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There is a national concern for the successful ¢etmop of the doctoral degree in
graduate programs that needs attention becausexaptely half of doctoral students
earn the degree and the other half of doctoralesitsddo not attain the degree.
Furthermore, the completion rate for a doctorakdegs much lower for African
Americans/Blacks and Hispanics whom are largelyesgnted as first-generation. First-
generation African Americans/Blacks and Hispan@gehbeen reported as less likely to
pursue a doctoral degree, and their experiencié®idoctoral program have been less
documented. The literature review reviews chargties of recipients and non-recipients
of the doctoral degree, enroliment status in greelaehool, and experiences of those
enrollees. Seen in this light, first-generationiédn Americans/Blacks and Hispanics—
documented as less likely to enroll in graduatesthnd even less likely to be recipients
of the doctoral degree—are viewed as being disddgead by virtue of the characteristics
they hold upon entering the program, which infllesnthe doctoral experience.
However, this dissertation set forth to view thigoplation’s experience influenced by
specific interactions emphasizing their racial/@trand first-generation identities. The
theories of symbolic interactionism, resilience @nalctice assisted in conceptualizing
the participants’ doctoral experiences. The studyg & qualitative narrative inquiry in
which experiences turned into stories were toldidoy first-generation African
Americans/Blacks and Hispanics pursuing their dattdegree in Education. As seen
through their eyes, participants interpreted tb&periences from a symbolic
interactionism perspective related to the inteti@teships between their own behavior

and the educational environment. In other wordgjgiants analyzed how interactions

XV



that occurred in a particular place and time shapen experience as first-generation
doctoral students of color. The author’s intereas wot to compare African
Americans/Blacks with Hispanics in pursuit of thectbral degree. Rather, the interest
rested with getting to know shared and divergepeernces among the participants to

understand their journey in pursuit of the doctolegree.
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Chapter 1
Introduction of the Study

“It seems logical, then, that the stories wereayvior mothers to convey to their
children that the current circumstance in whichyttiged—poverty—was not one in which
they needed to remain” (Gandara, 1995, p. 55).

This quote comes from a study of 50 Ph.D., M.D.J].@. first-generation
Latinos/Latinas who grew up in a household thatiedleducation despite their families’
low social conditions. The reality in which therfp@pants’ grew up did not pre-
determine their lives; rather, reality was recamsted through the telling of family
stories, support, and interactions. The quote guestvhether or not higher education
can replicate a similar culture of success foreiiisl holding the first-generation status
and whose personal background has been frequeetlyed as a barrier toward
educational attainment.

Although, the first-generation student populati@s Blowly and only recently
caught the attention of higher education reseasclagd some institutions are unfamiliar
with the term first-generation (Davis, 2010), rasbars have contributed to the body of
knowledge of the first-generation population infegeducation, including minority
first-generation students. . The definition offigeneration varies. First-generation has
been defined as those whose parents have no narethigh school education (Inkelas,
Daver, Vogt, & Leonard, 2007), did not go to coldnkelas et al., 2007; Terenzini,
Springer, Yaeger, Pascarella, & Nora, 1996); oelsnme college experience but did not
earn a college degree (Engle, Bermeo, & O’'Brie®&0 Similarly, the Higher

Education Act of 1965 defines first-generation geeson whose two parents did not

complete a baccalaureate degree, or the persolarggesided with and received



support from only one parent and that only suclemiadid not complete a baccalaureate
degree (www.ed.gov/about/offices/list/ope/triofma.pdf, retrieved May 1, 2013). In
short, the first-generation status is the persoa isfiirst in their immediate family to
graduate from college.

Current scholarly and empirical research identifiet-generation students as
less likely to access and persist in postseconeldugation. The first-generation status is
more likely to be held by a student of color (i&frican American/Black, Hispanic,
Native American, Asian/Pacific Island) than by aiW¥/Istudent, thereby indicating a
strong intersection with race/ethnicity. Since fewest-generation students of color
graduate from college; fewer are likely to pursymat baccalaureate degree—including a
doctoral degree.

First-generation doctoral students of color travelifficult pathway to the
doctoral program. | equate their educational pathiwaa “leaky faucet” —those who
make it, barely leak through the end of the fawoet drop slowly following the other.
Then, there are those who don’t make it throughjrstead lost in the pipeline, and
therefore never reach the end of that faucet. diffieult journey to the doctoral program
has a lot to do with getting to and through colle@iéhough first-generation students
have made gains in college access from 1970 to,2086% still significantly lag in
attaining the bachelor degree (Engle & Tinto, 2008 bachelor degree presents the
gateway to graduate school. First-generation stsdee overrepresented in the most
disadvantaged racial, income, and gender groupstifMaohfink & Paulsen, 2005),
possess characteristics that put them statistiaalligk of leaving college without a

degree (Chen & Carroll, 2005; Engle & Tinto, 20@8H are as likely to face the same



obstacles experienced in getting to and througlegelas entering and completing a
graduate degree (i.e., lack of information, moragg support) (Barnett, 2008; Engle,
2007;Vuong, Brown-Welty & Tracz, 2010). Even thaoudgst-generation students of
color reach graduate school, they are very muclemegresented at this level of
education.

First-generation students enroll in doctoral praggat a lower rate than non-
first-generation students, 2.6% vs. 5.7%, respelstiiEngle & Tinto, 2008Nunez &
Cuccaro-Alamin, 1998 Parent’s level of education has a substanifalence on who
enrolls in first professional (e.g. J.D., M.B.Andadoctoral programs. Those students
with parents with a bachelor degree or highernaoee than three times likely to enroll in
first professional or doctoral programs than tipeiers whose parents have a high school
education or less (Reid, 2012). Moreover, firstegation students who earned a bachelor
degree in 1993 were surveyed 10 years later. itele aspired as much as their more
advantaged peers, they were found less likely mo @@graduate degree at all levels. In
fact, in 2003, 3% of first-generation students vathachelor degreenrolledin a Ph.D.
program compared to 7% of non-first-generationatisl By that same year, 1% of
first-generatiorattaineda Ph.D. degree compared to 3% of non-first-geimerdEngle &
Tinto, 2008) indicating that first-generation statieare less likely to finish a Ph.D.
program. Although small, first-generation studesftsolor ultimately gain the doctoral
degree. But, at what cost?

Statement of the Problem
While enrollment of first-generation doctoral statseof color needs attention,

their experience leading to retention equally ndedse addressed or they will remain a



“marginalized population...destined to be underregméed at the doctoral level”
(Barness King, 2011, p.13) and even more undersepted as doctoral degree attainers.
In pursuit of the degree, their inherited realifyoeing first-generation and a person of
color collide with experiences that construct a meality, a reality different from what
they experienced before the doctoral program. &arhovitts (1996) says, “Attrition
has less to do with what students bring to theernsity than with what happens to them
after they have been admitted” (p. 1). Consequetitg/challenge to attain the degree by
this population may not solely rest within the st but rather within the interactions
between the student and the educational environrAente strive for an age of
inclusion in higher education, there exist educetigractices that hinder or support the
experiences of first-generation African America@ and Hispanic doctoral students.
In this light, the study sought to investigate exgreces—specifically interactions with and
reactions to peers and faculty—that took place dmestudent began the program in an
effort to paint a clear picture of their journeyaied through a doctoral program. In the
following section, | discuss the purpose for expigrthe lived experiences of first-
generation doctoral students of color.
Purpose of the Study and Resear ch Questions

The experience of students in doctoral programsbkas researched, but research
on the experience of first-generation low incometdmal students has been slow moving
in part because of the traditional mindsets thatiath is a healthy component of doctoral
education (Barness King, 2011), and practices ofitithg a homogeneous doctoral
student body still exist, rendering faculty to ratstudents who look like them

(Weidman, Twale, & Stein, 2001). In other word®ggé who can survive the life and



rigor of a doctoral program are those who belord)fénn the doctoral program. There is
a great need to understand first-generation ddcttudents of color’s lack of integration
into the doctoral program that lead to their degirkeave prior to the completion of the
program (Witkowsky, 2010). There is also a gre&d® understand unique experiences
within this population. The latter implores educatnot to assume that similar
characteristics equate to similar experiences.

The study explored, documented, and analyzed therences of first-generation
doctoral students of color to discover experiemetgted to a culture of possibility
produced during the time of their enroliment in tleetoral program. The culture of
possibility is a term coined by Patricia Gandar@98) in her boolOver the Ivy Walls:
The Education Mobility of Low-Income Chicanelsich captured the role families of
first-generation doctoral students took to transféheir disadvantaged lives into a life of
promise and investment for their child regardlestheir own education and income
disparities. Simply put, the families were ableteate a “blue print” for their child to
see, feel, experience a home that expressed “yomede a better life for yourself, a life
much different from ours”. | use the term “produt&tcause I'm intrigued by educational
environments and practices that create a cultuseicdess for first-generation doctoral
students of color. Pollock (2008) contended thatea@ment patterns are produced in
part as educators react to students’ behaviorstangnts react to educators, and
particularly as educators reward some behaviorganah others. Therefore, | believe,
under this analysis, interactions occurring betweguncators and students become the
focus of the students’ experience. Furthermoreldbations in which interactions occur

also help understand the students’ experience.



The studied population shared one common denonmjrithmfirst-generation
status. No other person in their immediate familit bas a college degree nor do they
have college experiences. Thus, the participathieidirst in their family to have earned a
college degree. Despite the similar characterisfich first-generation person
experienced the doctoral program independent froenamother based on their own
personal interpretation and meaning within the exindf the educational environment.
This means that there is diversity within this grabat deserved equal attention because
each person socialized into the doctoral progrdfareéntly from the other, decides
whether and how to apply cultural guidelines fondogor in specific situations, and their
experience is based on shared meanings whichwaegskhifting and being produced
through social interaction (Jacob & Jordan, 1993).

Therefore, the study sought to answer these qumsstio

What are the experiences of first-generation datttudents of color during their
educational journey toward degree completion? Mpeifically, the study examined:

(1) In what ways do first-generation doctoral stutdeof color find their
experiences shaped by the educational environmieite working towards degree
completion?

(2) How do first-generation doctoral students dbcshape the educational
environment in which they are pursuing their doatolegree?

This study examined sets of behavior producedrecgrocal relationship with a
system; the doctoral system. | explored how thees&pces of first-generation doctoral
students of color were shaped by the environmethhamw the context of the

environment changed by the participants’ reacttortie environment. The study placed



the first-generation African American/Black and pasic student as the primary
investigator of his/her environment and as an aatnember of their own experience in
pursuit of the degree.

Next, an explanation of the socialization procdsgoatoral students needs some
attention. The socialization process is not theioaf this study because it primarily
addresses norms and values of a culture a pers&r t®adopt to gain membership as
opposed to focusing on specific experiences shapdde environment and behaviors
reshaping the environment. But past studies useddbialization process to explain
ways in which doctoral students, and other poputati learned and navigated new
professional roles while in the program (or envinamt).

Socialization in Higher Education

A review of socialization in higher education seas the “glue” to understand
how doctoral students come to navigate the edutatenvironment of their professional
program. Socialization is the process through whielndividual learns to adopt values,
skills, attitudes, norms, and knowledge neededarfembership in a given society, group,
or organization (Tierney, 1997; Van Maanen, 1984jdkhan, Twale, & Stein 2001).
And if institutions are changing to reflect the obang global trends, needs of
increasingly diverse student populations; new tetdgies; and societal demands for the
education of highly skilled professionals (Gardr&€x10; Thornton & Nardi, 1975;
Tierney, 1997; Weidman et al., 2001), studentsiadization in those environments
should also be changing over time. Not only ardaat programs currently faced with
educating a very diverse 2&entury student population within an increasingignging

society, they are also challenged by their ownremmental context. In other words,



doctoral programs must be aware that no two gradaad professional schools are
identical and no two students experience gradugbeadessional school in the same way
(Weidman, et al., 2001). Part-time vs. full-timadayounger vs. older doctoral students’
perception of their socialization process has ttaken into account (Gardner, 2010).
Similarly, Tierney (1997) asserted two questionkigwresearch. What are the
implications for an organization that views allitsfnew recruits from a similar
perspective? And, if we agree that the organizatioulture itself has problems, then
how might we reconfigure socialization processes®lld be thoughtless to assume that
every student and the culture are mutually exclydivat the student’s background and
the educational culture have nothing to do with anether. Tierney’'s second question
implies changing the educational culture to bettersider the student’s influence on the
environment.

As a result of reviewing the socialization procetdoctoral students in higher
education, we can begin to conceptualize the diffejourneys experienced by different
groups; specifically first-generation doctoral stk of color, as well as the different
experiences within this specific population.

M ethods Overview

The study is a qualitative research inquiry frarbgdhe methodological lens of
symbolic interactionism, and conceptualized byttiemries of resilience and practice.
The lenses and theories created a framework torstashel some of the experiences of
first-generation doctoral students of color in teatext of an educational environment.

Qualitative Approach



A qualitative approach explores meaning, tries &ikensense of what is observed,
unveils a deeper understanding of peoples’ expegiethescribes problematic moments,
affords to seek how social experiences are creatddyiven meaning (Denzin & Lincoln,
2000), and looks beyond every day ordinary wayigefo understand those every day
activities’ organization and meaning (Esterberd)2)0The social world is intertwined
with complexities and interpretations that can kgl@ned, enhanced, observed and
validated by those whiove it every day. Given the definition of qualitative rasgh and
the study’s goal to explore experiences of firgtegation doctoral students of color, a
gualitative research method was the best appra@acbllect information. As inhabitants
of their own world, participants brought insightdaroice to their educational journey in
pursuit of a doctoral degree.

Symbolic Interactionism

The study examined experiences of first-generatmtoral students of color in
an educational setting using a theoretical fram&wbsymbolic interactionism, defined
as having three main focal ideas: (a) humans aarbthings based on the meanings
those things have for them, (b) the meaning ofghiarise out of social interaction, and
(c) meanings are created through a process opmt@ation. Symbolic interactionsism
theory has been used to explain the socializatigmamluate and professional students as
always evaluating themselves, faculty, peers, aaogram expectations (Weidman,
Twale, & Stein, 2001) to provide a way to explaowhtheir membership is gained in the
envornment. Symbolic interactionism looks at thtegnation of self into society

(LeCompte, Priessler, & Tesch, 1993), and helpgréigout how to shape their self to a
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context shaping them. This theoretical lens frafirstigeneration doctoral students of
color interpretations of their integration into tthectoral community.
Resilience Theory

Resilience is found in the concentric relationsbfiphe environment, personal and
family support that help buffer adverse situatiprssent in a person’s life (Benard, 2003;
Brown, D’Emidio-Caston, & Benard, 2001; Ungar, 2Rd&rst-generation doctoral
students are overrepresented in the most disadyeahtacial, income and gender groups;
are marginalized and underrepresented in doctoograms. In a sense, first-generation
doctoral students of color are by definition resiti because they have maneuvered
through an ever-leaking and narrowing educatiomalme. But, the fact that some
students are resilient in the face of adverse éxpezs should not discount particular
social and political structures put in place thatler a person’s ability to overcome risk
factors (i.e. poverty) (Benard, 2003). Burley, iB&d-Brak, Marbley, and Deason
(2010), Campa (2010), Ceja (2004), Meyer, Lickljdard Wiersema (2009) are among
researchers in higher education who have argueddbiéience theory excludes
experiences influenced by specific culturally dseepopulations. So, even though
resilience is innate, the theory itself often st as long aanyperson is resilient,
success is inevitable. When considered inclusivautttirally diverse population,
resilience theory captures unique experiences ofimalized groups—like first-
generation, minorities—to understand resilient belraneededo manage difficult
interactions; interactions less likely to be expecded by non-first-generation, non-
minority students.

Practice Theory
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What behaviors reshapes context and how does daitage behavior? “Modern
practice theorgeeks to explain the relationship(s) between huaction and ‘system’.
Questions concerning these relationships may gather direction—-the impact of the
system on practice and the impact of practice ersttstem,” (Ortner, 1984, p.148). The
status of first-generation has been defined askiand disadvantaged due to student
characteristics including being academically unpreg to pursue and persist in higher
education. These habitual concepts have createshhility lens suggesting that the
“problem” creating few first-generation doctoraldénts of color lies inside their selves;
this frame has become a dominant way of lookinfysttgeneration students of color and
their pursuit to a higher education. Practice thigput to use in exploring first-generation
doctoral students of color, can seek to considew‘practice reproduces the system and
how the system may be changed by practice” (Ort884, p. 149). Similarly, Mehan
(1993, 1993) believes that the process of examieusnts closely helps reveal social
structure in the making, which was found in higdgtthat sought to explore how a
student is labeled as having a learning disadijtyhe school’s sequence of
“organizationally predictable interactional evenfgs’ 246). As Jules Henry wrote,
additionally “[students] everywhere have been tdito fit culture as it exists, and to the
end that they should not fail to fit” (Henry, 1968,320). In this study and in today’s
diverse, complex society, it is unwise to expegt stladent at any educational level to fit
in a given culture without regard that the studepersonal background can influence the
environment. Therefore, patterns of interactionsloa unveiled through a deep cultural
analysis to better examine the set of playerstinieed in these interactions (Pollock,

2008). Ultimately, practice theory helped me exadithe experience of first-generation
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doctoral students of color gets shaped by the enment, and the environment itself
then is reshaped by practice.
Resear ch M ethodology

The study collected data by conducting two operedndemi-structured and
unstructured interviews. Each was no more thanhwos in length. Open-ended semi-
structured questions are often the sole sourcatef for qualitative research (DiCicco-
Bloom & Crabtree, 2006) and are also called in-depterviews (Esterberg, 2002). In-
depth interviews ensure that the same generalodieéormation is collected, provide
focus and a degree of freedom (Valenzuela & Shiavas 2007), and are very helpful in
looking at a topic in detail or in constructingne@ory (Esterberg, 2002). In the
unstructured interviews, also the second intervigavticipants reviewed the transcription
from the first-interview, and shared any detailst tamerged since the first interview. In
addition to the interviews as a source of gathemfigrmation, participants kept a journal
of their experience in the program for a minimunoné month. The journal entries were
conducted using an online tool called Google documeln this fashion, | was involved
in a journaling experience that was engaging anméahtime, and unplanned discussions
that arised from the ability to view the participsinournal entry was another form of
collecting data (Jacob & Jordan, 1993). The jouamal the interviews were analyzed to
discover themes embedded in the participant’s dalcpyogram journey.

Significance of the Study

The first-generation category has been prominandidy 25 years, and higher

education administrators are now communicatingeh®a to the general public.

Simultaneously, the first-generation populationnslerserved in the sense that a well-
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articulated and efficient practice to help thermeaullege degrees has not been presented
(Davis, 2010). The first-generation status is &sy much intersected with racial/ethnic
and income backgrounds. Many first-generationesttalare students of color, so it is
important to understand how race/ethnicity fundienth the first-generation status
(Ward, Siegel, & Davenport, 2012). The first-getierastatus, however, is also an
invisible characteristic unlike the more visibleacicteristics (i.e., race/ethnicity). As a
Black first-generation doctoral student, | haveerdween asked by my peers neither by
my professors if | am the first in my family to greate from college. The very fact that it
is invisible may not lead someone to inquire alibatstatus. It is this invisible
characteristic that encouraged me to investigaetiucational experiences of doctoral
students of color focusing on the first-generastatus.

This study sought to clarify behaviors that occdrirethe context of the doctoral
program that influenced this population’s expereeri®y exploring when, who, how, or
what shapes educational cultures; administratod®atoral programs must pause and ask
“What is going on here?” First-generation is alustdteld due to parents’ lack of a college
degree that has been shown to impact the likelittdalkde student to enroll at any level in
higher education. But since first-generation datstudents of color pursue a doctoral
degree, | wondered what is happening during théodalcjourney that leads first-
generation doctoral students of color to eithedgede from or discontinue the program.
Specifically, | wondered what kinds of interactiarsd with who led first-generation
doctoral students to reconsider enrollment in theta@ral program. In short, the study
welcomes educators to question and investigatedheational environment, those

engaged within it, and the role their awarenesgspla creating an inclusive educational
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experience that contributes to this populationscess. And because the participants
acted as primary investigators of their own edoceti environment, the study also
inquired about their responsibility to react to gfregram’s practices perceived as
inconsistent with their learning and professionmaivgh.
Organization of the Study

Chapter one discussed initial literature on firstigration students’ educational
journey to a bachelor degree—the gateway to gradicdiool. It also provided a rationale
for investigating this population’s lived experiesdn an educational setting while
pursuing the doctoral degree, addressed challeghgesxist as this population enrolls in
the doctoral program, and conceptualized the stiuayigh the theories of symbolic
interactionism, resilience, and practice. Chapter ¢onsists of the current body of
knowledge on first-generation doctoral studentsabbr including what is currently
known about doctoral programs. Chapter three desetthe study’s approach to
investigate this population’s lived experienceshi@ doctoral program through a
particular methodology and design. Chapter fotinésresults chapter. It consists of
experiences of four first-generation doctoral stugd®f color and illustrates both shared
and divergent experiences amongst the participkimally, chapter five discusses the
findings, reviews the theoretical framework andbgearch questions, offers

implications, and final thoughts.



Chapter 2
Literature Review

Access to and persistence in higher educationl ohalergraduate students is a
popular topic of discussion and, with persistingmmeatum, has been a challenge for
educators for many years. Doctoral programs acefatsng challenges with student
persistence and degree attainment; and this clyalleas recently caught the attention of
educators and institutions. Little is known abdg factors that affect graduate students’
persistence and doctoral degree completion (Bald2df9, Barnett, 2008; Golde, 2005;
Robole, 2011). Less documented are experiencesnofrity doctoral students, namely
first-generation doctoral students, (Adams, 201drdBer & Holley, 2011; Nettles, 1990
Orr, 2011; Reid, 2012) those whose parents’ higleesi of education is high school.
There is a lot to learn about factors contributimghe high attrition rate of all doctoral
students including that of first-generation docktstadents of color, an already small
representation of enrolled students compared tefingtrigeneration, non-minority
students.

The literature review identifies what is curreriklyown about doctoral students’
enrollment, experiences, and degree conferrindpdiveg first-generation doctoral
students of color. It also describes the methodo&g conceptual frameworks used to
pull together an analysis of the lived experiermfe#rst-generation doctoral students of
color.

A Brief Landscape of Doctoral Students
Before diving into what is already known abouttfigeneration doctoral students

of color, a brief overview of the overall landscagaloctoral education in the United

15



16

States puts into perspective the current knowledgictoral student enrollment and
degree attainment. A brief statistical descripi®provided.
Doctoral Degrees Awar ded

Post-baccalaureate program enrollment (master'slaotbral programs)
increased between1983-2010, and it is project@actease through 2021 from 1.6
million to 2.9 million (NCES Indicator 11-2012). &Hargest doctoral enrollment was in
fields of social sciences, physical sciences angaibn (Bell, 2008). In 2009-2010,
approximately 158,558 terminal degrees (Ph.D., EQMDCD., D.D.S., and law) were
awarded from all U.S. degree-granting institutimesn public, private not-for-profit and
private for-profit. For example, Health Professiamsl Related Programs (57,746), Legal
Professions and Studies (44,626), and Educati@339 were among the top three fields
to have awarded the terminal degree. Health Professnd Related Programs increased
steadily since 1970 in degree conferring. Legafdasions and Studies experienced a
slight decline between academic years 1980-1981188d-1982, and also from 1995-
1996 to 2000-2001. Since then, the field has irsinggdy awarded the terminal degree.
But since 1970, there has been less of a steady imethe field of Education. Almost
each year presented either an increase or a decldegree conferring.

On the other spectrum of degrees awarded, fieldtuoly conferring less than
100 recipients (i.e., Communication Technologieasjikeering Technologies, Liberal
Arts and Sciences, and Library Science) and fiefdgudy conferring low to mid 200’s
recipients (i.e., Architect; Ethnic, Cultural ando@p Studies; and Parks and Recreation)
also experienced an increase in the 1970’'s to m@$9but in the last few years, the

number of conferred graduates fluctuated (U.S. Bepant of Education, NCES, &
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HEGIS, 2011). Altogether, conferring of the doctalegree in Ph.D., Ed.D., M.D.,
D.D.S., and law have increased steadily in mogddief study.

The National Science Foundation (2011), which wkd from the Survey of
Earned Degrees (SED) reported that in the year; 28,069 doctoral degrees were
awarded in science and engineering (i.e., Agricaltand Computer Sciences, Chemical
and Civil Engineering) and non-science and engingdi.e., Education, Health,
Humanities) compared to 49,554 awarded the preweas-the first decline of 1,485
doctoral degrees since 2002 (excluding M.D., D.2I®. and PsyD). One explanation
for this decline, as reported by the National SoeeRoundation (2011), is due to the
reclassification of 77 Doctorate in Education degpeograms from research doctorate to
professional doctorate in 2010. SED has not catedata from graduates earning
degrees from reclassified Doctorate in Educati@gmams since that year. Consequently,
this left an unknown number of individuals who grated with doctorates in the 77
reclassified Doctorate in Education programs, aitfigcthe reporting number of all
doctorates awarded in Education as lower than itldvbe had these doctorates
participated in the 2010 SED survey. Other fielde &xperienced a decline but smaller
than Education. Despite this reclassification, Edion remained the largest field in
which the degree was awarded in the non-sciencegideering category.

While data reporting instruments are used to shatisical information about
awards granted to doctoral students, researcheeseéxglained the doctoral education
gap in different ways. They reported the overafjrée attainment of doctoral students is
a grave concern in this nation (Gardner, 2010; &d@05; Lovitts & Nelson, 2000). The

researchers further noted that doctoral studentsdemot attain the terminal degree may
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be due to the American education system, and spaltyfto the culture of the program
and the department. Approximately 50% of doctonadients leave without their degree
(Lovitts & Nelson, 2000Reid, 2012; Robole, 2011; Witkowsky, 2010), at {ed¥o of
doctoral students who begin the degree fail to detagghe program (Golde, 2005), and
54% of doctoral students earn a doctoral degreea@-year period (Barness King,
2011). The preceding information addressed th@nalidoctoral student population. For
African American/Black and Hispanic doctoral stutdesitainment, rates to attain the
doctoral degree is much lower, and in most casadynenattainable.
Degrees Awarded to Doctoral Students of Color

Minority recipients of the doctoral degree hava@ased. From 2005 to 2010,
minorities with a doctorate degree in science arginreering increased from 21.8% to
23.7%. It is unclear if the 2.9% increase represtrd total number of degrees. Hispanics
accounted as the second largest minority groupdeive a doctoral degree in the science
and engineering doctoral category (after Asian®, Blacks accounted as the largest
minority group to be recipients of a doctoral degrenon-science and engineering
categories followed by Asians and then Hispanic#i@wal Science Foundation, 2011).
Within a decade’s time, the U.S. Department, NOBEDS (2011) reported an increase
of doctoral degrees earned among Blacks by 60%arahg Hispanics by 47% between
the years of 1999-2000 to 2009-2010. Members oéliathnic groups earning the
doctoral degree are reported to be growing faktar White recipients (National Science
Foundation, 2010).

Doctoral degrees earned by African Americans/Blaaoks Hispanics may have

increased, but when the number of minority recifseme disaggregated and compared to
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White doctoral recipients, a view of a substardithinment gap between the two groups
causes a concern about how this gap came to &asig back to the top three fields of
study reviewed in the previous section, Health &sibns and Related Programs; Legal
Professions and Studies; and Education awardethdlsé degrees to White, Black,
Hispanic and other racial groups during the acadegmars of 2008-2009 and 2009-2010.
But, there are tremendous gaps in both academrs pedween White doctoral recipients
and all racial groups. In 2008-2009, White doctoeaipients were respectively awarded
38,114; 33,195; and 5,852 degrees in Health Professnd Related Programs, Legal
Professions and Studies, and Education. Black dalatecipients were awarded 3,228;
3,175; and 1,585 degrees in Health Professiondatated Programs, Legal Professions
and Studies, and Education respectively. Finaligpbainic doctoral recipients were
awarded 2,389; 2,964; and 540 degrees in Healtle$%ions and Related Programs,
Legal Professions and Studies, and Education régekc The latter—540—is 1/3 less
compared to Black doctoral recipients and 10%tleas White doctoral recipients
among the top three fields of study. As shown ibl&d, the following year presented an
increase in all three fields of study as well athimi all three racial/ethnic groups with the
exception of a decline—540 down to 489 conferregteles—within the Hispanic
population receiving a doctoral degree in Educatitiren among the lowest degree
conferring fields of study listed in the previowesgon, White recipients of the doctoral
degree dominated over the number of African Amaséalacks, Hispanics and other
racial/ethnic group recipients. The report showsarease of attaining the doctoral
degree for African Americans/Blacks and Hispanlicg,their attainment is incomparable

to White students gaining the same degree.
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Furthermore, the distribution of doctoral degreased by Latinos/as across
disciplines are uneven and are earned twice as muble fields of social sciences,
humanities and education (Contreras & Gandara, ;2R86 2000). In 2009, African
Americans/Blacks and Hispanics were largely represkin Social Sciences—specifically
in the subfields of Political Science and Publiaidistration, and Sociology. African
Americans/Blacks and Hispanics are secondly repteden the field of Psychology, but
mostly in the nonclinical versus clinical and geiétsychology (National Science
Foundation, National Center for Science and Engingestatistics, Survey of Graduate
Students and Post doctorates in Science and Emgige2009). In other words, doctoral
students of color earned most of the degrees ift $sences” rather than the “hard
sciences.”

Doctoral Degrees Awarded by Gender

A characteristic to consider as we explore theyticf the doctoral degree is
gender. Post baccalaureate enrollment (master’'slactdral programs) has increased for
women comprising more than half of enrollment, and010 reaching 59% of post
baccalaureate enrollment. Women are projectednairethe leading gender in post
baccalaureate programs enrollment and represent(\édi%is 39% males) of the nation’s
enrollment (Bell, 2011; U.S. Department of HigheluEation, NCES, HEGIS, & IPEDS,
Spring 2011).

Women are also gaining ground in the number ofe@weall doctoral degrees. In
2009-2010, women received 52% of the doctoral degrepecifically they earned 81,953
vs. 76,605 of the 158,558 doctoral degrees corddiell, 2011; U.S. Department of

Education, NCES, IPEDS, 2011). From 2004 to 20G8men have increasingly received
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the doctoral degree in both science and engineeaximdjnon-science and engineering, but
from 2009 to 2010 women and men as doctoral degagients of science and
engineering, and non-science and engineering aéet(iNational Science Foundation,
2011). The National Science Foundation also reddhat over a period of five years
(2005-2010), women as doctoral recipients stiliéased in science and engineering, and
earned the majority of non-science and engineatougoral degrees in the same time
period. At each education level, there are diffeesnn educational attainment by gender
with women surpassing men (U.S. Department of Coroepé€€ensus Bureau, & CPS,
2011), but enrollment and degree attainment by geimdrelation to race/ethnicity also
showed a disconcerting gap. First, we look at émextt by gender and race/ethnicity,
followed by degree attainment by gender and rdoeity.

In the first decade of 2000, post baccalaureatellement in programs (master’s
and doctoral) increased for all racial groups idolg White graduate students, and
nearly doubled for both African Americans/Blacksl&fispanics. Specifically,
enrollment of Black women increased from 123,0020AQ0 to 256,000 in 2010 versus
Black men from 58,000 to 106,000. Enrollment ofgdisic women increased from
66,000 in 2000 to 123,000 in 2010 versus Hispargn fmom 45,000 to 75,000. While
progress has been made in the enroliment of Afrigaerican/Black and Hispanic
women and men, they are still trailing far behind énrollment of White women
graduate students representing 854,000 in 2000 &&8®,000 in 2010; and White men
representing 625,000 in 2000 and 745,000 in 2018.(Department of Higher
Education, NCES, HEGIS, & IPEDS, Spring 2011). Efere, gender inequality in

degree enrollment is present in a few ways. Ridtite women enrolled more than
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White men, and enrolled more than all men and woaiether racial groups. Second, in
2010, Black women enrolled about 50% more thanlBlaen and Hispanic women, and
almost three times more than Hispanic men. Thirdp&hic women enrolled more than
Hispanic men; Hispanics are falling behind Africamericans/Blacks; and significantly
behind White women and White men graduate enrollHes preceding report indicates
little progress on the education journey of Hispar{iContreras & Gandara, 2006) within
the decade. Next, we take a look at degrees cedféy gender and race/ethnicity.
According to data from the U.S Department of EdiecatNCES, IPEDS (2011)
which list the top three fields mentioned earliegomen received more degrees in the
fields of Health Professions and Related Studiésvied by Education in 2010. In
Health Professions and Related Studies—the lafigé$of study to award the doctoral
degree—White women were recipients of the degresgpyoximately 8-9%, while Black
and Hispanic recipients barely made up 2% of t¢glrees granted to women.
Education, the third largest field of study awardetiowed a similar path in degrees
awarded as Health Professions and Related Studibseth fields of study, more Black
women than Hispanic women received degrees. Mea laeggely recipients in the field
Legal Profession and Studies in which White menggimore than half of the total
degrees awarded to men. Black and Hispanic mdedr&ar behind as recipients in the
same field. However, more Hispanic men and worhan Black men and women were
recipients of the doctoral degree in engineerirgjla@nlogical and biomedical sciences.
In addition, research continues to show African Aicens/Blacks and Hispanics as
underrepresented populations in higher educatidimeadioctoral level. But these

disparities become even more troublesome when Hispare reported as the fastest
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growing population in the nation, and yet are largmderrepresented in the nation’s
higher education pipeline (Chapa & De La Rosa, 2@htreras & Gandara, 2006; Rai,
2000). The Black population in higher educatissodhces a rife undertake of attaining
the doctoral degree. Among the Black populatiomyen have made greater gains in
getting the degree than men (Contreras & Gandafg;Rai, 2000). Overall,
improvements were reported in enrollment in dodtpragrams and degree attainment.
But there are significant gaps that place Whitetaat degree seekers and minority
seekers on opposite ends of the spectrum. A reofdhe literature on the experience of
doctoral students follows which brings insight tbathappens to them after being
enrolled.
Doctoral Experience

The experience of doctoral students can be explarachumber of ways to gain
an understanding of the doctoral journey. One stadked at self-identified well-
doctoral students to understand positive approagbet®ral students upheld in their
academic pursuits. That is, the study examined wagtoral students promoted a
holistic wellness and how the institution helpedustaining wellness (Witkowsky,
2010). Doctoral students have also been examinadderstand factors that influence
degree completion versus reaching the all-but-d&ssen stage, also known as ABD
(Barnett, 2008). Another study involved the impatationship and attitude have on
persistence to the degree (Robole, 2011). Theedwade a few concerned about the low
national persistence of doctoral students and wéeeested in factors that contributed to

persistence of doctoral students by respectivelkifgg at the student self, ways the
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doctoral community supports students, and theioslship-attitude dynamic of persisting
in the doctoral program.

According to the researchers (Barnett, 2008, Rol&fl&1; Witkowsky, 2010),
personal and work challenges led students to ettiinue or discontinue in the
program. Using a six dimensional wellness wheell-d@ctoral participants discussed
wellness as a process of making a decision andlseif-aware of what was working
and what was not working. The well-doctoral papiits were still struggling but
adopted ways to exercise wellness that includestéohnected and interdependence of
physical, social, emotional, spiritual, financiahd intellectual components. Well-
doctoral participants described their experiencacbieving and maintaining wellness.
The focus lied with internal abilities to adjustth@ program environment in order to
persist in the program.

Barnett (2008) studied the experiences of degreepteiing students and non-
degree-completing students, also known as all issedation. Degree completers
affirmed the importance of having a sense of balonm the community that positively
influenced academic integration, while ABDs (alt bissertation students) described
negative experiences that contributed to feelirdugled from the community (Barnett,
2008). Degree completers described support fromrgacaction with peers that
enhanced academic integration, while ABDs feltased and distant from the academic
community. Degree completers received family an@leger support, and negotiated
family expectations. On the other hand, ABDs finahconcerns and inability to reduce
responsibilities negatively affected the programpesience. While the study showed

differences between the two populations—degree t&ierg and ABDs—it is unclear how
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much time passed between the start of the studyvaed participants were
institutionally identified as degree completersA®D. Therefore, the impact ABDs bring
to the study could also be attributed to feelinigsalation that grew stronger over time.
Unlike the above study that focused on the “in-peistrength to meet the demands of
the doctoral program, this study portrayed doctstadlents’ interactions with the
community of the program as strategies to contorudiscontinue in the program.

Robole (2011) examined the relationship-attitudeashyic and its potential on
persistence of doctoral students. Doctoral studemtsuntered numerous challenges such
as time constraints, caring, emotional and physiapport, emotions, inner circle, and
school and working relationships. In spite of thaltenges and support found within
these encounters, doctoral students with a straiegnal locus of control perceived
themselves as being in controladf aspects of their lives, and determined theicsss
(or lack thereof) based on their skill, ability,caefforts. (Robole, 2011). In other words,
they saw themselves as persevering in the dogtoogkam. Doctoral students who
perceived relationship-attitude as roadblocks veperating from an external locus of
control, and blamed unfortunate or fortunate cirstances onto others or other things.
They were found as less likely to persist in thegpam than those who perceived
themselves as persevering. The study addressedhsotioctoral student’s interpersonal
and intrapersonal relationships in relation to |gégsce in the program.

The preceding studies illustrated experiences ofattal student as life changing
and included adopting strategies to persist irdthetoral program. The studies’ focus
was an overall understanding of the doctoral joytneexploring factors that lead to or

disrupt persistence within the program. Howeveg,dtudies viewed individuals
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uniformly leaving little to no room for differencés individuals (Gardner, 2008) or
between groups. So, when personal and non-negetalblacteristics are included in the
interpretation of findings, we learn that cultuyatliverse doctoral students (i.e., students
of color and first-generation) experience a difféjeurney.

