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Effects of Critical Mass
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Kate Quinn
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Eve A. Riskin
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This study explored whether there is a gendered division of labor for faculty in
academic science, technology, engineering, and mathematics (STEM) at research
universities and examined the connections between time allocation and satisfaction for
STEM faculty within the context of a critical mass of women in the discipline. Using
a weighted sample of 13,884 faculty from the 2004 National Study of Postsecondary
Faculty (NSOPF:04), we found a gendered division of labor that is mitigated by a
critical mass of women faculty in the discipline. Results lend empirical support to
theories that argue critical-mass attainment positively impacts equity in resource

distribution and time allocation.

Keywords: gender, faculty, STEM, critical mass

At every rank, women faculty are far out-
numbered by men in science, technology, engi-
neering, and mathematics (STEM) disciplines,
especially at prestigious, research universities
(Wilson, 2004; Long, 2001; Beutel & Nelson,
2005; Trower & Chait, 2002). Lack of collegi-
ality, discriminatory practices, less money,
slower promotions, and lower tenure rates as
compared to men begin to explain the barriers to
women’s advancement in academic science and
engineering (Valian, 1999). In recent years, a
number of best practices have proven effective
in advancing women in STEM, including train-
ing on discrimination and unconscious bias in
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evaluation, increased work/life flexibility, im-
proved mentoring, and peer-led advocacy on
diversity issues (Moody, 2004; Stewart, Malley,
& LaVaque-Manty, 2007; Williams, Alon, &
Bornstein, 2006). However, gender disparities
persist in academic science and engineering.

Research on the effects of “critical mass”
(considered at a bare minimum to be a repre-
sentation of 15% or greater of a population
(Etzkowitz, Kemelgor, & Uzzi, 2000) of
women in academia is especially promising and
can help academic leaders prioritize the most
effective solutions to the barriers women face in
STEM disciplines. A critical mass of women in
departments creates a more welcoming environ-
ment for women (Etzkowitz, Kemelgor, Neus-
chatz, Uzzi, & Alonzo, 1994). Women are more
likely to be hired in academic departments that
already have a relatively high percentage of
women faculty (Marschke, Laursen, Nielsen, &
Rankin, 2007). An influx of women faculty also
has the potential to support and inspire female
students, given that the most important predic-
tor of undergraduate women’s success is the
percentage of women faculty (Trower & Chait,
2002).

To expedite the implementation of solutions
required for the retention and advancement of
women faculty in STEM, this study explores
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connections between faculty’s time allocation,
satisfaction, and the presence of a critical mass
of women faculty in the discipline. Specifically,
we explore differences in the time allocated to
teaching, research, and service/unspecified ac-
tivities, and the relationship between time allo-
cation and three satisfaction measures—
satisfaction with workload, salary, and career
overall—for faculty in STEM, to determine if
any differences correlate with a critical mass of
women in the discipline.

Framework

Two primary frameworks guide this study.
The first is feminist organizational theory,
which posits that institutions are guided by un-
examined masculine principles that work to
exclude women and impede their success and
advancement. For example, jobs within organi-
zational structures are abstract categories meant
to be filled by workers with little to no familial
responsibilities or outside obligations, a frame-
work that assumes a particular gendered orga-
nization of social reproduction (Acker, 1990;
Williams, 2000). Hidden within this framework
of the “ideal worker” is the labor required to
maintain and reproduce the labor force, both on
a day-to-day basis and generationally. WWomen
in the United States continue to shoulder a ma-
jority of child-rearing and household responsi-
bilities, despite working outside the home
(Brines, 1994; Schiebinger, 1999; Shelton &
John, 1996; Van Anders, 2004; Ward & Wolf-
Wendel, 2004). Cultural socialization, which
reinforces women’s primary role as caregivers,
requires women scientists to choose between
successful academic careers and family (Xie &
Shauman, 2003).

The gendered division of labor supersedes
the public—private boundary (Duffy, 2005;
McDowell, 1990). Therefore, women are often
steered into performing “caretaking” tasks in
the paid labor force, such as taking responsibil-
ity for providing refreshments at meetings, cre-
ating reports on women’s status in the academy,
and “nurturing” colleagues and students
through mentoring and advising (Bird, Litt, &
Wang, 2004). Organizational theories regarding
the gendered nature of work call attention to the
obfuscation of masculine principles guiding
workplace organizations as well as the produc-
tivity of women’s unpaid labor in the domestic

sphere. These social norms, based on sexism
rather than any biological imperatives of
women and men, govern organizational behav-
iors and role assignments (Acker, 2000). A gen-
dered division of labor among faculty in STEM
disciplines at doctoral/research universities may
be a key determinant in the success of women
faculty, both in terms of individual satisfaction
and the achievement of critical mass (Collins,
1998; Donaldson & Emes, 2000).

The second theoretical framework used in
this study is critical-mass theory. Critical mass
is defined as 15% of a population and represents
the tipping point, the threshold between the
continuity of the status quo and the emergence
of cultural change (Etzkowitz et al., 2000;
Gladwell, 2002). When considering the top 100
departments in U.S. higher education (accord-
ing to research expenditures), women faculty in
STEM fields overall have yet to reach critical
mass. In 2007, women comprised only 14% of
the faculty in the top 100 departments in chem-
istry, 9% of the faculty in physics, 13% in civil
engineering, and 9% in mechanical engineering
(Nelson, 2007). When men dominate not only
the high-ranking positions in an organization
but also the majority of its general population,
cultural norms tend to favor this dominant
group, leaving women faculty to struggle with
both structural and interpersonal inequities
(Ropers-Huilman, 2000). For example, in the
male-dominated STEM disciplines, women fac-
ulty tend to carry greater responsibility for un-
dergraduate education and service; have access
to fewer resources than men; experience heavier
course loads; and be excluded from professional
networks (Park, 1996; Mendoza & Johnson,
2000; Bird et al., 2004). Therefore, we used
critical-mass theory to guide our interpretation
of women faculty’s role allocation and satisfac-
tion as we examined how gender affects the
faculty career (Etzkowitz et al., 2000).

Unequal divisions of both labor expectations
and resource allocations in the academy position
members of the majority (men) more favorably
than their colleagues from underrepresented
groups (including women) for promotions and
leadership positions. Women in STEM thus ad-
vance more slowly than men and have higher
rates of attrition (Stewart et al., 2007; Callister,
2006; Valian, 1999; Etzkowitz et al., 2000;
Long, 2001; Ceci, Williams, & Barnett, 2009;
August & Waltman, 2004). Until a critical mass
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of women in a discipline is achieved, the sig-
nificant challenges in recruiting and retaining
women faculty will persist (Valian, 1999). A
dearth of female faculty members, in turn, ad-
versely affects female students’ persistence, fur-
ther draining the pipeline for future female fac-
ulty members in STEM (Blickenstaff, 2005).
We examine whether critical-mass achievement
offers a concrete, effective way to disrupt these
gender inequities in higher education and in-
crease women’s opportunities in STEM disci-
plines. Within the structure provided by these
two complementary frameworks, this study ex-
plores whether there is a gendered division of
labor in academic STEM, as well as the con-
nections between time allocation and satisfac-
tion for faculty within the context of a critical
mass of women in the discipline.

Relevant Literature

Many studies over the past 30 years have
explored reasons for the dearth of women fac-
ulty in STEM, but time allocation and satisfac-
tion have not been explored in the context of
critical mass using a nationally representative
data set. Park (1996) used organizational theory
as a framework to critique the gendered division
of labor in the academy, where “research is
implicitly deemed as 'men’s work’ and is ex-
plicitly valued, whereas teaching and service
are characterized as 'women’s work’ and ex-
plicitly devalued” (Park, 1996, p. 47). In other
words, labor within the university and its re-
ward structures are highly gendered based on
socially constructed norms of feminine and
masculine roles (Bird et al., 2004). Research on
faculty role allocation found that women’s
heavier teaching and service loads have nega-
tive outcomes for their research productivity
and that this is most pronounced at research
universities where women are most underrepre-
sented (Bellas & Toutkoushian, 1999; Bielby,
1991; Collins, 1998; Olsen, Maple, & Stage,
1995; Roberts & Ayre, 2002; Ropers-Huilman,
2000). Allen (1998) used 1993 National Study
of Postsecondary Faculty (NSOPF:93) data to
analyze faculty composition and time allocation
across disciplines. He found that: a) gender is a
strong predictor of the amount of time spent on
research, b) women are concentrated in the least
prestigiously ranked institutions and, ¢) women
at all ranks devote greater amounts of time to

instruction than men do. Qualitative research
supports these quantitative findings. Female
faculty members report greater dissatisfaction
than their male peers with how they spend their
time, especially in the research aspect of aca-
demic labor (COACHE, 2007). Furthermore,
women faculty report less equitable allocation
of academic responsibilities than men, espe-
cially in teaching and service assignments
(Roberts & Ayre, 2002; Aguirre, 2000).

The dynamics and outcomes of a critical
mass of women faculty in STEM needs further
study. Donaldson and Emes (2000), using the
“United Nations recommended percentage nec-
essary for political action” as the threshold for
critical mass, argue that critical-mass theory
“has been a useful analytical tool to assess core
academic participation by women scholars” (p.
52). Evidence demonstrates that a critical mass
of women faculty has positive outcomes, espe-
cially in regards to more equitable resource
distribution between women and men faculty,
but it is not without negative consequences
(Etzkowitz et al., 2000). For example, interper-
sonal relationships in academic departments
have been shown to deteriorate, and men’s sat-
isfaction with the workplace environment to
decrease, as the proportion of women grows
(Collins, 1998; Henwood, 1996; Etzkowitz et
al., 2000). Therefore, critical mass can impact
departmental climate negatively, suggesting
that although achieving critical mass may begin
to transform gender inequities in academia, it
also may trigger resistance from dominant
group members who may anticipate suffering
subsequent losses (Acker, 1990; Callister, 2006;
Etzkowitz et al., 2000).

Past research has demonstrated that female
faculty members leave STEM fields at almost
twice the rate of their male colleagues (Callis-
ter, 2006; Ceci et al., 2009; August & Waltman,
2004; Aguirre, 2000; Olsen et al., 1995; Seifert
& Umbach, 2008; Trower & Chait, 2002). Job
satisfaction can often foretell a faculty mem-
ber’s intentions to leave an academic position
(Rosser, 2004; Seifert & Umbach, 2008). A
recent study by the Higher Education Research
Institute found that low levels of satisfaction
among women faculty pose serious problems
for the retention of women in academic depart-
ments (Hurtado & DeAngelo, 2009). Kallen-
berg (1977) proposes that job satisfaction is
related to both the work itself as well as the
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“extrinsic” characteristics of the position, in-
cluding financial reward, opportunities, col-
league relationships, commute and resources. In
this paper, we expand this definition to include
gendered divisions of labor as a disciplinary
variable that can impact satisfaction. In addition
to examining role allocation and percentage of
women in a particular field, we also compared
measurements of satisfaction with career over-
all, workload, and salary between women and
men faculty and women in disciplines with a
critical mass of women and women in disci-
plines without critical mass. As a potential so-
lution to this issue, we explore whether critical-
mass attainment has positive outcomes for
women faculty members, and if these positive
outcomes increase their levels of satisfaction
and, thus by extension, their persistence in ac-
ademia.

Other researchers have examined women fac-
ulty’s job satisfaction and role allocation
broadly (Olsen et al., 1995), but our analysis
focuses on research-intensive/extensive, doctoral-
degree granting institutions (where women are
the least represented in STEM fields), enabling
us to compare the gendered division of labor
among a relatively homogenous group of fac-
ulty with similar professional demands. Allen
(1998) investigated the gendered nature of fac-
ulty workload using NSOPF:93 data, but was
unable to account for social and organizational
factors influencing the structure of labor in the
academy. The use of the gender organizational
literature as framework for this study is de-
signed to lend a historical, sociocultural per-
spective in order to provide a useful interpreta-
tion of the barriers facing women faculty in
STEM.

While much of the literature on critical mass
draws conclusions in regards to organizational
climate, there is a lack of national, empirical
evidence examining factors that constitute fa-
vorable change overall for women academics,
especially for women in science and engineer-
ing fields where women are least represented.
This study uses NSOPF:04 data, restricted to
STEM disciplines, to address this gap in the
critical-mass literature, focusing specifically on
the outcomes of role allocation. Though other
research on women faculty has included issues
on workload, satisfaction, and persistence
(Clewell & Campbell, 2002; Pfeffer & Langs-
ton, 1993; Allen, 1998), no studies have simul-

taneously examined these issues using a na-
tional database and a critical mass framework to
organize and interpret the data in order to better
determine the political and cultural variables
that advance women in STEM disciplines.
Greater investigation on this subject is sorely
needed because women faculty’s participation
in these fields is stagnating, if not declining
(Burack & Franks, 2004; Nelson, 2007; Men-
doza & Johnson, 2000). A gendered division of
labor, in which women are steered into the more
caring and less valued duties of the faculty job,
serves to justify the salary dispersion between
female and male faculty and limits women’s
opportunities to shape systems of knowledge.

Method

The research questions guiding this study are:
1) Is there a gendered division of labor in STEM
disciplines at doctoral/research universities (i.e.,
do men and women faculty allocate different
percentages of time to undergraduate instruc-
tion, graduate instruction, research, and service/
unspecified activities)?; 2) Does women facul-
ty’s time allocation differ depending on the
presence of a critical mass of women in the
discipline?; 3) Are there correlations between
measures of time allocation, productivity, satis-
faction, and the presence of a critical mass of
women in the discipline for men or women
faculty?; and, 4) What are the unique influences
of the presence of a critical mass of women in
the discipline and time allocation on the satis-
faction measures for women faculty in STEM?

Data Source and Sample

The data analyzed for this study were drawn
from the 2004 National Study of Post-Second-
ary Faculty (NSOPF:04), administered by the
National Center for Education Statistics
(NCES) of the U.S. Department of Education.
The survey, intended to gather information on
faculty and other instructional staff in U.S. in-
stitutions of higher education, is the most com-
prehensive study of faculty (Jacobs, 2008). For
this preliminary study, the sample is restricted
to full-time, instructional faculty with the rank
of assistant, associate, or full professor in STEM
disciplines at public and private doctoral/research
universities according to Basic Carnegie Clas-
sification (2001). STEM disciplines were iden-
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tified by matching the field of study classifica-
tions that the National Science Foundation
(2008) considers “science and engineering,” for
the purpose of reporting degree attainment, to
the primary teaching fields in the NSOPF.
Again, our goal for this preliminary study is to
explore potential gender disparities in time al-
location and the influence of critical mass for
women faculty where women are the least rep-
resented (i.e., academic STEM in research uni-
versities). However, to ensure that subsamples
were robust enough for analysis, the sample was
restricted to subdisciplines within STEM that
had at least 1,000 faculty members, after apply-
ing the sample weighting, as well as at least six
unweighted women faculty respondents. None
of the engineering subdisciplines could be ex-
amined because none had more than three
unweighted women faculty respondents. The
“computer science” subdiscipline that is in-
cluded should not be confused with “computer
engineering,” which was excluded. Table 1 lists
the proportions of women faculty for each of the
resulting subdisciplines that were included.
Due to the complex sampling strategy of the
NSOPF, the data were weighted before analysis
using the individual level study weight for all
faculty provided by NCES. The study weight
for all faculty adjusts for the sampling strategy
to ensure the sample represents the national
population (Heuer et al., 2006); the study
weight reduced the proportion of female fac-
ulty, who were oversampled, and therefore a
higher proportion of faculty is represented in the
raw data than in the population. This yielded a
weighted sample of 13,884 faculty. It must be
noted that the unweighted sample represents
357 faculty, 66 of whom are women. While a

Table 1
Included Subdisciplines With Proportions of
Female Faculty

Principal field of teaching-specific
code (Q16CD4)

Proportion
female

11%
23%
22%
10%
14%
15%
22%
15%

Chemistry

Computer science

Geological & earth sciences/geosciences
Mathematics

Physiology, pathology & related sciences
Statistics

Zoology/animal biology

Total

larger unweighted sample would have been
preferable, the NSOPF represents the most ex-
tensive quantitative data set on faculty available
at the time of this study and provides a useful
first glimpse into the research questions despite
the small size of women faculty at research
universities in STEM fields. Further, a key ben-
efit of using NSOPF data is that it yields a
representative faculty sample when using the
appropriate weights, which were provided with
the dataset. Characteristics of the weighted sam-
ple are provided in Table 2.

Analysis

Independent samples T tests were used to
explore differences between men and women
faculty and between women in disciplines with
15% or higher women faculty (i.e., with critical
mass) and women in disciplines without critical
mass. Bivariate correlations were used to iden-
tify relationships between variables. Multiple
regression was used to explore the unique in-
fluence of independent variables on the out-
come measures for women faculty. The alpha
level of .01 was used for all tests of significance.

Measures

The primary outcome variable in this study is
the measure of faculty satisfaction with their
“job at this institution, overall.” Two additional
outcome variables measure faculty satisfaction
with workload and salary; both are used as
predictor variables in the regression for overall
job satisfaction. All three variables are single-
item measures from the NSOPF:04 that are
scored on a four-point Likert scale of 1 (very
satisfied), 2 (somewhat satisfied), 3 (somewhat
dissatisfied), and 4 (very dissatisfied). Higher
scores indicate greater levels of satisfaction.
Bivariate correlations between the three out-
come variables range from .494 to .599, well
below the threshold for risk of multicollinearity,
and collinearity diagnostics of the regression
models indicate no collinearity issues between
the predictor variables. Additional predictor
variables include the percentage of time spent
on a) undergraduate instruction, b) graduate/
professional instruction, c) research activities,
and d) “unspecified” activities including service
and all faculty roles unrelated to teaching and
research. Because a connection has been made
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Table 2
Sample Characteristics

Gender Tenure Status
Female 15% Tenured 80%
Male 85% Pre-tenure 14%
Off-track 5%
Critical Mass of
Women in
Discipline Rank
Yes 45% Assistant Professor 17%
No 55% Associate Professor  36%
Full Professor 47%
Note. N = 13,884. Totals may not sum to 100% due to

rounding.

between graduate-level instruction and research
productivity (Park, 1996), we include instruc-
tional level in our analysis. A disciplinary-level
variable is whether there is a critical mass of
women in the discipline.

The primary demographic of interest is gen-
der, but additional demographics are included
as control variables because of possible interac-
tions with both time allocation and satisfaction.
These controls include marital status, parental
status, age, rank, tenure status, the average
yearly number of publications and presentations
(measures of productivity), amount of total in-
come from the institution, and funded scholarly
activity. Family and marital demographics are
controls for “nonwork” responsibilities that
may influence the time available for work ac-
tivities and therefore the allocation of time to
different work activities. Rank and tenure status
are controls for work-related factors that could
potentially influence time allocation and faculty
satisfaction. Because of the connection between
productivity and the reward structure (including
tenure attainment) in research universities
(Park, 1996; Tierney & Bensimon, 1996), pro-
ductivity measures are included to explore po-
tential outcomes of differences in time alloca-
tion and to control for these differences when
exploring the unique influences on the satisfac-
tion measures. We include funded scholarly ac-
tivity as a control when exploring the satisfac-
tion of women faculty with workload, salary,
and overall job because the success of STEM
faculty in research universities is frequently
connected with the ability to secure grant fund-
ing to conduct research (Goulden, Frasch, &
Mason, 2009; O’Meara, Terosky, & Meumann,
2008). The NSOPF:04 faculty survey instru-

ment and additional details are available online
at: http://nces.ed.gov/surveys/nsopf/

Findings

Time Allocation, Gender, and Critical
Mass of Women in a Discipline

The percentage of time spent by men and
women faculty differed significantly in each of
the four categories, with women allocating a
higher percentage of time than men to under-
graduate instruction and men allocating higher
percentages of time than women to graduate
instruction, research, and service/unspecified
activities. This evidence of a gendered division
of labor in STEM disciplines at doctoral/
research universities is consistent with feminist
organizational theorists who argue that women
in male-dominated fields and environments are
assigned the less prestigious, less valued
tasks—Ilike teaching undergraduates (Acker,
1990; Kanter, 1977; Park, 1996; Bird et al.,
2004). These findings fit within the broader
social relations of power that govern the gen-
dered division of labor in the workplace and
provide a structural analysis of the barriers to
women’s full participation in academic STEM
disciplines.

Women in disciplines with a critical mass of
women spend less time on undergraduate in-
struction and more time on graduate instruction,
research, and other activities as compared to
their counterparts in disciplines without a criti-
cal mass of women (see Table 3). For women
faculty, the gendered division of labor in STEM
disciplines at doctoral/research universities is
mitigated by the presence of a critical mass
of women scholars in the discipline. Interest-
ingly, women in disciplines with a critical mass
of women faculty differ from women in disci-
plines without critical mass in the same ways
that men differed from women, overall. This
positive outcome supports the predictions of the
literature on critical mass; inequitable divisions
that are part of the “status quo” are likely to
change when a minority subpopulation achieves
at least 15% of the population (Etzkowitz et al.,
1994; Etzkowitz et al., 2000).

In disciplines with a critical mass of women
faculty, the percentage of time spent on under-
graduate instruction decreases for both men and
women faculty (see Table 4). While impossible
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Table 3

T-Tests for Time Allocation by Gender and for Women by Critical Mass

Women By critical

By gender mass
ALL Women Men No CM CM
Percent time spent on:
Instruction, undergraduate 37.9 42.9¢ 37.0 50.9¢ 38.1
Instruction, graduate 235 21.8 23.8° 17.6 24.4°¢
Research activities 26.1 23.6 26.5° 20.5 25.5°
Service and unspecified activities 12.6 11.6 12.7° 11.0 12.0°
Listwise N 13,884 2,148 11,736° 810 1,338

2 Significantly higher at the .05 level.

to verify from the data, a potential explanation
for this is that as the proportion of women in a
discipline increases, the undergraduate teaching
load is shared across a larger number of faculty
(i.e., other women faculty) and the undergrad-
uate teaching loads for individual faculty would
therefore decrease. For men and women faculty,
being in a discipline with a critical mass of
women faculty relates to increased percentage
of time spent on graduate instruction and re-
search activities. The time “freed up” from
undergraduate instruction would likely be avail-
able for application to research pursuits in dis-
ciplines with higher proportions of women.
Critical mass therefore allows women to do
more of the work that counts toward success in
the current reward structure in the academy,
with implications for retention, advancement,
compensation, and peer recognition (Bellas &
Toutkoushian, 1999). For women faculty, being
in a discipline with a critical mass of women
faculty also relates to increased time spent on
service and unspecified activities. Because
women faculty tend to spend higher percentages
of their time on undergraduate education and
being in a discipline with a critical mass of
women faculty decreases the time allocated to
undergraduate instruction by women more so
than it does for men, women may have addi-
tional time available for service and unspecified
activities.

Time Allocation and Productivity Measures

For both men and women faculty, increased
percentage of time spent on undergraduate in-
struction relates to decreased average yearly
publications and presentations, while increased

b Significantly higher at the .01 level.

¢ Significantly higher at the .001 level.

time spent on both graduate instruction and
research activities relate to increased yearly
publications and presentations (see Table 4).
This outcome may be a result of the connections
and synergies between graduate instruction (as
compared to undergraduate instruction) and re-
search, which lend themselves more readily to
scholarly presentations and publications (Marsh
& Hattie, 2002). Increased percentage of time
spent on service and unspecified activities re-
lates to decreased average yearly publications
and increased average yearly presentations for
men faculty. It cannot be verified from the data,
but it is possible that the kind of service that
men engage in increases their opportunities for
presentations, while the service that women en-
gage in does not do the same for them.

