top schools of the brightest African American students
means that these students are not available to be admitted to the next
lower level of schools—where the best African American students would
do much better academically because of the lower level of competition.
The effect ratchets down throughout the hierarchy of schools, so that at
every level the African American students are forced to compete with
better-prepared white students. Sowell argues that without affirmative
action there would be a better fit between the level of academic prepara-
tion of African American students and the schools they attend. This in
turn would result in African American students performing better in
school, which would lead to better occupational outcomes for these stu-
dents.

Shelby Steele makes a similar argument: “The effect of preferential
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treatment—the lowering of normal standards to increase black repre-
sentation—puts blacks at war with an expanding realm of debilitating
doubt, so that the doubt itself becomes an unrecognized preoccupation
that undermines their ability to perform, especially in integrated situa-
tions” (quoted in Bowen and Bok 1998, p. 261). This quote is reminis-
cent of the theory of Claude Steele, discussed earlier. It is possible that af-
firmative action might serve to activate the fear of negative stereotyping,
which Claude Steele claims is responsible for the underperformance of
African American students.

A recent study by William Bowen and Derek Bok (1998), which the
authors claim demonstrates that racial preferences in admissions are cru-
cial in creating a black middle class, raises the question of the effect of in-
stitutional selectivity on future educational attainment and income, if not
directly on occupational choice. The authors followed the career out-
comes of African American students who graduated from twenty-eight
schools, which the authors claim are “highly selective.” In fact, as the au-
thors recognize, there is a good deal of variation in selectivity among
these twenty-eight schools. Bowen and Bok found that African Ameri-
cans who attended the most selective schools in the sample were more
likely to attain advanced degrees and to earn higher incomes when other
relevant variables were controlled. Given the importance of controlling
for relevant input factors (as pointed out above) it is not clear that the
outcomes Bowen and Bok attribute to attending highly selective schools
as a result of racial preferences are indeed a school effect rather than the
result of uncontrolled selectivity. In fact, a further analysis of the Bowen
and Bok data set by Stacy Dale and Alan Krueger (1999) showed that
uncontrolled selectivity did influence some of the outcomes that Bowen
and Bok attributed to attendance at highly selective schools. Dale and
Krueger are able to eliminate uncontrolled selectivity by matching stu-
dents to the type of schools they applied to and were accepted or rejected
by. After taking into consideration the selection bias in the Bowen and
Bok data set, Dale and Krueger conclude that the effect of school selectiv-
ity argued by Bowen and Bok to demonstrate the efficacy of racial prefer-
ences is an artifact of student input characteristics.36

Institutional Size and the Mystique
of the Liberal Arts College

Most educational researchers have hypothesized that institutional size
should be negatively related to the choice of academia as a career. The ex-
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planation for this is faculty contact. At smaller colleges students pre-
sumably come into more contact with faculty members outside of the
classroom, and this contact is believed to influence students to select an
academic career. As a result of high levels of faculty contact it has been
assumed that small, selective liberal arts colleges are most likely to pro-
duce the highest portion of graduates who go on to earn Ph.D.s, particu-
larly in the sciences.

This hypothesis was first put forth in 1952 by Robert Knapp and
Hubert Goodrich in a book entitled Origins of American Scientists; the
following year Knapp, with Joseph Greenbaum, published The Younger
American Scholar. The gist of these books was that certain types of col-
leges, essentially the small, selective liberal arts colleges such as Reed,
Antioch, and Oberlin, produced a disproportionate number of American
scientists.

The work done by Knapp and others trumpeting the benefits of at-
tending small liberal arts colleges has been criticized strongly, especially
by Astin (1962), as not paying sufficient attention to the importance of
input variables. Was attending the liberal arts college the crucial factor
that led to the decision to become an academic, or did these colleges at-
tract students who were already predisposed to an interest in academia?
Contrary to the assertions of some of their critics, Knapp and his fellow
researchers were aware of the necessity of controlling for input charac-
teristics and in one study used early SAT data to do so. Yet Knapp and
Goodrich insisted that in addition to any input factors that might be in-
fluencing choice of career, the climate at the liberal arts colleges was a sig-
nificant contributor to such a decision. They concluded that the larger
colleges suffered from impersonality, which in turn reduced the probabil-
ity that their students would select academia as a career, while “the
smaller [schools] admit of an intimacy in human contacts and a perva-
siveness of personal influence that is qualitatively different . . . Thus the
highest productivity is found in those institutions which are small enough
to preserve their community atmosphere yet large enough to assure the
adequacy of their faculty and facilities” (Knapp and Goodrich 1952,
pp. 47–48).

After having demonstrated that student characteristics (input) were
of greater importance than institutional characteristics, Astin (1963) re-
ported that certain northeastern men’s colleges (such as Amherst,
Dartmouth, and Yale, which were all male at the time), were “under pro-
ductive”—that is, their actual Ph.D. output was below what was ex-
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pected on the basis of gender, ability, and major field of study, while cer-
tain coeducational liberal arts colleges (such as Carleton, Oberlin, and
Pomona) were “over productive.” Faced with these findings, Astin re-
sorts to the explanation that “climate” (unmeasured) at these different
types of schools made the difference.

In a more recent study, Astin and Helen Astin (1992) set out to deter-
mine why some students pursued science-related careers and came to the
conclusion that independent of all other variables, small colleges, partic-
ularly liberal arts colleges, are more likely to produce students interested
in science. They explain this by the greater possibility for faculty contact
at these institutions and by the fact that the faculty members seem to be
more student oriented as opposed to research oriented. The research we
conducted enabled us to examine the extent to which liberal arts colleges
have an independent effect upon producing Ph.D.s when input variables
are controlled. (This issue is addressed in Chapter 8.)

Predominantly White or Predominantly Black Student Body

In our study one of the most important college characteristics is the racial
composition of the student body. Here too, as in so many other areas of
educational research, both the hypotheses that have been put forth and
the results of empirical research are contradictory. Some have hypothe-
sized that African American students would do better and be more likely
to pursue high-status careers like academia if they attended historically
black colleges or universities (HBCUs), in which the student body is
usually close to one hundred percent black. The argument is that at these
institutions African Americans would not face prejudice or the negative
effects of pervasive institutional racism, which is said to exist at the
predominantly white schools. Also, being taught by a larger proportion
of African American instructors is believed to be beneficial to African
American students, since these instructors will better understand the in-
terests of African American students and be more likely to serve as role
models for the students. Others have argued that African American stu-
dents would do better in predominantly white schools because these
schools on average have higher level of resources and generally offer a su-
perior education.

It is worth quoting in full the argument expounded by Pascarella and
Terenzini (1991) for the differential effects on African American students
of attending predominantly black, as against predominantly white, insti-
tutions. They write that
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a strong case has been made . . . that black students who attend
predominantly black institutions benefit from a supportive social,
cultural, and racial environment that enhances their successful ad-
aptation to the academic demands of undergraduate life. Thus,
black students perform better academically at black institutions
not because getting good grades is easier but because the social en-
vironment enhances their successful academic adjustment. Consis-
tent with this perspective, Pascarella, Smart, and Stoecker (1989)
found that black students performed better academically at pre-
dominantly black institutions even when statistical controls were
made for the academic selectivity, financial resources, size, and
control of the institution attended. (p. 382)

Although earlier research had suggested that African Americans who
attend HBCUs were more likely than those who attended primarily white
schools to complete college, Astin’s 1982 study on minorities reaches the
opposite conclusion:

[I]t would appear that black undergraduates will tend to get higher
grades at a black college than at other colleges, but they will also
be less satisfied and less likely to persist to the completion of a bac-
calaureate. This pattern of effects contrasts with the pattern found
earlier for Blacks who entered college in 1968 (Astin, 1977b).
Conceivably, the relatively more favorable effects of white versus
black colleges observed in the current study reflect the white col-
lege’s increasing sensitivity to the special needs of black students.
(p. 101)

In 1991 Walter R. Allen, Edgar G. Epps, and Nesha Z. Hanif edited
College in Black and White: African American Students in Predomi-
nantly White and in Historically Black Universities, which focuses on the
effects of attending a predominantly black as opposed to a predomi-
nantly white school. Unfortunately, like virtually all the research we have
been able to locate on this topic, very little of it deals directly with the
question of occupational choice, although there is significant attention
paid to variables that the literature suggests are correlated with occupa-
tional choice.

In his introduction to the book, Allen summarizes some of the main
findings of past research on the differences between African American
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students who attend HBCUs and those who attend predominantly white
schools:

Black students on predominantly white campuses continue to be
severely disadvantaged relative to white students in terms of per-
sistence rates . . . academic achievement levels . . . enrollment
in advanced degree programs . . . and overall psychosocial ad-
justments . . . Black students on historically Black campuses are
disadvantaged relative to students (both Black and white) on white
campuses in terms of family socioeconomic status . . . and high
school academic records . . . caliber of university instructional
faculty and facilities . . . academic specializations selected . . . and
enrollment in advanced study . . . are also lower for Black students
on Black campuses. (p. 4; the ellipses represent sources cited by
Allen)

“In sum,” writes Allen, “the evidence suggests that Black students on
Black campuses are more disadvantaged in socioeconomic and academic
terms than are Black (or white) students on white campuses” (p. 6). Allen
concludes his introduction by discussing the role of values in the study of
race and education. He claims that values often influence the results ob-
tained and that many researchers who have studied African American
students might not have fully recognized the severely disadvantaged posi-
tion of African Americans in the general society and the impact that this
has on their educational performance and outcomes (pp. 11–13).

More recently, economists Ronald Ehrenberg and Donna Rothstein
(Rothstein and Ehrenberg 1994) carefully compared the effects of atten-
dance at an HBCU with those of attendance at predominantly white in-
stitutions on such factors as graduation rates, early career labor market
success, and the probability of attending graduate school, using data
from the National Longitudinal Survey of the High School Class of 1972
(NLS72). Their analysis shows that a total of 33 percent of African
American students who had earned a bachelor’s degree by 1979 were en-
rolled in graduate programs by 1979. Among African American gradu-
ates of HBCUs 27 percent were enrolled, and among African American
graduates of predominantly white institutions 38 percent were enrolled.
However, when academic ability and family background were taken into
account, Ehrenberg and Rothstein found that whether or not an African
American student attended an HBCU was not a significant factor.
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Within-College Effects

Given the desirability of recruiting high-achieving minority students to
academic careers, carefully considering the possible effects of within-
college experiences is especially important. About these experiences
Pascarella and Terenzini (1991) conclude that “[w]ith some exceptions,
the research on the effects of between-college differences on students’ ac-
ademic and social self-concept is reasonably consistent in indicating that
when various pre-matriculation characteristics are held constant, what
happens to students after they enroll has greater influence on them than
where they enroll” (p. 205).

Academic Performance

How students perform in school, usually measured by GPA, has been
found to be an important determinant of career choice. Students who do
well are more likely to select high-prestige careers, particularly medicine
and academia, more likely to persist with freshman interest in these two
careers, and more likely to be recruited into an interest in these two ca-
reers (J. Davis 1965; Astin 1993). It is not at all surprising that academic
performance in college should turn out to be an important influence on
the decision to select academia as a career. If a student is not academi-
cally successful and has not received rewards for his or her academic per-
formance, it would make little sense for that student to think of spending
the rest of his or her life in a job where “being good in school” is a pre-
requisite. People want to stay in environments in which they have been
highly rewarded and to leave environments in which they have not re-
ceived rewards but instead have suffered negative experiences.

Faculty Contact

Among researchers who have studied the effects of college on occupa-
tional choice there seems to be universal agreement that faculty contact is
an extremely important variable, particularly as an influence on the deci-
sion by students to become college professors. Feldman and Newcomb
(1969) report the results of studies on the influence of faculty contact on
the career choices of college students. They write, “Faculty appear to be
of greater influence in certain career areas than in others. Not surpris-
ingly, faculty are a particularly crucial influence in the decisions of stu-
dents to become teachers, especially college teachers” (p. 253).

As discussed at greater length in Chapter 2, determining cause and ef-
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fect in studies of faculty influence on students’ plans is difficult. Does fac-
ulty encouragement move students, regardless of their academic perfor-
mance, to consider academic careers? Do faculty tend to encourage their
good students, who may be more likely to choose academic careers in
any case? Do good students who may plausibly consider academic ca-
reers attach themselves to faculty, who therefore appear to influence
them? One way to handle at least part of the problem is to control for
freshman occupational interests and examine the effect of faculty contact
net of initial interests.

Astin and Astin (1992) report that student contact with faculty mem-
bers through such activities as acting as a research or teaching assistant
to a faculty member or visiting a faculty member in his or her home had
independent significant influences on students’ decisions to pursue ca-
reers in science-related fields. They also report that these variables influ-
enced persistence or defection from the same fields.

Role Models

Related to the variable of faculty contact is the influence of faculty mem-
bers as role models. There has been consistent speculation that having
role models affects students’ decisions to pursue high-prestige careers,
particularly careers in academia. It is also commonly believed that the
gender and the race or ethnicity of the role model makes a difference.
Supposedly minority group members and women will do better in school
and be more likely to aspire to academic careers if they have role models
that match their own gender and ethnicity.37 This belief is so widespread
that it is frequently used as one justification for the utilization of racial
preferences in the hiring of university and college faculty members. The
empirical research on role models, particularly on the extent to which
same-race, same-gender role models influence both career choice and
academic performance, is reviewed in some detail in Chapter 7. Let it
suffice here just to summarize: We have found no methodologically
adequate study that empirically demonstrates that same-gender, same-
ethnicity role models are more important than role models in general. In
fact, the empirical literature on the effect of any type of role model is very
thin.

The very concept of role model, however, is far from clearly defined.
Our own study is based on a thorough review of the concept by Adeno
Addis, who published a paper in the University of Pennsylvania Law Re-
view in 1996 entitled “Role Models and the Politics of Recognition.”
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Addis gives much evidence that there is a widely held belief that the ab-
sence of minority role models is a reason for the lower levels of minority
academic achievement and for the scarcity of African Americans and La-
tinos in many professional careers.38 He relates in detail the battle that
occurred at Harvard Law School in the early 1990s when African Ameri-
can professor of law Derrick Bell resigned because of the Harvard Law
School’s refusal to appoint an African American woman to a faculty po-
sition. “Professor Bell felt that neither the male African American profes-
sors nor the white female professors could be role models for female Afri-
can American students” (p. 1379, n. 4). Addis recognizes that the claims
made about role models are not based on empirical evidence: “Quite of-
ten the discourse (and controversy) concerning role models, popular and
scholarly, does not revolve around empirical claims. Rather the term is
invoked as a means of making and contesting normative claims about the
desirability of certain activities and as a rhetorical device to defend de-
sired objectives or to attack unacceptable commitments” (p. 1380).

The primary purpose of the Addis article is to point out the vary-
ing ways in which the concept of role model has been used and to intro-
duce his idea of the importance of role models in what he calls the “poli-
tics of recognition.” First, he points out that the terms “role model” and
“mentor” have often been used interchangeably. But to be a mentor re-
quires close personal contact between the mentor and the person being
mentored. To be a role model does not necessarily involve close personal
contact between the role model and those being influenced. Addis also
points out that the terms “role model” and “hero” have been used inter-
changeably, but they too refer to different functions: “One of the distin-
guishing features of a role model is that he or she inspires the possibility
of emulation. On the other hand, a hero instills admiration and respect
for the qualities he or she displays and the achievements he or she has at-
tained” (p. 1389).

Basing his argument on research and theory in sociology on roles,
Addis delineates the definition of role model that emerged from this liter-
ature. The idea is to illuminate “the processes by which an aspiring role
occupant learns the virtues and commitments associated with that role
from a role occupant” (p. 1390). He then quotes Robert Merton’s discus-
sion of the differentiation between the concepts of role model and “refer-
ence individual.” According to Merton (1957), emulation of individuals
“may be restricted to limited segments of their behavior and values and
this can be usefully described as adoption of a role model. Or, emulation
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may be extended to a wider array of behaviors and values of these per-
sons who can then be described as reference individuals” (quoted in
Addis 1996, p. 1391).

Thus, the concept of role model refers to influence restricted to behav-
ior relevant to a specific role rather than a more general influence on
many aspects of one’s life. Assuming this definition of role model, Addis
then asks whether it is necessary for effective role models to be of the
same race or gender as the aspiring role occupant. Although at the time
he wrote there was no reliable empirical evidence on this point, he argues
that there is no reason in principle why a white role model might not be
just as effective as a minority role model in socializing role aspirants into
a role they desire to occupy. He quotes Judith Jarvis Thomson as saying
that as a student she did not feel that she learned any more from female
professors than from male professors and that as a teacher she feels that
she is not necessarily more effective with female students than with male
students. Although Thomson does not claim to be generalizing, Addis
concludes that she is correct in at least arguing that there is no evidence
to support the belief that in order to be effective a role model must be of
the same gender or race as a role aspirant: “There is no evidence that as-
piring role occupants master a specific role faster or better when the role
occupants are of the same race or gender” (p. 1406).

But Addis then points out that there is another way in which the con-
cept of role model can be used. Rather than conceptualizing role mod-
els as people who socialize role aspirants into a new role, role models
can simply demonstrate to excluded groups the possibility of one of
their members attaining a particular role. According to Addis, “given the
dearth of minorities and women in certain professions, it might be neces-
sary for aspiring minority and female role occupants to see minorities
and women in those roles to reassure themselves that they can indeed oc-
cupy those roles and perform those functions and to show them how
those who share similar historical and institutional vulnerabilities can
best occupy, perform in, and redefine those roles” (pp. 1409–1410). We
would only point out that whether role models work in this way or
whether they work in the more delimited way is an empirical question. Is
it true that minority students will be more likely to think they can be pro-
fessors, and therefore aspire to the occupation of professor, if they have
minority role models as opposed to white role models?

Addis introduces his notion of the value of role models in the “politics
of recognition.” According to this argument it does not matter if it is un-
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true that students may learn more about a particular role from same-
race, same-gender role models. Having members of minority groups or
women in positions of importance and authority (such as professors)
serves a basically symbolic function. As Addis puts it, “the presence of
members of traditionally excluded groups will provide visible reassur-
ance to the aspiring role occupants that the dominant group does not de-
value them and their horizons of significance . . . In other words, the pres-
ence of supposed role models of the same race or gender provides a
counter narrative to the dominant narrative that has reinforced the ex-
clusion of these marginalized groups” (p. 1430). This is a good argument
for faculty diversity even if the evidence should show that having same-
sex, same-race role models does not increase the probability of women
and minorities’ aspiring to be professors.39

Extracurricular Activities

Studies that have attempted to examine the effect of participation in
extracurricular activities on occupational success have resulted in con-
flicting findings. Pascarella and Terenzini (1991, pp. 475–478) examine
various such studies, which show the influence of participation in a wide
range of extracurricular activities on a series of outcome measures. In
general, they conclude that such activities have small to nonexistent ef-
fects. They do not mention, nor are we aware of, any studies that show
the effects of extracurricular activities on choice of specific careers, par-
ticularly that of college professor. Our empirical evidence suggests that
students who participate in athletics underperform academically (Chap-
ter 5). The qualitative research we conducted (described in Chapter 2)
suggests that participation in extracurricular activities might have a
negative effect, particularly on African American students. The African
American students whom we interviewed who had relatively high SAT
scores and relatively low GPAs were asked to explain the discrepancy.
One of the more frequent reasons given was that the students had be-
come too heavily involved in extracurricular activities, particularly those
associated with minority affairs.

Peer Groups

Several studies suggest the importance of peer interests as an influence on
individual career choice. None of these studies, to our knowledge, look
at specific friendships and social ties of college students, but rather treat
peer influence as more of an environmental variable. Thus, Astin and
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Astin (1992), in a study of the factors influencing students to pursue ca-
reers in science, show that the number of peers in a given field influences
whether or not a student majors in that area.

James Davis, in his 1965 study, also argues that the changes students
make in their occupational choices during college are influenced by the
characteristics of their peers. Students tend to move from occupations
where the other students in that occupation are dissimilar to them to oc-
cupations in which the other students are more similar to them. Thus,
“birds of a feather flock together.” Our own data enables us to determine
whether the selection of academia as a career is influenced by the propor-
tion of freshman at a school who say they are interested in academia as a
career (see Chapter 8).

Participation in Programs Aimed at Encouraging Students
to Become Academics

A series of both government- and foundation-sponsored programs have
as their aim to encourage participants to pursue careers in either acade-
mia or some science-related field. To our knowledge there has been no
formal evaluation of these programs. Astin and Astin (1992) look at
schools where these programs exist and find that these schools, net of
other variables, are no more likely to produce students interested in sci-
entific careers than schools that do not have these programs. But Astin
and Astin admit that they had no data on the actual students who partici-
pated in the programs. We attempted to assess the success of the Mellon
Minority Undergraduate Fellowship (MMUF) program. Although the
limitations of our data set prevented us from doing a full evaluation, the
results we obtained indicated that the MMUF as well as similar programs
were highly effective in getting the individual participants to pursue an
academic career. However, here, as in other parts of our research, there
are questions about causal order. Since the MMUF program selects stu-
dents who are doing very well academically and students also self-select
themselves into the program, many of the participants in the program
who go on to be college professors might have done so without participa-
tion in the program.

Plan of the Book

Our review of the literature in this chapter has highlighted some vari-
ables that others have found to be important influences on occupational
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choice and that we examined in our study. We have also discussed some
of the hypotheses we held prior to conducting the research and briefly
summarized some of our results. The balance of this book presents data,
both quantitative and qualitative, that we collected in order to test our
hypotheses and in many cases to examine hypotheses that emerged in the
process of conducting the research. Our aim was to attain a clear under-
standing of why high-achieving minority students select academia as a
career as opposed to other competing careers and how to increase the
number of well-trained minority students who enter academia, thus en-
abling the system of higher education to have a more ethnically and ra-
cially diverse faculty.

In Chapter 2 we describe the design of our study, including the vari-
ous phases of research we conducted. We emphasize the theoretical and
policy-related concerns that dictated decisions made in the design of the
study. We explain how we measured both our major independent vari-
able (race/ethnicity) and our dependent variable (career choice).

Chapter 3 presents the basic descriptive findings of our major sur-
vey. It reveals what proportion of students in each ethnic group selected
which careers as their final choice career as seniors, what their initial
multiple career interests were as freshmen, and what their multiple career
interests were as seniors. We also present data indicating the strength of
commitment to various careers by showing which of two career choices
the student is most likely to select as a final choice. These data demon-
strate the relative weakness of academia as an occupation when com-
pared to its major competition: business, law, medicine, even school
teaching.

In Chapter 4 we begin to delineate what causes interest in an aca-
demic career. As most other studies of occupational choice have found,
initial career interest as a freshman is one of the two most important de-
terminants of career choice as a senior. We examine the variables that in-
fluence freshman interest in academia as a career. Our emphasis is on try-
ing to explain why African Americans are less likely than whites to be
interested in academia as freshmen.

Chapter 5 analyzes the importance of academic performance in the
decision to become a college professor. Grades are shown to influence ac-
ademic self-confidence, which in turn has a strong influence on selection
of academia as a career. African Americans and Latinos receive lower
grades than Asians and white students. This is true even when SAT scores
are controlled. We discuss a series of theories aimed at explaining the eth-
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nic differences in academic performance and present data from both our
main survey and our pretest survey aimed at empirically testing some of
these theories.

Chapter 6 concentrates on student values and students’ images of aca-
demia as a career. Interest in the two major functions of academics—
teaching and research—plays an important role in students’ decision to
pursue an academic career. The most important factors deterring stu-
dents from an academic career we found to be the belief that it takes too
long to get a Ph.D., a lack of confidence in ability to be a professor, and a
desire not to be a student any longer. Surprisingly, we found that concern
with the relatively low financial rewards of academia had little to do with
a student’s deciding against such a career.

In Chapter 7 we examine the influence of role models, faculty contact,
and other in-school experiences. We analyze the effects of having same-
gender, same-race role models on a series of dependent variables, includ-
ing grades and interest in academia. We conclude that there is no em-
pirical evidence to support the belief that same-sex, same-ethnicity role
models are any more effective than white male role models. Faculty con-
tact, however, is found to be an extremely important variable as an in-
fluence on students’ selecting a career in academia.

In Chapter 8 we examine the influence of school characteristics. We
find that for African American students (but not those in other ethnic
groups), once grades are controlled, attending an elite school rather than
a less selective school is a deterrent to selecting academia as a final-choice
career. We also examine the belief that liberal arts colleges present an en-
vironment most conducive to minority students’ selecting academia as a
final-choice career. We find that, in contrast to expectations, the small
liberal arts college is the least conducive environment for minorities, par-
ticularly African Americans. In addition, we find that liberal arts colleges
are no longer more likely to produce future Ph.D.s than larger, selective
schools, such as Ivy League schools. But in general, we find that school
characteristics play a very small role in influencing selection of academia
as a career.

In Chapter 9 we examine data from the census and the National Cen-
ter for Educational Statistics (NCES) as well as data from our survey to
analyze the pipeline of minorities and white students into academia. Our
data show that the main reason why there is a shortage of minority fac-
ulty members is that not enough of them are earning Ph.D.s in the arts
and sciences and deciding to work in academia. The data suggest that for
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African Americans in particular the main reason behind the small flow
through the pipeline is relatively low levels of academic achievement in
all parts of the education system. Given these findings, we must reject the
assertions made by some members of the academy that greater faculty ra-
cial and ethnic diversity could be obtained if educational institutions
were more committed to pursuing this goal. In fact, we are led to the op-
posite conclusion: that unless more minority students select academia as
their occupation and earn a Ph.D. it is impossible to increase the racial
and ethnic diversity of higher education—with or without the use of ra-
cial preferences.

Chapter 10 puts forth a series of policy suggestions aimed at increas-
ing the number of minority students who select academia as their first-
choice career. If a substantially larger number of highly qualified minor-
ity Ph.D.s interested in careers in academia were available, racial and
ethnic faculty diversity could be increased without the use of racial pref-
erences in hiring. Our suggestions vary considerably in ease of implemen-
tation, although we try to concentrate on actions that can be reasonably
taken by universities and colleges interested in getting more minority stu-
dents to consider academia as a career.
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2

O B T A I N I N G T H E D A T A

The primary purpose of our research was to discover what factors would
lead minority college graduates to select university professor as their
first-choice career at the time of their graduating from college. We ob-
tained data from 7,612 graduating seniors at 34 colleges and universities.
The data included information on input variables, occupational choice,
school characteristics, and school experience. The study was limited to
“high-achieving” students; the sample included all African Americans
and Latinos from the schools who were spring 1996 graduates with arts
and sciences majors and who met our sampling criteria. From each school
other than the historically black colleges and universities (HBCUs) we
also took samples of Asians and whites.1

Based on past research (see Chapter 1), we knew that there was a
strong correlation between the academic qualifications of students and
the likelihood that they would want to be a university professor. A review
of the occupational choices of college freshmen of a random sample of
students at four-year colleges2 reveals that only 1 or 2 percent of students
select college professor as their first-choice occupation.3 Of the students
in our sample, however, in their freshman year 32 percent were interested
in college professor as a career.4

Clearly a random sample of college graduates (especially since we
were to focus on minority students) would not yield enough students
wanting to be professors, unless that sample size were in the hundreds of
thousands. We believe that the best way to study the factors leading stu-
dents to select a career in academia is to study a sample of what might be
called high-achieving college graduates. Since we were interested in the
career choices of minority students, we had to study high-achieving mi-
nority college graduates. In addition, given the purpose of the study im-
posed by the sponsors of the research, we had to focus on those students
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who would become professors specifically in an arts and sciences disci-
pline.

In order to obtain our sample we decided to study graduates of
schools where we would be likely to find a relatively large number of
high-achieving minority students who would be arts and sciences majors.
In part because the Ivy League schools attract relatively large numbers of
highly qualified minority students and in part because this research was
initiated by and partially funded by the Council of Ivy Group Presidents,
we decided to include all eight Ivy League schools in the sample. For the-
oretical reasons we wanted also to include high-achieving minority stu-
dents from other types of schools.5

Theoretical Considerations

A number of theoretical considerations governed the choice of institu-
tions of higher education to be included in the study. The central one is
the hypothesis that many aspects of student behavior, particularly (from
the point of view of our research) the choice of an eventual career, might
be affected by variations in the academic environment. We hypothesized
that three institutional variables might be most important: (1) high selec-
tivity versus lesser selectivity; (2) predominantly white versus predomi-
nantly black student body; and, cutting across these two variables, (3) re-
search orientation versus teaching orientation.

The expectation that the degree of selectivity of an institution of
higher education will have an effect on undergraduate career aspiration
is based primarily on the theory of relative deprivation. This theory, ap-
plied to career choice among college graduates, was developed and em-
pirically explored thoroughly by James Davis (1966).6 In order to test
this hypothesis we had to look at some schools less selective than the Ivy
League. We decided to include a sample of large state universities and
HBCUs.

Selectivity is of course relative. Although compared with all four-year
colleges in the United States (about 2,700) almost all of the schools in our
sample are above average in selectivity (most colleges in the United States
will admit virtually anyone who applies and is willing to pay the tui-
tion).7 Our design did, however, introduce some important variation in
selectivity: all of the nine state universities and four HBCUs in our study
are (with one exception) less selective than each of the eight Ivy League
schools.
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We did not, however, want to limit our sample of highly selective
schools to the Ivy League. The Ivy League schools (with perhaps one ex-
ception) are heavily research oriented. Despite frequent proclamations by
administrators about the importance of teaching (and their real concern
with the importance of teaching), research is their number one priority;
these schools are organized to maximize the reputation of the faculty,
which is based almost exclusively on the quality of research. In almost all
cases faculty members are hired and promoted primarily on the basis of
their research productivity.8 Tenure decisions are based almost exclu-
sively on research production; only occasionally, where a candidate’s re-
search qualifications are “on the border,” will teaching be a significant
factor in such decisions.9

To represent highly selective schools where teaching is at least as—
and usually more—important than research we decided to include thir-
teen selective liberal arts colleges. The inclusion of these schools enabled
us to compare elite research-oriented schools with elite teaching-oriented
schools. The inclusion of the state universities and the HBCUs (treated
as a group of relatively less selective schools) allowed us to look at the ef-
fect of selectivity by comparing them with the Ivy League and the liberal
arts colleges (treated as a group of relatively highly selective, or “elite,”
schools). Comparing the state universities with the HBCUs allowed us to
assess the influence of the racial composition of schools. Although the
HBCUs as a group are less selective than the state universities, both
groups of schools (with the exception of one or two state universities) ad-
mit a substantial proportion of applicants. There are no highly selective
HBCUs.

Claude Steele (1997) has suggested that some African American stu-
dents, who believe they are stigmatized as less academically competent
by white faculty and white students, may preempt negative judgments by
not trying to succeed in the first place.10 Whether the performance of Af-
rican American undergraduates is best explained by Steele’s theory or by
the theory that these students benefit from the greater degree of social
comfort they experience in schools where most of the students are also
African American (and that they suffer from the racism they are hypothe-
sized to experience in predominantly white schools) was not the focus of
our study. Rather, our research was designed to determine whether Afri-
can American students (holding constant SAT scores) are more likely to
select academia as a career if they attend HBCUs or predominantly white
schools.11
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Another reason for including HBCUs in the sample has to do with the
presumed significance of role models. As pointed out in Chapter 1 it is
commonly assumed that the availability of role models and mentors of
the same race or ethnicity is likely to encourage African American stu-
dents to consider or embark on academic careers. If indeed same-race
role models are important, there is a far greater likelihood that African
American students in predominantly black institutions will be exposed to
African American faculty who may serve as role models or mentors.12

Given the high selectivity of the Ivy League and the selective liberal
arts colleges included in our sample, we may assume that all students ad-
mitted at those institutions have the ability to become college professors.
This might not be true of every student admitted to these schools, since
the institutions use a diverse set of criteria in admission.13 But since some
of the brightest minority students in the country graduate from these
schools, almost all of them have the ability to become academics if they
want to.

For the two sets of schools in our sample that are less selective (large
public universities and HBCUs) the range of student ability and stu-
dent performance is substantially greater than at the highly selective
ones. The student body at state universities is frequently thought of as be-
ing highly heterogeneous in scholastic preparation, while at the elite
schools the students are relatively homogeneous in scholastic prepara-
tion. A small portion of the students attending state universities and
HBCUs have academic qualifications similar to those of the students at-
tending the selective institutions in our sample. Some of these students
may have been admitted to a more selective school but chose not to at-
tend, either for financial reasons or personal reasons, such as the desire to
be close to home (Ely 1998). But the great majority of students at these
schools have academic credentials that are substantially lower than those
of students admitted to our selective schools, and some of them have
such low academic credentials that it is questionable as to whether they
are able to do the work necessary to graduate. Indeed these less selec-
tive schools generally have considerably higher dropout rates than do
the selective schools; and poor academic performance is one, if not the
most important, reason for dropping out. William Bowen and Derek Bok
(1998) report that about 85 percent of the students in their sample of se-
lective schools graduated within six years of admission. The typical grad-
uation rate within six years of admission for students at state universities
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is less than 50 percent; for African Americans and Latinos it is about 25
percent (NCES 1995, Table 303).

The dropout rate among the minority students at some of our state
universities is substantially higher than that among the white students.
This is in part due to the fact that some of these institutions practice a dif-
ferent kind of affirmative action than do the selective schools. The selec-
tive schools admit the academically most accomplished minority students
in the country, even though the academically most accomplished African
American and Latino students have lower academic qualifications (par-
ticularly on the SAT) than the most academically accomplished Asian
and white students. The use of racial preferences by elite schools does not
mean that they admit unqualified minority group students. Virtually all
of the minority students admitted to elite schools under race preference
admissions systems are qualified to do the work at these schools; they
just are not as qualified as Asians and whites who are admitted—and
many Asians and whites who are rejected. Given the diverse set of criteria
used in admissions by selective schools, this would probably also be true
for legacies, recruited athletes, and concert violinists.14

Some state universities have racial preference admission plans that
cause them to admit African American and Latino students who have
very low levels of academic preparation—so low that without racial pref-
erences the majority of them would not be admitted into any college ex-
cept those that admit all applicants.

We hypothesize that minority students who are the best academically
prepared and who have experienced the greatest academic success will be
more likely to become professors. Elite schools were “oversampled” be-
cause many of this type of minority student attend such schools.15

Cutting across the variables of degree of selectivity and racial compo-
sition of institutions, which may influence the extent to which able stu-
dents develop generally high career aspirations, is the variable of research
or teaching orientation. This variable, we hypothesize, may determine
whether undergraduates who have generally high career aspirations de-
velop a specific interest in academic careers.

The extent to which faculty are oriented to research rather than teach-
ing undergraduates may affect the quality of the relationships between
faculty and students, and thus the likelihood that students will find a ca-
reer in academia attractive. Where faculty are oriented primarily to re-
search, it may be less likely that they will devote much time to developing
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close relationships with undergraduate students. It is commonly sup-
posed that such close relationships, in which faculty members become
mentors and/or role models to the students, influence students positively
in the direction of choosing to become professors themselves. Indeed, it
has been shown in some previous research that such close relationships
are important for the selection of careers in the arts and sciences (Baird
1976). We would expect, then, that faculty who tend to be more commit-
ted to teaching undergraduates than to research will be more likely to be-
come the mentors or role models who “recruit” undergraduates into aca-
demia or are instrumental in maintaining the commitment of freshmen
who enter college already interested in academia (see Chapter 7).

The inclusion in the sample of a set of small liberal arts colleges en-
ables us to test this hypothesis. Although faculty at these colleges are now
more involved in research than in the past (McCaughey 1994), they con-
tinue to place a strong emphasis on the importance of teaching. Earlier
studies, particularly the work of Robert Knapp and Hubert Goodrich
(1952), indicated that some of these colleges played a major role as the
baccalaureate origins of eventual Ph.D.s, especially Ph.D.s in the natural
sciences. Accordingly, we expected to find that they would continue to
play a disproportionate role in producing undergraduates who are posi-
tively disposed toward an academic career.

The theoretical questions we were interested in examining led us to
include four types of school in our sample:16

1. Ivy League institutions: predominantly white faculty and students,
research oriented, relatively large, generally highly selective. All
the Ivy League schools were included in our study: Brown, Colum-
bia, Cornell, Dartmouth, Harvard, the University of Pennsylvania,
Princeton, and Yale.

2. Liberal arts colleges: predominantly white faculty and students,
teaching oriented, relatively small, generally highly selective. Thir-
teen liberal arts colleges were included in the study:17 Amherst,
Bowdoin, Carleton, Colgate, Hamilton, Middlebury, Oberlin,
Pomona, Swarthmore, Tufts, Vassar, Wesleyan, and Williams.18

3. State universities: predominantly white faculty and students, re-
search oriented, very large, generally less selective. We studied
nine large state universities: Ohio State University, Rutgers Univer-
sity, SUNY at Stony Brook, the University of California at Los An-
geles, the University of North Carolina at Chapel Hill, the Univer-
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sity of Texas at Austin, the University of Virginia, the University of
Washington at Seattle, and the University of Wisconsin at Madi-
son. Texas and UCLA were selected in part because they were
known to have relatively large numbers of Latinos among their
graduates. Virginia and North Carolina were selected in part be-
cause we believed that they would have a relatively large number
of African Americans among their graduates.

4. Historically black institutions. The historically black institutions
included in the study vary in both size and research orientation.
What they have in common, of course, is that the undergraduates
are overwhelmingly African American and a large proportion of
the faculty are as well. The faculty members with whom the un-
dergraduates interact are therefore more likely than not to be of
the same race as they are. The four historically black institutions
we selected were: Florida A&M University, Howard University,
North Carolina A&T University, and Xavier University of Louisi-
ana.19

The GPA Cutoff at the Less Selective Schools

In designing our study we decided to ask the registrars at the state univer-
sities and the HBCUs to include only arts and sciences majors scheduled
to graduate in the spring of 1996 who had GPAs of 2.8 (or about a B−)
or higher.20 The reasons for this were straightforward. We conceptualized
the study as one of high-achieving minority college graduates. We knew
that a good portion of the students attending the less selective schools
were not in this category as a result of the substantial heterogeneity of
their student bodies. We thought that students who obtained GPAs of
less than 2.8 at the state universities and HBCUs would be extremely un-
likely to select academia—or, for that matter, the major occupations that
compete with academia, such as medicine and law—as their final career
choice. (The validity of this assumption is clearly demonstrated in the
analysis presented in Chapter 5.) We reasoned that it would be an unnec-
essary use of scarce project resources to survey students who were not
high-achieving and who had little probability of being interested in be-
coming academics.

There was one potential drawback of this design: it introduced a
problem in making comparisons between the less selective and the more
selective schools. Having at least small samples of students with less than
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2.8 GPAs would have made across-school comparisons easier and would
have enabled us to test some of our hypotheses about students with low
GPAs not being interested in academia.21

As it turned out, this problem was relatively easy to deal with. Our
study can be viewed as being one of students at different types of in-
stitutions after controlling for GPA. As pointed out in Chapter 8 (where
we analyze between-school differences), virtually all of the students (over
90 percent) at the selective institutions earned GPAs of 2.8 or higher.
Therefore, by comparing students at the selective institutions with those
at the less selective institutions, we were essentially comparing only stu-
dents who had GPAs of 2.8 or higher. In almost all of the analyses in
which we make school comparisons we omitted the students at the selec-
tive schools with GPAs below 2.75 (the cutoff point in our questionnaire)
so that school differences would not be a result of uncontrolled GPA dif-
ferences.

The Elite Nature of the Sample

The sample that we obtained using the procedures briefly outlined above
resulted in an achieved sample of very high-achieving students. In fact,
compared with American college students as a group, our sample is a
highly elite subsample.

The SAT scores of the students in the study show clearly that our sam-
ple indeed represents an elite group. We cannot give the exact mean SAT
scores of our sample, since we asked respondents to check off scores
within categories rather than note exact scores.22 In Table 2.1 we show
the distribution of both verbal and quantitative SAT scores for the 83
percent of our sample who reported test scores,23 comparing the distribu-
tion with that for all students nationally who took the SAT. Of the stu-
dents in our sample who took the test, 60 percent scored 600 or higher
on the verbal SAT, whereas only 7 percent of all students taking the test
scored over 600 on this part of the test. And 73 percent of our sample
scored 600 or higher on the quantitative SAT, whereas only 19 percent of
all students did as well as this.

Not only is our sample as a whole an elite group compared with the
nation, but the same is true for each ethnic group looked at separately.
For example, among African Americans nationally, in 1992 about 1 per-
cent scored 600 or higher on the verbal portion of the test (and nation-
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Table 2.1 Distribution of SAT scores in the sample and the nation, by
ethnicity (percent)

Verbal Math

Ethnicity Nation Sample Nation Sample

All ethnicities
700 or above 1 18 5 34
600–699 6 42 14 39
500–599 18 32 25 21
400–499 33 8 28 5
Below 400 42 1 28 1
Total % 100% 101% 100% 100%
Total Na 1,008,944 24,647 1,008,944 24,774

White
700 or above 1 18 4 34
600–699 7 44 15 41
500–599 21 31 28 20
400–499 37 6 30 4
Below 400 34 — 22 1
Total % 100% 99% 99% 100%
Total N 680,806 18,157 680,806 18,242

African American
700 or above — 10 — 10
600–699 1 31 3 28
500–599 7 39 11 40
400–499 22 18 26 18
Below 400 70 3 59 4
Total % 100% 100% 99% 100%
Total N 99,126 1,458 99,126 1,470

Asian
700 or above 2 20 13 50
600–699 9 41 21 33
500–599 17 28 26 13
400–499 26 9 22 3
Below 400 46 2 18 —
Total % 100% 100% 100% 99%
Total N 78,387 3,797 78,387 3,808

Latino
700 or above — 12 1 16
600–699 3 34 7 42
500–599 10 39 18 31
400–499 27 14 30 9
Below 400 60 2 44 2
Total % 100% 101% 100% 100%
Total N 69,193 1,235 69,193 1,254

Notes: Sample based on weighted data. National scores provided by the Educational
Testing Service for 1992, the year in which most of the students in our sample took the
test. Dashes indicate less than 0.6 percent.

a. Excludes those of “other” or unknown ethnicity.



wide among African Americans only 0.1 percent, or about 200 students,
scored 700 or higher on the verbal portion of the SAT), whereas among
our sample of African Americans, 41 percent scored 600 or higher.

It should be kept in mind not only that the students in our sample are
academically talented but also that more than half of them are attending
highly selective schools. The rest are among the best students at less selec-
tive institutions. We estimate that of the approximately 2,700 four-year
colleges and universities in the United States, about 4 percent, or 100 in-
stitutions, are highly selective;24 21 of our schools (the 8 Ivy League insti-
tutions and the 13 liberal arts colleges) are among them. At least one of
the state universities in our sample would also be among the 100 very
selective institutions. Aside from these schools, the others admit a high
proportion of students who want to attend despite the fact that the ap-
plicants have relatively low SAT scores. The graduating seniors from
this large majority of less selective schools have substantially lower SAT
scores than do the graduates of the selective ones.

At most of the less selective schools, significant numbers, if not the
majority, of students do not major in the arts and sciences. Instead, they
major in fields such as business, education, nursing, and physical educa-
tion. In order for students attending the state universities or HBCUs to be
in our sample, they had to have a major in the arts and sciences and a
GPA of 2.8 or above.

An examination of the SAT scores of the minority students attending
our elite schools suggests that the 100 elite schools in the country are ad-
mitting virtually all of the academically best-prepared minority students.
This means that in the overwhelming majority of schools in the country,
including the state universities and HBCUs in our sample, there were
very few minority students who met our criteria of being an arts and sci-
ences major and having a GPA of 2.8 or above.

It bears repeating that the students we studied represent an elite of
very high-achieving college students, not a representative sample of all
students. Such a group tends to be interested in only a limited number of
occupations and makes choices accordingly (Bok 1993).

Collecting the Data

As described in Chapter 1, we began our study with a review of the exist-
ing literature on occupational choice, particularly with regard to the
choices of minority students. We were helped in designing our question-
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naires by the prior work of James Davis (1965), Leonard Baird (1973),
and the many studies by Alexander Astin and collaborators (for example,
Astin and Astin 1992).25

Qualitative Data

The next step was to conduct focus groups and individual in-depth inter-
views with minority and white college students. We conducted a total
of twenty-seven focus groups at schools representing each of our four
school types. Wherever possible, a moderator of the same ethnicity as the
students led each focus group. We also conducted thirty interviews with
individual minority undergraduates at Stony Brook and Columbia Col-
lege. All of these were transcribed and analyzed.26 The focus groups
and the interviews gave us substantial insight into what variables might
influence minority students in making career choices and their attitudes
toward working as academics. Quotes from these interviews are used
throughout this book.

Generalizations cannot be made on the basis of this type of data. The
samples are unsystematic, and the groups have their own internal dy-
namics, which influence what participants say. But although we cannot
use this type of qualitative data in making generalizations, it is extremely
useful in gaining insight into the substantive issues being addressed. In
general, the conclusions drawn from the focus groups were supported by
the empirical data we collected from our survey. However, in certain ar-
eas the two sets of data led to different conclusions. The most significant
difference had to do with the extent to which parents influenced career
choice and pressured minority group students to select careers such as
medicine and law over academia. Participants in the focus groups and
the interviews repeatedly mentioned the existence of parental pressure,
but the quantitative data seemed not to support this point: students’ re-
sponses to the survey question on how important an influence their par-
ents had been on career choice was not correlated with selection of aca-
demia as a career. In cases where qualitative and quantitative data lead to
differing conclusions it is not always correct to assume that the quantita-
tive data are more accurate than the qualitative data. There are many
problems in doing surveys, not the least of which is normative respond-
ing—respondents answering questions the way they think they should
rather than the way they really feel. Normative responding may have
been at work in the survey responses, with students downplaying the im-
portance of parents in making their career decision.
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Pretest Survey

After completing our analysis of the qualitative data we conducted a pre-
test survey among the minority and white graduates of three schools,
each representing one of the types of school to be included in the final
survey. We sent a mail questionnaire to all graduating African Americans
and Latinos and samples of Asians and whites at Haverford College,
Stanford University, and the University of Maryland at College Park.27 A
total of 840 questionnaires were returned from graduates of these three
colleges.

The purpose of the pretest was primarily to see which of a large num-
ber of variables was correlated with the dependent variable, interest in
academia. We knew that the pretest questionnaire was too long to obtain
the kind of high response rate required for the final mail survey, so we
used an analysis of the pretest data to decide which questions to elimi-
nate from the survey and which questions to modify. Although most of
the analyses presented in this book are based on the final survey, at times
we use data from the pretest that were not available on the final survey.28

Given the relatively small number of minorities in the pretest sample, all
results from these data have to be considered with caution and as sugges-
tions for further research rather than as firm conclusions.

After the analysis of the pretest was completed we began drafting the
survey to be used as the final mail questionnaire. As part of this process
we conducted individual pretests with more than one hundred Stony
Brook students. We had each student fill out the questionnaire; then,
with the filled-out questionnaire in hand, we interviewed the student
about the answers that he or she gave. This enabled us to find out which
questions were unclear and which questions students were misinterpret-
ing. This was of great help in our developing what we believe to be a
clear questionnaire. An example of the type of information we gained
from this pretesting process is what we learned about role models. We
hoped to find out if students had had a role model of a particular ethnic-
ity and gender (see the discussion of role models in Chapter 1 and the
analysis of the data in Chapter 7). It became clear to us during the pretest
survey that the term “role model” meant different things to different stu-
dents. We decided that these meanings might be important in determin-
ing the influence that “role models” had on students. We therefore devel-
oped a question in the final survey in which we asked students to indicate
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the meaning(s) they gave to the term “role model.” As explained in
Chapter 7, these data were useful in our analysis.

For details on how the main survey was administered, see Appen-
dix C.

Phone Follow-Up with Nonrespondents

At the end of the period allowed for students to return the survey after
the third mailing, we tried to contact nonrespondents by telephone, using
a modified version of the mail survey. A commercial research company,
with professional interviewers, carried out the phone interviews.

Sample Selection

Excluded from the sample at all institutions were all seniors not majoring
in the arts and sciences and all seniors who were not American citizens;
also, as stated earlier, at the less selective institutions (the large public
universities and the HBCUs) students with a GPA below 2.8 were ex-
cluded. The sample was drawn from the population of seniors who might
reasonably be expected to graduate in the spring of 1996, and it included
all African American and all Latino students who were not excluded by
the above-mentioned restrictions and samples of Asian and white stu-
dents.29 At the elite schools we did not use a 2.8 GPA cutoff, but included
in the sample all African Americans and Latinos, and samples of Asians
and whites who were expected to graduate in the spring of 1996.

Although we asked the registrars to exclude from the samples all stu-
dents who were not U.S. citizens, some appear to have excluded only
those defined as foreign students and included resident aliens. A number
of students indicated on their questionnaires that they were not U.S. citi-
zens; presumably they were resident aliens. We decided to include them
in our study, since for our purposes the career plans of these permanent
resident aliens, who will remain in this country, are just as significant as
those of U.S. citizens.

For more details on how the samples were drawn at each type of
school, see Appendix C.

Sample Characteristics

Two characteristics of the sample surprised us, and one especially.
First, we were unprepared for the very small number of African

American seniors in the arts and sciences with GPAs of 2.8 or above at
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the large public universities. The state university with the highest number
of African Americans who met our sampling criteria had 88 such African
American seniors. The other state universities had lower numbers of Af-
rican Americans who met our sampling criteria, all the way down to a
huge university in the Midwest that had only 8 African Americans who
were majoring in the arts and sciences, who had a GPA of 2.8 or higher at
the end of the junior year, and who were expected to graduate in the
spring of 1996. The number of Latino students at the state universities
who met our criteria ranged from 234 to 9. Large numbers of Latino stu-
dents with GPAs of 2.8 or above were found only at UCLA and the Uni-
versity of Texas at Austin. Significant sources for a minority pipeline into
academia do not seem to exist at the large public universities. We discuss
this problem at length in Chapter 9. As pointed out in that chapter, only
28 percent of African Americans who were arts and sciences graduates at
the nine state universities in our sample had a GPA of 2.8 or higher. Thus,
in most of these schools, the total number of African Americans in our
sample ranges from small to very small indeed.

We can think of three reasons why we found so few African Ameri-
cans at state universities who met our sampling criteria. First, and proba-
bly most important, African Americans majoring in the arts and sciences
get lower grades than whites. We just mentioned that only 28 percent of
African Americans who majored in the arts and sciences at our state uni-
versities received GPAs of 2.8 or higher. The figure for white students at
the same schools is 65 percent. Second, we know that the elite private
universities and colleges vigorously recruit the academically best-pre-
pared African American high school students, attracting them with the
prestige of their name and with generous financial aid.30 Thus, there are
relatively few African American students with high academic qualifica-
tions who end up attending relatively less selective schools. And third, a
significant portion of African American students who enroll at state uni-
versities drop out or transfer prior to graduation.

Less surprising to us was the very small number of African American
undergraduates at the small liberal arts colleges, and the even smaller
number of Latinos. The range for African Americans among the liberal
arts colleges was 46 to 4; for Latino students the range was 32 to 9. We
assume that to many minority students, the idea of spending four years in
a relatively isolated community, far from any urban concentration of mi-
nority populations, may seem rather uncomfortable. We were surprised
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at the relatively small number of minority students at some of the Ivy
League institutions, given their high prestige and their use of affirmative
action policies. At Ivy League schools the range for African Americans
was 75 to 19 and for Latinos 64 to 22.31

The second thing that surprised us from the sample was that it is
not true that Asian American undergraduates predominantly major in
natural science fields. Indeed, in most of the schools we surveyed, Asian
Americans are more likely to major in one or another of the humani-
ties or social sciences. True, if we compare Asians not among themselves
but with other ethnic groups, we find that higher proportions of Asians
major in the natural sciences than proportions of the other groups;
relatively small proportions of other ethnic groups major in the natural
sciences, except for premedical students, who are likely to major in bi-
ology.

Response Rates

Because we were apprehensive about obtaining high response rates from
undergraduates, we employed a mail survey (with two follow-up mail-
ings) and a phone survey (in all but three schools—two schools declined
to give us the phone numbers of students, and at one the numbers were
incorrectly transcribed by the registrar). Response rates varied, to be
sure, not just among categories of institutions but also among institu-
tions within each category; but even without the telephone survey, the re-
sponse rate to the mail survey was 63 percent; with the phone survey, the
overall response rate was 76 percent.32 Our original goal was to obtain a
response rate of 75 percent.33 The actual size of the achieved sample for
each ethnic group and each school type is shown in Tables 2.2 and 2.3.
By ethnicity, the response rate for African Americans was 75 percent; for
Latinos 73 percent; for Asians 79 percent; and for whites 73 percent. By
type of school, the response rate was 86 percent for the small liberal arts
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Table 2.2 Distribution of sample by ethnicity, unweighted and weighted

Total Whites
African

Americans Asians Latinos

Unweighted 7,509 3,051 1,518 1,777 1,163
Weighted 29,399 21,572 2,053 4,158 1,616



colleges, 75 percent for the Ivy League schools, and 67 percent for the
HBCUs and state universities.

Sampling Bias

Even though our relatively high response rate somewhat reduces the
problem of potential sampling bias, the question remains whether those
who failed to respond were in important respects different from those
who did.34 The fact that we carried out first a mail survey and then a
phone survey of nonrespondents we believe provides us with an unusual
opportunity to find out whether those who did and did not respond to
the mail survey were in specifiable ways self-selected—that is, whether
particular background characteristics or particular positive or negative
attitudes toward the questions asked were correlated with response. We
conceptualized the students whom we surveyed by phone as a sample of
nonrespondents to the mail survey who can be compared with those who
did respond. Detailed comparisons between data obtained from the mail
survey with those obtained from the phone survey are presented in Ap-
pendix C.

Weighting the Data

Because we oversampled African Americans and Latinos, had a stratified
sample of Asians, and undersampled white students, in order to describe
and analyze the population of graduating seniors who met our sampling
criteria at the thirty-four schools in our study, it was necessary to weight
the data.35 Surveys at about half of the schools in the sample were ob-
tained in the fall of 1995 and the other half in the spring of 1996. Be-
cause we slightly changed sampling procedures from the fall data collec-
tion to the spring, and because of some problems with missing data, the
weighting formula was necessarily complex. In essence, we wanted to
weight the data up to the population size of the schools included in the
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Table 2.3 Distribution of sample by type of school, unweighted and weighted

Total
Liberal arts

colleges
Ivy League

schools
State

universities HBCUs

Unweighted 7,509 1,700 1,915 3,368 526
Weighted 29,399 6,168 8,116 14,322 793



study. In order to do this we constructed a large multivariate table in
which we entered both the number of students in each cell in the popula-
tion and the number of students in each cell in the achieved sample. The
latter were then given weights to equal the population. Because the popu-
lation is made up primarily of white students, the weighted population
looks similar to the population of white students. However, since in vir-
tually every part of the analysis we broke down the students into four
ethnic groups, and sometimes into ethnic subgroups, we were able to
make accurate comparisons of students in the four major ethnic groups
included in this study.36

We followed one other basic principle in constructing the weights. For
each cell in the weighting table we had two sets of numbers for the sam-
ple: the number of mail respondents and the number of telephone re-
spondents. We used data from the mail survey to describe the portion of
the population in a given cell represented by the respondents to the
mail survey, and we used data from the telephone survey to represent that
portion of the population in a given cell that did not respond to the mail
survey. Assuming that the interviews obtained by telephone represent a
roughly random sample of nonrespondents to the mail survey, we believe
that this procedure eliminated a good deal of any response bias, which
may have resulted from self-selection among students returning the mail
survey.

An example should make our reasoning clearer. Suppose that on the
question “Overall, how satisfied have you been with your undergraduate
education at this college?” there was selection bias among the 63 percent
of the students who returned the mail questionnaire, so that these stu-
dents were more likely to say they were satisfied than the 37 percent of
the sample who did not return the questionnaire. In the telephone sam-
ple, we would interview a random sample of the 37 percent of nonre-
spondents and find out that these students were indeed less likely to be
satisfied. In the weighting, 63 percent of the students would be classified
by the answers given by respondents to the mail survey and 37 percent of
the students would be classified by the answers given by respondents to
the telephone survey. To the extent that the achieved sample in the tele-
phone survey is a random sample of nonrespondents to the mail survey,
response bias on this question has been eliminated.

Since all of our analyses in this book are based on weighted data, we
do not report number of cases in the tables, because the actual number of
cases upon which the analysis is based is always substantially smaller
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than the weighted N.37 However, since the tests of significance are based
on the actual number of cases, the reader can be assured that relation-
ships reported as being statistically significant are not based on a very
small number of cases.

Classifying the Students by Race or Ethnicity

As sociologists studying race and ethnic relations have long pointed out,
race is as much a social construction as a biological fact. In our study,
race and ethnicity are determined by the students’ self-identification on a
question that begins “Do you consider your racial/ethnic background to
be:” and then allows them to mark as many categories as apply.38 For
purposes of analysis, however, we found it necessary to use a coding
scheme that places each student in only one of the following categories:
African American, Asian, Latino, or white.

From the very beginning of the study we were aware that grouping to-
gether as “Asians” or “Latinos” students who came from very different
cultural backgrounds represented a serious problem. Cubans and Chica-
nos come from very different cultures, and just because their parents
or grandparents (or sometimes the students themselves) speak the same
language is not necessarily a good reason to lump them together. The
same can be said about Chinese and Indians or any of the subgroups in
the two large ethnic groups of “Asians” and “Latinos.” There are two
reasons why we had to do this. First, most universities lump the people
from these varying cultures together for the purposes of determining
the extent to which the groups are underrepresented among either the
student body or the faculty. Second, it simply would have been impos-
sible without substantially increasing the costs of this research to get
enough cases of the four large ethnic groups to allow for a finer break-
down. Because we are aware of the problems involved in using just four
groups in identifying ethnicity, in several key places in the book we do
disaggregate these groups to the extent that the size of the sample al-
lows us to. Also, as discussed later, one of the most interesting findings of
this study is that students from different ethnic or racial backgrounds
tend to be similar in how they go about selecting careers. This is not to
downplay the many ethnic differences that we did uncover. But generally,
for our purposes, the ethnic groups were more alike than they were dif-
ferent.

Almost all of the students in our sample (91 percent) checked off only
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one of the four major ethnic groups used in this study. Latinos were the
most likely to check two or more ethnic groups. Among those who iden-
tified as African Americans, 4 percent also identified as Latinos, 2 percent
as Asians, and 8 percent as whites. Fully 23 percent of those identifying
as Latinos also identified as white.39 This may explain why in some parts
of our analysis Latinos appear to be the most similar to whites. The fact
that the proportion of each ethnic group also identifying as more than
one major ethnic group tends to be small (with the exception of the quar-
ter of Latinos who also identify as white) suggests that our method of
coding ethnicity probably does not distort the substantive results of the
study.

The coding scheme we used is as follows: If students said they were ei-
ther “African American/black” or “Caribbean/black,” they were classi-
fied as African American, even if they checked off any of the other racial
categories.40 We give “African American” priority in our coding scheme
because people of mixed ethnic origin, if one of those ethnicities is black,
usually identify as African American and are treated by others as African
American. Among all those not classified as African American, students
who indicated any one of the Latino groups (Cuban, Mexican American/
Chicano, Puerto Rican, Other Latino) are classified as Latino, even if
they checked off any of the other ethnic categories. Thus, a student
checking off Cuban and white or Asian is classified as Latino. Among
all those not classified as either African American or Latino, students
checking off any of the Asian groups listed (Chinese, Indian, Japanese,
Korean, Pacific Islander, Pakistani, Vietnamese, Other Asian) are classi-
fied as Asian, even if they also checked white.41

Among the 35 students not classified as either African American, La-
tino, or Asian who indicated that they are Native American/Alaskan Na-
tive, those who also indicated that they are white (22 students) are classi-
fied as white.42 All students not classified as African American, Latino, or
Asian who indicated that they are white are classified as white. Using this
procedure, the sample provides, prior to weighting, data on 1,518 Afri-
can Americans (20 percent), 1,165 Latinos (16 percent), 1,778 Asians
(24 percent), and 3,053 whites (41 percent).43 In 98 cases the student ei-
ther failed to answer the ethnicity question or indicated a single cate-
gory, Native American/Alaskan Native (13 students). These are treated
as missing data in analyses involving ethnicity. In Table 2.4 we show the
racial/ethnic distribution (both weighted and unweighted) of the sample
within each of the four types of school studied.
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Measuring the Dependent Variable

The primary dependent variable for this study is career choice, spe-
cifically the choice of academia as a career. All other studies of occupa-
tional choice that we are familiar with ask the students, either as fresh-
men or as seniors, to indicate which from among a list of occupations is
their occupational choice. This methodology is based on an inaccurate
conception of how occupational choices are made. We believe (and our
data back us up) that when students are freshmen a substantial majority
do not have a clear single occupational choice. Some may, particularly
students who want to go into medicine, engineering, or business. But stu-
dents who are arts and sciences majors may be interested in a range of ca-
reers. The strength of this interest may vary considerably. Some have no
idea about what career they are interested in when they enter college as
freshmen; others are interested in several different careers.

Because we do not believe that most arts and sciences students have
only one career that they are interested in, we allowed our students to in-
dicate interest in as many of the twenty careers listed on the survey.44 If a
student had really made up his or her mind as to what career to pursue,
of course the student could indicate interest in only one of the twenty. In-
deed, some of them did just that. But most indicated that as freshmen
they were interested in three or four careers.

The multiple-choice method of measuring the dependent variable
makes more sense for measuring career interest as freshmen than forcing
students to select a single occupation.45 It also makes sense for measuring
career interest as seniors. Our qualitative work suggested that there were
many arts and sciences majors who had not made a clear career choice
even in their senior year. Many of them still remained interested in sev-
eral possible careers, and some still had no idea of what career they
wanted to pursue. As a result, we again allowed our respondents to indi-
cate interest as seniors in as many of the twenty careers included in the
survey. At that point, however, we also asked the students which of the
several careers that they were interested in as seniors they thought they
would be most likely to pursue. Thus, we asked students to select from
among all those careers they had indicated interest in as seniors the one
career that they thought they were most likely to pursue.46 In many parts
of our analysis we use the answer given to this last question as the depen-
dent variable. Using a multiple-choice approach to measuring the depen-
dent variable in both the freshman and the senior year results in more
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students expressing an interest in particular careers than surveys that use
a single-choice approach.

Determining Causality

In this book we aim to establish the “causes” of interest in academia (and
other major competing careers). In survey data such as ours, there are
substantial problems in determining whether two variables are simply
correlated or one is a cause of the other.

Generally, in sociology one variable is considered a cause of another if
the relationship meets three criteria.47 First, the independent and depen-
dent variables must be correlated. Thus, for example, faculty contact
must be correlated with selection of academia as a career for faculty con-
tact to be a cause of that career choice.

Second, the independent must precede the dependent variable in time.
In research such as that reported here, in which all the data were col-
lected at one point in time rather than longitudinally, it is frequently very
difficult to establish causal order or time order. There is, for example, a
strong relationship between the amount of contact students have with
faculty and their interest in becoming professors. Can we then conclude
that faculty contact is a cause of interest in academia? The answer is no—
not without making some assumptions that we have no empirical way of
checking. It is possible that coming into contact with faculty members
and adopting one or more of them as role models or mentors might cause
students to become interested in academia. It is also possible that those
students who are initially interested in academia will seek out contact
with faculty members. In that case the interest in academia precedes the
faculty contact. The criterion of time order would thus be violated, and
the relationship could not be considered to demonstrate causality.

The third criterion of causality is that there must be no antecedent
third variable (a variable preceding the independent variable in time or
logic) that, when controlled (held constant), will “wash out” or eliminate
the relationship between the independent and dependent variable. In our
data set in most cases there are no significant problems in meeting the
first and third of these criteria for causality. In those cases, however,
where determining the time order between the independent variable and
some third variable is difficult or impossible, it is difficult to conclude
that causality is at work. Take the case, discussed earlier, of students who
participate in the Mellon Minority Undergraduate Fellowship (MMUF)
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program. These students are both self-selected (they must decide to apply
for admission to the program) and socially selected (once they apply, the
program must decide whether to accept them or not). It is possible that
the variables influencing either self-selection or social selection (or both)
might include high SAT scores and socioeconomic status. These variables
might be the reasons why the participants in this program or others like it
are more likely to become academics. And as we pointed out, these stu-
dents might have become academics even if they had never participated
in the program. In this sense, then, participation in the MMUF program
would be a spurious cause of deciding to become an academic. The only
way in which it could conclusively be shown whether such participation
has a causal effect is to conduct an experiment in which students are ran-
domly assigned to participate in the program. Randomization would rule
out the outcome’s being a result of either self-selection or social selection.

The problem of attributing causality arises at many places in the anal-
ysis. We have two ways of handling this type of problem, neither of them
fully satisfactory. First, when looking at interest in academia as a depen-
dent variable and faculty contact as an independent variable, we control
for a stated freshman interest in academia.48 If faculty contact still has an
influence when freshman interest in academia is controlled, we assume
that faculty contact is at least in part a cause of a student’s choice of aca-
demia as the most likely career. We know that this is an assumption that
some social scientists will not be comfortable with; they would prefer to
say that the two variables are correlated without making any causal in-
ferences.