Doctoral Experience of African American/Black and Hispanic Students

The following studies demonstrate students of celqueriencing a difficult time
adjusting to the doctoral program. Much of thididifity sheds light on students of color
experiencing maladjustment at predominantly whmstifutions and/or their adjustment is
misaligned with the institution’s environment. lagr (2007) and Deboyes (2009)
explored the doctoral experiences of African Amamistudents at predominantly white
institutions (PWI).The purpose of Ingram’s study was to understananibigvation of
African American males to persist in the doctoraigram. Deboyes researched African
American males’ and females’ sense of trust fethadoctoral program’s ability to
cultivate an inclusive environment.

Both researchers reported very similar maladjustsnencountered by
participants during the program. The participantkigram’s (2007) study experienced
financial and academic challenges in an environrttettlack diversity and deemed
culturally insensitive. These experiences remintiedh they were minorities. They also
charged themselves to provide multicultural perspedecause the classroom
experience tremendously lacked that perspectivetddal students who were further
along in the program provided support to studerits did not receive support from
family and friends. A supportive relationship wititulty was also important. Deboyes

(2009) found that particular factors had a sigafficimpact on students’ development
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sense of trust. The findings of the research wendar to Ingram (2007) but the study
also found that participants needed to have agtsense of blackness, needed to keep
their cultural core intact; and needed to be vsiblthe classroom for meaningful
exchange. Ingram and Deboyes succeeded in idergitlifferent experiences felt by
African American doctoral students at a PWI.

In another study, doctoral students were intervieteediscuss their perception of
support and services while pursuing the degree nidjerity of participants considered
the doctoral program to be effective and suitadhel felt well prepared to conduct their
research. Support services, and the doctoral siggarwere sufficient and appropriate.
But, doctoral students from the College of Educaperceived their experiences to be
predominantly negative compared to those in otbeges, and African American/Black
doctoral students exhibited a more negative peimepf the doctoral program—mainly
through supervision—than White doctoral studeitfossible explanation for this
negative perception was the lack of a diverse fgaitlan institution highly enrolled by
culturally diverse students, which consequenthatzéd a weaker connection between
African American/Black doctoral students and thedaminantly white faculty
committee (Boulder, 2010). Faculties of color amrennclined to mentor a diverse
student body because of their comfort level to eslsldiversity issues and their ability to
validate students of color (Contreras & Gandar@620Similar to Ingram (2007) and
Deboyes (2009), this study reported African AmeriBdack doctoral students
experiencing disconnections in the program basetth@inracial identity. Still, building

relationships with and supporting doctoral studemtsearch is an important contribution
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that faculty can provide to students (Contreras&h@ara, 2006; Nettles, 1990) and this
should be every faculty member’s purpose.

One large state university was characterized ase/¢entered, Ivory Tower and
Eurocentric by two of eight African American andspianic doctoral students when
interviewed about the socialization process intbabademic environment. Their
experience revealed that an inclusive culture amdaula would open the elite space to a
more racially diverse student body, alleviate alass disconnectedness, discontinue the
lack of faculty guidance, and gain an understandingnspoken rules (Orr, 2011).

Latina doctoral students also shared a challengtiaglemic socialization experience at a
PWI within a culture they deemed unfit for theittaval differences and experiences.
One Latina doctoral student said, “You cannot av@ohg changed by the doctorate
process, even if you try to resist the academicasination to the fullest extent. And I've
both been changed for the good and the bad.” Detptchallenge of fitting in, this
Latina doctoral student managed to find the “gomdhe middle of a very difficult
culture. This perspective is similar to Deboye€(Q2) study where African
American/Black participants remarked that keephegrtblackness and their cultural core
intact were important to assess the sense ofitraise doctoral program’s environment.

Gonzalez (2006) found that Latina doctoral studemtiked within the walls of a
culturally indifferent atmosphere, juggled the dedsof the program with family
responsibilities, and struggled to receive suppdrey resisted assimilating into the
program by creating networks with other academiis gimilar feelings about the
doctoral socialization process conflicting withithaulture and academic purpose, found

their voice by gaining intellectual and social adefice, build cross-race alliances for
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moral and intellectual support, and adapted a¢tsabolar models to voice concerns
about injustice and racism. Not all could voicentiselves. Others lost their voice and
consequently lost avenues to express concernshwdddo marginalization and
isolation. One Latina said this about her acadesnaalization, “[it was like] giving up
your ethnicity is the price you pay to become aadamic.”

Up to the point of reaching the doors of the dadtprogram, African
American/Black and Hispanic doctoral students Haaen supported by family and
friends, employers, and particular educational @ots. Once they began the doctoral
program, a harsh reality of integrating into thegyam was ultimately revealed. There
seemed to be an “ongoing negotiation of stayingcthese” (Reid, 2012) by doctoral
students of color when challenged by the culturthefprogram. In these studies,
doctoral students of color were asked to integratea culture and adopt norms very
different from their culturally background.

With an overview of the experience of doctoral stug of color at PWIs, we
transition to a brief overview of the socializatiprocess to put into perspective what it
means to socialize into a new environment.

Socialization in Higher Education

The socialization concept is deeply rooted in teeetbpment of role acquisition
defined as internal and external interactions betwedividuals, and the attitudes and
beliefs that shape role acquisition (Thornton & #at975). The socialization process of
graduate students has been defined as the grastudent entering the program with a
set of beliefs and values, being exposed to arekasg) normative pressures of the

culture of the program, and making adjustmentsammain initial values and aspirations
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(Weidman, Twale, & Stein, 2001). Weidman, Twale] &tein criticized this framework
of socialization as a linear process that focusethe transfer of a social role when it
should include the identification with and commitrh& a professional role that is both
normatively and individually defined. This led tdaransformation of the framework that
kept the initial stages of role acquisition to sdization—created by Thornton and Nardi
(1975)—and advocated for a contemporary approatusive of different types of
students, academic and professional fields, andipated career outcomes (Weidman et
al., 2001). The researchers contended that thalzation process is complex, and
comprised of different levels of socializing thandoe analyzed at the group and at the
individual levels.

The socialization concept is a common framewor&ugh which to view the
doctoral student experience (Gardner, 2010). Do&bzation process is challenged by
complex graduate students’ backgrounds and bytthetsre of the chosen discipline
within higher education (Gardner, 2009; Weidmaalgt2001) Programs where
underrepresentation of graduate students of celdearly evidenbught to ask “what are
the implications when a man or a woman, an AngloeAioan, African American, or
Latino, a physically challenged or able-bodied wlial undergoes socialization”
(Tierney, 1997, p.7). In other words, the socatian process is influenced by graduate
students characteristically vastly different fromeanother as they enter a doctoral
program together, and program administrators aptarad to consider such influences in
the program culture. These implications can béharrinspected as researchers begin to
examine institutions and organizations as unigte aeceremonies, rites and traditions

(Tierney, 1988) and when there is belief that tinelesnt population influences
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perspectives of the socialization process (Gardit#Q). Therefore, the graduate student
experiences in a program, inclusive or exclusiveheir personal characteristics, is
dependent on the understanding the program, therttlegnt, and the university is willing
to show base on his or her diverse background.

Although studies exploring experiences of doctetatients and minority doctoral
students do not always come from a socializatiosgeztive, the findings still captured
ways these doctoral students integrated or soethlizemselves differently based on
visible characteristics (i.e., the color of therslgender, temporarily able-bodied,
personal and professional support, and experienthg)same cannot be said of first-
generation status. First-generation—the statugioitthe first in the immediate family to
graduate from college—is an invisible characterigtat is not frequently expressed. In
this instance, the status is an added layer testsdf color already marginalized in an
academic setting. Ward, Siegel and Davenport (2842¢rted, “it is important to
understand how a student’s race and ethnicity fanaéh combination with first-
generation status as well as how this combinatigracts learning” (p. 76). So, as we
aim to understand the pursuit to the doctoral degte literature review considered the
socialization process to help explain studies gamjudoctoral students’ experiences,
which are connected to multiple layers of charasties students possess—particularly
first-generation.

Introduction to the Focus of the Study

Moving forward, the focus of the study begins vatdefinition of the first-

generation status, a statistical overview of fgstieration doctoral students of color

pursuing thedegree, current experiences of this population grilgnas African
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American/Black and Hispanic, and a review of moaélgersistence. Together, they set
the stage for gaining an understanding of Africaneficans/Blacks and Hispanics whom
are also the first to have a college degree ansumg the doctoral degree.

Defining First-Generation Status

First-generation status has been defined in sewergt. As mentioned in chapter
one, first-generation individuals are those whameipts have a high school education or
less and did not begin a postsecondary degree (&l@arroll, 2005; Inkelas, Daver,
Vogt, & Leonard, 2007; Terenzini, Springer, Yaed@ascarella, & Nora, 1996) or did
not earn a college degree (Engle, Bermeo, & O’'Brafd6). The latter may suggests
some college experience. Those students with mavétit some college experience were
found to be more likely to persist in college thhase whose parents had never started
college (Chen & Carroll, 2005; Inkelas, 2006). Higher Education Act of 1965 defines
an individual where both parents did not complelbaecalaureate degree, or regularly
resided with and received support from only onepgand only such parent did not
complete a baccalaureate degree (www.ed.gov/alfficesilist/ope/trio/triohea.pdf,
retrieved May 1, 2013). For the purpose of thettite participants were those with
parents with a high school diploma or less.

Research suggests that first-generation and nsigfaneration college students
greatly differ in pre-college characteristics. Fgeneration college students are,
demographically, more likely to be of Hispanic da&k origins, come from lower socio
economic status (Chen & Carroll, 2008ZES n.d.; Terenzini et al., 1996), be older and
be women with dependents. They are also likelyetaydentry to college after high

school, and attend college part-time in order tokwoll-time while enrolled. Pre-college
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characteristics are presumed to influence coulgagaatterns, and formal and informal
out-of-classroom experiences during college, wimicturn also shape educational
outcomes (Engle & Tinto, 2008; NCES n.d.; Terenzhil., 1996). First-generation
have been reported to receive less encouragenoentfémily, friends, and high school
counselors to attend college, are less likely teract with peers, and talk with teachers
while in high school. And, first-generation studeate overrepresented in the most
disadvantaged racial, income, and gender groupstifMaohfink & Paulsen, 2005).
Based on this report, the journey to and throudtege for this population is murky and
shows little promise they will gain a higher educatdegree.

Since 1971, African Americans and Hispanics overmimgly represented the
first-generation status while White students mametd the lowest representation. Higher
Education Research Institute (2005) reported tB&% of African Americans and
38.2% of Hispanics were first-generation while 28.@f White students were first-
generation (as cited by Horwedel, 20@gcently, first-generation college students
account for approximately 9.3 million or 51% of @ngraduates and are regarded as less
likely to earn a bachelor degree (Pascarella, &048l4; Ward, Siegel & Davenport,
2012). However, the increase of diverse studertsssing higher education is partly
attributed to first-generation college studentss(eella, Pierson, Wolniak, &Terenzini,
2004). This wave of first-generation college popiolaentering postsecondary education
is unparalleled to the representation of the stubdedy at the doctoral level. Four to five
years, even as far as ten years after postsecosdanyl, first-generation are less likely
to enroll in graduate school (Engle & Tinto, 20@8&scarella, et al., 2004). First-

generation college students graduate with a pastsiacy degree (NCES n.d.; Engle,
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Bermeo, & O’'Brien, 2006) and aspire to continuartbducation beyond the
baccalaureate (Engle & Tinto, 2008). Overall, fgjeheration—more likely to be a person
of color—is a population that travels a narrow prgeto the highest degree in higher
education; the doctoral degree.

Degrees Awarded to First-Generation African American/Black and Hispanic

Doctoral Students

Parental education background has only been rapsitee 1963 (NSFSED,
2011) In 2008, data indicated that doctorate recipiefatisiers’ and mothers’ level of
education slightly differed. Twenty-seven percend@ctorate recipients' fathers and
35% of mothers earned no more than a high schptdrda. Conversely, over 26% of
doctorate recipients indicated that their fathed mothers earned a baccalaureate
degree. More women doctorate recipients reporteid thother earning an advanced
degree than men doctorate recipients reported dbemtmother. On the other hand, 32%
of women doctorate recipients reported their matlasrhaving a high school degree and
37% of men doctorate recipients reported the s&tese, men doctorate degree
recipients are reported as more likely to be fystieration than women. But, fathers of
both women and men doctorate degree recipientseshwoery little difference.

The percentages of first-generation status amonmigakf Americans/Blacks,
Hispanics and other racial groups are higher tham White counterparts (Gardner,
2009) and are overrepresented in the most disaglyadtiow-income and gender groups
(Martin Lohfink & Paulsen, 2005). Black, Hispanand other racial doctorate recipients'
parents were less likely to have exceeded an edadatyond high school and were far

less likely than parents of White, Asian, and nnatiial doctorate recipients to have
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attained a baccalaureate or advanced degree (NSEZBED). Although small, the first-
generation population is growing and changing #@algraphic of doctoral education
(Gardner, 2009). This should alert educators tmbeasingly aware of this
population’s growing attendance in doctoral proggam
Educational Experience of First-Generation African American/Black and Hispanic
Doctoral Students

First-generation African Americans/Blacks and Hrgpa have been studied to
learn about the journey to obtain the doctoral degAlthough non-exhaustive, the
studies showed this population goes through a ttinoghthat challenges personal
characteristics—characteristics that are non-nagleti Non-negotiable characteristics are
inherited, for example racial/ethnic and socioecenitp that influence a person’s
education experience especially in an environméfgrdnt from those characteristics.
African-Americans/Blacks and Hispanics were studedxplore factors leading to
pursue the doctoral degree (Adams, 2011) and piagsiactors specific to McNair
scholars (Barness King, 2011). The McNair programm TRIO program and the students
are often first-generation African-American/BlaakdaHispanic. Black women were
examined to learn about their experiences at aopnatantly white institution (PW1)
through the interrelationships of race, cultureydgs, while also examining individual
and institutional factors (Morris, 2007). StiemR812) studied the intersection of race,
gender, class and its impact on women of colonikd.D. Education Leadership
program. Latinas were examined to gain a sensesdfence while in the doctoral
program (Fuerth, 2008). Each study was investighited various perspectives (i.e.,

critical race theory, feminist theory, critical teaship, resilience) and the findings
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aligned across the studies. The themes were cliofdbe doctoral program, support,
relationship, upward mobility, individual factornd advice. The themes are described
below based on each study’s reported findings.

Climate of the doctoral program. Participants felt they had assess the climate
of the department for social and academic oppdrasjiendured a rigorous dissertation,
and actively sought alternative support structtinesincluded other students from
similar backgrounds or individuals on campus thettarstood the culture within the
department (Barness King 2011; Morris, 2007). Bigdints also needed to create a safe
space in the program to avoid fear of retaliatidarfess King 2011). Faculty was
described as having a lack of leadership to addn@gsral insensitivity in the program, a
concern that led participants to feel unprepardaetmme leaders themselves (Stiemke,
2012).

Support. Participants discussed being encouraged and seppoytprofessional
and personal mentors, and family members to putsudegree. Support from academic
advisors and faculty was important. Finally, finehsupport was also essential to remain
in the program (Adams, 2011; Barness King, 201 &rth) 2008; Morris, 2007; Stiemke,
2012).

Relationship. Some participants expressed not having a ltthaf which
affected developing social relationships, engagingxtracurricular activities, or taking
advantage of programs and services offered on caiffglams, 2011). Relationship was
also described as having advisor-advisee relatipri8arness King, 2011; Morris 2007),
and for others a more in-depth advisor-advisedioslship (Stiemke, 2012) helped to

better develop a sense of belonging in the program.
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Upward mobility or advancement. Studies about the upward mobility of
Latinos in higher education often stemmed fromiegotold by families and families that
encouraged making a life much different than théiterefore, the findings are
consistent with African Americans’ and Latinas’ eagsion of reasons for pursuing the
doctoral degree which are for a better career dmettar life for their family (Adams,
2011; Fuerth, 2008).

Individual factors. Participants relied on themselves to challengetit@re,
build personal motivation to persist while they eredl a sense of invisibility in the
program (Morris, 2007). Participants had to exhsbitial competence, sense of purpose,
and problem-solving skills to stay on course inghegram (Fuerth, 2008).

Advice. Participants encouraged prospective doctoraksiisto have a mentor,
maintain cultural heritage, stay on track to cadlég get the doctoral degree, become
resourceful, and be prepared (Fuerth, 2008).

In addition to the findings, each study revealeahsiiing unique that deserves
some attention. The findings of Adams’ (2011) anérh’s (2008) studies correspond to
the importance of considering environmental andivatibnal factors influencing
completion of the doctoral program (Morehouse & Rms, 2006). Barness King (2011)
concluded that the successful completion of McMautoral students depended on their
ability to effectively gain membership into the dejment or program culture, a culture
that showed little indication of a true desire i@i@aand embrace culturally different
students. Stiemke (2012) brings to light cultu@hpetence and sensitivity as imperative
to rising education leaders; however, participavese led by faculty with inadequate

leadership to address culturally insensitive contsiefor these reasons, it is important to
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have a diverse faculty representation to assistdating solid connections among a
diverse student body.

Finally, the oldest study of all those listed isn@ara (1995), a study about the
educational mobility of low-income first-generati@micanos going to vy League
colleges and universities. In relationship to ttieeo studies, this study served as an
example of adjustments made at home and whilecgzatts were in secondary school to
prepare for college. Gandara’'s work addressedriathat prepared Chicanos/as to
pursue a doctoral degree despite their family’s $owial mobility. The findings focused
on a culture of possibility created in the homdrst-generation Chicano/a students. The
culture of possibility was the blue print for theirccess and it was delivered by the
home’s influence, shared family stories, and scleapkriences. Her earlier work,
Passing-through the eye of the needle: High achg@hicanag1982), also addressed
Chicanas’ achievements of holding professionalrasdarch degrees despite their
families’ limited financial resources. Chicanas aeuccessful because a culture of
possibility was created by the family’s emotionapgort, expectations, and earlier
school experiences. In some ways, the precedimiestillustrated findings of making it
through the program despite adverse situationsnfamy, a culture of possibility was
trumped by an overall sense of culture insensytivitonsequently, a culture of
impossibility or unlikeliness summed up an educatibmate in which most of the
participants endured.

In most of the studies, the first-generation statas not a specific criterion
researchers examined, but by virtue of the popmriairacial background of either

African American/Black or Hispanic, the first-geagon status was a common
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characteristic held by the participants. As preslgunoted, this invisible characteristic is
more likely to be shared among doctoral studentolafr, and simultaneously
contributes to the body of knowledge of first-geatem doctoral students of color. It
seemed, also, the first-generation status is aate fntertwined with challenges
experienced in the doctoral program. Still, a greahderstanding of the multiple layers
these doctoral students experience needs to bequlesd purposefully inquired about as
specific experiences occur to deepen self-refleatnoments, and the degree these
moments shift in interaction with others and theiemment.

Models of Persistence
“A major factor in persistence is the degree to evhstudents feel both psychologically
and socially connected to their institution onceytlenter the environment. This is
particularly relevant for first-generation studentsany of whom do not know what to
expect...” (Ward, Siegel & Davenport, 2012, p. 65).

Doctoral students have to connect to the envirotni@ctoral students who do
not connect with the environment in which they pwesuing the degree experience a lack
of total integration into the culture of the progrand become less likely to persist to the
degree. The Student Integration Model for dropmuagof college described the student’s
and the institution’s combined commitment to acaidaity and socially integrate in the
school culture (Tinto, 1975). If there is a disceation on the part of the student or the
institution, persistence of the student is lessljiko happen. Later, the model was
criticized when Tinto (1982) identified four ardasiting the model, one of which is the
differences in education careers that marked tpergnces of students of different

gender, race, and social status backgrounds (Ma@ud®03). The student integration

model, and other prevalent persistence models dpeedlin the 1970’s, targeted
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traditional, residential college age students (Mal@n, 2003; Salinas & Llanes, 2003)
excluding students with diverse backgrounds. Aeotell-known model is the I-E-O
model. Astin’s (1991) I-E-O model asserts timabrder to understand what leads toward
the outcomes of college (the “O” of the model) rthiee environment in which the
student operates during college (the “E” of the glpdnd the characteristics and
experiences students bring into college (the “linmut of the model) need to be
considered (Pryor & Hurtado, 2012). The Studetgdration Model (Tinto, 1975, 1982)
and the I-E-O Model (Astin, 1991) for student pstesnce “recognize that students enter
college with a number of characteristics, expesnand commitments including levels
of academic preparedness, parental educationalragat and aspirations for their
student, socioeconomic levels, and aspirationtefmning and degree attainment”
(Thayer, 2000, p. 2)fhe models were applied to undergraduate populgtioowever,
Lovitts and Nelson (2000) argued the lack of péesise is rooted in the organizational
structure of graduate school, and in the strucauaceculture of the larger process of
graduate education. Feelings of integration atisfaetion are crucial to understanding the
factors affecting persistence throughout those ekegrogramand overall
socialization experiences of doctoral studetswalik, 1989Washburn-Moses, 2007),
especially those of students of color whom—throtinghstudies previously mentioned—
experience disconnections leading to a poorer natieg into the graduate community.
Conceptual Frameworks
The conceptual frameworks encompass symbolic ictierasm, resilience

theory, and practice theory. A description of etdory, its use in various studies and an
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explanation of how the conceptual frameworks wesedun this study are covered in this
section of chapter two.
Symbolic Interactionism

Symbolic interactionism brings together a communoitgcholars who see the
value in human interaction and the emergence ohimga within each interaction and
with objects in the context of the environment.

“It welcomes all those who give primacy in thesearch to thdirect
observation of these processes, whether in matarattual worlds, and tdiscipline
inference from such observations, supplement asopppte by morer less structured
conversations (interviews) with the ordinary people® engage ithe awesome task of
constructing an orderly world. It understands thase conversatiorae, in themselves,
part of that process of construction and can needakeras giving simple, direct, and
unmediated access to the thinking, reasoning, mgjiventions, or values of our
informants” (Dingman, DeGloma, & Newmahr, 20124p.

George Herbert Mead (1934) is the major contribtd@ymbolic interactionism
(S1), but Herbert Blumer (1969), Mead’s student)lmihed Mead’s work after his death
and was the first to use the term symbolic intésacdm (Aksan, Kisac, Aydin, &
Demirbukem, 2009; Dingwall, DeGloma, & Newmahr, 20Emirgabyer & Maynard,
2012). Mead believed that symbols developed thlrand are used for thinking and
communication, and focused on how people interaiky dy means of symbolic
interaction. Meanwhile, Blumer believed that humemesracted in two ways: meanings
attributed to objects, events, and phenomenonpa®hing is a physical attachment

imposed on events and objects by humans (Aksdn 2089). Everett Hughes—an
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American sociologist whose work covered ethnictrefes, work and occupations, and
methodological fieldwork is mentioned as a gredtence in the development of SI and
should be credited just as much as Blumer (Dingetadil., 2012). Riesman (1983), in his
article The Legacy of Everett Hughes, captured Kggmfluence and said, “If sociology
is to maintain its links to social reality throutite interaction of fieldworkers with
interviewees and through unobtrusive observatienywll need to encourage more
sociologists to follow the example of Everett Hugh@.6).

Symbolic interactionism (SI) is defined as the iatdional accomplishment of
meaning (Maynard, 2012), provides a key to unlarke of the complexities of these
meanings and associated processes (Belgrave, C8ayses, Boutwell, & Fernandez,
2012),andis the “elimination of subject-object dichotomy...thealysis of the
constructed nature of social meaning and realitgGompte, Preissle, & Tesch, 1993, p.
128). Sl helps to investigate major questions apets such as: (a) what meaning do
humans attach to behavior patterns and objectsinworld? (b) how do varying
interpretations of meaning, expectations, and natitms affect human behavior? (c) how
does the process of constructing meaning take pla@evhat symbols or rituals do
humans create to structure their interaction? Ta@ntoncepts of Sl are self, self-
concept, mind, symbols, meaning, interaction, rator, role taking, role expectations,
construction of reality, scripts, text, and comnuation. Sl signifies that the person and
the object are not exclusive from one another gratte person is influenced by the
objects and the meaning associated with that abject

Sl has been used as a conceptual framework foretyaf studies. Vries (2012)

examined lived experiences of transpeople in k@hdid changing, experiencing, and
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performing multiple intersecting identities. Ingtstudy, transpeople (or transgender) are
defined as individuals born male, but identify aswen regardless of whether or not they
have undergone hormone therapy and/or surgerypatieipants were Black, Latino/a,
Asian-American, South East Asian, bi/multi-rac@ White. Vries (2012) was interested
in how transpeople identity works-the process eating meanings they attributed to
themselves and others, and discovered: (a) thaeinde of others’ changing perceptions
of the participants’ multiple identities in relatido their gendered social identity, and (b)
participants’ interactions with others changed alogsibility to the extent to which they
were acknowledged by others. The researcher alteal tioat “cultural identities reflect
‘symbolic codes’ that contain images of the rigigésponsibilities and normative
expectations of people in the world, and of theeexgd affective responses to these
people” (p. 60). At the conclusion of the studyiegr(2012) showed how meanings
others attach to interconnections of race, sota@isg gender, and sexuality vary by
combination, shape interaction, and that certamgtdar” social identities are more
salient for individuals, depending on the interacti

Sl was used to investigate social meanings gayassociate with gender, family
structure, sexuality, and race/ethnicity as theijndeheir parenting selves. Specifically,
the study understood simultaneously liberating @mallenging aspects of participating in
a family structure lacking established guidelinesutes about behavior and identity
(Berkowitz, 2012). As a result, the study reveaagl men—as active or potential parents—
were influenced by normative familial ideology,tfehplicated by dominant constructs
associated with (hetero)sexuality; gender; fanalyl parenting, and defined their roles

and behaviors with a maternal instinct belief ( itkee role of soccer mom and biological
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clock). The participants of the study came fromidewange of diverse backgrounds
including racial/ethnic, income, education, religi@age, and profession. Thus, their
unique experiences were magnified and explainexugir an interactionist lens how gay
men made meaning of their social worlds and cootditheir identities (Berkowitz,
2012). In both studies, the results magnified hioevgdarticipants tried to make sense of
their social world, addressed an urgency to exposeunderstand the relationship
between self and the environment, dissected eaetastion, and in turn individualized
each experience.

Sl was also used to investigate the social politoatext of everyday lives and
the interactions between students and faculty wighclassroom at a Miami university.
The overarching themepntroversy in actionbrought to light how the participants
negotiated meanings of political controversy in¢lessroom through day-to-day,
faculty-student interaction, building on, or worgiaround, taken-for-granted
assumptions about what we are doing, why we amggdgiand how we should be doing
it (Belgrave, Celaya, Gurses, Boutwell, & Fernan@®.2). The study investigated raw
experiences of participants, amplified day-to-daginactions in the classroom that are
often left untouched, and in turn validated thaamaeg is constructed as opposed to
being inherent. The researchers go on to say thHalSed unlock the complexities of
meanings and the associated processes.

Researchers utilized a humanistic approach whemiewag a society that is
becoming hybrid, blending, and mixing all the diffieces; consequently a dichotomist
view [of self and society] is less favorable foaexning inequalities (Toscano, 2012).

This logic supports and captures the essence dittisges covered in Sl. In other words,
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Sl capturs a particular interest that enhances the curreti¢tatanding of what is
happening, how it is happening, and what meaniagelinappenings bring to those
involved in interactions. Therefore, the role off@med meaning in interactions and
how first-generation African American/Black and plsic doctoral student’s identities
were constructed in interactions.
Resilience Theory

Developed in the 2Dcentury and first known as “invulnerability”, tisencept of
resilience is fundamental in the way people view aork with youths (Brown,
D’Emidio-Caston, & Benard, 2001; Luthar, Cicche&iBecker, 2000). The seminal
work on risk and resilience by Werner and Smitt8@,901992, 2001) followed, through
adulthood, the life of 700 children growing up witbk factors. They found the majority
of the participants to be living a healthy lifestyl.e., stable jobs, happy marriages, and
satisfied relationships). Only a handful of thetggrants were struggling with serious
health problems including low self-esteem, violerdreigs, and domestic problems. The
findings of the study led resilience researchefsaime the concept from an optimistic
perspective because risk factors (i.e., povertgpawct for a lower percentage of negative
outcomes whilg@rotective factoraccount for a higher percentage of positive oueom
in high-risk populations (Benard, 2003; Lutharakt 2000). Protective factors include
opportunity and support that buffer adversity andlde development to proceed
(Benard, 2003). However, Cowen, Work, and Wymar®{d@ontended thadlentifying
protective factors is not enough when conductirsgaech. That is, empirical research has
to understand the process of how protective factonsribute to the theory of resilience

(Luthar, 1999) or overcoming adversity.
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Resilience happens in times of adversity (Luthtal.e 2000; Seccome, 2004;
Unger, 2008), but has also been misunderstood (BeB@03) as a trait that an
individual either has or does not have. Futurearsesrs are [encouraged] to use the
“term ‘resilience’ which describes a [person’s] quetence despite adversity, as opposed
to ‘resiliency’ which provides a misleading conrtaia of a discrete personal attribute”
(Luthar et al., 2000, p. 546). Resilience is innat@mal and can be developed within
each person (Benard, 2003; Brown, D’Emidio-Cas&€&Bgnard, 2001; Luthar, et al.,
2000; Ungar, 2008). Resilience occurs in the lffarmy person and should not be
explored solely with populations living with riskdtors (Benard, 2003). Risk factors are
cushioned bynvironmental protectorahich encompass the capacity for a person to
build a healthy life style and utilize personakstgths, and are in turn developed by
family and community characteristics, and familg @ommunity beliefs adjust to
implement life trajectories for this person (Ben&@03; Brown et al., 2001; Ungar,
2008). In this instance, the concept of “it takesllage” helps to capture how resilience
buffers adversity with the help of a community afiog people.

Nonetheless, the concept of others’ “resiliencespite adversity is Eurocentric
(Ungar, 2008) and consequently excludes other adipuk. Resilience viewed as
Eurocentric focuses on the western cultures andresqces of White or Anglo-
Americans and omits those who do not identify ahsin other words, a resilient
Hispanic male and a resilient White male may fagelar adversities with both having
family support, but the environment (i.e., schangy support each male differently,
causing one male to be successful and not the.dtherefore, “resilience should never

be used to justify social and political inactiontbe grounds thaomehowmost kids
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make it’. In the face of growing poverty, abusalence and other threats to children’s
development, the somehow can no longer dependeoiutk of the draw” (Benard, 2003,
p.10) or, for that fact, other inequities suchasal, gender and disability. Researchers in
higher education who conceptualized resilience edgbat resilience theory excludes
culturally different populations (Burley, Barnarda®, Marbley, & Deason, 2010;
Campa, 2010; Ceja, 2004; Meyer, Licklider, & Wierse 2009). Resilience theory
captures unique experiences of marginalized grameng which are first-generation
minorities—to understand resilient behaviors dgwetbin an educational environment.
For example, critical resilience was the frameworka study that examined
academic challenges and re-entry challenges anancmity college for Mexican
undergraduate students who were from working-dias&grounds, first-generation,
English learners, ages 19-41, and born in the &r.$exico. Researchers using critical
resilience considered the complexity in meaning @iterence in the participants’
experience and the cultural values and circumstaheach participant (Campa, 2010).
The findings revealed that “cultural capital camehe form of knowledge, academic and
emotional support necessary to navigate withinlzetd/een many multiple intersections
and barriers of higher education” (Campa, 201@46). At the conclusion, the study
implored families and educators to create condstithiat empower Latino students to
achieve excellence and uplift communities as ingyarsteps toward social equity.
Another study revealed experiences of Black fiesteration women on their way
to college, and eventually earning a graduate @e@e, M.A., Ph.D., J.D., and
M.S.W.). Nineteen Black first-generation women esgnting three different cohorts,

1950s; 1960s and 1970s; and 1980s, exercisecerdgdiehaviors to navigate a prejudiced
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educational environment. The participants overcaougal injustice by seeking

individual sponsors, intimate relations, and infatries for making sense of college
admission and cost. They also relied on instit@i@ollege counseling mechanisms
(although passively) in high school. Once on camfhey collectively engaged in

political movements to assist with psychologicaltdnges induced by the campus’
negative climate. They also sought campus-basdadaifiAmerican study groups that
were informally organized, including support frortaék professors or graduate students.
Finally, they reported relying on a single familgmber or peer for support (O’Connor,
2002).

Being resilient helped a group of 20 first-genenatiloctoral students navigate the
pipeline toward and persistence in graduate sch@bile most were White women
between the ages of 23-58, resiliency coupled getting to “know the rules” of the
graduate program and the feeling of living in tworlds, the world of home and the
world of school, were major contributors to staythg course (Gardner & Holley, 2011).
The preceding studies focused primarily on challegmpgxperiences of marginalized
groups—those who differ by race or ethnic, classgender—within an educational
community. Earlier, being resilient was describegarticipants’ personal strengths (i.e.,
seeking informal relationships with an African Amcan study group), family support
(i.e., family encouragement), and environmentapsutp(i.e., college counseling)
working together to create a positive impact infdme of adversity. Participants in the
study became resilient when the environment waaligised or resistant to a person with

a diverse background, yet being resilient was ¢sdda stay in the environment.
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Critical resilience, as previously mentioned in Qars study (2010), captured not
only personal, family and environmental factor®eércoming adversity; it also
considered the complexity in the lives of particifsain a particular structure. Similarly,
Seccombe (2004) argued:

The widely held view of resiliency as an individaggposition, family trait, or
community phenomenon is insufficient. Using a dncadist approach, | suggest that
resiliency cannot be understood or improved inifigant ways by merely focusing on
these individual-level factors. Instead, careftg@tion must be paid to the structural
deficiencies in our society and to the social petichat families need in order to become
stronger, more competent, and better functionirgdwverse situations. Poverty isacial
problem,not merely a personal one, and meaningtlilitions and ways of coping must
be structural in nature. (Seccombe, 2004, p.385)

In order to extend resilience research and gaeti@bunderstanding of the
multiple levels of influence, a structural-organianal perspective considers historical
and current influences of the development procésssdience (Luthar et al., 2000). In
other words, resilience theory takes into accoli@trole of human interaction; the
emergence of meaning within each interaction; aedteaning of subject-object
relationship to understand the process of oppadstamd supportive factors. Furthermore,
this study used resilience theory to capture tlesine be resilient in an educational
environment and how being resilient was necessatlye experience of first-generation
African American/Black or Hispanic doctoral student

Practice Theory
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In education, what is normal behavior? What is jgtetdle behavior? Where do
normal or predictable behaviors occur and how laeg interpreted? Specifically, what
familiar or everyday behaviors, categories, labekplanations, and processes in
education need to be looked at closely in ordeletwaturalize them in the interest of
students, faculty, and others (Pollock, 2012)? Sthey of anthropology looks into
making the “normal” behaviors strange to disseat, see beyond its normalcy and look
for meaning. As part of the field of anthropologyactice theory is conceptualized as the
study of all forms of human action as shaped byecdrand reshaping context (Ortner,
1984; Rosaldo, 1984). Practice theory demandsiek‘ttescription” of a particular
behavior's meanings as shaped in its full cont®ddrtz, 1973), and a deep cultural
analysis of lives shaped through interactionswahig us to imagine alternative
interactions and specific shifts in opportunity @« (Pollock, 2008). In this
dissertation, practice theory has helped explaartterrelated relationship of system
(i.e., classroom) and everyday behavior thatlethe lived experiences of first-
generation doctoral students of color, and theerpretation of and reaction to such
interrelated relationship. Practice theory consdeo questions. How does system
shape practice and how does practice shape system?

How does system shape practice? An inquisitive examination of a system gets to
the core of what is not happening that should lpgpéaing. This kind of examination has
shifted from what can be seen, felt and done, tatwthibits from seeing, feeling and
doing; critically questions “why this one and nioat one”; and what alternatives are
disabling people from seeing (Ortner, 1984). Me{1&93) conducted the case study of

Shane, an elementary student whose samaolehim become a learning-disabled
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student. The purpose of the study was to find ttbe clarity of social facts such as
‘intelligence’, ‘deviance’, ‘health’ or ‘iliness’r@ produced from the ambiguity of
everyday life” (p. 243). The study showed that fabtacts of the school system are
constructed in the practical work of educatorseirt person-to-person and person-to-text
interaction” (p. 245). In the analysis, Mehan exptba “way of showing how routine
practices of educators as they carry out theiydadrk constructed a ‘handicap’ student
by tracing one student’s case through the spediadation referral system—the referral,
educational testing, and placement testing” (p)245

Three major findings led to the system shapingtmes that eventually made
Shane a learning-disabled student. The firgtgitutional construction of identities
which is educators’ work as being repetitive anatiree bureaucratic practices that
structure students’ educational trajectories dseeiducational opportunities or
educational missed-opportunities. Secondmguage as constitutive activitghane was
naturalized as a learning-disabled student by edabkator’s language and disposition
(i.e., psychologist, teacher, and parent). The Ipsiggist talked about Shane from a
formalized, authoritative, and psychological pecspe. The teacher talked from a socio-
cultural perspective (i.e., how Shane performsydaithe classroom), and the parent
talked from a historical perspective (i.e. how Shdoes his homework and interacts at
home). Thirdprevalence of the psychological idiaominated in the decision-making
situation suggesting a relationship between whppéas in a mundane everyday social
situation and an important aspect of social stmect8o, the voices of the teacher and of
the parent, two voices that expressed a more densdirect observation of Shane, were

shadowed by the psychologist’s voice that is autiibre and spoke from an indirect
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observation of Shane’s academic performance. fnstiidy, Shane’s school (i.e., the
system) is structurally defined by everyday languagd interactions (i.e., practice) that
assisted in labeling him as having a learning diggbUnchallenged routine behaviors
and unchallenged consensus among a team of edsigagitably discounted any other
possibilities for understanding Shane’s academifopaance, thus producing a learning-
disabled student.

