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 Executive Summary 
 
Background 
 
The goal of the Pipeline Project, part of the Stanford Campus Diversity Initiative funded by a grant 
from the James W. Irvine Foundation, is to analyze the factors that affect academic career 
choices, particularly of underrepresented minority

1
 and women, with the goal to increase faculty 

diversity.  In 2004, the faculty, the graduate students, and the junior and senior undergraduates at 
Stanford were surveyed.  The quantitative and qualitative responses from these groups are 
presented in this report.  Because the primary goal of the project is to address the issues facing 
underrepresented minorities and women respondents, we highlight the findings for these 
populations here in the sequence of the academic pipeline.   
 
Results 
 
In analyzing the influences to attend graduate school, summarized in Section A, it was found that 
underrepresented minority graduate students were more likely to have been influenced by a 
former employer, and female graduate students were more likely to be influenced by non-advising 
faculty.  Underrepresented minorities were also found to be more likely than non-minorities to be 
positively influenced to attend graduate school by receiving funding and by the realization that 
their career opportunities would improve with a graduate degree.  
 
In the next section, on graduate school experiences (Section B), underrepresented minority 
faculty were found to be significantly more likely than non-minority faculty to be satisfied with their 
overall relationship with their advisor while they were in graduate school.  Current female faculty 
members felt less prepared for, were more stressed during, and were more likely to consider 
dropping out of graduate school than their male colleagues.  Current female graduate students 
were also more stressed than male graduate students.  In addition, female graduate students 
were significantly less likely than male graduate students to feel academically capable. 
 
Interest in academic careers is addressed in the following section (Section C).  In this section, 
underrepresented minority faculty members reported to be more likely than non-minority faculty to 
have been influenced to pursue an academic career by an event or experience.    
 
There were also significant race/ethnicity and gender differences in the obstacles that students 
anticipate on the road to becoming and being successful as an academic.  Women graduate and 
undergraduate students reported expecting that gender issues would be obstacles to an 
academic career.  Female graduate students were also more likely than male graduate students 
to see work and family issues as academic career obstacles.   
 
Underrepresented minority undergraduate and graduate students were more likely than non-
minorities to anticipate that racial/ethnic issues would be academic career obstacles.  
Underrepresented minority graduate students were also more likely to report that lack of 
intellectual confidence is a potential academic career obstacle. 
 
There were many significant group differences regarding which aspects of an academic career 
were considered appealing.  Underrepresented minority graduate students were significantly 
more likely than non-minority students to find obtaining research funding, applying academic 
knowledge to society in important and relevant ways, and teaching graduate students to be 
appealing aspects of an academic career.  Female students were more likely than male students 
to consider teaching undergraduates, applying academic knowledge to society in important and 
relevant ways, and being a mentor to be appealing aspects of an academic career. 

                                                
1
 Underrepresented minorities include all respondents who defined themselves as American Indian/Alaskan 

Native, Black/African American, Latin American/Latino, Mexican American/Chicano. Puerto Rican American 
and Other Hispanic American.  “Non-minority” undergraduate and graduate students and faculty refer to all 
respondents other than those in each sample who are considered “underrepresented minorities” and 
includes Asians, Asian-Americans and International respondents.   
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Section D addresses the academic experiences of the current Stanford faculty.  
Underrepresented minorities and women faculty share some of the same major issues in regard 
to their academic experiences.  In fact, all of the significant differences by race/ethnicity are also 
significant differences in gender.  There are additional gender differences, as well. 
 
The issues that were significantly more challenging for underrepresented minorities and women 
faculty members were the tenure and promotion process and racial/ethnic issues.  Additional 
obstacles that were significantly more challenging to females than males were: the politics of 
academia, the need to relocate for career advancement, gender issues, family obligations, lack of 
support from family and friends, concern about not succeeding, and perception that one lacks the 
requisite skills, is not intelligent enough, and is not significantly dedicated enough to one’s field. 
 
For some aspects of an academic career, underrepresented minority and women faculty differed 
from their colleagues, such as being less satisfied with the process of tenure and promotion.  
Additionally, female faculty members are less likely than male faculty to report satisfaction with 
academic salary levels, difficulty in augmenting income with work outside the university, 
academic workload expectations, and the ability to balance work and family. 
 
Both underrepresented minority and female faculty are significantly more likely than other faculty 
to consider as important to career success at Stanford, understanding the unspoken rules of 
academia, having the right mentor, being able to negotiate well, and being liked by your 
colleagues.  In addition, female faculty were significantly more likely to report that having good 
social skills, being confident, and being part of the informal network in your department are 
important to career success at Stanford.  Female faculty members were also significantly more 
likely than male faculty to report that the tenure process was difficult and that their academic 
career has been stressful. 
 
In the final section, which addresses issues of work and family (Section E), it was found that 
female graduate students were significantly more likely than male students to report that their 
family commitments have a negative impact on their school and work commitments.  Female 
undergraduate and graduate students were also more likely to envision problems in the timing of 
children and career demands and the integration of career plans with a family life.  In addition, 
they were also more likely to expect a negative effect of parenthood on their career. 
 
Conclusions and Recommendations 
  

The purpose of the Pipeline Project is to understand the obstacles and barriers to pursuing 
academic careers for underrepresented minorities and women.  In focusing on the areas that are 
most salient to underrepresented minorities and women, we also identify issues of concern for 
other students and faculty.  In doing so, we hope to develop the most relevant strategies for 
attracting and retaining the best and the brightest students to academia, including those in 
currently underrepresented groups. 
 

1. As underrepresented minority students were shown to go to graduate school because of 
a pivotal non-academic experience, universities should provide work opportunities for 
underrepresented minority students that allow them to interact with individuals engaged 
in academic work, especially individuals who clearly enjoy their work and actively 
encourage students to follow in their footsteps. 

 
2. Funding is an important issue to minority students. Universities should publicize the fact 

that funding is usually available to fully cover costs of graduate education (unlike 
professional schools), as well as the fact that once a Ph.D. is completed, an academic 
career could be both a desirable and attainable career trajectory. This is important 
information to share with talented potential graduate students. 

 
3. Critical mass is an important issue for minorities and women.   Increasing diversity of the 

faculty and student populations would increase the number of available role models, 
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particularly ones who share the same race/ethnicity/gender characteristics of the 
population to be attracted. 

 
4. Minorities and women reported more difficulty envisioning themselves as academics. 

Universities need to recognize the importance of inviting and encouraging these 
individuals to see themselves in the role of faculty and, again, increase the representation 
of women and minority faculty as role models. 

 
5. Being acquainted with the academic environment is important to increasing the numbers 

of women and minorities in academia.  Universities should provide opportunities, such as 
summer research programs, for undergraduate minority and female students to become 
involved in applied research and/or teaching in order to allow them to envision and 
experience the aspects of an academic career that most appeal to them. 

 
6. Mentoring is essential; encourage faculty to be mentors. 

 
7. Provide seminars, workshops, and a website for both students and faculty on topics of 

concern, including issues, opportunities, and strategies for success in higher education.  
 

8. Provide a support group program/seminar series to encourage the normalization of the 
minority/women experience for both students and faculty.   

 
9.  Provide good information to graduate student and faculty women and minorities about 

the processes of academic success. 
 

10.  Alert students and junior faculty to the importance of relationship building; reputation 
management both inside and outside of the university is critical to their achieving 
academic success. 

 
11.  Provide good quality, available and affordable child care, as well as salaries adequate to 

afford child care and other services necessary to provide a healthy work/life balance. 
 

12.  Examine policies with respect to tenure clocks and whether there may be real costs of 
slowing the tenure clock for faculty who choose that option. 

 
13.  Consider the possibility of alternative career trajectories for female and minority faculty 

who are unable to follow the traditionally prescribed timeline. 
 

14.  Address the “two body” issue by providing more dual career assistance,    as this is 
particularly an issue for women faculty, who have traditionally been the ones who 
relocate due to spouse/partner careers. 

                                
15.  Allow students to see that there are women and minorities who have  succeeded in 

academia, done it well, and enjoyed it, without significantly sacrificing their personal lives. 
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I.  Introduction  
 
As part of a current James W. Irvine Foundation Campus Diversity Initiative, the Office of the Vice 
Provost for Faculty Development and Diversity at Stanford University presents this report on 
Stanford’s current academic pipeline.  The idea for the Pipeline Study stemmed from ongoing 
discussions throughout Stanford University about how to increase faculty diversity at Stanford.  
An acknowledged challenge in achieving the goal of increasing faculty diversity is the 
comparatively low number of underrepresented minority job candidates.  Although we are aware 
of some reasons for the limited number of underrepresented minority academic candidates, we 
sought a more thorough analysis of the factors that affect the career choices of our students, 
particularly underrepresented minorities and women.  The Pipeline Project was developed to 
meet this need. 
 
It is our hope that the knowledge gained from this analysis will enable Stanford University as well 
as other institutions to develop programs to increase the number of students who choose to 
pursue an academic career. 
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II.  Timeline 
 
In the fall of 2003, three survey instruments were developed with input from the Pipeline Project 
Advisory Board (please see Appendix I for a list of the advisory board members).  The faculty, 
graduate student, and undergraduate student survey instruments are included as Appendices II, 
III and IV, respectively. 
 
In January of 2004 the first web-based survey was sent to a sample of graduate students 
throughout the university (including the professional schools: business, education, law, and 
medicine).  All underrepresented minority graduate students (Black/African Americans, American 
Indians, and Hispanic Americans) were invited to complete the survey (N=616 students) as well 
as a random sample of 616 non-minority graduate students for a total sample of 1,232 graduate 
students.  The response rate was 22% with a total of 272 responses

2
.  The quantitative results in 

this report includes only the doctoral students (N=219). See Appendix V for the numbers of 
underrepresented minority, non-minority, female, and male graduate student respondents.  
 
The second web-based survey was sent to a sample of third year (junior) and fourth and fifth year 
(senior) undergraduates in early March of 2004.  The year of entry into Stanford rather than the 
number of units completed was used to determine junior and senior status.  The survey was sent 
to all underrepresented minority (N=704) and a random sample of 704 non-minority 
undergraduate students

3
.  395 undergraduates completed the on-line survey resulting in a 28% 

response rate.  See Appendix V for the numbers of underrepresented minority, non-minority, 
female, and male undergraduate respondents.  
 
The faculty survey was sent at the beginning of June to the entire Stanford professoriate, which 
includes tenure–line faculty (tenured or untenured), non-tenure-line faculty (teaching, research, 
applied research and clinical), senior fellows, and faculty in the Medical Center Line (MCL).  The 
entire population was included rather than developing a sample because of the population’s 
relatively small size.  615 faculty members completed surveys out of the population of 1,731 
faculty members resulting in a 36% response rate.  See Appendix V for the numbers of 
underrepresented minority, non-minority, female, and male faculty respondents.  
 
For all three surveys, an initial e-mail message from the project principal investigator, the Vice 
Provost for Faculty Development, Dr. Patricia Jones, was sent to each person in the sample or 
population requesting their participation in the project.  As an incentive to participate, each 
respondent was included in a drawing for the chance at winning $150.00 gift certificates to local 
retail establishments (two gift certificates were included in the undergraduate and graduate 
drawings and three gift certificates were included in the faculty drawing).  Each group was given 
two weeks to complete the survey, and two reminder e-mails were sent out during the two-week 
period.  
 

                                                
2
 The response rates for all three surveys were not as high as we would have liked.  The relatively low 

response rates may be partly due to the large number of surveys that Stanford’s faculty and students 
receive over the course of the year.  In addition, due to limited project funding, we could not offer attractive 
incentives for completing the survey. 
 
3
 The sample includes students in the co-terminal (“co-term”) masters program.  Co-terminal students are 

those who receive their undergraduate and masters degrees together. 
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III. Methodology 
 
In order to efficiently analyze the three datasets (faculty, graduate, and undergraduate), we 
focused primarily on the survey items that would most directly help us understand the career 
decisions made by individuals at various points along the academic pipeline.   
 
A. Qualitative Analysis 
 
For each open-ended item, responses were placed into categories based on the responses 
received.  The frequencies of responses under each category were then tallied in order to 
measure the emphasis on each category for the item under analysis.  To capture the essence of 
each category, summaries of the responses are described in text form throughout this report.   
 

B. Quantitative Analysis 
 
The responses to quantitative survey items were cleaned and analyzed by frequency.  We also 
separated the data by sub-groups – gender (male versus female), race (underrepresented 
minority vs. non-minority), field (science and engineering vs. humanities, social sciences and 
education) - and tested for statistical significance.  T-tests were completed to determine 
significance for continuous items.  Chi-Square analysis was used for categorical and dichotomous 
response items. 
 
Further analyses were completed for the items in which gender and/or race were found to be 
significant variables.  For the items for which underrepresented minority respondents were 
significantly different than non-underrepresented minority respondents, we ran further t-tests to 
determine whether female underrepresented minority and male underrepresented minority 
respondents were significantly different from each other.  For the items for which women 
responded significantly different than men, additional analysis tested whether significant 
differences could be found between parents and non-parent, female parents and male parents, 
and female parents and non-parent females.  Due to the very small number of parents in the 
undergraduate and graduate student samples, this analysis was only undertaken for the faculty 
sample.  We also compared the responses of tenured professor and non-tenured tenure track 
professors for items about academic career experiences. 
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IV. Results 
 

The findings from this study are presented in the sequence of the academic pipeline:  
undergraduate, graduate, faculty.  Section A presents data on the decision to attend graduate 
school, and Section B addresses the graduate school experience and decision to pursue a faculty 
career. Section C covers the basis for the decision by current faculty to pursue an academic 
career, followed by an analysis of academic career experiences in Section D.  A separate section, 
Section E, focuses on issues about work/family balance because it is an issue that is relevant at 
various stages of the academic pipeline.  The final section presents conclusions and 
recommendations for institutional changes that can help facilitate an increase in the number of 
underrepresented minorities and women in academic careers. 
 
It is important to emphasize that although we are tracking the factors influencing decisions at 
various stages along the pipeline to faculty careers, this is not a longitudinal study.  In addition, 
while these data are informative and helpful for policy and program development at Stanford, 
there may be limits to which they may be generalizable to other institutions of higher education. 
 
 

A.     Decision to Attend Graduate School    
 

A critical point in the pipeline to an academic career is the decision to attend graduate school.  In 
this section, the decision to attend graduate school is analyzed for the undergraduate and the 
doctoral student sample populations

4
.  This section includes survey results about the level of 

interest in attending graduate school at various stages in the academic pipeline as well as 
information about the individuals, events and experiences that influenced the decision. 
 
Pursuing Graduate School 
 

More than half of the current undergraduate juniors and seniors in our sample reported that they 
are “very interested” in attending graduate school (Chart A-1)

5
.  Approximately another 40% 

reported being “interested” or “somewhat interested” in attending graduate school.  Only 6% of 
the undergraduate respondents were “not at all interested” in pursuing a graduate degree. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

                                                
4
 No faculty items are included in this section because the faculty survey emphasized experiences in 

graduate school, motivations for pursuing an academic career and experiences as a faculty member at 
Stanford University. 
 
5
 In this item, the students were asked about their interest in attending any graduate program, including 

business, law, and medical school.  While attending one of these programs does not preclude students from 
eventually pursuing an academic career, attending these programs does not place them on a typical 
academic track. 
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Chart A-1 

Level of Interest in Attending Graduate School 
Undergraduate Students 

 

 
No significant differences among undergraduate and graduate respondents were found when the 
results were analyzed by race/ethnicity (underrepresented minority vs. non-minority

6
), gender 

(female vs. male), and field (science and engineering vs. humanities, social sciences and 
education). 
 
The undergraduate and doctoral student respondents who reported interest in graduate school 
were asked whether a single person or event was significant in their decision to attend graduate 
school.  Approximately half of the doctoral student sample (53%) reported that a single person or 
event impacted their decision.  There were no significant differences by race/ethnicity, gender, or 
field.   
 
There was, however a significant gender difference within the humanities and sciences.

7
  

Females who were not in science and engineering fields (that is, female graduate students in the 
humanities, social sciences and education) were significantly more likely than their male 
counterparts to report that a single person or event had the most influence on their graduate 
school decision (p<.03). 
 
Fewer undergraduates (27%) than graduate students (53%) reported that a single person or 
event had a significant positive influence on their decision to attend graduate school, with no 
significant differences by race/ethnicity, gender or field.  

                                                
6
 Throughout this report, “non-minority” undergraduate and graduate students and faculty refer to all 

respondents other than those in each sample who are considered “targeted minorities”.  Targeted minorities 
include all respondents who defined themselves as American Indian/Alaskan Native, Black/African 
American, Latin American/Latino, Mexican American/Chicano, Puerto Rican American and Other Hispanic 
American.  Asians and Asian/Americans are included in the non-minority population as are international 
students. 
7
 Please see Appendices VI-XI for the means and p-values for all significant test results. 
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Influential Individuals 
 
The doctoral students who were influenced primarily by one person were most frequently 
influenced by, in order of frequency:  faculty members who were not their advisors, their official 
undergraduate advisor, their father, and their spouse (Table A-1).   
 

Table A-1
8
 

A Single Influential Person in Graduate School Decision 
Doctoral Students 

 
Most Common Responses, in Descending Order of Frequency 

Doctoral Student Sample Percent of Responses 

Faculty member (not formal 
advisor) 

16% 

Official undergraduate advisor 6% 

Father 6% 

Spouse 4% 

 
Most undergraduates in the sample were influenced by non-advising faculty members as well, 
followed in frequency by their father, their formal faculty advisor, and their employer (Table A-2). 
 

Table A-2 
A Single Influential Person in Graduate School Decision 

Undergraduate Students 
 

Most Common Responses, in Descending Order of Frequency 

Undergraduate Sample Percent of Responses 

Faculty member (not formal 
advisor) 

7% 

Father 3% 

Formal faculty advisor 3% 

Employer 2% 

 
 

While some students were primarily influenced by a single person or event, others were 
influenced by multiple people and events.  Professors who were not primary advisors were found 
to be the most influential group to the doctoral students in terms of both the frequency of 
responses and the degree (the extent to which they exerted a positive influence).    
Within the graduate student population, female doctoral students were significantly more likely 
than males to be positively influenced by a non-advising professor (p<.01).  Other influential 
people in the graduate school decision were friends and family members.  Underrepresented 
minority graduate students were significantly more likely than non-minorities to report that a “non-
school related employer” was influential in their decision to go to graduate school (p<.02).

9
   

 
When undergraduates were most positively influenced by multiple people, they were influenced 
mainly by their mothers, friends, and fathers.  Female undergraduates were significantly more 
likely than their male counterparts to be positively influenced by their friends to go to graduate 
school (p<<.01). The next most frequently reported category of positive influence was faculty 
members who were not formal advisors.   

                                                
8
 Lists of results in tables throughout this report are in rank order.  Unless otherwise indicated, the most 

frequent responses are listed first, followed by the next most frequent response, etc.  We list the responses 
until there is a natural break in the frequency of responses.   
9
 This

 
response was not included in Table A-2 because it was not one of the most frequent responses to the 

question.  It was highlighted in the text because of the statistical significance.
 



 
18 

 
Common Characteristics and Behavior of Influential People 
 
Respondents who reported that multiple people influenced their decision to attend graduate 
school were asked to identify the characteristics that these influential people shared.  
 
High Level of Education 
 
Both undergraduate and doctoral students reported that the most common characteristic of the 
people who influenced them was their high level of education.  One female doctoral student 
reported, “My mother and many of my close friends had gone or were going to graduate school; 
their fundamental conviction, like my father, that graduate school was just the next obvious step, 
played a major role in my inherent willingness to consider graduate school at an early stage in my 
career.” 
 
An undergraduate male explained the influence of his environment on his decision to attend 
graduate school as being “more of an aggregate effect of growing up in an education-focused 
household, and coming to Stanford, where everybody has a special knack for education and 
continuing the learning process.” 
 
Support and Encouragement  
 
The next most frequently described traits of influential people were being supportive and 
encouraging.  Included in this is their confidence in the respondent’s intellectual ability, or the 
“belief in my ability to contribute,” as one female engineering doctoral student explained.  An 
undergraduate female in the sciences reported that the people who influenced her have 
“encouraged me throughout my school career, constantly reminding me that I'm special and that I 
can do whatever I want to succeed.”    
 
Self-Confidence 
 
Students also commonly highlighted the unintended consequence of the confidence that these 
influential people had in them – that of imparting self-confidence to the student.  A doctoral 
student in engineering said, “They thought highly of me, and helped me to think highly of myself.”  
Another woman reported, “I think that a willingness to listen to my ideas, however half-baked, and 
their faith in my work and ambitions are the most important ways they have influenced my desire 
to go to graduate school.” 
 
Mentorship 
 
Mentorship was also described as a key influential ingredient 

10
.  These influential people wrote 

recommendations, advised their mentees, edited their papers and were available for consultation 
when needed.   Most importantly, they established a professional relationship with the student.  
As one undergraduate engineering student explained, “they both took a real interest in helping 
me achieve the goal of going to graduate school, whether it is help in attaining funding, or just 
moral support.  There was definitely one-on-one help.” 
 
Other Characteristics 
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 The importance of mentoring and advising is consistent with the literature on graduate school decision-
making.  In Nerad and Cerny (1993) mentoring and advising was found to be a critical component in the 
decision to attend graduate school, particularly for women and minority students. Mentoring has been shown 
to be important in programs intended to interest undergraduates in graduate study, such as the Mellon 
Minority Undergraduate Fellowship Program at Stanford, that helps create high expectations and emphasize 
intellectual exercise.  Advising and mentoring relationships play a key role throughout students’ graduate 
experience, particularly for women.  Nerad (1993, 1996) found that women desire more personalized 
attention and faculty feedback from their advisor relationships than their male counterparts and are therefore 
less satisfied with their advisor relationships than male students. 
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Additional professional characteristics of influential people include being hard-working, 
successful, committed to and enthusiastic about their work, intellectually curious, and committed 
to teaching.  The latter quality was a particularly important influence to a senior female 
undergraduate in the humanities who reported that all of the people who influenced her were: 
 

…fascinating teachers, who really engaged me in class.  They make an effort to teach to 
the students, not at them, and thereby draw us in, making us (or at least me) really look 
forward to every class.  While I wouldn't consider any of them to be personal friends, they 
all viewed me as a human being with interests and a life outside their class, and not just 
as a sounding board for their next research project. 
 

Other oft-repeated personal characteristics of influential people to both the undergraduate and 
doctoral students included being positive, caring, compassionate, trustworthy, responsible and 
worthy of respect.  
 
Underrepresented Minorities and Women 
 
For the population as a whole, sharing the same race/ethnicity or gender with the influential 
person was not a frequently reported influence.  However, having the same race/ethnicity was 
particularly important for underrepresented minorities, and gender was salient for women.  
 
Underrepresented minorities placed a strong emphasis on the importance of role modeling by 
others of a similar race or ethnicity.

11
  A female underrepresented minority undergraduate in this 

study explained that she is “mainly…influenced by females, possibly also by their skin color, but 
mostly it is that I see something in them that I realize I could become or would like to become and 
I think that I could have a similar job in the future.”  
 
This role modeling includes an important element of trust, as one underrepresented minority 
junior in the social sciences explained, “My previous academic advisor encouraged me because 
he comes from a similar background as me, and because we have a shared culture, I somewhat 
value his opinion a bit more when he tells me that I can succeed.”   
 
In other cases, however, neither the race/ethnicity nor the gender of the influential person was the 
critical piece.  What became most important was that they were not approached “with 
appearance-based preconceptions” and that they were not looked at “as if I didn’t belong in 
science.”  A underrepresented minority woman in the sciences explained that “they acted as if I 
was part of an intellectual group who could contribute…” 
 
 

Ways of Influencing 
 
Doctoral and undergraduate students explained the ways that various people and events 
influenced them to attend graduate school.  Influential people encouraged them, gave them 
confidence and support, introduced them to academia or a specific topic that interested them, and 
provided mentorship and support.   
 
Encouragement 
 
Approximately 20 percent of the graduate students in the sample reported that the person who 
influenced them to attend graduate school did so by strongly encouraging them.  One respondent 
reported:  
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 This echoes a finding by Athey (2000) that showed how mentoring is more likely to occur between people 
who have something in common; whether it be a professional interest, a sport, or sharing the same 
race/ethnicity or gender. 
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The professor whose lab I worked in during undergrad had a discussion with me where 
she told me that my aspirations to be a genetic counselor were great, but that she 
thought I’d get bored and that the mental challenges associated with getting a PhD and 
being a researcher were more along the lines of what she envisioned for me. 

 
Introduction to Research and Academia 
 

Fifteen percent of the graduate student respondents said that their decision had been significantly 
influenced by someone introducing them to the idea of research and the possibility of academic 
life.  Through taking a course or engaging in a research project, these respondents reported 
being “awakened” to research in general or to a specific academic field.  For example, one 
current graduate student was asked by her mentor to critique her book chapter.  She reported 
that as she read the first page, she realized, “This is exactly what I want to do.”   
 
Role Modeling 
 
Another ten percent of the respondents described becoming interested in graduate school by 
observing a professor’s enthusiasm for his or her subject and adopting faculty and other 
doctorate-holders as role models.  One woman reported that a professor inspired her by, “being 
an example of using a graduate degree to address community issues.” 
 
