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CHAPTER 1

INTRODUCTION

The Women's Cducational Equity act ¢f 1974, which censtitutes Section
408 of Education Amendments of 1972 (see appendix A), proposes ro provide
educational equity for women in the United States. Seckion 408 (£) (4)
staces.

From the sums avairlable for the purposes of this section,

the Commissioner is authorized and directed to conduct a

national, comprehensive review of gex discrimination in

education, to be submitted to the Council not later than

a year after the date of enactment of this section. The

Council shall review the report of the Commissioner and

shall make recommendations, including recommendations

for additional legislation, as it deems advisable.

This report reviews sex discrimination in counseling and guidance in
secondary and postsecundary education. Following a review of existing research
and literature and a crit:ical discussion ©f the state of knowledge in this
area, the report presents implications for policy and modes to implement needed
changes.

The primary focus of this study is vocational gquidance and ccunseling.
Personal-gocial counseling and mental health are examined briefly.

Six hypotheses were formulated in the original design for the study to
reflect the arcas of ingquiry wvital to sex discrimination in guidance and
counseling:

1. Socialization: which plays an important role in shaPiig the educa-
tion and career decisions of young people, reflects the sex-role biases of
the surroundirg society.

2. The counselor training fie,d reflects the biases and sex-role

stereotypes of the larger society.

12




3. Counselor tr.iners and training rationales may reinforce existing
biases or Produce attitudes and values that interfere with equitable counseling
practices.

4. Tests (personality, inte.est) and other scurce materials used to
assess c¢lients and assist them with their educational, vocational, and persoconal
decisions reflect sex-role biases.

5. MNegative ocutcomes of counseling are reflected in students' educaticnal
and career decisions which indicate acceptance of sex-role stereotypes.

6. Existiag counseling programs can be freed of sex biases through imple-
menting new approaches in counselor training and rrocedures.

This introduction presents the framewosrk within which the body of the report
can Le understo. '. The meaning and scope of the terme “guidance" and "counseling"

are presented. The multifaceted role of the counselor is highlighted to indicate

O
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the many ways in which counselors may interact with and influence students., Sex

discrimination is defined as it relates to education, especially quidance and
counseling services. After setting the parameters of the study. an overview of
each chapter highlights the major findings. Methods and procedures used in the
literature review, in reanalysis of existing data, and in exploratory studies
are explained.
DEFINITIONS OF GUIDANCE AND CQUNSELING

Guidance, as defined by Shertzer and Stone (1971), "is the process of
helping an individual to understand himself and his world." Its purpose,
according to Rogers (as cited by Shertzer & Stone), is "to enhance the personal
development, the Psylhological growth toward a socialized maturity, of its
clients" {(p. 41}.

Four major services compose a sclool's guidance program {shertzer & Stone,
1971):

1, An appraisal service to collect cbjectives and subjective data about

i3 .
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the student.

2. An informational service to give students information about
vocational, educational, and personal opportunities.

3. A counseling service to facilitate students' self-understanding
and development through dyadic or small-group relationships.

4. A planning, placement, and follow-up service to help the student
locate job opportunities.

When described in this fashion, "counseling” is subsumed under the larger
term "gquidance” and is one of several guidance services. However, for most
people, including many counselors, the distinctions between the terms are
unclea., especially since the definitions are general and similar. Counseling
1s defined by Gustad (1953) as "a learning-oriented process...in which a
counselor. . .seeks to assist the client...to learn more about himself, to
learn how to put such understanding into effect in relation to more clearly
perceived, realistically defined geals to the end that the client may become
a happier and more productive member of this society” (p. 17). Since counseling
is the heart ¢of the guidance program. it is emphasized throughout the report.

Similarly, the title "coumnselor” has been used rather indiscriminately
by individuals engaged in a wide variety of tasks. Shertzer and Stone (1971)
estimate that in 1965 there were some 50,000 officially recognized counselors
in various settings in the Uanited States. About 40,000 of these were in
educational institutions. Wrenn (1968) describes the counselor's function as:

a) to provide a relationship between counselor and c¢ounselee,

the most prominent quality of which is that of mutual trust of

ea h in the other; b) to provide alternatives in self-under-

standing and in the courses of action open to the client; ¢) to

provide for some degree of intervention with the situation in
which the c¢lient finds himself and with important others™ in the

1"Important others" and "significant others" are psychological terms that
refer to individuals who have an influence on the life of a person. This report,
when not yuoting directly, uses "significant others" throughout.
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client's immediate life:; and, finally, 4} to provide for improve-

ment of the counseling process through constant individual self-

criticism and (for some counselors) extensive attention to im-

provement. of process tirough research {p. 237).

Throughout the report, the terms "counselor" and “guidance counselor,"
and "counseling" and "guidance" are used interchangeably to reflect the
common Usage.

ROLE OF THE COQUNSELOR

The counselor at the secondary level has somewhat different functions
than at the postsecondary level. The major functions of the secondary
counselor below are from a policy statement of the American School Counselors

Association (part of the American Personnel and Guidance Association):

1. Planning and development of the guidance program. An effective

guidance program res.lts from cooperative effort of the entire staff in
planning and d» =lopment. Parents, pugils, and community agencies and or-
ganizations can also contribute. The objectives of the program and the
procedures for meeting those objectives must be clearly formulated.

2.  Counseling. The majority of a school counselor’s time must be
devoted t0 individual or small-group counseling.

3. Pupil appraisal. The counselor assumes the roles of leader and

consultant in the school's program of pupil appraisal.

4. Educational and occupational planning. The counselor tries to

provide pupils and parents with an understanding of the pupil as ar individual

in relation %o educational and occupational opportunities for his/her optimal

growth and development and to promote self-direction.

5. Referral work. The counselor is the principal person on the staff

wno makes and coordinates referrals both to other specialists in pupil personnel

services and to public and Private community agencies.

6. Placement. The counselor's role in providing placement services
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for individual pupils involves assisting them :n making transitior . from one
school level to another. onc scheoel to another. and from school to employment.
Placement involves the informational services of educational and occupationadt
planning. pupil appra::al, and counseling assistance appropriate to the
pupil's choices and progress in school subjects. extracurricular and community
activities, and employment.

7. Parent help. The counselor holds conferences with parents and acts

as a resource perscon on the growth and development of their children.

3. Staff consulting. The school counselor works closely with members

of the administrative and teaching staff so all resources are directed toward

the needs of pupils. *

9. Local research. Reseairch in guidance is concerned with the study

of pupil needs and how well school services and activities are meeting those
needs. The counselor plays a leadership role in determining the need for
research, conducting or cooperating in studies. and interpreting findings to
the staff.

10. Public relations. 1Tne counselor is responsible for interpreting

school counseling and guidance services to the staff, parents, and community.
All efforts at giving service to individuals in the guidance and counseling
program have potential value in public relations.

The counselor at the postsecondary level is usually free of administrative
and public relations dQuties. The majo: function of the counselor in universities
is to provide. oae to one Gr in I group, assistance to students in attaining
a clear sense of identitvy. Usvally this col sists of counseling for educational
or vocational conflicts and perscnal-social dilemmas.

DEFINITIONS OF PREJUDICE, DISCRIMINATION, AND EQUAL OPPORTUNITY

Since the Women's EBducational EJuity act of 1974 explicitly provides for
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educational equity for women ih the United States, this study is designed
to ascertain whether dlsCriminatory practices exist and result in inequity
in counseling: if there is inequity. what its wmagnitude is; and how such
inequity is brought about. The study examines the effects of discrimination
and inequity on secondary and postsecondary counseling.

One objective of counseling is to expose studants to all the possible
goals for which they may strive. Conversely, gex bias 1n counselind is
"that condition Or provision whaich influences a person te limit his or her
consilara.ions ©f carecr opportunities solely on the basis of that person's
sex" (ALEG Commission. 1973). Expanding the definition. sex bias in counseling
.5 any condition under which a client's options are limited by the counselor
solely because of gender. That would include limiting expressicn of certain
kinds of tshavior because they have not traditionally been appropriate for
one séx. Sex bias ih counseling may be overt: for example. suggesting that
a female high school student not enrcoll in & math class because "women aren't
good in math," thereby limiting her later options to enter scientific or
prefessiconal careers. Or it may be covert: subtle expectations or attitudes
that "girls always are" certain stereotypic characteristics.

Every person should have the educational opportunity to develop and use
fully his/her talents and assets. "Talents.” means not only those acquired
at birth, but also those developed in the 2chool yvears. Even though this
study looks at eguity in secondary and postsecondary counseling. inequities
can begin at birth and continue through life because of differential treatment
at home, in school, and in society at large. Thus, even if equal counseling
treatment were provided to high school students independent of sex., one could

expect different cutcomes because of different treatments and experiences

previously. It geems Obvious, then, that equal treatment of pecple with
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different experisnces would result in different opportunities for men and
women. FRather than equal treatment for all, equity for members ©f each sex
will probably require differential treatment by sex. While the counselor's
role has traditionally been to explore optlons with stuhents, passively,
counselors will need to encourage women actively to seek nontraditional
careers because their soclalization may result in their considering only
the most traditional. Counselors will have to make special efforts to
ensure that young women become all) that they can be rather than develop
along stereotypical lines. Following this line of reasoning. equity should
be achieved using affirmative action. not just a passive approval or dis-
approval of a student's choicer but an active affirmative step toward
enhancing the student's perceived options.

It .5 usually argued that equity will be achieved when there is no
discrimination and prejudice. To¢ discriminate is defined in Webster's
Collegiate as a) tO mark or perceive the distinguishing or peculiar features
of, and b} to make a difference in treatment or faver on a basis cother than
individual merit. In a world of scarce resources where excess demands require
rationing, allccations are generally made according to some peculiar features
of individvals or groups wha exhibit effective demand--hence, type-one discrim-
ination.  These actions would be acceptable if it could be agreed that the
perceived differences among individuals 40 exist and that the characteristics
upon which the distribution was made are logical and just measures upon which
to base this type of decision. Problems can arise when rewards are distributed
on the basis ¢of characteristics that people feel should not be rewarded. or
when there is disagreement over the particular characteristics of those receiving
the rewards.

this latter case may involve prejudice--literally prejudging. Traits
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{usually negative) are attributed to individuals on the basis of past

observations of groups of whicn they are members or on the basis of
earlier exXperierces no longer relevant. One reasen for disagreement over
individua) characteristics is that precise information is unobtainable,
or at least expensive., Discriminacion, however, implies linking one's
prejudices to some overt bhehavior that deprives members of a group of
equal access or treatment (Harway-lerman. 1971). Those who believe that
there is discrimination against yomen in education assume that decisions
are pased on nonmeritorious criteria and. hence, that legislation is
necessary to chandge the criteria. One underlying assumption is that dif-
ferences between the sexes relevant to postsecondary education do not
exist, and it ig merely the desire of those in power to maintain their
positions which leads to the second-class pesition of women. Or perhaps
differences do ¢xist, bi.. the rules of the game favor men. Differential
distribution of rewards from education may be due to ignorance of the
characteristics of each sex. However, the current status of the two sexes
in educaticn couid result, at least in part, from actual difference. perhaps
in their taste for level of education, given early experiences.
Individuals concerned with the treatment of women in education have
defined d..scrimination in various ways, but they agree on several points.
Some argue thaz discrimination exists when women are judged on group per-
formance rathor than on individual merit. This attit.de is taken by Cross
{1272}, who states that “educational opportunity should depend not on
class starestypes based on the color or shape of one's skin {Sandler's
phrasc, 1972), bui w-on individeal needs, desires, and potential for contri-

pution” (p. 8). ¥Preecman {1970) believes that the possibility of being

discriminated against ig as debilitating to women ag actual acts of
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ijustice:

To g¢ through iife never really knowing whether one is seen

as an individual or as a categoryr to engage in one's work with

questions as to how much of it will be judged strictly on its

merit and how much as the product of a member of a group: to

be unable to say that one is treated the same as others without

hidden bias--these uncertainties in themselves wreak their own

havoc regardless of what the real situation may be (p. 118).
The traditional linkage of stereotyp-d characteristics with sex, the pursuant
digcrimination., and the contrast with practical realities of evervday life
genérate ambiguity for many women who become upcertain of their sex roles.
Problems of women's careers today are clesely linked with this feminine psy-
chology: Do women as a group show distinctive mental or character traits !
that fit them better for one typé of work .han for another, or are such traits
ascribed to them by prejudice and stereotyping (Harway-Herman. 1971)7 No data
support the former, and it has become discriminatory to list job openings as
specifically for men or women (unless sex is a bona fide occupational require-
ment). The role of the counselor then becomes one of exploring with the female
client the role ambiguity and her options.
CONCEPY OF THE STUDY

While se . ~ral chapters (especially chapter &6--Counseling Materials}) discuss
guidance services other than counsoling (information and appraisal}, the study
foruses on counseling.

Counseling is an interactive Process between two Or more individuals where
the attitudes and prior experiences of both affect the ocutcome. It is not a
one~time event where the counselor provides information to the student. The
coungeling interaction may consist of ohe ur more sessions over short or long
periods and its effects may last bevond the conclusion of the interaction.

While counseling is often thought to mean secondary school counseling.

this study considers counseling as it affects individuals at different stages
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of development. Figure 1, which illustrates the Luweraction between student
variables and counseling interventions. indicates that concerns cther than
counseling may, singly or in combination with counseling interaction, affect
the outcome:

- Insert Figure 1 Here =~
that is, background, race, sex. and socioeconomic status (SES) will account
for the socialization of the student. These factors may affect motivation
and self-esteem. determining whether the student pursues postsecondary edu-
cation and which program he/she chnoses.

If the student makes a certain choice about his/her future educational
plans, that choice may not be due to a counselor's discriminatory intervention
but to the student's socialization or socioceconomic stratum. Thus. to examine
only counselor~student interaction and to deduce from the interaction or its
consequence whether the comselor is discriminating is simplistic.

- Insert Figure 2 Here ~

The dyadic counseling process (figure 2}, the main focus of the study.,
can be compared with a4 chemical process in that two major ingredients, student
characteristics and counselor characteristics. interact to form a counseling
intervention. While the characteristics (e.g., background, race, expectations)
of the two participants are not themselves viewed as discriminatory, they give
the observer a baseline. In determining if discrimination has occurred during
the counseling process: an ohserver can only understand the process by consider-
ing the counseli 3j outcomes and the characteristics of both Participants.

An overview of the effects of the educational system and society on the
student is pPresented in chapters 2 and 3. To understand the impact of guidance

and counseling, it is necessary %o upderstand the characteristics the individual
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brings to the situation. Cannell and Kohn (1968} argue that

each person comes t¢ the interview with many f£ixed atti -

tudes, personality characteristics, and stereotypes of

other groups. Both respondent and in-erviewer alsc possess

characteristics visible to the other and suggestive of group

memberships and group identifications--age, sex, race,

religious background, income, and educational status (p. 549).
They cite two ways in which background characteristics may affect the inter-
view process: a) They may play a part in determining the psychological
characteristics of both parties, including the relevant perceptions, attitudes,
and motives. If the two persons are from widely different backgrounds, mutual

understanding may be more difficult., b} Background characteristics provide

one participant with cuzs about the other. For example, if the student is

assigned to a counselor of apother race, th.s difference may affect his/her
attitude Or behavior toward the counselor andr consequently: the results

of the counseling interaction itself. The student's seX Or race may in turn
lead the counselor to certain expectations about the counselee's ability,
motivation, and achievement orientation.

The purpose in chapters 2 and 3 is not to document instances of discrimi-
nation but to contribute to understanding the forces that have impacted on the
student prior to his/her first experience with a secondary school counselor.
These characteristics are a function of the individual's previous experience
with parents, school, and media.

The educational system has been identified by several writers as dealing

1974
unequally with the two sexes (Harrison, <=8%3; Frazier & Sadker, 1973;
Macleod & Silverman, 1973}. In a sense, the educational system mirrors society:
In a society that deals unequally with men and women. the schools will deal

unequally with boys and girls. Chapter 2 provides evidence from developmental

data on sex differences (Maccoby & Jacklin, 1974), from reports documenting
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harmful effects of teacher expectation {Rosenthal & Jacobson, 1968), and
from the media on the part they play in conveying sex roles. The impact
of family and friends on future plans of the child through high school
is also examined.

Chapter 3 documents the development of other student characteristics
that can affect guidance experiences. Motivation, self-concept, and the
attitudes of students toward women, especially women and work. affect the
likelihood that the student will seek nontraditional alternatives on his/her
own.

Many social myths about achievement, motivation, self-concept, and
women's place in society persist. while acceptance of women working seems
to be increasing, career options are restricted largely to traditionally
feminine areas. Women believe the id=al women should strive for a balance
between self-realization ard intrafamily nurturing. But women's view of men's
ideal woman is significantly more family-oriented and personally subordinated.
This belief inhibits some wonen from seeking work because thiey believe men
prefer traditional homemakers. | oreover:, success and achievement are considered
masculine attributes. When a woman i3 successful, either the 4quality of her
achievement is devalued ¢r a multitude of negative consequences is associated
with her success. Since success by women is not highly valued even by other
women, for women to seek Success requires high self-motivation and an inter-
nalized reward system.

Chapter 4 looks at counselor training and the composition ©f the counseling
profession to determine which background variables might affect guidance.

The American Personnel and Guidance Association (APGA) provided the racial
and sexual breakdown of its members for the study. Faculty in a sampie of 100

counselor education departments were tallied by sex (see p. 18for an explanation
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of this exploratory study). Tallying by race became impossible: sex was
determined by first name but the distinguishing characteristics ¢f racial
groups found in name. were inadequate for a useful analysis. The membership
of the Bmerican Psychological Association (apa), divisions 16 {school
psychology} and 17 (counseling), was also tallied by sex. Some studies
provided figures on counselor educators by sex and rank: The majority (67
percent) of counseler educators are men, and the women are concentrated in
the lower ranks.