Positioning the focus of another study, was the single abebfvior investigated
within a group of elementary students’ readingwigti McDermott, Gospodinoff, and
Aron (1978) claimed that context is a behavior tedbrmulated and organized by
members of a group in four different concerted waysvords or gestures; in form or
position to respond to what's going on; througlesybeople use to direct a conversation;
and by holding members accountable for continumngays consistent with the context.
Together, the four facets of context can lead agf people to pay attention to their
behaviors and how they came to organize the canteat McDermott et al. (1978)
looked at concerted acts within a single behaviarn effort to be consistent in an
environment. They used the example of a teachdimga group reading. A teacher
directs a student to look at his book which vegbdrmulates what the student needs to
do. The teacher says, “sit-up and face your desdtting rules and postural behavior.
These become indicators for the other studentslimaf to be consistent with the context
of group reading. The student responds to the &anid positions himself to join in the
reading assignment, and in turn further sets behnavmarkers for the other students.
McDermott et al. concluded that it is necessargetermine the adequacy of any

description of the form and content of a concelteldavior in terms of whether it is
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formulated, posturally positioned, or oriented aisdd to hold members accountable for
certain ways of proceeding. Similarly, Geertz (19d8scribed this as a “thick
description’ of a particular behavior as holdingajrsignificance within a structure is
necessary for a deep analysis of what's going prv)(

How does practice shape a system? In order to explore this question, there are
two considerations Ortner (1984) revealed. The i&rfow practice reproduces the
system. Second is how the system may be changprhbiice. Frake (1975) explored
cultural rituals of entering a Yakan House, inhadhiby Yakan Philippine Muslims in the
island of Basilan. Frake investigated the socitdraction between the outsider (i.e., the
guest) and the householder (i.e., the Yakan owhtrechouse) through a set of
hierarchical rules to penetrate the house and teemathin the physical space of the
house. The researcher reported the Yakan houst jast a space, it is a structured
sequence of settings where social events are elifiated by the outsider’s position, the
positions the outsider moved through to get thieee, from the porch to the foot zone of
the house), and the manner in which they made tmoses. Second, formality is a
dimension defining social events that occurrechenliouse marked by the degree of
penetration required for the outsider to reachr theiting. Third, formality is a dimension
of social events in all cultures, but there aréedénces not only in the number of
differentiations of degree of formality but alsotie way different kinds of events are
positioned on this scale.

Frake also reported rituals to enter the Yakan ésbhsted when: certain signals
were demonstrated by either the householder coubsder; when usual guests arrived at

the Yakan house it called for immediate entranod;wahen unscheduled guests with
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particular status arrived, they too, were immedyateelcome to enter the house. While
“daily routines of householders freely pass withjyatholding] rituals, it was the
ambiguoudvisits] where house entrance etiquette becamayaokdefining
formality...and not simply a reflection predeterminedormality where moves became
complex and their outcomes informative” (Frake,3,97. 224). This means that
ambiguous visits—visits with rules and rituals—ufegenew experiences resulting in
“seeing” house-entrance in a different way, whepasletermined visits which were
typified by every day, traditional rules kept visg experiences the same, unchanged,
and uninformative.

Using the exchange theory, Rosaldo (1984) expltredlongot population in
Luzon, Philippines and the process of grieving dlaerritual of a headhunter’'s rage. The
headhunter’s rage is not the focus of the studiierat is the role rituals played in
everyday living. Some would agree that ritualsaveay of exploring and learning the
history in a given culture. But, “do rituals alwawveal cultural depth? Cultural depth
does not always equal to cultural elaboration aodls do not encapsulate deep cultural
wisdom” (Rosaldo, 1984, p.20). Rituals are lorapging acts consistent in a culture
resulting, more often than not, in anticipated outes.

Frake’s and Rosaldo’s work bring insight to eduaraai rituals (i.e., teaching
students, and student recruitment) that createsasi@in a certain culture or status.
“Rituals are a form of practice, and to study teproduction of consciousness in the
processes of ritual behavior is to study at leastway in which practice reproduces the
system, and ways in which educators are shapeddgrdorse rituals” (Geertz, 1973;

Ortner, 1984, p. 154). Culture is unique, compéed multifaceted (Jacob & Jordan,
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1993), and going deeper requires pressing for h@oeurate information about the
everyday interactions among the people (Pollock820

These studies are rooted from an anthropology mepeaghich require months,
more often, years of observing people who livevery day in a particular culture. It is
through these observations-with the researchersaglisong as the observer-that practice
theory plays a critical role in investigating patte and sets of behavior in people in a
culture. In this study, participants were posiédras the primary investigator of their
own environment to unpack their experience as-festeration African American/Black
and Hispanic doctoral students. As primary invedtigs pursuing the doctoral degree,
practice theory framed actions that created aicectdture and action that recreated the
culture for the underrepresented population.

Summary of Conceptual Frameworks

African American/Black and Hispanic first-generatidoctoral students examined
ways being resilient in the face of difficult siticms was necessary to their experience in
the doctoral program. Practice theory emphasizgdahavior (including resilient
behaviors) by looking at specific interactions treahinded, shaped or reshaped the
student’s experience as first-generation doctdralent of color. An examination of the
student’s reaction to and influence on the envirentmvere examined in order to keep
the integrity of the interrelated relationship ehlavior shaped by the environment and
simultaneously the environment reshaped by behawbirle resilient theory and practice
theory focused on the person’s own behavior and teaction to others as it may shape
the environment, symbolic interactionism focusedl@mmeaning attached to things and

relationships. The first-generation doctoral shid# color tried to make sense of his or
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her world in the doctoral program by reflectingtbrir day-to-day, raw experiences and
dissected meanings attached to these interactoseme way, the conceptual
framework functions to first critically examine wtha happening in the environment
before placing meaning to the experience. The quoeéframework captured the first-
generation doctoral student of color to symbolicaiterpret their experience through the
reciprocal relationship of behavior with the doelgsrogram environment. Figure 1 is an

illustration of the function of the conceptual fraworks.
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Symbolic interpretation of the First-Generation Doctoral
Student of Color reacting to the reciprocal relationship of

behavior and environment

Figure 1: Conceptual framework of symbolic intei@uism, resilience theory and

practice theory



Chapter 3
M ethodology

Review of the Study

The study investigated the lived experiences st-fijeneration doctoral students
of color through the reciprocal relationship of Geior and environment wherein one
influences the other. Participants told storiespscific meaningful relationships that
occurred in the broad environment of the doctoragmm and shared their reaction to
specific interactions in an effort to make senstheir experience during the course of
the doctoral program. Even though the populatios fivat-generation and persons of
color, the study discovered distinct experiencesragreach doctoral student.

As previously mentioned in chapter one, the maiestjons of the study are:
What are the experiences of first-generation Afriéanerican/Black and Hispanic
doctoral students during their educational jourtteyard degree completion?
Specifically, the study examined:

(1) In what ways do first-generation doctoral stutdeof color find their
experiences shaped by the educational environmieite working towards degree
completion?

(2) How do first-generation doctoral students dbcshape the educational
environment in which they are pursuing their doakolegree?

In these exploratory research questions, behaungeavironment are interlinked
to gain an understanding of the doctoral studemfserience. The active engagement of

behavior and environment were investigated thraughalitative study using symbolic
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interactionism, resilience theory and practice tiieés methodological lenses and
theories.
Qualitative Research and M ethodology Approach

A qualitative approach to this study was besteslLio explore the nature of the
guestions based on the participants’ views (Crds2@08), and “provided alternatives
for describing, interpreting, and explaining theiabworld and the operation of
educational phenomena...[and] contributed to theeadit portrayal of a complex,
multifaceted human society” (LeCompte, Preissl&,eé&sch, 1993, p. 28). Qualitative
research relied on the participants as the authibvecstory and the researcher as the
consumer of that storfgymbolic interactionism, resilience theory and picactheory are
the methodological lenses and theories for explomeaningful interactions between
human and object within an environment, considenr#ality in social interactions and
see the participant and the environment influenoimg another. This method captured
lived experiences of first-generation doctoral stug of color in specific settings within
an educational environment.

Context

Research Site

The research site is a four-year university locateSouthern California. The
university has a full-time enroliment of a little@der 7,800 students including
undergraduate, paralegal, graduate and law studgmésSchool of Education is the
second oldest department at the university, whieuniversity is one of the youngest

among its neighboring campuses.
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The Ph.D. Leadership Studies program is one of poograms in the School of
Education and offers five specializations includabligher Education Leadership
specialization, precisely the context in which plagticipants were gaining the degree.
The program has a strong international focus dgiarstrong international student
population in the Ph.D. Leadership Studies progtarthe last five academic years,
African Americans/Blacks and Hispanics receivedigantly less degrees from the
Leadership Studies Ph.D. and Ed.D. doctoral progrdwan White students. The program
is predominantly attended by White doctoral stusletatught by a faculty that resembles
the majority of the doctoral student populationthbof which are a reflection of the entire
medium size campus. The doctoral program doekewey a record of admitted students
identified as first-generation status. Therefares unknown how many apply and enroll
in the doctoral program.

Participants

| recruited participants using a purposeful homegers method to meet specific
characteristics which were first-generation, Afnicamerican/Black, and Hispanic.
Because first-generation doctoral students of calerunderrepresented at the doctoral
level, it became apparent that a snowball recruitmeethod was necessary. A snowball
recruitment means | asked for recommendations ctiodal students fitting the intended
characteristics under investigation. Ultimatelyedruited and interviewed four first-
generation doctoral students of color enrollechengame Ph.D. program.

On the recruitment form, participants self-idesetifias a first-generation college
graduate described as neither of their parentarighifour-year college degree.

Participants also self-identified as either Africamerican/Black or Hispanic. As a
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result, the study investigated the lived experierafgfour doctoral students who
volunteered; three males and one female. Two nvedes African American/Black and
African. The other male identified as biracial; N0 American and White. The one
female in the study identified as Latina.

At the onset of the study, participants represeatazh year of the doctoral
program and had more than one semester of doexypakience. Despite the difficulty to
recruit these doctoral students, collectively thegyresented an array of different
personalities, and personal and professonal experseadding richness and complexity
to the study.

Design of the Study
Narrative Inquiry

Narrative research uncovers the story of partidgas it happens within the
context of everyday life, and promotes the voicearticipants that is normally not heard
(Creswell, 2008). Narrative inquiry allows the rasdher to explore an educational
problem by understanding the participants’ expeesras they narrate them (Creswell,
2008) and investigates ways they experience th&dwGonnelly & Clandinin, 1990).
Accordingly, the study investigated educationalexignces of an underrepresented
population in an education setting and highligreadh participant’s experience. To meet
this intent, a narrative inquiry was well suited fioe study. Participants were involved in
interviews and journal writing to give a rich daption of their experience as first-
generation doctoral students of color enrollechensame Ph.D. Leadership Studies
program.

Method
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Interviews. Interviews provide an exchange of informationassn two people.
Interviews are a practical form of collecting déEonnelly & Clandinin, 1990; Creswell,
2008) and are at the heart of social science rels€¢asterberg, 2002). Interviews are
helpful in learning in-depth information aroundo@itc and describe the meaning of
central themes in the participant’s life experie(Melenzuela & Shrivastava, 2007)
Interviews give one-on-one attention to the pgraait during the entire process and time
is dedicated to learn about their experiencesidjaants in this study were interviewed
twice and participated in journal writing over aipd of three months.

First interview. The first interview was open-ended and semi-stined. Each
participant engaged in a face-to-face, one-hourmum interview consisting of ten
guestions. The goal was to learn about each af &x@ieriences in the doctoral program
focusing on specific interactions with others tivate significant and consequently
shaped the experience.

Second interview. The second interview was scheduled about onehadter the
first interview. In this interview, | reviewed theanscription from the first interview and
participants adjusted or confirmed any part ofttaascript. During this interview, we—
the participant and I-re-engaged in an active caat®n unveiling more information
about the participant’s experiences in the doctoragram.

Journal writing. Journal writing was the second form of data coibector this
study. Journaling is a tool for collecting data asdists participants to draw reflection
that may be occurring in a specific space (Conn&lylandinin, 1990; Creswell, 2008).
Each participant documented experiences about atdssties, and classmate and faculty

interactions to help think about what was currehtippening in the space (i.e.,
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classroom, faculty office, the dean’s office). Tgeaticipant closely detailed how their
behavior and someone’s practice (i.e., a facultyyl@ssmate) came together in a given
environment to make sense of that particular egpes.

Journaling began immediately after the first inteww Journaling persisted for
about three months using Google Documents, a téagmtool that allowed participant
to “bring” me into the journaling world. A documents created specifically for each
participant and | directed the participant to usedssigned platform to journal. The
participants were not able to see each other'sygar The Google Documents tool
allowed both—the participant and |1-to read andensit a single-shared document at the
same time. Additionally, reflections from the joalnvere at times discussed during the
second interview.

This interactive, dynamic experience allowed martmediately prompt the
participant to “say more” rendering him or her tother clarify their thoughts. This
unique interaction fulfilled the notion that in naive inquiry the researcher and the
participant collaborate, and the researcher agtieegjages the participant as the story
unfolds (Clandinin, 2006; Connelly & Clandinin, 19%reswell, 1998). As told by each
participant, data from the interviews and journakivwg brought richness to the study.
Narrative Analysis

Narrative analysis is an examination of how peaplestruct their self-account
(Burck, 2005). Restorying is the process of gatiteand analyzing data, looking for key
elements and then begin the writing process tdl teestory from the narrative
inquirer’s interpretation (Creswell, 2008). Tabldl@strates the Three Dimensional

Space Narrative Structure defined as interactiontiguity and situation providing
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guidance for restorying (Clandinin, 2006; Clandi&it€onnelly, 2000; Creswell, 2008).
For the purpose of the study, the table providbayger picture of the participants’
stories by gauging the people involved in theirexignces that occurred in the present
and the past, and by listening to how these expeggdetermined future experiences.
Because the stories represented the present,rmhfitare, they were naturally linked
together which were central in learning about tagipipants’ background.

Table 2: Three Dimensional Space Narrative Strectur

Interaction Conlity Situation
Personal Social Past Present Future Place
Internal Existential Remembere  Current Implied and Context,

conditions, conditions in d stories and stories and possible time and
feelings, the experiences experiences experiences place
hopes, environment from earlier  relating to and plot situated in a
aesthetics,  with other times actions of an lines physical
reactions, people and event landscape or
moral, their in a setting
dispositions intentions, bounded by
purposes, characters’
assumptions intentions,
and points of purposes and
view different
points of
view

Note. Adapted from Clandinin and Connelly (200@¢dibyCreswell, J. W., 2008,
Educational research: Planning, conducting, andlesting quantitative and qualitative
researchp.521Copyright bySage Publications.

Data collection and data analysis were reviewedibaneously. During data
collection, I analyzed and tested emerging thergasat subsequent data. In qualitative
research, data collection and analysis are confhiriten inductive strategy where coding
begins and themes emerge (Creswell, 2008; Esterb@0g). An explanation of the

interview and journal analysis, including the teiue for memoing, is presented in the

next section.
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Analysis of interviews. A total of eight interviews, two per participantere
recorded and transcribed. Each transcription wasety examined to capture the
participant’s experience. In order to do that, mawcted two coding techniques to gather
major themes of interaction, continuity and sitoatithe three components of the Three
Dimensional Space Narrative Structure. Capturingpnthemes is very important to
understand the experiences of the participant (@#s2008) including similar and
different experiences. The first coding was in voaaling, which means “in that which is
lived”. In vivo coding required capturing sayingsammments by placing quotation
marks around significant experiences. These expezgewere targeted based on the
participant’s inspiration to share them. Patterdicg was the second technique used.
When common quotes or experiences fell into theegaath, pattern coding was helpful
in grouping them into themes, sets or construdie. doding process was a long process
requiring patience and, as cited by Saldafia (20@8d thinking.

Analysis of journal writing. Journals were analyzed similarly to the interviews
and supported themes that emerged from the intesvidournal writing was the only
medium where participants discussed being resiiretite program. In this regard,
journal writing was crucial in understanding howdawvhen being resilient emerged
during the course of the doctoral program.

Memoing. Memoing is a technique that adds to the credibdity trustworthiness
of qualitative research and evolves as the resgaodeeds (Groenewald, 2010). There
was a lot of data captured through interviews andrjals. The data was abundantly rich
but it was also overwhelming making it difficult heake sense of it all. For this reason, |

wrote memos to reflect on and make connections thigltdata to achieve a deeper
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understanding of the participant’s experiencettegbdown notes, questions and ideas to
expand the data presented in interviews and josirRading so provided more insight and
developed the dialogue during the second intenaed/during journal writing. Writing
memos was also helpful to intercept any persoradlg biases or values that may have
interfered with data interpretation.
Limitations

Generalization

Narrative inquiry is specific to the participang€gperience in a particular time
and place. Therefore, generalization cannot betaddp describe the experiences of all
first-generation doctoral students of color indakttoral programs. Additionally, the
structure for narrative inquiry was framed by athdimensional space of inquiry which
includes interaction, time and space. In other wotlde participant told their story based
on personal and social interactions related toragpdar time (i.e., past, present, future)
within a certain context or place. Participantsev&frican American and Hispanic, male
and female, with different professional experienaed some were parents, others were
not. These differences make a difference in the thvaly experiences are interpreted. As
a result of the study as narrative inquiry, papagits of this study cannot be generalized
by experiences of students pursuing a doctoraledgeigr Education and with those
sharing the same characteristics. In fact, naeatiguiry is based on capturing stories
unique to the participant to better understandddyah of that experience.
Positionality and Reflexivity

Positionality and reflexivity are human traits tlaa¢ expected to play a critical

role in the researcher’s own experience. As humasearching humans to gain a better
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understanding of life around a specific topicsinearly impossible to maintain a
polished objective view. As a researcher, my paosiis likely to influence the study
because | identified as first-generation and agreds color, and furthermore, | “lived”
the very topic the study investigated. | had t@b&re of my position as a researcher,
and needed to report the truest form of the studyalysis.

On the other hand, the researcher and the paticipaerked collaboratively
where the two created a shared narrative construaid reconstruction through inquiry
(Clandinin, 2006; Connelly & Clandinin, 1990). | svanvolved in the world of the
participant during the narrative inquiry procesg] ¢ghen left that world in order to retell
the participant’s story in the most truthful, mesgful way. Positionality became a living
reminder of “self-checking” during the researchqass by distinguishing what is
subjective versus objective view. My position astfgeneration doctoral student of color
is bounded by views, beliefs and biases that shdpeday | interpreted the study
(Creswell, 2008). As the participants were shatiregr story, | related to many of the
things they said while | also did not relate toastBxperiences. My personal background
and experience became evident throughout the stAdya resultmy position and

reflexivity were reminders that this was not myrgtat was their story.



Chapter 4
Results

The study explored lived experiences of four Afnidemerican/Black and
Hispanic first-generation students in the doctpraram. The doctoral students gave
insight to raw, day-to-day experiences often latiouched. This exploration was made
possible by placing doctoral students as the pgnmarestigator of the environment and
becoming an active participant in their own expere The study’s two research
guestions were:

(1) In what ways do first-generation doctoral stutdeof color find their
experiences shaped by the educational environmieite working towards degree
completion?

(2) How do first-generation doctoral students dbcshape the educational
environment in which they are pursuing the doctdesjree?

Through the conceptual framework of symbolic intéanism, resilience theory
and practice theory, | conducted interviews angsued participants in journal writing
to explore the research questions. Therefore gbats presented derived from several
months of interviews and journal writing. The stutBsign was a narrative inquiry which
gave voice to a population not usually heard. Thapter reintroduces the conceptual
framework of the study, discusses the doctoralesitg] identities as first-generation and
persons of color, explores the first and secondamef questions, followed by a
description of their resilience, and concludes witummary of the chapter. Altogether,

this chapter narrates some of the experiencesuofdoctoral students of color who are
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first-generation graduate students; the first girthmmediate family to earn a college
degree and enter a doctoral degree program.
Review of the Conceptual Frameworks

Together symbolic interactionism, resilience theamng practice theory formed
the conceptual framework and provided a way to latoind interpret the study.
Symbolic interactionism asks researchers to seanmg in interactions to explore how
interactions helped students construct their “sglue the doctoral program. | used
resilience theory to examine behaviors exhibitethendoctoral program that buffered
adverse experiences. Resilient behaviors, by waerdonal and professional
experiences, emerged as graduate students disahsseexperiences which were part of
my curiosity. Practice theory is two-fold. Praetiheory focused on the interconnected
relationship of the doctoral programs’ practicemhg the students’ experience and the
students’ experience reshaping the doctoral progfdm second research question relied
on the doctoral students’ ability to communicatevhib at all, their response or reaction
to particular experiences reshaped the doctorgrpm. With this conceptual
framework, | learned about doctoral students’ dagdy experience nestled in
meaningful interactions during the reciprocal rielaship between behavior and the
educational environment. That is, the two, the geend the environment, are one-a
person is not seen separate from the environmemhich they are placed in, rather they
are seen together. Examples of doctoral studeatly experiences included meeting
with the academic advisor, conversing with clasgsat or out of the classroom,
engaging in group activities and working as gradaessistants. As a result, | was

interested in specific examples of interactions dw&urred in the doctoral environment
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and asked the graduate students to dissect thtesaations to find meaning in them. In
sum, the conceptual framework assisted first-geioerdfrican American/Black and
Hispanic doctoral students to discuss meaningferactions, interpret these interactions,
and make sense of their “selves” in these intevastivithin the context of the doctoral
program.
Narrative Analysis Results

Data Sour ces: Interviews and Journals

During the period of several months, four first-geation doctoral students of
color shared their experiences while pursuing ggree. They engaged in two
interviews. The first interview included ten quests and was on average an hour and
half in length. | inquired about their personalntes as first-generation and persons of
color as well as how, if at all, their identitigsaped their experience in the doctoral
program. Appendix D lists the questions asked dytte first interview. Approximately
four to six weeks later, doctoral students engagedsecond interview guided by the
content of the first interview and sometimes bycabatent of the journal, at which point |
asked clarifying questions. The length of timetfoe second interview was equal to, and
at times, longer than the first interview. Appen#ixists examples of interview questions
| asked and answers the participant provided duhiegnterview. After the completion
of the first interview, participants began to wij@rnals about the doctoral experience.
Participants were encouraged to journal at freg lauit for the most part, they were
reminded to visit their journal platform and promgto answer a few questions.
Journaling continued for nearly three months. T&blists questions asked of all

participants, of which not all questions were addeel by participants. The following
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data and analysis draw mostly from the intervieoviell the story of participants
navigating the Ph.D. Leadership Studies program.
Introduction of Findings

Through four main themes, the chapter represemtsi@cusses the experiences
of doctoral African American/Black and Hispanicdgats whom are all first in their
family to have gained a college degree. The docstualents differently interpreted and
reacted to the four emerged themes making theeréxpces somewhat unique from one
another.

The first theme idirst-generation status: an unspoken identithe participants
talked about first-generation status as being yatsicussed which made personal
interpretation difficult to put into words as ifated to the doctoral experience. Troée
of languagewas the second theme. Language was interpretediirdfstinct ways, yet
related to participants’ cultural background. Speally, language was a representation
of the participants’ home culture and facilitatbd tlegree to which they integrated into
the doctoral program. The third theme wasticipation in classroom conversatians
Participants discussed how they balanced expestattbe involved in and disengaged
from classroom conversations on topics of racedgersocioeconomic status, religion
and sexual orientation. The last theme sggporters as agents of information and
opportunities All participants exclaimed being supported by onseveral persons and
were given a variety of opportunities.

The findings also illustrated four different ex@arces with individual reactions to
the experience that reshaped a policy or a praictittee doctoral environment. The

varied experiences included a reaction to the eoewaluation; professors’ grading and
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teaching practices; defining financial support; andovering determinants for staying in
the program. The findings demonstrated that a ah@&ngractice was due to a unique
position of the doctoral student and the relatigmsine doctoral student had with one or
more administrators.

Being resilient became evident through personalpaotessional experiences,
characteristics they held, and how they understbhenhselves as they fought against or
avoided difficult interactions deemed unique tartlke&periences as first-generation
African American/Black and Hispanic. They individlysshared what they had to do in
order to make the program just a little bit moreamiagful and doable. The strategies
they adopted included finding a balanced spacgngbn oneself, being mentored, and
establishing a connection to avoid future misundedings.

Participants

The participants were doctoral students from timeesenstitution seeking a Ph.D.
degree in Leadership Studies. As might be expentadioctoral program, each
participant was progressing at a different paceudn the program. During the first
interview, participants were given the option teesea pseudonym. When the option was
deferred, | selected one for them. Table 4 repteseprofile of the participants.

Cesar. Cesar was an international student from a remditegei in Africa. He was
approached and recruited by a representative afdbtral program during a conference
in England. As a former faculty in his home coun@gsar was an experienced scholar
whose work is published in several journals inahgdhe Journal of Educational Action

Research, Higher Education Quarterly, Teaching Eiime, and Critical Education
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Policy StudiesAt the time of the study, Cesar was in his seqgat of the Ph.D.
Leadership Studies program.

Monserrat. Monserrat was an alumna of the University of Catifa in the
southern region of the state and gained her credeiat the same institution she is
pursuing the doctoral degree. While pursuing hedentials, a law professor encouraged
her to pursue a doctoral degree. Monserrat ser/as alementary principal where the
majority of the teachers are Hispanic and the stisdare English learners. At the time of
the study, Monserrat was completing her fourth yedine Ph.D. Leadership Studies
program.

Reyes. Reyes began the Ph.D. Leadership Studies progrartiysafter he
received his master’'s degree. During the mastedgram, Reyes befriended someone
who was at the time pursuing his doctoral degrem fthe same program where Reyes is
currently enrolled. Their relationship and theusof the program were responsible for
Reyes’ decision to attend this particular doctpragram. At the time of the study, Reyes
was at the end of his third year and a graduaistassin the division of Student Affairs.

Brendan. During the study, Brendan had concluded the fiestryn the Ph.D.
Leadership Studies program. He was also a recipiethie bachelor and master’s degrees
from the same institution he is pursuing the dadtdegree. This two-time alumnus
served in the military for several years, is abea@t a middle school and his partner is
steps away from defending her dissertation fronstrae doctoral program. Brendan
was persuaded to pursue the degree by mentorsnetiRhaD. degree holders, his
partner’s current doctoral degree quest, and tharastrative career position he seeks to

gain.
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| dentities as First-Generation and Students of Color

Even though they shared the same characterigtesdentities as first-generation
and student of color were intimately upheld ineliént ways. Cesar, Monserrat, Reyes
and Brendan expressed what it meant to be firstémgéion and a person of color as
doctoral students, and consequently gave a deseript how they independently saw
themselves.

Each participant was familiar with the first-gertera identity and clearly spoke
about it. Being first-generation was interpretedour different ways. For Cesar, it meant
family always discussed the importance of educafmmMonserrat it meant breaking the
cycle of families who were not college educatedohtalso meant enduring a lonely road
in education; for Reyes it meant being remindedarénts’ knowledge of and support
through higher education looked slightly differémm other students; and for Brendan,
it meant previous experience in higher educatioderthe experience at the doctoral
level a little less confusing. Participants’ intexgation of the first-generation identity
came from talking about their family or while remaening some aspect of their earlier
years in higher education. These divergent intéaficss of the first-generation identity
provided insight into their journey up to this poim higher education. Consequently,
participants shared a pattern in that they werali@mvith and understood their identity
as first-generation.

The participants could not describe the identibierst-generation and student of
color together even though the statement was, ‘fiielabout your personal identities as
first-generation student of color.” As studentsolor in a predominantly White

institution, they spoke from a place of being ohée few students of color. As one of
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the few, Cesar expressed the need to connecthatietwho resembled him, and Reyes
dissected what it meant to be both halves—Mexicareican and White. Monserrat and
Brendan recognized the doctoral program as haewgif students of color and as being
one of the few students of color. What follows fanar different interpretations of the
first-generation identity separate from four divemginterpretations of their racial
identities. The analysis came from the first antbse interviews where they were asked
to describe their personal identities as first-gatien and student of color. Figure 2
illustrates the participants’ interpretation ofithdentities as first-generation and student
of color.

Cesar. Cesar attended a college over 300 miles away fisrhome village in
Africa. His parents were illiterate and unfamih@ith higher education. Still, Cesar noted
that his father strongly believed in the value dfieation. In the first interview, Cesar
shared:

I’'m the first in my family to go to college/univetg... My father always

used to talk about education, the value of educatite believed in going

to school. Apart from my family’s investing in mycation, | also

invested in my education. My personal effort wasyweally important.

It seemed Cesar was surrounded by the importangettiig an education even though
his parents did not pursue a similar path. Hisdathlked about school, doing well in
school and studying hard. Because of his fatherhttme environment emphasized
nothing more than to go to school and be educ&esgar believed in his father’s vision.
So, to do well in school, Cesar focused on hisggnand resources. He reported that his

father's and his personal efforts were “really thve things which made me focus on my

studies”.
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Cesar self-identified as African American on thervegment profile sheet for the
study. During the entire first interview, the quess inquired about his experience as
African-American. However, | needed to be sure tltaptured his identity properly due
to the way he answered questions in the first vigr. It was important to make this
clear to accurately describe Cesar’s journey irdthetoral program. At the start of the
second interview, | asked:

OK, the first question | have for you is, how dauydentify? Do you
identify as African American or African?

Cesar responded:

| think African.Because I’'m going to become American, so | thirk th
proper word is to identify me as African.

Cesar’s foundation of self was deeply rooted ingtisicity, race and language
accent. Ethnicity, race and language accent wireat in adjusting to the program
environment both socially and academically. Cesdestities were even more
prominent in the predominantly White American doatgrogram. He consciously made
connections with those who resembled him. He pwigagpproached other Africans to
be close to his identities:

These are really very important. This notion ofitky is very important.
You always look forward to something which is velgse to you. For
example in any setting, in every occasion, youdrgonnect with people
who are very close to you.

Being someone from Africa, the nearest person #®iswere in the
United States, either someone who is from Africa@neone who has
descendants of Africa. | try to connect with somewmo had this
connection, African connection. The idea of rat¢kenieity or whatever,
it's really very important. | try to connect witesieone from Africa or
descendants of Africa.
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It's not because we have the same color, or whatéadvays think the

geography or the history makes us very close, sltheesame identity,

have the same identity and the same love. You asityeget along well

with all those people. | always think moresater zone we’re with this

people other than with other people.
Cesar is from Africa, is dark-skinned and speakséd English. The three most
prevalent identities—ethnicity, race and languag&evehallenged in the doctoral
program environment. As a new student in the datfmogram and in an effort to
maintain parts of his identities, Cesar soughttonect with those with similar
ethnic/racial background, Black and African or A& American doctoral students.
Connecting with those who physically resembled hias an attempt to integrate into the
doctoral program environment. Cesar was siftingugh a population of doctoral
students predominantly dissimilar to him to conmveth a population so few in numbers.

Monserrat. Monserrat was breaking cycles at multiple levelker life,
including in her family and community. She is niegdrwith two young children. She
completed two degrees—a bachelor and a master'ssam@ursuing a doctoral degree.
She also owned a house. More importantly, she weeking the cycle of poverty. In the
first interview, she noted “If you're first-genei@t that means you come from an
impoverished background.” But, while she was bneglthe cycle of poverty, Monserrat
noted the road up the educational ladder as velydoy first describing her mother’s
outlook on the doctoral journey:

Their parents [classmates] are coming to see tedemse for proposals

and my mom is, ‘Why are you still in school? Youatd! in school? What

are you doing? Doctorate, are you going to be #otiolike medicine? |

thought you were in education.” There are a ladhose kinds of

guestions. The way it's played out for me is mdréke the parental

support, the parental understanding; the familyeustanding is very
different. | went to a couple of proposals and ptrevere there. |
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wouldn’t invite my mom; a) she wouldn’t understdmetause of language;
and b) She wouldn’t understand because of the pbrdel don't
understand how you’re a doctor without having a icediegree.’

Continuing with the first interview, Monserrat remieered this moment in college
because it remained true as a doctoral students&@te

There is not a lot of diversity in my group. Théettwo Latinos have
dropped out. There is no African-Americans. TheeeGhinese guy. |
don’t feel like I've made many friends. | am friendith them on
Facebook and they’re going out and doing stuff, lamdike, not only
was | not invited, but | don’t really participate.

| don’t know if | can attribute that to me beingtire, but | also know that
| don’t work on campus. So | get to class and tvemptly leave because
| do have a family to go to, and sometimes theyhiltgs where I'm like,
‘I'm working. | know you guys don’t work, but I'm arking.’ | think

that’s a big divide more for me than anything elsa.working full-time.

| have a family to go home to. You all don’t, ahethas shaped very
different experiences, | think...

Again, if I go back to my bachelor’s degree, gushs had to work full-
time. | did. My college experience has always beam of a lonely place
because I've always had to work full-time. | caafford having my father
paying for school. | can’t afford to just say I'migg to be a research
student or anything like that. That’'s mostly hois ghaped itself in the
Doc Program.

During the second interview, | reviewed the lonfelgling she described and its
relationship to her identities. She remembereddhewing story from college which
also held true as part of the doctoral journey:

My God. | wish | knew who it was because | wouldddo talk to that
person as an adultwas feeling really bad at 18. Again, I'm livinga
dorm as the only Latina. I'struggling with classes where I've always
been a straight A student and I'm working fuie for the first time in my
life. Not looking like anybody, not all of thoseiniys.| asked for help. |
asked for a counselor. | got a session. | wentwhkie the worst [f-
word]... | don't know what | expected. Let me teluythat. | guess |
expected someone to tell me it was going to be .dkésj was so not
helpful. | never went back. | actually left. Sortystill hurts. There's no
help to say, ‘Hey, we're all feeling this way.’drdt even recall what he
said. | just remember thinking, ‘God, you're sovig+d] cold. You're not



78

even trying to get into this here.” As a teenager thinking, ‘I don't want

to be here anymore.’ That goes back to the whalidierce of you're in

college and you want to finish college but no onereold me this is how

this could feel. That feeling comes up into oussks of, ‘Hey, guess

what? You're the only [one] again working full tim8orry, it just

triggered that memory of being vulnerable in frohthis man [the

counselor]. I think what | needed wasn't counselihggas someone to tell

me it's going to be okay.

Monserrat’s lonely journey was strongly relatedhéo identities as first-generation
doctoral student of color and is a running themiiwiher journey and in this study. It
was related to parental understanding (or lackethf¢rand working full-time. As a full-
time employee, Monserrat was rarely on campusteraoct with classmates and faculty.
Working full-time was a responsibility she had taintain during her entire tenure in
higher education. This responsibility was non-nedpé¢ and made it difficult to
maximize her experience in the doctoral program.

Reyes. The first-generation identity was an unfamiliaimeio Reyes until
recently which explained a weak connection to tlemiity. But, as he reflected on his
high school and college years, he became awareaéiéntity’s limitation. This
limitation was evident when classmates discussegd warents helped them to and
through school. In the first interview, he shared:

It didn’t occur to me that | was first-generatiomtil was in my master’s

program. It became evident to me that there isarlot about the college

experience that they [my parents] are aware ahdtances where I've

heard other people talk about their parents garsghool, it occurred to

me that, ‘Wow, they believe my parents helped rger#é it out.’

Reyes is biracial. He is Mexican American and WHite looks White and has

been perceived as only White even though he setitifled as both Mexican American

and White. Because of his skin color as being wduite perceived by others as White,
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Reyes was aware that he passed as White. Pas3tMiismeant that his physical
appearance was unguestionable as being White. WRages revealed his identities as
both Mexican-American and White, an expressiorugpsse was clearly uttered by
others which helped confirm he was perceived as&#nd thus was passing as White.
Nonetheless, Reyes’ biracial identity made him feebetween” which is difficult to
explain even though he portrayed a keen awareri¢be oomplexities of being both
races. In the first-interview, Reyes shared:

Now, more because | think I'm aware of it, | feelis-between because

I’'m biracial. As | become more aware of it ... What &atrying to say?

It's been interesting to unpack what that meansvemg’'m doing my

dissertation research on it. What does it meanltlhak White? Some

people assume that I'm White. What does that meaerms of the

privilege that | have? Even though I'm not Whitéalve access to White

privilege if | want because | can pass. Am | a persf color though? |

don’t identify as a person of color, but being bieh means that you're

somewhat a person of color. It's confusing. | dahink it will ever be

easy to figure out, but there are certainly timéere | feel like, ‘Wow, |

feel really White’, or, ‘Wow, | don’t feel Whitelt does seem to be

focused around, whether or not I'm White; not neaety whether or not

I’'m Mexican or Mexican American. | think a lot dfat has to do with not

being able to speak Spanish.
Similar to Cesar and Monserrat, and as we willvgitle Brendan, Reyes understood the
first-generation identity through his parents’ krledge of and support through higher
education. Reyes is bi-racial which made him dggtished from the other participants
and his awareness as Mexican American and Whiteaveagn of reflecting what his
identities mean to him and how others see him durartain moments.

Brendan. Brendan described his journey to college as ‘&m@an show” who

had to figure it out en route to college. Along W&y, he learned to find mentors to guide

him properly. Finding people who already knew th&tam (or the environment) was an
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important step when getting acquainted with the eawironment. The doctoral program
was no different. As a doctoral student, his idgras first-generation is described as “I
know what’'s up” and in turn does not consider hilinfsest-generation anymore. In the
first-interview, Brendan said:

So, this is my third degree. | don't see myseffrasgeneration anymore.
| had to do so much work on my... | don't wantag en my own because
| had a lot of people...I asked a lot of questiand then | got a lot of help.
But | had to ask those questions because | didmt nyone to ask them
for me initially as | was getting my bachelor’s deg, applying to college
and trying to figure all that stuff out. There wasbody to help me. My
family couldn’t [help me]. They wanted to help lthéy didn't know what
to do so | had to find help and ask all the rigitestions. | already knew
that | had to get information. | already knew, Ma got to find people
that | know that know already what to do or at tedsat not to do.’ It
was almost like I'd already been trained on howltalready knew how to
survive. | already knew how to get through colleigdready knew what |
had to do to make it work. But picking the progrgraying for it, making
sure I'm not wasting my time, that was really mofreny focus [in the
doctoral program]. | almost felt like | had...I'mtrfost generation. |
already know what's up. | already know what tesda.