This leads us to the second way in which we handle the problem
of causal direction or time order. In many cases it seems logical to con-
ceptualize the causal direction between two variables as being bidirec-
tional rather than unidirectional. Thus, for example, interest in academia
causes a student to seek out faculty contact and this contact in turn rein-
forces the student’s interest in the career of university professor and
makes the student more likely to actually select it as a final-choice career.
Or in the case of programs like the MMUF, students who already have an
interest in academia may be more likely to apply to such a program and
participate in it; participation might then serve to solidify and maintain
the initial interest in academia. In other words, the causal relationship
runs in both directions. Much of our causal analysis here requires this as-
sumption.
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3

E T H N I C D I F F E R E N C E S I N

O C C U P A T I O N A L C H O I C E S

The primary purpose of our study is to find out how to increase the num-
ber of minority students who are interested in academia as a career. To do
this, we must understand the determinants of the career choice these stu-
dents consider most likely when they are seniors in college.1 While we
cannot claim to know whether their most likely choice will be their ac-
tual choice, their most likely choice, together with various indicators of
commitment to it, is the best predictor of what the students will do after
they graduate.2 We begin this chapter by looking at the careers selected
by the four ethnic groups as the ones they are most likely to end up in.
Next we consider their career choices as freshmen (reported retroac-
tively) and as seniors. In subsequent chapters we analyze the possible rea-
sons for these choices.

After the students indicated all the careers they had in mind on enter-
ing college and at the time of graduation (of the twenty listed in the sur-
vey), they were asked to pick the one occupation they were most likely to
go into. Table 3.1 shows the proportion of each ethnic group that se-
lected a particular career as the most likely final choice.3 Seniors were al-
lowed to select any number of occupations listed on the questionnaire
that they had in mind as a career “now,” even if they had not completely
made up their mind. Then, of those selected as careers they had in mind,
they were asked to pick the one that they thought they were most likely
to end up in.

Of the twenty different career choices presented in the survey, we
combined two we considered as indicating an interest in academia: “Re-
searcher (in a university)” and “University/college professor.”4

A key issue for our purposes is the extent to which each of the three
groups of students interested in academia—those interested in research
only, professor only, and both—selected academia as the one occupation
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they are most likely to pursue. Of those who said researcher only as se-
niors, 15 percent selected this as their most likely eventual occupation; of
those who said professor only, 29 percent; of those who said both, 12
percent selected researcher in a university and 29 percent university pro-
fessor. Thus, combining these two choices in our definition of students
who are interested in academia, fully 41 percent picked academia as the
one occupation they were most likely to pursue, indicating a stronger
commitment on the part of those who selected both than of those who se-
lected researcher only or professor only.

As the data in Table 3.1 make clear the small differences among the
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Table 3.1 Percentage of students indicating they are most likely to enter a
particular occupation, by ethnicity

Occupation Whites
African

Americans Asians Latinos

Physician 12 15 33 13
Business 12 13 12 12
University professor 11 9 8 12
Lawyer 9 16 7 13
Teacher 8 8 5 8
Social services 6 7 3 6
Government 5 4 3 5
Fine/performing arts 5 4 3 5
Other research 4 3 2 2
Allied healtha 3 2 6 3
Communicationsa 3 2 3 2
Journalisma 3 1 1 1
Psychologista 2 3 2 3
Environmenta 2 2 1 1
Computer analysta 1 1 1 1
Architecturea 1 1 1 1
Engineering 1 1 1 1
Librarya 1 1 1 1
University administrator — — — —
Otherb 7 7 4 6
Undecidedb 6 3 5 4

Notes: Significantly different from whites, chi-square p < .05 indicated by boldface.
Percentages may not total to 100 due to rounding errors.
Dashes indicate less than 0.6 percent.
a. Occupation not asked on telephone survey.
b. Not ranked.



minority ethnic groups in the proportion wanting to be college profes-
sors are not significantly different from the proportion of white stu-
dents. Eleven percent of whites, 9 percent of African Americans, 8 per-
cent of Asians, and 12 percent of Latinos select college professor as
their first choice. This is one of our most important findings. Contrary to
our presupposition that high-achieving minority students would be less
interested than similar white students in becoming academics, it turns
out that there are no meaningful differences in the proportion of all four
ethnic groups who select academia as their final-choice occupation. This
means that increasing the number of minorities in the pool of Ph.D.s
from which professors in the arts and sciences can be hired requires two
things. First, although the proportion of each ethnic group that is inter-
ested in entering academia is the same, the absolute number of high-
achieving African American and Latino students in the arts and sciences
is relatively small and must be increased. Also, the proportion of high-
achieving minorities who select academia as a first-choice career must be
raised to a level above that currently found among high-achieving white
students. The former is the more difficult to achieve, since it depends on
social structural variables over which universities have little control. The
latter aim is easier to achieve, as may be seen from the policy suggestions
we outline in the last chapter of this book.

To make it easier to compare the final career selections of the four eth-
nic groups, in Table 3.2 we show the top five occupations for each group.
These are the five most frequently chosen by all of the ethnic groups.5 Be-
sides university or college professor, the five choices include physician,
business, lawyer, and teacher (of elementary or secondary school). These
last four can be considered the major occupations “competing” with aca-
demia for high-achieving students.

As can be seen in the bottom line of Table 3.2, more than 50 percent
of the students in each ethnic group are interested in one of the top five
occupations, and among African Americans, Latinos, and Asians this
number is closer to 60 percent. Thus, talent would be highly concen-
trated in just a few occupations.6 The remaining students who did not se-
lect a top five occupation are widely distributed among the fourteen
other occupations and the “other” category.

Occupational Choice(s) as Freshmen

It is important from the point of view of policy recommendations to un-
derstand to what extent students’ occupational choices are already made
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by the time they enter college and to what extent the type of college they
attend and the kinds of experiences they have in college influence their
career decisions. Past research on occupational choice suggests that a stu-
dent’s choice of career when entering college is one of the strongest influ-
ences on the choice made at graduation (J. Davis 1964; Astin and Panos
1969; Astin and Astin 1992). These earlier studies have no clear message
for us with regard to the effects of attending college. In any event, most
of the earlier research involved a different student population from the
one we surveyed, and we are interested in discovering the effects of at-
tending different types of colleges and having different in-college experi-
ences on students from different racial or ethnic backgrounds.

As described in Chapter 2, we asked graduating seniors to indicate all
the careers they were interested in when they entered college. The utility
of these data depends on the extent to which retrospective memory of oc-
cupational interests as freshmen are valid. There are three factors that
give us reason to believe that these retroactive data are at least roughly
accurate. First, James Davis (1966) reports a study in which Alexander
Astin was able to check the validity of retrospective educational aspira-
tions. Astin found a very high correlation between actual freshmen aspi-
rations and later retrospective reports of these aspirations. Davis con-
cludes that “memory of career plans should be as accurate as that of
educational aspirations” (p. 18). Another reason to believe that our ret-
rospective data are relatively accurate is that we find virtually identical
results when we correlate our data on initial (retrospective) career aspira-
tions with that on senior aspirations as researchers such as Astin, who
have conducted longitudinal studies and collected data on freshman ca-
reer interests during the freshman year, have found. Finally, our question-
naire gave the students the opportunity to list as many careers as they re-
called being interested in as freshmen rather than forcing them to list just
one. Students thus were more likely to report careers they were actually
interested in as freshmen than if they had been forced to list only one
choice. Thus, although perhaps the exact numbers we report for fresh-
man career aspirations may not be precisely accurate, we believe they are
accurate enough to utilize our data as a simulated longitudinal study.

We find that 25 percent of the seniors indicated only one choice as
freshmen; 38 percent, two or three choices; and 34 percent, four or more
choices. In addition, 3 percent of the respondents either declared them-
selves undecided or failed to fill out the question.

In Table 3.3, we show the percentage of students selecting each occu-
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pation as freshmen, broken down by ethnicity. Somewhat surprisingly,
college professor is the most frequently mentioned occupation by high-
achieving white students recalling their occupational interests as fresh-
men: 34 percent of whites said that when they entered college, college
professor was one of the occupations they were interested in. Only 22
percent of African Americans, however, mentioned college professor as
an occupation they were interested in as freshmen, though it is their
fourth most frequent choice.7 As for the other two groups, 32 percent of
Asians and 30 percent of Latinos expressed a freshman interest in acade-
mia as a career.

We present the top five choices of each ethnic group as freshmen in
Table 3.4.
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Table 3.3 Percentage of students selecting occupation as a career they had in
mind when they entered college, by ethnicity

Occupation Whites
African

Americans Asians Latinos

University professor 34 22 32 30
Physician 25 27 50 30
Lawyer 25 32 21 30
Teacher 23 20 18 22
Government 22 18 15 18
Social services 22 20 14 23
Journalisma 22 14 15 15
Business 21 24 22 22
Communicationsa 20 16 14 16
Psychologista 18 16 12 20
Fine/performing arts 17 11 11 12
Allied healtha 16 19 25 17
Other research 16 12 15 12
Environmenta 15 3 8 9
Engineering 10 8 6 11
Architecturea 9 6 10 8
Computer analysta 6 7 8 5
Librarya 4 2 2 4
University administrator 2 4 2 2
Other 10 8 5 8
Undecided 7 4 5 6

Notes: Percentages sum to greater than 100.
Significantly different from whites, chi-square p < .05 indicated by boldface.
a. Occupation not asked on telephone survey.
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Career Choice(s) as Graduating Seniors

Since even graduating seniors may not have made up their minds as to
precisely which career they intend to pursue, our questionnaire offered
students the opportunity to indicate as many careers as they had an inter-
est in. For some, the choices probably include careers that students have
a strong interest in and have given much thought to and others in which
they are more casually interested.

In Table 3.5 we show the proportion of students who marked each of
the careers or groups of careers as one they were considering. Given the
fact that only around 10 percent of the total sample selected professor as
the occupation they are most likely to end up in (Table 3.1), it is some-
what surprising to find that, for seniors, among all ethnic groups except
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Table 3.5 Percentage of students selecting a career they have in mind as
seniors, by ethnicity

Occupation Whites
African

Americans Asians Latinos

University professor 34 30 32 31
Business 23 23 24 24
Teacher 23 23 17 23
Government 19 19 13 21
Social services 19 21 15 20
Lawyer 18 26 16 24
Communicationsa 17 15 14 16
Other research 17 13 15 13
Journalisma 17 12 11 14
Physician 16 17 40 16
Fine/performing arts 12 9 8 10
Allied healtha 11 12 21 12
Environmenta 11 3 5 6
Psychologista 9 11 7 12
Librarya 6 2 2 5
Architecturea 4 3 4 5
Computer analysta 4 4 5 4
University administrator 4 6 4 5
Engineering 2 2 3 1
Other 13 11 8 11
Undecided 3 2 2 2

Note: Significantly different from whites, chi-square p < .05 indicated by boldface.
a. Occupation not asked on telephone survey.



Asians, professor remains the single most frequently selected occupation
by a substantial margin.8 Even if the proportion of students indicating an
interest in college teaching is slightly elevated by the students’ knowledge
of the researchers’ interest in this occupation, it is clear that in every eth-
nic group a substantial portion of this elite population of students is in-
terested in the occupation of college or university professor at the time of
graduation.

Students who indicate university professor as one of the occupations
they have in mind and who then do not select it as the one occupation
they are most likely to go into represent a pool from which graduate stu-
dents in the arts and sciences might be drawn at a later date, if things
don’t work out in these individuals’ first-choice occupation. By “not
working out” we mean anything from their not being admitted into the
postgraduate school they wanted (or any postgraduate school, in the case
of a first-choice occupation such as medicine, for example) to entering
another career and not finding it satisfying.

In order to highlight the data in Table 3.5 we present in Table 3.6 the
top five choices for each ethnic group. All of these groups, with the ex-
ception of Asians, mention the occupation of professor most frequently.

The reason why physician is not among the top five (except for
Asians, for whom it does come first) is probably a result of the fact that
in order to get into medical school (and perhaps also to enter some of
the allied health occupations) undergraduates have to take prerequisite
courses.9 It is of course possible for students who have not taken these
“pre-med” prerequisites to do so after they graduate,10 but students who
do so are those who decide that they want to be physicians only after
they have graduated.11 Since there are no prerequisites or even standard-
ized tests to take for an occupation in communications or government,
for example, it is much easier for a student to express a realistic interest
in that occupation than it is in the occupation of physician. Even the oc-
cupation of lawyer does not have any undergraduate prerequisites. Many
students interested in law major in political science; but the law schools
do not require such a major and claim not to have a preference for it.
Thus, a student majoring in art history, for example, can decide to be-
come a lawyer.12

When we compare the proportion of students who select university
professor as the one career they are most likely to pursue (Table 3.1) with
the proportion expressing an interest in the career at the time of gradua-
tion (Table 3.5), we can see that the majority of students “interested” in
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the occupation of professor often select another as the one they are most
likely to pursue. There is no way of measuring the extent of commitment
or rank order of preference for individuals of the careers listed in Tables
3.3 and 3.5.13 The only way to gauge commitment is to see what percent-
age of students indicating interest in a particular career as graduating se-
niors also select that career as the one they think they will actually end up
in. In the next section of this chapter we present data that show how stu-
dents interested in specific pairs of occupations make their final selection.
These data indicate that interest in the occupation of professor is rela-
tively weak and that students who are interested in this occupation and
any of the other major competing occupations are more likely to select
the competing occupation when they make their choice of the one they
are most likely to pursue.

Level of Commitment

Two factors indicate the extent of students’ commitment to the occupa-
tion named as the one they are most likely to pursue. One is whether they
intend to begin the graduate education necessary for their future career
within the year after graduation or if they plan to take some time off be-
fore continuing their education. Three of the five most popular occupa-
tions require graduate degrees: college professor, physician, and lawyer.
A career in business can be embarked upon directly from college; those
who wish to obtain a Master of Business Administration (MBA) can, and
indeed are often encouraged to, pursue it at a later date, sometimes at the
expense of the employer. The same can be said of elementary and second-
ary school teaching, provided one takes the necessary education courses
and teacher training preparation while one is an undergraduate.14 But at
least for the three occupations requiring a postgraduate degree before
work is possible, those who say they will go directly on to pursue that de-
gree are likely to be more committed.15 Table 3.7 shows the proportion of
respondents who intend to begin their graduate education within the
year after graduation, for each of the five major occupations (and allied
health), broken down by the ethnicity of the students.16

The data in Table 3.7 indicate that for all occupations combined all
three minority groups are significantly more likely than whites to say that
they will go directly on to the postgraduate training necessary for their
chosen career. Students who select medicine and law are more likely to
say they will go directly on than those selecting other occupations. Of all
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students whose final career choice is university professor, 58 percent say
that they will go directly on; African Americans are more likely to give
this response than whites. But as we point out in Chapter 8, this is not a
race effect but rather a school effect. African American graduates of
HBCUs are much more likely than African Americans who attend pre-
dominantly white schools to say they will go directly on. African Ameri-
cans at predominantly white schools who select university professor as
their most likely occupation are no more likely than their white fellow
students to say that they will go directly on to graduate school.17

The second variable that may be used as a measure of commitment to
career is the number of other occupations that students are considering at
the time of graduation. If students’ final choice is university professor
and that is the only career they are considering at the time of graduation,
they should be more likely actually to enter a Ph.D. program in the arts
and sciences and pursue a career as a university professor than if they
also list, for example, four other occupations that they are interested in.
In Table 3.8, for each of the five major occupations (and allied health),
broken down by ethnic group, we show the proportion indicating that
this occupation is their only choice at time of graduation. The data indi-
cate some small differences among the four ethnic groups; however, for
the occupation that is our primary concern, university professor, there
are no meaningful differences.

If both going directly on to graduate school and having the selected
occupation as the only choice are indicators of commitment, they should
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Table 3.7 Percentage of students planning to continue their graduate
education within a year of graduation, by ethnicity (for all
occupations, top five, and allied health)

Occupation Whites
African

Americans Asians Latinos

All occupations 36 57 46 45
Business 12 30 10 11
Lawyer 64 71 54 73
Physician 67 73 68 67
University professor 58 71 58 57
Teacher 39 61 32 62
Allied health 51 47 63 44

Note: Significantly different from whites, chi-square p < .05 indicated by boldface.



be correlated. Indeed they are. Among those who select only one occupa-
tion, 51 percent say they intend to go right on to graduate school; among
those who express interest in two occupations, 42 percent say they will
go directly on; and among those who express interest in three or more oc-
cupations, only 30 percent say they will go directly on.

The data in Tables 3.7 and 3.8 suggest that minority group students
appear to be at least equally committed to an interest in a career in acade-
mia as their white classmates. It suggests that mentioning an interest in
academia is not a casual act for minority respondents; their level of real
interest in the occupation is at least as great as that of white respondents.

The Strength of Competing Occupations

Our analysis of “strength” shows which of several (ultimately two) at-
tractive occupations a student is likely to select as the one occupation
that he or she will most likely end up in. As our data show, it is not easy
for students to decide on an occupation. Even in their senior year, many
do not really know which occupation they want to go into, and the ma-
jority have a strong interest in several occupations. Of course ultimately
each student does have to make a choice. Our analysis of strength of
commitment shows which of two potentially attractive occupations a
student is likely to select as the one he or she will most likely pursue. We
relied on their best guess just before graduation as to which of the several
occupations that they were interested in they would ultimately choose.
Our analysis shows that academia, although a very frequently expressed
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Table 3.8 Percentage of students selecting occupation as only choice, by
ethnicity (for all occupations, top five, and allied health)

Occupation Whites
African

Americans Asians Latinos

All occupations 28 36 32 34
Business 38 40 26 32
Lawyer 24 35 22 37
Physician 48 50 43 58
University professor 20 23 18 24
Teacher 26 32 26 31
Allied health 37 40 51 43

Note: Significantly different from whites, chi-square p < .05 indicated in boldface.



occupational interest, is ultimately a very weak occupation in its power
to attract students with multiple occupational interests, especially when
compared to its major competitors (medicine, business, and law).

Likelihood of Pursuing Senior Interests

Before making any pairwise comparisons, we look at an even simpler in-
dicator of occupational strength. Table 3.9 shows for each ethnic group
the proportion of those who as seniors expressed an interest in a particu-
lar occupation and then selected that occupation as the one they were
most likely to go into.

The data for white students give us a clear picture of the relative
strength of each of the ten most frequently chosen occupations.18 Fully
70 percent of students who in their senior year are interested in the occu-
pation physician identify that occupation as the one they will most likely
enter. The attractiveness of medicine as a career is so strong that a good
many of the remaining 30 percent who are interested in it as seniors but
did not select it as their most likely eventual occupation may simply fear
that they do not have a good chance of getting into medical school.

After medicine, there are two other occupations that have substantial
strength: business, with 54 percent of white students expressing interest
in it as seniors selecting it as the most likely one; and law, with 49 per-
cent. Allied health and the fine and performing arts are the next stron-
gest, followed by elementary and secondary school teaching; only after
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Table 3.9 Percentage of students selecting occupation as most likely among
those interested in the same occupation as seniors, by ethnicity

Occupation Whites
African

Americans Asians Latinos

Physician 70 84 83 79
Business 54 58 47 52
Lawyer 49 62 45 54
Allied health 43 38 38 44
Fine/performing arts 41 41 38 49
Teacher 35 35 27 36
University professor 31 31 26 34
Social services 29 32 19 27
Government 26 19 25 25
Other research 21 20 13 16

Note: Significantly different from whites, chi-square p < .05 indicated by boldface.



these do we find university professor, with 31 percent. University profes-
sor ranks seventh out of the ten; the only occupations with less strength
are social services, government, and researcher outside of a university.
These results are similar for all of the ethnic groups. It is interesting that
the profession of schoolteacher (by very small margins) is stronger than
that of university professor in every ethnic group.19

Pairwise Comparison

In the senior year, students usually feel quite a bit of pressure to make a
career decision. This does not mean that all students actually do make a
career decision at this time. Some defer the decision in various ways: they
travel, or they take what they define as a temporary job. We know from
our study of graduate students (Barber and Cole 1996a) that some stu-
dents who eventually decide to pursue a career in the arts and sciences
and enter a Ph.D. program make this decision only after working in other
jobs. Nonetheless, those students who say as seniors that they want to be
university professors are surely much more likely to follow through than
those who do not.

Table 3.10 reveals the relative strength of competing occupations. The
students represented in this table expressed an interest in both the col-
umn and the row occupation as seniors and then as seniors actually chose
one of these two occupations as the one they were most likely to end up
in.20 The percentage tells us what proportion selected the column occupa-
tion.21

A review of the “physician” column shows that that profession is
stronger than all the other nine most frequently selected occupations.
That is, among all the students who as seniors expressed interest in both
physician and university professor and then picked one of these two oc-
cupations as the one they were most likely to enter, 82 percent picked
physician and 18 percent picked professor. An examination of the “uni-
versity professor” column reveals that that choice is weaker than medi-
cine, business, law, elementary or secondary school teacher, government,
fine or performing arts, and allied health. It is stronger than only two oc-
cupations: social services and researcher outside of a university.

As just mentioned, Table 3.10 shows that medicine is the strongest oc-
cupational choice. The closest in strength to medicine is law, which in a
direct comparison with medicine gets 40 percent of the students (medi-
cine gets 60 percent). Law is stronger than the other eight occupations.
Business is the third most powerful. After that comes a group of occupa-
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tions, each of which loses out to four of the others and wins in a compari-
son with another four. These are teaching, government, fine and perform-
ing arts, and allied health. Only then comes university professor, which
loses in a direct comparison to seven of the nine other most frequently
chosen occupations, including not only medicine, business, and law, but
also teaching, government, fine and performing arts, and allied health.
This table demonstrates conclusively that although academia is the occu-
pation most frequently considered by seniors, it is also one of the weakest
occupations in the end. When students have to make the final choice be-
tween academia and one or more other occupations, they usually select
the other occupation as the one they will most likely end up in.

The weakness of academia when paired with elementary and second-
ary school teaching we found surprising; perhaps students emphasize the
importance of teaching, and see research and other perceived aspects of
the job of university professor as negative (this notion is considered in
Chapter 6 and elsewhere).22

Table 3.11 shows, for each ethnic group, the strength of academia
when matched in the senior year with each of the other nine most often
chosen occupations.23 Among whites, as in the entire sample of students
(Table 3.10), academia is stronger than only two other occupations: so-
cial services and research outside of the university. The results for the
three minority groups are similar.
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Table 3.11 Percentage of students selecting academia as most likely among
those interested in academia and other occupations as seniors, by
ethnicity

Occupation Whites
African

Americans Asians Latinos

Physician 20 16 14 4
Business 31 24 20 28
Lawyer 29 32 26 28
Teacher 48 43 45 43
Social services 54 64 72 61
Government 48 63 36 41
Fine/performing arts 41 — 54 —
Allied health 21 — 25 —
Other research 61 67 78 68

Note: Significantly different from whites, chi-square p < .05 indicated by boldface.
Dashes indicate not enough cases to compute a percentage.



University professor is at least as strong among the three minority
groups as it is among whites. Members of minority groups in our sample
are certainly not less likely than whites to prefer an academic career
when compared with specific other careers that compete with academia.
If the number and proportion of members of minority groups in the aca-
demic pipeline are small, it is not because members of these groups are
disproportionately less interested in academia.

Conclusions

This chapter summarized some of the most important results of the
study. First, college professor is frequently indicated as an occupation
students are interested in, despite the still difficult academic job market.
As pointed out in Chapter 1, however, the level of demand for highly
qualified minority professors is almost certainly substantially greater
than the level of demand for highly qualified white professors. (Of
course, it is possible that some minority group students might not be
aware of this fact.) As freshmen, more students are interested in profes-
sor as an occupation than any of the other occupations. As seniors, they
remain more interested in this than in any other occupation. In fact, one
third of the seniors designated university professor as one of the occupa-
tions they were considering. When asked to say which is the one occupa-
tion they will most likely pursue, ten percent selected professor. Only
physician and business were selected more often.

Second, we found little difference in the occupational preferences of
the four ethnic groups we studied: approximately 10 percent of each
group selected professor as their most likely occupation. The fact that Af-
rican Americans and Latinos are not less likely than whites to be inter-
ested in college teaching means that the shortage of African Americans
and Latinos in the arts and sciences pipeline cannot be explained by the
reluctance of high-achieving African American and Latino college stu-
dents to be interested in this occupation.

Third, there are no meaningful differences among the ethnic groups as
regards the two indicators of commitment to the career of professor. On
one measure (whether or not students who select academia as their final-
choice career intend to enter a Ph.D. program within one year of gradua-
tion), African Americans are significantly more likely to say they will go
on within the next year than any other ethnic group. This finding resulted
primarily from the fact that many African Americans in our sample at-
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tended HBCUs, which are very successful in getting their students to con-
tinue their education without interruption. (In Chapter 8 we further ex-
plore the influence of HBCUs on students.)

Finally, in analyzing the relative strength of occupations, we find that
medicine has far and away the strongest pull.24 Virtually all students
who are interested in that occupation select it as their most likely final
choice. Medicine is even more popular with all three ethnic groups than
it is with whites. The next two strongest occupations are business and
law. Fine and performing arts, allied health, and even teaching are stron-
ger than academia. Using paired comparisons to determine strength, we
find that the only occupations among the ten most frequently chosen
ones that are weaker than university professor are social services and re-
searcher outside of the university. Again, we find only minor differences
in the strength of occupations among the four ethnic groups. University
professor is a relatively weak occupation for all of them, and no more so
for minorities than for whites. In fact, for African Americans and Lati-
nos, university professor may be slightly stronger than it is among Asians
or whites.

In general, the data presented in this chapter suggest that large por-
tions of high-achieving minority students are interested in academia
when they enter college, and that most retain that interest through col-
lege; but when asked to make a “final” occupational choice, the majority
of those with an interest in academia choose to go into some other occu-
pation.
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4

I N F L U E N C E S O N I N I T I A L

O C C U P A T I O N A L C H O I C E

Since initial occupational choice is an important influence on students’
“final” choice of career as seniors, in this chapter we examine the fresh-
man occupational interests of the four ethnic groups and try to explain
the reasons for the difference between African Americans and whites in
the selection of academia as a freshman career interest.1

Ethnic Differences in Initial Career Choice

One of the most important determinants of the decision to enter acade-
mia (or any other career) is generally the student’s initial career choice
when he or she enters college.2 Although some students of course become
interested in academia as a result of their experiences in college or the
type of college they attend, in our sample fully 70 percent of all those
who chose professor as the one occupation they are most likely to go into
indicated that they were already interested in that occupation when they
entered college. For African Americans, however, this figure is only 57
percent; for Latinos, 61 percent; for Asians, 71 percent; and for whites,
71 percent.3

Table 3.4 showed the relationship between initial interest in the ca-
reer of professor and ethnicity. The only statistically and substantively
meaningful difference is that between African Americans and whites: 34
percent of white freshmen as compared with 22 percent of African Amer-
ican freshmen initially expressed an interest in academia as a career. In
order to understand the reasons for this racial difference, we must find a
third variable or set of variables that when held constant (controlled) will
reduce the difference between African Americans and whites to insig-
nificance.

Table 4.1 presents the proportion of respondents expressing an inter-
est in academia as freshmen (broken down by ethnicity) in relation to
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Table 4.1 Percentage of students selecting professor as freshmen by selected
predictor variables, by ethnicity

Predictor variable Whites
African

Americans Asians Latinos

A. School type
A. Liberal arts 35* 27 29 25
A. Ivy League 39 21 35 36
A. State universities 30 20 30 29
A. HBCUs — 22 — —

B. SES
B. Low 35 20 33 26*
B. Low-medium 30 23 30 39
B. Medium-high 32 26 38 35
B. High 36 24 29 28

C. At least one parent was (is) a
college professor

B. Yes 41* 26* 39* 26
B. No 27 18 28 26

D. Parents’ influence on
occupational choice

B. Not important 32 18 29 23
B. Somewhat important 30 20 33 26
B. Important 30 19 29 28

E. Gender
B. Male 34 27* 31 33
B. Female 33 20 32 28

F. Verbal SAT
B. < 500 17* 13* 17* 14*
B. 500–599 26 22 29 27
B. 600–699 36 26 33 38
B. 700 or higher 53 37 43 38

G. Math SAT
B. < 500 23* 16* 17* 24
B. 500–599 29 20 27 27
B. 600–699 32 29 30 31
B. 700 or higher 42 31 36 38

H. Combined SAT
H. < 1200 23* 16* 21* 21*
H. 1200–1299 27 27 27 31
H. 1300–1399 32 28 35 39
H. 1400 or higher 48 34 37 36



a series of variables that we thought might influence freshman career
choice. For any one of these eleven variables to be a full or partial expla-
nation of the correlation between race and initial interest in academia,
the difference between whites and African Americans in each category of
the variable would have to be not statistically significant. This would be
indicated by the figure for African Americans not appearing in bold
print—meaning that for that particular category of the third variable
there was no statistically significant difference between whites and Afri-
can Americans. Ideally we would like to see no significant difference be-
tween the two races for all the categories of the third variable.4 (Since
there are no statistically significant differences between whites on the one
hand and Asians and Latinos on the other in freshman interest in acade-
mia, the data on these two ethnic groups are shown in Table 4.1 merely
for descriptive interest.)
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Predictor variable Whites
African

Americans Asians Latinos

I. Number of occupational
choices as freshman

One 7* 3* 4* 6*
Two or three 30 23 31 24
Four or more 57 52 60 60

J. Limited financial rewards in
academia

No 37* 28* 32 30
Yes 30 17 31 31

L. Major (mutually exclusive)
L. Physical sciences 48* 26* 39* 45*
L. Mathematics/computer

sciences 42 22 28 22
L. Biological sciences 43 28 37 40
L. Humanities 40 28 33 34
L. Social sciences 23 19 27 25
L. Other 14 15 8 5

Notes: Numbers in boldface indicate significantly different from whites at p < .05.
Data for K (political orientation) not shown.
*Independent variable significant for this ethnic group at p < .05.

Table 4.1 (continued)



School Type

A significant portion of our sample of African Americans (about a third)
attended HBCUs.5 We wondered whether type of school attended might
explain some or all of the difference in level of interest in a career as pro-
fessor between African Americans and whites. As the data on school type
in Table 4.1 indicate, African Americans at all types of schools are less in-
terested in academia as freshman than are whites. In fact, the proportion
of African American students at HBCUs who said they were interested in
academia as freshmen is 22 percent, the same percentage as for all Afri-
can Americans.

In general, type of school has very little influence on freshman interest
in academia. Given the long-standing belief that small liberal arts col-
leges are particularly likely to both attract and graduate students who are
interested in academia, it was of some interest to note that it is only
among African Americans that we find liberal arts students slightly more
interested in academia as freshman.

Socioeconomic Status (SES)

Initially we hypothesized that minority members might be less interested
in academia as a career than white students because they were more
likely to come from lower SES families and that as a result children of
these families might be more interested in earning the higher material re-
wards offered by occupations such as business, medicine, and law.6

We had four measures of the students’ SES: their mother’s educational
level, their father’s educational level, their self-assessment of what class
their parents were in, and their reports of their parents’ income.7 The
data show that in general white students are more likely to come from
higher SES backgrounds than minority students. Both Asians and whites
are considerably more likely than African Americans and Latinos to
come from families whose total family income is $100,000 or above; the
obverse is true for families whose total income is less than $20,000,
though only small portions of minority students reported coming from
families with income under $20,000. We may conclude that whites come
from the highest SES families, with Asians slightly behind, and that most
African Americans and Latinos come from lower-middle to middle-class
families; only a small proportion have grown up in poverty.

Using the four measures of SES we had obtained, we created an index
of socioeconomic status. Using the dichotomies described in the note to
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Table B4.1 in Appendix B, we gave each student one point for each high-
status characteristic of his or her family. This yielded an SES index with
scores ranging from 0 to 4. We combined categories 3 and 4 to create a
four-category index. In Figure 4.1 we show the relationship between
score on the SES index and ethnicity.

Although ethnicity is correlated with SES, it turns out that socioeco-
nomic status has no meaningful influence on freshman interest in acade-
mia (see Table 4.1). The only ethnic group for which there is a significant
correlation between SES and interest in academia is Latinos—and for this
group the correlation is nonlinear. The data in the SES section of Table
4.1 also show that we cannot explain the freshman difference in interest
in academia between African Americans and whites by differences in
SES. In all of the SES categories, African Americans are less likely than
whites to be interested as freshmen in an academic career, and in two of
the four categories this difference is statistically significant.

Effect of Parents’ Being Professors

It is generally believed that the selection of occupations by children may
be influenced by the occupation of their parents. Students whose parents
were academics are likely to be more familiar with the career and may
well be inclined to follow in their parents’ footsteps. Among our respon-

85

INFLUENCES ON INIT IAL OCCUPATIONAL CHOICE

19

33

52

16
2122

15 16 14

43

35

0

10

20

30

40

50

60

Note: pDistribution for African Americans, , and differs from whites at < .05.Asians Latinos

Whites African Americans Asians Latinos

Score on SES index:
Low (0) Low-medium (1) Medium-high (2) High (3–4)

47

17 17 18 17

Figure 4.1 Distribution of SES index, by ethnicity



dents, 16 percent of both African Americans and Latinos, 20 percent of
Asians, and 23 percent of whites told us that one or both of their parents
work or have worked as a college professor. As can clearly be seen from
Panel C of Table 4.1, this factor has the expected effect on all groups ex-
cept Latinos.8 Thus, we may conclude that having a parent who is or has
been a college professor is one influence on initial freshman interest in ac-
ademia; but this variable does not explain the difference in initial career
choice of academia between African Americans and whites. In both pa-
rental categories African Americans are less likely than whites to want to
be professors when they enter college.

Parental Influence on Occupational Choice

Minority students in the focus-group interviews made us aware of the in-
fluence that parents try to exert over their career decisions. Indeed, as
most of the students participating in the focus groups perceived their par-
ents’ aspirations for them, it appears that the parents tend to prefer that
their children enter what they (the parents) consider to be secure, practi-
cal, lucrative occupations, and these do not include academia. The stu-
dents did not specify whether parental efforts to influence their career de-
cisions occur early or late in their college years, and we cannot relate
parental influence directly to initial career choice. Indeed, what quantita-
tive data we do have (see Table 4.1, Panel D) suggest that for none of the
ethnic groups do parents have any influence on interest in academia as a
career. It is possible that parental influence has more effect on decisions
made during college than on initial decisions. But the evidence gleaned
from the focus groups suggests that the parents of minority students in-
terested in careers in academia “beat on them” all through college, urg-
ing them to go into a career with greater material rewards and one they
perceive as more prestigious and secure. The following examples of state-
ments from the focus groups make this clear (Barber and Cole 1996b).

An African American woman at an Ivy League school told us how ac-
ademia was not within her parents’ “line of focus”:

I see being a professor as something that has a level of prestige, but
where we’re from, the people who are considered prestigious are
doctors and lawyers and people who are in those types of profes-
sions, you know, engineers. So doing something that’s not that,
even though it might actually be prestigious, is not really within
their [her parents’] line of focus. (p. 40)
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Another African American woman reported how her parents would
prefer her to go into an occupation in which she would earn more
money:

My parents are the type of parents who allow me to do whatever I
want to do and are totally supportive. But then on the other hand,
they’re always, like, “Why do you want to be a professor? Profes-
sors don’t make any money. You’re about to graduate from an Ivy
League school, you can go into jobs like your sisters and make
more money and not have to worry.” (p. 40)

And still another African American woman at an Ivy school reported
that her parents had similar attitudes:

I think money is the big issue, because I think our parents’ genera-
tion is having a real hard time figuring out why we would choose a
life of poverty when we have the option of being very wealthy or in
the upper class, when they didn’t have the option. For this reason,
I couldn’t go into any “ologies,” no sociology, no psychology, my
dad stated that from the beginning. The only “ology” I could go
into was biology. (p. 40)

A Latina at an Ivy League school illustrated the narrow range of occu-
pations that her parents thought were acceptable:

My mom, I don’t think she’s ever really let go of the idea of my be-
ing a doctor. Every so often I’ll get a press clipping, “Latino doc-
tors needed in the community.” And my mom is, like, “You still
have time to take an extra bio course.” I’m, like, “Mom, I’m way
past that point.” That’s the things they see as important: doctor,
lawyer, engineer. You have an idea of what success is, it’s really
limited to a number of fields. (p. 41)

This Latina declared that she was going ahead with her plans to become
a historian even though her parents were quite upset:

My father wanted me actually, and my mother also, to be a doctor
or something to that effect, an engineer, that I can make lots of
money and so on. They’ve always said how much they’ve struggled
and so on, and they want me, since I have all these opportunities,
not to also struggle, so they want me to be financially secure. So at
first, I went for psychology, to be a child psychologist and so on,
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but I wasn’t truly happy. What really made me happy was history,
so I switched over there. Even though they’re very disappointed in
me now, I’m just going ahead with it. (p. 42)

An Asian American male at an Ivy League school gave us some insight
into why such a high proportion of Asians, particularly at Ivy League
schools, make medicine their first choice:

My decision to become a physician is mainly based on the influ-
ence of my family, and I’d have to say the Korean community in
Ohio, because it is really close-knit. For some strange reason, a lot
of the Korean families in the Midwest seem to be physician-led
families. Every Korean family I know in Ohio has a physician in it.
I guess that’s kind of a strong influence. I’d have to say my family
also, like over the past five generations, my family have had a phy-
sician. And my brother and I are the only two children in our fam-
ily, and my brother is not choosing to become a physician, so I
kind of just . . . I guess I do have some individual interest in the
field, my whole family does not determine my lifestyle. I’d have to
say the family is the strongest influence in my career choice. (p. 42)

A young man at a historically black college reported being in conflict
with his parents over what career he should pursue:

I came to college to get away from home. I don’t know if they’re
happy I’m here or not. I know they hate that I’m not going to law
school and have no interest in being in the law field. I know that
my experience with them has always been that their support is very
conditional, based on whether or not you are doing what they
would have you do with your life. (p. 52)

A Latina at a liberal arts college who is thinking of being a sociology
professor described the reaction of her mother:

I don’t think my mom is so happy with the fact that I’m a sociol-
ogy major. “What are you going to be, a social worker? You make
no money.” She tells me the poor have to go into a field where you
can make money or find a job. She thinks that I should have stud-
ied something where I can make money. I guess she feels if I’ve
made it this far, I might as well go for it all, go into something that
would leave me a lot more than sociology. She thinks I’m just go-
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ing to be a social worker. I think she would look at a professor as
someone who has money, so I think that would be OK. (p. 53)

At a large state university a Latino student described very well the sit-
uation of first-generation college goers:

I’ve noticed that if you are first generation here, every parent wants
you to be a doctor. If not a doctor, it’s a lawyer. Then once you
grow up and find your own life, that goes out the window. You
have to choose yourself. So when you were saying did my parents
influence my career choice, no way. My parents wanted me to be a
doctor just like every other person whose parents were immigrants
and came from another country. They want you to have a better
life than they did. They want you to shoot for the top. They want
you to be the richest person in the world, and being a doctor is be-
ing a really big thing, and lawyers too. Growing up, they tried to
influence me towards being a doctor; they try to influence you to-
ward the moon and to go to the stars. So you’ll always land some-
where. Because if you’re not a doctor, you are going to aim high
anyway. But they’re not going to push you to be a teacher, because
it’s pretty pathetic. (pp. 53–4)

But other minority students who are interested in academia reported
receiving support from their families. An African American woman at an
Ivy League college said:

My parents were trying to get out of the ghetto, so they went to
college and postgraduate school so they would have money. So
they went for the money, they want me to go for the happiness. In
that way, my parents have been a tremendous encouragement, es-
pecially for me to pursue my music, which they know is most im-
portant to me. (p. 40)

An Asian American man at an Ivy school said:

I think my parents would be impressed if I were to be a college pro-
fessor because I think they just regard college professors as being
prestigious and respectable. (p. 45)

White students in the focus groups, unlike students from the other
ethnic groups, seem to have experienced little or no pressure from par-
ents to choose or not choose a particular career. Nor do they appear to
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have felt constrained to follow or not follow in their parents’ footsteps.
The only exception was a young woman from an Ivy League school
whose father reacted negatively to her desire to “help people” (not as a
physician):

He can’t understand why I would want to do that. You know,
“You’ve gone to an Ivy League school, you’re a chemistry major.
Use that to make some money.” (p. 43)

Finally, we should note that the students’ reports of the degree to
which their parents had influenced their career choice does not in any
way help to explain the difference between African Americans and
whites shown in Panel D of Table 4.1. African Americans were sig-
nificantly less likely to be interested in academia as freshmen in all three
categories of parental influence.

Gender

Although gender was generally not significantly correlated with interest
in academia, it was among African Americans: in this racial group 27
percent of males and 20 percent of females expressed a freshman interest
in academia as a career. Since a substantial majority of the African Amer-
ican students in our sample were women, we wanted to be sure that gen-
der was not the reason for the observed racial difference in interest in ac-
ademia. The data in Panel E of Table 4.1 clearly show that African
American men and women are both significantly less likely than their
white counterparts to express a freshman interest in academia.

Academic Preparation as Measured by SAT Scores

The strongest influence on whether students select the career of college
professor as freshmen is their scores on the SAT tests: the higher the
score, the more likely the students are to indicate that they are interested
in being a college or university professor. For example, looking at Panel F
of Table 4.1 one sees that among white students with a verbal SAT score
of 700 or higher fully 53 percent expressed an interest in academia as
freshmen.

In fact, the data in Table 4.1 show that respondents’ verbal SAT score
influenced the freshman interest in academia of all four ethnic groups.
From the highest-scoring to the lowest-scoring group, verbal SAT makes
for a 36 percentage point difference in freshman interest in academia
among whites, a 24 point difference among African Americans, a 26
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point difference among Asians, and a 24 point difference among Latinos.
When we compute mean verbal SAT scores for students expressing an
interest in the various occupations, we find a mean of 644 for those ex-
pressing an interest in academia as freshmen.9 All other occupations, in-
cluding physician, have lower means (622 for physician). Among stu-
dents with the highest ability as measured by the verbal SAT—that is,
those scoring 700 or higher—there is a significant gap between whites
and the three minorities. Whereas fully 53 percent of whites in the high-
scoring group expressed an initial interest in academia, 37 percent of Af-
rican Americans, 43 percent of Asians, and 38 percent of Latinos ex-
pressed a similar interest.

With regard to African Americans in particular, Panel F of Table 4.1
shows that in every category African Americans are less likely to want to
be professors than whites. This difference is statistically significant in the
top two categories. Thus, differences between African Americans and
whites in verbal SAT scores cannot explain the difference in freshman in-
terest in academia.

Scores on the math SAT and scores on the combined SAT (as seen in
Panel H of Table 4.1) also have strong influences on the likelihood of stu-
dents expressing interest in academia as freshmen. Math SAT scores are
not as strong an influence as verbal SAT scores. The mean math SAT
score for those expressing a freshman career interest in becoming profes-
sors is 667, surpassed by small margins by those interested in becoming
physicians (675), researchers outside of the university (682), engineers
(681), and computer analysts (681). As for the combined SAT score, stu-
dents with a freshman interest in academia have the second highest mean
score, 1310; those wanting to be researchers outside of the university
have a combined mean of 1319, and those wanting to be physicians have
a combined mean of 1296.

The mail survey did not have a question on high school GPA; the pre-
test did. Although the number of cases for minority groups was small on
the pretest we found an association between high school GPA and fresh-
man interest in academia for all four ethnic groups (data not shown).
This association was not as pronounced as that found for SAT scores.
The pretest also had a series of items describing the high school from
which the student had graduated, such as whether the school was public,
private, or religious, whether it was integrated, whether almost all stu-
dents who graduated went on to college, and whether a test was required
for admission. None of these items was meaningfully correlated with ini-
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tial career choice of college professor. We were specifically interested in
African Americans and Latinos who attended predominantly (80 percent
or more) white schools. Attending a predominantly white school made
African Americans less likely to want to be a college professor but had no
influence on Latinos. For a possible explanation of this anomalous result
see our discussion of the work of Claude Steele in Chapters 5 and 8 and
of James Davis in Chapter 8.

Differences between African Americans and whites in their scores on
the math SAT explain some of the freshman difference in interest in aca-
demia as a career. Recall that the overall difference between the two eth-
nic groups in the proportion interested in academia as a career as fresh-
men is 12 (Table 3.3). In each of the categories of math SAT (going from
the lowest to the highest) we find a 7 point difference, a 9 point differ-
ence, a 3 point difference, and an 11 point difference. Thus, in four of the
categories of the control variable of math SAT scores the difference is
somewhat reduced. But in two of the categories the relationship remains
statistically significant. Later we consider the fact that the lower scores of
African Americans on the math SAT is an important reason why they are
less likely to be interested in academia as freshmen.

The combined SAT score, like the math SAT score, reduces the differ-
ence between African Americans and whites in freshman interest in aca-
demia in some of the categories. Going from the lowest to the highest, the
difference is 7 points, 0 points, 4 points, and 14 points. In all of the SAT
variables we find the greatest difference between African Americans and
whites in the highest SAT category.

Before leaving the variable of SAT let us consider why whites in the
highest SAT category in each of the three SAT variables have higher
proportions interested in academia as freshmen than the other ethnic
groups. This may be explained simply by the total number of occupa-
tional choices each group made as freshmen. Whites made more choices
than any of the ethnic minorities. Making many choices of freshman oc-
cupational interest is, not surprisingly, strongly correlated with freshman
interest in academia (see Panel I of Table 4.1). When we look only at
those with the highest SAT scores and control for number of occupations
selected as freshman interests, the regression coefficients for ethnicity be-
come statistically insignificant (data not shown).

Number of Occupational Choices as Freshmen

As just mentioned, African Americans make fewer occupational choices
as freshmen than do whites.10 Only 24 percent of whites but 36 percent
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of African Americans make a single choice as freshmen. And 38 percent
of whites versus only 24 percent of African Americans make four or
more choices.11 The fact that African Americans make fewer freshman
choices than whites explains some of the difference in their likelihood of
mentioning academia as a freshman career interest. Among those who
make only one occupational choice there is a 4 point difference between
the two ethnic groups in the proportion expressing interest in an aca-
demic career as freshmen; among those making two or three choices
there is a 7 point difference; and among those making four or more
choices there is a 5 point difference. The differences remain statistically
significant in two of the categories; but since they are all lower than the
original 12 point difference we can assume that the number of choices
made as freshmen is one of the explanations for the African American–
white difference we are trying to explain. The number of occupational
choices made as a freshman may be viewed as an indicator of the scope of
a student’s interests; thus, these data suggest that African Americans may
have a somewhat more limited scope of interests.12 It appears that among
high-achieving students, whites have a somewhat broader scope of inter-
ests when they matriculate than do African Americans.

Limited Financial Rewards in Academia

Prior to collecting our data we had hypothesized that students who were
more interested in the financial rewards attached to an occupation might
be less likely to be interested in an academic career.13 We also thought
that minorities might be more likely to be interested in financial rewards.
African Americans and Asians in our sample are indeed slightly more in-
terested in financial rewards than are whites.14 Latinos are very slightly
more interested in financial rewards than whites, but this difference is
not statistically significant (data not shown). The only measure we have
of the students’ interest in financial rewards is a question they answered
in their senior year. They were asked to say whether “other jobs offer
greater financial rewards” made a career as a professor unappealing. If
we are willing to make the assumption that those students who answered
yes to this question were more interested in financial rewards and proba-
bly were also more interested in such rewards as freshmen, we can see
whether this variable influenced freshman choice.

Panel J of Table 4.1 shows that for both whites and African Ameri-
cans, concern with financial rewards has a significant effect on freshman
interest in academia. Concern with financial rewards has no effect on
Asians or Latinos. However, this variable does not explain the difference
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between African Americans and whites because in both categories of this
variable there is a statistically significant difference in the likelihood of
each of the two racial groups being interested in academia as freshmen.

Political Identification

One question in the mail survey asked the students to describe their polit-
ical beliefs (see Appendix A, Mail Questionnaire, Q36). We do not feel
comfortable making the assumption that a student’s political beliefs as a
senior are the same as they were when that student entered college. Col-
lege has been found to have the effect of making students more liberal
(Pascarella and Terenzini 1991). The college experience may influence a
student’s political beliefs, which in turn might influence his or her interest
in academia. In general, academics have political views to the left of the
general public. This is particularly true at the more selective colleges and
universities (Ladd and Lipset 1975; Hamilton and Hargens 1993).15 We
found that for all ethnic groups except Asians there was a statistically sig-
nificant relationship between political views and freshman interest in ac-
ademia, with those on the left being more interested than those who de-
scribed themselves as conservative (data not shown). We do not know if
this relationship is causal. But we can say that controlling for political
views does not reduce the difference in interest in academia between Afri-
can Americans and whites as freshmen.

Major Field of Study

We thought it possible that the subjects students were interested in and
selected as their major might be correlated with interest in academia. In
this case, although the question was asked in the senior year, we feel a bit
more confident in assuming that there was a significant correlation be-
tween senior major and subject interest as a freshman than we do in as-
suming a similarity over time in political beliefs. The data show that field
of major was significantly related to freshman interest in academia for all
four ethnic groups. Perhaps the most interesting finding here is that those
students who major in the social sciences are in general less likely to be
interested in academia as freshmen. This may be because many social sci-
ence majors (those who major in political science or economics, for ex-
ample) may be interested in law or business. Students who major in
mathematics and computer sciences we found to be less interested in aca-
demia than those majoring in the physical sciences. This is not surprising,
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given the excellent job market for mathematicians and computer special-
ists in the new economy.16

Major subject, although correlated with freshman interest in acade-
mia, does not help explain the difference on this variable between Afri-
can Americans and whites, since the former are significantly less likely
than whites to be interested in academia as freshmen for every major ex-
cept social sciences and “other” (see Table 4.1).

Interest in Research and Ethnicity

The list of occupations on our mail questionnaire included both “re-
searcher (in a university)” and “university/college professor.” For pur-
poses of analyzing interest in an academic career, we combined the two
choices. But when we separate them we find that African Americans are
less likely than the other ethnic groups to be interested in being a re-
searcher (in a university). The data are displayed in Figure 4.2.

This figure shows the three types of students whom we classified as
being interested in academia as freshmen: those who indicated they were
interested only in research in a university and did not indicate an interest
in being a professor; those who indicated an interest only in professor but
not in research in a university); and those who indicated an interest in
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Figure 4.2 Interest in academia as freshmen, by ethnicity

Significantly different from whites, chi-square < .05 indicated by boldface.p
Note: The proportion of research/professor among whites does not add up to the three separate
groups due to rounding error.
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both. When we add the three groups together, we get the total who were
classified as being interested in academia. The first panel in Figure 4.2
displays the total interested in either researcher and/or professor and
presents the same data as Table 3.4. Of the “researcher only” group, only
4 percent of African Americans and 8 percent of whites made this selec-
tion, for a 4 point difference. Of those who selected both, only 6 percent
of African Americans and 11 percent of whites are in this group, for a 5
point difference. Adding these differences results in the finding that Afri-
can Americans are 9 percent less likely to be interested in the “researcher
(in a university)” choice than are whites. The overall difference between
the two ethnic groups is 12 points. By contrast, if we look at those who
said that they wanted to be only professors, we find 12 percent of African
Americans and 14 percent of whites, a trivial difference of 2 points.17

Thus, by combining the two occupations—professor and researcher in a
university—to identify interest in academia, we obscured the two differ-
ent aspects of an academic career that are more and less attractive to stu-
dents from different ethnic backgrounds.

Although the data in Figure 4.2 effectively illuminate the different foci
of interest in academia between African American and white students,
they raise the question of why African Americans are less interested in re-
search. Both African Americans and Latinos are also significantly less
likely than Asians and whites to be interested in a research job outside of
the university. One possible reason is that the type of secondary educa-
tion African Americans receive does not put as much emphasis on re-
search as the secondary education received by whites. In other words, Af-
rican Americans may have less interest in any career involving research
because they have had less exposure to research in high school than have
whites. The lack of interest in research among African Americans proba-
bly relates to the concept of effective scope. It is possible that African
Americans live in an environment in which they simply are less exposed
to research and are less likely to know what it is. This would not be so for
teaching, since students of all races are exposed to teaching from kinder-
garten through high school. (This finding is relevant for policy consider-
ations, and we return to it in Chapter 10.)

There is another possible reason why African Americans may be less
likely than white students to be interested in research. Research in the
natural sciences and in some of the social sciences requires a certain level
of quantitative skills. African Americans have lower scores on the math
SAT than do whites. In a logistic regression analysis (not shown) we find
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that an important reason why both African Americans and Latinos are
less interested in research as freshmen is their lower level of quantitative
ability as measured by the quantitative section of the SAT.18 When math
SAT scores were controlled there were no statistically significant differ-
ences in freshman interest in research at a university among the four eth-
nic groups.

Conclusions

Initial career choice is one of the strongest influences on final career
choice. Among all students, fully 70 percent of those who select univer-
sity professor as their most likely occupation already indicated an inter-
est in this occupation as freshmen. It is therefore important to under-
stand the variables that influence initial career choice for each of the
ethnic groups. There is indeed an important difference related to ethnic-
ity in the likelihood of this freshman choice: African Americans are 12
percent less likely to make it than are whites. We devoted a substantial
amount of this chapter to understanding this difference.

First, looking at variables that influence freshman interest in acade-
mia as a career, we saw that type of college attended had no meaningful
correlation with freshman choice. We had hypothesized that SES might
influence the students’ interest in a career in academia. African Ameri-
cans and Latinos do come from lower SES families than Asians and
whites, but SES has no meaningful relationship to freshman interest in
academia. As expected, having a parent who was a college professor in-
creases the likelihood that the child will be interested in academia when
he or she enters college. This was not true, however, for Latinos.

We had expected that parents would try to influence minority group
members to go into careers other than academia because parents of mi-
nority group students might not be as familiar with the career of acade-
mia as parents of white students and because minority group parents
might want their children to earn more money than they perceive can be
made in an academic career. Although we found a good deal of qualita-
tive support for this hypothesis in our focus groups, the survey data show
that the extent to which parents influence the career choice of students
was not correlated with interest in academia as freshmen. In Chapter 6
we study how the degree of parental influence on “final” career choice in-
fluenced the selection of academia as compared with the four competing
occupations, and in doing so we discover that parental influence does
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have a significant effect. Thus the quantitative data supports what came
out in the focus groups.

SAT scores, or the level of academic preparation and ability, is the sin-
gle most important determinant of freshman interest in academia. The
higher students’ SAT scores the more likely they are to be interested in ac-
ademia as freshmen. The verbal score is more important than the math
score.

Another variable that had a strong influence on interest in academia
as a freshman career was the number of career choices that the student
made as a freshman. The more choices the student made, the more likely
academia was to be among those choices. We interpret the number of
choices made as an indirect indicator of the scope of the student’s inter-
ests.

Concern over the financial rewards attached to academia had an in-
fluence on the freshman career choices of whites and African Americans
but not the other two ethnic groups. Finally, students who majored in the
social sciences or in math and computer sciences were less likely to be in-
terested in academia as freshmen than students majoring in the natural
sciences or humanities.

In examining possible reasons for ethnic differences in choice of ca-
reer, we found two basic reasons why African Americans are less likely
than white students to be interested in an academic career as freshmen.
The first is that African Americans are less likely to be interested in re-
search in a university, one of the two occupations (along with professor)
that we lumped together as indicating an interest in a career in academia.
The reason why African Americans are less interested in research is their
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Figure 4.3 Causal model explaining why as freshmen African Americans are less
interested than whites in a career in academia
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lower level of quantitative preparation as indicated by lower scores on
the math SAT. We also speculated that perhaps African Americans had
not been as exposed to research in high school as white students.

The second reason why African Americans are less likely than whites
to be interested in an academic career as freshmen is that they make
fewer career choices as freshmen, which we believe indicates that they
have a narrower scope of interests. The reasons for this are undoubt-
edly some aspect of environmental differences between these two ethnic
groups—environmental differences not directly measured by any of the
data we collected.

The causal model explaining why as freshmen African Americans are
less interested than whites in a career in academia is displayed in Fig-
ure 4.3.
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5

T H E I N F L U E N C E O F

A C A D E M I C P E R F O R M A N C E

Past researchers have found academic performance to have a strong in-
fluence on the career choices made by college students. James Davis
(1966) found that students with high college grades were more likely
than those with low grades to maintain a commitment to “high perfor-
mance” careers and to be recruited into such careers. Other studies of
the career choices of college students have also found college grades to
be an important variable (see Chapter 1). In this chapter we examine the
influence of college grades on the selection of academia as a career by
high-achieving minority students.1 We also consider the determinants of
grades and examine the reasons why African Americans and Latinos get
lower grades than whites and Asians even when a measure of academic
preparation, SAT scores, is controlled.

Chapters 5 through 8 examine what we have determined to be the
most important factors influencing the career choices of high-achieving
minority students, particularly their decision as to whether or not to se-
lect academia as their most likely career, using the same methodological
procedure. We created a large multinomial regression model, containing
thirty-three independent variables, aimed at predicting what type of stu-
dents would select academia as opposed to the other major competing
occupations (medicine, law, business, and teaching). Theory and past re-
search suggested that all thirty-three of the variables would have an influ-
ence on the decision to become an academic. Our model and the regres-
sion coefficients for each of the four ethnic groups are presented in Table
B5.1 in Appendix B. An explanation of multinomial logistic regression
and its use in this book are presented in Appendix C.

The procedure followed in Chapters 5 through 8 is as follows: first,
we examine the effect of a variable, such as GPA, on either the selection
of all five competing occupations (where the independent variable is rele-
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vant for the occupations other than academia, as it is with GPA) or just
for academia alone (where the independent variable would not be rele-
vant for selection of occupations other than academia).2 If we find that
the variable has a statistically significant and substantively meaningful
influence on the decision to become an academic, we examine that rela-
tionship with all the other variables in the multinomial regression model
controlled. This allows us to see whether the relationship between the
particular independent variable being examined (here GPA) and selec-
tion of academia as most likely occupation is no longer statistically sig-
nificant when all of the other variables are controlled. If the initial vari-
able of interest, as is the case with GPA, is no longer significant when all
the other variables in the model are controlled there are two possible ex-
planations. First, if the reason why the initially significant relationship
becomes insignificant is that variables antecedent in time to GPA (such as
SAT scores) are causing it to become insignificant, the original causal re-
lationship is spurious. If, however, the reason why the initial significant
relationship becomes insignificant is that variables have come into play in
the intervening time between the variable being examined (here GPA)
and the student’s selection of academia, the initial independent variable
remains causal, and we have succeeded in specifying the mechanisms
through which the variable influences selection of academia. As we shall
see later in this chapter, this latter scenario is the case for GPA.

Grades and Occupational Choice

Figure 5.1 shows the association between GPA and selecting academia as
a most likely career. Clearly, grades have a strong influence on the selec-
tion of academia as a final-choice career. Students with high grades are
significantly more likely to select academia than students with lower
grades.3

As can be seen in Figure 5.1, African Americans are the ethnic group
most strongly influenced by academic performance. In fact, African
Americans with GPAs of A or A− are three times more likely to want to
become college professors than those with GPAs of B or less.4 The rela-
tionship is important but somewhat weaker for the other three ethnic
groups, particularly Latinos.

Given the strong effect that grades have on the selection of the career
of academia, it is important to compare the grade distribution for the
four different ethnic groups. The data presented in Figure 5.2 show that
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African Americans by a wide margin get the lowest grades.5 Latinos get
somewhat better grades than African Americans, but both groups have
grades substantially lower than those received by whites and Asians.
(Whites receive the highest grades, with Asians slightly behind; there is
no statistically significant difference between the grade distribution of
Asians and whites.) These data have important policy implications. If Af-
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rican Americans and Latinos achieved the same grades as Asians and
whites, higher proportions would select both academia and medicine as
first-choice careers.

In order to see how the number and proportion of African Americans
and Latinos selecting professor as their career would increase if both
groups had the same grade distribution as whites we adjusted the figures
for the two groups using the grade distribution of whites. In the sam-
ple only 19 percent of African American students had GPAs of A or A−;
of these, 17 percent selected academia as their most likely career. This
yielded a total of 65 African Americans with GPAs of A or A− who said
that college professor was their most likely occupation. However, sup-
pose that African Americans had the same GPA distribution as whites.
This would mean that 43 percent of African Americans (as opposed to 19
percent) would have GPAs of A or A−. If we make the assumption that
the proportion of African Americans with GPAs of A or A− who selected
college professor as their most likely career would remain the same (that
is, 17 percent), we would have 159 African Americans who had GPAs of
A or A− wanting to become college professors. These data are presented
in Table 5.1.

If African Americans had the same GPA distribution as white students
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Table 5.1 Number of African American and Latino students aspiring to be
college professors assuming they had the same grade distribution as
white students

African Americans Latinos

Grade Unadjusted Adjusted Unadjusted Adjusted

A or A− 65 159 65 112
B+ 52 70 70 75
B or lower 69 32 58 38

Number wanting to
be professor 186 261 193 225

Total N 1,974 2,053 1,540 1,623
Total percent wanting to

be professor 9.4% 12.7% 12.5% 13.9%
Percent increase 40% 17%

Notes: “Unadjusted” refers to the number of students selecting academia as their most
likely occupation. “Adjusted” refers to the estimated number of students who would
select academia as their most likely career if they had the same grade distribution as
whites.



there would be a 40 percent increase in the proportion selecting college
professor as their most likely occupation. Since GPA was not as highly
correlated with selection of academia as a final-choice occupation for La-
tinos, if this group had the same GPA distribution as whites there would
be a 17 percent increase in the proportion selecting academia as their
most likely career.

The data in Table 5.1 contain another interesting finding. Although
African Americans with grades of B or lower are only one third as likely
as those with grades of A or A− to select college professor as their most
likely career (as shown in Figure 5.1), since more than half of African
Americans even in our sample had GPAs of B or below, the absolute
number of African Americans wanting to be professors is highest among
those with the lowest grades.

If some of the African Americans (and to a lesser extent Latinos) in
our sample who attended elite schools and ended up receiving relatively
low grades had gone to somewhat less selective colleges, they might have
obtained higher grades.6 (We discuss this possibility in Chapter 8.) One
of the reasons why African Americans at the elite schools in our sample
have grades in the lowest category is that they were competing with
white and Asian students who had better academic preparation, as indi-
cated by the fact that on average the African American students’ com-
bined SAT scores are approximately 200 points lower. Thus, a significant
portion of the African Americans in our sample who receive GPAs of B or
lower and who want to be college professors might actually have the
skills to become successful academics. As a rough attempt to determine
the degree of academic preparation of African American and Latino stu-
dents in the lowest GPA category who selected academia as their first-
choice career, we examined their SAT scores. More than 50 percent of the
African American students in this category had SAT scores in our lowest
category, less than 1200; but more than 50 percent of Latino students in
this category fell into our highest SAT category, 1300 or more. These La-
tinos in the highest SAT category who end up in the lowest GPA category
we consider to be underperforming, a phenomenon analyzed extensively
later in this chapter. This suggests why GPA has a relatively weak influ-
ence on the decision of Latinos to select academia as their first-choice ca-
reer. Latinos who have high levels of academic preparation as indicated
by their SAT scores decide to become college professors even though they
do not get the highest grades. But many of the African Americans in our
sample in the lowest GPA category may not have the skills that are neces-
sary to be a successful academic.
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Since high levels of academic achievement at the college level are cor-
related with high levels of achievement at the graduate level, even if Afri-
can Americans who do not do well in college should apply to a Ph.D.
program and be admitted, they are not likely to do as well in gradu-
ate school as their peers with higher college GPAs. This means that they
will probably be more likely to drop out of Ph.D. programs, where rates
of attrition are generally high (Bowen and Rudenstine 1992). If they
do not drop out their length of time to degree is likely to be at the
long end (ten years or more), and should they succeed in obtaining a
Ph.D. in the arts and sciences they might not have the top-level research
skills needed to obtain a job in research universities and many selec-
tive colleges. Data presented in Chapter 3 suggest that although high-
achieving African American college graduates are just as likely as whites
and Asians to select academia as a first-choice career in their senior year,
data in Chapter 9 show that smaller proportions of African Americans
and Latinos actually complete Ph.D.s than whites and Asians. (The same
argument made here about African Americans applies to Latinos, but to
a lesser extent, as their GPA distribution is somewhat higher than that of
African Americans.)

Our point is that in addition to how many Ph.D.s are awarded to
underrepresented minorities such as African Americans and Latinos edu-
cators must be concerned with the extent to which these Ph.D.s have the
research skills necessary to do well in the highly competitive world of re-
search universities and selective colleges. Many academics believe that
just as the standards for the college degree have been substantially wa-
tered down over the last forty years, the standards for Ph.D. degrees have
also been substantially watered down. In order to get a Ph.D. in sociol-
ogy prior to the late 1960s, for example, it was necessary to pass exami-
nations in both French and German. In the late 1960s many graduate
schools lowered their language requirements and students were required
to pass an examination in only one language, which they could select.
Nowadays most Ph.D. programs in sociology require no foreign lan-
guage skills at all.

Some might argue that although it is true that standards in some ar-
eas, such as knowledge of foreign languages, have declined, standards in
other areas, such as statistics and quantitative methods, have gone up.
While it is true that in order to get articles published in leading journals
sociologists must be familiar with quantitative methods much more com-
plex than those learned by earlier students, the actual level of methodol-
ogy and statistics required for the degree in most programs is rudimen-

105

THE INFLUENCE OF ACADEMIC PERFORMANCE



tary; and in some programs it would not be unusual for students who
have barely learned these low-level methods (e.g., statistics usually re-
quired for undergraduate majors) to be awarded the Ph.D. degree. Today
we have a phenomenon in some academic disciplines that could be called
the “terminal Ph.D.” These are students who get a Ph.D. but have no
chance to get a full-time academic job. Some of them go into industry;
many of them work as low-paid adjuncts. Some departments grant such
Ph.D.s because they need graduate students in order to justify the exis-
tence of their graduate program and the low teaching loads that go along
with having such a program.

To our knowledge there is no systematic research on whether or not
and to what extent the quality of skills held by Ph.D. recipients have ac-
tually changed since the 1950s. This is an interesting and important ques-
tion, but one well beyond the scope of this book.7 But whether or not
there has been a decline in standards for Ph.D.s, a substantial majority of
Ph.D.s end up doing little or no research (J. R. Cole and S. Cole 1973;
S. Cole 1992, Chapter 9). If we are to increase faculty racial diversity in
our research universities and selective colleges, we must not only increase
the numbers of minorities earning Ph.D.s in the arts and sciences; we
must also increase the number of minority Ph.D.s who actually have ac-
tive and successful research programs.