Experience As Influence 
 
Students also reported being positively influenced to attend graduate school by specific events or 
experiences in their lives.  The events or experiences that were “positive” or “very positive” 
influential factors for doctoral students were undergraduate courses, work experience after 
undergraduate education, availability of funding for graduate school, and undergraduate research 
experience (Table A-3).  When only factoring in the “very positive” influence category, the most 
common response for the graduate students was the availability of funding for graduate school.  
Undergraduates reported experiences and events that were similar to the graduate students in 
influencing them to attend graduate school (Table A-3).   
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Table A-3 
“Positive” or “Very Positive” Influential Events or Experiences 

in Graduate School Decision 
Doctoral and Undergraduate Students 

 
Most Common Responses, in Descending Order of Frequency 

Doctoral Student Sample Percent of 
Responses 

Undergraduate Sample Percent of 
Responses 

Undergraduate courses 86% Access to career 
opportunities 

86% 

Availability of graduate  
school funding* 

83% Non-school related work 
experience 

63% 

Undergraduate research 
experience 

74%   

Work experience after 
undergraduate 

59%   

* Underrepresented minorities are significantly more likely to report as a positive or very 
positive influence  
 
 
The factors that resulted in the most negative influence on attending graduate school were the 
undergraduate grade point average and a lack of or a negative experience during undergraduate 
research work (Table A-4).   
 

Table A-4 
“Negative” or “Very Negative” Influential Events or Experiences 

in Graduate School Decision 
Doctoral and Undergraduate Students 

 
Most Common Responses, in Descending Order of Frequency 

Doctoral Student 
Sample 

Percent of 
Responses 

Undergraduate Sample Percent of 
Responses 

Undergraduate research 
experience 

10% Availability of graduate 
funding  

44% 

Undergraduate grade 
point average 

9% Undergraduate grade 
point average 

40% 

  Undergraduate 
coursework 

19% 

 
Underrepresented minorities were significantly more likely to report that funding (p<.01) 
(particularly in science and engineering programs) and career opportunities available after 
attaining a graduate degree (p<.01) were positive influential factors in deciding to go to graduate 
school.

12
 

 
As with graduate students, the negative influences for undergraduates included their grade point 
average, but also included funding issues and negative experiences in undergraduate 
coursework (Table A-4).  Underrepresented minority doctoral students were significantly more 
likely to report that the availability of funding had a “positive” or “very positive” influence on their 
decision to go to graduate school. There were no other significant differences found by 
race/ethnicity, gender and field for the positive and negative influences. 
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 These findings are consistent with other studies suggesting that assistance with funding issues is a 
successful way to attract minorities in doctoral programs (Carnegie Initiative on the Doctorate, English, 
2003). 



 
22 

Summary 
Section A: Decision to Attend Graduate School 

 

 
Pursuing Graduate School 
Ninety-six percent of the undergraduate respondents reported having at least some interest in 
attending graduate school (for both PhD and professional degrees).   
 
Influential Individuals 
Interest in graduate school was fueled by a single event or individual for approximately one-
quarter of the undergraduates and one-half of the graduate students, with others being influenced 
by multiple people or events.  
 
The most influential people for the undergraduates and graduates were (most common 
responses, in descending order of frequency): 

• Faculty members (not formal advisor) 
• Formal faculty advisors 
• Fathers 
• Spouses 
• Employers 

 
The common characteristics and behavior of the people who positively influenced the students to 
pursue graduate school included (most common responses, in descending order of frequency): 

• High level of education 
• Support and encouragement 
• Self-confidence 
• Mentorship 
• Hardworking, successful, committed to work 
• Intellectual curiosity 
• Commitment to teaching 
• Worthy of respect, trustworthy 
• Caring/compassion 

 
The ways that individuals influenced the undergraduates and graduates included (most common 
responses, in descending order of frequency): 

• Encouraged 
• Gave confidence 
• Supported 
• Introduced to academia/research 
• Introduced to specific discipline/topic 
• Mentored 

 
 

Influential Events/Experiences 
For undergraduates and graduate students, positive influential events or experiences in the 
graduate school decision included (most common responses, in descending order of frequency): 

• Coursework 
• Work experience 
• Availability of graduate school funding 
• Research experience 
• Access to future career opportunities 
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Summary 

Section A: Decision to Attend Graduate School (continued) 
 

 
 
 
Events and experiences that negatively influenced students included (most common responses, 
in descending order of frequency): 

• Undergraduate grade point average 
• Undergraduate research experience (negative experience or a lack of research 

opportunity) 
• Negative experience with coursework 
• Lack of graduate funding 

 
Race/Ethnicity and Gender  
Some significant differences exist between groups regarding the influences to attend graduate 
school (complete results are presented in Appendix VI).  Underrepresented minority graduate 
students were more likely than non-minority graduate students to be influenced by a former 
employer, and female graduate students were more likely than their male counterparts to be 
influenced by non-advising faculty.  Underrepresented minorities were also found to be more 
likely to be positively influenced to attend graduate school by receiving funding and by the 
realization that their career opportunities would improve with a graduate degree. 
Underrepresented minority undergraduates were more likely than non-minorities to feel 
unprepared for graduate school.   
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B.  Graduate School Experience 
 
 Various graduate school issues and experiences are factors in promoting the choice of a career 
in academia.  This section addresses graduate school preparation and graduate school 
satisfaction, the reasons for and implications of graduate school stress, and finally the 
respondents’ recommendations for improvements to graduate education at Stanford.   
 
Preparation 
 
All three groups in our study were asked how well prepared they felt, or thought they would feel 
upon entering graduate school.  Current faculty and doctoral students reported retrospectively, 
and the undergraduates were asked to report their current perception of their level of preparation 
for graduate school.   

 
Seventy-five percent of the faculty respondents reported that they felt “prepared” or “very 
prepared” when they began their graduate program (Chart B-1).  An additional twenty percent 
(20%) reported that they were “unprepared” and only five percent (5%) reported feeling “very 
unprepared”.   Female respondents reported feeling significantly less prepared than men (p<.02), 
and faculty of both genders in science and engineering reported feeling significantly more 
prepared than those in humanities, social sciences and education (p<.01 ).

13
 

 
Chart B-1 

Level of Preparation for Graduate School 
Faculty 

 
Current Stanford doctoral students reported similar perceptions of their preparation for graduate 
school as the current faculty, with approximately 75% reporting feeling “prepared” or “very 
prepared”.  There were no significant differences in this group by race/ethnicity, gender or field

14
. 
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 Please see Appendices VI-XI for the means and p-values for all significant test results. 

 
14 These results differ from those of a Stanford study of graduate students in science, engineering and 
medicine that found that women perceive themselves as less well prepared for graduate school than their 
male counterparts (Zappert, 1984). 
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Because the individuals in the doctoral student sample and faculty response group chose to 
attend and were admitted to graduate school, it is no surprise that most felt prepared for their 
endeavor.  The undergraduate sample, on the other hand, includes students who will and will not 
attend graduate school; thus, it follows that their perception of preparedness is not as consistently 
positive.  In fact, only 50% reported feeling “very prepared” or “prepared” for graduate school.  
(very prepared =18%, prepared=34%).  Another 40% reported feeling “somewhat prepared” and 
10% felt “not prepared at all”.    
 
It is notable that the underrepresented minority undergraduates were significantly less likely (to 
the .01 level) to feel prepared than the other students in the sample.   Consistent with the faculty 
results, science and engineering students were significantly more likely to feel prepared than 
students in humanities and social sciences (p<.01).  There were no significant gender differences 
for this item. 
 
Cohort Comparisons 
 
Both the doctoral student and faculty samples were asked how they compared to their fellow 
students throughout their graduate programs in terms of their ability in their field.   
 
Of those responding, approximately 60% of both groups reported that they felt more able than 
their graduate student peers.  There were no significant differences by race/ethnicity within either 
sample; however, women in the faculty response group (but not in the doctoral student sample) 
reported feeling significantly less able than their male counterparts (p<.01). 
 
Graduate School Satisfaction 
 

Doctoral students were asked about their satisfaction with their graduate school experience.  
They reported being generally satisfied with their overall graduate school experience (21% 
reported being “very satisfied”, 53% were “satisfied”, 18% were “dissatisfied” and 8% were “very 
dissatisfied”).  There were no significant differences by race/ethnicity, gender, or field. 
 
Because advisors are so critical to the graduate student experience (Goodchild, 1997), we 
emphasized that item in our analysis.  Almost 90% of the doctoral student respondents were 
“very satisfied” (43%) and “satisfied” (45%) with their primary advisor.  It is also important to 
highlight that 20% of the sample reported being dissatisfied with their primary advisor. There were 
no statistically significant differences by race/ethnicity, gender or field. 
 
On average, the faculty respondents were more satisfied then the graduate students with their 
overall experience with their graduate school advisor.  Sixty-one percent reported being “very 
satisfied” and 27% reported being “satisfied” with their primary advisor while they were in 
graduate school.  Only 7% were “dissatisfied” and 2% were “very dissatisfied.”   
Underrepresented minority faculty were significantly more likely to report that they were satisfied 
with their primary advisor (p<.01).  No significant differences were found by gender or field. 
 
Stress  
 
We asked our respondents to assess the extent to which their graduate school experience was 
stressful.  Overall, the level of stress experienced by current faculty while they were in graduate 
school was fairly high.  Fifty (50) percent reported that graduate school was “stressful”, and an 
additional 13% reported that it was “very stressful” (13%). On the other hand, more than one third 
of current faculty (33%) reported that graduate school was not stressful at all (Chart B-2).  
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Chart B-2 
Stress Level in Graduate School 

Faculty 

 
Female faculty members reported being significantly more stressed than their male counterparts 
during graduate school (p<.01).   This finding is consistent with others that show gender 
differences in levels of stress during the graduate years (Zappert,1984). There were no significant 
differences by race/ethnicity or field. 
   

Current doctoral students also reported feeling a high level of stress, although a direct 
comparison between the two groups is impossible because the item measuring graduate student 
stress was different than the faculty item.  17% of the graduate sample reported that they 
“always” feel stressed.  43% reported “frequently” feeling stressed and 35% reported feeling 
stressed “sometimes”.  An additional five percent of the sample reported “rarely” feeling stressed.   
 
Similar to the faculty respondents, female graduate students are significantly more likely to report 
feeling stressed during their graduate school experience than male graduate students (p<.01). 
 
Graduate School Attrition 
 

Because this is not a longitudinal study, we are unable to track students who drop out at various 
points in the academic pipeline and determine the reasons for their attrition.  However, we did ask 
faculty if they ever considered dropping out of graduate school.  The vast majority of current 
faculty (80%) reported that they never considered doing so.  Female faculty members were 
significantly more likely to have considered dropping out of graduate school (p<.01).  There were 
no differences by race/ethnicity or field. 
 
Our results showed that academic issues were the most common reason cited by both male and 
female faculty members for considering dropping out of graduate school

15
 (Table B-1).  Some 
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 This finding is consistent with other studies on graduate school attrition.  Nerad (1996) found that 
academic issues as well as advisor relations, financial issues and a negative campus climate were all 
factors that helped explain student attrition on the graduate level. 
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respondents went through periods where they felt that the work was too difficult for them or that 
the coursework wasn’t challenging enough for them.  Others reported that their research did not 
progress as they had hoped and that they were concerned that their thesis would suffer as a 
result.   
 
 

Table B-1 
Reasons for Considering Leaving Graduate School 

Faculty* 
 

Most Common Responses, in Descending Order of Frequency 

Faculty Responses Percent of Responses 

Academic issues 51% 
Interpersonal problems 26% 
Low self-confidence 14% 
Not engaged in work 6% 
Health issues 5% 
Family issues 5% 
Low future salaries 4% 
Tight job market 2% 
Politics in academia 2% 

*Some respondents included more than one reason for considering leaving graduate school, all of 
which were included in the frequency counts for this item. 
 
Another frequently cited reason for wanting to drop out of graduate school was interpersonal 
problems with specific individuals such as an advisor or other faculty member.  While some 
explained that they had to deal with “nasty faculty” in general, others mentioned specific faculty 
members, particularly advisors, who made their experience especially challenging.  In one 
instance, a current faculty remembered that their advisor, “took a disliking to me and tried to have 
me kicked out.”

16
  

 
Current Stanford faculty also reported that they considered dropping out of graduate school 
because they lacked self-confidence at various points in their graduate school careers.  In 
addition, they reported that they were not adequately engaged in their work.  Other individual 
level issues that contributed to considering dropping out of graduate school included health, 
family and relationship issues

17
.  One engineering professor reported, “My family life was under 

extreme stress.  I had three children and was heavily in debt.”   
 
As the Stanford faculty respondents looked back on their graduate school years, other issues 
also resulted in thinking about leaving graduate school.  Some reported that the coursework was 
simply too difficult for them or that they found themselves under undue stress.  There was also 
concern by some current faculty members that an academic career would leave them too 
detached from the “real world”; this was a particularly salient issue for those who were students 
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 Challenges with advisor relations, particularly for women, were found to be a common reason for attrition 
in other studies.  One study showed that female students were found to have less formal time with their 
advisors than did male students (Zappert,1984).  It was also speculated that men and women may interpret 
faculty behavior differently.  In a 1992 study of graduate students in the biological sciences, Nerad suggests 
that “the departmental ‘benign neglect’ doesn't bother the men because their greater sense of entitlement 
helps them continue.  Some women tend to believe that lack of departmental caring and attention means 
that they don't deserve to keep going. Men and women both look for external validation (publications, 
fellowships, etc), but women also seek internal validation, such as positive comments from their advisor to 
carry them through (Nerad, 1992).” 
 
17

 It is important to note here that research shows that women are more likely to struggle with balancing 
family obligations with their studies (Nerad, 1997) and that minority graduate students are more likely to 
have dependents than their white counterparts (Nerad 1991).   



 
28 

during the period of the Vietnam War.  Another concern was low future salaries and a tight job 
market in their field.   
 
Some faculty mentioned that they were disillusioned by the politics of academia and the ethical 
lapses that they witnessed while they were in graduate school.  As one female faculty in science 
explained, “At the beginning, I thought I just wasn't very good at it.  At the end, I was fed up with 
academic politics and wondered if I wanted an entire career of that.” Another female professor 
explained that ‘it seemed like a lot of agonizing over matters that weren't that important -- 
impressing people, making contacts, publishing in the right sorts of journals, and all that. Never 
mind having new and interesting ideas or discovering something useful.” 
 
A number of underrepresented minorities explained that their discomfort with the academic 
environment lead them to frequently consider leaving graduate studies

18
. A underrepresented 

minority professor in the social sciences remembered, “I did not feel comfortable in graduate 
school. The environment was not welcoming or nurturing. I felt lost most of the time. I felt like I did 
not have a place there and it was possible that I would not have a place in the discipline.”  
 

Recommended Improvements to the Graduate School Experience  
 
Graduate Student Recommendations 
 
Current Stanford graduate students were asked how their graduate school experience could be 
improved upon in order to increase graduate student retention and hopefully to ensure a 
smoother transition into academic careers.  Their responses, while varied, can be grouped into 
larger categories (Table B-2).   
 
Improved funding and financial support was the improvement most frequently suggested by 
graduate students.  The majority of these recommendations related to making the cost of living 
more reasonable, such as increasing graduate student stipends, decreasing housing costs 
(particularly for families), and providing “small one-time grants to help with the exorbitant fees 
upon dissertation completion.”  Other students suggested that the university should stop “nickel 
and diming” them for services such as for phone and internet fees on campus because they feel 
these charges should be included in tuition.   
 
There was a strong call to improve “faculty teaching skills.”  Students also felt that the faculty at 
Stanford would benefit from training on gender, race/ethnicity and class sensitivity issues.  
Additionally, they suggested that they (graduate students) would also benefit from formal training 
in teaching and writing strategies, as well as opportunities to independently teach department 
courses or seminars.   
 
In terms of the general academic environment, students recommended that Stanford foster 
political and methodological diversity as well as a more collegial environment.  
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 The general academic environment as well as specific practices within a department can also have a 
negative effect on student disillusionment and attrition and can be felt more intensely by underrepresented 
groups such as minorities and women (Golde, 1996).  For example, in a study on doctoral-level mathematics 
conducted by the Carnegie Foundation Initiative on the Doctorate, the minority students in the programs 
found that the competitive and isolated environment to be particularly discouraging (Carnegie Initiative on 
the Doctorate, Mathematics, 2003; Austin, 2002). A competitive environment can impact the establishment 
and maintenance of informal networks of students and faculty that can improve a graduate school 
experience. One example of a woman who faced this issue is Economics Professor Susan Athey, who was 
the only female tenured professor in Stanford’s economics department until she recently left Stanford for 
Harvard.  In an article in the Chronicle of Higher Education, she explained that during her graduate school 
years in the economics department at Stanford, she noticed that she was being excluded from the important 
informal interaction between professors and students.  To attempt to be included in the network, she joined 
her department cohort in their weight-lifting workouts (Fogg, 2004).    
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Table B-2 

Recommendations for Improving the Graduate School Experience 
Graduate Students and Faculty 

 
Most Common Responses 

Graduate Student Sample Faculty 

Improved funding and financial support Offer more experience teaching and designing 
courses 

Improve faculty teaching skills  Grant writing training 
Graduate student teaching and writing training  Training in funding (grant) management  
Foster intellectual diversity Training in selecting and managing students 
Foster a collegial environment Training in mentoring 
Improve social and emotional climate Training in being a mentee 
Improve mentoring and advising Training in academic politics 
Simplify/streamline administrative tasks  
Work and family improvements  
Diversify faculty  
Diversity graduate student body  
Student centers to focus more on graduate 
students 

 

 
 
 
The graduate students in the sample recommended improvements to the social and emotional 
climate at Stanford.  There was a strong call for more social activity areas for graduate students, 
as well as more space and increased hours at exercise areas.  [Note:  Since the survey was 
done, the university has opened a graduate student center and a large new campus recreation 
center, both with extended hours.]  Some specifically requested that their departments make a 
better effort to build community.  Psychological support was another highlighted need.  It was 
suggested that support groups be formed to help students manage the pressure of graduate 
school, particularly during the “frustrating” stages of the Ph.D.  The current ten-session maximum 
for counseling sessions was deemed inadequate for graduate students needs.  Another important 
recommendation was to “Provide a person we can really trust with whom to discuss our non-
academic problems”, as well a person who can serve as a graduate student mediator and 
advocate for graduate students’ concerns.   
 
Improving mentoring and advising is an area about which Stanford graduate students were 
passionate.  They felt that faculty need to be trained to mentor, and that students need help to 
understand what they should expect from their advisors.  Faculty, they felt, need to be held 
accountable to their advisees and should not exploit students for their research projects and 
“Silicon Valley companies”.   Other recommendations for improved mentoring included 
developing student support groups by race/ethnicity, gender, discipline and class (especially for 
those who are the first in their family to attend college). 
 
Administrative issues were emphasized in the graduate student’s suggestions to improve their 
experience.  Decreasing the amount and complexity of administrative hassles at all levels and 
stages of the graduate program was a common request.  Students also made a general plea to 
streamline various administrative procedures (such as matching stipend distribution to university 
bill payment) in order to limit the time and energy students currently spend on these issues.   
 
Work and family issues were also important to graduate students. They recommended extending 
the childcare subsidy grants, (currently available for low income employees), to students and 
offering a larger number of high quality and affordable alternatives for childcare.   
 
Although race/ethnicity and gender issues were included throughout the various 
recommendations already highlighted, there are aspects of these issues that stand on their own 
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as separate recommendations.  The most resounding recommendations were to “recruit a more 
diverse faculty and student body (race/ethnicity, gender, class) and to create infrastructures to 
support them.”  One student recommended that Stanford could take a pro-active approach to this 
by “actively penalizing faculty and departments that are unwilling to recruit women and minorities 
as students and faculty.”  It was also recommended that the various underrepresented minority 
group student centers focus less on undergraduates and more on their graduate students in 
terms of developing academic and social programs. 
 
On the other hand, a few students expressed frustration about what they considered to be an 
overemphasis on race/ethnicity and gender.  For example, one male engineering student who is 
not a underrepresented minority stated, “Stop blabbing about hiring minorities and women. It 
insults people, not helps them. If they deserve to be here, great.  If they don't, do not accept 
them.” 
 

Faculty Recommendations  
 

Current faculty members were asked to recommend ways to improve the graduate experience 
and to better prepare graduates for academic careers (Table B-2).  The two areas that were 
mentioned most frequently were more opportunities to gain teaching and grant writing skills. 
 
In thinking about their own experience as new professors, current faculty would have liked to 
have more experience teaching and designing courses.  Although some had experience as a 
teaching assistant in graduate school, they found that the skills that they gained were not 
adequate to prepare them to teach their own courses.  Specific recommendations they made for 
training included teaching them how to give a lecture, and offering lessons on how to prepare a 
syllabus for a class.   
 
Another area where more formal training was needed was in grant writing and funding 
management.  One professor reported, “it would have been extremely helpful to have some start-
up funding, along with mentoring about how to pursue grant funding in my own name.”  Others 
recommended the university offer formal and regularly scheduled workshops in grant writing for 
new professors.   
 
Once grants are received, faculty reported that they would benefit from training in how to manage 
the grant.  A tenured engineering professor reported about his  
challenges once he received his first grant: 
 

I wish there was a simply “dummy guide to funding jargon,” in which  
terms such as “unrestricted funds” and “restricted funds” were explained, for example. I 
had to pick this up piecemeal.  Thankfully, I was given the world’s best admin, without 
whose help I would have thrown in the towel.   

 
Professors also wished that they had more preparation in selecting and managing students when 
they began their career in academia.  They found that there was an “art” to selecting students 
who would excel in academics and in project work, and that it was a “big transition from managing 
yourself to  managing others.” 
 
Professors reported wishing they had been better prepared to work with students as employees, 
teaching assistants and mentees.  One professor recalled “I feel sorry for the people I 
experimented on for the first five years as a lab manager.”  A female professor reported, “It took 
me years to find out how to use a T.A. and I still rely too much on my teaching assistant’s own 
initiative.” 
 
Faculty reported that receiving better mentoring would have better prepared them to be a 
professor.  They would have liked more mentoring about the realities of academia during 
graduate school, and well as guidance from colleagues within and outside of their departments 
once they arrived at Stanford. Many faculty respondents highlighted that a mentoring program 
can only be successful if the mentor to whom one is assigned is truly dedicated to mentoring. 
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Current faculty felt they lacked academic training (for example, better graduate training or the 
opportunity to post-doc before accepting a faculty position).  They also reported wishing they had 
a better understanding of the general political nature of academic work and of the specific politics 
at Stanford and in their departments. 
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Summary 
Section B: Graduate School Experience 

 

 
Preparation 
Most faculty members and doctoral students felt prepared when they began their graduate school 
programs.  Fewer, approximately half, of the undergraduates felt prepared for graduate school. 
 
Cohort Comparisons 
Most of the current faculty and current doctoral students in the samples felt more able than their 
graduate student peers.   
 
Graduate School Satisfaction 
The current faculty and to a lesser extent, current doctoral students, felt satisfied with their 
graduate school primary advisor. 
 

Stress 
More than 50% of the faculty found graduate school to be “stressful”, although approximately 
one-third of current faculty reported that graduate school experience was not stressful at all. 
 
 
Graduate School Attrition 
The majority of the current faculty sample (80%) never considered dropping out of graduate 
school.  For those who did contemplate leaving graduate school, some of the reasons included 
(most common responses, in descending order of frequency): 

• Academic issues 
• Interpersonal problems 
• Low self-confidence 
• Not engaged in work 
• Health issues 
• Family issues 
• Low future salaries 
• Tight job market 
• Politics in academia 

 

 Recommended Improvements to the Graduate School Experience 

Some of the recommendations to improve the graduate school experience made by the graduate 
students and faculty include:  

• Improved funding and financial support 
• Faculty training (general teaching skills, funding management, student management, 

mentoring/advising, academic politics) 
• Diversify faculty and graduate student body 
• Foster intellectual diversity 
• Foster a collegial environment 
• Improve the social and cultural climate 
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Summary 
Section B: Graduate School Experience (continued) 

 

 

 
Race/Ethnicity and Gender  
Some of the findings in this section were shown to be statistically significant when the results 
were broken down by race/ethnicity and gender (complete results are reported in Appendix VII).  
Underrepresented minority faculty were significantly more likely than non-minority faculty to be 
satisfied with their overall relationship with their advisor while they were in graduate school.  
Current female faculty members felt less prepared for, were more stressed during, and were 
more likely to consider dropping out of graduate school than their male colleagues.  Current 
female graduate students were also more stressed than male graduate students.  In addition, 
female graduate students were significantly less likely than male graduate students to feel 
academically capable. 
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C.  Interest in Academic Careers 
 
Once a student decides to pursue a doctorate, s/he has likely given at least some consideration 
to pursuing a career in academia.  Students in some fields that are more closely aligned with an 
industry such as engineering, biology etc., are offered viable career alternatives to academia.  In 
other cases, particularly in the humanities and social sciences, there are fields where students 
may feel that they have limited career alternatives outside of academia.  In fact, in a study of over 
4,000 doctoral students from 27 U.S. universities in 11 arts and science disciplines, it was found 
that students who were least interested in academic careers were in disciplines with better career 
opportunities for Ph.D.’s in industry (Golde, 2001). 
 
Being mindful of this disciplinary variation, the goal of this section is to explore the influences that 
had an impact on the motivation to pursue an academic career.  Specifically, in this section we 
address the time period when interest in academic careers developed, who and what the 
academic career influences were, the aspects of an academic career that are perceived as 
appealing, the perceived obstacles that stand in the way of an academic career, and 
recommendations to minimize academic career obstacles. 
 