Often, those who are first-generation are not aswedgeable about the higher
education culture as well as those with parents witollege degree. The way the college
environment is navigated is very different betwégst-generation and non-first-
generation students. The former is likely to febttle bit more lost because parents were
not able to share their college experiences whiddtter is prepared to encounter the
college environment by virtue of their parents’lege experiences. With that said,
Brendan spoke from a time when he did not knowctiilege environment and had to ask
guestions to be as prepared as possible to erdegedrthrough college. As a doctoral
student, he did not feel as unaware as he oncetinasas “knowing what's up” he was

less inclined to identify as first-generation imstparticular reflection.
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Brendan identified as Black and his experiencesdincation have always been as
the only Black guy in the room, meetings and offrefessional settings. In the first
interview, he shared, “Every school I've gone t@rg training I've gone to, everything
I've done there’s very few Black people so it'saamdard now, it's an expectatioit.is
through interactions with others and others’ reactoward him that reminded Brendan
of his Blackness. Because Brendan is familiar wighschool, he expected to be one of
the few Black men in the doctoral program. Infih& interview, Brendan shared:

| forgot | was Black. | haven't sat in a room araids ‘Oh man, I'm the
only Black person here’ in a long time becausesuat that that's the
case. It's not even an issue for me anymore, iit'ssue for everybody
else...'Oh man, what'’s the Black guy going to saga?’ | could care
less.

When | asked if this applied in the classroom,dyied:

Any class room, any room, work or...Because itlgagk been that case,
it's always since | left and went to college, I'akvays been the only black
person or one of a handful.

Even at [name of school] now. | wouldn't calldhs of black people but
there's more than ever before and it's still likemadful. Everybody
knows each other so that's a sign. ‘Oh, | know...Wewe...” You start
recognizing the same person. Where are the résenf? There's only a
few of you, even though you see the same peopimas. For me, |
accept it in terms of, ‘All right. I'm going to laone in terms of race, in
terms of being the black man in the room. Okaygtlit. I'm the one but
am | going to let it rule the situation, or am ligpto take advantage of it
or am | going to do what | do and let everybodgei®rry about it.’

My purpose is to get my degree and to learn antvexand grow from
each situation so but I've learned that over lifbave, it's not just college
and work. | was in the army. | was an officertisere's just as few
African Americans there.

Being in here for three degrees, | already knbeould take stock and
look back and know that at the most, there woultinmeblack people in
the class, maybe three or four in a program. daaly know that | have to
know going in that I'm the only one or one of a fawd not let it be a
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limiting factor of me excelling or be scared of gimiation or whatever.

Similarly to Monserrat, Brendan was aware of thegpam’s overall racial make-up
which emphasized his racial identity as being dnbefew. Specific to Brendan, he
mentally prepared himself that he will be amongdhby or one of the few persons of
color in class, including the entire doctoral peogr because it has been his experience
during most of his adult life.

As a group, participants illustrated a strong s@lareness of their first-generation
status by listing previous academic experiencescased with being so new and
unaware of higher education. However, at the dattewel, they did not feel as new to
higher education, they seemed to feel prepareactdd experiences that came with being
a doctoral student in higher education. The padicis were also strongly aware of their
racial background especially within a predominamthite program. They did so by
defining their selves as being of the few or ordygon of color in a predominantly white
institution. Therefore, the first-generation stagisemembered, but not forgotten. And
their racial identity was intensified as they désed the doctoral program’s racial make-
up.

Addressing the First Resear ch Question

The first research question is, in what ways dsi-fijeneration doctoral students
of color find their experience shaped by the edanat environment while working
toward degree completion? To answer this quesaisnyell as the second research
guestion, | performed two types of coding. Thetfoeding method is in vivo coding,
which means “in that which is lived”. Each partiij told their story and was given a

voice when guotation marks were placed around wandissentences that stood out in
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the transcript. | looked for words and sentencaswere important to and inspired by the
participant (Saldafia, 2013). | also looked for veoadd sentences that were
communicated frequently. For example, Monserrat bar story from a place of feeling
lonely that became a running theme in her expegienc

The second coding is pattern coding. Pattern codexghelpful in grouping
common experiences among doctoral students intogbgsets or constructs (Saldafa,
2013). By the time the third participant was intewed, themes began to emerge and |
proceeded by inquiring about them to see how mhei tesonated with each doctoral
experience. For example, participants shared hieat first-generation status was not
inquired about, not discussed, and did not comi& gpnversations. This led to the first
theme as the first-generation status as being spaleen identity. Together, in vivo
coding and pattern coding focused on the parti¢g@xperiences, permitted to deeply
reflect on salient experiences unique to eachgpatnt, and looked for common
experiences undergone by all or most of them.

As a result, four consistent themes emerged whiioeing the first research
guestion on how first-generation doctoral studehtolor find their experience shaped
by the educational environment while working towdedjyree completion. The chapter is
organized to address each theme. The themes wevameto the participants and were
discussed in some fashion making them consisteahgreach participant and shaping
their experiences. But, there were some differencédse way each theme was
interpreted and participants also described divergEactions to interactions. Figures 3

through to 8 illustrate each theme and are includeke chapter. The following explains
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the themes relevant to the doctoral students’ espeg as first-generation and persons of
color.
First-Generation Status: An Unspoken Identity

This invisible characteristic is rarely inquiredoalb or detected but exists among a
cohort of doctoral students. Participants reflecteeéxperiences in the doctoral program
reminding them of or shaping their status as fiesteration students. All participants
discussed the status was not inquired or talkedtaiothose in the doctoral program or
by themselves as first-generation doctoral studeintslor. But, participants showed
dissimilar interactions experienced in the program.

Cesar and Reyes interpreted and reacted to thetydeimilarly in that they both
were aware of the identity but the identity was sadtent. They also revealed their
identity as first-generation when they reflectedmimate moments, and agreed that
when this identity was shared with others, it dawareness of an unknown
community.

Brendan and Monserrat each had unique experieBoesdan’s experience was a
served as a reminder of his status, a status heodlicklate to very strongly. His reaction
was to keep this part of himself to himself. Momags experience, although not as
directly related to the first-generations statuas\a reminder of her overall education
journey as being one of the few Latina first-getierastudents. She, too, concealed her
identity at the time of the experience. Brendan iomserrat felt uncomfortable to share
the identity, in part because the experience haggpenclass with all of their cohort-
mates. As a result of their experiences, the §esteration status is an unspoken identity

by both the environment and the participants. Beeaui this, the first-generation identity
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is hidden from the community even though it exigithin the community. Figure 3
illustrates the first-generation status as an ukepadentity.

Cesar. During the first interview, Cesar had difficultyimnking about specific
examples of interactions that occurred in the datfarogram reminding him of his
status as first-generation. Instead, he talked tabeupersonal meaning it held for him.
Cesar shared:

How do those things relate to my educational bamkgd as a first-
generation student? | don't know, but | always pgeld of being a first-
generation student because | always compare myghlbther students. |
say, ‘Okay. My friend is, my colleagues, whateweme from
backgrounds where either their parents are educatedonomically well
to do, or whatever. | am from first-generation kgrckind.’

Even if | perform based on these students, whatéatways feel, ‘Okay,
because these students have a good backgroundoeMiayerms of
performance, in terms of comparing myself with étieer students, the
background, [it] puts me in a better situationamts of at least
[psychologically].

It gives you some kind of psychological confidebegause we always
compare ourselves with others. We [first-genertsaty we had bad
background, these people have good backgroundskgly if we perform
this way or that way. That's how | can compare rifysgh other
students.

When asked what he meant by “good backgrounds addbackgrounds”, he said:

When | say bad background, it's that social, ecan@and political origin
of somebody. When | say bad, it doesn’t mean cailpwrong. We all
are right in terms of cultural origin. We differ iarms of the inputs, the
quality of education we had at the beginning. Setudents are from
educational or economic backgrounds where they afelieeto go to a
good school, good teachers. Others are from schduwdse there

were not resources, were not good teachers, whrafBlvat’'s what | mean
by bad or good. That means culturally superionéerior background.

To make sure | understood Cesar clearly, | std@ahditions were different”. He

answered, “Yes, sure. Yes, the social origin ofgbe6
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Later in the first interview, | asked about partar ways the environment of the
program reacted to, treated or reminded him ofifesgeneration. Again, he reflected on
what the identity personally meant to him, andito h did not matter that he is first-
generation because he is proud of what he had aatsbrad. Cesar shared:

I’'m not sure. My background, so we can divide mgkgaiound. My social
origin is really, as | told you — I'm a first-geragion African American
college student. | believe | had a very strong aoad background. | was
able to do research, publish, not only in localj@ls, in international
journals. My background really put me [in] some @abage.

In some cases, even | was better than, | don't keeaond-generation
students who come from very strong backgroundngtsmcial family
background. Sometimes, your family’s economic-ddzd@kground might
help you to excel [above] other students. Whembgare myself with
others with most of the students, most of the sttedeere not able to
publish [in] international journals. They don’t km@bout research. They
don’t know about conferences.

When | compared myself with these students | s&lfhough | was
disadvantage in some way, but the very personaiteff made just gave
me some advantage in terms of research, in terrogndérence, in terms
of knowledge.” That gave me really some confidengas that because of
my family background? No. Because of the backgraefndy

community? No. Because of the college | went to? Nat was purely
my personal effort. | cannot explain how that hayguk but there are such
difference that you cannot explain.

He continued to say:

They [administrators] did not look at my family maybe [my]
background that | was first-generation student.yl$imply looked at my
publishing background, academic background.

Again, people don’t ask whether you are first-gatien or second-
generation student. All what they see is do yowehapublishing
background, do you have a strong academic backdroumatever...|
don’t think anyone would look at your previous sba@rigin, or whatever.
They simply look at your academic condition whety@u have been able
to publish, you have been able to write well, yandnbeen able to
understand academic, this course, or whatever.
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Nearly past the half way mark in the first intewjeCesar could not report being
asked about his identity as first-generation; notray the application process, not in the
class, and not among his cohort-mates. But, Cesatled an informal conversation with
his advisor, the dean of the school of educatidrere they engaged in a discussion about
each other’s parents’ education background. Atrin@nhent, they discovered they were
both products of parents who did not attend coll€gsar said:

By the way the dean also talks about she’s firsiegation college student.
Her parents didn’t go to college or a university...

In the second interview, | inquired about how tbewersation came up and if this
interaction was meaningful to Cesar. He said:

You know how | found out? Initially when we meeidawe talk about
education and she ask me ‘How did you go to scho®t?she asks me
where | was born so | say ‘| was born in a verya@rEthiopian village
where we have no, even, secondary school’ and watd hen she asks
me ‘So, how did you go? Were your parents educaitdae time?’ or
whatever. So | talk about my history and she a&es ‘Well, you know,
my father not only, I think maybe secondary schoalertain level’ or her
mother or so went to school just to a certain lex&b she always
mentions this and we always discuss. So how didaméinue to be more
educated if our parents didn’t observe that levelducation or whatever,
we discussed these issues. That's how | foundnatitshe was a first-
generation.

When we meet informally we discuss these thingsarformal
discussion. When somebody identifies with youimilsr experience,
whatever, you feel comfortable to talk to that pers That gives you
motivation, that's a safer environment to intenaith that person. You
become more informal with that person. You kndig,good to share
experiences, historical trajectories with peoplewlkou have the same
things you tend to reveal yourself and tend to commicate better.

Cesar’s experience demonstrated two things. Fiespersonally and deeply
reflected on the meaning the identity had for Hut, his connection to the identity did

not seem to shape his experience in one way ohandhstead, his publishing endeavors
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seemed to matter more than his family’s educatamkground. Secondly, Cesar’s
experience illustrated one opportunity when heuwdised his identity. Otherwise, as a
second year doctoral student, Cesar did not raoglbther interactions discussing his
first-generation identity. The first-generationmndigy is an unspoken characteristic that
exists in the doctoral program. Although persona#iid by Cesatr, it did not go much
beyond his knowledge and that of the dean of thedc

Reyes. Similar to Cesar, Reyes also remarked how litteefirst-generation status
came up in conversations. At first, it was diffictd remember experiences directly
related to being first-generation. And like Cefayes’s identity as first-generation was
brought up discreetly and informally with classnsatiescussing their parents’ education
background. In the first interview, Reyes shared:

When others talk about their parents and the way tere able to

provide support when they were in college thadhdihave access to,

made me feel different. It made me wonder whatg m#ssing out on,

what other things | was missing out on. Other twaat they were

describing, how their parents were helping thems Tsomething that |

personally struggle with is, not self-esteem, lmmstimes just self-

confidence.
Unlike Cesar, Reyes’ reaction to the doctoral sttglecommenting on parents’ source of
support questioned his ability or place in the paog Later in the interview, Reyes
commented:

My reaction was to, on a deeper level, ‘I'm not d@emough’ or ‘I'm not

as good.” We will have the same degree, but someghawnot as good.

That tends to be my first reaction.

There are other times wherdt should also just be noted that it doesn’t

come up that often. It's just unspoken and it'selVMyou got to this level,

so it doesn’t matter at this point what your stagi®ecause you're at this

really high level. You've been able to do somethimget here that has
served you well.” It doesn’t actually really come thhat often. If it does,
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it's in such a discrete way like the interactionds talking about; where
someone was talkingThey just simply talked about how their parents
went to such and such [college]. That's how youvkiieat they're not
first-generation. That's how | knew that | wa&or that just reinforces for
me, ‘Oh, that’s right. | am first-generation. Myrpats didn’t go to
college.’

Reyes shared a similar reaction to Cesar. He wagldo be at this level of education.
He said:

There have been other times where | thought abake.,. :Wow. Good
for me.’ That, I will say, ‘Right. | was first-geragion, but still was able
... from a lower middle class, but | was still ableI’'m here and I've
been able to make it work.’

Furthermore, he shared:

In fact, I'm sure most people just assume that.l'inthink it's almost
always assumed your parents went to college. titwas not at all talked
about when | was an undergrad. It's certainly,tatked about now;
unless, we're talking about undergraduate studéhtse seems to be ...
It's probably a common assumption that | would elverguilty of it too
that | assume everyone around me is ...not firstgeion.

Toward the end of the first interview, Reyes wdsdshow, if at all, the program
reacted to his first-generation identity. At th@qt, Reyes commented on very little to
no interactions involving his identity as first-geation, and thus did not know how to
answer the question. This experience was als@ghmgr Cesar. Reyes shared:

That is a really good question. | don't know iahgpoint to an experience

where | felt the program reacted to me being fijesteration. Only

because | don't think anyone knows. | tell peopkenot that I'm not

willing to talk about it. It just isn't in the coawsation that's had. It's not

something that you asked on an application. It Wwaspart of ... It's not

such a strong part of my identity that | would wrétbout it in a cover

letter to get into the program. | can't say ..omttknow if | can speak to

that.

Earlier, Cesar unveiled his identity as first-getien and commented, “It's good

to share experiences, historical trajectories wébple. When you have the same things
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you tend to reveal yourself and tend to communibateer.” Reyes remarked similarly to
Cesar, that when the first-generation status isatBsmentioned as a form of an identity,
knowledge is formed about those who identifiediahsand can make visible an
unspoken community.

There are some people who said, ‘Oh, my mom dgintb college.’ Or,

‘My dad didn't go to college,” or have been lik®f, neither of my

parents went to college either.’

It's almost like, ‘Oh, okay.” We almost [have] aeger connection to the

person. Even if we're not close friends, we're [just we kind of know.

There's something common about the first-generatxperience and

particularly around race. It just helps form like anspoken community

and just like these subtle connections within thegpam.

The first-generation status is rarely inquired almuliscussed, as he mentioned
repeatedly, making the doctoral program unawateso$tatus as first-generation. He
could only recall passive interactions when dodtstadents discussed their parents’
education background, which became reminders dirsisgeneration background. Like
Cesar, Reyes commented the first-generation igesdiseldom present and thus as un-
shaping his doctoral experience. It was difficolt Reyes to think about specific
examples related to this identity. Reyes’ expemasanother illustration of an identity
that is already invisible to the naked eye anchierrhidden in the doctoral community.

Brendan. In the first interview, Brendan addressed thisseeauf living in two
worlds when thinking about experiences focusedrasaeminders of his first-
generation status. He felt “on guard” by messagesived from his home life and school
life, and thus associated this with his identityfiet-generation. This is a unique

experience for Brendan, and dissimilar to CesayeRand Monserrat. Brendan further

explained:
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There are individuals that, they know, but gengralDh, man! Those
people don't care about you. They just want theridblack dude in their
program and just to get you through it, they'rengdb pass you and
they're going to say stuff to you that doesn't mgamord].” | know that's
not true because I'm older, I've been through andtl know, okay, some
of it might be true but generally, there's someugas people [faculty,
administrators] really trying to make it so thdtthakir students are
successful, and I'm one of their students. Whativakes to make them
successful, that's what they're trying to do akddw it. They
[individuals] don’t know that so | got to [thinK]All right, keep some of
the things you're saying and you keep that.’

On the other side [academic side], it's the sammg tithe same kind of,

‘Oh, you know, you don't have to worry about thigl@hat's not really a

concern.” Meanwhile, you're [faculty, administnaonot telling everyone

[students] else that, so why you telling me thedBat's going oh
From this experience, Brendan seemed to hear undiygomessages from individuals
from outside of the program and inconsistent mességm school. Together, the two
made Brendan become a little bit on edge abouytlae in school and it was possible
that messages from individuals influenced how hegreed messages from school.

Brendan did not consider himself first-generatiesduse he knew more about
higher education than he did when he began collegjer in the first interview, he
shared the following when | asked him if he rechl@y specific moments when the
environment reacted to him as first-generation:

A lot of what, again sometimes | don't feel lika ffirst generation

because [it's] my third degree at the same schméhsindoctrinated in

this culture here but a lot of what's done and saahd the support that's

there is for first generation international student

| just find that that's beneficial for all kinds fofst generation students, if

that makes sense. Me, personally, | haven't hgdimthe doctoral

program, | haven't had experiences where | feel li®h, this one | can't

handle because | don't have the tools to dealiwithjust feel like | don't
have that problem, at least | feel so far.
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Brendan was the last person interviewed for eatgmiiew, and that always
positioned him to concur with, or not, with emegthemes expressed by the others. So,
during the second interview, | shared what the rgplagticipants recalled about
experiences related to their first-generation staBuendan remembered an ice breaker
activity the professor facilitated in class. Astparthe activity, students began to
disclose their parents’ education background. ¢ab@e evident that Brendan was the
only first-generation among classmates whose pated a college degree.

...give a little history, talk about your family, jusomething about you to
get everybody to know something about you. Sditkegirl that went,
‘Oh, I went to UCLA, my parents went to UCLA, arfteh we moved
down here, and I'm in this PhD program’. And thaswkind of how it
started. So everybody started talking about theients. ‘Oh, my parents
went to Michigan and then we moved here, so | wagralergrad at
[name of school]’, and then so | don't know hogat on parents. So
when it came around the room, everybody basicadly talking about
their parents. So I'm like ‘my parents are divoraag dad left my mom
when | was four, my mom never made it... she madeshe barely made
it out of high school. She just started goingdbtiege last year’, you
know what | mean? So that reminded, me, it waark seminder that

| was first-generation... | was a first-generatioflesge student. And my
response was, ‘Well, I'm from San Diego, and mepts are still here, at
least my mom is. And I've been to [name of schaoif this is my third
round at [name of school], undergrad, master'sranda Ph.D.” So then
the folks became, ‘Oh, man, you got all your degiteere, you're going to
have all your degrees here.” Meanwhile, your parer@nt to UCLA, he's
a Provost at this school, legacy at that schodl, éverybody's talking
about their parents and how wonderful and great éne. And not that
my mother's not the jewel of the world, but | megime doesn't have her
college degree. So in that discussion it was |Ré, I'm a first-
generation student.’

Brendan did not unveil his identity in a class ffliclassmates. His reaction is
different from Cesar and Reyes, both of whom sh#red identity with others. When
asked what drove Brendan to conceal his identityas mostly to prevent a negative

outlook upon his mother. He said:



93

Well because it made me uncomfortable, becausg@vemas talking
about the education of their parents... | don't wemt guys to focus on
her not being educated, because that's not whiaieddier. You know
what | mean?!

Brendan’s experience was different from Cesar agyeR, and thus unique to
him. His reaction to the experiences was also iffe Brendan’s experience with the
class activity is the strongest example of doctstadients participating in an activity
involving parents’ education background and chagpsindisclose or conceal their
personal status. The choice to state his identy set up in a very different context than
that of Cesar and Reyes; nonetheless, it was aoriymity to break the cycle of all the
other students discussing their parents’ educa&txperiences.

Brendan did not seem to focus on his first-genemnatlentity; in fact, he did not
consider himself first-generation. Brendan is awadrkis identity, understood he was a
product of a parent without a college degree, dedtified interactions specific to the
identity. But at the same time, at this level ofieation, the program was unaware of his
status which could not determine how, if at al§ #nvironment would have reacted to
Brendan'’s first-generation identity had he disctbeeBrendan’s experience was
different from Cesar and Reyes in that he was umgito talk about it, and at the time
the activity took place, it was uncomfortable targh Instead, he focused on addressing
his two-time alumnus status. Brendan’s experiea@sio unique to Monserrat’s
experience. Yet, she, too, reacted to the expegieansuch a way that kept the first-
generation identity hidden.

Monserrat. During the first-year in the program, Monserraswafamiliar with

research terms and language (i.e., critical thgmeglagogy) which are often encountered
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in literature and class conversations. This unfamitiy was a reminder of her first-
generation status; that is, her previous acadexpiereence did not prepare her as well as
her classmates seemed to be prepared. It was edsairgder of a similar experience she
recalled during her undergraduate years. At theodalclevel, she again felt as if she was
the only student unfamiliar with the research laagg) an association she made with her
status as first-generation. In the first interviédgnserrat shared:

| think... | don’t have a clear example of it, becaitshappens so often
about discussions around terms, discussions arcumiérences,
discussions around some research methodologieswanid, and theories
that | wasn’t familiar with that | figured, ‘wellcone’s familiar with this
yet because we’re in this doctoral program togetiser feeling like they
knew more than me already from the very get got Waa very familiar; |
went to [name of school] for a bachelor’s. | rememthinking, ‘Wow this
chemistry class is really hard,’ just thinking tlatd then these two people
said, ‘We did this in high school,” | was like, ‘Q&-word], | went to a bad
high school’, already. So kind of the same thinggeming where | felt
like it rolled off their tongue a little too easilljke ‘Oh I'm doing a critical
theory ... and I'm like, ‘What'’s a critical theory?'actually would write
down the terms that | would hear then | would Gedfem later and be
resourceful in that way. Or like | shared with yearlier, go talk to
someone. It doesn’t happen anymore, but it did @apbpe first year a lot.
That's where | thought that maybe | don’t belongehigecause they seem
to know a lot more already. So maybe I'm just ebkhind or maybe this
isn’t what I'm cut out to do.

To camouflage this unfamiliarity, Monserrat deveddg “front.” As part of the first
interview, she shared:

So that's kind of played out in the doctoral pragra feel like sometimes
| come in and the other students have experienttecgrtain terms, like
this Qual A [Qualitative A] paper, it was reallysfurolling off their
tongue...what the hell is a Qual A paper? | haveotback to the
handbook and look, and then | feel like I'm fromggimnd | don'’t like the
fronting part because it feels like maybe | dolkdmg there if I'm faking
my way through it.
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In the same interview, and when asked if she cthuitk of a time when the
environment reacted to her as first-generation tisbeght of a conversation with a
professor who remarked her status as “one of thg and what she planned on doing
with the doctoral degree to support others like Bée shared:

The conversation that | mostly have and it's theesarofessor that's been
really helpful, is he’s actually the one that saysll what do you want to
do with this Ph. D.? There isn’t many Latinas omwem of color in this
field. You can really make your name known for saanea [of] study.” So
there’s been a lot of support as being one ofekae One of the upcoming,
like, being the next [Patricia] Gandara.’ Like, thés very few of you out
there.

| don’t necessarily feel exploited by that. | féké there is some support
there, but it's just funny to get that sort of feadk like, you're one of the
very few. Like move forward and you can really watir name out for
something. | can’t think of anything else. Hadiitsf-generation] come up
in the environment? | don’t think so, not in otlneys past what I've
already described.

Monserrat experienced interactions similar to pragiacademic experiences
which were reminders of her first-generation idigntiReflecting on her earlier education
was a primary indication of Monserrat’s total joeiyras being the only who did not know
as much or as well as her classmates while shéohaglre it out when the time was
right. Like Brendan, Monserrat’s first-generatidatass remained personally concealed.
She put up a front to hide her status becausesdatk of knowledge classmates did not
encounter.

There are three interpretations that can be maae fine participants’
experiences. First, most participants communicategak connection to the first-
generation identity as doctoral students even thahgy were aware of the identity

based on their family’s education background. Sdctrey were reminded of the status
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through personal reflections or through interactiamth non-first-generation doctoral
students. Third, two participants’ reaction to ithieractions did not disclose their identity
as first-generation while the other two did soeliéve the difference rested in the context
in which the experience presented itself; a persexyerience with few people versus an
experience in a larger context with several peofthe. last interpretation illustrates the
first-generation status as likely to be expressethb participant when he or she was in
“harmony” with the environment, like Cesar and Reywhen the participant was in
“conflict” with the environment, like Monserrat afBitendan, the first-generation status
was concealed and unspoken to the community.

The combination of the three interpretations lesgba chance for the first-
generation doctoral community to be visible in eyalent community of doctoral
students (including administrators) with colleg@ieated parents. Those who are first-
generation may benefit from knowing who else sh#dresdentity—an already invisible
characteristic—in an effort to connect differentliyneither the participant nor the
doctoral environment seeks to discover who is whilvé doctoral community, it
becomes disadvantageous to both the participanttendioctoral program to assume that
certain characteristics only exist and others dolhthere is a chance to make this
invisible status visible in a dominant culture ohrAfirst-generation status, we begin to
guestion what has always been present to uncovat lves been hidden but always
existed.

The Role of Language
Language held a significant role for each partictpd was a means to interpret,

maintain and challenge cultural identity in the oal program environment. Each
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participant shared a common experience with langudigcussed interactions involving
language, and their reaction at the time of therawdtion. Participants’ experiences
showed four different interactions and reactionateel to the role of language.

Cesar’s experience with language was describedras to consciously connect
through language accent. He assessed each inberactan effort to be understood or to
understand others; something he never did in msehocountry. Reyes experienced
language in two ways. First, he discussed an gpltditinderstand language related to
academic terms. He owed this ability to previousdaenic experiences. Second, the
inability to speak Spanish made it difficult toiatehis Mexican-American identity. The
more he interacted with Spanish speaking classiasnore difficult it was to connect
with this part of himself.

Monserrat’s experience with language involved #eehte rejection of pompous
language to adhere to some sort of a scholarlystaidopting this language was
inconsistent with how she usually talked and hogvabmmunity she served as a
principal talked. So, Monserrat began to use a arksine called code switching to
maintain relevancy to the community she servedn@&se’s experience described
professors and classmates interested in learniogt aliverse communities, but
disinterested in the reality of the struggles dseecommunities really experience.
Brendan talked about an experience in which classsrand professors were disturbed
by his questions and comments addressing authexpigriences of black male high
school students. The class’ response was ups#ttizugd deterred Brendan from sharing
any more authentic realities of diverse communitetuiding his own. What follows are

four distinct experiences and reactions involving tole of language as a form to
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interpret, challenge and maintain their individoaltural identities. Figure 4 illustrates
the participants’ unique experiences and uniqueticgawith language in the doctoral
program.

Cesar. Cesar’s foundation of self was rooted in ethnjaiace and language
accent. By formal training, Cesar held a faculvgipon and taught language education
in his home country. As an international studems& struggled with doing group work
with classmates primarily because of the type djlish spoken in the program. In the
first interview, Cesar shared:

Let me give you an example. When | came here, Agdvbelieve the
American continent is different from the rest oé tlworld; not only in
terms of culture, language or whatever, many thilgsen international
students come here, the most challenging thinghim is the American
colloquialism.

English? We have English in Ethiopia. We have Etgih England and
Australia. The English here is different becausthefcolloquialism or
informal language people speak here. It was replite different from
what | used to think about the American Engliskalty different. | didn’t
think it would be a challenge for me as an intaomat student.

In the classroom, some professors speak standgisEnt was fine. |
don’t have problems with the English many professmeak. There are
professors who speak very colloquial, very inforfaaglish.

Almost all students speak this colloquial or infatringlish. If you are in
a class or you have to do group work, whatever. Nate to be able to
interact with the students. That was quite a chgke

The systems in the university should have beengpeelfor that kind of
accommodation. They must say, ‘The internationadeits speak
different language, so we have to prepare therthioinstructional
language. We have to give them more training. W lta create
awareness about the differences, the common laegtadent speak,
whatever.’

| haven’t seen that. It's very important. It's riEcause international
students don't speak English. It's simply becatisdifferent.
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| asked, “And that was important?” He responded:

Yes. Sure, it has affected me a lot in the begmnicouldn’t interact with
students. At one point, even | thought, ‘Are thesglents speaking
English or something different?’ because we cotulgéract. They
couldn’t understand me, | couldn’t understand thethought the system
could have prepared me for that kind of interact®ome students speak
very informal, very colloquial English. | don't kwovhat they talk about.
It was a challenge. They don’t know academic Ehglissen the professor
was speaking in one class, ‘The international studeally writes better
academic English than American students.’

Yes, they speak lots of informal language, veryooplial language. That
was really very important for group discussionyiatever. Whatever
you write is really good for the professor, but gneup interaction is
based on the kind of language students speak.

As a participant, Cesar quickly established a strmonnection between his identity and
its relationship with ethnicity, race and languageent. These three things were very
important to him. During the second interview, ked him if he could tell me more,
particularly about language accent. Cesar shared:

| was not very conscious of my identity in termglod type of language |
speak, the linguistic group | am from, so whenrheéhere | started to be
conscious of my identity. Who am I? What's my ethgiioup? What's my
race? Especially race is very important here, ldpia no race problem.
You start to relate yourself in a more conscioug.wéou try to relate
yourself with others in terms of the kind of langaayou speak, your race,
you try to be conscious. For example, when yoalsjie English you say
“Who am | speaking to? Am | speaking to African Amans or do they
understand my English?” Then you try to adjust yBenglish to white
persons so they understand my English. You speather people from
Africa you try to ... when you try to adjust yourseidfdifferent people
obviously you think of yourself ... you become consis of your identity.
Sometimes you say why should | suffer to this etdewhy shouldn't |
simply interact naturally and then people help thelves if they are able
to do. If they don’t understand it is up to theBometimes you become in
this kind of dilemma but people just continuouslit pou in these kinds of
dynamics.
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| have, whenever | walk, whenever | sit down, whamd see things | try
to look at things from the perspective of raceglsage, even | mentioned
accent, accent is very important. English is spdikgedifferent people in
different ways, that’s accent. So people don’t aegntion to whether
you communicate in English or not, they pay attanto what kind of
accent you're speaking and it's “Oh your Engliskga®d!” or “Where are
you from?” It's not the content, it's the way ysauy it.

When people evaluate you continuously, you trydariore conscious. |
think of this problem back home. Maybe I'm a victoh... maybe back
home we might have evaluated people in the wayr @beple are
evaluating me here. So that's what | mean by charfigdentity or
whatever.

Cesar experienced difficulty with language acceith wtudents, but not with faculty, as

briefly mentioned in the above stanza. Cesar wiasudty at home which might explain

why he experienced less of a language strugglefadthity. He explained:

When

| am more comfortable when I interact with profess@Vhen | interact,
for example the dean, other people who are moreated, they can easily
understand you, they just assist you in the comaiens process.

| asked about the comfort he felt with facufty responded:

Well, they value your ideas. For example, now gjaist make a
comment about my background, for example, ‘Oh &l published’ or
‘He used to be a faculty member in Ethiopia.” Thest start with some
kind of positive comment about you, but others ti&anbw this. For
example, other members of my cohort might havekimat of information
but other people when you communicate on the streeherever you go,
they don’t know. Or what they try to look at, witaey see, what they
hear, they just try to evaluate you from what wifcam your face value.
My face value may be not as valued as what my bracikgl shows or
what | have been through. So that's how envirortmpessents different
kinds of challenges. So it's really important, kied of people you talk to
and even ... it's not only the kind of people, peaple know you well
will help you to be in better communicative sitoas than people who
don’t know your background or whatever.

The role of language in Cesar’s experience playettiaal role in the way he

related to others and the way he understood hinrse#faction to others. Speaking and

comprehending an English language accent diffdrent what Cesar was accustomed
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to, is the specific role language played in higgoimg adjustment in the doctoral
program. Interactions were difficult and impairethtionships primarily with cohort-
mates, as opposed to faculty, based on the lan@egat. Cesar constantly assessed
interactions based on with whom he spoke, if he wvakerstood and if others understood
him. Language accent, one of the three most impbcamponents that define Cesar,
challenged his identity and frequently made himsoaously aware of his being. Cesar’s
native English language accent, a deeply rooted fafridentity, encountered an
environment with also deeply rooted values ancebelHe said, “You become conscious
of your identity. Sometimes you say why shouldffesuto this extent? Why shouldn'’t |
simply interact naturally and then people help thelves if they are able to. If they don’t
understand it is up to them. Sometimes you bedarttés kind of dilemma but people
just continuously put you in these kinds of dynasiiié\ccordingly, Cesar seemed to be
positioned to adjust to others, while others seetoguteserve their normal routine ways
of interacting. Cesar’s experience illustratedspomsibility to work hard to fit into an
environment culturally different from his insteafiltustrating interactions that adjusted
to Cesar.

Monserrat. The first interview was coming to an end. In faictyas the last
guestion. Has the doctoral program hindered yqunsuit of the degree? Monserrat felt
well supported in the doctoral program. She cowltdthink of anything specific. She
said, “I haven't felt hindered.” Then followed thaswer with, “I think it's very
ethnocentric, but | point that out and I'm comfdgawith pointing that out. | think the

older | get, the more comfortable | am.” Monsenatinued:
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There’s very western values of leadership. So §ipalty on leadership
topics and leading organizations, it's very ethmbige, white-man
theory...All of the theories we have learned, allesld/hite men...older
white authors...so it's very much like that.

When asked about interactions that were ethnocentniature, she responded:

| mean, this world is so much more global. We nieeidclude other
points of view. | know the way that I've contribdtéo class is well, in the
community that | seek to lead which is a commuaoitymmigrants.

| can’t say or do the things that you're describilhgvould be considered
disrespectful. So there is this whole notion opexs that is very different
from what the American notion of respect. | havéetrn how to code-
switch and be respectful to both communities alttme. That's the way
it's come up...

When she first started the program, Monserrat bdéarn the academic language
of the program; something she struggled with maasslya first-year doctoral student. As
she persisted year after year, she either chosectpt or reject using academic language
she learned to avoid conforming to behaviors inst@st with which she is and the
community she served as a principal. This resigtasmdeliberate in order to preserve her
identity. What follows is a reflection of feelingfluenced to speak like her cohort-mate
and Monserrat’s resistance to react accordinglynd@orat shared:

| feel like sometimes | have actually; this hasrbe® Facebook status, |
have sometimes left that class feeling so pomgiés,I’'m a scholar and
| used these words like ‘dichotomy’ and | undersdtarmat they are, but |
don’t speak that way, neither does the communiixelin.

| don’t know if these people go home and speaklzgt | mean, | keep
thinking, is this how other people talk all the @thJesus Christ. So, I've
said | don’'t want to be a [f-word] scholar. Thatieds so uptight to me. |
actually want to work with people and help thend ano that has come up
in both ways. It’s either come up with me contribgtin that sense and
kind of adapting to that, or | get that little purdck edge and say
something that completely stabs that sort of [ugfigutlook. So I'll give
an example.
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Someone was trying to make small talk with me and, sHave you seen
Waiting for Superman? | said, ‘No if | have timego to the movies, I'm
going to watch Jackass.’ | mean | just said iike khut [her] up, you
know? It was mostly my outward rejection of ‘| dow/ant to be like you.’

| know that that sometimes contributes to me makilegds that | said |
don’t have because if you're really going to trewt like the other, then |
will be the other. If you're really going to spetiat way and then | feel
like | have to work extra hard to catch up with ythen I'm really not
going to speak like you at all.

Sometimes, | don’'t know if it's a mood thing or htward | feel pressed,
but either | contribute in that way or | just comigly remove myself from
the group.

At the time of the second round of interviews, tise and type of language had become
an emerging theme. | asked if there was anythisg ghe wanted to add after | reviewed
what she shared in the first interview:

| think that it comes with experience but | als@knthat I'm very aware

that | have to code switch when I'm a principativa parent of course,

when I'm a principal with a teacher, with a childth my own family,

when I'm considered a scholar or a research studedtthen there’s my

girlfriends.

That language piece was very important for me wewstand and make

sure | break it through. | have learned that | haveo that or else | will

not be accepted in the new community that I'm gymbreak in. |

actually think if I'm going to go back to the peephat have broken

cycles, they understand that too, that there'staineacculturation | have

to do and a certain text of words that | have toisabrder to be accepted

into that group.

Over time, Monserrat journeyed through some expees influenced by a certain
type of language. She noticed a type of languageilyerooted in western culture
inconsistent with her identities and the elemensatyool community she served every
day. This interpretation placed Monserrat in thddte of two worlds, the world in which
she needed to be a doctoral student and the wottide of the program. To operate as

effectively as possible, Monserrat learned to caliéch. Code switch meant altering



104

language learned in the doctoral program to conwghtcommunities outside of the
doctoral program. In her telling, what made sengheé academic world did not fit with
her community. As she put it, the academic langulgeresonated most with the
western culture did not resonate with her idergityvith her research interest on Latina
principals. Monserrat was left to determine howvatiall, will academic language work
and be useful in her own community. She also dediieéy resisted language-use to
preserve her sense of self. Monserrat's experiaittethe way language shaped her
experience is unique to her. Unlike Cesar who |lddke ways to connect consciously
with the doctoral community, Monserrat rejectedrdgaraction that made her feel she
had to work to be like her cohort-mate.