Since little information has been published on the content of counselor
training, the 100 counselor education programs supplied the materials used
in the study. which discusses the courses, the textbooks, and the impact of
both on trainees.

Demographic data on individuals who provide counseling services came
from a study of counseling divisions of state departments of education (pPressley,
1974), aprga and APA division 16 and 17 membership information, responses to
the ccunselor questionnaire of the National Center for Educational Statistics
(NCES), and descriptions of counseling services inh college catalogs. While the
majority (65 percent) of the elementary school counselors are women, S7 percent
of secondary school counselors and a greater proportion of college counselors
are men. The study analyzes state certification requirements and theivr
implications for equitable counseling. Counselor workloads are also considered.

Chapter 5 discusses the effects of role and sex on counseling and counselor
attitudes. Most studies show that the experiences of the counselor and the
human qualities of both counselor and client, rather than counselor-client
race and sex similarity, are the important dimensions. Research on counselor
attitudes is highly complex. While data indicate that most mental health pro-

fessionals hold negative or ambivalent attitudes toward women, delineation of
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the impact of these attitudes on the counseling interaction requires further
research.

Chapters 6 through 9 review elements that affect the counseling inter-
action beyond immediate characteristics of the parties. Counscling instruments
and materials, including ccllege and proprietary school catalogs, are assessed
for sex bias in Chapter 6. Tests and test manuals. illustrations in career
materials and the content and illustrations in catalogs reflect sex-role
stereotypes.

Counseling and guidance theories, from which practice and instrumentation
derive, may have a powerful impact on the way counselors conceptualize clients
and their problems (chapters 7 and 8). Since the first two sets of
counseling theory are based heavily on psychological theory. they reflect the
sex bias of the latter. vocational development theory usually ignores women's
development and concern.

Chapter 9 examines the little data available on counseling outcomes,
studying the impact of different types of counseling. Conclusive results
are scarce; much more research is needed.

Novel approaches to counseling women, ranging from those developed and
applied in traditional settings to those out of the mainstream which show
promise, are presented in chapter 10, which both describes the problems and
evaluates the new approaches. Findings attest to the great wealth of recent
developmer _s.

Chapter 11 ties together data from preceding sections to present preliminary
conclusions and implications for four groups: legislators: researchers, insti-
tutions. and counselors.

DATA AND TIME CONSTRAINTS
The pregent study was undertaken to comply with the provision of the

Women's Educational Equity Act that a study on sex discrimination be completed
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within a vear of enactment. Because of this provigion, the research team
operated unde: enormous time constraints. The work had to be completed
within 9 months of the contract data {April 16, 1975 to January 16, 1976).
Conseguently. selective review of data and literature sources was conducted.

In many areas little data were available. Where no empirical information
was available, discussions and theoretical papers were included tO generate
implications and to discuss the issues. Little se¢paration has been made between
the secondary and postsecondary levels by researchers investigating counselors.
Most studies 40 not specify whether secondary or postsecondary counselors were
the population studied. Whenever possible, the exact Population is reported:
where nc specifics are mentioned. none were available.

METHOD AMD PROCEDURES

The critical analysis depends heavily on three data sources:

1. Existing research and theoretical literature.

2. Reexamination and presentation of data from statistical reports {e.g.,
Project TALENT, census data, NCES data, CIRP data).

3. Exploratory studies that address questions for which information 1is
lacking in either the theoretical and research literature Or the statistical

profiles of high school and college youth.

Literature Search. The literature reviewed has appeared primarily in the
last decade, except for "classic" studies of long standing. The method used to
identify the documents included:

1. A cataloguing and review of kibliographies, books. reprints (Astin,
Parelman & Fisher, 1975; Astin, Suniewick. & Dweck. 1974; Bickner., 1974; Harmon,

1972; wWestervelt., & Fixter, 1971; Phelps, Parmer & Backer, 1975, Padilla &

Aranda, 1974).

2. Computer searches ©f the literature, including the APA service, ERIC
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{Education Resource Information Center), CIJE (Current Index to Journals

in Education) and RIE (Research in Education). UJearches are done by developing
key-word concepts. For example, key words incluﬁe: higher education, sex
discrimination, women's education, college-bound students, Negro students,
career planning, career choice, minority women. postsecondary education, educa-
tional eopportunity. role perceptions, role models, school responsibility,
and gso forth. (For literature content, see apnotations.)
Data Sources

Data sources and statistical reports based on these sources include:

1. Project TALENT. In 1960, Project TALENT sur "eyed students in grades
9 through 12 in a 5 percent stratified random sample of the pation's high

schools. Thegse students were followed-up through mail questionnaires 1, 5,

and 11 years after high school graduation. Special telephone follow-ups assured

representativeness of the follow-up samples. At that time, TALENT collected
background information on ability, SES, grades. curriculum, educational and

career interests, and expectations: and follow-up data on educatiopal. job.

and personal experiences.

2. Cooperative institutional Research Program (CIRP). The Cooperative
Institutional Research Program, conducted jointly by the American Council on
Education and the University of California at Los Angeles, bedan in 1966 with
data ceollected from all entering freshmen at 307 representative ipstitutions.
Today the sample includes over 600 institutions. The entire freshman class
of participating inrtitutions is surveyed upon matriculation. At subsequent
intervals, subsamples of these same students are again surveyed.

The main purpose of the apnual survey is to collect student input. The
instrument is the Student Information Form {(SIF), a four-page questionpaire

designed to be self-administered under proctored conditions and t© be processed
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onto magnetic tape by an optical scanner. Mang of the app:/.ximacvely 200 SIF

items, essentially the same from Year to year. . licit stardard L..graphical

and demographic information from each student: f-: :sample, sex; raciaus/ethnic,
and religious background: parents' incomer. educational levels, and ¢ccupations;
high school activities and achievements; means of financing college education:
degree aspirations:; probable major field; career plans: attitudes on social

and campus issues; and life goals. Through repeated items, not only may guccegsive
cohorts of freshmen be compared to discover naticnal trends in the character- !
istics of entering students, but also tue individual's responses on the SIF

can be compared with his/her responses on follow=-up questionnalres to see

whether he/she has changed (for instance, in his/her pelitical views or carecer j
plans) cver time.

Items are added to the SIF as new areas of higher education become prominent.
In 1971, when open admissions and Programs for underprepared students were
topics of special interest, freshmen were asked to indicate in which, if any, ;
subjects they might need tutoring or remedial work. The SIF represents a
compromise bhetween two demands: the need for continuity to obtain comparable
information and the need for flexibility te¢ permit investigation of currentr
issues.

3. National Scholarship Service and Fund for Negro Students (NSSFNS).
The NSSFNS file provid?§ information on a national sample of black high school
seniors representing the high school classes of 1971-72-73. These data, collected
as part of a program to provide counseling and guidance services to black
youth,s include dem.graphic items, educational and occupational aspirations,
attitudes, values, and high school experiences and achievements. For each

year the data file includes information on about 50,000 black youth at approxi-

mately 7,000 high schools.

23




4. National Longitudinal Study of the High School Class of 1972. 1In

spring 1972, over 1,000 high schools participated in a Naticnal Longitudinal
Study of the lilgh Schoel Class of 1972, Data were gathered from a sample

of about 18,000 high school seniors. Follow-up data were collected a year
after high schoel, and subseguent surveys are planned for a period of 6 to 8
years. Information includes student demographic characteristics, postsecondary
plans: educational and occupational aspirations, and high school experiences
and achievements.

Exploratory Studies

Several exploratory studies were conducted to generate implications:

1. Appendix B includes a list of 100 colleges and 19 oroprietary institu-
tions whose catalogs were analyzed. The colleges are representative of the CIRP
institutions on selectivity, geographical location. control {(public-private},
and type {two-year, four-year, predominantly black). Although the pr?prietary
institutions, included in the 1974 CIRP. are not a statistical samplé. they
are representative of schools of different types and geographical locations.

The outline used to analyze the content of the catalogs is in appendix C.

2. The alumni offices of these same institutions sent results of any
alumni surveys conducted in the last 5 years. Any data on satisfaction with
college counseling experiences were abstracted.

3. One hundred programs of counselor education (see appendix D) were
randomly chosen from 400 programs cited in Hollis and Wantz (1974). Directors
of these programs furnished information ©on their curricula, including lists
of course readings and faculty, and self-studies or evaluations of their
counseling conters.

4. A nationwide listing of requirements for counselor certification in

the 50 states was analyzed for content.
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5. Two exploratory studies in the Los Angeles high schools, one of the
content of carecer and vocational Juidance literature and the other ¢f financial
aid information, were conducted.

6. Counsaelor job descriptions in the Los Angeles schools were assessed

for information on counselor workloads.
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Counseling Counseling

1 counseiing
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Figure 1. Relationship of background variables, counseling and outcomes.
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Figure 2. Dyadic ccunseling process.
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CHAPTER 2

EARLY SOCIALIZATION AND THE ROLE OF SIGNIFICANT OTHERS

Exploring the relationship hetween socialization and gquidance is

difficult but essential to understand the nature and impact of guidance.

This chapter considers the nature of socialization and implications of the

process, as i1t occurs prior to high school, on development in high school

and beyond.

Socialization is step-by-step learning of behavior appropriate to one's

role in society. "References to socialization suggest a process by which

children are oriented to operate as members of an established adult community"

(Hess, 1970, p, 458). Of primary concern is the process by which children

learn to be males and females.

Guidance is also a learning process.

As a person learns what is

necessary to be an adequate member of society, he/she may seek assistance to

achieve satisfactory adjustment to his/her role. Guidance is one process by

which persons become socialized. However, there are numerous other processes

that also affect individuals prior to and concurrent with guidance. To under=~

stand the impact of guidance it is necessary to understand the characteristics

the individual brings to the guidance situwation. These characteristics are a

function of,the individual's previous experiences, i.e., socialization.

.
H

Socialization refers to the pattern of antecedent variables that shape

'
| .

behavior and tie it to the social system in which an individual lives

{Hess, 1970). Since this topic is complex and riddled with controversy, it is

necessary to offer a word of caution: Numerous theories and methodologies

generate hetcrogeneous empirical results and at each point the meaning can be

confounded by sociQI class and ethnic¢ considerations. Scholars in many

digciplines have discussed gex differences and gex roles, defining
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socialization and its components wit™ _heir own terminology and theories.

This review focuses on environmental - particularly societal - in-
fluences on sex behaviors and roles, since these areas are most readily
controllable and open to change.
BEHAVIORAL, AND PSYCHOLOGICAI IMPACT OF SOCIALIZATION

The importance of early socialization in determining behavior, per-
ceptions, and preferences in high school and beyond wmakes it imperative
that this process he explored for potential sex bias that would incline a
person or other persons to limit - or cause to be limited - an individual's
options. Sex differences may exist in emotional reactions to people and
events, in the vigor with which men and women attack life's problems, and in
the potential for acguiring knowledge and skills for occupations {(Maccoby &
Jacklin, 1974). Then consideration focuses on the social acceptability of
sex-typed behaviors. "those {behaviors) that are less expected and sanctioned
(when exhibited} by one sex, and in contrast are considered appropriate when
manifested by the other" {(Mischel, 1970: p. 4), and the advantages or limi-
tations of differences for the individual. Finally, if psychological sex
differences do exist, how do they come about? Are they inevitable
{behavioral tendencies) or products of arbitrary social stereotypes? And do
they impose limitations or expectat%ons for the lives of each sex? (Maccoby
& Jacklin, 1973). .

‘ In their critical summary of empirical evidence of sex differences.
Maccoby and Jacklin conclude that while some gex differences are guite well-
established, others are myths and still others require additional evidence
before their reliability can be ascertained.

Some established sex differences appear in verbal, visual-spatial. and
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mathematical 2bilities and aggression. While boys and girls tend to be
nearly equal in these abilities until early adolescence, in the early teens
girls tend to surpass boys in verbal ability and boys to surpass girls in
visual-spatial and mathematical abilities. As early as age two, boys appear
more aggressive than girls. This finding tends to be consistent cross-
culturally.

Maccoby and Jacklin identify numerous alleged sex-differences which, in
light of empirival data, prove to be unfounded beliefs. "“Beginning in infancy,
the two sexes show & remarkable degree of similarity in the basic intellectunal
process of perception, learning, and memory....The allegation that girls learn
best g; r;te processes, boys by some more advanced form of reasoning is clear-
1y not supported by evidence" {pp 61-62). 'Other unfounded beliefs are that
girls are more "social" and "suggestible" than boys, that girls have lower
self-esteem and lack achievement motivation, that boys are more analytical,
that 9irls are more affected by heredity and boys by environment, and that
girls are auwditory and boys wvisual.

Girls do rate *hemselves higher in social competence. Boys often see
themselves as strong, powerful, dominant and "potent”. Boys’ achievement
motivation appears more responsive to competitive arousal than girls’, but
th s does not imply that it is higher. During college {but not earlier or
later} men have a greater sense of control over their own fate and greater
confidence in their probable performance on a variety of college tasks.
Research on sex differences in tactile sensitivity, fear, timidity and anxiety,
activity, competitiveness, dominance, compliance, and nurturance has vielded

inconsistent zesults and requires further exploration {Maccoby & Jacklin,

1974).
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Longitudinal studies reviewed by Cohen (1966) show that boys who
are most active in childhood become strongly masculine and sexually active,
but weaker in intellectual striving in adulthood. The same study suggests
that boys nurtured by their mothers give up passivity and dependency under
societal pressure in adulthood, but replace these behaviors with social
anxiety, sedenta:. and intellectual careers, and low levels of sexual activi-
ty. Cultural pressures onh girls to be traditionally feminine cause withdrawal
from challenging tasks and decreasing interest in intellectual development.
Inborn tendencies toward activity and passivity in boys and girls are not
reversed but repressed, resulting in anxieties about not being appropriately
masculine or feminine (Cohen, 1966). This finding suggests that activity
and passivity may not be naturally sex-typed behaviors but Lkzcome so through
cultural conditioning.

Empirically supported behavioral sex differences do not appear to con-
stitute sufficient reasons for differences in male and female roles. Certain
behaviors are sex~typed, and a child learns quite early which behaviors and
characteristics are appropriate for males and fegales‘ By age two and one-
half, children are already able not only to distinguish males from females
but zlso to sort correctly into piles utensils and clothing used by the two
sexes - screwdrivers for "daddies"” and aprons for "mommies” (Vener & Snyder,
1966}. The five-year-old child has already acdquired stereotyped descriptions
of the two sexeg: Daddy rabbits are stronger, larger, more dangerous, darker

e/
and more angular than mommy rabbits (Kagan. Hosken, & Watson, #9%%).
Iglitzen (1973) reports that fifth-grade students have stereotypic sex-role
perceptions of career and employment patterns, personality traits, social

roles, and their own future roles as adults. Schlossberg and Goodman
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(1972a) find that girls and boys in kirdergarten hold sex-role stereo-
types of occupations and these stereotypes do not differ significantly
from those held by sixth graders.

At least two processes are at work in the evolution of the per-
ceptions in these studies: learning of appropriate sex-typed behaviors
and learning of cultural sex-role stereotypes. Sex-typed behaviors
refer to "role behavior appropriate to a child's aseribed gender™ {Maccoby
& Jacklin., 1974, p. 277). Sex-typing deals with establishing a pattern
of "feminine” or "masculine" interests and activities Maccoby and Jacklin
find that parents encourage their children to develop sex-typed interests
or provide them sex-typed toys. More strongly, they discourage their
children, especially their sons, from inappropriate sex-typed behaviors
and activities.

In their study of kindergarten and sixth-grade students,

197a

Schlossbherg and Goodman { } find that these children, regardless of age,
can identify traditionally male and female occupations. In addition, these
children choose occupations that fall within the usual stereotypes. A
study of fifth-graders reveals similar results. Boys and girls demonstrate
sex-stereotypic perceptions of occupations and personality traits, Although
girls are less willing to reverse traditional sex-tied jobs, they are more
willing to see occupations open to either gex., Further, girls have varied
career aspirations. Only & percent say they would be only a mother or
housewi.e. However, there is a marked discrepancy between their stated
career goal and the way they would spend a day in the future. They
focus on marriage and family. while boys focus on career and job
(Iglitzen, 1973}. wWhile a girl at this age may plan for a career, other

elements of socialization have not provided her with a picture of what
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would‘be involved in her role as a career person. The adult women
she sees forus on marriage and family; this is the adult female role
with which she is most familiar.

If children see certain jobs and traits as male and female, what
are the implications of these sex-role stereotypes for level of aspi-
ration and self-esteem? The Department of Labor., Women's Bureau (1972)
has published data on women's participation in the work force. It is
well-documented that traditionally female jobs are lower paying than
traditionally male jobs and, hence, lower in status. A small fraction
of professional positions, ~ doctors, engineers, college professors -
are filled by women. The lowest status jobs alsec have sma.l percentages
of women participants. women hold an overwhelming majority of middle-
level clerical jobs. The median income of women, within a given occupa-
tional grouping, is only 50 to 60 percent that of men., Starting salaries,
even when two applicants have the same qualifications except for sex, show
a similar discriminatory pattern.
AGENTS OF EARLY SOCIALIZATION AND THEIR IMPACT

Sex discrimination is antithetical to counseling and guidance., It
tends to limit arbitrarily an individual's options solely by sex. Counsel-
ing and guidance seek to optimize an individual's choices through self-
understanding. Self-understanding may be inhibited by sex-role stereo-
types one has learned through the socialization process which begins in
childhood and continues into high school and adulthood. There are many
agents of socialization ~ parents, peers, television, teachers, and others.
Counseling and guidance Personnel and materials are only two among the

many. ‘To maintain a perspective on the potential impact of guidance ard
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counseling, it is necessary to consider the effect of these other agents
prior to and during high school.