When Interest in Academic Careers Developed 
 

In this portion of the study, we sought to understand at what point in the academic pipeline 
students become interested in academic careers.  Our results show that when the current 
Stanford faculty were undergraduates, thirty percent of the faculty respondents reported that they 
were “very interested” in pursuing a career in academia.  This percentage doubled (to 62%) when 
this group was in graduate school.

19
  The percent of the sample that reported they were 

“interested” remained at the same level from undergraduate (19%) to graduate school (20%).   
 
The responses from the current doctoral student sample reported slightly lower levels of interest 
than the current faculty response group while they were in graduate school.  Specifically, 50% 
were “very interested”, 18% were “interested” and 23% were “possibly interested.”  Thirteen 
percent of the current undergraduate sample reported being “very interested” and another 13% 
reported being “interested”. 
 
For both the graduate sample (p<.01) and faculty respondents (p<.01), individuals in the sciences 
and engineering fields were significantly less likely to be interested in an academic career during 
their undergraduate years than those in humanities and education, attributable perhaps to the 
greater job opportunities in research for PhD’s in industry.

20
  There were no significant differences 

by race/ethnicity or gender.   
 
Thirty-five percent of graduate students reported no change in their desire to be an academic 
since starting their graduate education.  Within the 65% who did change their desire to be an 
academic, 37% reported a decreased desire and 28% reported an increased desire.

21
  No 

differences were found along gender and racial lines. 
 
We also asked the current Stanford faculty at what point in time they made their decision to 
pursue academia as a career.  Thirty-two percent of the faculty sample reported that they decided 
to become an academic before graduate school.  Another 41% reported that they decided to 
become an academic during graduate school.  Many science and engineering faculty members 
decided during a post-doc position, while humanities, social sciences and education faculty 

                                                
19

 Sixty eight percent of  Stanford University doctoral students were “very interested” or “interested” in 
academia which is consistent with the finding from a 2001 study that showed  63% of doctoral students from 
27 universities who expressed interest in academia (Golde and Dore, 2001). 
20

 Please see Appendices VI-XI for the means and p-values for all significant test results. 
21

 Stanford doctoral students were much less likely to decrease their interest in an academic career during 
their graduate student years than the students in the 27 Universities (in which Stanford was a part) included 
in the study by Golde and Dore (2001).  Fifty percent of the students in the Golde and Dore study compared 
to 37% of the Stanford students reported a decreased interest in academic career while in graduate school. 
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tended to decide to pursue a career in academia while working after their undergraduate or 
graduate programs.   
 
Academic Career Influences: People 
 

Approximately seventy percent (70%) of the faculty sample reported that there was a person who 
influenced their decision to become an academic.  No significant differences were found when the 
sample was broken down by race/ethnicity, gender, and field.  
 
Current faculty members were most frequently influenced to be an academic by an 
undergraduate faculty member (Table C-1).  After undergraduate faculty, the other influential 
people were (in order of frequency): “other” (non-advisor) graduate faculty; a graduate or thesis 
advisor; their father; and their post-doc professor or mentor.  A few professors in the sample 
reported being strongly influenced by people who they never met, but were introduced to through 
books, television, (such as Mr. Wizard and Jane Goodall), or lectures/books by famous (and not 
so famous) speakers and writers. 
 

 
Table C-1 

Influential People in Academic Career Decision 
Faculty 

 
Most Common Responses, in Descending Order of Frequency 

Faculty (Item N=424) Percent Responses 

Undergraduate faculty 28% 
Graduate school faculty member (not formal advisor) 25% 
Graduate school advisor 17% 
Father 16% 
Post-doc professor/mentor 8% 

 
When asked about the ways that they were influenced to be an academic, faculty in the sample 
explained that it was mainly through role modeling, active encouraging, and mentoring.   
 
Modeling 
 

Many current Stanford University faculty members explained that they were influenced to pursue 
an academic career by observing various individuals, such as parents, spouses, relatives, and 
professors, during all stages of their education and training.   
 
Role models were influential to the current faculty because of various characteristics.  Some of 
these characteristics were related directly to academic careers, such as infectious enthusiasm 
(passion) about research and discovery, caring and dedication to teaching, commitment to work, 
and commitment to university citizenship. A number of respondents also explained that they were 
shown “the important role of academics in making the world a better place.” 
 
Other modeled characteristics were general in nature such as being charismatic, “quirky but 
wonderful”, passionate, intelligent, knowledgeable, confident, possessing good values, and 
exhibiting exceptional leadership.  A tenured female professor remembered: 
  

I was most inspired by a group of professors I met at Hampshire College who I found out 
stayed up all night preparing for a class they had taught for many years. Every year they 
changed the readings and as a co-taught course, the professors always made the pursuit 
of new intellectual questions appealing. 

 
Observing these role models exposed future Stanford University professors to academic life and 
allowed them to observe the extent to which academia can be a rewarding career.  Many 
respondents wanted to emulate their role models.  
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Others shared characteristics with them and therefore felt that a similar career  
choice was a natural move for them.  As a female professor reported:  
 

As an undergraduate, I had only one female professor. During my Master's program, I 
had a female professor who also had a family. This was the first time I considered the 
possibility of becoming a professor.   
 

Race/ethnicity was also important in successful role modeling. A female underrepresented 
minority professor explained how she was “…inspired by several faculty of color…All of these 
individuals encouraged me, for the first time, to imagine that …I, personally, as a woman of color, 
had an important perspective to contribute…”   
 
In addition, social class was reported to be a relevant in role modeling relationships. One faculty 
woman recounted, “When I met with an undergraduate professor who was from a working class 
background and who encouraged me to become a professor, I thought that almost everyone who 
was a professor was from a professional background, but he was living proof that this wasn't 
necessarily the case.” 
 
The Role of Fathers 
 
Among our faculty respondents, there was a great deal of discussion about and descriptions of a 
father’s influence on the decision to become an academic.  Although many of the descriptions 
include behaviors described more generally above, the special and frequent importance of a 
father’s influence merits special attention. 
 
This study shows that at least 12%

22
 of the faculty respondents had a professor in their 

immediate family.  Given the small percent of women who were in the academic workforce when 
this group of faculty were young, in most of these cases this person would likely have been their 
father.  As one tenured male faculty member reported: 
 

My father was a university professor, in a vastly different specialty and at a vastly 
different university, but I grew up in an academic environment, knowing him but also his 
colleagues and students.  A lot of my colleagues come from academic families. I think it's 
a very important factor, maybe the most important.  
 

When many report that their fathers were influential in their decision to be an academic, it is no 
surprise that it was often described through role modeling.  Academic fathers were described as 
“happy in his work”, and having a “high level of satisfaction gained through rigorous scholarship 
and research.”  

 
Most fathers were described by their children as inspirational and encouraging, in some cases 
“strongly encouraging”.  One female faculty member reported that her father “expected” her to 
become an academic.   Another explained that many family members were academics and that it 
was highly valued in her family. 
 
Academic fathers also shared the negative aspects of being a professor with their children.  One 
father described the “disincentives” to becoming an academic, “too much work, no money and too 
much (sic) headaches and politics”.  Another father frequently complained about grant writing, 
infighting and general pettiness.  Nevertheless, his advice to his son was uniformly enthusiastic, 
explaining that his griping was simply “selective reporting.”  
 

                                                
22

 We culled this information from free-responses about influences to their academic career.  If asked 
directly, it is likely that an even higher percentage of our respondents would have reported that a family 
member was a professor. 
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Non-academic fathers were also highly influential to some in the faculty sample.  One female 
faculty member reported that her father listened to her “describe my interests as an adolescent 
and told me that to do that, I needed to get a Ph. D. and do research, which was something that I 
previously had no idea of.”  
 
An academic physician in our sample was influenced by her physician father because she saw 
that he became bored with his private practice by the time he was 50 years old.  She decided to 
become an academic in hopes that she would constantly be faced with new challenges and avoid 
the routine of a life of private practice.   
 
Another non-academic father was the single biggest influence for a male faculty member in our 
sample.  His father had told the faculty member that he had no chance of becoming a good 
scientist, so he chose the academic path to disprove his father’s hypothesis. His father later 
reported that this was his plan all along.

23
  

 
Encouragement 
 

Faculty members in our sample explained that the people who influenced their decision to 
become a faculty member were very encouraging.  They were encouraged to pursue academia at 
all stages of the process, even as early as high school in one case.   
 
The encouragement sometimes occurred in an explicit way, by having one intense conversation 
or having numerous conversations over time. One male professor explained that there were a 
couple of professors that were “distainful” of my not pursuing academia.  Others described being 
“asked” or “told” to be a professors.  In one case, after working in industry after graduate school, 
a current faculty member reports that a “professor called me every year to ask if I had changed 
my mind and eventually I had.” 
 
More than one faculty member remembered the details of the crystallizing conversation that took 
place.  One respondent recalled his Ph.D. advisor having said, "I believe that you have the 
potential and the temperament to be a professor. Think about it."  Similarly, a female professor 
reported that “a professor I barely knew from another discipline sat me down one day and told 
me, ‘you need to go to graduate school--I don't care where--just go.’ I had never been mentored 
before this. I started UC Berkeley graduate school two months later.”    

 
In another case, a male underrepresented minority reported that “in my first week at university, 
my professor of math urged me to do what I liked (math), not what would get me a good job 
(engineering).”  
 
Other faculty members felt encouraged through less explicit processes.  One reported that he 
was encouraged when one undergraduate professor “took my ideas seriously” and another when 
her advisor “took a strong interest in my development as a scientist.”   

  
A number of faculty respondents described the person who influenced them as helping them 
overcome their lack of confidence.  Descriptions of this include “convincing me that I could do it” 
and “helping me overcome my lack of self-confidence about an academic career.”  It is important 
to note that all of the faculty members who reported this were women.  

                                                
23

 Given the importance of fathers in academic career decision-making, it is worth highlighting that eighty-six 
percent of the doctoral student sample reported that their parents would be “supportive”(26%) or “very 
supportive”(53%) of their desire to come a professor.  Only 8% reported that their parents would be 
“unsupportive”(2%) or “very unsupportive” (6%).  No significant differences by were found by race/ethnicity, 
gender or field.  The undergraduate sample yielded almost identical results. 
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Mentoring 
 

In addition to encouraging words, there were many reports of influential people taking a more 
active mentoring role.  Faculty respondents reported being grateful to be offered research 
opportunities, described as being “invited to work in her lab” or “letting me work with him”.  The 
“real” mentoring often emerged as a result of a professional relationship that developed through 
this work and the professional outcomes of the research.  For example, a respondent reported 
that “They basically showed me how to conduct a research project and write a manuscript, and I 
was a co-author on two publications. That really encouraged me because I realized that thinking 
critically, collaborating, and contributing to general understanding was important.”  
 
In many cases there was no formal working relationship that helped foster the mentoring that took 
place.  One female professor reported that as a graduate student, one of her professors 
“suggested I try working with his data to do a study and write a paper- encouraged me to present 
it.”  Another explained that a member of her dissertation committee “…made a particular effort to 
professionalize me and encourage me to publish and to apply for academic positions relatively 
early in my graduate career.” 
  
In a number of cases, mentorship occurred during the undergraduate years or earlier and 
included nominations to awards (in one case a Woodrow Wilson fellowship), encouragement to 
apply for summer programs (such as an NSF- sponsored summer course), and recommendations 
to attend and in some cases present papers at national meetings.   
 
In other cases, the mentoring took place in the framework of a course.  As one female professor 
reported: 
 

I became serious (about a career in academia) when two professors took particular 
interest in me.  One of these is notable in that she nailed me on a paper and then 
requested a conference to explain her harsh grade.  She told me that my paper was 
better than anyone else's in the class but that she expected so much more out of me that 
she gave me a harsh grade.  This made me really pay attention to the deficits I had and 
really set me on the path to graduate study and academia. 

 
Academic Career Influences: Events and Experiences 
 
Slightly more than forty percent (42%) of the faculty sample reported that an event or experience 
crystallized their decision to pursue an academic career (compared to 70% who reported that a 
person influenced them).  Of this group, underrepresented minorities were significantly more 
likely to report being influenced by an event or experience (p<.04).  There were no significant 
differences by gender or field. 
 
Approximately the same percentage of graduate (45%) and undergraduates (41%) as the faculty 
reported that an event or experience influenced their desire to pursue an academic career.  There 
were no significant group differences found within either sample.   
 
Faculty  
 
When asked to describe the event or occurrence that helped to crystallize the desire to be an 
academic, the responses by the faculty sample differed from the undergraduate and graduate 
samples, reflective largely of their location within the academic pipeline (Table C-2).   
 
Work experience inside and outside the university was a strong influence on faculty.  One 
professor fondly remembered working at a science lab during his undergraduate years and 
joining in the “give and take” sessions with those on the project.  Much of the work described as 
influential was research and many faculty reported excitement and fulfillment as they were taught 
how to “do” research.   
 



 
39 

Others reported working outside of academia and finding it dissatisfying for various reasons 
including a lack of intellectual challenge, and in one case finding that “I did not like taking orders 
from people whom I thought were less intelligent than me.” 
 
It is instructive to highlight that not all of the work that influenced future Stanford faculty was 
academic in nature.  One professor describes his summer job as a maintenance person at a 
research lab in which: 
 

All of the managers wore ties and came to work at 8 a.m. There were these guys in 
unkempt clothing that kept irregular hours and got lots of respect from the others in the 
organization. I later found out that these were ‘the scientists.’ I wanted to be one. 
 

Interestingly, many faculty members reported that the event or experience that crystallized their 
decision to become an academic did not occur until they received an academic job offer.  Until 
then, they were still undecided about their future career.  In some cases, they were “invited” to 
apply as a student or while working in industry. In other cases, they applied on their own but once 
they progressed through the application process and received a job offer, it became clear to them 
that academia was their career choice.  A female professor explained that her reason for 
becoming a professor was: “Getting a job at a great school.”  Later she realized that,  “In 
retrospect, it was not a great reason.” 
 
Coursework itself was a crystallizing effect for some, but it is important to highlight how this 
experience intersected with both race/ethnicity and gender in some cases.  For example, a 
female, tenured, and underrepresented minority professor reported that: 
 

The courses that I took with the faculty of color…which introduced me to…scholarship 
and critical …theory… caused me to consider, for the first time, the possibility of 
becoming an academic myself.   

 
“I can trace this back to high school,” explained a tenured female professor, “I was always a 
voracious reader, but I had a teacher who opened my eyes to the joys and pleasures of literary 
analysis.”  Another female professor reported “I had no female professors or mentors (zip) during 
undergraduate and graduate studies!” 
 
Other events or experiences considered influential by current faculty included teaching 
experiences, receiving financial support, realizing that academic job offers come with intellectual 
autonomy, and receiving positive feedback for their work -- either verbal, or in the form of 
publications or receiving grant funding. 
 
 

Students 
 
The academic career influences described by the undergraduate and graduate samples were 
similar to each other both in terms of content and frequency (Table C-2).  Both undergraduates 
and graduates explained the importance of coursework and project work in their decision to 
pursue academia.  A female undergraduate in the humanities explained that her project work with 
her advisor and three doctoral students was “academically stimulating and professionally 
motivating.”   Her advisor strongly recommended that she consider doctoral work and that “this 
comment alone - from my advisor that I respected so much - crystallized my desire to be an 
academic.”  Another undergraduate explained that while taking a seminar from a visiting 
professor, he said “Aha! This is how you do it”, changed schools, and began serious study for an 
academic career. 
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Table C-2 

Influential Events/Experiences in 
Academic Career Decision 

Faculty and Graduate and Undergraduate Students 
 

Most Common Responses, in Descending Order of Frequency 

Faculty 
Item N=237 

Percent of 
Responses 

Graduate and Undergraduate 
Item N (graduate and 
undergraduate)= 260 

Percent of 
Responses 

Work experience 16% Coursework 10% 

Receiving an academic 
job offer 

10% Project work 9% 

Receiving positive 
feedback for their work 

6% Teaching 8% 

Teaching experiences 5% Observing/interacting with role 
models (intersecting with 
race/ethnicity) 

5% 

Understanding 
independence of 
academic jobs 

5% Participation in special programs 3% 

Receiving financial 
support 

3%   

Coursework (intersecting 
with race/ethnicity and 
gender) 

1%   

 
 

Being offered teaching experiences also helped fuel interest in academia for the graduate and 
undergraduate respondents.  A female doctoral student explained that she was: 
 

…far more interested in a career outside of academia.  However, TA-ing a course 
absolutely changed my feelings about this decision.  Exposure to students, working with  
them to help frame concepts and ideas was very exciting and is an opportunity that is far 
less present outside of academia. 

 
Students were influenced by observing and interacting with their role models as well. These role 
models were mostly professors from their undergraduate or graduate years, but one female 
student reported that her role modeling experience began when she was two years old:  
 

…sitting on the floor of my mother's office while she held office hours.  Over the years of 
sitting in on her classes, helping her grade exams, and witnessing the pure joy this 
profession brought to her, I saw that it might be a good path for me as well.  I love 
teaching, and I have grown to love research over my graduate career. 

 
Race/ethnicity was also emphasized as important in the role modeling relationship.  A male, 
underrepresented minority doctoral student reported that simply “seeing other successful faculty 
of color during my undergraduate experience at the University of Michigan opened my eyes to the 
fact that I could do it to. It was an attainable goal.” 
 
Another underrepresented minority doctoral student described the moment the “light went on” for 
her.  “I was about 30 years old,” she reported, “having a beer with two friends who happened to 
both be Native American professors at the local university in the town where I was working. One 
of them said, ‘Why don't you think about getting a PhD?’ and that was it. That invitation 
completely changed my life.” 
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A few respondents reported being positively influenced by participation in special programs.  One 
underrepresented minority doctoral student described the importance of the Mellon Minority 
Undergraduate Fellowship program in making her believe that she wanted to be an academic 
because “it compensated me at a very financially vulnerable time in my educational career.”  
Another underrepresented minority doctoral student described that participating in a University 
California at Berkeley summer research program for undergraduate students of color was 
influential to him.  He explained, “As it turns out, at least four of us from that program ended up 
pursuing graduate degrees at Stanford.”  
 
Appealing Aspects of Academic Careers 
 
Graduate and undergraduate respondents were asked what they perceived as the most 
appealing aspects of a career in academia.  The faculty responses to similar questions are 
presented in the following section on academic career experiences.  
 
At least 90% of the doctoral students reported that they found the following aspects of academic 
life “appealing” or “very appealing”: Having a flexible work schedule, the opportunity to create 
knowledge, being a mentor, applying academic knowledge to society, teaching undergraduates 
and graduates, and doing research (Table C-3). 
 
Similar to the doctoral student sample, the undergraduate respondents found the following 
aspects of the academic career to be appealing: having a flexible work schedule, applying 
academic knowledge to society, and the opportunity to create knowledge (Table C-3). 
 
 

Table C-3 
“Very Appealing” and “Appealing” Aspects of Academic Careers 

Doctoral and Undergraduate Students 
 

In Descending Order of Frequency 

Doctoral Students Percent of 
Responses 

Undergraduate Students Percent of 
Responses 

Having a flexible work 
schedule 

98% Having a flexible work 
schedule 

96% 

The opportunity to create 
knowledge 

97% Applying academic 
knowledge to society** 

93% 

Being a mentor** 96% The opportunity to create 
knowledge 

92% 

Applying academic 
knowledge to society 

95% 

Teaching graduate students* 95% 

Teaching undergraduates** 91% 

Doing research 91% 

 

* Underrepresented minorities are significantly more likely to find this aspect to be appealing 
** Females are significantly more likely to find this aspect to be appealing 
 



 
42 

 
Compared to the doctoral students, the undergraduates did not find teaching, mentoring, and 
doing research as appealing.  It is also interesting to note that undergraduates considered a 
number of elements of the academic life to be more appealing than did the graduate students, 
including academic salary levels, the way that professors are treated in the university, the ability 
to raise a family and the ability to lead a balanced life (Table C-3)

24
.  These differences may partly 

be explained by the undergraduates’ lack of exposure to the realities in academia compared to 
alternative careers. 
 
Conversely, the “unappealing” or “very unappealing” aspects of academic life according to the 
doctoral students include: the process of tenure and promotion, academic workload expectations, 
obtaining research funding, and the salary levels in academia.  Undergraduates found that the 
process of tenure and promotion and obtaining research funding to be “unappealing” or “very 
unappealing” (Table C-4). 
 

Table C-4 

“Very Unappealing” and “Unappealing” Aspects of Academic Careers 
Doctoral and Undergraduate Students 

 
Most Common Responses, in Descending Order of Frequency 

Doctoral Students Percent of 
Responses 

Undergraduate Students 
 

Percent of 
Responses 

Process of tenure and 
promotion 

84% Process of tenure and 
promotion 

82% 

Academic workload 
expectations 

76% Obtaining research 
funding**, *** 

70% 

Obtaining research funding* 75%   

Salary levels in academia 73%   

* Underrepresented minorities were more likely to find this aspect of academia unappealing 
** Males more likely to find this aspect of academia unappealing 
*** Humanities and Social Sciences students less likely to find this aspect of academics 
unappealing 
 
 
Group Differences

25
 

 
For both the undergraduate and graduate student respondents, some significant group 
differences by race/ethnicity and gender were found.   
 
As shown in Tables C-3 and C-4, underrepresented minority doctoral students are significantly 
more likely than non-minority doctoral students to find teaching graduate students appealing 
(p<.04).

26
  Underrepresented minority doctoral students were significantly more likely than non-

                                                
24

 Some
 
responses are not included in Tables C-3 and C-4 because they are not one of the most frequent 

responses to the question.  In some cases, non-frequent responses are highlighted in the text in order to 
compare responses by sample or sub-group.  
25 The significant findings of the sub-groups offer a sense of specific aspects of academia that are 
considered appealing or unappealing to various groups; however, caution should be taken in generalizing 
the findings due to the small “N” of each sub-group.  It is also important to note that this set of items may 
reflect how the different populations view their opportunity structure as academics.  For example, non-
minority males may see the opportunity to start a company and therefore find it appealing, whereas female 
doctoral students may not see that as an option and therefore do not report it as an appealing aspect of a 
career in academics.  
26

 In a similar finding, Nerad (1996) suggests that minorities’ choices of professional schools over disciplines 
more oriented toward an academic career are due to the desire to give back to their communities and to 
have a greater certainty in career outcome than can be offered the academic route (Nerad, 1996).  One 
study showed that black students who pursued an advanced degree were seven times more likely than 
white students to study law or medicine (Bowen, 1998).   
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minority doctoral students to find obtaining research funding (p<.01), and applying academic 
knowledge to society unappealing aspects of being an academic.   
 
Female students were found to be significantly more likely to consider teaching undergraduates 
(p<.01), applying knowledge to society (p<.05), and being a mentor (p<.01) to be significantly 
more appealing than did male doctoral students.  
 
Male (p<.01) doctoral students found the ability to start one’s own company to be significantly 
more appealing than did underrepresented minority and female doctoral students. 
 
Students’ Perceived Obstacles to Academic Careers 
 
Despite the individual, group, and experiential influences on pursuing an academic career and the 
many reported appealing aspects of academia, the undergraduate and graduate respondents 
also reported that they perceived obstacles along their academic path.

27
   

 
For doctoral students, the biggest obstacles to becoming an academic included a concern about 
limited academic positions in their field, a lack of dedication to their field, the real and opportunity 
costs of training, the fear of failure, and concern that they lack the requisite skills (Table C-5).  
 
Non-minority doctoral students (p<.05) and engineering and science doctoral students (p<.05) 
were found to be significantly more likely than their counterparts to feel that an obstacle to 
become an academic is that they are not intelligent enough. 
 
Humanities, social sciences, and education doctoral students are significantly more likely to feel 
that their lack of intelligence is an obstacle to becoming an academic (p<.02).  
 
The undergraduate respondents share the same concerns as the doctoral students such as the 
costs of training, lack of dedication to their field, and the lack of requisite skills.  In addition, they 
are concerned with the length of training and feel that they may not be intelligent enough.  
 
In the undergraduate sample, some significant group differences were found. Humanities and 
social science students were significantly more likely to feel that they do not have the requisite 
skills (p<.03), and non-minorities are significantly more likely to feel a lack of dedication to their 
field (p<.03). 
 
We also asked about the perceived obstacles to being successful as an academic (Table C-5).   
Both undergraduates and doctoral students reported that a lack of dedication to their respective 
fields and intellectual insecurity were the main impediments to academic success. Although only 
5% of the graduate students reported that issues of work and family were considered an obstacle 
to becoming an academic, females were significantly more likely to report this to be the case than 
males (p<.01). 
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It is important to report that underrepresented minority undergraduate and graduate students 
were more likely than non-minority students to anticipate that issues related to race and ethnicity 
were an anticipated obstacle to becoming and being successful as an academic.  In the 
undergraduate sample, we also analyze this item by gender and race and found that 
underrepresented minority women were significantly more likely than underrepresented minority 
men (p<.01) to consider race/ethnicity as a potential obstacle to becoming a professor.  In a 
related finding, female students were significantly more likely than males to report that gender 
issues were expected to be an impediment to a career in academia.  Please see Appendix VIII for 
significance levels.   
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 Faculty experiences with obstacles to their academic careers are reported in the following section on 
academic career experiences.   
28

   Other studies show this to be a gendered issue as well and one study finds that it is a particularly 
relevant issue for women faculty of color (Turner, 2002).   
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Table C-5 

Perceived Obstacles to Becoming and Being Successful as an Academic 
Doctoral and Undergraduate Students 

 
Most Common Responses, in Descending Order of Frequency 

Doctoral Students Percent of 
Responses 

Undergraduate Students Percent of 
Responses 

Limited academic positions 
available 

51% Real and opportunity costs of 
training 

41% 

Lack of dedication to the 
field 

28% Lack of dedication to the field 41% 

Real and opportunity costs 
of training 

21% Lack the requisite skills* 27% 

Fear of failure 20% Length of training 39% 

Lack the requisite skills 18% Intellectual insecurity 32% 

Intellectual insecurity*** 14%   

* Students in the humanities and social sciences were significantly more likely to  
 perceive this obstacle 
**  Underrepresented minority students significantly more likely to perceive this 
 obstacle 
***  Non-minority students were significantly more likely to perceive this obstacle 
 
In explaining the obstacles to academic success in more detail, both samples (undergraduates 
and graduate students) offered insights into the areas of race/ethnicity and gender issues, 
difficulties in finding and succeeding in their jobs, and geographic issues. 
 