Reyes. Reyes is biracial. He is Mexican American and \WWhKcademic language
was quickly learned during his journey in the doak@rogram. Also, he noticed in class
that other students of color seemed to have mdfieutiy with academic terms which
reinforced his knowledge because he could answestiquns related to those terms. As
the role of language emerged as a theme, Reyassd&t what it meant to him. In the
second interview, he commented:

When I'm in class, | feel like | understand whag firofessors are saying,

so actually in contrast to what that student shdradtually feel quite

comfortable and can actually keep up with manyhefthings that people

are saying in class. | don’t know if that's a resaflmy education, if that’s

a result of my field of study in my master’s pragr¢hat prepared me to

figure out what's being said or to already know tireninology, but that

has not been a struggle for me. In fact | actuay in some ways at an

advanced level within my cohort and from other peap the doc

program when it comes to language and when it camtee language of
a doctoral student and the written language.

Also | feel my writing is more advanced. | thinkatthas a lot to do with
going to private Catholic school for 12 years aretjpminantly white, so
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it was a predominantly white institution. | thirtkhias a little bit to do with
my master’s ... actually a lot to do with my mastgregram and the way
that | was taught to...the way that | was trainetieéa critical thinker, the
way that | was taught to write, and the terminoltiggt we used is very
similar to the terminology that is used in the googram. In that way
actually | feel quite comfortable even though I'rfirat-generation student
and can't talk about that with family, I've been@alo get that information
that | need to be successful from other places.

Reyes proceeded to describe evidence that confimsekhowledge of and comfort with
academic language. He said in the second interview:

| think that there ... | don’t know if | can point ydo a specific instance
and go into detail about it, but there have be&ersd times where either
in casual conversations or even conversationsacldssrooms where
someone will ask, | don’'t know if there was ... bau® and say, ‘I don’t
know what this means’ or ‘l don’t know what thatane’ and it becomes
clear that a lot of other people don’t know whahgans either. And that
is not ... I'm like, ‘Oh already, | know what that ares’ or if we're
working on a group project or in groups about sdningtand it becomes
evident that some people aren’t on the same page #m or that maybe
other students are when it comes to being ablakabout what we need
to talk about. And so those sort of instances tealped confirm for me
that ... not that I'm better than them, but that lthat is not a struggle for
me and I'm not struggling in that way.

In the doc program, the language used is just et accessible to some
people of color. My dad just doesn’t understand estimmes when | talk
about my program, whereas my mom tends to undefstdot more even
if she doesn’t know the terminology. I've seen thiglass, too, both as a
fellow classmate and as a teaching assistant, whiem@ational students
and students of color tend to struggle more thamevgtudents with the
way we describe and reflect on leadership. | demdw the extent to
which being first-gen plays a role in this; | imagiit does, but because
it's not talked about it's hard to say.

Reyes clearly stated his previous academic expeaggeattributed to the ability to
understand academic terms discussed in class.ndisledge was confirmed when
doctoral students explicitly inquired about theinigibn of those terms. He understood

his proficiency through these interactions. He aésnarked that most questions came
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from students of color and then connected that iiglparents. This was a mindful
recognition that language and the way it is usedpt always equally friendly with
everyone. Although Reyes did not know the extenthech, if at all, this shaped his first-
generation identity; his reflection on his previ@aeademic journey and the ability to
discuss this with his parents, are a reflectiohisffirst-generation identity. Similar to
Monserrat’s struggle with academic terms at theryegg of the doctoral program
reminded her of her college experience, so did Reypeerience with academic
language reminded him of his academic journey.

Reyes struggled with language, just like the offaticipants, but in a slightly
different way. As half Mexican American, Reyes lugticulty claiming this identity
largely because he did not speak Spanish. In lpsreence, language further promoted
his Whiteness while it concealed his Mexican Anemiberitage. In the first interview,
he explained:

In a sense, | feel that grad school has enhancedhagrstanding of how

“White” | am but not about how “Mexican” | am. WitWomen'’s Studies,

| was pushed to realize how my position as somedrepasses as White

privileges me...[there’s] a number of people in orogram who are from

Mexico or grew up speaking Spanish and identifizaso or Hispanic.

Interacting with them makes me feel not Latino egiou
| wanted to know more about how language shapeitfléigity as Mexican American. In
the second interview, Reyes shared:

| feel like it is almost not fraudulent...it makedifficult for me to claim

or to tell people that I'm Mexican American wheddn’'t speak Spanish.

It would be different if | looked ... if my physicappearance were such

that you would assume that | wasn’'t white thenféel like | would be

able to claim that identity more. But because kladnite, I'm culturally

white, | dress very in a white way, not being ablspeak Spanish is ... |

don’t know why that is the crux of me feeling mdegitimate in claiming
Mexican American. That's my initial thinking, mysjonse.
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Reyes’ experience as feeling “fraudulent” abouhgeMexican American was
related to not being able to speak Spanish andostgapby passing as White. Also, the
program admitted a healthy number of internatiabadlents, like Cesar. Those from
Spanish speaking countries, as well as Spanistkisigedomestic students, shaped
Reyes’ experience with language as feeling “fraedtil Cesar whose identity was
deeply rooted in language accent and challengduteae he interacted with others,
primarily students, was unlike Reyes’ experienceyd’®’ experience with language was a
reminder of not being Mexican American enough whickome ways limited the ability
to connect with those who spoke Spanish.

Brendan. After one year in the program, Brendan realized &m authentic Black
experience is difficult to write about when the gnam expected a certain form of
writing. This form of writing, he expressed, is a0 do in the “lingo” professors expect
him to follow. Brendan is caught between how thegpam expected him to write and the
freedom to express himself unbounded by rulesghiated the academic writing. This
experience emerged when | asked him about reconmatiend he would pass along to
other first-generation Black doctoral studentghia first interview, Brendan shared:

| think even as a teacher now, | see kids, theytaeady to do that and

just stress the importance of being able to writeféective sentence or

effective paragraph with actual idea and a purjetend it.

| think that's, for me as a first generation studsometimes it's a

challenge to write because | don't have that egped and write in the

language that these professors want, so you hdearothe lingo and the

language. That's not going to necessarily be taiogyou.

| said, “Language seems to be an emerging thenyem®ee about language as it applies

to your experience.” Brendan expanded:
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Where | come from, we don't talk how people talkeha write how
people talk here. Trying to put thoughts and wanad when | say ‘talk’,
I'm not talking about big words or small words, tatking about
academic language that | don't even know.

| don't have people in my background that speacademic terms. For
me to be able to write, like | write from my exp@rces so that's not
always going to reflect an academic tone. Thassgoing to reflect a
tone but the academic language that these guygedagextensive and it's
not just your vocabulary. It's almost like theyweking for you to
incorporate your experiences. How do | word tHdtey want you to talk
about your experiences but without your vernacuet you have to talk
about a black experience without the blacknegbaif makes sense.
That's a learned trait. That's not natural.

Brendan referenced “they”, “these guys”, “they’iftistrating that his experience with
language seemed to be controlled by a group oflpeti@lso depicted a struggle
between expressing a Black experience using lamgiiiéigg to his experience and
expressing a Black experience using an acadengeiéage required by this group of
academic people. In other words, Brendan’s Blaglegence was defined by a type of
language unfitting to an authentic identity. Bremdantinued:

It's almost when | write about stuff and | don'e usy experiences a lot of

times. I'll fake some stuff because | don't knawtto do that. | don't

know how to not share a black experience withoutritasome blackness

in it so it's difficult for me to do that and itlfhas an academic undertone

to it. It doesn't make sense to me.

A lot of what I give is not authentic and they wanthenticity but it's not,

it's like you want it but you don't really wantiecause if you wanted it,

you would accept all of this regardless of whesedbming from, but

that's not the case. Since it’'s not the casestinat what you get.
When | asked Brendan to recall an experience #ubhim to write less authentically, he

remembered when he shared comments on his classglats presentation on the

experience of black high school students. Brendaalied:
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In some of my classes, | felt it was necessarymptovide authentic
answers or experiences because some of my classipeeious

reactions were toxic. Toxic as in doubting the e#yeof the information
being put forth in a presentation or a paper angiog problems and

strife (discomfort) in the class; typically aimettlae person presenting the
information. The resulting conversations were egpi® and often
polarizing, making for a stressful environment. oohour professors
were not equipped to deal with these situationd,l@nthem get out of
hand. Worse, they would side against the pres@ntan attempt to
promote discussion), often creating an even modie tuation.

A specific situation [is a co-presentation involyjiwhite student teachers
(my peers) volunteering at an inner-city school aftdr a month or so,
leaving the school feeling good about themselves fo
volunteering/mentoring at such a school. They otairthe students felt so
much more empowered because of ‘their’ presencdalpd ‘We changed
lives’ they claimed. When | discussed test sconesantinued dropout
rates of the very students they claimed to havpduklchaos ensued. |
essentially called them out on their great work simowed them their
impact was minimal, certainly not epic and monurakas they claimed.
Once | relayed my experience [of working with thejh school student
with similar encounters, they were [even more yp$ebuld appreciate
the lack of impact individuals in this situationubd really make, verifying
the information we put forth in our presentatiomur@rofessor did nothing
to stop the argument, which continued for mostef2-hour class and
into the next session.

After that experience, | took much greater cardttib the truth when
necessary. Much of my research and point of viewecikom the other
side of the lens these people tended to look throwghat they perceived
was often different from my own. It wasn't thatasvscared or fearful but
more that | didn't want to expend the energy oividdals that weren't
going to change or grow from the discussion.

In the journal, Brendan reacted to the doctoragj@m’s description and described how
the program could personalize his Black experieBeendan shared:

They should truly focus on the ‘personalizationpexence involved in
the program. A personal focus would allow a greteas or emphasis on
the black experience as a black student. The dmudd not be on me to
provide the experiences necessary to grow and alevey ‘black
experience’. However, since the school is limiteds experience (and
that of its staff) it would be a challenge for thempersonalize the
experience of each student to empower them toiboig: At the same
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time, | am paying ALOT of money for this “experiericso it is okay for
them to work more to make it happen.

Like Cesar, Reyes and Monserrat, Brendan encouhsgrexperience that collided with
his black and first-generation identities throulgé tise of language bounded by the
doctoral program. Brendan was unable to truly comate his experience using his

own words to depict his true self. Brendan talkiedud cohort-mates and some professors
who say they want to learn from his experienceddinot want to hear the whole
experience. As a result, Brendan shared what tlzyed to hear and not what they
should have heard. In his experience, an authBidik experience was not incorporated
in the doctoral program.

The role oflanguage was presented in various forms. The fdenguage was a
reflection of each participant's home communitye tommunity responsible for molding
who they are. When each participant described thgierience in the program, it became
apparent that language was tied to their ident#tresinfluenced their experience while it
determined their transition in the program. Thdentities and previous experiences
collided with the doctoral program and providedrfeaparate examples for
understanding their selves in the doctoral commyuwiewed through the lens of the role
of language, participants were challenged by seaifd unique interactions. These
unique interactions prompted different reactions.

As a result, the first-generation doctoral studeritcolor were placed in positions
to protect their cultural identity through the useejection of language in the program.
They determined the extent to which various formiaieguage needed to be adopted and

the extent to which adopting language influencesr tidentities. During these moments,
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they were faced with the decision to resist thg@m’s culture in order to preserve their
identity. Instead, language normally used to craatauthentic interaction became a
defensive mechanism that impacted the authentRasticipants said they worked hard
to connect with peers, purposely rejected intemgotvith a peer, felt fraudulent to claim
racial identity and dulled the truth which were im@cisms to navigate language in the
doctoral program and creating a disconnect witlerstlas interactions occurred.
Consequently, language was a real struggle thaé redpeer-to-peer and peer-to-faculty
an authentic interaction hard to fulfill.
Participation in Classroom Conversations: To Participate or Not to Participate
Participants readily described how they particidatediscussions and group
activities in the classroom. These kinds of intBoas were a foundational feature in how
the participants experienced the doctoral progRanticipation in leadership
conversations on topics of race, socioeconomiastaeligion, gender and sexual
orientation made participants heroic. In this cattparticipants were often placed at the
center of the topic to effectively lead the conaéien. Participants symbolized a form of
authority on the topic, were admired and oftenrtbemments were left unchallenged. In
various ways, this heroic expectation was placdd participants by classmates or
professors in search for “the most right” answerstorm the class. Participants became
aware of and followed gestures (i.e., looks andstioes) directed to them to inform the
class as topics on race, socioeconomic statugiarjigender and sexual orientation
emerged. However, participants purposely withdnexnfthese conversations and
became silent to escape this kind of influenceaAssult of being silent, participants

learned to balance when to participate and whemonpérticipate in class discussions.
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Reyes and Brendan reacted similarly to gesturesaitGand Monserrat reacted differently
from one another and differently from Reyes andhBea. The participants’ reaction to
become silent followed a similar path. That is, &egnd Brendan similarly interpreted
being silent in the classroom, and Cesar and Moaisieterpreted being silent separate
from the other and separate from Reyes and Brendan.

Initially, Cesar withdrew from participating in clgto protect personally held
beliefs from being misunderstood; and thereforenfleing misunderstood himself. By
purposely being silent, Cesar protected his belletsvever, his silence was interrupted
when the professor guided Cesar through a serigaeastions that only Cesar could
answer. These questions were specific to Cesan®lamuntry, Africa. Through the
professor’s facilitation, a safe environment wasated for and appreciated by Cesar.

The room in which Monserrat’s class took place stasctured in such a way that
those at the center of room will be the centehefdonversation. Monserrat was cued by
the room’s set up to engage in a conversation alaget But, there was no follow-up or
inquiry. It was the end of the conversation. Thipexience led Monserrat to first be
silent to assess the safety of the room in ordastertain an honest conversation.

Reyes and Brendan both experienced classmatesafiedgors directly give
signs to carry on diversity-related conversati@wth decided to become silent in an
effort to let classmates initiate and engage ircthreversations. Both also shared that as
one of the few or only persons of color, seldomdassmates’ contributions to
conversations added to their knowledge. FiguréuStiates the participants’ experiences
with classroom conversations including two who matependent interactions and

reactions from one another and the other two shaireithr interactions and reactions.
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Cesar. During the first interview, Cesar described thetdoad program as being
safe when he interacted with other doctoral stuglehtolor. The second interview
allowed for a follow-up to that comment where Casaalled other experiences that
shaped his experience as a doctoral student of. ¢édobegan describing the composition
of his class; that is, he explained the typesudestts in his class. The composition of the
class as having fewer African or African Americalaik students led Cesar to declare
the class environment as unsafe to engage in @iveaslership exchange. As one of the
few persons of color, he preferred to exclude contemstead of saying something that
may be misunderstood. The professor seemed tcshenmental to Cesar because he
facilitated the direction of and Cesar’s role ie tonversation. In turn, the facilitation
placed Cesar as heroic or authoritative duringrevesation about Africa. Cesar
welcomed the professor’s lead because it provideghae of comfort. In the second
interview, Cesar shared:

| might have taken one or two courses with onevar people of African
or African American origin ...my cohort is diversetbam the only
person from Africa, but there is maybe one pershares | work who is
from Kenya, a first-year doctoral student. De#iythe is now the closest
person.. Otherwise, in my doctoral program one or two pesswith
whom | took one or two courses otherwise dominantijte students. We
don’t have many African Americans in the doctonagram.

These days when | say safer zone, you know somgtivhen you make a
comment about race because our field of study lkeataout lots of social
issues, relationships, identity or whatever. Sipri't find it's so easy to
make any comment, especially about these thingsyé&ry careful about
what | say and even gender models sometimes whearngoin the same
category it's easy to say about each other anytjxnglike but is difficult
to make a comment about the other category. $etysa terms of what
we say, how much we say, okay... One important trengligion, in this
country for example, people are very, very sersisibout talking about
Islam. There are a lot of things that | believalout Islam, which | don’t
easily say here because people can easily misuaddrgou and they can
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easily label you and that can be risky to fix yoelationship. So it’'s
better not to say anything than endangering ydatiomship with others.

Cesar described the way professors made him fegfoctable to share his ideals and
points of views. He proceeded in the second ingevvi

The professors try to [put you] in a better positedways because they
understand the challenge of interacting with otfeple. For example,
they introduce you, they sometimes try to bringamething which they
know about you and about your culture and theydtyring you into the
discussion. For example, they say ‘Okay, in Etlaap in Africa we have
certain diseases, is that true Cesar? Can youssagtking?’ So, you can
make a comment because it's a kind of attractitmtime discussion.
Also, they try to protect you from saying somethirgky. ‘Okay, we
won't get into that stuff,” then you abstain fromyshg anything.
Sometimes they defend you, ‘What he’s trying to [gahis] one, take us
to this. Maybe it's a problem of language, otheen@esar wanted to say
this and this.” So that's a way of creating matesnvironment for you
and sometimes they say more about you than yoalsayt yourself.

When asked how it felt to be the only person tdficanor disconfirm the professor’s
statements about Africa, Cesar’s country, he conteten

When the professor makes you point of discussionu.kfww the

context, it's not to put you on the spot or to éeesomething

uncomfortable for you. Maybe it’s to help you havpositive

environment in the discussion so really it feelsdyjavhen someone tries

to protect you, defend you or just value your adtand then talks about

your culture, your history or whatever. It feetsog and | feel protected
or defended or whatever.

As being one of the few doctoral students of caesar remarked a lack of
diversity in class kept him from sharing personaiyd beliefs or engaging in
conversations to preserve relationships with clases This was the initial reason for
being silent in class. Cesar’s experience also detrated a central position he was
given in answering specific questions about Afasadirected by the professor. In this

experience, and as Reyes and Brendan’s experianitesso demonstrate, specific cues
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are given to doctoral students of color in theges$yof conversations and perhaps limit
other doctoral students from being purposely apgred.

Monserrat. The classroom was designed in such a way thatglet be more
included by the seat they have chosen. Based osetiteshe had originally chosen,
Monserrat felt excluded from the conversation aer&he purposely changed her seat
from the peripheries to the center of the room &kensure she would be better included
in the conversation. She “felt called on”, as shid,sto expand the dialogue. She wanted
to be seen, she wanted to be included. The desitye ooom indicated that sitting in the
center of the room would be at the center of theveosation. On the contrary, when
Monserrat contributed to the conversation abows,raavas left unexamined. It was left
hanging without a follow-up question or commente&v¥hough she changed her seat to
be a part of the class conversation, the lack ltdvioup disregarded Monserrat’s
contribution toward the conversation. Monserratiggcal position did not matter and
therefore her comment on the topic was quickly ajxendervalued and unexamined.
This experience encouraged Monserrat to assessudd interactions before engaging
with the environment. During the first intervievihesremembered a classroom experience
that shaped her experience as Latina. She commented

We were having a discussion on race and it waklaad white, black

and white, black and white, and a lot of attent®always given to the

center because everyone is kind of thrown in. Weeehbareak and |

purposely sat in the middle. Actually it wasn’'ttjuse it was the five

Latinas that were in that group. We said, ‘lettgrsithe middle.” We're

sitting in the middle because again, there’s adl tliscussion about black

and white; meanwhile there are two black people emnd there are all

these white folks, and then there’s five Latinds ive need to kind of
expand this repertoire.



116

So we sat there and the discussion kept going dn don’t remember
exactly what he said, but it was something abottatabout the
Mexicans and minorities’, or something like thatdao | was already
upset by not being included in that conversatiowl, lay some of the
assumptions being made by the white people inrtoah.

So when he said that | just, that's when | just ibd was like, if 'm here
| purposely sat here. Obviously | wanted to sayething and | felt called
on to say something. | did stand up and said, ‘&bt a minority,
Mexicans are not a minority especially if you limeSan Diego. We are
around everywhere. You just don’t see us. Justyjdkehaven’'t seen me
sitting in front of you as you were talking.’

Latinas were missing from the conversation so wete@to make it
prevalent, like we're going to sit right in the rdld of this black and
white conversation, and we still were not seeneamwhen you're sitting
that way everyone’s eyes are in the middle andingtivas still brought
up. It was purposeful.

“It was purposeful”, as Monserrat just explainede $ook a series of action to be seen
and to be involved in a conversation lacking het laer friends’ perspectives,
perspectives from Latinas. The way the room wasigetssisted Monserrat’s decision to
change her seat and join the conversation. Whesdaskitting in the center of the class
made a difference in being seen, she replied:

Not necessarily. No one followed up on that coraos. | think they
were too uncomfortable. | actually think that's beeost of my
experience with conversations about race, it'suilecomfortable for
people. So it's dropped.

The decision to withdraw from subsequent class emations was driven by first
assessing the environment. In the second intensbe/ shared:

That’'s what | strive for, sometimes when | stayeqiit’s] because | don’t
want to be the only representative of that paréicttheme [or] viewpoint
lens because sometimes you need allies when yabatd to go into that.

| see the honest conversation as an assessméet sdifety and sometimes
| don’t want to know what they really think. It go@to that safe space of
do I really want to know? Do | want to expose tight now? Of course
and then is it the proper time? And then it goés,ido | want to shame
them right now because I'm angry with what theyl8diike a public
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spanking, or do | really care about them and dayaht them to learn.’

And all of those assessments happen before thashoonversation

happened, because some people aren’t ready fothiey get defensive,

when we expose like yeah, that is a stereotype.

Now, the assessment is, is this a teaching momemnit@ Because I'm

pretty quick with my responses and I'm pretty syaskth my responses

and | have to catch myself from not saying themloud, just in every

aspect because it goes back to that assessméke,did this comment

going to be helpful in getting this person outtaétmindset or is it going

to contribute to the mindset about Latinas?’

Monserrat's experience is unique from the othelng Saw an opportunity to
participate and engage in a conversation to wiggrow perspectives that were being
offered. Monserrat followed cues provided by th#gya the room exhibited with chairs
set up at the center of the room. Based on thetsteiof the room, she thought she
would be welcomed into the dialogue. She put tharteto be included and to be seen by
changing her seat and standing up when she spieeCesar who followed the
professor’s questions to participate, so did Moradday following the patterns the room
presented. In this experience, the notion of bee®n, wanting to be seen was unmet
when Monserrat’s contribution was unexamined. ‘dsvdropped,” as she said. So,
Monserrat’s heroic role was attempted but not zedliin this experience. As one of the
few Latinas in class, this experience became aingto too quickly react to feeling
“called on” to participate. Because of this expece, she exercised silence to assess the
safety of other environments before engaging ih@rest conversation. Similar to
Cesar, a safe environment was important to pasieip the classroom experience.

Reyes. Reyes was very self-aware of his biracial iderttiigt translated into being

aware of the classroom environment. Reyes spoke [froth his Mexican American and

White identities. Specifically, the way he spokenaf White identity as being privilege
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brought awareness to a class predominantly contpas®/hite students. “I think it gives
more credibility”, Reyes said, as he reflected mnelxperience during classroom
conversations. Reyes described specific in-clasgpgactivities where he purposely
selected not to participate, and discovered silégatelassmates to “take up the work”
which demonstrated knowledge and ability to effesdti engage in conversations on
topics of race, socioeconomic status, religiondgermnd sexual orientation. By the end
of the first interview, and with all participantie classroom experience, and more
specifically classroom conversations about diversiearly emerged as a theme. Reyes’
classroom experience derived entirely from the sdd¢oterview. He commented:

| am known informally as like the gender guy, $@mlre a woman’s
studies degree, so | am therefore a master of engy#imd everything
related to gender, and gender identity, and thethatyinteracts with and
informs conversations, and dynamics, and power paindege, and
oppression. That also then has now led to likerdityetopics in general, |
tend to have more informal authority or when | $p¢eople kind of
know, ‘Yeah Reyes is legit, because he got his enastiegree in
woman'’s studies. And he studies this regularlyhes&nows.’

And | have identities that are oppressed in somgswso therefore | have
even more authority to talk about these thingsinSmasses when race
comes up particularly in the first class, there was time we ... the
whole class was just complicated to even say d&edslim up in one
sentence, but essentially there was this ...

We were listening to someone who had a leadersl@moha, and we

have to ... the rest of the group has to analyzepéison’s case from a
systems perspective. One of the systems that cameasi gender. There is
obviously some gender power dynamics happeninigisnperson’s case
and that the person who shared the case can’t sppeslk like we’re kind

of processing out loud in front of them.

And | kept my mouth shut. | did not say one thifibe entire time, | did
not say one thing. However, | was looked at coristaspecially around
the gender and race, because the people involvezl\Wiite, but the
woman was a woman of color, and they were justifgpk . they were
kind of like prompting me in a nonverbal way to tridsute, and | refuse.
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However, people took up the work. They talked alout was helpful for
me to know, ‘Oh, | don’t need to talk about it,’da@ise one, it's not
helpful for me to do all the talking. It's helpffdr other people to get
involved. And two, other people know. Other pedme&e knowledge.
And it helps them to know that they can talk alkibthat they can
participate. It's not just me or like the token..dithat other participant,
like the token people who'd regularly take it upemhit’'s not being talked
about or when it needs to be talked about. Thitésdne example of a
time when | ... I'm now regularly prompted, like péepook to me to talk
about it especially with gender.

There was another class, an organizational cuétndetheory class where
the professor said something about ... someone btayghender and he
says, ‘Yeah, | know gender is just a crazy thirg Reyes you'd know a
lot about, like Reyes you’'d have to agree with tbatyou know, Reyes
you would know a lot about that, right?’ | was likeim-hmm’ didn’t say
anything though because I'm like | can't justl.don’t want to get pigeon
holed because | have this expertise, and becawseelthese lived
experiences that are diverse and not the norrm’t gest be that person to
always talk about it. It's not solely the respotilgipof the people who are
diverse to be the ones to talk about it, and Ikhivat it's unfortunate, and
| also can recognize certain instances where .. dilane class where the
people around me were a majority ... when we wekénglabout the case
study, the majority of people were White, straigtgn and women.

| surmised the situation to be when people aratilewhen there’s
silence around when we’re talking about diversitiien race, and gender,
and diversity come up in class in the doc prograaimost feel like white
students tend to be silent, because they don't teesdy the wrong thing.
And so rather they respond to what someone elssdidsvhich is
typically, ‘Oh my gosh, that’s so interesting. Tihadkes me think about
XYZ. They're not really ... very few white studentsntribute in my
perspective meaningfully and in a critical way tmeersations about
diversity. It's just so rare.

Reyes was clearly aware of his contributions tgsri@om conversations on the topic of
race, socioeconomic status, religion, gender arnda®rientation. He attributed this to
his diverse background and experiences he lived/elay. Reyes’ experience
demonstrated two classroom experiences where ciissrand professors communicated
a series of prompts directly to him. These promnysse looks, stares, and direct

comments and questions to encourage Reyes to teaersations on diversity topics.
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Reyes’ reaction to the prompts was to become diteavoid the heroic role, to avoid
being central to these conversations. By beingilee discovered that others were able
to take on conversations about diversity-relatgict He also discovered that a class
mostly comprised of White doctoral students, midimformation and experiences were
shared which became a disadvantage to Reyes’ avfagsional growth through these
conversations. Reyes’ experience representedes sdrbehaviors consistent with
developing Reyes as heroic by specifically directjnestions for him to answer. These
directives were so specific to Reyes that theytéohopportunities for others to utilize
their experiences as a frame of reference to ggaatiage in classroom participation.
Reyes’ experience was different from Cesar and Mioat However, Reyes’ experience
is most similar to Brendan’s experience.

Brendan. Earlier in the chapter, Brendan expressed that aleesnters a room
comprised of predominantly White students he dag¢gatus on being the only Black
man in a room; others are more concerned abouadial/ethnic identity than he is in
this kind of setting. Similar to Reyes, Brendath t®nversations related to topics of race
and socioeconomic status. He discussed a few eeamlere he was central to the
direction of the conversation. One day after cl8sendan met with the professor about
the nature of the class conversation. The profeassigned Brendan to prepare a
presentation on impoverished communities for the okass. Unlike Cesar who found it
helpful to follow the professor’s facilitation, Brdan did not want nor did he find it
helpful to be placed in this position; an expereesonilar to Reyes. Brendan’s
experiences made him heroic; he rescued the asisigpe and made him an authority in

what is right and what is wrong about impoverishethmunities. As part of his reaction,
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Brendan purposely exercised silence to “see whigi the mood will swing to”, as he

put it. His silence led classmates to react inedéht ways, but each reaction was equally
profound. In the second interview, Brendan discdisiails of classroom conversations
he encountered when asked what those interactieress ike. Brendan shared:

Then the American people, or the U.S. citizensylooever will pull an
example from the U.S. ‘Oh, you know, like the gbgtin Detroit...", and
as soon as you say ghetto, | perk up because litmgvéor the next line,
you're going to say ‘black’. It's inevitable, @mnsething that references
minority or in some way it's going to come up. fhieey kind of look at
me like, ‘is it okay if | talk about?’ You know whamean? How do |
know? | know about the ghetto, but I'm not in ¢inetto right now. | can
go back and visit occasionally, but I'm not liketeaight up ... that's not
me. Because I'm the only one in the room, | anettpert. “You may
speak about the ghetto, yes, keep going. Or holadvbat did you say?’
Well, you know, it's really like they're waitingrfae to like, ‘all right, go
ahead keep talking. Or no, stop, that's too mwhat are you talking
about?’ | like to let them dig their own graveswdratever. Or just get
your thoughts out so whatever your example's gtorge so you can keep
this moving. Many times I'm looked at as the ekpearanything that has
to do with African American culture, ghetto refeces, or something
poor...

Similar to Reyes, Brendan’s experience illustratees that he encountered in class.
These cues directed him to contribute, lead anéirooliscussions on race and
socioeconomic status. Brendan was knowledgeablet dibese topics, but these topics
are not necessarily his personal experiences. lByevof being the only Black man, it
was assumed that these were his experiences.d Bskadan if there was anything that
could have been done to engage others in the ceati@ns. Brendan shared:

| have to be the voice ... not the voice of reason,| have to remind

them hey... ‘not everybody has the same backgrourydas Other

people come from different walks of life.” Then tbenversation gets a

little bit more ... it deepens it, but a lot of timi#s very plain and vanilla.
‘Oh, you know, in my experience’...,which is not agyperience at all
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because you're either too young or you haven'tina@xperience. You've
been spoon fed, you haven't even had a job thahgduo provide for
yourself and struggle and doing things on your owtam bought you
your first car and probably does now. Everything kaow is privilege.
You really don't have a point of reference, sgits a lot of times you
have to kind of rein people in. Even the professmve to be reminded
that ... or | guess they have to be aware that ef lthtis [conversation] is
kind of like on the surface.

After class...the professor will be like, ‘I know thau have a problem
with this.” Then we'll have a discussion and like] ‘why couldn't we
have that discussion in class, | think that wowdsiéhbeen beneficial’. You
can have a discussion but I'm going to be the ongytalking or we can
just let it go. That was the discussion we hadraftass and it turned out
in the next class I'm doing a presentation on jpeaple. Everybody's
listening and taking notes.

This experience involved a professor directing Beemto provide a presentation on
poverty, even though the professor acknowledgedd&e’'s discomfort in class.
Brendan’s experience is ignored, while the clagpegience is broadened at the expense
of Brendan’s experience. In the journal, Brenddkethabout a specific comment made
in class.

‘These people need a lot of help!” This was a stata that was brought
up in one of my doctoral classes as a discussiote on helping
impoverished school districts...After the statemardjscussion ensued
before several people realized my silence and poesdéfter | was
‘recognized’, the room went kind of quiet and alés were on me, in a
way. Clearly | was black and apparently poor. Tkiegw from
icebreakers and class introductions that | was faomrban area growing
up. | felt a little embarrassed and upset that theyld talk about black
people as objects to move around and not actuathenstand. Then,
magically, they realized that | identified with theople they were
objectifying. | felt like | was suddenly singledtou

Brendan’s intentional silence produced differespanses from his classmates, which
often left him with the last word. From the secamigrview, Brendan shared the

following:
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There have been times where | wait, | just dorytaaything. | want to

see what the mood will swing to before | speakhasAfrican American or

on a race topic. My silence is almost, | think m®re of an impact at

times...it's more powerful. So if I'm quiet aboutsgmeone in the room

will become an advocate. And then if | do takeyapr position, ‘Oh

yeah, you're totally right, that is true...” no omidl speak on it. And it just

kind of goes away, unless the professor tries torgeriled up. I've seen

that happen. Or, if I'm quiet, like literally vegyiet, you can visibly see

that he's not happy about this, someone will becibra@dvocate after too

long, it always happens. Or, if | agree with ythat shuts everybody

down, too. So it seems like it [being silent] dsashfferent responses

from different people.

As previously mentioned, Brendan’s and Reyes’ éepees are very similar. As
one of the few or only Black man in the room, Bramdvas looked to “save”
conversations addressing topics related to diyer3ihere was an air of “here we go
again”; meaning that Brendan knew when the conviersaturned to these types of
topics, he was expected to join and contribute nmggully to the dialogue. Cohort-
mates and professors exhibited behaviors solefctdid toward Brendan much like
Reyes. In Brendan’s classroom experience, thesavimek were consistent to make him
central to these topics.

The participants often began by first describimg take-up of the classroom as
being one of the few or only person of color, tihgrquickly placed at the center of
dialogues related to race, socioeconomic statusiaserientation, gender and other
diversity topics. This position was imposed on Cedaen he was the only one
answering questions regarding Africa; when Reyes stared at by classmates to lead a
case study and when the professor directed gepeéeifie questions; and when Brendan

was instructed to answer questions and presemhpavierished communities.

Monserrat's experience was the only one drawn bys#t-up of the classroom (a room
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set-up by someone in the program) to engage ipia &bout race, and also the only one
felt unwelcomed by her contribution on the topihisTcentral position was provoked by
the participants’ racial/ethnic background andehare established their classroom
experience as racialized experiences illustratihngmthey were “seen” and when they
were “not seen” by their classmates and professmasin turn, were marginalized by the
same people. Cesar, Brendan and Reyes receivedisesdal and non-verbal cues to
lead certain diversity topics which are acts ofgnaalizing the conversation with those
who appearto know best about the topic. The same acts egdather students from
engaging in the classroom conversations by disaogithat some may have the
knowledge to contribute in those kinds of conveoset

However, these marginalized acts (i.e., staresaasmjned presentation topic) and
marginalizing topics were confronted by particigdeliberate act of becoming silent.
Specifically, Brendan and Reyes purposely becalaptsas a way to reject a heroic role
to see if others could engage in the conversa@esar was first silent to avoid being
misunderstood by personally held-beliefs. Mons&rsaence became a learned behavior
to first assess the safety of the classroom b&flogaging in an honest conversation about
diversity topics. Especially in Reyes’, Brendansla&/onserrat’s experiences,
purposefully becoming silent redirected marginaligiopics to the other students. But,
becoming silent also left them unchallenged inrtbein thinking processes which
impeded their personal leadership developmenti@éadership focused program. They
were left unchallenged because they were expectegstue diversity-related
conversations that others did not engage in, amsl gtill remained, symbolically, heroes

of those conversations. Everyday practices to engaglents in diversity topics in the
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classroom are vital in shaping students’ contrimgi particularly those who are visibly a
minority.
Supportersas Agents of Information and Opportunities

Another shared experience was the consistent adwideguidance participants
received from one, and in some cases, severalmgemdhe program. This person was
instrumental to better understand the program’setgtions, meaningfully connect with
peers, unveil pertinent information and expandgssional opportunities. Together,
participants shared the experience of a suppogteing) as an agent of information and
opportunities; however their interpretation of thexson was different from one another.
Cesar, Monserrat and Reyes described this persopact similarly, while Brendan’s
reaction to his supporters was interpreted diffélyen

The availability of resources and faculty werenastental for Cesar. These
resources were helpful when he explored literagunck opportunities for independent
study. He specifically discussed a personal intemaavith the dean of the school of
education regarding opportunities for independamdiss. Monserrat was approached by
mentors who provided opportunities to teach, atemderences and speak at two
different government-related events. She, too, risstt these interactions as personally
provided by mentors. Cesar and Monserrat weretalitennect this experience with their
identities as first-generation doctoral studentsadér.

Reyes’ experience both came from faculty and péersulty affirmed his talent
in school-related projects. Peers, especially datgiudents who advanced to candidacy,
supported Reyes by sharing their progress in tbgram. Brendan’s experience was

significant in gaining access to information thatswotherwise unknown or invisible. The
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information was made visible and accessible byihdficial advisors. As a result of
various supporters purposely involved in the pgodiots’ doctoral experience,
participants navigated the doctoral program asméal students. Figure 6 illustrates the
participants varied interpretations and reacti@garding support.

Cesar. The most important thing for Cesar was accessstourees and
opportunities for students. When he needed to miktor get advice from faculty, they
were available to him. Cesar felt supported bypfeggram. Toward the end of the first
interview, Cesar discussed different ways he wapatied and the importance of being
supported. He shared:

The most important support | think is the resourtes availability of the

professors. Even the willingness of the adminigirain terms of creating

opportunities for students to interact, to creafieknt kinds of

possibilities for students to get together, dis¢hsssubject matter,

exchange ideas.

| think ... | always compare, | don't know, here #tedents in the United

States might have a different perception. For aayeho is African, the

first thing is the resource, the readiness of tlaégssors to support, to

advice; and the readiness of the administraticaii@ays create

opportunities for the student to do whatever thieletts want to do.

These are the things that have been raised by .s¥dg, that's what | can

say.

Cesar noted the importance of support as an irttenad African doctoral student.
Specifically, he noted opportunities to connechwather students. This kind of support
is instrumental and therefore shaped his experignttee doctoral program. Cesar shared
specific times where support was exemplified.