Sex ascription begins at birth when a baby is tagged male or female.
This is the first bit of information parents learn about this new in-
dividual. However, the impact of this knowledge on parental behavior is
unclear. There do exist a large numbar of studies (Bing, 1963:
Crandall et al,, 1964; Shaw & White, 1965; Heilbrun. 1969; Steinmann:
1970) and literature reviews (Zigler & Child, 1968: Mischel, 1970:
Maccoby & Jacklin: 1974) which explore the relationship between parental
attitudes and practices and child development. Lewis {1972) suggests that
from the first contact parents deal differently with male and female
children. They caress and speak softly to girl babies and throw their
baby boys inh the air more. Later they interact verbally more fre-
quently with their female children. Maccoby and Jacklin. in their review
of differential socialization of the sexes, find no clear trend that
sons and daunghters experience different amounts of parental warmth or
reinforcement of dependent or aggressive behavior. Also there is no
consistent proof that mothers provide more verbal stimulation to daughters
than to sons. These authors conclude that there is no positive evidence
that parents engage in specific sexual socialization to prepare their
children differently for adult sexual "double standards.” Girls are
not reinforced more for modesty or punished more for sexual exploration.
There ars indications that parents are trying to socialize children of
both sexes toward the same major goals but believe they are starting
from different points because boys and girls have different "natural”

assets and liabiliries.
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Maccoby and Jacklin cite evidence that parents actively encourage
sex-typed interests, provide children with sex-typed toys, and
actively discourage sex-inappropriate behavior. Boys seem somewhat
more restricted; they are punished more but probably alseo receive more
praise and encouragement. Adults respond as though they find boys more
interesting or attention provoking than girls. Boys appear t© have a
more intense socialization experience, which undoubtedly has conse-
guences for their development, including their values and future activ-
rties.

Rosenberg and Sutton-Snith (1968), in their study of family inter-
actional structures, find that sex-role learning involves not only parent-
child effects but also child-parent and sibling-sibling effects. The
family is the most immediate contact point between the young child and
the environment , and family interaction continues to affect the child's
matrix of behavior far into the future (Hess, 1970). However. the family
is part of a larger social system. “...The cultural and sociceconomic
environment in which the family lives touches the child indirectly through
values, taboos, aspirations, patterned interactions, and other belief
systems of his family and directly in that the family itself is a part
of its social and cultural surround” {Hess, 1270, p. 473).

The impact of the total social and physical commu-
nity, however, is increasingly free of mediation
through family members as the child grows older and
acguires information, wvalues, and other patterns of
behavior through more direct, though diffuse, contact
with peers, adults in the community, mass media, and
observations of his own....i#ven when no sgocialization
agent is intentionally involved, children interact
directly with the envircnment. The child absorbs in-
formation abcut norms and values of the social system

of which he is a part and develops a pattern of res-
ponse to it. (Hess, 1970, p. 473)
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The child becomes an agent of his/her own socialization. Whether
this self-socialization is the result of cognitive process or selective
imitation and reward patterns or some combination is still up for debate.

To understand the nature of a child's perception of his/her role,
the source and content of information must be examined. In addition
to family influences, children's literature and television are major
information sources available for processing by preschool children. Of
course, television and other mass media continue to be major socializing
influences throughout an individual's life.

A content analysis of a large number of children's books reveals
that women are grossly underrepresented. Where they appear. traditional
sex-role stereotypes are reinforced: Boys are active, girls are rass.va;
boys lead and rescue, girls follow and serve others. BAduit men and
women are also sex~typed. Men engage in a wide variety of occupations,
women are wives and mothers ' 'eitzman et al., 1972).

Analyses of elementary. high school, and college textbooks indicate
similar biases. Protagonists in stories tend to be male; girls are por-
trayed as helpers and watchers., not doers, and are described as timid,
helpless, and dependent. The occupations follow rigid, traditional sex
lines: women are teachers, nurses; men are firemen, doctors. policemen

{(Women on Words and Images, 1972)}. In Maclecd and Silverman's (1973)

analysis of major government textbooks, a misrepresentation ~: lack of
representation is accorded women. They are virtually excluded as

historical figures and from descriptions and illustrations. When they
are included, women are objects of derision in cartoons or they are in

subordinate and supportive rather than leadership roles.
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At least the message is consistent: Girls and wyomen are sociable,
kind, and timid, put inactive, unambitious, and uncreative. Bo¥s and
men are active, aggressive, tough, and successful. If these books are
typical of other social influences, it is small wonder girls develop an
inferiority complex about their sex (Macleod & Silverman, 1973).

Another, perhaps subtler, area is language. Schneider and Hacker
{1973) document the effect of the generic term "man® in textbooks at the
«wllege levelr. Among ceollede students "man" is usually interpreted as
"male" rather than as "male and female." In high school government
textbooks the use of masculine terminclogy implies exclusion of women
{(Macleod & Silverman, 1973}. If this is the perception of relatively
sophisticated college and high school students, is it not more likely to
affect younger children tc a greater degree? Are they not likely, upon
hearing "mankind” and masculine Pronouns used repeatedly, to believe
women are nonexistent or at least unimportant? Bosmajian (1972), present-
ing the impact language has on identity, notes that language has been used
to maintain inequities, injustices, and subjugation.

Visual mass media are another socializing influence at the preschool

level and later. One review (Women on Words and Images, 197%) shows that

frequent television viewing begins for most children at age three and
remains high until they are twelve (Schram, fyle, & Parker, 1961:; Lyle &
Hoffman:-iggzgi Children sometimes model their own behavior after behavior
observed on television, and some generalization of behavior does take

place (Liebert, MNeals, & Davidson, 1973; Friedrich & Stein, 1973). In fact,

audiovisual modeling is used o help children overcome phobias and

withdrawal symptoms (Bandara, 1969; Liebert, Neale & Davidson, 1973).

43




If children attend closely to messayes on television, the prcgram

content becomes crucial. Women on Words and Images {1975) has com-

pleted an analysis of sex stereotyping which shows that prime-time
television communicates the message that there are more men around, and
that they are dominant, authoritative, and competent. While neither sex
displays a majority of positive hehaviors, women show more negative be-
haviors than men.

Archie (Bunker) may be mean-spirited but he is dominant

ana authoritatively mean, a master of the put-down as

well. Edith is incompetent, dependent, and a victim.

The few times when she does successfully solve a problem,

ghe belittles herself. Together, they serve as models

of adult life in contemporary America for children who

sit in front of their television sets, laughing along

with the sound track at the way men and women get along.

{p. 30)

"The greater power of the male to control his own destiny is part of
the cultural stereotype of maleness and is embedded in images on tele-
vigion and in print. Women could be externalizers by reason of cultural
shaping alone"(Maccoby & Jacklin, 1974, p. 157). Given the written and
visual messa¢e women receive, it is not surprising that studies on how
women perceive themselves. believe they are perceived by men, and how men
perceive them suggest sharp contrasts and inconsistencies that would pro-
duce conflict in women and communication problems between the sexes (Astin,
Suniewick & Dweck, 1974).

If a child should reach elementary school without being thoroughly
exposed to sex-role stereotypes, this "lack" will be compensated for by

the sexism that pervades schools (McCandless, 1969 Bernstein, 1972.

Weitzman et al., 1972; women on Words and Images, 1972; Frazier &

Sadkar, 19737 jevy, 1973; Saario. Jacklin & Tittle, 1973; Harrison, 1974).
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Aside from the obvious stereotyping in textbooks, other more covert
instances of sexism may occur in the classroom. The teacher may allow
different behaviors by the two sexes or may him/herself utilize different
disciplinary practices for boys and girls. Many studies have addressed
the issue of female teachers' discrimination against 1 ,s. However, the
results indicate that boys in general. far from being discriminated
against, receive more positive as well as negative attention., more
praise, more instruction. and more encouragement to be creative (Sears &
Feldman, 1966). The school's “feminization” or "domestication" train-
ing is seen as gocod preparation for "real womanhood." In fact. girls are
doubly trained., at home and at school to be docile and conforming (Levy,
1973). It is not unwarranted to suppose that such differential training
will lead to different levels of achievement and self-concept (Sears &
Feldman, 1966).

As early as kindergarten, curriculum and activities may be different
for each sex. Both sexes may not have equal access to all play materials:
girls may be directed toward housekeepine areas (equipped with dolls, toy
stoves), while boys may be encouraged te play ball or bujild with blocks.
Teachers may compound the situation by using stereotypic bullecin board
materials, for example, "Men at Work" showing individuals in traditional
sex-role occupations only. Having boys empty wastebaskers and girls dust
is another example of possible gexist practices of teachers. Reviews of
research and educational materials (books, ..sts) and curricula and prac-
tices in elementary schools (McCandless. fggg?73ernstein: 1972; Levy,
1973 Saario, Jacklin & Tittle, 1973) indicate that the structure and

content of the American school system contribute to gex—~role Stereotyping
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and discriminate against both male and female students, thus limiting

children's experiences.

How can one be sure that sex-role stereotyping affects children?
Rosenthal and Jacobson (1968) document the impact of the self-fulfilling
prophecy in the educational context. Basically, self-fulfilling prophecy
holds that one person's prophecy of another's performance can determine
that performance. In an empirical test, Rosenthal and Jacobsen pretested
all children enrolled in one school with a star?ard qcnverbal intelligence
test represented to teachers as one that would predict intellectual "bloom-
ing" or "spurting." Bapout 20 percent of the children were later alleged
to be potential spurters. Teachers were given the names of the alleged
spurters (actually chosen at random). The difference between the special
and the ordinary child then was only in the mind of the teacher. All
children were retested at three later times and their gains in IQ computed
between the different testing periods. After the first year a significant
expectancy advantage appeared, that is, 47 percent of the "special”
children or "blocmers" gained 20 or more IQ points compared with only 19
rercent of the control children. In addition, "blo.mers" were rated as
more intel%ectually curious, happier, and less in need of social approval
by their teachers.

.How did such changes occur? FRosenthal and Jacobson suggest that the
teacher may have communicated subliminally to the "special" children
th@t he/she expected improved performance. Such communication, plus
changes in teaching techniques, may have helped the child learn by

changing his/her self-concept, motivation, and expectations of behavior,
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as well as cognitive styles and s 1lls. Similarly: teacher ex-
pectations that a girl is passive and docile with high verbal ability
but low guantitative ability may result in the child displaying those
characteristics.

The school authority structure {male principals, female teachers)
Clearly teaches students the differential status. as do segregated
classes and activities (Levy, 1973). It is rare that a child sees a
man Playing the loving, nurturing role of an elementary teacher. However,
80 percent of principals are men, so children rarely see women as effective
and competent administrators.

Discrimination within the schools is not limited to gex discrimina-
tion. McCandless (1968) finds

discrimination rampant on subtle as well as obvious
grounds. Pressing socialization needs. such ag in the
sexual-social area, are all but ignored. Lower class
youngsters, minority group youngsters, nonconforming
youngsters, borderline-ability youngsters--~all are
shamefully ignored or even openly discriminated against.
The socialization record becomes worse as the child
moves from first to twelfth grade. ({p. 811)

In considering early socialization: one must remember that the vast
majority of research on sex-role development and socialization involves
whit2, middle-class populations. Whether these conclusions are genera-
lizable to other subgroups is open to question. Many scholars and artists
have writtrn perceptive works on the socialization experiences of blacks
(Wright, 1937; Baldwin, 1963; Brown, 1966; Bernard, 1966; Billingsley,
1968; Ladner, 19717 Lerner: 1973), the lower class Komarowsky, 19641

Seifer, 1973}, Spanish-speaking minorities. Asian Americans, and American

Indians. However, major research data are missing.
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Since the research in minority or ethnic-group socialization is

done by white middle-class scholars, their conclusions are open to
sharp attack (Hernandez, 1970; Suarez. 1973) as based on assumptions.
values, and constructs irrelevant to the social group studied.

Hess (1970) indicates that more modest self-estimates are given by
Negroes than by whites and by children with low rather than by high
sociceconomic status.

Several researchers attribute poor self-concept and low achieve-
ment to the “"culturally deprived" early socialization eXperience of
these children (Suarez. 1973). However, Suarez contends that these
researchers lack sensitivity to cultural variations. Such comparisons
and conclusions based on middle-class norms Yield nonproductive. if not
counterproductive, information. Educational institutions and state
departments of education use such findings to rationalize theixr failure
to meet effectively the needs of many student subgroups.

The quality of research makes definitive statements about minority
o1 ethnic-group socialization experience impeossible. Time and Money are
neaded to train minority researchers and to fund sensitive,thorough
rasearch in differential socialization by race. ethnic group. and class,
as well as by sex.

THE ROLE OF SIGNIFICANT OTHERS ON POST~HIGH-SCHOOL PLANS

Socialization does not end once an individual reaches adolescence
but continues through the secondary and postsecondary years and beyond.
Male and female students all go through a period of socialization. As
they pursue their education. they are socialized as scholars; when they

enter careexrs or jobs, they are socialized as members of the profussion
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or field. At each stage they learn the rules and the expected
behaviors. The parents, teachers, counselors and peers who affected
them in early years continue to do sg. These significant individuals
play a part in the future plans and orientation of students of hoth
sexes.

The Teacher.

It is possible to evaluate the role of significant others by
locking at both their attitudes and their impact as perceived by
students. Rosenthal and Jacobson (1968), in their analysis of the
impact of teacher attitudes on student behavior. indicate that teachers’
favorable or unfavorable expectations can result in a corresponding in-
crease or decrease in a pupil’s intellectual performance. Christensen
and Sedlacek's (1972) study of faculty attitudes toward university students
shows that women and blacks are perceived more favorably than undergradu-
ates in general. Blacks are perceived as serious, hard-working, outspoken
students who should be kept in line more, while women are seen as the best.
hardcsc working, most creative students. While these findings are indeed
positive, tiey indicate a stereotypic view of bhoth groups.

Other studies show more negative but equally stereotypic findings.
Garman and Platt {1974}, in research with instructors from the elementary,
secondary, and c¢ollege levels, were interested in whether teachers, like
mental health professionals (Broverman et al., 1970), describe healthy
women differently than healthy adults whose sex is unspecified. while not
making this distinction between the latter and healthy men. They were
also interested in thether the sex of the teacher is related to the use

of sex-role stereotypes. Their results indicate that at all levels

»
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educators' concepts of mature personality differ from men and women,

and that these differences parallel sex-role stereotypes. B-.th male and
female educators describe women less like mature adults than they do men.
Yet female educators see women as much closer to the adult standard than
do male educacors.

Holding stereotypes about students. one might argue., does not
necessarily result in negative consequences. However, Pettigrew (1964)
notes that positive stereotyping is as deleterious as negative
stereotyping: It forces individuals into certain roles. Sue and
Kitano (1973} list several negative resu.ts of positive stereotypes:
Asian-Americans are often viewed as Quiet, unobtrusive, hard-working, and
intelligent--all positive characteristics. Yet this stereotype often
results in Asian students remaining passive, unguestioning, and obedient
to conform to their teachers' expectations. When these students are
rebellious or lo-achieving, theY may have to contend with anger from
teachers because they have violated the teachcrs' eXpectations. Pettigrew
(1964) explained this reaction suggesting that a self-fulfilling prophecy
may operate with stereotypes rigidly and widelY held. The self-fulfilling
prophecyY tends to make individuals behave intaccordance with other persons’
exXpectations. Individuality within the group is limited.

Rosenthal and Jacobson, as well as Dickerson (1974}, show that
stereotyping does affect student behavior. Dickerson asked female under-
graduate .nd graduate students at four colleges to complete a questionnaire
on their academic-vocational aspiration. and on faculty and administrative

perceptions of their academic-vocational role. The results indicate that

Sau

students with higher aspirations are more apt to be those who feel that
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faculty and administration have high expectations for them. Voluntary
comnents from these students indicate that theY are influenced by the
expectations they perceive faculty and administrztion have for them,
thus supporting the Pygmalion notion that a person's behavior is in-
fluenced by another's expectations (Dickersen, 1974).

The Counselor.

Counselors' attitudes tovard men and wo. . tend to follow stereotypic
lines, that is, characteristics of the sexes are viewed as following pre-~
scribed patterns and career options are often seen as limited to typic “ly
"feminine" or "masculine” occupations. Déta on the effect of counselors
on high school students iIs presented below, along with similar data for
other significant individuals in the secondary student's experience,

The Parent.

Parents, too, hold stereotypic views of appropriate behaviors for the
sexes. Lambert et al., (1971}, in a study cited by Maccoby and Jacklin,
asked parents to check a list of behaviors to indicate whether they be-
lieve that boys or girls are more likely to engage in them. While the
sexes are often described differently. the views held for each are re-
markably similar, although parents "believe they are starting from diffe-~
rent points with each sex having a different set of 'natural' assets and
liabilities" (p. 344).

Baruch (1972}, investigating the reason that some women devalue
feminine professional coépetence; indicates that the tendency to devalue
is associated with having a nonworking mother. Women whose mothers worked
evaluate women's competence higuly. regardless of any negative experience

their mother may have had as a result of work. Almquist and Angrist (1971}
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investigating the effect of role models and reference groups on college
women's career aspirations, find that career-oriented women have working
mothers, have been exposed to occupational choices of male peers, and feel
influenced by faculty members and occupational role models in choosing

a career. Noncareer-oriented women have mothers who are more often active
in leisure pursuits.

Student Perceptions of Interactions.

While teachers and parents come into frequent contact with students,
the counselors' contacts are much less frequent. Since counselors are
likely to have great impact on students' post-high~school plans, the
attitudes and values of these significant individuals affect interaction
with students. Does this impact vary by sex of the student? Since no
studies were found to address this issue, three data sources were ex-
amined for some understanding of how significant others affect students.