As we pointed out in Chapter 3, substantial portions of these high-
achieving students in each of the four ethnic groups are interested in
academia as a possible career when they enter college, but by the time
they graduate only about 10 percent select academia as their most likely
career choice. This means the factors that influence persistence with
freshman-year interests are extremely important. We found grades to
be correlated with persistence for all four ethnic groups; but for rea-
sons not readily apparent GPA had a somewhat stronger influence on
the persistence of white students than on the three minority groups
(data not shown). GPA had a strong influence on recruitment into
academia for all four ethnic groups. Although the total number of re-
cruits is not great in each of the ethnic groups, students with A or A−
GPAs were at least three times as likely to be recruited into acade-
mia than students with GPAs of B or less (data not shown).8 All the
data presented thus far in this chapter underscore the great significance
of raising the academic performance of African Americans and Latinos
as a means of getting more of them to select academia as a first-choice
career.
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How Grades Influence the Selection of Career

In order to study the question of how grades influence the selection of ac-
ademia as a career and its four main competitors (medicine, law, busi-
ness, and teaching), we used multinomial logistic regression, a technique
used to study a dependent variable with several categories that cannot be
ranked. This is true in the present case, where we are simultaneously
looking at how GPA and other variables influence the selection of six cat-
egories of occupations: professor, doctor, lawyer, businessperson, teacher,
and “other” (all the other occupations included in the study combined).
The technique also enables you to control for many more variables than
do simpler tabular techniques where it is difficult to control for more
than two variables. In the following analysis we have converted the re-
sults of our multinomial logistic regressions into proportions for easier
interpretation. The actual regression models are presented in Table B5.1
of Appendix B.

In Figure 5.3 we show separately for each ethnic group the predicted
probability of students in that group selecting each of the five leading oc-
cupations by GPA.9 The predicted probabilities displayed in Figure 5.3
are based on the assumption that GPA has a linear effect on selecting
the different occupations as final choices. In fact, the effects of GPA are
not exactly linear; but for the purpose of illustrating the importance
of GPA on students’ decisions, making the assumption of linearity is le-
gitimate.

First let us consider the influence of GPA on our occupation of major
concern, academia. For white students, GPA is strongly related to the se-
lection of academia as a career (Figure 5.3A). In the lowest GPA group
(B− or less) fewer than 5 percent of white students select academia as
their first-choice career, and for students with these grades it is the least
popular career choice among the top five competing occupations. For
whites in the highest GPA group (A) about 20 percent select academia as
their most likely occupation, and it is the most popular choice. When we
look at the actual data instead of the predicted probabilities based on the
assumption of linearity we see that the proportion of whites selecting ac-
ademia as a first-choice career remains relatively low through GPAs of
3.3 and then sharply increases for students with GPAs of 3.7 through 4.0,
with a particularly large jump for students in the highest GPA category.
These data emphasize one of our main conclusions: the commonsense
finding that students who do very well in college are much more likely to
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Figure 5.3 Predicted probability of students wanting to be top five occupations,
by GPA. A: Whites. B: African Americans. C: Asians. D: Latinos.
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want to become college professors than students who do not do very
well.

For African Americans (Figure 5.3B) the relationship between GPA
and desire to become a college professor is also strong, almost identical
to that observed for white students. In the lowest GPA category only
about 4 percent of African Americans select academia as their most likely
occupation and among the top five occupations it is the least likely to be
selected by a significant margin. However, at the top of the GPA scale
more than 20 percent of African Americans select academia as their first-
choice career and it is the most likely occupation. No other evidence in
this book indicates more clearly the relationship between academic per-
formance and selection of academia as a career for African Americans. If
we want to increase the proportion of African Americans who select aca-
demia as their first-choice career we must be concerned with raising that
group’s level of academic performance to that of whites and Asians.

If we look at the relationship for Asian students between GPA and se-
lecting academia as a first-choice career (Figure 5.3C) we also find a
strong positive relationship. Academia goes from being the choice of
about 2 percent in the lowest GPA group to about 13 percent in the high-
est GPA group, where it is the second most frequently selected occupa-
tion. Asians with the highest grades are about seven times more likely to
select college professor as their first-choice occupation than those with
the lowest grades. Physician is the preferred occupation for Asian stu-
dents at every grade level accept the lowest, and even there it is only a few
percentage points lower than business.

The reasons why so many Asians want to be doctors became very
clear in the focus groups and in some of the individual interviews we con-
ducted (see the quotes in Chapter 4). Many of the Asian students in our
study are immigrants or children of immigrants. In many cases their par-
ents sacrificed a good deal to come to the United States, and they did so
in hopes of a better life for their children. The story related by one Ko-
rean student is typical. Her father was an architect in Korea. He came to
the United States because he wanted his children to get a good education
and “get ahead” in life. In the United States her father runs a small retail
store in which he works more than twelve hours a day, seven days a
week. His view of getting ahead in life, however, is extremely narrow: it
means going to Harvard (or, failing that, Yale or Princeton) and becom-
ing a doctor (or, failing that, a dentist, a lawyer, or a successful business-
person). But his daughter failed to get into Harvard and the other Ivy
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League schools; instead, she was in an honors program at a state univer-
sity. This fact alone was enough for her parents to begin to think of her as
a failure and a disappointment to them. The fact that she wanted to be
a sociology professor rather than a doctor was even more upsetting.
Throughout college they put pressure on her to change her major to pre-
med, a field in which she had no interest. Parental pressure was so great
that in her junior year she started to take pre-med courses. When we in-
terviewed her she was highly ambivalent about what occupation to pur-
sue. She had no interest at all in medicine or the allied health professions;
but she didn’t want to disappoint her parents, who did not hesitate to re-
mind her constantly of how much they had sacrificed for her benefit.
Given the narrow definition of success that many Asian parents have, it is
not surprising that a high portion of Asian students enter college as pre-
med students and that a large majority of those who do well enough to
get into medical school end up pursuing medicine as a profession.

Although the parents of African American students were for the most
part not immigrants, many of them have worked very hard to rise from
poverty into the middle class. They also tend to have a relatively narrow
definition of “getting ahead,” though this attitude is not as pronounced
among African American parents as it is among Asian. In order to fulfill
their parents’ expectations, African American children have to be doc-
tors, lawyers, or successful businesspeople—not professors. As we shall
see in Chapter 6, the stronger an influence parents have on career selec-
tion, the less likely African American and Asian students are to select ac-
ademia as their most likely choice.10

For Latinos in the lowest GPA category about 8 percent select acade-
mia as their first-choice career; virtually the same percentage select law
and medicine (Figure 5.3D). As GPA increases the proportion selecting
all three of these occupations (professor, lawyer, doctor) rises at the same
rate; at the highest GPA level slightly less than 20 percent select each of
these occupations.

Now let us briefly consider the relationship between grades and the
selection of the major occupations competing with academia. As shown
in Figure 5.3, there is a strong association between grades and the choice
of physician as a final-choice occupation for all the groups except African
Americans. This relationship is not surprising, as it is difficult to be ac-
cepted into medical school unless one has a relatively high GPA. Stu-
dents know this, and if their GPA is not high they are likely to select an
occupation other than physician. When we ran the multinomial regres-
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sion model with all thirty-two independent variables (other than GPA)
controlled, we found that GPA also had a significant influence on the
selection of medicine as a first-choice career by African American stu-
dents.11 When all thirty-two variables are controlled African Americans
with high grades are about two and a half times as likely as those with
low grades to want to be physicians. This means that one or more vari-
ables in our regression model are “hiding” the effect of GPA on African
American students’ selection of medicine as a first-choice career. Since oc-
cupations other than academia are not the primary focus of this book, we
leave the identification of these variables for future research.12

Figure 5.3 also shows that for every ethnic group there is a relatively
strong negative relationship between GPA and selecting business as a
most likely career. Figure 5.3C might suggest that the relationship is
weaker for Asians; but this is in fact not the case. Asians with low GPAs
are more than three times as likely to select business as their most likely
career than Asians with high GPAs. The line looks flatter than it does for
the other ethnic groups because in absolute terms there are fewer Asians
at the low GPA point who want to be businesspeople than is true for the
other three ethnic groups. Once again, the low numbers are explained by
the overwhelming interest of Asians in medicine. The reason for the neg-
ative association between GPA and selecting business as a first-choice ca-
reer may be that business can be entered without going to graduate
school, so those interested in other occupations that require high grades
(such as academia and medicine) are likely to switch into business as a
second-choice career if they do not do well in school. Or perhaps those
students initially interested in business as a career know that grades are
not as important for their career success as they are for those interested in
careers such as academia and medicine, so they do not try as hard in
school. The negative association between GPA and the selection of busi-
ness as a career remains significant for all four ethnic groups (although
for white students the association becomes very weak) when all thirty-
two variables in the model are controlled (data not shown).

Figure 5.3 also shows that GPA has a significant effect on the selection
of law as a most likely career for all ethnic groups except African Ameri-
cans. When all thirty-two variables are controlled, we see that for both
African American and white students there is no significant independent
relationship between selecting law as a first-choice career and GPA. The
failure of GPA to have an influence on the selection of law did not sur-
prise us. On the surface the lack of relationship may seem strange given
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the tremendous competition to get into the handful of elite law schools. It
is as hard to get into elite law schools as it is to get into elite colleges.
However, if we consider the entire range of law schools in the United
States the lack of correlation becomes more understandable. Many law
schools have relatively low admission standards and accept a good por-
tion of students willing to pay the tuition. One white student at a state
university told us that he had taken the exam to get a job with the county
police and had also applied to a local law school. He was unable to ob-
tain the job as a police officer but was admitted to the law school.13

In Figure 5.3 we also observe a negative association between GPA and
the selection of teacher as most likely career, although the negative asso-
ciation is not meaningful for white students. Hardly any Asians at any
GPA level wanted to be teachers, but those with low GPAs were four
times more likely to select this career than those with high GPAs. Among
African Americans and Latinos Figure 5.3 shows a clear decline in the
proportion selecting teaching as their first-choice career as GPA goes up.
Perhaps students who did not do as well academically as they had ex-
pected selected teaching as a second- or third-choice career (much as we
hypothesize for the choice of business).

Explaining the Influence of GPA

As pointed out earlier, when we control for all of the variables in the
full multinomial regression model GPA becomes statistically insignificant
(see Table B5.1). There are two possible reasons why this could be so.
First, if the variables in the model that are antecedent in time to GPA are
causing GPA to become insignificant, then the effect of GPA would be
spurious and our analysis above erroneous.14 Alternatively, variables in-
terceding in time between GPA and career selection may be in play. This
explanation, unlike the first, is welcome because it gives us useful infor-
mation; it tells us the mechanisms through which GPA has its effect. Here
is a simple example to help explain how intervening control variable(s)
add to our understanding. Suppose we find that women professors pub-
lish fewer articles than men professors. We want to know why. The only
way to conclusively find out why is to have data on some third variable
(or several additional variables) that intervene between gender and publi-
cations in time and that, when controlled, will “wash out” the effect of
gender on publications (that is, in the case of multinomial regression,
make the original independent variable statistically insignificant). Sup-
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pose we hypothesize that the reason why women publish less is that they
have family responsibilities that reduce the amount of time and energy
available for publication. In this case we would control for family status,
comparing the publication rates of men and women who were unmar-
ried, married with no children, married with one child, married with two
children, and married with three or more children. If our hypothesis is
correct, when the family status variable is controlled gender would be-
come statistically insignificant: there would be no difference in publica-
tions between men and women.15

In order to determine the reasons why GPA becomes insignificant
when the full model is controlled, we broke up the full model into parts,
and then step by step entered sets of variables in the model into the equa-
tion to see what the results would be. The results of this analysis are pre-
sented in Table 5.2. The first row of Table 5.2, “Base,” shows the per-
centage differences we find in Figure 5.3. Thus Figure 5.3B shows that
for African Americans there is an 18 point percentage difference between
the proportion of students with the lowest grades and those with the
highest grades who want to become professors. This percentage differ-
ence is one simple way to measure the influence of GPA on wanting to be-
come a professor.16
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Table 5.2 Strength of influence of GPA on decision to become a professor
with other variables controlled, by ethnicity

Model type Whites
African

Americans Asians Latinos

Base 17 18 12 13
Spurious 15 17 14 14
Self-confidence 12 8 6 5
Academic activities 6 2 1 −2

Full model 3 2 2 −2

Note: Figures show the percentage difference between those with the highest and those
with the lowest GPA wanting to be professors. The base model contains only GPA. The
spurious model contains school type, combined SAT, SES, freshman aspirations, college
major, and GPA. The self-confidence model contains all variables in the spurious model
plus academic self-confidence. The academic activities model contains all of the variables
in the preceding model plus whether or not the student participated in a professor
program/summer research program/own research project, if the student had an academic
role model and faculty contact. The full model contains all variables listed in Appendix B,
Table B5.1.



In Table 5.2 we can see what happens to the percentage difference (the
strength of GPA) as we control for different sets of variables included
in the full regression model. First, we begin by controlling for those
variables in the model that might be considered antecedent in time to
GPA. These factors, which are listed in the note to Table 5.2, include
such clearly antecedent variables as SAT scores and SES. Comparing
the percentage differences in the row labeled “Spurious” with those la-
beled “Base” we can see that there are no meaningful differences. In fact
for Asians and Latinos the percentage difference actually goes up very
slightly. This means that GPA has not become insignificant as a result of
controlling for the antecedent variables in the model, so the causal effect
of GPA is not spurious.

In the next step we introduce only one additional variable that inter-
venes in time between GPA and occupational choice: academic self-con-
fidence. This variable is discussed at some length in the next section of
this chapter. Here we are only interested in its effect on the relationship
between GPA and the selection of college professor as the most likely oc-
cupational choice. Since the percentage differences when self-confidence
is controlled (in addition to all of the antecedent variables) are substan-
tially lower than the base, we can conclude that self-confidence is an im-
portant reason why GPA influences the selection of college professor as
the most likely occupation. In other words, a causal chain is at work.
Getting good grades increases academic self-confidence, and academic
self-confidence leads students to select academia as their first-choice ca-
reer. Thus, when self-confidence is controlled we can substantially reduce
the effect of GPA. Academic self-confidence here is like family status in
the example we gave earlier. It is a primary reason why GPA has its effect.
In the next row of Table 5.2, “Academic activities,” we introduce vari-
ables that were both influenced by GPA and in turn had an influence on
the choice of professor. For example, as indicated in the note to Table
5.2, one of the variables in this category is having conducted one’s own
research project. Generally only students with relatively high GPAs con-
duct their own research projects, and (as explained in Chapter 6) con-
ducting one’s own research project has a significant independent effect on
wanting to become a college professor. When variables such as these are
controlled, the percentage difference for GPA is reduced even further, be-
coming slightly negative for Latinos. To be consistent with our later anal-
yses, in the last row of Table 5.2, “Full model,” we show the percentage
difference when the full model is controlled. Adding in the variables not
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already controlled for has little effect on the influence of GPA, since the
variables not previously controlled for were not correlated with GPA.
Thus this “stepwise” procedure of entering parts of the full model sepa-
rately has allowed us to identify which variables were responsible for
making GPA insignificant in the full model. The most important of these
variables was academic self-confidence, and it is to a discussion of the in-
fluence of this variable that we now turn.

As is the case throughout this book, given that all the data were col-
lected at one point in time, in the students’ senior year, establishing cau-
sality is difficult. Academic self-confidence is a variable that probably
works in two directions. Students who enter college with academic self-
confidence probably get higher grades in college independently of both
their high school GPA and their level of academic preparation as mea-
sured by the SAT score. And of course getting high grades in college is the
most important determinant of academic self-confidence. In this case we
believe, but have no way of proving, that the influence of GPA on aca-
demic self-confidence is substantially stronger than the influence of initial
academic self-confidence on GPA.

Academic Self-Confidence

We have found that having self-confidence in one’s academic ability is an
important influence on the decision to become a college professor. Not
surprisingly we found that the strongest influence on academic self-con-
fidence was college GPA. Students with the highest GPAs were substan-
tially more self-confident than those with lower GPAs (data not shown).
We employed two measures of academic self-confidence by asking stu-
dents two questions. The first was: “In general, comparing yourself with
all people your age, how would you rate your academic ability?” There
followed five choices: among the highest 10 percent; above average; aver-
age; below average; and among the lowest 10 percent. The second ques-
tion was worded similarly, but instead of asking the students to compare
themselves with all others in their age cohort it asked them to compare
themselves with “seniors at this college” or their classmates.17 In analyz-
ing the data we combined the categories “average” with “below aver-
age” and “among the lowest 10 percent,” since not many students in this
generally elite sample placed themselves in the bottom categories.

Figure 5.4 shows the relationship between both types of academic
self-confidence and the probability of selecting academia as a most likely
career for each ethnic group. Both types of self-confidence are strongly
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related to the selection of academia. Those who defined themselves as be-
ing in the top 10 percent academically were substantially more likely to
select academia as a career than those who had lower levels of academic
self-confidence.

Because academic self-confidence has such a strong influence on the
selection of academia as a career it is important to see the ethnic distribu-
tion on these variables. This is shown in Figure 5.5. On both measures of
self-confidence white students are most likely to think of themselves as
being in the top 10 percent and the least likely to think of themselves as
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Figure 5.4 Percentage of students selecting college professor as most likely ca-
reer, by two types of academic self-confidence and by ethnicity.
A: Classmate self-confidence. B: Age cohort self-confidence.
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being average or below. Next came Asians, followed by Latinos, with Af-
rican Americans having the lowest levels of academic self-confidence.
The reader should note that this is the exact order of the four ethnic
groups in the distribution of their grades shown in Figure 5.1.18 Just as
we did with GPA, we wanted to see what proportion of African Ameri-
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can and Latino students would select college professor as most likely ca-
reer if they had the same level of academic self-confidence as white stu-
dents. Using the same technique of standardization as we did for grades
(Table 5.1) we came up with the figures shown in Table 5.3. Adjusting for
cohort self-confidence would increase the proportion of African Ameri-
cans wanting to be college professor by 124 percent; and for Latinos, 87
percent. Adjusting for classmate self-confidence has a smaller but still im-
portant effect. For African Americans it would increase the proportion
selecting college professor by 20 percent and for Latinos by 38 percent.
Clearly, the relatively low levels of academic self-confidence of African
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Table 5.3 Unadjusted and adjusted number of African American and Latino
students aspiring to college teaching, by age cohort academic self-
confidence

African Americans Latinos

Self-confidence Unadjusted Adjusted Unadjusted Adjusted

Cohort self-confidence:
Average or below 4 3 5 5
Above average 53 77 42 62
Top 10% 47 153 59 132

Number wanting to
be professor 104 233 106 198

Total N 1,073 1,149 934 1,000
Total percent wanting to

be professor 9.7% 20.3% 11.3% 19.8%
Percent increase 124% 87%

Classmate self-confidence:
Average or below 34 24 30 40
Above average 93 107 79 93
Top 10% 57 89 53 91

Number wanting to be
professor 184 220 162 224

Total N 1,967 2,053 1,554 1,623
Total percent wanting to

be professor 9.4% 10.7% 10.4% 13.8%
Percent increase 20% 38%

Notes: “Unadjusted” refers to the weighted number of students aspiring to college
teaching; “adjusted” refers to the estimated weighted number of students who would
aspire to college teaching if they had the same self-confidence distribution as whites.



Americans and Latinos are keeping down the proportions wanting to be
college professors.

There is a much greater difference between African Americans and
Asians on the one hand and whites on the other on cohort self-confidence
than on classmate self-confidence. This is why adjusting for the former
has much more of an effect than adjusting for the latter. We believe that
the reason for the differences in the two types of self-confidence have to
do with comparative reference groups. When a student thinks of his or
her classmates these are people he or she knows. Perhaps these other peo-
ple in their class that they are considering are of the same ethnicity as
they are. A national cohort, however, is a group one does not know, and
estimation of relative academic ability in this case could be heavily influ-
enced by scores on standardized tests such as the SAT. This interpretation
is supported by examining the correlation between SAT scores and the
two types of self-confidence. The correlation between combined SAT
scores and cohort self-confidence is as follows: for African Americans,
r = .35; for Latinos, r = .40; for Asians, r = .49; and for whites, r = .48.
But if we look at the correlations between SAT scores and classmate self-
confidence we find the following results: for African Americans, r = .05
(not statistically significant); for Latinos, r = .18; for Asians, r = .24; and
for whites, r = .25. Thus, for every ethnic group SAT scores are much
more highly correlated with cohort self-confidence than with classmate
self-confidence.

Figure 5.6 shows the effect of classmate self-confidence on the selec-
tion of college teaching as the most likely occupation. It is very clear that
among students with low levels of academic self-confidence virtually no
one wants to become a college professor. Among those with high levels of
academic self-confidence the proportion wanting to be college professors
varies from 14 percent for Asians to 21 percent for Latinos. These data
are drawn from a multinomial regression that showed the effect of self-
confidence on selection of each of the other four leading occupations.
Since the results are so similar to those for GPA, we need not report them
or discuss them in detail here. For all four ethnic groups, when self-con-
fidence was low, college professor was the least popular of the five lead-
ing occupations; when it was high, college professor was the most popu-
lar of the leading occupations, except for Asians. For Asians, again,
medicine was the most popular occupation at every level of self-con-
fidence. For African Americans at the highest level of self-confidence law
tied with academia as the most popular choice.
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To make sure that academic self-confidence when compared with
classmates was not spurious, we ran a regression in which we controlled
for all the antecedent variables (see note to Figure 5.3) plus GPA. With all
these variables controlled, self-confidence continued to have a strong in-
dependent effect on selection of academia as a first-choice occupation. In
fact, when all of the variables in the regression model were controlled,
the effect of academic self-confidence was reduced in size but still sig-
nificant among the three minorities, but not whites. This means that
there are some variables intervening between self-confidence and selec-
tion of academia that could explain how self-confidence works. In gen-
eral, they are the variables we call “academic activities” in Table 5.2; ex-
actly which ones they are is not important here. What is important is
how powerful a variable academic self-confidence is when it comes to the
selection of college professor as a first-choice career. This is well illus-
trated in Figure 5.6 and by the fact that academic self-confidence is the
most important variable through which GPA has its influence on the
choice of college professor as most likely occupation.

The Problem of Underperformance

Since grades have an important influence on wanting to be a professor,
we should examine in more detail the influences on GPA. The correlation
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we are particularly interested in is that between SAT scores and GPA. To-
day there is a movement for colleges and universities to stop requiring
standardized tests like the SAT as a requirement for admission.19 Al-
though some critics of the SAT have substantive reasons for wanting to
do away with the test (claiming, for example, that it causes teachers to
teach to the test; see, for example, Sacks 1999), the primary reason be-
hind this movement is the fact that African Americans (and Latinos to a
somewhat lesser extent) have SAT scores that are much lower than those
of whites.20 This came up in Chapter 2 when we looked at the distribu-
tion of the SAT scores in 1992 of all students who took the exam in that
year broken down by ethnicity. These data show that if a highly selective
college wants to maintain a diverse student body and if SAT scores are
one important criterion for admission, of necessity the school must admit
African Americans and Latinos with lower SAT scores than those of re-
jected white and Asian students. It is this practice of racial preferences
that has led to debate and litigation over affirmative action and racial
preferences in admission.21

Before looking at the influences on grades (particularly SAT scores),
we should note some of the difficulties in studying them. A 1994 study
conducted by the Educational Testing Service (ETS) (Ramist et al. 1994)
reveals some of the pitfalls of relying on freshman GPAs (the standard
practice) in determining the reliability of the SAT (that is, how well it pre-
dicts grades).22 That study shows that freshman grades are significantly
influenced by the type and difficulty of the courses selected by students.
Practically all colleges in the United States give students a good deal of
latitude in the selection of courses. Students who select quantitative and
science courses tend to get lower grades than students who select courses
that do not require quantitative skills or are in the humanities and the so-
cial sciences. Leonard Ramist, Charles Lewis, and Laura McCamley-
Jenkins (1994) argue convincingly that a specific college course grade (af-
ter sufficient controls for difficulty, restriction of range, and validity have
been made) is a more meaningful dependent variable than GPA.23 They
found a correlation of approximately r = .70 between SAT scores and
grades in particular courses. For the social sciences this is a very high cor-
relation and indicates that SAT scores are a good predictor of academic
performance.

Ramist and his colleagues found also that African American students,
even though they took easier courses than whites, received lower grades,
and that their grades, when properly measured, represented a significant
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underperformance from what one would expect from both SAT scores
and high school performance (Ramist, Lewis, and McCamley-Jenkins
1994). According to this source, the courses in which African Americans
are the most likely to underperform are, for the most part, science and
laboratory courses. (As we indicated in Chapter 4, African American stu-
dents are less likely than students in the other ethnic groups to enter col-
lege with an interest in doing research because of their lower levels of
quantitative skills.) By “underperformance” here we mean that African
American students get lower grades than what would be predicted on the
basis of their SAT scores and high school GPAs. To put it another way: if
we consider a group of African American students and a group of white
students all of whom have the same SAT scores and the same high school
GPAs, the African Americans will on average get significantly lower col-
lege grades than the whites.

The phenomenon of underperformance of African Americans (and to
a lesser extent Latinos) has been noted and studied for many years. Rob-
ert Klitgaard (1985) points out that studies of underperformance arose
from the belief that tests like the SAT might be biased against racial or
ethnic groups such as African Americans. If this were true, then African
Americans should do better in college than white students with the same
SATs. However, in every study done on the topic, just the opposite was
found: African Americans with the same SAT scores as white students get
lower grades in college. To our knowledge there are no methodologically
sophisticated researchers today who believe that any meaningful part of
the difference in SAT scores between African Americans and whites can
be explained by bias in the tests (for one of the latest researchers to reach
this conclusion see Jencks 1998). Klitgaard (1985) reaches a stunning
conclusion:

For students having test scores one standard deviation above the
mean—that is, moving out toward the right tail [these are ex-
actly the type of students in our study]—the overprediction of
blacks’ grades compared to whites’ is about half a standard devia-
tion. For colleges whose average students are in this range, this
overprediction corresponds to about 240 points on the combined
SAT verbal plus math, holding high-school grades constant. In
other words, to have unbiased prediction for blacks compared to
whites, you would have to subtract about 240 points from the
blacks’ test scores. (p. 164, italics added)24
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In part because SAT scores overpredict the grades of African Ameri-
cans, some educational researchers have believed for years that SAT
scores are a better predictor of the performance of whites in college than
the performance of African Americans. In fact, in our data the correla-
tion between GPA and combined SAT scores is r = .26 for whites, r = .29
for Asians, r = .19 for Latinos, and only r = .11 for African Americans.
We should point out that we have done none of the things which Ramist
and his colleagues (1994) emphasize must be done to make a correlation
between SAT scores and GPA accurate; that is, we have not taken into ac-
count the difficulty of courses taken, nor have we corrected for restric-
tion of range or validity. Restriction of range is a particularly important
problem in our study because our sample is limited to high-achieving stu-
dents and therefore we have very few students with SAT scores below
1100. Although our data also show a lower correlation between SAT and
GPA for African Americans than for other ethnic groups, we do not think
that this means that the SAT scores would not be good predictors of Afri-
can American academic performance in particular colleges.

Let us consider why the correlation coefficient between SAT scores
and GPA for African Americans is so low in our sample. We believe
that this is in part a consequence of affirmative action. The best-prepared
African Americans, those with the highest SAT scores, are most likely
to attend elite schools, especially the Ivy League (see Chapters 2 and 8).
Because of affirmative action, these African Americans (those with the
highest scores on the SAT) are admitted to schools where, on average,
white students’ scores are substantially higher, exceeding those of Afri-
can Americans by about 200 points or more (Herrnstein and Murray
1994).25 Not surprisingly, in this kind of competitive situation, African
Americans get relatively low grades (see Chapter 8 for a detailed analy-
sis). It is a fact that in virtually all selective schools (colleges, law schools,
medical schools, etc.) where racial preferences in admission is practiced,
the majority of African American students end up in the lower quarter of
their class (Klitgaard 1985). African Americans with lower SAT scores go
to less elite schools, where they generally get about the same grades as
African Americans in highly selective schools. Thus, partly due to af-
firmative action, there is little difference in the GPAs of African Ameri-
cans who score high on the SAT and those who score lower—hence the
low correlation.26

If we consider African Americans who scored 1300 or higher on the
combined SAT and compare them with those who scored less than 1200,
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we will find a difference of only 11 percentage points in the proportion
earning A− or higher averages. Making the same comparison for whites,
we find a 24 point percentage difference. If we make the same compari-
son within each type of school included in the study we find a 9 point dif-
ference for the liberal arts colleges,27 an 18 point difference for the Ivy
League, a 27 point difference for the state universities, and a 29 point dif-
ference for the HBCUs. These data strongly support our hypothesis that
the reason for the relatively low correlation between GPA and SAT scores
for African Americans is in part affirmative action. As Ramist and his
colleagues (1994) show, when one does adequate nonbiased correlations,
one finds that SAT scores are just as good an indicator of African Ameri-
can school performance as they are of white school performance.

Let us now examine the extent of underperformance among the stu-
dents in our sample.28 The data are presented in Table 5.4. The data show
the grade distributions for each ethnic group, controlling for combined
SAT scores. We have broken down African Americans into those who
attend predominantly white elite schools, those who attend predomi-
nantly white state universities, and those who attend HBCUs. When we
examined the data for African Americans prior to dividing them into
three different groups, we found what everyone else studying this topic
has found: within each SAT category African Americans got lower grades
than whites. Dividing the African Americans in the way we have enables
us to gain some insight into the reasons for their underperformance,
which have up to now not been well understood.

When we compared the extent of underperformance of African Amer-
icans at all the predominantly white schools in our sample and HBCUs it
became clear that African Americans do not underperform at HBCUs.
Looking at African Americans with SAT scores of 1300 or higher who at-
tend all the predominantly white schools in our sample we see that 27
percent received GPAs of A or A− compared with 51 percent of the
white students (data not shown). Of African Americans with SAT scores
of 1300 or higher attending all the predominantly white schools, 48 per-
cent had GPAs of B or less compared with only 19 percent of white stu-
dents (data not shown). Similar levels of underperformance were found
at lower SAT levels.

Table 5.4 demonstrates that African Americans at predominantly
white schools, Latinos, and Asians (to a much lesser extent) underper-
form white students with the same SAT scores.29 Asians in fact do not sig-
nificantly underperform whites. In a full regression model, including all
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the variables that we found to influence grades, the coefficients for Afri-
can Americans and Latinos remain significant with all the variables con-
trolled; but the coefficient for Asians is almost zero and therefore, of
course, not significant (data not shown). Thus, although we present data
for Asians in Table 5.4 (and 5.5), we will not discuss them.

When we first put together the data for Table 5.4 we simply divided
African Americans into those attending predominantly white schools and
those attending HBCUs. Since it was clear that the African American stu-
dents attending predominantly white schools underperformed and those
attending HBCUs did not, it would have been easy to jump to the conclu-
sion that there was something about the atmosphere on the predomi-
nantly white campuses that was not present at HBCUs and that caused
the underperformance—perhaps some forms of subtle or not-so-subtle
institutional racism. However, it then occurred to us that before we could
make this conclusion we had to examine differences among the predomi-
nantly white schools in our sample. Some of them—the elite schools—
were highly selective, and African Americans attending these schools
were at a competitive disadvantage with the white and Asian students.
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Table 5.4 GPA, by SAT, by type of school, by ethnicity (GPA 2.8 or higher)
(percent)

African Americans

Combined SAT scores Whites Elite State HBCUs Asians Latinos

1300+
A or A− 52 24 43 55 50 36
B+ 30 36 17 12 31 33
B or less 17 40 39 33 19 31
Total 99 100 99 100 100 100

1200–1299
A or A− 33 14 23 38 26 23
B+ 34 29 27 16 32 35
B or less 33 56 50 46 42 42
Total 100 99 99 100 100 100

Less than 1200
A or A− 28 6 16 26 20 20
B+ 39 24 24 31 31 29
B or less 33 69 60 42 49 51
Total 100 99 100 99 100 100



At the state universities the white and Asian students were more nearly
similar to the African American students in their level of academic prepa-
ration. Thus, African American students would not be at as much of a
competitive disadvantage at the state schools. This observation led to
two hypotheses as to why African American students might be underper-
forming in the predominantly white schools. One was the difficulties (in-
cluding decline in academic self-confidence) that students at a competi-
tive disadvantage might encounter (discussed at length in Chapter 8).
The other was related to the racial composition of the student body.

The data presented in Table 5.5 allow us to determine the extent to
which the underperformance was a result of both of these school charac-
teristics. Comparing the proportion of African American with the pro-
portion of white students at the elite schools who reported GPAs of A or
A− at all three SAT levels (see Table 5.5), we can see that the extent of
underperformance of African Americans at these schools is strong. Is the
reason for this that these elite schools are predominantly white or be-
cause African American students there are at a competitive disadvan-
tage? Looking at the data for the levels of underperformance of African
Americans attending predominantly white state universities, we can see
that these students still underperform white students but that the level of
underperformance is about half of what it is at the elite schools. The dif-
ference in degrees of underperformance between African Americans at
elite schools and at state universities may be a result of being at a compet-
itive disadvantage.30 Now compare African American students at the
state universities with those at the HBCUs. The underperformance of
the African American students at the state universities compared with the
lack of such underperformance at the HBCUs is probably a result of fac-
tors that are present on predominantly white campuses that are not pres-
ent at predominantly black schools.
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Table 5.5 Percentage difference with GPA of A or A− compared with whites

African Americans

Combined SAT scores Elite State HBCUs Asians Latinos

1300+ −28 −9 3 −2 −16

1200–1299 −19 −10 5 −7 −10

Less than 1200 −22 −12 −2 −8 −8



Researchers who have studied underperformance have all found that
the extent of underperformance is greatest in the higher SAT categories.
This is certainly true for African Americans at predominantly white elite
schools and Latinos, as can be seen clearly in Table 5.5.31

Explanations of Academic Underperformance

Although many efforts have been made to explain why minority groups
achieve lower grades than their SAT scores predict, thus far, to our
knowledge, none of these explanations has been empirically confirmed.
Frederick Vars and William Bowen (1998), after showing the extent of
underperformance in selective schools included in the College and Be-
yond data set,32 suggest that this phenomenon can only be explained in
two ways. First, there might be some variables affecting African Ameri-
cans and whites differently before they take the SAT that do not affect
SAT scores but do affect GPA. Vars and Bowen have some evidence sug-
gesting that this type of explanation is highly unlikely to explain more
than a very small part of the underperformance differential.33 Based on
what we have learned in conducting this study, we agree with them. If
underperformance is not a result of the first type of explanation then it
must be a result of the second: what happens to African American stu-
dents after they enter college. Vars and Bowen do not give any specific ex-
amples or present any data on what these conditions might be.

The data presented in Tables 5.4 and 5.5, however, provide convinc-
ing evidence that the underperformance phenomenon is a result of prob-
lems that African Americans encounter at predominantly white schools.
Some of these problems result from being at a competitive disadvantage
as a result of affirmative action; others simply have to do with the racial
composition of the schools.

Because we thought it was possible that some of the difference in
grades between African Americans at predominantly white schools and
those at HBCUs were due to different school grading policies, we ran a
regression in which we looked only at whites and African Americans,
and divided the African Americans into those who were at predomi-
nantly white schools and those who were at HBCUs. We controlled for
SAT scores; all thirty-four institutions in the sample (using dummy vari-
ables), to make sure that the difference is not a result of different grading
policies at the different schools; and field of major. We found that the
OLS regression coefficient for African Americans at predominantly white
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schools was −.205, indicating that on average in this elite sample with
truncated range on GPA the average African American students at pre-
dominantly white schools (with SAT scores the same as the white stu-
dents) had a GPA about two tenths of a point below that of the average
white student. The coefficient for African Americans at HBCUs was a
positive .109, meaning that African Americans attending HBCUs (with
SAT scores, institutional grading patterns, and field of major controlled)
received GPAs one tenth of a point higher than all the white students in
the sample. It is of course possible that the school effect might be a result
of uncontrolled selectivity, just as Dale and Krueger (1999) found that
the Bowen and Bok (1998) “selectivity” of school effect was an artifact
of uncontrolled selectivity. However, it is difficult to think of possible
ways in which African Americans who choose to go to an HBCU would
have characteristics differing from African Americans who choose to at-
tend a predominantly white school that would make them less likely to
underperform.

Another theory to explain the academic underperformance of African
Americans has been proposed by Claude Steele, a social psychologist at
Stanford University. In his paper “A Threat in the Air: How Stereotypes
Shape Intellectual Identity and Performance” (1997), Steele expounds his
theory and then presents the results of some laboratory experiments that
appear to provide strong support for it.34 Since Steele’s theory is so im-
portant, we present a brief summary here, and in Chapter 8 we look at
how this theory might explain some of the results of our research.

Steele writes that in the United States a negative stereotype exists, por-
traying African Americans as being less intelligent than whites. He then
argues that fear of invoking or confirming this negative stereotype causes
African American students to experience an unusual amount of anxiety
when taking standardized tests. The elevated level of test anxiety in turn
causes lower levels of performance. Of crucial significance is Steele’s con-
tention that the fear of invoking the negative stereotype influences pri-
marily those students who are identified with the “domain” for which
academic performance is significant. In the case of African American stu-
dents, those who have disidentified with school (that is, do not care
about it and do not measure their self-esteem in terms of their academic
performance) are not as subject to this fear of invoking negative stereo-
types as are African American students who do identify with the domain
of school and do gauge their self-worth by how well they do in school.
Since students with high SAT scores (those who have been relatively suc-
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cessful in school) are more likely to identify with the domain of school
than those with lower SAT scores, this could explain the higher levels of
underperformance at high SAT levels that many researchers (including
ourselves) have found.

Steele also stresses that while the fear of stereotyping may be generally
felt, it is especially likely to be activated in particular situations. (In
Chapter 8 we suggest that affirmative action may create conditions con-
ducive to activating the negative stereotype.) At the same time, certain in-
terventions (Steele calls them “wise” interventions) can deactivate this
fear and thus improve the performance of stereotyped groups. Steele sup-
ports his theory by a series of experiments in which he removes the threat
of stereotyping and finds that when this is done, underperformance van-
ishes.35 It is important to realize that even after they are desensitized from
the fear of stereotyping African Americans do not perform as well as
whites in general, but only as well as whites who have the same SAT
scores. Thus, Steele’s theory is useful, not in explaining the large SAT gap
between African Americans and whites, but in explaining underperfor-
mance holding SAT constant.

There is a further important question. Presumably test anxiety (in-
cluding that caused by stereotype threat) was present when the minority
students studied by Steele, by Vars and Bowen, and by us took the SAT
exam—which is used in all cases as a control for level of preparation.
Thus, the African American SAT scores should have been lowered by test
anxiety to a level below their real scholastic preparation levels. There-
fore, if one could remove the stereotype threat as a source of test anxiety,
the stereotyped groups might be expected to do even better than the
nonstereotyped groups within SAT categories.36

Of course SAT scores are not the only determinant of GPA. The model
that Vars and Bowen (1998) ran included gender (because women usu-
ally get higher grades) and whether or not the student was an athlete (be-
cause athletes usually get lower grades). We looked at the correlation be-
tween GPA and a large number of variables for each ethnic group. But
when we ran a regression model with all of these variables included, it re-
duced the level of underperformance of African Americans and Latinos
by only a very small amount. For example, controlling for nineteen addi-
tional variables other than SAT, the level of underperformance for Afri-
can Americans was only reduced by 4 percent. However, as we pointed
out earlier, the level of underperformance for Asians, which was rela-
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tively small to begin with, was reduced to zero when we controlled for
these additional nineteen variables. (See Table B5.3.)

Additional Hypotheses to Explain Performance Differences

Because it is not possible to explain away the academic performance dif-
ferences between African American and Latino students on the one hand
and white and Asian students on the other, let us consider some hypothe-
ses in addition to Steele’s that may explain them. In each case, where pos-
sible, we use whatever data are available from our main survey or pretest
in order to test the validity of the hypothesis. Since our surveys were not
designed to answer this type of question, we frequently use crude indica-
tors and do not expect to show large effects. Yet any confirming or
disconfirming evidence may be useful to future researchers.

Hypothesis: College professors discriminate against African American
students. It is certainly possible that college professors, either because
they have been consciously or subconsciously influenced by negative ra-
cial stereotypes or because they are actually prejudiced, may give minor-
ity group students lower grades for the same-quality work as whites.
Some African American faculty have told us that they believe that such
behavior is widespread—not only among white professors, but also
among African American professors. They attribute this not only to ste-
reotyping and prejudice but also to the probability that white students
are more likely than African American students to complain about a
“bad” grade (a B+ in our elite schools). According to this hypothe-
sis, professors presumably are simply trying to forestall complaining by
those students who they suspect will do so.

We believe that there are two reasons why this hypothesis is unlikely
to explain much of the underperformance gap. One is a technical reason:
in many college courses (particularly the large ones), professors do not
know the students to whom they are assigning grades. Indeed, in some
large courses, grades are based on multiple-choice tests that are machine
graded, and the final grades are determined simply by adding up these
grades. In such large courses, professors rarely know anything about the
students except their ID numbers. Even in small classes blind grading
procedures are sometimes utilized. The second reason has to do with the
political attitudes of faculty. Many surveys (Ladd and Lipset 1975; Ham-
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ilton and Hargens 1993) have shown that college professors as a group
are far to the left of the general population (this is especially true in the
social sciences and humanities). It is unlikely that professors with such
political attitudes would have a “taste” for discrimination (Becker 1957).
Even if some professors do discriminate against minority students, there
are probably at least as many who discriminate in their favor—thus can-
celing the effect of professorial attitudes on grade distribution.

We tested the discrimination hypothesis using data both from the
pretest and the main survey.37 On the pretest, one item asked students
whether they felt they had been harassed by faculty because of their ra-
cial or ethnic background. Presumably, if students felt they were being
discriminated against in grading, they would be more likely to respond
“yes” to this question. When we controlled for this item in a regression
equation showing underperformance, we saw no meaningful change in
the level of underperformance of African Americans and Latinos (data
not shown). One item on the main survey asked students whether they
agreed or disagreed with the following statement: “Some faculty mem-
bers at this college have made my undergraduate experience more dif-
ficult because of my racial/ethnic background” (see Appendix A, Mail
Questionnaire, Q16). Again, if students believed they have been discrimi-
nated against in grades, they would have been more likely to agree with
this statement. Adding this item to the regression model has no effect on
the extent of underperformance of minority students (data not shown).

In short, the effects of these indicators of perceived discrimination are
minuscule, and we may conclude that the existing data do not offer any
support for the hypothesis of discrimination by faculty. Of course, it re-
mains possible (but we believe unlikely) that minority students are dis-
criminated against in grading and are not aware of it.

Hypothesis: Differences in academic preparation are inadequately
measured by SAT scores and high school GPAs. As we pointed out ear-
lier, differences in academic preparation should not be correlated with
SAT scores but should be correlated with grades. It would not be surpris-
ing if, for example, we were to find that minority students who attended
predominantly white high schools do better academically than those
who attended predominantly minority high schools. But the presumably
better quality education they received at the predominantly white high
schools should also influence SAT scores, and unless such a variable in-
fluenced college GPA considerably more than SAT scores where minority
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students attend high school could not be a cause of underperformance.
Also, there may be some aspects of family background, such as emphasis
placed in the home on schooling and discussion of ideas, that may not be
highly correlated with SAT but might effect grades in college.

The only way to test this hypothesis is to control for high school char-
acteristics and other measures of family background and see if the coef-
ficients for African Americans and Latinos are reduced in the regression
on GPA. For such a test, the only available data was from our pretest.
The results were discouraging. Attending a high school that is more than
80 percent white had no statistically significant effect on college GPAs of
African American and Latino students. Attending a predominantly mi-
nority high school has negative, but not statistically significant, effect
for African Americans. Since we assume that predominantly white high
schools are more likely to be in affluent areas and to be better schools,
this finding is somewhat puzzling. One speculative conclusion is that
those minority group members who attend primarily white schools may
be burdened by the fear of negative stereotyping hypothesized by Steele,
and this may have a negative influence on their ability to learn in high
school. More research is clearly needed on this point.

We also found that attending private (nonreligious) high schools or a
high school in which most of the graduates go to college has no effect on
the college grades of minorities. This is further evidence that attending
“good” high schools does not seem to have a positive payoff in college
GPA for minority students. We also found that attending a private reli-
gious school had a small but statistically significant negative effect on
GPA for African Americans and Latinos and a very small but significant
positive effect for Asians (data not shown). Attending a high school that
requires an admission exam had no statistically significant effect on the
GPA of any of the minority groups.

Let us now consider the results of our analysis of the effects of
family background variables (see Appendix A, “Pretest Questionnaire”).
Twenty-four questions on the pretest measure aspects of the students’
family background and how well they got along with their parents.
When we ran an equation predicting GPA that included all twenty-four
items (data not shown) whether or not a given item is statistically sig-
nificant,38 the result reduced the amount of underperformance for Afri-
can Americans by about a third.39 Although the results based on these
pretest data must be treated very cautiously, it does seem that aspects of
family background that are not accounted for by the traditional mea-
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sures of SES may have a small influence on the underperformance of Afri-
can American students.40 Meredith Phillips and her colleagues (1998)
have found that measures of family background reduce the black-white
test gap. Further research is required on this topic.

Hypothesis: Underperformance results from the fact that studying
hard and competing violate subcultural values of Latinos and African
Americans. Acceptance of the value of academic success and there-
fore caring about grades are treated in certain subcultures as selling out
to the white establishment. This is a cultural version of Claude Steele’s
“disidentification” hypothesis discussed earlier. We hypothesize that Af-
rican Americans and Latinos may reject academic success because they
adhere to subcultural norms supporting disidentification and in some
ways punishing identification.

The effects of the subculture described above may occur in high
school (Fordham 1996), but many African American and Latino stu-
dents who attend relatively selective colleges grow up in predominantly
white neighborhoods are not exposed to an ethnically based student
subculture prior to entering college. As several qualitative accounts of
the experience of minorities in college have suggested, (see, for example,
Institute for the Study of Social Change 1991, which deals with Berke-
ley), when these students enter college, they are welcomed by existing
students in their ethnic group. The older students then socialize the new
students into a more or less militant subculture whose attitudes toward
the norms of “racist” white society include disidentification from the do-
main of school. As described in the study about Berkeley just cited, many
phenotypically white Latino students find it especially difficult to accept
the demand that they become part of the appropriate ethnic group on
campus.

There are several reasons why we believe that this hypothesis is not
likely to explain much of the underperformance gap. Many high-achiev-
ing African American students, such as those we have in our sample,
have very high career aspirations. More than half want to be doctors,
lawyers, or academics. They know that in order to pursue these career
goals they must get relatively high grades. In addition, qualitative data
from our focus groups suggest that some African Americans feel that
their academic performance reflects not only on their own ability but also
on that of their ethnic group. If they underperform, then, it is not because
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they have rejected the domains of education and achievement but, more
likely, as Steele suggests, because they so strongly identify with them.

We used our pretest data to test the hypothesis that subcultural values
can explain underperformance. These data provide three rough measures
of the extent to which students may be involved in the ethnic subculture
on campus. They were asked whether they “participated in campus pro-
test/demonstrations,” whether they “attended a racial/cultural awareness
event or workshop,” and whether they “participated in a racial/ethnic
student organization.” Adding up the number of positive responses to
these three items, we created what we call a racial/ethnic participation in-
dex, with scores from 0 to 3. According to the subcultural values hypoth-
esis, students who receive a high score on this index should have higher
levels of underperformance. For all three minorities the cultural val-
ues index when controlled dropped the level of underperformance, al-
though the size of the drop was smallest for African Americans (data
not shown). Thus, both Asians and Latinos who score 3 on the index
have a significantly higher level of underperformance than those who
score 0 on the index. African Americans who score 3 on the index also
have a greater level of underperformance than those who score 0, but
the difference is not so large as to be statistically significant.41 Thus
we may conclude that our pretest data (contrary to our expectations)
give some support to the cultural values hypothesis as an explanation of
the underperformance of minority group students. Two of the three vari-
ables included in the racial/ethnic participation index (participation in a
racial/ethnic student organization and participation in a campus demon-
stration) were included on the main survey, so we used a truncated racial/
ethnic participation index on our main survey data to test this hypothe-
sis. We found that the numbers went in a direction consistent with the
subcultural values hypothesis, although the results are not statistically
significant for any of the minority groups.42 As with our other tests, this
one uses relatively crude indicators of subcultural values and thus we
must be cautious about accepting these results.43 Nonetheless, this hy-
pothesis deserves more research.

Hypothesis: Minority students are in different social networks from
whites, and this may account for differences in grades. It is hypothe-
sized that in general the networks of white students consist of better stu-
dents than those of African American and Latino students. Therefore,
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when students turn to peer groups for academic support, white students
may get more and better academic support than African Americans and
Latinos. Students in white networks may, for example, be better in-
formed about an individual faculty member’s grading characteristics and
may be more likely to avoid courses taught by professors who give rela-
tively low grades.

Some data from the pretest may be used as a very rough surrogate
measure of network participation. Respondents were asked if they have a
close friend on campus who is African American, Asian American, white,
or Latino. According to the hypothesis, perhaps African Americans and
Latinos who have as a close friend a white or an Asian student will have
better contacts with students who are more academically competent than
those who do not have such close friends. However, when these vari-
ables are added to the model the coefficients for friends are negative and
the underperformance of minority groups increases very slightly (data
not shown). These data offer no evidence in support of the network the-
ory. But given the inadequacy of our network measure, this theory is
definitely worth further pursuit.

Hypothesis: African American and Latino students assume that, be-
cause of affirmative action programs, they do not need as high grades as
whites in order to get into law, medical, or graduate school. Given this
assumption, they are less likely to work hard to achieve high grades.

It seems to us not at all likely that this hypothesis can explain much
regarding the underperformance phenomenon. Even if some African
American and Latino students may be aware that they will benefit from
affirmative action programs at the postgraduate level, they are likely to
know also that in order to be admitted at all they must have good grades.
At most schools practicing race sensitive admissions, minority students
admitted under these programs are good students, but they do not have
as high qualifications as white students. Thus, for example, even though
there is tremendous self-selection in influencing who applies to American
medical schools, slightly more than half the African Americans applying
to American medical schools are rejected by all the schools to which they
apply (Association of American Medical Colleges 1991).44 The difficulty
of getting into medical school and the best law schools, business schools,
and arts and science Ph.D. programs, even with race sensitive admissions
policies in effect, is widely known. It is therefore unlikely that African
Americans will not study hard because of affirmative action.
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We can test this hypothesis by using data from the pretest. A three-
part question asked whether “it would be harder or easier for members
of an underrepresented racial/ethnic minority (a) to get into a Ph.D.
program in the arts and sciences, (b) to get a job as a professor, (c) to
have a successful career as a professor.” Again we constructed an index
by counting how many times the student said “easier.” We believed that
students who more often said “easier” were more aware that they might
be the beneficiaries of affirmative action. Controlling for whether or
not students think that their ethnicity will make it easier for them to get
into graduate school should reduce the coefficient for African Americans
and Latinos. But our calculation indicated that a belief that affirmative
action makes it easier to pursue a career in academia had no influence on
underperformance (data not shown). We may conclude that there are no
data in our study to support this “affirmative action” hypothesis.

In summarizing all the analyses we have done on the various possible ex-
planations of the underperformance phenomenon, we may conclude that
there is some good evidence supporting Claude Steele’s theory that fear
of stereotyping is an important factor.45 There is also some evidence that
aspects of family background not correlated with simple measures of SES
might help explain some of the grade gap between minorities and whites,
and that subcultural values may also do so. The other theories we tested
did not yield any positive results. In some cases the theory may simply be
wrong; in others our data may be inadequate. The latter is especially
likely for the network theory.

Conclusions

Students with higher grades are more likely to want to become college
professors and physicians. Students with lower grades are more likely to
want to become businesspeople and teachers. Grades have little influence
on the choice of law. In general students with higher grades are also more
likely to persist with a freshman interest in academia and to be recruited
to an interest in academia during the course of college. Our data show
that if African Americans and Latinos had the same grade distribution of
white students, there would be a meaningful increase in the proportion
selecting academia as a first-choice career.

Grades have a strong influence on academic self-confidence, which is
one of the reasons why GPA influences occupational choice. But aca-
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demic self-confidence has an effect independent of GPA on wanting to
become a professor. If African Americans and Latinos had the same levels
of academic self-confidence as white students there would be a large in-
crease in the proportion wanting to be college professors.

African Americans and Latinos underperform white students. Even
when SAT scores (used here as a measure of academic preparation) are
controlled, these groups get lower grades. African Americans who attend
HBCUs, however, do not underperform significantly; and African Ameri-
cans who attend elite schools are much more likely to underperform
than African Americans who attend nonelite schools. This suggests that
the cause of underperformance is the type of experiences that African
American students have at predominantly white institutions that they do
not have at HBCUs (some of these experiences may be a result of af-
firmative action policies practiced by the predominantly white schools).
Underperformance is greatest for African Americans and Latinos who
have the highest SAT scores. This evidence supports Claude Steele’s the-
ory that fear of invoking negative racial stereotyping increases test anxi-
ety and thus performance for those minority students who care most
about school. It is not unreasonable to make the assumption that those
who do well in school (receive relatively high SAT scores) care more
about school than those who do not do as well in school.

We examined five hypotheses aimed at explaining underperformance
of minority groups. In our data (from both our pretest survey and our
main survey) we found no evidence to support the hypothesis that profes-
sors discriminate against African American and Latino students in their
grading. We did find that some variables measuring academic prepara-
tion and family background (not taken into account by our index of SES)
serve to reduce the level of underperformance of African Americans and
Latinos. We also found some evidence to support the hypothesis that
underperformance results from the fact that studying hard and compet-
ing for good grades violates subcultural values of minority group stu-
dents. We found no evidence that differential social networks of minority
students explains underperformance, nor did we find any evidence for
the hypothesis that because of knowledge of affirmative action programs
African American and Latino students do not make as much of an effort
as white students to do well in school.

Although our data suggest findings that are far from conclusive, they
should be looked upon as guideposts for future research.
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6

A T T I T U D E S T O W A R D A C A D E M I A

The results of our survey show that approximately one third of freshmen
and one third of seniors express an interest in a career as a university pro-
fessor. There are no significant differences in interest in this occupation
between minority and white students.1 Our data also show that students
with an interest in becoming university professors tend also to be inter-
ested in other occupations. In fact, it is not at all unusual for graduating
seniors to apply simultaneously to graduate school and a professional
school (such as law school) and not make a career choice until they find
out which schools they have been admitted to (Barber and Cole 1996a).
However, when it comes to making a final decision as to whether to go
to graduate school with the goal of entering academia or to pursue an-
other occupation, a majority of students with a stated interest in being a
university professor select some other occupation (see Chapter 3). This
chapter continues our exploration of why this occurs by examining stu-
dents’ perception of university professor as an occupation.

Based on our qualitative research (as well as personal experience) we
selected a series of ten aspects of life as a university professor that might
be appealing to students and ten that might be unappealing (see Appen-
dix A, Mail Questionnaire, Q7 and Q8). What is there about being an ac-
ademic that resonates positively or negatively in terms of the students’
values, and how do these responses differ by ethnicity?

In general, for all ethnic groups, the most appealing features of acade-
mia involve the two primary tasks performed by academics: teaching and
research. The students also find appealing the life of an intellectual. As
for possibly unappealing features, as the possibility of relatively low pay
and prestige is not the most important factor deterring students from en-
tering an academic career. However, as explained later, for African Amer-
ican and white students financial concerns about the amount of money

139



they could earn as professors did have an independent negative effect
on their decision to select academia as a final-choice career. Financial
concerns did not have any effect on Asian or Latino students. Perceived
difficulties in getting a job or attaining tenure had no influence on the
decision to become a professor. The unappealing factors, which differ
somewhat for each ethnic group, include the perception that it takes too
long to get a Ph.D.; the feeling on the respondents’ part that they are un-
willing to be students any longer; and the idea that the career of professor
emphasizes research rather than teaching.

What Makes a Career as College Professor Appealing

All students who completed our survey, including those who had never
expressed any interest in an academic career, were asked to indicate
which of ten aspects of academia might make the career of college profes-
sor appealing to them. In Table 6.1 we show the responses given to each
of these items by each ethnic group.2
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Table 6.1 Percentage of students indicating which of ten aspects would make the
career of university professor appealing, by ethnicity

Factor Whites
African

Americans Asians Latinos

The opportunity to teach undergraduates 63 56 63 63
To live and work in the world of ideas 69 56 66 65
Academic knowledge can be used to

improve public policy 49 54 46 59
The opportunity to mentor minority students 28 84 47 67
Academia is relatively liberal and tolerant 44 37 37 41
Professors are under less pressure than

doctors or lawyers 24 23 24 25
Living in an academic community would be

attractive 58 33 52 52
I got really involved in the subject of my

major 56 56 53 60
I would get a lot of satisfaction from doing

research 42 37 40 47
Professors have a lot of time off 44 38 35 38

Note: Significantly different from whites at p < .05 indicated by boldface.



Teaching and Research

Perhaps the most important point about the findings related to the ap-
pealing characteristics of academia, from a policy point of view, at least,
is that every ethnic group is substantially more likely to see the oppor-
tunity to teach undergraduates as an appealing aspect of the career than
the chance to do research. Thus, although research is crucial for a profes-
sor’s career advancement (at least in research universities), what attracts
many academically high-achieving students to the occupation of profes-
sor appears to be the teaching, not research. Data from the focus groups
give us insight into the students’ attitudes toward both teaching and re-
search.

An African American woman at an Ivy League school indicated that it
was teaching that attracted her to the profession:

As far as being a professor, it was like coming here and realizing
that professors have this key, this tool, that they can sort of expand
the horizons of all their students. I want to have that power. I want
to write, as well, but my primary goal for getting a Ph.D. is to be
able to teach and to make something click with my students. (Bar-
ber and Cole 1996b, p. 26)

A Latino at an Ivy League school indicated how important teaching was
to him:

It’s great that I know so much, but it would be even greater if I
could pass that knowledge on to someone else. Furthermore, just
interacting with students, you yourself are learning more every
day, just by what they are saying. Think about that. But you’re
also helping them learn. It’s like back and forth, it’s a learning pro-
cess. (p. 11)

An Asian American woman at an Ivy school said that if she did become a
professor, she would want to do it only for the sake of teaching:

If I did it, it would be because I would want to teach. When I see a
professor in my department who really, really loves what he’s do-
ing, it shows. It’s like, “Wow! I’d like to be like that.” It’s the im-
parting of enthusiasm to future generations. (p. 13)
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A student at a historically black university said:

I think it would be exciting to be a college professor because each
semester you get new students. And you can only get out of the
classroom what you put into it. If you’re doing your best and put-
ting your all into each class, then you will get your all out of the
class. So I think it can be exciting. (p. 14)

The focus groups also yield some vivid evidence of the students’ atti-
tudes toward doing research. An Ivy League Latino had been turned on
to the excitement of research by prior experience at another school:

I’ve had a lot of research experience, and I think you have to do
research before you can say you want to go to graduate school.
I’ve worked in labs at Penn State, where I had to do 7 days a week
testing, getting into the lab at 7 a.m., and I loved it. There’s this
sense that you’re doing the stupid preparation for the project, get-
ting stupid stimuli together, the stupid stimuli won’t do what you
wanted, the computer program won’t work, the subjects don’t
show up . . . Then you come to the point that everybody says intu-
itively should be the most boring part, the data analysis. But you
plug it into the computer and you’re like “Yes!” Nobody knows
what a point value .0001 means. What it means is that you’re not
an idiot. You actually came up with something that works. It’s not
lonely work, it’s important. (p. 12)

A young woman at a historically black college saw her future in research
and publishing:

I’m a real research-based type of person, and I’ll probably be doing
a lot of research like most of the big-name professors do at the
large research universities. I love writing and I love reading and I
like political things and that’s what kind of fuelled me to go into
English and pursue a career as a professor of English. (p. 18)

Mentoring Minorities and “Doing Good”

Prior to the survey we had expected that minorities might be attracted to
academia by the opportunity this career offered to mentor minority stu-
dents or to do work that might be useful in solving some of the prob-
lems faced by minority groups in society. As the data in Table 6.1 show,
minority students were significantly more likely than whites to see the
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opportunity to mentor minority students as a positive aspect of being a
university professor. There were relatively small differences, however,
among the four ethnic groups in the extent to which they saw a career in
academia as offering an opportunity to develop knowledge that might be
socially useful. In the focus groups we did find minority students who
saw both mentoring and ability to bring about change in the larger soci-
ety as appealing aspects of becoming a university professor. A woman in
molecular biology at a state university explained that she was going to
graduate school in order to become a role model for other African Amer-
ican college students:

I’m not here to win a Nobel Prize. That’s not why I came to gradu-
ate school, so I could just be like Ms. God in Molecular Biology. I
mean, I came here eventually to be a professor and help. Take this
back to my community, and make other people see that this gradu-
ate school thing is a viable option for everybody. So, I mean, I have
a different agenda in being here. (Barber and Cole, 1996a, p. 12)

Similarly, for a Latina at an Ivy League college getting a Ph.D. was a way
to help her people by being an effective role model:

In terms of Latino, there should be more of them in higher educa-
tion. If we really want to become more institutionalized, more of
an active role in college or government, whatever it be, we can’t
just say, like a lot of people do, “This country is not helping me.”
The thing is that maybe you’re not actually in the system, and the
reason why is we don’t have the proper degree. Now you got to get
a Ph.D. and have a little more of an edge than the other person. I
just think people should go to higher education because it’s an ex-
ample. I think the best gift you can give to another person is to be a
good example. (p. 11)

Our quantitative data show only a small difference in the importance
attributed by minority students and whites to the ability to influence pub-
lic policy (see Table 6.1). Yet in the focus groups we found that the ability
to influence public policy may be particularly important to some minor-
ity graduate students. Some of these students told us that doing some-
thing to help their community was an important motivating factor in
their decision to go to graduate school. An African American man, a
graduate student in history at an Ivy League school, wanted to write his
dissertation on issues of race and identity because treatment of this topic
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would be socially useful. It was through his undergraduate experience
that he reached this point:

I went to Middlebury College in Vermont, and I was very active in
student government and took courses in black history and politi-
cal science, sociology, and as I began to consider possible career
choices, I saw the activities of professors being both very much in-
volved in bringing about change through their writing, educating
other people, and I saw that was something I would like to do.
(p. 13)

A Latina graduate student at an Ivy League university saw her graduate
study as leading directly to something she defined as useful for Latino
children:

I decided to go to graduate school in education and linguistics
because I wanted to do something where there is work and I’m
also interested in second language acquisition. I’m primarily inter-
ested in the underrepresented population in the United States, in
terms of learning English as a second language and how they are
marginalized in the school and society because of language prob-
lems. I’m trying to make a difference there. (p. 13)

Another Latina graduate student at an Ivy League university explained
why she planned to go back to Puerto Rico after receiving her doctoral
degree:

A lot of people are leaving the island for the United States. I feel
that I have to go back because somebody has to. Besides the fact
that I loved it there. They need people with Ph.D.s. They don’t
have a whole lot of people with Ph.D.s at the university that I
was at for computer science. So that would be a great thing.
(pp. 13–14)

Autonomy

We had hypothesized that the autonomy of academia would be an ap-
pealing aspect of the career. Yet relatively small portions of the students
indicated that they found “Professors are under less stress than doctors
or lawyers” or “Professors have a lot of time off” to be appealing aspects
of the career. Perhaps, not having really participated in the world of
work, the students have not come to appreciate autonomy as an aspect of
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their profession, or perhaps at their age this is just not important to them.
Their answers may suggest a lack of knowledge of what it is actually like
to work in different occupations, and this may be relevant for policy pur-
poses.

In the focus groups a few students saw autonomy and flexible work-
ing hours as appealing aspects of the profession. Typical of these students
was a woman in an HBCU:

I wouldn’t trade the academic setting for going to work from 9 to
5. I would not do that if you paid me a million dollars because I
don’t like that environment. As a college professor you have a lot
of time. I know professors who take their whole summers, go to
another country to study a topic, and just do whatever it is that [is]
their life love or their academic love, and they dedicate most of
their time to it. I think that’s beautiful, because now I have all these
other classes I have to fulfill, when I wish I had the time to actually
figure out the things that I don’t have time to figure out in my ma-
jor, because I’m so busy doing this other stuff. (Barber and Cole
1996b, p. 17)

What Makes a Career as College Professor Unappealing

All students who completed our survey, including those who had never
expressed any interest in an academic career, were asked to indicate
which of ten aspects of academia might make the career of college profes-
sor unappealing to them. In Table 6.2 we show the responses given to
each of these items by each ethnic group.

As can be seen from Table 6.2, the one aspect of academia that the
students were most likely to say was unappealing is that there is too
much emphasis on research and publications rather than teaching. This
was the most frequently mentioned unappealing item for all four ethnic
groups. In addition, almost half of the students indicated that “other jobs
offer greater financial rewards” was an unappealing aspect of academia.
Each of the minority groups was significantly more likely to mention this
as an unappealing factor than were white students. Only a small minority
of students, however, thought that academia had less prestige than other
jobs. Finally, while past studies of the decision to go to graduate school
have shown that debt and financial factors were strong considerations
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(J. Davis 1964), our study indicated that concern with debt was only a
minor factor deterring students from considering a career in academia.