Productivity Measures and Critical Mass
of Women in a Discipline

For men faculty, being in a discipline with a
critical mass of women faculty relates to in-
creased average yearly publications and presen-
tations (see Table 4). However, the opposite is
true for women faculty; being in a discipline
with a critical mass of women faculty relates to
decreased average yearly publications and pre-
sentations for women faculty. Given the rela-
tionships between time allocation and produc-
tivity, and between time allocation and the
presence of a critical mass of women in a dis-
cipline, it is possible that men’s productivity
benefits from the increased proportion of
women in the discipline because of the shared
burden of undergraduate instruction. However,
it is not clear why women’s productivity would
not benefit in the same manner.
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Time Allocation and Satisfaction Measures

For men and women faculty, increased per-
centage of time spent on undergraduate instruc-
tion relates to decreased satisfaction with career
overall (see Table 4). Additionally, increased
percentage of time spent on undergraduate in-
struction relates to decreased satisfaction with
both workload and salary for men faculty. In-
creased time spent on graduate instruction re-
lates to increased satisfaction with salary and
career overall for both men and women faculty.
Increased time spent on research relates to in-
creased satisfaction with workload for women
faculty and decreased satisfaction with salary
and career overall for both men and women
faculty. Finally, increased percentage of time
spent on service and unspecified activities re-
lates to decreased satisfaction with workload
and career overall for women faculty and in-
creased satisfaction with salary for men faculty.
These findings are consistent with Rosser’s
(2004) findings that women faculty tend to be
less satisfied with their role assignments than
are men, with considerable implications for
women’s intentions to leave academia. As long
as women continue to shoulder more of the
undergraduate teaching responsibilities in ac-
ademe, especially in disciplines where they
are most acutely underrepresented, their lev-
els of satisfaction will remain depressed and
the likelihood of their persistence will remain
doubtful.

Satisfaction Measures and the Critical
Mass of Women in a Discipline

For women faculty, being in a discipline with
a critical mass of women faculty relates to in-
creased satisfaction with salary and job overall
(see Table 4). This finding supports the asser-
tion of critical mass theorists that a proportion
of women equaling 15% or higher in a disci-
pline positively affects women faculty. For
men, being in a discipline with a critical mass of
women faculty relates to decreased satisfaction
with workload and salary, which could be at-
tributed to men’s resistance to the redistribution
of resources and shift in cultural norms within a
more gender-balanced organization (Etzkowitz
et al., 2000; Wharton & Baron, 1987).

Regression Models for Satisfaction Among
Women Faculty

To explore the unique contributions of the
time allocation measures and being in a disci-
pline with a critical mass of women faculty,
given the varied bivariate relationships dis-
cussed previously, we ran multiple regressions
for women for each of the three outcome vari-
ables. We reviewed the bivariate relationships
between variables for women faculty, finding
that satisfaction with workload and with salary
had the highest correlations with satisfaction
overall (r = .48 and r = .56, respectively, see
Table 4), but not so high as to cause multicol-
linearity issues. Table 5 provides the mean and
standard deviation of variables in the regres-
sions. Variables were entered “blockwise” into
the models in this order: personal demograph-
ics, professional demographics, time allocation

Table 5
Mean and Standard Deviation of Variables in
Regressions for Women Faculty

Standard
Mean  deviation
Age 47.8 12.08
Is married/in committed relationship 0.70 0.46
Is divorced, separated, widowed 0.12 0.33
Is single, never married 0.17 0.38
Supports a dependent child under 24 0.33 0.47
Is a full professor 0.22 0.41
Is an associate professor 0.41 0.49
Is an assistant professor 0.37 0.48
Average yearly publications 3.17 4.17
Average yearly presentations 3.61 3.20
Is off the tenure track 0.12 0.33
Is tenure track, pretenure 0.25 0.43
Is tenured 0.63 0.48
Percent time spent on instruction,
undergraduate 43 28.03
Percent time spent on instruction,
graduate 22 19.31
Percent time spent on research
activities 24 18.71
Percent time spent on service and
unspecified activities 12 10.25
Total income from the institution 71,941 27,888
Scholarly activity, any funded 0.52 0.50
Satisfaction with workload 2.8 0.77
Satisfaction with salary 2.5 1.08
Satisfaction with job, overall 3.1 0.80
Critical mass of women faculty in
discipline 0.62 0.48
Note. Listwise N = 2,148.
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measures, controls for income and funded
scholarly activity, and critical mass. For the
“overall job satisfaction” regression, the satis-
faction measures for workload and salary were
entered prior to critical mass. Entering the
blocks in steps permits analysis of changes in
the model as new controls are entered.
Satisfaction with workload (Table 6).
Controlling only for the personal demographics
of age, marital status, and parental status, age
negatively influences workload satisfaction, be-
ing married or divorced both positively influ-
ence workload satisfaction (as compared to
being single), and parental status has no signif-
icant influence. When the professional demo-
graphics rank, productivity, and tenure status
are added, the significance of all personal de-
mographics goes away, and being a full profes-
sor (as compared to an associate professor) and
having greater productivity negatively influence
satisfaction with workload. When the time allo-
cation measures are entered into the model,
being an assistant professor (as compared to an
associate professor) positively influences work-
load satisfaction, and being off the tenure track
(as compared to being tenured) negatively in-
fluences satisfaction. Additionally, increased
percentages of time allocated to both graduate

instruction and research activities result in in-
creased workload satisfaction, while increased
percentage of time allocated to service and un-
specified activities results in decreased satisfac-
tion. When the controls for institutional income
and funded scholarly activity are added, minor
changes occur in the significance of the influ-
ence of the personal and professional demo-
graphics, the effect of time allocated to graduate
instruction goes away, and increased institu-
tional income positively influences workload
satisfaction. Finally, adding in the control for
being in a discipline with a critical mass of
women faculty alters the significance of the
prior models slightly, and, interestingly, results
in decreased satisfaction with workload for
women faculty. This surprising outcome may
relate to women’s overall low satisfaction with
their workload (Jacobs, 2008) and the fact that
the minimal threshold used to measure critical
mass in this study may not be enough to com-
pensate for inequitable workloads (Bagihole &
Goode, 2001).

Satisfaction with salary (see Table 7).
Controlling only for the personal demographics,
being older and supporting a dependent under
age 24 both negatively influence satisfaction with
salary, while being married or divorced (as com-

Table 6
Regression Models for Satisfaction With Workload for Women Faculty
B

Model 1 Model 2 Model 3 Model 4 Model 5
Age -0.09""  —0.05 —0.01 0.00 —0.01
Married/in committed relationship® 0.15™* 0.04 0.04 0.02 0.06
Separated, divorced, widowed? 0.13™* 0.04 0.07* 0.10* 0.11"*
Supports a dependent child under age 24 —0.02 0.03 —0.04 0.01 —0.02
Professor® -0.13"* -0.12"* -0.18"" —0.19""
Assistant professor® 0.03 0.24™* 0.26™* 0.34"*
Average yearly publications -0.07"" -0.12"*  -0.12"" —0.13"""
Average yearly presentations -0.23"" —-0.24"" —-0.28"" —0.30""
Off the tenure track® —0.06" -0.12"  —0.06" —0.09""
Tenure track, pretenure® 0.06 —0.05 0.05 -0.01
Percent time spent on instruction, graduate® 0.13"*  —0.01 0.05
Percent time spent on research activities® 0.30"" 0.24" 0.29"""
Percent time spent on service and unspecified activities® -0.20""  —-0.28""  —0.27"""
Total income from the institution 0.377* 0.36""
Scholarly activity, any funded —0.05" —0.04
Critical mass of women faculty in discipline —0.12"
R? 0.02 0.10 0.18 0.25 0.26

@ Reference category is Single, never married.
Tenured.
“p = .05

“p=.01. "p=.001

b Reference category is Associate Professor.
d Reference category is Percent time spent on instruction, undergraduate.

¢ Reference category is
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Table 7
Regression Models for Satisfaction With Salary for Women Faculty

B
Model 1 Model 2 Model 3 Model 4 Model 5

Age -0.35"* -0.26"" —0.28"" -0.25"" —0.26""
Married/In committed relationship? 0.47"* 0.29" 0.33"" 0.29"* 0.30""
Separated, divorced, widowed? 0.38" 0.26" 0.24" 0.15" 0.15"
Supports a dependent child under age 24 -0.28"* -0.26"" —-0.34"" -0.27"" -0.28""
Professor® 0.04* 0.01 0.04" 0.04
Assistant professor® —0.06 —0.03 -0.15"  —-0.13"*
Average yearly publications 0.09""" 0.08"" 0.08" 0.08""
Average yearly presentations -0.32""  -0.34"*  —-0.26"" —0.27""
Off the tenure track® -0.23"" —-0.25"" —0.24"" —-0.25""
Tenure track, pretenure® 0.34" 0.31 0.427 0.40"
Percent time spent on instruction, graduate® 0.10"* 0.13™* 0.14™
Percent time spent on research activities® 0.07*" 0.08" 0.09"""
Percent time spent on service and unspecified activities® 0.10"* 0.13™* 0.13*
Total income from the institution 0.00 0.00
Scholarly activity, any funded -0.28"*  —0.28""
Critical mass of women faculty in discipline —0.03
R? 0.17 0.32 0.33 0.38 0.38

 Reference category is Single, never married.
Tenured.

*p=.05 *p=.0L **p=.00L

pared to being single) both positively influence
satisfaction. Adding the professional demograph-
ics to the model does not alter the significance of
the personal demographics. In Model 2, rank has
no significant influence on satisfaction with salary,
increased average yearly presentations and being
off the tenure track both negatively influence sat-
isfaction, and increased average yearly publica-
tions and being pretenure on the tenure track both
positively influence satisfaction with salary. The
addition of the time allocation measures (Model 3)
does not change the influence of the personal or
professional demographics; increased percentage
of time allocated to graduate instruction, research,
and unspecified activities (as compare to under-
graduate instruction) all positively influence satis-
faction with salary. In Model 4, the controls for
institutional salary and funded scholarly activity
are added. These controls change the prior model
only slightly, with being an assistant professor (as
compared to being an associate professor) and
having funded scholarly activity both negatively
influencing satisfaction with salary. The final step,
adding the control for critical mass, does not alter
the model significantly, and being in a discipline
with a critical mass of women does not have a
statistically significant influence on women fac-
ulty members’ satisfaction with salary. The lack of

b Reference category is Associate Professor.
d Reference category is Percent time spent on instruction, undergraduate.

¢ Reference category is

a significant relationship between being in a dis-
cipline with a critical mass of women and satis-
faction with salary, when controlling for the other
variables in the model, could be due to the wide
variety of factors influencing faculty salaries and
faculty satisfaction with salary.

Satisfaction with job overall (Table 8).
Controlling only for the personal demographics,
being older and supporting a dependent under
age 24 both negatively influence overall job sat-
isfaction for women faculty, while being married
or divorced (as compared to being single) both
positively influence satisfaction. Model 2 adds in
the professional demographics, and being an as-
sistant professor (as compared to an associate
professor) and having higher average yearly pub-
lications both negatively influence overall job sat-
isfaction. Model 3 adds in the time allocation
measures, removing the effect of being an assis-
tant professor and making the effect of being off
the tenure track a significant negative influence on
overall satisfaction. As compared to the percent-
age of time allocated to undergraduate instruction,
increased percentage of time allocated to graduate
instruction and research activities positively influ-
ence overall job satisfaction, and increased time
spent on service and unspecified activities nega-
tively influence overall job satisfaction. Model 4
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Table 8
Regression Models for Satisfaction With Job Overall for Women Faculty
B

Model 1 Model 2 Model 3 Model 4 Model 5 Model 6
Age -0.12" —0.12"* 0.03 0.03
Married/In committed relationship? 0.25""  0.22"*" 0.04 0.02
Separated, divorced, widowed? . 0.32""  0.26™" 0.15""  0.15""
Supports a dependent child under age 24 -0.13"* -0.17"" -0.20"" -0.05" —0.03
Professor® 0.02 0.02 0.04* 0.05™"
Assistant professor® -0.13""  0.01 0.04 0.00
Average yearly publications -0.19"" —0.24™ o —0.26"" —0.25"
Average yearly presentations 0.04 0.00 0.23™*  0.24™
Off the tenure track® 0.01 —0.08™" 0.09"  0.11"
Tenure track, pretenure® 0.08 —0.06 -0.35"" —0.32""
Percent time spent on instruction, graduate® 0.26™* 0.17***  0.14™"
Percent time spent on research activities® 0.10" —0.02 —0.05"
Percent time spent on service and unspecified activities® —0.08""* —0.08"" —0.08""*
Total income from the institution —0.09"" —0.09"""
Scholarly activity, any funded 0.24™"  0.23""
Satisfaction with workload 0.30"*  0.31"
Satisfaction with salary 0.62""  0.61"""
Critical mass of women faculty in discipline 0.06™*
R? 0.09 0.13 0.18 0.18 0.59 0.59

@ Reference category is Single, never married.
Tenured.

“p=.05. "p=.01. "p=.001.

adds in the institutional salary and funded schol-
arly activity controls, which do not change the
model. Model 5 adds the satisfaction measures for
workload and salary. Both satisfaction measures
positively influence overall satisfaction. The addi-
tion of these two satisfaction measures also results
in several changes to the significance of other
variables in the model. Several effects go away,
including the effects of age, being married, sup-
porting a dependent under age 24, and increased
time allocated to research. Two professional de-
mographics become significant influences: higher
average yearly presentations is a positive influ-
ence on overall job satisfaction while being pre-
tenure on the tenure track is a negative influence.
In the full model (Model 6), being in a discipline
with a critical mass of women faculty positively
influences overall job satisfaction for women in
STEM and the influence of variables from
Model 5 change only slightly: being a full profes-
sor (as compared to associate professor) positively
influences overall satisfaction. Critical mass at-
tainment in a discipline therefore plays a signifi-
cant role in the increased satisfaction with overall
career for women faculty in STEM. Given the
evinced connection between women faculty’s sat-

b Reference category is Associate Professor.
d Reference category is Percent time spent on instruction, undergraduate.

¢ Reference category is

isfaction levels and their persistence in the acad-
emy (Hurtado & DeAngelo, 2009; Seifert &
Umbach, 2008; Rosser, 2004), this finding indi-
cates that critical mass attainment is a significant
factor in the retention of women faculty in STEM
disciplines.

Implications

In previous studies, NSOPF data have been
used to analyze faculty satisfaction in regards to
workload (measured by hours worked per
week), time with students, course load, and pro-
fessional development opportunities (see for ex-
amples, Allen, 1998; Jacobs, 2008). This study
augments this research with an analysis of the
role critical mass plays in time allocation and
satisfaction for women faculty in STEM. We
found a gendered division of labor in STEM
disciplines that is mitigated by a critical mass of
women faculty, which supports the critical-
mass literature that argues conditions improve
for minority groups once they attain critical
mass. Women in disciplines with a critical mass
of women allocate their time in ways that are
more equivalent to their male colleagues than
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their counterparts in disciplines with fewer
women, with implications for greater equity in
productivity and advancement. Furthermore, for
women faculty in STEM, being in a discipline
with a critical mass of women significantly in-
creases satisfaction with career overall, control-
ling for other personal and professional vari-
ables—with implications for refining national,
institutional, and departmental efforts to in-
crease the numbers of women faculty in STEM
at all ranks.

These findings support theories that argue crit-
ical mass attainment positively impacts equity in
resource distribution and time allocation (Acker,
1990; Callister, 2006; Etzkowitz et al., 2000). Our
study demonstrates that even the minimum thresh-
old for critical mass (i.e., 15%) of women faculty
in STEM disciplines effects the gendered division
of academic labor and the distribution of role
assignments based on cultural sexism, with impli-
cations for greater satisfaction and persistence of
women faculty. It also refutes critics of critical
mass (see, €.g., Blum & Smith, 1988) who claim
critical-mass theory is merely a numbers game
with little empirical evidence supporting its ef-
fects. Indeed, given that we found change occurs
at the lowest threshold of critical mass, our find-
ings have implications for other underrepresented
groups in STEM, who may never be able to reach
35%-40% of demographic proportion in a disci-
pline, which other research suggests is required
for a minority group to gain full acceptance by the
dominant group (see Tolbert et al., 1995).

This study also buttresses gender organiza-
tional theories that claim increasing the propor-
tion of women triggers “resistance from majority
members who expect to suffer corresponding
losses” (Etzkowitz et al., 2000, pp. 110; Burack &
Franks, 2004; Pfeffer & Lang, 1993). We found
that as the proportion of women in a discipline
increases, male faculty take greater responsibil-
ity for undergraduate instruction (as evidenced
by increased proportions of their time being
devoted to these activities), spend less time on
research, and have less satisfaction with their
career overall. The alarmingly higher rates of
dissatisfaction and attrition among academic
women in STEM, as compared to their male
colleagues (Roberts & Ayre, 2002; August &
Waltman, 2004), may constitute a resistance
against the constraints of a subordinated posi-
tion within higher education. Though STEM
disciplines with greater proportions of women

may have more egalitarian normative structures,
conflict may still ensue, possibly negatively im-
pacting women’s satisfaction levels and hence
their intentions to stay at their institution (Hur-
tado & DeAngelo, 2009; August & Waltman,
2004). Therefore, recruiting women engineers
and scientists to academic disciplines is only
part of the solution to their low representation.
Cultural change and fostering inclusive climates
with STEM academic disciplines are also re-
quired to retain women faculty in STEM.

The positive outcomes that we found in re-
gards to the impact of critical mass for women
faculty in STEM fields suggest concrete steps
academic leaders can take to further gender
equity. A critical mass of women in the disci-
pline interrupts the application of stereotypes
regarding gendered role allocations in academic
disciplines, thereby diminishing pronounced in-
equities between women and men faculty.
Therefore, critical mass theory may have posi-
tive implications for cultural transformation in
academic institutions. However, when we ex-
plored the unique influence of the presence of a
critical mass of women in a discipline and time
allocation on the satisfaction measures for
women faculty, we found that a critical mass
of women in the discipline negatively influ-
ences women faculty members’ satisfaction
with workload. Further research is needed to
determine how women’s greater representation
in a discipline positively impacts career satis-
faction overall and yet negatively influences
women’s satisfaction with workload, especially
when the findings of this study demonstrate that
the workload between women and men faculty
is more equitable in disciplines with critical
mass.

Also, because of the low numbers of un-
weighted women faculty in the sample, the im-
pacts of critical mass on workload distribution
and satisfaction could only be measured at a
national level (across disciplines) rather than at
a local level (within a department). Interven-
tions made at the local level can greatly impact
the proportion of women in STEM departments.
For example, since receiving a National Science
Foundation ADVANCE Institutional Transforma-
tion grant in 2001, the University of Washington
ADVANCE Center for Institutional Change has
placed programmatic emphasis on eliminating
bias against women in the faculty search process.
By 2008, the number of women faculty in science



144 CARRIGAN, QUINN, AND RISKIN

and engineering departments had increased by
38%. The potential influences of the local envi-
ronment, with the unique organizational and cul-
tural dynamics, will be more effectively addressed
in a future qualitative study.

Other researchers have used group dynamic
theories to explain the barriers to women’s equal-
ity and full participation in academe (Collins,
1998; Burack & Franks, 2004; Etzkowitz et al.,
2000). These theories move beyond quantitative
data to demonstrate how cultural norms and gen-
dered social relations impede women’s advance-
ment and engender conflict in organizations.
Qualitative research is needed to study women in
engineering disciplines because their numbers are
too low to obtain robust enough subsamples for
quantitative analysis. Analysis of the gendered
division of labor and the effects of critical mass
could also be further enhanced by the use of
ethnographic methods in all STEM disciplines.
Participant observation and interviews with
women faculty in STEM could further elucidate
the social dynamics of historically male-domi-
nated disciplines, document women’s collective
response to hostile climates, and offer success-
ful solutions for expanding upon the benefits of
critical mass and improving the climate for all
faculty.
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Less than one-half of all underrepresented racial and ethnic minority students who
begin college at a 4-year institution with aspirations to earn a bachelor’s degree achieve
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Among those who enroll in a 4-year college
or university, approximately 59% of White stu-
dents earn a bachelor’s degree within 6 years,
whereas that figure is only 47% and 40% for
their Latino and Black peers, respectively (U.S.
Department of Education, 2007). Although
Asian American students are usually noted for
their relatively high rates of persistence and
degree completion, disaggregation of national
data on this population reveals that some Asian
American subgroups receiving college degrees
at rates far lower than the national average
(Hune, 2002; Museus, 2009; Museus & Kiang,
2009; Teranishi, 2007). For example, Cambo-
dian (9.2%), Hmong (7.5%), and Laotian
(7.7%) Americans hold 4-year degrees at less
than half the rate of the national population
(U.S. Census Bureau, 2004). Because racial and
ethnic minorities will continue to comprise a
growing proportion of the national population,
if these racial and ethnic disparities persist, the
projected result is a larger portion of the popu-
lation failing to complete college and lower
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levels of attainment across the country (Kelly,
2005). These lower levels of success will result
in decreased average income levels, lower av-
erage tax contributions, and an increase in pro-
fessional jobs that go unfilled.

Given the negative ramifications that are pro-
jected to result from persisting racial and ethnic
disparities in educational attainment, it is critical
to better understand how institutions of higher
education can foster success among students of
color. The current inquiry is focused on discover-
ing and examining the institutional characteristics
that foster success among students of color. Spe-
cifically, the study is aimed at understanding the
characteristics of institutional culture that contrib-
ute to retention and degree completion among
college students of color at three predominantly
White institutions (PWIs) that have exhibited high
and equitable retention and graduation rates
among underrepresented racial and ethnic minor-
ity undergraduates.

Although there is a dearth of empirical evi-
dence regarding how the cultures of PWIs pro-
mote racial and ethnic minority student success, a
small body of literature does suggest that particu-
lar elements of the cultures of PWIs might influ-
ence the experiences and outcomes of students of
color. In the following sections, the term “campus
culture” is defined. Then, literature on how ele-
ments of the cultures of PWIs can shape the ex-
periences of students of color is reviewed. The
remainder of the article describes a case study of
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three PWIs with high and equitable racial and
ethnic minority student retention and graduation
rates.

Defining and Delineating the Elements of
Campus Culture

It has been asserted that culture is the norma-
tive and social glue that holds an institution
together (Smircich, 1983), and culture shapes
just about everything that happens on a college
campus (Kuh, 2001/2002). Specifically, campus
culture has been defined as the “collective, mu-
tually shaping patterns of norms, values, prac-
tices, beliefs, and assumptions that guide the
behavior of individuals and groups in higher
education and provide a frame of reference
within which to interpret the meaning of events
and actions” (Kuh & Whitt, 1988, pp. 12-13).
This definition is useful as it highlights and
delineates the core elements of campus culture.

In addition to the aforementioned elements,
campus ethos is an important aspect of institu-
tional culture. Campus ethos can be defined as
the essential character or spirit of an institu-
tion’s culture and it functions to connect indi-
viduals within an organization together (Kezar,
2007). A campus’s ethos can significantly influ-
ence the experiences and outcomes of students
(Kezar, 2007; Kuh, Kinzie, Schuh, Whitt, &
Associates, 2005) Kuh et al. (2005), for exam-
ple, analyzed 20 colleges and universities with
higher-than-predicted engagement and gradua-
tion rates and found that an improvement-
oriented ethos—that is, a spirit of commitment
to improving their ability to foster success
among students—was a key factor in those in-
stitutions’ ability to foster success of among
their students.

Connections to Campus Cultures

Evidence indicates that, when racial and eth-
nic minority students connect to the cultures of
their campuses, they are more likely to succeed
(Attinasi, 1989; Gonzalez, 2003; Guiffrida,
2006; Kuh & Love, 2000; Museus, 2008a,
2008c; Museus & Harris, 2010; Museus &
Quaye, 2009; Rendo6n, Jalomo, & Nora, 2000;
Tierney, 1992, 1999). Specifically, students of
color can connect to the cultures of their cam-
puses by connecting with both individual (e.g.,

faculty, staff, and peers) and collective (e.g.,
academic departments, student organizations,
cultural centers) cultural agents at their institu-
tions (Museus & Quaye, 2009). And, those con-
nections are associated with increased engage-
ment and success (Guiffrida, 2003, 2005;
Harper & Nichols, 2008; Harper & Quaye,
2007; Kiang, 2002, 2009; Museus, 2008c; Mus-
eus, 2010; Museus & Neville, in press; Museus
& Quaye, 2009; Museus & Ravello, 2010).