Project TALENT. The Project TALENT data bank includes counseling

assessiient measures of a national sample of 400,000 high school students
in the ninth, tenth, eleventh, and twelfth grades in 1960 with follow-ups
one, five, and ten years after high school. This survey indicates that
boys have often discussed post-high-school plans with their fathers,
while girls have consulted with mothers, siblings, friends, and other
adults. Counselors, teachers, principals, and clergy advise both sexes
equally. What cannot be ascertained is whether these individuals seek
high school students to give them advice or whether they are sought by
the students. What is more, if the latter is the case, why are fathers

more often sought by boys than by girls? This issue becomes more pressing
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when viewed in the light of Almquist and Angrist's (1971) findings that
a masculine reference group is important in fostering career orientation
in women.

Wwhen the ¢ .ss of 1960 was queried about the kind of advice sought
from teachers and counselors, men more often than women discussed college
plans, high school work: and personal problems. while both discussed post-
high-school jobs about as frequently. Tables 1 and 2 present Project
TALENT results.

- Insert Tables 1 and 2 Bbout Here -

In a 1965 follow-up to the 1960 survey. participants were gueried
about important decisions later regretted. Of interest here is the re-
lationship between students' contacts with their counselor and later
satisfaction with decisions. For both sexes, "failure to obtain education
after high school is inversely related to discussing higher education plans
with the counselor" {Flanagan et al., 1967, p- 6-8). More women who have
infrequent discussions of c¢ollege plans with counselors fail to finish
college. More men tham women are Sorry that they have not attended college
or that they dropped out. Women are more often sorry about their choice
of college. However, there is no systematic relationship between satis-
faction with college decision and discussions with guidance counselors.
Flanagan et al., notes that "this failure to find systematic trends
where they would logically be expected poses some rather serious questions
concerning the effectiveness of high school guidance programs" (p. 8-13).

National Longitudinal Study. The National Longitudinal Study (NLS).

a second data source that provides insight into individuals with the
most impact on high schocl students, is a nationwide survey of high school
seniors made in 1972 with a follow-up one year after high school. Students

indicated@ which individuals had a strong influence on their choice of
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high school curriculum. Table 3 indicates that., overall, parents have the
greatest impact, while counselors and peers have some impact. Women
seem more affected by pParents than men, with minority students more

affected than whites by all significant others. i

= Insert Tables 3 and 4 About Here - i

Table 4 presents data on those having impact on students' future plans.
Most important differences between subgroups occur by race rather than by
seX, with black and Hispanic students relying more heavily than whites on
parentss peers: other relatlves, and counselors. Overall, women seem
more affected than men by outside input. particularly from peers. White
students are somewhat more likely to discuss their plans frequently with
parents and peers than are minority students. suggesting that significant
others are cnonsulted in many ca-es but their advice not followed, (see
Table 5). Women appear to have more discussions about their plans with
significant others andr as Table 4 indicates: seem more affected bY them.

- Insert Tables 5 and 6 About Here -

Students were also asked sPecifically whether teachers or counselors
try to influence their plans {(see Table 6). A majority of both sexes are
equally encouraged to go to college, and a majority do not perceive that
counselors ¢nd teachers are trying to influence them toward vocational ©r
techi.ical schools. Men are more often encouraged to enter apprenticeships
and the military. while women are more often encouraged to get jobs.
However: the majority perceive little intervention by teachers and
counselors in terms of the above three options. On the whole, sembers
of minority groups are encouraged more frequently than whites to seek
every option included ir Table 5. This finding may indicate that the
counselor is aware that minority students are more receptive to input.

) -
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Exploratory Studies. Exploratory studies of high school students

is a third source of information about the role ©f significant others.
Individual interviews were conducted during December 1974 with 70
students from seven high schools in metropolitan Los Angeles. Because
one goal was to determine the major decision point in the postsecondary
plans of students, tenth., eleventh, and twelfth graders were interviewed.
Neither h*7h school nor student selection was random, but subjects
represent the complete range of sociceconomic levels and racial-ethnie
backgrounds in the Los Angeles public school system. The student Sample
was 67 percent women and 33 percent men, 41 percent black, 14 percent
Hispanic, 13 percent Asian-American, and 32 percent white. It included
students whose parents® annual incomes randge from $3,600 to $70,000.

Well over half the c¢ollege-bound students identify their counselors
as the most or second most helpful person in college-related matters. The
second most frequently wentioned group is parents. The counselors are
viewed as more helprful in inner-city schools, where many parents have
not attended college, and home gsituations often 4o not support college
attendance. Students with older brothers or sisters who have attended
college find taem of help in making future plans. When asked who was most
or second most helpful 14 tl.em ir deciding what courses to take in high
school, 65 percent of the boys and girls jde.:itified their counselor,
and 30 percent mentioned "self". Once again, a patter.. of greater
dependence on the counselors emerges in the lower SES chools, while
the more affluent students are much more likely to depend on themselves
or to be critical toward counselors. (These are “grade counselors"™,
different from the college and financial aid advisor.)

To determine who is viewed as the best resource berson. students

were asked whe they are most likely to go to for information or advice
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about college and financial aid. Approximately eight out of ten students
{88 percent of the girls and 80 percent of the boys) named their college
advisor. Several of the more highlY motivated students indicated they
contact the financial aid office directly for more information, and one
student in a high SES school had written to the Department of Health.
Education. and Welfare for financial aid information. The college ad-
visor {officially, the college and financial aid advisor) is well regard-
ed by almost all students. Typical comments are: "I don'i know what I'd
do without him" and "she is the most helpful--she knows everything."
These student attitudes are significantly different from many
reported in the literature. Since the sample was not random, it was
subject to bias. Counselors arranded the interviews and, in most cases,
identified the students. Naturally, they would be more likely to select
students with whom they were familiar, and if they were familiar they had
probably had dreater opportunity to be helpful. However, in some schools
the counselors did not select the students but arranged for classroom
teachers to send students t2 the interviews. One counselor ever recruited
unfamiliar students from the hallway to participate in the study.
The attitude toward counselors is not appreciably different in these
situations, indicating that the bias of the sanple cannot entirely
account for the finding that counseiors {eSpeciall; college advisors)
are good sources of information for most high school students.

As & group: the noncollegu=bound and undecided students view the
counselors as the people most helpful for choosing high school classes
and discussing college, and the people to whom they would most likely
turn for information about college and financial aid. Differences

between 9irls and boys in the noncollege-bouna group are not apparent.
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but the numbers f{eight girls and four boys) are too small to warrant

even preliminary conclusions. In fact. few conclusions can be drawn
at this juncture about differential treatment by sex.
SUMMARY

Key findings in this survey of the effects of socialization on the
sexes include:

1. physiologicial differences are no more clearcut than similari-
ties. While sex is physiologically determined, individuals' behavior
and role assumption are determined by their 9gender identity, that is,
the sex ascribed to them and which they ascribe to themselves, (Frazier
& Sadker, 1973). Evidence suggests that social and cultural factors
play a strong part in the behaviors and roles assumed by boys and girls.

2. While some sex diffarences are guite well established, others
are myths, and still others reduire additional evidence before their
reliability can be ascertained {Maccoby & Jacklin, 1974).

3. There is little doubt that certain behaviors are sex-typed, and
a child learns quite early which behaviors and characteristics are appro-
priate for males or for females. Parents encourage their children to
develop sex-typed interests and provide them with sex-typed toys. They
also discourage their children, especially their sons, from inappro~
priate sex~typed behaviors and activities.

In addition to family influences, children's literature and televi=-
sion are major sources of information for Processing by preschool
children. Analyses of children's books and of elementary., secondary. and
cnllege textbooks reveal that women are grossly underrepresented. Where
women appear., traditional sex-role stereotypes are reinforced. Prime-

time television communicates the message that there are more men around
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and that they are dominant, authoritative, and competent. Women hold
traditional jobs, are dependent, and have more negative characteristics.
These stereotypes are even more explicit in commercials.

Sexism pervades the schools. Aside from the obvicus stereotyping
in textbooks. other more covert instances may occur in the classroom.

The teacher may allow different behaviors by the two sexes and may treat
boys and girls diiferently. As early as kindergarten, cirriculum and
activities may not be the same for each sex.

4. Most research in sex-role development and socialization has
involved white middle-class populations. Whether conclusions from this
research are generalizable to other subgroups is oper to question. More-
over, much of the research on minority or ethnic-group socialization is
done by white middle-class scholars and is open te c¢riticism bases on
cultural sensitivity.

5. Significant others play & role in students' post-high school
plans. Boys more often discuss pest-high school plans with their fathers,
while girls consult with mothers, siblings, friends, and other adults.
Counselors, teachers, principals, and clergy advise both sexes equally.
Men more often than women discuss college plans, high school work, and
personal problems, while both discuss post-high school jobs with similar
frequency. Black and Hispanic¢ students rely more heavily than wh;tes
on parents, peers, other relatives, and counselors. Overall, women as
a group appear to have more discussions about their plans with signifi-
cant others and seem more affected by them.

Both sexes are equally encouraged to go to college and neither group
perceives that counselors and teachers are trying to influence_them to
go to vocational or technical schools. More men are encouraged to enter

apprenticeships and the military, while women are more often encouraged
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to get jobs., On the whole, members of minority groups are encouraged

more frequently to seek every post-high school option.
IMPLICATIONS FOR GUIDANCE AND CO"™NSELING

Facilitating students' life adjustment, role clarification, and
self-understanding is the purpose of guidance and counseling. Evaluation
of the sex-fairness or sex-bias in guidance and counseling at the secondary
level and beyond is complicated by the socialization process. Students
at these levels. as well as counselors, teachers. parents. and others,
have learned sex-appropriate behaviors, attitudes, and aspirations, inter-
nalizing cultural sex-stereotypes. The jinstitutions within which they
function are products of these cultural conditions. Analysis of overt
sex discrimination jn counselor attitudes and counseling materials is not
sufficient to determine the dimension of sex-bias confronting both boys
and girls in high school and later. Knowledge of the nature
of the sex-stereotypes that children have internalized through e:zrlier
socialization and of what other socialization agents--parents. teachers.
books: movies, television, peers-—-are currently teaching students about
their appropriate sex-role is essential to evaluate the success of
counseling and guidance in optimizing an individual's alternatives re-
gardless of sex.

While discriminatory hiring practices or college admissions Policies
can be outlawed., attitudes cannot he legislated. Stereotypes are exceed-
ingly difficult to change.

If a generalization (stereotype) about a group of
people is believed. whenever a member of the group
behaves in the expescted way the observer notes it and
his belief is confirmed and strengthened:; when 8 mem-—
ber of the group kz2haves in a way that is not consis-
tent with the observer's expectations., the instance
is likely to pass unnoticed and the observer's

generalized belief is protected from disconfirmation.
{(Maccoby and Jacklin. 1974, p. 385)
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Here the role of education and guidance becomes crucial. To overcome
stereotymes that arbitrarily limit the options of either sex, a
thoughtful, consistent and thorourh plan of education, not only for
children but also for counselors, teachers, parents, employers and govern-
ment agencies is necessary. Until all these groups are convinced that
nursing is an avniopriate career for boys as well as girls, and engineer-
ing is equally appropriate for both, there is little hope of changing

the labor market structure. Until girls are encouraged to explore their
potential for ass-rtiveness and independence and boys their potential for
empathy and compassion, the whole range of human feelings and behavior

will not be equally available and acceptable for all.
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TABLE 1 --Number of times 1960 high school students discussed post-high-school
plans with different persons, by sex: United States., 1960
{in percentages)

Legss thap three times ]Three or more times
Persons Men | Wowen | Men | Women
Father 29 32 71 68
Mother 22 13 78 87
Siblings 62 50 38 51
Scheel Courrelor 71 74 26 26
Teachers, principal 70 71 30 29
Clergy 88 89 12 12
Friends 23 12 77 88
Other adults 54 a7 46 53

NOTE-~-Percentages are based on weighted Ns to represent the universe.

SOURCE: American Institutes for Research, Palc Alto, Californin. Project TALENT:
The American High School Student, prepared by J.C. Flanagan,et al,, (1964).
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TABLE 2 ~--Number of times 1960 high school students discussed concerns with
teachers, principals and counselors during current yvear, by sex:

United States, 1960
{in percentages)

Less than two times

Two Or more times

Types of concern Men | Women Men | Women
College plans 49 54 51 46
Jobs after high school 62 61 38 39
High school work +51 57 49 43
Persoral problems 80 84 20 16

NOTE~-Percentages are based onh weighted Ns to represent the uhiverse.

SOURCE: Americah Institutes for Research, Palo Alto, California, Project TALENT:

The American High School Student, prepared by J.C. Flanagan.et al.. (1964).
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TABLE 3 --Persons reported having very important influence on the choice of
high school program by 1972 high school seniors. by sex and ethnic
category: United States, 1972
{(in percentages)

| Sex Ethnic Category
Persons jMen | Women White_r_Black Hispanic
Self a7 91 89 89 86
Parents 27 32 26 50 45
Other relatives 5 6 4 le6 8
Counselor 15 14 13 30 26
Teachers 9 10 8 19 17
Peers 14 16 14 22 22
Other adults 6 8 =] le 13

NOTE-~-Data were collected from a sample of almost 18,000 high school seniors.
Actual Ns for each item vary.

SOURCE: U.S. Department of Health, Education and Welfare, Mational Center for
Bducational Statistics, National Longitudinal Study of the High School Class of
1972, prepared by W.RB. Fetters (1975).
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TABLE 4 --~Persons reported having very iwportant influence on 1972 high school
seniors'plans for after high schooy by sex and ethnic category:
United States, 1972
(in percentages)

Sex Ethnic Category
Persons ) Men | Women white § Black | Hispanic
Self 89 93 92 90 86
Parents 42 45 41 61 50
Other relatives 13 16 12 27 22
Counselor 9 9 7 21 16
Teachers S 11 10 18 15
Peers 22 27 23 35 29
Other adults 15 20 16 24 22

SOURCE: U.S. Department of Health, Education and Welfare, National Center for
Educational Statistics, National Longitudinal Study of the High School Class of
1972, prepared by W. B. Fetters (1975).
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TABLE 5 ~-PFrequent discussion of plans for after high school by 1972 high school
senicrs with other individuals: by sex and ethnic category: United States.

1972
{in percentages)
Sex Ethnic Category . :

Persons Men | Women white | Black | Hispanic |
Your parents 72 82 78 73 71 5
Friends YOur own age 67 80 75 70 69 :
A rélative other than your parents 25 36 30 36 34
An adult not mentioned elsewhere 21 32 26 29 29
A guidance counselor 22 24 23 27 24
A teacher other than a quidance

cournselor 16 20 18 22 17
Clergyman (Minister. priest, rabbi.,

ete.) 3 4 4 6 4
The principal or assistant principal 2 2 2 4 3
State employment service officer 2 2 1 5 3

SOURCE: U.S. Department of Health. Education and Welfare, National Center for
Educational Statistics, Naticnal Longitudinal Study of the High School Class of
1972, prepared by W.B. Fetters (1975).




TABLE 6

-~Type of infuence 1972 high school seniors felt teachers or counselors

had ever tried to exert on their post-high-school plans, by sex and

ethnic category:

United States.
{(in percentages)

1972

Sex Ethnic Category
Types of Influence Male | Female | White | Black | Hispanic
To go to college
Total 100 100 100 100 100
Discouraged 3 2 2 3 3
Encouraged 64 66 65 75 68
Didn't try to influence i3 32 33 22 30
To go to voc-tech school
Total loo 100 100 100 100
Discouraged & 6 6 8 8
Encouraged 31 32 30 43 34
Didn't try to influence 63 62 65 49 57
To enter apprenticeship
Total 100 100 100 100 100
Discouraged 8 10 9 14 10
Encouraged 18 12 13 24 21
Didn't try to influence 74 78 78 62 &9
T0 enter militarv
Total loo 100 100 100 100
Discouraged 15 18 15 25 25
Encouraged 10 3 & 10 8
Didn't try to influence 75 80 79 65 66
To get a job
Totral 100 100 100 100 100
Discouraged 14 13 14 15 13
Encouraged 13 3 14 26 24
Didn't try to influence 73 68 72 59 63

NOTE~-All groups may not add to 100 due to rounding.

SOURCE:

U. g, Department of Health, Education and Welfare. National Center for

Educational Statistics, National Longitudinal Study of the High School
Class of 1972, prepared by W. B. Fetters (1975)}.

66




- 55

CHAPTEF 3

THE ROLE OF ACHIEVEMENT MOTIVATION, SELF-CONCEPT,

AND STUDENT ATTITUDES

The personal characteristics, motivation, and self-concept of
students may affect guidance experiences. From previcus experiences and
their own aspirations and self-images, students develop perceptions and
attitudes about the environment and their current and future roles in that
environment. Evidence links sex-role perceptions, self~concept, and
achievement motivation to achievement and life satisfaction {(Connell &
Johnson, 1970; Elman, Press & Rosenkrantz, 1970; Hollander, 1972; Putnam
& Hansen, 1972). An individual brings these internal variables to any
guidance situation. Since these characteristics may determine whether an
individual seeks counseling, which questions ore raised, and how the
information is interpreted and utilized, it is important for counselors
and educational policy-makers to understand the nature of these factors.

The interrelationship among these variables is complex, One's
aspirations and self-concept, as well as opportunities, help determine
the activities an individual will attempt. Success or failure, in turn,
affects self-esteem and future aspirations, These activities and the
feeling about them build perceptions and attitudes that are incorporated
into one's self-image and aspirations.