As mentioned earlier, we found an overemphasis on research as op-
posed to teaching to be the most unappealing aspect of the career of col-
lege professor for all four ethnic groups. Again, to help us gain insight
into the attitudes of the students toward both research and teaching, we
turned to the qualitative data from the focus groups. Students revealed a
variety of negative, or at least ambivalent, attitudes toward research. For
example, an Asian American at an Ivy League school saw the necessity to
publish as an unattractive aspect of the career:

My impression is that if you go into academia, you’re going to be
stuck in the professor life, and after going for four years for your
Ph.D. [note the lack of knowledge of how long it really takes to
complete a Ph.D. degree] you’re going to have to publish and pub-
lish and publish. I mean, just for myself, I like to think about law.
(Barber and Cole 1996b, p. 12)

An Asian student whose father is a professor said that he wanted to teach
but didn’t want so much “other pressure”:

My father is a college professor, so I have some insight into what
college professors actually do. In general, I’d like to be a professor
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Table 6.2 Percentage of students indicating which of ten aspects would make the
career of university professor unappealing, by ethnicity

Factor Whites
African

Americans Asians Latinos

Other jobs offer greater financial rewards 42 51 49 46
Academia is very competitive 36 20 40 33
I don’t think I have the ability 19 11 28 17
Getting a Ph.D. takes too long 36 28 33 33
It is hard getting a job in academia 46 33 55 47
There is too much emphasis on research

and publications rather than teaching 58 53 60 60
It is very hard to get tenure 33 40 46 38
I don’t want to be a student any more 30 22 23 22
Other jobs have more prestige 11 17 14 13
I am in too much debt to consider a Ph.D. 19 23 21 29

Note: Significantly different from whites at p < .05 indicated by boldface.



some day but, again, I don’t want to be under too much pressure.
That’s the bottom line. I’d love to teach but I don’t want all that
other pressure that has nothing to do with teaching. (p. 12)

An African American woman at a black university decided against ac-
ademia because she was not particularly interested in research: “I consid-
ered being a professor, like in my sophomore year, and I still haven’t ruled
it out. I just am not sure that it is the path I want to take, because I’m not
particularly fond of research” (p. 18). A Latina at a liberal arts college
decided not to become a professor because she didn’t like doing research:

I thought for a long time about doing research and becoming a col-
lege professor; but I decided not to, because I really don’t like re-
search. I just saw the life style of people that are doing research. It
really takes forever, and you have to be in the lab all the time, and
it’s very competitive. That’s not the type of life that I want to have.
I decided that’s not for me. It’s really isolated from people, too, so
that’s something I didn’t like either. It’s just getting to know people
that were doing it that made me decide I didn’t want to do it.
(pp. 19–20)

There were also some students who found research attractive but
were not interested in the teaching aspect of the job. We did not include
teaching among the unappealing items on the questionnaire; but since
many students explicitly found teaching appealing and research unap-
pealing, we should report what some students in the focus groups said in
a negative vein about teaching. Some of those interviewed specifically
stated that teaching would not appeal to them. For example, a Latino at
an Ivy League school described his image of teaching as follows:

Teaching the same kind of course year after year, the things you
have to deal with, the students wanting extensions, the students
who are just taking the course to fulfill a major or just to fulfill a
requirement and they’re not really interested in it. You get frus-
trated and you get like, “Why am I here if some of the students
don’t want to be in these classes?” (p. 11)

A Latina at a state university saw teaching as “boring”: “Being a profes-
sor is boring. I’ve seen professors with the same notes for 10 years—
teach the same thing year after year. It gets dull, routine—I hate routine”
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(p. 21). Another Latina at a state university recognized that she was tem-
peramentally not suited to be a college teacher:

I have absolutely no patience for certain levels of stupidity. It’s like,
if a student started yelling at me, or doing something really obnox-
ious, my temper would not take it. So there is no way that I could
be a teacher at any level. In the field of law I want to go into, I’ll be
much more isolated. It will just be me and my paper work. I won’t
have to deal with anybody else, and their ignorance, their stupidity
will not get in my way. I can do my work and not have to worry
about anyone. (p. 23)

(Note this student’s unrealistic perception of her chosen field of law.)
Another Latina at an Ivy League school was worried that, like some

of her professors, she would become a perfunctory teacher in order to
concentrate on research:

I feel like there are a lot of professors at this school that are teach-
ing simply because they need to do their research and this is the fa-
cility to do it at, and they don’t necessarily like teaching. I’ve
looked at it from the sense that if I do go to grad school, most
likely I’ll do research, and would I like to be teaching? Because if I
wouldn’t I don’t want to be in that position, because some of them
really seem like they’re miserable, and it’s miserable for the stu-
dents to sit in a classroom with a professor who doesn’t want to
teach. (p. 12)

Finally, a Latina at an Ivy school dismissed both research and teaching
as boring: “To me it seems like a very boring job, because professors have
to research on their own, and you have to do class preparation on your
own, and you have to present it in class. I just don’t see the thrill in doing
that” (p. 11).

Although only a small percentage of students in the survey reported
worry about lack of ability as a reason not to go into academia, this con-
cern did emerge in some of the focus groups. For example, a white man
at an Ivy League school was worried that he would never be able to mea-
sure up to his professors:

There’s a problem about going into academia and that is that
you’re always in school. Like my advisor, he’s still in school now.
He’s junior faculty; he’s been here for two years. In order to get
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tenured, he has to publish a book, and he’s going to be graded on
it. I like to think that I’ve attained a certain level of knowledge, but
then I compare myself to my advisor and see that amazing gulf that
has got to be crossed at some point. I want to go into academia,
but it’s really scary. Am I going to know that much in five years?
And geez, I won’t ever leave the library. (p. 14)

An Asian man at a state university also expressed this type of insecurity:

To become an economics professor, you have to know everything,
inside and out. In order to become a professor, you have to be the
best in that area. To be an actual professor teaching psychology re-
quires a more basic understanding than if you are a clinical psy-
chologist, more of a grasp of what students may raise up. If you
become a clinical psychologist, you’re not really tested. You’re the
one asking questions. As a teacher it’s the other way around. Stu-
dents will ask you questions and you really can’t show your weak-
ness. I feel like professors can lose face if students stump them.
That might aggravate them a lot. They’re always being tested, day
in and day out. (p. 22)

Perceptions of Academia as Causes of Career Choice

Tables 6.1 and 6.2 show the reactions of our sample to a list of items we
thought might be appealing or unappealing about a career in academia;
but they tell us nothing about whether or not a respondent’s view of this
aspect of academia had any influence on that person’s selecting this ca-
reer over others. To find this out we must compare the students who said
that a particular aspect was appealing or unappealing with those who did
not find that aspect appealing or unappealing and see if there is any dif-
ference in the proportion selecting academia as their most likely career.3

In Table 6.3 we present the result of ten different logistic regression
analyses in which we computed the probability of students selecting pro-
fessor as their final-choice occupation who found a particular aspect of
academia appealing or unappealing (while controlling for freshman in-
terest in academia). Subtracting the predicted probability for those who
did not find the item appealing or unappealing from the predicted proba-
bility of those who did results in a measure of how strong an influence
each aspect was on selecting academia as a career.

Eight of the ten appealing items listed in Table 6.3 have a statistically
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significant effect on the selection of professor as a first-choice career
among white students, although one—the “time off” item—goes in the
opposite direction from expectation. Those who say that having a lot of
time off is an appealing aspect of academia are less likely than those who
did not check this item off to want to be academics. The two items not
statistically significant are the “improve public policy” aspect and the
“reduced pressure” aspect. If we determine which aspects are the most
important influences on choice of academia as a career by looking at the
size of the difference between those who mentioned the item and those
who did not, we would conclude that for white students the three most
important items are research satisfaction, interest in major, and living in
the world of ideas. For African American students the most important as-
pects are research satisfaction, teaching undergraduates, and (tied for
third) interest in major and living in the world of ideas. For Asians the
most important aspects are research satisfaction, interest in major and
teaching undergraduates (tied for second), and academia’s liberal/toler-
ant atmosphere and the world of ideas. For Latinos the most important
aspects are research satisfaction, interest in major, and teaching under-
graduates. All four ethnic groups reported that satisfaction from doing
research is the aspect of academia that most appeals to them. In addition,
it is interesting to note that although many minority students mentioned
the opportunity to mentor minority undergraduates as an appealing as-
pect of academia, this factor had no causal effect on any of the minorities
(having in fact a slight, though statistically insignificant, negative effect
on Asians and Latinos), but it did have a causal effect on white students.4

The opportunity to improve public policy did not have a causal effect on
any of the ethnic groups.

If we look at the unappealing aspects for whites (see Table 6.4) we see
that three of the items—the competitiveness of academia, the difficulty
getting a job, and the difficulty of obtaining tenure—had causal effects
in the opposite direction from that predicted. In all three cases students
who said that these items were unappealing aspects of academia were
more likely to want to be college professors than those who did not check
these items off as unappealing. In these cases, for these respondents,
wanting to be an academic probably preceded attitudes toward acade-
mia. Even though those students who wanted to enter academia were
aware of these negative aspects of the occupation, they still selected it as
their first choice. We might consider these questions to be level-of-infor-
mation questions; that is, those who wanted to be academics were more
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aware of some of the difficulties attached to the career than those who
were not interested in such a career.

In general all of the unappealing items had weaker effects on career
choice than the appealing items. Which ones had a stronger or weaker ef-
fect differed from one ethnic group to the other. For whites the two most
important unappealing items were tied: “takes too long” and “don’t
want to be a student.” For African Americans the most important item
was “don’t want to be a student.” For Asians there was no meaningful
variation in the influence of the unappealing items; all had a minor effect.
Latinos were the only group for which “emphasis on research, not teach-
ing” was a strongly unappealing item. More research is required to un-
derstand why this item had such a negative impact on Latinos, relatively
small causal impact on white students and Asians, and did not have a sig-
nificant causal impact on African Americans. (Also unappealing for Lati-
nos was that it “takes too long” to get a Ph.D.) Considering all four
groups and all the unappealing items, “takes too long” was the single
most unappealing.

There were a few differences between the groups. First, although con-
cern about financial factors has a small but significant negative influence
on both whites and African Americans, it has no influence on Asians or
Latinos. Second, concern that there is too much emphasis on research
and not enough on teaching has a particularly negative effect on Latinos.
In fact, although many students mention “too much research” as an un-
appealing aspect of academia, this variable does not greatly differentiate
those who want to be professors from those who do not, except for Lati-
nos. Third, ”too much debt” plays no significant role for any of the four
ethnic groups. Finally, the supposed low prestige of academia also has no
significant effect on any of the ethnic groups.

The view that professors have low prestige is in fact a misperception.
A large number of studies conducted in the United States have shown
that among the major occupations university professor and physician
have the highest prestige—more than lawyers or businesspeople. Cross-
national studies have shown that university professor is among the high-
est-prestige occupations in all countries where studies of occupational
prestige have been conducted. The fact that the parents of some minority
students and some of the students themselves perceive university profes-
sor as having lower prestige than the major competing occupations may
simply indicate their lower level of knowledge about this occupation
than its major competitors.
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Controlling for Other Variables

Since interest in research and in teaching were the two most important
reasons given for why a career in academia would be appealing, we
wanted to make sure that these variables had independent effects and
were not spurious. In a multinomial regression in which all thirty-three
variables were controlled, both interest in research and interest in teach-
ing continued to be statistically significant causes of selecting college pro-
fessor as a final-choice career for all four ethnic groups.

The other variable we were interested in was concern with financial
rewards. In Figure 6.1 (pages 156–157) we show the effects of concern
with financial rewards on the selection of all five leading occupations
separately for each ethnic group. As indicated earlier, concern with the
perceived limited financial rewards of the academic profession had an in-
fluence on the decision of both African American and white students as
to whether or not they should become academics. Concern with financial
rewards has a strong influence on the selection by all four ethnic groups
of teaching as a final-choice career.

In all four ethnic groups students who are concerned with the lim-
ited financial rewards attached to academia are more likely to want to go
into business and law. There is no significant relationship between con-
cern with financial rewards and selection of medicine for all four ethnic
groups. Given that medicine is still probably the highest-paid or next-
highest-paid occupation, this seems surprising. Medical students may be
hesitant to express their concern with the financial rewards attached to
the profession for fear that it may hurt their chances of admission. How-
ever, the circumstances in which we asked the question—specifically in
relation to academia—probably would have minimized any attempt by
these students to hide their “real” motivation for pursuing a career in
medicine. We believe that although medical students clearly are attracted
by the high level of financial rewards attached to their job, this is not the
most important reason for their pursuing this career—after all, if one
wanted to make a lot of money, it would be better to pursue a job in in-
vestment banking or some similar business field. What we think is so at-
tractive about medicine is not the absolute amount of money physicians
earn, but the fact that admission to medical school (any medical school)
virtually guarantees an upper-middle-class lifestyle. One rarely flunks out
of medical school (graduation rates are close to 95 percent), so once a
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student receives an admission letter to any medical school, that student is
guaranteed a place in the upper middle class.5

When the full model is controlled the concern with financial rewards
continues to have a strong independent effect for African Americans in-
sofar as it influences their choice of academia as a final-choice career; but
it no longer has an influence on the selection by white students of acade-
mia as a final-choice career. In part this was a result of antecedent vari-
ables, such as GPA. However, with the antecedent variables controlled
concern with finances has a substantive meaningful impact on the selec-
tion by white students of academia. This means that its influence on ca-
reer choice by white students is explained by some of the variables in the
model intervening between financial concern and occupational choice.6

More Data from the Focus Groups

When we began this research we thought that concern about earnings—
the fact that on average for these high-achieving students it would be eas-
ier to earn more money (in some cases substantially more) in medicine,
law, and business than it would be in academia—would be a deterrent,
especially for minorities, to selecting academia as a career. As pointed out
earlier, concern about financial matters did have statistically significant
(but relatively small) effects on whites and African Americans and no sta-
tistically significant effect on Asians and Latinos. Data from the focus
groups provide insight into the attitudes of the students toward monetary
rewards as an influence on occupational choice.

The matter of how much money can be made in different occupations
was generally not a salient concern in focus groups with African Ameri-
can students at Ivy League schools. Their parents may be concerned
about it, but they seem not to be. As this young man said:

I tend to think that salary wouldn’t be the determining factor in me
not becoming an academic. I think it’s more like, when I think
about academia, I think about a very closed environment, you
know, these people who are too intellectually high brow to really
see what’s going on in the urban cities. (Barber and Cole 1996b,
p. 45)

The issue of earnings also was played down among Ivy League Latino
undergraduates. One man told how his older brother was making a lot of
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five top occupations, by ethnicity. A: Whites. B: African Americans.
C: Asians. D: Latinos.



157

ATT ITUDES TOWARD ACADEMIA

C. Asians

Business Law Medicine Professor Teacher

25

30

35

40

20

15

10

5

0

Pe
rc

en
t

5 6

32

6

18

8 7

3

9

34

Financial rewards important?

No Yes

D. Latinos

Business Law Medicine Professor Teacher

25

20

15

10

5

0

Pe
rc

en
t

7

12 11
13 12

19

8

14

4

18

Financial rewards important?

No Yes



money, but he didn’t care: “He’s making money, bringing it in, and he’s
worked at it and he’s getting more and more and he’s happy with it.
Whereas for myself I don’t really care about money, I just want to be
happy” (p. 45). A Latina emphasized the importance of psychological re-
wards over monetary ones:

All the career choices that I’ve ever liked I know they’re very low
paying, but I can’t switch over to another career, be a doctor, be a
lawyer, because I don’t like medicine or law. I like the interaction
between people. It’s psychological rewards that I enjoy from work.
I know that it’s going to be one of the lowest paying jobs, but I can
deal with that because I will be enjoying my work. (pp. 45–46).

Another Ivy League Latina clearly articulated the difference between her
parents and herself:

I think money’s more important for our parents. My mother al-
ways points out, “Your father and I have worked really hard in
our lives, and we don’t want you to work as hard as we did, so be a
doctor, be a lawyer.” So for them, they see it as an insurance, al-
most as a success for them, that their child doesn’t have to work as
hard as they did. So it’s more important for them than I think for
us. (p. 46)

An African American male at a historically black university indicated
that lack of money was not a concern, and he was one of the few students
both in the focus groups and in the survey to indicate that having time off
is an attractive aspect of the career:

Money has never been a major issue, so I know professors don’t
make much, though some do if they do research, if they become
deans, or if they work at certain universities. But I just want to be a
professor because deep down, I’m a family person, and I know I
would have my summers off and my vacations off, and being a
good father is important to me because I never had one when I
grew up. So being a professor, I’d be able to be a father. (p. 17)

Some students in the focus groups did express concern with the low
pay of academics and a desire to be successful. A man at a historically
black university said, “I did think about being a college professor, but I
know it’s not for me. I don’t want to be poor, and I have to support the
life style that I might want to live in the future” (p. 18). Another man at
the same school talked about how he wanted to be a role model for black
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males by being very successful, with the clear implication that success
means a lot of money:

I never really considered being a college professor or anything of
that nature. What I have thought about is I would rather be an ex-
ample of what you can do, especially to Black males and what they
can do if they go to college, choose a career that they are good at,
and how to be successful at it. I plan to be very successful. (p. 18)

We found views similar to those from our survey in the interviews we
conducted with graduate students. We found there that too much compe-
tition both among students and faculty is seen as one of the more nega-
tive aspects of graduate school, and apparently some undergraduates
who are interested in an academic career also become aware of this high
level of competition. A Latino graduate student at an Ivy League univer-
sity complained about competition in his department and related it to
funding:

My department is really cut-throat—it’s very competitive. That
was because for a long time they have taken in about sixty first-
year students, and after one year they fund only half of them. It
was very hard to have any sense of community, since people are
being so competitive. (Barber and Cole 1996a, p. 21)

A Latina at an Ivy university relates an experience of intense competition
among students working in a specific area: “I’m not a twentieth or nine-
teenth century person. Among those people, there’s real competition—
the students are stealing each other’s ideas, back-stabbing, and it’s really
bad” (p. 21). One African American woman at an Ivy League school was
in a department that she felt was so competitive that it caused even the
few minority students to compete with each other:

In this department, competition unfortunately develops between
the few people of color. Competition is not necessarily my mental-
ity. I could put my energies in other places, but sometimes there are
people who feel they have to compete. I think that’s sad because I
think we should be supportive of each other. Why can’t we at least
among the people of color support each other and help each other
out? (p. 21)

The focus-group interviews contain much information on the percep-
tion of minority group students about whether and how they would be
advantaged or disadvantaged in academia. Many students see their mi-
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nority status as both an advantage and a disadvantage. For example, an
African American male undergraduate at a state university said that his
ethnicity “will be an advantage because we are underrepresented in aca-
demia, but it will be a disadvantage because I don’t think I will be making
as much as my white counterparts” (Barber and Cole 1996b, p. 57). An
African American woman undergraduate at the same school also saw her
ethnicity as both an advantage and a disadvantage:

Everyone is stressing that you’re part of an underrepresented
group, so that’s an advantage, that you can represent that group.
But that’s a disadvantage, because now you’re carrying the weight
of being there and eventually becoming one of the burnt out pro-
fessors, because there’s not many of you and you have to carry that
weight. (p. 57)

A woman at a small black college clearly felt that being a member of a
minority was an advantage: “A career in science, for me, is a big advan-
tage, because there are opportunities out there for minorities. I mean, the
list just goes on. So, yeah—I would say it’s an advantage being a minor-
ity, and a woman” (p. 57). A Latina undergraduate at a state university
acknowledged that coming from a minority group was an advantage, but
she didn’t like affirmative action programs, as she felt she could compete
with anyone:

As a minority, I don’t want to be pointed out for a job because I am
Hispanic. I like being put on things fairly, because I can hold my
own with anyone, regardless of race, regardless of sex. I feel that it
makes us look bad that they’re making these laws that we have to
be hired on the basis of our race. (p. 58)

In the focus groups some members of minority groups, particularly
African Americans and Latinos, indicated that one reason why they
wouldn’t be interested in an academic career is that they were interested
in doing work that would help their people or improve social conditions
for their people. Some thought that they could accomplish this with an
academic career, but others saw the world of academia as too remote—
the proverbial ivory tower. In the pretest we found items aimed at mea-
suring a desire to help the group not to be correlated with decision to
become an academic. Nonetheless, the focus groups suggest that some
students do think this way. For example, an African American woman at
a liberal arts college said, “I’m not interested in profit. I’m more inter-
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ested in making a difference. Particularly, in terms of injustices. I would
like to work some time volunteering, trying to change things” (p. 15).
Another African American in the same focus group said:

I think professors are somewhat isolated. I’m in urban politics, ur-
ban redevelopment. I think that professors do some of the studies
that provide a framework for some of the things that are going
wrong in urban development, but I think that they are too isolated
from what I want to do. I want more of a connection with what’s
really going on down in the street, in the community, and me artic-
ulating the needs of the people. (p. 10)

But another African American woman at a liberal arts college thought
that she could make a difference by becoming a professor:

Yeah, definitely I’m open to it. I think there definitely needs to be
some kind of change in the educational system. It’s a possibility
that I could get involved in that. There’s a lot that could be done,
that needs to be done. Like sympathizing with minorities and peo-
ple of color is still not the central concern. I mean, the professors
now are from a generation which—that’s not one of their focuses.
Society is changing, so there should be more representatives of
people of color as educators. (p. 16)

An African American male undergraduate at a state university thought
he could make more of a difference by teaching at a lower level:

I did think about being a professor, being that I want to go into
teaching, but the level of difference that I want to make, I want to
start out with more of a mass who hasn’t already acclimated to so-
ciety. I want to start off with children or pre-teens where I could
make a difference. The only benefit I think in being a college pro-
fessor is the constant learning, which is something that I like, but I
could read books for that. (p. 16)

Conclusions

Looking at our respondents’ attitudes toward academia and how they in-
fluence career choice can provide information useful in developing poli-
cies aimed at increasing minority interest in an academic career. The most
important data in this chapter are presented in Tables 6.3 and 6.4, where
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we show how attitudes toward each of the appealing and unappealing
factors influenced selection of academia as a final-choice career. In gen-
eral, the most important appealing aspects of academia appear to be
those connected with the two main functions of the job: research and
teaching. Students in all four ethnic groups who said that teaching under-
graduates and having the opportunity to do research were appealing as-
pects of the academic career were more likely to select this career as their
first choice than those who did not mention these factors.

Three of the unappealing items—difficulty in getting a job, difficulty
in attaining tenure, and excessive competition— were correlated with the
dependent variable in the “wrong” direction; that is, those who men-
tioned these items as unappealing were more likely rather than less likely
to want to be professors. All of these are realistic difficulties connected
with the current situation in academia. We interpreted these attitudes as
indicating a greater level of knowledge about some of the problems of ac-
ademia on the part of those who were interested in pursuing it as a career.

Of the other negative items, the time it takes to obtain a degree, reluc-
tance to remain a student, and, for Latinos, the belief that there is too
much emphasis on publication over research were the most important
deterrents to entering academia as a career.

For all four ethnic groups the belief that they would get satisfaction
from doing research was the single most important appealing item that
influenced selection of academia as a career. Interest in teaching under-
graduates and an interest in their major were two other appealing aspects
that had statistically significant effects for all four ethnic groups. The un-
appealing aspects were less important influences on career choice than
were the appealing aspects. No unappealing aspect had a statistically sig-
nificant effect for all four ethnic groups, and the unappealing items that
were statistically significant varied for the four ethnic groups.
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7

R O L E M O D E L S , I N T E R A C T I O N W I T H

F A C U L T Y , A N D C A R E E R A S P I R A T I O N S

W I T H M E L I S S A B O L Y A R D

In this chapter we focus our attention on how experiences students have
within college might influence their interest in becoming a college profes-
sor. We concentrate on the students’ interaction with faculty, which past
research (see Chapter 1) has shown to be an important influence on the
decision to become a professor. First, we look at whether the students
have role models among the faculty and if so, whether this increases the
probability of their selecting college professor as their most likely career
choice. We also consider whether the race and gender of the role model
have any influence on the students’ career interest in academia and a few
other dependent variables—a type of data that we believe has not been
collected before now. Second, we examine the impact of faculty contact
on the decision to become a professor. We also show how several other
within-college experiences influence career decision making by our sam-
ple of high-achieving minority students.

For many years academic researchers, governmental officials, and the lay
public have assumed that the number and type of role models available
to a student will have an important influence on that student’s perfor-
mance in school and selection of a career. These assumptions became
highly visible in the 1978 Supreme Court case of Regents of the Univer-
sity of California v. Allan Bakke (438 U.S. 265, 1978).

Bakke was a white male student who had applied for admission to the
medical school of the University of California at Davis. Under its exist-
ing affirmative action program the medical school had a certain number
of places “set aside” for African American and other minority applicants
to guarantee that there was diversity in the type of physicians being
trained. It turned out that Bakke, who was denied admission, had higher
paper qualifications—MCAT scores and college GPA—than most of the

163



African American students who were admitted under the affirmative ac-
tion program. The court concluded that it was illegal to engage in “re-
verse discrimination” against Bakke. Quota systems were illegal, said the
court; but it was legitimate to take race into account as one of many fac-
tors influencing admissions decisions in a specific case. This latter opin-
ion, expressed by only one of the nine Supreme Court justices, Justice
Powell, has since been used by institutions of higher education to claim
that their use of racial preferences in admissions is legal.

In the New York Review of Books Ronald Dworkin made the argu-
ment that was actually made before the Supreme Court: that affirmative
action would provide black students with physician “role models.” As
Dworkin put it: “Affirmative action . . . tries to provide ‘role models’ for
future black doctors, not because it is desirable for a black boy or girl to
find adult models only among blacks, but because our history has made
them so conscious of their race that the success of whites, for now, is
likely to mean little or nothing for them” (quoted in J. R. Cole 1979,
p. 265).1

Jonathan Cole (1979) analyzed the assumptions made about role
models in the Bakke case. Many of those same assumptions, without the
benefit of supporting evidence, have worked their way into common be-
lief to such an extent that they virtually hold the position of facts rather
than of propositions to be empirically verified. As labor economist Ron-
ald G. Ehrenberg (1995) pointed out in an introduction to a collection of
papers on role models in education, “Beliefs often drive public policy
even before they are confirmed as facts” (p. 482).

Cole points out that it has been assumed that the presence of same-
gender and same-race role models is a necessity in the occupational so-
cialization of students into many occupations, that “a critical element
in the effective socialization into the professions and the selection of spe-
cific occupations is the presence of persons of the same race or gender
who will act as role models for potential students. It is further assumed
that not only is it necessary to have role models, but that women depend
on other women for role models. Minorities depend on other minority
group members for role models, and so on.” He continues:

The argument proceeds that without a sufficient critical number of
minority doctors who can act as role models for minority youth, it
will be very difficult, if not impossible, to increase both the abso-
lute and relative number of minority doctors in American society.
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Consequently, affirmative action that admits minorities to medical
school programs under a special admissions policy serves the im-
portant, indeed compelling, state interest of producing role mod-
els who will in due course significantly influence the numbers of
young minority group members who want to become physicians
. . . There are two empirical social-science assumptions here. First,
it is assumed that role models are important factors in recruit-
ment and learning processes for minority (and female) students.
Second, it is assumed that the role model effect on students in-
volves race or gender matching—that is, black students are more
influenced in career decisions by black role models than by white
role models; female students are more influenced in career deci-
sions by female instructors than by male instructors. (J. R. Cole
1979, pp. 265–266)

After reviewing the sparse existing literature on the effects of role
models, Cole concludes: “The real point is that for all practical purposes
the role model argument like so many of the other empirical issues in
Bakke remains entirely at the conjectural level and should have been
treated as such . . . In sum, the facts that are assumed to exist simply
don’t” (p. 269).

Even though it was published many years ago, the review of the litera-
ture on sex differences published by Eleanor Maccoby and Carol Nagy
Jacklin (1975) remains the most thorough such analysis. They find that
even for young children the literature they reviewed did not indicate that
children are more likely to model themselves on others of their own sex:
“On the whole it simply cannot be said that young children spontane-
ously imitate people of their own sex more than people of the opposite
sex. This is true of imitations of parents as well as of models who are un-
familiar to the child” (pp. 287–288).

At about the same time as the publication of Cole’s book on women in
science (1979), a comprehensive review of the literature on role models
was published by Jeanne J. Speizer (1981). Speizer reviewed studies on
role models in high school and college as well as in graduate school. She
also examined the work done on single-gender colleges, much of which
claimed that such schools have a beneficial effect on the achievement of
women, in part because they provide women with more role models than
do co-ed schools. (Speizer dealt almost exclusively with studies of same-
gender role models, as virtually no studies existed at the time of the influ-
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ence of same-race or same-ethnicity role models.) She also reviewed stud-
ies on mentors and sponsors. Speizer found that most of the relatively
few studies that claimed to show an influence of role models have severe
methodological problems, which bring their conclusions into doubt.

In her conclusion, Speizer wrote: “Role models, mentors, and spon-
sors are concepts which still need to be defined and studied. Despite their
almost universal acceptance, there is very little supportive evidence for
their validity. Until methodologically sound studies are conducted on
large, randomly selected populations, these concepts should be consid-
ered as suggestive rather than proven” (Speizer 1981, p. 712).

Our more recent search of the large literature on role models found
virtually no studies of the type that Speizer called for over twenty years
ago. Most papers on role models simply assume the importance of same-
gender and same-race/ethnicity role models on a large variety of depen-
dent variables. An example is Janice C. Bizzari’s “Women: Role Models,
Mentors, and Careers” (1995), in which she states, “According to recent
studies, evidence suggests, potential can be denied or lost for women in
certain male-dominated careers for lack of women mentors or role mod-
els in the field” (p. 145). The studies she cites are either qualitative or
nonsystematic.

There are a few exceptions, in which the concept of role model is
looked at systematically using relatively large data sets. All of these stud-
ies have been done by economists, and most appear in an issue of Indus-
trial and Labor Relations Review edited by Ehrenberg (1995). One study
that did not appear in the Ehrenberg volume is that reported by Mark O.
Evans (1992). Evans conducted a study of the influence of same-gender
and same-race role models on how much students learned in high school
economics classes. Evans used data from the Joint Council on Economic
Education’s National Assessment of Economic Education Survey con-
ducted in the spring of 1987. From that survey he had information on
2,440 students who took a high school economics course, including the
results of a test of economic knowledge, which Evans used as his depen-
dent variable. From his careful study, Evans concluded that there is no
evidence of same-gender role model effects but that black students do
slightly better on the test when they have black teachers, particularly
when their mothers do not have a college degree. The effect, although
statistically significant, is relatively small. It should be noted that Evans
(like the studies reported later from the Ehrenberg volume) considered
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the race and gender of the teacher, but did not determine whether the stu-
dents looked upon the teacher as a role model.

Ronald Ehrenberg, Daniel Goldhaber, and Dominic Brewer (1995)
reanalyzed the data collected in the 1960s by James Coleman (see Chap-
ter 1) to see if matching the teacher’s and student’s race had any effect
on the amount that students learned. Their main conclusion was that
African American teachers did not help African American students and
under some conditions had a negative effect on how much white students
learned. Donna Rothstein (1995), a student of Ehrenberg’s, used the
“High School and Beyond” data set (a longitudinal study conducted by
the National Center for Educational Statistics) to investigate the effect of
attending a women’s college on labor market and educational outcomes.
She found that when appropriate input variables were controlled, single-
gender schools conferred no advantage on young women. But she also
found that among those who attended women’s colleges the percentage
of female faculty had a small positive effect on postcollege wages.

Now let us summarize the papers presented in the Ehrenberg sympo-
sium, “Role Models in Education,” sponsored by the Cornell School of
Industrial and Labor Relations–Cornell Institute for Labor Market Pol-
icies and held at Cornell University in April 1994. The revised papers
were published the following year in an issue of Industrial and Labor Re-
lations Review. As we pointed out earlier, none of the studies in the
Ehrenberg collection, although all based on large systematic data sets,
determined whether the students considered their teachers to be role
models. Despite this fact, the papers in the Ehrenberg collection do offer
some interesting and suggestive findings.2

Harvey Rosen and Brandice Canes (1995) studied how the number of
female faculty in science and engineering fields might influence the num-
ber of women entering the fields. They correctly point out that a cross-
sectional analysis would not answer this question because the same fac-
tors that make a particular field attractive to women professors might
make it attractive to women students. Instead, Rosen and Canes chose to
look at change over time in the number of women professors. They
found no evidence that this variable had any effect on the number of
women who majored in the sciences.

Sara Solnick (1995) studied female students at women’s colleges and
at coeducational institutions and found that the women at the all-women
schools are more likely to shift from “traditionally female” majors to ei-
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ther neutral or traditionally male majors. She found no evidence to sup-
port her second hypothesis: that women who begin in traditionally male
majors would be more likely to persist in those majors if they attend
a women’s college. Solnick’s research does not specify the mechanisms
through which the women’s colleges have their influence. Indeed her re-
sults could easily be due to the self-selection of particular types of stu-
dents into women’s colleges.

Donna Rothstein (1995) examined how the percentage of female fac-
ulty at a college or university might influence the likelihood of women’s
attaining an advanced degree and later earnings. She found that the pro-
portion of women had no direct effect on earnings but that it had a small
indirect effect on earnings through the proportion of women who go on
to attain an advanced degree. Again, in order to understand fully these
findings we would have to know more about how the students attending
colleges having a high proportion of women as faculty might differ from
those who attend colleges with a lower proportion of women as faculty.

In a study conducted by Rothstein and Ehrenberg (1994) the au-
thors found that “attendance at a HBCU substantially enhanced the
probability that a black college student would receive a bachelor’s de-
gree within seven years after starting college; however, on average, it
had no apparent effects on the student’s early career labor market success
(as measured by 1979 earnings) or the student’s probability of enrolling
in graduate school” (Ehrenberg 1995, p. 484). Jill Constantine (1995)
asked the same question but uses earnings data from a later period in the
career history of the students she studied. She found that attending an
HBCU does have a significant influence on later earnings. The reasons for
the difference in findings between the two studies are unclear. However,
Ehrenberg (1995) points out that the 1986 wave of the NLS-72 data,
which Constantine utilized in her study, was a subsample of the original
sample and oversamples college graduates who earn more money than
nongraduates. This may account for the difference between her findings
and those of Rothstein and Ehrenberg.

Finally, Ehrenberg, Goldhaber, and Brewer (1995) used data from the
National Educational Longitudinal Study of 1988 to determine whether
the race or gender of the teacher has an influence on how much students
learned. They found that the gender and race of the teacher have no sig-
nificant influence on how much the student learns but that they do influ-
ence how the teacher evaluates the student. Thus white female teachers
were more likely than were white male teachers to evaluate their white
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female students highly. They noted that their data provide no evidence
that black students will learn more when they have black, rather than
white, teachers. They add that there are two interpretations that can be
given to their data:

At face value, our findings may be interpreted in either of two
conflicting ways. On the one hand, if it is argued that what is cru-
cial is how much students learn in classrooms, one might con-
clude that teachers’ race, gender, and ethnicity per se do not mat-
ter. On the other hand, if it is argued that teachers’ subjective
evaluations of students mirror the encouragement they provide
these students and the “track” on which they place the students or
to which they encourage them to aspire, our results suggest that
in some cases teachers’ (race, gender, and ethnicity) do matter.
(Ehrenberg, Goldhaber, and Brewer 1995, p. 560)

Our general conclusion remains the same as when J. R. Cole pub-
lished his book on women in science: so far, there is no systematic
evidence that same-gender or same-race/ethnicity role models have sig-
nificant influence on a range of dependent variables that they are as-
sumed to influence, including occupational choice, learning, and career
success.

Role Models and Occupational Choice of
High-Achieving Minority Students

We designed our study to provide the type of systematic empirical evi-
dence that Speizer called for in her review. Every student was asked to re-
spond to the following: “Indicate which of the following you have ever
taken a class with and/or has served as an important role model to you.”
The students were then given a list in which instructors were identified by
both their gender and their race or ethnicity (for example, African Ameri-
can male instructor, African American female instructor, Asian male in-
structor, Asian female instructor, etc.). Thus, there were eight different
types of instructor who the students could indicate had served as an im-
portant role model.3

Most of the students in our sample told us that they had at least one
type of instructor who had served as an important role model for them.
In fact, only 21 percent of white, African American, and Latino students
reported that they did not have any role model among their teachers
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while they were in college. But 37 percent of Asian students reported that
they did not have a role model among their teachers.4 Later in this chap-
ter we show that Asians did not differ significantly from the other ethnic
groups in their extent of faculty contact. Thus, although Asians have
contact with faculty members they may not develop the type of relation-
ship that leads a student to think of a faculty member as a role model.

Figure 7.1 shows the percentage of students in each ethnic group at
each type of school who reported having at least one role model. Eighty-
five percent of students attending an HBCU reported having at least one
role model. This is the highest percentage in the figure and corresponds
with other data (which we report later) indicating that the level of faculty
contact at HBCUs is higher than at any of the other types of school. Size
of school did not always have the effect we had expected. African Ameri-
can students, for example, were more likely to have a role model at the
large state universities than they were at either the liberal arts colleges or
the Ivy League schools. At each type of school Asians were significantly
less likely than white students to report having a role model. The consis-
tency of this finding across schools suggests that the problems faced by
Asian students are similar at all types of school.

A majority of our students (about 70 percent) reported having a
same-gender role model (data not shown).5 There were no meaningful
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Figure 7.1 Percentage of students with at least one role model, by ethnicity and
by school type

79 80 78 7979
72

81
85

63
69

60 62

79
84

72
80

100

80

60

40

20

0
Total Liberal arts Ivy League State HBCUs

Note: pFor African Americans and Latinos school type significant at .05.<

Whites African Americans Asians Latinos

77



differences among the school types or the ethnic groups, with two excep-
tions. In all schools Asians were 10 to 15 percent less likely to report hav-
ing a same-gender role model; and at Ivy League schools African Ameri-
cans were about 10 percent less likely to report having a same-gender
role model.

Not surprisingly, fewer students report having a same-race or same-
ethnicity role model. (By this we mean a role model of the same race or
ethnicity as the student regardless of gender.) We would have expected
this because of the overall scarcity of minority faculty at predominantly
white schools. These data are illustrated in Figure 7.2. There were statis-
tically significant differences in the likelihood of having a same-race role
model for all minority groups compared with whites at all three predomi-
nantly white schools. However, a majority of African American students
reported having a same-race role model at all three predominantly white
schools. At HBCUs 80 percent of African Americans reported having a
same-race role model.

Finally, we looked at the extent to which the students reported having
both a same-gender and a same-race role model. These data are pre-
sented in Figure 7.3. About two thirds of African Americans at HBCUs
and two thirds of white students at predominantly white schools re-
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ported having a same-gender, same-race role model. All minorities were
significantly less likely than white students to have such a role model at
the predominantly white campuses. Given how few minority faculty are
employed at most predominantly white schools, it is somewhat surpris-
ing to find that about half of African Americans report having a same-
gender–same-race role model at these schools. But only about a third of
Latino students and a fifth of Asian students had such a role model at
predominantly white schools. The data, particularly on African Ameri-
cans, suggest that students probably seek out faculty members who are
like them and that a relatively small number of faculty can serve as role
models for a relatively large number of students.

Now we come to the key question on role models. A majority of stu-
dents have role models, and some have same-gender and same-race role
models. Does having role models and do the gender and race or ethnic-
ity of the role model influence students’ choice of career? Before we pro-
ceed, we should note the limits of our analysis. We have excellent data on
the extent to which the students in our survey had same-gender and
same-race role models among faculty members. We have no data on what
role models the students might have had who are not faculty members.
Thus, our analysis is limited to the influence that college faculty members
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have as role models. Our data can tell us nothing about the potential in-
fluence of other types of role model, including precollege teachers and
nonteachers. Our primary dependent variable is whether the student se-
lects a career as an academic. We also analyze the influence of faculty role
models on the students’ performance in school as measured by GPA, the
likelihood that a student who intends to take an advanced degree will
go directly on or take time off before beginning postgraduate study, the
extent to which the student has academic self-confidence, and the stu-
dent’s level of satisfaction with the schooling that he or she has received.
These are all important dependent variables, but they do not cover all of
the possible ways in which role models might influence students. For ex-
ample, we know nothing about the extent to which role models might in-
fluence future career success as measured in terms of earnings or other in-
dicators. The relatively small influence that role models have on the
dependent variables that we report, however, suggests that in general the
importance of role models may be substantially overestimated by society
at large. In short, although we have just pointed out the limitations of
our data, we believe that these data are important. After all, the wisdom
of having same-gender and same-race role models as faculty members
has been one of the primary justifications by universities for the use of ra-
cial preferences in hiring faculty members.

In studying the influence of role models on interest in an academic ca-
reer we controlled for only one variable: interest in being a professor as a
freshman. The purpose of doing this is to strengthen the probability that
the direction of causality goes from having a role model to selection of
academia as a career, rather than the other way around. The results, bro-
ken down by ethnicity and gender, are presented in Table 7.1.

The probabilities reported in Table 7.1 were generated the same way
as prior data reported in this book were generated. For each group (for
example, white females) we ran a logistic regression equation in which
the dependent variable was whether or not the student selected professor
as most likely career, and the two independent variables were whether or
not the student reported having a role model and whether or not the stu-
dent was interested in academia as a freshman. We then used the regres-
sion coefficients to estimate the probabilities reported in Table 7.1. To
put it more simply, the number 8 for white females who reported having
a role model, for example, is the proportion saying that academia was
their first-choice career once freshman interest in academia was con-
trolled.
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The first section of Table 7.1 shows the influence on selecting profes-
sor as a most likely career by whether or not the student reported having
any role model regardless of the gender or race of the role model. The re-
sults are not what we expected to find. For four of the eight racial/gender
groups, whether or not the student has a role model at all—regardless of
the gender or ethnicity of that role model—has no statistically significant
influence on the student’s choice of academia as a career.6 But what is
perhaps even more important than the fact that role models have no in-
fluence on the selection of academia for half of the groups we examine is
the relatively weak effect of the variable even where it is statistically sig-
nificant. Look back at Figure 5.3, the graph showing the effect of GPA on
choice of professor as a career. GPA makes a real difference. For exam-
ple, almost no African Americans in the lowest GPA category want to be
professors, whereas more than 20 percent of those in the highest category
want to be professors. In Table 7.1, even where the influence of having a
role model is statistically significant, the proportion of students with a
role model who want to be a professor is not much more than the overall
proportion for that ethnic group: 9 percent for whites, 10 percent for Af-
rican Americans, 8 percent for Asians, and 11 percent for Latinos.7 These
data call into serious question the importance of faculty role models on
students’ deciding to become professors.

Before examining the balance of Table 7.1, we should note how the
data on same-gender role models, same-race role models, and same-gen-
der–same-race role models was computed. First, we selected only those
students who reported having at least one role model. Then, to see if for
example the gender of the role model had any additional influence over
simply having a role model, we followed the same procedure outlined
earlier. Thus the second section of Table 7.1 shows that, for white fe-
males who reported having at least one role model, if the role model was
of the same gender the predicted proportion selecting academia as a first-
choice career was 8 percent; and if the role model was not of the same
gender the predicted proportion selecting academia as a first-choice ca-
reer was 10 percent (with freshman interest in academia controlled). The
data in the “same sex” portion of Table 7.1 show that for all eight groups
we studied the gender of the role model had no significant influence on
selecting professor as most likely career.8 We may conclude therefore that
the gender of a role model has no influence on whether or not students
select academia as a most likely career.9

The data in the next section of Table 7.1, on the influence of having a
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same-race role model, show that for none of the eight groups we ana-
lyzed did the race of the role model make any difference. Apparently Af-
rican American male students are no more influenced to select academia
as a career by having an African American role model than by having a
white role model. These data cast serious doubt on the validity of one of
the arguments used to support racial preferences in the hiring of college
and university faculty.10 There are of course many reasons other than
providing effective role models for creating a diverse faculty. Thus we
cannot conclude from our data that the practice of using racial prefer-
ences in hiring is not justified. We can say only that such hiring practices
cannot be justified on the basis of the same-race role model argument.

When we examine the influence of same-gender–same-race models we
do find one small, but statistically significant, relationship: that for Afri-
can American males. But even here the size of the relationship is rela-
tively small. African American males who have a same-gender–same-race
role model are only 3 percentage points more likely to want to become a
college professor than those who have a role model of any variety.

Latino students as a group illustrate most clearly the lack of impor-
tance of the gender and race of the role model on the choice of the aca-
demic profession. For this group whether or not they have a role model
makes more difference in the selection of academia as a career than for
any other group. However, the gender and race of the role model have no
influence at all on the effectiveness of the role model in influencing the
student to select academia as a most likely career.

Since the exact meaning of the term “role model” is not clear and stu-
dents might define the concept in different ways, we asked the students to
indicate which from among a list of characteristics applied to their con-
cept of the term “role model.”11 The answers given by the students who
reported having at least one role model are presented in Table 7.2. Our
interest here is not so much in what characteristics students think role
models possess, but whether defining role models in a particular way in-
fluences selection of academia as a most likely career. In brief, it did. For
all eight groups we examined (except Asians) if a student defined a role
model as “someone whom I would like my professional life to be like,”
having a role model had a statistically significant effect on likelihood of
selecting professor as the most likely career (data not shown). The same
was true for those who thought of role models as “someone who has
mentored me.” In five of the eight groups we examined, having a role
model defined in this way had a statistically significant effect on selecting
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academia as a career (data not shown).12 With a few exceptions for stu-
dents who defined role models in other ways, having a role model had no
significant influence on selecting academia as an occupation (data not
shown). Thus, defining a role model as someone whose professional life
the student would like to emulate or as “someone who has mentored
me” has a significant influence on interest in academia. Defining a role
model in other ways generally does not affect a student’s interest in aca-
demia.

Next we consider the influence of having professors as role models
on other dependent variables.13 In general whether or not a student had
a professor as a role model had no meaningful influence on the selection
of other occupations competing with academia such as law, medicine,
and business. Having a professor as a role model also did not influence
whether a student said that he or she would go directly on to graduate
school.

Having a professor as a role model did have a very small positive ef-
fect on GPA; the effect was significant for African American males, Asian
males, and white males and females. The only group for which having a
professor as a role model increased academic self-confidence was African
American males. For all other groups, having a role model had no effect
on self-confidence. The one dependent variable where having a professor
as a role model did have a positive effect was in students’ level of satisfac-
tion with the education they were getting at their college. The only two
groups for which this coefficient was not significant were African Ameri-
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Table 7.2 Of students selecting a role model, percentage identifying
characteristic as important, by ethnicity

Characteristic Whites
African

Americans Asians Latinos

To model my entire life after 10 11 12 9
Would like my personal life to be like 12 10 13 10
Would like my professional life to be like 42 47 47 43
Possesses traits that I admire 89 86 88 90
Is a very good teacher 76 64 76 70
Is very knowledgeable 78 76 79 82
Really cares about helping others 67 73 77 71
Has mentored me 38 46 41 41

Note: Significantly different from whites at p < .05 indicated by boldface.



can males and white females. Our general conclusion is that not only
does having a role model have only a minor influence on students’ want-
ing to be a professor; but it also has little or no influence on the other de-
pendent variables we examined.

Faculty Contact

The results of research often run counter to conventional wisdom or
common sense, but in the case of the importance of students’ interaction
with faculty or, as we shall call it, faculty contact, research generally con-
firms conventional wisdom: faculty contact does indeed play a major
part in influencing the decision to become an academic.

Before beginning our analysis of faculty contact, recall that there is a
problem with establishing causal order. Faculty contact may cause stu-
dents to become interested in becoming a university professor; but it is
also possible, indeed likely, that students who are interested in academia
as a career will seek out contact with faculty members. We believe that
the causal connection between these variables operates in both direc-
tions. We should also point out that in our analysis of faculty contact we
control for freshman interest in academia. If faculty contact were a spuri-
ous cause of interest in academia it should have no effect when freshman
interest and other antecedent variables are controlled.

Having faculty as role models is one way in which students might be
influenced by faculty. Our questionnaire contained several other indica-
tors of the extent to which the students had contact and were influenced
by faculty members. On the mail questionnaire we asked how important
faculty members (either the student’s official faculty advisor or other fac-
ulty members) had been as an influence on the student’s career plans;14

whether or not the student had served as a research assistant to a faculty
member; whether the student had served as a teaching assistant to a pro-
fessor or graduate student; whether a faculty member had urged the stu-
dent to become a college professor; whether in most classes the instructor
had been able to identify the student by name; and whether the student
perceived that faculty members were generally available outside of class.

In Table 7.3 we show the responses given by students of different eth-
nicity at the four different types of school to these faculty contact ques-
tions. The data here confirm some of our prior convictions and discon-
firm others. We had expected faculty-student interaction to be greatest at
the teaching-oriented liberal arts colleges and HBCUs, somewhat less at
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Table 7.3 Faculty contact index items, by ethnicity and by school type
(percent)

Item Whites
African

Americans Asians Latinos

Faculty had important influence
on career decision

Liberal arts colleges 22 24 18 20
Ivy League institutions 14 13 12 18
State universities 19 27 13 23
HBCUs 38

Research assistant
Liberal arts colleges 29 28 34 28
Ivy League institutions 30 32 53 36
State universities 26 27 36 32
HBCUs 28

Teaching assistant
Liberal arts colleges 25 19 30 26
Ivy League institutions 10 6 17 8
State universities 7 7 7 6
HBCUs 8

Faculty urged student to become
academic

Liberal arts colleges 18 28 16 20
Ivy League institutions 19 25 17 24
State universities 14 28 10 24
HBCUs 45

Instructors know my name
Liberal arts colleges 92 91 84 88
Ivy League institutions 38 41 26 34
State universities 38 44 23 31
HBCUs 89

Instructors available outside class
Liberal arts colleges 99 98 97 97
Ivy League institutions 90 88 86 92
State universities 93 86 84 82
HBCUs 91

Notes: Significantly different from whites at p < .05, chi-square indicated by boldface.
School is significant (p < .05) for African Americans and whites on faculty influenced,
for Asians on research assistant (p < .05), for all four groups on teaching assistant (p <
.05), for Asians on faculty urged (p < .05), for all four groups on “instructors know my
name” and on “instructors available outside class.”



the research oriented Ivy League, and even less at the large state universi-
ties, which frequently have very large classes with sections run by gradu-
ate student teaching assistants. We used the questionnaire items included
in Table 7.3 to construct a “faculty contact” index. For each of the first
five items on that table a student received one point if he or she gave a re-
sponse indicating faculty contact. (The last item in Table 7.3 was not in-
cluded in the index because there was virtually no variance in the re-
sponses given to this question.) By computing means on this index we
were able to obtain the scores for type of school and ethnic groups within
type of school; these are presented in Table 7.4. The data in this table
confirmed our hypothesis that there would be the highest level of faculty
contact in the HBCUs and the liberal arts colleges. But somewhat surpris-
ingly the level of faculty contact in the state universities was not much be-
low that in the Ivy League.

In general within school type there is not much difference in the level
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Table 7.4 Descriptive statistics for faculty contact index, by school type and
by ethnicity

Mean Standard deviation

Liberal arts colleges 1.85 0.04
Whites 1.84 0.05
African Americans 1.92 0.10
Asians 1.85 0.07
Latinos 1.87 0.09

Ivy League schools 1.14 0.04
Whites 1.08 0.06
African Americans 1.18 0.07
Asians 1.31 0.06
Latinos 1.08 0.06

State universities 1.03 0.03
Whites 1.04 0.03
African Americans 1.35 0.08
Asians 0.89 0.04
Latinos 1.04 0.03

HBCUs 1.96 0.06

Notes: Numbers in bold represent minority group difference from whites for each
school type; numbers in italics represent school type difference from Ivy League schools
for each ethnic group, p < .05. School type for non–Ivy League differs from Ivy League,
p < .05.



of faculty contact among the four racial groups. There were a few excep-
tions. In the Ivy League Asians scored the highest on the faculty contact
index. This is somewhat paradoxical given the fact that Asian students
are the least likely to have role models at all types of school. One plausi-
ble explanation for the high level of Asian faculty contact in the Ivy
League is the very high proportion (about 50 percent) of Asians in Ivy
League schools who want to be physicians. We believe that many stu-
dents who want to get into medical school try to do research projects
with faculty members in order to enhance their acceptance chances.15 But
perhaps the most important point to be taken from Table 7.4 is that nei-
ther African Americans nor Latinos have lower levels of faculty contact
than whites at any of the three predominantly white schools.

Looking back at the results in Table 7.3, note that at all three predom-
inantly white schools both African Americans and Latinos were more
likely than white students to have been urged by faculty to consider a ca-
reer in academia. We should also point out that although African Ameri-
can students are more likely than white students to be urged to consider
academia as a career at the three predominantly white schools, they are
even more likely to be pushed in that direction at the HBCUs. Almost 20
percent more African American students attending HBCUs report having
been urged by professors to consider academia as a career than African
Americans who attend predominantly white schools.

As mentioned earlier, there was not much variance on the question
of whether instructors were available outside of classroom. The over-
whelming majority of students at both Ivy League schools and state uni-
versities report that their instructors are available, counteracting the as-
sumed image of professors at research universities who never interact
with undergraduates. In general, we conclude that there are not large or
systematic differences in the level of faculty contact between white stu-
dents and minority students at the three predominantly white types of
school.

In order to demonstrate the influence of faculty contact on the deci-
sion to become a professor, we once again used a multinomial logistic re-
gression equation in which the dependent variable was selection of aca-
demia as most likely career. The results in Figure 7.4 show the influence
of faculty contact with all the other variables in the model controlled.
Since all the antecedent variables are controlled, the influence of faculty
contact cannot be spurious. What we see in Figure 7.4 is that for whites,
Asians, and Latinos faculty contact has a strong independent effect—
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with the strongest for Asians. However, for African Americans faculty
contact has a relatively weak effect.

Research Projects

In Chapter 6 we saw that interest in doing research was the strongest
causal influence of all appealing items on the decision to become a pro-
fessor. It is also true that, with the exception of Asians, having carried out
an independent research project while in college had a strong influence
on a student’s selection of college professor as the most likely career (see
Figure 7.5). The reason why this variable is probably not correlated with
interest in academia for Asians is that many Asians who want to go to
medical school do independent research with the idea that this will help
them get into medical school.

When we used all thirty-three variables in the multinomial regression
model (see Table B5.1) we found that the only group for which working
on an independent research project continued to have a significant effect
(independent of variables such as faculty contact, GPA, and the like)
were African Americans. African Americans who had done a research
project on their own were twice as likely as those who had not done such
a research project to want to be an academic. This once again highlights
the importance of getting African American students, in particular, inter-
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ested in doing research. As mentioned in Chapter 4, one of the reasons
why African Americans enter college with a significantly lower interest in
academia than other ethnic groups is that they are less interested in re-
search. We point out in Chapter 4 that this could be a result of lack of ex-
posure or low quantitative preparation as indicated by relatively low
scores on the quantitative portion of the SAT.

Influence of Graduate Students

In one part of the questionnaire we asked the students how much influ-
ence various people had on their career choice (Appendix A, Mail Ques-
tionnaire, Q6). One group mentioned in the list was graduate students.
In Figure 7.6 we show how responses given to this question influence the
likelihood of selecting college professor as a first-choice career for stu-
dents in each of the different ethnic groups. Clearly, the more important
graduate students were in influencing career decisions, the greater the
likelihood that the student would select college teaching as a first-choice
career. There are two interrelated reasons for this. First, some graduate
students acted as instructors in courses, sections, or laboratories, and
contact with these graduate students had the same effect as contact with
faculty members. Second, graduate students have already for the most
part made a commitment to academia as a career. Graduate students who
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influenced students may have been serving as role models and thus influ-
enced the career choice of the students. When all thirty-three variables in
our multinomial regression model were controlled, having graduate stu-
dents as an influence on career choice remained a significant factor in se-
lecting college professor as most likely career.

Influence of Parents

Although parental influence is not specifically part of students’ college
experience, it does affect students throughout their years at college. We
pointed out in Chapter 1 that parental influence had no effect on fresh-
man interest in academia; but when it comes to final career choice, the re-
sults are different. As may be seen in Figure 7.7 parental influence has
quite a strong influence on Asian students. Among Asian students, those
who say that their parents did not exert an important influence on their
career choice were three times more likely to select college professor as a
final-choice career than those who say that their parents did exert an im-
portant influence on career choice. The results were meaningful but less
strong for African American students and not meaningful for Latino and
white students. When we controlled for all thirty-three variables in the
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multinomial regression, the results for Asians were still very strong, al-
though not quite so strong as in the two-variable relationship: Asians
whose parents did not exert an important influence on career choice were
twice as likely to select college professor as a final-choice career as Asians
whose parents did exert an important influence. For African Americans,
the strength of the relationship in the full model actually became some-
what stronger: for African Americans, as for Asians, when parents had a
strong influence on career choice the students were half as likely to select
professor as a career than when parents did not exert a strong influence
on career choice.

Conclusions

Whether or not students have role models has a small influence on their
decision to become a college professor. For four of the eight groups of
students we studied, the effect of role models on choice of academia as
a career was not statistically significant. The gender and ethnicity of
the role model does not make any significant difference. Thus, students
who have same-gender and same-race role models are not more likely to
want to become a professor than students who have different-gender and
different-race role models. There was one exception: African American
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males who had same-gender–same-race role models were more likely to
be interested in academia than those who did not have such role models.
But even for African American males the difference between having any
role model and a same-gender–same-race role model was very small. We
conclude that having faculty role models is a very weak influence on se-
lecting college professor as an occupation, and the gender and race or
ethnicity of the role models have no meaningful influence on this career
decision.

We also analyzed the influence of role models on other dependent
variables and found that having faculty role models had a slightly nega-
tive influence on the decision to enter business or medicine as careers.
Role models had no influence on the decision to enter law or teaching.
Role models also had no influence on the decision of those who would
pursue careers requiring postgraduate training regarding whether they
would go directly on or wait a while to continue their education. Having
role models generally had a positive effect on grades and on satisfaction
with the education the student had received.

Although having role models had only a weak effect on the decision
to become a college professor, contact with faculty in general had a much
stronger influence. Indeed, faculty contact is one of the key variables in-
fluencing the decision to become a college professor. We also found that
students who are influenced by graduate students in their career choice
are more likely to be interested in academia.

We did not examine the gender or ethnicity of the professors with
whom the students had contact. Perhaps contact with faculty of the same
gender or race may influence students even if they do not define these fac-
ulty members as role models. More research is needed on this question.
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8

T H E I N F L U E N C E O F S C H O O L

C H A R A C T E R I S T I C S

In this chapter we analyze the extent to which the characteristics of the
schools attended by our sample of high-achieving minority students in-
fluence the students’ decision on whether or not to pursue a career in aca-
demia. We examine three basic hypotheses.

First, we thought that relatively small liberal arts colleges, with their
emphasis on teaching, might tend to recruit more students into academia
than larger colleges that are equally selective (that is, the Ivy League).
When we began this study we had every reason to suspect that this hy-
pothesis would be confirmed. We predicted that the liberal arts colleges
would have higher levels of faculty-student contact, which is crucial in
the decision to become an academic. Also, for many years researchers
have believed that there is something about the atmosphere or culture of
liberal arts colleges that pushes students into academia. Many studies
have shown that liberal arts colleges, at least in the past, produced the
highest proportion of graduates who earn Ph.D. degrees (for the discus-
sion of the literature see Chapter 1).

Second, it has long been assumed that African American students
have a more difficult time adjusting to predominantly white colleges
than to HBCUs, where almost the entire student body and large portions
of the faculty are African American. By comparing students in our two
less selective types of school, HBCUs (almost all African American) and
state universities (predominantly white)1 we can see whether students at
HBCUs are more likely than those at state universities to select academia
as a career.

Third, we wondered whether less selective colleges (in our sample, the
state universities and the HBCUs) would be more likely to recruit into ac-
ademia than the selective colleges (the Ivy League and the liberal arts col-
leges). This would essentially be a test of the theory put forth by James
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Davis (1966) in his “Campus as a Frog Pond” article. But in today’s cli-
mate this comparison can also be seen as involving the “fit” hypothesis
proposed by African American scholars (Sowell 1993; S. Steele 1994) to
argue that affirmative action or the use of racial preferences in admission
is actually harmful to the students it is supposed to help. To our knowl-
edge very little data have been collected on the fit hypothesis. William
Bowen and Derek Bok (1998) claim that their data, which use very dif-
ferent dependent variables from ours, do not support the fit hypothesis
and that the benefits of racial preferences in admissions outweigh any
harm they may cause. The data presented in this chapter provide another
test of the fit hypothesis.

In the final part of this chapter we discuss the influence of school char-
acteristics other than school type and of the possibility of doing a study
using the school as the unit of analysis. We are particularly interested in
learning the extent to which the level of interest of minority students in
an academic career varies within the four school types in our study.

Liberal Arts Colleges and the Production
of Minority Academics

As discussed at length in Chapter 1, a sizable body of research claims to
show that small, highly selective liberal arts colleges are the most likely to
produce Ph.D.s in general and scientists in particular. The most impor-
tant reason why this is thought to be so is that these colleges are small
enough to foster high levels of student-faculty contact, a crucial vari-
able in the student’s decision to persist with or adopt an interest in an
academic career (see Chapter 7). Also, these schools are more teaching
oriented than schools of equal or higher selectivity that emphasize re-
search (as is the case, for example, with the Ivy League schools). Robert
McCaughey (1994), in his study of selective liberal arts colleges, points
out that many of these schools are putting greater emphasis now than
they did in the past on the research output of their faculty. However,
teaching and interacting with students remains the primary focus of these
colleges. Before we began this study, we had hypothesized that the liberal
arts colleges in our sample would be more likely to graduate students
who would select academia as their first-choice career among both mi-
norities and the majority white student body.2

The proportion of students with GPAs of 2.8 or above selecting each
of the five top occupations as their first choice, including university pro-
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fessor, arranged by ethnicity and school type, is shown in Table 8.1.3 If
we examine only students who select academia as their first-choice career
we find that 11 percent of the graduates of liberal arts colleges, 10 per-
cent of the graduates of Ivy League schools, 10 percent of the high-GPA
graduates of state universities, and 11 percent of the high-GPA graduates
of HBCUs select academia as the one career they are most likely to pur-
sue (data not shown). There are no substantive differences in the propor-
tions of graduates wanting to become academics among the four school
types.

The same conclusion does not apply to the African American stu-
dents in our sample. Here we find that the proportion of graduates of
the nonelite schools (the state universities and the HBCUs) who want
to be college professors is 50 percent greater than the proportion of
African American graduates of the elite schools (the Ivy League and
the selective liberal arts colleges). Among students with GPAs of 2.8 or
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Table 8.1 Percentage of students selecting five top occupations, by ethnicity
and by school type (only students with GPA of 2.8 or higher)

University
professor Physician Law Business Teaching

Whites
Liberal arts 11 9 7 12 8
Ivy League 11 14 9 19 5
State 10 11 10 9 10

African Americans
Liberal arts 8 8 19 11 10
Ivy League 8 21 20 16 3
State 12 15 17 8 10
HBCU 12 14 16 11 10

Asians
Liberal arts 7 26 9 14 5
Ivy League 9 47 6 12 2
State 8 27 8 10 6

Latinos
Liberal arts 12 12 10 18 7
Ivy League 15 19 18 15 2
State 12 11 13 8 11

Note: Numbers in bold represent school type significant for this ethnic group and
occupational choice at p < .05.



higher 8 percent of African Americans at the elite colleges and 12 percent
of African Americans at the nonelite colleges selected academia as a first-
choice career. This difference is not statistically significant, and one might
be tempted to dismiss it as “only” four percentage points. However,
given the concentration of talented African American students at the elite
schools, if 12 percent as opposed to 8 percent became college professors
there would be great many more African American college professors. A
rough computation shows that this would mean an addition of 40 highly
qualified students aspiring to be professors in the arts and sciences from
this ethnic group every year; over just a ten-year period there would be
an addition of 400 more highly qualified African Americans wanting to
be college professors. Of this number, 250 would come from the Ivy
League schools, the rest from the liberal arts colleges. It is of course un-
likely that all those who aspire to be college professors as college seniors
will actually earn Ph.D.s and end up in the academy. However, an in-
crease from 8 percent to 12 percent in the proportion hoping to earn
Ph.D.s would make an important difference.

When we look at each of the ethnic groups separately (see Table 8.1)
we find that for all four ethnic groups the proportion wanting to become
college professors at the liberal arts schools is either the same or slightly
less than at the other three types of school. To check whether the propor-
tion of students at the different types of school who wanted to be college
professors was an artifact of input variables we conducted a series of lo-
gistic regression analyses, one for each ethnic group. The dependent vari-
able was whether the student selected academia as the first-choice occu-
pation. Type of school was a nominal variable, with the liberal arts
colleges being the omitted category. Initial interest in academia as fresh-
men and combined SAT scores were controlled. In none of the equations
was type of school statistically significant (data not shown). This rein-
forces our conclusion that liberal arts colleges are no more likely than the
other three types to produce students interested in academia. Our origi-
nal hypothesis on this subject was not supported by the data.

Given the fact that our data showed that among similar types of stu-
dents the liberal arts colleges were no more likely than the Ivy League to
produce students selecting academia as their first-choice career, we won-
dered whether it was still true that liberal arts colleges produced the high-
est proportion of Ph.D.s among their graduates. In 1989 Carol Fuller
conducted a comprehensive study for the Ford Foundation on the Ph.D.
productivity of different types of school, using the Carnegie classification
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and differentiating between public or private institution.4 She found that,
in general, private universities and colleges have the highest rate of Ph.D.
productivity. In fact the highest rate (4.67 percent of graduates) is found
at private Research I universities. The second highest rate is found at pri-
vate Liberal Arts I colleges (3.46 percent). Private Research II universities
have a rate of 2.48 percent. The highest group among the public schools
was Research I universities, with a rate of 1.98. These data are interesting
because they show that even in the 1970s and early 1980s private re-
search universities were producing higher rates of Ph.D.s from among
their graduates than were the liberal arts colleges.