For example, let's say | want an article to reéid.\lery easy for me. I'll

ask the library to just give me this article. Tlggye me three to four days,
a book to read is very easy, they’'ll give me.
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...My adviser is the dean of my school. Whenever mivsme kind of
course arrangement or independent study arrangesieis willing to
just create an opportunity. For example, two ee¢lmonths ago, |
wanted an independent study. She couldn’t decideddiately, but she
took me to the department head, to other peoplék&tldo other offices
and then we tried to find out something usefulrfa.

| think that is the kind of support that makes sh&dents to just create
opportunities. The other thing is if a student vgaotparticipate in the
conference, in the research; there are opportsnitie

As a teacher assistant, Cesar also provided sufapotiher students. He commented:

For example, there’s a course that we’re runniri e department
chair, her technical assistant there at the conberelLA conference. |
don’t know if you're familiar with that one. We h&aa course, special
topics course in which students study about thss@ation or about
professional association, academic conference. Mfgape them for the
conference. If they want to present at the confegewe support them. If
they simply want to participate in the conferenge,support them.
Everything is paid for them.

It's not only going to classrooms, it's not onlytiyeg articles in the

books. Even when you want to go to a conference have the resources.
What else do you want? These are the kind of resswand the support
that a doctoral student wants.

| know that there are some students complain thay] don’'t have
enough support, but the support is really thereis ¥an do ... You can
engage in professional association, conferencede@nce participation,
research engagement.

For example, if you want to take a course, so yauget enough advice
about it, really the supports ... There is enougtpsup They really have
the system to accommodate for diversity needs.

| have been able to observe that one, | don't ki@twer people might
have different opinion.

| asked Cesar if the resources and the dean’sreelpded him of his identities as first-
generation doctoral student of color. Cesar coetinio share in the first interview:

| don't know. By the way, the dean is my advisére gight not invest in
her time and energy for others to run in the samag as she’s investing
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her time and energy for me because she’s my adVviden't know how
that connects with my identity, my origin...l don&member, | don’t

recall me feeling that there was a first-generatioltege student because |
always put myself in the same place as other stadedon’t feel that |

am because I'm first-generation student.

By the way, the dean also talks aboualways talks about she’s a first-
generation college student. Her parents didn’togoollege or a university.
Maybe that might have biased her in favor of me,|'nunot sure. She’s
always supporting, she’s always helping me; mapeeduse] she’'s my
adviser, my supervisor.

| don't know. Me, feeling first-generation studentvhatever, | don't
know how’s that has patterned my relationship wighsupervisor. I'm
not sure.

Cesar commented on a question regarding whetheuness are meant for certain
students and not others. Cesar commented:

| don’t know, maybe the resources my school hasdonit know how
they distribute the resources and how they aldonmiadke available the
resource. | don't know whether they prepare, makéable to one group
of students or another.

One thing that | know as a student, they’re alwayggly to serve me. |
have also other friends, colleagues who try touake use of the
resources. It's always available to them. | havest@mple a friend from
Kenya, that student also enjoys this resource. ¢&uuse, you can get
access to the resources. | have also another goddeom Argentina, the
resources available to her. | don't know whethey tiave framed the
resources to serve particular group of students.

As far as | know, it's available, but maybe certgipe of students might

want to use the resources more...I'm not sure iféseurces are really

particularly intended to serve me or other grouptatient. One thing that

| know, it's always available to me.
When Cesar sought resourses, he found them. Whieachguestions about doing an
independent study, he got answers. Cesar alsdaabssisidents when they needed support

with conference information. As an internationaldgint, he noted the importance of

these resources. He equally noted the importancesofirces with other international
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cohort-mates. Cesar’s experience aired a nedeédbng prepared to transition into the
doctoral program which seemed to have been mostytimough interactions with
faculty and not as much through interactions wihart-mates. In other words, feeling
supported by a network of faculty and resourcesfaasdational to his overall
experience in the doctoral program.

Monserrat. Monserrat recalled her educational journey as aweying a
teacher in her corner. She credited this consistgoport to her educational
accomplishments, a contrasting outlook on her mtstlexpectations while also a
reflection as first-generation Latina. The relasibips she created and sustained with
faculty opened many doors that led to, as Monsesiat, “really big opportunities.” In
the first interview, Monserrat shared how she waspsrted by various faculty members
in the doctoral program.

| feel like there’s been a lot of mentorships. Asily this is how | feel
about, and I'm going to bring it back to my whobtiueational experience,
| really think that | have a lot to thank for teack. For some reason in this
little Mexican girl, they saw some potential andyttkept pushing it. As
far as my mom is concerned, as much as she wargdd do well in
school, she never said college or university, gtlang like that. 'm a
homemaker. | know how to clean everything, | knawlo cook. She
made me more into a domestic sort of role. To twas like | graduate
high school, get married, have kids, that’'s herliieg So, | really
attributed it to my teachers. There was alwaysarte/o teachers every
grade level that was like, ‘you’re so good, yowspesmart, you can do it,
you can do it'. Now | have one here saying the strmgs to me.

In any case, there’s a few people here that haxengne some really big
opportunities and have really reached out to medame that. | was able
to go and speak to Congress on teacher educato@u$e of a person in
the teaching program that | have a relationship.v8ometimes | go out to
dinner with her and ask her for advice. Actuallye gjot me to go speak at
two different conferences, [she] got me to go spake U.S. Congress
about urban education. I'm teaching a course oarudalucation here
because of her, and then | sat down and we wddaagahbout ‘well what
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is it you want to do with a Ph.D.?’ you know thaheersation they ask
you? | said, ‘I don’t know maybe politics’. So | aremlly, really thankful
for her. Those are some very clear things she étagps

There has been another professor as well. I've bébh because he also
says you should come to this Creative Leadershiféence, or we're
going to see Situational Leadership up in [nametgf, you should come,
and have your voice as a leader and you're actdallyg the work. So
I've had a lot of staff members really, really pider me some in depth
opportunities.

I’'m really thankful to actually have a current [mer) right now, is [name
of mentor] who | talk to about who contacted thatson that seeks
candidates, but the other person is [name of pgmgba’'s got me, | mean,
I've gone to so many conferences to talk aboubaatesearch. I'm
meeting with him tomorrow and he’s coming herel'8e developed
some very clear and close relationships with fgcaiitd they open up all
sorts of doors. Just in different ways. This orpétical, this one’s action
research...

Compared to Cesar who seemed to have found resowten searching for them,
Monserrat's experience seemed to illustrate a sup@dwork of faculty reaching out to
her. The follow-up question clarified whether th@portunities came to her or whether
she sought them out. She reflected on these opptiesias a sign of her identity as
Latina.

So here’s the part that I've never said beforeglsethe part where |
wonder if I'm... because my first year | got a tonattention. | kept
wondering, | mean, | was on their brochure, onrtivebsite, being
filmed, and I'm thinking ‘am | the only Latina hérés that why you're
doing this?!" I did carry that around. Now | thilikn, but that's the part |
don’t want because | start doubting my capabilities not because I'm
capable, it's because I'm brown?! So now I'm atploent where I've
come through and gone because I'm capable. | lmaveven if it's not
true | have to live with that. | can’t be constgrdbubting myself that
these opportunities are given to me because I'wibro

Monserrat’s experience illustrated a journey ttest long been supported by persons

interested in her educational success. Her eartiestories included this type of support.
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As an adult in the doctoral program, she doubtesdiind of interest, and even convinced
herself this interest could be untrue. Monserratge during the study has been a lonely
one. In many of the experiences she shared, shadek during a large portion of her
education journey, and this experience also cagiltle bit of this loneliness when she
expressed doubt for the support she received.

Reyes. Like many during the first year, Reyes strugglethwine workloadWhen
he struggled with a paper, he remembered a cortia@rsaith professors that helped him
believe that he can do great work. The professagaged Reyes in such a way that
transformed his “can’t do” attitude to “can do”iattle. Reyes’ experience illustrated a
professor is in a delicate position to encouragesapport the doctoral student,
particularly underrepresented students. In theifiterview, Reyes shared:

I've gotten a lot of support from the faculty membeho's now my

dissertation chair. He's been very supportive.$ aetually having a really

rough time my first year. As most people do, ittewgh transition. | was

also in a not so great relationship and was livinigy my partner. There's

just a lot, there's a lot that | was going through.

He was one person that really helped. Really almwestt above and

beyond student-faculty interaction to make sure Itfielt intelligent, that |

had made a good decision to come here, that | veseibe here and that |

am doing good work.

| would say that of most of the faculty that 1Actually, all of the faculty

that I've been interacting with have made me fesbime way and

supported in that way to some degree...

Reyes was additionally supported by peers, peojilewhom he shared learning

experiences. He continued describing in the fiririview.

There have been other students in the progranhtwa made me feel ...
What was the question about support? Supporting...?
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| just wouldn't be ... Even more than the facultigihk, my peers and
colleagues in the program have certainly helpedicogarly people in my
cohorts, people that | entered the program with.

We don't see each other in every class. We seeatlaehin some classes.
It's just like, ‘I haven't seen you in so longkdi ‘How have you been?
What's been going on? How's your research coming?/éu getting
close to your topic?’

Currently, I'm here. I'm doing five years, so myhods ... some of my
cohort members have defended their proposals,gdinding their
dissertation. I'm able to check in with them tdkeli How's it going? Tell
me ...." They are more than willing to share tleeiperiences and give
advice on like, ‘Do this, avoid this,” in terms adivice and wisdom.

Inquiring about peers’ progress with projects, uiithg dissertation work, was
instrumental in connecting with and receiving supfrom peers. Reyes continued
sharing details of interactions with supportiveulag. He shared:

The faculty member, he was teaching in one ofitisedlass that | took in
the program, he was the professor. | met with hm@on-one basically to
say, ‘I'm really struggling with this last papedadn't like this topic
anymore. | don't think I'm saying great thingaudtjam struggling.’

He just really gave me such great pep talk. Thesefsething about the
way ... He just seems like such a gentle souinkth has something to do
with the way that he would comment, praise my warglass that made
me feel comfortable and being so vulnerable and.s#ts all the [s-word]
that's going on right now. | need help. | don't\wribl can do this paper.’

He said, “Your paper, I'm sure will be great,’ thiatks to me about,
‘What do you want to do?’ Actually, he got into gtiens about my life
like wanting to get to know me more.

One line that | still remember and this is almbseé years later, almost
three years said, ‘You have the DNA of a profesg¥ou need to be a
professor. That totally makes sense.’ | was likéow! That is really great
to hear.” Also, because that's what | want to dat'$ even [more] great to
hear from someone who is a professor and who'ssfiekmown in the

field of education.
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Reyes described how another faculty respondegapar project, and the vulnerability
he felt with peers.

| sent an email saying like, ‘I'm not going to méeHere's the paper. The
deadline's right now. Here's the paper. It's alin do and it's not that
good.’ He's like, ‘Well, would an extra 24 hourdg#l'm willing to wait
for your work. Your writing is worth the wait.” Thavas another ... Just
like, ‘Really?’ | was just so emotional. | evenrsta crying when | read
the email.

This was such like so moving for me to hear. It usme really in a good
way, it really impacted me. Those are some speac#imut that
interaction. In terms of the cohort, there's sonmgtio be said for having
common experiences with one another.

The fact that we were able ... every single massgtudent and doctoral
student take this class called, Leadership ThebBractice. It's like 80 to
90 people in a classroom. We all go through it toge

Instances like that where ... Especially in thass| where sometimes we
make mistakes or sometimes we get called out ofiseword]. We also
have small sub-groups in addition to the large graMe even got to know
each other even more in that way or in that setting

There's something between both instances, botatisitis, there's

something about vulnerability. Having the opportymir the ability and

the safety to be vulnerable with each other in smays over time to

build a really deep meaningful relationship, whereedon't see each other

that often. | don't hang out with many of them alg<f the program.

When | see them in class, I'm so happy to see Hrahthey're happy to

see me.
Reyes’ interpretation of his experience was difiefeom Cesar and Monserrat. Reyes'’s
support was specific and critical in moments wherdbubted the value of his work.
Faculty provided verbal support to help Reyes with separate projects. These
moments were critical to him as a first-year dagtstudent. The second form of support

was his relationship with peers in the doctorapam. The time taken to connect,

inquire and share tips created meaningful exchabget how they were doing in the
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program and helped Reyes feel safe. The suppogsRigscribed spoke more to
information than opportunities, and related to sitafeelings and current state of mind.

Brendan. Brendan found people that could lead him propenty iatelligently
through the program. The advising team, as he thestthem, consisted of his official
advisor and his unofficial advisor. The officiah@sbr was described as the assigned
advisor by the department who took care of bustnelesed stuff mostly requiring a
signature. The unofficial advisors were people Benmet before and during the
program. This team of advisors communicated inféionato Brendan that was not
written down somewhere and therefore normally ieasible. As part of the first
interview, Brendan described the important roléhef advising team while navigating the
first year in the doctoral program.

Before | got into the master’s program, | met oheng unofficial advisors

at a community event when | was working for thegyowment, a Latino

event and he told me who he was. | said, ‘Heygéimg to come talk to

you because I'm going to join the master’s progfanmame of school]’

He says, ‘Oh, man. That's awesome. We need mioiaitres and duh,

duh, duh, duh, duh and. Whatever | got to do tp lgeli, man,

I'm all for it’. His best friend was my boss sothevas a bond. ‘Yeah,

you know, there's a ..." | said, ‘Hey, there's @ grar master’s program

that I'm looking at doing.” He's like, ‘Are youlking about the [name of

program]?’ ‘Well, yeah.” He's all, ‘Make sure ytalk to me before you

register for that [bull crap] because there's s@siges. It's going to be

good but right now it's not what they say it is amehnt to make sure

you're taken care of before you just roll up inrthé That let me know

that | could lean on him when | got here for all mg bull crap what's the

deal’ answers.
This experience occurred before he became a dbstodent. However, it was
significant to Brendan as it established a relatm that was still there when he began
the program. Brendan continued:

| go to my advisor, it sounds funny, [and thenpllzack to him, he says,
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‘This is what she really meant to say.’ | kept himmy back pocket
because he's been vital to me navigating throufgreint issues like with
the [name of program]. They didn't want me tohepeople in the [name
of program] didn't want me to do the Ph.D. prograrhey wanted me in
their program. It's political stuff. He goes, &tls [bull crap]. Just do the
Ph.D. program and take their classwork. They cdofi you. You're in
the Ph.D. program, it trumps their program. Theg'tdwant to admit that
to you but in our meetings, that’'s how it is.’

[That’s what] Dr. [name of faculty was saying], dts how it is so just do
it and let them worry about telling you you caatelr on because they
can't tell you no.’ It’s stuff like that that helgpene as a first year, if you
will, student get through the process, becauseulavt have gotten that
answer from my [official] advisor. | think she ditlwant the controversy
or she was not ready for that battle or she judt'tlhave time to

deal with it. | don't know... | always go to my adwidecause she's got to
sign everything but if there’s something that shgss something that's not
on the up and up, | just run it back by him. ‘Hefy is she saying this’
and we'll have a discussion and he'll check on ssinféor just make sure
it's legit. Not that | don't trust my advisorukt don't always understand
why she's not saying, ‘Yes, Brendan.’ If you'ré teling me yes, why not
and then if your answer is not good to me, théghiéck it.

This experience fell in line with what he estabdidlirom the very beginning of the study.
A support network was important to him, becauswas told information that seemed
hidden or not thoroughly explained. He questioreddfficial advisor’s suggestions not
because he didn't trust her but because he waalways satisfied with what she said.
Having people in “his back pocket” was instrumembalBrendan.

Oh, it's vital. That's something I've learned iy hfe is | got to find

people who are going to be there for me. Whemitdmow, | need

someone who knows so that's one of my first thirdgsis | find that

person. In any situation to make sure that, glitribecause I'm not

always the brightest person in the room so | gdinid someone

smarter and make sure that they know what's gaingpd can make

myself smarter. | learned that a long time ago stilduse it.

Brendan’s experience was different from the otlaatigipants. Unofficial advisors

showed him what was really “real” in the prograrhey helped de-code some of the
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information he received from the official advisorformation unusually shared. In the
second interview, | asked if this kind of relatibishelped experience the program in a
way that few are able to. Brendan shared:

It's interesting to look at it from that viewpoinA lot of times, and this
goes back to these people who are consistentlyndrtne program,
they're consistently interacting with the professamd the admin people
or what have you, so they know what's coming, hitsagoing to be laid
out to you as a student. When you see people dbings a certain way
in the classroom, why is she doing that? Or wishis asking those kinds
of questions? How does she know to ask that qurexti

It's not because she's smarter or she's moreiwatusthe's sitting in the
room with the professor as they outline their lesglan. It's not just one,
it's more than one, it's like a handful. Now peglecause their mentors
or connections, they have more insight as to wigailsg on and what's
important. How did you know you could miss thiasd or how are you
able to miss so many classes and still have anteféerelationship with
the professor? That knowledge isn't always avklabeveryone.

| don't want to say it's a white or black thingcaéese it's not, it's more so
your availability to involve yourself in the flowf ¢the coursework, if that
makes sense.

Brendan interpreted his experience differently frGesar, Reyes and Monserrat. The
support illustrated the importance of informal tiglaships in uncovering information
that is typically not discussed in formal relatibips, such as Brendan'’s relationship with
his academic advisor. This type of informationlsoaonly available when this person
(faculty/administrator) offers it. When this typkinformation was offered, it informed
Brendan in a way that better prepared him to fa@ any) situation.

All of the participants were supported in differevdys and for reasons that
seemed to fit their in-the-moment need, and edatioaship was equally significant
based on the participant’s need. At the National&gtion for Student Personnel

Administrators (NASPA), State Representative MargBnzalez for the House District
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75, said “If you're not at the table, you're on tihenu” (personal communication,
November, 6, 2013). This is somewhat demonstrdwexigh the relationship between the
doctoral student and their supporters as agentgaination and opportunities. In
meetings, those “sitting at the table” have speaily been invited and become privy to
information that others absent from the table nilt have access to. Those “absent from
the table” are “on the menu” because decisionsra@e without their input and by
people who likely do not share their experienceothrer words, decisions are often made
without those voices normally unheard. The suppsrpmsition as faculty or
administrators or older peers and their willingniesshare tips, suggestions and other
information symbolically brought the doctoral statleo the “table”. The supporters’
access to information made the information viséd accessible to doctoral students. As
a result, the doctoral student was informed andtipasd to better navigate the doctoral
environment because the supporter acted as an efgafiirmation and opportunity.
When other areas of the doctoral program becarfieudifto manage, the
relationship between the supporter and the docstualentbecame even more
significant. The relationship affirmed the partiipt belonged in the program and
improved the participants’ connection to the prograAll of the participants were
supported by someone interested in their tenud®e®ral students and each supporter
held a position in the program significant enouglpttoperly guide the doctoral student.
However, being supported in these ways did not dgntlee classroom experience the
participants communicated in the previous themated|to diversity topics discussed in
the classroom. These classroom experiences wess diram their position as the only

or one of the few persons of color in the classrobherefore, it should be noted that
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while the relationship with the supporters werghédlin navigating some parts of the
program, other parts of the program, like classreomversations on diversity topics,
were harmful to the participants.

Conclusion

The first research question explored how the gigeints’ doctoral journey was
shaped by the doctoral program environment. Expeeg were described through
specific examples of meaningful interactions sigatft to their identities as first-
generation and persons of color. The interactiomewexemplified through four common
themes that emerged mostly during the intervievassomewhat from the journals. The
first theme is the first-generation status: an oksp identity. The second theme is the
role of language related to language accent; krihydeof academic terms and cultural
language; code-switch; and authentic Black expeeeihe third theme is participation
in classroom conversations. And the fourth thensuporters as agents of information
and opportunities. The themes were shared exp@seamong the participants with
mostly diverse interpretations including diversaatens to interactions.

Collectively, the participants experienced a reteghip with the doctoral
environment. They often described the racial/ethmake-up of the doctoral program and
told past stories remembering their first-generaitatus to make sense of their journey
up to this point in their education. The themetemtéd examples of when they felt
supported and when they felt unsupported in théodalcprogram. This seemingly roller-
coaster relationship, experienced through sevetatactions with peers and faculty,
often gauged an on-going assessment of the initenact determine their reaction to

others in the environment, and therefore providedraderstanding of how they saw
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themselves as part (or apart) from the prograns dhigoing assessment was often
triggered by their racial/ethnic and first-generatstatuses. The participants were
persons of color and first-generation, and theylieggheir own cultural understanding
of their identities to their experience. As a redihle first research question illustrated
different experiences among participants who idieticollectively as first-generation
African/African American/Black and Hispanic doctbstudents.

Addressing the Second Resear ch Question

The second research question explored how firsémggion doctoral students of
color shaped the educational environment in whiely tvere pursuing the doctoral
degree. This question examined practices (or gal)diaken up by faculty or advisors and
how, if at all, the doctoral student’s reactionhased the practice. In other words, the
research question inquired about deeply rootedipeacthat fostered a particular
experience in the doctoral program environmenttiéipants reflected on practices or
policies they reacted to as means to explore theodad program’s normal or traditional
ways of doing things. Participants’ reactions aftgrarticular interaction sometimes
resulted in a change of that practice. When thexe aviack of reaction toward a practice,
the impact on the participant’s experience watmtifound.

There were four different practices or policies thlgcited four different reactions
from the participants. The policies and practiaeseanbedded within and supported by
the doctoral program. They are (1) the use of these evaluation to capture classroom
experiences; (2) a professor’s grading practiceth@ selection of graduate assistant; and
(4) the format and process of interviewing prospeatioctoral students. The experiences

derived from reflecting on a time when the partétipreacted to a process or practice.
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They commented on whether their reaction reshapsttipe and if it influenced others’
reaction. These are represented in figure 7 ancridesthe reaction to and reshaping of
practice or policy in the doctoral program.
Cesar

In Ethics and Leadership, the professor provideduase evaluation. Using the
course evaluation, Cesar shared there were too granyp activities assigned in class.
Cesar recalled the professor's comment as, “Sormyewsaid there are too many group
works. I'm going to think about that one.” Cesad dot recall his comment making a
change in the professor’s teaching practice. Irtteereexperience with a professor, Cesar
shared a suggestion to teach the class, and fgestign was immediately applied. Both
experiences asked for Cesar’s feedback, both wekeded, but only one was executed
and witnessed. The differences between the expasegre first, Cesar’s roles as a
student in one experience and as a teaching assistine other experience. The second
difference is the professor’s urgency to want tecexe this change to capture Cesar’s
immediate experience. In the first interview, Cdsagan answering the question with
some uncertainty. He shared:

It's a bit complex. A particular force that | readtto? | don't know,

process | reacted to and changed it because oéatyion? | don't know. |

always react to different processes. As a humamgbgou react to

something. For example, there are courses thatd taken that | have

reacted to those courses by writing, or by my beraldon't know how

they have changes those courses because of mipreact

For example, one example is we evaluate coukéagbe one course that |

remember is ethics and leadership. There was awal+ation in the

middle of the course. We were asked to evalugtestigave a comment

that there were too many group works and the psofasmientioned about
it without mentioning my name.
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| am not sure if the professor made a change bas@ady comment;
maybe that was one thing that | can remember.

At this moment, | asked for clarity in the exam@lesar shared. He continued:

Yes, he said, ‘Some of you said there are too ngaoyp works.” He said,

‘I'm going to think about that one,” without mentimg my name. Maybe

other students might have also made the same cotnmen

Yes, | made that comment. Maybe there are simdarroents that | made

in other courses, but those comments are at thefetheé semester. | don’t

know if the professors made changes when the covasever.
Cesar’s response illustrated that the program atasasted in the class’ overall
experience. In this reflective experience, Ceseedaan opportunity to make a difference
through a traditional practice administered ataiarpoints of the semester. | specifically
asked Cesar if the comment described on the cewedaation changed the number of
group activities. He shared in the same interview:

| don't know. I'm not afraid of making comments, ity way. | just

seriously take course evaluations, just evaluateses and then | just

include my own comments. | don’t know if professwrally make

changes based on the comments | make, other stualsntmake

comments.

I’'m not sure, but one thing that | believe in tlystem is just take

comments seriously. | don’t have any evidence yossabut I've heard

people talking about students’ comments and stgtemnaluations are

really important in terms of just improving the ®m. This maybe, | don't

know, something that’s individually influence thgseem in one way or

another. We cannot trace those influences.
It mattered to Cesar that he was asked for feedaloit class. He took the course
evaluation seriously enough to share his experigboatrary to this experience, Cesar
shared another experience when another professiohte comments seriously and

immediately implemented a change in class. Inittegance, his comment mattered. He

said:
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I’'m working with a professor. We're offering a caserthis fall. We
offered the course last fall. As a teaching assistgust made comments.
| just suggest ideas. Those ideas are really irapofor the professors.

That may not be common to all other students becatisy special
relationship as a teaching assistant. My ideagyreauint, may be [that’s
another] examples.

For example, in terms of the kinds of activitieattive have to ask
students to complete. In terms of the number dfjassents, we have to
ask students to do or the type of assignments we foaask students to
do.

For example, one example is towards the end ofe¢heester, | suggested
that, ‘Let’s just give them this kind of reflectioihe professor said,
‘Okay. That's really useful,” and then we did [it].

That is really as a teaching assistant. It maybeads a student, maybe if
we think being a teaching assistant is part ofdpailoctoral student is
such you can take it from them.

Cesar made a clear distinction between the tworexpees. In the first experience he is a
doctoral student. In this example, Cesar is a ®aabsistant. The relationship with the
professor and the position Cesar held independantggch interaction caused a different
experience and thus a different reaction in théggsor's teaching practice. | went back
to the first experience and asked Cesar if there wther ways to give and receive
feedback about a course. He shared:

Yes, | always think different ways of getting feadk. Course evaluation,

| don’t know if the students really seriously dolits really tricky because

students in front of the professor or faculty, tldey’'t speak about the

course freely. The relationship with a professotherfaculty is influenced

by the power of the professor to make evaluatitmdecide the grades or

whatever.

Maybe the students might be asked indirectly @a'tcthink of any

system in which you can engage the students tatadkit the course in

the absence of the professor. In one way or anogbarwill be identified.
Students don’t want to be identified when they &tout, when they make
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a comment about the course because they thinkr#flaeng is affected by
that kind of comment.

Based on this response, Cesar seemed to be marerced about the anonymity of the
student to give feedback. There were no examplegerfction to support students’
distrust to honestly speak about their experiendescontinued:

If there’s a system in which a student don't thafdout the grade, they can

freely speak about the course, if there’s suchstegy, that's really a great

system. Professors or faculty members need to fpaytian to how

students behave or what students say throughoubtirse.

Sometimes we knowingly or unknowingly say somethabgut the course

throughout in each class, in each direction. Ikl those things need to

be taken into account. It's a lot of work for th@fessor or faculty to

document all those things and trace.

The system wants to evaluate the course objectigelyhey don’t want to

get the information from the professor because tin@yt to get the

information from the students. | mean it's a veoynplex thing. | don’t

know. We have to think something very creative.

Cesar’s experience with a course in-progress tlrdlg use of a formal tool-a
course evaluation—administered at mid and endeo§émester begs to wonder the
purpose and benefit of the course evaluation inediately responding to and capturing
in-the-moment classroom experiences. Should Cesalysopportunity to share his
experience with group activities only be capturadrdy a timely administered tool?
Should a professor’s only opportunity to learn aloesar’s experience with group
activities be read at the conclusion of the evain&t On the other hand, the other
professor responded immediately to Cesar’s suggesither than wait to implement it.
Cesar’s experiences illustrated that a studenpeeances cannot wait to be investigated,

rather experiences should be attended to at theemiotimey occur, or at least as close as

possible to when the moment occurs. In other wantile the course evaluation
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gathered the class’ overall impression of the agmutgnissed out on individual
experiences. So, for a first-generation doctoradeit of color, like Cesar, whose
interactions are embedded in language accent,c#thrand race (as he mentions
throughout the study), the course evaluation waddomal, traditional and timely in
nature to capture immediate experiences Cesawibitgroup activities. It is not to say
that the course evaluation tool should not be udedever, some practices heavily
embedded in everyday lives, like anonymously gatiganformation from students
about the course, does not put a “face” to the eapee anymore. Rather, it makes the
experience aggregated.
Monserrat

Similar to Cesar, Monserrat reflected on two sepatkassroom interactions that
led to two different outcomes by two different mre$ors. In one case there was a change
in practice and in the other no change in practias observed. In one class, the
professor told the class that her grading pradtasebeen inconsistent with one particular
paper. This interaction led Monserrat to reachtdrading practice but without talking
to the professor about it. In another class, tloéegsor’'s teaching practice did not allow
for enough time for the class to reflect on thetenhof the class. This interaction led
Monserrat to publicly address the concern in clasbher reaction was well accepted. In
the first interview, Monserrat shared:

...and there was a professor there and | actualhktthat it was the

semester that | dropped out that | dropped my etaaad said I'll take a

‘W’. It was a professor in that class. | didn’'tdikvhat she had to say and |

was already feeling very uncomfortable being indlass. What she said

was, she was giving up a third draft back and asgtassing out the

papers she said, ‘some of you will be in shock bsed haven’t been
grading to the rubric, and now | am. You'll be sked at the poor grades
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that you have.” As a principal, | got really anndyésaid; A) you didn’t
tell us you weren’t grading us with the rubric [lithe other two [drafts],
so we might think we’ve been doing okay. And notwmne this paper and
we’re going to be in shock, and how are you mockisdpy trying to scare
us, and we’re going to be shocked before we evethgeaper. | was
appalled by that practice okay. | didn’t even gétad grade, | think | got a
B, which I'm okay with in the doctoral program, dudidn’t like that at

all. 1 didn’t want to be taught by that personidrdt want to be taught by
a person who thought that was good teaching pegagdgin’t even talk
to her about it. | just dropped the class. | judnd like her tone and |
didn’t like the way she taught.

With the other two professors; one of them | sgidy know Dr. [name of
faculty], you don’t provide enough wait time. Yoskareally good
guestions and you get silence and you move onybuie thinking. Just
stop and count to 10 in your head or something’s Hiee okay, ‘I'll try
that’, and | don’t know, I felt it got better. Hetaally made a comment
two classes afterward that | had to take with H®.said ‘wait time’, you

know. So | don’t know he didn’t say anything negatiHe still had a
positive attitude with me, but that was it.

Both professors enacted a practice that led Moas&rreact differently. Monserrat’s
reaction to the professor with the grading pradickher not to say anything. The other
experience led Monserrat to speak up to the profegkich he immediately responded;
similar to Cesar’s experience. It was also impa&fough for the professor to recall her
statement “wait time” in differentclass she took with him. It would be unfair to sagt
the professor’s grading practice seemed rigid dosked to making changes because
Monserrat did not speak to the professor. HoweMenserrat's reaction was profound
enough to discontinue her enroliment in the clessake the class with another
professor, and pay tuition for the same class. thoeexperiences also led to different
types of future relationships. Monserrat neverddlko the professor with the grading
practice while she became the other professorth&raassistant. Monserrat elaborated

on this difference between the experiences.
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| actually have tried to unpack why | stayed siiendne and then not

silent in the other, and | really think it had to @ith knowing Dr. [name

of faculty] and knowing that it wouldn’t be insulg. | felt that particular
professor on the grading part was always talkirmuaber own

dissertation from [name of school] and her bacheldegree from some

lvy League school. .the conversation was about how great she was and
what she did for her research, and she would sagshike, don’'t ever

use the word ‘that’ when you’re writing.

She had a lot of rules, a lot of ivory tower bebgétems in her that |
didn't like. | felt a very clear line of haves ahdve nots in her class and |
felt if she’s already expressing disdain for sorhthe papers that she was
passing out, me raising my hand and saying, tinatsn appropriate
teaching strategy, | didn’t feel like it was goittgmake a difference, but |
knew that | did not want to be part of a profegbat would do that to
students.

By way of expressing how papers were graded, thiegsor created a strong enough
class environment that derailed Monserrat from esging her concerns. While
Monserrat could have verbally reacted, she haddréelt disempowered to speak up,
and thus her immediate experience with the profassgetting her paper back was left
unresolved yet profound for Monserrat as a firstegation doctoral student of color.

| wouldn’t want to see a teacher doing that to stusl here and | don’t

want to be the student that that’s done to becdiyse were [not] grading

to the rubric the last two [papers], then you stidwdve said so, like two

papers ago not now. And saying that we were gariggtin shock, |

thought that was mean-spirited. That's the partidhd ever talk to her

again. | never took another class with her on psepbdon’t have a

relationship with her.

Monserrat talked about this experience to a cetmate who sat next to her at the
time the experience happened. She said, “The arson | spoke to about that was a
teacher [who is also a classmate] and when shé&fsor] made that comment | looked

at her and said ‘did she just say that?’” With thigraction, it may have been that that

student thought of the professor’s grading pracdgéad practice, too.
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Monserrat’s decision to withdraw from class andid\w®ing taught by this
professor was not due to her incompetence or i@l perform in the program. Her
decision was due to the professor’s grading pradhat set a strong tone contrary to
what she knew was good practice, and as a resmel disadvantageous to Monserrat’s
learning. Monserrat's experience illustrated that professor’s grading and teaching
practices and the student’s reaction to those ipescpromote achievement for the
student.

Reyes

Reyes’ experience was very much related to whatyrfiest-generation doctoral
students are more likely to face than non-firstegation; funding school without
excessive loans. The program offered graduatetassgositions to doctoral students.
The positions were very competitive. They were viiglided—enough to waive the
program’s tuition and fees. Upon getting accepted ihe doctoral program, Reyes
recalled disclosing the need for financial suppeifore accepting admission and
committing to attend. He was assured that he wbeldffered financial support through
a graduate assistant position. After applying féeva positions, Reyes was not offered
any, leading him to question how much the positwege need-based or merit-based. In
the first interview, Reyes shared the process plyapg for a graduate assistant position:

| gotten accepted [to the program] and then wa@apply. | only applied

to two. | get interviews and then | don't get eitbeEthem. People who had

gotten them, one was already in the GA [graduatsstamt] position, but

switched. The other one had been working full-temd then decided to

no longer work full-time and got a GA position. Aatly, | applied to

three and then the third position was the samg.stowvas that, one

worked full-time and got that position, left hebjand got that [graduate
assistant] position.
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| contacted the department chair, who was [my] selyimy assigned
adviser. | was like, ‘Listen, | need funding. Wit | do? | said in my
cover letter, I've said to you multiple times, httdhave a job. I'm leaving
my other graduate assistant position because ugtad from [name of
school].’

| don't have full-time work. | don't have anythialge lined up. Two of
these other women were working full-time, have pens, have other
means of financial support and | do not. My parevese not financially
able to help me at all anymore. They cannot helmther than if | were to
move back-in with them will they be able to give smne no-rent space,
so | can find a job or find another opportunity.

Her reaction was, kind of like, ‘Oh, well. I'll séehere are other GA
positions on campus. They won't have funding, ltiigde if there's
anything. Would you be interested?’ | said, ‘Yes.’

| was like, ‘Okay, thanks.” That was my initial ii@n. ‘I just want this
meeting to be over because I'm upset with your answith your reply. |
feel like you recruited me into this program. Yoanted me here, but now
you don't ... | am not getting support; that | tgtel that | needed to be in
here.’

Now, it's too late to do a job ... I've alreadyetigaged in that job search
process that | had started. Now, I'm totally behitisl going to be difficult
for me to find a job now. Now, | feel stuck. I'mrepand | am still living
with my partner or | had moved in with my partnemeeded to be in
[name of city]. | couldn't just go to a job anywbesise.

My reaction to her reaction later, not in persorswavas so upset. | felt
defeated. There were lots of tears. | felt unstinghat to do because |
wasn't ... Basically, | felt like | was in the mgraf the department chair,
‘Well, maybe she'll get me something, maybe she'twon

It was this waiting game. | basically felt very elispowered, not like I've
had a lot of control. | thought these were likdhaw much are these GA
positions need-based and how much are they mesé@e?a When we're
talking about financial need, | clearly have dentaisd financial need.
That | would prefer not to take out $34,000 in stuidoans this year.
To Reyes’ knowledge, there was no systematic wathadvisor to know about his
first-generation status. But, Reyes expressedéekd to be financially supported by

stating his and his parents’ limitations to paygohool. Even with this self-disclosure,
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Reyes was left at the mercy of the advisor andtgpresd those selected for the graduate
assistant positions. Even though the advisor wiasnred about his financial need, her
practice or policy was unshaken by it. It was alftisrplea for financial support the
advisor found a scholarship to help Reyes. He naetl in the first interview:

| got the scholarship. | was like, ‘Okay, so thegagnized.” We're getting
something and they got me GA position. ActuallgttBA position even
though it wasn't funded got me the position thadw have which is
funded and that I've had for the past two yeamll iworked out, but that
was one of the ... that's an example.

| asked Reyes if his plea to gain a position tarficially support his education an
expression of his identity as first-generationthia second interview, Reyes shared:

| think absolutely it was communicated that my pésecannot help me
and that | didn’'t have means to support myselfdidn't have a GA
position other than to take out tons of loans wiéclwhat a lot of first-
generation students do and | would prefer, andréhand | did that
throughout, like I've always taken out loans, awadould just really prefer
to not have that be mounting. I just really like thebt to not continue to
mount. | think that that's where identifying, hagisomewhere on the
form like marking first-generation could be realiseful.

It seemed Reyes’ reaction prompted program admanas to warn entering doctoral
students about the likelihood of gaining a gradaatastant position. He believed the
overall process had not changed much by virtuasoékperience.

| don't think very much changed. In fact, now, V@a close colleague or
a close friend who applied and got in. Experiere@tething very similar
—don't have a job, need a GA position, was giwenesfunding, so he
decided to stay and went through another roundfp@sitions. Has
searched again just throughout his first year aildigin't get anything.

He was told that all the first years don't get h€#\ positions. Entering
people typically, don't get GA positions for thiist year. I'm like,
‘That's not true.’ | don’t know if that ... that'swenformation. | was
encouraged to apply. | was told you would have @gghot of getting
them.
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| don't know that my reaction was in concert withess... They're telling

people not to expect to get them now, so that wet thear people

complain, | have no idea. It's all very confusih@. still confusing, so |

don't think the process changed at all.