Unfortunately, many students of color expe-
rience difficulties connecting to the cultures of
PWIs (Allen, 1992; Feagin, Vera & Imani,
1996; Lewis, Chesler, & Forman, 2000; Park,
2009; Kuh & Love, 2000; Museus & Quaye,
2009). Museus and Quaye (2009), for example,
used existing literature and the voices of 30
students of color at a PWI to generate an inter-
cultural perspective of racial and ethnic minority
college student persistence. Their perspective
suggests that students of color who originate
from cultures that are incongruent with those on
their campuses can experience cultural disso-
nance, which can be defined as the tension that
occurs from incongruence between a student’s
home and campus cultures (Museus, 2008a).
This dissonance can make it difficult for stu-
dents of color to connect to the cultures of their
campus and inversely influence their likelihood
of success. Indeed, a large body of evidence
supports the notion that many students of color
encounter challenges connecting to the cultures
of PWIs, resulting in their feeling alienated,
marginalized, and unwelcome in those cultures
(Allen, 1992; Feagin, Vera & Imani, 1996;
Lewis, Chesler, & Forman, 2000; Park, 2009).
There is little empirical research, however, that
examines which elements of the cultures of
PWIs effectively facilitate racial and ethnic mi-
nority students’ connections to their campuses
and subsequent success.

Collectivist Campus Cultural Values

One element of campus culture that scholars
have asserted might be associated with the suc-
cess of students of color is collectivist cultural
values (Guiffrida, 2006; Museus & Harris,
2010). Whereas individualist cultures tend to
value independence, competition, and emo-
tional detachment, collectivist cultures typically
value interdependence, group harmony, and
emotional attachment among group members
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(Phinney, 1996; Triandis, Chen, & Chan, 1998).
Also, although research on whether racial and
ethnic minorities are more likely to come from
collectivist cultures is mixed (Asante, 1994;
Gaines, 1994; Oyserman, Gant, & Ayer, 1995;
Triandis, 1989; Xi, 1994), a review of this lit-
erature indicates that students of color may be
more likely than their White peers to espouse
collectivist values (Guiffrida, 2006). Thus, it
can be hypothesized that racial and ethnic mi-
nority students might be more likely to connect
to campuses that espouse more collective values
and to succeed at those institutions.

There is some evidence supporting the hy-
pothesis that more collectivist cultures might
positively influence racial and ethnic minority
students’ success. For example, research indi-
cates that individualistic and overly competitive
values within academic departments can con-
tribute to early departure among students of
color (Seymour & Hewitt, 1997). Evidence also
suggests that academic support programs with
collectivist values can foster success among stu-
dents of color (Fullilove & Treisman, 1990;
Treisman, 1992). However, whether the extent
to which a campus values collectivism influ-
ences racial and ethnic minority students’ suc-
cess is unclear. And much remains to be learned
about how other campus values impact success
among students of color.

Cultural Integrity and Cultures of
Responsibility

Another aspect of campus cultures that might
contribute to success among students of color is
cultural integrity, which refers to culturally rel-
evant institutional programs and practices that
engage students’ cultural backgrounds (Deyhle,
1995; Tierney, 1999; Tierney & Jun, 1999).
Whereas early perspectives of college student
departure were based on assumptions that stu-
dents of color must sever ties with their cultures
of origin to integrate into the cultures of their
campuses and succeed (Tino, 1987, 1993), more
recent perspectives emphasize the importance
of racial and ethnic minority students’ connec-
tions to their cultural heritages in facilitating
their engagement and success (Deyhle, 1995;
Museus, 2008c; O’Connor, 1997), as well as the
importance of institutions engaging those heri-
tages to facilitate positive outcomes among stu-

dents of color (Museus & Quaye, 2009; Tier-
ney, 1999; Tierney & Jun, 1999).

Also relevant is the fact that, although earlier
perspectives of student success contribute much
to our understanding of how involvement and
engagement influence racial and ethnic minority
students’ success (Astin, 1984, 1999; Tinto,
1987, 1993), researchers have argued that they
can contribute to self-deterministic views that
overemphasize individual students’ abilities to
become connected to their campus’s cultures
and succeed, while downplaying institutional
responsibility for facilitating those students’
success (Bensimon, 2007; Rendon et al., 2000).
Moreover, self-deterministic views can place an
especially unfair burden on students of color
who originate from cultures that are very dif-
ferent from those at PWIs (Kuh & Love, 2000;
Museus & Quaye, 2009). Alternatively, more
recent student success perspectives emphasize
the notion that institutions also have a respon-
sibility to foster success among their students of
color (Museus & Quaye, 2009; Rendon et al.,
2000; Tierney, 1999). Much remains to be
learned, however, regarding whether campuses
that espouse an institutional responsibility for
student outcomes actually do have an impact on
success among students of color.

Purpose of the Study

The current inquiry is part of a larger collec-
tive case study designed to identify and under-
stand the institutional factors (e.g., culture, cli-
mate, programs, and practices) perceived to
help generate racial and ethnic minority student
success at PWIs that have exhibited high and
equitable retention and graduation rates among
underrepresented college students of color (for
description, see Museus & Liverman, 2010).
The current analysis is focused on how the
cultures of those institutions shape racial and
ethnic minority student success. One overarch-
ing research question guided the examination:
What elements of campus culture, if any, are
perceived to affect success among racial and
ethnic minority students at three institutions that
have demonstrated effectiveness at Generat-
ing Ethnic Minority Success (GEMS)?
Throughout the remainder of this manuscript,
these three institutions are referred to as the
GEMS Colleges or GEMS Institutions. Three
additional research questions were developed and
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utilized to guide the current analysis: (1) What, if
any, cultural values are perceived to affect success
among students of color at the GEMS Colleges?
(2) What, if any, cultural assumptions are per-
ceived to influence racial and ethnic minority stu-
dent success at the three institutions? And, (3)
what, if any, cultural beliefs are perceived to affect
success among college students of color at the
three GEMS Colleges?

Conceptual Framework

The “Campus Cultural Framework for Minority
Student Success” was constructed using the afore-
mentioned literature and provides the conceptual
lens for the current examination, and it is com-
prised of four distinct components: campus cul-
ture, campus cultural agents, cultural connections,
and racial and ethnic minority student success.
First, the framework posits that various elements
that comprise campuses’ cultures influence cam-
pus cultural agents’ practices, the extent to which
students of color feel connected to the cultures of
their campuses, and, ultimately, those students’
success. It also suggests that various aspects of the
campuses’ cultures, as well as campus cultural
agents, influence racial and ethnic minority stu-
dents’ success via their impact on the level of
connectedness that students of color feel to the
campuses’ cultures.

This framework is particularly useful for ex-
amining how the cultures of a campus can in-
fluence racial and ethnic minority students’ con-
nections to the campus and subsequent success.
Thus, in the current investigation, this frame-
work is used to focus on identifying the ele-
ments (e.g., values, beliefs, assumptions) of the
cultures of the GEMS Institutions that foster
racial and ethnic minority students’ connections
to their campuses and eventual success. Of
course, the framework is limited in that it fo-
cuses on elements of campus culture, but does
not consider other factors that contribute to suc-
cess among students of color, such as academic
preparation, family influences, financial situa-
tions, employment, or living situations (e.g., on
or off campus).

Methods

As previously mentioned, the current analysis
is part of a larger collective case study (Stake,
1995; Yin, 2002). The larger inquiry generated

a comprehensive explanatory model to explain
the influence of various institutional factors
(i.e., campus culture, targeted support pro-
grams, opportunities for educationally purpose-
ful engagement) on racial and ethnic minority
students’ success at the GEMS Colleges (Mus-
eus & Liverman, 2010). From that larger in-
quiry have emerged more in-depth analyses of
various components of the model, which in-
clude examinations of the influence of targeted
support programs, academic advisors, and insti-
tutional agents (i.e., faculty, staff, counselors,
and advisors) on success among students of
color at the GEMS Colleges (Museus, 2010;
Museus & Neville, in press; Museus & Ravello,
2010). The current study is an in-depth exami-
nation of the campus culture component of the
explanatory model that emerged from the larger
inquiry.

Institution Selection

Both institutions and participants were se-
lected with the intention of achieving both in-
tensity (i.e., information richness) and variation
(i.e., diversity in the sample) (Patton, 2002).
Accordingly, institutions that are most likely to
offer insights into how campuses can and do
effectively foster racial and ethnic minority stu-
dent retention and degree completion and that
represented a wide range of institutional char-
acteristics were selected. Using data from the
Integrated Postsecondary Education Data Sys-
tem (IPEDS), the College Results Online
(CRO) database permit users to compare the
6-year graduation rates of 4-year colleges with
the rates of their peer institutions, as well as
compare the 6-year graduation rates of different
racial groups across institutions and within the
same institution. For this study, the CRO data-
base was used to select 4-year institutions that
exhibited (1) graduation rates among underrep-
resented racial and ethnic minority (i.e., Black,
Latino, and Native American) students that
were appreciably higher than the national aver-
age, and (2) graduation rates among underrep-
resented students of color that were close to or
higher than their White peers. Finally, because
this inquiry was focused on PWIs, the selection
of institutions was limited to colleges at which
approximately 50% or more of total enrollees
were White. One relatively large private doc-
toral institution, referred to as Research Univer-
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sity (RU) in the remainder of this article, and
one small public comprehensive state univer-
sity, referred to as State University (SU), were
selected using the CRO database.

An alternative method—IPEDS in conjunc-
tion with one state database—was used to iden-
tify the 2-year institution for inclusion in the
study for two reasons. First, the CRO database
only contains data on 4-year colleges. Second,
whereas IPEDS can be used to select institu-
tions with high 3-year associate’s degree com-
pletion rates, degree attainment alone does not
provide an adequate benchmark for success at
2-year colleges because many students at these
institutions seek certificates or short-term train-
ing (Dougherty, 1994). First, IPEDS was used
to identify 2-year colleges that exhibited rela-
tively high racial and ethnic minority student
associate’s degree completion rates. Because
the identified 2-year colleges were in California,
the California Community Colleges Chancel-
lor’s Office Data Mart was used to compare
those institutions’ within-semester retention
rates (i.e., within-semester course completion
rates) with those of other California community

A campus cultural framework for minority student success.

colleges. This allowed me to avoid relying on
3-year associate’s degree completion rates and
take into account course completion rates as
well. One 2-year institution, which will be re-
ferred to as Community College (CC) was se-
lected for this study because it exhibited (1)
high retention rates among all racial groups
compared to other California community col-
lege, and (2) virtually equal retention rates
among all major racial groups (i.e., Asian
American, Black, Latino, Native American, and
White).

Participant Selection

As previously mentioned, purposeful sam-
pling was utilized to achieve intensity and vari-
ation in the participant sample (Patton, 2002).
Selecting participants based on a combination
of these two purposes permitted the acquisition
of a sample that both provides a wealth of
insight into the phenomenon under investiga-
tion and a representation of the various individ-
uals that function in a range of environments
throughout the three campuses. Accordingly,
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the faculty, administrators, staff, and racial and
ethnic minority students who participated in the
study were selected for their affiliation with
various campus environments and knowledge
of the experiences of racial and ethnic minority
students on their campuses. To identify admin-
istrators and staff for participation in individual
interviews, a thorough analysis of each institu-
tion’s website was conducted. First, each insti-
tution’s homepage was reviewed as a starting
point and they led to websites of administrative
offices and programs across their campuses.
Then, websites linked to each homepage were
reviewed until all of campuses’ office and pro-
gram websites that could be found were ex-
hausted. This led to a participant population of
all faculty, administrators, and staff who super-
vised or worked in academic advising offices,
counseling offices, cultural and multicultural
centers, targeted support programs, and student
affairs offices across the three campuses.

Contact with persons at the top of the insti-
tution’s organizational chart (i.e., campus pres-
idents) was initiated via email and telephone.
Then, administrators at the next level of the
organizational chart, such as vice presidents of
student affairs and provosts, were contacted.
This process continued until a wide range of
faculty, administrators, and staff members who
oversee or work in offices and programs across
the institutions agreed to participate in the in-
quiry. The final participant sample included
faculty members, a campus provost, a vice pres-
ident of student affairs, directors of student ac-
tivities and student life, directors and assistant
directors of cultural centers, directors of support
programs, counselors, and academic advisors.
Next, administrator and staff participants were
asked to identify racial and ethnic minority stu-
dents who were enrolled in first-year seminars
and ethnic studies courses or participated in
cultural centers, mentoring programs, and tar-
geted support programs on their campuses for
participation. Then, those students were con-
tacted via email and asked to participate in
individual interviews.

The final sample consisted of 65 faculty, ad-
ministrators, staff, and students of color across
the three colleges. The sample included 34 fac-
ulty, administrators, and staff members (i.e., 3
Asian American, 12 Black, 3 Latino, and 16
White) and 31 students of color (i.e., 9 Asian
American, 9 Black, and 13 Latino students).

White students were excluded from the sample
because research suggests that their assessments
of the experiences of their racial and ethnic
minority peers are different from those minority
students’ assessments of their own experiences
(Harper & Hurtado, 2007). Native Americans
were also excluded from the sample due to the
difficulty in acquiring participants from this
population, as they comprise only zero, one, and
three percent of students at the GEMS Colleges.
Although Asian American graduation rates
were not considered in selecting the three focal
institutions, they were included in the sample,
given evidence that they share common strug-
gles with their Black and Latino peers (Lewis et
al., 2000) and that some Asian American sub-
groups also suffer from disparities in degree
attainment (Museus, 2009; Museus & Kiang,
2009; Teranishi, 2007). It should be noted that,
although the sample size is small compared to
the size of the institutions, a point of satura-
tion—a point at which no new findings emerged
from the data—was achieved on each campus.

Data Collection and Analysis Procedures

Data collection consisted of two compo-
nents—individual face-to-face interviews and
the collection of documents. One- to 1.5-hr in-
dividual face-to-face interviews were conducted
with faculty, administrators, staff, and racial
and ethnic minority student participants. A
semi-structured approach was used to ensure
that the interview data provided information
necessary to understand the phenomenon under
study while providing flexibility to address
emergent themes (Holstein & Gubrium, 1995).
This approach included the specification of a set
of issues and broad questions to be explored
throughout the course of the interview (Patton,
2002). The semi-structured approach also al-
lowed me to build conversation with the partic-
ipants through establishing a conversation style
and engaging in spontaneous questioning for
clarification and deeper understanding of partic-
ipants’ responses. Thus, using an interview
guide systematized the interviews and ensured
that all relevant topics were covered, while also
allowing for considerable flexibility in probing.
Probes were not preplanned but emerged during
the interviews in response to interviewees’ an-
swers to questions on the interview guide.
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All interview participants were asked to de-
scribe the cultures of their respective campuses
and explain how those cultures, as well as in-
stitutional policies, programs, and practices,
shape racial and ethnic minority students’ en-
gagement and persistence at their respective
institution. Examples of questions that were
posed to faculty, administrators, and staff par-
ticipants include the following: (1) Is there any-
thing about the culture of [institution name] that
contributes to its effectiveness at fostering suc-
cess among students of color? (2) Is there any-
thing about the culture of [institution name] that
facilitates the engagement of racial and ethnic
minority students here? (3) Are there specific
institutional values that you would say contrib-
ute to racial and ethnic minority students’ suc-
cess here? What, if any, assumptions do faculty,
administrators and staff make about students of
color here? Examples of questions that racial
and ethnic minority student participants were
asked include (1) How would you describe the
community here at [institution name]? (2) What
do you think people here at [institution name]
value the most? (3) Do you think that there is
anything about the culture here at [institution
name] that contributes to the success of students
of color here? If so, what? Those interviews
were digitally recorded and professionally tran-
scribed. At the end of each individual interview,
descriptive institutional and program docu-
ments were collected to further illuminate
themes emerging during the interviews.

Data analysis consisted of elucidating the
cultural characteristics that participants’ per-

Table 1
Themes and Invariant Constituents

ceived to contribute to racial and ethnic minor-
ity students’ success at their respective colleges.
The NVivo© Qualitative Software Package and
open- and axial-coding procedures (Strauss &
Corbin, 1998) were used to code each individ-
ual interview transcript to identify and gain a
more in-depth understanding of the most salient
cultural characteristics that participants per-
ceived to help foster racial and ethnic minority
student success. During this process, 13 invari-
ant constituents were identified (see Table 1).
Then, those constituents were used to induc-
tively generate themes that describe the most
significant cultural factors that influence suc-
cess among students of color at the GEMS
Colleges. For example, the invariant constituent
labeled “high levels of communication” and
four other constituents were used to inductively
generate the “strong networking values” theme.
Finally, each theme was compared to the doc-
uments that were collected to verify or modify
those themes.

Credibility and Transferability

In qualitative research, credibility refers to
the congruence of the findings with reality,
whereas transferability refers to the extent to
which findings can be applied to situations out-
side of the cases being studied (Merriam, 1998).
For the purposes of this study, credibility and
transferability were maximized using three
methods prescribed by Lincoln and Guba
(1986). First, data from the following three
sources were triangulated to cross-check, ver-

Themes

Invariant constituents

Networking values
Networking values
Networking values
Networking values

High levels of communication

High levels of collaboration

Intentional maintenance of networks

Formal networks across offices and programs

Networking values

Commitment to targeted support

Commitment to targeted support

Commitment to targeted support

Belief in humanizing the educational experience
Belief in humanizing the educational experience
Ethos of institutional responsibility

Ethos of institutional responsibility

Ethos of institutional responsibility

Informal networking between agents and students
Commitment of resources for targeted support

Integration of targeted support programs into campus networks

Key cultural agents in targeted support programs
Care for and commitment to students

Meaningful relationships between agents and students

Agents’ philosophy of holding selves accountable

Belief in the importance of proactively reaching out

Intrusive institutional policies
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ify, and modify emergent themes: (1) faculty,
administrator, and staff interviews, (2) racial
and ethnic minority student interviews, and (3)
institutional and program documents. Second,
discrepant data were sought and examined
throughout the analysis to ensure the consider-
ation of alternative hypotheses and questioning
of underlying theoretical presuppositions. Fi-
nally, member-checks were conducted with
three individuals at each of the three GEMS
Institutions to ensure that researcher interpreta-
tions were congruent with participants’ percep-
tions and realities.

Findings

Each of the three GEMS Colleges has a dis-
tinct campus culture and houses unique subcul-
tures. Despite those differences, four common
cultural characteristics that participants’ per-
ceived to facilitate racial and ethnic minority
students’ success at those institutions emerged
from the data—they include strong networking
values, a commitment to targeted support, a
belief in humanizing the educational experi-
ence, and an ethos characterized by an institu-
tional responsibility for student success. Those
cultural elements manifested in different ways
and to varying degrees on each campus, but
they interacted to create a culture conducive to
racial and ethnic minority college students’ suc-
cess at all three institutions.

Strong Networking Values

One salient and noticeable aspect of the cul-
tures of the GEMS Colleges to which partici-
pants attributed racial and ethnic minority stu-
dents’ success is the strong valuing of networks
on those campuses. For example, those net-
works are so salient at RU that faculty, admin-
istrators, staff, and racial and ethnic minority
students use terms like “family network” when
referring to their campus community. One
Asian American student at RU, for example,
utilized this term when he explained how the
family network at RU was so discernible that he
felt immediately connected, even before he en-
rolled at the institution:

Here at Research University, that family network is a
very real thing. So, coming in, even at my first orien-
tation, when | wasn’t even a student here yet, | already
felt that sense of connection. . .which is why people

find it so much easier to transition into whatever niche
or whatever organization on campus they want.

Participants noted how those who work with
large numbers of students of color at the GEMS
Colleges appear to value networking a great
deal and use it to their advantage in meeting
those students’ needs. This theme consists of
two major components: (1) high levels of com-
munication and collaboration (2) formal and
informal everyday networking as a norm on
campus.

First, the networking values at the GEMS
Colleges appear to manifest in the high levels of
communication and collaboration across the
campuses. For instance, when one academic
advisor at RU was asked what contributes to
success among students of color at his institu-
tion, he highlighted the important role of net-
works of communication and collaboration:

| would definitely say it would be our connections.
Many of us [academic advisors] serve on different
committees, we’re connected with the Center for Ac-
ademic Support, and we’re connected with the cultural
centers and the offices under the Division of Student
Affairs. | think it’s these relationships that we formed
that kind of make us stick out.

Both formal and informal networking was
noted as critical in promoting success among
students of color at the GEMS Colleges. One
faculty member at SU, for example, under-
scored the importance of formal networks when
she described how her academic department,
the Career Resource Center, the Scholar’s Men-
torship Program (SMP), and the Educational
Opportunity Program (EOP) collaborate to ad-
minister a first-year seminar for underrepre-
sented students:

The EOP program counts on us to help sustain their
student population too. If they come to us and ask us to
create a particular kind of course, then we will do it.
For example, the course called “Key Issues in the
Education of Underrepresented College Students” is
the one that they use as their first-year seminar and our
program uses it as ours as well.

In addition to formal and structured collabo-
ration and communication, networking values
manifest in the informal everyday behaviors of
educators at the GEMS Colleges. One academic
advisor at RU underscored this reality as he
explained the methods that he and his col-
leagues use to connect students with faculty,
ranging from taking advantage of fortuitous en-
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counters with faculty and students in the lobby
to inviting faculty to students’ social events. He
explained that, “When we see students out in
the lobby area, we introduce them to faculty
members or, if they have certain events . . . we
may invite faculty members to some of those
events.”

A Commitment to Targeted Support

Another important aspect of the cultures of
the GEMS Institutions is their clear commit-
ment to providing a wide range of targeted
support programs that reach large numbers of
students of color and are explicitly linked to
other programs and services across campus.
This theme consists of three components: (1)
the dedication of substantial resources to help
sustain essential targeted support programs for
historically underrepresented students, (2) the
presence of key administrators and staff who
have a profound impact on students of color
within those programs, and (3) the integration
of those programs into larger support networks
on campus.

First, public policymakers and institutional
leaders have committed a substantial amount of
resources to create and sustain comprehensive
targeted support programs for underrepresented
student at the GEMS Colleges. At RU, for ex-
ample, institutional leaders have established and
sustained support for three very active cultural
centers, a Scholar’s Program for transfer stu-
dents of color, a Center for Academic Success,
a Center for Diversity in Engineering, and a
federally funded Student Support Services pro-
gram—all of which provide targeted support for
underrepresented students. At SU, a federally
funded TRIO Program, a state funded Educa-
tional Opportunity Program (EOP), a Scholar’s
Mentorship Program (SMP), and an AMP-
CSTEP (AC2) Program are all designed to sup-
port students of color and other underserved
populations. At CC, a state supported Extended
Opportunity Programs and Services (EOPS) of-
fice provides academic, financial, and counsel-
ing services for many students of color. CC also
has a federally funded TRIO Program and the
Transfer Center’s Targeting Resources for Un-
derrepresented Students (TRUST) Program,
both aimed at supporting underrepresented pop-
ulations.

As one student affairs administrator at RU
asserted, the collective network of targeted and
mainstream support programs contribute to suc-
cess among students of color on his campus:

What | would highlight is that it takes all of these
things to make it work. It’s not any one thing. As | say
to parents and students, when you come to this campus,
we’re going to have lots of special things for you . ..
you“ll have lots of support around you. But the main
thing that you get when you come to this institution is
that our goal is to make sure that, no matter where you
go, you’re treated with respect and you’re treated with
care.

Moreover, large numbers of students of color
are served by one or more targeted support
programs at the GEMS Colleges. At RU, the
Black cultural center alone regularly serves over
600 students, which is approximately 70% of all
Black students on campus. At SU, over 650
students participate in the EOP, SMP, and
AC2 programs, which is equivalent to 10% of
all students on campus. At CC, approxi-
mately 1,700 students receive support from
EOPS and TRIO alone, which is equivalent to
approximately 13% of all undergraduates on
campus. However, due to the targeted support
programs’ foci on supporting underrepresented
populations, students of color are overrepre-
sented in them. Thus, it is likely that these
programs serve much larger proportions of stu-
dents of color on their campuses. Moreover,
these numbers do not include the many students
of color served by other targeted support pro-
grams at the GEMS Colleges.

Second, participants who underscored the im-
portance of targeted support programs in their
institution’s ability to foster success among stu-
dents of color repeatedly highlighted the admin-
istrators and staff working within those pro-
grams and the ongoing support they provide for
large numbers of undergraduates of color from
matriculation to graduation. An Asian Ameri-
can student at RU, for example, described how
two administrators in the Asian American cul-
tural center were instrumental in his adjustment
to campus and beyond:

The transition period, like | mentioned earlier about the
Director and Assistant Director of the cultural center, |
would always go in there and they were kind of like my
unofficial mentors in a sense just because | would
come in with a lot of questions about how to adjust
from high school to college. They’ve been helping me
throughout the process.
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Finally, participants emphasized the impor-
tance of targeted support programs being inte-
grated into the broader campus support net-
works. As a result, those programs serve as a
conduit between students of color and campus
support networks and function to cultivate
stronger bonds between them. The Director of
TRIO at CC highlighted how his program
serves as a conduit and strengthens connections
between students and support networks with
this point:

Everybody here works really close with all the other
student services, whether it is disability services,
EOPS, financial aid, orientation ... If I think some-
body could use those services, | walk them over and
make sure that they can get them. we all work together.