Fuller also examined the Ph.D. productivity of institutions classified
by selectivity, using average SAT or ACT scores of the undergraduates to
measure selectivity. She found a strong and linear relationship between
the selectivity of an institution and its rate of Ph.D. production. She
found a huge gap in productivity between the most selective institutions
and the next category. For the most selective institutions (those receiving
an ACT score of 27 or higher—SAT scores were converted into ACT
scores) Ph.D. productivity was 5.90 percent. In the next highest selectiv-
ity category Ph.D. productivity fell to 2.52 percent. In the lowest selectiv-
ity category Ph.D. productivity was 0.50 percent. This very strong rela-
tionship between selectivity and Ph.D. productivity suggests that input
factors play a strong role in influencing the Ph.D. productivity of the var-
ious undergraduate institutions.

We used the data from our own study to see what proportion of stu-
dents from each ethnic group who graduated between 1982 and 1986
from each of our four types of school had actually earned a Ph.D. in the
arts and sciences between the years 1991 and 1995. We found that over-
all and for each of the four ethnic groups a higher percentage of Ivy
League graduates received Ph.D.s than liberal arts school graduates: ap-
proximately 12 percent of Ivy League graduates, 9 percent of liberal
arts college graduates, 9 percent of high-GPA graduates of state universi-
ties, and 6 percent of high-GPA graduates of HBCUs earned Ph.D.s in
the years 1991 through 1995. Assuming that the past studies, which
showed that the liberal arts colleges were the most likely to produce fu-
ture Ph.D.s, were valid, we can only assume that the academic and cul-
tural environment at the Ivy League schools has changed (perhaps begin-
ning in the 1960s) and that both the type of students attending these
schools and the environment at these schools make them more conducive
today than in the past to the production of future scholars.
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Table 8.1 contains some other data that are at least tangentially rele-
vant to our interest in the factors influencing recruitment of minority stu-
dents to a career in academia. Of all the careers that compete for talent
with academia, that of physician is probably the most important, because
in order to become a physician, like an academic, one must have rela-
tively high levels of academic achievement in college. As pointed out in
Chapter 5, there is a negative correlation between interest in business
and teaching and GPA, and the strength of the correlation with GPA for
law varies substantially from one ethnic group to another. But GPA is
strongly related both to the selection of academia and the selection of
medicine as a most likely career. In order to get more high-achieving mi-
nority students to select academia as their first-choice career, it probably
will be necessary to reduce the number of such students who select physi-
cian as their first-choice career.5

In general there are higher proportions of minority students who se-
lect physician as a final-choice career than academia (Table 3.2), al-
though the differences are relatively small. The graduates of Ivy League
schools in particular are substantially more likely than those of any other
type of school to select medicine as their first-choice career. In fact, fully
21 percent of Ivy League graduates want to become doctors. This is sub-
stantially higher than the 11 percent of liberal arts college graduates, 14
percent of high-GPA state university graduates and 12 percent of high-
GPA HBCU graduates who select medicine as their first-choice career
(data not shown). Note that in Table 8.1 every ethnic group graduating
from Ivy League schools is more interested in medicine than their compa-
triots at other school types.6

Why are Ivy League graduates more interested in medicine than grad-
uates of other types of school? There were several factors we thought
could account for the greater interest in medicine. First, Ivy League insti-
tutions have particularly large Asian and relatively large African Ameri-
can and Latino populations. We know that minorities (particularly
Asians) are more interested in medicine than are white students. Also,
perhaps those students who want to be doctors would be more likely to
self-select Ivy League schools because they believe that they would have
the best chance of getting into a good medical school by completing their
undergraduate work at an Ivy League school. A third possible reason
might be that Ivy League students in general have higher socioeconomic
status than students attending the other types of school and there might
be a correlation between SES and interest in medicine. Also, Ivy League
students might have higher SAT scores (and presumably higher MCAT
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scores), receive higher grades (perhaps as a result of grade inflation), and
have higher levels of academic self-confidence.7 In Figure 8.1 we show
the proportions of students who want be physicians from Ivy League
schools and all other schools unadjusted and then adjusted for the con-
trol variables. All of the variables mentioned above that we thought
might help explain the Ivy League students’ greater interest in medicine,
with the exception of SAT scores, are in fact statistically significant influ-
ences on the selection of medicine as a career. As the adjusted bars show,
these control variables together explain why Ivy League students are
more interested in medicine than students from the other types of school.

Any increase in the proportion of Ivy League graduates deciding to
become professors will probably be at the expense of those deciding to be
doctors. Therefore, administrators of Ivy League schools, or other simi-
lar schools having high proportions of minorities wanting to be doctors,
may find our analysis useful as they consider whether and how to at-
tempt to convince future doctors to become future academicians.

Liberal Arts Colleges and African Americans

In the course of our research it became clear to us that of the four school
types we studied the liberal arts colleges presented the most difficult envi-
ronment for African American students. Although the survey showed no
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difference in the proportion of African American student graduates of
liberal arts colleges and Ivy League schools who select academia as their
first-choice occupation, we did find other evidence that the environment
of the liberal arts schools was more difficult for African Americans to
deal with than the environment of the other predominantly white types
of school. In most of the analyses that follow, the differences between
how well African Americans perform at the liberal arts colleges and how
well they do at the Ivy League schools are not very large, but they are
consistent in indicating that African Americans have more difficulty at
the former than at the latter.

First, when we examined the Ph.D. output of schools in our sample
we found that by a small margin, the liberal arts colleges had the lowest
proportion of African American graduates earning Ph.D. degrees. (We
studied what proportion of arts and sciences graduates during the years
1982 through 1986 received a Ph.D. degree from 1991 through 1995.)
Among the African American graduates of liberal arts colleges 4.97 per-
cent received a Ph.D. compared with 6.12 percent of Ivy League gradu-
ates, 6.48 percent of high-GPA graduates of the state universities, and
6.43 percent of the high-GPA graduates of the HBCUs.

Second, looking at the “unadjusted” data of Figure 8.2 we can see
that African Americans are less likely to receive grades of A or A− at the
liberal arts schools than they are at the Ivy League schools, and much less
likely than they are at the state universities or HBCUs.8 It might be ar-

194

THE INFLUENCE OF SCHOOL CHARACTERIST ICS

Figure 8.2 Percentage of African Americans with A or A− by school type, with
and without controls (only students with GPA of 2.8 or higher)
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gued that perhaps the difference between the liberal arts schools and the
other types of schools in the proportion of African Americans getting A
or A− is a result of African Americans at the Ivy League having higher
SAT scores than African Americans at the liberal arts colleges or differ-
ences between the types of school in the distribution of grades, which
would effect all racial groups. In order to see if this is the case we con-
ducted analyses of the GPAs of African Americans using school type,
SAT scores, dummy variables for individual schools, and field of major as
adjusted data. The “adjusted” data in Figure 8.2 represent the percent re-
ceiving GPAs of A or A− when all of the above variables are controlled.9

The fact that the adjusted and unadjusted proportions receiving A or A−
at the different types of school are virtually identical means that the dif-
ference by school cannot be explained by any of the variables we con-
trolled for in computing the adjusted data.

Third, African Americans are more likely to underperform at liberal
arts colleges. Later, when we present data on GPA by ethnicity with SAT
scores controlled, we find that among the top SAT group (1300+) only
12 percent of African Americans attending liberal arts colleges had GPAs
of A or A−. This compares with 28 percent of African American students
at Ivy League schools, 44 percent at state universities, and 55 percent at
HBCUs, all with similarly high GPAs. And when we compare the GPAs
of the top SAT group (1300+) of African Americans to white students
within school type we also see a greater difference at the liberal arts
schools than at any other type of school (see Table 8.2, p. 202).

Fourth, African American students at liberal arts colleges have lower
levels of self-confidence compared with their cohort than do African
Americans at any of the other types of school. As explained in Chapter 5,
minority students have lower levels of academic self-confidence than
white students both when compared with classmates and when com-
pared with their age cohort. At both the Ivy League schools and the state
universities the differences in self-confidence between African Americans
and whites can be explained by the lower GPAs and SAT scores of the Af-
rican Americans (see Table B8.3). In fact, at Ivy League schools, when
both GPA and SAT scores are controlled, African Americans actually
have significantly higher levels of academic self-confidence when com-
pared to classmates than do white students.

In all the analyses we conducted of academic self-confidence (with
one exception) the differences in both types of self-confidence could be
explained by the lower GPAs and SAT scores of the minority students.
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The one exception was cohort self-confidence at the liberal arts colleges.
Here, when both grades and SAT scores were controlled, all three minor-
ity groups continued to have lower levels of academic self-confidence
than whites (see Table B8.3). Something at liberal arts colleges lowers the
level of academic self-confidence for all three minority groups.

Fifth, at every type of school African Americans are less satisfied than
white students with the quality of education they have received (see Fig-
ure 8.3). However, the difference in level of satisfaction between African
Americans and whites is greatest at the liberal arts colleges (24 points).
At the Ivy League schools the difference is 14 points, and at the state uni-
versities the difference is 4 points.10 African Americans are most satisfied
with their school experience at HBCUs.

Grades have a strong influence on level of satisfaction; but at liberal
arts colleges even African Americans who receive GPAs of A or A− have
relatively low levels of satisfaction. If we look only at students with GPAs
of A or A− the difference between African American and white students
in level of satisfaction is 23 points at the liberal arts colleges and 6 points
at the Ivy League schools; at state universities in this GPA category Afri-
can Americans are actually 3 points more likely than whites to be very
satisfied with the level of education they have received. African Ameri-
cans with GPAs of A or A− who attend HBCUs are equally satisfied as
those at Ivy League schools, slightly more satisfied than those at state
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Figure 8.3 Percentage of students very satisfied with undergraduate education,
by school type and by ethnicity
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schools, and substantially more satisfied than those at liberal arts colleges
(data not shown).

Sixth, the questionnaire contained one item in which we asked the
students whether some faculty members at the college they attended had
made their undergraduate experience more difficult because of their
“racial/ethnic background.”11 Answers to this question were correlated
with race. At predominantly white schools we find that among African
Americans 23 percent agreed, among Latinos 10 percent agreed, among
Asians 7 percent agreed, and among whites only 2 percent agreed. But
with the data broken down by type of school, as Figure 8.4 shows, Afri-
can American students attending liberal arts colleges were more likely to
agree with the statement “Some faculty members at this college have
made my undergraduate experience more difficult because of my racial/
ethnic background” than were African Americans at any of the other
types of school.12

Seventh, and finally, as discussed in detail later, African American stu-
dents are less likely to persist with a freshman interest in academia if they
attend either the liberal arts colleges or the Ivy League than if they attend
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a state university or an HBCU.13 But there is a very large difference be-
tween the liberal arts colleges and the Ivy League schools in persistence
with interest in the career of physician. At the liberal arts colleges only 30
percent of African American students who expressed a freshman interest
in being a physician actually selected this occupation as the one they
would most likely enter. At the Ivy League schools this figure is 62 per-
cent.14 Thus African Americans are twice as likely to persist in their plans
to be a physician at the Ivy League schools than they are at the liberal arts
colleges.15 All of these data support the conclusion that African American
students have a particularly difficult time at small liberal arts colleges.

Our findings on the liberal arts colleges suggest a paradox. These col-
leges are places where teaching is highly valued, faculty generally has
close relations with students, and the curriculum generally emphasizes a
nonoccupational orientation. All these characteristics presumably would
attract students, including minority students, to academia. But there is
another side of the ledger. Minority student communities are small in ab-
solute number on these campuses. Indeed, the small class size and the in-
ability to be anonymous or “hide” may hurt the academic self-confidence
and aspiration to academic careers of some minority students. The very
smallness of these colleges may create a situation in which well-prepared
minority students are forced to interact and compete with even better
prepared white students. This also happens at the Ivy League schools, but
their larger size may make the comparisons between different students
less visible and less consequential. Also, the fact that there are many
more minority students at Ivy League schools may permit a greater level
of peer social support at these schools and probably makes it easier to
cope with the various kinds of assaults on academic self-confidence.16

When minority students are in very small numbers they are essentially
“tokens” (Kanter 1977) and experience the difficulties that tokens face.

HBCUs and the Production of African American Academics

There is substantial disagreement in the literature over whether African
American students do better when they attend predominantly black col-
leges (HBCUs) or predominantly white colleges. Some argue that African
Americans find predominantly white colleges less accepting and more
difficult to adjust to (Allen, Epps, and Haniff 1991). We believe that
there is indirect evidence for the validity of this conclusion in our findings
that African American students do not underperform at HBCUs but
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do underperform at all three types of predominantly white schools (see
Chapter 5).

In our study, the most relevant comparison for African American stu-
dents at HBCUs is African American students at state universities. The
data in Column 1 of Table 8.1 show that African Americans at HBCUs
are more likely to select college professor as their most likely career than
African Americans at the elite schools, but no more likely to make this se-
lection than African Americans at the predominantly white state univer-
sities.

Before we can conclude that HBCUs are no more likely than state uni-
versities to produce students selecting academia as their most likely ca-
reer, however, we should make sure that there are no input differences
that might lead to the prediction that the state universities should pro-
duce more students who want to be academics. For example, if the state
universities had more students entering college with an interest in acade-
mia and higher SAT scores, they should produce more students wanting
to be professors. In order to make sure that this was not the case we com-
puted a logistic regression model in which selecting college professor as a
first-choice occupation was the dependent variable and both initial fresh-
man choice and SAT scores were controlled. In this model we found no
differences between the two types of school in the proportion of African
American students who selected college professor as their first choice
(data not shown).

In another part of this study we find that among high-GPA students
the proportion of graduates at the state universities and HBCUs who ac-
tually earned a Ph.D. in the years 1991 through 1995 was almost identi-
cal. We can therefore conclude that, as far as becoming academics goes,
African American students do no better and no worse at predominantly
black schools than at predominantly white schools.

There is, however, one important difference between African Ameri-
cans attending HBCUs and those attending the three predominantly
white schools. One indicator of commitment to a career in academia is a
plan to enroll in graduate school within a year after graduating from col-
lege. Of all those who said that academia was their first-choice occupa-
tion only 58 percent said that they had plans to enroll in graduate school
within a year of graduation. Among African Americans, type of school
played a significant role in this decision. Among African Americans who
selected college professor as their first-choice occupation and graduated
from a liberal arts college 59 percent said that they would go directly on;

199

THE INFLUENCE OF SCHOOL CHARACTERIST ICS



among those who graduated from Ivy League schools 53 percent gave
this response; among those who graduated from state universities 59 per-
cent said they would go directly on; but among HBCU graduates fully 88
percent said that they would go directly on to graduate school.17 Not
only were African American students who selected academia as their
first-choice occupation more likely to go directly on if they attended an
HBCU, students selecting other occupations were also more likely to say
they would go directly on with their graduate education if they attended
an HBCU.

Why were African Americans who attend HBCUs more likely to indi-
cate that they planned to go directly on with their education than African
Americans at the other types of school? We found that the single most
important factor was what we call “occupational orientation.” Some stu-
dents view a college education primarily as a means to enter an occupa-
tion. Others view a college education not primarily as a necessary step to
enter an occupation, but as a way of obtaining a broad liberal arts educa-
tion. We designed an occupational orientation index to measure how fo-
cused each student was on an occupational goal. The index contained
three items. A student received one point for each of the following: say-
ing “I spend less time than average socializing”; indicating an interest in
only one occupation as a freshman; indicating an interest in only one oc-
cupation as a senior. The higher the students’ score on this index the
more likely they were to say that they would go directly on with their ed-
ucation. Among those who received a low score on the index 43 percent
said that they would go directly on, among those with a medium score 64
percent, and among those with a high score 78 percent said that they
would go directly on.18

The Frog Pond Hypothesis and the Fit Hypothesis

In Chapter 1 we mentioned James A. Davis’s paper “The Campus as a
Frog Pond” (1966). Davis noted that the distribution of grades in schools
of varying quality is the same. Then, using relative deprivation theory, he
hypothesized that, controlling for ability, the less selective the school a
student attends, the more likely the student would be to persist with
high-achievement career aspirations. The mechanism for this is quite
simple. Controlling for ability, the less selective the school, the higher the
student’s grades will be. Students compare themselves with others at the
same school rather than with their national cohort. Thus, students who
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attend highly selective schools and thereby get lower grades will develop
lower levels of academic self-confidence and thus be less likely to persist
with a high-achievement career aspiration.19 Davis presented evidence to
support his hypothesis. One of our goals was to see if the theory pro-
posed by Davis would pertain to our study of the career choices of high-
achieving minority students.

It is certainly not true today that the distribution of grades in various
types of school is the same. In the schools in our sample only a small mi-
nority of students at the elite schools receive GPAs of B− or less (see Ta-
ble B8.4). At the state universities about 40 percent receive GPAs of B−
or less and at the HBCUs 59 percent receive GPAs of B− or less.20

Actually for the relative deprivation theory to be correct it is not
necessary that the grade distribution at the various schools be the same.
As Davis has pointed out (personal communication), as long as the stu-
dents’ reference groups are others on their campus rather than the na-
tional cohort, differences in grade distributions from one type of college
to another should not matter; and the data presented in Chapter 5 sug-
gest that comparisons with classmates are more important than compari-
sons with age cohort. Consider students at an elite school who receive a
GPA of B−. These students are in the lower quarter of their class. When
they compare themselves with classmates who have done better academi-
cally they are likely to conclude that academically they are average or be-
low average (put in terms of our measure of self-confidence). With such
relatively low levels of self-confidence, these students might be less likely
to pursue high-achieving occupations such as academia. If the same stu-
dents had attended less selective schools they probably would have re-
ceived higher GPAs since there would have been less academic competi-
tion at these schools, and they may have concluded that academically
they were average or above average. Even if they had received the same
GPA at a nonelite school, a GPA of B− has very different consequences
for a student attending a school where almost everyone has a higher GPA
than it does for a student attending a school where this is the average or
above average GPA.

In Table 8.2 we show GPA distribution by SAT score, by school type,
and by ethnicity. Because there were not enough African Americans and
Latinos in the highest SAT category we combined SAT scores into 1300
or higher, 1200–1299, and less than 1200. This last category contains the
great majority of students in the nation.

The data show that, especially for African Americans but also for La-
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tinos, there is an inverse correlation between grades and school selectiv-
ity, controlling for SAT scores. The African American students in the
highest SAT category (1300 or higher) best illustrate this. Among this
group, only 12 percent of those attending selective liberal arts colleges re-
ceived GPAs of A or A−; among those with the same SAT scores attend-
ing the Ivy League, 28 percent received GPAs of A− or above.21 Among
those attending the state universities, however, fully 44 percent received
such GPAs; and, of HBCU students, 55 percent did. The relationship
is substantially weaker for Latinos and nonexistent among Asians and
whites. Thus, although it is no longer true that grade distributions are
roughly the same in all types of school, the observation that Davis made
that when ability is controlled grades will vary inversely with school se-
lectivity is true for African Americans (and partially true for Latinos),
though it appears not to be true for Asians and whites.

We should also point out that these data are relevant for the “fit”
hypothesis sometimes put forth by opponents of affirmative action. Ac-
cording to this hypothesis (Sowell 1993; S. Steele 1994), as a result of
affirmative action the best African American students are placed into
schools in which their white classmates have significantly better aca-
demic preparation. Thus, African American students end up getting
lower grades, developing lower levels of academic self-confidence, and
lowering their occupational aspirations. This would not occur if African
Americans were admitted to schools where their academic qualifications
were as good as or better than those of their white classmates.22

In Figure 8.5 we graphically display the logic of the fit hypothesis. The
figure shows African American students grouped roughly by their SAT
scores and colleges arranged in order of their selectivity as determined by
mean SAT scores. Using these data, suppose, for example, a college with
a mean SAT score of 1400 wants to have a diverse student body and en-
sure that between 5 and 10 percent of its freshmen class will be African
American.23 It is impossible for these schools to admit African American
students who have the same SAT scores as the white and Asian students
whom they admit. It is impossible because there are none. (There are in
fact a few African American students who receive SAT scores of 1400 or
more, but as the data in Table 2.2 make clear there are very few. Only
one tenth of one percent of African American students score 700 or
higher on the verbal SAT. Only 1 percent of African Americans score 600
or higher on the verbal SAT.) Suppose that administrators at one of these
most selective schools wants to admit African Americans so that their
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student body will be ethnically diverse. There is only one thing they can
do: set up an admissions program of racial preferences and admit African
American students with SAT scores of between 1100 and 1200, which
would be about 200 points lower than the scores of the white and Asian
students admitted. In fact the SAT scores of the admitted African Ameri-
cans will be substantially below a good portion of white and Asian stu-
dents who are rejected.24

Now an SAT score of 1200 is nothing to sneeze at. Only about 10 per-
cent of all students taking the exam in 1992 scored higher than 1200.
(All SAT scores referred to in this book refer to scores before the “re-
normalization,” which took place in the mid-1990s, shortly after this
study was completed.) Students with SAT scores of 1200 generally have a
good level of academic preparation and are most definitely capable of do-
ing high-level college work. The only problem is that African American
students with scores of 1200 who are admitted to schools with a mean
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SAT score of approximately 1400 are going to be competing with white
and Asian students whose mean SAT score is on average 200 points
higher. We know what the consequences of this are. In elite schools most
African Americans end up in the bottom quarter of their class, compare
themselves negatively with their classmates, and develop lower levels of
academic self-confidence. As we soon point out, these developments have
an effect on these students’ career choice.

Now let us consider the schools in the second rank: those whose mean
SAT scores of students admitted are 1200. They too would like to have
an ethnically diverse student body and admit between 5 and 10 percent
African Americans into their freshman class. In their case there are Afri-
can American students who have the same SAT scores as the whites and
Asians whom they admit. There is only one problem: virtually all of these
students have been admitted and many given generous scholarships by
the most elite institutions in the first rank. So if the schools in the second-
rank category also want to be racially diverse, they too must adopt an ad-
missions policy of racial preferences; they must admit African American
students who have average SAT scores of between 900 and 1000. Thus
the African American students at both the top schools and the second
level of school will have SAT scores 200 points lower than their white
and Asian classmates. The same is true for those schools having mean
SAT scores of 1000 or 800. Schools with mean SAT scores of 600 or be-
low do not have to practice racial preferences for two reasons: first, most
of them have an open admissions policy, accepting any students who ap-
ply. Second, many African American students have SAT scores as high as
600. So it would not be necessary for these schools to use racial prefer-
ences in order for them to admit African American applicants.

Scholars including Thomas Sowell and Shelby Steele argue that the
system of racial preferences is harmful to the very African American stu-
dents it is supposed to help. This system results in a poor fit between the
academic preparation of minorities and the schools they attend. Without
a system of racial preferences African Americans with SAT scores of
1200 would go to schools where whites and Asians have similar scores,
African Americans with SAT scores of 1000 would go to schools where
whites and Asians have similar scores, and so on. The mismatch would
be eliminated.

Who might be hurt by the elimination of this system of racial prefer-
ences? First, the most elite schools would be less racially diverse. It is im-

205

THE INFLUENCE OF SCHOOL CHARACTERIST ICS



portant to remember, however, that out of the approximately 2,700 four-
year colleges in the United States only between 50 and 100 are in the top
rank. If these schools were willing to eliminate their admissions policy of
racial preferences, the other schools below them would not need to have
such policies either. Given how few minorities are admitted to this small
number of top-ranked schools, the issue of racial preferences seems to
be primarily symbolic rather than utilitarian. Second, a relatively small
number of African American students would go to somewhat lower-pres-
tige schools than they do under the current system of racial preferences.
Assume that the students who would be most affected by the elimination
of race sensitive admissions policies would be African Americans who at-
tend the 100 most elite schools. A generous estimate of the number of Af-
rican Americans at these schools is 4,000. In 1992 there were about
78,000 African Americans receiving BA degrees (National Center for Ed-
ucational Statistics 1995). If we assume that today there are closer to
100,000 African Americans receiving BA’s, this would mean that only 4
percent of African Americans getting college degrees would be negatively
affected by the elimination of race sensitive admissions policies. The data
we present would also suggest that these 4,000 students would end up in
higher-prestige occupations than they do under the current system of ra-
cial preferences in admissions.

We have no data that can be used to assess what impact being less ra-
cially diverse would have on the most prestigious schools.25 Economists
have conducted many studies in which they try to assess the economic
value of going to a selective school. Most of these studies show a small
but significant positive effect on income of attending a prestigious school
(Kane 1998).26 These same studies, however, also show that GPA has a
small statistically significant negative effect on outcomes such as earn-
ings—an effect that is usually at least as large as the effect of attending
a highly selective school.27 Since admissions policies employing racial
preferences result in African Americans receiving lower GPAs than they
might if they attended somewhat less selective schools, it seems to us that
abandoning racial preferences would have little or no effect on outcomes
such as income or prestige of occupation entered.28

Now let us turn to some data that are relevant to both the frog pond
theory and the fit hypothesis (both these theories use the same mecha-
nisms to reach their conclusions). The primary question we want to ask
is: Does the selectivity of the school minority students attend influence
their likelihood of persisting in a freshman interest in academia? If we
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find that, for example, African American students who attend one of our
two categories of elite school are just as likely or more likely to persist
with an interest in academia than are those attending one of our two cat-
egories of nonelite school (state universities and HBCUs), this would
constitute strong evidence against the frog pond and fit theories. If, how-
ever, students attending the less selective schools were more likely to per-
sist with an interest in academia, this would constitute evidence in sup-
port of the frog pond and fit theories.

In Table 8.3 we break down the data on academia presented in Table
8.1 by whether or not the students were initially interested in acade-
mia as a possible career. The data in Table 8.3 show (as we have also
shown previously) that in general only a small number of students select
professor as their most likely choice who were not already interested in it
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Table 8.3 Percentage of students selecting university professor as most likely
career, by freshman interest in career, by ethnicity, by type of school
(only students with GPA of 2.8 or higher)

Freshman interest in academia

Ethnicity Yes No

Whites
Liberal arts colleges 24 5
Ivy League 24 2
State universities 20 6

African Americans
Liberal arts colleges 16 3
Ivy League 14 5
State universities 31 6
HBCUs 31 5

Asians
Liberal arts colleges 14 4
Ivy League 16 5
State universities 22 3

Latinos
Liberal arts colleges 28 4
Ivy League 27 7
State universities 23 8

Note: School type is significant at p < .05 for African Americans interested in
professor as freshman and for whites not interested in professor as freshman.



as a possible career as freshmen. But more important, as the data in Table
8.3 clearly indicate, there are school differences: high-achieving African
Americans are much more likely to persist with academic aspirations if
they go to either a state university or an HBCU than if they go to either
one of our elite groups of schools. There is approximately a 15 percent-
age point gap in persistence between African American graduates of elite
schools and African American graduates of nonelite schools, a statisti-
cally significant difference.29 To put it another way, African American
students are twice as likely to persist with an interest in academia if they
attend nonelite schools than if they attend elite schools.

The theories of relative deprivation and the fit hypothesis employed
by Davis and Sowell hypothesize that students at elite schools develop
lower levels of academic self-confidence than students of similar ability at
nonelite schools. In Chapter 5 we showed that African American stu-
dents have the lowest levels of academic self-confidence on two different
measures (see Table 5.3). Lower self-confidence was in general a result of
lower levels of academic achievement as measured by GPA. If Davis’s the-
ory of relative deprivation is correct, when we hold constant academic
self-confidence, the coefficient for elite schools should become statisti-
cally insignificant. Using only African American respondents we com-
puted a logistic regression equation in which persisting with a freshman
interest in college professor is the dependent variable (thus the sample
was limited to only those who expressed a freshman interest in acade-
mia). As independent variables we entered the elite schools (grouped to-
gether) as a dummy variable, with the state schools and the HBCUs as a
comparison group. The data presented in Table B8.5 indeed do show that
when classmate academic self-confidence is controlled, the coefficient for
the elite schools becomes statistically insignificant.30 This means that
when academic self-confidence is controlled, the effect of type of school
on persistence is reduced. The Davis hypothesis and the fit hypothesis for
African American students are confirmed.

In Chapter 5 we discussed the theory of Claude Steele as a possible ex-
planation of underperformance. Steele emphasizes that the probability
that the stereotype threat will be activated is situational. If he is correct,
we might expect that those students who attend elite institutions would
be the most subject to stereotype threat, for several reasons. First, stu-
dents attending these schools have been high performers in the past—
they received high SAT scores and high GPAs in high school. Thus, they
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have not had the kinds of experiences of academic failure that are likely
to activate disidentification from the domain. However, the prestige and
aura of the elite schools are so great that at least some students, regard-
less of their previous academic success, may not be quite sure that they
really belong there. This happens to white students as well (witness the
doubts expressed by some white students in our focus groups). A white
male senior at a prestigious Ivy League school expressed clearly this sense
of insecurity and his related doubt about becoming a college professor:

Most of us come from more or less the top of our high school class.
Then I got here and found myself smack in the middle of the barrel
and that was a weird place to be. One of the reasons I’m not par-
ticularly thinking about becoming a professor is I think I wouldn’t
be that good at it. All my professors here are brilliant. And I see
some friends who are brilliant going into academia. Why should I
push one of them out of the way, or even try, because they’re going
to do it and do an excellent job. No student will ever catch them
off guard; they’ll always know their stuff. I don’t feel comfortable
saying that about myself. (Barber and Cole 1996b)

Second, the majority of African American and Latino students attend-
ing elite schools are doing so under affirmative action programs; and, as
we have discussed above, a consequence of this is that they receive rela-
tively low grades. Just as Claude Steele argues that an unintended conse-
quence of remedial programs is to trigger a fear of stereotyping, we be-
lieve that an unintended consequence or side effect of affirmative action
programs is also likely to do so. We raised this issue with Steele. He
agreed that affirmative action programs at elite schools could contribute
to activation of stereotype threat, but argued that the threat would be ac-
tivated at those institutions even without affirmative action (personal
communication). We don’t disagree with this view, but we believe that
the extent to which stereotype threat is activated is a variable and it is
possible that affirmative action programs may exacerbate it. In other
words, affirmative action programs may intensify the sense that African
American students have that they are expected to underperform academ-
ically, and this concern may have negative effects on their performance.31

Many minority students may be apprehensive that others will say or
think that they would not be attending an elite institution or even receive
as high grades as they do if it were not for affirmative action programs.32
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Using Schools as the Unit of Analysis

We identified several significant dependent variables that can be used to
characterize the schools in our study.33 The first is the percentage of stu-
dents from a particular ethnic group among the total of graduating stu-
dents and the percentage in each ethnic group who selected college pro-
fessor as their most likely career. The data are presented in Table B8.6. If
we look at the schools with twenty or more graduating minority stu-
dents, the range in the proportion selecting college professor for African
Americans is from 2 percent to 19 percent; for Latinos, from 2 percent to
27 percent; for Asians, from 2 percent to 18 percent; and for whites,
from 1 percent to 23 percent. This is a lot of variation.34 The variance in
the proportion wanting to be college professors may, of course, be in part
a result of the proportion of incoming students who were interested in
careers in academia as freshmen. In the second part of Table B8.6 we
show the range of the students interested in academia as freshmen. To
control for this variable, we computed a third variable, the percent select-
ing professor as their most likely choice divided by the percent selecting
professor as freshmen, or “persisters.” The higher this percentage the
more likely a school is to produce college professors, given the type of
students who enroll. As can be seen in Table B8.6, the range on this vari-
able is even greater: for African Americans, for example, it ranges from
12 percent to 76 percent. A third variable is the percentage of students
who were “recruited” to an interest in academia. These are students who
did not indicate an interest in academia as freshmen, but ended up select-
ing college professor as their most likely career. Once again, in every type
of school and for every ethnic group, there is a substantial range.

The most important conclusion from Table B8.6 is that the rates at
which students from some types of schools and from particular schools
go into academia are considerably higher than from others. For example,
the overall percentage range for the Ivy League is different from the per-
centage range for the state universities; and within the Ivy League, the
percentage of African American graduates who select college professor as
their most likely career varies between 2 percent and 19 percent. Our
quantitative data do not enable us to determine what it is about particu-
lar schools that influences their students to select academia as a first-
choice career and what it is about other schools that influences their
students to be not interested in academia as a first-choice career. Some
follow-up qualitative studies of some of these schools would be desirable;
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although the differences between these schools cannot be teased out of
our data, in-depth qualitative analyses are likely to suggest the factors
that are at work.

Conclusions

It has long been believed that selective liberal arts colleges are the type of
school most likely to produce Ph.D.s, particularly in the sciences. The
reason for this is thought to be the high level of faculty-student contact, a
variable that is truly important in the decision to become an academic
(see Chapter 7). Our survey data, however, show that the graduates of
the thirteen liberal arts colleges in our sample were no more likely to se-
lect academia as a first-choice career than graduates of the other types of
colleges.

Our survey data suggest that the liberal arts colleges present a dif-
ficult environment for African American students to do well in. African
American students at the liberal arts schools are more likely than their
counterparts at the Ivy League schools to get low grades, have relatively
low degrees of academic self-confidence (a finding that in the case of co-
hort self-confidence cannot be explained by grades), are most likely to
underperform (that is, earn GPAs lower than what would be predicted by
their SAT scores), have low levels of satisfaction even when grades are
controlled, and believe that some faculty members made their undergrad-
uate experience more difficult because of their racial or ethnic back-
ground. We believe that the primary reason that African American stu-
dents fare less well at liberal arts colleges is the small number of each
ethnic group on these campuses, which makes them feel like tokens.

Our data also leads to the conclusion that HBCUs are neither more
nor less likely than predominantly white schools to produce African
American graduates who select academia as their first-choice career. Afri-
can American graduates of HBCUs, however, are more likely than Afri-
can American graduates of predominantly white schools to say that they
will continue their graduate education within a year after graduating.
This is explained primarily by the higher occupational orientation of stu-
dents at HBCUs.

We also presented data that allowed a test of the relative depriva-
tion theory put forth by James Davis in his “frog pond” paper and
the “fit” hypothesis put forth by Thomas Sowell and others. We found
that the theory is supported for African American students but not for
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students in other ethnic groups. African American students at the elite
schools (the liberal arts colleges and the Ivy League) get lower grades
than students with similar levels of academic preparation (as measured
by SAT scores) than African American students at the nonelite schools
(state universities and HBCUs). Lower grades lead to lower levels of aca-
demic self-confidence, which in turn influence the extent to which Afri-
can American students will persist with a freshman interest in academia
as a career. African American students at elite schools are significantly
less likely to persist with an interest in academia than are their counter-
parts at the nonelite schools. The lower levels of academic self-confidence
when compared with classmates may explain part of this persistence
gap. In addition, affirmative action may contribute to the activation of
fear of negative stereotyping, which Claude Steele suggests may explain
the underperformance of African Americans.

When we used schools as the unit of analysis we found relatively large
differences in the extent to which minority students at different schools
within a school category were likely to be interested in academia. More
research is needed to understand the reasons for these observed differ-
ences.
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9

T H E P I P E L I N E I N T O A C A D E M I A

W I T H E L I Z A B E T H A R I A S

As we pointed out in Chapter 3, the shortage of minority faculty cannot
be explained by lack of interest in academia as a career among minority
students. In fact, the three minority groups we studied had approxi-
mately the same interest in academia as white students. In this high-
achieving sample, approximately 10 percent of each ethnic group se-
lected university professor as their first-choice career in their senior year
right before graduation.1

If interest in academia on the part of high-achieving college graduates
cannot explain the small numbers of minority group members in the
pipeline, then there must be other factors determining their underrepre-
sentation. In this chapter we look at some of those factors.

We begin by examining some characteristics of our sample that sug-
gest why relatively small numbers of minorities were becoming academ-
ics. In general, at all three types of predominantly white schools we
found smaller numbers of minority students than we had anticipated. Be-
fore we asked the registrars at the thirty-four schools we had approached
to select the sample according to the criteria we had decided to use (see
Chapter 2), we knew (from sources such as Peterson’s Guide to Col-
leges) that some state universities had relatively small proportions of mi-
nority students. Although we tried to select our state universities so that
they would be roughly representative of the category, we specifically
chose some, such as the University of North Carolina at Chapel Hill and
the University of Virginia, because they seemed to have at least a sig-
nificant minority of African Americans. We selected other state universi-
ties, such as the University of Texas at Austin and UCLA, because they
had relatively large proportions of Latino students (mostly Chicano).
Other state universities had small proportions of minority students, but
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because of their large size we thought that we would get samples of ap-
proximately 100 African Americans.

When we received the samples from the registrars, we were surprised
at how few African Americans there were at the state universities who
met our criteria: that is, students who were majoring in the arts and sci-
ences with a GPA of 2.8 or more. One large state university had only 8
African Americans in its graduating class of 1995–96 who met our crite-
ria. Another very large state university had only 29 African American
students in its graduating class who met our criteria. On average among
the nine state universities that were in our sample 6.1 percent of the arts
and sciences graduates were African American, but only 1.7 percent had
GPAs of 2.8 or higher. Thus, only 28 percent of African American arts
and sciences graduates of our state universities had GPAs of 2.8 or over.2

Thus, while we expected to have a sample size of approximately 900 Af-
rican Americans from the nine state universities, we ended up with a
sample size of 348.3

There was a similar scarcity of Latinos in our sample from the state
universities. In fact, if we had not specifically selected two state universi-
ties (the University of Texas at Austin and UCLA) that we knew to have
large numbers of Latino students, we probably would have had a Latino
sample from the state universities that was even smaller than the African
American sample. But the University of Texas at Austin alone had 277
Latino arts and sciences majors in their graduating class with GPAs of
2.8 or higher. In general at the state universities we examined, 6.8 percent
of their arts and sciences graduates were Latino, and 41 percent of these
had GPAs of 2.8 or higher. This gave us a sample of 570 Latino students
from the state universities.

A higher proportion of Asians were arts and sciences majors at the
state universities, 10.6 percent; 54 percent of the Asians received GPAs of
2.8 or higher. This gave us a total sample of 1,185 Asians at the state uni-
versities.

We were also somewhat surprised at the small numbers of African
Americans and Latinos who were graduating from the selective liberal
arts colleges. In order for us to get enough African American and Latino
graduates from this type of school we had to include thirteen schools in
this category in the sample. We selected schools we knew had the larg-
est proportions of minorities in their graduating classes.4 Although in
general the Ivy League schools had significant numbers of minorities in
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their graduating classes, we were again surprised at how few African
Americans and Latinos graduated from some of these schools despite the
schools’ ability to draw the best-qualified minority candidates and their
strong affirmative action programs.5 There was one Ivy League school in
which only 2 percent of its graduating class were African Americans and
another in which only 2 percent of its graduating class were Latino (see
Table B8.7).

To sum up, we had many fewer African American and Latinos in our
sample, especially at the state universities, than we had expected. The
small numbers of both African American and Latino students who were
arts and sciences majors and had GPAs of 2.8 or higher tell us why we
find so few members of these ethnic groups earning Ph.D.s in the arts and
sciences. The data from our nonrandom sample give us a good clue to the
answer to the question why certain ethnic groups are underrepresented in
college and university faculty. Now let us look at data more broadly
based than just our sample.6

Educational Attainment of the
Four Major Ethnic Groups, 1990

Table 9.1 presents data on the educational attainment of the four major
ethnic groups, from three sources: the 1990 Census of the United States;
the National Center for Educational Statistics (NCES) Digest of Educa-
tional Statistics for the years 1995 through 1998; and our own survey.
Our aim is to make a rough prediction of how many Ph.D.s in the arts
and sciences who will end up working in academia will be produced in
each of the next ten years. Demographic conditions and levels of educa-
tional attainment may change over this period, so this analysis must be
seen as providing only a rough estimate of the size of the Ph.D. cohorts
that will be emerging. In fact between 1990 and 1998 (the latest year for
which census data were available at the time this analysis was conducted)
there were significant demographic changes. Following our analysis of
1990 data we will look at similar data for 1998.

Although in making decisions in our analysis of these data we have
consistently tried to err on the side of overestimation, the increasing edu-
cational opportunities for minorities and the fact that more Latino stu-
dents will be born in the United States and thus obtain more education
(when compared with immigrants) might lead to an increase in the num-
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ber of minority Ph.D.s produced in the arts and sciences. But we believe
that more than small improvements are needed to solve the problem of
underrepresentation of minority faculty.7

In Row 1 of Table 9.1 we show the size of a one-year cohort of people
between the ages of 25 and 29. We selected this age group because these
are the people who either are currently in Ph.D. programs or will enter
them in the near future. To get a one-year estimate we simply took all the
people in a five-year age group and divided it by five. Thus, on average
we estimate that in 1990 for any given age between 25 and 29 there were
429,000 African Americans in the population.8 This figure includes U.S.
natives and nonnatives. For whites, African Americans, and Asians we
considered only those who were non-Hispanic. The census has a separate
category for Hispanics (the group we call Latino in this book).

In Rows 2 through 6 our analysis is based on data from the 1990 cen-
sus on the age cohort 35–39. In other words, we estimate the numbers re-
sulting in each category by applying the rates (or proportions) experi-
enced by the 35–39 birth cohort to the 25–29 cohort. We believed it was
necessary to use this older cohort because some people do not complete
their education until later in life. In fact, looking at cohorts even older
than the 35–39 cohort for some of the ethnic groups one finds slightly
higher percentages of high school and college graduates than what is in-
dicated in this table. Row 2 shows the proportion of each ethnic group
that has graduated from high school.9 This goes from a high of 91 per-
cent for whites to a low of 56 percent for Latinos. The low number for
Latinos is undoubtedly because there are many immigrants in this age co-
hort who came to this country with relatively low levels of education and
did not obtain additional education once they were in the United States.
If we look at only U.S.-born Latinos in the 35–39 age cohort we find that
fully 92 percent of them have completed a high school education. But in
1990 only 44 percent of the 25–29-year-old Latino cohort are U.S.-born.
Of U.S.-born Asians in 1990 98 percent in the 35–39-year-old cohort
have completed a high school education. But in the 25–29-year-old co-
hort only 19 percent of Asians were born in the United States. These data
suggest that as the second generation of these ethnic groups mature there
will be substantially more people who will be eligible to decide to become
university professors and the extent of their underrepresentation may de-
cline. Astin (1982) studied data on the percentage of Latinos who had
not completed high school at different ages and interpreted this as indi-
cating high dropout rates, although he was aware that some of the people
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he was studying could be immigrants. Our data suggest that the problem
is more likely one of immigrants arriving in the United States without a
high school degree than unusually high school dropout rates among Lati-
nos.

Row 3 of Table 9.1 shows the proportion and number of high school
graduates who never enrolled in college. This was computed by subtract-
ing the sum of all those with higher levels of education (including some
college) from the total of high school graduates. African Americans and
Latinos are somewhat less likely to continue their education after gradu-
ating from high school, whereas Asians are substantially more likely than
whites to do so.

Row 4 of Table 9.1 shows us the proportion and number of students
who began college and later dropped out. (These are the people whom
the census reports as having “some college.”) There has been a great deal
of concern about the dropout rate of African Americans in particular;
but our data show only a 5 point gap between African Americans and
whites. This is not as large a gap as the data from particular schools indi-
cate. These data (Harriet Zuckerman, personal communication) usually
show about a 20 percentage point difference in African American and
white dropout rates.10 Looking only at dropout rates from particular
schools may lead to the erroneous conclusion that higher dropout rates
are a major cause of the difference in college completion rates between
African Americans and whites. What our data suggest is that many Afri-
can Americans who drop out of a particular school may return to college
later in life and complete a degree, perhaps at another school. The census
data offer some support for this interpretation, as the proportion of Afri-
can Americans who are classified as college dropouts declines somewhat
as age increases; yet the proportion of whites classified as college drop-
outs stays roughly the same (around 25) as age increases. The data in
Row 4 show that the dropout rate of Latinos is between that for whites
and African Americans and the dropout rate for Asians is substantially
below that for whites.

Row 5 of Table 9.1 shows the proportion and number of high school
graduates who receive a “terminal” associate degree.11 These degrees are
usually granted by two-year community colleges, both private and pub-
lic. Taking the total proportion with an associate degree as their highest
level of education, we used this percentage to compute the number of
high school graduates with an associate degree; and computing the num-
ber and then taking this number as a percentage of high school gradu-
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ates, we computed the percent in Row 5. In all four ethnic groups about
10 percent have an associate degree as their highest level of education.12

Row 6 of Table 9.1 presents what is perhaps the most important data
in the table: the proportion and number of each ethnic group completing
college. There are significant differences among the four ethnic groups.
Thirty-two percent of whites in the 35–39 age group have completed a
college degree. But this 32 percent yields a very large number of college
graduates. Asians are the most likely to complete college (51 percent) and
African Americans the least likely (19 percent). Latinos are similar to Af-
rican Americans (21 percent). Although the number of Asians aged 25 to
29 is only about one quarter of the number of African Americans, be-
cause of the higher rates of high school and college completion 51,000
Asians in each year’s age cohort have college degrees. Latinos, although
almost as numerous in this age group as African Americans, have fewer
who complete a college degree (47,000) primarily because their rate of
high school completion is much lower than that of any other ethnic
group.13

Rows 3 through 6 include all possible outcomes for high school grad-
uates, so the percentages in these rows total 100 percent.14 That is, the
percentage of those who never enrolled in high school, those who en-
rolled and dropped out, those who received terminal associate degrees,
and those who graduated from college equals the total number of high
school graduates.

We are interested in learning how many students in the four ethnic
groups will be receiving Ph.D.s in the arts and sciences. We assume that if
a student does not major in the arts and sciences the chances of that stu-
dent’s getting a Ph.D. in an arts and sciences subject is very low. Thus,
students majoring in business, engineering, or education are unlikely to
get Ph.D.s in the arts and sciences, although they may receive a Ph.D. in
the field of their college major.15 Row 7 of Table 9.1 shows the propor-
tion and number of college graduates majoring in the arts and sciences
based on NCES statistics for degrees granted in the academic year 1992–
93.16 There is no difference between white students and African Ameri-
can students in the proportion majoring in an arts and sciences subject.17

Asians and Latinos are slightly more likely than either whites or African
Americans to major in an arts and sciences subject.

Row 8 of Table 9.1 displays our most controversial assumption. We
assume that students who do not do well in school would be unlikely to
want to become university professors. Consider a student who receives a

220

THE PIPEL INE INTO ACADEMIA



GPA of 2.0, the minimum required for graduation at some schools. What
are the chances of such a student selecting university professor as his or
her first-choice career goal? We assume that it is close to zero because, as
shown in Chapter 5, academic performance and GPA in particular are
strongly related to the decision to select university professor as a first-
choice career (see Figure 5.3).

We do not assume that there are no students with GPAs of less than
2.8 who might select university professor as a first-choice career. But we
do assume that if students with GPAs below 2.8 select university profes-
sor as a first-choice career most of them will find it difficult, if not impos-
sible, to be admitted to graduate school. If they are admitted to graduate
school, these students would be the most likely to drop out; and if by
some chance they complete a Ph.D. in the arts and sciences they would be
very unlikely to be the type of scholar that most research universities and
selective colleges would be interested in hiring. They probably would end
up taking jobs either outside of the academy or in junior colleges or per-
haps some four-year colleges that have trouble recruiting faculty with
high academic credentials.18

Thus, in the analysis presented in this chapter we use data we col-
lected from our sample of nine state universities to estimate the propor-
tions of each ethnic group having GPAs of 2.8 or above. We believe that
these schools are most similar to the typical college or university in the
country. Our nine state universities are among the better state universities
and, as indicated by the average SAT scores of their graduating seniors,
these schools are probably more selective than the typical college in the
United States. Many of the state universities in our sample are “flagship”
schools and undoubtedly have better students (and thus students more
likely to want to be college professors) than other state universities or
colleges in the same states. But it is not clear that the distribution of
grades at these schools would be any different from the distribution of
grades at the average four-year college.

The data we collected from the nine state universities in our sample
show considerable variability among the four ethnic groups in the proba-
bility of receiving a GPA of 2.8 or higher. We found 65 percent of white
students, only 28 percent of African American students, 54 percent of
Asian students, and 41 percent of Latino students majoring in the arts
and sciences and receiving GPAs of 2.8 or higher.

The relatively poor academic performance of African American stu-
dents compared to white students has been documented in much prior
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research. Robert Klitgaard (1985) reported data indicating that Afri-
can American students are usually at the bottom of their classes in law
school. William Bowen and Derek Bok (1998) reported that African
Americans generally have lower ranks in their class than white students.
Nettles, Thoeny, and Gosman (1986) reported that in their sample of col-
leges African American students had GPAs that were significantly lower
than those of white students.

The percentage reported in Row 8 of Table 9.1 is important for this
analysis because we make the assumption that only among students who
receive GPAs of 2.8 or higher will we find those who actually earn a
Ph.D. in the arts and sciences and ultimately teach in a college or univer-
sity. If our figure of 28 percent for African Americans is too low an esti-
mate, we may be underestimating the number of African Americans who
are likely to be interested in becoming university professors in the arts
and sciences. But as explained later, data from the census support the
general validity of our estimates.

Row 8 of Table 9.1 shows that there are approximately 270,000
white students, only 8,400 African American students, 14,000 Asian stu-
dents, and 10,200 Latino students who are in a position to select univer-
sity professor as the career they will enter. In Row 9 of Table 9.1 we use
data from our survey on the proportion of state university students in
each of the four ethnic groups with GPAs of 2.8 or higher who actually
select university professor as their first-choice career. Here we estimate
the number of students in each ethnic group who are likely to graduate as
arts and sciences majors with GPAs of 2.8 or above and select university
professor as their first-choice career. These figures clearly indicate why
there are so few minorities in the Ph.D. pipeline. Although we estimate
that there are 27,000 white college graduates each year who want to be-
come college professors in an arts and sciences field, there are less than
1,000 African Americans and slightly more than 1,000 Asians and Lati-
nos who make this choice.

Row 10 of Table 9.1 contains data from the NCES statistics for 1991–
92 on the actual number of Ph.D. degrees granted to students in the four
ethnic groups. This number includes Ph.D.s in all fields, many of which
are not in the arts and sciences—for example, in fields such as engineer-
ing and education. We used the NCES data to compute the proportion of
total Ph.D.s that were in arts and sciences fields.19 Both the proportion of
Ph.D.s granted in arts and sciences fields and the number of Ph.D.s is re-
ported in Row 11 of Table 9.1. These data indicate that whereas in each
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year there are approximately 13,500 Ph.D.s granted to white students in
arts and sciences fields, there are only 416 such degrees granted to Afri-
can Americans, slightly fewer than 1,000 to Asians and slightly more
than 500 to Latinos.20

Finally, we must consider the fact that not all Ph.D. recipients end up
working in academia. The only data we have on the proportion of Ph.D.s
working in academia is from the 1990 census, which has a variable indi-
cating in what type of institution the individual was employed. We took
all Ph.D.s in the 35–39 age cohort and determined whether they were
likely to be arts and sciences or other Ph.D.s based on the occupation re-
ported.21 Then, using the data on place of employment, we estimated the
proportion working in colleges and universities.22 The resulting data in-
dicate that of those people having Ph.D.s in the arts and sciences 45 per-
cent of whites, 40 percent of African Americans, 39 percent of Asians,
and 48 percent of Latinos worked in academia.23 Row 12 of Table 9.1
shows the estimated number of new Ph.D.s in each year’s cohort who
will take jobs in an arts and sciences field in academia. The number for
whites is 6,075, but the numbers for the minorities are shockingly low.
For instance, whereas 7 percent of all students earning a BA degree in
1990 in the United States were African American, these figures indicate
that only 2.4 percent (166) of all Ph.D.s in arts and sciences who will en-
ter academia in the near future are African American.24 The correspond-
ing figures for whites are 83 percent versus 89 percent (6,075), for Lati-
nos 5 percent versus 3.5 percent (241), and for Asians 5 percent versus
5.9 percent (371). Although these figures shed a positive light on the situ-
ation for Asians, the majority of Asian faculty are concentrated in the
natural sciences.25

The numbers presented in Row 12 of Table 9.1 are so low that it leads
us to wonder whether some of our estimates may be inaccurate. But even
if we assume that some of our estimates of the parameters are too low, re-
vising those estimates upward would still yield very low numbers of mi-
nority Ph.D.s entering employment in academia in arts and sciences fields
in any given year. Suppose, for example, that our estimate of the propor-
tion of African Americans receiving GPAs of 2.8 and higher is too low
and that the actual number is closer to 50 percent rather than 28 percent.
All this would do is roughly double the number in Row 9 and give us an
estimate of approximately 2,000 African Americans who want to be-
come a college professor in the arts and sciences upon graduation from
college. Likewise, if the estimate of the proportion of African Americans
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who receive Ph.D.s in arts and sciences fields is too low, raising the esti-
mate to the same proportion as given for whites would only slightly in-
crease the number of African Americans in this category.

It is interesting to compare the numbers in Row 9 and Row 11 of Ta-
ble 9.1. The reason why we do not use the figures in Row 12 in our com-
parison is that the decision as to whether a Ph.D. recipient will actually
take a job in or outside of academia is probably not made until relatively
late in the process of obtaining a Ph.D. and considerably after college
graduates make their career choices. We assume that most students who
intend to get Ph.D.s in the arts and sciences probably start out thinking
they will work in academia, and that many change their minds as they
encounter the realities of the academic job market and become familiar
with the opportunities available for Ph.D.s outside of academia (which
they may not be aware of in their senior year of college). This is, however,
speculation; future research should address this question directly.

The number in Row 9 is a rough estimate of the number of students
graduating each year who select university professor in the arts and sci-
ences as their first-choice career. It should not be surprising that the ac-
tual number of Ph.D.s granted to students in the arts and sciences (Row
11) is considerably below those aspiring to this degree as college seniors.
First, we know that the students in our state universities are probably
better students than those in the general population and are therefore
more likely to select academia as a first-choice career.26 This means that
our estimates in Row 9 are probably somewhat too high. We also know
that some students who tell us that academia is their first-choice career
will never enroll in Ph.D. programs, changing their minds about what ca-
reer they want to enter before ever enrolling in graduate school. This is
especially likely given the fact that only 58 percent of those who told us
that academia was their first-choice career intended to enroll in a gradu-
ate program in the year following their graduation from college.

Still other students will enter graduate school and never complete the
Ph.D. We know that there are high dropout rates from Ph.D. programs
and that generally less than 50 percent of those enrolling end up complet-
ing a Ph.D. (Bowen and Rudenstine 1992). Sure enough, in general we
find the numbers in Row 11 to be approximately half of those in Row 9,
with the exception of Asian students.27 Thus, for example, whereas we
estimate that in any given year there will be 27,000 white students who
graduate with the intention of earning a Ph.D. in the arts and sciences
and obtaining a job in academia there are only about 13,500 Ph.D.s ac-
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tually granted. For African Americans there are about 1,000 who intend
to enter academia in the arts and sciences and slightly more than 400 stu-
dents earning Ph.D.s in an arts and sciences subject. And for Latinos
there are slightly more than 1,200 who say they want to become academ-
ics in their senior year and slightly more than 500 Ph.D.s granted. For
Asians, however, there are slightly more than 1,100 students expressing
an intention to earn a Ph.D. in the arts and sciences but only slightly less
than 1,000 who earn such a degree. This may indicate that Asian stu-
dents are more likely to persist with an aspiration to be an academic and
actually complete a Ph.D. than are students in the other ethnic groups.28

Actually our estimate of the numbers of Asians wanting to be academics
may be too low. As we have pointed out throughout this book, a large
portion of high-achieving Asians want to go to medical school and be-
come physicians. About half of all Asians who apply to medical school
are not accepted. It is quite possible that once these Asians are rejected
from the medical schools they apply to they decide to pursue a Ph.D. in
an arts and sciences subject.

What is clear from Table 9.1 (even if some of our assumptions have
yielded underestimates) is that there are very few African American and
Latinos earning their Ph.D.s in an arts and sciences subject. Let us as-
sume that about 500 African Americans earn a Ph.D. in an arts and
sciences subject and enter academia in any given year. This figure is
about two and a half times larger than the number indicated in Row 12
of Table 9.1. Given the fact that there are approximately 3,700 institu-
tions of higher education (including about 1,000 community colleges) in
the United States and within each of these educational institutions in the
neighborhood of forty different departments, it is clear that there are too
few African Americans coming out of the education pipeline to supply
the demand for African American professors. The situation is just as bad
for Latinos. Although Asians are overrepresented in academia in general,
they are underrepresented in departments in the humanities and the so-
cial sciences; unless more Asians in these fields can be convinced to enter
academia, this underrepresentation is likely to persist.

We may assume that the situation for Latinos will improve as more
second-generation Latinos enter the educational pipeline. The educa-
tional attainment of U.S.-born Latinos is far greater than the Latino
population in general. We may also assume that, since the number of
Asians attending highly selective colleges has increased so dramatically
and could possibly rise even further in the years ahead, the shortage of
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Asian Ph.D.s in the humanities and social sciences might be somewhat al-
leviated. The situation for African Americans is the most troubling.

Educational Attainment of the
Four Major Ethnic Groups, 1998

We repeated the analysis presented in Table 9.1 using the Current Popu-
lation Survey (CPS) for 1998 to bring our information more up to date
and to provide comparisons.29 The data are presented in Table 9.2 (pages
228–229). A comparison of the figures in Row 1 of the two tables dem-
onstrates that substantial demographic changes have taken place be-
tween 1990 and 1998. The white population has declined significantly,
probably because whites who were 25 to 29 in 1990 are the tail end of
the baby boom, whereas whites who were 25 to 29 in 1998 are part of
the baby bust.30 In addition, the population for all three minority groups
has increased significantly. For African Americans this may be a result of
high fertility rates. For Asians and Latinos the increase is probably pri-
marily due to a continuation of high rates of immigration.

Comparing the data in Row 2 of the two tables, we see that there have
also been changes in the rate of high school graduation. The rate for
whites has risen slightly, from 91 percent to 94 percent; but the rate for
African Americans has risen quite substantially, from 77 percent to 88
percent. This indicates that during the period 1990 to 1998 African
Americans have made significant progress in closing the gap in high
school graduation between their ethnic group and whites. There have
also been increases in the rates of high school graduation for both Asians
and Latinos.

The increase in the proportion of African Americans graduating from
high school is certainly an encouraging statistic. But from the point of
view of this book, we should be concerned not only with how many stu-
dents graduate from high school, but how well they do in high school. If
the increase for African Americans between 1990 and 1998 is a result of
more “social promotions” or of political factors, but is not accompanied
by an increase in the proportion who do well in high school, the increase
will have less of an impact on the pipeline into academia. The fact that
the proportion graduating from college has remained the same in this
time period and very significantly below the proportion of whites who
graduate from college in both time periods is disconcerting. In a large
study of American high school students Laurence Steinberg (1996) found
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that African Americans received the lowest grades in high school. This
finding held up when social class was controlled.

The data in Row 3 of Table 9.2 shows that there has been a slight in-
crease in the proportion of all three minorities who never enroll in col-
lege, but the data in Row 4 show that the college dropout rate has sub-
stantially declined for all four ethnic groups. There have been only minor
changes in the percentage of students receiving a terminal associate de-
gree except for Latinos, where the percentage has declined from 10 per-
cent in 1990 to 6 percent in 1998. Unfortunately, there has been very lit-
tle change in the proportion of high school graduates who earn college
degrees. Between 1990 and 1998 the percentage of African American
high school graduates earning college degrees actually declined, from 19
to 18. However, given the increase in the size of the African American
population and the rapid rise in the proportion graduating from high
school, the total number of African Americans who receive college de-
grees has increased substantially during this period.

The data in Row 6 of Table 9.2 indicate little change in the percent-
age of high school graduates among the three minority groups who grad-
uated from college but an encouraging increase in the number of all
three minority groups who graduate from college. And if we jump ahead
to Row 9 we note increases in the number of minorities who we esti-
mate want to be college professors when they graduate from college. For
example, between 1990 and 1998 there was an approximately 30 per-
cent increase in the number of African American college graduates who
wanted to become college professors in the arts and sciences. This num-
ber could be higher were it not for our assumption that African Ameri-
cans continue to receive relatively low grades in college.

The bottom line of Table 9.2, in which we estimate the number of new
Ph.D.s who will end up working in academia, shows almost a doubling
of the number of Asians between 1990 and 1998, but only small in-
creases in the number of African Americans and Latinos.31 We can only
conclude that the increase in the numbers of these two ethnic groups who
graduate from both high school and college is not being effectively trans-
lated into Ph.D. production. This is likely the result of relatively poor ac-
ademic performance in college, relatively low proportions of seniors who
follow through on an intention to become college professors, and high
dropout rates from graduate school. In conclusion, the data from 1998
show that whereas there has been a significant increase in the number of
Asians entering academia, the number of African Americans and Latinos
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doing so is so small at the current time as to make it virtually impossible
for institutions of higher education to achieve their goal of increasing fac-
ulty diversity by hiring more African American and Latino professors.

We must be particularly concerned with several of the numbers for
African Americans in Table 9.1 and Table 9.2. The first is the proportion
of African American high school graduates who end up receiving a col-
lege degree. Whereas 32 percent of white high school graduates end up
graduating from college, the 1990 census data suggested that only 19
percent of African Americans between the ages of 35 and 39 do so. The
data for 1998 do not show any improvement. This is in part due to the
fact that African Americans are less likely to enter college (40 percent of
African Americans who never enroll versus 32 percent of white students
in 1990). It is not implausible that the greater reluctance of African
Americans to enter college is tied to the level of their academic perfor-
mance in high school. We also find that African Americans are somewhat
more likely than whites to drop out of college. This is also probably re-
lated to level of academic performance.

Finally, among arts and sciences graduates only 28 percent of African
Americans as opposed to 65 percent of white students earn a GPA of 2.8
or higher (Table 9.1). All these data lead to the same conclusion: If we
want to increase the number of African American students in the Ph.D.
pipeline, we must work to improve the academic performance of African
Americans at every level of education. As we point out in the next chap-
ter, on policy implications, there may not be that much that American
universities and colleges can do to improve the performance of African
Americans at the lower levels of the education system; but there are
things that might be done to improve the performance of African Ameri-
cans in college. If African Americans did as well as white students in col-
lege, we can assume that the number of African American Ph.D.s enter-
ing academia in any given year would more than double. Although this
would not be nearly enough to fill demand, it would certainly help to al-
leviate the current serious shortage of African American Ph.D.s in the
arts and sciences.

The Number of Minority Ph.D.s in
Different Fields, 1995–96

Up until now we have been trying to estimate how many minority mem-
bers will enter academia in an arts and sciences field without making any

230

THE PIPEL INE INTO ACADEMIA



distinction among these fields. In this section we examine the distribution
of Ph.D. degrees among the various fields by ethnicity. These data come
from the NCES’s 1998 Digest of Educational Statistics. In Table 9.3 we
show the numbers and proportions of Ph.D.s granted to each of the four
ethnic groups in a series of different fields.

The arts and sciences subjects listed in Table 9.3 are area/ethnic and
cultural studies, biological and life sciences, communications, humani-
ties, mathematics and computer sciences, physical sciences, psychology,
and social sciences. The non–arts and sciences subjects are business, edu-
cation, engineering, health professions and related sciences, and others.
This table documents the very small number of Ph.D.s granted to African
Americans and Latinos in virtually all arts and sciences subjects.

Only 19 Ph.D.s were granted to African Americans in mathemat-
ics and the computer sciences in 1995–96, for example, and only 56
Ph.D.s were granted to African Americans in all of the physical sciences.
Even in the biological and life sciences, where African Americans earned
79 Ph.D.s in 1995–96, only about 5 percent of all Ph.D.s granted to Afri-
can Americans were in this field. About 10 percent of all Ph.D.s granted
to white students were in the biological and life sciences. These figures
confirm the very pessimistic outlook for achieving adequate representa-
tion of African American faculty members in the natural sciences. Even
the most popular fields—the humanities (148), psychology (159), and the
social sciences (121)—show relatively small numbers of Ph.D.s granted
to African Americans. Note, however, that 34 percent of African Ameri-
cans who receive Ph.D.s earn them in the field of education. This percent-
age is down significantly from prior years, when approximately half of
all Ph.D.s granted to African Americans were in the field of education.

The figures presented in Table 9.3 on African Americans represent
strong evidence against those who claim that there are African American
scholars to be hired if only the universities would make a strong enough
effort.32 These data lend strong support to the conclusion that the reason
for the shortage of African American faculty members in our universities
and colleges does not primarily lie in any lack of willingness on the part
of these educational institutions to search out African American scholars,
but is more likely a function of the very small number of such scholars
coming through the educational pipeline.

The figures for Asians presented in Table 9.3 suggest that there are a
reasonable number receiving Ph.D.s in the natural sciences (especially if
we make the assumption that a majority of the nonresident aliens who
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are earning Ph.D.s come from Asian countries). But in the social sciences
and humanities the number of Ph.D.s granted to Asians is only slightly
higher than the number granted to African Americans. Of course, as
pointed out earlier, Asians represent a significantly smaller proportion of
the population—although at elite schools there are more Asian students
than there are African American students. If our aim is to have Asian
professors at the schools where Asians are students, if the majority of
Asian Ph.D.s in the social sciences and humanities end up at the elite
schools we may be able to make some progress toward reducing the
underrepresentation of Asian faculty in these fields.

The data for Latinos presented in Table 9.3 are just as discouraging as
those for African Americans. First, we begin with the fact that at least in
1995–96 there were fewer Latinos earning Ph.D.s than there were Afri-
can Americans. The number of Latinos earning Ph.D.s in the natural sci-
ences is only slightly higher than the number of African Americans earn-
ing Ph.D.s in these fields, but it is still way too low for us to have any
hope of reducing the underrepresentation of Latino professors in these
fields. In the social sciences and humanities the number of Ph.D.s earned
by Latinos is slightly less than the number earned by African Ameri-
cans—a number far too low to significantly reduce the underrepresenta-
tion of Latino faculty members in these fields.

Perhaps the only bright spot in Table 9.3 is the large number of Ph.D.s
earned by nonresident aliens. These are heavily concentrated in engineer-
ing and in the natural sciences; but even in the humanities and the social
sciences there are substantial numbers of Ph.D.s granted to this group. In
fact, in the humanities there are two and a half times as many Ph.D.s
granted to nonresident aliens as there are to African Americans and Lati-
nos combined. In the social sciences there are four times as many Ph.D.s
granted to nonresident aliens than there are to African Americans and
Latinos combined. We do not know what the ethnic composition of these
nonresident aliens is. But to the extent that some of them are black, La-
tino, or Asian and they stay in the United States and assume positions as
professors, this group may help alleviate the underrepresentation of the
ethnic minorities we have found in our study.