Federal student loans are a real concern for thiegeneration population.
Financial support, in the form other than fedetatient loans, is very important to first-
generation doctoral students; often students arcdhis was Reyes’ experience, a
typical experience of first-generation doctoraldgmts of color. The advisor missed or
disregarded Reyes’ background when offering gradassistant positions. On the same
hand, Reyes noticed that cohort-mates in thosdiposihad partners and held full-time
work and were, therefore, more financially sourehthe was. Those doctoral students in
graduate assistant positions brought Reyes toiqudsie true intention for those
assistantships. | am not suggesting that only-djesteration doctoral students of color
should receive this type of financial support priityebecause of their financial
challenges. | am simply suggesting that when maxgprents of graduate assistant
positions seem to represent a group of people eeittain qualities and not particular
needs, it is essential to investigate the pooboididates and those selected for the
positions to be aware of certain trends. The progeaentually recognized Reyes’ need
when they found another source to support his daktiegree—a diversity scholarship—
but only because of his commitment to react tartfi@l lack of offer.

Brendan
At the time of the study, Brendan had just complétis first year in the doctoral

program. The entire first year was vivid enoughetibect on his experience beginning

with the interview process all the way to the vengl of the academic year. He recalled
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the interview process as being confusing and am@awixed feelings about some
students who were admitted in the program. Allhid ted Brendan to consult with
mentors to bring clarity to the entire intervievopess which also brought clarity to his
own experience in the interview process. Moreotrer series of interactions became a
warning to pay closer attention to his personatlagac standing. Similar to Cesar,
Brendan tried to wrap his thoughts around the guestefore answering. In the first
interview, he began reflecting on the interviewqass as the gateway to getting into the
doctoral program.

The interview process to get into the programalv] mixed feelings
about. They feel like you have the applicatiortiporof it and then if you
make it through that initial screening, it's areiview with faculty and the
dean of the department but it's not an individotnview about you and
your experiences or application or questions far, yt’s a group interview
and it's not even ... It's literally everybody wiade it through the
application screening is brought in for a grougimiew.

Now, they can do a telephone interview if you caréke it here but when
| did my group interview, there were 60 people brake us all up into
smaller groups. | don't know how that worked owtt ibyou looked at it,
they had 10 Mexicans, spread the Mexicans out, ltaelyfour blacks, they
spread the blacks out, they sprinkle everybodyiateethese different
groups and you just shuffle through the differems where the faculty
were. They'd ask you one or two questions.

| don't know what the point of that really was bhesmthe questions were
B.S. questions. ‘Tell us about your worst experéem education.’
There’s some fluff. They want to see | guess how, your poise and
really just take a look at you and see if you a@nje of school] material.
I'm not sure what that was, so | actually askedjtiestion, ‘What's the
purpose of that group interview?’ | never got asveer in terms of what
they were looking for until | went to my resourdde said, ‘Well, they
want to make sure they have the right mix of peoplsaid, ‘what do you
mean mix?’ | already knew what he meant but | saidat do you mean
mix?’ He said, ‘You know what | mean. You gotitave X amount of
white people, X amount of black people, X amountedicans, X
amount of this, X amount of that, you can't letoj¢his person, you can't
let go ... It's terrible and the questions will\Well, they're not really fluff
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guestions but it gives us an idea of your abiltyitink on your feet.’

| go, ‘It's not a job interview. Why am | thinkiran my feet? This is like
a research based program. | don't need to thinkyfeet. | can think
about it and research and present.’” He said, thad;s true and that's one
of the things we're looking at retooling becau'seniot the best use of the
interview process.’

On the other hand I'm like, ‘Oh, at least if on @apm not black, in
person I'm definitely black so that helps me imgiof getting in the
program... That's my mixed reaction to him... Reatls for that purpose.
For me, it's just to see, okay, we got to make pueclet in the right
people][in] terms of creating the global international look &eel of the
program. They're saying they're internationaleyltvant to say they look
international, so instead of being lily-white, thegve to make sure they
have representation from everywhere. One way tihatbis to bring in as
many people as they can that make the screen, $&bausaid
‘Technically, if you made it through that screenprgcess, your
application, you're all qualified. They all hav®tG.R.E. score, their
essays were appropriate, they have the right ctiedem terms of
master’s degree, whatever the minimum qualificaiovere, so we could
let everyone in. We can't because we only haveauwy spots so if we
only have 20 spots, we got to make sure the 20lpeop appropriately
dispersed.’

Through the interview process, Brendan may haveatefd on his racial identity playing

a role in being shuffled throughout the interviewd &ventually selected to join the

leadership studies program. He specifically remaeththe way prospective students,

including him as well as international studentsdifferent racial backgrounds were

separated. Brendan felt his personal experiences missed based on the interview

guestions. This reflection culminated in Brendaidity to think back to the interview

experience to understand how his cohort came tBit@mdan continued to share that the

interview process informally continued to recogrsagedents displaying some

difficulties. He shared in the first interview:

They still don’t know if you can write and do resdaand be a doctoral
student so those first few classes, they staifthey don't start trimming
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but they start recognizing, ‘Okay, this person'migdo have a problem
writing’ so down the road, in other classes, yogwoang to have a real
problem writing because there's more and morengrgind reading and
displaying your thoughts so they're still weeding {the] process. It just
happens.

Yes, they don't say that it is but they start rexnigg that certain students
are not performing well, they're not researchind vileey're not able to
write, so they're going to have a hard time gettivgge, like certain
papers ... What's it called? Qual paper [propasaffone so they can
move on to the dissertation phase.

Yes, so they don't want them to waste too much simthey start to
recognize at certain points, there are certairdon't know what those hit
points are, where you're probably not going tolile #o finish this
program and we don't want you to get through thee@ss and be A.B.D.
[all but dissertation] and not be able to defenchlbse you never got a
proposal approved. | think that's another aspktttat process. It's
unspoken.

It seemed the interview process continued welk aftetoral students were admitted.
That is, after a few classes, doctoral studenteseghwhatever academic abilities they
had which were naturally graded for performancduaten. As a first year student,
Brendan caught on to these “recognitions” or “luiints” which were unspoken to him.
Brendan recalled a professor’s announcement abdottaral student having a difficult
time adjusting to the program’s academic expeatatible shared in the first interview:

We had a professor mention several times that there certain students

now, not in our cohort but in other cohorts thatev& going to make it so

the department was in the process of trying torégaut how best to let

that student know that you [stink], aside from graflecause the

guy...you don't get credit for a class if you domivé a B- and he had like

three Cs. That should be a huge alarm in your HestdI'm not going to

progress to this degree’ like that should be a hige They tell you up

front, ‘If you don't have B- in your classes, yeurot meeting the

requirements...’

As a result of cohort-mates’ difficulty to meet gegram’s academic standard, Brendan

became diligent in being informed about his owrdacaic progress. He commented in
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the first interview:

For one, | make sure | don't have any C's in mgsela and if I'm even
close, I'm having discussions with that profess@ryhere I'm at, before
you put my grade up because you submit a finalmw&@go of your grade,
you don't know you didn't pass it until it's toéela For example, finals
were May 13, | think that week of May 13. We sutted a 25 page paper,
30% of your grade so if you don't pass your papeats a C or worse. |
wanted to know before, ‘Hey, what are my odds dfigg a C on this?
What's going on? Talk to me about my grade omitd@ant any surprises
come June or whenever the grades come out.' Thiees's discussions
that | have.

If I think I'm having an issue with certain teachgurofessors, | have a
discussion beforehand so | can prepare myselfroesae to deal with it
before it becomes an issue, just so I'm not inghate boat of having to
drop the program or restart or something crazythies.

It made me more aware of the possibility of not pteting the program
from outside sources, like not my own decisiore litdey, they can still
kick you ... It's not a given that you'll pass thegdee if you just show up
and do your work. You have to actually perform aedorm well.” |
made sure that's what | was doing really is doah&cking and making
sure that everything | was doing was what | neddetb to make sure |
was on the ball

The culmination of the interview process, annourgets about cohort-mates, and his
progress in the doctoral program led Brendan ttabei conversations with
administrators to consider changing the intervieacpss. These direct and indirect
experiences encouraged Brendan to have discussitmadministrators to help look at
the interview process a little bit differently. ldemmented in the first interview:

| had this...Not the same conversation but a simoib@versation with three
of my professors and two of my advisors and thewy #dl started sharing
stories of my questions and I think it started, giving to help the
interview process the next round because, is #tat bn? Yes, this next
one because ... | said, ‘There are people that aee theey're smart,
they're great, they're awesome people but theyt #@anw the research
component is going to prevent them from being sssfcé There's one
student already, he was having a hell of a timdéimtgavith finding his
topic, finding support for his research topic awdtigg it all in a legible,
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credible document that would pass him in his cldssas probably

because he wasn't prepared properly, as an ini@mabstudent, that's

what you're going to have to deal with. They col&Vve done some

ground work ahead of time and let him know whawas walking into

but he just walked into those classes.

They let him register for those classes and hegligicould have, as an

international student, maybe have been given aapaéipn class or

something, | don't know. Some kind of orientatasnde from, ‘Oh, this is

[name of school] look at the beautiful building$think they're going to

move towards making that some sort of prereq drgidheir experience

as a student, looking at people's informationtke Iliit more because he

had two master’s degrees. He's well educatedddudbnwhat they

wanted him to do so they're deepening their lodkafprocess. | don't

know if it's necessarily from my questions butihththere's a lot of

people saying a lot of different things and | adttethe conversation.

Brendan was at the end of the first year of thet@al program but still a novice
to the environment. As mentioned earlier, the fudion Brendan took was to connect
with people who knew best; people he could relgome can better navigate this new
environment. In his experience, Brendan made cdiumecin three different situations;
the interview process, other doctoral studentséerpmces and the professor’s
announcement. The combination of the three fatlit&8rendan to see himself in others’
experiences and found meaning in those experiebtsnately, Brendan influenced the
environment enough to look for “hit points” thatsged unspoken to other struggling
students. With this discovery, it was apparent Brandan needed to be sure of his
academic standing with the program. Brendan’s msahse to always make connections
with those most familiar with an environment so rtevinim illustrated an ability to
assess interacting differences among people sarhbetter make sense of himself as the

moments occurred.

The second research question explored how patitspeshaped the
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environment in which they were pursuing the dodtdegyree. Although difficult to
reflect on such an experience, participants digmibew they reacted to a process or
practice in the program and how their reactionapsk the program’s process or
practice. For example, a process can be the métineelecting recipients for a graduate
position or for selecting prospective doctoral stud into a program. A practice can be a
professor’s teaching or advising style or the Usancevaluation tool. This research
guestion also revealed participants’ responsibibtyespond to a process or a practice
influencing their learning as first-generation dwet students of color. Cesar and
Monserrat's experiences each demonstrated two iexpess with a faculty where their
reaction to a practice was implemented and ther @the not. However, all participants’
reaction to a process or a practice, when mentianéddiusually based on an established
relationship, illustrated a change in or at leastsidered a change in that practice or
process. In addition, Reyes and Brendan connelbtddxperience to their first-
generation and racial/ethnic identities, respebtive

The experiences were different among the partitggand their roles as primary
investigators of their environment portrayed thetdmal program as a large system made
up of rules and processes. The participants—feseation and a person of color—
revealed less salient everyday experiences boumgladset of rules in a larger system,
and analyzed what was happening to them througho$etiles and processes. The
experiences, which were very focused and uniq@ath participant, illustrated pushing-
back on authorities (i.e., faculty and program adstiators). In this light, while the first-
generation and person of color are inherited chargtics, practices and policies do not

have to be inherited or readily accepted, rathey ttan be challenged.
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Being Resilient: Navigating Mainstream Doctoral Programs

The narratives provided a powerful lens to learoualbhe lived experiences of
the participants. The narratives gave a portralyahoh participant’s previous
experiences, characteristics and personalitieave the way to how they had to become
resilient during their experience in the doctonagram. Resilient behaviors became
clear through the themes discussed earlier andghrparticipants’ reaction to the
program’s environment. They also became clear Isecatitheir reflection and
acknowledgement of their personal journey. Andtlise themes and self-reflections were
cornerstones to analyze participants’ resiliengeursuit of the doctoral degree. Four
participants with different walks of life experientranslated into four different
interpretations of being resilient, making eachguei in understanding the road to gain
the doctoral degree. In the journal, participangserasked if there was anything on their
mind about being resilience in the doctoral progrBeing resilient also came up in other
directives.

Being resilient was interpreted as finding balaimceavigating mainstream
doctoral program by being alone and doing it aldryeheing mentored; and by
establishing a connection to avoid misunderstargdiRggure 8 depicts being resilient and
specifically illustrates which three facets of hesice—environment, personal and family—
affected the participant’s doctoral journey andahhivorked together to buffer adverse
situations.

Cesar
Ethnicity, race and language were at the coreesla€Cs being. “Everything | do”,

he said, “is based on these three things, ethnigite and language.” He made that very
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clear throughout the study. His experience in thetaral program were shaped by
acknowledging differences, and understanding hihfisieh these differences in order to
make meaning of his place in the doctoral enviramm&or Cesar, making sense of his
place in the doctoral program meant balancing wiedearned through professors’ ways
of teaching. He called this balance, “a searclaftiiird space.” At the conclusion of his
journal, Cesar added this about his experiencleardbctoral program.

Being a student requires new ways of being andrbaap In particular,
having worked as a practitioner for many years,iogrback to school
resulted in many dissonances. For examgegem to be reluctant to fit
into my professors peculiar teaching styles. | wednhore independence
and freedom to practice my own ways of learningjdh’t want my own
ways or preferences of learning to be compromiseprbfessors’ ways of
teaching. Sometimes there is a clash between theBut gradually, | am
learning how to balance the two. | feel this isast pf resilience-being
able to balance what others need and what | neddesn’t mean | have
to give up the values and purposes | cherish.db@ut searching for a
space between the two. You might call it a seanctatthird spaceyhich
doesn't affect the very reason of becoming a detiudent.

As a doctoral student with teaching experiencesaCacknowledged his new role as a
student with faculty. He respected this new retatiop but still struggled with fulfilling
his own need to learn. However, his thirst to lda@name even more difficult when he
assessed interactions in mainstream [name of gchtmdescribed fitting mainstream
[name of school] by consciously connecting at dérdevel to catch up to the majority
of his cohort-mates. Cesar described:

Another challenge which | have been battling withstantly is holding

identities (other than a student identity) whiclvéna constraining factor

and engaging in advanced scholarship. The feelimgmority identity is

bad. For example, my L1 language is minority larggulaere. My color is

minority color here. My religion is minority religh here. My ethnicity is

minority ethnicity here. | can go on and on listihg identity domains.

What does this mean? It means | have to learn lemplp in the
mainstream identity domains act, behave and operagesystem is
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designed for the mainstream culture. In the cldm®smetaphors, symbolic

expressions, figurative languages, songs selecéses identified,

histories alluded to, etc. used by professors fatmients from the

mainstream culture. In other words, | have to ojgeafa more

consciousness level than those students becaase kdrespond to the

cognitive demands as well as the cultural demandable or triple loop

consciousness is required from me while students fither cultures are

demanded only at cognitive level since they aréegfaimiliar with the

cultural and linguistic references.
Cesar was one of the very few in the doctoral mogwho stood along mainstream
[name of school] but did not really feel in streath the mainstream. Being resilient in
the doctoral program was characterized by finditigiral space among different
interactions shaping his experience as an intemmaltidoctoral student of color with
different beliefs. His identities shifted a lotrpaps a lot more than cohort-mates who
shared similar and dominant identities. These attgons were hard for Cesar to find a
sense of belonging in the doctoral program regasdbd the family and personal efforts
he had.
Monserrat

Monserrat left the program for a semester duringdweney in the doctoral
program. As part of the journal, she describedauions with family, friends and
faculty that helped her see where being resilieally came from. It rested mostly
through her relationships with her husband anctaltfiaperson. She wrote in the
journal:

The second semester | dropped out; took a ‘W’ foora class and said |

wasn’t going back, | felt like my family didn’t rég care, except my

husband-I almost felt shamed from him, he even ‘yaigire not a quitter’

it is because of him that | came back. My advidso avas very helpful

and motivating to stay in the program, | beliewahared that story with

you already. [And my] friends were supportive witly dropping
[out],they saw how stressed | was and thought & tha best decision.



160

| asked Monserrat about her personal contributionsird being resilient in the doctoral
program. She remarked:

How do | support myself? By taking time away frolincd this-1've been

really into gardening lately, it calms me and itles my mind, | feel like |

am able to come back and concentrate after spetidieggardening

| do feel alone in this though. The doc prograrthis totally separate

thing to me, I'm no full time student, I’'m not arpaf the circle, I'm not

on campus for everything (nor want to be, nor canhence I’'m not really

a part of it socially-1 do go to ‘them’ for suppotiike right now, I'm

super stressed about the [Qualitative A] paperteawve questions, | know

| should ask and then | just set it aside and feidin my own. But

that’'s what I've learned, | can do it alone, I'nsiteent, that's why I'm

where | am, that’'s why I'm first-generation docdstat cause | don’t go

around to the great white hope and ask for helphi{y&n a little annoyed

today)...

Monserrat did not feel she belonged in the doctorafjram. She did not have the time to
belong mostly because she is a full-time princgrad married with children. These
priorities limit time spent on campus to interadthifaculty and peers outside of class.
Most of her higher education journey has primaoien a lonely road. However,
Monserrat interprets this lonely place as an ahititdo it alone that comes from a place
of strength.

In the second interview and also mentioned ealllemserrat recalled an
experience in college where she felt alone. Stk Sailon't want to be here anymore.
That goes back to the whole resilience of you'reoitege and you want to finish college
but no one ever told me this is how this could.feéehis consistent feeling of being left
to do it alone was also reflected when she answeprdmpt in the journal inquiring

about her perspective of the leadership programsemption. While it does not inquire

directly about being resilient in the program, Memat’s response remained supportive
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of the lonely journey she endured and, in some wesferred. She remarked in the
journal:

| have this very strong awareness that | am alibva,| have to be the one

that is resourceful and smart and that | shou&d Gount on myself. |

know that it sounds lonely or even angry to sag-ind | also do believe

that those emotions exist within me, but ultimatélys what has helped

guide me into breaking a poverty cycle.
Monserrat’s interpretation of personal achievenvesd heavily rooted with what it took
to break the cycle of poverty, the cycle to bet fiosgo to college. However, while
breaking the cycle had become a great accomplishibyanay of self-reliance, it had
also become a point of being resilient to stay aurse to the doctoral degree. In other
words, being resilient meant, for the most parindat alone and being okay to do it
alone.
Reyes

Reyes’ experience of being resilient aligned witkriglan’s overall experience of
finding or having that person to show the ropethendoctoral program. Reyes’
relationship with a friend helped to critically et his experience, and as a result helped
surpass barriers rooted in the doctoral prograrns fghationship was the catalyst to
“speed up” the process of “getting it” as Reyesdmegnd persisted in the program. In the
journal, he wrote:

[Name of friend], who recently graduated from teadership studies PhD

program. | became friends with him during my fiystr in the [name of

school] Women’s Studies MA program, and our frignddias become

close over the last five or so years. The inteoastithat matter most are

the times when we debrief about our experiencéisardoctoral program

(usually the negative ones) and when he helps mk thitically about my

research and career path. A lot of these negatipereences have to do

with the politics of the department. One negatixpezience was when |
didn’t get one of the doctoral GA positions whdreban the program. It
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was a blow to the ego, certainly, but there wese &kfty financial
implications since doctoral GAs have their tuitfaily funded and |

didn’t at that point have a job or anything. | renieer thinking, ‘Okay, so
the people who got the positions | applied for hadn working full time
previously, whereas | had not been and actuallygnedt(er) financial
need for the position.” Since [name of friend] vilasee years ahead of me
in the program, he helped me process these soetgpefiences and give
me ‘insider information’ about the department siheg himself, had a
doctoral GA position. With this situation, he gawe some pointers: how
to strengthen my resume, which faculty and staffnipers to get ‘on my
side,” and to ‘just keep going.” [Name of friend]also a lot older than |
am (by 17 years), so he also has been able to sbare of his own
struggles before and during the program and thdaomishe’s gained from
them. | wouldn’t have initially referred to my ngeting these
negative/political experiences as ‘resiliency’ utltis past year in my
position. On three separate occasions and frone tifeerent people, |
was told that | handled the stress (which, accortrnthem, was at times
‘significant’) from my current doctoral GA positiomith ‘grace.’” All three
times, | didn’t really know what to say becausgist never occurred to
me that someone would describe me that way. | thedple like [name of
friend] and our interactions about processing thigips of the department
have helped me stay strong mentally and emotiotalpersist through
the drama and the stress-to be resilient through it

This reflection was centered on a relationship Rédya with a friend who was also a
doctoral student from an older cohort. This frietéred critical information helpful for
Reyes to better navigate the program and providezlhaset of lenses to view the
doctoral program in a different way, in a necesseay. With this relationship, Reyes’
subsequent reaction to the doctoral program shife@a@use of this relationship, and
consequently made him stronger to get throughdhgtr stuff.
Brendan

With a long career in the military, Brendan’s sualibackground immediately
translated into establishing a network of supporidvigate various policies and demands
of the doctoral program. This network of support/ed as a primary vehicle to be

informed about the climate of the program, and eesalt Brendan became resilient
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when situations were culturally counterproductivénis experience. In the journal, he
wrote:

The fact that previous few black males are in tlegam and succeeding
(finishing) is a big barrier. Often times, professare tentative-hesitant to
deal with you as an individual for fear of not begiipolitically correct” in
their dealings or not wanting to have any potemadfrontation. This is
not to say the staff is not friendly or willing kelp, but there is clearly a
difference in their dealings with black men andesgh | have to go out of
my way (at times) to get them to feel comfortabléhwne as an individual
so that when issues in the class come up (i.eindeaith the black, poor
or minority experience) it is not a tense subjbat,more of a discussion
point. If | want the experience of the program éodm enriching one, | feel
the need to establish this position immediatelpeifessary to overcome
the barriers...

In an effort to avoid uncomfortable conversatiddiendan needed to establish some sort
of a connection by introducing himself as a blaoktdral student; possibly to avoid a
first unpleasant interaction. In this approach,rigian did not just attempt to create a
comfortable environment for him but also for thefpssors. In the journal, he added
final thoughts:

At the end of the day | had nothing much to sawredmg resiliency other

than to keep pushing, leaning on those that carfoeebgou (i.e. mentors

you have found, helpful professors, peers) whemgtheg gets rough in

order to find the level of perseverance necessadyive on. My own

level of perseverance has been consistently iregad have to finish in

order to accomplish my goals in my career fieldafTact is powerful

enough for me as it helps me to remember everythiaggoes along with

it (i.e. being a black male, not many of us in setay educational

leadership, the PhD program, at [name of schoad])+sve to represent.
“To represent” is a meaningful expression thatfisroexpressed in the black community

conveying that as one of the few in the new enwirent, like the doctoral program, there

is a responsibility to do well and get the degreeaunse others paved the way in order for
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Brendan to walk on the path others did not getatkwn. In Brendan’s experience,
perseverance was essential to stay on course duerfgst year of the doctoral program.

Resilience came through in different ways for gaatticipant. Cesar searched for
a third space while Monserrat learned to do it @ldReyes was resilient when mentored
by a peer to overcome policies ingrained in thegg@m. Brendan quickly learned to
“step out” and make connections in the doctoragpm to keep his goals on track to
gain the degree. Monserrat was the only one whasepretation of being resilient also
resulted as a personal barrier in her doctorahyrCesar, Monserrat, Reyes and
Brendan had distinct personalities, personal antepsional experiences which came
through consistently through the interviews andjtluenals. Their personalities
combined with an understanding of their identiisgirst-generation and students of
color help articulate the adjustment to and integnain the doctoral program. In part, it
crystalized when the environment of the programmiticooperate with other protective
factors such as family support, personal effortddavell, and personal and professional
opportunities. It was in these moments their iderstias first-generation doctoral students
of color were pivotal for experiencing the doctaeavironment differently from other
students.

As a group, participants were resilient by eximigita hyper self-awareness of
their environment because they were the minoritgragnthe majority. From the
beginning of the study, they discussed experiemtese they enacted resilient strategies
like accepting the professor’s invitation to leasheersations about Africa for fear of
being misunderstood, becoming silent when divetsipycs emerged to avoid being

central to the conversation, and reacting to arsthimg back on the program’s policies.
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These acts of resilience stem from recognizingateh describing themselves as one of
the few persons of color and from their understagaif their first-generation status.
Being resilient and adopting resilient strategiesemnecessary to understand and reshape
their experience as minorities in the doctoral paoy By doing so, the participants were
reshaping themselves in response to the cultutteeadloctoral program.

Summary

This chapter narrated the lived experiences of fiost-generation doctoral
students of color enrolled in a Ph.D. Leadershyulfes program. Their experiences
stemmed from a three-month period of interviews jandnal writing. The chapter
illustrated each experience as seen through thies @nd focused on experiences
representative of their identities.

As the researcher for this study, | learned thagraon’s experience is strongly
influenced by the environment in which he or shpussuing their degree. Equally, |
learned the environment can be influenced by aopéseaction to the environment.
However, the way in which a person influences tgrenment was not readily
identified by these participants. In other wortieyt talked a lot about how they were
changed by the environment, but were unable tdyaidsintify experiences where they
changed the environment.

The experience of this underrepresented populatesshaped by the context of
the doctoral environment and therefore by everymtagtices chosen to teach and mold
doctoral students into professional educators. Algs underrepresented population

showed that when there is a reaction or a lackadtron to something or toward



166

someone, it influences the doctoral environmend,r@shaped their experience as first-
generation doctoral students of color.

Participants’ willingness to be open and reflectwabled them to operate as
primary investigators of their own environment nder to identify specific examples
depicting their journey. Participants not only pudrds to their story, they put a face to it
by identifying specific people, by describing thevieonment, and by being vulnerable.

In view of that, they let me into their lives assfigeneration doctoral students of color.



Chapter 5
Discussions

In this last chapter, the statement of the problkbmtheoretical framework, the
research questions, and the methodology of they sttredreviewed. Findings from the
study are revised in conjunction with the literatoeview. The chapter concludes with
implications, future consideration, limitationsdaa conclusion.

Summary
Overview of the statement of the problem

The demographic of students enrolling in higheroadion has changed in the last
few decades. Higher education has been faced witlests with a myriad of diverse
characteristics and experiences. African Ameridalasks and Hispanics, often first-
generation doctoral students, are pursuing theodaloiegree more and more, but they
still remain underrepresented as enrollees ancedegjtainers.

In the doctoral program environment, research ateg the experiences of
students of color as being marginalized and asrexpeng a poor integration into the
doctoral community. According to the research,dtuglents’ diverse characteristics and
experiences collide with the doctoral program emvinent making the student and the
environment separate from one another. Studentg eath a lot of different, rich
cultural background grounded in family, previouad@mic experiences, professional
experiences, and expectations. But it is not alweyst the students bring to the
program; rather what happens to them once theyhbgiprogram (Lovitts, 1996) that

determines their overall experience with the dadtprogram.
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Chapter two highlighted literature on doctoraldets’ experiences in higher
education, and primarily focused on experienceasootoral students of color including
first-generation students. The literature revealadiship in adjusting to the doctoral
program by way of maintaining cultural identitiesijlding relationships, and seeking
financial and faculty support. The literature alseealed strategies used to mediate
experiences. This study explored experiences stfjeneration doctoral students of
color during their educational journey toward degcempletion. It explored interactions
as sets of behavior that occurred in the doctaxadnam shaping the students’ experience
and explored the students’ reaction to the intevastto examine how that may have
shaped the doctoral environment. This exploratomu$ed on patterns of behaviors that
are similar or divergent among the participantsidied as first-generation doctoral
students of color. In other words, their experiencere embedded in specific
interactions shaping their identities, and the gead to zoom in on those interactions in
an effort to further understand what happenedeémthuring their time in graduate
school.

Theoretical Framework

Symbolic interactionism, resilience theory, andqgpice theory were the
theoretical framework for the study. The theoréticamework focused on the students’
ability to find meaning in interactions to make sewf their selves in the doctoral
program. Making sense of their selves meant reflgain and dissecting experiences
influenced by the environment and ways in whictythecame resilient to stay in the
program. In telling their story, doctoral studesysbolically interpreted their experience

as part of and at times separate from the programaament.
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The design of the study was narrative inquiry beeatiwas the most appropriate
design to give voice to this population’s expergmcthe doctoral program. Narrative
inquiry consisted of conducting interviews and jwalrwriting which facilitated the
content of the study, and in turn the content wiéexrpreted using the theoretical
framework. Four themes emerged to address thedisstarch question, and four singular
experiences addressed the second research quasteothemes inform the discussion in
this chapter and guide implications, future consitien, and the limitations of the study
which are reported at the end of the chapter.

M ethodology

Based on the recruitment email, participants skdfiified as first-generation and
African American/Black or Hispanic (See Appendix Barticipants were selected first
by using purposeful homogeneous followed by snowbatuitment to meet the intended
number of participants to do the study. Four fgetieration doctoral students of which
three were males, one was female identified asadfiri African American/Black, biracial
(Mexican American and White), and Latina. Althougk goal was to recruit African
Americans/Blacks and Hispanics, the experienceéseoAfrican participant and the
biracial participant were consistent with the exgrces of the other two participants
after data was collected and coded. Thus, theierapces remained as part of the study.
All participants were also doctoral students forenthan one semester at the time they
self-identified.

The participants were involved in two sets of iatews and journal writing for a
period of three months. The interviews were trabscr and reviewed by the participant

for accuracy prior to being analyzed. Journalirging Google documents, provided the
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participant and the researcher a unique forumgéged in the journal writing as the
participant recollected and wrote about eventsdhbatirred in the doctoral program. In
order to identify emerging themes, in vivo codingsamanually performed. In order to
identify patterns within the themes, pattern codiras also manually performed. This
was true for both transcribed interviews and jolena

Summary of Findings
First Research Question

The first research question was, in what ways t-fieneration doctoral students
of color find their experience shaped by the edanat environment while working
toward degree completion? Four themes emergedtfiermterviews and the journals to
address this question. Themes were consistentallifarticipants, but their experiences
were mostly different from one another. Below summary of the four themes; (1) first-
generation: an unspoken identity, (2) the roleheflanguage, (3) participation in
classroom conversations: to participate or notattigpate; and (4) supporters as agents
of information and opportunities.

First-generation status: An unspoken identity. The first-generation status is
defined as neither parents having a college expegier having a college degree (Chen
& Carroll, 2005; Engle, Bermeo, & O’Brien, 2006kklas, Daver, Vogt, & Leonard,
2007; Terenzini, Springer, Yaeger, Pascarella, &aN©996) All participants defined
and reflected on the status as the first in treeily to graduate from college.
Participants’ reflection as first-generation inaddgrowing up in single-family homes or
two-parent homes and status as lower income. Témajled parental limited ability to

convey higher education knowledge in the home. Almely were encouraged by their
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families to be college-educated people. When paremild not convey this same
encouragement, others did; like the teacher in Mibass case. Prior to college, their
academic experiences came from public and privdteds. Altogether, the participants’
pre-college characteristics mostly aligned with thes been reported about first-
generation college students.

Participants articulated a different college joyrbecause they are the first to go
to college, and the first-generation identity wasstrsalient during these reflective
moments. However, as doctoral students, beingderseration was not a salient identity
as much as it was when they recalled the journeyptbthrough college because as
doctoral students, the first-generation identityswat inquired about nor discussed
during the doctoral experience. It did not seemnédter as much, yet it was not
forgotten. Essentially, the first-generation-nexst Its saliency. Participants had a hard
time recalling experiences in the doctoral progdaractly influencing the first-
generation status. When the environment presetsteéito disclose their first-
generation-ness, two participants disclosed tieintity and two did not. The limited
interactions that inquired about the identity wexemplified in Cesar and Reyes’
experiences. But even then, they were casual ur@aflThey both stated that if the
doctoral community knew about those who are fiestayation it would allow for a
different way to connect. The other two particigaidrendan and Monserrat—did not
disclose the first-generation identity becausénefunsafe nature of the environment. As
a result, participants’ interactions with and reatd to others, in the context of the
doctoral environment, made the first-generatiotustan unspoken identity. The

combination of their first-generation-ness as béasg salient as doctoral students and
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the unlikelihood for inquiries about the doctoraldent’s personal background in the
doctoral environment made it difficult to determihe extent to which it influenced the
doctoral experience.

This finding showed that first-generation docta@tldents of color could not fully
articulate their first-generation-ness experieneealse it was unspoken. Because it was
unspoken, it became even more invisible in a datfmogram among students with
college educated parents. Perhaps the reason wliiystigeneration identity is not
discussed is because it is fairly new and unfam@lrmong educators (Davis, 2010) even
though data about student’s parents’ educatiorbban collected since 1963 (NSFSED,
2011) Yet doctoralprograms that inquire about the implications thayrexist about
underrepresented graduate students’ socializatiperence (Tierney, 1997) begin to
examine their organization as unique sets of cengsorites and traditions (Tierney,
1988) and believe students can influence perspectfthe socialization process
(Gardner, 2010). Among the participants, the figdaarely contributes to
“understanding how a student’s race and ethniciticfion in combination with first-
generation status as well as how this combinatigracts learning{Ward, Siegel, &
Davenport, 2012, p. 76) as part of their curremesgiences in the doctoral program.
Instead, the intersection of race/ethnicity anstfgeneration status was seldom
explained together as part of the doctoral expegeHowever, throughout the study,
participants’ connected their first-generation igkgrwith the other themes. For example,
Brendan connected his first-generation identity mvhe recalled the language used in his
community. Cesar connected his first-generationtibewhen he expressed the

importance of resources. Monserrat and Reyes ctauhéte first-generation identity to
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the knowledge of academic terms. Reyes also coamélee first-generation status to
financial support. Unlike their race/ethnicity—aiageable physical characteristic—the
first-generation operated as an invisible markat dould only be internalized by the
participants. As a result, the study could not dagethe potential impact of the
combinationof the first-generatioandrace/ethnic identities on the participants’
educational journey.

The Role of Language. According to Webster’s dictionary, language is dedi
as the system of words or signs that people usggdress thoughts and feelings to each
other; any one of the systems of human languagetbaised and understood by a
particular group of people; and words of a parackind (http://www.merriam-
webster.com/dictionary/language). The participdirst-generation doctoral students of
color—and the doctoral program interface throughuse of language which did not allow
participants to express thoughts and feelings revewhey understood by peers and
faculty. Their interpretation of language was o&radjed and inconsistent with their
cultural being (i.e., language used in the houseEhwme community), and made it
difficult to connect with others at given momertsthose moments, they felt and were
aware of their difference from others with whomytleegaged. Cesar was consciously
aware of his L1 (first language); Monserrat rejdatagaging with a peer because she felt
pressured to meet her peer’s expectation; and Breddcided to water-down the truth
about his experiences because they were seensageeldeyes’ experience with
(Spanish) language questioned his Mexican Amelantity but language related to

academic knowledge was confirmed through other @ampees. Their reaction to others
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in the way they were being engaged through languegea mean to protect their cultural
self.

This finding is parallel with the studies concemthe lack of connection
experienced by doctoral students of color (Boul@6d,0; Deboyes, 2009; Gonzélez,
2006; Ingram, 2007; Orr, 2011) and first-generationtoral students of color (Adams,
2011; Barness King, 2011; Fuerth, 2008; Morris, 2(tiemke, 2012,). An “ongoing
negotiation to stay on course” (Reid, 2012) to igéts the degree was vital to the
participants of those studies. The finding of thie iof language and the different ways it
was presented, illustrated participants negotidtnegy self through the use of language.
The finding brings to light language as an imp@esmtomponent in interactions that
make or break a person’s perception of belongirgégommunity and a community’s
understanding of the impact language has on thereomty’s culture. Remember Shane,
the student made disabled by his school? Partinflb@beled as a disabled student was
due to language as a constitutive activity (Mel&93). In that study, language from
authoritative, socio-cultural and historical perspas played a part in deciding Shane’s
educational future, but it was the authoritativegiaage (that of the psychologist) that
decided his fate. Similarly, language for the fbrgt-generation doctoral students of
color shaped their experience as being culturaffgrént, and the way it was used led
them—for the most part—to reassess and ultimatsgndage from using language that left
them in limbo.

Participation in Classroom Conversations: To Participate or Not to
Participate. The participants described themselves as being@btne few or the only

doctoral student of color sharing classroom expese when conversations on diversity-
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related topics emerged. Conversely, the classradmmsostly white and straight students
depended on the doctoral students of color to etdbmn diversity-related conversations.

By virtue of certain gestures (i.e., looks, venguests and questions),
participants were offered a heroic position—a syiohaosition of authority and
admiration—to take the lead in those conversatiBasher than embracing this position,
participants purposely became silent and decemtidhihemselves from the conversation.
This form of transaction—offering the role and o#ijeg the role—magnified who offered
it, who received it and within which culture thrarisaction was taking place; ultimately
shedding light on whose experience was shaped bynwand where.

This finding was situated uniquely in the classro@unsequently, this finding
placed the classroom as a central and foundatecmmaponent of the participants’
experience. The classroom is a structure and adadry where teaching and learning the
content is not enough; rather, keeping an investiga&ye on the interactions and
reactions occurring in class deepens the contexhioh teaching and learning the
content take place. Research on doctoral studéstdar, including first-generation,
pointed to a culture lacking sensitivity towarddents of color and charging them to add
multicultural perspectives in the classroom (Ingraf07), needing to keep their cultural
core intact and needing to be visible in classrieaningful exchange (Deboyes, 2009),
resisting assimilation to the doctoral program tBating outside relationships (Gonzélez,
2006), needing to create a safe space to avoidfeataliation (Barness King, 2011);
and feeling unprepared to become leaders due tdtyacinability to facilitate culturally-
based conversations (Stiemke, 2012).