Racial and gender issues were a primary concern for graduate and undergraduate students. In 
some cases, the issues were addressed separately, as in the case of a female senior in the 
humanities and sciences who explained, “Academia regularly gives women the shaft.   Any 
woman who succeeds in a large research university is two or three times more qualified and 
harder working than her male colleagues.”  
 
There was an intersection of race/ethnicity and gender in responses from other students.  As a 
junior underrepresented minority woman explained: 
 

If I were able to take courses by more women and minority professors at the undergraduate 
level, I might feel less inhibited by my gender and race/ethnicity. There are two women 
professors…that really allowed me to see that women are…excellent and thorough 
researchers and teachers. They boosted my confidence and determination to pursue a 
graduate degree and possibly consider teaching. 

 
The desire to have a family was highlighted by some of the undergraduates and graduate 
students as a significant obstacle to becoming and succeeding as an academic.  Although the 
respondents did not explicitly identify this as a gender issue, it is important to note that the vast 
majority of those respondents were women.  
 
Some students expressed concern that the interdisciplinary nature of their work would preclude 
them from finding a job because “the availability of top tier positions is very idiosyncratic.”  Others 
highlighted the concern that even if they land a position, they acknowledge that “professorial 
support is very arbitrary and subjective.” They are vocal about the possibility that unsupportive 
colleagues may have a detrimental affect on their career.  As one student explained “I don't want 
to put my life in the hands of a few people who could ultimately betray me over petty personal 
politics.” 
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Both undergraduates and graduates felt that additional obstacles to being successful as an 
academic included being geographically limited (by choice or commitment), having potentially 
unappealing colleagues, and various issues pertaining to the path to academic success.   
 
Student Recommendations 
 
The undergraduate and graduate students reported their recommendations for changes that can 
help overcome the obstacles to academic attainment and academic success (Table C-6). 

 
Table C-6 

Recommendations to Overcome Obstacles to Academic Careers 
Graduate and Undergraduate Students 

 
Most Common Response 

Improve role modeling 
Increase number of minority faculty members 
Decrease racism and sexism in campus environment 
Improve programs to encourage better work and life balance for 
faculty 
Make university environment more collegial 
Develop programs to teach about academic careers 
Offer more teaching experience for students 
Improve funding for graduate school 

 
 
The most frequently recommended change was to ensure that more role models were available 
and interested in helping mold a future generation of academics.   
 
The respondents made it clear that they would be more likely to become an academic if they had 
more interaction with faculty and if they felt that current faculty were more like them.  One way 
that underrepresented minority students recommended that this could happen is to increase the 
number of minority faculty members.  One student felt that this was the only way she would be 
mentored, short of, “somehow miraculously becoming white and privileged so I would be more 
effectively and enthusiastically mentored by senior faculty.”   
 
Students explained that more minority faculty would result in more role models for minority 
students and would create a larger group for committee work and minority advising, freeing up 
some time for minority faculty to engage in scholarship.  There was also a recommendation to 
find ways to “change racist and gendered assumptions about what minority faculty can contribute 
to both their intellectual fields and to a university community.” 
 
Students reported the desire to see the faculty living a lifestyle that they aspire to live.  Students 
articulated a need to see academics living a balanced lifestyle and enjoying their career.  They 
also reported wanting to see faculty enjoy teaching and mentoring students in addition to 
engaging in scholarship. 
 
Students reported wanting to see an end to what they perceive as gender discrimination in 
undergraduate and graduate school experiences as well as in academic careers. 
 
Many students felt that their desire to have a family on the one hand and the time and resources 
needed to complete training and dedicate to their field on the other, are incompatible.  Their 
recommendations for change are to increase flexibility in jobs and to make institutions more 
family-friendly.   
 
Another recommendation was the development of programs at the university level to encourage 
lifestyle balance.  This might also include highlighting women faculty who have successfully 
balanced work and family.  Another more sweeping recommendation was to, “Somehow change 
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the academic mindset so that individuals who want more balanced lives are not so severely 
penalized, particularly in the early stages of careers when both biological and tenure clocks are 
ticking.”  
 
Both undergraduates and graduate students would like to see a change in the academic 
environment of Stanford.  To some, the academic environment is not collegial, and they seek a 
department in which they are “comfortable interacting with colleagues such that I can ask them 
for advice and feel that I can contribute something in return.” One graduate student wished for a 
place where professors would interact with graduate students more, “For example, say ‘Hi’ to 
them in the hallways, even!,” which would make the academic culture seem friendlier and less 
remote and cold.  Another graduate student called for a “restructuring of the philosophy of 
teaching and learning” and rhetorically asked “I’m smart, but if I’m disrespected and not accepted 
seriously, how can I feel I belong?”  One respondent felt that faculty members need to be 
convinced that some students, especially women, “need encouragement in addition to criticism to 
become skilled and confident.” 
 
Developing training programs for students who are potentially interested in academic careers was 
also recommended by student respondents.  They requested programs to help demystify the 
academic profession and make it more tangible and approachable.  One student recommended a 
series of workshops where faculty can explain the details of the job and provide some tips on how 
to land a position and move toward tenure (publish, network, attend conferences, etc).  Others 
recommended that there be courses on research skills and how to get published.   
  
More teaching experience as a graduate and even as an undergraduate was also something that 
the students in the samples thought would help them overcome their potential obstacles to 
academic careers.  Many thought that they would enjoy teaching, but did not have the opportunity 
to experience it.   
 
Students felt that better pay for academics would help incentivize them to pursue careers in 
academia, particularly as the opportunity costs of graduate school remain high given the length of 
many programs. 
 
 



 
47 

Summary 
Section C: Interest in Academic Careers 

 

 
When Interest in Academic Careers Developed 
When the current Stanford faculty were undergraduates, 30% of them were “very interested” in 
pursuing an academic career.  When they were in graduate school, this number increased to 
approximately 60%.  Seventy (70%) of the current graduate student sample reported being “very 
interested” or “interested” in pursuing an academic career.   
 
Academic Career Influences: People 
Seventy percent of the faculty sample reported that they were influenced to go to graduate school 
by a specific individual such as (most common responses, in descending order of frequency): 

• Undergraduate faculty 
• Graduate school faculty member (not advisor) 
• Father 
• Post-doc professor/mentor 

 

The faculty explained that the people who influenced them did so through role modeling, actively 
encouraging them and engaging in mentoring behavior. 
 
Student Recommendations 
Undergraduate and graduate students recommended various changes to minimize the perceived 
obstacles to academic careers, including: 

• Improve role modeling 
• Increase number of minority faculty members 
• Decrease racism and sexism in campus environment 
• Improve programs to encourage better work and life balance for faculty 
• Make university environment more collegial 
• Develop programs to teach about academic careers 
• Offer more teaching experience for students 
• Improve funding for graduate school 

 
Race/Ethnicity and Gender Differences 
Underrepresented minorities and women were significantly different than their counterparts in 
many ways regarding academic careers (complete results are found in Appendix VIII).   
 
Underrepresented minority faculty members were more likely than non-minority faculty to have 
been influenced to pursue an academic career by an event or experience rather than a person.    
 
There were also significant race/ethnicity and gender differences in the obstacles that students 
anticipate on the road to becoming and being successful as an academic.  Women graduate and 
undergraduates reported expecting that gender issues would be obstacles to an academic 
career.  Female graduate students were also more likely than male graduate students to see 
work and family issues as academic career obstacles.   
 
Underrepresented minority undergraduate and graduate students were more likely than non-
minorities to report that racial/ethnic issues would be academic career obstacles. When we 
analyzed this by gender, we found that underrepresented minority females were significantly 
more likely than underrepresented minority males to report this. Underrepresented minority 
graduate students were also more likely to report that lack of intellectual confidence is a potential 
academic career obstacle. 
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Summary 
Section C: Interest in Academic Careers (continued) 

 

 
There were many significant group differences regarding the extent to which aspects of an 
academic career were considered appealing.  Underrepresented minority graduate students were 
significantly more likely than non-minority students to find the following academic career aspects 
appealing: 
 

• Obtaining research funding 
• Applying academic knowledge to society in important and relevant ways 
• Teaching graduate students 

 
Female students were more likely than male students to consider the following academic career 
aspects appealing: 

• Teaching undergraduates 
• Applying academic knowledge to society in important and relevant ways 
• Being a mentor 

 
Academic Career Influences: Events and Experiences 
Slightly more than 40% of each of the three samples in the study (faculty, graduate and 
undergraduate) reported that an event or experience crystallized their desire pursue an academic 
career.  Examples include (most common responses, in descending order of frequency): 

• Work experience 
• Coursework 
• Project work 
• Teaching experience 
• Financial support  
• Participation in special programs 

 
Appealing Aspects of Academic Careers 
According to the undergraduate and graduate students, the most appealing aspects of an 
academic job include (most common responses, in descending order of frequency): 

• Having a flexible work schedule 
• The opportunity to create knowledge 
• Being a mentor 
• Applying academic knowledge to society 
• Teaching undergraduates and graduate students 
• Doing research 

 
The least appealing aspects of an academic career include (most common responses, in 
descending order of frequency): 

• The process of tenure and promotion 
• Academic workload expectations 
• Obtaining research funding 
• Academic salary levels 
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Summary 
Section C: Interest in Academic Careers (continued) 

 

 
Students Perceived Obstacles to Academic Careers 
Graduate and undergraduate students perceived the following obstacles to becoming and being 
successful as an academic (most common responses, in descending order of frequency): 

• Limited academic positions 
• Lack of dedication to the field 
• Real and opportunity costs of training 
• Fear of failure 
• Lack of requisite skills 
• Intellectual insecurity 
• Length of training 
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D. Academic Career Experiences 
 
Other critical measures of academic pipeline success are attracting and retaining existing faculty, 
particularly underrepresented minorities and women.  In this section, we address the issues 
related to academic career experiences.  Specifically, we address career preparation, career 
challenges, and the enjoyable, satisfying, and stressful aspects of academic careers.  We also 
ask the faculty to take a retrospective look at their career to date and to highlight the people, 
experiences, and personal attributes that helped them to succeed in academia.  In addition, we 
present faculty perspectives on what it takes to be successful at Stanford as well as what they 
might have done differently in their careers.  
 

Career Preparation 
 
Findings from the faculty survey suggest that, on average, faculty arrived at Stanford very 
prepared for their positions.  More than half (55%) of the faculty in our sample reported that they 
felt “prepared” when they began their academic career, and another 20% felt “very prepared.”  
One quarter of the faculty in our sample did not feel prepared (“very unprepared” and 
“unprepared”) to begin their faculty career.   
 
As illustrated in Chart D-1 below, female faculty were significantly less likely (p<.01) to feel 
prepared than their male counterparts.  Significant differences were not found by race, field and 
tenure status.

29
   

 
 

Chart D-1 
Level of Preparation for Academic Career, by Gender 

Faculty 
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 Please see Appendices VI-XI for the means and p-values for all significant test results. 
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Career Challenges 
 
Despite the high proportion who felt prepared for their faculty positions, Stanford professors 
reported facing challenges as they progressed through their academic  career (Table D-1).  The 
faculty reported that the most significant challenges they faced in their academic career were the 
low salary, the tenure process, the politics in academia,

30
 family obligations, and low salary.   

 
The majority of the faculty reported that the length of training, a lack of support from their family 
and friends, a lack of dedication to their field, and the length of training were not career 
challenges for them. 
 

Table D-1 
Career Challenges 

Faculty 
 

Most Common Responses, in Descending Order of Frequency 

Academic Career 
Challenges 

Percent of 
Responses 

Not Challenges to Academic 
Career 

Percent of 
Responses 

Tenure process 68% Lack of support (family/friends) 78% 

Politics in academia 67% Lack of dedication to field 76% 

Family obligations 66% Length of training 57% 

Low salary 56%   

 
 
There was significant variation in responses by race/ethnicity and gender (Table D-2; For means 
and p values, please see Appendix IX).  Women were significantly more likely than men to report 
that the tenure process, academic politics, the need to relocate, family obligations, racial/ethnic 
and gender issues (such as discrimination), lack of family support, and concern about being 
unsuccessful or lacking skills, intelligence, and dedication were career challenges for them. 
 
Faculty who are parents of children under the age of 18 were significantly more likely than non-
parents to report most of these factors to be career obstacles.  Female parents were significantly 
more likely than male parents to report this, however, parenthood was not a significant factor 
within the female faculty subgroup.   
 
Underrepresented minority faculty respondents were significantly more likely than non-minorities 
to consider the tenure process and issues related to their race/ethnicity as significant challenges.  
 
When sample results were compared by field, (science and engineering vs. humanities, social 
sciences, and education), some differences were significant as well.  Faculty in the humanities, 
social sciences, and education compared to science and engineering faculty were more likely to 
report that the tenure process, academic politics, issues relating to gender and race/ethnicity, and 
a lack of positions for qualified candidates were challenges in their academic careers.

 31
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 A 2004 Stanford study showed that  strong factors affecting whether faculty felt satisfied with their 
positions included whether their department is collegial and supportive and whether their contributions were 
recognized (  Stanford University Provost’s Advisory Committee on the Status of Women Faculty, 2004). 
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 Other studies have shown that there are characteristics of academic culture that may make the career less 
satisfying for women and minorities than it is for those of majority groups.  The academic workplace can be 
chilly and alienating for female and minority professors (Aguirre 2000, Stanford University Provost’s Advisory 
Committee on the Status of Women Faculty, 2004), who may experience overt discouragement or 
discrimination, or may be more negatively affected by typically competitive and isolative practices (Summary 
of the Doctoral Education Literature in Mathematics).  One study found that women of color may feel 
marginalized not only by feelings of isolation and lack of respect from their colleagues, but also by 
challenges from students (Turner 2002).  Minority faculty may feel as if their role within the faculty is not 
acknowledged or taken seriously, since hiring policies considering race and ethnicity may make minority 
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Table D-2 

Significant Race/Ethnicity, Gender and Field Differences in Academic Career Challenges 
Faculty 

 

Female Faculty Significantly More Likely to 
Report Being Challenged By: 

Underrepresented Minority Faculty 
Significantly More Likely to Report Being 
Challenged By: 

Tenure process  Tenure process 
Academic politics  Issues related to race/ ethnicity** 
Relocation   
Family obligations  Humanities, Social Sciences and Education 

Faculty Significantly More Likely to Report 
Being Challenged by: 

Racial issues* Tenure process 
Gender issues* Academic politics 
Lack of family/friend support Gender issues 
Concern about being unsuccessful* Race/ethnicity issues  
Concern about lacking skills* Lack of positions for qualified candidates 
Concern about lacking Intelligence* 
Dedication to their field* 

 

*  Female parents were found to be significantly more likely than male parents to be challenged 
by these factors 
** Underrepresented minority males were found to be significantly more likely than 
underrepresented minority females to be challenged by issues related to race/ethnicity 
 
 
Enjoyable Aspects of Academia 
 
The faculty respondents reported that the most enjoyable aspects of being an academic are 
intellectual in nature (Table D-3).  In order of frequency of “very enjoyable” activities, the faculty 
reported that having intellectual independence, being intellectually and creatively challenged, and 
doing research or scholarship are the most enjoyable job attributes.

32
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Table D-3 
Most Enjoyable Aspects of Academic Career 

Faculty 
 

Most Common Responses, in Descending Order of Frequency 

Career Aspect Percentage of “very enjoyable” responses 

Having intellectual independence 85% 
Being challenged intellectually and creatively 84% 
Doing research or scholarship 76% 

 
 

                                                                                                                                            
faculty seem like tokens.  Women and minorities in academia are often expected to take on higher than 
average teaching, service, and mentoring responsibilities and to participate actively in promoting campus 
diversity, roles which are not often rewarded in the tenure system.  These additional expectations can also 
lead to perceptions of salary inequity (Aguirre 2000). 
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 In the study of minority women, an additional emphasis was placed on the opportunity to promote racial 
and ethnic understanding as appealing in an academic job (Turner 2002). 
 
33

 These findings are consistent with a 2002 study that emphasized the importance of intellectually 
stimulating aspects of the academic (Turner 2002). 
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Satisfaction Level with Various Job Aspects  
 
In the survey, the faculty members were asked about their level of satisfaction with various 
aspects of their academic job (Table D-4).  The elements of being an academic that are most 
satisfying were having a flexible work schedule, the academic lifestyle, and the possibility or 
reality of lifetime employment.  There were two significant group differences in this item.  The first 
was that humanities, social sciences, and education faculty were significantly more satisfied with 
having a flexible work schedule than the science and engineering faculty (p<.01.  The second 
was that tenured professors were significantly more likely than non-tenured professors to report 
that they enjoyed teaching undergraduates (p<.03). 
 
 

Table D-4 
Most Satisfying Aspects of Academic Career 

Faculty 
 

Most Common Responses, in Descending Order of Frequency 

Career Aspect 
 

Percent of “satisfied” and “very satisfied” 
responses 

Flexible work schedule  93% 
Academic lifestyle  90% 
Possibility/reality of lifetime employment  80% 
 
 
In contrast, the least satisfying aspects of academic life include the salary levels, the tenure 
process, obtaining research funding, the balance of work and family, and academic workload 
expectations (Table D-5).  Underrepresented minority and humanities, social sciences and 
education faculty members were found to be significantly less satisfied with the tenure and 
promotion process than their colleagues.  Female faculty members were less satisfied than male 
faculty with the salary levels, the work and family balance, and the ability to augment income with 
extra-university work.

34
  

 
Table D-5 

Least Satisfying Aspects of Academic Career 
Faculty 

 
Most Common Responses, in Descending Order of Frequency 

Career Aspect 
 

Percent of “dissatisfied” and “very 
dissatisfied” responses 

Salary levels  39% 
Tenure process  38% 
Obtaining research funding  36% 
Work and family balance  31% 
Academic workload expectations 28% 
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 The greater dissatisfaction of women compared to men with their workload and work/family issues echoes 
the findings of a recent Stanford Faculty Quality of Life Study (Stanford University Provost’s Advisory 
Committee on the Status of Women Faculty, 2004). 
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Satisfaction with Stanford University 
 
When asked about their level of satisfaction with coming to Stanford University, the largest 
percentage of faculty members (56%) reported being “very satisfied” (Chart D-2).

35
  It is important 

to highlight, however, that 20% reported being dissatisfied and another 4% reported being “very 
dissatisfied” with their decision to work at Stanford.  There were no differences in responses 
when the sample was broken down by race/ethnicity, gender and field.  
 
 

Chart D-2 
Faculty Satisfaction with Stanford University 

Faculty 
 
 
 
 
 
 
 
 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Stress  
 
Half of the faculty who responded to our survey reported that their academic career had been 
“somewhat” and “slightly” stressful (Chart D-3).  An additional 22% considered their academic 
career to be “extremely stressful.”  Ten percent of the faculty sample did not find their academic 
career to be stressful at all.  Female (p<.02), science and engineering (p=.01), and non-tenured 
(p<.01) faculty members were significantly more likely than the other faculty in the sample to 
consider their academic careers to be stressful.   
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 Although the exact items measuring academic satisfaction vary by study, a number of studies found that 
women are significantly less satisfied than men, which we did not find here, again echoing the similar level 
of general satisfaction of male and female faculty that was reported in the  Stanford Faculty Quality of Life 
Study (Stanford University Provost’s Advisory Committee on the Status of Women Faculty, 2004).  In a 
study of science and engineering faculty at Princeton, it was found that women have less general job 
satisfaction (Arenson, 2003). 
 

Very Satisfied 

56% 

Satisfied 

15% 

Dissatisfied 

25% 

Very 

Dissatisfied 

4% 
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Chart D-3 
Stress Level in Academic Career 

Faculty 
  

 
Stanford faculty members were also asked to describe the three main stressors in their career to 
date.   As shown in Table D-6 below, the most frequently reported stressors were the process of 
getting grants and the challenge of combining work and family

36
, followed by the tenure process, 

workload and time management, personal and politics issues, and the high cost of housing. 
 
 

Table D-6 
Main Stressors in Academic Career 

Faculty 
 

Most Common Responses, in Descending Order of Frequency 
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 The Stanford University Provost’s Advisory Committee on the Status of Women Faculty found that women 
faculty were more likely to report work and family stress and were more concerned about childcare issues 
(Stanford University Provost’s Advisory Committee on the Status of Women Faculty, 2004). 

Main Stressors Percent of Responses 

Grants and funding 21% 
Work and family 21% 
Tenure process 18% 
Workload and time management 11% 
Personal and political issues 11% 
Housing costs 10% 
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Grants and Funding 
 
Many faculty members reported being unaware of the importance of being successful at the 
“grants game” until they began their academic career as a newly minted professor.  Learning how 
to write grants, being a successful grant recipient, and recognizing that one must continually seek 
grant money throughout their career were explanations as to why grants were at the top of the 
stress list for faculty.   
 
Work and Family 
 
Balancing work and family was another significant stressor for faculty.  As one tenured male in 
humanities and sciences reported, “Balancing my career possibilities with my personal life has 
always been a challenge, and…led to the breakup of my first marriage.”   
 
The work/family balance is a particularly stressful issue for female professors, as they have 
traditionally been responsible for child and elder care and in many cases continue to be the 
primary family caretaker.   When a female professor decided to work part-time to improve her 
work and life balance, she reports that she was professionally 'written off' by her department 
chair.  Described as “the woman’s dilemma” by a female faculty member, the most stressful 
aspect of her career is the “guilt that no matter where I am, I am not in the other place.  When I 
am with my family, I am not at work and when I am at work, I am not at home.”  
 
Tenure Process 
 
The next most frequently-reported stressor for faculty was the tenure process.  
A female professor in the social sciences explained, “Nothing in my academic training or my 
previous work experience prepared me to deal with the constant stress of this.”   When one 
untenured male faculty reported that one of the most stressful elements in his career was related 
to the process of tenure, he elaborated: “(Tenure) should be stressful. Stress is good. That's how 
hard work gets done.”  
 
Workload and Time Management 
 
It is generally agreed upon that the expectations for work in general as well as the specific 
demands for research, teaching/mentoring, and university service far exceed the hours in a day.  
One untenured female professor in the sciences reported that, “overwork led to two months of 
medical leave caused by a desire to achieve an unreasonable work requirement.”  A tenured 
male professor in the School of Education reported that his stress has stemmed from: 
 

…the high expectations for the amount of work output in the time available and the 
conflicting and inconsistent standards for judging excellence in academic work, making it 
impossible to ever feel confident that you’ve done outstanding work because you’re sure 
that some will dismiss all work of that kind as irrelevant or trivial. 

 
Personal and Political Issues 
 
Another significantly stressful issue for the majority of faculty responding to the survey was the 
personal and political issues at the department or school level.  The stresses described range 
from general lack of support or collegiality to specific stressful instances.  For example, one 
faculty member reported being “attacked by vicious rumor and innuendo by senior colleagues 
during a political fight within the department” and another describes a department chair “who 
treats me with complete disrespect, especially in private.”  Still others describe a long-term 
unpleasant working environment:   
 

I will be the first to say that there are many potential advantages to working at Stanford, 
and there are many colleagues with whom I enjoy interacting.  However, in view of some 
dismal departmental politics that have driven others from the department, I have not 
found it a particularly pleasant place to try to work. 
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Housing Costs 
 
Other stressors for faculty include financial stress due to the extremely high cost of housing in the 
San Francisco Bay Area and the geographic uncertainty that is commonplace in an academic 
career.  The stress, according to a Humanities professor stems from “the necessity to move every 
few years as you move up the academic ladder and the uncertainty as to where I might be in two 
years time (something one experiences non-stop in my field for about ten years straight).”  
 

Tenure 
 
Given the importance of tenure for a successful academic career, we inquired about the extent to 
which the faculty at Stanford experienced the tenure process as difficult.  One fourth (25%) of the 
sample reported that is was “not difficult”, but another 20% reported that it was “extremely 
difficult.”  The largest group, 32% of the sample, deemed the process simply “difficult.”   
 
Women (p<.02) and faculty in the humanities, social sciences, and education (p<.01) were 
significantly more likely to find the tenure process difficult than their comparison groups.  When 
the faculty members were asked what would have made the tenure process less stressful, there 
was as strong call to make the tenure process transparent.  By this, faculty members meant that 
they wanted to receive clear expectations that did not change over time.  They also requested 
regular feedback throughout the tenure process, and for tenure criteria to be objective, rather 
than what they perceive as a subjective system that varies by school and in some cases, 
department. 
 