There is, however, a potential problem in using foreigners to solve the
diversity problem. Consider blacks from Africa who receive Ph.D.s in
this country and then teach here. Since these people are not from the Af-
rican American subculture and may not even identify with African Amer-
icans, it is questionable whether they will serve all of the functions that
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diverse faculty are supposed to (see our discussion of the value of diver-
sity in Chapter 1). Yet most universities are quite pleased to hire such
Ph.D.s since they serve to increase the number of “black” professors
employed. There is a similar problem with the use by universities of the
category “Latino.” As we have pointed out earlier, the people grouped in
this category come from very different cultures and have different levels
of educational attainment and problems. When universities hire people
from Argentina and Chile, for example, and classify them as “Latino”
they may not be providing Chicano students with faculty who will serve
their interests.

Conclusions

The data provided in this chapter prompts us to reach the conclusion that
the main reason why there are so few African Americans and Latinos
earning Ph.D.s and thus why there is an undersupply of minority Ph.D.s
to be hired as faculty at institutions of higher education is that these
groups have generally lower levels of educational attainment than whites
and Asians. There simply are not enough African Americans and Latinos
who are graduating from college with a major in the arts and sciences
and who do well enough in college to believe that academia is a viable ca-
reer option for them. The very small numbers of African Americans and
Latinos who were arts and sciences majors and had GPAs of 2.8 or
higher at the nine state universities in our sample was the first sign of the
shortage of these groups in the educational pipeline. Data from the 1990
and 1998 census and the NCES Digest of Educational Statistics led us to
believe that the conclusion we had reached on the basis of the nine state
universities in our sample was one that could be generalized to the entire
population.

Our data suggest that there will be more Asians who become college
professors in the arts and sciences in any given year than African Ameri-
cans. Given that Asians represent a much smaller percentage of the popu-
lation this might be seen as evidence that the shortage of Asian faculty
members will be alleviated. The problem is that Asian students are not
evenly distributed among the different types of school. Asians, because
they do unusually well in high school, tend to be concentrated in the
most selective educational institutions. There is a shortage of Asian fac-
ulty members in the social sciences and humanities at these schools. If the
proportion of Asians enrolled in selective schools continues to increase
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and (as in our sample) slightly more than half of them major in the social
sciences and humanities, there is a possibility that the shortage of Asians
in these fields might be alleviated in the future. It would also be helpful if
just some of the very high proportion of Asians who select medicine as
their first choice could be persuaded to enter careers in academia instead
of medicine. The underrepresentation of Asian faculty members in the
social sciences and humanities at selective institutions is a real problem;
but it is not of the level of seriousness of the general underrepresentation
of African Americans and Latinos.

The data on U.S.-born Latinos indicates that their level of educational
attainment is higher than that of African Americans. Therefore, as we
have more second- and third-generation Latinos moving through the ed-
ucational system, the shortage of Latinos may be somewhat alleviated.33

The greatest problem lies in the underrepresentation of African Ameri-
cans on the faculties of our schools of higher education. The data we
have uncovered suggests that improving academic performance is the
most important step to take in order to increase the number of African
Americans in academia.

It may also be worthwhile to repeat here what we have said earlier.
Some critics of institutions of higher education, particularly the selective
institutions, have claimed that they could increase the diversity of their
faculties if they simply made a greater effort to recruit existing African
American Ph.D.s. The data presented in this chapter suggest that this is
not a sound argument. The reason why institutions of higher education
have difficulty in recruiting minority faculty members is that there simply
are not enough minorities earning Ph.D.s in the arts and sciences.34

As long as the number of minority Ph.D.s in the labor pool remains so
small, colleges and universities are playing what may be seen as a “zero-
sum” game in their attempts to diversify. Thus, if university A hires an
African American scholar who is currently employed at university B, uni-
versity A will become somewhat more diverse and university B somewhat
less diverse. Overall, the system of higher education retains the same level
of diversity. The only way to end this zero-sum game is to increase sub-
stantially the number of minority Ph.D.s entering the academic labor
pool. Racial preferences in hiring will do nothing to increase the level of
systemwide faculty ethnic diversity.
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10

P O L I C Y R E C O M M E N D A T I O N S

Earlier chapters presented the results of our investigation of the reasons
why minority members are underrepresented on the faculties of our insti-
tutions of higher education. In this final chapter we briefly review the
relevant findings and lay out policy implications and recommendations
that follow from our findings. All of our recommendations are aimed at
achieving one goal: increasing the ethnic and racial diversity of academic
faculties. Universities and colleges of course have many goals, only one of
which may be to increase faculty diversity. It is therefore possible that
some of the recommendations we make could clash with other goals
deemed important to individual educational institutions. Each institution
has to decide how committed it should be to achieving faculty diversity
and whether particular recommendations fit in with its overall goals.

Academic Achievement of Minority Students

Perhaps our single most important finding is that presented in Chapter 9,
on the educational attainment of minority group members. We found
that African Americans and Latinos do not have high enough levels of
educational attainment for large numbers of them to decide they want to
pursue a career as university professor. There are two aspects of this
problem. The first is the difference between whites and Asians on the one
hand and African Americans and Latinos on the other in terms of the
proportions and numbers of each group completing college. The second
is a question of how well African Americans and Latinos perform, or
how much they learn at each level of the educational system. Graduating
from high school without gaining the necessary academic skills to com-
plete college is not going to produce more minority professors. Similarly,
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graduating from college but having low levels of academic achievement
will keep down the number of students who decide to become college
professors. Our strongest conclusion is that if we want to have more Af-
rican Americans and Latinos becoming college professors, society in gen-
eral (including, but not limited to, institutions of higher education) must
work to increase the level of educational attainment and achievement
among these two groups.

The fact that African Americans and Latinos do not have as high a
level of educational attainment as whites and Asians results from a large
number of macro social problems, including changes in the economy and
the persistence of racism in some areas of the society. These problems are
very difficult to overcome. It would be easy for institutions of higher edu-
cation to conclude that there is very little, if anything, they can do to
overcome these problems. And perhaps it is true that such institutions
can make only a small dent in these problems. Nonetheless, there are
steps that colleges and universities can take to help increase the educa-
tional attainment of African Americans and Latinos at all levels. We as-
sume that many universities and colleges are already involved with com-
munity groups in projects whose ultimate aim is the improvement of
minority students’ educational attainment. Because our research did not
examine students’ precollege experience, we make no recommendations
on this important area of concern.

In 1997 Clifford Adelman, a senior research analyst with the U.S. De-
partment of Education, published an article in the educational journal
Change entitled: “Diversity: Walk the Walk and Drop the Talk.” In this
article Adelman made some policy suggestions that, if initiated, could
serve to improve the educational attainment of minority high school stu-
dents. We believe that Adelman’s suggestions are sound and that pro-
grams like the ones he proposes may help improve the academic per-
formance of minority group students. We urge university and college
administrators who are interested in having their institutions help im-
prove the education of minority students to review Adelman’s recom-
mendations, summarized as follows.

Adelman argues that just graduating from high school is not enough
to prepare minority students to do college work and that if they do not
acquire the basic skills necessary in high school, remedial courses in col-
lege are unlikely to be successful. He presents data indicating that stu-
dents who participate in remedial college courses have only one chance in
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eight of completing a bachelor’s degree by the age of 30. He also presents
data indicating that although minority access to college has increased,
there has not been a corresponding increase in completion rates. He
concludes that “we will not improve completion rates until higher educa-
tion makes a massive, creative effort (with courage, conviction, and real
money) to improve the precollegiate academic resources of minority stu-
dents” (p. 43).

Adelman is critical of existing outreach programs conducted by insti-
tutions of higher education:

Only 32 percent of institutions of higher education even sponsored
a precollegiate outreach program for disadvantaged students. The
median number of participating faculty was six per college, the
mean student/staff ratio was 46:1, and 42 percent of participating
students attended only during the summer. One out of seven par-
ticipating students entered after high school graduation, which
means they didn’t stay long . . . The average reported annual time
in these programs was 250 hours. That number sounds decent—
until we see how the time was used. Colleges were asked to indi-
cate the three most important services carried out within their larg-
est outreach programs. The top item on the list was “social skills
development.” Preparatory courses and remediation ranked fifth
and sixth. Social skills development will not get you a degree. Aca-
demic preparation will increase the chances dramatically. (p. 44)

Increasing the Number of Minority Students
Who Enter Academia

The recommendations we make throughout this chapter are all aimed at
increasing the number of minority college graduates who will enter grad-
uate school with the aim of attaining a Ph.D. in an arts and sciences sub-
ject. The actions we recommend will not directly lead to an individ-
ual school’s increase in the ethnic or racial diversity of its own faculty.
Rather, we hope that these actions will increase the size of the pool of mi-
nority Ph.D.s some years down the road. Thus, we recommend that
schools, especially those with relatively large enrollments of high-achiev-
ing minority students, participate in a communal effort, which may not
directly benefit them but will benefit other institutions of higher educa-
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tion. Because the “payoff” of our suggested programs is in the future and
indirect, individual schools need to have a strong commitment to the gen-
eral benefit to enact these programs.

We suggest that some organization, perhaps either the National Re-
search Council or the American Council on Education, collect data each
year on the number of minority graduates of each college and the num-
ber and proportion who enter different types of postgraduate programs,
including Ph.D. programs. The publication of this information should
serve to increase the prestige of undergraduate schools that are successful
in graduating relatively large numbers of minority students and having
them enter careers such as academia. Publication of such statistics might
also serve to motivate those schools that are not doing so well in this par-
ticular area to increase their efforts.

Finding: We found little difference among the four ethnic groups we
studied in their occupational preferences insofar as academia is con-
cerned: approximately 10 percent of each ethnic group selected college
professor as their most likely occupational choice. The low numbers of
African Americans and Latinos who actually wind up in the pool of po-
tential faculty, therefore, is caused not by a lack of interest, but by the rel-
atively low absolute numbers of these ethnic groups in the undergraduate
population, particularly the dearth of such undergraduates in arts and
sciences programs who perform at a high level academically. A very high
proportion of minority students who complete high school with high
GPAs and receive high SAT scores attend the most selective (“elite”) col-
leges and universities, particularly high-prestige private research univer-
sities, such as the Ivy League schools.

Recommendation: Although our proposal may be difficult and
costly for the elite institutions (the Ivy League schools and the highly se-
lective liberal arts colleges), in order to have a major impact on the
overall diversity among faculty in higher education as a whole the elite
schools, and particularly the Ivy League schools, should increase their ef-
fectiveness in interesting currently enrolled minority students in a career
as professor in arts and sciences fields. They should try to raise the per-
centage of minority students with this career interest to a level substan-
tially above that of white students. Small increases here can make large
long-term differences in the availability of highly qualified minority fac-
ulty members.
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Using the Admissions Process

Finding: Initial career interest is one of the key determinants of a
graduate’s most likely career choice. Fully 70 percent of all those in our
survey who chose college professor as the one occupation they were most
likely to go into indicated that they were already interested in that occu-
pation when they entered college.

Recommendation: Schools that are not highly selective can do little
through the admissions process to increase the number of minority stu-
dents who enroll as freshmen with an initial interest in becoming college
professors. Schools that are selective, however, can use the admissions
process to increase the number of such students.

We advise selective colleges to add a question to their admission appli-
cations that ask prospective students to indicate what career(s) they think
they might be interested in pursuing. The question should be a multiple-
choice question that allows the students to indicate as many occupations
as they are currently interested in. College admissions officers might then
be more attentive to applicants’ career plans. If they ultimately admitted
more African American, Latino, and Asian freshmen with an interest in
academia, the number of minority students pursuing graduate study in
the arts and sciences would quite likely increase.

The admissions process at highly selective schools is already difficult
and complex. Many interests and goals must be served. But if selec-
tive colleges and universities are to increase the number of minority stu-
dents who go on to graduate study in the arts and sciences, they must
give more attention to applicants’ career interests in the admissions pro-
cess, and admissions committees should give preference to minority ap-
plicants who are interested in academic careers.

Finding: We found that 21 percent of the graduates of the Ivy
League schools selected medicine as their first-choice career. This figure is
considerably higher than that of the selective liberal arts colleges or for
high-achieving students at state universities and HBCUs. The primary
reason why Ivy League students are more likely to want to become physi-
cians than students at other types of school is that they enter college with
this aspiration. Thus, students wanting to be physicians are self-selecting
into the Ivy League. Medicine has for many years been the highest-pres-
tige and highest-paying occupation in the United States. It is also one of
the most important, and it serves the national interest for talented stu-
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dents to enter medicine as a career. It is inevitable that a significant por-
tion of the graduates of elite private schools such as the Ivy League will
want to become physicians. Nonetheless, we believe that administra-
tors and faculty members at the Ivy League schools and other selective
schools with a similar proportion of their graduates entering medicine
should seriously address the question of whether it is in the interest of
these schools and the functions they serve in society for such a large por-
tion of their graduates to enter one occupation. Schools may legitimately
decide that it is not part of their role to determine what occupations their
graduates enter. But the premise of our research, after all, was that the
sponsoring schools would try to adopt policies in order to increase the
number of minority students who select careers as professors in an arts
and sciences subject. Thus, to this extent the sponsoring schools have al-
ready decided that influencing the occupational choice of enrolled stu-
dents is a legitimate goal.

One factor contributing to the high proportion of students at the Ivy
League (and presumably other similar elite private schools) who enter
with the goal of becoming physicians is that the proportion of African
American and Asian students who want to be physicians is extremely
high. In the case of Asians this proportion approaches 50 percent. We
also found that among those students who reported an interest in both
academia and medicine, the overwhelming majority selected the latter ca-
reer as their first choice.

Recommendation: The Ivy League schools (and other schools with
more than 15 percent of their graduates selecting medicine as their first-
choice career) should pay particular attention to the freshman career in-
terests of African American and Asian students who apply for admission.
To the extent that it does not interfere with other goals of the admission
process, these schools should try to give preference to African American
and Asian applicants who are interested in academia over those who ex-
press an interest in medicine.

We cannot emphasize enough the importance of taking freshman ca-
reer interests into account if schools are seriously interested in increasing
the number of minority graduates who enter academia. Since relatively
few students are recruited to a career interest in academia during college,
it is imperative to increase the number of minority students who have this
interest when they enter college. Also, since increasing the number of stu-
dents who decide to enter academia means reducing the number who de-
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cide to enter medicine,1 it would be good to give academia a head start in
this race by manipulating the occupational interests of the students who
are admitted.

Increasing Commitment after Admission

Although about a third of high-achieving minority students (somewhat
less for African Americans) are interested in becoming professors when
they enter college, commitment to this career is relatively weak. At the
end of college, when students are making their choices as to what career
to pursue, students who are interested in both academia and other major
competing occupations (medicine, law, business, and teaching) are more
likely to select an occupation other than academia (see Chapter 3). Our
research turned up a large number of findings that point to ways that in-
stitutions of higher education can act to increase the likelihood that mi-
nority students with an initial career interest in academia will actually
follow through with this interest and enter a graduate program in the arts
and sciences.

All schools, both selective and less selective, should consider adopting
some of the recommendations suggested below (or similar ones). How
these suggestions are actually implemented will vary depending on spe-
cific conditions existing at individual schools.

Finding: The overwhelming majority of students we interviewed told
us that career counselors or placement officials had very little influence
on their choice of career. Most schools have advisors for students who
are interested in becoming physicians, lawyers, and teachers; but few, if
any, schools have advisors for students who are interested in becoming
professors.

Recommendation: Every four-year college should appoint a staff
member whose primary responsibility will be to serve as an advisor to
students who are interested in careers as professors. This person would
also be responsible for coordinating the programs we suggest that are
aimed at increasing and maintaining interest in an academic career. We
will refer to this individual as the “faculty advisor.”

Finding: Existing programs sponsored by foundations and other in-
stitutions aimed at getting minority students interested in becoming col-
lege professors have been very successful. Our multinomial regression
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models show that these programs have an especially significant influence
on African American and Latino students even when all other variables
are controlled, including initial interest in academia, grades, and aca-
demic self-confidence.

Recommendation: Every institution of higher education interested
in increasing the ethnic diversity of faculty should set up a program, with
or without the support of external organizations, whose goal is to get mi-
nority students interested in entering academia. This program should be
run by the faculty advisor. Although existing programs aimed at increas-
ing minority commitment to academia, such as the Mellon Minority Un-
dergraduate Fellowship (MMUF) program, have been very successful,
they have generally been limited to a relatively small number of partici-
pants who have been self- and socially selected. We suggest that universi-
ties and colleges attempt to increase the size of these programs substan-
tially, so as to include all minority group members who have an interest
in academia. Whether these larger programs are effective may be deter-
mined by evaluation research.

The MMUF program, sponsored by the Andrew W. Mellon Founda-
tion, is a significant source of funding for programs aimed at encouraging
minority students to become academics. Yet to our knowledge no system-
atic evaluation of this program has ever been done. In the course of con-
ducting the research for this book, at the request of Harriet Zuckerman,
Vice President of the Mellon Foundation, we conducted a preliminary
evaluation of the effectiveness of the MMUF program and found that it
was highly effective—but no more so than other similar programs.2 One
way in which the MMUF program could increase its effectiveness is to
stop putting as much money as it does into liberal arts colleges, places
our research has clearly shown to be a hostile environment for African
American students and where such students are less likely to persist with
career interests in academia than they are in less selective institutions.
The MMUF program should fund large programs at some of the less elite
state institutions and HBCUs. At the same time, the programs it currently
funds at large elite universities, like the Ivy League schools, are definitely
worth continuing.

Students should be recruited into these programs at the beginning of
their freshman year. Information on whether each freshman minority stu-
dent has an interest in academia would preferably be obtained from the
college application, which we have recommended contain a multiple-
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choice question on occupational interests. If such a question is not in-
cluded on the application, colleges might use their in-house institutional
research capacity to survey student career interests and attitudes at the
beginning of the freshman year in order to identify students with an in-
terest in academic careers and especially those with positive attitudes to-
ward research, teaching, living in the world of ideas, and generally pursu-
ing an academic lifestyle.

At highly selective schools all minority students who indicate a fresh-
man interest in academia should be invited by letters and telephone calls
to participate in the pre-academia advisory program. Less selective
schools might consider inviting all students with a freshman interest in
academia who have a combined SAT score of 1100 or higher or a high
school GPA of A− or higher. (Students who enter college without ade-
quate academic preparation, as indicated by SAT or ACT scores and high
school GPA, are unlikely to do well enough in school to make college
professor a viable occupational choice.) Using an indicator of academic
preparation in determining who will be invited to participate in the pre-
academia advisory program might be particularly important at HBCUs.
At these schools, since virtually all the students are African American, it
is possible that a pre-academia advisory program including all students
who express a freshman interest in academia might be too large to be
successfully administered. At schools that have large numbers of under-
graduates majoring in fields such as business or education, as is the case
in many state universities, it might be advisable to invite only students
who intend to major in an arts and sciences subject to participate in the
pre-academia advisory program.

At predominantly white schools the number of minority students ad-
mitted in any given year is not too large and (according to our findings)
only about a third of them are likely to express interest in an academic
career, so it should be possible to conduct individual interviews between
the students and the faculty advisor or assistants to the advisor, in order
to invite freshmen to join the pre-academia advisory program. Senior mi-
nority group students who have participated in the program or graduate
students may be used as assistants and help in the socialization of the
freshmen.

Finding: Most undergraduate students are unfamiliar with the de-
tails of life as a professor, particularly the advantages of the academic
life. In addition, parents of many minority students, particularly Asians
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and African Americans, have very little knowledge about what a career
in academia entails and pressure their children to enter a career other
than academia. This pressure is often successful.

Recommendation: Colleges should prepare a promotional brochure
and a videotape in which the job of college professor is described in a fa-
vorable but realistic light. Advantages and disadvantages of the academic
life should be realistically portrayed. Information on the relative pay of
professors and those of major competing occupations should be pre-
sented. Advantages, such as autonomy, which neither students nor par-
ents are likely to be aware of, may be stressed. The video might, for ex-
ample, follow a minority student as he or she goes through graduate
school, gets a Ph.D., lands a first job, and so on. These promotional ma-
terials should not just portray academia in a favorable light; they should
also inform students about some negative aspects of other careers that
they may not be aware of. The burnout rate among doctors, for example,
is exceptionally high; doctors are more likely to be addicted to drugs than
people in any other occupation. Working over a hundred hours a week as
a law associate in a large firm—a position only a tiny fraction of lawyers
attain—is not fun. The proportion of associates who make partner is
even more daunting.

To some extent these promotional materials are propaganda, in that
they are intended to change students’ views about different occupations;
but they should at the same time be completely honest about the dif-
ficulties of life in academia.

These materials would not only be useful as tools to maintain the
commitment of students who are relatively unfamiliar with academia;
they could also be used by students interested in academia to convince
their parents that the job is a respectable one, with reasonably good pros-
pects for a decent income. Videos and brochures would be expensive to
produce and probably would require the cooperation of a group of insti-
tutions. But they would be extremely useful in increasing the proportion
of minority students who persist with a freshman interest in academia.

Increasing Faculty-Student Contact

Finding: Having a considerable amount of contact with faculty is
a major correlate of choosing college professor as the most likely ca-
reer. This correlation holds for all ethnic groups, at all types of schools.
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The amounts of contact reported by students are similar for the three
types of predominantly white schools, but the amount is much higher at
the HBCUs. Indeed, the strongest predictor of interest in academia is
an index of contact with faculty, along with initial interest in academia
and GPA.

Pre-academia advisory programs should have as one of their goals to
inform the participants about the details and advantages of a career in
academia. They should also focus on increasing the amount of contact
that students interested in academia have with faculty members. Faculty
members who participate should actively encourage minority students to
consider pursuing an academic career.

Recommendation: Pre-academia advisory programs should have
two components. One would have the goal of informing students about
the benefits and advantages of a career in academia and increasing their
level of faculty contact. (The second component, discussed below, is
aimed at improving the academic performance of students with an inter-
est in academia.) Faculty contact could be fostered through a series of
regularly scheduled meetings attended by students, advisors, and guest
speakers. Groups should be kept relatively small so as to allow the stu-
dent participants to interact with the faculty advisors and guest speakers.
Having minority faculty participate as guest speakers would be desirable,
but our research has suggested that white faculty members can be effec-
tive role models for minority students and a majority of the speakers
could be recruited from among white faculty. Talks could focus on the bi-
ography of the speaker and why he or she chose to become an academic.
Speakers could be encouraged to talk both about their research and their
teaching philosophy, how much time they spend on teaching and how
much on research, how faculty get tenure and what it means, the state of
the job market for minority Ph.D.s, the pay professors receive, opportu-
nities for earning extra income, the interest of most schools in increasing
the diversity of their faculty, and so forth.

These sessions ideally will lead to the formation of informal con-
tacts between the student participants and the faculty speakers. Students
should be encouraged to visit the faculty members in their office, where
the students can discuss their courses and their interests. Some faculty
members might be willing to invite some of the student participants to
lunch or to a get-together at the home of the faculty member. The more
contact that can be generated between the student participants and the
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faculty members, the greater the likelihood that the student will decide to
pursue a Ph.D. with the aim of becoming a college professor.

Finding: Having a professor as a role model makes a small but sig-
nificant difference in the decision to become a college professor (even
when contact with faculty is controlled). For students in all ethnic
groups, it makes no difference whether the role model is of the same gen-
der, the same race, or the same gender and race. From our questionnaire
we learned that being a role model has many different meanings for stu-
dents, but a common idea was that such a person served as a mentor or
was someone who “really cares.”

The finding that matching gender and race of role models has no in-
fluence on students’ career decisions has no bearing on the overall impor-
tance of faculty diversification. It does mean, however, that existing fac-
ulty, whatever their race or gender, can have quite an effect on students’
career decisions. Our research has shown that graduate students can also
have an effect on students. Respondents who reported being influenced
by graduate students in making their career choice were more likely to se-
lect academia as a career than those who did not report being influenced
by graduate students.

Recommendation: Any programs that increase the contact between
undergraduates interested in academia and graduate students will be use-
ful in getting undergraduates to maintain their interest in academia and
ultimately select it as a career.

The faculty advisor should therefore make a concerted effort to in-
volve existing graduate students (both minority members and non-
minority members) in the undergraduate advisory program. Graduate
students could be invited to speak to the undergraduates about why they
decided to pursue graduate study and what it is like to be in graduate
school. Graduate students should be invited to any informal functions
sponsored by the advisory program. Graduate students should be en-
couraged to befriend and mentor undergraduates who are interested in
academia. In addition, graduate students, along with senior minority un-
dergraduates, could be used as assistants in the advisory program.

Some schools, particularly large state universities, already have gradu-
ate students intimately involved in undergraduate education. This is ben-
eficial both to the graduate students, who learn how to teach through
their participation, and to the undergraduates, who benefit from contact
with graduate students. Schools that currently do not involve graduate

247

POLICY RECOMMENDATIONS



students in undergraduate education in a significant way should try to in-
crease their involvement. We are not suggesting that graduate students be
used to take the place of faculty members as instructors, but that they be
used in addition to faculty members as teaching assistants, discussion
section leaders, and in other capacities in which they would interact with
undergraduates. Liberal arts colleges that have few or no graduate pro-
grams might try to involve graduate students from nearby universities in
their undergraduate education program.

It would also be a good idea to invite alumni of the college (particu-
larly minority members) who have earned Ph.D.s and are working in aca-
demia to serve as guest speakers at meetings of the advisory program.
Giving students the chance to see others who were formerly in their posi-
tion and who now have successful careers in academia will increase their
confidence that they too can have a successful academic career.

In addition, our research (as well as that of others) has found that peers
also influence students’ career decisions. Students who attend colleges
where many freshman are interested in academia as a career are more
likely to select that career themselves than students who attend colleges
where relatively few freshmen are interested in academia as a career.

Having a program such as the advisory program we propose should
serve to put students into contact with others with a similar interest in ac-
ademia as a career, increasing the interaction among the participants and
making it more likely that students in the program will develop friends
among students who want to be academics. This should serve to rein-
force their own interest.

Improving the Academic Performance of
Minority Group Students

Finding: We found a strong correlation between how well minority
group students do in college and their decision to select college professor
as a career. Students who earn high GPAs are much more likely than stu-
dents who have lower GPAs to select academia as their first-choice career
(see Chapter 5).

We also found that African American students and to a lesser ex-
tent Latinos underperform academically. That is, compared with white
students with the same SAT scores, the minority students earn lower
GPAs.

248

POLICY RECOMMENDATIONS



Recommendation: One of the primary aims of the advisory pro-
gram we have proposed (or any other program aimed at increasing the
number of African Americans and Latinos who select academia as their
first-choice career) should be to improve the academic performance of
the minority student participants. The goal should be to eliminate the
underperformance and, going beyond that, to have the minority students
perform at an even higher level than their SAT scores would predict.
Since the reasons for minority students’ underperformance are not fully
understood, this will not be an easy task. But we know enough to suggest
several strategies that might be effective.

Finding: African American students who attend less selective
schools are more likely than those who attend selective schools to persist
with a freshman interest in academia. Our findings support the relative
deprivation theory put forth by James Davis in his paper “The Campus
as a Frog Pond” (1966). They also support the fit hypothesis, an argu-
ment sometimes made by opponents of affirmative action.

Recommendation: Instead of recommending that minority students
go to the most prestigious school they can get into, high school guidance
counselors should recommend that each student go to a school where he
or she is likely to do well academically. An HBCU may be such a school.
Guidance counselors, in short, should try to reduce some of the lack of fit
between the level of academic preparation of minority students and the
schools where they enroll.

Finding: Social psychologist Claude Steele has suggested that one
reason why bright African American students underperform is their fear
of activating a generally negative stereotype about the intellectual abil-
ity of African Americans. Steele has shown in experiments that if this
fear can be reduced, the performance level of African Americans is in-
creased. Paradoxically, highly visible affirmative action programs that
include special minority-targeted financial aid may send a positive mes-
sage that elite colleges and universities care strongly about having a di-
verse student body, but their very visibility may also enhance “stereotype
vulnerability.” One condition that can contribute to the fear of activation
of this negative stereotype is the possible belief on the part of minority
students that they were admitted to a selective school because of af-
firmative action programs and that they “don’t really belong” in these
schools.
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Recommendation: If colleges and universities continue to practice
race-sensitive admissions they should try to reduce to a minimum any
negative psychological effects that affirmative action programs may
have. We suggest that scholarships that are earmarked for minorities
not be labeled as such, but rather awarded in the same way as non–
affirmative action scholarships are awarded. The idea is to increase the
minority students’ belief that they have been admitted to the college be-
cause of their high academic qualifications and ability, rather than be-
cause of the need of the college to maintain ethnic diversity among the
student body.

In addition, as part of the advisory program minority student partici-
pants should be given “pep talks” in which it is emphasized that they
have been admitted because of their outstanding scholastic performance
and that the college has high expectations that they will do as well in col-
lege as they have done in the past. The students should also be informed
about the importance of doing well in college in order to be admitted to,
and receive funding from, the best graduate schools. The participants
should be advised to make their academic work their top priority and
to avoid letting extracurricular activities interfere with their academic
work.

Also as part of the advisory program individual interviews should be
scheduled with every student participant four to six weeks after the be-
ginning of each semester. The faculty advisor and assistants (upperclass-
men and graduate students can help freshmen and sophomores) should
discuss with each student how he or she is doing in each course. If
the student is having difficulty in any course, tutoring should be ar-
ranged. This tutoring could be conducted by upperclassmen who have
taken the particular course the student is having difficulty with. Some of
these tutors could be work-study students; others might be volunteers. By
providing students with close monitoring and offering them tutoring in
courses with which they are having difficulty, they should become con-
vinced that the college really cares about how well they are doing. This
should increase their identification with the college and reduce any feel-
ings of alienation that these minority students might experience on pre-
dominantly white campuses. Ultimately, at all schools, including HBCUs,
the advisory program ideally would raise the GPAs of the students who
participate.

Finding: Research by Leonard Ramist, Charles Lewis, and Laura
McCamley-Jenkins (1994) has suggested that the courses in which Afri-
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can American students are the most likely to underperform are science
courses and laboratory courses.

Recommendation: The tutoring program suggested earlier should
concentrate on science courses. It might be a good idea to arrange for tu-
toring and group study sessions for science courses right from the begin-
ning rather than waiting until students realize that they are having dif-
ficulty.

Many colleges and universities are dissatisfied with the quality of their
current academic advising system. If the advisory program we suggest
is instituted and carried out, it should improve the general academic
counseling that minority students will receive. In addition, since those
students who are interested in academia as freshman are generally the
students who have the best academic preparation (see Chapter 4), the
program we have suggested has a good chance of succeeding. Trying to
improve the GPAs of students who do not have good high school aca-
demic preparation would be more difficult.

Finally, it is worth repeating our finding here that if African Ameri-
cans and Latinos had the same grades as white students and Asians, they
would be significantly more likely to select academia as a final-choice ca-
reer. To the extent that the tutoring and advisory programs that we have
suggested work to improve the GPAs of the participants, their interest in
academia as a career will increase.

Finding: Our research found some tentative support for the hypoth-
esis that one reason for the underperformance of minority students is the
existence of ethnic subcultures that devalue academic performance and
even brand students who try to do well in school as in some sense traitors
to their own ethnic group.

Recommendation: We believe that to the extent that the above
“subcultural values” theory has any validity, the advisory program we
have suggested may act as a counter to anti-achievement values. By in-
teracting with other minority students who are interested in academic
achievement and with faculty members, faculty advisors, graduate
students, senior members of the advisory program, and alumni—all
of whom emphasize the value of scholarly work and achievement—
minority students may avoid or deflect any anti-achievement subcultural
values.
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Exposing Minority Group Students to Teaching Experience

Finding: Our research has indicated that students are drawn to an
academic career for two primary reasons: their interest in doing research
and, almost as important, their interest in teaching. Students generally
find the possibility of teaching undergraduates to be an appealing aspect
of academia, and African American and Latino students (as also white
students) are attracted to the possibility of mentoring minority students.
By contrast, some students are turned off by what they perceive as the ex-
cessive emphasis in academia on research and publication. Only those
students who are most committed to a career as college or university pro-
fessor have a strong interest in both research and teaching.

Recommendation: The tutoring offered through our suggested advi-
sory program will be of value not only to the student receiving the tutor-
ing but also to the student providing the tutoring. Students interested in
academia like the idea of teaching, and a positive experience as a tutor
can serve to increase the commitment of the tutor to his or her interest in
pursuing an academic career.

It would also be desirable to have programs that give students a struc-
tured opportunity to participate in teaching and mentoring activities.
Participants in the suggested advisory program should be offered the
opportunity to act as teachers and mentors to minority high school
students both during the school year and during the summer. The stu-
dent-teachers might meet periodically to discuss teaching problems they
encounter. Course credit might be given for participation in such a
program.

Finally, in addition to students becoming introduced to teaching, they
may also be attracted to an interest in academia by involvement in re-
search. This idea is discussed in the following section.

Exposing Minority Group Students to Research

Finding: An important determinant of whether a student selects aca-
demia as a final-choice career is whether or not the student believes that
he or she would get satisfaction from doing research. In our study, Af-
rican American “persisters” (students who expressed an interest in aca-
demia as freshmen and then as seniors selected academia as their first-
choice career) differed from “defectors” (students who expressed an
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interest in academia as freshmen and then as seniors selected some other
career as their first choice) in the probability of their saying they would
get a lot of satisfaction from doing research by 26 points, Latinos by 32
points, and Asians by 30 points. (Among white students the difference
was 37 points.) We also found that doing a research project on one’s own
made a student more likely to select academia as a first-choice career.
Finally, participation in a summer research training program also made
students more likely to select academia as a first-choice career.

Recommendation: The more heavily undergraduates can be in-
volved in research, the greater the likelihood that they will select college
teaching as a career. Programs therefore should be instituted that offer
students the opportunity to do research. Members of our recommended
advisory program should be encouraged to participate in such programs.

Some selective colleges require all students to conduct an individ-
ual research project in their junior and senior years. These schools are
particularly successful in recruiting minority members into the profession
of academia. Schools that do not have mandatory programs like this,
should set up voluntary programs in conjunction with their academic de-
partments. Each department should be encouraged to offer students the
opportunity to conduct individual research projects. Many departments
will be found to have such programs in place already; if so, students with
an interest in academia should be encouraged to participate in them. The
faculty advisor could work in collaboration with representatives of the
various departments to match minority students with professors in their
major who would take an active role in supervising the research. In some
cases the students could do research in conjunction with larger projects
being conducted by faculty members. Students would receive academic
credit for engaging in independent research; and as part of the course re-
quirement they would be obligated to write a paper reporting the results
of their research.

Some colleges might want to make participation in such a research
program a prerequisite for graduation with honors rather than awarding
honors strictly on the basis of GPA. The more incentives that can be built
into such research programs for both minority group students and their
faculty supervisors, the more successful the program is likely to be.

Research programs such as these not only will serve to increase the
commitment of students interested in an academic career to that occupa-
tion, but may also serve as a mechanism to recruit students who enter
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college without an interest in such a career. Our findings suggest that in-
terest in, and experience with, research is one of the main factors causing
students to switch their career interests from other fields to academia.

Besides research conducted during the academic year, schools should
consider setting up special summer research training programs that mi-
nority members with an interest in college teaching could be encouraged
to enroll in. These programs could take different forms. For example,
one possibility is to have all participating students work on one research
project under the direction of a single faculty member. Or students might
be assigned to work with faculty or advanced graduate students on ongo-
ing research projects. If students could be paid for participating in such
programs it would increase both their incentive to participate and the
rate of participation.

Problems of Minority Group Students at
Schools with Few Minority Students

Finding: Our research suggests that selective liberal arts colleges do
not provide African Americans with an environment that is conducive to
pursuing high-achievement careers. Given the high expectation about the
effectiveness of liberal arts colleges in attracting minority students to aca-
demia, based in large part on these schools’ emphasis on good teaching
and high levels of faculty-student contact, these results are disappointing.
The very small number of African American students at these schools ap-
pears to foster an academic environment in which these students do not
feel comfortable. African Americans in particular have lower levels of ac-
ademic self-esteem at the selective liberal arts colleges, receive grades that
fall even further below those predicted by their SAT scores than at all
other types of schools, have lower levels of satisfaction than other ethnic
groups at these schools, and are more likely to believe they have been dis-
criminated against. All of these factors combined dampen their interest in
academia as a career.

Recommendation: Liberal arts colleges should look more closely at
the unique problems that minority group members experience on their
campuses. More research should be conducted by these colleges in order
for them to better understand the problems that high-achieving minority
group students face when they are part of a very small group in a rela-
tively small college.

Our research has suggested that the problems faced by minority
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group students at liberal arts colleges may be ameliorated when the size
of the minority student population is relatively large. This suggests the
importance of increasing the size of the minority student population, es-
pecially at the larger liberal arts colleges. Given the competition for high-
achieving minority students among selective colleges, this will be a dif-
ficult goal to accomplish without admitting students who do not have the
academic qualifications to succeed at the liberal arts colleges. Admitting
minority students without adequate preparation, however, would only
exacerbate the problem. Ultimately the success of all selective schools in
increasing the size of the group of qualified minority students admitted
will depend on increasing the pool of such students.

Developing Stronger Commitment to Academia
among Minority Students

Finding: Only 58 percent of students interested in becoming college
professors say that they will go to graduate school within the year fol-
lowing their graduation from college. Not going directly on may reduce
the chances that students will actually follow through with an intention
to become a professor. Students at HBCUs are much more likely to go di-
rectly on, primarily because they have more of an occupational orienta-
tion than students at other colleges.

Recommendation: The intensive advisory program we are suggest-
ing, along with research apprenticeships and teaching experience, will
serve to increase the occupational orientation of the students who partic-
ipate in these programs. Thus one consequence of conducting successful
programs such as those we propose would be a higher percentage of stu-
dents going directly on to graduate school.

Increasing Interest among Minority Students
in Specific Areas

Finding: The proportion of students wanting to become academics
is highest in the physical sciences and the humanities; is lower in mathe-
matics, computer science, and the biological sciences; and is lowest in the
social sciences.

Recommendation: Administrators should tell chairs of departments
with low rates of majors who select academia as a career that it would be
desirable to increase the proportion of their majors, particularly minority
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students, who elect to enter academia as a career. The low rate of interest
in academia among students in the biological sciences is mostly due to
the fact that the best students in these fields are more likely to be inter-
ested in a career in medicine. Students in mathematics and computer sci-
ence may have good job opportunities in business. Students in the social
sciences are more likely to be interested in law and business than in aca-
demia. Still, it would seem possible to make some changes in the ma-
jors—particularly in the social sciences—that might serve to increase the
interest of students in an academic career. At selective schools, making
research projects a graduation requirement might serve this purpose. At
less selective schools, establishing honors programs within departments
in which independent study, research projects, and more intellectually
challenging courses were offered might also serve to make students ma-
joring in these subjects, including minority students, more inclined to
pursue an academic career.

Problems Faced by Asian Students

Finding: Asian students are the least disposed to become college pro-
fessors, regardless of what type of school they attend. Even Asians in
the natural sciences are not much interested in academia; overwhelm-
ingly, they want to become physicians. Indeed, Asians in the natural
sciences are less interested in becoming professors than those in the so-
cial sciences when other relevant variables are controlled. At Ivy League
schools, there is no evidence of underperformance by Asian students
compared to white students; but at state universities and liberal arts col-
leges, Asians show some degree of underperformance. At all types of in-
stitutions, when grades and SATs are controlled, Asian students have less
academic self-confidence than white students; and even when they re-
ceive good grades, they are least satisfied with their college experience.
Asian students are more likely than other students to mention “lack of
ability” as a reason for not wanting to be a college professor. They are
less likely than others to report having role models among the faculty.
And at state universities Asian students show lower levels of faculty con-
tact than other students. The survey data we have collected cannot ex-
plain Asian students’ relatively low levels of academic self-confidence,
but our information does suggest that satisfaction for Asian students is
strongly influenced by the amount of time spent socializing, contact with
faculty, and GPA.
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Recommendation: College officials with a concern for student af-
fairs might give more attention to the extent to which Asian students dis-
play low levels of academic self-confidence and to what degree they are
satisfied or, as often is the case, dissatisfied with their college experience.
Both academic self-confidence and satisfaction with college influence the
decision to become a professor. Schools with significant Asian student
populations should do more research on why Asians show relatively low
levels of satisfaction and academic self-confidence and why in general
they seem to be the ethnic group least integrated into the campus com-
munity. The special problems of Asian students should be seen to. Steps
taken to address this group’s special problems should help to increase the
number of Asian students who decide to enter academia as a career.

Dealing with Problems in Academia

Finding: We found that there are some perceived aspects of the ca-
reer of college professor which act as a disincentive for students to select
this career. Perhaps the most important negative aspect of an academic
career is the length of time that it takes to earn a Ph.D. degree. Many stu-
dents also perceive that there is too much emphasis on publication and
not enough emphasis on teaching. Some students also believe that aca-
demic life is characterized by too much competition. Although our quan-
titative data did not show that concern about getting a job was a disin-
centive for those interested in academia, qualitative research suggested
that, particularly for Asian students, the difficult academic job market is
a disincentive.

Recommendation: Although we are very much aware that this sug-
gestion sounds naïve and is very difficult to do much about, we cannot
fail to mention that it would be easier to get more minority students into
academia if the profession could be made more attractive. It is widely be-
lieved that “time to degree” for the Ph.D. in the arts and sciences is sub-
stantially too long (Bowen and Rudenstine 1992). Reducing the time to
degree so that a Ph.D. could be earned in five years instead of eight or
more would make the profession more attractive to all students, includ-
ing minority students. Although there is much talk in academia about
“paper counting,” or reducing the emphasis on quantity of publication
and increasing the emphasis both on quality of publication and teaching
as criteria for promotion and tenure, this remains an elusive goal. To the
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extent that this goal could be achieved, academia would become a more
attractive profession. The fact that so many fields in academia are char-
acterized by excessive competition and a corresponding lack of emphasis
on the pursuit of knowledge as a communal enterprise is troubling to
many current academics as well as prospective future academics, includ-
ing minority students.

The tight job market in academia makes it difficult for teachers of un-
dergraduates to urge them to spend the great amount of energy and time
required to earn a Ph.D. The job market is in fact better for African
Americans and Latinos as a result of existing affirmative action pro-
grams. Asian students see the difficulty of getting a job as a serious im-
pediment to their finding academia appealing, even though some univer-
sities and colleges include Asians in their affirmative action programs. If
students knew that once they earned a Ph.D. they would have a good
chance of getting an academic job, the profession would, again, be more
attractive to all students, not just minority students.

Although all of the goals just mentioned are difficult to achieve, any
progress toward solving the basic problems of the academic profession
would make this profession more attractive to minority students, and the
greater the number of those interested in making a career in academia,
the easier it will be to achieve ethnic and racial diversity in our nation’s
college and university faculties.
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A P P E N D I X E S N O T E S R E F E R E N C E S I N D E X





A P P E N D I X A : T H E Q U E S T I O N N A I R E S

pretest questionnaire

Career Choice Survey

1. Below are fields in which college graduates are frequently employed. Please check at
least one box in EACH COLUMN to indicate:

A. The career(s) you were interested in when you entered college. (Check all that apply.)

B. The career(s) you are considering now, even if you have not completely made up
your mind. (Check all you are considering.)

C. Of all those you marked in B, pick the one career you are most likely to end up in.
(Check only one.)

A B C

❑ ❑ ❑ Allied health professions (pharmacist, optometrist, therapist, technician)
❑ ❑ ❑ Architecture, design, urban planning
❑ ❑ ❑ Business, management, industry
❑ ❑ ❑ Clergy
❑ ❑ ❑ Communications, media, advertising
❑ ❑ ❑ Computer analyst or programmer (nonacademic)
❑ ❑ ❑ Dentist (including orthodontist or oral surgeon)
❑ ❑ ❑ Engineering
❑ ❑ ❑ Environment, natural resources management
❑ ❑ ❑ Fine/performing arts
❑ ❑ ❑ Government, public policy, politics
❑ ❑ ❑ Health care administration
❑ ❑ ❑ Homemaker (full-time)
❑ ❑ ❑ Human/social services
❑ ❑ ❑ Journalism, writing
❑ ❑ ❑ Lawyer (attorney)
❑ ❑ ❑ Library, museum
❑ ❑ ❑ Military, law enforcement
❑ ❑ ❑ Nursing
❑ ❑ ❑ Psychologist—clinical (nonacademic)
❑ ❑ ❑ Physician
❑ ❑ ❑ Researcher (in a university)
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❑ ❑ ❑ Researcher (not in a university)
❑ ❑ ❑ Skilled trades, crafts, farming
❑ ❑ ❑ Teaching, administration (elementary, secondary)
❑ ❑ ❑ University/college administration
❑ ❑ ❑ University/college professor
❑ ❑ ❑ Veterinarian
❑ ❑ ❑ Other
❑ ❑ ❑ Undecided

2. Within the year after you graduate, do you plan to begin the graduate education that
will be necessary for your future career? (Check only one; if you plan to take a few years
off check “no.”)

Yes ❑
No ❑
Don’t know ❑

3. How important has each of the following been in influencing your career plans?
(Check one in each row.)

Important
Somewhat
important

Not
important

Does not
apply

a. Parent(s) ❑ ❑ ❑ ❑
b. Other family member(s) ❑ ❑ ❑ ❑
c. Official faculty advisor ❑ ❑ ❑ ❑
d. Other faculty ❑ ❑ ❑ ❑
e. Graduate students ❑ ❑ ❑ ❑
f. Friends who are students here ❑ ❑ ❑ ❑
g. Friends who are not students here ❑ ❑ ❑ ❑
h. Counselor(s) in the career counseling
h. or placement center at this college ❑ ❑ ❑ ❑
i. People at work ❑ ❑ ❑ ❑
j. Work experience(s) ❑ ❑ ❑ ❑

4. At any time during college did you consider the possibility of going to graduate
school and becoming a college or university professor in the arts and sciences? (By “arts
and sciences” we mean the social sciences, including anthropology, economics, history,
political science, psychology, sociology; the humanities, including archeology and art
history, classics, English, other language and literature, music, philosophy, religion; and
the natural sciences, including physics, biochemistry, biophysics, statistics, chemistry,
computer science, geological sciences, mathematics. NOT included in the “arts and sci-
ences” are business, education, engineering, journalism, law, medicine, and social
work.) (Check only one.)

I never thought of it. ❑ [SKIP to Q.8]
I thought about it, but I never considered it seriously. ❑ [SKIP to Q.8]
I considered it seriously, but decided against it. ❑ [SKIP to Q.8]
I probably will go, but not next year. ❑ [Go on to Q.5]
I definitely plan to go, but not right after I graduate. ❑ [Go on to Q.5]
I definitely plan to go right after I graduate. ❑ [Go on to Q.5]
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5. As a college or university professor, which of the broad subject areas included in the
arts and sciences would you specialize in? (Check only one.)

❑ Physical sciences (e.g., astronomy, chemistry, geology, physics)
❑ Mathematics/computer science
❑ Biological sciences (e.g., biology, biochemistry, biophysics, botany, marine

science, microbiology)
❑ Humanities (e.g., art, English, language, literature, music, philosophy)
❑ Social sciences (e.g., anthropology, economics, history, political science,

psychology, sociology)

6. When you enter a graduate program in the arts and sciences, what is your final degree
likely to be? (Check only one.)

❑ MA
❑ Ph.D.
❑ Don’t know

7. If you do NOT receive financial assistance will you abandon your plans to become a
college or university professor?

❑ No
❑ Yes
❑ Don’t know

8. Were either of your parents teachers at any of the following schools? (Check all that
apply.)

Mother Father

❑ ❑ Teacher at a college or university
❑ ❑ Teacher at a junior/senior high school
❑ ❑ Teacher at an elementary school

9. For each of the following, do you think it would be harder or easier for members of
an underrepresented racial/ethnic minority: (check one in each row)

Harder Easier
Wouldn’t make
any difference Don’t know

a. To get into a Ph.D. program
a. in the arts and sciences ❑ ❑ ❑ ❑
b. To get a job as a professor ❑ ❑ ❑ ❑
c. To have a successful career as
c. a professor ❑ ❑ ❑ ❑

10. Which of the following reasons would make a career as a college professor AP-
PEALING to you—whether or not you have ever considered it as a career. (Check all
that apply.)

❑ The opportunity to teach undergraduates
❑ To live and work in the world of ideas
❑ Academic knowledge can be used to improve public policy
❑ The opportunity to mentor minority students
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❑ Academia is relatively liberal and tolerant
❑ Professors are under less pressure than doctors or lawyers
❑ Living in an academic community would be attractive
❑ I got really involved in the subject of my major
❑ I would get a lot of satisfaction from doing research
❑ As a minority professor I would be of service to my ethnic community
❑ Nobody can tell professors what to teach or study
❑ Once you get tenure, you have great security
❑ Professors have a flexible work schedule

11. Which of the following reasons would make a career as a college professor UNAP-
PEALING to you—whether or not you have ever considered it as a career choice.
(Check all that apply.)

❑ Other jobs offer greater financial returns.
❑ Academia is too competitive.
❑ I don’t think I have the ability.
❑ Academic life is too remote from the real world.
❑ Getting a Ph.D. takes too long.
❑ Getting a Ph.D. costs too much.
❑ It is hard getting a job in academia.
❑ There is too much emphasis on research and publications rather than

teaching.
❑ It is very hard to get tenure.
❑ I don’t want to be a student any more.
❑ Some very good teachers don’t get tenure.
❑ Other jobs have more prestige.
❑ It means teaching too many poorly prepared undergraduates.
❑ Other jobs give me greater opportunity to help improve the lives of members

of minority groups.
❑ One would have to devote too much time and energy to this work—I want to

be able to spend more time with my family and friends.
❑ The politics within academia seems very nasty.
❑ I am too much in debt to consider a Ph.D.

12. How would your parents feel if you decided to become a college professor? (Check
only one.)

They would be pleased. ❑
They would be upset. ❑
They would support me in whatever I choose to do. ❑
They would not care one way or another. ❑
Don’t know. ❑

13. In which of the following broad categories is your current major? (Check only one
unless you have a double major.)

❑ Physical sciences (e.g., astronomy, chemistry, geology, physics)
❑ Mathematics/computer science
❑ Biological sciences (e.g., biology, biochemistry, botany, marine science,

microbiology)
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❑ Humanities (e.g., art, English, language, music, philosophy)
❑ Social sciences (e.g., anthropology, economics, history, political science,

psychology, sociology, women’s studies)
❑ Ethnic studies (e.g., Africana studies)
❑ Business
❑ Education
❑ Engineering
❑ Nursing
❑ Other (please specify:___________________________)

14. How many credits (or units) toward your BA did you take at this college? (Check
only one.)

❑ All
❑ More than half
❑ Half
❑ Less than half

15. Since entering this college have you:

Yes No

Joined a fraternity or sorority ❑ ❑
Had a part-time job while attending school ❑ ❑
Worked full-time while attending school ❑ ❑
Participated in a study abroad program ❑ ❑
Participated in an internship program aimed at preparing you for a

particular occupation ❑ ❑
Participated in a program for racial/ethnic minorities aimed at

encouraging you to become college teachers ❑ ❑
Participated in a program for racial/ethnic minorities aimed at

increasing your interest in math and science ❑ ❑
Participated in campus protest/demonstrations ❑ ❑
Run for or been elected to a student office ❑ ❑
Been engaged in student journalism ❑ ❑
Taken remedial courses ❑ ❑
Enrolled in an ethnic studies course ❑ ❑
Enrolled in a women’s studies course ❑ ❑
Attended a racial/cultural awareness event or workshop ❑ ❑
Participated in a racial/ethnic student organization ❑ ❑
Worked on a professor’s research project ❑ ❑
Served as a teaching assistant to a professor or graduate student ❑ ❑
Participated in research as part of a course ❑ ❑
Had an off-campus job working in research ❑ ❑
Participated in a summer research training program ❑ ❑
Conducted a research project on my own (e.g., senior thesis) ❑ ❑
Attended a lecture by an outside speaker ❑ ❑
Attended a classical music concert on campus ❑ ❑
Attended an on-campus theatrical or dance performance ❑ ❑
Performed volunteer work ❑ ❑
Participated in intercollegiate football or basketball ❑ ❑
Participated in other intercollegiate sport ❑ ❑
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Had as a close friend a student on this campus who is:
Yes No

African American ❑ ❑
Asian American ❑ ❑
Caucasian American ❑ ❑
Latino/Latina ❑ ❑
Foreign ❑ ❑

Felt harassed because of my ethnic background by:
Yes No

Student(s) ❑ ❑
Faculty ❑ ❑
Administrator(s) ❑ ❑
Campus security ❑ ❑
Other ❑ ❑

Felt harassed because of my gender by:
Yes No

Student(s) ❑ ❑
Faculty ❑ ❑
Administrator(s) ❑ ❑
Campus security ❑ ❑
Other ❑ ❑

16. We are interested in the type of interaction(s) that you have had on this campus with
instructors of varying ethnic background. For each of the following type of instructor
mark all that apply.

A. African American/black instructor(s)
Male

instructor
Female

instructor

Taught one of my classes ❑ ❑
Influenced my choice of major ❑ ❑
Received career advice from ❑ ❑
Showed that somebody like me can become a

college professor ❑ ❑
Urged me to consider the career of college professor ❑ ❑
Socialized with me outside of class ❑ ❑
Served as an important role model ❑ ❑

B. Asian instructor(s)
Male

instructor
Female

instructor

Taught one of my classes ❑ ❑
Influenced my choice of major ❑ ❑
Received career advice from ❑ ❑
Showed that somebody like me can become a college

professor ❑ ❑
Urged me to consider the career of college professor ❑ ❑
Socialized with me outside of class ❑ ❑
Served as an important role model ❑ ❑
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C. Caucasian instructor(s)
Male

instructor
Female

instructor

Taught one of my classes ❑ ❑
Influenced my choice of major ❑ ❑
Received career advice from ❑ ❑
Showed that somebody like me can become a college

professor ❑ ❑
Urged me to consider the career of college professor ❑ ❑
Socialized with me outside of class ❑ ❑
Served as an important role model ❑ ❑

D. Latino/Latina instructor(s)
Male

instructor
Female

instructor

Taught one of my classes ❑ ❑
Influenced my choice of major ❑ ❑
Received career advice from ❑ ❑
Showed that somebody like me can become a college

professor ❑ ❑
Urged me to consider the career of college professor ❑ ❑
Socialized with me outside of class ❑ ❑
Served as an important role model ❑ ❑

17. Do you agree or disagree with each of the following statements:

Agree Disagree
Don’t
know

a. Most professors on this campus care primarily about
their research and very little about undergraduate
students. ❑ ❑ ❑

b. In most of the classes I have taken at this college the
instructor has been able to identify me by name. ❑ ❑ ❑

c. Too many courses at this college are taught by
graduate students. ❑ ❑ ❑

d. Most instructors I have had at this school have been
good teachers. ❑ ❑ ❑

e. On this campus, more students are interested in
partying and having a good time than in learning. ❑ ❑ ❑

f. Most of the friends I have at this college I would
consider to be intellectuals. ❑ ❑ ❑

g. In hiring faculty, this school should give more weight
to the candidate’s racial/ethnic background. ❑ ❑ ❑

h. Most instructors I have had at this school are
generally available outside of class. ❑ ❑ ❑

i. I wish the faculty at this college would give me more
feedback on my performance. ❑ ❑ ❑
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j. There are special programs at this school that
encourage racial/ethnic minority students to become
college or university professors. ❑ ❑ ❑

18. Why did you choose this college? (Check all that apply.)

❑ It has a very good academic reputation.
❑ The social life is famous.
❑ Its size enables me to get a very good education.
❑ The urban/rural location appealed to me.
❑ The student body is diverse.
❑ I couldn’t get into the school(s) I really wanted to.
❑ I heard that the faculty really cares about students.
❑ It’s said to be a good place from which to get into a good arts and sciences

graduate program.
❑ It’s said to be a good place from which to get into a good professional school.
❑ I expected to find a lot of serious students like myself here.
❑ The friends you make here will help in your career.
❑ It was a school I could afford to go to.

19. Overall, how satisfied have you been with your undergraduate education at this col-
lege?

Very satisfied ❑
Generally satisfied ❑
Ambivalent ❑
Generally dissatisfied ❑
Very dissatisfied ❑

20. Which of the following best describes where you are currently living?

❑ Fraternity, sorority (or equivalent)
❑ Campus housing
❑ Off-campus room, apartment, house
❑ With my parents (or other relative)

21. Which of the following best describes your undergraduate grade point average?

❑ A (3.75–4.0)
❑ A−, B+ (3.25–3.74)
❑ B (2.75–3.24)
❑ B−, C+ (2.25–2.74)
❑ C or less (less than 2.25)
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22a. In general, comparing yourself with all people your age, how would you rate your
academic ability?

22b. In general, comparing yourself with seniors at this college, how would you rate
your academic ability? (Mark one in each column.)

a b

❑ ❑ Among the highest 10%
❑ ❑ Above average
❑ ❑ Average
❑ ❑ Below average
❑ ❑ Among the lowest 10%

23. Did you take the SAT test when you were in high school?

❑ No [If no, SKIP to Q.26]
❑ Yes

24. Please indicate the highest score you received on the SAT verbal test:

❑ 700 or higher
❑ 600–699
❑ 500–599
❑ 400–499
❑ Less than 400

25. Please indicate the highest score you received on the SAT quantitative test:

❑ 700 or higher
❑ 600–699
❑ 500–599
❑ 400–499
❑ Less than 400

26. Which of the following best describes your high school grade point average? (Check
only one.)

❑ A (3.75–4.0) (93–100)
❑ A−, B+ (3.25–3.74) (87–92)
❑ B (2.75–3.24) (83–86)
❑ B−, C+ (2.25–2.74) (77–82)
❑ C or less (less than 2.25) (less than 77)

27. Which of the following describes the high school you attended? (Check all that
apply.)

❑ Public
❑ Private (nonreligious)
❑ Private (religious)
❑ More than 80% of the graduating class was Caucasian
❑ More than 80% of the graduating class was non-Caucasian
❑ Almost all students who graduated went on to college
❑ You had to take a test to be admitted to this high school
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28. Please indicate your parents’ highest educational attainment. (Check only one in
each column.)

Mother Father

8th grade or less ❑ ❑
Part high school ❑ ❑
High school graduate ❑ ❑
High school graduate plus

vocational training ❑ ❑
Part college ❑ ❑
College graduate ❑ ❑
Graduate or professional degree

beyond the bachelor’s ❑ ❑

29. When you were in high school were your parent(s):

❑ Living together
❑ Divorced/separated
❑ Widowed
❑ Both parents deceased

30. When you were in high school was your family:

❑ Poor
❑ Lower middle class
❑ Middle class
❑ Upper middle class
❑ Wealthy

31. What is your best estimate of your parent(s)’ total income from all sources before
taxes in 1994? (Consider only the parent(s) with whom you were living during high
school.)

❑ Under $20,000
❑ $20,000–$39,999
❑ $40,000–$59,999
❑ $60,000–$99,999
❑ $100,000–$149,999
❑ $150,000 and over

32. Do you consider your racial/ethnic background to be: (check all that apply)

African American/black ❑
Caribbean/black ❑
Chinese ❑
Korean ❑
Japanese ❑
Vietnamese ❑
Pacific Islander ❑
Indian ❑
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Pakistani ❑
Puerto Rican ❑
Cuban ❑
Mexican American/Chicano ❑
Other Latino/Latina ❑
Caucasian/white ❑
Native American/Alaskan Native ❑

33. What is your gender?

Female ❑
Male ❑

34. What is your citizenship status?

Citizen, by birth ❑
Citizen, naturalized ❑
Foreign ❑

35. Were your parent(s) born in the United States?

Yes No

Mother ❑ ❑
Father ❑ ❑

36a. In which religion were you reared?

36b. What is your current religious preference?

a b

❑ ❑ Catholic
❑ ❑ Islamic
❑ ❑ Jewish
❑ ❑ Protestant
❑ ❑ Other
❑ ❑ None

37. How would you characterize your political views? (Check only one.)

Far left ❑
Liberal ❑
Middle-of-the-road ❑
Conservative ❑
Far right ❑
Liberal on some issues, conservative on others ❑
Have no set political views ❑
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38. What is your age?

20 or younger ❑
21–22 ❑
23–24 ❑
25–29 ❑
30 or older ❑

39. How many siblings do you have—

a. that are older? (Mark one.)
❑ None
❑ One
❑ Two
❑ Three or more

b. that are younger? (Mark one.)
❑ None
❑ One
❑ Two
❑ Three or more

c. Are you a twin?
❑ No
❑ Yes

40. Which of the following describe your life when you were growing up? (Mark one in
each row.)

Yes No

My mother was a full-time homemaker. ❑ ❑
I had to do chores. ❑ ❑
I was expected to earn money myself for expensive things I wanted but

didn’t really need. ❑ ❑
My mother and/or father was politically active. ❑ ❑
My mother and/or father did volunteer work in the community. ❑ ❑
I was always expected to go to college. ❑ ❑
My mother and/or father believed in strict discipline for children. ❑ ❑
I visited a foreign country with my parent(s). ❑ ❑
My mother and/or father frequently read to me. ❑ ❑
My parent(s) took me to see theater or dance. ❑ ❑
My parent(s) took me to the opera or to classical concerts. ❑ ❑
My parent(s) took me to the movies. ❑ ❑
Gender equality was very important to my parents. ❑ ❑
My mother and/or father used to help me with my homework. ❑ ❑
My parent(s) had an active role in my college selection. ❑ ❑
I was fighting a lot with my mother and/or father. ❑ ❑
My parent(s) limited the amount of TV I could watch. ❑ ❑
High achievement is very important to my parent(s). ❑ ❑
My parent(s) have always expected me to get married and have

children. ❑ ❑
My parent(s) wanted me to go to college near home. ❑ ❑
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All or most of my friends went to college. ❑ ❑
I was afraid to tell my parent(s) if I got a bad grade in school. ❑ ❑
My parent(s) had more traditional values than I did. ❑ ❑
My parent(s) tried to influence my choice of friends. ❑ ❑
The language spoken in my home was English. ❑ ❑

Thank you very much for your participation!
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mail questionnaire

Career Choice Survey

Directions

Your responses will be read by an optical mark reader. Your careful observance of
these few simple rules will be most appreciated.

• Use only black lead pencil no. 2.
• Make heavy black marks that will fill the oval.
• Erase clearly any answer you may wish to change.
• Make no stray markings of any kind.

example

Will marks made with ball-point or felt-tip marker be properly read?
Yes $ No %

1. Below are fields in which college graduates are frequently employed. Please follow
the directions for EACH COLUMN to indicate:

A. The career(s) you were interested in when you entered college. (Mark all that apply.)

B. The career(s) you have in mind now, even if you have not completely made up
your mind. (Mark all you are considering.)

C. Of all those you marked in B, pick the one career you are most likely to
end up in. (Mark only one.)

A B C

$ $ $ Allied health professions (pharmacist, optometrist, therapist, technician,
dentist, health care administrator)

$ $ $ Architecture, design, urban planning
$ $ $ Business, management, industry
$ $ $ Communications, media, advertising
$ $ $ Computer analyst or programmer (nonacademic)
$ $ $ Engineering
$ $ $ Environment, natural resources management
$ $ $ Fine/performing arts
$ $ $ Government, public policy, politics
$ $ $ Human/social services
$ $ $ Journalism, writing
$ $ $ Lawyer (attorney)
$ $ $ Library, museum
$ $ $ Psychologist—clinical (nonacademic)
$ $ $ Physician
$ $ $ Researcher (in a university)
$ $ $ Researcher (not in a university)
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$ $ $ Teaching, administration (elementary, secondary)
$ $ $ University/college administration
$ $ $ University/college professor
$ $ $ Other
$ $ $ Undecided

2. Within the year after you graduate, do you plan to begin the graduate education that
will be necessary for your future career? (Mark only one; if you plan to take a few years
off mark “no.”)

Yes $
No $
Don’t know $
No graduate education is necessary $

3. At any time during college did you consider the possibility of going to graduate
school and becoming a college or university professor in the arts and sciences? (Mark
only one.)

NOTE: NOT included in the “arts and sciences” are business, education, engineering,
journalism, law, medicine, and social work.

I never thought of it. $ [SKIP to Q.6]
I thought about it, but I never considered it seriously. $ [SKIP to Q.6]
I considered it seriously, but decided against it. $ [SKIP to Q.6]
I probably will go, but not next year. $ [Go on to Q.4]
I definitely plan to go, but not next year. $ [Go on to Q.4]
I definitely plan to go next year. $ [Go on to Q.4]

4. As a college or university professor, which of the broad subject areas included in the
arts and sciences would you specialize in? (Mark only one.)

$ Physical sciences (e.g., astronomy, chemistry, geology, physics)
$ Mathematics/computer science
$ Biological sciences (e.g., biology, biochemistry, biophysics, botany, marine

science, microbiology)
$ Humanities (e.g., archeology, art, art history, classics, English, language,

literature, music, philosophy, religion)
$ Social sciences (e.g., anthropology, economics, history, political science,

psychology, sociology)
$ Other

5. When you enter a graduate program in the arts and sciences, what is your final degree
likely to be? (Mark only one.)

$ MA/MS
$ Ph.D.
$ Don’t know
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6. How important has each of the following been in influencing your career plans?
(Mark one in each row.)