A Belief in Humanizing the Educational
Experience

Participants also attributed the effectiveness
of the GEMS Colleges, in part, to a belief in
humanizing the educational experience that per-
meates the cultures of those institutions. They
noted that the cultures of the GEMS Institutions
are cultures in which faculty, administrators,
and staff are seen as human beings, as well as
educators. One academic advisor at RU dis-
cussed his belief in the importance of humaniz-
ing his work with students:

Humanizing the work. Sometimes, students will come
in here stressed out and upset and you let them sit back
and allow them to laugh at themselves. If you’re seri-
ous with them all the time, they”ll go away not having
had that opportunity to see that maybe they were a little
too hard on themselves or maybe they were a little too
tightly wound to deal with issues at hand. | think
humanizing the work is a great thing.

Similarly, when explaining how faculty on
his campus approach their work with a belief in
humanizing the educational experience, a Black
CC student made the following comments:

Most of the teachers like to joke around. Before class
starts, they start out with a joke, so, if anybody is
having a bad day, they probably will laugh or some-
thing. But if they want us to wake up, they don’t just
come in and be like “Okay guys. Open the book.” They
always start with something like “How their day is
going?” That’s important.

The belief in incorporating a human element
into the educational experience manifests in two
ways: (1) the care and commitment with which
faculty, administrators, and staff approach their

work and (2) the meaningful relationships that
those educators cultivate with their students.
Participants described how the faculty,
administrators, and staff who humanize the ed-
ucational experience care about and are com-
mitted to their students’ success. One student
support services administrator at CC illustrated
this when he asserted that the caring and com-
mitted faculty and staff are responsible for the
success of students of color on their campus:

Our success is due mostly to the faculty and staff,
because of how committed they are to their students
and in making sure they get things done ... We have
a lot of faculty and staff mentors who are very com-
mitted to the students, who really are help them out.

The belief in humanizing the educational ex-
perience is also embodied in the meaningful
relationships that faculty, administrators, and
staff develop with their students. The Director
of a Black cultural center at RU noted such
relationships as the key to her center’s success:

How | made this place successful is I go where the
students are. If someone is having a barbecue, I’m
going to go and hang out. Before | got married, | was
at everything. | was here until 10:00 p.m. at night
almost 7 days a week. The students wanted me there.
They would ask, “Are you going to be there?”

An Ethos Characterized by Institutional
Responsibility

Finally, the ethos of the GEMS Colleges is
characterized by an institutional responsibility
for the success of racial and ethnic minority and
other underrepresented students. One senior ad-
ministrator at RU underscored this ethos of in-
stitutional responsibility on his campus:

We’re less laissez-faire than we used to be. So, now for
example, if students have less than a 2.5 [GPA] we
contact them. | don’t care who you are. We get in touch
with you and say ... we want to offer you help ...
tutoring, counseling, whatever. And, | think it’s harder
to get lost ... I think that is the biggest key ... that
you’re reaching out and you’re not saying “Well, sink
or swim. You’re on your own.” There’s help there, and
we’re not waiting for you to ask for it . . . Our motto is,
“at RU a student has to run from help.”

An administrator at CC explained how this
philosophy is particularly important for students
of color who may come from cultures in which
seeking help is a sign of inadequacy:

The problem is that minority students are not usually
going to come in unless they are walked over here. At
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some level, it may be considered a public shaming. At
another level, they don’t like to ask for help. Cultur-
ally, they are not that extroverted in terms of seeking
those types of services.

There are two major ways in which this
ethos manifests at the GEMS Colleges: (1)
institutional policies that force students to ful-
fill certain expectations and (2) faculty, admin-
istrators, and staff who assume responsibility
for their students’ success.

Institutional policies that force connections
among faculty, staff, administrators, and stu-
dents take on many forms. For example, at SU,
the EOP has a system of intrusive advising, in
which students are required to meet with their
advisors before they register for classes, are
evaluated each semester by their instructors,
and meet with their academic advisors a mini-
mum of three times per semester. These policies
help perpetuate an institutional responsibility to
monitor and ensure the success of racial and
ethnic minority students. In the following com-
ment, one Latina student at SU described how
EOP’s policy requiring academic advisors to
closely monitor their students’ grades drove her
to improve her academic performance:

So, if you have somebody who is keeping track of how
I’m doing it makes me want to do better, because |
know she’s going to have to see my grades. But, if you
know your advisor and everybody else is going to see
them then it makes you want to try harder.

Whereas all faculty, administrators, and staff
at the GEMS Colleges may not assume respon-
sibility for the success of their students of color,
what is apparent is that the people at the GEMS
Institutions who do identify with their institu-
tion’s ethos espouse a sense of personal respon-
sibility and help maintain a culture in which
racial and ethnic minority students feel encour-
aged and sometimes pressured to engage and
succeed. A Black CC student illustrated this as
he described how his awareness of one admin-
istrator’s investment in his success engendered
pressure for him to be involved and utilize the
resources available to him:

He just bugs you until you do something. He’ll be like
“Come to TRIO,” and you”ll be like “Oh yeah.” So, he
just shoves it in your face and you go, because other-
wise the next time he sees you he’ll say, “Hey, why
didn’t you come?” and you’re going to feel all bad.

Limitations of the Study

A couple important limitations of the current
study should be noted. First, this examination is
context bound. Although the institutional sam-
ple includes public and private, 2- and 4-year,
and urban and rural institutions, the sample only
includes three campuses that exist within their
own unique political, cultural, economic, and
geographic contexts. Selection bias constitutes a
second limitation. Faculty, administrators, and
staff at the GEMS Colleges volunteered to par-
ticipate and were asked to invite racial and
ethnic minority students who could provide
valuable insights to participate in this study.
Thus, faculty, administrator, and staff partici-
pants might hold more positive perspectives of
the cultures at the GEMS Colleges than those
who did not volunteer to partake in interviews.
And, students of color who were invited to
participate were likely to be involved in campus
activities or connected to the administration in
some other way, and may hold very different
views to students who are disengaged from
those campuses. Finally, the current study does
not confirm the actual causal connections be-
tween any particular cultural element and higher
success rates among students of color; to make
such claims those relationships must be empir-
ically tested using appropriate quantitative pro-
cedures. Rather, | have detailed how the partic-
ipants perceive and report that these cultural
elements influence their institutions’ effective-
ness at fostering success among students of
color.

Discussion

The current examination contributes to exist-
ing literature in at least four major ways. First,
unlike extant research in this area, which high-
lights the negative impact that the cultures of
PWIs can have on racial and ethnic minority
students’ experiences and outcomes (Feagin,
1992; Feagin et al., 1996; Gonzalez, 2003;
Harper & Hurtado, 2007; Hurtado, 1992; Lewis
et al., 2000; Museus, 2007, 2008b; Museus &
Truong, 2009; Smedley, Myers, & Harrell,
1993), the findings of this inquiry shed light on
how the cultures of some PWIs can contribute
to success among students of color. Specifi-
cally, the findings provide an example of how
certain cultural elements of high-performing
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PWIs positively shape the experiences of racial
and ethnic minority students. Of course, my
intent is not to discount the challenges faced by
students of color at PWIs. Even at the GEMS
Institutions, which evidently foster success
among students of color at higher rates than
their peers, students of color encounter difficul-
ties that they face as racial and ethnic minori-
ties.

Second, the current investigation underscores
the utility of studying high-performing colleges
and universities to understand racial and ethnic
minority student success. Although other re-
searchers have examined high-performing insti-
tutions (e.g., Bailey et al., 2006; Carey, 2004;
Kuh et al., 2005; Muraskin & Lee, 2004), the
current study is the first inquiry that employs
rigorous qualitative research methods to exam-
ine how institutions’ cultural characteristics
contribute to racial and ethnic minority student
success across a diverse set of colleges and
universities. The third contribution of this in-
quiry is that it reinforces the notion that insti-
tutional culture is a critical consideration in the
study of racial and ethnic minority college stu-
dents (Kuh, 2001/2002, 2005; Museus, 2007,
2008a, 2008b). Indeed, although several schol-
ars have highlighted the importance of examin-
ing culture to understand the experiences of
college students (Kuh & Love, 2000; Museus,
2007, 2008a, 2008b; Museus & Quaye, 2009),
cultural frameworks are rarely used in exami-
nations of college students of color. The under-
utilization of such frameworks limits our ability
to understand how institutions can foster suc-
cess among those individuals.

Implications for Educational Practice

The findings of this examination yield impor-
tant implications. Before discussing those im-
plications, it is important to note that efforts to
change any institution’s culture must be holis-
tic. Indeed, efforts to change a campus’s culture
must go beyond implementing one policy, pro-
gram, or practice. Moreover, some have ques-
tioned whether it is even possible to change an
institution’s culture (for discussion, see Kuh &
Whitt, 1988). The implications discussed herein
are based on the belief that campus cultures can
be changed, and are offered as potential ele-
ments of more comprehensive plans to change

the cultures of institutions to better serve their
student of color.

First and foremost, college and university
leaders must consider and understand the role
that the cultures of their campuses already play
in promoting or hindering the success of racial
and ethnic minority students. This might be
more complicated than it sounds because char-
acteristics of institutional cultures are often
taken for granted by members of the college or
university (Kuh & Whitt, 1988), making it dif-
ficult for those individuals to see or understand
the very cultures that drive institutional policies,
programs, and practices. Therefore, institutional
leaders should make a concerted effort to utilize
regular culture audits and assessments that
“make the familiar strange” and make the taken-
for-granted aspects of the campus culture ap-
parent (Whitt, 1993), in order to understand
which aspects of their cultures facilitate or im-
pede success among racial and ethnic minority
students on their respective campuses.

Institutional leaders should also consider the
importance of cultivating a networking culture.
This would require both developing strong net-
working values and creating structures to con-
nect racial and ethnic minority students to those
networks early in their college careers. Promot-
ing and emphasizing communication and col-
laboration across campuses can help prevent the
formation of silos, strengthen social networks,
and increase racial and ethnic minority students’
access to resources. Moreover, an important
aspect of establishing a culture in which net-
working is highly valued and influences behav-
ior may be immediately teaching new students,
when they matriculate, that networking is an
important component of the culture of their
respective colleges and universities. Institutions
could send this message by hosting networking
events with explicit messages about the impor-
tance of networking to acculturate incoming
first-year students.

Campus leaders should also allocate enough
resources to ensure that targeted support pro-
grams reach a large proportion of students of
color and that those programs are integrated into
the larger networks of support programs and
offices. Although targeted support programs ex-
ist on campuses across the nation, it is unclear
how many of those programs are intentionally
integrated into the broader institutional support
networks at those institutions. This is an impor-
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tant consideration because there is some indica-
tion that the effectiveness of targeted support
programs could depend, in part, on the extent to
which they are integrated into those larger net-
works (Museus, 2010).

In addition, institutional leaders should make
efforts to cultivate cultures in which students
see administrators, faculty, and staff as human
beings. At institutions where it is normal for
those institutional agents to send signals to stu-
dents that they care about and are committed to
the success of those undergraduates, racial and
ethnic minority students might be more likely to
perceive that the institution is invested in them
and consequently be more motivated to suc-
ceed. Institutions could send such messages
through the intentional organization of social
events that allow faculty to interact with their
students. Indeed, although such activity does
occur at some institutions, many students can
easily go through their entire undergraduate ed-
ucation without having any social interaction
with faculty members on many campuses across
the nation.

College and university leaders should also
make concerted efforts to cultivate campus cul-
tures in which faculty, administrators, and staff
assume a responsibility to bring support ser-
vices, opportunities, and information to racial
and ethnic minority students, rather than expect-
ing students to seek out, identify, and pursue
those services on their own. Promoting an en-
vironment in which college personnel perceive
it as normal not only to inform students of color
about various academic, financial, and social
support services, but also to pressure those un-
dergraduates to utilize such services could be
critical in efforts to increase success among
racial and ethnic minority students. For exam-
ple, institutional leaders could encourage sup-
port units across the university to develop
plans—or expand existing ones—for intention-
ally reaching out to students who might not
otherwise come seek their services.
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Correction to Cokley et al. (2010)

In the article “Predicting student attitudes about racial diversity and gender equity” by Kevin O.
Cokley, Kimberly Tran, Brittany Hall-Clark, Collette Chapman, Luana Bessa, Angela Finley, and
Michael Martinez (Journal of Diversity in Higher Education, Vol. 3, No. 3, pp. 187-199), there are
two errors in Table 2. Under the RWA heading, the SDO row should have indicated a positive
correlation of .266™", not —.266™*. Under the Cog-gender heading, the SDO row should have
indicated a negative correlation of —.438™, not .438™".
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Teaching Workload and Satisfaction of Foreign-Born and U.S.-Born

Faculty at Four-Year Postsecondary Institutions
in the United States

Ketevan Mamiseishvili
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This study examined foreign-born faculty members’ teaching workload, classroom
assessment and instructional techniques, and satisfaction with instructional support and
authority relative to their U.S.-born faculty peers at 4-year postsecondary institutions in
the United States. The analysis of the data from the National Study of Postsecondary
Faculty (NSOPF:04) survey revealed more similarities than differences between the
two faculty groups. The study found that foreign-born faculty members, on average,
devoted the same amount of time to teaching per week; however, they generated fewer
total student contact and classroom credit hours per semester than U.S.-born peers. The
results also indicated that foreign-born faculty members seemed slightly less satisfied
with their authority to make decisions on curriculum, course content, and methods of
instruction, but overall, their satisfaction with instructional support was comparable to

the satisfaction level reported by their U.S.-born colleagues.
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Concurrent with the dramatic shifts in the
cultural, ethnic, and racial diversity of the pop-
ulation in the United States, there has been a
significant expansion in the share of foreign-
born faculty at U.S. higher education institu-
tions (Marvasti, 2005; Schuster & Finkelstein,
2006). Schuster and Finkelstein (2006) reported
that the number of foreign-born full-time fac-
ulty members in the U.S. had increased
from 28,200 in 1969 to 74,200 in 1998. More
than a decade ago, Manrique and Manrique
(1999) noted that foreign-born academics
were becoming “highly visible symbols of the
changing face of the population in higher edu-
cation” (p. 103). With the increased presence of
foreign-born faculty members on U.S. college
campuses, there has been a growing body of
research that examines the work roles and ex-
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periences of this segment of the professoriate
(Corley & Sabharwal, 2007; Lin, Pearce, &
Wang, 2009; Mamiseishvili, 2010; Mamiseish-
vili & Rosser, 2010; Marvasti, 2005;
Skachkova, 2007; Thomas & Johnson, 2004;
Wells, Seifert, Park, Reed, & Umbach, 2007).
Much of this previous research has largely ac-
knowledged that foreign-born faculty members
excel in research and make valuable contribu-
tions to the research enterprise of U.S. higher
education (Corley & Sabharwal, 2007; Levin &
Stephen, 1999; Mamiseishvili, 2010; Mami-
seishvili & Rosser, 2010; Marvasti, 2005). Al-
though examining foreign-born faculty mem-
bers’ contributions to research is important, it
only tells part of the story. It is through their
teaching roles that foreign-born academics have
the most immediate effects on students, affect
curriculum content and delivery, and shape
learning and classroom interactions. Hence, it is
essential to better understand foreign-born fac-
ulty members’ contributions to the teaching
function of U.S. colleges and universities. The
current study attempted to shed some light on
this issue and examine foreign-born faculty
members’ involvement in teaching, classroom
assessment and instructional techniques, and
satisfaction with instructional support and au-
thority in comparison with their U.S.-born peers
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at 4-year postsecondary institutions in the
United States.

Review of the Literature

The strengths and successes of foreign-born
faculty members as researchers have been rec-
ognized and well-documented in the previous
research (Corley & Sabharwal, 2007; Levin &
Stephen, 1999; Mamiseishvili & Rosser, 2010;
Marvasti, 2005). However, the perceptions
about their contributions and effectiveness as
teachers have varied. Several recent studies, that
have examined foreign-born faculty workload
and productivity using the data from the Na-
tional Study of Postsecondary Faculty (NSOPF)
surveys, have suggested that they are less in-
volved in teaching, particularly at the under-
graduate level, than their U.S.-born peers (e.g.,
Mamiseishvili, 2010; Mamiseishvili & Rosser,
2010; Marvasti, 2005). In addition, there have
been a number of qualitative studies that have
provided insightful accounts of how foreign-
born faculty members in the U.S. are perceived
as teachers and how their cultural backgrounds
are affecting their teaching experiences and in-
teractions with students (Skachkova, 2007;
Thomas & Johnson, 2004). For example,
Thomas and Johnson’s (2004) phenomenologi-
cal study provided a thorough analysis of the
challenges encountered by 14 pre-tenured for-
eign-born faculty members in the classroom.
Their stories illustrated that foreign-born aca-
demics faced different classroom cultural norms
and student expectations and had to make
choices how to adapt their behaviors without
compromising their cultural identity.

Another qualitative study by Skachkova
(2007) analyzed the narratives of 34 foreign-
born women academics who often experienced
the questioning of their credibility and effec-
tiveness as teachers. Skachkova (2007) demon-
strated that foreign-born women in her study
were seen as experts in the subject areas that
had multicultural or international focus and that
were related to their ethnic or national origins,
but their expertise in American-based subject
areas was constantly questioned. Similar senti-
ments were expressed in Manrique and Man-
rique’s (1999) earlier mixed-methods study of
immigrant faculty of non-European origin.
Manrique and Manrique (1999) noted that col-
leagues were often predisposed to judge for-

eign-born faculty member’s teaching and were
quick to point to the perceived shortcomings of
an immigrant academic’s performance.

Previous research has thoroughly examined
what role accent might play in forming the
judgments and perceptions about foreign-born
faculty members’ teaching (Manrique & Man-
rique, 1999; Marvasti, 2005; Skachkova, 2007;
Thomas, 1999). Marvasti (2005) indicated that
judgments about foreign-born faculty members’
teaching effectiveness were often influenced by
the perceptions about their linguistic profi-
ciency. The narratives of foreign-born women
in Skachkova’s (2007) study also suggested that
accent was “the most problematic aspect of
immigrant professors’ teaching” (p. 707) that
biased the evaluations of their teaching credi-
bility. On the other hand, the survey results
from 334 students who had taken classes with
foreign-born faculty in Collins’ (2008) study
revealed that accent did not play a role in eval-
uating faculty member’s teaching. On the con-
trary, students’ responses indicated that being
taught by a foreign-born faculty member was a
positive experience whether English was the
faculty member’s first language or not. Some
students even listed accent as a positive contrib-
utor to their learning because they had to listen
more carefully and pay more attention to what
the professor was saying. Students in Collins’
(2008) study highlighted several benefits of
having a foreign-born professor. Their re-
sponses indicated that students liked the expo-
sure to different perspectives and alternative
teaching styles in the classroom.

Marvasti (2005) notes that perceptions and
judgments about foreign-born faculty members’
teaching are also often formed based on the
perceptions that students or other campus con-
stituents have about foreign-born teaching as-
sistants (TASs). Thus, it is important to briefly
review the literature that has focused on for-
eign-born teaching assistants’ perceived effec-
tiveness as teachers. Research on the teaching
effectiveness of foreign-born TAs has been ex-
tensive with mostly contradictory findings
(Borjas, 2000; Fleisher, Hashimoto, & Wein-
berg, 2002; Fox & Gay, 1994; Jacobs & Fried-
man, 1988; Marvasti, 2007; Norris, 1991; Ru-
bin, 1992; Thomas & Monoson, 1993). For ex-
ample, based on a survey of undergraduate
students in a microeconomics course at a single
research university, Borjas (2000) suggested
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that foreign-born teaching assistants had an ad-
verse effect on students’ scholastic achieve-
ment. However, when Marvasti (2007) explored
this adverse effect hypothesis, he concluded that
it was not uniform among students with differ-
ent performance levels, was absent from more
rigorous classes, and was not due to the lack of
language proficiency. In another study of stu-
dent performance over five semesters, Norris
(1991) also found that students actually per-
formed slightly better in courses taught by non-
native teaching assistants. Likewise, Fleisher et
al. (2002) found little evidence of any adverse
effect; however, foreign-born teaching assis-
tants in their study still received low ratings in
students’ evaluations. These findings were sim-
ilar to Jacobs and Friedman’s (1988) earlier
study that found that students performed
equally well on the final examinations whether
the class was taught by a foreign-born or a
native-born teaching assistant, but they ex-
pressed more dissatisfaction with foreign-born
instructors.

Teaching is a fundamental part of faculty
work. Teaching excellence might rarely bring
the recognition outside of campus, but it is
largely viewed as a commitment to the institu-
tion and the students (Blackburn & Lawrence,
1995; Boyer, 1990; Fairweather, 2002, 2005;
Gappa, Austin, & Trice, 2007; Schuster & Fin-
kelstein, 2006). Given that it is in their role as
teachers that faculty members have the most
immediate impact on the quality of students’
educational experiences, the need to better un-
derstand foreign-born faculty members’ en-
gagement and satisfaction in their teaching roles
becomes apparent. As indicated earlier, previ-
ous research has provided extensive evidence to
support the notion that foreign-born faculty
members excel in research and make significant
contributions to higher education’s research en-
terprise in the U.S. (Corley & Sabharwal, 2007).
However, there has not been a comprehensive
examination of the teaching functions of for-
eign-born academics in the U.S. at the national
level. The study attempted to partially address
this gap in the literature and examine the teach-
ing workload, classroom assessment and in-
structional techniques, and satisfaction with
instructional support and authority of foreign-
born faculty members as compared to their
U.S.-born peers at four-Year U.S. postsecond-
ary institutions. Teaching workload was

examined not only in the aggregate but also
separately at the undergraduate and graduate
levels because previous research had indicated
foreign-born members’ involvement in under-
graduate and graduate teaching functions varied
(Mamiseishvili, 2010; Mamiseishvili & Rosser,
2010).

Three questions guided the investigation: (1)
What differences exist between foreign-born
and U.S.-born faculty members’ teaching work-
load in the aggregate as well as separately at the
undergraduate and graduate levels? (2) What
differences exist in the classroom assessment
and instructional techniques between foreign-
born and U.S.-born faculty members who teach
at the undergraduate level? (3) How satisfied are
foreign-born faculty members with instructional
support and authority relative to their U.S.-born
peers at 4-year postsecondary institutions?

Method
Data Source and Sample

The study used the data from the 2004 Na-
tional Study of Postsecondary Faculty (NSOPF:
04) to examine the research questions.
NSOPF:04 provided a nationally representative
sample of faculty and instructional staff at pub-
lic and private degree-granting institutions in
the U.S. (NCES, 2010). NSOPF:04 consisted of
a sample of 35,630 faculty and instructional
staff across a sample of 1,080 institutions. The
data were collected using a Web-based ques-
tionnaire that was either self-administered or
conducted via telephone with a trained inter-
viewer (Heuer et al., 2006). Completed surveys
were obtained from about 26,100 faculty and
instructional staff, for a weighted response rate
of 76%.