One professor described what he sees as an industry problem, one that is not limited to Stanford: 
 

Some vague sense of what the standards are would be most helpful.  I am not 
suggesting this is a problem specific to Stanford and it may be worse in my field than in 
others.  Having watched a couple of tenure cases I simply have no idea what is wanted.  
Every time I develop some kind of theory, the next data point destroys it.  And when 
questioned no one else seems to be able to come up with a consistent account either.  
It's very puzzling.  Of course in each individual case I can tell an explanatory story, but 
the problem is that no standards emerge from those stories.  As far as I can tell it is 
almost always a result of a complicated mess of various quirks of the many, many 
different personalities involved in the system (including of course the personalities of 
those writing letters of support from outside of Stanford--this one of the reasons why I 
don't think this problem has anything in specific to do with Stanford). 

 
In addition to a transparent tenure process, the faculty requested “strong, early and sustained 
mentoring” from multiple people during the tenure years. The faculty also strongly recommended 
simplifying the “administratively burdensome” tenure process.  As a tenured professor in the 
biological sciences explained:  
 

To have so many committees and layers of approval is really something out of Kafka.  It 
really should be stripped down to the essentials of whether or not someone is extremely 
able or not. Having to run a gauntlet of academic potentates and their flunkies makes no 
sense, other than it must make some people feel important. 

 
A frequent request was made for a change in the length of the tenure process.  Some requested 
having the option for a shorter tenure track period in order to improve junior faculty morale.  
Others requested having the option of lengthening the tenure period for faculty who work part 
time.  At least one faculty respondent called for a complete overhaul of the criteria for tenure.  
She recommended: 
 

…more time for writing; less pressure from peers and administration to over-produce; 
better support regarding balance of life and work; realistic expectations of what should be 
asked in the first years and how much one can write of consistent quality; a better 
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general atmosphere rewarding humane values, kindness and humility and personal life, 
which are important if one is to be a real role-model to students. 

 
What Helped Most in Academic Career  
 
The faculty respondents reported on the personal attributes, the people, and the experiences that 
helped them most in their academic career.   
 
Personal Attributes 
 

The personal attributes that were most helpful to the faculty respondents were (in order of 
frequency) perseverance/hard work, personality/temperaments, confidence/courage, passion for 
the field, drive/dedication, and good judgment. 
 
Perseverance:  In addition to simple hard work and long hours, faculty reported that a personal 
attribute that helped them in their career was having “personal resilience in the face of repeated 
negative feedback.”  One example is a professor who reported perseverance in the face of 
“rejected papers, unfunded grants, and denied promotions.”  Others described qualities such as  
“stubbornness”, and “determination.”  A professor reflected that  “So many times early in my 
Stanford career, I was told that I wouldn’t be able to get a faculty position, wouldn’t get tenure, 
wouldn’t be able to do the type of research that I wanted to do, etc., but I stuck with it and now I 
am a tenured professor.” 
 
Personality:  Faculty respondents considered various personality traits to be helpful in their career 
success.  Some reported that their positive and optimistic attitude was the most important, while 
others stated that it is their ability to interact successfully with others.  One reported that she had 
the “ability to get along with diverse people.” Another reported his “ability to connect with people 
and to present my ideas in a compelling way.”  Others reported on their personality from the 
perspective of their colleagues, that is, “Having a personality which my colleagues seem to like.”   
 
Confidence:  Having confidence was helpful to many faculty, particularly confidence that they 
would succeed even in the face of skepticism.  One professor reported that the most important 
attribute to her career success was knowing that she had confidence that she could always find 
another job.  Another respondent  reported that his confidence allowed him to “not really care 
much what other people think.” 
 
Academic Passion: Faculty reported that passion for their field was a critical attribute in their 
career success.  Many described their high level of excitement and deep commitment to their 
work.  One professor described this characteristic as “Doing research for reasons of passion 
rather than careerism.”  Another proclaimed that, “I am passionately in love with what I am doing!” 
 
Dedication: Dedication has served faculty well.  Many attribute their success is at least partly due 
to their “extraordinary” or “relentless” drive.  One tenured senior faculty reported that “I am happy 
to be in the lab 12 hours a day, seven days a week and have been for 25 years.” 
 
Good Judgment: Good judgment was also reported to be important in terms of helping faculty 
achieve success.  One professor reported that his choice of book topics resulted in a prestigious 
award that has led to considerable career advancement.  Other professors listed, “Deciding to 
ignore what all of my colleagues were writing”; “Having the good fortune to pick research topics 
that later became popular”; “Having the tenacity to stick to my ideas even when others said they 
were stupid”; and “Realizing that I had to stop listening to well-intentioned but somewhat 
uninformed advice about what direction I should go and just do what I knew in my heart I needed 
to do.” 
 
A combination of these personal characteristics seems important.  One untenured professor 
summed it up when she responded, “I am confident, take risks, and the risks have paid off.  The 
payoff might come from choosing good projects or it might be luck.  I feel it is important to take 
risks and you can’t do this if you lack confidence.” 
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Table D-7 

Personal Attributes 
Important to Academic Career 

Faculty 
 

Most Common Responses, in Descending Order of Frequency 

Personal Attributes Percent of Responses 

Perseverance 13% 
Personality 8% 
Confidence 7% 
Academic passion 6% 
Dedication 5% 
Good judgment 5% 

 
People  
 

When the faculty reflected on the people who helped them most in their academic career, their 
responses were similar to those reported by the undergraduate and graduate students (Table D-
8).   
 
The most frequently mentioned group that was helpful in the careers of faculty were mentors or 
role models.  The second group was colleagues who collaborated with the faculty on projects and 
publications.   
 
Graduate, undergraduate and post-doc advisors and non-advisors as well as a high school 
teacher were also reported to be helpful to the faculty.  It was through their tutelage that the 
faculty learned the fundamentals of research and how to select and manage students.  These 
advisors also set impressive standards for their students and offered career advice.  One 
professor reported that a “high school chemistry teacher made an incredible contribution to my 
ability to learn.  It’s because I entered college with such a good background in that one subject 
that I had something to be proud of and that helped me hang in there.” 
 
Students were other important people who helped faculty in their careers.  Graduate students and 
post-docs were described by the faculty respondents as “terrific, brilliant, dedicated and creative.”  
Many students with whom the faculty worked eventually became collaborators and colleagues to 
the faculty.   
 
Family members were clearly important to the success of Stanford faculty.  Most credited their 
family, particularly their spouses, with offering much needed support, especially during the most 
stressful period of tenure.  Fathers played a strong role for the faculty, just like they did for the 
undergraduate and graduate samples.  Fathers were helpful to the faculty in both a role modeling 
and supportive capacity. 
   

Table D-8 
People Important to Academic Career 

Faculty 
 

Most Common Responses, in Descending Order of Frequency 

Important People to Career Percent of Responses 

Mentors 30% 

Colleagues 20% 

Advisors 20% 

Faculty 6% 

Students 6% 
Family 4% 
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Experiences 
 

The faculty reported the types of experiences that were most helpful to them in their academic 
careers (Table D-9).  The most frequent response was research experience.  Many faculty 
members stated that the opportunity to do research as an undergraduate, graduate student, or 
post-doctoral student was the experience that helped them most.   
 
The second most frequent response had to do with funding.  One professor reported that starting 
his first job with funding made the most significant career difference for him.  Others found that 
securing outside research funding gave them confidence, independence and additional time off 
teaching.  When we asked the faculty what three attributes, people, and experiences were most 
helpful in their career, one faculty respondent emphasized the importance of funding by 
responding simply, “1) getting my first grant, 2) getting my second grant, and 3) getting my third 
grant.” 
 
Approval and support were also frequently reported as critical in their career success.  Faculty 
reported that receiving encouragement from others (family, colleagues inside and outside of 
Stanford), having work promoted by their advisor, and knowing that others believe in them, made 
a significant impact on their career.  Having collaborators and successful collaborations were also 
helpful.  These collaborations were reported to be with colleagues both inside and outside their 
department and Stanford, as well as with students.  Awards/recognition were also highlighted.  
Faculty reported that winning prizes or awards and being elected into high profile positions (in 
national organizations, as the editor of journal, etc.) and the recognition and confidence that 
comes with it was a career boost. 
 
A number of specific background characteristics were also reported to be important to faculty 
members.  Some explained that they possessed a unique skill set while others explained that 
their academic background (high school, undergraduate or graduate) were critical to their 
success.  
  
Faculty explained that simply coming from an academically-oriented family made a significant 
difference in their career.  Some reported that their family’s emphasis on education was influential 
to them, while others explained that they received early role modeling from their parents in 
academic careers (mainly their fathers).   
 
Job experience was also reported to be important to their career.  These job experiences were 
diverse in terms of the type of job (private sector, public sector, research) and level (high school, 
undergraduate, post-undergraduate work, work while in graduate school, etc.) of the job.   
 
 

Table D-9 
Experiences Important to Academic Career 

Faculty 
 

Most Common Responses, in Descending Order of Frequency 

Experiences Important to Career Percent of Responses 

Research experience 7% 
Funding 6% 
Approval 6% 

Collaborations 5% 
Awards/recognition 4% 

Background 4% 
Job experience 4% 
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How To Be Successful 
 

The faculty respondents were asked what they felt it took to be successful at Stanford.  Almost 
100% of the faculty respondents agreed that being perceived by your colleagues both within and 
outside of Stanford as doing important research/scholarship was important to success (Table D-
10).  Other “important” or “very important” aspects of career success reported by a large 
percentage of the faculty included being a good collaborator and colleague, giving and receiving 
feedback well, being smart and confident, and trusting your own judgment.  
 
 

Table D-10 
Important Elements of Career Success at Stanford University 

Faculty 
 

Most Common Responses, in Descending Order of Frequency 

Elements Important to Career Percent of Responses 

Being perceived by colleagues as 
doing important work 

97% 

Being a good collaborator and 
colleague 

90% 

Giving and receiving feedback 
well 

88% 

Being smart and confident 92% 
Trusting your own judgment 68% 

 
Many of the elements of career success varied significantly by gender and race/ethnicity.  Most of 
these were not the most frequent responses so are not listed in Table D-10 above.  Please see 
Appendix IX for detailed findings. 
 
Underrepresented minority faculty members were significantly more likely than non-minority 
faculty to report that understanding the unspoken rules of academia, having the right mentor, 
being able to negotiate well, and being liked by colleagues are important to career success (Table 
D-11).  Underrepresented minority men were significantly more likely (.03) than underrepresented 
minority women to consider that understanding unspoken rules of academia is important to career 
success at Stanford. 
 
 

Table D-11 
Important Elements of Career Success at Stanford University 

Underrepresented Minority faculty significantly more likely to report the following 
as important to career success 

 

Understanding the unspoken rules of academia 
Having the right mentor 
Being able to negotiate well 
Being well-liked by colleagues 
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Female faculty members were significantly more likely to report the same career aspects as 
important for career success as their underrepresented minority colleagues (Table D-12).  In 
addition, they were significantly more likely to report that having good social skills, being 
confident, and being part of the informal network in their department was important.  Female 
parents (of children under 18 years old) were significantly more likely than male parents to 
consider many of these factors to be important to career success at Stanford.   
 
 

Table D-12 
Important Elements of Career Success at Stanford University 
Female faculty significantly more likely to report the following 

as important to career success 
 

Understanding the unspoken rules of academia 
Having the right mentor 
Being able to negotiate well 
Being well liked by colleagues 
Having good social skills 
Being confident 
Being part of the informal department network 

 
When the data were broken down by field (science and engineering vs. humanities, social 
sciences, and education), significant differences were found as well.  Science and engineering 
faculty were significantly more likely to report that having confidence, understanding the 
unspoken rules of academia, and being part of the informal department network were important to 
career success (D-13).  However, science and engineering faculty were significantly less likely to 
report that having good social skills was important for career success. 
 
 

Table D-13 
Important Elements of Career Success at Stanford University 

Science and engineering faculty significantly more likely to report the following 
as important to career success 

 

Having confidence 
Understanding the unspoken rules of academia 
Being part of the informal department network 

 
Significant differences were also found when the data were broken down by tenure status.  Non-
tenured faculty were significantly more likely to consider understanding the unspoken rules of 
academia, having good social skills, having the right mentor, being part of the informal network in 
your department, being able to give and receive feedback well, and being liked by your 
colleagues (see Appendix XI for details).    
 
 

Table D-14 
Important Elements of Career Success at Stanford University 

Non-tenured faculty significantly more likely to report the following 
as important to career success 

 

Understanding the unspoken rules of academia 
Having good social skills 
Having the right mentor 
Being part of the informal department network 
Being able to give and receive feedback well 
Being liked by your colleagues 
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Career Satisfaction 
 

Forty five percent of the faculty in the sample reported being “very satisfied” and an additional 
25% were “satisfied” with their academic careers (Chart D-4).  Only 6% reported being 
“dissatisfied” or “very dissatisfied”.  No significant differences were found by race/ethnicity, 
gender and field.  Tenured professors, however, were found to be significantly more likely than 
non-tenured professors (.04) to be satisfied with their academic careers. 
 

Chart D-4 
Academic Career Satisfaction 

Faculty 

 
What Faculty Would Have Done Differently 
 

Although most of the faculty are either “satisfied” or “very satisfied” with their academic careers, 
most responded positively when asked, “If you could do it again, would you do your career 
differently?”   
 
The most frequent description of what the faculty would have done differently if they could was to 
choose a different route or career trajectory.  The faculty reported wishing that they had studied a 
slightly different sub-field or studied the same discipline at a different university.  Many of these 
respondents wished that they had better or longer training periods or that they took advantage of 
some post-doctoral opportunities in order to hone in their skills before taking their first academic 
position.  In some cases, faculty members felt that they should have studied a different field than 
they did, and in a few cases they reported regretting choosing a career in academia altogether.  
One tenured faculty wished that he had chosen a more “creative and consequential” career 
before the tenure decision.  At that point, he felt that he had “sacrificed a decade and worked like 
a dog until tenure time and it’s quite hard to throw it all aside.”  Another faculty member simply 
reported, “The price of academia is just too hard to ask of your family.” 
 
The next largest group reported that they wished that they were a better self-advocate.  In most 
cases, this means that they would have said “no” more often when asked to serve on committees 
and to participate in activities that were not self-serving.  In explaining why he wishes he said no 
more often, one tenured professor explained that “Unfortunately, as it turns out, being an all 
around agreeable and unselfish person doesn't seem to provide proportional benefits in 
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academia.  I would still be a good and contributing person, but not feel as much pressure to do 
things that I knew I didn't want to do.” 
 
In other cases, being more self-protective referred to salary negotiations, relationships with 
colleagues and promoting one’s own work.  A tenured medical school professor reported that “I 
would be more aggressively self-serving, rather than trying to cooperate with my colleagues, as a 
matter of self-defense.”  A female tenured professor explained that she would have behaved 
“more like a man” in judging her own work to be “wonderful upon meeting lower standards than I 
applied and in being more self-promoting.” 
 
A small number of other faculty members felt that they would have preferred to work at a different 
university.  Specifically, they regretted not working at an institution that emphasized teaching 
rather than research and that was less prone to elitist behavior.  As one tenured female faculty 
explained: 
  

I'm not sure I'd teach at Stanford, or at least not as it was when I first came and for many 
of my years here. I might have been happier at a liberal arts college that valued teaching 
or a good state university that valued research but had a large enough faculty to find 
kindred spirits and feel less isolated.  I do not like the elitism of Stanford, the ‘better than 
Harvard’ standards that can undermine rather than encourage quality and innovation. 

 
A number of faculty also reported regret about their choices in balancing work and life.  They 
mainly regretted not spending more time with their families or spending more time and energy on 
their personal life when they were younger.  One tenured woman reported the opposite because 
she has seen the career implications of her decision.  “I would not have tried to work part-time (for 
the first nine years) in order to "legitimately" spend time with young children.  I would either have 
started full-time or stayed outside of (my field) altogether.”  
 
What Faculty Wished They Had Known 
 
In addition to being asked what they wish they had done differently in their career, the faculty was 
also asked what they wish they had known earlier in their career.   The responses fall into four 
main categories: career management, teaching and research, interpersonal relationships, and 
personal issues. 
 
Most responses concerned career management. This category encompasses all the knowledge 
required to navigate the institution, including how to network, collaborate, manage time, get 
grants and manage politics.  Grants were the most frequent “surprise” for faculty.  A tenured 
social science professor described that he wish he knew “that pulling in big grants would make so 
much difference at Stanford.  I always did well, but never worked at it as much as I could have. I 
think it cost me.  People who pull in the bucks around here can pretty much write their own ticket - 
as long as they keep pulling in the bucks.”  
 
Another response category is preparation for teaching and research.  Our findings showed that it 
is quite common for new professors to feel unprepared to teach and manage students when they 
begin their academic career.  In some cases, professors also felt unprepared to develop their 
research agenda and choose specific research topics.   
 
The third category is interpersonal relationships (such as working with others and developing 
communication skills).  A female professor sums up much of what was said by many in the 
sample. “I should have understood the value of collaborations with more senior scientists at 
Stanford earlier.” she reported,  “When sought, these opportunities were readily available and 
important to me.” 
 
“Personal Issues” is the final category.  It includes balancing work and family, overcoming a lack 
of confidence, and dealing with issues of gender and race/ethnicity.  Those who reported that 
they lacked confidence often felt that their lack of confidence took a considerable amount of 
energy from them in the early stages of their career.  One tenured professor wished he knew 
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early in his career “that I would get tenure so that I didn’t have to worry about it so much.”  And in 
dealing with the concerns about work and family decisions one tenured woman reported that she 
wished she knew “that my children felt they had an ideal childhood and felt fortunate that I had a 
career outside, as well as inside, our home.” 
 
In terms of race/ethnicity, one tenured professor said that before taking his academic job he 
wished that he had known “…that people of color have to prove their competence while whites 
are presumed to be competent.”   
 
A number of faculty reported wishing they had done things differently in relation to gender issues.  
One woman reported that she wished that women would be taught to say “no” and avoid trying to 
please others.  She continued to explain that “I have seen more women faculty at Stanford ‘self-
destruct’ because they can’t say no to others’ requests and feel guilty putting themselves first.”  
Another tenured female professor of the humanities wished that she had been aware of the “lack 
of salary equity for female faculty at Stanford.” 
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Summary 
Section D: Academic Career Experiences 

 

 

Academic Preparation 
Our findings show that most (75%) of the faculty felt very prepared for their academic positions 
when they arrived at Stanford.   
 
Career Challenges 
Despite feeling prepared, the faculty reported facing various career challenges, including (most 
common responses, in descending order of frequency): 

1. The tenure process 
2. Politics in academia 
3. Family obligations 
4. Low salary 

 
Faculty reported that the following factors were not a challenge to their academic career (most 
common responses, in descending order of frequency): 

• Lack of support 
• Lack of dedication to field 
• Length of training 

 

Enjoyable and Satisfying Aspects of Academia 
The aspects of the academic career that the faculty find the most enjoyable and satisfying 
include: 

• Having intellectual independence 
• Being challenged intellectually 
• Doing research /scholarship 
• Having a flexible work schedule 
• The academic lifestyle 
• Lifetime employment 

 
Tenured faculty in the sample were significantly more likely than non-tenured faculty to report 
being satisfied with teaching undergraduates. 
 
The least satisfying aspects of academia include (most common responses, in descending order 
of frequency): 

• Salary levels 
• The tenure process 
• Obtaining research funding 
• Work and family balance 
• Academic workload expectations 

 
Satisfaction with Stanford 
Approximately 75% of the Stanford faculty were “satisfied” or “’very satisfied” in coming to 
Stanford.   
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Summary 
Section D: Academic Career Experiences (continued) 

 

 
 
Stress in Academic Careers 
Almost 75% of the Stanford faculty reported that their academic career was “stressful” or “very 
stressful”.  The main stressors for the faculty included (most common responses, in descending 
order of frequency): 

• Grants and funding 
• Work and family 
• The tenure process 
• Workload and time management 
• Personal and political issues  
• Housing costs 

 
 
Career Help 
The faculty reported that the following personal attributes, people, and experiences helped them 
in their academic career (most common responses, in descending order of frequency): 

Personal Attributes 
• Perseverance 
• Personality 
• Confidence 
• Academic passion 
• Dedication 
• Good judgment 

 
People 

• Mentors 
• Colleagues 
• Advisors 
• Faculty 
• Students 
• Family 

 
Experiences 

• Research experience 
• Funding approval 
• Collaborations 
• Awards/recognition 
• Background 
• Job experience 

 
Stanford Success 
To be successful at Stanford, the faculty reported that the most important factors include: 

• Understanding the unspoken rules of academia 
• Having the right mentor 
• Being able to negotiate well 
• Being well -liked by colleagues 
• Having good social skills 
• Being confident 
• Being part of the informal department network 
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Summary 
Section D: Academic Career Experiences (continued) 

 

 
What They Would Have Done Differently 
Faculty reported that they would have done the following things differently if they could (most 
common responses, in descending order of frequency): 

• Chosen a different route or trajectory 
• Been a better self advocate 
• Worked at a different institution 
• Balanced work and family differently 

 
What They Wished They Knew 
The faculty in our study reported that they wished they had knowledge of various topics before 
becoming a professor such as (most common responses, in descending order of frequency): 

• Career management 
• Teaching and research 
• Interpersonal relationships 
• Personal issues 

 
Racial/Ethnic and Gender Differences 
There are aspects of the academic career in which underrepresented minorities and women differ 
significantly from the rest of the faculty (Appendix IX).   
 
Underrepresented minorities and women faculty share some similar beliefs and experiences 
regarding their academic careers. 
 
Some issues that were significantly more challenging for underrepresented minorities and women 
faculty members were: 

• The tenure and promotion process 
• Issues related to my race/ethnicity 

Underrepresented minority males were significantly more likely than underrepresented minority 
females to report being challenged by  race and ethnicity issues. 
 
Additional obstacles that were significantly more challenging to females than males were: 

• The politics of academia 
• The need to relocate for career advancement 
• Issues related to my gender 
• Family obligations 
• Lack of support from my family and friends 
• Concern about not succeeding 
• Not having the requisite skills 
• Not feeling intelligent enough 
• Not feeling dedicated enough to my field 

 
Underrepresented minority and women faculty are significantly less likely than their counterparts 
to be satisfied with the process of tenure and promotion.  Underrepresented minority males were 
significantly more satisfied than underrepresented minority females with the process of tenure 
and promotion.  
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Summary 
Section D: Academic Career Experiences (continued) 

 

 
Additionally, female faculty members are less likely to report satisfaction with: 

• Salary levels in academia 
• The ability to augment income with work outside the university 
• Academic work load expectations 
• The ability to balance work and family 

 
Both underrepresented minority and female faculty are significantly more likely than other faculty 
to consider the following as important to career success at Stanford: 

• Understanding the unspoken rules of academia 
• Having the right mentor 
• Being able to negotiate well 
• Being liked by your colleagues 
•  

Underrepresented minority males were significantly more likely than underrepresented minority 
females to report the importance of “understanding the unspoken rules of academia” as important 
to career success at Stanford. 
In addition, female faculty were significantly more likely to report that the following are important 
to career success at Stanford: 

• Having good social skills 
• Being confident 
• Being part of the informal network in your department 

 
Female faculty were also significantly more likely than male faculty to report that the tenure 
process was difficult and that their academic career has been stressful. 
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E. Work and Family 

There is considerable evidence that female academics are more affected by work and family 
issues than male academics, therefore this section is devoted specifically to these issues.

 37
    

Students 

The overwhelming majority of graduate students in our study reported a high level of commitment 
(26% “committed” and 64% “very committed”) to pursuing a career upon completion of their 
studies. Despite the abundance of research showing that family issues affect women and men 
unequally in terms of their academic career trajectory, we found that women (as well as 
underrepresented minorities) are significantly more likely to report being committed to pursuing a 
career upon graduation than their male and majority counterparts, respectively. 

 
Family Commitments 
 

Our study shows that 40% of the doctoral student sample reported that their current family 
commitments (including marriage, child care and elder care) have a “huge impact” on their school 
and work commitments.  An additional 40% report a “minor impact” of family on school and work 
commitments.  Female graduate students were significantly more likely than males to report that 
family commitments have an impact on their work and school commitments (p<.04).

38
 

 
Timing of Children and Career Demands 
 
In looking to the future, more than half of the current doctoral students (54%) in our sample 
reported that they anticipate problems with the timing of children and career demands.  Almost 
30% were uncertain and 17% did not expect any problems.  Women were significantly more likely 
(p<.01) to expect problems than men. 

In the undergraduate sample, 42% reported that they envisioned a problem with the timing of 
children and career demands and 33% were “uncertain”.  No significant differences were found 
by race/ethnicity or gender.  

                                                
37  In a 2002 report based on discrete-time event history analysis of the Survey of Doctorate Recipients, 
Mason found that for each year after the receiving the PhD, married women with a child under six years of 
age are half as likely to enter a tenure track position than men with the same family makeup (N>30,000).  
Furthermore, for each year after securing a tenure track position, women are 20 percent less likely to 
achieve tenure than men (N>11,000) (Mason, 2002).  Academic dual-career issues (also known as the “two-
body problem”) are also a larger issue for women because women academics are more likely to have a 
spouse or partner with an advanced degree than academic men and are therefore less likely to have a 
spouse willing to relocate for her job (Mason, 2002).  While this is an issue for all women with careers 
requiring a high level of education, it is more salient for academic women because it is often difficult to find 
two academic positions at the same institution or geographical area and relocating a number of times 
throughout the course of a career is common. 
 