Important
Somewhat
important

Not
important

Does not
apply

a. Parent(s) $ $ $ $
b. Official faculty advisor $ $ $ $
c. Other faculty $ $ $ $
d. Graduate students $ $ $ $
e. Friends who are students here $ $ $ $
f. Friends who are not students here $ $ $ $
g. Counselor(s) in the career

counseling or placement center
at this college $ $ $ $

h. Work experiences $ $ $ $

7. Which of the following reasons would make a career as a college professor AP-
PEALING to you—whether or not you have ever considered it as a career. (Mark all
that apply.)

$ The opportunity to teach undergraduates
$ To live and work in the world of ideas
$ Academic knowledge can be used to improve public policy
$ The opportunity to mentor minority students
$ Academia is relatively liberal and tolerant
$ Professors are under less pressure than doctors or lawyers
$ Living in an academic community would be attractive
$ I got really involved in the subject of my major
$ I would get a lot of satisfaction from doing research
$ Professors have a lot of time off

8. Which of the following reasons would make a career as a college professor UNAP-
PEALING to you—whether or not you have ever considered it as a career choice. (Mark
all that apply.)

$ Other jobs offer greater financial rewards.
$ Academia is very competitive.
$ I don’t think I have the ability.
$ Getting a Ph.D. takes too long.
$ It is hard getting a job in academia.
$ There is too much emphasis on research and publications rather than

teaching.
$ It is very hard to get tenure.
$ I don’t want to be a student any more.
$ Other jobs have more prestige.
$ I am in too much debt to consider a Ph.D.

276

APPENDIX A



9. Do you think people of your ethnic/racial background would face discrimination in:

Yes No Don’t know
a. Getting into a Ph.D. program $ $ $
b. Getting a job as a professor $ $ $

10. In which of the following broad categories is your current major? (Mark all that ap-
ply.)

$ Physical sciences (e.g., astronomy, chemistry, geology, physics)
$ Mathematics/computer science
$ Biological sciences (e.g., biology, biochemistry, biophysics, botany, marine

science, microbiology)
$ Humanities (e.g., archeology, art, art history, classics, English, language,

literature, music, philosophy, religion)
$ Social sciences (e.g., anthropology, economics, history, political science,

psychology, sociology)
$ Ethnic studies (e.g., Africana studies)
$ Other

11. Upon graduation, how many credits (or units) towards your BA/BS will you have
taken at this college? (Mark only one.)

❑ All
❑ Half or more
❑ Less than half

12. Since entering this college have you:

Yes No

Had a part-time job while attending school $ $
Participated in an intercollegiate sport $ $
Participated in campus protest/demonstrations $ $
Participated in a racial/ethnic student organization $ $
Participated in a program aimed at encouraging you to become a

college professor $ $
Participated in a program aimed at increasing your interest in math

and science $ $
Served as a research assistant on a professor’s or graduate student’s

research project $ $
Served as a teaching assistant to a professor or graduate student $ $
Participated in a summer research training program $ $
Had an off-campus job working in research $ $
Conducted a research project on your own (e.g., senior thesis) $ $
Been urged by a faculty member to become a college professor $ $

13. Compared to other students at this campus:

$ I spend more time than average socializing
$ I spend about the average time socializing
$ I spend less time than average socializing
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14. Indicate which of the following you have ever taken a class with and/or has served
as an important role model to you: (mark all that apply)

Taken a
class with

Served as an
important role model

African American male instructor $ $
African American female instructor $ $
Asian male instructor $ $
Asian female instructor $ $
Caucasian male instructor $ $
Caucasian female instructor $ $
Latino instructor $ $
Latina instructor $ $

15. What do you mean by a role model? (Mark all that apply.)

Someone I would like to model my entire life after ❑
Someone I would like my personal life to be like ❑
Someone I would like my professional life to be like ❑
Someone who possesses traits that I admire ❑
Someone who is a very good teacher ❑
Someone who is very knowledgeable ❑
Someone who really cares about helping others ❑
Someone who has mentored me ❑

16. Do you agree or disagree with each of the following statements:

Agree Disagree
Don’t
know

a. Most professors on this campus care primarily
about their research and very little about
undergraduate students. $ $ $

b. In most of the classes I have taken at this college
the instructor has been able to identify me by
name. $ $ $

c. Too many courses at this college are taught by
graduate students. $ $ $

d. Most instructors I have had at this school have
been good teachers. $ $ $

e. In hiring faculty, this school should give more
weight to the candidate’s racial/ethnic
background. $ $ $

f. Most instructors I have had at this school are
generally available outside of class. $ $ $

g. This college is known as a good place from which
to get into a good arts and sciences graduate
school. $ $ $

h. An important reason why I chose this college was
that I expected to find a lot of serious students like
myself here. $ $ $

i. Some faculty members at this college have made
my undergraduate experience more difficult
because of my racial/ethnic background. $ $ $
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17. Does this college offer special programs to encourage students from racial/ethnic
minorities to pursue any of the following advanced degrees:

Yes No Don’t know
Ph.D. $ $ $
MD $ $ $
Law $ $ $
MBA $ $ $

18. Overall, how satisfied have you been with your undergraduate education at this col-
lege?

Very satisfied $
Generally satisfied $
Ambivalent $
Generally dissatisfied $
Very dissatisfied $

19. Which of the following best describes where you are currently living?

$ With my parents (or other relative)
$ Fraternity, sorority (or equivalent)
$ Campus housing
$ Off-campus housing

20. Which of the following best describes your undergraduate grade point average?

$ A (3.75–4.0)
$ A− (3.50–3.74)
$ B+ (3.25–3.49)
$ B (2.75–3.24)
$ B−, C+ (2.25–2.74)
$ C or less (less than 2.25)

21a. In general, comparing yourself with all people your age, how would you rate your
academic ability? (Mark only one.)

21b. In general, comparing yourself with seniors at this college, how would you rate
your academic ability? (Mark only one.)

a b

$ $ Among the highest 10%
$ $ Above average
$ $ Average
$ $ Below average
$ $ Among the lowest 10%

22. Did you take the SAT test when you were in high school?

$ No [If no, SKIP to Q.25]
$ Yes
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23. Please indicate the highest score you received on the SAT verbal test:

$ 700 or higher
$ 600–699
$ 500–599
$ 400–499
$ Less than 400

24. Please indicate the highest score you received on the SAT math test:

$ 700 or higher
$ 600–699
$ 500–599
$ 400–499
$ Less than 400

25. Please indicate your parents’ highest educational attainment. (Mark only one in
each column.)

Mother Father

High school or less $ $
Part college $ $
College graduate $ $
Graduate or professional degree

beyond the bachelor’s $ $

26. Has either of your parents been a teacher at a college or university?

Yes $
No $

27. When you were in high school was your family:

$ Lower class
$ Lower middle class
$ Middle class
$ Upper middle class
$ Upper class

28. What is your best estimate of your parent(s)’ total income from all sources before
taxes in 1994? (Consider only the parent(s) with whom you were living during high
school.)

$ Under $20,000
$ $20,000–$39,999
$ $40,000–$59,999
$ $60,000–$99,999
$ $100,000–$149,999
$ $150,000 and over
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29. When you were growing up:

Yes No

a. Did your parents believe in strict discipline for children? $ $
b. Did your parents have more traditional values than you? $ $

30. Do you consider your racial/ethnic background to be: (mark all that apply)

African American/black $
Caribbean/black $
Caucasian/white $
Native American/Alaskan Native $
Asian:

Chinese $
Indian $
Japanese $
Korean $
Pacific Islander $
Pakistani $
Vietnamese $
Other Asian $

Latino/Latina:
Cuban $
Mexican American/Chicano $
Puerto Rican $
Other Latino/Latina $

31. What is your gender?

Female $
Male $

32. What is your citizenship status?

U.S. citizen, by birth $
U.S. citizen, naturalized $
Foreign $

33. Were your parent(s) born in the United States?

Yes No

Mother $ $
Father $ $

34. What was the main language spoken in your home when you were growing up?

$ English
$ Another language plus English
$ A language other than English
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35. What is your religious preference?

$ Catholic
$ Jewish
$ Protestant
$ Other
$ None

36. How would you characterize your political views? (Mark only one.)

Far left $
Liberal $
Moderate $
Conservative $
Far right $
Not interested in politics $

37. What is your age?

22 or younger $
23–29 $
30 or older $

38. How many brothers and sisters do you have?

$ None
$ One
$ Two
$ Three
$ Four
$ Five
$ Six or more

Thank you for your cooperation!
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A P P E N D I X B : S U P P L E M E N T A R Y D A T A

Table B3.1 Distribution of final occupational choice for the total sample and
total sample adjusted for the fact that the telephone survey offered
only ten occupational choices

Occupational choice Sample (%)
Adjusted

sample (%)

Allied health 4 5
Architecture 1 1
Business 12 11
Communications 3 4
Computer Analyst 1 2
Engineering 1 1
Environment 2 3
Fine/performing arts 4 4
Government 5 4
Human/social services 5 5
Journalism/writing 3 4
Lawyer 9 9
Library, museum 1 1
Psychologist 2 3
Physician 15 14
Professor or univ. researcher 10 9
Researcher (not in univ.) 3 3
Teacher (elementary and secondary) 8 7
University admninistrator — —
Other 6 6
Undecided 5 5

Total 101 101
N of cases 28,867 28,867

Note: Dash = less than 1 percent.
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Table B4.1 Socioeconomic indicators, by ethnicity (percent)

SES indicator Total Whites
African

Americans Asians Latinos

Mother’s education
High school 19 15 25 26 46
Part college 16 15 23 13 19
College graduate 32 34 25 36 18
Graduate/professional degree 33 36 27 25 17
Total 100 100 100 100 100

Father’s education
High school 16 12 32 18 39
Part college 10 10 19 9 13
College graduate 23 23 19 25 20
Graduate/professional degree 51 55 30 49 28
Total 100 100 100 101 100

Family SES
Lower class 4 2 14 6 16
Lower middle class 12 9 25 14 25
Middle class 36 35 42 38 34
Upper middle class 42 47 18 36 22
Upper class 6 7 1 6 3
Total 100 100 100 100 100

Parents’ income
Under $20,000 6 4 14 8 16
$20,000–$39,999 14 12 27 18 27
$40,000–$59,999 18 17 22 20 21
$60,000–$99,999 29 31 23 23 20
$100,000–$149,999 16 18 10 15 9
$150,000 or higher 16 18 5 16 7
Total 99 100 101 100 100

Note: When variables are dichotomized (education less than college graduate and college
graduate or more; family SES less than upper middle class and upper middle class or higher;
and parents’ income less than $60,000 and $60,000 or higher) each ethnic group
significantly different from whites at p < .05 (chi-square in SUDAAN).
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Table B5.1 Odds ratios from multinomial logistic regression models predicting
selection of one of the five leading occupations as first choice.
A: Whites. B: African Americans. C: Asians. D: Latinos.

A. Whites

Type of ratio Business Law Medicine Teaching Other

SES index 1.000 .981 1.243 .863 .934
Combined SAT .980 1.071 .849 .786* .904
School type

Liberal arts .724 .847 .733 1.010 1.292
State .178* .742 .421* .930 .625

Freshman aspiration
Business 7.363* .757 1.192 .485 .933
Law .732 9.616* .731 1.019 .862
Medicine .763 .617 14.460* .598 .523*
College professor .262* .285* .374* .311* .345*
Elementary/secondary

teaching .933 .822 .654 7.249* .968
College GPA .722 .776 1.699 .753 .715
College major

Physical sciences .205* .000* 1.677 .203* .745
Mathematics/computer

science .941 .135* .298 2.158 1.153
Biological sciences .329* .345 3.830* .506 1.024
Humanities .448* .571 .514 .712 .590*
Social sciences .874 1.223 .800 .578 .751

Influence on career plans
Parents 1.096 1.100 .975 1.093 1.034
Graduate students .759 .700 .597* .689 .966
Work experiences 1.705* 1.248 2.261* 2.074* 1.675*

College professor appealing
Teach undergraduates .374* .608 .359* 1.143 .463*
Research .232* .337* .357* .255* .263*

College professor
unappealing

Lacks financial rewards 3.017* 2.587* 1.242 .494* 1.149
Takes too much time 3.733* 1.576 1.692 2.593* 2.671*

Politically conservative 2.339* 1.634* 1.671* 1.191 1.198
Discrimination index .989 1.284 1.230 1.355 1.089
Career orientation index .843 1.120 1.146 .780 .628*
Percent freshman interested

in college teaching .939* .972 .981 .961* .977
Satisfaction with

undergraduate education 1.154 1.222 1.077 .747 .853
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Type of ratio Business Law Medicine Teaching Other

Participated in college
professor program 1.010 1.440 .926 .827 .966

Participated in summer
research training program .813 .807 1.304 .750 .592*

Conducted own research
project .544* .733 .919 .762 .856

Academic role model .762 .579 .464* .991 .877
Faculty contact index .599* .659* .620* .863 .631*
Academic self-confidence 1.029 1.239 1.342 .626* .917

Note: College professor is the omitted category on the dependent variable; Ivy League is
the omitted category on school type; “other” is the omitted category on major.

* p < .05
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Table B5.1 (continued)
B. African Americans

Type of ratio Business Law Medicine Teaching Other

SES index 1.133 1.146 1.265 .815 .980
Combined SAT .996 .837 .933 .786 .956
School type

Liberal arts .912 1.533 .308 2.780 1.591
State .227* .482 .280* 1.362 .577
HBCUs .334 .410 .115* 1.391 .571

Freshman aspiration
Business 18.079* 2.295 1.808 2.602 1.715
Law 2.228* 16.451* .634 .728 1.381
Medicine .259* .379* 28.121* .379 .289*
College professor .518 .235* .521 .380* .341*
Elementary/secondary

teaching .589 .896 .357 8.199* .859
College GPA .374 .827 1.911 .789 .818
College major

Physical sciences .142 1.260 2.487 1.019 1.339
Mathematics/computer

science
3.054 .942 .315 4.164 1.225

Biological sciences .244 .038* 2.832 .271 .685
Humanities .155* .229* .345 .530 .297*
Social sciences .392* .508 .313* .515 .475*

Influence on career plans
Parents 1.368 1.388 1.882* 1.477 1.396
Graduate students .573 .516* .623 .379* .563*
Work experiences 3.557* 1.732* 2.458* 2.612* 2.142*

College professor appealing
Teach undergraduates .281* .491* .397* .725 .441*
Research .374* .358* .328* .283* .457*

College professor
unappealing

Lacks financial rewards 2.393* 3.130* 3.345* .772 1.861*
Takes too much time 2.829* 1.996* .674 2.106* 1.990*

Politically conservative 1.816 1.514 1.829 1.311 1.774*
Discrimination index .729 .949 .841 1.091 .851
Career orientation index .916 .954 1.632 .863 .811
Percent freshman interested

in college teaching .987 1.005 1.025 .994 .987
Satisfaction with

undergraduate education 1.041 1.088 1.547 .762 1.018
Participated in college

professor program .142* .231* .512 .460 .325*
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Type of ratio Business Law Medicine Teaching Other

Participated in summer
research training program .488 .610 .683 .406 .814

Conducted own research
project .244* .397* .297* .259* .561

Academic role model .531 .884 1.054 .612 .476
Faculty contact index 1.002 .977 1.053 1.151 .924
Academic self-confidence .739 .950 .631* .533* .771

Note: College professor is the omitted category on the dependent variable; Ivy League is
the omitted category on school type; “other” is the omitted category on major.

* p < .05
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Table B5.1 (continued)
C. Asians

Type of ratio Business Law Medicine Teaching Other

SES index .954 .985 .981 1.142 .989
Combined SAT 1.127 .956 1.319* .771 .903
School type

Liberal arts 1.844 2.111 .726 2.880 2.194*
State .384 .944 .833 1.505 .799

Freshman aspiration
Business 8.859* 1.702 .934 1.285 1.482
Law 1.426 8.219* .689 1.239 1.442
Medicine 1.422 1.223 14.008* .780 1.135
College professor .281* .282* .264* .255* .253*
Elementary/secondary

teaching .576 .485 1.129 6.471* .910
College GPA .449 1.192 2.122 .535 .497
College major

Physical sciences .180* 1.051 1.849 1.271 .651
Mathematics/computer

science 1.017 .604 .332 1.272 .563
Biological sciences .234* .082* 2.696 .460 .640
Humanities .262* 1.363 .452 .720 .569
Social sciences 1.036 2.435 .513 .600 .578

Influence on career plans
Parents 1.247 2.189* 1.668* 1.117 1.491
Graduate students .441* .561 .441* .568 .678
Work experiences 1.469 .837 1.347 1.058 1.158

College professor appealing
Teach undergraduates .252* .633 .542 1.102 .441*
Research .197* .170* .218* .225* .337*

College professor
unappealing

Lacks financial rewards 4.038* 2.003 1.709 .516 .958
Takes too much time 3.034* .935 .978 1.703 1.687

Politically conservative 1.149 .808 1.205 .764 .880
Discrimination index .777 1.207 1.077 .880 .953
Career orientation index .627 .809 1.080 .723 .798
Percent freshman interested

in college teaching .961 .983 .988 .996 .988
Satisfaction with

undergraduate education 1.045 1.206 1.407 1.188 1.069
Participated in college

professor program 6.734* 2.791 1.481 11.561* 1.784
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Type of ratio Business Law Medicine Teaching Other

Participated in summer
research training program .482 .843 1.701 .085* .456*

Conducted own research
project .804 .785 .759 1.244 .825

Academic role model .863 .883 1.365 .605 .864
Faculty contact index .483* .525* .559* .502* .528*
Academic self-confidence .685 1.083 .809 .419* .612*

Note: College professor is the omitted category on the dependent variable; Ivy League is
the omitted category on school type; “other” is the omitted category on major.

* p < .05
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Table B5.1 (continued)
D. Latinos

Type of ratio Business Law Medicine Teaching Other

SES index 1.103 1.147 1.138 1.090 1.164
Combined SAT 1.077 1.011 .945 .908 .944
School type

Liberal arts 1.783 1.001 1.200 4.375* 1.847
State .356* 1.131 .788 5.427* 1.711

Freshman aspiration
Business 5.757* .550 1.006 .450 .830
Law 1.203 12.394* 1.444 1.144 1.215
Medicine 1.424 2.216 26.454* .988 1.605
College professor .178* .567 .203* .275* .380*
Elementary/secondary

teaching .758 .668 .957 5.729* .967
College GPA .824 2.150 6.191* .460 1.120
College major

Physical sciences 1.713 2.914 2.180 3.838 1.434
Mathematics/computer

science .562 .227 .257 .629 .913
Biological sciences .167* .097* 2.183 .831 .439
Humanities .265* .561 .419 .917 .638
Social sciences .549 1.141 .352* 1.091 1.076

Influence on career plans
Parents .962 1.351 1.299 1.024 .775
Graduate students .891 .887 .732 .814 .692
Work experiences 1.813* 1.603 1.901* 2.055* 1.813*

College professor appealing
Teach undergraduates .488 .522 1.071 1.250 .498*
Research .369* .381* .555 .391* .462*

College professor
unappealing

Lacks financial rewards 1.277 1.710 .544 .337* .656
Takes too much time 3.940* 1.934 1.859 4.255* 3.527*

Politically conservative 2.176* 1.492 1.309 1.141 1.217
Discrimination index 1.282 1.478 1.260 1.187 1.217
Career orientation index .869 1.562 1.422 1.442 1.092
Percent freshman interested

in college teaching 1.002 1.049 1.056* 1.025 1.015
Satisfaction with

undergraduate education .795 .929 1.034 .611* .762
Participated in college

professor program .538 .577 .927 .381 .275*
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Type of ratio Business Law Medicine Teaching Other

Participated in summer
research training program .266 .383 2.649 .231 1.089

Conducted own research
project .744 1.143 .664 .815 .903

Academic role model .600 1.071 .467 .620 .753
Faculty contact index .818 .621* .500* .715 .713*
Academic self-confidence .851 .668 .747 .576 .643*

Note: College professor is the omitted category on the dependent variable; Ivy League is
the omitted category on school type; “other” is the omitted category on major.

* p < .05
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Table B5.2 OLS regression of GPA on ethnicity

Ethnicity A B C D

Black −.304 −.207
(.016) (.017)

African American −.268 −.180
(.017) (.017)

Caribbean −.229 −.157
(.030) (.029)

Asian −.063 −.069
(.015) (.015)

Chinese −.025 −.030
(.023) (.022)

Indian .010 −.027
(.036) (.037)

Korean −.079 −.102
(.025) (.025)

Other −.078 −.067
(.022) (.021)

Latino −.189 −.122
(.017) (.017)

Chicano −.177 −.099
(.023) (.022)

Puerto Rican −.182 −.113
(.035) (.035)

Other −.121 −.082
(.024) (.024)

SAT .077 .078
(.006) (.006)

R2 .07 .07 .14 .13

Notes: p < .05 indicated by boldface.
In this OLS regression on GPA we use dummy variables for each of the three minority

groups (see Column A of this table).
Models include dummy variables for institution and field of major. (Whenever grades are

included in regression analysis we control for school by using a series of dummy variables
for each school because different schools may have different distributions of grades. By con-
trolling for school we make sure that any effect of GPA is not an artifact of what school the
student attends. We also control for field of major by lumping together all the natural sci-
ences and math as one group and social sciences and humanities as another. The reason for
this is that grades are generally lower in the sciences.)

Models C and D include a control for combined SAT score.
Numbers in parentheses are standard errors.
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Table B5.3 OLS regression on GPA for ethnicity and other variables

Factor A B C

Intercept 3.559 2.425 2.666

African Americans −.295 −.182 −.175
(.022) (.022) (.025)

Asians −.028 −.046 .007
(.019) (.019) (.026)

Latinos −.164 −.087 −.065
(.022) (.021) (.024)

SAT .081 .027
(.006) (.005)

Classmate self-confidence .237
(.010)

Interest in academia as freshman .033
(.015)

Social sciences and humanities index .040
(.014)

Parents’ influence −.022
(.009)

Discrimination index −.009
(.010)

Role model .032
(.016)

Occupational orientation index .023
(.009)

SES .018
(.005)

Faculty contact .348
(.052)

Left/liberal .034
(.014)

Part-time job −.053
(.015)

Athletics −.054
(.016)

Professor program .032
(.029)

Women .091
(.013)

Both parents born outside U.S. −.003
(.025)

English only spoken in home −.001
(.026)
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Factor A B C

Strict parents −.022
(.014)

Traditional parents −.011
(.014)

Subculture index −.019
(.011)

R2 .09 .16 .43

Notes: p < .05 indicated by boldface; standard errors are in parentheses.
All models control for academic institution.

Table B8.1 Odds ratios from logistic regression model predicting medicine as
first-choice occupation

Factor Model 1 Model 2

Ivy League schools 1.589* 1.290
African Americans 2.206*
Asians 2.838*
Latinos 1.687*
Freshman interest in medicine 35.077*
SES index 1.140*
Combined SAT .967
College GPA 3.114*
Academic self-confidence 1.256*

* p < .05

Table B8.2 Logistic regression of African American underperformance at liberal
arts schools

Liberal arts schools −1.25 −1.309
0.298 0.296

Combined SAT 0.195
0.049

Notes: Significant effects (p < .05) in bold; standard errors in italics.
Models control for institution (using mean GPA at each of the liberal arts schools) and

major field of study.
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Table B8.3 OLS regression of influences on two indicators of self-confidence
(2.8 GPA or higher)

Compared to age cohort Compared to classmates

Factor A B C D

Ivy League schools
Intercept 2.882 −.512 1.973 −3.895
African American −.279 −.013 −.276 .177

(.048) (.053) (.057) (.054)
Asian −.137 −.196 −.042 −.104

(.039) (.036) (.052) (.045)
Latino −.133 .085 −.372 −.031

.043 .048 .055 .046
Grades — .364 — 1.109

— (.053) — (.062)
Combined SAT — .149 — .138

— (.020) — (.020)
R2 .06 .22 .05 .37

State universities
Intercept 2.362 −1.280 2.358 −2.48
African American −.233 .020 −.252 .080

(.049) (.045) (.051) (.043)
Asian −.238 −.195 −.183 −.095

(.040) (.033) (.043) (.033)
Latino −.204 .001 −.181 .037

(.041) (.039) (.055) (.044)
Grades — .556 — .935

— (.040) — (.041)
Combined SAT — .148 — .131

— (.010) — (.010)
R2 .06 .32 .04 .40

Liberal arts colleges
Intercept 2.810 −.207 1.797 −3.707
African American −.500 −.196 −.316 .173

(.071) (.075) (.065) (.061)
Asian −.214 −.192 −.079 .012

(.044) (.042) (.052) (.044)
Latino −.346 −.144 −.258 .060

(.057) (.054) (.065) (.058)
Grades — .292 — 1.110

— (.058) — (.061)
Combined SAT — .143 — .118

— (.017) — (.018)
R2 .12 .23 .02 .33

Notes: Dummy variables for institution were included in each regression, but are not
reported in the table. Numbers in parentheses are standard errors.

Coefficient significant at p < .05 indicated by boldface.



Table B8.4 Grades by type of school (percent)

Liberal arts
colleges
sample

Ivy League
sample

State universities HBCUs

Grade Sample Adjusted Sample Adjusted

A 8 13 16 10 14 6
A− 26 31 24 15 19 8
B+ 31 28 32 20 25 11
B 28 22 25 15 36 16
B− or less 7 5 2 40 7 59

Total 100 99 99 100 101 100

Note: “Adjusted” columns include the students who were excluded from the study
because they had lower than 2.8 GPAs at the end of their junior year.
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Figure B8.1 Percentage of students with GPA of A− or above, by type of school,
controlling for SAT scores



Table B8.5 Logistic regression of influence of type of school and academic self-
confidence on African Americans’ persistence in decision to become
a university professor (GPA of 2.8 or higher)

Factor A B

Elite schools −.719 −.574
(.337) (.353)

Academic self-confidence — .471
— (.239)

Constant −.879 −1.900

R2 .02 .04

Notes: Academic self-confidence compared to classmates.
p < .05 indicated by boldface; standard errors are in parentheses.
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A P P E N D I X C : M E T H O D O L O G Y A N D M E A S U R E M E N T

The purpose of this appendix is to provide brief descriptions in as non-
technical language as possible of the primary methods used in this book
and some of the problems involved. We hope that these descriptions will
be help nonspecialist readers understand the basic logic of these methods.
Some of the methodological issues are discussed in the text and foot-
notes. Some of the methods, however, cannot be described without the
use of mathematical formulas; these will be found here.

sources of error in surveys

Sampling error. Many surveys are samples of large populations (for
example, a presidential poll may utilize a sample representative of all
registered voters who are likely to vote), and one goal of such a survey
is to make generalizations from the sample to the population at large.
In order to do so one needs a random sample drawn from that popula-
tion. The population of students that we wanted to describe in this study
were high-achieving minority group students and a control sample of
high-achieving white students. Taking a true random sample of such stu-
dents would have involved first selecting a random sample of colleges
and universities. We did not have the resources to follow this proce-
dure. We therefore arbitrarily selected a set of schools in each of four cat-
egories that we believed would have high-achieving students enrolled.
Our selection was heavily biased in favor of elite private universities (the
Ivy League schools) and selective liberal arts colleges. We selected these
schools because we thought that a significant majority of high-achieving
minority students attend schools such as these. We also had an arbitrarily
selected sample of state universities and HBCUs. Within each of these
schools we interviewed only high-achieving students (those with GPAs of
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2.8 or higher who were majoring in an arts and sciences subject). There-
fore, given that our sample is not a random sample, we cannot make gen-
eralizations to a population. We can only assume that the students we in-
terviewed are representative of the population of high-achieving minority
students and that if we did have a truly random sample of such students
they would have similar career aspirations and attitudes as those we in-
terviewed.

Even in random-sample surveys there is the potential that the sample
will not be representative of the population. There are many reasons for
this, including errors in the sample design and response bias for surveys,
with a failure of all members of the sample to complete the interviews.
Even for well-designed samples with no response bias, parameter esti-
mates from a sample can still differ from the true population parameter
by chance. The probability of this occurring is determined primarily by
the size of the sample.

In the case of our survey we can only use the data we collected to gen-
eralize to the population of students in our sample categories at the
schools included in the sample. Since we only completed interviews with
76 percent of the students included in our sample, there is some chance
that the 24 percent of students whom we failed to interview could be sig-
nificantly different from those we did interview. We did find some evi-
dence showing that the respondents to the mail survey did indeed differ
on some significant variables from the nonrespondents to the mail survey.
We utilized a telephone survey to interview a sample of these nonrespon-
dents. For the telephone survey, however, we completed interviews with
slightly less than 50 percent of those in the sample. Because a large ma-
jority of the failure to completes were a result of faulty phone numbers
rather than refusals, we have made the assumption that the completed
telephone interviews represent a random sample of nonrespondents to
the phone survey. To the extent that this assumption is incorrect there
could be errors in generalizing from our achieved sample to the popula-
tion of students at the schools included in our sample.

As we point out in the body of this book, when one conducts tests of
significance on survey data and uses, for example, a .05 level of sig-
nificance, this means that it is possible simply by chance for a relation-
ship to exist in 5 percent of the correlations or cross-tabulations that may
appear to be statistically significant when in fact they are not. When one
is doing hundreds of tests of statistical significance and finds only a few
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of them to be significant, the analyst must be very cautious in giving
meaning to these findings, as they could be a result of chance.

Measurement error. In social surveys researchers use questions
asked of individuals as indicators of variables, or concepts, that they are
interested in. In all surveys there is the possibility that the indicators used
are not adequate measures of these variables. There is one particular case
in our research where there is possibly significant measurement error. We
were interested in knowing what the occupational interests of students
were when they entered college. We did not, however, have the time or
the resources to conduct a longitudinal study in which we would first in-
terview a sample of freshmen and then reinterview them in their senior
year. Instead, we must depend on the students’ retrospective memory of
what their occupational interests were when they were freshmen. To the
extent that the students do not adequately report what these interests ac-
tually were, significant measurement error has been introduced into the
survey.

We employ many concepts in this survey. For some of them the reader
can see a relatively clear connection (face validity) between the indica-
tor and the concept; for others, the connection is less clear. But even for
those with good face validity, there is a possibility of measurement error.
Thus, for example, we measure the concept “academic self-confidence”
by asking the students to compare their academic ability with “all people
your age” and with “seniors at this college” (see Appendix A, mail ques-
tionnaire, Q21). To interpret answers given to these questions as indica-
tors of academic self-confidence has significant face validity. Nonetheless,
were other measures of the concept employed we might have come up
with different results.

For some of our concepts there is a much less direct relationship be-
tween the indicator and the concept. Take, for example, our use of the
term “occupational orientation” as an example. By “occupational orien-
tation” we meant that students with such an orientation saw college as
primarily a way to prepare for a specific occupation. Students who did
not have an occupational orientation were more likely to see college as a
way of gaining a broad liberal arts education and the analytical skills that
come with such an education. We used three indicators of occupational
orientation. The first was the extent to which the students socialized
(mail questionnaire, Q13). Students who said that they spent less time
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than average socializing were considered to have an occupational orien-
tation. The second indicator was whether or not the student mentioned
only one occupation that they were interested in as a freshman. Students
who mentioned a single occupation as freshmen were considered to have
a higher occupational orientation than students who mentioned more
than one. The third indicator was whether the student mentioned only
one occupation they were interested in as seniors. We added these three
indicators together in order to form a measure, or index, of occupational
orientation. To the extent that these indicators fail to adequately measure
the underlying concept we were interested in, error has been introduced
into the analysis of the survey and the conclusions reached.

Normative responding. A potential source of error in surveys that is
frequently not given the attention it deserves is the possibility that re-
spondents will answer a question in ways they think they are supposed to
feel or behave rather than the actual ways in which they feel or behave. A
clear example of this, from surveys of voting behavior, are questions on
whether or not the respondent is registered to vote. Respondents, partic-
ularly those with high levels of education, know that the social norm is
that they “should” be registered to vote. It has been shown in empirical
research that a significant portion of respondents will tell interviewers
that they are registered to vote when they are not in fact registered
(S. Cole 1976).

Clerical errors. Projects such as ours involve the collection and pro-
cessing of massive amounts of data. At every stage of the process it is pos-
sible for inadvertent errors to be made. Frequently, for example, errors
are made in coding responses. For the mail survey used in this project, the
responses were read by an optical scanner, minimizing the possibility of
coding errors. Nonetheless, some respondents may have made errors in
filling out the questionnaire, which were recorded by the optical scanner.
It is also possible that errors could have been made in applying the com-
plex weighting formula we used (see the next section). And it is certainly
possible that in the many thousands of pages of computer analysis that
were produced inadvertent errors could have been made in programming
or in moving data from computer output to the tables and figures pre-
sented in this book. Given the tremendous amount of work that went
into completing this project, and all the steps involved, it would be sur-
prising if some errors were not made. In order to guard against this we
repeated our analyses several times, especially when figures turned up
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that didn’t look “right.” Despite all the care that was taken to prevent er-
rors, however, it is of course possible that some got past us.

Self-reports. Researchers often ask respondents to provide impor-
tant data about themselves. Depending on the type of data the respon-
dent is asked to provide, there is more or less uncertainty as to the ac-
curacy of the self-reports. (See our earlier discussion of normative
responding.)

In this study the two most significant variables that are self-reported
are grade point average (GPA) and score on the Scholastic Aptitude Test
(SAT). Although it is possible that students may have reported higher val-
ues for these variables than what they actually achieved, we have evi-
dence that leads us to believe that the self-reports of both GPA and SAT
in this survey are accurate. For one school we had the distribution of ac-
tual GPAs. Comparing the actual distribution with the self-reported dis-
tribution for this school we could see that the two figures were virtually
identical. As for SAT scores, our study included an “institutional ques-
tionnaire” in which an administrator at each school was asked to provide
data on the school. One piece of data requested was the mean combined
SAT scores of students enrolling in fall of 1992, the year in which most of
our students enrolled. Only 19 of the 34 schools provided us with the
data. When we compared the means provided us by the schools and the
means computed from the student self-reports the self-reports were an
average of 24 points higher. This small difference is well within the possi-
ble error, or “overlap,” in the computation of our SAT index. Thus we
may conclude that very little, if any, bias was introduced into this study
by self-reported data from the questionnaires.

Given all the possible sources of error in conducting research such as that
reported here, it is wise not to take small observed differences too seri-
ously. For this reason, we did not use decimal points in reporting sur-
vey data because we felt that the use of decimals would give the impres-
sion that the data is more accurate than it actually is. We also tried not
to give too much weight to small percentage differences or regression
coefficients. We attempted to look for differences large enough to be con-
sidered substantively significant. Frequently in surveys of this type, as a
result of the large sample size small differences become statistically sig-
nificant. In this report we tried not to emphasize statistically significant
differences that are relatively small in size. In fact, to de-emphasize the
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importance of statistical significance we only reported when an observed
result is significant at the .05 level even if in many of the cases the result
was significant at the p < .01 or p < .001 levels. We did so in order to
counteract the incorrect tendency to use the extent to which a relation-
ship is significant as an indicator of the strength of the relationship or its
substantive size.

weighting the data

The sample weights were designed to represent the relevant population
of the 34 schools included in the study. They were not designed to repre-
sent the universe of institutions of higher education in the United States.
The weights were constructed on a spreadsheet with the cases being lev-
els of stratification based on 34 schools, 4 races, and 2 majors (for Asians
only).

This prescribes an original need for 132 weights (less than 34 × 4 × 2
because only African Americans were sampled at the HBCUs). The nec-
essary number of weights almost doubles when mail and telephone re-
spondents are considered (as explained below).

The elements used in the weighting were the following:

Popi: the size of the eligible population in each stratum (obtained
from the school registrars)

Sami: the sample size from each stratum
Respi: the number of respondents from this sample
Maili: the number of these respondents who responded to the

original mail questionnaire
Phonei: the number of the respondents who did not originally re-

spond, but were captured with the (shorter) telephone question-
naire.

Using this raw material, the sample weights were made in two steps.
First the respondents were weighted to sum to the total population, tak-
ing school, race, and major (for Asians) as the criteria on which the
sample population was originally stratified, so that—in principle at
least—the weights would be a function of the ratio of the population in
the stratum and the respondents there:

Weight
Pop
Resp

i

i

=

This would suffice if everyone in the sample responded, but of course
not all did. And those who did responded in two different ways, some to
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the original mail questionnaire, others to the follow-up telephone inter-
view (and recall that the latter survey was less detailed than the former).

The telephone interviews we assumed reflected all nonrespondents
to the mail questionnaire and the mail respondents represented all the
rest (those who filled out the mail questionnaire). This tended to have
the effect of slightly lowering the weights for mail respondents and sub-
stantially raising the weights for telephone respondents. For each of the
school, race, field stratum we had to adjust all the telephone respondents
by an Xi, where Samplei = Maili + PhoneiXi.

X
Sample Mail

Phonei
i i

i

=
−

Also, we had to adjust everyone by the ratio of respondents to the
sample in each stratum, since we were now including nonrespondents in
our coverage. So

WGTMail WGT
Respondents

Samplei
i

i

=

WGTPhone WGT
Respondent

Sample
Sample Mail

Phonei
i i i

i

=
−









In order to make the respondents sum to the total population size again,
one need only multiply all the weights by the same ratio Σ Pop/Σ Resp
(or 29804/7612).

There were a small number of respondents whose race we did not
know, so they could not be included in the weighting procedure in any
straightforward way. We declared all their weights to be equal to 1.0 and
kept them in the data analyses. The weights for everyone else were in the
end adjusted to keep the totals adding up to the sample size and the pop-
ulation size respectively.

types of regression analysis employed

Three main types of outcome variables are examined in this book: binary,
multinomial (more than two categories), and continuous. Each requires a
different technique for multivariate analyses. As is customary, predictors
of a binary, or dichotomous, dependent variable, such as selection of
medicine as most likely occupation, are evaluated using logistic regres-
sion; predictors of a multinomial variable, such as top five occupational
choices, are evaluated using multinomial logistic regression; and predic-
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tors of a continuous variable, such as GPA, are evaluated using ordinary
least square regression.

The aim of each of these techniques is to predict the value of a depen-
dent (Y) variable based on the value of an independent variable(s) (X). To
do this we use the raw data to find the functional relationship between X
and Y: the equation is Y = a + bX for one independent variable model,
or Y = a + b1X1 + b2X2 . . . in the case of a multivariate model. In the
simple two-variable situation the equation describes a line that will best
fit each case as plotted in a two-dimensional scattergram, with a being
the place where the line crosses the Y axis and b representing the slope
of the line (or the change in Y for each change in X). The line is computed
so the average squared distance from each point in the scattergram to the
line is minimized. With no knowledge of X, or if there is no relationship
between Y and X (e.g., if b = 0 in the two-variable equation), our best
predictor of Y would be the mean of Y. But since we have information on
X, and moreover because we believe that X and Y are not independent
(in fact, we believe that there is a causal relationship and thus the value of
Y depends to some extent on the value of X), the overall mean of Y is not
our best guess. Instead we need to factor in the influence of the relevant
independent variables. The different regression techniques provide us
with parameter estimates (b) for each independent variable, which tells
us the functional relationship between the independent variable(s) and
the dependent variable.

Ordinary least square (OLS) regression. With a continuous depen-
dent (outcome) variable we attempt to minimize the squared error be-
tween our observed value and our predicted value, hence the term “least
square regression.” As previously stated, if two variables are related but
we predict an outcome based only on the mean value of the dependent
variable, we would have more error than if we picked the mean value of
Y at each value of X. One can think of OLS regression as computing a
mean value of Y for each value of X and then attempting to draw a line
through those mean points. This then minimizes the prediction error
from each of the raw data points.

This line is represented by the functional relationship in the above
equation. For each independent variable we get a parameter estimate and
the statistical significance of that estimate—that is, the probability that
the influence of a particular independent variable on the dependent vari-
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able (with all other independent variables controlled) is due to chance.
This estimate tells us the unit change in Y for each unit change in X. Thus
if the parameter estimate (b) for X is 10, each unit increase in X results in
a 10-unit increase in Y. In the preceding example, to compute how many
units Y increases with a 2-unit increase in X, we multiply 2 by 10. As op-
posed to other regression techniques, computing the predicted value of Y
in OLS is fairly straightforward: we multiply the mean values of each X
by the parameter estimate (b in the above equation) of each X, and sum
these products along with the constant term (a in the above equation) to
get the predicted value of Y.

For an excellent technical discussion of linear regression see Neter,
Wasserman, and Kutner 1989.

Logistic regression analysis. When predicting dichotomous depen-
dent variables (such as choosing to be a doctor or not), we use logistic re-
gression. Using regression analysis on such dependent variables involves
violating two assumptions of the method. The most obvious to a user is
that expected values should be sensible, within the possible range of the
dependent variable. Regression analysis can predict values of a dichoto-
mous variable above 100 percent and below 0 percent. The second vio-
lated assumption is that the error terms are normally distributed, a prob-
lem that leads to inefficient estimates of the effect parameters (βs).

To solve these problems logistic regression addresses a transformation
of the probability of an event, the natural logarithm of the odds of the
event:

logit log
p

pi e
i

i

=
−











1

This logit is obviously something that is not known for any case in ad-
vance of the analysis, since all one really knows is whether case i does or
does not have the trait being studied (mathematically represented as a 1
or a 0, respectively). What the logistic procedure does is set the logits on
the left side of a regression equation. The right side of the equation looks
like a regular regression equation: there is an intercept, α, and a series of
effects multiplied by the independent variables.

Putting this in algebraic form, we get:

log
p

p
logit Xe

i

i
i ji1−









= = +α βΣ
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There is no error term in this equation; the right-hand side of the
equation predicts 100 percent of the variance in the left-hand side. The
logits then are something like predicted Ys in regression. This formula-
tion is predicting a dependent variable, which can vary from negative to
positive infinity and can never imply a probability greater then 1.0 or less
than 0.0. Toward the two ends of the possible probabilities, small differ-
ences in p are seen as increasingly large differences in logits. Thus logistic
regression sees moving from 1 percent of a population choosing Y to 2
percent as a greater change than moving from, say, 50 percent to 51 per-
cent.

The most common problem with logistic regression is neither its ap-
propriateness or the practical doing of it, but in putting its findings into a
form that can make sense in English sentences. Most users turn to one of
two strategies: they either convert the logits into odds and report “odds
ratios,” or they convert the logits back to probabilities, as we have done.
This conversion is made by exponentiating the logits to get the probabili-
ties predicted by the logistic regression:

p
e

e ei

it

it it=
+

=
+ −

log

log log1
1

1

For a clear description of logistic regression see Bowen and Bok
(1998), Appendix B, pp. 342–344. For an excellent technical discussion
of regression using categorical data, see Long (1997) and Agresti (1990).

Multinomial logistic regression. Multinomial logistic regression is
an extension of logistic regression. The difference is that the multinomial
technique allows us to compute probabilities for more than one cate-
gory on the dependent variable; it is not limited to a binary, dependent
variable. However, multinomial logistic regression is really no more than
binary logistic regression performed one less time than the number of
categories on the dependent variable. (See Long 1997 for a technical dis-
cussion of binary and multinomial logistic regression.) So, for example, if
the outcome variable has six categories, the multinomial procedure com-
putes five complete regression models; the sixth category is the compari-
son group.

In the logistic regression models that we have run throughout this
book we computed the probability of selecting a particular occupation
(e.g., doctor) compared to the selection of all other occupations com-
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bined. The advantage of multinomial logistic regression is that it allows
us to compute the probability of selecting academia (or any other com-
parison group that we might choose) over medicine, or academia over
business, or law, or teaching, and so on, without having to compute a dif-
ferent logistic model for each outcome comparison. It allows us to com-
pute all of the required models in one step and gives us an indication of
how accurately all of the independent variables in our model predict the
several categories of our dependent variable. Substantively the difference
between logistic and multinomial logistic regression is that the former
only allows us to look at what variables influence the selection of acade-
mia as an occupation when compared to only one other category. The
multinomial technique allows us to look at what variables influence the
selection of academia as an occupation compared with several other cate-
gories—in our case, specific other occupations. Throughout this book
these other occupations are medicine, law, business, teaching, and “all
others.”

The interpretation of logistic parameter estimates requires additional
transformations to make sense of the estimates not necessary in OLS. But
once these transformations are made we are able to discuss both the di-
rect and the relative effects of the independent variables in the model,
though in the various logistic regression techniques we talk about the
odds ratio as opposed to the unit increase. We have not reported odds ra-
tios in this book because in almost all of the cases in which we use logistic
regression techniques we start with a relationship between a particular
independent variable and a dependent variable and try to understand
that relationship by seeing what other variables have to be controlled to
reduce the initial relationship to statistical insignificance. These other
control variables then indicate the reasons why the independent variable
had its effect on the dependent variable.

Computing predicted probabilities from multinomial regression
models. As previously noted, multinomial logistic regression is power-
ful in its ability to look at multiple categories of the dependent variable as
a system; thus we are not forced to assume, as we do in logistic regres-
sion, that all the people who do not select academia are alike. Instead, we
can look at the effects of an independent variable on the selection of aca-
demia over, for example, medicine, business, and law individually. Al-
though the resulting regression coefficients provide a great deal of infor-
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mation, it is easier to see the effects of various independent variables
by graphing the predicted probabilities generated from the multinomial
model.

To get these predicted probabilities we multiply the regression coef-
ficients from the multinomial model by the respective mean values for the
model independent variables and thus generate an overall mean log odds
ratio. (We used the software program clarify to obtain the predicted
probabilities reported in this book.) The model used in our project re-
sulted in five regression models (one for each outcome minus the omitted
category) and thus resulted in five overall mean log odds ratios. We then
converted these ratios, through exponentiation, to predicted probabili-
ties. Since the sum of all predicted probabilities equals one, we added the
predicted probabilities from the five regression models and subtracted
this total from one to get the predicted probability for the omitted group
(academia).

We used these multinomial models to assess the effect of predictor
variables after controlling for all other variables that we believe contrib-
ute to occupational choice. To show these controlled effects we manipu-
lated the value of an independent variable (say, GPA) while controlling
for all other predictor variables at their respective means. This allowed us
to see the change in interest (as measured by predicted probabilities) in
business, law, medicine, academia, and all other occupations, moving
from the lowest level of GPA to the highest level of GPA, with all other
variables set equal to their means.

Treatment of missing data in regression models. In any large survey
such as ours it is typical to have missing data on many or all of the vari-
ables. Sometimes the amount of missing data on a particular variable is
substantial. In our survey this was especially true for those variables not
included on the telephone survey. Since the total weighted N for this
study is approximately 29,000 but the weighted N for those who an-
swered the mail survey was about 20,000, this means that for any vari-
able that was not included on the phone survey there were approximately
10,000 weighted missing cases. In addition, missing cases occurred in
other types of variables for other reasons. There were, for example, some
cases of missing SAT scores because some students did not remember or
chose not to report their SAT scores and some schools did not require
SAT results.
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Because regression analyses are based on correlation matrices, there
are two ways in which the missing data problem is typically treated. The
first is to delete all cases for which there is missing data on any of the
variables included in the model (“listwise” deletion). This is considered
to be the most conservative and statistically legitimate way to handle
missing cases. Since our multinomial logistic regression model contained
over 30 variables and many had a large number of cases with missing
data, this approach would have meant that our final models would have
been based on only a fraction of the cases included in the survey. For this
reason listwise deletion was not practical for these large multinomial
models.

The second way to handle missing data is called “pairwise” deletion.
In this method the correlation coefficient for any two variables in the ini-
tial correlation matrix on which the regression analysis is to be based is
computed on the basis of the available data. This is essentially equiva-
lent to assuming that all of the missing cases would be the mean for the
particular independent variable. (Obviously we cannot include cases on
which there is missing data on the dependent variable.)

We chose to use neither of these two techniques for our missing data;
instead, for the multinomial logistic regression model we used a method
called “imputation,” which we believe is superior to pairwise deletion.
For all but a few variables with missing data, we computed a regression
equation using the available data in order to predict the score on the
missing variable. (We did not do this for the dependent variable or the
school type variable.) We imputed the values using the ordinary least
square (OLS) regression imputation procedure in the statistical software
package STATA. As independent variables we used those included in the
multinomial model reported in Appendix B, Table B5.3, except that we
used only one model to impute the value for all four ethnic groups with
ethnicity included as an additional predictor variable. For each imputed
variable we deleted that variable as a predictor and substituted it as the
dependent variable. The impute command in STATA saves out the pre-
dicted value of the variable for each case missing a value on that pre-
dicted variable. Since many of our independent variables are nominal
and the OLS procedure predicts continuous variables, we recoded the
values so that cases below the midway point were coded down and cases
at or above the midway point were coded up. Thus, a predicted value of
1.49 was recoded as 1, while a predicted value of 1.5 was recoded as 2.
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We compared the means after imputation to the means prior to imputa-
tion and found no substantial differences between the two. To the extent
that the available data are able to yield an accurate prediction of the
missing data, this method is superior to the pairwise deletion method. If
all of the available data told us nothing about the missing data, this tech-
nique would be equivalent to the pairwise deletion method.

using stata and suddan to estimate linear and

logistic regressions and corresponding parameters

In order to compute descriptive statistics that will accurately describe our
population of students, we had to weight the data. When estimating
multivariate causal models there are advantages and disadvantages of
using weighted as opposed to unweighted data (Winship and Radbill
1994).1 We decided to use weighted data for all of the analyses in our
study. This meant that we had to use a program that would take the
weights into account in computing parameter estimates and tests of sig-
nificance. Both stata and suddan do this. In the simplest of terms what
these programs do in computing tests of significance is to use the number
of cases from the unweighted data and compute the variance based on
the weighted data. Both stata and suddan use essentially the same tech-
niques in doing this. The stata manual describes these techniques more
clearly than does the suddan manual; for those interested in exactly how
tests of significance are computed on weighted data we advise you to
read the excellent description provided in the stata manual (see esp.
pp. 427–430).

Because the weighted number of cases is not the number actually used
by either suddan or stata to calculate the standard errors and compute
tests of significance, these weighted numbers are not very meaningful ex-
cept as descriptions of, for example, how many students in the popula-
tion of the 34 schools were in a particular category. We have therefore
not reported number of cases in the tables and figures.

computing the data for table b3.1

In Table B3.1 we estimate what the distribution for the entire sample
would have been on final choice occupation, if we had included all nine-
teen occupations instead of ten on the telephone survey. The following
procedures were used:
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1. Our best estimate of the proportion of telephone respondents who
would have selected one of the missing occupations is the propor-
tion who selected this occupation among the mail respondents.
Using the total size of the telephone sample and the percentages
for the missing occupations from the mail survey we computed the
number of cases among the telephone respondents who would
have selected each of the missing occupations.

2. We subtracted the number of students estimated to have selected
one of the missing occupations from the total N for the telephone
survey.

3. We calculated new cell Ns for the occupations that were included
in the telephone survey using the smaller total N as computed
from step 2 but the same percentages as in the original distribution
for the telephone survey.

4. We then added the number of cases for each occupation from the
mail survey to the new estimated numbers for the telephone sur-
vey. We computed new percentages for each occupation from this
distribution. This is the “adjusted” column reported in Table B3.1.

One can see from Table B3.1 that if the telephone respondents would
have had the same probability of selecting the nine missing occupations
as the mail respondents, the effect of having only ten of the twenty occu-
pations on the telephone survey was minimal and had no substantive ef-
fect on the conclusions of this study.

computing the data for tables 9.1 and 9.2

The estimates that we report in Table 9.1 are based on our analysis of the
1990 census. There are, however, multiple sources of data on educational
attainment. One of the best is the annual Digest of Educational Statistics
published by the National Center for Education Statistics (NCES). We
examined the NCES data for the number of college degrees granted in a
given year to people in each of our four ethnic groups. The 1995 digest
provides data on the number of bachelor’s degrees conferred by institu-
tions of higher education in the year 1991–92 (the year closest to the cen-
sus estimate). When we compared the estimates we made on the basis of
the 1990 census with the NCES data we found some discrepancies.

Based on the 1990 census we estimated that 882,000 whites between
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the ages of 25 and 29 would have received college degrees, the NCES
data for 1991–92 shows that 937,000 degrees were granted to people
who were white. This discrepancy is a result of the procedure we are us-
ing (i.e., using the percentages from the 35–39-year-old cohort and multi-
plying that by the number of people in the 25–29-year-old cohort). Com-
puting the number for whites based on the actual 35–39 birth cohort
produces a figure of 917,777. Remember, cohort sizes differ, and even in
1990 the 25–29 age cohort of whites is smaller than the 35–39 cohort.

There are no significant discrepancies between the estimates made for
Hispanics and Asians using the two different sources. The 1990 census
data led us to estimate that 47,000 Latinos aged 25–29 would receive a
college degree each year in the coming ten years. This is greater than the
41,000 bachelor’s degrees granted to Latinos in 1991–92 as reported by
the NCES. The census estimate for Asians in the 25–29-year-old group
who will have earned a college degree in each year is 51,000. The NCES
data show 47,000 college degrees granted to people of Asian or Pacific Is-
lander origins for 1991–92. For both Latinos and Asians the NCES fig-
ures are lower than the census figures. This difference is probably ac-
counted for by the fact that some Latinos and Asians entered the country
with college degrees obtained in their homeland and because we pro-
jected figures based on a larger birth cohort whereas the NCES reported
actual numbers of degrees awarded in a given year.

We found a problem when we compared the two sources for African
Americans. Here the census data indicated that there would be 63,000
African Americans aged 25 to 29 who would earn college degrees in each
of the coming ten years; the NCES digest for 1995, however, reported a
total of 72,000 degrees granted to black, non-Hispanics in 1991–92.2

Thus, the census data led to the estimate that 19 percent of African
American high school graduates aged 35–39 would have received college
degrees, while the NCES data yield 22 percent. We were unable to deter-
mine the reasons for this difference. The discrepancy is not a function of
cohort size used, since among African Americans the 25–29 cohort is
larger than the 35–39 cohort. Given this difference, we did an alternative
calculation of Rows 6 through 9 of Table 9.1 using the higher NCES fig-
ure. We found that replacing the lower census estimate with the higher
NCES number resulted in no substantial change in the estimate of Afri-
can Americans who want to be college professors when they graduate
from college.
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We found one additional source of data on the number of African
Americans receiving college degrees in 1994: a work by Michael Nettles,
Laura Perna, and Kimberly Edelin (1997), based on what the authors re-
fer to as Integrated Postsecondary Education Data System (IPEDS). Net-
tles and his coauthors report that in 1994, 23,434 African Americans re-
ceived college degrees from HBCUs (28 percent of the total), and that in
1995, 61,208 African Americans received college degrees from predomi-
nantly white schools. If we add and round these numbers we come up
with an estimate of 85,000 college degrees granted to African Americans
in the 1994–95 period.3 The NCES reported that in 1993–94 84,000 Af-
rican Americans received a bachelor’s degree. The correspondence be-
tween these two figures gives credence to the NCES data.

Once again, our estimate of the number of African Americans receiv-
ing college degrees based on census data are lower than figures obtained
from the NCES. The last year of data we have from the NCES is for
1995–96; according to the NCES 91,000 African Americans received
bachelor’s degrees that year.4 The NCES data from 1991 to 1995–96
indicate a fairly significant increase in the number of bachelor’s degrees
granted to African Americans during this period. If we assume that those
figures continued to rise from 1995–96 through 1998 it is possible that
approximately 100,000 African Americans obtained B.A. degrees in
1998.

classification of fields as arts and sciences

The NCES Digest of Educational Statistics (1995, Table 257) classifies
the following fields as being within the undergraduate arts and sciences:

Area, ethnic, and cultural studies
Biological/life sciences
Communications
Communications technologies
Computer and information science
English language and literature
Foreign languages and literatures
Law and legal studies
Liberal arts and sciences, general studies, and humanities
Mathematics
Multi- or interdisciplinary studies
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Philosophy and religion
Physical sciences and science technologies
Psychology
Social sciences and history
Visual and performing arts

The same source—the NCES Digest of Educational Statistics (1995,
Table 263) classified these same fields as being within the arts and sci-
ences for doctoral studies.

All other fields were classified as being non–arts and sciences.
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N O T E S

1. the problem

1. In general, there are so few Native American students and faculty members
in the universities and colleges we studied that we were unable to treat them as a
separate group. Our study focuses on African Americans and Latinos. We also
studied Asian students because of concern about the appropriate representation of
Asian faculty members in the humanities and social sciences.

2. For a summary of this literature see Pascarella and Terenzini (1991), Chap-
ters 10 and 11. Three of the most widely cited studies conducted by sociologists are
Blau and Duncan (1967), Featherman and Hauser (1976), and Jencks et al. (1972).
Economists have also conducted many studies demonstrating the connection be-
tween education and income.

3. A sophisticated discussion of the scope and limits of the educational advan-
tages of diversity may be found in Klitgaard (1985), pp. 72–75.

4. Although Asians are not in general underrepresented on the faculties of re-
search universities, they are overrepresented in the natural sciences and substan-
tially underrepresented in the social sciences and humanities. For this reason we
decided to include Asian students in our study, along with African American, La-
tino, and a large control group of white students.

5. In the philosophy and sociology of science this is called “stand point” episte-
mology. This view holds that only members of particular groups can fully under-
stand their problems.

6. A set-aside is a position or series of positions reserved exclusively for minor-
ity candidates.

7. Many of the elite colleges that give preference to students from under-
represented racial or ethnic groups also give preferences to students with other
characteristics. For example, according to Bowen and Bok (1998) a “legacy” (a
student who has a parent who has graduated from the school) has about the same
chance of being admitted as an African American applicant to the schools in the
Bowen and Bok sample. Of course, this statistic alone needs to be informed by in-
formation on the qualifications of legacies. Bowen and Bok found for the schools
they studied that students who are on coaches’ recruiting lists (“jocks”) have the
highest probability (ca. 80 percent) of being admitted.
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8. These data indicate that the proportion of Asian students and faculty mem-
bers is relatively close; but, as we have noted, there are significant differences in the
distribution of Asians among academic fields. Asian faculty members are more
likely to teach in the natural sciences and mathematics, but are underrepresented in
the social sciences and humanities. Another problem is that Asian students are sub-
stantially overrepresented in elite schools. Thus, although 6 percent of all students
are Asian, 18 percent of seniors in the Ivy League schools and 10 percent of seniors
in the select liberal arts colleges were Asian.

9. Some of these schools may be historically black colleges or universities
(HBCUs), in which the proportion of African American faculty is usually quite
high. Thus the proportion of African American faculty members in predominantly
white educational institutions is probably less than the figures indicated here.

10. Most of the studies of occupational choice were conducted as many as forty
years ago. This topic has not been a focus of attention of social scientists in recent
years. When we cite findings from old studies, there is always the question of
whether or not those findings are still relevant given the changes in social and eco-
nomic conditions that have occurred since the studies were completed. We try to
remain sensitive to this issue, and our own study represents a test of the extent to
which variables found to be important in the past are still important today.

11. S. Cole and Meyer (1985), in a study of the demand for new assistant pro-
fessors in physics, found that demand peaked in 1966 and had very substantially
diminished by 1976. The demand for professors in other areas may have had dif-
ferent time patterns.

12. Ehrenberg (1992) reports on many studies that examine factors influencing
the supply of academics, but these do not include studies that directly measure de-
mand.

13. In order to conduct such a study one would have to collect data on the
number of students entering and completing graduate study (relatively easy to col-
lect from NCES and other sources) and on the demand for professors (relatively
difficult to collect). S. Cole and Meyer (1985) determined demand by examining
lists of faculty members in universities having Ph.D. programs in physics and
counting the number of new instructors listed. This had to be done in year-to-year
comparisons and was extremely time consuming.

14. From the point of view of understanding occupational choice of college stu-
dents, the most important study that could be done would be one showing how
real levels of demand influence occupational choice.

15. Of course in the early 1960s there would have been so few high-achieving
African Americans and Latinos enrolled in college that it probably would have
been impossible to have conducted a study like the one we report on in this book.
Baird (1973) reports that 18.4 percent of a random sample of college graduates in
1971 said that they planned to enroll in an arts and sciences graduate program in
the year after graduation. But many of these students could have been seeking mas-
ter’s degrees and not have had the intention of becoming a college professor.

16. It is unclear as to whether the sample utilized by Astin was a truly random
sample. It also appears that the response rate to Astin’s questionnaire was substan-
tially below what social scientists consider adequate.
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17. Given the authors’ training this study uses a sociological perspective in ana-
lyzing this problem. Economists who study occupational choice tend to emphasize
the anticipated rewards students feel they can obtain from entering different ca-
reers. More sophisticated economists, however, take into account sociological fac-
tors, and as a result their work is compatible with the approach taken here. See for
example Freeman (1971) and Ehrenberg (1992).

18. Pascarella and Terenzini (1991), in an informative didactic methodological
appendix, discuss in detail some methodological problems encountered in trying to
assess the impact of college on students.

19. For a full discussion of this decision and its consequences for our study see
Chapter 2.

20. Our study was conducted before the Educational Testing Service (ETS)
added an “analytic” test to the existing verbal and quantitative exams (the analytic
test has since been abandoned for a “writing” test). It was also conducted before
SAT scores were “renormed,” raising the average combined score to 1000.

21. For an interesting history of the SAT see Part I of Nicholas Lemann’s The
Big Test (1999).

22. In most of these studies the freshman GPA is used as the dependent vari-
able.

23. Klitgaard (1985), in a thorough study of the predictors of both academic
success and success in later life, reluctantly came to the conclusion that SAT scores
are the best predictors available of both. Some argue that although SAT scores may
be the best available predictor, they still are a relatively weak one. A correlation of
.70, however, suggests that SAT scores may not be as weak a predictor of GPA as
these critics believe.

24. The fact that Steele claims to have explained only the underperformance
phenomenon and not the large original difference in SAT scores is sometimes over-
looked by discussants of his work.

25. One reader of an earlier draft of this book felt that Steele’s theory is a type
of “blaming the victim” theory. He argued that what harms the performance of Af-
rican Americans is not their own fear of negative stereotypes but the belief in the
validity of the stereotypes by whites, who, in their roles as professors, admissions
officers, and the like, act on such beliefs.

26. Although there were no gender differences in the proportion of men and
women wanting to be college professors, there were some gender differences in our
data set. One of the more interesting of these is a gap in academic self-confidence
between men and women (women being less self-confident) even when GPA is con-
trolled. Melissa Bolyard is currently analyzing these gender differences.

27. Certainly we do not mean to imply that there is anything wrong with ran-
dom samples. But in a sample such as ours, which heavily overrepresents minority
students, we might find different results than in a random sample, in which minor-
ity students would make up only a small fraction of the sample.

28. These studies are quite dated. We do not know the extent to which their
findings would still be true. In this study we do look at the effect of concern with
finances on selecting various occupations.

29. One significant problem in survey research (discussed at greater length in
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the first section of Appendix C) is what is called “normative responding.” This is
the tendency of respondents to tell the researcher what the respondent thinks he or
she is supposed to believe as opposed to what the respondent actually believes.
There may be some tendency for students to deny that financial considerations are
very important to them. This is certainly true for students wanting to be physi-
cians. These students are aware that if medical schools think that their primary
motivation in becoming a physician is to maximize income, they are likely to be re-
jected. In qualitative interviews Fiorentine and Cole (1992) found a greater interest
in monetary rewards among aspiring physicians (especially men) than could be as-
certained from survey data. Another potential problem is that students in general
and minority students in particular may not have adequate knowledge of the likely
earnings of the main occupations that compete for talented minorities. There is lit-
tle doubt that in comparing college professors with physicians, partners in large
law firms, and senior executives, even successful professors earn less money. But
the average earnings of professors might not be significantly less, and may even be
higher, than the average earnings of all of the major competing occupations, with
the exception of medicine.

30. See the recent memoir by Thomas Sowell (A Personal Odyssey, 2001) as an
example of how African American cultural attitudes toward studying and saving
for education made it very difficult for him to attain his education.

31. For just one example see Hanushek 1996.
32. The fact that it is always impossible to control for all the input characteris-

tics that might influence an outcome causes the serious methodological problem of
what is called “uncontrolled selectivity” (Lieberson 1985). In an important paper
Dale and Krueger (1999) use a method to eliminate selectivity in the data used by
Bowen and Bok (1998) to support the effectiveness of race-sensitive admissions
policies. The Berg and Krueger paper leads to the conclusion that some of Bowen
and Bok’s conclusions concerning the positive consequences of race-sensitive ad-
missions are invalid.

33. See Astin 1993, pp. 438–441. The multiple R tells how well all of the inde-
pendent variables together can explain the dependent variable. The higher the mul-
tiple R, the more able one would be to predict a particular individual’s score on the
dependent variable by knowing that person’s scores on all of the independent vari-
ables used in the regression equation. Squaring a multiple R reveals how much of
the total variation in the dependent variable is explained by all of the independent
variables in the regression equation.

34. The advent of grade inflation may have changed conditions, so that the Da-
vis theory will no longer apply in explaining the career choices of contemporary
college graduates. However, in Chapter 8, where we examine the Davis theory as a
possible explanation of career choice among the students in our sample, we point
out that the equal distribution of grades among different schools is unnecessary for
the Davis theory to be correct. What is essential is that students compare them-
selves with classmates rather than with their age cohort at other schools.

35. There were some significant measurement problems, however, that Davis
faced in his analysis. Most important, Davis had no measure of the students’ aca-
demic ability. He had to assume that students attending the highest-quality schools
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had the highest level of ability. He measured school quality by the number of Na-
tional Merit Scholar finalists and semifinalists attending each school. But he was
unable to distinguish ability levels among those students attending schools of a
given quality. Also, his measure of academic self-confidence is not direct, but rather
was obtained from responses to whether students felt they had a “flair” for a par-
ticular subject.

36. They do find, however, that tuition cost has an independent effect on later
earnings. This effect, however, may also be a result of uncontrolled selectivity be-
cause Dale and Kreuger failed to match students by the cost of schools they applied
to and were accepted and rejected by.

37. The same role model argument with regard to race and ethnicity was used
by those in favor of racial preferences in briefs presented to the Supreme Court in
the Bakke case. No data were presented to show whether the race or ethnicity of
the role model actually made a difference.