Sample selection for this study was con-
ducted in two stages. First, | selected a sample
of 2,540 foreign-born faculty members from
NSOPF:04 who were employed full-time with
faculty status and had at least some instructional
duties related to credit courses at 4-year col-
leges and universities. Foreign-born sample
included both naturalized citizens and non-
citizens of the U.S. on immigrant and perma-
nent visas who were born outside of the United
States. On the second stage of sample selection,
| utilized a stratified random sampling to iden-
tify a matching control group of the equal num-
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ber of U.S.-born faculty members from NSOPF:
04. The matching sample of U.S.-born faculty
members were randomly selected across two
strata: institutional types (i.e., doctoral univer-
sities, Master’s universities, Baccalaureate col-
leges, and other specialized institutions) and
disciplinary categories (i.e., health, life, natural
and physical sciences and engineering, on one
hand, and humanities, social sciences, educa-
tion, and occupational programs, on the other).
Stratified random sampling ensured that there
were the same number of foreign-born and
U.S.-born faculty members within each institu-
tional type and disciplinary category. Thus, the
final total sample consisted of 2,540 foreign-
born and 2,540 U.S.-born faculty members
(N = 5,080). Within each faculty sample (i.e.,
foreign-born and U.S.-born), 1,690 (66.5%) fac-
ulty members were from doctoral universities,
490 (19.3%) were from Master’s colleges and
universities, 290 (11.4%) came from Baccalau-
reate colleges, and 70 (2.8%) came from other
specialized 4-year institutions. Furthermore,
within each of the foreign-born and U.S.-born
faculty samples, 1,390 (54.7%) were in health,
life, or natural sciences and engineering
and 1,150 (45.3%) were in humanities, social
sciences, education, and occupationally specific
programs. More specifically, within each fac-

Table 1
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ulty sample, there were 1,100 (43.3%), 180
(7.1%), 90 (3.5%), and 20 (0.8%) faculty mem-
bers in health, life, or natural sciences, and
engineering and 590 (23.2%), 310 (12.2%), 200
(7.9%), and 50 (2.0%) faculty members in hu-
manities, social sciences, education, and other
occupationally specific programs from doctoral
universities, Master’s colleges and universities,
Baccalaureate colleges, and other specialized
institutions, respectively. Table 1 provides the
characteristics of the sample on selected demo-
graphic and career profile variables (i.e., gender,
race/ethnicity, academic rank, and tenure).

Variables and Measures

Teaching workload.  Consistent with the
literature (e.g., Blackburn & Lawrence, 1995;
Fairweather, 2002, 2005; Meyer, 1998; Mid-
daugh, 2001), four NSOPF:04 variables were
used to measure the involvement in teaching in
the aggregate, as well as separately at the un-
dergraduate and graduate levels: (1) the number
of classroom credit hours per week; (2) the
amount of time spent on teaching per week; (3)
the number of total student contact hours; and
(4) the number of total student credit hours
during the 2003 Fall term. NSOPF variable in-
dicating the number of total student contact

Demographic and Career Profiles of Foreign-Born and U.S.-Born Faculty at Four-Year Postsecondary

Institutions in the U.S.

Variables Foreign-born (N = 2,540) U.S.-born (N = 2,540) Total (N = 5,080)

Gender

Male 1830 (72.0%) 1,660 (65.4%) 3,490 (68.7%)

Female 710 (28.0%) 880 (34.6%) 1,590 (31.3%)
Race/ethnicity

White 1,200 (47.2%) 2,320 (91.3%) 3,520 (69.3%)

Asian 960 (37.8%) 50 (2.0%) 1,010 (19.9%)

Black 190 (7.5%) 120 (4.7%) 310 (6.1%)

Hispanic 190 (7.5%) 30 (1.2%) 220 (4.3%)

American Indian 0 20 (0.8%) 20 (0.4%)
Tenure status

Tenured 1,200 (47.2%) 1,320 (52.0%) 2,520 (49.6%)

On tenure track 730 (28.8%) 530 (20.9%) 1,260 (24.8%)

Not on tenure track

No tenure system
Academic rank

Full professor

Associate professor

Assistant professor

Instructor & lecturer

510 (20.1%)
100 (3.9%)

750 (29.5%)
670 (26.4%)
800 (31.5%)
320 (12.6%)

600 (23.6%)
90 (3.5%)

1,110 (21.9%)
190 (3.7%)

840 (33.1%)
680 (26.8%)
650 (25.6%)
370 (14.6%)

1,590 (31.3%)
1,350 (26.6%)
1,450 (28.5%)

690 (13.6%)
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hours was derived by multiplying the average
number of hours per week the respondent taught
the class by the number of students enrolled in
that class. The results were then added together
to provide the total student contact hours per
semester. Total student credit hours variable
was calculated by multiplying the number of
credit hours for each class taught by the number
of students enrolled in that class. The results
were then added together to obtain the total
student credit hours during the 2003 Fall term.

Classroom assessment and instructional
techniques.  Three measures were used to
indicate faculty members’ use of various class-
room assessment and instructional techniques in
their undergraduate instruction: (1) exams, (2)
writing assignments, and (3) active/collabora-
tive learning techniques. These measures were
available for only those faculty members who
taught at least one undergraduate level course;
hence, the sample size is different for these
measures (N = 3,220). NSOPF included nine
questions that asked faculty members to report
how often they utilized various classroom as-
sessment and learning techniques in their un-
dergraduate classes (0O [Not Used]; 1 [Used in
Some Classes]; 2 [Used in All Classes]). The
composite measure for exams was computed as
the sum of faculty responses on three of these
nine NSOPF variables: multiple choice midterm
or final exams; short-answer midterm or final
exams; and essay midterm or final exams. The
composite measure for writing assignments was
a summed score derived from the following
three NSOPF variables: term research papers
and writing assignments; multiple drafts of
written work; and student evaluations of each
other’s work. Finally, the composite measure
indicating the use of active and collaborative
learning techniques was computed by adding
together faculty members’ responses on the fol-
lowing three NSOPF variables: group and team
projects producing a joint product; laboratory,
shop, or studio assignments; and service learn-
ing and cooperative experiences or assignments
requiring interactions with the community or
business/industry.

Satisfaction with instructional support and
authority.  Satisfaction with instructional
support and authority was measured by four
NSOPF:04 variables: (1) satisfaction with au-
thority to make decisions on curriculum, course
content, and methods of instruction; (2) satis-

faction with institutional support for teaching
improvement, including grants, release time,
and professional development funds; (3) satis-
faction with institutional support for imple-
menting technology-based instructional activi-
ties; and (4) satisfaction with the quality of
equipment and facilities available for classroom
instruction. On each of the satisfaction vari-
ables, faculty members were asked to indicate
the level of their satisfaction on a four-point
scale. The responses were coded as 1 (Very
Dissatisfied), 2 (Somewhat Dissatisfied), 3
(Somewhat Satisfied), and 4 (Very Satisfied).

Data Analysis

Data preparation was an important first step
prior to data analysis. After drawing the sample
from NSOPF:04, | first examined the descrip-
tive statistics of the sample. SPSS version 15
statistical package was employed to prepare and
analyze data. As noted by Thomas and Heck
(2001), weighting becomes of crucial impor-
tance when SPSS statistical package is used to
analyze such complex data sets as NSOPF be-
cause SPSS treats any data as simple random
sample. Because NSOPF data sets relied on
complex sampling design, which included strat-
ified multistage sampling with unequal proba-
bilities of sample selection, | utilized relative
weights to correct for oversampling and make
the data representative of the target population.
More specifically, 1 computed relative weights
by dividing the raw weights provided in the
NSOPF data set by its mean and applied them in
all data analysis procedures using WEIGHT BY
command in SPSS (Thomas & Heck, 2001).

After data preparation was complete, | con-
ducted two-group multivariate analyses of vari-
ance (MANOVAS) to address the research ques-
tions. MANOVA was an appropriate statistical
procedure in this study because it is designed to
examine the differences between two groups on a
combination of several dependent or outcome
variables (Field, 2005). Foreign-born versus U.S.-
born status was used as an independent grouping
variable. Separate MANOVASs were conducted on
(1) teaching workload, (2) classroom assessment
and instructional techniques, and (3) satisfaction
measures as dependent variables. Interaction ef-
fects of discipline or field of teaching with for-
eign-born versus U.S.-born status were also tested.
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Box’s test was used to check the assumption of
equal covariance matrices. However, Field (2005)
indicates that box’s test could be ignored when the
group sample sizes are equal as was the case in
this study. When the sample sizes are equal, Ho-
telling’s and Pillai’s statistics are generally robust
to the violations of the homogeneity assumption
(Field, 2005). Correlations between dependent
variables were also examined to check for multi-
collinearity. Tabachnick and Fidell (2007) indi-
cate that multicollinearity causes both logical and
statistical problems, and when bivariate correla-
tion between two variables is higher than .70, one
of the variables is redundant and should not be
included in the same analysis with the other (p.
90). Correlation coefficients between dependent
variables in this study ranged from .176 to .483 for
satisfaction items, from .049 to .169 for classroom
assessment and learning techniques measures, and
from .282 to .667 for workload measures.

Results
Teaching Workload
The first MANOVA test was conducted to

observe whether foreign-born and U.S.-born

Table 2
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faculty groups differed along a combination of
four teaching workload measures. As illustrated
in Table 2, all four multivariate test statistics
(i.e., Pillai’s Trace, Wilks’ Lambda, Hotelling’s
Trace, and Roy’s Largest Root) and their cor-
responding F-ratios were significant at p <
.001, indicating that the two groups were sig-
nificantly different. To further understand how
the groups differed and which specific depen-
dent variables contributed to the significant
multivariate effect, univariate test statistics
were examined. As illustrated in Table 2, for-
eign-born and U.S.-born faculty samples signif-
icantly differed on two dependent variables: total
student contact hours, F(1, 5080) = 19.995, p <
.001, and total student credit hours, F(1,
5080) = 24.417, p < .001. Univariate tests were
followed up by a simple contrast procedure to
further confirm that the true group differences
existed. Significant contrast estimates (p < .001)
for the same two dependent variables confirmed
the results from univariate tests. The results sug-
gested that foreign-born faculty members gener-
ated fewer total student credit hours (M = 194.66,
SD = 246.94) and student contact hours (M =
226.41, SD = 371.53) than U.S.-born faculty

Foreign-Born and U.S.-Born Faculty Members’ Teaching Workload in the Aggregate and Separately at

the Undergraduate and Graduate Levels

Foreign-born U.S.-born

M (SD) M (SD) F-ratios
Hours teaching credit classes 7.78 (8.58) 8.32 (8.14) 5.249
Classroom credit hours 6.62 (4.54) 6.84 (4.866) 2.964
Student credit hours 194.66 (246.94) 236.12 (343.87) 24417
Student contact hours 226.41 (371.53) 279.96 (476.60) 19.995"**

Undergraduate teaching
Hours teaching credit classes 5.33(7.20) 5.65 (6.92) 2.556
Classroom credit hours 4.68 (4.76) 4.74 (4.87) 214
Student credit hours 134.58 (176.62) 152.87 (216.58) 10.899"
Student contact hours 151.11 (270.18) 177.07 (290.00) 10.921**
Graduate teaching

Hours teaching credit classes 2.45 (6.09) 2.67 (6.28) 1.615
Classroom credit hours 1.94 (3.12) 2.10 (3.85) 2.809
Student credit hours 60.08 (205.02) 83.26 (303.82) 10.179"*
Student contact hours 75.30 (283.93) 102.90 (415.86) 7.647

Note. Wilks” Lambda .994, F(4, 5070) = 7.142, p < .001. Pillai’s Trace, Hotelling’s Trace, and Roy’s Largest Root .006,
F(4, 5070 = 7.142, p < .001. For undergraduate teaching, Wilks’ Lambda .996, F(4, 5070) = 4.911, p < .001, and Pillai’s
Trace, Hotelling’s Trace, and Roy’s Largest Root .004, F(4, 5070) = 4.911, p < .001. For graduate teaching, Wilks’
Lambda .998, F(4, 5070) = 2.706, p < .05, and Pillai’s Trace, Hotelling’s Trace, and Roy’s Largest Root .002, F(4,
5070) = 2.706, p < .05.

p<.0l. "p<.001.
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members (M = 236.12, SD = 343.87 and M =
279.96, SD = 476.60, respectively). However,
when standardized-difference effect size statistics,
such as Cohen’s d, were calculated, the strength of
the mean differences was rather small (d = .14
and d = .13, respectively) (Trusty, Thompson, &
Petrocelli, 2004).

Similar MANOVAs were conducted to detect
group differences in the teaching involvement
separately at the undergraduate and graduate
levels. The results were comparable to the pre-
vious MANOVA test. As illustrated in Table 2,
at the undergraduate level, the multivariate test
statistics were significant at p < .001. Univari-
ate statistics indicated that there was a signifi-
cant difference between foreign-born and
U.S.-born faculty groups in terms of total un-
dergraduate student contact hours, F(1,
5080) = 10.921, p < .001, and total undergrad-
uate student credit hours, F(1, 5080) = 10.899,
p < .001. The effect sizes indicated that the
strength of the group differences were again
very small (d = .09 and d = .09).

Similarly, at the graduate level, multivariate
effect was significant at p < .05 (see Table 2).
Follow-up univariate tests revealed that group
differences existed on the same two variables:
total number of graduate student contact hours,
F(1, 5080) = 7.647, p < .01, and number of
graduate student credit hours, F(1,
5080) = 10.179, p < .001, again with very
small effect sizes (d = .08 and d = .09, respec-
tively). In sum, in terms of teaching workload in
the aggregate as well as at the undergraduate
and graduate levels, there was a non-significant
difference in the number of classroom credit
hours and hours spent on teaching per week
between foreign-born and U.S.-born faculty

Table 3

members. On the other hand, slight differences
were observed between the two faculty groups
in the total number of student credit hours and
student contact hours generated per semester in
the aggregate as well as both at the undergrad-
uate and graduate levels.

Classroom Assessment and Instructional
Techniques

The next MANOVA test was conducted to
determine whether foreign-born faculty mem-
bers differed from U.S.-born faculty on their
teaching and classroom assessment techniques
at the undergraduate level. The results from the
multivariate test statistics indicated that there
was a significant multivariate effect. Table 3
illustrates that all four multivariate test statistics
(i.e., Pillai’s Trace, Wilks’ Lambda, Hotelling’s
Trace, and Roy’s Largest Root) and their cor-
responding F-ratios were significant at p < .01.
Univariate tests were further examined to un-
derstand how the two groups differed and to
determine which dependent variables contrib-
uted significantly to the group differences.
F-ratios for each univariate test and their sig-
nificance levels in Table 3 illustrate that there
was a non-significant difference in the use of
writing assignments between foreign-born and
U.S.-born faculty members. On the other hand,
significant F-ratios indicated that group differ-
ences existed in their use of exams, F(1,
3220) = 4.456, p < .05, and active/collabora-
tive learning techniques, F(1, 3220) = 6.524,
p < .01. The results indicated that foreign-born
faculty members used exams more often
(M = 2.79, SD = 1.71) than their U.S.-born
peers (M = 2.66, SD = 1.69). On the other

Foreign-Born and U.S.-Born Faculty Members’ Use of Classroom Assessment and Instructional
Techniques at the Undergraduate Level at Four-Year Postsecondary Institutions in the U.S.

Foreign-born (N = 1,610) M (SD) U.S.-born (N = 1,610) M (SD)

Range 0-6 Range 0-6 F-ratio
Midterm/final exams 2.79 (1.71) 2.66 (1.69) 4.465"
Writing assignments 2.44 (1.76) 2.38 (1.75) .948
Active/collaborative learning techniques 2.13(1.99) 2.31 (2.00) 6.524™

Note.

Total N equaled 3,220 for this analysis and included only those faculty members who taught at least one

undergraduate class. Wilks” Lambda .996, F(3, 3220) = 4.271, p < .01. Pillai’s Trace, Hotelling’s Trace, and Roy’s Largest

Root .004, F(3, 3220) = 4.271, p < .0L.
"p<.05 *p<.0l "p< .00l
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hand, U.S. born faculty members used active
and collaborative learning techniques more fre-
quently (M = 2.31, SD = 2.00) than foreign-
born faculty members (M = 2.13, SD = 1.99).
However, Cohen’s d statistics showed that the
mean differences although significant were
quite trivial (d = .08 and d = .09, respectively)
(Trusty et al., 2004).

| also tested interaction effects of discipline
with foreign- versus U.S.-born status of faculty
on their use of assessment and teaching tech-
niques and found significant multivariate inter-
action effects at p < .01. The value for Wilks’
Lambda equaled .996, F(3, 3220) = 3.846, p <
.01. The values for Pillai’s Trace, Hotelling’s
Trace, and Roy’s Largest Root equaled .004,
F(3, 3220) = 3.846, p < .01. It appears that
foreign-born faculty in social sciences and hu-
manities used exams more often (M = 2.98,
SD = 1.68) than U.S.-born faculty members
(M = 2.75, SD = 1.71), with d = .14, but the
use of active and collaborative learning tech-
niques between these two groups was very com-
parable (M = 1.89, SD = 1.85 and M = 1.89,
SD = 1.83, respectively). On the other hand,
foreign-born faculty in sciences and engineer-
ing used exams similarly (M = 2.55,
SD = 1.72) as their U.S.-born peers (M = 2.55,
SD = 1.66), but their use of active and collab-
orative techniques was slightly lower
(M = 2.44, SD = 2.12) relative to U.S.-born
faculty members (M = 2.82, SD = 2.08), with
d = .18.

Table 4

Satisfaction With Instructional Support and
Authority

Finally, MANOVA was also conducted to
examine the differences between foreign-born
and U.S.-born faculty groups on four instruc-
tion-related satisfaction measures. The results
from multivariate tests suggested that there was
a significant multivariate effect, which indicated
that overall the groups seemed different in their
satisfaction. As illustrated in Table 4, all four
multivariate test statistics (i.e., Pillai’s Trace,
Wilks’ Lambda, Hotelling’s Trace, and Roy’s
Largest Root) and their corresponding F-ratios
were significant at p < .001. To examine how
the groups were different and which specific
satisfaction measures contributed to the differ-
ence, univariate tests and contrast estimates
were examined. F-ratios for each univariate test
and their significance levels provided in Table 4
indicate that, foreign-born and U.S.-born fac-
ulty members differed in terms of their satisfac-
tion with authority to make decisions, F(1,
5080) = 41.766, p < .001 and satisfaction with
the quality of equipment and facilities for class-
room instruction, F(1, 5080) = 8.827, p < .0L.
Significant contrast estimates for the latter two
satisfaction measures further confirmed the uni-
variate test results. Contrast estimate for the
satisfaction with authority to make decisions
variable equaled —.111 (p < .001) and for the
satisfaction with equipment and facilities vari-
able equaled .070 (p < .05). The results showed

Foreign-Born and U.S.-Born Faculty Members’ Satisfaction With Instructional Support and Authority at

Four-Year Postsecondary Institutions in the U.S

Foreign-born (N = 2,540)

U.S.-born (N = 2,540)

M (SD) M (SD) F-ratios

Satisfaction with authority to make decisions on

curriculum, course content, and methods of

instruction 3.63(.67) 3.74 (.57) 41.766""
Satisfaction with institutional support for

implementing technology-based instructional

activities 3.23(.78) 3.23(.81) .001
Satisfaction with the quality of equipment and

facilities available for classroom instruction 3.11 (.83) 3.04 (.86) 8.827""
Satisfaction with institutional support for teaching

improvement, including grants, release time,

and professional development funds 2.83(.92) 2.86 (.92) 1.620

Note.
F (4, 5070) = 15.354, p < .001.
p<.0l. ™p<.001

Wilks’ Lambda .988, F(4, 5070) = 15.354, p < .001. Pillai’s Trace, Hotelling’s Trace, and Roy’s Largest Root .012,
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that foreign-born faculty members were slightly
less satisfied with their authority to make deci-
sions about course content, curriculum, and
methods of instruction (M = 3.63, SD = .67)
but seemed to be more satisfied with equipment
and facilities (M = 3.11, SD = .83) than their
U.S.-born peers (M = 3.74, SD = .57 and
M = 3.04, SD = .86, respectively). Standard-
ized-difference effect size statistics revealed
that the effect sizes indicting the strength of the
mean differences between the two groups were
rather small (d = .18 and d. 08, respectively)
(Trusty et al., 2004). As indicated in Table 4,
there was a non-significant difference be-
tween the two groups in terms of satisfaction
with technology support and institutional sup-
port for teaching improvement.

Discussion

Results of the study revealed some similari-
ties as well as slight differences between for-
eign-born and U.S.-born faculty members’ in-
volvement in teaching, classroom assessment
and instructional techniques, and satisfaction
with instructional support and authority at
4-year U.S. postsecondary institutions. The
analysis of the data on four commonly used
teaching workload measures indicated that
overall, foreign-born faculty members were
slightly less involved in teaching than their
U.S.-born colleagues. However, it is important
to note that the differences between foreign-
born and U.S.-born faculty members seemed to
be mostly attributed to the number of students
taught in their classes. Closer examination of
the data on each teaching workload measure
revealed that, on average, foreign-born and
U.S.-born faculty members spent roughly the
same amount of time on teaching and generated
the same number of classroom credit hours per
week. More specifically, the data showed that
both groups spent about seven hours per week
on teaching credit classes and reported the total
of approximately 8 classroom credit hours. Sim-
ilar patterns were evident when the data were
examined separately for undergraduate and
graduate level teaching. Both groups spent
roughly about 5 hours in the classroom at the
undergraduate level and three hours at the grad-
uate level, which equaled around 6 and 2 class-
room credit hours at the undergraduate and
graduate levels, respectively. Variables that

contributed to the statistically significant differ-
ence in teaching involvement between the two
groups were total student credit hours and stu-
dent contact hours generated per semester. For-
eign-born faculty members generated fewer to-
tal number of student contact and student credit
hours per semester than U.S.-born colleagues.
Because NSOPF derived variables of total stu-
dent contact and credit hours per semester took
into consideration the student enrollment in
courses, the findings might indicate that the
difference in the teaching involvement between
the two groups was due to the number of stu-
dents taught by a faculty member.

The results of this study suggest that previ-
ously reported differences in the teaching work-
load between foreign-born and U.S.-born
faculty members (e.g., Mamiseishvili, 2010;
Mamiseishvili & Rosser, 2010; Marvasti, 2005)
need to be interpreted with caution. The differ-
ence seems to be less about the assigned teach-
ing responsibilities or number of classes taught,
and more about the number of students enrolled
in the classes taught by foreign-born and U.S.-
born faculty members. Total student credit and
contact hours generated by the faculty member
are commonly reported teaching productivity
measures across the institutions nationally.
Hence, it is important to understand the extent
of the differences between foreign-born and
U.S.-born faculty members’ teaching involve-
ment as well as how the number of students
enrolled in their classes contributes to these
differences, because it might potentially be af-
fecting the evaluations of their teaching produc-
tivity.

How many students would enroll in any
given class would depend on a number of fac-
tors and might have nothing to do whether the
instructor is foreign-born or U.S.-born. How-
ever, the types of classes foreign-born faculty
members are assigned to teach might have some
effect on how many students would enroll. Pre-
vious research on foreign-born academics pro-
vides some evidence on what types of courses
might commonly be assigned to foreign-born
faculty members (e.g., Manrique & Manrique,
1999; Skachkova, 2007). Manrique and Man-
rique (1999) found that non-European immi-
grant science and engineering faculty in their
study were often channeled to teach the courses
that were very technical in nature. As for for-
eign-born academics in social sciences, they
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were often assigned courses that were related to
their ethnic, cultural, or national backgrounds
where they could draw on the knowledge re-
lated to “foreign” subject matter and context
(Manrique & Manrique, 1999; Skachkova,
2007). The evidence from these studies suggests
that foreign-born academics are seen as experts
in the technical subjects or in the courses on
“foreign” subject matter. One can suspect that
subjects that are very technical in nature might
not be very popular among students and sub-
jects that have more international or foreign
focus might very likely be outside the main-
stream required coursework. Of course, it is
difficult to assume beyond mere speculation
that the types of courses foreign-born faculty
members are assigned to teach might have an
effect on the number of students enrolled in
these courses. However, undoubtedly, this is the
question that requires further exploration.

In addition to the teaching workload, the
study also examined classroom assessment and
instructional techniques used by foreign-born
and U.S.-born faculty members. Although the
results from the multivariate tests revealed that
the two faculty groups were significantly differ-
ent, further examination of the effect sizes in-
dicated that the differences between the groups
were not strong and may not be meaningful.
Thus, it is safe to assume that foreign-born and
U.S.-born faculty members take similar ap-
proaches to teaching and assessment. However,
it is still useful to point out some slight differ-
ences. The findings indicate that foreign-born
faculty members might tend to use exams more
often and active/collaborative learning tech-
niques less frequently than their U.S.-born fac-
ulty peers. Interestingly, discipline seemed to
moderate these findings. In social sciences and
humanities, foreign-born faculty members re-
lied more on exams than U.S.-born peers, but
there was no difference in their use of writing
assignments and active/collaborative learning
techniques. On the other hand, in sciences and
engineering, foreign-born faculty members re-
lied less on active/collaborative learning tech-
niques compared to their U.S.-born peers, but
they displayed no difference in their use of
writing assignments and exams. It should again
be highlighted that because of small effect sizes,
the reader must be cautious not to oversimplify
these conclusions. Nonetheless, given the fact
that active and collaborative learning tech-

niques, such as group work, laboratory or studio
assignments, cooperative and service learning
opportunities, help students apply classroom
material to real-life experiences, become active
participants in learning, and make coursework
more meaningful, foreign-born faculty mem-
bers should be supported and encouraged to
integrate these types of assignments and expe-
riences more often in their classrooms.