A recently-completed study of the status of women faculty at Stanford also found gender differences in 
relation to work and family issues.  While this study did not find significant overall difference in satisfaction 
between male and female faculty, it did find that women were more likely than men to report work and family 
stress and were more concerned with childcare issues than men  (Stanford University Provost’s Advisory 
Committee on the Status of Women Faculty, 2004).  Also, a 2002 study of faculty women of color in all 
disciplines found that family obligations resulted in marginalizing female faculty of color (Turner, 2002). 
 
In recent publications by the American Council on Education and the Carnegie Initiative on the Doctorate, 
academic women were found to be more likely than men to take non-tenure track career paths in order to 
manage work and family. (Carnegie Initiative on the Doctorate, Chemistry, 2003; American Council on 
Education, 2005).   
 
38

 Please see Appendices VI-XI for the means and p-values for all significant test results. 
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In explaining the problems that they anticipated with the timing of children and career demands, 
undergraduates and graduate students emphasized similar issues (Table E-1).  They addressed 
the intensive and often conflicting time commitments of early career and early parenting phases, 
the financial issues associated with having children, the challenges of negotiating family care with 
ones partner, and the difficulties finding adequate and affordable childcare options. There was 
however, a difference between the two groups of students in tone and detail.   

 
Table E-1 

Anticipated Problems with Timing of Children and Career Demands 
Graduate and Undergraduate Students 

 
Most Common Responses 

Conflicting time commitments during early career and early parenting phases 

Financial burden 

Negotiating parenting responsibility with partner 

Finding affordable, quality childcare 

Affording quality childcare 

 

Due to the fact that few undergraduates are married and even fewer have children, their 
responses were more theoretical and tended toward idealistic in their proposed “solutions” to the 
work and family dilemma.  One undergraduate explained:  

I would like to have children before I am 30, but this is also a time when women are 
supposed to be beginning to build a career.  I think it’s unfortunate that these two aspects 
of life have to compete against each other instead of be natural complements, but I hope 
to have the opportunity to combine the two.   

Another explained that, “we just have to have better time management skills.” 

While they were clearly aware of the issues of work and family in our society, the responses by 
the undergraduate sample were more likely to state their perspective on the problem than to 
propose a solution.  “I think by the time I have children, one undergraduate reported, “I will be 
very involved and committed to my work.  However, I assume that I will be in a committed 
relationship and that we would together find a solution that would allow us both to continue work 
and family life.” 

Graduate students tended to be more realistic as well as pessimistic, than the undergraduates.  
One doctoral student in the medical school reports that “If you want to be a full time mother at any 
time, you will have to take a few years off and then you will pay a heavy career price for it.”  
Another explained that ”My current 60-75 hour work week doesn’t leave time for children.  It will 
require that I reduce the amount of work and sacrifice career options.” 

 
A doctoral student in education reported that she observed that it is “very difficult on tenure track 
to make up for the time “lost” having children.  If you go half-time to care for kids, you are 
considered out of the race.”  A humanities doctoral student reported that in her department,  
“even women who are married and well over 30 are seen as throwing away their careers if they 
have children, especially more than one.” 
 
The majority of the respondents to this open-ended item about the timing of children and career 
demands were female. Only a few males responded and when they did, they mostly discussed 
challenges such as the small academic salaries, the high costs associated with having a family, 
and the amount of travel required by their career.  Other men implied that work and family issues 
are women’s concerns and would only affect them to the extent that their wives’ career would be 
impacted.  As one doctoral student in the school of education explained, “If my partner were an 
academic, the timing of children would be crucial so as not to impact her career.” 
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Work and Family in Future Career 
 

More than half (54%) of the doctoral student respondents and 49% of the undergraduates 
reported that they anticipated having difficulty integrating work and family in their future careers. 
There were no differences in responses by gender or race/ethnicity for this item in graduate 
school, but undergraduate females were significantly more likely to report anticipating work and 
family integration difficulties in their careers than did male undergraduates. 
   
Some undergraduates had a specific plan in mind, whether it be focusing primarily on work:  

“I am a work-a-holic and I have always put work before family and friends and I do not 
see this as a bad thing.  Since I am satisfied with this, I do not need to address the issue 
at all;” 

emphasizing family: 
“Since I want my family to be a priority above career, I just plan on making the time to be 
with them no matter how busy or tired I am;”  

or developing a work and family plan: 
 “Wait for a while to have kids until I am established in a job;” 

“Day care, work with my husband on the issue, take time off for a while and then come 
back to my career, use the help of my parents, hire nannies maybe.” 

Other undergraduates described how they will “find a balance” and “not work so hard so that I can 
have a life.” 
  
Still others (mainly women) emphasized that their choice of spouse is critical.  One woman in the 
social sciences explained that she needs to “find a sensitive and understanding husband who has 
similar values and is willing to compromise.”  Another reported that she intends to “marry 
someone that has a flexible work schedule or is financially secure enough, so that I don’t need to 
work.”  Some were in self-described denial of the issue:   
 

I am a woman! At some point I need to have children and according to my career path I 
won’t have time to do that until I am about 36 – not the best time to start having children.  
A discouraging thought that I prefer not to think about. 

 
One woman specifically stated that she has ruled out an academic career because of the 
challenges with work and family.  Her ideas for addressing future work and family issues are 
“working in an environment where I don’t have to work 100 hours a week; working in a field where 
I can easily take a year or two off to start raising a family; finding a company that is supportive of 
work and family balance.”  She reported that she wanted to be a professor while she was growing 
up, but,  “this changed drastically once I got to Stanford and saw the demands on faculty and the 
near impossibility of having a successful career as a professor and some sort of family life.”  
 
The graduate student respondents were slightly more realistic and often quite opinionated about 
the topic of balancing work and family.  Many still did not have a specific plan in place, such as a 
business student who described herself as being on the “wait and see track.”  Others spoke 
theoretically about balancing work and family such as this underrepresented minority female: “I’ll 
do the best I can to be a good mother, wife and friend, but I am unwavering in my belief that one 
can achieve ‘balance’.  I’m unapologetic about my ambitions and will remain so.”   
 
And even on the brink of beginning their professional careers after receiving their graduate 
degrees, some lack both a plan and a theory.  “I have no good plans at this time”, reports one 
MD/Ph.D. candidate, “I am trying to convince myself that trading off months/years between family 
and work will be possible.” 
 
Like the undergraduates, some graduate students emphasized work, others emphasized family 
and still others do not plan to have children at all.  Most spoke  
about sharing responsibility with their spouse, separating work and family while focusing on both, 
and finding an affordable place to live with excellent quality childcare options. 
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Effect of Parenthood on Career 
 

Students 
 

When the undergraduate and doctoral students were asked what effect they anticipated 
parenthood to have on their career, our sample was neatly divided into thirds. Approximately 1/3 
of both groups reported that they think that parenthood will have a “positive” or “very positive” 
effect on their career.  Another 1/3 of both samples reported that they expect parenthood to have 
a “negative” or “very negative” effect on their career.  The final third were uncertain of the 
potential impact. 
 
Underrepresented minority graduate students were significantly more likely than non-minorities 
(p<.02) to expect a negative effect of parenthood on their career.  Females in both the 
undergraduate (p<.01) and graduate (p<.01) samples were significantly more likely than their 
male counterparts to expect a negative effect of parenthood on their career.  
 
Faculty 
 
Thirty-two percent of the Stanford faculty respondents reported that they experienced  “significant 
problems” integrating their career and family/personal life.  An additional 50% of the faculty 
reported having “some problem”.  Only 20% of the faculty reported that they have not 
experienced problems integrating their career and family/personal life.  There were no significant 
differences by race/ethnicity, gender, or field. 
 
In explaining the problems that they are encountering or already encountered in integrating their 
career and family/personal life, the majority of the faculty respondents felt that they required more 
time in order to adequately balance their work and family lives (Table E-2). 
 

Table E-2 
Problems Integrating Career and Family/Personal Life 

Faculty 
 

Most Common Responses, in Descending Order of Frequency 

Problems Percent of Responses 

Lack of time 31% 
Family life negatively impacted 13% 
Work negatively impacted 5% 
Low academic salaries 4% 
Quality childcare hard to find 2% 
Quality childcare unaffordable 2% 

 
Many other respondents reported that their family life had suffered while being a professor at 
Stanford.  Some considered themselves an absent parent and/or an absent spouse and many 
suspected their absence led to family problems such as behavioral problems in children and 
divorce.   
 
One male, non-tenured professor explained, “There are so many demands and opportunities in 
academia and it is so easy to keep putting your family last--but that is a huge mistake, one that I 
have explored personally.”   Another professor explained in more detail, “I missed many important 
events of my children’s childhood because of commitments at work; ultimately the enormous 
stress related to attending to succeed at Stanford catalyzed the demise of my marriage.” 
 
In all, a great deal of pessimism was expressed about the chances of having a desired type of 
family life.  One untenured male professor reported, “There is simply no way to have a 
reasonable family life while pursuing tenure at a top research university, while maintaining your 
integrity.” 
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Some respondents also reported that their work was negatively affected as they tried to integrate 
both work and family in their life. It is important to note that only  
female professors reported this to be the case.  “ I decided to work part-time.”, one female non-
tenured professor reported, “My husband is a full-time tenure line academic so I felt that if I didn’t 
work part-time, the kids would not be raised by their parents.”  
 
Low academic salaries were also integral to the discussion about balancing work and family.  
One male non-tenured professor explained: 
 

A single academic salary is too low to support a family comfortably in this area, so both 
parents have to work.  This places severe time pressures on the family, especially since 
the astronomical housing costs force one to live outside the immediate Stanford area. 

 
Childcare was highlighted as both difficult to find and unaffordable. A tenured professor reflecting 
on years past explained:   
 

Childcare in the early years is terribly expensive, especially for persons in dual-career 
marriages without (extended) family members who can pinch in.  The cost of quality 
childcare is almost prohibitive and severely limits women and families from achieving 
some degree of independence. 

 
Other faculty respondents explained that they did not feel that having children was an option 
because of work demands and the lack of sensitivity to family issues in their department. 
 
Despite the number of significant work and family challenges faced by faculty, it is important to 
note that many faculty members reported that the flexible academic work schedule was helpful in 
balancing work and family.    
 
Work and Family Advice to Future Faculty 
 

The faculty advice that was most frequently offered to students and post-docs about integrating 
work and family centered on planning and preparation.  The advice was primarily about the 
decision to have children, although some of it addressed marriage as well.  
 
Faculty members strongly recommend that young academics be aware of the challenges of work 
and family, but encouraged them to have children.  Many respondents reminded students that 
there is no good time to “schedule” having children.  A tenured female faculty member sums up 
the main message from the faculty: 
 

Think very hard about what they want and then make a conscious, deliberate decision 
about what to do and what not to do, because you can't do everything.  It is better to 
decide that up front than slip into it gradually and then look back and regret it.”  

 
One male professor reported concern that students are often misled by the fact that many of their 
professors have families. 
   

They don't realize that many of those faculty got tenure in the days in which one needed 
just a couple of articles and a phone call from one's advisor to land a job at a top 
department.  Furthermore I think it is fair to say that the gender roles prevalent then also 
made it ‘easier’ to ‘balance’ career and family.  I tell students to make a choice: if you 
want to be a top researcher, avoid having a family if you can.  If you want to have a 
family, get a teaching job at a small liberal arts college.   

 
The advice offered for prospective faculty members who have or plan to have children were very 
practical in nature.  “If you have young children or are about to have them”, a non-tenured female 
faculty member warns, “only take on a full-time teaching job with tenure-track expectations of 
research if you have a good support system for child-rearing (a family member who can help, 



 
75 

and/or outstanding day care or nanny). If such a support system is not available, don't start the 
tenure clock until the children are in school; teach part-time until then.”   
 
Others strongly urged students to “Have a very supportive spouse who is willing to share 50-50”, 
or to simply “Marry well.” 
  
Current Stanford faculty also recommended making a conscious effort at striking a good balance 
between work and family.  Both men and women were far more likely to recommend placing 
family (51 responses) before work (4 responses) as their first priority.   Some offered 
discouraging comments such as “prepare for pain” and “find another career”.  However, most 
current Stanford faculty remained encouraging about having a family and an academic career.  
One female professor explained that, “It all works out“, and another one declared, “it is difficult, 
but can be done.” 
 
A sound bit of advice came from an untenured male faculty member.  “Work to change the 
system”, he stressed. “Be an advocate for women in academics -- if it gets better for them, it'll be 
better for men, too. Don't shortchange your family -- you'll regret it.” 
 
Advice for the University 
 

The faculty sample was asked to recommend ways that the university can help faculty balance 
their work and family obligations (Table E-3).  
 
Almost all respondents reported that the single most helpful change would be to provide day care 
options and to develop on-site childcare.   They also proposed providing some flexibility in the 
tenure system in various ways such as emphasizing quality instead of quantity of scholarship and 
extending the tenure clock. 
 
Others recommended developing more flexibility in the work schedule.  Specifically, one tenured 
female professor explained that work goals should be made clear and the plan should be to 
“maintain frequent communication between individual and individual's mentor/supervisor as an 
individual approaches those goals.” 
 
It would also be helpful to be more sensitive to time commitments outside of work and limiting the 
administrative and committee assignments to the standard work day. One tenured male professor 
recommended that the university should: 
 

Make sure that academic activities are not in the evenings and weekends.  For example, 
all of my department’s educational conferences and meetings are in the evening or 
weekends.  A disaster for those with families who still want to be a vibrant member of an 
academic community. In my division, there is no consideration of family life. 

 
 

Table E-3 
Work and Family Recommendations 

Faculty 
 

Most Common Responses, in Descending Order of Frequency 

Recommendations Percent of Responses 

More day care options 23% 
Flexibility and clarity in tenure system 10% 
Flexible work schedules 4% 
Limit meetings and commitments after 
regular work hours 

3% 
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Other, less frequently stated recommendations include to offer more maternity and paternity 
leave, offer counseling or mentoring to those who want it, increase faculty salaries in order to off-
set high costs of housing and childcare, reduce the teaching load, and develop a spousal hiring 
policy. 
 
Some respondents also highlighted the importance of encouraging male colleagues to be 
supportive and to openly acknowledge the existence of the problem.  One even suggested 
offering “sensitivity training for the generation of older male professors whose wives brought up 
the kids and they don't see why having a family distracts their junior female colleagues from their 
work.”  Another stressed that senior faculty, especially men, should set the example by making it 
clear when they are dealing with family obligations, rather than concealing these responsibilities.”  
 
Some faculty respondents interpreted the question to mean that Stanford will relax some 
academic expectations for professors.  They cautioned against this proposed change because 
“even if the university relaxes some criteria to allow young faculty to balance work and family life, 
external peer review, funding and national/international status (of the university) will be 
influenced.” 
 
Others (mostly men but also one woman) argued that it is an individual’s responsibility and that 
the university should not be involved in the issue at all. A male respondent explained that, “if 
everyone around you is doing world class work, you have to also.  If you're smart enough to do 
that without jeopardizing family life, great.  If not, you have to choose.” A female faculty member 
stated, “I don't think the university should do anything at all regarding this issue.  No one is forced 
to have children or to marry a demanding spouse.”  Another male non-underrepresented minority 
faculty respondent reported: 
 

Last time I checked, the mission of a university was to increase knowledge through 
teaching and research. The university's primary responsibilities are to its students and 
society, both of whom voluntarily invest the university with resources and power, so as to 
carry out its role as a home of learning and inquiry. The university thus does not exist to 
make the lives of its faculty easier or more comfortable. Recruiting and retaining the best 
faculty, and providing the best possible working conditions, is part of its mission. But 
helping people balance work and home is far beyond this (shouldn't the university be 
emphasizing the "work" part?). And I imagine that people who would, in fact, make the 
best faculty members realize that working at Stanford is a job, and that a university is not 
a mutual-aid association set up to pamper them.  
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Summary 
Section E: Work and Family 

 

 
Students 
The overwhelming majority of graduate students in our study reported a high level of commitment 
(26% “committed” and 64% “very committed”) to pursuing a career upon completion of their 
studies.  However, family issues are a significant issue facing those who are pursuing an 
academic career, particularly underrepresented minorities and women.    
 
Family Commitments 
Our study shows that 40% of the doctoral student sample reported that their current family 
commitments (including marriage, child care and elder care) have a “huge impact” on their school 
and work commitments. 
 
Timing of Children and Career Demands 
Fifty-four percent of the current doctoral students in our sample reported that they anticipate 
problems with the timing of children and career demands.  In the undergraduate sample, 42% 
reported that they envisioned a problem with the timing of children and career demands.  The 
challenges anticipated by the graduate and undergraduate students include (most common 
responses, in descending order of frequency): 

• Conflicting time commitments during early career and early parenting phases 
• Financial burdens  
• Negotiating parenting responsibility with partner  
• Finding quality childcare  
• Affording quality childcare 

 
Work and Family in Future Career 
More than half (54%) of the doctoral student respondents reported that they anticipated having 
difficulty integrating work and family in their future careers.  
  
Effect of Parenthood on Career 
One-third of the undergraduate and doctoral students reported that they anticipated parenthood 
will have a “positive” or “very positive” effect on their career.  Another 1/3 of both samples 
reported that they expect parenthood to have a “negative” or “very negative” effect on their 
career.  The final third were uncertain of the potential impact. 
 
Faculty 
Thirty-two percent of the Stanford faculty respondents reported that they experienced  “significant 
problems” integrating their career and family/personal life.  An additional 50% of the faculty 
reported having “some problem”.  Some of the problems encountered by faculty members include 
(most common responses, in order of frequency): 

• Lack of time 
• Family life negatively impacted 
• Work negatively impacted 
• Low academic salaries 
• Quality childcare hard to find 
• Quality childcare unaffordable 
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Summary 
Section E: Work and Family (Continued) 

 

 
 
Work and Family Advice to Future Faculty 
The faculty advice that was most frequently offered to students and post-docs about integrating 
work and family centered on planning and preparation.  The advice includes (most common 
responses, in descending order of frequency): 

• Make conscious and deliberate work and family decisions 
• Choose a very supportive spouse 
• Strike a good balance between work and family 
• Work to change the system 

 
Advice for the University 
The faculty sample was asked to recommend ways that the university can help faculty balance 
their work and family obligations (most common responses, in descending order of frequency): 

• More day care options 
• Flexibility and clarity in tenure system 
• Flexible work schedules 
• Limit meetings and commitments 

 
Others (mostly men but also one woman) argued that it is an individual’s responsibility and that 
the university should not be involved in the issue at all.  
  
Race/Ethnicity and Gender Differences  
Both underrepresented minority and women graduate students were significantly more likely than 
other graduate students to report being committed to pursuing a career upon completion of their 
studies (Appendix X).   
 
Female graduate students were significantly more likely than male students to report that their 
family commitments have a negative impact on their school and work commitments.  Female 
undergraduate and graduate students were also more likely to envision problems in the timing of 
children and career demands and the integration of career plans with a family life.  In addition, 
they are also more likely to expect a negative effect of parenthood on their career. 
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V.  Conclusions and Recommendations for Intervention 
 

The purpose of the Pipeline Project is to understand the obstacles and barriers to pursuing 
academic careers for underrepresented minorities and women.  In focusing on the areas that are 
most salient to underrepresented minorities and women, we also identify issues of concern for 
other students and faculty.  In doing so, we hope to develop the most relevant strategies for 
attracting and retaining the best and the brightest students to academia, including those in 
currently underrepresented groups. 
 
 

 A. How can universities attract more minorities and women to academic 
careers? 

 
The first step in attracting underrepresented minorities and women to academic careers is to 
interest them in attending graduate school programs (Ph.D. Programs for most fields). Our study 
showed that while most students reported that either a person or event helped to crystallize their 
thinking about graduate school, underrepresented minority students were significantly more likely 
than non-minorities to be positively influenced to attend graduate school by a non-school-related 
employer.  Our study showed that both positive and negative experiences, that is, a good work 
experience (such as interacting with others engaged in work that requires an advanced degree), 
or a bad work experience (such as the desire to avoid getting stuck in a dead-end job), may 
inspire minority students to consider attending graduate school. 
 
Our recommendation for university action is to provide work opportunities for underrepresented 
minority students that allow them to interact with individuals engaged in academic work, 
especially individuals who clearly enjoy their work and actively encourage students to follow in 
their footsteps. 
 
From our research, we also learned that underrepresented minority students were positively 
influenced to attend graduate school by knowledge that funding for graduate school is available.  
Additionally, underrepresented minority students were positively influenced by the idea of 
graduate school providing access to a variety of career opportunities.  As we highlighted in our 
report, other researchers have demonstrated that underrepresented minority students are seven 
times more likely to attend professional school than graduate school.  This is due, in part, 
because they viewed the costs involved in undertaking a graduate degree as well as the 
expected return on investment to be less than salubrious.  
 
If universities are to attract the best underrepresented minority students to academic careers, it is 
critical that talented, potential graduate students understand that funding is usually available to 
fully cover educational costs (unlike professional schools).  It is also important to convey that 
once a Ph.D. is completed, an academic career could be both a desirable and attainable career 
trajectory.  Our research has also demonstrated that undergraduate, as well as graduate students 
have little notion of how and what graduate school entails, how academics live their lives, pay 
their bills and enjoy the opportunities and autonomy that academic life affords.  We found that 
while students are well aware of the negative aspects of academic careers (for example, the long 
hours and heavy work loads both before and after an advanced degree, the difficulties in 
obtaining an appointment, promotion and tenure challenges, academic politics and relatively low 
salaries compared to some of the professions), many students are relatively unaware of the 
positive aspects.  We found that students do not realize that academic careers can offer the 
opportunity to do satisfying, meaningful and largely self-directed work, to become an expert in 
one’s field, to be able to apply knowledge in new and creative ways, to teach and mentor the next 
generation of young people, and to have an autonomous and flexible, albeit busy, schedule. 
These positive aspects of an academic career need to be made more explicit to our students. 
 
While we do not suggest that academia is an easy career, it is important to note that most of our 
Stanford faculty respondents reported being very satisfied with their career choice.  This is 
information that students, particularly minority students, need to hear.  This is especially important 
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in light of the fact that the minority faculty in our survey reported, significantly more often than 
others, that their choice of an academic career was crystallized by an event or experience that 
changed the way they thought about both academics and themselves. 

 
Stanford Efforts and Programs 
 

Our study showed that underrepresented minority students were more concerned about financial 
issues than majority students and were strongly influenced to attend graduate school by the 
availability of financial support.  To increase the sense of security a underrepresented minority 
student will feel (and to make Stanford aid offers more attractive), some of the schools have 
special support programs for graduate students who bring diversity, broadly defined, to their 
graduate programs.  For example, the school of Humanities and Sciences, provides two-year 
graduate fellowships to incoming diversity graduate students.   

 
In a new program that began in the spring, 2006 recruiting season, the Office of the Dean of 
Research and Graduate Policy has provided departments with funding to interview and recruit 
applicants who would contribute to the diversity of their graduate student population.  The office 
will reimburse up to $500 in travel expenses for each applicant a department is interested in 
interviewing and/or recruiting.  This is in addition to the funding that has been provided in the 
past, including any funding the department already has for such visits and the funding for 
admitted students to attend Graduate Diversity Admit Weekend.  For a student to be eligible for 
this funding, s/he must be an applicant to a Ph.D. program or, in the Schools of Engineering, 
Earth Sciences, and Humanities and Sciences, to a regular M.S. program.  (Students who are 
applying for co-terminal M.S. degrees or non-PhD programs in the professional schools are not 
eligible.)  

 
In January, 2007, the responsibilities of the Dean of Research and Graduate Policy were 
separated, with the naming of the first Vice Provost for Graduate Education, Professor Patti 
Gumport.  Initiatives to promote graduate student diversity are high on her agenda.  
 
The Distinguished Alumni Scholars Day is another Stanford effort that has been developed to 
attract a more diverse graduate student population and to encourage academic careers. It was 
developed by Associate Vice-Provost for Faculty Development and Diversity Sally Dickson, in 
part because of the findings of the Pipeline Study. This program, which will be held annually, will 
feature visits from Stanford alumni of color  who are currently professors at universities across the 
country.  They will spend a day on campus meeting with current Stanford undergraduate and 
graduate students during which they will discuss their lives as professors, their current research 
endeavors, the factors that influenced them to become an academic, and their doctoral student 
experiences.  The day will continue with a reception attended by graduate students and the 
invited faculty and will conclude with a dinner at the Faculty Club for the faculty visitors, the 
Provost, the students, faculty, and the staff of the ethnic community centers.  President John 
Hennessy has guaranteed five years of funding for this program,  

 
The program had its official start last year, May 2006; it was attended by the following alumni 
(with their Stanford degrees and current universities): 

• Derrick Brazill (African-American) Ph.D., Biology (Hunter College, CUNY) 
• Angelica Duran (Mexican-American) Ph.D., English(Purdue University) 
• Stephanie Fryberg (Native-American) Ph.D., Psychology (University of Arizona) 
• Leslie Harris (African American) Ph.D. History (Emory University) 
• Mae Lee (Asian-American) , Ph.D., Anthropology (DeAnza Community College) 
• William A. Massey (African American) Ph.D., Mathematics (Princeton University) 
• Gloria Marie Pitti (Mexican-American) Ph.D., History (Arizona State University) 
• Lok Siu (Asian-American),  Ph.D. Anthropology (New York University) 

 
Plans are being developed for the second annual Distinguished Alumni Scholars Day, to be held 
on May 7, 2007. To give our graduate students more time to talk with our faculty alumni, we have 
scheduled a session for them to interact with our alumni.  We have asked the alumni to come 
prepared to this meeting to discuss with our students information about preparing for the job 
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market.  The following alumni (with their Stanford degrees and current universities indicated) 
have confirmed their participation for the 2007 session: 
 

• Alicia Arrizon (Mexican American) Ph.D Spanish and Portuguese (University of 
California, Riverside) 

• Bevan Baas (Native American) Ph.D. Electrical Engineering (University of California, 
Davis) 

• Brian Baker (Native American) Ph.D. Sociology (Sacramento State) 
• Kareem Crayton (African American) J. D. , Ph.D. Political Science (University of 

Southern California) 
• Andrew Ho (Asian American), Ph.D. Education  (University of Iowa) 
• Benjamin Ortiz (Puerto Rican) Ph.D. Immunology (Hunter College, New York, New 

York) 
• Valerie Purdie-Vaughns (African American) Ph.D. Psychology (Yale University) 
• Celine Shimizu (Asian American) Ph.D. Modern Thought and Literature (University of 

California, Santa Barbara) 
 
Another new program under development to increase the diversity of students interested in 
academic careers in the sciences and engineering is the Arthur B. Walker Program for the 
Advancement of Science and Engineering Pilot Program Seminar Series.  The overall goal of the 
Walker Program is to increase the representation of minorities, women, and others who would 
add and promote diversity (broadly defined) within the fields of earth science, engineering and the 
natural sciences.    
 