38. As just one of many examples, Addis quotes an article that appeared in the
Washington Post on January 20, 1992, in which a member of Congress is quoted
as follows: “The current statistics for minority higher education are discouraging
. . . the lack of African-American role models has been cited in study after study as
one of the prime reasons our youngsters do not pursue college educations and cer-
tain career options like science and engineering” (quoted in Addis 1996, p. 1378).

39. The last part of the Addis article deals with the use of the concept of role
model in many legal cases. In virtually all of the cases he cites the claims being
made for the desirability of same-ethnicity role models are subject to empirical
verification. It is only when one frames the importance of role models as symbols
of cultural acceptance that it becomes difficult to evaluate the argument with em-
pirical data, although it probably would be possible to design a study that would
test the legitimacy of the symbolic argument.

2. obtaining the data

1. At the less selective schools, we restricted our sample to students who had a
GPA of 2.8 or higher at the end of their junior year. The reasons for this are dis-
cussed later in this chapter.

2. See any one of the recent reports of the Cooperative Institutional Research
Program (CIRP), conducted by Alexander Astin and the Higher Education Re-
search Institute at UCLA, on surveys of freshmen entering college.

3. The research also indicates that initial career choice as freshmen is the stron-
gest influence on career choice as seniors. In the case of academia, past studies have
shown that the proportion selecting academia at the end of the senior year is usu-
ally greater than the proportion expressing an interest in the career in freshman
year, the reason likely being that high school students are generally not familiar
with the occupation of university professor.

4. As explained later, some of this difference is attributable to the way in which
we measured occupational choice.

5. From the point of view of the sponsors of this research it was important to
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learn how many minority group members would receive Ph.D.s and enter acade-
mia; but it may be even more important for them to learn how many of these
Ph.D.s have the type of qualifications that would meet minimum hiring standards
at the more selective colleges and universities. Certainly the students who are likely
to meet such standards would be most likely to be found among the highest-achiev-
ing undergraduates.

6. This theory was discussed in Chapter 1. Throughout the book it should be
kept in mind that the logic of the “fit hypothesis,” frequently put forth by oppo-
nents of affirmative action (Sowell 1993), is similar to the logic of the frog pond
hypothesis (J. Davis 1966). If one is correct, then the other is also likely to be cor-
rect.

7. The percentage of applicants who are admitted is only one indicator of selec-
tivity, given the high degree of variation in the quality of the applicant pool at dif-
ferent schools. Even if the percentage admitted is relatively high (for example, 45
percent at one of the Ivy League schools), the institution may well be extremely se-
lective if the great majority of the applicants have very high academic qualifications
(as was the case with the Ivy League school just mentioned). Nevertheless, such a
school would clearly not be as selective as other schools where a lower percentage
of applicants are admitted but where mean SAT scores are higher. When we chose
our sample of institutions, we were able to do no more than make assumptions
about their selectivity; information generated by the survey permitted us to develop
a more sophisticated hierarchy of selectivity. Ultimately we decided to use as our
measure of selectivity the mean combined SAT score of graduating students in-
cluded in our survey.

8. There is not necessarily a correlation between being outstanding in research
and being a poor teacher. However, even if research stars are not poor teachers,
they usually spend most of their time and effort on research rather than teaching.

9. Given the lack of agreement on how to evaluate teaching, the fact that so-
called teacher evaluation surveys are for the most part nothing more than popular-
ity contests, and the norm of closed classrooms, it is not surprising that teaching
does not count more in promotion, tenure, and hiring. At some schools that re-
quire departments to include a teaching evaluation as part of a tenure or promo-
tion file, the procedure is usually perfunctory with virtually no one designated an
inadequate teacher. How teaching could be effectively evaluated is a difficult topic,
beyond the scope of our study; but we believe that a necessary component of
such an evaluation must include colleague observation and that universities should
make teaching as visible as their faculties’ publications. Universities should also
pay more attention to training Ph.D. candidates how to teach than is currently the
practice at most schools.

10. Steele’s theory was discussed briefly in Chapter 1; data relevant to the the-
ory are presented in Chapter 5 and Chapter 8.

11. There is substantial disagreement about the extent of “institutionalized”
racism at predominantly white schools. Many minority faculty members have ex-
pressed the view that racism is endemic, while many white faculty members believe
that both faculty and administration (students are usually not discussed) at pre-
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dominantly white schools are liberals who have sympathetic views toward minor-
ity students.

12. The percentage of African American faculty at one of our Ivy League insti-
tutions is 6 percent and significantly lower at others; at one of our HBCUs it is 35
percent and at another, 60 percent. If, as is sometimes claimed, the reason for the
underrepresentation of minority faculty at predominantly white schools—particu-
larly the elite schools—is the failure on the part of these schools to make an ade-
quate effort to hire minority faculty, one might wonder why at even many HBCUs
the majority of faculty is white. If there were indeed a large enough pool of African
American academics, it would seem that the proportion of faculty at HBCUs who
are African American would be higher.

13. For detailed discussion of the admissions process at selective schools see
Klitgaard (1985), Bowen and Bok (1998), and Shulman and Bowen (2000).

14. Opponents of race sensitive admissions might agree with this statement but
argue that currently it is not illegal to admit on the basis of qualifications other
than SAT scores and GPAs, but it is illegal to use race as an admission criterion.

15. We have “oversampled” in quotes because the selection of schools that we
included in our study is completely nonrandom, but selected for theoretical reasons
rather than to represent all schools in the country.

16. No school (in all four school types) that was asked to participate in the sur-
vey refused.

17. We had to include this many liberal arts colleges in the sample because of
the small number of minorities enrolled in each. As it is, the number of African
Americans and Latinos is the smallest in this category of school. Adding more
schools would have resulted in diminishing returns, as the schools not included in
our sample had even fewer minority students graduating.

18. All of these schools, with the exception of Tufts, which is slightly larger and
sometimes not classified as a liberal arts college, were in the top twenty-five liberal
arts colleges as rated by U.S. News and World Report (2000). One of the U.S.
News top ten, Haverford, was used in our pretest. Our sample included all the top
ten liberal arts colleges in the 2000 evaluation except for Wellesley.

19. We did not include any single-sex schools. This would have meant intro-
ducing yet another variable into the design; and our resources did not permit us to
include a sufficient number of women’s colleges to make meaningful analysis possi-
ble. Given the small number of colleges that remain women’s colleges and their rel-
atively small size, it is doubtful that it would even be possible to obtain a large
enough sample of minority students suitable for conducting multivariate statistical
analysis.

20. One reader of an earlier draft of this book pointed out that he would not
classify students with a B− average at any school as being high-achieving. We
chose a cutoff point of 2.8 for these schools in an attempt to capture virtually all
students who might be interested in a career in academia.

21. Including even small samples of students with GPAs of less than 2.8 at the
thirteen less selective institutions, however, would have significantly increased our
sample size and increased the already substantial costs of conducting this research.
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22. It is possible to produce estimated mean scores by assuming that each stu-
dent achieved a score at the midpoint of the category that he or she checked off. We
make these calculations occasionally in the text.

23. All the students in our sample took the SAT examination before the
“renormalization” of the test that occurred in the mid-1990s. SAT scores had been
declining since the 1970s, and the Educational Testing Service (ETS), which pro-
duces the SAT, had been under some pressure to help explain this decline. (There is
a large literature debating the reasons for the decline: see R. Rothstein 1998;
Murray and Herrnstein 1992.) Until the mid-1990s the grading of the SAT had
been based on the performance of around 10,000 students who first took the exam
in 1941. The median correct on each of the two tests by this group was designated
500. This was useful for making comparisons of performance over time, but made
it easy to see a decline in performance. The ETS simply decided to renorm the test
every year, with the median correct by test takers in each year designated as 500.
From then on, the median was always 500, even though a 500 might indicate sub-
stantially different numbers of correct answers from year to year. This eliminated
the problem of declining scores by fiat, but made it impossible to compare scores
over time without the use of some complex formulas issued by the ETS, enabling
one to convert a renormed score each year into a score prior to renorming. To com-
pare the scores of our students with current students, one would have to adjust for
this difference.

24. This estimate is confirmed by staff of The College Board (personal commu-
nication) and by Professor Michael T. Nettles, Executive Director of The Frederick
D. Patterson Research Institute of the United Negro College Fund.

25. The survey design was also aided by studies done by the Consortium for Fi-
nancing Higher Education (COFHE), a group of 31 elite private universities and
liberal arts colleges that conducts research of use to its members.

26. The results are available in Barber and Cole (1996b). While we were doing
this study we were asked by Brown University and the Leadership Alliance (a
group of private research universities and HBCUs that work to further the educa-
tion of primarily African American students) to conduct a focus-group study of mi-
nority and white graduate students. At the time we did the research, the Alliance
was located at Brown and headed by Brown’s president at the time, Vartan Grego-
rian. These focus groups were also transcribed and analyzed; the results are avail-
able in Barber and Cole (1996a).

27. As in the main survey our sample was restricted to arts and sciences gradu-
ates and at Maryland to students with a GPA of 2.8 or higher.

28. In comparing the results of the pretest and the final survey we found that on
questions appearing in both, the marginals (distribution of responses to the ques-
tions) were quite similar. Also, correlations between particular variables were very
similar for the pretest and final survey data.

29. The size of these samples differed at different types of school. For details on
how the sample was selected see Appendix C.

30. A substantial portion of African American and Latino students attending
our elite schools were on full or partial scholarships. Many of these schools have a
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“need blind” admissions policy. This means that they make admissions decisions
without regard to the student’s ability to pay; only after the admissions decision is
made do these institutions try to work out a financial package (in many cases in-
cluding full scholarships) that enable the admitted students to attend. Other elite
schools offer minority members admitted as students full scholarships even if they
come from upper-middle-class families who could well afford to pay the tuition
and other fees. This is currently an issue of debate among the most selective
schools.

31. Remember that these numbers are for one graduating cohort, not all the
minority students currently enrolled.

32. At the two small liberal arts colleges that declined to release student phone
numbers, the response rates were indeed somewhat lower than the norm including
the phone follow-up—63 percent at one and 66 percent at the other.

33. For this type of research 75 percent is a relatively high standard. The re-
sponse rates, particularly for African Americans, achieved by Alexander Astin in
many of the studies carried out by the UCLA Higher Education Research Institute
(HERI) are substantially lower (Astin and Astin 1992). In fact, the Astin CIRP
study is not based on a random sample. For a critique of the sampling strategy used
for the CIRP see Lerner and Nagai (1991).

34. In surveys such as the one we conducted it is quite possible that there is self-
selection in who returns the questionnaire and that the self-selected respondents
may differ in important ways from the nonrespondents. This problem is usually ig-
nored because there is not much that can be done to estimate the characteristics of
the nonrespondents.

35. Andrea Tyree, professor of sociology at Stony Brook, in consultation with
the authors, did the weighting. The details of how the weighting was done are pre-
sented in Appendix C.

36. Later in this chapter we discuss how we classified the students by ethnicity.
37. Because we ran virtually all of the analyses on weighted data, this presented

a problem in conducting tests of statistical significance. We used two statistical
programs, which allowed us to conduct tests of significance on weighted data using
the actual number of cases in the computation. These were STATA and SUDDAN.
The latter program was specifically developed in order to analyze weighted data
sets. For the number of weighted and unweighted cases broken down by school
and ethnicity see Table 2.4.

38. For the exact wording of this question see Appendix A, Mail Question-
naire, Q. 30.

39. The probable reason for this is that “Latino” is an ethnic rather than a ra-
cial category.

40. It is difficult to be altogether consistent or to make altogether satisfactory
choices when it comes to terminology in the area of race and ethnicity. We use the
category “African American” for two reasons: first, it is one of the categories used
by many of the schools that supplied us with data on their students (though some
use “black”); second, it is the term currently preferred by Americans of African de-
scent. All the students in our sample are U.S. citizens or permanent resident aliens,
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and it was not practical for us to differentiate between black students whose par-
ents are native-born Americans and those whose parents came to this country from
Caribbean countries.

41. Keep in mind throughout the entire analysis that what we call an ethnic
group is in fact an empirical grouping of people from different cultures. This in-
cludes the majority group, whites.

42. We did this because we did not have enough Native American/Alaskan Na-
tives to analyze them as a separate group.

43. Percentages do not always add up to 100 because of rounding. In this book
we generally do not use decimal places for survey data, both for simplicity of pre-
sentation and because using decimal places gives an impression of a degree of accu-
racy that is not warranted by most survey data. We use the convention of rounding
to the nearest whole number and in the case of .5, rounding to the nearest even
number. In the case of .5, SUDDAN (the program we used for most of the quantita-
tive analysis) uses the convention of rounding up to the next highest number.
Throughout the report, the reader may find very slight discrepancies in some of the
numbers reported due either to weighting or to rounding.

44. In fact we ended up combining two of the careers: “University/college pro-
fessor” and “Researcher (in a university)” and treated them as representing an in-
terest in “academia.” Also, on the telephone survey, given the difficulty of reading
a long list of careers and having the students select from among them, we limited
the number of career choices to what previous analysis of the pretest data had indi-
cated were the ten most popular. The effect that this had on the results will be dis-
cussed in Chapter 3 and the relevant section of Appendix C. In fact, as pointed out
in Chapter 3, a substantial majority of the students we interviewed were interested
in only a handful of careers.

45. Using the multiple-choice method to measure freshman career interest ret-
roactively reduces the probability of error in this measurement. If a student can list
several occupations he or she is less likely to be influenced by current occupational
interests than if forced to list only one.

46. For the exact wording of this question, see Appendix A, Mail Question-
naire, Q. 1.

47. The problem of determining causality in quantitative research is discussed
at length in many methods texts in sociology, including S. Cole (1976), Hirschi and
Selvin (1967), and Rosenberg (1968).

48. It will not escape the reader that data on freshman interest in various ca-
reers were collected at the same time as final-choice career data were collected: in
the senior year. Thus, there is a legitimate question of whether the freshman choice
actually precedes in time the senior choice. It is possible that those students who
end up being interested in academia were more likely to indicate this as a freshman
interest even if this was not really true when they were freshmen. There is no way
for us to determine the veracity of their statements about their attitudes as fresh-
men. One of the many assumptions on which our analysis is based is that retro-
spective questions such as this provide roughly accurate measures of the students’
freshmen occupational interests. There is disagreement in the literature on the ex-
tent to which such retrospective measures are accurate. Part of this disagreement is
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based upon the unwise decision to ask students to indicate only one occupational
interest as freshmen. In Chapter 4 we discuss reasons why we believe the retrospec-
tive question provides a roughly accurate measure of freshman career interest.

3. ethnic differences in occupational choices

1. This chapter deals only with ethnic differences in occupational choice. The
ways in which occupational choice varies by social characteristics other than eth-
nicity are discussed in following chapters.

2. J. Davis (1966) reported that in four annual follow-ups in his study of career
aspirations, career choice as a senior was a generally accurate predicator of what
the student would be doing at least in the years immediately following graduation.

3. The statistics on occupational choice were very slightly influenced by the fact
that the telephone survey had only ten occupational choices on it, rather than the
twenty on the mail survey. In Appendix B, Table B3.1 gives an estimate of what the
distribution of occupational choices would have been if not for this methodologi-
cal problem. The reader will see that there is no more than a one percentage point
change in the proportion selecting any particular occupation. (Appendix C de-
scribes how this estimate was computed.)

4. In Table 3.1 the ordering of occupations that have the same percentages dis-
played was determined by unshown decimal points. Whenever we refer to the pro-
portion of students selecting “University professor” (or “academia”) we are in fact
referring to the sum of those selecting the survey choices “University/college pro-
fessor” and “Researcher (in a university).” In order to estimate how different the
distribution of occupational choices displayed in Table 3.1 was for each ethnic
group we computed a D, or index of dissimilarity, for the distribution between
each pair. D indicates what proportion of, let us say, African Americans would
have to change their occupational choices if they were to have the same distribu-
tion as that of whites. The distribution of the choices of the four groups are gener-
ally similar, with the largest differences being between Asians and the other ethnic
groups (data not shown). Throughout our analysis we found that Asians generally
stood out as being the most different of the four ethnic groups. This is in large part
a result of the very strong commitment of Asian students to the medical field.

5. There is one exception. The fifth most frequently chosen occupation for
Asian students is allied health. Given the exceptionally high interest of Asian stu-
dents in medicine, it is possible that some of these students who selected allied
health did not have high enough grades to get into medical school. In fact, among
those Asians selecting physician as their first choice, 50 percent have A or A−
GPAs and only 21 percent have B or lower GPAs, whereas among those Asians se-
lecting allied health as their first choice, 24 percent had A or A− GPAs and 52 per-
cent B or lower GPAs.

6. This is pretty much how Herrnstein and Murray (1994) characterized the so-
cial stratification system of the United States at the end of the twentieth cen-
tury. Most of the high-achieving students would enter a relatively small number of
occupations. This presents some serious problems for the sectors of society that
are not attractive to high-achieving students. And as we point out later, when we
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show that one fifth of Ivy League graduates want to enter a single occupation—
medicine—the question of whether elite schools should try to influence the occupa-
tions their students enter is one that must be considered. The fact that the Council
of Ivy Group Presidents sponsored this study implies that they believe it is legiti-
mate for schools to try to influence the selection of at least some occupations for at
least some of their graduates. The first part of the Herrnstein and Murray book,
in which the authors analyze how social stratification in the United States has
changed over the twentieth century from a system based on the family into which
one is born into one more heavily based on cognitive skills, has been ignored be-
cause many readers strongly object to the analyses in the later parts of the book,
where the authors note what they believe to be genetically determined differences
in IQ between blacks and whites.

7. In Chapter 4 we explore some possible explanations of this ethnic difference.
8. There is some possibility that the proportion expressing an interest in profes-

sor was influenced upward by the students’ knowledge that our survey was focused
on this choice of career (indicated by the cover letters sent out with the question-
naire). However, students who answered the telephone survey were not told that
there was a special interest in college professor as career choice; they were told of
only a general interest in occupational choice. Students contacted by phone were
slightly more likely to say they were interested in the career of professor than the
students answering the mail survey. This is true even when we adjust for the fact
that there were fewer occupations listed in the phone survey. True, students an-
swering the telephone survey had been sent three copies of the mail survey before
they were called. But we believe that they were less likely to have been influenced
by the wording of the cover letter than those who answered the mail survey.

9. In order to get into medical school, it is necessary to take at least ten semes-
ters of specified science courses; a year of mathematics (generally calculus); a year
of introductory biology; two years of chemistry (organic and inorganic); and a year
of physics. If a student has not taken these courses, as well as the Medical College
Admission Test (MCAT), the standardized test administered by the Association of
American Medical Colleges that premedical students must take in order to have
their application to medical school considered, he or she knows that it is impossi-
ble to become a physician. The MCAT is usually taken by students in August of
their junior year in college, because it is offered only in August and April. Most of
the students we interviewed who said they were interested in being physicians had
already received their MCAT scores and had some idea about their chances of get-
ting into medical school.

10. For example, some of the students at Columbia University’s School of Gen-
eral Studies have a BA degree and have decided to return to school to take pre-med
courses.

11. Indeed, only 10 percent of those selecting physician as their most likely oc-
cupation did not have this as a freshman year choice.

12. Applicants to most law schools are required to take the LSAT, an examina-
tion administered by the Law Services, a not-for-profit organization associated
with the Consortium of Law Schools.
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13. Later we indicate ways of measuring commitment to the one field the stu-
dent is most likely to enter.

14. Increasingly school systems are allowing college graduates to begin teach-
ing even if they do not have all the necessary course requirements, allowing them to
complete these requirements while they are in service.

15. R. G. Ehrenberg (1992), p. 843, presents data showing that there has been
a gradual increase in the interval between graduation and the taking of Graduate
Record Examinations (GREs) between 1976 and 1985. This indicates that at least
in that period there was a tendency for students hoping to enter a Ph.D. program
not to enter such a program directly after graduating from college.

16. We report data on allied health because this was the fifth most popular oc-
cupation among Asians.

17. African Americans and Latinos who select schoolteaching as their final ca-
reer choice are much more likely than Asians and whites to say that they will go di-
rectly on to graduate education. This may indicate a higher commitment to this oc-
cupation on the part of African Americans and Latinos. Or perhaps more of the
whites and Asians intend to teach in private schools, which usually are less likely to
require credentials and education courses.

18. In this part of the analysis we examine only the ten occupations that are
most frequently selected as final choice careers (see Table 3.1).

19. We conducted the same analysis on freshman year interests as on senior
year interests and obtained similar results.

20. If students were interested in both the column and the row occupation as
seniors but selected some other occupation as their most likely final choice, they
are excluded from this analysis. It is possible, and even likely, that a student select-
ing the particular pair of occupations indicated by a given cell in Table 3.10 could
also have selected three, four, or even more occupations of interest; technically it
would be possible to compare combinations of three, four, and even more occupa-
tions. Unfortunately, our data set is not large enough to allow for anything other
than pairwise comparisons. But the exclusion of occupations not in the pair has no
influence over which member of the pair “wins out” in the final selection because
each cell includes only those students who end up in their final selection choosing
either of the two occupations.

21. For ease of presentation (and at the expense of some redundancy) we pres-
ent both halves of the matrix.

22. In his 1993 monograph The Cost of Talent, Derek Bok found that high-
achieving college students were not going into teaching. Certainly the increase in
demand for teachers in recent years has had an influence on the attractiveness of
that job, and of course an increase in the number of talented students who enter el-
ementary and secondary school teaching would be beneficial for those school sys-
tems and might lead to the better academic preparation of all students, not just mi-
nority students.

23. In Table 3.11 we should be cautious in drawing conclusions from the data
for the minority groups, as in some cells the number of cases on which the percent-
ages are based is small. If the number of unweighted cases in a particular cell is too
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small, the percentages will neither be stable nor a reliable indicator of strength (and
we have left blank those cells where the number of cases were too small to examine
a meaningful percentage).

24. As pointed out earlier, given the substantial number of requirements to get
into medical school, by the time they reach their senior year premedical students
have a greater investment in their careers than do students pursuing most other oc-
cupations. This is not true for students intending to enter Ph.D. programs in some
of the natural sciences—for example, chemistry. In order to be accredited, however,
an undergraduate chemistry program must require its students to take in excess of
60 credits of chemistry and related subjects. It is in the social sciences and the hu-
manities, in which the majority of students major, where students have relatively
little invested in their careers by the time they reach their senior year.

4. influences on initial occupational choice

1. Recall that we determined freshman interests by a question asked in the se-
nior year. For potential problems with such questions and reasons why we believe
they are at least roughly accurate here, see Chapter 2.

2. As is shown in Chapter 3, when students select careers as freshmen, acade-
mia is the most frequent choice of Latinos and whites, the second most frequent
choice of Asians (significantly behind physician), and the fourth most frequent
choice for African Americans.

3. The percent given here for the total sample may on first examination seem at
odds with the numbers given for each of the four ethnic groups. But this figure is
based upon weighted data in which white students represent the overwhelming
majority of students. Given that both African American and Latino students are
less likely to be “persisters” but are equally likely as whites and Asians to select ac-
ademia as a final-choice career, these data indicate that both African American and
Latinos are more likely to be “recruits” than Asians and whites.

4. This logic of causal analysis is explained in detail in Hyman (1955) and
S. Cole (1976).

5. Nationwide, about one fifth of African American students attend HBCUs
(Ehrenberg and Rothstein 1994); a slightly higher portion of African Americans
graduate from HBCUs (Nettles 1997).

6. For the reasons why we believed this to be a plausible hypothesis see Chap-
ter 1.

7. Table B4.1 in Appendix B shows the relationship between each of the four
SES indicators and ethnicity.

8. In the pretest, we asked separately for father and mother whether the parent
is (or has been) a professor or a teacher at a lower level. The data indicate that hav-
ing a mother who is a college professor has a slightly stronger influence on the ini-
tial career decision than having a father who is a college professor. Having parents
who are teachers at lower levels has no effect. (For a description of the pretest see
Chapter 2.)

9. Students expressing an interest in journalism have the same mean.
10. We did some analysis of the influences on the number of freshman occu-
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pational choices. We found that higher SES students, students with higher SAT
scores, those with high scores on an index of “occupational orientation” (defined
in Chapter 5), and those not attending HBCUs made more choices than their coun-
terparts.

11. These differences are statistically significant. There is no meaningful differ-
ence between the number of choices made by Asians and Latinos and those made
by whites.

12. The concept of “effective scope” was introduced by Paul F. Lazarsfeld in
the 1940s. One way in which he measured it was by the distance on the radio dial
between stations people listened to. He found that SES was correlated with effec-
tive scope. People with low SES tended to listen to a narrower portion of the radio
band than those with higher SES.

13. As we pointed out in Chapter 1, with the exception of physician, this is not
so much because the average income of college professors is so much less than the
average income of other competing occupational groups, but because people at the
top of these competing occupational groups earn much more than even the best-
paid professors. Also, the focus groups and qualitative interviews suggested that
students perceived the financial rewards of academia as lower than those of other
competing occupations.

14. See Chapter 6 for the effect of interest in financial rewards on the selection
as a final-choice career of academia and the four other major competing occupa-
tions (medicine, law, business, and teaching).

15. Hamilton and Hargens (1993) show that there has been little change in the
distribution of faculty political self-identifications from 1969 to 1984 and that the
more selective institutions have higher proportions of faculty who identify as lib-
eral-left than do less selective institutions.

16. Although at the time the final draft of this book was being written the
American economy was in a recession and many “new economy” companies had
gone bankrupt, when the students filled out the questionnaire in the fall of 1995
and the spring of 1996 the information technology field was in an unprecedented
economic expansion. It is also likely that despite the recession that the job opportu-
nities for natural science and math majors remain better than those for social sci-
ence and humanities majors.

17. When we add up the differences for all three groups, we get an 11 point dif-
ference between African Americans and whites rather than a 12 point difference.
This is due to rounding error. Rounding error also explains why adding the pro-
portions of whites in all three groups results in a total of 33, whereas the total
without rounding is 34.

18. A logistic regression is usually used when the dependent variable is a di-
chotomy (e.g., professor most likely career/some other career most likely). For a
brief discussion of this method see Appendix C.

5. the influence of academic performance

1. GPAs are self-reported by the students in either the fall or the spring semester
of their senior year.
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2. Even in these situations, where we report results only for academia, the data
are drawn from the multinomial model, which shows how the variable influences
all five top occupations. We have not reported the irrelevant data for the other four
occupations. The reasons why we use a multinomial rather than a logistic regres-
sion model are discussed in Appendix C.

3. This finding is actually stronger than it looks, given that our sample heavily
overrepresented elite schools, where almost all students receive GPAs of B− or
better; and in the nonelite schools we only sampled students who had a GPA of 2.8
or higher. If we had a more nearly random sample of schools and had not used the
GPA 2.8 cutoff point, the relationship between GPA and selection of academia as a
most likely career would surely be even stronger.

4. Later in the chapter we show the influence of GPA on the probability of se-
lecting the four occupations that compete most strongly with academia for talent.

5. Because different colleges in our sample have different grading practices and
students in some majors, such as some of the social sciences and the humanities,
have on average higher GPAs than students in the sciences and math, when GPA is
used as a dependent variable it is necessary to control for school and field of major.
(For a discussion of how these controls are actually applied see Appendix C.) Of
course, in a cross-tabulation such as that presented in Figure 5.2 school and field of
major cannot be controlled. In order to make sure that the results displayed in Fig-
ure 5.2 were not substantially influenced by these uncontrolled variables we reran
the analysis as an ordinary least squares (OLS) regression, which enabled us to
control for school and field of major (data not shown). Controlling for these vari-
ables had no effect on the substantive conclusions we draw from Figure 5.2. In this
book, whenever GPA is used as a dependent variable, school and field of major are
controlled.

6. As explained earlier, the “elite” schools in our sample are the Ivy League and
the selective liberal arts colleges. The nonelite schools are the HBCUs and the state
universities.

7. Although virtually all politicians and a majority of the educational establish-
ment believe that the quality of American education (K–12) has deteriorated over
the last forty years (Steinberg 1996; Ravitch 2000), others have presented convinc-
ing arguments that the data usually used to support this conclusion are inade-
quate and that existing data suggest that current students may actually know more
than students of the past (R. Rothstein 1998; Murray and Herrnstein 1992). But
whether or not there has been a decline in standards, all agree that the current edu-
cational system is in need of change and improvement. They disagree over what
type of change and how to attain the improvement.

8. Recruits are students who do not express an interest in academia as freshmen
but then as seniors select academia as their most likely career.

9. The predicted probabilities for GPA are computed using a multinomial re-
gression equation (with college professor as the comparison category) with only
one independent variable, GPA. See Appendix C for an explanation of how we
used regression coefficients from multinomial logistic regression equations in order
to compute predicted probabilities.

10. As explained in Chapter 6, the extent of parental influence is not statisti-
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cally significant for Latinos or whites. We believe that Latino parents do not put
the same type of pressure on their children as do Asian and African American par-
ents because Latino parents (particularly mothers) have lower educational levels
than do Asian and African American (see Table B4.1), and the mere fact of their
children’s getting a college degree is probably more gratifying to Latino parents
than it is to the parents of the other two minorities. There also may be differences
in Latino culture that influence how parents treat their children. The parents of
white students probably have a much broader idea of what constitutes “getting
ahead” than do the parents of minority students. Since the parents of most white
students in our sample are upper middle class (see Table B4.1), they are more likely
to take the attitude that their children should pursue whatever career will give
them the most personal satisfaction. This is, however, speculation, and more work
should be done on how parents influence the occupational choices of minority stu-
dents.

11. The full model is presented in Table B5.1B.
12. Variables that hide the effect of another variable are called “suppressor”

variables because they suppress a relationship that exists but is not visible when
looked at in a simple two-variable analysis. Readers who are interested in this
question can discover the suppressor variable(s) by examining the full regression
model presented in Table B5.1A.

13. To be fair we should mention that admission to the police force had noth-
ing to do with this student’s GPA but was based on his score on a test administered
by the police department. The general point, however, still stands: except for a few
elite law schools students do not have to have either high GPAs or high LSATs in
order to be admitted to law school.

14. Clearly this is not the case for GPA. We would not devote so much space to
presenting an erroneous analysis.

15. In fact, in this example, family status is not the reason why men publish
more than women. This means that when family status is controlled, gender con-
tinues to be significant, with men outpublishing women in every category of the
family status variable (see J. R. Cole and S. Cole 1973; J. R. Cole 1979).

16. A more accurate measure would be the ratio of the percentage for the low-
est grades to that for the highest grades. This is essentially the “odds ratio” (see
Appendix C) computed by the regression equation. However, the percentage differ-
ences are easier to understand, and in this case the substantive conclusions would
be the same if we used ratios instead of the absolute size of the percentage differ-
ence.

17. Interestingly, SAT scores were strongly correlated with answers given to the
question in which students were asked to compare themselves to their age cohort.
Given the fact that they took the SATs at least four years prior to the administra-
tion of our survey, this indicates the great importance of standardized tests such as
the SAT in the formation of students’ self-conception (Lemann 1999). Of course,
to study this issue adequately we would have to have data on other variables, such
as high school GPA and SES, which might make the relationship between SAT
scores and a student’s later academic self-conception spurious.

18. In Chapter 8 we discuss in more detail the importance of low grades in in-
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fluencing self-confidence, which as we have shown here has a strong effect on
choice of academia as a career.

19. On July 5, 2001, it was announced in the Chronicle of Higher Education
that the University of California was going to be making significant changes in its
admissions system. The verbal and quantitative (SAT I) tests would no longer be
required for admission; instead, applicants would have to take five of the SAT II
exams (examinations testing specific subjects such as history, requiring a written
essay, etc.). The University of California was also going to put more emphasis on
high school grades, guaranteeing admission to all students in the top 4 percent of
their high school classes and to all students in the top 12 percent of their high
school classes who first completed an associate’s degree at one of the state’s com-
munity colleges. One of the stated purposes of these changes is to increase the ra-
cial and ethnic diversity of the student body. Chancellor Richard Atkinson claims
that these changes are not an attempt to get around Proposition 209, which made
the use of racial preferences in admissions illegal.

20. Robert Klitgaard, in Choosing Elites (1985), examines a great deal of evi-
dence, considers the goals of colleges and universities, and comes to the conclusion
(a conclusion he was hoping not to come to) that scores on standardized tests such
as the SAT, and high school grades to a lesser extent, are the best predictors not
only of how well students will do in college but how well they will do in later life.

21. This debate has been going on for the past thirty years and will most likely
continue for a long time unless the Supreme Court were to make a broad ruling on
whether or not the use of racial preferences in admissions to college is constitu-
tional. There is a possibility that two cases involving the University of Michigan
will end up being decided in the Supreme Court. In one of these cases, involving the
law school, the lower court ruled affirmative action illegal; but this ruling was re-
cently overturned by the appeals court, and plaintiffs say they will take the case to
the Supreme Court. The other, involving race-sensitive admissions in the college, at
the time of this writing is still in the appeals court.

22. The ETS produces and markets the SAT as well as many other standardized
tests, including the Graduate Record Examination (GRE). It has a large staff of
highly qualified researchers who conduct studies on testing. Since the ETS pro-
duces these tests, some might see the studies produced by their research staff as suf-
fering from a conflict of interest. However, we have found the ETS reports we have
read to be very well done, with no evidence of bias. Klitgaard, a professor at the
Kennedy School of Government, with no connection to the ETS, reaches conclu-
sions very similar to those of Ramist et al.

23. See our discussion of the importance of the restriction of range problem in
Chapter 2.

24. For the equations and calculations used to reach this conclusion see
Klitgaard (1985), Appendix 1. It might be pointed out that one might alternatively
add 240 points to the combined SAT scores of white students.

25. Our data show approximately the same-size gap between the SAT scores of
African Americans and those of whites attending Ivy League schools. Bowen and
Bok (1998) report similar results. Perhaps the most important research yet con-
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ducted that attempts to explain the SAT gap between African Americans and
whites is presented in Jencks and Phillips (1998).

26. If this logic is correct, it should mean that the regression coefficient for SAT
predicting GPA of African Americans and Latinos (other variables held constant)
should be higher for both elite schools looked at separately and nonelite schools
looked at separately than it would be for all schools. This is indeed what we ob-
serve. For African Americans the coefficient for SAT in the equation including all
schools is .033. In the elite schools it is .072; and in the nonelite schools, .039. For
Latinos the coefficient for SAT in the equation including all schools is .051. In the
elite schools it is .082, and for the nonelite schools it is .063. These are relatively
small differences, but they are in the direction expected, if our interpretation of the
data is correct. We thank Gary Field for suggesting we look at the data this way.

27. This measurement is obtained because among those African Americans
with SAT scores of 1300 or above at the liberal arts colleges only 12 percent receive
GPAs of A or A−. The reasons why African Americans do so poorly in the liberal
arts colleges will be discussed at length in Chapter 8.

28. The normal way in which this is done is through the use of regression
models. We have run such a model in which we not only show the extent of
underperformance of the three ethnic groups, but of subgroups within the Asian
and Latino categories where enough cases exist. In the regression model we also
control for individual schools and field of major—thus making sure that the under-
performance is not a result of differing grading policies among schools or in differ-
ent grade distributions among the various fields of major. This model is presented
in Appendix B as Table B5.2. In the text we use tables that we believe are easier to
understand and make the point quite clearly.

29. It is of course possible that differences in SAT scores among the ethnic
groups in the 1300+ category could explain some of the underperformance. How-
ever, since we found the same type of underperformance when we used the regres-
sion model, which does not have this problem, this gives us confidence that these
results are roughly indicative of the underperformance phenomenon in our data.
(It was necessary to collapse categories at the top of the SAT distribution because
there were not enough African Americans and Latinos in the 1400+ category to
lead to stable results.)

30. Of course it is possible that there are other differences between the elite
and the state universities that could explain the difference in level of underperfor-
mance. In fact, at the liberal arts colleges there are many reasons why African
Americans do not do as well as white students. These reasons are discussed in
Chapter 8.

31. We studied the extent of underperformance for the minority groups in a re-
gression model and found the same substantive results as are observed in Table 5.5.

32. College and Beyond is a large data set collected by the Andrew W. Mellon
foundation. Foundation president William Bowen, with Derek Bok, used these
data to write The Shape of the River (1998), a defense of affirmative action; and,
with James Shulman, a book on athletics (2000). Other papers are being written
using these data, including Dale and Krueger (1999), cited earlier.
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33. The primary reasons for this are that there are some background variables
on which African Americans and whites differ but do not affect college GPA and
there are very few variables on which they differ that would affect GPA but not
SAT scores.

34. A paper by Steele and Aronson (1998) reports some of the same experi-
ments and some additional ones.

35. Many interesting questions are suggested by both Steele’s theory and his
experiments. We suggest only one. Presumably the primary mechanism through
which stereotype threat operates is through test anxiety experienced by the individ-
ual (although Steele to our knowledge never explicitly states this). Steele recognizes
that all people may experience some individual test anxiety, but he claims that a
stereotyped group must carry, in addition, anxiety arising from the stereotype
threat. Assuming substantial individual variation in the experience of test anxiety,
there may be some members of a nonstereotyped group who experience even
greater anxiety than members of a stereotyped group. In other words, controlling
for the total amount of test anxiety felt by individuals (which we believe could be
physiologically measured) should eliminate performance differences (when ability
is also controlled).

36. This is essentially the same logic used in arguing that underperformance is
evidence against bias in the SAT examination.

37. Since we have no data on actual discrimination, the items in both the main
survey and pretest measure perceived discrimination.

38. Only four of the items are statistically significant: whether the student had
to do chores (negative), whether parent(s) frequently read to the student (positive),
whether the student was afraid to report a bad grade (negative), and whether the
student perceived the parents to be more traditional than him- or herself (negative).
Using only these statistically significant items in the equation suggests that they
have little influence on the underperformance of African Americans.

39. Substantively the difference between the two coefficients is relatively small.
The adjusted R square for the model with all twenty-four family background vari-
ables included is quite small. This is not surprising, given that most of the variables
do not have statistically significant correlations with college GPA. Because this
analysis is based on the pretest, in which the number of minority students was
quite small and the response rate relatively low, we do not report numbers from
this survey, but only use the data as suggestions for further research.

40. Qualitative support for this hypothesis may be found in Sowell (2001).
41. In a larger sample this difference might have been statistically significant for

African Americans also.
42. The interactions for Asians and Latinos were significant at the p < .06

level.
43. Given the difficulty of collecting adequate data in the social sciences—data

that contain clear operationalizations of all important concepts—we believe it is
worth using rough, “indirect” measures in an experimental way, even if later more
precise measures should prove the original conclusions wrong. The use of these
measures at least provides hypotheses for other scholars to test when better data
become available.
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44. In 1991, 45 percent of all African American applicants to American medi-
cal schools were admitted; 54 percent of white applicants were admitted. Given the
desire of most American medical schools to admit African Americans and given
that most of them have affirmative action plans it is unlikely that this difference in
acceptance rate is a result of discrimination. Rather it suggests that self-selection is
not working as well among African Americans as among whites. This fits in with
data presented in this chapter showing that for African Americans GPA is not cor-
related with selection of medicine as a first-choice career. (In 1991, 51 percent of
Asian applicants and 55 percent of Latino applicants were admitted.)

45. This theory will be analyzed in more detail in Chapter 8 on school effects.

6. attitudes toward academia

1. The one exception is that African Americans as freshmen are less likely than
white students to be interested in a career as a university professor. The reasons for
this were explained in Chapter 4.

2. It should be pointed out that in Tables 6.1 and 6.2 we are simply reporting
the proportion of students who indicated a particular aspect of academia would be
appealing or unappealing to them. These data tell us nothing about causality.
Later, when we consider how answers to each item actually correlate with the deci-
sion to become a professor, we discover that some of the items mentioned by many
students have no causal influence on their decision. Thus, the first part of this chap-
ter is strictly descriptive. It tells us the proportion of students saying that each as-
pect would be appealing or unappealing to them. It is only when we get to the data
in Table 6.3 that we begin the causal part of our analysis.

3. In Chapter 2 we discussed the problem of establishing causality in this data
set. The relationship between attitudes toward academia and selecting academia as
a career is a good example of that difficulty. We have no way of establishing that
the attitudes of the students preceded their final occupational choice. It is possible
that some of the students may first have decided to become professors and that this
occupational selection may then have influenced how they answered the questions
on the appealing and unappealing aspects of academia. In fact, for some of the
items, we have reason to believe that this is exactly what happened. The only basis
on which we can consider these attitudes causes of occupational choice is by adopt-
ing the assumption that students consider the benefits and debits of particular ca-
reers prior to making their final choice.

4. One possible reason why this item had no causal effect for the three minori-
ties was a restriction of range on the independent variable.

5. Unlike law school, it does not make much difference what medical school
one gets into. Perhaps this is because law school graduates are hired by big law
firms in part on the basis of the prestige of the law school from which they gradu-
ated. What medical school a doctor graduates from has little influence on his or her
career.

6. Since the emphasis in this book is on understanding the career choices of mi-
nority students, we did not think it necessary to do the work needed to specify ex-
actly which variable(s) were “washing out” the effect of concern with financial re-
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wards for white students. We leave this to further research. Also, since our model
was aimed at explaining why students are interested in academia, it is not the best
model to understand the reasons why students’ concern with financial rewards
may influence their choice of occupations other than academia.

7. role models, interaction with

faculty, and career aspirations

1. This use of the concept of role model is very close to what Adeno Addis
(1996) refers to as role models as a tool in the “politics of recognition.” For a full
discussion see Chapter 1.

2. Actually the influence of same-gender, same-race teachers and role models
are two analytically separate questions. Either one may or may not be effective in
achieving specific goals. In this chapter we confine our analysis to the impact of
same-gender and same-race role models on a series of dependent variables, most
importantly, interest in becoming an academic. We do not examine the question of
the impact of same-gender, same-race teachers.

3. We analyze only the data on role models; the data on taking a class with cer-
tain types of instructors did not yield any interesting results. The questions on role
models were not included in the telephone survey; thus, all the analysis presented
here is based only on those students who answered the mail questionnaire.

4. This is quite a large difference and indicates (along with other data presented
in this book) that research is needed to better understand the problems that Asian
students have in college.

5. For males a same-gender role model would be any male role model irrespec-
tive of race or ethnicity; similarly, for females a same-gender role model would be
any female role model irrespective of race or ethnicity.

6. The results for white females miss being significant by one point (they are
significant at the .06 level, and the results for African American males are sig-
nificant at the .11 level).

7. These numbers are slightly different from those reported in Chapter 3 be-
cause they were computed only for mail survey respondents, the only respondents
for whom we have role model data.

8. There was a minor problem in using this technique in estimating proportions
for African American males. Of those African American males who did not have a
same-gender role model (only 15 weighted cases) none selected academia as a most
likely career. Since we had one empty cell, the program would not compute a test of
statistical significance. We computed the test “by hand,” so to speak, and found
the relationship between same-gender role models for African American males to
be insignificant, primarily because of the very small number of cases who did not
have a same-gender role model.

9. Since all the students included in the same-gender, same-race, and same-gen-
der–same-race sections of the table, the proportion of those having any of these
types of role model or not who want to be professors should average out to the
same proportion as those reporting having any role model. In all cases they do.

10. Data reported on below show that the gender and ethnicity of role models
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also had no effect on selecting other occupations studied in the survey or other out-
come measures such as GPA, likelihood of going on with graduate work and satis-
faction with school.

11. The students could check off as many of the items as they wanted.
12. The exceptions were African American males, Latinas, and white males.
13. In the analyses reported here and later in the chapter we looked only at

whether a student had a professor as a role model. When we examined the effects
of same-gender, same-race, and same-gender–same-race role models, the number
of statistically significant coefficients were no greater than what we would expect
to have found by chance. And some of these were negative.

14. On the questionnaire we asked the students separately about their official
faculty advisor and “other” faculty members. Since we found no meaningful differ-
ence in the way in which these two variables acted we combined them and created
an index of faculty influence. Students who said that either type of faculty member
had been “important” in influencing their career plans were counted as having
been influenced by faculty.

15. The other two exceptions are African Americans at state universities, the
ethnic group that had the highest level of faculty contact at this type of school; and
Asians at these same schools, who have the lowest level of faculty contact. It is
hard to speculate on the reasons for this.

8. the influence of school characteristics

1. In some state universities ethnic diversity of the student body has progressed
so far that white students may be less than half of the students enrolled. Even in
these situations, however, whites would still be the largest single racial group, and
African Americans would generally be in a minority of no more than 5 to 10 per-
cent.

2. Thirteen such schools were in our sample. The selective liberal arts colleges
that were not included had very small numbers of minority students (in some cases
they had none). Many liberal arts colleges find it difficult to recruit high-achieving
minority members in competition with the larger private elite schools. In fact, the
past president of one highly selective liberal arts college told us that his school had
essentially given up its attempt to attract significant numbers of minority students
(personal communication).

3. See Chapter 2 for an explanation of why in cross-school comparisons we
control for GPA and only look at students with GPAs of 2.8 or higher.

4. See Fuller (1989) for a description of how she collected her data. We believe
her methodology to be sound and followed a similar strategy in our own study.

5. There are currently groups within the medical community who are working
to find ways to attract more minority students to select medicine as a career. This
points to the problem of competition for talent among different sectors of the soci-
ety, and what role, if any, institutions of higher education should play in this com-
petition.

6. As we discuss in Chapter 10, on policy implications, administrators of Ivy
League schools (and presumably some other highly selective elite schools) must
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consider whether it is desirable to have such a heavy concentration of their gradu-
ates enter one occupation.

7. In Table B8.1 we present a logistic regression model that looks at the effects
of these variables.

8. The unadjusted data are the proportion of African Americans having GPAs
of A or A− at each type of school without controlling for any other variables.

9. The regression equation used to compute Figure 8.2 may be found in Table
B8.2.

10. The absolute level of satisfaction of African American students is not lower
at the liberal arts colleges; but the level of satisfaction relative to white students is.
In fact the absolute level of satisfaction for African American students is about the
same at all three predominantly white types of school.

11. Responses to this question were not significantly correlated with selection
of academia as a first-choice career among any of the ethnic groups.

12. The fact that type of school is statistically significant for African Americans
is not due to the inclusion of the HBCUs. Even when students attending HBCUs
were left out of the analysis, there was a statistically significant difference between
the liberal arts schools and the other predominantly white schools.

13. In the case of persistence with an interest in a career in academia there is no
difference between the liberal arts colleges and the Ivy League schools.

14. African American students are also more likely to persist with plans to be a
physician if they attend a state university or an HBCU than if they attend a liberal
arts college.

15. Asians and Latinos are also less likely to persist with plans to be a physician
if they attend a liberal arts college rather than an Ivy League school. It might be ar-
gued that this is not necessarily a result of a difficult environment for African
Americans, but rather the lower degree of emphasis at these schools on occupa-
tional orientation. However, since white students at the liberal arts colleges are no
less likely than white students at the Ivy League schools to persist with an interest
in medicine, this hypothesis is unlikely to be true. Medicine is a prestigious and rel-
atively high-paying occupation. If African Americans who want to be doctors do
not persist in that ambition it is usually because they have not done well academi-
cally, and we expect that this is what is happening at the liberal arts colleges.

16. Unfortunately, because of the small number of liberal arts colleges and re-
stricted range on the number of African American students attending these col-
leges, we were unable to perform an empirical test of this hypothesis.

17. The influence of school type on the decision of African Americans to go di-
rectly on is significant p < .05.

18. We are aware that our measure of occupational orientation is at best indi-
rect. Prior to the analysis we did not see that this might be an important variable
(an inevitable problem in survey research). Nevertheless, such measurement tech-
niques as we use here are or should be used in all survey research. It is better to
have a rough measure of a concept than no measure. Also the fact that the index
correlates with the dependent variable is some validation that it probably measures
something close to what we mean by “occupational orientation.”

19. Davis classified lawyer, physician, and academia as high-achievement ca-
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reers. Business and education were among the low-achievement careers. Davis’s
sample was a true random sample of colleges and was not limited to arts and sci-
ences students.

20. Some believe that the higher distribution of grades is greater at the elite
schools because there has been more grade inflation at these schools. In Figure B8.1
we show the distribution of grades by type of school when SAT scores are con-
trolled. These data suggest that the reason why the grade distribution at the elite
schools is higher is because they have better students. When SAT scores are con-
trolled, the students at the nonelite schools receive higher GPAs than those at the
elite schools. There has been a good deal of debate over whether there has been
grade inflation and, if so, whether it has been greater at the elite schools. See Sabot
and Wakeman-Linn (1991) and Adelman (1997).

21. It is probable that there are uncontrolled SAT differences between the Afri-
can Americans attending the Ivy League and those attending the liberal arts col-
leges. The former tend to attract African American students with the highest SAT
scores. However, in an OLS regression on GPA, controlling for school type, ethnic-
ity, SAT scores, individual institutions, and field of major, school type remains sta-
tistically significant (data not shown).

22. William Bowen and Derek Bok (1998) claim to find no empirical support
for the “fit” hypothesis in the dependent variables they examined in their study of
the effects of race-sensitive admissions policies. Our data, using different depen-
dent variables, are more consistent with the fit hypothesis.

23. There is no school in our sample that has a mean SAT score of 1400, al-
though many of them could if they choose to weight SAT scores more in their ad-
mission decisions. The schools in our survey with the highest SAT scores had mean
scores between 1350 and 1400 (prior to renormalization).

24. Some may argue that this is not the only way for the very elite schools to
admit African Americans. They might argue that the SAT test should no longer be
required or that the emphasis placed on it should be reduced. The University of
California is trying to deal with this problem by requiring its students to take the
SAT II tests instead of the SAT I tests. The former are in specific subjects, such as
history or a language. The SAT I measures more abstract reasoning ability (where
African Americans are most likely to do worse than whites). Students who were
born speaking a foreign language, such as many Latinos and some Asians, would
theoretically get a boost using this technique because it is thought that they will do
very well on the language part of the SAT II test. Of course, even if this policy were
adopted and it raised the relative scores of Latinos and Asians, it would do nothing
for African American students, the group that is in the greatest need of help. It is
probable that using the SAT II tests instead of the SAT I tests will not have a sig-
nificant impact on increasing racial diversity (without the use of racial preferences).
This is because Latinos, for example, who were brought up speaking Spanish may
still have a hard time on a language test that does not measure ability to speak col-
loquial Spanish. It is also possible that white and Asian students’ scores on all of
the SAT II tests will be substantially higher than those of African Americans and
Latinos. Some critics of the recent change in the admissions policies at the Univer-
sity of California have argued that they represent a thinly veiled attempt to get
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around Proposition 209, which makes the use of racial preferences in educational
admissions illegal in the state of California. Another proposal to increase racial di-
versity without the use of racial preferences is to weight high school GPA more
than SAT scores. But the high school GPAs of white and Asian students are sig-
nificantly higher than those of African American and Latino students (Steinberg
1996). Still others argue that preferences should be given to students who come
from underprivileged SES backgrounds. This (as far as we know) is not currently il-
legal, although some might argue that this preference scheme also violates the
equal protection clause of the Fourteenth Amendment. Thomas Kane (1998) has
convincingly argued that this would not work, as there are many more poor whites
than there are poor African Americans and Latinos. Robert Klitgaard (1985) col-
lected a great deal of data to see how predictive various admissions criteria are of
both academic success and achievement in later life. He concluded, contrary to
what he expected, that SAT scores are the best predictor of both. He noted that if
elite colleges admit students with SAT scores lower than students they reject they
obviously will lower the quality of the student body.

25. What would be needed is data showing that diversity has positive conse-
quences on the students attending a school. This issue is at the heart of some legal
cases pending before the courts, particularly appeals currently being prepared for
two recent cases concerning the use of racial preferences in admissions at the Uni-
versity of Michigan. In our opinion so far there is no clear-cut evidence demon-
strating that diversity (meaning having, let us say, a higher number of African
American students enrolled) has any meaningful influence on the other students at-
tending the university. Some data presented to the court are the result of asking stu-
dents whether or not they thought that they benefited from having different types
of students in their classes. In our opinion such survey evidence is of limited or no
value. The question calls for a normative response; and even if we assume that the
students actually believe that diversity has had beneficial effects on them, beliefs
are frequently not reflected in reality. If all social scientists had to do to determine
what the consequences of some social arrangement were is to ask the participants,
our job would be much easier than it is. The data we present later in fact show that
race sensitive admissions policies likely have at least some negative educational
consequences on those they are intended to help.

26. Thomas Kane’s 1998 study, like all the others we are familiar with by econ-
omists who deal with this question, uses national random sample data sets. These
data sets are inadequate to answer the question of what effect attending an elite
school has on any outcome variable, because there are so few students in a national
random sample who attend an elite school. The economists who conduct these
studies are usually forced to define the top 20 percent of schools as “elite.” The
Bowen and Bok (1998) data set, however, does have a sample of truly elite schools
(one very similar to ours).

27. The data sets used by economists who have made these studies are so large
that very small effects can be statistically significant. There probably are studies
that express the effect in terms of dollars rather than regression coefficients, but we
are not familiar with them.
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28. This conclusion contradicts some of those reached by Bowen and Bok
(1998). But, as we pointed out earlier, Dale and Krueger (1999) have shown that
the “selectivity” effect reported in Bowen and Bok is an artifact of uncontrolled se-
lectivity.

29. The Davis (frog pond) hypothesis is only true for African Americans.
Among the other three ethnic groups type of school has no meaningful influence on
persistence.

30. We should point out that the effect of school was just barely significant at
the .05 level and that the coefficient did not have to be reduced very much for it to
become insignificant. This analysis is based on a relatively small number of cases:
those African Americans (22 percent of all African Americans) in our study who as
freshmen expressed an interest in academia. Given the importance of the fit hy-
pothesis it would be highly desirable to replicate this study and other relevant stud-
ies on larger samples.

31. As Henry Rosovsky (1990), the former dean of Harvard’s School of Arts
and Sciences, points out, giving students who are qualified a preference over other
students who might be slightly more qualified in order to obtain ethnic diversity
is no different than giving preferences to students who are “legacies,” “jocks,”
or concert violinists. Bowen and Bok (1998) and Klitgaard (1985) make similar
points. And in fact, we believe, according to Claude Steele’s theory, students who
are members of identifiable subgroups such as “jocks” and “legacies” might suffer
(at least to a limited extent) the same type of stereotype threat as that faced by mi-
nority students and consequently underperform academically in certain situations.
When SAT scores and ethnicity are controlled along with all other variables we
could find that influence grades, athletes still underperform (the coefficient is small
but statistically significant), although the degree of their underperformance was
not as much as that suffered by African Americans. If some of the athletes are Afri-
can American we could have some uncontrolled interaction influencing this equa-
tion that should be looked at. (We are unable to identify legacies.)

32. Robert K. Merton, in lectures at Columbia University, analyzed this phe-
nomenon as the “haunting presence of functionally irrelevant statuses.” For an ap-
plication to the position of women in academia see J. Cole (1979).

33. We had considerable difficulty in using schools as the unit of analysis. First,
we had too few cases, because only 24 schools provided adequate institutional
data. Second, in many of the schools there were too few students in the sample for
us to construct a valid dependent variable (we used only those schools where at
least twenty minority group members responded to our questionnaire). At all the
state universities, the number of African Americans in our sample are especially
small, and at all but two of them, the same is true of the Latino figures. These small
numbers explain why there are so few African Americans and Latinos in the arts
and sciences pipeline (see Chapter 9).

34. It must be kept in mind, however, that the number of minority stu-
dents at many of these schools (even those having twenty or more such students)
was relatively small, and the percentages computed therefore might not be very
stable.

345

NOTES TO PAGES 206–210



9. the pipeline into academia

1. There were minor differences in the proportion of each group wanting to be
university professors, but these differences were not statistically significant and
could have been a result of sampling error.

2. This calculation excludes UCLA, which did not provide us with adequate in-
formation to compute the proportion of students who had higher than 2.8 GPAs.
Thus it is based on eight of the nine state universities in our sample.

3. This number represents all African Americans at the nine state universities
who met our sampling criteria, not the total number who filled out and returned
our questionnaire.

4. Even with so many schools in our sample, African Americans and Latinos at
liberal arts colleges were the smallest subsamples that we analyzed. It would not
have been fruitful to add more of these schools to our sample since the selective lib-
eral arts colleges not already in our sample had very few minority students.

5. Recall that for the liberal arts colleges and the Ivy League schools we in-
cluded all African American and Latino graduates and did not use a GPA cutoff
point (see Chapter 2 for a full explanation).

6. For an analysis of the minority pipeline in the 1970s see Astin (1982). Astin
included Native Americans but did not include Asians in his study. His study is
much more detailed than that presented here and tries to examine the causes of
why there are so few minorities in the academic pipeline. He does not, however,
project percentages into numbers emerging in any given year; and for the specific
purpose of our study, the method we have adopted provides more relevant data.
The Astin study contains many policy recommendations, some controversial, that
still may be relevant to institutions of higher education interested in increasing the
number of minority Ph.D.s in the arts and sciences.

7. For our analysis of census data we used the 1 in 100 Public Use Microdata
Sample of the 1990 U.S. Census and the March 1998 Supplement of the Current
Population Survey. The NCES digests for 1995 through 1998 provided us with
data on the number of Ph.D.s granted by American institutions of higher education
1991 through 1995, years close to 1990 and 1998, the years for the census data we
used. We used data from our survey because it was the best way available to us to
estimate two of the parameters we were interested in.

8. In most cases we rounded numbers to the nearest thousand. In making esti-
mates for African Americans we encountered substantial differences in using dif-
ferent data sources that we did not encounter in making estimates for the other eth-
nic groups. We discuss these difficulties below. But let us point out here that it is
widely believed that the census underrepresents African Americans. Therefore it is
possible that our estimate of 429,000 for an average cohort between the ages of 25
and 29 may be too small. Using only individuals included in Row 1 of Table 9.1
(this excludes people for whom racial data were not available or those in other ra-
cial groups) we see that 11 percent of the population between the ages of 25 and 29
were African American.

9. To make it quite clear what we are doing in Rows 2 through 6, the percent-
ages presented are based upon the 35–39-year-old cohort, but to obtain the num-
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bers in each cell we multiplied the percentage for the 35–39-year-old cohort by the
total number we obtained for the 25–29-year-old cohort.

10. Bowen and Bok (1998) show that even at highly selective schools, for
which the dropout rate is generally lower, African Americans had higher dropout
rates than white students.

11. By “terminal” associate degrees we mean those who earn an associate de-
gree and by the age of 39 have not completed a BA degree.

12. This may indicate a change from the 1970s, as Astin reports that minority
students are much more likely than white students to attend two-year commu-
nity colleges. Of course, it is possible that higher proportions of college dropouts
among minority groups (included in Row 4 of Table 9.1) may drop out of two-year
colleges.

13. There are some discrepancies between data computed from the census and
those obtained from the NCES for the number of African American college gradu-
ates. We discuss these discrepancies in Appendix C.

14. The percentages in the table may not add up to exactly 100 percent due to
rounding.

15. It is possible that a small number of students with undergraduate engineer-
ing degrees may enroll in Ph.D. programs in one of the physical sciences or in math
or computer science.

16. Examination of the NCES data for other years indicates that this figure is
relatively stable from year to year; for this reason, we used the 1992–93 estimate
for both Table 9.1 and Table 9.2.

17. For a list of the majors classified as being in the arts and sciences and those
classified as not fitting in this category see Appendix C.

18. We are of course aware that there may occasionally be a “late bloomer”—a
student who does relatively poorly in college and performs at a much higher level
later on. Unfortunately the number of late bloomers is not very high. For an esti-
mate of the proportion among scientists see S. Cole and Meyer (1985) and S. Cole
(1992, Ch. 9).

19. See Appendix C for a list of those fields classified as being within the arts
and sciences and those fields classified as being outside of the arts and sciences.

20. NCES data significantly underestimate the numbers of Latino and Asians
who hold a Ph.D. because the data do not include all those people who immigrated
to this country who had obtained a Ph.D. prior to immigration. This becomes rele-
vant later, when we use census data to estimate the numbers of Latino and Asians
who have Ph.D.s.

21. Figures on the proportion of Ph.D.s in the arts and sciences obtained from
the 1990 census yield higher estimates than those obtained from the 1992–93
NCES data. Since we believe the NCES data to be less problematic, we used the es-
timates on the proportion of Ph.D.s obtained from the NCES. The NCES, however,
does not tell us where the Ph.D.s were employed. Therefore, the only estimate of
the proportion of arts and sciences Ph.D.s working in academia that is available is
that from the census.

22. A significant minority of these Ph.D.s could have been employed in admin-
istrative positions in colleges and universities.
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23. The majority of the rest of the arts and sciences Ph.D.s were employed in
business and government.

24. Actually since the dropout rate for African Americans is higher than for
white students, the total proportion of arts and sciences students who are African
American is probably higher than 7 percent.

25. We do not address here the important question as to whether the total num-
ber of people with Ph.D.s in arts and sciences fields who will take jobs in academia
will be enough to fill demand. There is a large literature on this topic, and the ques-
tion is well beyond the scope of our project. We should only point out here that es-
timates of shortages made in the past have not turned out to be correct. In most
fields in the arts and sciences the current job market for Ph.D.s is poor. We should
also point out that the figures given in Row 12 of Table 9.1 indicate how many
Ph.D.s will enter academic work in a given year. They do not tell us the pool of eli-
gible candidates for jobs in academia. This pool is undoubtedly substantially larger
than the numbers indicated in Row 12. One reason is that at any given point the
pool of eligibles will include recipients of Ph.D.s granted over a number of years
who have not yet found or taken a job in academia. This is likely to be particularly
true for white recipients of Ph.D.s. It may also be useful to emphasize again here
what we have said in Chapter 1: although the job market in general for academics
may be poor, the market for minority Ph.D.s may be substantially better. This is
certainly true as long as schools continue to make use of racial preferences in fac-
ulty hiring.

26. We have also shown in Chapter 8 that African American graduates of elite
schools (the selective liberal arts colleges and the Ivy League) are, when grades are
controlled, slightly less likely than graduates of state universities and HBCUs to se-
lect university professor as their first-choice career.

27. To be more precise, the proportion of white students is slightly higher than
50 percent and the proportions of both African American and Latino is slightly
lower than 50 percent.

28. These figures cannot be explained by the fact that there are many Asian
nonresident aliens who receive Ph.D.s in the United States, as the NCES has a sepa-
rate category for nonresident aliens.

29. These were the most recent data available to us at the time this analysis was
conducted.

30. This assumption is supported by looking at the size of the white cohort be-
tween the ages of 35 and 39 in the 1998 CPS. This number is 3,230,000, a number
in line with our estimate from the 1990 census.

31. When we computed these tables the last year we had available for the
NCES statistics was 1994–95. Since then we have obtained the latest edition of the
NCES Digest of Educational Statistics (1998) and compared the number of Ph.D.s
received by each ethnic group in 1994–95 with those obtained in 1995–96. There
were virtually no changes in these figures from the earlier year to the later year;
therefore we have maintained the figures for 1994–95.

32. Although Mickelson and Oliver (1991) do not deny that there is a shortage
of African Americans coming out of the Ph.D. pipeline, they do argue that some of
the more prestigious schools are prejudiced in their hiring practices of African
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American Ph.D.s who earn their degrees from some of the less prestigious schools.
Whether or not this is true, the data in Tables 9.1 through 9.3 show that there are
so few African Americans coming through the pipeline that one need not resort to
a ‘prejudice’ argument to explain the shortage of African American faculty at all
institutions of higher education. Even some HBCUs have only a minority of their
faculty who are African American.

33. Although between 1990 and 1998 there has been a significant increase in
educational attainment for all the groups, Mexican Americans and Puerto Ricans
still have educational attainment levels that more closely resemble those of African
Americans than whites.

34. We ignore here the difficult question of the qualifications of minority Ph.D.s
when compared to white Ph.D.s. The data presented in this chapter indicate that
even if all minority Ph.D.s were highly qualified there would not be enough of them
to achieve the goal of increasing ethnic diversity among our faculties at institutions
of higher education.

10. policy recommendations

1. The reason for this is that of all students who get high grades at college (A or
A−) a substantial portion of them become either doctors or college professors.

2. We were able to conduct this preliminary evaluation because there were
many schools in our sample that had MMUF programs. We did not have the re-
sources or the time to conduct a full evaluation of the MMUF program. A majority
of the funds used to conduct the research reported in this book was supplied by the
Andrew W. Mellon Foundation.

appendix c

1. The Winship and Radbill article was written before programs like suddan
and the latest version of stata became available. Some of the problems discussed
in this article are no longer relevant given the availability of these programs.

2. The difference between the two sources cannot be accounted for by degrees
granted to blacks who are not American citizens because the NCES has a special
category for nonresident aliens.

3. It is not clear whether the IPEDS includes foreign nationals (such as citizens
of West Indian countries) who might have obtained college degrees in the United
States. But in general the data Nettles et al. report is very close to those reported by
the NCES for 1993–94.

4. There also appears to be a significant discrepancy between our census esti-
mates in Table 9.2 for the number of white college graduates in 1998 (823,000)
and the number of degrees the NCES reports were granted to whites in 1995–96
(905,000). This also seems to be a result of the fact that we applied percentages
from the 35–39-year-old cohort to the 25–29-year-old cohort. Applying the 35–39-
year-old cohort percentage for whites to the number of whites in that cohort pro-
duces an estimate of slightly more than one million bachelor’s degrees granted to
white students. The number of whites in the 25–29-year-old cohort who have B.A.
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degrees is probably somewhere between the census estimate indicated in Table 9.2
and the NCES figure. But we are not particularly concerned with this discrepancy,
because we are primarily interested in estimating the number of minorities who
will exit the Ph.D. pipeline. If the NCES data are in fact more accurate than the
census estimates for whites, this would mean that the number of white Ph.D.s at-
tempting to obtain a job in academia in one of the arts and sciences would be even
greater than what we have indicated in Row 12 of Table 9.2.
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