If the goal of counseling and guidance is to help students explore
and understand themselves so they may live more productive and satisfying
lives, then achievement motivation and aspirations, self-concept and

geli-esteem, and student perceptions and attitudes are essential areas of
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exploration. HNot only must the counselor be well acquainted with the
theoretical c¢onstructs of these characteristics, but he/she must also be
sensitive to individual differences. The counselor can then be a major
resource person, aiding the student in self-exploration and development.
The counselor can also help students, teachers, and pParents to under-
stand others and to accept and encourade broader alternatives.
ACHIEVEMENT MOTIVATION

Achievement motivation is the extent tO which one is concerned with
attaining excellence. Historically, most research in this area concerns
men. However, in recent years, researchers have examined two crucial
questions that probe differential responses of men and women tC achieve-
ment motivation: {(a) Are women motivated tO achieve to the same extent
as men? (b)) Are women motivated in the same areas and for the same
reasons as men? Similarities and differences in the nature and level of
achievement motivation affect student choices and alternatives. However,
efforts to answer these guestions have resulted in contradictory findings,
both in underlying theories and in the empirical evidence.

Theory

Work by Adicipgonm—end McClelland et al. (1953) forms the thecretical
basis for much research on achievement motivation. They conceptuwalize
achievement motivation as a relatively stable personality disposition,
learned in early childhood, to strive for success in any situation where
standards of excellence are applicable and ¢o feel pride about success
and shame about failure. They perceive the motive t0O achieve as
generalizing across achievemeat areas. According to their theory. this

motive remains latent until it is aroused by situational cues; it is then
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activated when the individual helieves the consequences of his/her

actions will lead to favorable or unfavoral ayaluation. Once arcoused,
the motive results in achievement-oriented activity only if it is greater
than the tendency to avoid failure.
1975

According to a second model proposed by Crandall et al. (3965),
there are three determinauts of motivation in a given situation: expectancy
of success, attainment value {the value attached to a particular type of
achievement}, and standards ¢f nerfornance. The minimum standard of per-

formance is the lowest level an jndividual considers satisfactory.

Socialization

The level and direction of achievement motivation appear to be
affectes by sex~role definitions, corientations, and expectations. Sex—
role orientation may cause individuals to be motivated to achieve only in
areas ithat are sex appropriace. For example, women may he motivated to
achieve in areas appropriate to their female sex-role definition rather
than in "inappropriate" masculine domains.

Achievement needs may conflict with and be suppressed by affiliative
needs (the need to seek the company of oth~xs). Some writers theorize that
achievement behavior in women results from affiliative rather than achieve-
ment motivation. However, Stein and Bailey (1973) conclude that this *heory
misinterprets the fact that socia’ skill and interpersonal relations are
often important areas of achievement for women. Although women m2y bhe more
concer- ~ “han men with social approval and with achieving in social ar:as.
does not determine their achievement behavior.

» YFemt.,L1ne" personality attributes such as nonassertiveness and de~

pendency, may conflict with achievement motivaticn as it is usually mani-

fested in intellectual and occupational contexts {(Hoffman, 1972; Bem g
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1974

bem, 1973). Fear of success, a motive postulated by Horner (@&%3),
may alsc conflict with the motive to achieve. Considered a stable per-
sunality trait, fear of success probubly develops in early childhoed
and adolescence when a giil learns or expects thal negative conseGuences
will follow her success in achievement situations because 2f the masculine
sex-typed nature of achievement and the personality qualities and behavior
necessary for achievement.

Women have evolved numerous methods to reduce the conflict between
achievement 5lriving and the traditional female role. Some define achieve-
ment-related behavior as more feminine than others, and so they do not see

1

their action as especially “out of role." Other women reduce the conflict
by identifying with the masculine role. Satisfying achievement needs
vicariously through the accomplishments of husbands and children is a

common way of achieving while staying in role, as is pursuing a feminine
career or remaining in a low-status occupational position. Concealing
accomplishments: such as reporting a lower grade than that actually receiv-
ed, and reducing effort, particularly in a competitive situation, lessen the
conflict for some women. Finally, a woman can ''compensate” for her achieve-
ment $triving by being feminine in appearance and behavior or by fulfilling
all the funccions of the traditional feminine role--wife/mother/homemaker-—
a8 well as those of her career (Horner, 1972).

Why do s0 many girls and women experience this conflict between achiever
ment striving and the feminine role, perceiving achievement as unfeminine?
Stein and Bailey (1973), examining the socialization literature to see how
children learn the various achievement and behavior pattevns, conclude

that childrearing practices conducive to feminine sex-typing are frequently
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antagonistic to those that lead %0 achievement-oriented behavior. The
aspects of childrearing that appear to facilitate achievement-oriented
behavior in women are a moderate, hut not high, level of warmth or nur-
turance; permissiveness; independence, especially emotional independence;
parental encouragement of achievement, including positive reiaforcement.
attempts at acceleration, and criticism for lack ¢of effort; and an achiev-
ing maternal model. Ewven if a girl's parents provide these conditions:
significant others--peers, teachers, relatives—-also affect her develop- 5
ment with their expectations and reactions (Rosenthal & Jacobson. iggg? E
Levy: 1973). Adolescencer with its wvulnerability to social pressure, is
a crucial time for achievement motivation in females {(Campbell & McKain,
1974). HNot only do social pressures differentially affect males and |
females, but among women there is also a differentiation effect across
class, race, and ethnic lines (Hishiki. 1969; Johnson., 1970; Seifer, 19713,
Astin, 1975).

Differential Aspirations

Academic and occupational aspirations and achievement infer levels of
achievement motivation. Regearch studies provide data on differential educa-
tional and occupational aspirations. Data from the National Longitudinal
Study (nNLS) facilitate identification of differences in educational pre-
paration and aspirations on the basis of gex, racer and father's education
(Fetters, 1975).

In the NLS study. in which students indicate the highest level of
educat “on they plan to attain, 20 percent of the girls and 13 percent of
the boys indicate no plans past high school graduation (see Table 7).

- Insert Tabhie 7 About Here -
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The trends are similar to earlier findings concerning students of different
socioeconomic status (SES) as reflected by father's education, but reversed
for students of different racial and ethnic backgrounds.

Among students in academic programs whose fathers are college graduates,
a higher proportion plans to go to four-year than two-year institutions
(Table 8).

= Insert Table 8 About Here -

This relationship holds for both male ar?® female st :nts. Moreover 82
percent of black women and 84 percent ¢f white women plan a four-year college
education compared with 76 percent and 70 percent respectively for women
whose fathers have less than high schocl educations. These trends wmust be
interpreted cautiously because of the small samples of black students.

Students also indicate their plans for either postsecondary wocational
training or four-year college education (Table 9).

- Insert Table 9 About Here -

2mong low-SES students, blacks independent of sex are more likely than
whites to pursue education at a four-year institution than in vocational
schools. More black men (58 percent) and women (54 percent), whose fathers
are not high school graduvates: plan to pursue college education than white
men (49 percent) and women (49 percent} whose fathers are not graduates.
They are less likely to pursue vocational training. If the father is a
college graduate, the gap hetwseen type of postsecondary training widens.
However, higher proportions of the high-SES white than black students plan
¢ollegiate education.

National surveys of black high school seniors conducted in 1971 and

1974 f{National Scholarship Service, 1971, 1974) provide data on sex
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differences in degree aspirations. Of the high school students desiring
a bachelor's degree or less in 1974, black women are more likely (16 percent)
to seek technical certificates or associate degrees than black men (12 percent),
but less likely to seek a bachelor's degree. Black women are more likely (28
percent) to seek Imaster’'s degrees than black men (26 percent) put less likely
(22 percent) to seeck doctoral or professional degrees than men {24 percent).
There appears to be a general increase in the level of aspiration from 1971
to 1974, especially for black women moving from master’'s to doctoral and
" progressional degree aspirations (Table 10).
- Insert Table 10 About Here -

An ongoing longitudinal survey of American highrr educaticnal institu-
tions, the Cooperative Institutional Research Program {(CIRP}, yields infor-
mation of degree and occupational aspirations of college freshmen. A com-
parison of male and female degree aspirations (Table 11) indicates that
while women still have lower aspirations than men, the level. especially for
professional degrees. is increasing.

- Insert Tables 11 and 12 About Here -
A similar comparison of black college students only for 1968 and 1971 (Table
12) is consistent with degree aspirations of black high school students in
the Naticonal Scholarship Service and Fund for Negro Students (NSSFNS) sample.
While black men and women tend t0 have the same interest in a wachelor's
degree in 1971, more women (38 percent) than men (32 percent) desire a master's
and more men {26 percent} than women (19 percent) aspire to a doctoral OF
profcssional degree. Between 1968 and 1971 there is a slight shift in aspi-
rations toward professional degrees. Based on NSSFNS data, this trend
probably continues an 1974, perhaps becoming even more pronounced for black

woemen than for black men.
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A comparison of dcaree aspirations of all womer who are entering

college and of women 31 vears of age and above (Taplel3 ) reveals that
while older women make Up less than 4 percent of the sample, their markedly
lower degree aspirations indicate that they approach higher edncation with
a different frame of reference than younger wowen.

- Insert Teble 13 About Here -
This subgroup may require different counseling programs and technigues.

The CIRP alse indicates trands in career aspirations of college
freshmen {(Pable 14).

- Insert ‘feble 14 rbout Here -~

Becanzse Of decreasing opportunities, there is a substantial decrease in the
percentage of students, especially women, aspiring to caresrs in education.
Women's aspirations are shifting to business and health. Men, who are
shifting away from education careers,are also moving away from engineering.
The fields to wihilch men increasingly aspire are not clear Ifrom these data
but some increased inte: :st appears in the allied heslth area and ir farming/
forestry. Both men and women freshmen are increasingly undecided about
careers {7 percent and @ percent increases frcm 1973 to 1974}~ Certaialy *his
reflects the ambiguous ijck market:. and highlights students’ needs Ior guidance
in understanding occupational opportunities and their educational roequirements.

—~ Insert Tables 15 and 16 about Here -

A similar, though lesgs dramatic, trend appears for black hish school
(Table 15) and college students (Table 16). Among black high school students,
interest in education is decreasing and interest in the artistic, health, and
science areas is increasing. Black high schoo)l women in 1974 show & dramatic

surge %f interest in business. For black collede students. a drop in
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education career aspirations parallels increases in professional (doctor,
lawyer) aspirations.

Women, regardless of race, still do not aspire to prestigious occupa-
tions with the same fregquency as men and stereotypic occupational prefer-
ences persist. The percentage of women aspiring to be engineers, lawyers.,
business executives, and doctors is from one-tenth to one-half that of men,
whereas the reverse is true for elementary and secondary education. and
health and hursing occupations. oOlder women aspire to even less prestigious
occupations than freshmen women {(Table 17) : nursing, business, secretarial-
clerical occupations, computer pecogrammineg, and the like.

- Insert Table 17 about Here -

Ateribution Theory

Dif ferences in the nature and level of aspirations between men and
women and among racial and ethnic groups appear in some studies. While such
differences are attributed to varying achievement motivation, this relation-
ship may be more assumption than fact. Frieze et al. (1975), reviewing re-~
search oh achievement-oriented behavior, find that some studies attribute
women's failure to achieve to internal factors in the women. These authors
think that external barriers are as important, if not more important, than
internal psychological barriers.

People with high expectations for guccess tend to perform better on
achievement tasks. Because of widely held gex—role stereotypes, it is quige
likely that women have lower generalized expectancies for success than men.
The cours>» to which an individual attributes his/her success or failure in-

fluences future expectancies and subsequent achievement strivings.

Four causes of achievement outcome are ability, effort, luck, and task
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difficulty. 2ability and effort are internal, while luck and task difficulty
are ext.rnal Or environmental. Theoretically, maximum self-esteem would

be associated with a tendency to make internal attributions for success and
external Or unstable attributions for failure. Women's attributions are
generally external, often encouraged by modestyr low self-esteem: external
locus of control, and fear of success. 1Individual differences, such as

need for achievement, mediate attribution patterns, as do such situational
factors as whether the task is competitive.

The expectations and attributions of others concerning women in achieve-
ment situations are also quite important: They can affect hiring, promotion,
and cther opportunities for achievement. Women's iniernal cognitive barriers
to achievement, such as lower expectation for success, stem from cultural
standards for sex-appropriate behavior.

SELP-CONCEPT

The image an individual develops of him/herself ;ffects behavior and
attitudes. In rurn. new experiences affect self-concept. The manner in which
information is processed and internalized to some extent depends on how
consistent that information is with this self-image. To some degree alterna-
tives are considered. decisions mader and the level of success expected in
light of what the individual knows about him/herself.

The nature and level of the student's self-concept are, then, important
to effective guidance and counseling. Counselors, to provide pertinent
educational anid career guidances need to understand the interrelationships
of self-concept, aspirations, and achievement . Furthermore, counselors
must be aware of possible differences in the nature of self-concepts for

certain subgroups and the implications these differences have for guidance
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eXperiences.

Recent studies focus on self-concept., as a mediating variable in
achievement, in efforts to understand the reasons for women's lower aspira-
tions and achievement. From these studies, whicn demonstrate the lower
evaluation of feminine traits and pProducts (Broverman et al., 1970;
Rosenkrantz et al., 19681 Goldbery,1968), one would expect women to hold
low or negative views of their worth.

Some studies report that women set lower aspirations and goals for
themselves (Watley, 1971) and that views and expectations of others in-
fluence young women's orientation to academic endeavors (Crandall et al.,
1964; Brindley, 1971:; Entwisle & Greenbergerr 1972). Others suggest that
women have lower self-esteem than men. Berger (1968). concludes that the
self-evaluation of women is partially contingent on their degree of
certainty that other people like them. This implies that women's self-
esteem is shaped by the messages they receive from significant others, rather
than by tests of their own competencies. Although self-esteem might in-
crease from successful testing, if the competencies are perceived as in-
congruent with "feminine” behavior or approval. the impact on self-evaluation
might be negative.

Maccoby and Jacklin (1974), who examine 30 studies on self-esteem, do
not find any sex differences on this trait. They conclude that "there is no
overall difference between the sexes in self-esteem, but there is a male
cluster among college students made up of greater self-confidence when under-
taking new tasks, and a greater sense of potency, specifically including the
feeling that one is in a position to determine the outcomes of sequences of

events that one participates in" (p. 158}.
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However, the effect these self-perceptions have on motivation, achieve-
ment, persistence, and career development and commitment r.mains undetermined.
The impact of different college envircnments and experiences on the growth of
self-esteem must also be determined, since a positive, overall self-image. as
well as accurate accounts of one's intellectual competencies and, leadership
aualities:s are determinants of success in the world of work.

Goals Amony High Schooi Students

Students in the Naticnal Longitudinal Study answer two JQuestions that
reflect self-image and expectations. One indicates agreement with state-
ments reflecting views about themselves in relationship to aspects of life.

- Insert Tables 18 and 19 About Here -

Table 18 lists the percentage of students which "strongly agrees” cc
“"agrees" with such statements. Even though more men take a positive attitude
toward themselves (88 percent men; 84 percent women), more women are satis-
fied with themselves (77 percent women: 74 percent men). Moreover., more
men (94 percent) than women (90 percent) say. "I.am able to do things as
well as most other people."” Despite these spnall differences, overall, Young
Dersons gee themselves in positive terms. An examination of differences
in life goals of high school men and womer (Table 19} indicates that more men
consider success in work an important objectiver whereas a higher percentage
of women views the right mate and family life as important. Lots of money
and a leadership role are more important for men.

- Insert Tables 20 and 21 About Here =

Goals Among College Students

Table 20 lists ¢ollege students who rate themselves above average on 22

traits. A little more than half of both 3exes see themselwves alike ou
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"drive to achieve": the propertions of both women and men who consider
themselves above average on this trait increase over time. Most traits

show no noticeable changes over timer which suggests that college popula-
tions during the last ten vears perceive themselves similarly. 1In the recent
survey both seXes rate themselves higher on "understanding of others."

"intellectnal self-confidence." and "social self-confidence.”

among these 22 traits, women rate éhemselves higher on "artistic ability."
"cheerfulness," "understanding of others." "writing ability," and "sensitivi-
ty to criticism." Men rate themselves higher on academic achievement-oriented
traits, for example. "intellectual self-canfidence." “"originality." "mathe-
matical ability." "public speaking ability,” and "leadership." On such traits
as "popularity in general," "popularity with the opposite sex." "physical

attractiveness." and "social self-confidence."

which society ascribes to women
more often than to men and where one might. therefore, expect women toO rats
themselves hagher, college women rate themselves lower than men. Whether
women take this rating because they feel less worthy or because their
socialization encouradges modesty and a high rating is inconsistent with
"femininity" remains a moot guestions since the literature on self-esteem is
confused and contradictory.

An examination of the self-ratings of black students entering colleges
(Table 21) reveals lower self-ratings for black compared with white men and
women on "academic ability." "mathematical ability." "mechanical ability"
and. tO some extent, "originality." Ratings on “drive t0 achieve" and
“intellectnal self-confidence” are comparable, while ratings on "popularity
in Jeneral” and "popularity with the opposite scx"™ are higher for black than

for white students.

- Insert Table 21 About Here -
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Compared with white women., black women rate themselves lower on
"artistic ability" and "math ability" and higher on “drive to achieve."
"popularity in general,” "popularity with the opposite sex," "intellectual
self~confidence.," and "social self~confidence." Compared with black men,
black women rate themselves higher on "drive to achieve" but lower on
"leadership," "math ability." “mechanical ability,” "popularity with the
opposite sex," and "intellectual and social seif-confidence."

In a comparison of women over 31 in two~year institutions with all
college women in all institutions. older women (Table 22} rate themselves
lower than all other women on a number of the academic and achievement
variables.

- Ingert Table 22 About Here -~
In part, this results from being away from school-related tasks: the women
tend to underestimate their self-confidence. Also, this sample represents
adult women attending two~year institutions. Academic and achievement
ratings tend to be lower for students at two- than at four-year instaitutions.
independent of sex. The older women rate themselves lower than all freshmen
women on "academic ability." "math ability." "originality." and "writing
ability." These women also tend to rate themselves lower than men on
academic and achievement traits.