The Walker Program will begin in Spring, 2007 with a lecture series for graduate and 
undergraduate students.  The seminar will provide graduate students with information that will 
improve their graduate educational experience and enhance their career opportunities, as well as 
provide them with a forum to meet with Stanford faculty who are doing research in various areas 
of science and engineering.   The seminar will consist of five sessions to be held in the late 
afternoon, with a light supper provided.     
 
Undergraduate students who have been selected for the program will be invited to the lectures 
that cover various topics in the field of science and technology.   Including undergraduate 
students from diverse backgrounds who share a common intellectual interest with the graduate 
students and faculty can provide them with role models for their future academic and professional 
careers. 
 
 

  B. How can universities encourage more underrepresented minorities and 
women to see themselves as academics? 

 
One of the most striking findings of our research was the extent to which underrepresented 
minorities and women often did not consider themselves up to the task of becoming or 
succeeding as faculty members.  Underrepresented minority undergraduates reported feeling 
unprepared for graduate school significantly more often than did non-minority undergraduates.  
Underrepresented minority graduate students were significantly more likely than others in their 
cohort to report that they perceive their lack of intelligence as an obstacle to becoming a 
professor.   Additionally, both underrepresented minority undergraduate and graduate students 
reported that they considered their race/ethnicity to be an obstacle to becoming and succeeding 
as a professor.  Despite the fact that we surveyed students who overcame the intellectual hurdles 
of entrance and performance at Stanford, doubts about preparation, intelligence and the role of 
race and ethnicity were still experienced as compelling obstacles to academic careers. This is an 
area in clear need of further research. 
 
The women in our sample demonstrated concerns similar to those of underrepresented minorities 
with respect to academic preparation and envisioning themselves as academics.  Female 
graduate students were significantly less likely than male graduate students to report feeling 
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academically capable in their fields.  Similarly, female faculty were significantly less likely than 
male faculty to report that they felt prepared when they began their graduate programs.   Both 
female graduate students and female faculty members reported feeling more stressed in their 
graduate programs than did their male cohorts. Female faculty members were also significantly 
more likely than their male colleagues to have considered dropping out of graduate school at 
some point in their training.  
 
In our sample, female undergraduates and graduate students also reported seeing issues of 
gender as obstacles to their becoming or succeeding as an academic. Additionally, even after 
becoming faculty, the women in our sample were more likely than the men to report concerns 
about not feeling intelligent enough, not having the requisite skills, and not being sufficiently 
dedicated to their fields.  Also, women faculty reported more frequently than men that they felt 
that the politics of academia, issues related to family and relocation, and the tenure and 
promotion process were obstacles in their careers.   
 
An important question raised by our research is whether women and underrepresented minorities 
are more sensitive to issues of self-confidence and efficacy, or whether they are just more willing 
than non-minority men to acknowledge concerns in those areas. While our current research does 
not address this particular question, it is important to note that both groups who have not 
traditionally been a part of the academic landscape articulated significantly more self-doubt and 
concerns about adequacy in their academic roles. 
 
To attract and retain talented minorities and women, universities must recognize the importance 
of inviting and encouraging talented women and minorities to legitimately see themselves in the 
role of faculty.  This may not come naturally to groups that have historically been barred from the 
door.  The role of race and gender stereotyping and discrimination in perpetuating the doubts that 
minorities and women report with respect to their abilities, preparation, and legitimacy in 
academia must be further understood.  In the interim, universities must recognize that for 
minorities and women, the very qualities that would ensure their success might be in short or 
somewhat precarious supply for a variety of reasons.  

 
Universities must actively reduce subtle and not-so-subtle biases, which may contribute to or 
exacerbate the doubts that both groups, and in some instances their colleagues, have expressed 
about their preparation, intellectual capabilities, and the effect of race and/or gender on their 
success as academics.  This is especially important in terms of developing and retaining high 
quality faculty because other options, such as professional or industrial careers, may provide 
more affirming, compelling, and often more lucrative options.  

 
To this end, it is essential that universities truly interested in recruiting and retaining talented 
minorities and women institute programs to support and  legitimize their status as respected 
members of the academic community. Several avenues are suggested by our study findings: 
 

1. Increase the diversity of the student and faculty populations. Increasing diversity 
would increase the number of available role models, particularly ones who share the 
same race/ethnicity/gender characteristics of the population to be attracted.  While 
not every woman or minority is going to want or need to have a role model of the 
same race or gender, many minority and female students and faculty in our study 
reported that, “seeing someone like me” helped to inspire them to consider an 
academic career.  

 
2. Provide the opportunity for underrepresented minorities and women to participate in 

special programs, i.e. summer research programs for undergraduates, research 
programs for minority scholars, etc. In light of the concerns expressed by 
underrepresented minorities and women in our survey about funding issues, it would 
seem that providing funding for such programs could make an important difference in 
the career choices of potential academics. 
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3. Encourage faculty to be mentors. If a university’s goal is to increase the yield of 
women and underrepresented minority scholars, then mentoring is a clear and direct 
way to accomplish that goal. This is particularly important in light of the fact that 
“having a mentor” ranked high on the list of factors that Stanford faculty reported as 
contributing significantly to their own success. It is also important to note that 
underrepresented minority faculty tended to report better relationships with their 
primary advisors in graduate school than did non-minorities. As a result, it is critical 
for faculty to recognize the significant role mentoring plays in the development of 
future academics. It is also important to underscore the fact that mentoring should not 
be considered solely the responsibility of women and underrepresented minorities, as 
they are often over-burdened with advising/ mentoring burdens, and in some cases 
the commitment of faculty to these worthy activities can negatively impact career 
development, including tenure. 

 
To encourage good mentoring, universities must offer training to faculty on how to be 
a mentor and provide incentives for them to function in this role. From our study, we 
learned that the ways in which mentors operated were highly variable, but often 
came down to simply letting a student know he or she was considered talented, and 
directly encouraging that student to become an academic.  Encouragement could 
also take the form of helping the student to identify training or publishing 
opportunities, encouraging talented students’ participation in summer research 
programs and national meetings, and nominating appropriate students for special 
awards. It is also important to recognize that research has demonstrated that “benign 
neglect” has a differential affect on men and women – an absence of feedback can 
be seriously disadvantageous to women students. As a mentor, taking the time to 
recognize good work, rather than focusing only on what remains to be done, can 
make an important difference in terms of a student’s desire and confidence to 
proceed. To this end, serious, active mentoring is critically important to increasing the 
numbers of women and minorities choosing academics as a career path.   

 
 
4. Provide students with the opportunity to see what “being faculty” is all about. We 

learned from our research that interest in academic careers is highly affected by role 
models who were academics themselves, and who encouraged students to follow in 
their footsteps, and/or who demonstrated a passion for learning and a dedication to 
the academic process. It is probably no coincidence that 12% of our current Stanford 
faculty have a parent who is a faculty member. It may be difficult for faculty to 
remember and understand how mysterious and unwieldy the academic process can 
seem from outside of the field.  Given that most underrepresented minorities and 
women have historically been academic outsiders, this issue is particularly relevant to 
their career success. Having the opportunity to observe faculty in their roles and to 
experience their excitement and enthusiasm about their work can be uniquely 
inspirational to future academics. 

 
 
5. Provide seminars, workshops, and websites for both students and faculty on topics of 

concern, for example:  
 

Students: 
a. What to expect in an academic career  
b. How to select a mentor, understand the mentoring process, and use 

your mentor effectively.   
c. What expectations should one have of the mentoring relationship- how 

to develop the best relationship for facilitating the mentoring process, 
how to ask for and deal with feedback, etc. 

d. How to work with an advisor, including what to do if that relationship is 
not working. 

e. Time management strategies 
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f.  Stress management strategies 
g. Financial management strategies 

 
        
 

Faculty: 
a.   Research/lab management issues for faculty, including handling 

feedback, performance evaluation, personnel issues, etc. 
b.   Training regarding funding, teaching, course creation etc. 
c. Grant proposal writing and managing 
d. The promotion and tenure process – expectations, process, timeline, 

etc. 
e. The mentoring process, including recognizing unconscious biases in 

the selection process, feedback issues, etc. 
f. The advising process, including ways of assessing progress, 

interpersonal issues, etc. 
g. Negotiation strategies 
h. Dual career / work-life issues 
i.  Time management strategies 
j.  Stress management strategies 
k.  Financial management strategies 

 
 

6. Provide professional development seminar series to encourage the normalization of 
the experiences of minorities and women.  In our research, the course, Women’s 
Perspective in Engineering, developed by Professor Sheri Sheppard in the 
Mechanical Engineering Department at Stanford (see below), was repeatedly lauded 
for its significance in the professional and personal development of women 
engineering students at Stanford. Creating similar courses in other departments 
would be a similarly effective way of improving the graduate and faculty experience 
for minorities and women.  Additionally, regular social/professional events that allow 
women and minorities to get to know each other and to create a community of 
scholars would aid in developing a more legitimate presence in the academic 
community.  

 
7. Provide a support/forum group program for women and minority graduate students 

and faculty. Earlier research demonstrated that a critical mass of “like souls” is 
necessary for a normative experience to occur, and that without a critical mass, 
doubts about one’s efficacy and capabilities may emerge. Until such a time that a 
critical mass of women and minorities in academic departments is established, it 
would appear to be important for minorities and women to engage in discussions and 
reality testing about issues of efficacy, dedication, etc. It would also be critical for 
women and minorities to recognize that some of these concerns are not unique to 
themselves as individuals, but rather are anxieties that others share, anxieties that 
may stem from situational experiences rather than personal inadequacies.  
Expansion of the support group program, such as the one that currently exists for 
graduate student women in science and engineering at Stanford, would help reduce 
such anxieties and allow constructive ways of addressing these concerns to evolve. 
This is particularly important because we know from our research that how one is 
viewed by one’s colleagues, both internally and externally to the university, is an 
essential component of faculty success.  If minorities and women are not clear within 
themselves about their capabilities, they will less likely engage in the kinds of 
intellectual risk taking and exposure that will contribute to their academic success. 

 
Stanford Efforts and Programs 

 
More than 20 years ago and in response to the 1984 Pipeline Study (Zappert and Stansbury, 
1984), Stanford’s counseling and psychological services (CAPS) began a support group program 
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for women in science, engineering and medicine which was also supported by the Provost’s office 
and the Dean’s Offices.  The program provided small group forums for women to meet weekly 
with a trained facilitator.  Some women members remained involved in the groups throughout 
their graduate careers and in some cases, groups continued personal and professional support 
for their members for decades. For the last five years a similar program has been available, the 
Women in Science and Engineering  (WISE) discussion group program, directed by Dr. Laraine 
Zappert and funded by the Vice-Provost and Dean of Research and Graduate Policy. 

   
Described below are several career development courses and programs for graduate students.  
 

1. ME/E 311 Women’s Perspective in Engineering. 1 unit. 
 

Under the guidance of Professor Sheri Sheppard, the Mechanical Engineering Graduate 
Women's Group offers a seminar series, every year since the group's inception in 1998. 
Speakers are asked to address the factors, experiences, and lessons that have been 
particularly important to their success in industry, academia, and life.  

 
2. HUMSCI 201: Graduate Environment of Support.  1 unit. 

 
Official description: Psychosocial, financial and career issues in adapting graduate students 
to Stanford, how these issues relate to diversity, resources, policies, and procedures. 
Discussions among faculty, advanced graduate students, campus resource people, and the 
dean’s office. 
 
Explanation: This course was taught for the first time in fall 2005.  It is designed to 
introduce students to many of the key resources that assist in the successful completion of 
graduate degrees.  Topics include writing  and teaching development, advisor/advisee 
relationships, funding opportunities, getting involved outside of research and thinking about 
your future career.  Students have the opportunity to meet and interact with key campus 
administrators, diverse faculty and advanced graduate students as well as other first year 
diverse graduate students.     

 
3. CHEM309: Navigating Career Options for Ph.D. Chemists.  1 unit. 

 
Official description:  Planning a post-graduate career.  Topics include career options, job 
search strategies, job application process, long-term career planning, and minority issues in 
science careers.  Workshops focused on developing professional skills working with CDC 
and CTL, and panel discussions with chemistry Ph.D.’s working in a range of fields. 
 
Explanation: This course was offered for the first time in summer quarter  2005 to doctoral 
students in Chemistry.  The course format alternated between workshops provided by 
counselors at the Career Development Center and panel discussions featuring Ph.D. 
chemists working in the Bay Area, from Stanford and elsewhere. The workshops covered 
important job skills and also introduced students to the many careers-related resources 
available on campus. The panel discussions covered academia, industry and alternative 
careers, allowing students to draw on panelists' experiences of working in their field. An 
evening reception was held in the last week of the class, giving students the chance to 
interact informally with representatives from a range of companies and institutions.  
 

4. Distinguished Women in Science (DWIS) Colloquia 
 
The DWIS Colloquia are two-day visits by prominent female scientists. On the first day, the 
speaker discusses research with students and post-docs and presents a formal seminar. 
On the second day, the speaker gives an informal talk from her experiences as a woman in 
science. Students are invited to meet informally with the speaker throughout the day to 
discuss issues of the student's choosing. 
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5.  BioMASS (BioMedically-Affiliated Stanford Students)  
 

BioMASS is an organization of graduate students in the biological and biomedical sciences 
that, in addition to social events, organizes career  development programs to familiarize 
graduate students with careers in  academia, biotechnology, and other areas.  
  

6. BioAIMS (Biomedical Association for the Interest of Minority Students) 
 

The purpose of BioAIMS is to address the needs and concerns of current minority graduate 
students in the biosciences. Its purpose is to promote a supportive community and to enrich 
the opportunities available for minority students pursuing an advanced degree in science.  
It has the following goals:  to promote the recruitment and active retention of minority 
students for graduate studies in the biomedical sciences,  to stimulate professional growth 
through career development sessions,  to make an impact on the surrounding Stanford 
communities through various outreach and mentoring programs, and to foster a student 
support network through social interactions 

 
7. Graduate Student Center and Arillaga Family Recreation Center  

 
After the Pipeline survey was conducted, the university opened both the Graduate Student 
Center at 750 Escondido Road and the Arillaga Family Recreation Center, in an effort to 
improve the experience of graduate students and others in the campus community.  

 

 

C. How can universities make academic careers more appealing to 
minorities and women? 

 
Students in our study reported that the most appealing aspects of an academic career were the 
flexible schedule it afforded, the opportunity to create and apply knowledge in important and 
relevant ways, and the opportunity to teach and mentor. In addition to these career aspects, the 
opportunity to obtain research funding was significantly more often reported to be appealing to 
underrepresented minority students than to other students.  It follows from this that universities 
need to provide opportunities for students to become involved in applied research and/or 
teaching.  These activities would allow underrepresented minority students and women to 
envision and experience the aspects of an academic career that most appeal to them. 
 
Among our faculty respondents, the issues of tenure and promotion were reported to be 
significantly more challenging by underrepresented minority and female faculty.  Both women and 
minority faculty, more often than their colleagues, reported that understanding the unspoken rules 
of academia, having the right mentor, being able to negotiate well, and being liked by your 
colleagues were important to career success at Stanford.  From this we may infer that both 
underrepresented minorities and women faculty are aware of and sensitive to the interpersonal 
aspects of academic career success. This can be of significant advantage to them, particularly 
given that collegial relations were noted by many of our faculty respondents as critical to 
academic success. Having the right advice early on in one’s career, having a senior colleague 
offer to review one’s work or offering advice on how best to advance one’s research career, etc. 
were among the practical strategies that Stanford faculty offered as ways to further success in the 
academic arena. While it is clear that success at a place like Stanford is not just a matter of whom 
you know, lacking “connections” and adequate mentoring can be a considerable detriment. 
   
To this end, providing good information to women and minorities about the process of academic 
success is critical to their professional development. For example, as many faculty in our study 
recommended, making the promotion and tenure process more transparent and objective would 
enhance the academic experience for all faculty, not just minorities and women.  Providing all 
junior faculty with information early on in their careers about performance expectations, salary 
negotiation, research management, research funding, running a lab, selection of students, etc. 
would serve to reduce uncertainty, and create an enhanced climate for academic 
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accomplishment. Additionally, alerting students and junior faculty to the importance of relationship 
building and reputation management, both inside and outside the university, would be 
instrumental in enhancing their academic success.  
 
Stanford Efforts and Programs 
 
Stanford University expects that all schools and departments will provide mentoring and 
counseling to all junior faculty.  The “Guidelines on Mentoring and Counseling Junior Faculty” are 
described in a brochure “Building on Excellence: Guidelines for Establishing an Excellent and 
Diverse Faculty”, which is available on-line at http://www.stanford.edu/dept/provost/diversity.  The 
Faculty Development Office offers resources and programs to support junior faculty across the 
university, including New Faculty Orientation.  It organizes a number of workshops each year on 
topics including the tenure process (led by the Provost), combining academic careers with family, 
etc.  The Office’s website, http://facultydevelopment.stanford.edu, describes resources available 
to junior faculty.   
 
Working with the Center for Comparative Studies in Race and Ethnicity (CCSRE) and other 
groups, the Faculty Recruitment Office within Faculty Development, led by Associate Vice 
Provost for Faculty Development Sally Dickson, organizes programs to support junior faculty of 
color.  There is an annual reception for new faculty of color, attended by the President, Provost, 
deans, and senior faculty.  Associate Vice Provost Dickson meets individually with junior faculty 
of color to discuss their development and any issues that might arise.  Seminars and events at 
CCSRE bring many faculty of color together and provide opportunities for professional as well as 
social interactions.   
 
The Faculty Women’s Forum, initiated in the fall of 2005 following the recommendation of the 
Provost’s Advisory Committee on the Status of Women Faculty, is providing programming and 
support for women faculty.  In the past two years, the Forum’s programs for women have focused 
on leadership, negotiation, and influence, with a series of seminars and workshops that have 
provided information on research findings related to gender differences, skill-building, and 
practical guidance on negotiating and advocating for oneself in academia.  Other programs have 
included workshops on stress management and presentations by visiting gender scholars.  The 
Forum is in the process of organizing a “women mentoring women” network to provide mentoring 
for women at all stages of academic careers, beginning with graduate students.  
 
 

D. What can universities do about work/life balance? 
 
Both minorities and women reported more concerns than their colleagues about possible 
negative effects of parenthood on their careers. Women students and faculty, in particular, 
reported that they envisioned difficulty integrating career plans with family/personal life. The 
biological clock issue was reported to be one of the most significant detriments to an academic 
career for women. Many respondents,  particularly graduate women, expressed doubts that 
career/family integration in academics could actually occur for women, in part because they knew 
no one who had succeeded in doing it. In those instances where a role model who had done it 
was available, that person was often seen as a superstar, or more dedicated, or certainly “not like 
me”. Even where some measure of career/life balance was viewed as possible, questions arose 
as to whether it was worth it; whether what it took to succeed in a place like Stanford was so 
staggering as to be simply “not worth it”.  
 
Clearly, good-quality, available and affordable childcare and salaries adequate to afford the other 
services necessary to provide a healthy work/life balance would be of great help.  This is indeed 
one place where money can make a difference; being able to afford flexible child-care options, 
like nannies, and certain non-childcare services, such as house cleaning, would greatly lessen 
the burden that has historically fallen on women, particularly in two career families. But beyond 
that, it is essential that universities look at their policies with respect to tenure clocks and what the 
real costs of slowing the tenure clock may be for faculty who chose that option. Similarly, 
universities should consider the possibility of alternative career trajectories for women and 
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minorities who are unwilling to follow the traditionally prescribed timeline.  In addition, addressing 
the “two-body” issue is of significant import for women faculty, as a higher proportion of female 
than male faculty have academic spouses and women have traditionally been the spouse/partner 
who relocates. Finally, and perhaps most importantly, universities need to allow students to see 
women and minorities who have “done it, done it well, and enjoyed it”, without sacrificing their 
own sanity or that of their families. 
 
Stanford Efforts and Programs 

 
In order to recognize the simple fact that a woman's prime childbearing years are the same years 
she is likely to be in graduate school, doing postdoctoral training, and establishing herself in a 
career, Stanford instituted in January, 2006, a “Childbirth Policy for Women Graduate Students” 
to complement existing policies covering postdoctoral scholars and women faculty.  The 
university’s goal in designing the policy was to partially ameliorate the intrinsic conflict between 
the "biological" and the "research" and "training" clocks for women graduate students, and to 
send clear messages that Stanford University is welcoming of women graduate students and that 
pursuit of an advanced degree need not be inimical to a woman starting a family. The Childbirth 
Policy is intended to provide an accommodation for the demands placed on a woman by late-
stage pregnancy, childbirth, and the care of a newborn.  It is designed to make it possible to 
maintain the mother's full-time, registered student status, and to facilitate her return to full 
participation in classwork, and, where applicable, research, teaching, and clinical training in a 
seamless manner. 
 
The Childbirth Policy has four components.  All women graduate students (including students in 
professional schools) anticipating or experiencing a birth who are registered, matriculated 
students: (1) are eligible for an Academic Accommodation Period of up to two academic quarters 
before and after the birth, during which the student may postpone course assignments, 
examinations, and other academic requirements; (2) are eligible for full-time enrollment during 
this period and will retain access to Stanford facilities, student health insurance, and Stanford 
housing; and (3) will be granted an automatic one-quarter extension of University and 
departmental requirements and academic milestones, with the possibility of up to three quarters 
by petition under unusual circumstances.  In addition, (4) women graduate students supported by 
fellowships, teaching assistantships, and/or research assistantships will be excused from their 
regular TA or RA duties for a period of six weeks during which they will continue to receive 
support. (Students will not receive a stipend or salary if none was received previously, but all are 
eligible for the Academic Accommodation Period and the one-quarter extension of academic 
milestones.)  
 
Stanford University continues to develop family-friendly resources, programs, and policies for 
members of its community.  Although it already provides on-campus childcare centers and 
nursery schools accommodating 550 children, another childcare center is being built on campus.  
Recognizing how important it is for the university to be family-friendly to faculty, not only to 
support the ability of faculty with families to have successful careers but also to make academic 
careers seem more feasible for students who desire to have families, the university is both 
enhancing and publicizing its offerings.  In 2005, the Provost’s Office developed a brochure, 
“Family Matters @ Stanford for Faculty” (see http://www.stanford.edu/dept/provost/family).  The 
brochure, sent to all faculty, describes policies, resources and offices that can provide assistance 
to faculty with families, broadly defined to include spouses/partners, children, dependent adults, 
etc.  Discussion is ongoing about other ways in which academic careers can be made more 
manageable for faculty with family responsibilities, including making childcare both more 
affordable (through a Junior Faculty Child Care Assistance Program being implemented in 2007) 
and more available (through the university’s commitment to build two additional on-campus child 
care centers). 
 