Finally, the study examined foreign-born fac-
ulty members’ satisfaction with instructional
support and authority. The results of the study
revealed that foreign-born faculty members
seemed slightly more satisfied with the quality
of equipment and facilities available for teach-
ing than their U.S.-born colleagues. Foreign-
born faculty members seemed to appreciate
classroom facilities and equipment and tools
available for classroom instruction on U.S. col-
lege campuses. On the other hand, foreign-born
faculty members in this study were slightly less
satisfied with their authority to make decisions
on curriculum, course content, and methods of
instruction. Despite the small effect size, the
latter finding should be reviewed in the context
of the previous research. The findings of this
study seem to be consistent with the results
from the earlier study by Wells et al. (2007) that
also revealed that foreign-born faculty mem-
bers, especially Middle-Easterners and Asians,
were less satisfied with their job autonomy and
authority to make decisions. Other studies have
also indicated that foreign-born faculty mem-
bers often felt isolated from the membership of
American faculty “ingroup” (Seagren & Wang,
1994, p. 17) and thus, were excluded from im-
portant decision-making processes or adminis-
trative service work that limited their opportu-
nities to have a say in the discussion of curric-
ular or other key issues (Skachkova, 2007).

Despite small effect sizes, when reviewed in
the context of previous research, the results of
this study provide some evidence to suggest that
foreign-born faculty members may be slightly
less satisfied with the role they play in the
decision-making process about curricular issues
at the department or institutional level. It is
essential that institutions create a climate of
inclusiveness so that foreign-born faculty mem-
bers feel less like “outsiders” (Skachkova, 2007,
p. 705) and more like empowered academics
who have the voice in the decision-making pro-
cesses and the authority to make decisions about
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the choice of courses, course content, and meth-
ods of instruction.

The study provided a comprehensive examina-
tion of the teaching workload, instructional tech-
niques, and satisfaction with instructional support
and authority of the nationally representative sam-
ple of foreign-born faculty members at U.S.
4-year postsecondary institutions. The study was
one of the first attempts to provide a more sys-
tematic evaluation of foreign-born faculty mem-
bers’ teaching at the national level. However, as
with all secondary data analyses, the study was
limited in the choice of measures that were avail-
able in NSOPF data set to fully evaluate foreign-
born faculty members’ contributions in their
teaching functions. The study included important
process and input measures of teaching, such as
time spent on teaching, types of instructional tech-
niques used in the classroom, and the level of
satisfaction with instructional support and author-
ity; however, the study was limited in the choice
of variables that measure the learning outcomes of
teaching. It can only be assumed that hours spent
with the students and in the classroom or the use
of various instructional techniques will ensure stu-
dents’ learning (Blackburn & Lawrence, 1995;
Fairweather, 2002). It will be worthwhile if future
research focuses on the learning outcomes of
teaching or examines students’ perspectives and
perceptions of foreign-born faculty members’
teaching to more fully evaluate their teaching ef-
fectiveness.

It will also be useful to examine teaching pref-
erences and experiences of foreign-born faculty
across different demographic groups, such as gen-
der, ethnicity, or language. Foreign-born profes-
soriate is a very heterogeneous group with differ-
ent cultural, language, and national backgrounds,
and current study was unable to capture this het-
erogeneity. Due to the limited choice of variables
in the NSOPF data set, | was not able to examine
such important variables as the native language of
foreign-born academics, their country of origin, or
the length of their stay in the United States. It
would have been useful to observe the differences
related to language, ethnic origin, or time spent in
the U.S., but these variables were not available in
the NSOPF data set. Future research should ad-
dress this limitation not to overlook the heteroge-
neity of the foreign-born professoriate.

It is essential that higher education institutions
support foreign-born faculty members in their
teaching roles. Luxon and Peelo (2009) point to

the inherent tension between global orientations of
foreign-born scholars and the localism of their
teaching, which lacks “a sense of the geographical
and cultural dynamism inherent in the migration
of highly qualified scholars” (p. 651). Although
research takes place in the community of academ-
ics from around the country and even the world,
and could be supported more by external networks
(Baker & Zey-Ferrell, 1984), support for teaching
at the institutional and departmental level is vital
for foreign-born faculty members. Teaching is
very contextual, situated, and local (Luxon &
Peelo, 2009). Teaching takes place in the local
community of learners and is embedded in the
cultural norms, expectations, and practices of the
local context, which might be unfamiliar to faculty
from other cultures. Thus, institutions will be
well-served if they continue to support foreign-
born faculty members to excel in their teaching
roles and derive personal satisfaction from the
work they do. With their “different way of know-
ing the world” (Skachkova, 2007, p. 710), foreign-
born academics can make valuable contributions
to the decision-making processes on the curricu-
lum and course content as well as to classroom
instruction.
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In the United States, women tend to publish less than men do and to be overrepresented at
the lower ranks of academia. This study examined the scientific productivity and career
status of female and male psychology faculty in Italian universities. Psychology was
selected as a discipline because for decades, it has had a female majority among its
doctorates. Italy was the case study country because it has one of the highest representations
of women among university faculty. This study’s questions were: What is the representation
of female psychology academics across faculty and high administration ranks? Is the
publication productivity of female psychology academics different from that of their male
peers? Finally, what institutional factors are associated with publication productivity among
psychology academics? Our study focused on the 511 university psychology professors
(250 women and 261 men) listed in 2004 in the Italian Ministry of Education University
and Research website. We examined scientific productivity over 7 years, from 1998 to
2004, using PsycINFO. We found that women represented two thirds of assistant professors
but only one third of full professors and department chairs. Overall, women published
somewhat less (approximately one third less) than men, especially in international journals
and as senior authors. However, consistent with prior evidence, when multiple predictors
were considered together, both academic rank and institutional setting, but not sex-of-
faculty, were associated with publication output. This study confirms prior observations that
a strong female doctoral pipeline and scientific productivity are very slow at influencing the
underrepresentation of women at the top ranks of academia.
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Women in academia are overrepresented in
the lower faculty ranks and are almost absent in
the higher faculty and administrative positions.
Across disciplines, as the amount of power and
status associated with a position increases, the
number of women holding such positions de-
creases (Ceci, Williams, & Barnett, 2009; Eu-
ropean Commission, 2006; Massachusetts Insti-

tute of Technology, 1999). This phenomenon
has been conceptualized as horizontal segrega-
tion (Rossiter, 1980). One explanation for wom-
en’s horizontal segregation in academia is that
women are less scientifically productive than
men are. This theory is based on the assumption
that advancement in academia is at least
strongly influenced, if not determined, by sci-
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entific productivity (Merton, 1973; Rosenfeld &
Jones, 1986).

A commonly used measure of scientific pro-
ductivity is publication rate (e.g., Fox, 1989;
Joy, 2006; Leahey, 2006). Early studies indi-
cated that women published less than men, at
rates around 1:2 (Cole, 1979; Cole & Zucker-
man, 1984; Fish & Gibbons, 1989; Helmreich,
Spence, Beane, Lucker & Matthews, 1980;
Long, 1992; Reskin, 1978). The gender publi-
cation gap reinforced the perception that wom-
en’s segregation in the lower academic ranks
was a result of their inferior scientific produc-
tivity. More recent studies, however, have re-
vealed variability in women’s and men’s publi-
cation productivities, with a majority of studies
reporting small to no gender differences in pub-
lication rates (D’Amico & Di Giovanni, 2000;
Gupta, Kumar, & Aggarwal, 1999; Joy, 2006;
Lemoine, 1992; Long & Fox, 1995; Maass &
Casotti, 2000; Li, Latib, Kwong, Zinzuwadia, &
Cowan, 2007; Mathtech, 1999; Maulebn & Bor-
dons, 2006; Sonnert & Holton, 1995; Ward &
Grant, 1996; Xie & Shauman, 1998), especially
when other factors (e.g., rank) affecting produc-
tivity are taken into account, with a few studies
recording significant differences (Goel, 2002;
Maske, Durden, & Gaynor, 2003; Prpi¢, 2002).
For example, Sonnert and Holton (1995) found
that women had only one-half fewer publica-
tions than men among former National Science
Foundation postdoctoral fellows did. Similarly,
a study of United States scientists and engineers
reported that women published about 1.4 fewer
articles than men when factors including expe-
rience, academic field, and marital status were
controlled (Mathtech, 1999). Furthermore, a
study of publication rates by members of the
European Association of Social Psychology
(EASP) found that men published more than
women did, but also that men’s per-year pro-
duction weighted for journal prestige was only
slightly higher than that of women. In this
study, the publication gap was least pronounced
in Southern European countries where the per-
centage of women in the field was highest
(Maass & Casotti, 2000). By contrast, Maske
and colleagues (2003) found that United States
female economists published on average about
seven fewer articles than male economists, with
59% of gender-specific differentials left unex-
plained by control variables, such type of uni-
versity (teaching vs. research university).

The role of scientific productivity in wom-
en’s and men’s academic career advancement is
difficult to assess. Studies have found that pub-
lication productivity is influenced by the same
work conditions that also influence career ad-
vancement (Long, 1992; Maske et al., 2003; Xie
& Shaumann, 1998). Conditions such as em-
ployment in a large research institution or hold-
ing a full-time tenure-track position create cu-
mulative positive career effects, including the
strong scientific productivity that promotes ad-
vancement. For example, according to a study
by Long (2001), female doctoral-level scientists
are less likely than their male counterparts to
work full-time in the sciences (including social
and behavioral sciences) and engineering, with
negative implications for women’s scientific
productivity and career advancement. Other
studies found that women are also more likely
than men to work in smaller teaching institu-
tions where research activities are less valued
and supported (Nakhaie, 2002), and to be un-
derrepresented at more prestigious research uni-
versities (Brennan, 1996) where scientific pro-
ductivity is expected and supported. The impor-
tance of institution type is underscored by a
study of faculty members 5 years before and 5
years after moving to a different-size university.
This study found that the publication rate of
individuals who moved to small universities
decreased, while the publication rate of individ-
uals who transferred to larger institutions in-
creased (Allison & Long, 1990). Women’s
overrepresentation in the less publication-
supportive institutions could be both the effect
of past weak scientific productivity as well the
cause of future reduced scientific productivity.

Rank is also an important factor in produc-
tivity. For both women and men, academic rank
and scientific productivity are related. Full pro-
fessors are more productive than associate pro-
fessors who, in turn, usually publish more than
assistant professors (Long, 2001; Noordenbos,
1992). Lee and Bozeman (2005) speculated that
higher rank creates networks and resources, all
of which favor scientific productivity, thus gen-
erating a cumulative positive effect. Accord-
ingly, women’s overrepresentation in the lower
faculty ranks may be both the effect of past
weak scientific productivity as well the cause of
future reduced scientific productivity. One lim-
itation of many early studies of women’s and
men’s scientific productivity is the lack of con-
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sideration for factors such as academic rank or
institution type.

Recent studies documenting a publication
productivity gap focused on either disciplines
(i.e., emergency medicine, Li et al., 2007; eco-
nomics, Maske & colleagues, 2003; material
sciences, Mauledn & Bordons, 2006) or cohorts
(i.e., American Economics Association mem-
bers in 1989, Maske & colleagues, 2003) with a
small proportion of female doctorates. Findings
from such studies may not be generalizable to
disciplines such as psychology, which for de-
cades have produced a majority of female doc-
torates. Most studies of publication productivity
have been conducted in English-language coun-
tries, like the United States and Canada, with
similar cultural and academic structures. Given
the well-documented role of cultural and insti-
tutional factors in women’s participation and
success in academia, it is critical to examine
women’s academic productivity and advance-
ment across a wide range of cultural, social, and
academic contexts.

The present study examined questions of fe-
male publication productivity and career ad-
vancement in academic psychology in Italy. We
chose psychology because it is a discipline that
has had for decades a female majority among its
doctorates. In Italy, the first two departments of
psychology opened in 1970. In 2004, 85% of
Italian University psychology degrees went to
women (ltalian Institute of Statistics, 2004). In
the same spirit, we selected Italy as a case study
country because, in Europe, it ranks highly with
regard to representation of women among uni-
versity faculty, with women constituting 16% of
the full professors and 31% of the associate
professors in 2004 (European Commission,
2006). Italian women’s employment success is
supported by strong parental policies and na-
tional health care. For example, Italian women
have 5 months of paid maternity leave. Either
the mother or father may take a total of 10
months parental leave until the child’s ninth
birthday. In order to encourage fathers to apply
for leave, fathers can be granted an extra month
if they have applied for 3 months’ leave. Inci-
dentally, Italy’s birthrate is among the lowest in
the world. At the same time, Italy ranks low
among industrialized countries with regard to
female labor force participation, with only 52%
of women in the labor force in 2010 (Haus-
mann, Tyson, & Zahidi, 2010). Italy’s tenure

system is also different from the tenure system
dominant in, for example, the United States or
Canada. In Iltaly, faculty are tenured starting at
the rank of assistant professor. A tenured posi-
tion at each rank is achieved after an evaluation
of the candidate’s scientific publication record
during the 3 years preceding the evaluation. In
Italy, one can be a tenured assistant professor
for the duration of one’s career. This means that
in Italy, the pressure to publish typically asso-
ciated with being untenured is distributed across
ranks from the predoctoral and immediate post-
doctoral stage through the full professor stage.
It also means that tenure pressure is less likely
to coincide, for women, with their last decade of
fertility years, as is the case in the United States.
This is important considering some evidence
that productivity and career advancement tend
to be lower for women with children (Fox,
2005; Rothausen-Vange, Marler, & Wright,
2005; Stack, 2004; Xie & Shauman, 2003).

Building on theory and previous findings, the
current study aimed to answer the following
questions: What is the representation of Italian
female psychology academics across faculty
ranks, including high administrative posts? Is
the scientific productivity of Italian female psy-
chology academics different from that of their
male peers with regard to outcomes such as
number and kind of publications? Are rank,
department size, and tenure associated with
publication productivity?

Method
Participants

This study focused on the 250 (49%) women
and 261 (51%) men who were psychology pro-
fessors in Italian universities in 2004. Their
distribution by rank was as follows: 171 assis-
tant professors, 160 associate professors, and
180 full professors.

Procedure

University professors were identified based
on their being listed in the Italian Ministry of
Education, University and Research [Ministero
dell’Istruzione, dell” Universita’ e della Ricerca
(MIUR)] website (www.miur.it). The MIUR
website indicated their full name, rank, and
department affiliation. To measure scientific
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productivity, we consulted PsycINFO, a data-
base of the American Psychological Associa-
tion (APA). We chose PsycINFO because it
indexes all major peer-reviewed journal articles,
book chapters, and books from Italian and in-
ternational departments of psychology and re-
lated-fields. The same APA database has been
used by a prior European study (Maass & Ca-
sotti, 2000) as well as by a recent study of
academic psychologists’ scientific productivity
in the United States (Joy, 2006).

We examined faculty publications dated be-
tween 1998 and 2004—a 7-year range. We
recorded each individual’s total number of pub-
lications. We also kept track of a) publication
nationality (domestic/ltalian vs. international);
b) publication type (journal article, book, or
book chapter; and c) publication authorship or-
der (first author or not).

Department size was calculated based on the
number of full-time faculty, excluding single-
year, adjunct professors. When applied to fac-
ulty data for 2004, this criterion generated the
following department size breakdown of the 11
Italian psychology departments: three large de-
partments (Padova, Roma, and Torino) with a
total of 275 faculty (54% of 511); four medium
departments (Milano Bicocca, Firenze, Bolo-
gna, and Milano Sacro Cuore) with 155 faculty
(30% of 511); and four small departments (Na-
poli, Chieti, Trieste, Milano S. Raffaele)
with 81 faculty (16% of 511).

D’AMICO, VERMIGLI, AND CANETTO

Results

Women’s Advancement Within Academic
Psychology

In 2004, women represented 67% of assistant
professors, 49% of associate professors, and
37% of full professors in Italian Psychology
Departments. As illustrated in Table 1, the dis-
tributions of women and men by rank were
significantly different (x> = 31.28, p = .001),
with the significant difference registered at both
the assistant and the full-professor levels. With
regard to tenure, there were 258 (138 women
and 120 men) untenured and 253 (122 women
and 131 men) tenured faculty in psychology
departments. There were significantly fewer fe-
male tenured full professors than male tenured
full professors (33 and 76, respectively); how-
ever, the reverse was true for tenured assistant
professors (55 and 22, respectively) (x? = 37.32
p = .001). There was equal representation of
women (N = 34, 49%) and men (N = 33, 51%)
among the tenured associate professors. Of 11
department chairpersons, four were women.
Women also represented about one-half (N =
18) of the 30 psychology program directors. As
shown in Table 1, tenured women were less
numerous than tenured men in both medium
and large departments, whereas the reverse was
true in small departments, although the differ-
ence was not statistically significant.

Table 1
Distribution of Female and Male Faculty by Rank and Department Size
Assistant Associate Full Total
(n = 171) (n = 160) (n = 180) (n = 511)
Professor rank T U T U T U T U
Small department
Female 7 7 4 6 4 7 15 20
Male 1 6 0 20 10 8 11 34
Medium department
Female 17 21 5 23 8 9 30 53
Male 9 11 7 15 20 11 36 37
Large department
Female 31 31 25 16 21 18 7 65
Male 12 18 26 13 46 18 84 49
Total
Female 55 59 34 45 33 34 122 138
Male 22 35 33 48 76 37 131 120

Note. T = Tenured; U = Untenured.
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Women’s and Men’s Scientific Productivity

We first examined the number of publications
produced between 1998 and 2004 by the 511
individuals who were university faculty in
2004. Women’s and men’s publication produc-
tivities were more similar than different when
publication output was examined in clusters. An
equal proportion (31%) of female and male
faculty did not publish during the selected time.
Among those who did publish (N = 354),
44% of women and 38% of men had between
one and 10 publications, and 7% of female
and 9% of male professors had 11 to 35
publications. However, more men than
women (7 men and 1 woman) had more
than 35 publications.

Overall, women had fewer publications than
men (approximately 4 vs. 6, respectively),
F = 6.51, p = .01 when a one-way ANOVA
was performed. However, a 2 X 3 (Sex of
Faculty by Rank) factorial ANOVA on total
publications revealed no significant main effect
of sex of faculty, whereas a main effect of rank
was detected, F(2, 510) = 8.66, p = .001, 1> =
.033, with full professors having more publica-
tions than associate and assistant professors (see
Table 2). Similarly, women were less likely to

publish than men when journals, F = 5.41, p =
.02, and books, F = 5.53, p = .02, were con-
sidered separately, but sex of faculty was not
significant when rank was included in a two-
way ANOVA.

When we considered publication nationality
(domestic/ltalian or international), a one-way
ANOVA showed that women and men were
equally as likely to publish in domestic outlets.
However, men had a significantly stronger pres-
ence in international venues, F = 8.43, p =
.004. However, when a 2 X 3 (Sex of Faculty
by Rank) factorial ANOVA was performed on
each type of publication, we found that sex of
faculty was not significant, whereas a main ef-
fect of academic rank for both domestic publi-
cation, F(2, 510) = 4.46, p = .012, n? = .017,
and international publication, F(2, 510) = 8.66,
p = .001, n?> = .033, were detected. Using
Bonferroni’s adjusted alpha levels, full profes-
sors were shown to have published more than
assistant professors but not more than associate
professors in domestic outlets. Full professors
also published more than both assistant and
associate professors in international outlets. No
significant interaction of academic rank with
sex of faculty was found.

Table 2
Women’s and Men’s Publication Type by Rank
Assistant Associate Full Total
Professor (n = 171) (n = 160) (n = 180) (n = 511)
rank M (SD) M (SD) M (SD) M (SD)
Acrticles
Female 2.83(3.82) 3.05 (3.96) 6.11 (7.77) 3.70 (5.28)
Male 3.50 (5.40) 4.18 (6.05) 6.59 (10.13) 5.11 (8.14)
Total 3.06 (4.42) 3.60 (5.10) 6.41 (9.33) 4.39 (6.87)
Books
Female 0.11 (0.37) 0.25 (0.64) 0.41 (0.97) 0.23 (0.76)
Male 0.58 (2.88) 0.23 (0.51) 0.63 (1.45) 0.50 (1.73)
Total 0.27 (1.72) 0.24 (0.58) 0.55 (1.30) 0.36 (1.31)
Domestic
Female 0.97 (1.75) 1.02 (1.80) 1.87 (2.45) 1.17 (1.97)
Male 0.88 (1.30) 1.25 (2.03) 1.26 (2.21) 1.21 (1.99)
Total 0.94 (1.61) 1.13 (1.91) 1.48 (2.31) 1.19 (1.98)
International
Female 1.96 (2.95) 2.27 (3.37) 4.64 (7.69) 2.72 (4.79)
Male 3.20 (7.45) 3.17 (5.39) 5.96 (9.85) 4.44 (8.23)
Total 2.39 (5.00) 2.71 (4.48) 5.48 (9.13) 3.56 (6.75)
Total
Female 2.93 (3.93) 3.30 (1.19) 6.51 (8.00) 3.93 (5.48)
Male 4.08 (7.82) 4.41 (6.25) 7.22 (10.83) 5.61 (9.03)
Total 3.33(5.58) 3.84 (5.31) 6.97 (9.88) 4.75 (7.48)
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With regard to authorship, when rank was
considered in a two-way factorial ANOVA, a
main effect of sex of faculty was detected only
in the case of international articles (women,
M = 1.08; men, M = 1.61; F(2, 510) = 4.36
p = .04, n? = .009) with female faculty having,
on average, fewer first-author international arti-
cles than male faculty, whereas women and men
did not differ with regard to authorship in the
other type of publications. On the contrary,
when rank was considered, a statistically signif-
icant difference in authorship was detected only
in the case of publications in English. Specifi-
cally, assistant professors published fewer inter-
national articles as first authors (M = .96) than
full professors (M = 1.83), F(2, 510) = 3.01,
p = .05, m? = .012. Full professors published
more books in English as first authors (M = .35)
than either associate professors (M = .09) or
assistant professors (M = .13), F(2, 510) = 4.25
p = .02, 12 = .017.

Finally, we found that department size was
associated with faculty publication productivity.
A one-way ANOVA revealed that professors in
small departments had higher publication pro-
ductivity than their colleagues in both medium
and large departments, F(5, 510) = 3.34, p =
.04. However, in a 2 X 3 (Sex of Faculty by
Department Size) factorial ANOVA, the effect
of department size was statistically significant
only for international publications, F(2,
510) = 4.35, p = .01, n> = .017. Faculty in
small departments had more international pub-
lications than faculty in medium and large de-
partments but similar domestic publications. No
significant interaction of department size by sex
of faculty was found (see Table 3).

To follow up on these findings, we performed
additional exploratory analyses. To explore
whether untenured faculty had more publica-
tions than tenured faculty, given the importance
of publications for tenure, a 2 (Sex of Fac-
ulty) X 3 (Rank) X 2 (Tenure) ANOVA was
conducted. A main effect for tenure was found,
F(5, 510) = 5.81, p = .001, n? = .055, with
untenured faculty publishing more than tenured
faculty across ranks. Bonferroni’s post-hoc
pairwise comparisons clarified this effect: non-
tenured full professors had the highest publica-
tion output, relative to other faculty, excluding
tenured full professors (See Table 4). No main
effect of sex of faculty was detected.