Closely allied to self~ratings are life goals, since they reflect needs
and motivations for educational attainment and occupational develcpment.
Tables 23 ~ 26 list the preferences of young people for life goals and roles.

- Insert Table 23 About Here -
Table 23 presents the aspirations of black men and women as reflected in

the "person they would most like to be." Women aspire to be educators
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and creative or performing artists, uh.le wen select businessmen,
athletes, and scientists.
- Insert Tables 24, 25, and 26 hbout Here -

Tables 24-26 indicate the preferences for life goals in terms of con-
tributions and influences of men and women (Table 24}, black mer. and
women {(Table 25), and Yound and older women {(Table 26). Women give higher
priority to "influence social values," "raise a family." “help others in
difficulty,” "original writing and artistic works," "develop a philosophy of
life," and "participate in community action." Men list “obtain recognition
from colleagues,” *be an autnority in my field," "be very well off financially.,"
and "be successful in my own business."
STUDENT ATTITUDES

Students' conceptions of sex roles and the world of work are not simply
the results of high school and post-high-school experiences: they evolve from
earliest childhood. Aas the individual moves through high school and beyond.
these attitudes continue to evolwve. Attitudes affect the alternatives the

individuul perceives as available and, ultimately, his/her choices. When a

student seeks information about career options, completes an interest inven—
tory, or discusses perceptions and aspirations with a counselor. sex-role
attitudes will affect the cutcome of the guidance activity.

Differential Sex-Role Perceplions

Children as voung as 30«to-40 months are aware of the sex linkage of many
common articles and prefer same-sex articles {(Vener & Snyder, 1966). Second,
sixth, and twelfth grade students, in a study by Stein and Smithell (1969},
see¢ certain skills as feminine and others as masculine. These standards

baecome more definite from second to twelfth grade. The Sex-agec interaction
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suggests that changes in sex-role standards result primarily from learning

what is and is not appropriate for one's own sex. In addition to changing
over time, attitudes vary among students in one age group, according to a
study of ninth-grade students' attitudes toward women's work roles by
Entwisle and Greenberger (1972). Boys and girls differ in their conceptions
of women's role. Both sexes disapprove of women holding men's jobs but

boys consistently hold more traditional opinions. While black students are
less opposed than white students to women working. they are just as negative
toward women doing (he same work as men. While daughters of blue~collar
workers are more traditional than inner-city girls in their views of women's
roles, high-1Q scons and daughters of blue-collar workers are the most non-
traditional. The greatest difference between boys' and girls' views appears
among middle—class white students., with high~I9 middle-class boys the most
traditional.

Turner and Turner (1974) identify a similar pattern of differential sex~-
role attitudes among college students. No significant difference appears in
the evaluations ©f "most women” by black men and women and white women.
Wl.ite men, however, evaluate women in significantly more negative terms than
do white women on instrumentality (masculine)} factors, but not differently on
emotionality (feminine) factors. Rosenkrantz et al. {(1268) examine the
relationship Letween sex-role stereotypes and elf-concepts among college
students. Men and women appear to agree strongly about differences between
the sexes. There are corresponding differences between self-concepts of the
sexes and more frequent high evaluation of stereotypically masculine
characteristics by both sexes. Women feel negative about their own worth,

compared with men.
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The emerging picture i1s one Of pervasive stereotypic sex~role attitudes
amony high school and college stydents. sSuch attitudes circumscribe the
options available to hotn sexes. Students' awareness of traditionally
approjriate sex-roles, not only in terms of work but alisce in terms of
personal characteristics, self-concepts: and self-esteems indicates that
high intergenerational stability of sex-rcle dofinitions exists (Vener &
Snyder, 1966). This stability may work against egalitarianism between the
SOXes.

Nowever, the literature offers some encouragement. Doxn (1970) finds
that a majority of men and women think the double standard has Aeclined and
women have more e ;lita’ ian relationships with men. While both men and women
agree that the ideal fewmale role would include an egalitarian relationship
wLER men, A companion-complement marriage with mutval decisions, and a life-
st¥le that allows a woman to develop to her full capaciiy, men have difficulty
acknowledging this ideal in their own behavior. In a study of attitudes
toward uvex-role divicion in adult occupations across four age groups, Shepard
and Hess (1973} find ithat, in every group except kindergarteners, females are
slgnificantly more "liberai" thaa nales. In terms of age diffarences. both
kinjdergarten and adult subijects are relativel,; traditional. Tne attitudes of
today's ~dulte have probably influenced their childrearing practices and,
suvseguently, their children's attitudes. Considerable nontraditiconalism
¢X.8Ls among eighth~grade and co.iege students, au lniergenerational break
in sox-role attitudes that suggests 72ositive implications for future

Hrearing practices and “or more e9alitarian conceptions of adult sex-
T0leq.

Women's Perceptions Of Men's Beliefs

As Soe 8 owr CoeX-role pereeptions affect on2?'s attrtiudes: so alse can
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one's beliefs about significant others' perceptions affect attitudes and
benavior. fHawloey ti371) hypothesizes that women are mfluenced in

their :arecr chuice by what they believe men think is appropriate. Women's
perceptions of men's views vary with career group and marital status. A
series of studies (Steinmaun, 1959, 1963; and Stcinmand & Fox, 1966) that
examine sex differences in perceptions of the "average woman" and the "ideal
woman” shows that wemen believe the ideal wc. .. should strive for a balance
between self-realization and intrafamily nurturing. But wcaen's view of
men’s ideal woman 1s significantly more family-oriented and personally
subordinated. The authors note that gome w en do not seek work roles

* rcause they believe mer prefer traditional homemzxers, when in fact, men
prefer as *heir ideal a balanced woman. They are especially positive about
women being active cutside the home to fulfill themselves. However, on
specific statements about ma: . » and children, men are less certain and

of an contradict theixy dencral - alons. In a similag study of college stu-
Jents' perception: of "average man” and "average woman” {Kaplan « Goldman,

1973), both men and women indicate that the «verage man views women in a

P

more traditional manner than dees the average woman. But wumen perceive a
greater difference between female stereotypes held by men and women than men do.
Men appear somewhat meore conservative about women's role, but their atti-
tudes may not be as conservative or restrictive as women believe. Some poOs-
=+Lie causes for women's misconception of men's perceptions are women's
lower “aluation of women's traits and the contradictory cues women receive
from men.

The potential 1mpact on women's ehavier of such perceptions or misper-

ceptions by wowen of men's atlitudes is the concern of Farmer and Bohn (1970},
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Women jn their study complete the Strong Vocational Interest Blank (SVIR)
wnder standard directions. Then. they take it again pretending that men
have "come of age": that they like intelligent women, that men and women
are promoted equally, and that raising a family is possible for a career
woman. Career scales increase and homemaker scales decrease significantly
under conflict-reducing directions. Attitudinal response does influence
SVIB scores. and consaquentiy may influence options and cholices.

However, some variation appears among women's perceptions of male
attitudes. wWomen preparing for careers in male-dominated areas (math, science)
and counselors-in=-training believe men make little differsntiation in male-
female work roles, behavior, or attitudes. But students preparing to teach
believa men divide work, behavior, and atFitudes into male and female cate-
gories (Hawley. 1972). Similarly, vogel et al. (1970} finds that both men
and women with employed mothers see fewer differences between masculine and
feminine roles than those with homemaker mothers. wWomen's more than men's
perceptions tend to be more strongly influeticed by maternal employment.

Mat: _.al employment also tends tO raise estimations ©of one's .w.. sex about
characteristics concidered soc..lly desirable for the opposite sex. Sex-role
p_reeptions are affected by parental role behavior and by one's own occupa~
tional aspirations. :

Attitudes Toward Professional Competency

Women's attitudes toward their professional competence are consistent
and disturi-ing.Goldbery (1968) ask: college women to evaluate six artui..os,
two written by authors in traditionall male occupations, two Py autlio.i in
traditiocnally female occupations and two in neutral occupations. F 1f the

women were told that the author . woero men; the other half were told that the
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tdentacal article was authored by a woman. Regardless of profegsional area,
works attributed to male authors are evaluated more highly by this group.

Baruch (1972), in a similar study of college women, finds that the
tendency to devalue feminine competence Ls associated with having a non-
working mother. Approval of a dual-life role (family and career) depends on

r

mother's endorsement of the qual-role pattern and on how successfully a work-
1n9 mother has integrated the roles. Feather and Simon (1975) find a similar
pattern among hagh-SES high scheool girls. In reacting to male and female
success in various occupations, these girls overestimate the achievement of
successful males relatave to unsuccessful males and depreciate achieve-
ments O0f successful females relative to unsuccessful females. They view
an easy course 0f ctudy as the cause of female success, but atctribute male
success te ability. They see successful men as likely to continue to succeed,
t0 be praised, and to be famous, and as unlikely to wonder if they are normal
or to worryY about studying too much. TheY believe the rever.e 13 true about
successful women.

These studies i1mply that success and achievement are masculine attributes.
When a woman is suc<essful, eathe- the quality of her achievement is Jevalued
or a multitude of negative consequences is associated with her success. Since
success by women iS not highly valued even by other women, it requires high
self -motivation and an internalized reward system for women tC seek success.
such attitudes toward success in competitive situations not only mitigate
against women's desircs to seek and t0 achieve success, but also ectablish
a potential fairlure and demasculizing situatica fo” men. Success deforin-
1zes5 women: failure wemasculazes men. -uch attitudes are highly dysfunc-

tional foe any ndividusl recardless of sex.
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Vucatlonal Proeforences

Just as these characteristics are products of student's past experien-
ces, student's career goal or preference is likely to grow and change as he/
she acquires new experiences. While the dats on career rreferences of
different age groups are still sketchy., some trends important to counselors
are emerging. In a study of fifth graders (Iglitzen. 1973}, girls state
varied career aspirations, although they are heavily weighted toward tradition-
al female occupations. However, in describing a typical day in their future:
these girls emphasize marriage and family activities, whereas boys focus on
iob or carser. Girls show a limited awareness of what a career or dual-role
wrientation involves, In a study of kindergarten and sixth-grade students,
both boys and Yirls prefer careers within the usual stereotypes (Schlossbery
& Goodman, 1972a) . Mowsesian (1972) documents shifts in educastional and
career aspirations among high gchool women from ninth and tenth to eleventh
and twelfth grades. Among these women emphasis on four-year-college educa-
tion decreases: while emphasis on two-year-college education increases.
uceupational preferences ghift from professional and semiprofessional areas
o more evenly distribited preferences across all occupational categories.
Tne misportior of women planning to marry douklos.

Harmon (1971) finds that the most persistent career preferences for

coliege wumen {after housew:ife) are the typically feminine occupations of

< iwratd n and -o¢ial service. The least persistent preferences invoive
swCUERations that reqv: 2 vnusual talents, long periods of training., Or ghort
auheollzge *-azning. A 3mall sample of college women contacted by

Steanmann (19703 Jer<rally 8o not think work is very important. The
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majority plan either not Lo work or to work only if finanTially necessary.

Dielferences in Career prefecrencés and expectablions exXist Letween hiack asd
white tollegye women {Turper & MoCaffery, 1974). Black women &xXpert mOEs
ocoupational 1nvelvement than they prefer, while white women prefur npore
occupational involvement than they expect. Variakles expressing eXternal
cortrol predict level of career expectations for Llacks: whereas varlables
sXpressing internal control predict high career expectations among whites.
Differences between the groups may stem from socialization histories, .eces-
sitating *the study of career antescedents separztely by race. While none of
these samples is representative, the studies sug..st major hypotheses about
~omen's career development and preferences which warrant further investiga-
tion., For example, at what age do individuals begin to solidify careqr plans?
What types of informac.ion are involved and how can new information be supplied
to the individual to broaden the alternatives? What variations in women's
career development and preferences exist between geographic regions, SES
groups, and racial groups? What unigue sociallzation factors and environ—
mental structures contribute to these variations? The results will carry major
implications for counseling and guidance services for women.
SUMMARY

Sex-role perceptions. self-concept, and achievement motivaticn are inter-
nal variables that the individual brings to the guidance situation.

The l2vel and dire.tion of achievement motivation appear to be affected
by sex~role definitions, orientations, and expectations. Sex~role orientation
may cause individuals to Le motivated t0 achieve only iq,s;x-appropr;ate areas.

thpyaedread cind practl g conhilcive o Feminine sex-Lypung als fre s.oently

antagonistic to those that lead to achievement-oriented behavior.
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The National ILongitudinal Study reveals that more girls {20 percent)

than boys (13 percent) indicate no plans for education past hagh school
graduation, thus peinting to lower educational aspirations. Other studies
{Watley, 1971) indicate that women set lower aspirations and goals for them-
selves and that the views and expectations of others influence young women's
orientation for academic endeavors {Crandall et al., 1964; Brindley, 1971;
frtwisle & Greenberger, 1972).

Women and men seem to differ in self-esteem. The CIRP survey indicates
that women rate themselwes higher on "artistic apilaty 7 “cheerfuiness.”
"understanding of others," "writing ab.ility,” and "sensitivitv to cri=icism."
Yien rate themselvs 1 er on 2cademic and ach:ievemernt traats, for examble,

"intellectual g=Lilf-confidence,” "orig.nality,” “mathematical ability, ' "npublaic
speahing ability," :nd "i. «dershiep.”

siack mrr. 4 women have 1o/, r self-ratings than white vouth on "acadeuwic
sbalitv,” .aathematica sility," "mechanical ability."” and. to some extent,
Yor inalite " TDrive to achieve" and “intellectual self-confidence"” are

comparduvlie. Black svudernts rate themseives higier than white students on

SOea.arsty 1n yeneral” and “"popularity with the opposite sex.™ Rlack women

tate themselves ! ver on "artiziic ability" aund "math ability” and higher
on "deive L. oa.aaeve,™ T Lopularity ih general,” "povularity with the opposite
sex,” ":ntellectual seif-confid ace,’ and "social self-confidence." Blark

Winern, compared with nWlack men, rate themselves higher on “drive to achieve”
Lt lowsr o "leadership,” "~oth zlality." “"mechanical ability,” "poepular. oy
with the opposite  -x," and "intellectual and social self-confidence.”

2lder women rate themselves lower than younger <ollege women ol a RURLEr

ot the acadamic and arhievement vasidbles.
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More high school and colledge men consider success in work an important
objective, whereas a higher percentage of high scheol and college wolen views
the right mate and family life an important life objective. Lots of money and
a leadership role are more 1mportant for young boys than girls. These differen-
ces in values affect career choices and appropriate educational preparation.

Pervasive stereotypic sex-role attitudes among high school and college
students may circumscribe available options. Bovs and girls differ in their
conceptions of women's ¥oles. While both sexes disapprove of women holding
men's Jobs, boys consistently held more traditional opinions. Black students
are less opposed to women working than are white students, but they are just
25 negative toward women doing the same work as men. Many social myths apout
women's place in cociety persist, especially among men. While acceptance of
wOmen WOrking .s increasinyg, carcer options are restricted largely to traditiun-
ally feminine areas. Women believe the ideal woman should strive for a balance
botween self-realization and intrafami.ly nurturing. But women's view of men's
ideal woman :s significantly more family-oriented and personally subordinated.
This belief inhibits some women from seeking work roles because they think men
prefer tralational homemakers. lHowever, some evidence indicates that men prefer
a balanced woman.

Success and achievement are considered masculine attributes. When a
woman appears successful. either the 9uality of her achievement is devalued
or a multitude of negative crnsequences 15 asgociated wath her success. Since
sucsass by women 1s 1 - nignly valuec even by other women, it requiras hligh
self-motivation and an internalized reward system for women tO seek suuiess.
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between the sexes and anong racial and ethnic groups is clear. Women and
minorities, at this wnint, are not attaining academic degrees and occupation=l
status--societal measures of achievem:.t motivation--in proportion to their
&

numbey - The zauses must pe pinpointea: Is 1t hecause women are achieving in
othar areds or oecause they have a low need to achieve? 00 societal expecta-
tiors inhibit their a. zvement strivings?

These Lssues hLave = wous implications for guidance and counseling. I
a woman is gratified "rrough her ourrent activities, her level of motivation
may be &.-isfactecry and, taerefore, deed not need to be the focus in guidance
experlences. Howeser, 1f internal or external barriers to women's achievement
2x1st, These parrierg and rhe =~ + 5 0 overcome them are important concerns
iy .ounfeisrs. I Rhese parr.ers zre arbitrarily limiting women's self-
unrderstanding ar. . ~erortunities for a catisfyi.  life, the counselor is obli-
gated Lo explore these parr.eks Wit~ women -tudents. This same rationale
apheles Lo RIACL:E/-jLoun studants,

Zeli- lonoewr - L i1t: anterrelac.onzhit with achievement is the focus
aF mLzhoresnarch. Reseereles s aypothesize *RL. lower self-esteem and less
wrseckaticrn oY Loiess account for womern's lower 2gnarations and achievemsnt,

Howavear, on most medsures AT | clf-estswm. ygomen show at least as much satis-

faction wi Lanms Teenoas men o, fre's self-zoncept and life geoals ¢ have
ey bazans s foap mhe Laternct.ves tivoe i.l.lvidual co-siders and choices ne/she
werd sbeaitt (L LT 0 Ll preparat ion and career.,  Counselors must avoid
Ctoreotyler. ralated to th tura ana mpwct Af ser{-concept. Sor: ool
held celiefs o ' oo, = lenc ther :!v.. 5o incerpretations tiat
arpatras o 1 - e andhewvidual options. Counsclors nuwt expose thewe wvths and
Lteraolypes, eXpan . gntwio o apeett the natur.. and impact of a self-zoncept,

and help =twdents Aevelom 3 self-concept congruent with thair tual jolential.
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TABLE 7

ey 7oy
oban e gt

~-Highest
20X Ind

l.cat_urn
TV VR

JPY D IOLTAACE

Educational level . )

Total

l.ess than high school
graduation

High schoel graduation

Vocational, technical, businensz
or trade school

Junior colliege

Four-year college or
university

Graduate or professional School

PR LA

ooy . TG . T N Y

LY

NOTE-=-Columns may not add to 100 due te ¢ .-

SOURCE: 1.3. Departmert of jiealth, Educat:ion
Educatioral Statistics, Mational Longitudinat

ad ¥ itare, National Center for
dy o1 the ligh Schonl Cla=: of

1272, prepa. »d by W.B. Fettevs (1076,
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TABLE # --Type of college 1972 high school seniors wlan to attend by -ex, cthinc
ine ry and fathoer's cduconion: Ynited States, 1972
(40 preXod . 1ges) /

Callege
Students TwO-year | Four-year

Father lcss than H.S5. graduate

White wonwn {N=337) 29 70
Rlack women (N=82) 19 76
White men {N=355) 27 65
Blatk men (1=58) 11 88

Father college graduate

White women (N=777} 14 sd
Blac: women (N=26) 15 32
: White men  (N=758) 12 35
! Bla.x men  (N=}i} - 96

NOTE--The ropulations for tables an? , students in academic programs, were
chosen because they were adequatcly prepared for collegiate work if they wished
to continue their educaticon. Thus., "E3 and ra~2 could be ~2xamined n sex
differences with rrspect to future education pJlans, controll: ; for academic
prabaratior whils in high school.