 
89 

 

E. Conclusion 
 
Developing and implementing strategies to address the recommendations that evolved from the 
Pipeline Project research will take time and resources.   Universities dedicated to increasing the 
presence, participation, and success of women and members of minority groups in their 
academic ranks will need to change institutional cultures and allocate resources to ensure a 
healthy pipeline of future generations of talented and diverse students and faculty. 
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Graduate Student Survey 
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Appendix IV 
 

Undergraduate Student Survey 
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Appendix V 
Demographic Breakdown Academic Year 2003-04 

Comparing Population and Sample Data by Race/Ethnicity and Gender 
Faculty, Graduate Students (PhD students only), and Undergraduates 

 
Faculty  

Population =  
 

1749 Sample (Population) =  
# of respondents =  
Response Rate =  

1749 
615 
36% 

Male 1,355(77%) Male 421(68%) 
Female 394(23%) Female 192(32%) 
Underrepresented Minority 108(6%) Underrepresented Minority 50(8%) 
Non-minority 1,641(94%) Not-underrepresented 

minority 
567(92%) 

Graduate Students 

Population =  
 

7,800 Sample =  
# of respondents = 
Response Rate = 

1232 
272 
22% 

Male 5,007 (64%) Male 138(56%) 
Female 2,793 (36%) Female 131(44%) 
Underrepresented Minority 656 (9%) Underrepresented Minority 100(41%) 
Non-minority 7130 (91%) Not-underrepresented 

minority 
152(59%) 

Doctoral Students (PhD students only) 

Population =  
 

3972 Sample =  
 

219 

Male 2571(65%) Male 114(53%) 
Female 1401(35%) Female 102(47%) 
Underrepresented Minority 263(7%) Underrepresented Minority 83(41%) 
Non-minority 3681(93%) Not-underrepresented 

minority 
120(59%) 

Undergraduate Sample 
(Juniors and Seniors) 
Population =  
  

3287 Sample =  
# of respondents =  
Response Rate =  

1408 
395 
28% 

Male 3287(50%) Male 168(42%) 
 

Female 1658(50%) Female  226(57%) 
Underrepresented Minority 695 (21%) Underrepresented Minority 173(44%) 
Non minority 2583 (79%) Not-underrepresented 

minority 
222(56%) 

Definitions: 
Underrepresented minority: American Indian/Alaskan Native, Black/African American, Latin 
American/Latino, Mexican American/Chicano, Puerto Rican American, Other Hispanic American 
Non-minority (Not underrepresented minority) minority: All others in population except 
underrepresented minority.  Asian and Asian-Americans are included in this population as are 
international respondents.  In both the population and sample for this study, some students do not 
identify their race/ethnicity and hence are not included in either the underrepresented minority or 
the non-minority groups. 
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Appendix VI 
Significant Race/Ethnicity and Gender Findings 
Section A: Decision to Attend Graduate School 

 
Items for which Underrepresented Minorities Responses Differ Significantly from the 

Responses of Non-Minorities. 
Faculty, Doctoral Students and Undergraduate Students 

Population Item Number and Description Means  

(Level of 
Significance) 

Directionality 

Section A: Decision to Attend Graduate School 

Graduate 
Students 

I-1dG.  To what extent did the 
following persons have a 
positive or negative influence 
on your decision to attend 
graduate school? 

d. non-graduate school related 
employer 

3.59, 3.28 

(<.05) 

Underrepresented minority 
graduate students were 
significantly more likely than non-
minority graduate students to be 
positively influenced to attend 
graduate school by an non-school 
related employer 

 

Graduate 
Students 

I-8G.  To what extent did the 
following factors and 
experiences have a positive 
or negative influence on your 
decision to attend graduate 
school?  

e. Availability of funding for 
graduate school 

f. Access to career 
opportunities because of 
graduate degree 

 

 

 

 

e. 3.66, 3.36 

(<.01) 

f. 3.39, 3.64 

(<.01) 

Underrepresented minority 
graduate students were 
significantly more likely than non-
minority graduate students to be 
positively influenced to attend 
graduate school by having funding 
made available for graduate school 
and because of the access to 
career opportunities that it will 
provide. 

Under-
graduate 
Students 

I-11UG.  Currently, how 
prepared do you feel for 
graduate school? 

2.41, 2.61 

(<.01) 

Underrepresented minority 
undergraduates were 
significantly more likely to feel 
unprepared for graduate school 
than non-minority undergraduates. 

 
 

Items for which Female Responses Differ Significantly from the Responses of Males. 
Faculty, Doctoral Students and Undergraduate Students 

Population Item Number and Description Level of 
Significance 

Directionality 

Section A: Decision to Attend Graduate School 

Graduate 
Students 

I-3bG.  To what extent did the 
following persons have a 
positive or negative influence 
on your decision to attend 
graduate school? 

b. other faculty member 

<.01 Female graduate students were 
significantly more likely than non-
minority graduate students to be 
positively influenced to attend 
graduate school by non-advisor 
faculty member.   
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Appendix VII 
Significant Race/Ethnicity and Gender Findings 

Section B: Graduate School Experience 
 

Items for which Underrepresented Minorities Responses Differ Significantly from the 
Responses of Non-Minorities. 

Faculty, Doctoral Students and Undergraduate Students 

Population Item Number and Description Means 

(Level of 
Significance) 

Directionality 

Section B: Graduate School Experience 

Faculty II-4kF. How satisfied were 
you with the following 
elements of your experience 
with your primary advisor in 
graduate school?  

k.  Your overall relationship with 
your advisor 

3.65, 3.47 

(<.01) 

Underrepresented minority 
faculty were significantly more 
satisfied with their overall 
relationship with their advisor while 
they were in graduate school than 
non-minority faculty. 

 

 
Items for which Female Responses Differ Significantly from the Responses of Males. 

Faculty, Doctoral Students and Undergraduate Students 

Population Item Number and Description Means 

(Level of 
Significance) 

Directionality 

Section B: Graduate School Experience 

Faculty II-2F.  When you began your 
graduate program, how 
prepared did you feel you 
were?   

2.87, 3.11 

(<.05) 

Female faculty members were 
significantly less likely than male 
faculty to report that they felt 
prepared when they began their 
graduate program. 

Graduate 
Students 

III-26G.  How would you 
assess your academic ability 
in your field?   

2.23, 2.25 

(<.01) 

Female graduate students were 
significantly less likely than male 
graduate students to feel 
academically capable in their field 

Faculty II-6F.  How stressful was 
graduate school for you?  

2.04, 2.27 

(<.01) 

Female faculty were significantly 
more likely than male faculty to 
feel stressed in their graduate 
program.   

Graduate 
Students 

V-1G. Since beginning your 
graduate program, how often 
do you…feel stressed 

3.83, 3.54 

(<.01) 

Female graduate students were 
significantly more likely than male 
graduate students to feel stressed   

Faculty II-7F. Did you ever consider 
dropping out of graduate 
school? 

1.26, 1.14 

(<.01) 

Female faculty were significantly 
more likely than male faculty to 
consider dropping out of graduate 
school.   
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Appendix VIII 
Significant Race/Ethnicity and Gender Findings 

Section C: Interest in Academic Careers 
 

Items for which Underrepresented Minorities Responses Differ Significantly from the 
Responses of Non-Minorities. 

Faculty, Doctoral Students and Undergraduate Student 

Population Item Number and Description Means 

(Level of 
Significance) 

Directionality 

Section C: Interest in Academic Careers 

Faculty I-7F.  Was there an event(s) 
or experience (s) that 
crystallized your decision to 
pursue an academic career?  

 

1.52, 1.38 

(<.05) 

Underrepresented minority 
faculty were significantly more 
likely than non-minority faculty to 
report that an event or experience 
crystallized their decision to pursue 
an academic career. 

Graduate 
Students 

II-17G. What, if anything, do 
you see as potential 
obstacles to your becoming a 
college or university 
professor?   

b. I do not feel intelligent 
enough. 

f. Issues related to my 
race/ethnicity 

 

 

 

 

b. .130, .217 
(<.05) 

f. .280, .046 
(<.01) 

Underrepresented minority 
graduate students were 
significantly more likely than non-
minority graduate students to report 
that they consider not feeling 
intelligent enough and issues of 
race/ethnicity are obstacles to 
becoming a professor. 

Under-
graduate 
Students 

II-17UG. What, if anything, do 
you see as potential 
obstacles to your becoming a 
college or university 
professor?   

f. Issues related to my 
race/ethnicity 

 

 

 

 

 

 

f. .235, .095 
(<.01) 

Underrepresented minority 
undergraduate students were 
significantly more likely than non-
minority undergraduate students to 
report that they consider 
race/ethnicity issues to be an 
obstacle to becoming a professor. 

Underrepresented minority females 
were significantly more likely (to the 
<.01 level) than underrepresented 
minority males to report that issues 
related to race/ethnicity are 
potential obstacles to becoming a 
college or university professor. 

Graduate 
Students 

II-18G. What, if anything, do 
you see as potential 
obstacles to your being 
successful as a college or 
university professor?  

f. Issues related to my 
race/ethnicity 

 

 

 

 

f. .170, .026 
(<.01) 

Underrepresented minority 
graduate students were 
significantly more likely than non-
minority graduate students to report 
that they consider race/ethnicity 
issues to be an obstacle to being 
successful as a professor. 
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Items for which Underrepresented Minorities Responses Differ Significantly from the 
Responses of Non-Minorities. 

Faculty, Doctoral Students and Undergraduate Student (continued) 

Population Item Number and Description Means 

(Level of 
Significance) 

Directionality 

Section C: Interest in Academic Careers 

Graduate 
Students 

II-20dG. To what extent are 
the following aspects of 
being a college or university 
professor appealing to you? 

d. Applying academic 
knowledge to society in 
important and relevant ways 

n. Obtaining research funding 

t. The ability to start your own 
company 

 

 

 

 

d. 3.66, 3.53 
(<.05) 

n. 2.12, 1.78 
(<.01) 

t. 2.23, 2.58 
(<.01) 

 

Underrepresented minority 
graduate students were 
significantly more likely than non-
minority graduate students to report 
that applying academic knowledge 
in important and relevant ways, and 
obtaining research funding are 
appealing aspects of being a 
professor.  

Underrepresented minority 
graduate students were 
significantly less likely than non-
minority graduate students to report 
that starting your own company is 
an appealing aspect of being a 
professor. 
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Items for which Female Responses Differ Significantly from the Responses of Males. 
Faculty, Doctoral Students and Undergraduate Students 

Population Item Number and Description Means 

(Level of 
Significance) 

Directionality 

Section C: Interest in Academic Careers 

Graduate 
Students 

II-17G. What, if anything, do 
you see as potential 
obstacles to your becoming a 
college or university 
professor?   

e. Issues related to my gender 

f. Issues related to my 
race/ethnicity 

 

 

 

e. .259, .022 
(<.01) 

f. .160, .116 
(<.01) 

Female graduate students were 
significantly more likely than non-
minority graduate students to report 
that they consider gender and 
race/ethnicity issues to be obstacles 
to becoming a professor. 

Under-
graduate 
Students 

II-16UG. What, if anything, do 
you see as potential 
obstacles to your becoming a 
college or university 
professor?   

Issues related to my gender 

 

 

.208, .012 

(<.01) 

Female undergraduates were 
significantly more likely than male 
undergraduate students to report 
that gender issues are an obstacle 
to becoming a professor. 

Graduate 
Students II-18G. What, if anything, do 

you see as potential 
obstacles to your being 
successful as a college or 
university professor?  

e. Issues related to my gender 

i. Work and family issues 

 

 

 

e. .221, .014 
(<.01) 

i. .076, .014 
(<.05) 

Female graduate students were 
significantly more likely than male 
graduate students to report that 
gender issues and work and family 
issues are obstacles to being 
successful as a professor. 

Under-
graduate 
Students 

II-17UG.  What, if anything, do 
you see as potential 
obstacles to your being 
successful as a college or 
university professor?  

Issues related to my gender 

  

 

 

.239, .006 (<.01) 

Female undergraduate students 
were significantly more likely 
than male undergraduate students 
to report that gender issues were an 
obstacle to being successful as a 
professor. 
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Items for which Female Responses Differ Significantly from the Responses of Males. 
Faculty, Doctoral Students and Undergraduate Students (Continued) 

Population Item Number and Description Means 

(Level of 
Significance) 

Directionality 

Section C: Interest in Academic Careers 

Graduate 
Students 

II-20G. To what extent are the 
following aspects of being a 
college or university 
professor appealing to you? 

a. Teaching Undergraduates 

d. Applying academic 
knowledge to society in 
important and relevant ways 

e. Being a mentor 

 

p. The ability to raise a family 

 

q. The ability to lead a balanced 
life 

t. The ability to start your own 
company 

 

 

 

 

 

a. 3.40, 3.18 
(<.01) 

d. 3.66, 3.48 
(<.05) 

 

e. 3.64, 3.36 
(<.01) 

p. 2.52, 2.80 
(<.05) 

 

q. 2.57, 2.78 
(<.01) 

t. 2.24, 2.62 
(<.01) 

 

 

Female graduate students were 
significantly more likely than male 
graduate students to report that 
teaching undergraduates, applying 
academic knowledge in important 
and relevant ways and being a 
mentor are appealing aspect of 
being a professor.   

Females were less likely to report 
that the ability to raise a family, the 
ability to lead a balanced life and 
the ability to start your own 
company were appealing aspects of 
being a professor. 

Under-
graduate 
Students 

II-19UG. To what extent are 
the following aspects of 
being a college or university 
professor appealing to you? 

a. Teaching Undergraduates 

 

d. Applying academic 
knowledge to society in 
important and relevant ways 

 

n obtaining research funding 

 

t. The ability to start your own 
company 

 

 

 

a. 3.16, 3.36 
(<.01) 

d. 3.57, 3.30 
(<.01) 

 

n. 2.23, 2.00 
(<.01) 

t. 2.58, 2.81 
(<.01) 

 

 

Female undergraduate students 
were significantly more likely 
than male undergraduate students 
to report that applying academic 
knowledge in important and 
relevant ways and obtaining 
research funding are appealing 
aspect of being a professor.   

Female undergraduate students 
were less likely than male students 
to report that teaching 
undergraduates and the ability to 
start your own company were 
appealing aspects of being a 
professor. 

 
 



 193

Appendix IX 
Significant Race/Ethnicity and Gender Findings 

Section D: Academic Career Experiences 
 

Items for which Underrepresented Minorities Responses Differ Significantly from the 
Responses of Non-Minorities. 

Faculty, Doctoral Students and Undergraduate Student 

Population Item Number and Description Means 

(Level of 
Significance) 

Directionality 

Section D: Academic Career Experiences 

Faculty III-2fF.  How significant of a 
challenge are/were the 
following obstacles for you in 
your academic career?  

f. the tenure and promotion 
process 

k. issues related to my ethnicity 

 

 

 

f. 1.68, 1.94 
(<.05) 

k. 2.02, 2.86 
(<.01) 

Underrepresented minority 
faculty were significantly more 
likely than non-minority faculty to 
find the tenure process and issues 
related to ethnicity/race to be 
obstacles in their academic career. 

Underrepresented minority females 
were significantly less likely than 
underrepresented minority males 
(to the .03 level) to consider issues 
related to their race and ethnicity a 
challenge in their academic career. 

Faculty III-4aF.  How satisfied are you 
with the following aspects of 
being an academic?  

a. the process of tenure and 
promotion 

 

 

2.71, 3.12 (<.05) 

Underrepresented minority 
faculty were significantly less 
likely than non-minority faculty with 
the process of tenure and 
promotion.   

Underrepresented minority females 
were significantly less likely than 
underrepresented minority males 
(to the <.01 level) to be satisfied 
with the process of tenure and 
promotion.   

Faculty III-8cF. How important are the 
following to career success 
at Stanford?  

c. Understanding the unspoken 
rules of academia 

j. Having the right mentor 

n. Being able to negotiate well 

p. Being liked by your 
colleagues 

 

 

c. 3.50, 3.05 
(<.01) 

j. 3.44, 3.08 
(<.01) 

n. 3.30, 3.03 
(<.01) 

p. 3.17, 3.04 
(<.05) 

Underrepresented minority 
faculty were significantly more 
likely than non-minority faculty to 
consider that understanding the 
unspoken rules of academia, having 
the right mentor, being able to 
negotiate well and being liked by 
one’s colleagues are important to 
academic career success at 
Stanford. 

Underrepresented minority females 
were significantly less likely than 
underrepresented minority males 
(to the .03 level) to consider 
“understanding the spoken rules of 
academia” to be important to career 
success at Stanford.   
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Items for which Female Responses Differ Significantly from the Responses of Males. 

Faculty, Doctoral Students and Undergraduate Students 

Population Item Number and Description Means 

(Level of 
Significance) 

Directionality 

Section D: Academic Career Experiences 

 

 

 

Faculty 
III-2F.  How significant of a 
challenge are/were the 
following obstacles for you in 
your academic career?  

f. the tenure and promotion 
process 

g. The politics of academia 

h. The need to relocate for 
career advancement 

i. Issue related to my gender 

j. Family obligations 

k. Issues related to my 
race/ethnicity 

l. Lack of support from family 
and friends 

m. concern about not 
succeeding 

n. Not having the requisite skills 

o. Not feeling intelligent enough 

p. Not feeling dedicated enough 
to my field 

 

 

 

 

 

 

f. 1.76, 1.99 
(<.01) 

g. 1.71, 2.08 
(<.01) 

h. 2.23. 2.42 
(<.05) 

i. 2.05, 2.94 
(<.01) 

j. 1.80, 2.08 
(<.01) 

k. 2.66, 2.84 
(<.01) 

l. 2.77, 2.89 
(<.01) 

m. 2.15, 2.39 
(<.01) 

n. 2.48, 2.72 
(<.01) 

o. 2.48, 2.70 
(<.01) 

p. 2.65, 2.82 
(<.01) 

 

 

Female faculty were significantly 
more likely to report that the tenure 
and promotion process, the politics 
of academia, the need to relocate 
for career advancement, issue 
related to my gender, family 
obligation, issues related to my 
race/ethnicity, lack of support from 
family and friends, concern about 
not succeeding, not having the 
requisite skills, not feeling intelligent 
enough and not feeling dedicated 
enough to my field to be obstacles 
to them in their academic career. 

When comparing female parents to 
male parents, female parents were 
significantly more likely to report 
that most of these same items were 
challenges to their academic 
career.  (i. <.01, k. <.01, m. <.01, n. 
<.01, o. <.01, and p. <.01).  No 
significant differences were found 
between female parents and female 
non-parents.  
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Items for which Female Responses Differ Significantly from the Responses of Males. 

Faculty, Doctoral Students and Undergraduate Students (continued) 

Population Item Number and Description Means (Level of 
Significance) 

Directionality 

Section D: Academic Career Experiences 

Faculty III-4F.  How satisfied are you 
with the following aspects of 
being an academic?  

a. the process of tenure and 
promotion 

b. the salary levels in academia 

c. the ability to augment income 
with work outside the university 

d. academic work load 
expectations 

h. the ability to balance work 
and family 

 

 

a. 2.73, 2.66 
(<.01) 

b. 2.66, 2.93 
(<.01) 

c. 3.05, 3.49 
(<.01) 

d. 2.73, 3.20 
(<.01) 

h. 3.11, 3.39 
(<.05) 

Female faculty were significantly 
less likely than male faculty to be 
satisfied with the salary levels in 
academia, the ability to augment 
income with work outside the 
university, and the ability to balance 
work and family. 

On the other hand, faculty women 
were significantly more likely 
than male faculty to be satisfied 
with the process of tenure and 
promotion and the academic 
workload expectations.  

Male parents were significantly 
more likely than female parents to 
report satisfaction with the ability to 
augment their income with outside 
work (<.01) and academic workload 
expectations (<.01).  No significant 
differences were found between 
female parents and female non-
parents 

Faculty III-7. From your experiences, 
how difficult was the tenure 
process?  

2.36, 2.77 (<.05) Female faculty were significantly 
more likely than male faculty to 
report that the tenure process was 
difficult.   

Faculty III-8F. How important are the 
following to career success 
at Stanford? 

c. understanding the unspoken 
rules of academia 

h. having good social skills 

j. having the right mentor 

k. being confident 

l. being part of the informal 
network in your department 

n. being able to negotiate well 

p. being liked by your 
colleagues 

 

 

c. 3.38, 2.96 
(<.01) 

h. 3.01, 2.95 
(<.05) 

j. 3.30, 3.03 
(<.01) 

k. 3.32, 3.17 
(<.05) 

l. 3.24, 2,96 
(<.01) 

n. 3.28, 2.95 
(<.01) 

p. 3.15, 3.00 
(<.05) 

Female faculty were significantly 
more likely than male faculty to 
report that understanding the 
unspoken rules of academia, having 
good social skills, having the right 
mentor, being confident, being part 
of the informal network in your 
department, being able to negotiate 
well, and being liked by your 
colleague are important to career 
success at Stanford. 

Female parents were significantly 
more likely to report that most of 
these same items were important to 
career success at Stanford.  (c. 
<.01, j. <.01, k. <.01, l. <.01,and n. 
<.01).  No significant differences 
were found between female parents 
and female non-parents. 
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Items for which Female Responses Differ Significantly from the Responses of Males. 
Faculty, Doctoral Students and Undergraduate Students (continued) 

Population Item Number 
and Description 

Means 

(Level of 
Significance) 

Directionality 

Section D: Academic Career Experiences 

Faculty III-10. In general, 
how stressful 
has your 
academic career 
been?  

 

1.89, 2.25 
(<.05) 

Female faculty were significantly more 
likely than male faculty to report that their 
academic career has been stressful. 
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Appendix X 
Significant Race/Ethnicity and Gender Findings 

Section E: Work and Family 
 

Items for which Underrepresented Minorities Responses Differ Significantly from the 
Responses of Non-Minorities. 

Faculty, Doctoral Students and Undergraduate Student 

Population Item Number and Description Means 

(Level of 
Significance) 

Directionality 

Section E: Work and Family 

Graduate 
Students 

IV-2G.  How committed are 
you to pursuing a career 
upon graduation or 
completion of post-doctoral 
studies?  

 

3.66, 3.56 (<.05) Underrepresented minority 
graduate students were 
significantly more likely than non-
minority graduate students to report 
that they are committed to pursuing 
a career upon completion of their 
studies.   

Graduate 
Students IV-8G.  What type of effect do 

you think parenthood may 
have on your career?   

 

2.92, 3.28 (<.05) Underrepresented minority 
graduate students were 
significantly less likely than non-
minority graduate students to report 
that they think parenthood will have 
a negative effect on their career.   
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Items for which Female Responses Differ Significantly from the Responses of Males. 
Faculty, Doctoral Students and Undergraduate Students 

Population Item Number and Description Means 

(Level of 
Significance) 

Directionality 

Section E: Work and Family 

Graduate 
Students 

IV-2G.  How committed are 
you to pursuing a career 
upon graduation or 
completion of post-doctoral 
studies?  

 

3.69, 3.47 (<.01) Female graduate students were 
significantly more likely than male 
graduate students to report that 
they are committed to pursuing a 
career upon completion of their 
studies.   

Graduate 
Students 

IV-5G.  How much of an 
impact do your family 
commitments (including 
marriage, child care and elder 
care) have on your school 
and work commitments?  

2.28 , 2.13 (<.05) Female graduate students were 
significantly more likely than male 
graduate students to report that 
their family commitments will have 
an impact on their school and work 
commitments.   

Graduate 
Students IV-7G.  Do you envision any 

problems in the timing of 
children and career demands  

 

2.70, 2.05 (<.05) Female graduate students were 
significantly more likely than male 
graduate students to report that 
they envision problems with the 
timing of children and career 
demands.   

Under-
graduate 
Students 

IV-3UG.  Do you envision any 
difficulty integrating your 
career plans with a 
family/personal life?  

 

1.74, 1.57 (<.05) Female undergraduates were 
significantly more likely than male 
undergraduates to report that they 
envision difficulty integrating your 
career plans with a family/personal 
life? 

Graduate 
Students 

IV-8G.  What type of effect do 
you think parenthood may 
have on your career?  

 

2.69, 2.20 (<.05) Female graduate students were 
significantly more likely than male 
graduate students to report that 
they expect a negative effect of 
parenthood on their career. 

Under-
graduate 
Students 

IV-7UG.  What type of effect 
do you think parenthood may 
have on your career?  

 

2.48, 2.16 (<.05) Female undergraduates were 
significantly more likely than male 
undergraduates to report that they 
expect a negative effect of 
parenthood on their career. 
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Appendix XI 
Significant Tenure/Non-Tenure Findings 

 
Items for which Tenure Faculty Responses Differ Significantly from the Responses of Non-

tenured faculty. 

Population Item Number and Description Means 

(Level of 
Significance) 

Directionality 

Section D: Academic Career Experiences 

Faculty III-3F.  To what extent do you 
find the following aspects of 
being an academic 
enjoyable? How significant of 
a challenge are/were the 
following obstacles for you in 
your academic career?  

a. Teaching undergraduates 

a. 3.92, 4.15 
(<.05) 

Tenure faculty were significantly 
more likely than non-tenured 
faculty to report that they find 
teaching undergraduates to be 
enjoyable.  

 

Faculty III-8F. How important are the 
following to career success 
at Stanford? 

c. understanding the unspoken 
rules of academia 

h. having good social skills 

j. having the right mentor 

l. being part of the informal 
network in your department 

o. being able to give and 
receive feedback well 

p. being liked by your 
colleagues 

 

 

 

c. 3.18, 3.03 
(<.05) 

h. 3.03, 2.89 
(<.05) 

j. 3.23, 2.95 
(<.01) 

l. 3.12, 2.95 
(<.01) 

o. 3.11, 2.98 
(<.05) 

p. 3.12, 2.99 
(<.05) 

Non-tenured faculty were 
significantly more likely than 
tenured faculty to report that 
understanding the unspoken rules 
of academia, having good social 
skills, having the right mentor, being 
part of the informal network in your 
department, being able to give and 
receive feedback well, and being 
liked by your colleague are 
important to career success at 
Stanford. 

 

Faculty III-10. In general, how 
stressful has your academic 
career been?  

 

1.83, 2.27 (<.01) Non-tenured faculty were 
significantly more likely than 
tenured faculty to report that their 
academic career has been 
stressful. 

Faculty III-11. To what extent are you 
satisfied with the way that 
your academic career has 
turned out or is evolving? 

 

4.72, 5.05 (<.05) Tenured faculty were 
significantly more likely than non-
tenured faculty to report that they 
are satisfied with the way that their 
career has turned out or is evolving.   

 
 

 