This finding speaks to a transaction (heroic alehee) of first-generation
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doctoral students of color in the context of aslasm. By focusing on this transaction, a
slight social structure in the making began to aduself (Mehan, 1993). Through series
of actions, first-generation doctoral studentsabcwere looked upon to manage
leadership conversations because their charaatsrsralleled that of the topic and
assumed their experience was the same as thogedemussed. These actions were
guided by professors and peers in a classroomitdedas predominantly hegemonic.
The finding was consistent with all of the partaps. When these kinds of patterns of
interactions within the same population are unegiteere becomes a [need for] deep
cultural analysis to better examine the set of @layntertwined in these interactions
(Pollock, 2008) shaping these participants’ expexes in the classroom. Since
classrooms are central to academic success, m#ermproduced in part as educators
react to students’ behaviors and students readuoators, and particularly as educators
reward some behaviors and punish others (PolldB@® Investigated in this way, this
finding adds to the literature about first-genenatiloctoral students of color. It also
supports the need to deeply dissect the educatemvalonment through people’s
interactions and reactions to others and the enmemt, rather than be complacent with
what the environment presents at a superficialleve

Supportersas Agents of Information and Opportunities. As first-generation
doctoral students of color, the participants wengperted in the program for different
reasons. The participants sought support becaagentdeded help or clarity on an issue.
In these moments of exploration, the supporterdaasean agent of information and
opportunity. They were interested in the particisaneeds and well-being as first-

generation doctoral students of color. Participaetscribed their experiences in detail
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and therefore provided an illustration of the typémteractions and response to those
interactions in ways they have not been describgui@vious studies. Previous studies
have found that support is important and have Ibeestly provided by external
supporters (i.e., outside of the program) who idgmtith doctoral students’ cultural
identities (Barness King, 2011; Fuerth, 2008; Mxra007; Stiemke, 2012) because there
are so few faculty of color in doctoral programet Yfaculty of color are reported to
validate the experiences and are a great sours@ppbrt to diverse students (Contreras
& Gandara, 2006), and supporting doctoral studest®arch is an important

contribution provided by faculty (Contreras & Garal&2006; Nettles, 1990).

This finding reports supporters’ willingness to shthemselves with the
participants to help uncover the hidden agendanzeme that exact experience in the
doctoral program attainable and possible. For examyhen Reyes felt defeated by his
paper, the professor said, “Well, would an extrdn@drs help? I'm willing to wait for
your work. Your writing is worth the wait.” Reyeskperience demonstrated that the
doctoral program does not have to be rigid ancefoee feel unattainable. Instead, a
transparent blue print of what to expect in thegpaon unveiled by those in key positions
or experienced by older doctoral students is okashtre.

Another example can be viewed in Brendan’s expeeaevhen his unofficial
advisor said, “You're in the Ph.D. program. It tpsitheir program. They don't want to
admit that to you but in our meetings, that’s hove.i" This signifies a supporter’s
willingness to bring key information to Brendantseation. His unofficial advisor
“brought” the agenda and made visible what is uguaVisible to doctoral students. This

kind of information is highly impactful for any dtweal student, but more so for first-
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generation doctoral students of color. Getting tlgiothe doctoral program does not have
to be a secret rite of passage especially whenateeyeported to likely face the same
obstacles experienced in getting to and througlegelas entering and completing a
graduate degree (Barnett, 2008; Engle, 2007;VuBrgyn-Welty & Tracz, 2010).

Additionally, the finding supports the notion okating a culture of possibility
for doctoral students, especially first-generatioctoral students of color. Culture of
possibility, coined by Gandara (1995)awver the Ivy Walls: The Education Mobility of
Low-Income Chicanosyas captured in the homes through families’ messajeries
and words of encouragement. One can think abouttb@reate a culture of possibility at
the time it is needed. That is, creating a culafrpossibility should be made in real-time
or as needed at the time it is presented. In atloeds, supporters interacting with and
communicating information and opportunities to plaeticipants immediately created a
culture of possibility for the participants as tirae presented itself.
Second Resear ch Question: Reaction to and Reshaping of Practice or Policy in the
Doctoral Program

The second research question was, how do firstrggoe doctoral students of
color shape the educational environment in whidy ére pursuing their doctoral
degree? Participants described a unique expergmressing a practice or policy in the
doctoral program they reacted to, and by virtutheir reaction (or lack thereof) changed
the practice or policy. In this intent and throubgh participants’ explanation of the
precise experience, practices or policies deeptenbin the person and/or in the program
became the focus and thus helped address theclespaestion. The exposed practices or

policies participants respectively encountered weeeadministering of the course
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evaluation, grading and teaching practices of [@ses, offering of graduate
assistantship positions, and the interview proesss gateway to unveiling spoken or
unspoken expectations. These were symbolic inferectinique to each individual and
divergently interpreted by and reacted to whileytbleared the same characteristics as
first-generation and student of color.

The most profound example was Monserrat’'s expegievith professors’ grading
and teaching practices; two opposing experienbémserrat quoted the professor,
“Some of you will be in shock because | haven'trbgeading to the rubric, and now |
am. You'll be shocked at the poor grades that yaeli Monserrat’s reaction was, “I
didn’t want to be taught by a person who thought ttas good teaching pedagogy... |
didn’t even talk to her about it... | felt a very aldine of haves and have nots in her
class and | felt if she’s already expressing disdiar some of the papers that she was
passing out, me raising my hand and saying, timatsn appropriate teaching strategy, |
didn’t feel like it was going to make a differenteit | knew that | did not want to be part
of a professor that would do that to students...vienéook another class with her on
purpose.”

Another example includes my drive to work every niog. Every morning, | get
in my car, take the same route to work, drive l®ygsame buildings and coffee shops, and
make turns on the same streets. | also park myndhe same vicinity within the parking
structure. After three years of taking the samelsda work, | stopped looking. | stopped
looking at the buildings, street signs, and evenstiime person in the red jacket with gray
hair walking to what | presumed to be work. | steppooking because my drive to work

was not so new to me anymore and therefore, | wdedded in my own routine of
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getting to work. There are everyday life strategieatines and traditions used personally
and at work that lead us to become too friendIywhie status quo of doing or
approaching things. Monserrat’s example with tmafgssor is similar. The professor’s
grading practice may have been routine practicesiiawas used to and therefore
business as usually, but was also interpreted byskloat as “mocking students and
feeling disdain for the papers.” And at the sameetiit shaped her experience as a first-
generation Latina. Monserrat’s other experiencé wiprofessor included asking the
professor for more time to reflect on questionse professor had the tendency to move
too fast leaving the students with little time ink. The professor responded to her
request and immediately shifted his teaching pcaciccordingly.

These experiences help identify what familiar cgrgday practices, categories,
labels, explanations, and processes in educatied toebe looked at closely to
denaturalize them in the interest of the studdatsilty and others (Pollock, 2012). This
means that any practices in education have thefaitéo contribute to students’
achievement or lack of achievement. As previoustntioned, research illustrates
doctoral students of color, including first-geneyat experience difficulties integrating in
the program. This difficulty is fluid; it can occat various points and places during the
program. However, the participants’ experienced, @articularly Monserrat’s, support
that a deficit can exist with education as oppdsedlith the student carrying this deficit
and bearing sole responsibility for the outcoméheifr education (Knapp, 2001). The
need to learn what drives this population to lgarver to attaining the degree
(Witkowsky, 2010) is illustrated in this findingagicularly in Monserrat’s experience.

Traditions, rituals and routines bring a senseistbhy in a culture and for people.
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However, routine practices in teaching and learweizng prevent individuals from seeing
differently, asking questions differently, learniddferently, considering others normally
not in the majority, and fail to uncover patternattwere always there but hidden by
everyday practices. Critical reflection on routpractices can enable educators to
become disrupters of the status quo to create acaéidnal friendly-environment where
students’ diverse backgrounds are shifting the dgaphic of education enrollees.

Summary of Being Resilient: Navigating Mainstream Doctoral Programs

One of the findings was participants were suppdoiedne or two persons in the
doctoral program that helped them gain informatamwhich they would otherwise not
have access. This finding highlights the structfrthe program. Despite the support the
four first-generation doctoral students of colareiged, they expressed the need (almost
a requirement) to be resilient to negotiate expers that seemed to be problematic.
Resilience is not a trait that someone has or doehave. Resilience describes a
person’s competence even during arduous times &cu@iccheti, & Becker, 2000).
Cesar said “the system is designed for the maimstieHe meant that as an international
African first-generation doctoral student, he wagags the minority in race/ethnicity,
religion, and language. The other three participaigo experienced a need to navigate
the program’s mainstream environment in order tofeel completely out-streamed
which is when resilience, an innate and normal pbat person, develops (Benard, 2003;
Brown, D’Emidio-Caston, & Benard, 2001; Lutharakt 2000; Ungar, 2008).

Being resilient due to the structure of the dodtpragram is not something
shared with non-minority doctoral students becadheg do not encounter experiences

that question their cultural identities (i.e., r@tknicity, SES, sexual orientation). In this
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case, resilience can be viewed as Eurocentric@ngsing on western values (Ungar,
2008). The structure of the doctoral program asdpredominantly white is the
challenge that led first-generation doctoral stusleh color to “figure it out” in an effort
to make it work for them and to be as effectivgpassible in the doctoral program. This
supports the notion that participants—first-genernatloctoral students of color—do not
just somehow make it to the degree, but that terist social and political inactions that
exclude culturally different populations (Burleyai®ard-Brak, Marbley, & Deason,
2010; Campa, 2010; Ceja, 2004; Meyer, LicklideM&ersema, 2009). This finding
supports previous studies. Previous studies idtestk culturally different populations
became resilient in order to make it through higkshucation (Campa, 2010; Gardner &
Holley 2011; O’Connor, 2002) as an underrepreseptgailation. Previous studies also
reported that to understand the process of besitiera is to understand how the
environment, family and personal efforts work tégetto create opportunities and
support for doctoral students of color (Campa, 2QL@har et al., 2000). Although this
study did not focus on the core understanding of tieese three components of
resilience work together, this finding showed fétst-generation doctoral students of
color enacting resilience in an environment whetéucal experiences were different
from the structure of a predominantly white doct@ragram environment, even though
they were supported by family and peers, drivepédrgonal efforts, and given
opportunities through personally held relationsjith faculty.
Implications
Based on the data presented in the study, thetiengfieations doctoral programs

can be mindful of in order to become increasinglaie of the experiences of first-
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generation doctoral students, often students afrcti this section, implications address
practices to consider as possible future effedh@npopulation pursuing the doctoral
degree. Overall, the implications address a neée taware of the now, avoid
complacency and use a humanistic approach wherecbng with the environment and
with those in it.

Administrative L eader ship

The on-going battle of first-generation doctoraid&nts of color maneuvering
through and up the education ladder can be retttifjean increased awareness of first-
generation students of color in doctoral programslerstanding unique and divergent
experiences in the program, and considering maltplaracteristics that intersect with
the first-generation statudpon admitting a cohort of doctoral students, paogr
administrators could inquire about ways to know #ighal students; who is who among
the students, and if any of the students idensffirat-generation. This does not mean the
identity is salient to the student, and in turn ddeninistrator should not solely focus on
the identity. It merely helps to look beyond phgsicharacteristics of entering cohorts, or
existing cohorts.

A thorough investigation of traditional policiescapractices may need a review
in an effort to better serve an increasingly complectoral student population. For
example, has the program followed the same interpi®cess for admitting students?
Has the course syllabus been used for several¥@aesreadings authored by persons of
color strictly assigned in a diversity courses arglthey also included in other courses?
Which doctoral students are recipients of gradaagsstant positions, and why? These

guestions deconstruct practices and policies tlagtlme so embedded in the program
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structure that they limit the potential to expamegdnd what the program offers.
Deconstructing practices and policies means hawaragk “why?” to challenge the now.
Why has this been done this way and not that wak$ M/the diversity course
responsible for developing the student’s cultucahpetency? Why aren’t White faculty
teaching diversity courses? Asking the questiony®hmeans, as program
administrators, we are looking beyond everydayineuvays of doing things and seek to
stay relevant with the now.

Support was a clear resource for first-generatmstatal students of color to
build relationships that led to information and ogpnities. This must continue.
However, support seemed to be static among thteginseration doctoral students of
color. In other words, support was evident in sqaes of their experience but not
throughout. In this case, how can the doctoral ©anogprovide and sustain support
throughout the entire doctoral experience? Takmk &t the hallway in which your
office resides. Are doors open or closed? Whermfiiee hours provided? Are office
hours provided when students are working? Are thignes and brochures in the program
that communicate certain messages? Are serviceglpbto or used by one group of
students and not the other? Supporting first-geioeraoctoral students of color, as
shown in the study, should not be interpreted siedarding structural policies or
practices impeding student success, especiallyamctiassroom, despite personal and
familial support.

L eadership for Faculty and Doctoral Students
The classroom is the foundational location wheaenimg occurs, where faculty

and student spend most of their time together, &/bgperiences are shaped and
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essentially where the doctoral program happensilfyacan become primary
investigators of their classroom to determine exté@ons and reactions amoegery
student in the classroom. In this way, initial ralassroom experiences are not left
unexamined. These experiences are treated asmegleurrent and instantaneous.
Likewise, doctoral students can be positioned asgry investigators of their
environment-like the participants of this study-Hyestigating interrelated experiences
between behavior and the environment in an eftounderstand and articulate their own
experiences.

Consequently, the students are actively engagtdteienvironment to dissect
interactions shaping their experience as first-gaien doctoral students of color,
including their cohort-mates’. Faculty can obsergebal and non-verbal cues, learn to
manage cues, and accordingly respond to cues thashape the student’s experience as
first-generation doctoral students of color. Simhjlastudents can be taught to pay
attention to the same cues that also shape theireayerience as well as others’. Cues
include silence, stares, and taking notice on regfaidents answering certain questions
or leading discussions. Conversely, faculty andestits should not assume that first-
generation African Americans/Blacks or Hispanicarstthe same experience because,
based on this study, first-generation doctoral estitsl of color interpreted experiences
differently and experiences were also qualitativlfferent among the participants.

Additionally, faculty can begin to create a culturevhich all walks of life
determine the extent to which students will devalapng their tenure in the program.
Likewise, doctoral students should not assumeltbeause of the level of the education

they have reached, all of the students have cobldgeated parents, and are therefore the
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only first-generation student. Doctoral studentsusth not assume that the first-
generation status is interpreted similarly among amother just because they share this
status. Together, faculty and students avoid asgymmhomogenous population by virtue
of the level of education, and instead uncovenastiag culture that is, based on this
study, rarely inquired about.
L eadership for Professional Development

Implications for my professional development anportant to address among
previously mentioned implications. My professiolegdership is informed by the study |
conducted in that | am intrigued by how my practecafluenced by others and how |
influence others by practice. | am intrigued byew#h reaction to and interactions with
others while recognizing the environment in whilclyt are taking place. | am intrigued
by how connected | can become—or how the envirohmey prevent me from
connecting—with in-the-moment experiences. As ddegractitioner, | will be (and
should be) challenged by educational environmentsrtce me to inquire about all
students, principally underserved students, newsaadoned colleagues, policies and
documents. In order to stay relevant in educatibaye to assess, challenge and disrupt
the status quo. There cannot be room for statusrgeducation when we are
continuously concerned by students of color’'s péesice to the doctoral degree. | cannot
be satisfied with what is and will be presentedducation. Earlier | described the daily
drive to work; a drive that is ritualistic and ulaciging. In this frame and as a leader-
practitioner, | have to ask myself, “am | getting mork done in the same way | travel to
work?” That is, is my work so routine that | havecbme comfortable and unchallenged

by it? Professional development is just that, a@ss of development. The moment | stop
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asking “why” questions is the moment | stop develgmas a leader-practitioner. Future
experiences, good and bad, will further inform ngyrkvand my contribution to
education. That is where the work begins and caesin

Future Consider ations

There is much to learn about first-generation sttelef color and their
experience at the doctoral level in higher educafi@ better understand this population,
further research is considered and suggested.dlllo&ving considerations are not listed
in any level of importance. First, studies haveestigated the experiences of African
American/Black and Hispanic doctoral students wapgen to be first-generation which
have led to a better understanding of their expeds but have not focused on the
identity of first-generation status. With that sdigure research on the degree of salience
of first-generation, race/ethnicity, including SEE&xual orientation and other cultural
identities should consider administering the Muttidnsional Identity Model (MDI)
developed by Jones and McEwen (2000). The MDIfwstsused on a group of diverse
college-aged women representing multiple identiflé®e model is said to be:

Fluid and dynamic; representing ongoing constructibidentities while
considering the changing contexts on the experieh@entity development. It is
illustrative of one person’s identity constructiana particular time. Therefore, MDI
depicts the possibility of living comfortably withultiple identities, rather than just
describing multiple dimensions of identity. (Jo&ebcEwen, 2000, pp. 408)

Since 2000, MDI has been revised as the Recondeg@ddlodel of Multiple
Dimensions of Identity (Abes, Jones, & McEwen, 20@Avhich meaning-making was

added to the model. The addition of meaning-makijgores not jusivhatrelationships
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are perceived by students but ahew students perceive relationships as they do (Evans,
Forney, Guido, Patton, & Renn, 2010).

Using MDI may shed more light on the degree to Whie first-generation status
is salient in specific time and place in the dogt@rogram. Related to MDI and its role
in discovering the interworking of multiple idemi$, MDI can also be used to frame
activities to help doctoral students enrolled i@ $ame cohort explore their own
multidimensional identities. In conjunction, alldoral students within the same cohort
can be paired together and learn from one anothex period of time (i.e., one year). As
a two-person team, they can explore what they kaloout their selves, how do they
know what they know about their selves, what dergtlassume about their selves, and
how do their experiences contribute to the conoéfgadership in a diverse society.
Through this exploratory activity, all students @xjually—as much as possible—
contribute to each other’s professional and edacatidevelopment as they relate to
diversity competency.

This study is slightly rooted in anthropology; stedy of culture. Future
consideration should include the researcher agabhgdirst-generation doctoral
students of color in the doctoral environment aodsader observing and interviewing
faculty. In this effort, the anthropology undertasfehe study is strongly met, and
another dimension of the study is added througlpéngcipation of faculty to further
understand the interactions and reactions betweeadtors.

Additionally, adjusting the population may leadftiother understand first-
generation doctoral students of color in a moreised way. Future research should

inquire about first-generation doctoral studentgvious academic experiences as part of
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the recruitment profile (i.e., private high schaad private undergraduate school versus
public high school and public undergraduate schodi¢lieve it may provide some
understanding in previous academic experiencdseoinfluence of previous academic
experiences on the doctoral experience. Also, setefirst-generation doctoral students
in the same year in the program may also provididferent understanding of their
experiences as opposed to investigating particspaindifferent stages in the doctoral
program.

Although the focus of the study was not to compereean Americans/Blacks
with Hispanics, but rather to understand their eigpees as first-generation doctoral
students of color, future consideration shouldudel recruiting one race/ethnicity at a
time to understand the experiences of first-germraifrican Americans/Blacks separate
from first-generation Hispanics to control for ipappriate comparisons between groups
whose experiences are so dissimilar (Alessandi¥e&on, 2005) and to prevent from
luring anyone to believe that group comparisorecieptable.

These considerations will add to the body of knalgkof first-generation
students of color experiencing higher educatiath@tdoctoral level, a level of higher
education hardly met by this population. Moreovkese considerations help to tailor
future studies to be focused and leaving littlemdor interpretation. Program
administrators and doctoral students can benefi flearning what shapes this
population’s experience en route to gaining theaat degree.

Limitations

Like any qualitative study, limitations are inewte. It is ethical to faithfully

acknowledge any factors that limit this study tanviuture researchers seeking to
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replicate the study. This section reflects on thel\gs overall design and is also a review
of the limitations conveyed in chapter three.
Generalization

The study took place at a predominantly white medsize institution in
Southern California. The institution has other weigharacteristics that will remain
nameless in an effort to keep its identity protdcliehese unique characteristics, location
of the study, and other features influenced theedrof the doctoral program the
participants were seeking the degree from and wetexclusive to the total experience
of the participants. If this study is replicateeé tlesults cannot be generalized because
context is influenced by the location of the campuwas the study’s goal to recruit all
participants from the same institution and progreith characteristics of first-
generation, African American/Black, and HispanibeTlcombination of recruiting and
selecting this population from one location atdleetoral level required patience and
hope because there were so few enrolled in theddgirogram. Because of this, it
limited my ability to be selective. Because tharefawer members of this population at
the doctoral level, future researchers interestadvestigating this population in one
context, may not be able to reach their desiredbmuraf participants from one location.

Narrative inquiry was the design of the study.iBwery design, the story of each
participant was unique to that person. | made eg#oyt to be objective during the
process of this research, and through their wdaithfully told their story. Since the
stories are uniquely expressed by each particiganigralizing their experience upon
other first-generation doctoral students of colould be imprudent.

Positionality
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| identify as a first-generation Black woman and @so pursuing a doctoral
degree. | was born outside of the U.S. and Enggishy second language. | am not only
living my own doctoral experience, it also cametosurprise that | saw a little bit of me
in some of the stories shared during this studyhigposition, | validated the
participant’s feelings, while keeping myself in ckes much as possible in order to
make this experience their experience. On the dthed, it was a special experience to
be able to investigate a population with whom hiafg.

Conclusion

As long as there is a disparity in degree attairtragrong first-generation
students of color in higher education, and moreifipally at the doctoral level, there is
a continued need to research this population t@a&se our understanding. First-
generation doctoral students of color have falleortsof the education system for far too
long. Current studies on students of color thatsareften first-generation have conveyed
to the audience that the culture of higher edunatainparalleled and unwelcoming of
diverse populations; often underserved populations.

The study looked further into what shapes the e&pees of first-generation
doctoral students of color. Specially, the firggarch question inquired about ways first-
generation doctoral students of color find thepexences shaped by the educational
environment while working towards degree completibime second research question
inquired about how they (the participants) shapedenvironment in which they were
pursuing their doctoral degree. The research muesguided the study. During a three-
month collection of data, themes emerged, perdoemivere revealed, and stories were

told. Thus, the lived experiences of the selectgulfation gave voice to the study.
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Overall the findings of the study added to the eigmees of a diverse underrepresented
population enrolled in higher education. The studgrms stakeholders, including
students, to intentionally, personally and humambate a culture of possibility for first-
generation doctoral students of color while entbliethe program. A culture of
possibility is created by believing that the enmireent influences the student’s
experience and believing the student also influgtice environment, and therefore the
two are seen as influencing one another. In amtdficemain relevant to diverse
populations in higher education, a critical-frigndlye must become a natural part of

everyday practice



Appendix A
Definition of Terms

The following definitions clarified how the studyilized the terms.

Culture:Culture, environment and system were used integdwnly.
Doctoral Program: Participants of the Doctorat&déication (Ed.D.) or
Doctorate of Philosophy (Ph.D.) program speciafjiaim Education, Leadership,
or Higher Education Policy.
EnvironmentEnvironment, culture and system were used inteigsaoly.
First-generation status: Those whose parents haighaschool diploma or less,
and have never enrolled in college as opposedietparents that were enrolled
for a period of time but did not gain the bachelegree.
Non-first-generation students: Those whose pai@ts a college degree.
Participants: Those who participated in the stddhey ranged between first-year
to dissertation phase.

0 First-years: Had at least one semester (semestEmsyof experience in

the program.

o Dissertation students are those writing their dissien.
(Re)Produce: As a result of the reciprocal relaiop of behaviors and
environment, and people’s reaction to behavior réloee, behaviors produced by
the environment and the environment re-produceddhaviors.
Students of color/Minority: African American or Blg Latino(a), including those
who identify as Hispanic or Chicano(a). Studentabr and minority were used

interchangeably.
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o African American/Black: People who identify as hayiorigins in any of
the Black racial groups of Africa (U.S. Census BureSeptember 2011).
0 Hispanic/Latino(a) OriginPeople who identify as Mexican, Mexican
American, Chicano, Puerto Rican or Cuban—as wehase who indicate
that they ar@another Hispanic, Latino, or Spanish origin. Origan be
viewed as the heritage, nationality group, lineagesountry of birth of
the person or the person’s ancestors before thrarahkin the United
States (U.S. Census Bureau, 2012).
Racial/Ethnic Identity: Used interchangeably in siiedy, but not without notice
that the racial and ethnic identities have beemddfas related but different
constructs (Evans, Forney, Guido, Patton, & Refa02

System: System, culture and environment were ugedchangeably.



Appendix B
Recruitment Email to Participants

My name is Karina M. Viaud, and I'm a doctoral catade at UCSD/CSUSM in
the joint Educational Leadership Program. The gb#his email is to recruit participants
for my dissertation research. | am conducting dittize study designed to explore
experiences of first-generation doctoral studehttor who are currently in an Ed.D. or
Ph.D. program in Education. | want to gain a deepelerstanding of individual’s
overall journeys while pursuing the doctoral degf@arrent research indicates that about
half of doctoral students gain their doctoral degmdile the other half do not. This is the
national statistic as well as a national concehe d@octoral degree attainment gap is
greater for first-generation and students of color.

The format of collecting data is as follows: | pkanconduct 3 individual
interviews, and participants will engage in journaiting for a minimum of one month
for this exploratory study. Specifically, the firaterview will consist of 10 questions
which will take at least 1 hour to complete. Anamhal meeting for approximately 30
minutes will follow to allow me and the participaotget to know each other and to
explain the journal writing activity. After the imfmal meeting, the participant begins the
journal writing. The second interview (approximgt8D minutes) will be guided by the
content of the journal, build rapport with the jpapant, and ensure the journal
experience is positive. The third interview (appnaately 1 hour) will also be guided by
the content of the journal, discuss the journalegigmce, and relay my accessibility as
the relationship between the participant and | céoreeclose. In turn, the interviews and

the journal will provide an in-depth understandoidghe participant’s educational
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journey as a first-generation doctoral studentodbic Altogether, participants can expect
a span of three months to complete interviews amnite the journal.

If you identify as first-generation and as a persboolor, specifically African
American/Black or Hispanic, your participation wdude greatly appreciated. In this
study, first-generation is defined as the firsyaur immediate family to obtain a
college/bachelor degree. In other words, yourmardon’t hold a college degree nor do
they have any college experience. If this applegou and participation in my study
appeals to you, please answer the following denpducaguestions. Once sufficient
forms from participants are received, the poolatipipants will be reviewed to select
the final individuals that will be part of the sjud'hose individuals selected will be
emailed a consent form, receive details abouttilysand set up a date for the first
interview. Consider thisrecruitment message as the first step to identify interested first-
generation doctoral students of color for the intended study.

Please feel free to contact me directly at kmviagd@il.com with any questions
you may have. Again, if the study applies and ajgpeayou, please answer the
following demographic questions to commence thegss.

Profile questions:

Thank you for your consideration to participateny study. The following questions
help identify participants’ profile interested irymesearch and to make final selections.
Once sufficient forms are received, the pool otipgrants will be reviewed for the
desired profile. Those individuals selected willdmmtacted, emailed a consent form,
receive details about the study, and set up afdatbe first interview.

1. | am first-generation: (choose one)
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a. Neither of my parents holds a 4-year college/bamtatgree from the
U.S. or from any other country.

b. My parents have college experience but did notuwatedfrom a U.S.
college or any other college outside the U.S.

c. Neither (a) or (b) apply because:

2. lidentify as:

a. African American/Blackdefine as people who identify as having origins
in any of the Black racial groups of Africa (U.Ser3us Bureau,
September 2011).

b. Hispanic(define as people who identify as Mexican, Mexikarerican,
Chicano, Puerto Rican or Cuban—as well as those wticate that they
are another Hispanic, Latino, or Spanish origin. Origian be viewed as
the heritage, nationality group, lineage, or coyntf birth of the person
or the person’s ancestors before their arrival lre tUnited States (U.S.
Census Bureau, 2012).

3. lidentify as: Male or Female
4. | am currently in a doctoral program at:

a. Name of institution and program:

b. Name the year in program:

5. If you are currently in the first-year of the pragr, how many semesters or

guarters have you completed at the time you dredibut this form?
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6. If you are at the dissertation level of the prograow far along are you in the
process?
a. Working on my proposal/ Submitted my proposal fopraval;
b. Conducting research and collecting data;
c. Writing final chapters; or

d. Will or have defended my dissertation (date of de&:

7. Your full name:

8. School email:

9. Phone number:

If you are selected as a final participant, annmied consent will be emailed. You will
then have up to 5 days to fax or scan the signfednmed consent. Thank you for your
time



Appendix C
Consent Form to Participate in Research

Invitation to Participate

My name is Karina M. Viaud, and I'm completing theal year in the Educational
Leadership Program at UCSD/CSUSM. I'm currentlydusting a study on the
experiences of first-generation doctoral studehttor pursuing a degree in the
Department of Education.

This topic aims to capture information about therall experience of participants
pursuing a doctoral degree. This is important beedoo often the statuses of first-
generation and students of color (specifically édn Americans/Blacks and Hispanics)
are described as the unlikely student to pursueparglst in a doctoral program. You are
invited to participate in this study because yaniify asfirst-generationdefined as
neither of your parents holding a four-year colldggree and you also identify as
African American/Black or Hispanic.

Description of Procedure
Once you have read and signed the consent formwitblobe contacted within 5 days to
schedule the first interview. Below are activitiegolved in the research.

Activities involved in the research

e First Interview The first interview entails a minimum of 1 hoessponding to
about ten questions, and going over your rights participant.

e Informal Meeting An informal meeting follows the first interviewshere you
will engage in an unstructured 30-minute conveosawith the primary
investigator. The goal of the informal meetingasotild rapport with you as you
begin the journal writing.

e Journal Writing Journal writing begins after the informal meetivgu will
engage in journal writing between 1-3 months. Youasked to write in your
journal at least twice a week. Prompts will be jed to help you jump start
your writing.

e Second InterviewOne month into the journal writing, you will erggain a 30-
minute interview guided by the content of the jalrn

e Third Interview The third interview is scheduled at least 1 matfthr the second
interview and toward the end of the journal writiagd will be a minimum of 1
hour.

The activities will span over a period of 3 monthke interviews and the informal
meeting will be sporadically scheduled. You will @h&vith the primary investigator 4
times.

The use of Google Documents
Google documents will be used for journal writifigpe primary investigator will create a
document, assign it specifically to you, and usduees to protect your identity and
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confidentiality. These features will be reviewedha informal meeting. The primary
investigator will be able to view your journal wnig as it happens, and thus will be
engaged during your experience. Click here to stiEn@onstration
http://www.screenr.com/bWq7

Recording and Transcripts

The first interview will be the only interactionahwill be audio recorded. A transcription
of this interview will be provided to you beforeetinformal meeting and reviewed
during that time. You will confirm the transcripti@t the informal meeting.

Risks
There are minimal risks in participating in theeash. They include:
1. Recalling uncomfortable, sad memories or curranggies that are deemed
difficult to articulate or share.
2. Experiencing deeply-rooted unexpected and unreddbeaings.
3. Personal information may be subject to being bredch

Safe guards
Safe guards are put in place to minimize risksyTihelude:

1 You can ask the primary investgator to turn off éluelio-recorder and take a
moment to recuperate, or refuse to answer any ignest

2 You will be directed to talk with people you tr§se., family, friend, and
mentor), make an appointment with a counselorf, mecessary, request to stop or
withdraw from the research. Also, a list of healénvices referrals from your
school and from the primary investigator's home paswill be offered if a
strong emotional reaction is evoked during therinésv and journal writing
processes.

3 Documents will be kept in a locked cabinet and imitllogin-only accessible
computer with the primary investigator only havaxgess to the documents. The
primary investgator is working alone, thus limitiathers to have access to data.
Pseudonyms will be used to hide your identity.

Benefits

Although your patrticipation will yield minimal orandirect benefits to you, the primary
investigator believes that your authentic partitgawill add an in-depth understanding
of your lived experiences, and focus on attribtites clarify your educational
environment as you pursue the highest educaticege@. In turn, your responses add
information to the educational journey of first-geation doctoral students of color, a
population that has been described as marginailizddctoral programs.

Voluntary Participation

Your participation is entirely voluntary, and mag Withdrawn at any time. If the length
of the interview becomes inconvenient, you may stiogny time. There are no
consequences if you decide not to participate.
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I ncentive

The primary investigator understands the time camet behind your participation in
the research, and the travel that is involved. Groeehave completed the first interview
encompassing the 10 questions, you become elifbke $25 gas gift card.

Questions and Contact Information

This study has been approved by the CaliforniaeStiativersity San Marcos Institutional
Review Board (IRB). If you have questions aboutghg&ly, you may direct them to the
primary investigator, Karina M. Viaud at kmviaud @ahtom or (619) 339-2181, or the
primary investigator’s Chair, Dr. Patricia Pradav@k apprado@csusm.edu. Questions
about your rights as a participant should be dagtd the IRB at (760) 750-4029. You
will be given a copy of this form to keep for yaecords.

o | agree to participate in the study.
o | agree to be audio taped.

Participant’s name:

Participant’s signature:

Date:

Primary Investigator’s signature:

Date:
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Appendix D
Questions for First Interview

. Please describe any previous educational expesdhaeimpacted your decision
to pursue a doctoral degree.

. Tell me about your journey to the doctoral progranhat drew you to this
program and why?

. Tell me about your personal identity as a firstegation, student of color.

In the doctoral program, can you talk about inteoas you've experienced with
others (students/faculty) that shape your idemi#tyirst-generation? Can you
describe your reaction to those interactions?

In the doctoral program, can you talk about inteoas you've experienced with
others (students/faculty) that shape your idemistya person of color? Can you
describe your reaction to those interactions?

. Can you think of a time when the environment ofdbetoral program reacted to
you as a first-generation doctoral student of coMthat meaning did that bring to
you, if at all?

In what ways has the doctoral program supportedityquirsuit of the degree?
Any examples of specific interactions or events?

In what ways has the doctoral program hinderedigqaursuit of the degree? Any
examples of specific interactions or events?

. Have you experienced a time when you reacted #articplar process in the
doctoral program? Did your reaction reshape theqss? If so, how?
o How did your reaction to the process shape intenastwith others
(students/faculty)?
o How did others’ response to your reaction shaperaations with you?

10. As a first-generation doctoral student of colonimight your experience ithis

doctoral program shape what you would advise terdirst-generation doctoral
students of color seeking to pursue the doctorgiteb



203

Appendix E
Questions for Second Interview

Interviewer:

“Right here you say that, ‘My father was pushinggome kind of educational power.’
What do you mean by that?”

Cesar:

“It simply means that my father wanted me to getoaded, to have some kind of
college education or university education. To thecated more and more. That’s what
he means by educational power, to be educatedsjbiirs

Interviewer:

“Let's see. The first part, and it's throughoutwh®le transcription, is you

really like Dr. [name of faculty] class. You'verged as a TA as well. What is it about
Dr. [name of faculty] class in Human Relations W&i&p that has been so appealing to
you? You've taken it several times. Can you ti¢ ith& your experience in the Doctoral
Program? Please think about your identities, too.”

Monserrat:

“It's helped me actually understand my identitlés.helped me understand why those
identities were formed. Especially in my busy pammetimes we don't pay attention to
those things like why did | choose to say that, witdy/l react that way when that person
said that or did this. Her class helped me slowrdend take that data in.”

Interviewer:

“Okay. Last time when we talked, we talked aboui thfferent situations where you
revealed your identity as biracial. One instant Weisveen yourself and your advisor,

and after some time, that's when you revealed iarmtity. With the feminist group, you
just said, ‘You know, I'm just going to tell themhw | am now,” and then later offer
reasons of credibility because of really the messamd the conversations that happened
within this group, you reveal yourself. | wantedassk you, was this revealing yourself to
the feminist group a play on previous experiendes\ealing or not revealing yourself
before?”
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Appendix E
Questions for Second Interview, Continue

Reyes:

“Were there instances where | wish | would haveabbse when | didn’t, things happened
that | didn'’t like. In undergrad, my first major waocial work, for my second major was
women’s studies. And so in these classes, therenaprofessor that | loved and took a
lot of classes with her, probably three or foud #mere was one class where | said ... |
forgot the class, but | can visualize it, and | Badl something, and someone said like,
something about like, ‘Well, how would you know,uwe@ white,” or ‘Well, of course

the white guy said that,’ like, “You’re white andyre saying that, of course.’

Interviewer:

“Yes! A lot of the research already says findingi@ntor, somebody to connect with, is
important. I'm trying to figure out ... we do knotat and we know that we need
somebody to show the ropes or communicate expecsatil want to dig deeper into
what's happening in those relationships that | haemcountered in those research
articles. What's being said and how does that shijive you a better understanding of
those expectations that you say [name of friend]dmnmunicated to you to stay on
course with the program?”

Brendan:

“Exactly! Okay, let's see. I'm trying to dig fan example. He's given me a bunch and
he's not the only one that ... I'm trying to giveeample to you of how | presented
myself or did something so that | would be moresptable to whomever in the program,
because | knew what to do versus not knowing anaf al sudden come off as this, ‘oh,
he's just another...”
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Journal Quastions

Casar

Monsarrat

Who is involvad in wour
pathwav? Think about
pears, professors, family,
frizsnds. Then, document
and comment on
interactions that matter to
wour pathway.

No

Was

=

Balow are dascriptions of
Lezadarship Studias;
Deepartrnent of Leadarship
Studiss; and program
ovarviaw, What is vour
rzaction to the
dasecriptions as thew relata
wour exparience and your
identities a persom of
colorand first-genaration.
Addrass sach description.

No

[¥E]

Anything on vour mind
aboutrasilizncs or being
resiliznt in the doctoral
program?”

No

How ara vour avervday
behaviors shapad by
preexisting conditions”
What are others” actions
at that moment? How arz
thair action receivad
bw/shaps the institution
and others’ actionsT

Yas

LN

Capturs a quots that is
meaningful to youas vou
sxparisnce the doctoral
program, and write about
it. What meaning doas the
quots bring as first-
generation studsnt of
color?

Mo {did not
ask him)

Yas

Yas

Yas
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