SOURCE: U.5. Department of Health, Education and Welfare, Hational Centor for
Lducational Statistics, MNational Longitudinal Study of the High School Class of
1972, vol I and 11, prepared by B.W. Thompson (1974).
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TABLE ©

1972

(in percentages)

-Highest level of educiiional attainment planned by 1972 high school

sen1ors, by sex,ethnic category, and facher's education: United States.

Students

[Vocational Training | Foar-vear College

Father less than H.S. graduate

White women (N=446)
Black women (N=87)
White men {(ri=416}
Black men (N=55)

Father college graduate
White women (N=788)
Black women (N=23)
White men (N=787)
Black mcn (8¥=9)

18
14
13
- 15

49
54
49
58

65
31
53
38

NOTE--This table is based on tapbulations of students in academic curricula.

The Ns for black students are small, especiall for men and women whose fathers

are college graduates.

SOURCE: U.S. pDepartment of Health, Education and Welfare, National Center for
Educational Statistics, National Longitudinal Study of the High School Class of

1972, vol. T and I1, prepared by B.W. Thompson (1974).
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TABLF ' -=Degrec aspirations of black high school scniors, by sex:

71 and 1974
(tn percentages)

nited States,

| 1971 1974

Man Women Men Women
Degrees N=22,435 | N=32,285 N=11.601} N=18,532
Total 100 100 100 100
Technrcal certificate 9 7 7 6
Associate degree 5 9 5 10
Bachelors degree 33 32 58 34
Masters degree 31 34 26 28
pDoctorate 10 9 ] 9
M.D., B.D.S., or D.V.M. o 5 7 7
LL.B. or J.D. 5 2 4 3
B.D. 1 - 1 -
Other dogrose 1 i3 3 3

NOTE-=Columns may not add to 100 due to rounding.

SOURCE: National Scholarship Service and Fund for Negro Students (NSSFNS],
Data on class of 1974

A Nation Profile of Black Youth: The Class of 1971,
provided by NSSFHS in computer summary f£orm.
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TARLE ll--Degree aspirations of entering college freshmen: rends over time, by
sex: United States, 1966, 1970 and 1974
(1n percentages)

1966 1970 1974
Degrees Men I Women Men , Women Men ] Women
Bachelors 33 46 34 44 35 39
Masters 31 iz 32 31 26 28
Doctorate 14 5 12 7 10 7
Professional 1o 2 13 3 16 8

NOTE--Percentages are hLased on weighled Ns representing the universe.

SOURCE: (1) Aamerican Council on Education. National Norms for Entering College

Fregshmen--Fall 196€, prepared by A.W. Astin. R. J. Panos and
J.A. Creager (1967).

(2) american Council on Education. National Norms for Entering C~*lege
freshmen=--Fall 1970, prenared kv the siaff of the Uffice of
Research {(1970}).

{3) American Council on Educa*ion and the University of California at
Los Angeles, The American Freshman: HNational Norms for Fall 1974,
prepared by A.W. Astin.ot al., (1974).
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TABLE 12 -Degree aspirations of black freshmen entering college by sex: United States,

1968, 1971
{in percentages)
“ 1968 1971
Degrees Men | women Men | wWomen
Associate 4 5 4 7
Bachelors 31 21 2¢€ 28
Masters 33 42 32 38
Doctorate 19 14 15 13
Professional 6 3 11 6

NOTE--Percentages are based on weighted Ns representing the universe.

SOURCE: (%) American Council on Education, The Black Student in Americanh Colleges,
! prepared by A.E. Bayer (1969).
(2} BAmerican Council on Education, The Black College Freshman: Characteristics
ard Recent Trends, prepared by A.E. Bayer (1972}.
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TABLE 13 --Degree aspirations of entering college freshmen women by age group:
United States, 1974
{(in percentages)

1

Age”
19 or under 31 or above
Degrees N=792,758 ~ N=3,854
Associate 11 20
Bachelors 39 37
Masters 28 23
Doctorate 7 5
Professional Degree 8 3

96 perc¢ent of ¢ollege entering women are 19 years of age or younger.

SOQURCE: BAmerican Council on Education and the University of California at
Los Angeles, The hmerican Freshr-n: National Norms for Fall 1974, prepared
by A.W, &stin, et al., (1974)
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TABLE 14 --Career aspirations of entering college freshman: Treuds over
time, by sex: United States, 1966, 1968, 1970, 1972 and 1274
(in percentages)

% of gains
anéd losses

1966 1968 1270 1972 1974 1966 to 1974

Careers Men| Women| Men| Wwomen{ Men| Women ] Mer| Women{ Men|women Men| Wwomen
Artist (incl.
performer) 5 a 4 8 5 8 5 8 5 7 0 -2
Businessman 19 3 18 3 17 4 15 5 18 ] -1 +6
Clergyman 1 .8 1 .2 1 .2 1 .2 1 .4 0 -.4
College
Professor 2 2 1 .9 1 .G .7 .6 .7 .8 -1.3 =-1.2
Dector {MD) 7 2 6 1 & 2 8 3 7 4 0 +2
Educator
{secondary) 11 18 12 18 2 14 5 8 3 5 -8 =12
Elementary
Teacher 18 16 1 19 .9 17 7 11 .6 7 -.2 -9
Engineer 16 .2 15 ' 2 13 .4 10 .3 9 .8 -7  +.6
Farmer/
Forester 3 .2 3 .1 3 .4 5 .7 6 1 +3 +.8
Health 1
{non-MD) 3 7 3 6 3 6 5 10 6 13 +3 +6
Lawyer 7 .7 6 .6 6 1 7 2 5 2 -2 +1.3
Nurse .1 5 .1 ) .1 9 .2 10 .3 10 +.2 +5
Research
Scientist 5 2 4 2 4 2 3 2 3 1 -2 -1
Other 2 16 31 17 24 19 25 21 25 25 27 9 -4
Undecided 5 4 11 11 12 12 13 14 12 13 +7 +9
1. Health: Dietician, Home Economist, Lab Tachnician, Optometrist, Pharmacist

Veternarian
2. Other: Architect, Business (clericall}, Psychologist, Programmer, Housewife,

Policeman, Social Worker, Skilled other

NOTE Percentages are hkased on weighted Ns representing the univerce.

SOURCES: (1) American Council of Education, National Noxms for Entering College
Freshmen--Fall 1966, prepared by A.W. Astin, R.J. Panos and J,A. Creager (1967).

{2) BAmerican Council of Education, National Norms for Entering College Freshmen--
Fall 1968, prepared by J.A. Creager, et al., (1968)}. (3) B2American Council on
Education, The American Freshman: National Norms for Fall 1970, prepared by the

staff of the Office of Research (1970}). (4) American Council on Education, The
American Freshman: National Norms for Fall 1972, prepared by the staff of the oOffice
of Research (1972)}. (S5) Amerl.an Council on Education and the University of Califor-
nia at Los Angeles, The American Freshman: National Norms for Fall 1%74, prepared by
A.W. Astin, et al., 1974.
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TABLE 15 --Probable career choice of black high school seniors, by sex: Upited States:
1571 and 1974

(in percentages)

1971 1974
Men Women Men Women

Careers pj=22,435iN=32,285 [N=11,601}|8=18,532
Artist (inc. performer) 8 6 12 9
Businessman 14 7 17 18
Clergyman 1 - - -
Doctor (medical) 6 4 7 7
Educator f{all levels,

includes counseling,

teaching, & admin.) 12 22 8 11
Engineer 13 1 9 l
Farmer or forester 1 1 1 1
Health professional

(non-M.D.) 3 7 5 10
Lawyer 7 3 7 4
Nurse - 11 1 13
Sq}entist 3 1 9 £
Social or community

wokker (not available) 3 6
Other career 33 39 20 12

SOURCE: National Scholarship Service and Fund for Negro Students (NSSFNS),
A National Profile of Black Youth: The Class ©f 1971. Data on the class of 1974
provided by NSSFNS in computer summary form.
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TABLE 16 --Career aspirations of black freshmen entering college, by sex: United States,

1968 and 1971.
{in percentages)

1968 | 1971

Careers Men { Women Men | Women
Artist (inc. performer) 5 5 7 7
Businessman 19 7 20 9
Clergyman 1l - 1l -
College teacher 1 2 1 2
boctor (M.D. or D.D.S.) 5 2 6 3
Educator (secondary) 15 16 8 10
Elementary teacher 3 17 2 11
Engineer 9 - 8 1
Farmer or forester 1 . - -
Health professional

{non-M.D.) 3 6 3 6
Lawyer 6 1 9 3
Nurse . - 8 - lé
Research scientist 3 2 2 1
Cther choice 23 29 23 29
Undecided 8 5 a 8

NOTE-~Percentages are based on weighted Ns representing the universe.

SOURCES: (1) American Council on Education, The Black Student in American Colleges,

prepared by A.E. Bayer (1969}).

(2) American Council on Education, The Black College Freshman: Characteristics

and Recent Trends, prepared by A.E. Bayer (1972).
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TABLE 17 --Career aspirations of entering college freshmen women, by age group:
United States, 1974

{(in percentages)

k|

Age
19 or under 31 or above
Careers N=799, 758 N=3,854
Artist (performer) 7 2
Businessman 9 1l
Clergy or religious worker -- --
Pducator {college teacher) 1 1
Doctor (M.D. or D.D.S.) 4 1
Educator {secondary) 5 3
Educator {(elementary) 7 5
Engineer 1 -
Parmer or forester 5 1 -
Health professional {(non-M.D.} 13 7
Lawyer 2 1
Nur se 10 29
Research scientigt i i
Other occupation 27 32
Undecided i3 7

1
86 percent of the freshmen women are 19 or under.

2 .

This category includes optometrists pharmacist or pharmacologist; psychologist
(elinician or therapist only}; technician ©r technologist (health); therapist
(psysical, occupational, speech); veterimarians home economist or dievician.

3 . . .
Other inc¢ludes secretary. clerical occupations, computer programer., homemaker
(full-time), etec.

SOURCE: American Council on Education and the University of California at Los Angeles.
The American Freshman: National Norms for Fall 1974, prepared by A.W. Astinset al.s
(1974},
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TABLE 18 --views of 1972 high school seniors who 'agree strongly' cr 'agree'
with the following statements about themselves or life, by sex:
United States, 1972
{in percentages)

Sex
Views Men Women
\l

I take a positive attitude toward myself 88 84
Good luck is more important than hard work 11 7
I feel I am a person of worrh 94 53
Everytime I try to get ahead, something

Or someone stops me 25 17
Planning only makes a person unhappy since

plans hardly ever work 22 18
People who accept their condition in life

are happier than those who try to change

things 35 33
On the whole I am satisfied with myself 74 ’ 77
I am able to do things as well as most

other people 94 90

SOURCE: U.s. Department of Health, Education and Welfare, National Center for
Educational Statistics, Mational Longitudinal Study of the High School Class of
1972, prepared by W.B. Fetters (1975).
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TABLE 19 --Very important life goals of 1972 high school seniors, by sex: United

States, 1972
(in percentages)

Sex

Goals Men Women
Being successful in my line of work 86 83
Finding right person to marry and

having a happy family life 79 85
Having strong friendships 80 78
Being able to find steady work 82 74
Beind able t0 give my children better

opportunities than I've had 67 67
Working to correct social and economie

inequalities 23 31
Having lots of money 26 10
Getting away from this area of the country 14 15
Being a leader in my community 15 8
Living close to parents and relatives 7 9

SOURCE: U.S. Department of Health, Education and Welfare., National Center for
Educational Statistics, National Longitudinal Study of the High School Class of

1972, prepared by W. P. Fetters (1975).
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TABLE 20 --Above average self-ratings of entering cellege freshmen, by sex:
United States, l96&, 1972 and 1974
(in percentages)

1966 1972 1974
Traits Men | Women Men | women Men | Women
Academic ability 56 59 50 52 53 53
Athletic ability 45 24 46 24 51 26
Artistis ability 16 22 16 20 18 21
Cheerfulness 51 58 48 56 47 58
befensiveness 28 28 27 27 27 28
Drive to achieve 36 58 51 54 60 60
Leadership ability 41 35 39 30 46 36
Mathematical ability 44 26 38 26 39 27
Mechanical ability 37 11 35 8 37 10
Originality 38 36 35 33 38 36
Political conservatism 18 12 10 7 13 8
Political liberalism 20 18 26 20 22 18
Popularity {(general) 35 29 32 26 34 26
Popularity {with oPposiEe sex) 32 25 30 24 a3 26
Physical attractiveness - - - - 28 24
Public speaking ability 24 21 21 17 28 24
Self-confidence (intel- 41 31 39 30 46 35
lectual)
Self-confidence (social) 33 26 30 25 37 3l
Sensitivity to criticism 25 30 23 28 27 28
Stubborness 36 28 35 37 36 28
Understanding of others 55 66 58 67 6l 71
Writing ability 26 29 27 29 29 32

lThis item was not asked in 1966 or 1972.

NOTE: Percentages are based on weighted Ns representing the univerce.

SOURCE: (1) American Council on Education, National Norms for Entering College
Freshmen--Fall 1966, prepared by A.W. Astin, R.J. Panos and J.A. Creager (1967).

(2) American Council on Education, The American Freshman: National Norms for

Fall 1972, prepared by the staff of the Office of Research {1972). (3)

American Council on Education and the University of California at Los Angeles,

The American Freshman: National Norms for Fall 1974, prepared by A.W. Astin,et al.,
(1574).
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TABLE 21 --pbove average self-ratings of black freshmen entering college, by sex:
United States, 1971
(in percentages)

Sex
Traigs Men { Women
Academic ability 30 30
Athletic ability 52 19
Axtistic ability 15 11
Cheerfulness 5% 61
Defensiveness 32 29
Drive to achieve 59 62
Leadership ability 43 32
Mathematical ability 21 14
Mechanical ability 20 5
Originality 31 32
Political conservatism 6 4
Political liberalism 23 is
Popularity (general) 38 32
Popularity with opposite Sex 43 32
Public speaking ability 23 20
Seif-confidence (intellectual) 43 33
self-confidence (social) 41 33
Sensitivity to criticism 19 ' 20
Stubbornness 22 28
Understanding of others 61 65
Writing ability 25 29

BT T |

NOTE-~Percentages are based on weilghted Ns representing the universe.

SQURCE: American Council on Education, The Black College Freshman: CharaCteéristics

and Recent Trends, prepared by A.E. Bayer (1972).
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TABLE 22 --mbove average self-ratings of entering college freshmen women by
age group: United States., 1974
{in percentages)

B Age”
13 or under 31 or above
Traits =799,758 N=3,854
Academic ability 53 35
Athletic ability 26 12
Artistic ability 21 21
Cheerfulness 58 52
Defensiveness 27 16
Drive to achieve 60 67
Leadership ability 36 36
Mathematical ability 27 13
Mechanical ability 10 12
Originality 36 31
Physical attractiveness 24 19
Political conservatism 8 9
Political liberalism 18 18
Popularity 26 20
Popularity with opposite Sex 26 22
Public speaking ability 18 18
Salf-confidence .{intellectual) 35 35
Self-confidence {(social) 31 35
Sensitivity to critvicism 28 20
Stubborness 38 28
Understanding of others 71 66
Writing ability 32 25%

96 percent of the freshmen women are 19 or under.

SOQURCE: American Council on Education and the University of California at Los Angeles,
The American Freshman: National Norms for Fall 1974, prepared by A.W. Astin, et al.,
(1974).
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TABLE 23 ~-person 1971 black high school seniors indicated they would most like

to be, by sex: United States, 1971
{in percentages)

Men Women
Persons N=22,435 N=32,285
Political leaders 5 3
Businessmen 20 11
Military figures 3 1
Scientists 13 10
Artists, musicians, or writers 12 15
Athletes 26 3
Actors Or entertainers 4 11
Civil rights leaders 7 12
Religious leaders 2 3
Educators 10 32

SOURCE: National Scholarship Service and Fund for Negro Students (NSSFNS), A

National Profile of Black Youth: The Class of

1971.
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TABLE 24 --Essential or very important life goals of entering college freshmen. by

sex: United States, 1974
(in percentages!