Table 3
Women’s and Men’s Domestic and International
Publications by Department Size

Domestic  International Total

Publication type M (SD) M (SD) M (SD)
Small department

Female 57(1.4) 4.0 (9.0) 4.5(8.9)

Male 1.2(2.1) 7.1(10.2) 8.3(10.5)

Total .92 (1.8) 5.7 (9.8) 6.7 (10.0)
Medium department

Female 1.5(2.3) 25(3.8) 4.0 (5.0)

Male 1.1(2.24) 43(9.9 5.5(11.2)

Total 1.3(2.2) 3.4(7.3) 4.7 (8.5)
Large department

Female 1.2 (2.0) 25(3.7) 3.7 (4.6)

Male 1.2 (1.8) 3.6 (6.1) 4.8(6.7)

Total 1.2(1.8) 3.0 (5.0 4.2 (5.7)

Finally, we conducted a multiple regression
(stepwise method) to identify the variables as-
sociated with publication productivity, among
them sex of faculty, academic rank, and depart-
ment size. We found that rank was the best
predictor of productivity, accounting for 20% of
the variance (R squared = 0.051; Adjusted R
square = 0.047, 3 = .201,t = 4.63, p = .001).
The second most important variable was depart-
ment size, explaining 10% of the variance (B =
100, t = 2.31, p = .02, F(2, 508) = 13.66, p =
.001). Sex of faculty was not a predictor of
publication productivity.

Discussion

In this study, we focused on questions of
scientific publication productivity and career
advancement of women and men in academia.
In the spirit of positive psychology, we targeted
what appears a model case for women’s career
advancement, psychology faculty in Italy—
psychology, because it is a discipline with a
strong and consistent record of female doctoral
graduates, and Italy because it is a country with
one of the highest female faculty presence
among European universities. We asked ques-
tions about female publication productivity be-
cause, for a long time, women’s underrepresen-
tation at the top ranks of academia has been
assumed to be related to their weaker scientific
performance.

Our findings about publication productivity
are consistent with those of previous studies
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Table 4
Women’s and Men’s Publications by Rank
and Tenure

Professor Assistant Associate Full
rank M (SD) M (SD) M (SD)
Tenured
Female 2.11 (3.04) 2.52 (3.34) 4.88 (5.19)
Male 4.59 (12.14) 2.57 (4.71) 6.64 (9.81)
Total 2.81(6.97) 2.55 (4.04) 6.11 (8.69)
Untenured
Female 3.73 (4.60) 3.71 (4.58) 8.00 (9.61)
Male 3.94 (4.06) 5.35 (6.59) 8.70 (12.79)
Total 3.80 (4.38) 4.55 (5.73) 8.36 (11.30)

(see Kite et al., 2001, for a review of United
States’ studies). For example, in line with past
studies, we found that female faculty had lower
(in this study, about one third lower) overall
publication rates than their male peers, espe-
cially as senior authors. However, in this study
as in previous ones, there was variability in
women’s and men’s scientific productivity de-
pending on the productivity index used. Specif-
ically, in this study, women and men did not
differ with regard to number of domestic pub-
lications, confirming a trend reported for India
by Lemoine (1992), and for Italy by D’Amico
and Di Giovanni (2000). Similarly, past studies
have found that, although men tend to publish
more articles overall, women publish higher
citation articles (Long, 1992) and in higher-
impact journals (Maulebn & Bordons, 2006).
In this study, female-male differences in sci-
entific publications disappeared when academic
rank was considered—a finding consistent with
publication trends by United States’ academic
psychologists (Joy, 2006) as well as publication
trends by Spanish material scientists (Mauledn
& Bordons, 2006). Thus, it appears that rank is
a most influential factor in publication produc-
tivity. In the current study, the absence of a
significant interaction between rank and sex of
faculty indicates that, at each rank, women pub-
lished at the same rate as men—a trend con-
firmed also by the absence of an interaction
effect between tenure status and sex of faculty.
Among Italian academic psychologists, full pro-
fessors produced the greatest number of publi-
cations, especially in international venues. The
fact that in Italy tenure is not timed with pro-
motion to associate professor, but may be
achieved at any rank, including at the full-

professor rank, may add to the higher produc-
tivity of full professors. Untenured full profes-
sors in particular may keep up their publication
record in order to be eligible for tenure. Prior
studies have generated mixed findings on the
productivity of full professors (e.g., Noorden-
bos, 1992; as compared to Lee & Bozeman,
2005; or Nakhaie, 2002), with variability also
by sex of faculty (Joy, 2006). A recent study
(Joy, 2006) of United States” academic psychol-
ogists found that men publish more than women
during the pre-tenure stage but not thereafter,
while women increase their publication rates
once they attain senior status—something not
true of men. In Joy’s study (2006), a subset of
highly productive junior men who were moving
to more prestigious universities accounted for
much of the gender difference in publication
rate.

Our findings about institution type challenge
prior observations on the advantage, for publi-
cation productivity, of being affiliated with
larger, more prestigious universities. At the
same time, our findings about institution con-
firm the importance of institutional context on
productivity, with the type of effect of institu-
tional context varying depending on nationality.
Future studies are recommended to investigate
the stability, generalizability, and meaning of
this study’s scientific productivity trends, both
in Italy and elsewhere.

This study’s findings about women’s aca-
demic careers also indicate that, in psychology
and in Italy, as is the case for other disciplines
elsewhere (Kite et al., 2001), women have made
important progress in academia. In Italy,
women represent over two thirds of tenured
psychology assistant professors and one half of
tenured psychology associate professors. At the
same time, women in Italy continue to be un-
derrepresented at the higher academic ranks.
This study found that only 30% of tenured psy-
chology professors were women. In addition,
about one third of department chairs were
women whereas more than half of program di-
rectors were women. Considering that women
have earned a majority of Italian psychology
doctorates for several decades, reaching repre-
sentation across all ranks of academia at levels
commensurate with their degree-earnings ratio
has been very slow for Italian women. Although
women’s presence in Italian academic psychol-
ogy is undoubtedly strong, trends in female-
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male psychology faculty are consistent with fe-
male-male trends for faculty in general, as noted
in a recent report published by the European
Commission (2006). The report noted that in the
European Union (EU), there are fewer women
as one moves up academic ranks. In the 23 EU
countries examined in this report, only 6% of
women were full professors, in comparison to
18% of men. Similarly, a review of studies
tracking the representation of women in aca-
demia in the United States (Ceci et al., 2009)
noted that women are not well represented in
top academic positions in fields such as philos-
ophy, medicine, law, and veterinary science,
despite their being well represented among the
doctorates in those fields.

This study’s findings should be interpreted in
light of its methodological features and limita-
tions. We recorded publication productivity for
a recent, 7-year period rather than over an indi-
vidual’s career. A recent, short-term perspective
may be a better measure of women’s produc-
tivity because women have become established
in academia more recently than men, which
translates to a lower total number of publica-
tions (Xie & Shauman, 1998). At the same time,
a career perspective on female and male publi-
cation productivity would surely be informa-
tive, especially in fields where women have
reached at least parity at the rank of tenured full
professor.

We acknowledge that our short-term period
focus on productivity likely did not prevent
experience from influencing our outcome mea-
sures. Our female-male productivity gap was
probably impacted by differences in female-
male seniority status within ranks as well as the
fact that women were a minority of tenured full
professors. Full professors usually publish
more. This is typically a result of full profes-
sors’ greater involvement in networks known to
promote publications, including national and in-
ternational scientific academies. Full professors
are also more likely to have resources, such as
labs, research assistants, and collaborators, all
of which contribute to making publishing easier
and more efficient (Lee & Bozeman, 2005;
Long, 1992). Finally, it is important to consider
that, in Italy, full professors are more likely to
be awarded external funding (Cornoldi et al.,
1994). According to a recent study, grants are
one of the best predictors of productivity (Lee &
Bozeman, 2005). The fact that, in our study,

female full professors did not differ from male
full professors in terms of publication produc-
tivity is a testimony to women’s accomplish-
ments as recent newcomers to the highest aca-
demic ranks. To conclude, interpretation of our
findings is limited by the fact that we did not
have access to information known to affect pub-
lications, including seniority, grant funding,
number and kind of courses taught, and area of
specialization. Given the variability of findings
on female productivity depending on the mea-
sures used, future studies would benefit from a
broader range of productivity outcomes, includ-
ing journal impact and citation rates.

Finally, we wish to highlight a unique feature
and strength of our study: its national sample.
This feature brought breadth and comprehen-
siveness to our analysis. By contrast, as noted
by Long and Fox (1995), many studies of pro-
ductivity and academic advancement are based
on non-representative, elite university samples.

To conclude, female and male patterns of
scientific publication and academic advance-
ment are still a puzzle (Cole & Zuckerman,
1984), both in terms of measurement and expla-
nation issues. It is unclear what may be the best
measures of productivity (Bell & Gordon, 1999;
Ceci et al., 2009) as well as the best predictors
of productivity (Long & Fox, 1995; Prpic,
2002). There is also debate on the relationship
and the directionality of influence between pro-
ductivity and academic advancement (Long &
Fox, 1995; Schulze, Warning, & Wiermann,
2008; Winkler, 2000). Gender biases in the re-
view processes associated with publishing as
well as with academic advancement have been
documented (Jiménez-Rodrigo, Martinez-
Morante, Garcia-Calvente, & Alvarez-Dardet,
2008; Wenneras & Wold, 2000; Wold &
Wenneras, 1997). Against this background, our
findings for academic psychology in Italy con-
firm trends observed among other disciplines
and in other countries that women’s scientific
productivity is growing in parallel with wom-
en’s representation in academia. At the same
time, this study’s findings, together with those
of other studies (Kulis, Sicotte, & Collins,
2002), also suggest that it takes a long time for
a strong and steady female doctoral pipeline and
strong female scientific productivity to influ-
ence the representation of women in academia,
especially at its top ranks.
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training, tacit knowledge

There is a shared anxiety that underlies the
literature on change in higher education in the
United States, one that goes beyond specific
conceptual or empirical permutations; the con-
cern is that despite extensive research—and
many calls for reform—there is no consensus as
to the capacity of institutions to effect meaning-
ful organizational change. Hearn (1996) asserts
that desire for change is as prevalent on univer-
sity campuses as is resistance to it, yet attempts
at reform often fail because administrators are
often averse to change because they are un-
aware of the rich vein of scholarship on the
theory and practice of change in higher educa-
tion. Tierney (2000) warns that universities and
colleges are often viewed as ineffective organi-
zations precisely because they are seen as un-
able or unwilling to change: On the 15 cam-
puses he studied, more reform initiatives failed
than succeeded. Kezar and Eckel (2000, pp.
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295-296) claim that sustained and transforma-
tive change “is unfamiliar to most higher edu-
cational institutions,” where most adjustments
are additive, reactive, incremental, or growth
based.

Drawing on the two authors’ experience—
both are academic administrators who designed
and instituted the program discussed—the paper
presents perspectives on diversity and organiza-
tional change that practitioners and scholars
alike may find useful. It demonstrates how sus-
tained, positive changes emerged from a racial
incident that triggered institutional and commu-
nity action. It offers an analytical method to
assess the complex dynamics that can develop
when a crisis occurs, and by focusing on the
resultant changes made in the arena of faculty
diversity, it also offers practical, best-practice
advice about a specific intervention in faculty
recruitment. This work also contributes to the
dialogue among diversity scholars about the
degree to which transformative change occurs
when an organization experiences what Wil-
liams (2008) terms a “diversity crisis” or what
Davidson and Proudford (2008) define as “ex-
ternal shocks . .. events and actions that upset
the status quo . . . loosen long held assumptions
and beliefs and open people to new data, to
rethinking assumptions” (p. 266).
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The paper is organized into two parts. Part
One offers a descriptive analysis of an inci-
dent at a research university that, for the
purposes of this paper, we will call “Caliber.”
Among the analytical tools used is an adap-
tation of critical incident technique (Flana-
gan, 1954), which offers the well-grounded
practitioner a systematic way to decode com-
plex organizational conflicts, processes, or
values (Angelides, 2001; Butterfield, Borgen,
Amundson, & Maglio, 2005; Davis, 2006;
Hettlage & Steinlin, 2006; Jaakson, 2006;
MacFarlane, 2003; Radford, 2006; Urquhart
et al., 2003). This method is especially salient
because it has often been used to describe and
understand the meanings that people attach to
significant events in organizational life (Kain,
2004).

Having situated the campus crisis within its
broader institutional context, Part Two exam-
ines an initiative that resulted from the critical
incident. It begins with a description of the steps
taken by the first author to improve Caliber’s
capacity to recruit diverse faculty. This work
led to the development of a faculty search com-
mittee tutorial. We will then discuss what we
learned and how the project fit within other
transformational initiatives at Caliber. The lit-
erature on transformational organizational
change (Eckel, Hill, & Green, 1998; Hearn,
1996; Kashner, 1990; Keup, Walker, Astin, &
Lindholm, 2001; Kezar & Eckel, 2000, 2002;
Lueddeke, 1999; Swenk, 1999) and on diversity
change strategies (Barcel6, Dickson, Fraser, &
O’Rourke, 2007; Brown-Glaude, 2009; David-
son & Proudford, 2008; Maher & Tetreault,
2006; Smith, Turner, Osei-Kofi, & Richards,
2004; Sturm, 2006; Wasserman, Gallegos, &
Ferdman, 2008; Williams, 2008; Williams &
Clowney, 2007) provide guidance. Finally, we
offer practical knowledge (Van de Ven, 2007)
that may be useful to other universities that are
engaged in faculty diversity initiatives, espe-
cially those focused on best practices for train-
ing search committees.

Part One
Critical Incident Technique

Critical Incident Technique (CIT) was de-
veloped by industrial psychologist John
Flanagan in the 1940s (1954). In its original

formulation, a critical incident was a signifi-
cant event, activity, or situation that could be
systematically described, observed, or elic-
ited retrospectively and through which perfor-
mance-related behaviors could be categorized
and interpreted. In his work with Air Force
pilots, Flanagan argued that the critical nature
of a performance-related error could be mea-
sured by whether it evoked behaviors that
were oriented to solving a practical problem,
such as technical malfunctions or resolving a
conflict, resulting from deeper systemic is-
sues. In this usage, CIT was a behaviorally
driven task-analysis method with the critical
incident as the unit of analysis. The focus on
problem solving when there were surprising
or non-routine events was a keen insight. It
allowed researchers to map the content do-
mains of effective and ineffective responses
and outcomes, and produced a heightened
awareness in participants of the tasks, rou-
tines, norms, and expectations inherent in
their work (Butterfield et al., 2005; Chell,
1998; Clamp, Gough, & Land, 2004; Fivars &
Fitzpatrick, 2001).

A review of the literature suggests that cur-
riculum and learning are the topical areas in
research on higher education where CIT has
taken root, seemingly more so in Europe than
the United States (Cain, 1981; Douglas, Mc-
Clelland & Davies, 2008; Oaklief, 1976; Tige-
laar, Dolmans, Wolfhagen, & van der Vleuten,
2004; Urquhart et al., 2003). CIT methodology
has been used to understand how firms respond
to and initiate change and to the related field of
organizational learning (Chell, 2004; Cope &
Watts, 2000; Davis, 2006; Easterby-Smith &
Lyles, 2005; Kaulio, 2003; Lines, 2005; Mallak,
Lyth, Olson, Ulshafer, & Sardone, 2003). It is
surprising that CIT is not more broadly used in
higher education to understand critical diversity
incidents; one could argue that such incidents
initiate the problem solving that leads to change
(whether positive or negative), to learning at the
individual or organizational levels, or to both.
For our purposes, we adapted the technique to a
narrative form based on the four CIT questions
posed by Davis (2006): (1) What events led up
to the critical incident? 2) Who were the focal
agents and what were their actions? 3) What
were the outcomes of the critical incident? and
4) What are possible future implications?
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Caliber University

Until the 1960s and 1970s, most institutions
in the southern United States—and many in the
north—were segregated by race. Some, like
Caliber, also excluded women. Most, including
Caliber, now have a stated commitment to both
student and faculty diversity (Brown, 1999;
Smith et al., 2004; Williams & Clowney, 2007).

Caliber did not admit African-American men to
the undergraduate program until the late 1950s, or
women (except to the School of Nursing) until
1970. Although the racial and gender desegrega-
tion of the student body grew slowly—and ini-
tially with much resistance—today, Caliber has
made significant strides with student diversity in
general, and, when compared to its peers, to a
remarkable degree with African-American stu-
dents. Faculty racial and gender demographics,
however, tell a different story.

Caliber’s faculty desegregated in the early
1970s when a few African-American, Hispanic,
and Asian-American faculty members were
hired. But this shift, even accompanied by in-
stitutional and individual efforts over the next
three decades, resulted in what can best be
called a state of slow, almost stalled growth for
African Americans and Hispanics, minimal
growth for Asian Americans, and small gains
for women. It is no great consolation that Cal-
iber’s pattern of being demographically mired
when it comes to faculty does not differ signif-
icantly from that of other universities across the
country (Maher & Tetreault, 2006; Moreno,
Smith, Clayton-Pederson, Parker, & Teraguchi,
2006; Trower & Chiatt, 2002).

The Critical Incident

Just prior to Student Council elections in Feb-
ruary 2003, an African-American candidate for
president of the Student Council reported that she
had been violently attacked on campus. According
to a newspaper account, “[the student] was leaning
into her car when someone grabbed her by the hair
and slammed her head against the steering wheel.”
The student reported that her assailant told her,
“No one wants a nigger to be president.” She also
reported having received several threatening
phone calls before the night of the attack. Her
attacker was never found.

Students galvanized in support and, joined by
faculty and staff, called for the administration to

act decisively to deter discrimination and intol-
erance. Many said that Caliber had failed to
create a community where ethnically and ra-
cially diverse group members could feel safe
and welcome. Others felt that the overall racial
climate was a good one and that the attack had
been an isolated incident. They cautioned
against adopting diversity requirements or cre-
ating an environment where debate was stymied
by what they termed “political correctness.”
Still others believed that the incident was trig-
gered by the increasingly active and visible
presence of African-American students in stu-
dent leadership positions. They called for ad-
ministrative action, claiming that in matters per-
taining to diversity, there was an atmosphere of
apathy and veiled racism. Externally, there was
intense state and national media attention, and
internally, there was concern that undergraduate
applications from students of color would de-
cline.

Students dispersed for Spring Break soon af-
ter the incident. They returned to an open letter
from the president that acknowledged the need
for individual and collective reflection and for
significant organizational change.

Students are typically seen as catalysts for
change, but not as contributors to sustained insti-
tutional action (Walters, 2007). At Caliber, how-
ever, students were a pivotal force both in the
initial outrage over the attack and the ongoing
push for change and accountability. Together with
faculty and staff, they pressured the president, the
Board of Trustees, and senior administrators to
effect dramatic and far-reaching organizational
change. This required strategies that would over-
come cynicism, draw on the moral energy perme-
ating the campus, and connect individual and or-
ganizational actions.

Analytical domains and the languages of
diversity. In the aftermath of the critical in-
cident, diversity became an omnibus term en-
compassing many issues; so, too, did ideas and
proposals for how to create a more inclusive
campus. Race and ethnicity were the primary
categories discussed, but sexuality and gender
also emerged in broader discussions. Parents,
especially those of African-American students,
raised safety concerns: They wanted assurances
not only that their children were welcome and
included in the full scope of university life, but
also that the university had systems in place not
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only to identify incidents of bias, but to mitigate
or prevent them as well.

One of the primary topics for discussion was
how the university could encourage students to
learn about diversity and become self-aware in
this area. In terms of faculty, discussion cen-
tered on current demographics and how a more
diverse faculty could be recruited and retained.
These improvements, it was argued, would not
only enhance institutional excellence but also
provide all students with role models from
many points along the spectrum of race, gender,
and sexuality. In the past, going from aspira-
tions to practical and effective efforts to recruit
diverse faculty had often been difficult at Cali-
ber University. During these university-wide
discussions, there was a sense of hope of new
beginnings, as well as apprehension that noth-
ing would change.

Immediate outcomes and implications.
Shortly after the critical incident, Caliber’s
Board of Trustees created a Special Committee
on Diversity and directed the president to ap-
point a university-wide commission on gender
and race. Students, faculty, parents, alumni,
staff, and members of the local community
served on commission subcommittees. The
commission interviewed stakeholders, collected
institutional data, reviewed past reports, and
conducted town hall meetings.

The most visible and immediate outcome of the
commission’s work was a document released in
September 2004 (19 months after the critical in-
cident) with a report on diversity at the university
and a set of recommendations from each subcom-
mittee. The president assigned each recommenda-
tion to the relevant vice president with timelines
for completion. The full report and all timelines
were posted on the university’s website. The re-
port highlighted the need for systemic, university-
wide initiatives to improve the recruitment of un-
derrepresented faculty. The Board of Trustees, the
president, and the provost concurred with the
commission’s findings and identified faculty di-
versity and new recruitment methods as among
the top priorities.

The report also incorporated faculty diversity
as a critical function of the Provost’s office. The
Board of Trustees voted to allocate funding to
implement the commission’s recommendations,
including major funding for faculty recruitment.

The trajectory from crisis to introspection to
report and metric-driven outcomes was an in-

stance in the institution’s history where “acci-
dental and purposive change” coincided. As
Dill and Friedman (1979) point out in a still
instructive article on innovation and change in
higher education, “typing a change process as
purposive suggests that alterations in organiza-
tional relationships are both rationally planned
and determined. Any process of organizational
change can be either purposive or accidental, or
can have components of both” (p. 413). Cali-
ber’s process mapped quite closely to the initial
phases Williams (2008) delineates in his Diver-
sity Crisis Model.

Based on their own observations and on the
literature, Williams and Clowney (2007; Wil-
liams, 2008) laid out what they call the “well
choreographed process” of the diversity crisis
model, a common path that institutions take
toward diversity—a process that, the authors
argue, infrequently leads to permanent change.
Typically, this process is triggered by some type
attack or instance of discrimination linked to
race, gender, or sexuality, followed by internal
and external stakeholder response, protest, and
demand; a declaration of support for diversity; a
commission or planning group; and deliberation
and discussion, which results in a diversity plan.

According to Williams (2008), institutions that
follow this path tend to fall prey to hurried plan-
ning and largely symbolic implementation instead
of deep rooted change. He also states, however,
that if the plan includes accountability and capac-
ity building that allows people and units to iden-
tify and gain the expertise needed to enact change,
encourages vision and buy-in from all constituen-
cies, and provides resources, it may indeed lead to
transformative change. Caliber’s diversity plan
was in response to a critical racial incident and
mapped similarly to Williams’ model. Caliber,
however, did not rush to produce a plan but in-
stead sought constituent buy-in, built accountabil-
ity into their diversity plan, and committed re-
sources to ensure a more comprehensive and long-
term solution to the issues brought to light by the
critical incident.

Part Two

Working With a Change Mandate for
Faculty Diversity

Hired in the immediate aftermath of the crit-
ical incident as the Faculty Affairs Administra-



FACULTY DIVERSITY AND SEARCH COMMITTEE TRAINING 189

tor (FA-Admin) within the provost’s office, the
first author’s task was to identify faculty recruit-
ment methods likely to attract underrepresented
candidates. As outlined above, she arrived in an
environment that was poised for change. Yet
translating institutional aspirations into concrete
initiatives is a complex undertaking, especially in
an institution with Caliber’s history, geography,
and large number of stakeholders in different
roles. On the one hand, there were resources,
opportunity, high expectations, and individual and
organizational commitment, and on the other
skepticism, intense scrutiny, a history of stalled
faculty diversity efforts, and Caliber’s recent na-
tional reputation as a place where people of color
were unwelcome.

During the first months of her appointment,
the FA-Admin met with search committee
members and department chairs and addressed
faculty councils to discuss a new approach to
search committee work. She also introduced the
FA-Admin’s office as a point of connection,
services, and resources for the faculty recruit-
ment process.

Veteran proponents of diversity in higher ed-
ucation (Moody, 2004, 2007; Smith et al., 2004;
Sturm, 2006; Turner, 2000) agree that to im-
prove faculty diversity, normal procedures and
mindsets must be interrupted. For the most part,
they offer “best practice advice” on how to
conduct searches, but their work also assumes
that practice oriented shifts are predicated on
broader cultural agreements about why such
changes matter. In the wake of the critical inci-
dent at Caliber, normative patterns of faculty
recruitment were being questioned at the same
time that organizational learning about diversity
became a priority. We believe this created an
opening for new conversations about faculty
recruitment practice and knowledge and how
they could be improved to attract and recruit
underrepresented applicants. There was a strong
sense of optimism within the FA-Admin’s of-
fice that the diversity commission report, the
words and actions of the Board of Trustees,
president, faculty, students, and staff had en-
gaged the community in crafting “new agree-
ments” about institutional diversity and mission
(Rendo6n, 2005a, 2005b) that would support
Caliber’s efforts to improve faculty diversity.
At the same time, the new role of the FA-Admin
provided a central office and individual who
could “connect, coordinate, and convene peo-

ple, ideas and activities” at the “individual,
group and system” levels (Freudenberger, How-
ard, Jauregui, & Sturm, 2009, p. 263). As
Freudenberger et al. point out, effective institu-
tional diversity initiatives often depend on indi-
viduals who are located centrally, yet able to
work across the institution in the capacity of a
trusted “organizational catalyst.”

The search committee as locus of change.
There are many reasons why a focus on search
committees is central to institutional efforts to
diversify the faculty. Search committees shape
the faculty—and therefore the university—for
years to come. A recent paper by Burgan
(2005), former General Secretary of the Amer-
ican Association of University Professors, re-
vealed the close correlation between faculty hir-
ing and promotion and tenure procedures; they
share the normative framework of peer review,
in which faculty who are experts in their disci-
pline are seen as the primary arbiters of who
gains entry. Disciplinary knowledge is not suf-
ficient to the task of cultivating and recruiting a
diverse applicant pool and as Smith et al. sug-
gest, normative search processes may reproduce
practices that prematurely focus on excluding
and filtering out applicants (2004, p. 136).
Working with rather than supplanting peer re-
view necessitates finding ways to infuse diver-
sity and recruitment best practices into the
search process. For example, the University of
Michigan’s success at recruiting more women
faculty in the sciences resulted from a coordi-
nated set of strategies centered on “conceptual
and practical support” to those involved in the
recruitment process, including faculty search
committees (Sturm, 2006).

Another important reason to focus change ini-
tiatives at the faculty search committee level de-
rives from the work of Tuitt, Sagaria, & Turner
(2007) on signaling theory in the faculty hiring
process. They theorize that variables in the hiring
environment send signals to the candidate about
whether an organization is a “right fit for them.”
Change initiatives to improve the diversity exper-
tise of faculty recruitment processes multiply the
signaling effect, because they:

not only reflect the larger institutional commitment to
diversity but also serve as important signals to current
and future job applicants. Institutional core values are
projected by such processes. In other words, the way
searches are conducted conveys institutional values
and signals the institution’s commitments and interests
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.... This extends far beyond a single search and is not
confined to those candidates interviewed (Tuitt et al.,
2007, p. 525).

Signaling the university’s intention to im-
prove access and inclusion requires rigorous
assessment of the recruitment process. We
would further suggest that the process of not
only informing and supporting, but learning
from faculty involved in the search process
broadcasts the institution’s intention to increase
diversity, to both internal and external audi-
ences. Finally, diversity is a common theme in
the recent emphasis, in practitioner and schol-
arly literature, on overall best practices for the
faculty search process (Hochel & Wilson, 2007;
Moody, 2004, 2007; Smith et al., 2004; Sturm,
2006; Turner, 2000).

At Caliber, the FA-Admin sought to invest in
the recruitment process through knowledge ex-
change initiatives at the candidate cultivation
stage, throughout the search committee process,
and during the “getting to agreement stage,”
when offers are proffered. These initiatives re-
lied on three insights: (1) that faculty are con-
tinuously engaged in learning, and it would be
valuable to build on that; (2) that search com-
mittee work involves a set of skills that could be
strengthened through training (especially the
skills required to actively cultivate and recruit
underrepresented candidates), and that these
skills are somewhat different from discipline
based competencies; and (3) that there was al-
ready faculty expertise at Caliber in how to
compete for and attract diverse faculty, and that
the challenge would be to identify modes of
sharing, reflecting on, making explicit, putting
into practice, and valuing that knowledge
(Hochel & Wilson, 2007; Moody, 2004, 2007;
Smith et al., 2004; Sturm, 2006; Turner, 2000;
van der Velden, 2002).

Knowledge exchange initiatives focused on
sharing information about diversity recruitment
at different levels of the system. For instance,
questions from a first-time committee chair
about how best to conduct a confidential and
equitable search when there were internal can-
didates from underrepresented groups would be
handled by a one-on-one consultation. Informa-
tion about potential candidates who might be
either recruited in current searches or cultivated
for future openings would be passed on in a
peer-to-peer exchange of information. Discus-
sions about the challenges of and possible so-

lutions for attracting diverse candidates were
well suited to full-day workshops, where partic-
ipants worked on mock cases in groups that
could include deans, senior administrators,
staff, and/or faculty. At other times, the FA-
Admin and her Equal Opportunity Office col-
leagues jointly addressed search committees
both prior to and during searches. Workshops
and presentations to departments and deans
shifted the collective conversation away from
institutional limitations to one that spotlighted
best practices and the processes that would raise
Caliber’s profile in the marketplace, reduce bias
in evaluation of candidates, actively encourage
candidates from underrepresented groups to ap-
ply for positions, and create a welcoming envi-
ronment during campus visits. Presentations to
the Board of Trustees and the president on fac-
ulty recruitment data and discussion of the ini-
tiative’s progress and challenges also brought
these issues to the forefront of the university’s
leadership agenda.

Between 2005 and 2008, an average of ap-
proximately 110 new faculty were hired each
year at Caliber, with 500-700 faculty members
serving on search committees annually. It was
impossible, therefore, for one or two people to
meet with every search committee. An assign-
ment from the provost seemed to provide the
answer to this dilemma—and so the FA-Admin
made the development of the online faculty
search tutorial suggested by the provost an early
priority among her initiatives.

The provost had categorized errors or break-
downs in the conduct of searches as avoidable
and detrimental to the university’s ability to
recruit diverse candidates. Indeed, in the FA-
Admin’s conversations with faculty, some re-
called instances when an inappropriate com-
ment, or the failure to keep search deliberations
confidential, derailed a search or negotiations
with a highly sought-after candidate. Such
errors could be particularly damaging to recruit-
ment efforts if candidates from underrepre-
sented groups received negative signals that dis-
couraged them from applying for or accepting
positions. Additionally, misinformation about
the legal impact on faculty hiring of the U.S.
Supreme Court Grutter-Gratz student admis-
sions case had begun to surface (Selingo, 2005).
Some faculty members were under the mistaken
impression that they were legally prohibited
from actively recruiting ethnically and racially
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diverse faculty candidates. Such misconcep-
tions could stifle those inclined to cultivate
these candidates; they could also justify inac-
tion on the part of search committee members
for whom diversity was a low or nonexistent
priority. Whatever the specific concern, the
view that Caliber could get better at recruiting
underrepresented faculty by improving the
search process struck an important chord for the
provost and faculty. This is what we would refer
to as the signification or criticality dimension of
the critical incident: the aspects of the event that
have a high level of salience for participants.

An online tutorial would create a common
foundation of knowledge across the institution,
serve as a baseline introduction to best practices
for recruiting diverse faculty, and reference the
literature; it would also allow for easy access to
and dissemination and exchange of information
throughout the university.

As Smith, Wolf, and Busenberg (1996) and
Maher and Tetreault (2006) have pointed out,
there is an enduring myth within academia that
the slow progress in faculty diversity is largely
due to factors inherent in the candidates them-
selves. The virtue of the tutorial, beyond the
objective of improving search procedures, is
that it focuses attention on developing excel-
lence internally throughout the recruitment and
search process—that is, signaling change from
within the institution rather than enumerating
deficits in the talent pool. This was a subtle but
important shift.

Drawing on local expertise.  Rather than
present off-the-shelf solutions, we assumed a
stance of learning and problem solving specific
to faculty recruitment concerns at Caliber that
would determine the tutorial’s scope and con-
tent. An early cue about the culture at Caliber
provided insight into the wisdom of this ap-
proach: Whether a particular practice had
proved effective at institutions such as UCLA or
Duke seemed to carry little weight at Caliber;
such comparisons, we realized, could impede
our progress. This perspective has been de-
scribed as the “not invented here” phenomenon
in studies of why people in organizations may
resist adopting new ideas, processes, or tech-
niques (Hayes & Clark, 1985).

A similar situation occurred at the University
of Michigan, where project leaders on the Na-
tional Science Foundation ADVANCE grant (to
advance the status of women academics in sci-

ence, math, information technology, and engi-
neering) discovered that information about
gender bias was more readily received when
scholars from within the institution addressed
their colleagues; who delivered knowledge was
as important as its content or validity (Sturm,
2006, p. 289). Whether this bias represents a
preference for locally derived knowledge or
simply its delivery by esteemed insiders, it is
important to recognize the situated nature of
knowledge and its production, and how the in-
stitution prefers that it be disseminated. We
decided, therefore, to use interviews to discern
the best practices for recruitment of underrep-
resented faculty currently or recently in use at
Caliber (Glaser & Strauss, 1967).

We identified local experts and, using “snow-
ball sampling” (Miles & Huberman, 1994),
asked them what had helped them recruit un-
derrepresented faculty. With snowball sam-
pling, an internal expert provides information
and is then asked to generate a list of others who
participate in or have knowledge on the subject.
The individuals so identified are interviewed
and also asked to name other experts. This
process works well when little is known about
the population being studied or about a specific
feature of the relevant social environment (Ber-
nard, 2000; Browne, 2005; Miles & Huberman,
1994). Of those identified, 15 campus faculty
“experts” who had served on a total of about
150 search committees were interviewed by ei-
ther the FA-Admin or a graduate intern.

Against the backdrop of the critical incident
and commission recommendations, we asked
interviewees to reflect on the reasons for their
success and solicited their advice as to the tu-
torial’s content. This format allowed other is-
sues, whether deemed important by the inter-
viewees or not, to emerge. Content analysis of
these interviews yielded a series of overlapping
themes that provided guideposts for developing
the tutorial.

Somewhat surprisingly, interviewees rarely
referred to themselves as experts or what they
knew as constituting expertise. This was not so
much a marker of modesty, we concluded, as
evidence that some aspects of expertise in re-
cruiting may well be experienced as implicit,
rather than explicit, skills and practices. Such
elements as sound judgment, knowledge based
on previous experience in hiring underrepre-
sented faculty, savvy, personal beliefs, intro-
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spection, intuition, and perseverance fit the con-
cept of tacit knowledge variously described in a
range of disciplines (Gerholm, 1990; Lam,
2000; Lave & Wenger, 1991; Schon, 1983,
1987; Sternberg et al., 2000). When asked to
elaborate on what they meant by “knowing
how,” interviewees reflected on specific skills,
actions, and problem-solving approaches that
they used and offered advice on what the uni-
versity could do better organizationally and
what the FA-Admin needed to implement. In
this sense, to use Schon’s terminology (1983),
they reflected on practice even as they described
the broader gestalt that had led to their success-
ful efforts in recruiting diverse faculty.

We determined that the “know-how” ability
of these experts helped them hire underrepre-
sented faculty even when, in their view, the
university’s level of support or recognition for
their efforts was less than optimal and the odds
were stacked against success. They were able to
uncover organizational possibilities, while
keeping a clear eye on the challenges and lim-
itations—in other words—these experts be-
lieved in the art of the possible.

Interviewees described Caliber’s culture as
an informal, entrepreneurial, flying-under-the-
radar environment where individuals could
launch relatively successful work without being
blocked by formal rules or structures, although
some regretted the absence of institutional sup-
port. Caliber’s organizational style, they be-
lieved, allowed faculty to use their expertise to
identify and encourage underrepresented fac-
ulty to apply for positions and to present them
as strong, viable candidates to their colleagues.
On the negative side, although these experts
worked on behalf of institutional diversity, their
expertise and know-how received only lacklus-
ter support from the institution; there was seem-
ingly little desire to disseminate (or even ac-
knowledge) that information. Some seemed to
prefer working independently and may even
have considered this necessary for success
given Caliber’s culture. Others said that the way
forward would require heightened institutional
attention to faculty diversity at all organiza-
tional levels. As one woman from the humani-
ties noted, Caliber’s leadership had to begin to
“walk the talk,” and from the sciences, one male
faculty member said, “One has to make a deci-
sion that this issue of diversity matters and pay
attention.”

Those interviewees who were most successful
in hiring diverse faculty engaged in long term
cultivation of likely candidates and encouraged
them to apply for open faculty positions. By far
the most commonly held belief was that the
successful hire of underrepresented candidates
depends largely on a good committee chair who
has excellent skills in decision making and col-
laboration, possesses political acumen, and is
able to sustain the interest of desirable candi-
dates throughout the search process. Such a
chair models good judgment and unbiased eval-
uation by subjecting unsupported claims about
candidates to scrutiny and discussion. A good
chair was also able to draw on expertise outside
the committee to ensure that diverse candidates
were recruited.

We envisaged the online tutorial as one of
many channels that would explain these ele-
ments of successful recruitment and search
practices to search committee members. It
would be a repository for successful strategies
at Caliber, and would synthesize the research
and practice literature on the subject. We bor-
rowed the toolkit metaphor from the University
of Washington” Faculty Recruitment Toolkit
(Lange & Yen, 2005) to demonstrate that when
done well, search committee work requires a
heterogeneity of skills, strategies, resources,
competencies, and people; the tutorial, there-
fore, was but a single tool.

Tutorial implementation.  The main goals
of the tutorial were to (1) highlight the necessity
for and various ways of recruiting underrepre-
sented candidates before, during, and after the
search process; (2) dispel misunderstandings
about legalities of recruiting these candidates;
(3) encourage individual and committee discus-
sion of the negative effects of evaluation that is
based on gender, race, or ethnicity and provide
strategies to counter it; and (4) demonstrate that
successful searches require skills and compe-
tencies, but also attention to procedural matters
that extend beyond discipline-specific knowl-
edge. The tutorial would not only refer to “what
the literature says” but also to “what colleagues
at Caliber say and do,” thus contravening the
“not invented here” response. It would draw on
evidence based best practices from scholarly
literature and organizational practice. The tuto-
rial would have to be concise, yet designed for
a faculty audience. Finally, due to costs and
feasibility factors, we decided on a technologi-
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cally straightforward design that used a mixed
format of case vignettes and forced choice ques-
tions. Each question included an introduction, a
multiple-choice test, a rationale for the correct
answer, and resources and references keyed to
each question’s topic to encourage further
study.

We tested the beta version of the online tu-
torial with faculty members who had served on
search committees and a group of administra-
tors. In addition we met with the Provost’s
Leadership Team, as well as deans and associ-
ate deans (the school administrators who gen-
erally have responsibility for faculty recruit-
ment) to elicit their comments and suggestions,
and shared the tutorial with several other key
leaders as well as seeking legal review and
advice from the university’s General Counsel.

Although it originated in the FA-Admin’s
office, the tutorial became a team effort that
included Information Technology, Human Re-
sources, and the Equal Opportunity Office. The
second author, who was hired as a writer, re-
searcher, and tutorial project manager, played
the main role in assembling this team. The sense
of joint commitment removed many of the bar-
riers often inherent in working across institu-
tional sectors, functional areas, and roles, and
the president, who was enthusiastic about both
the tutorial’s concept and content, urged an ag-
gressive implementation strategy. Furthermore,
the tutorial promoted the idea that each search
committee member would be expected to share
responsibility for candidate outreach and an eg-
uitable search process. At this point in the pro-
cess, the president mandated that all members
of search committees seeking tenured or tenure-
track faculty must take the tutorial prior to the
beginning of the search.

A foundation of cooperation and transpar-
ency had been established during beta testing,
and we stepped up our efforts by making pre-
sentations to the Faculty Senate and to faculty in
individual schools in which we marketed the
tutorial as, among other things, a launching pad
for discussion at the first search committee
meeting. Although there were some criticisms,
questions, and pockets of skepticism, for the most
part faculty seemed to accept it. In the majority of
literature on change initiatives, the importance of
leadership support and buy-in is emphasized
(Keup, Walker, Astin, & Lindholm, 2001; Kezar
& Eckel, 2000, 2002; Lueddeke, 1999; Williams

& Clowney, 2007); the explicit endorsement by
the president and provost proved that leadership
were committed to this initiative. Among its other
benefits, the tutorial served as evidence of leader-
ship and organizational engagement.

Our administrative assistant provided us with
a crucial understanding of the way things often
worked at Caliber, saying that administrative
assistants (the vast majority of whom are
women) were often pivotal in the faculty search
process yet were almost never included in dis-
cussions of how to improve the process. She
proposed a training session on the mechanics
and content of the tutorial for those assistants,
which proved to be critical to the tutorial’s
success. To use Thaler and Sunstein’s (2008)
language, staff members became “choice archi-
tects” who helped increase faculty participation.
They explained the procedures, encouraged fac-
ulty to take the tutorial prior to serving on a
search committee, and actively sought to in-
clude the tutorial in early planning for searches.

To date, more than 1,400 people have taken
the tutorial. Although most are faculty members
preparing to serve on tenure track searches, a
number of other units have encouraged their
members to take the tutorial for non-tenure
track and staff searches. In the voluntary and
anonymous evaluation at the end of the tutorial,
some faculty members have criticized its tone
and point of view. One person stated, “I deeply
resent the patronizing tone of these tutorials/
tests. The effort is premised on the assumption
that all faculty/staff are uninformed about and
insensitive to the world’s complexities and that
they are ethical simpletons,” and another char-
acterized the tutorial as “mindless dribble [sic].”
The preponderance of the feedback, however,
has been positive: “I am a department chair and
was pleasantly surprised that | did NOT know
all the answers! | will be better prepared now to
conduct and participate in future department
searches.” Another said, “Very nicely done—
and thank you for letting us reason our way to
the correct answers rather than perfunctorily
looking for matching text!”

Improvements in Faculty Diversity:
What We Have Learned

Has long term change—or, as Kezar and
Eckel (2000) phrase it, “culture-based” transfor-
mative change—occurred at Caliber in the area
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of faculty recruitment? There are indications
that there has been a cultural shift, but we would
not claim that it is institution wide. What we
have learned from our experience with the
search committee tutorial is that the engine for
change is located in people and what they know.
We need to respect that and take the time to see
what in their tacit knowledge leads to success in
cultivating and recruiting more diverse faculty.
Our task as administrators is to do what we can
on an organizational level to nurture these indi-
viduals and their work by using our creativity to
magnify, improve on, and transmit their exper-
tise to a steadily wider circle of colleagues.

Recently, in an offhand remark, a colleague
asked the first author if she had a sense of when
the university would complete the work of in-
creasing diversity—when, so to speak, the job
would be done. The question was startling be-
cause it seems obvious that it will require on-
going efforts to integrate diversity into the uni-
versity’s values and mission. Yet the question
was a fair one, in that there needs to be a way to
quantify improvement.

There are complex variables at play here.
That is part of the difficulty in measuring which
specific factors lead to transformative changes
in recruiting diverse faculty—it is hard to pin
down one-to-one correlations between interven-
tions, even those generally accepted in the lit-
erature as best practices, and specific recruit-
ment outcomes. The field is still in its infancy.
Critical incidents can open the path to institu-
tional inquiry, and to problem solving, around
which questions are important regarding the
relationship between recruitment outcomes and
practice interventions.

One way to assess the impact of efforts to
diversify faculty could be to look at national
availability data by discipline for members of
underrepresented groups (e.g., using the Survey

Table 1
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of Earned Doctorates) for the periods before and
after a critical incident or an intervention aimed
at increasing faculty diversity. One could then
look at increased availability by discipline to
see if that offered another plausible explanation
for the observed changes in recruitment num-
bers at a specific institution.

However, up until this point, Caliber has col-
lected recruitment numbers by school rather
than by discipline. Given data available at Cal-
iber, one measure that can be utilized is percent
change (see Table 1). Compared to the 6-year
period prior to the critical incident and resulting
demands for change (1998-2003), in the 4
years that followed (2004-2008), Caliber expe-
rienced a noteworthy increase in several cate-
gories of underrepresented faculty. Although
the percentages were small, the largest increase
was in Hispanic faculty, whose numbers had
declined in the earlier period but increased by
almost 86% in the later period. Growth was less
dramatic for African-American faculty, but still
striking; the number had increased only slightly
during the earlier period, but grew by close to
40% from 2004 to 2008. The percentage of
women also increased. The percentage of Asian
faculty grew more or less steadily throughout
the entire 10 years.

From an organizational culture perspective,
recent successes in recruiting diverse faculty
have challenged a commonplace assumption at
Caliber that African Americans, Hispanics, or
women candidates would not want to apply due
to geography or the segregated history of the
university. This awareness has helped bring
about a shift away from a passive “there is
nothing we can do” stance to a more proactive
focus on efforts that work; it is an important part
of Caliber’s change narrative.

Freudenberger et al., (2009) propose a rubric
for strategies likely to produce institutional

Percent and Percent Change of Underrepresented Groups, Tenured/Tenure Track (TTT) Faculty

Percent of total Percent of total

Percent of total Percent of total

Under-represented ~ TTT faculty TTT faculty  Percent change  TTT faculty TTT faculty  Percent change
group 1998 2003 1998-2003 2004 2008 2004-2008
Asian 4.5% 5.8% 31.7% 6.0% 7.4% 32.2%
Black 3.3% 3.4% 2.1% 3.2% 4.1% 39.1%
Hispanic 1.3% 1.1% -11.1% 1.0% 1.7% 85.7%
Women 21.2% 22.2% 6.4% 23.5% 25.9% 17.6%
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change on matters of diversity, all of which
have been or will be adopted at Caliber. The
first strategy promotes the idea of “organiza-
tional catalysts who can bring stakeholders to-
gether across hierarchical and functional posi-
tions . . . to help figure out what to do. .. and
maintain the [change] momentum” (pp. 266—
267). Caliber’s new FA-Admin position and the
online tutorial are examples of this type of
cross-domain problem solving. Other positions
have since been created at Caliber, including a
Vice President for Diversity, a university-wide
Director of Graduate Diversity, and associate
deans for diversity in a number of schools. In
addition, acting independently, students orga-
nized a Student Council diversity committee
charged with holding senior administrators ac-
countable for implementing the diversity com-
mission’s recommendations and keeping these
issues visible to the community. Finally, the
Board of Trustee’s Special Committee on Di-
versity continues to meet on a regular basis and
plays an important role in sustaining the univer-
sity’s commitment to diversity.

The second strategy in Freudenberger et al.’s
rubric is knowledge mobilization to: (1) shed
light on systemic institutional data and the qual-
itative experience of insiders; (2) identify areas
in need of improvement; and (3) employ best
practices in a relevant manner through the in-
fluence of “key decision-makers” (2009, p.
270). The information exchange initiatives in
the FA-Admin’s office are premised on this
strategy. The FA-Admin has incorporated new
tracking and assessment tools into university
routines in addition to the tutorial; these include
the collection of data on annual recruitment
from each school for presentation to the presi-
dent and Board of Trustees and as a part of each
dean’s report to the provost; annual exit surveys
to understand how and why faculty leave the
university; and a questionnaire for candidates
who were offered employment but declined.

It is important to note that the problem-
solving process, which included a highly struc-
tured commission and an appeal to the commu-
nity for greater civility and respect, drew on
conventions of rationality and goal oriented
change strategies. However, appeals to moral
values and the desire to do what was right also
spurred change. Without both, the result could
have been even more distrust, given the racial
context of the assault and the perception that

previous plans for change had been allowed to
languish.

In our search for a way to categorize the
overall change process in Caliber’s engagement
with issues of race, ethnicity, bias inclusion,
access, and equity, we found Harshbarger’s dis-
cussion of organizational commitment to be
valuable: Even in the presence of other goals
and interests, there was a shift toward consid-
ering diversity vital to the university’s goals and
mission. This commitment to diversity had the
essential components identified in Harshbarg-
er’s research, “belief in the organization’s goals
and values” and “willingness to exert consider-
able effort on behalf of the organization” (1989,
p. 30).

To summarize, the critical incident triggered
a commitment to diversity, engaged senior lead-
ership, linked issues of values to specific prior-
ities for improvement—including faculty diver-
sity—allocated resources, and identified the
personnel responsible for developing and im-
plementing change initiatives.

Critical Incident Technique does not “auto-
matically provide solutions to problems”
(Flanagan, 1954), but it does provide a lens
through which organizations can view critical
incidents as well as the immediate and longer
term repercussions. Davis (2006) recommends
monitoring intervention strategies and evaluat-
ing input from relevant parties as the final stage
of CIT.

Memories of the actual incident and the im-
mediate aftermath faded as students graduated
and new issues arose. However, the incident
spurred self-examination, commitment, and ac-
tion that has transformed the landscape and
created momentum to recruit diverse faculty
and thereby enrich the entire university.
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