Sex
Goals Men I viomer
fichieve in a performing art 10 13
Be an authority in my field 67 58
Obtain recoghition from colleagues 23 35
Influence political structure 15 10
Influence social values 25 29
Raise a family 53 57
Have admir strative responsibility 29 22
Be very well off financially 54 36
Help others in difficulty 53 70
Theoretical contribution to science 16 10
Writing original works 11 13
Crmating artistic work 11 17
Be successful in my own business 48 28
Be involved in environmental clean—up 28 24
Develop philosophy of life 57 65
Participate in community action 25 30
Keep up with political affairs 39 34

NOTE--Percentages are based on weighted Ns representing the universe.

SOURCE: American Council oh Education and the University of California at Los Angeles,
The American Freshman: National Norms for Fall 1974, prepared by A.W. Astin, et al.,

(1974} .
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TABLE 25 --Essential or very important life goals of black freshmen entering college,
by sex: Unjited States. 1968 and 1971

1968 1971

Goals Men | women Men | Women
Achieve in a performing art 12 12 15 15
Be an authority in my field 68 67 73 70
Obtain recognition from peers - 88 45 55 47
Perform or compose music 10 6 - .-
Be an expert in finance 20 11 30 17
Be administratively responsible 33 28 35 27
Be very well-off fimancially 60 44 60 43
Help others in difficulty 61 79 67 74
Join Peace Corps or Vista 16 22 14 i3
Become an outstanding athlete 29 5 - -
Become community leader 38 24 31 22
Contribute to scientific theory 17 11 14 9
Write original works 12 14 14 15
Not be obligated to people 30 32 30 30
Create works of art 11 11 13 13
Keep up with political affajrs 52 47 47 37
Succeed in my own bussiness 62 46 60 43
Develop a philosphy of life 80 85 68 68
Influence political gtructure - - 26 17
¥nfluence social vulues - - 40 37
Raise a family - - 54 sS
Have active social life - - 61 49
Have friends different from me - - 57 55
Help clean up environment - - 41 36
Participate in community action - - 41 40

Marry within next five vears - - 22 36

NOTE~-Percentages are based on weighted Ns representing the universe.

SOURCE: (1) American Council on Education, The Black Student in American Colleges.
prepared by A.E. Bayer (1969}. (2} American Council on Educationr, The Black Collegs
Freshman: Characteristics and Recent Trends, prepared by A.E. Bayer (1972).
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TABLE 26 --Essential or very important life goals of college treshmen women, by

age group: United States, 1974
{in percentages)

agel
19 or under 31 or above
Goals (N=799.758) {N-3,854)
Achieve in a performing art 13 5
Be an uthority in my field 58 52
Obtain recognition from colleagues 35 31
Influence polipical structure 10 11
Influence social values 29 36
Raise a family 57 73
Have administre*ive responsibility 22 28
Be very wr'l off financially 36 33
Help others in difficulty 70 70
Theoretical contribution to science 10 12
Writing original works 13 11
Creating artistic work 17 16
Be successful! in my own business 28 21
Be involved in environmental clean-up 24 25
Develop philosophy of 1life 65 75
Participate in community action 30 34
Keep up with political affairs 34 42

1
98 percent of the freshmen women are 19 or under

SOURCE: American Council on Education and the University of California at Los

angeles, The American Freshman: Mational Norms for Fall 1974, prepared by

A.W. Astin, et al., {1974).
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CHAPTER 4

COUNSELORS. THEIR TRAINERS. AND THEIR TRAINENG

In addition to providing services. the counselor makes a unique
personal conctribution to the guidance situation. Unfortunately these
include many potential sources for the bias that the counselor may bring
to “he counseling interaction. Biases may be due to demograghic
characteristics of the counselor. The counselor's sex or race may affect
both the student's percep.ion ¢f the counselor and the counselor's
perception of and attltude toward the student. These perceptions and
attitudes may stem from experience due to race or sex or from exposure
to thecry, practices, and attitudes in graduate training. A counselor's
instructors may also affect his/her outlook.

COUGNSELING PACULTY

The new counseloxr, emerqing from a graduate program, is vastly
affected by int;ractions with instructors. The latter have an impact not
only through the knowledge they transmit to their students., but also through
their values and attitudes which, perhaps imperceptibly. "rub off."

bemographic variables affect individual attitudes. particularly cn
sensitive topics such as race, sex. ané the expectations of minority or
women students. Some surmise that sex. and pogsibly race, of professors
affect interaction between faculty and student. Many writers. advocating
a greater proportion of women on university faculties. point to the
importance of role models in professional socialization. Almduist and
Angrist (1971) find that career-o.iented women are more affected by faculty

members than non-carear-oriented women. “Students do not become committed
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to a career field without some positive relationship with role models who
display the skills, meet the demands, and consciously enjoy the pleasure
to be obtained from that pursuit. The most readily available models for
students are, first, their professors™ {p.8).

That college professors clearly have attitudes about a student which
depend on the latter's race or sex is discussed in chapter 2. Two studies--
Christensen and Sedlacek (1972) and Garman and Platt {1974)--indicate chat
male and female students are viewed in a very stereotyped fashion. Given
this information, the sex of those doing the training becomes an important
consideration.

Haun (1974), a member of the American Personnel and Guidance Association,
Commission for Women, presents data on the sex distribution of counselor

educators. The primary source js the Courselor Education Directory, 1974

(Hollis & Wantz), which lists 94 percent of all counselor education institu-
tions. Overall, 35 percent of counselor educators are men and a greater
proportion of women than men faculty is found at the assistant professor
level and below (49 percent and 32 percent, respectively). The proportion
of women faculty employed is far smaller than the propertion of women earning
doctorates in areas appropriate for counselor educators.

The APGA lists 39,000 active members. Designation of sex and race/
ethnicity are optional on the membership blanks used for the annual survey
of active members. Consequently, not all members complete those items. Of
those designating sex, 48 percent are men, and 52 percent are women. The
Association for Counselor Bducation and Supervision {(ACES), with 4,000
members, is a subdivision of APGA. Sixty-eight percent of that membership
indicates sex on the membership form. Of this group. 1,800 or 67 percent are

men, and 900 or 33 percent are women. Over half the ACES members indi.ate

race: 90 percent white, 10 percent black.
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For an exploratory study., the Higher Education Research Institute (HERI!
asked 100 counselor education programs for a list of faculty and required
courses and an e€Xplanation of their training {see appendix D). Of the
26 programs that responded, two (8 percent) have a female department head.

Of the 191 faculty. 158 (83 pexcent) are men.

If one accepts the premise that it is discriminatory for women to he
unrepresented on the faculty. most Of these programs are guilty of
discrimination. Most are probably also guilty of perpetuating discrimination
in that they do not provide role models for women students and may be passing
on antiquated values and attitudes.

COUNSELOR TPRAINING

Chapters 7, 8, and 9 review books in the guidance, couanseling, :nd
career development fields and the theories that predominate in each field.
Most introductory guidance textbooks publighed in the 1960's pay little
attention to sex roles, human development.,, and the development of women.
Thegse texts have been used through the years by counseling students, and
what impact the lack of material on women has c¢an only be quessed at. At
the least this void creates a complete lack of awareness of special jssues
that relate to counseling women.

Textbooks

Tn 1972 the American Psychological Association (APA} formed a task force
to examine sexism in graduate psychology. The focus soon narrowed to one
aspect of graduate education: textbooks. specifically'"whether; and if so,
in what manner, there exist erroneous and harmful conceptions and represen-

tations of either sex" (Birk, et al., 1974, p. 1}. Thirteen of the most
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frequently used texts, covering c¢linical., child development., and tests and
measurement, were content analyzed. The task force concluded that both

errors of omission and commissjon are frequent, representation of women
scholars is limited, and women are less preferred as subjects of psychological
research and as subject material. The texts show limited career roles for
women, thereby restricting career options., and there is little discussion of
sex roles or differences.

Tittle et al. (1974}, in surveying tests and measurement textbooks for
test bias, find that most books mention the problem of women, although not
always in great detail. For example., Tyler {1971} includes a section on
test fairness., and Anastasi (1968} considers sex differences in an analysis
of group differences. Thorndike and Hagen (1969} discuss cultural influences
on test scores. Finally, Thorndike (1271) notes the concern about fairness
‘n tests for minority groups, but finds a lack of evidence of discriminatory
use of tests in prediction. He shows a lack of concern with test bias and
refers to students, instructors. teachers, and test developers as male.

Eight books were used by more than one program among the 26 in the
cxploratory study. While this number is not sufficient for a methodelegically
perfect study, it does 3llow an examination of textbooks commenly uysed to
train counselors. Three ©f the most frequently assigned texts were chosen

for content analysis: Shertzer and Stone (1971) Fundamentals of Guidances

Tyler 11969} The Work of the Counselor; ard Gazda {(1271) Group Counseling:

A Developmental Approach., The three criteria used in the content analysis

closely parallel some developed by the APA task force:

i. ™“roporiion of content devoted to women and tOo men. Every tenth page

in gech book was divided into half pages, which were counted. The number

115




O

ERIC

Aruitoxt provided by Eic:

- 104 -

of half pages devoted to women in any coutext was tallied; the number
devcoted to men: 1ncluding reference to masculine pronouns, was also tallied.
The number of charts, pictures, and 9raphs referring to men, women, both,
sex unspecified, and nonhuman subiects was counted.

2. Citations. The references to women and to men in the subject index
were tallied.

3. sSex-associated descriptors. Descriptors for men and for women were

ligted, with even numbers of pages surveyed for both sexes. Sexist colloquial-
isms were noted.

While traditional English uses the masculine pronoun when sex is unknown
or when either sex is meant, the effect of this practice must be questioned.

Bk ot ol

For instance, the APA task force report 9@915) notes that it is difficult to
know whether the writer using "he" or "men" is referring to specific men or
"mankind". Is an author who refers to the physician as “"he" doing so because
a large proportion of physicians is male, or is the author using the generic
"he"? The task force concludes that "perhaps. . .when 'she' is not included.
'she' is, indeed, not included.™ 1In any case, the report notes, since
sophisticated readers cannct tell whether "he" referg to an ipdividual man or
pecple in general, neither can less sophisticated readers. They may get the
impression “that women are less important. . .that cthere are fewer women in
the worid" of work and, whether their impressions are conscious or not., they
may be subliminally perceived &nd stored.

Schneider and Hacker {1973) asked college students to select pictures
that would represent topical titles for a sociology textboock. Two forms were

used. Five of the 13 labels on one form contained "man-linked" labels {(e.9.,

“Urban Man." “Political Man," "Industrial Man"), while the other form contained
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"non-man-1inked" lakele ("Urban Life.," :olitical Behaviecr,” "Industrial
Life”). The use of generic "man"led 64 percent of students receiving man-
linked labels to submit pictures of men only. whereas only half of those
receiving neutral titles submitted only pictures of men. The use of the
masculine throughout counseling textbooks may have repercussions on
counselors-i1n-training.

In the content analysis of the three texts, Shertzer and Stone had 110
half Pages surveyed. Of this number, 4 (4 percent) referred %o women and
57 (52 percent) to men. The Tyler volume consisted of 48 half pages:
45 {94 percent) described men and 2 (4 percent) women. @Gazda included 52
half pages: 19 (37 percent) referred t& men and 6 (11 percent) to women.

These texts usually refer to women in stereotypical terms. 1In Shertzer
and Stone, they are seen as high school girls who value dating, dancing,
social success, physical beauty, enticing manners. and clothes, while men are
seen as high school boys who value athletics and car ownership. Boys are
described as channelled into science, lanfuage study, or engineering without
learning about choices: girls are described as Playing 'schocl.' Tyler's
descriptions are more stereotypical. Women are students and clients, men
are colleagues. Women are receptionists or secretaries, contemplating divorce
and looking for career options, dependent or "desperately (needing) a man to
love her." Men are trying to decide between medicine and engineering careers,
or whether to choose a career in dentistry; they enter the military seriice
as immature boys and emerge more mature.

Gazda is more egalitarian. He refers to both men and women as colleagues.

Howevey, females are also Girl Scouts, mothers, and insecure students., while
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males, crndowed with free will, are group leaders. The graphs and
citations also reflect sex bias. Shertzer amd Stone have 26 graphs or
pictures in the pages surveyed. Of these, two represent men only. two
represent both sexes, 12 are unspecified, and 10 are nonnuman subjects.
Tyler has four pictures, one of men and three unspecified., while Gazda

has 26 charts. four of men, eight of both sexes, nine unspecified, and
five nonhuman subjects. While the graphs by no means represent a predomi-
nance of men, not one represents women only. When women are represented.
there are always men represented too. Each book has graphs of men only.

The subject indices do not vield many topics that deal specifically
with either sex, although when there are references to a particular sex.
it is women. Two references to women are in Shertzer and Stone. one in
Tyler. Possibly, the importance of highlighting women's experience in
counselinT materials is finally being ynderstood.

In spite of the obvious shortcomings of textbeoks in current yse in
guidance and counselina, it is still possible to teach & sex-fair course.
Such a course could survey issues ©f concern in counseling women and
critically examine the textbooks available in the field.

Curriculum

The survey of graduate depaitments, despite the small return, does permit
an examination of the courses tactht in a counseling curriculum. All but one
program have rewritten thelr catalogs and other material descriptive of the
curriculum to reflect Sex neutrality of students and faculty. This revision
is at least apn effort to maintain sex fairness in recruiting students. Of
the 26 programs, only one provides a course specifically on women as a

special subpopulation.
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In surveying the guidance and counseling divisions of all state
departments of education, Pressley (1974) finds a paucity of courses on
counseling girls and women. Only 12 programs coffer such c-urses. yet
75 percent recommend that a course in counseling girls and women he
offered within counselor education institutions. Finally. the National
Longitudinal Study indicates the kinds of counseling courses practicing
counselors have taken. While almost all counselors have one or more
courses in educaticnal, personal, and vocational counseling, less than half
have similar courses on counseling minority-group members and only 23 percent
have two or more courses on minorities. Undoubtedly, a miniscule number are
exposed to a course on counseling women.

Degree Requirements

Credit requirements for a degree from the 26 programs in the exploratory
study, analyzed in the abse.ce of a representative sample, range from a low
of 18 credits to a high of 90, BAll but three programs state explicitly that
a practicum or internship is a requirement for graduaticon. The NLS survey
of practicing counselc ., however, indicates that supervised practice is
quite limited. Almost half the practicing counselors have between 1 and 20
hours of supervision in practice counseling for education, personal, and
vocational problems. As many as one-third have no supervised practice in
vocational counscling, while approximately one-fourth have nho practice in
educational and persconal counseling. In addition, most counselors have no
supervised experience in mincrity-group counseling and, although data are

not available, probably none in counseling women.
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CERTIFICATION |

States regulate entry to the counseling profession at the elementary
and secondary level with counseling certification (Woellner, 1674). At the
postsecondary level, control is exercised by professional associations and
sometimes by state licensing bhoards. Data on the requirements of the latter
are unavailable. The professional associations (including APA and APGA)
set standards for approval of graduate training programs which usually
include a supervised internship and specified courses.

A content analysis of state requirements for counseling certification
indicates that, of the 50 states and the District of Columbia, 28 require
2 master’'s and 15 a hachelor's degree. The remaining states either list
no specific degree requirements or no specific overall certification
requirements for counselors. Moreover, most states do not specify that the
degree pe in guidance and counseling or in student personnel work. In addition
to degree requirements {(sometimes instead of them), 31 states require a
specific number of hours of professional education with the median 21.

Twenty states also require a practicum or supervised internship. Thirty-two
require a teaching certificate, and 16 specifically mention that the counseling
candidate must complete a median of 2.5 years of successful teaching before
he/she is eligible to be a counselor.

The teaching requirement may result in counselors who are selected by
principals as a reward for faithful service, sent back to school for the
required courses, and then allowed to counsel students. They may have neither
the natural skill, inclination, nor empathy to do so. Since most secondary
schoeol principals are men, it is possible that men may be selected more

frequently than women to seek counseling certification.
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PRACTITIONERS IN COUNSELING
Numerous studies indicate that the race and sex of practitioners in

guidance and counseling are important to the process. How the job is

structured and who the system allows into the counselind ranks also have
implications for the effectiveness of counselors and how they interact with
students.

APGA's membership breakdown by sex, which shows 52 percent women amond

active members, is probably heavily influenced by two divisions with an
inordinately large female population. The American School Counselor's

Association, concerned with primary and secondary schools, boasts a membership

of 60 percent women. The National Catholic Guidance Conference (NCGC) is
52 percent women. Likewise, the Association for Nonwhite Concerns (ANC) is

60 percent women, probably due to a greater number of women professionals

in the minority population. Except for these divisions, all others are more
heavily represented by men. The Association for Counselor Education and i
Supervision has a 67 percent male membership, while the Association for

Humanistic Education and Development (AHED) is 80 percent men {(see Table 27).
- {Insert Table 27 about here}-

Except for the ANC, whose membership is 84 percent black, members of APGA
divisions are oveiwhelmingly white. Overall, 88 percent of responding members
.re white, 11 percent black, and 1 percent other origins. However, only

47 percent indicate their racial membership. The majority membership of APGA

divisions ranges from a high of 96 percent white in the NCGC to a low of

80 percent white in the AHED.
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Other tallies of professional associations indicate similar ratios.

Gott :egen and Gottsegen (1973) review the role of women in school
psychology. Data from the National Association of School Psychologiats'
(NASP) membership for 1972 indicate that 48 percent of the members are
women., yet few officials of the association are women. A 1973 tally of
APA membership by division indjicates thai the division of school psycho-
logy has the second largest number ©f wcmen members. ﬁ tally of two
divisions listed in the 1975 APA membership directory, using first names

to assign gender identification, reveals that the division .of school
psychology membership is 39 percent female, 61 percent male. This division
prohably encompasses counselors in the elementary and gecondary schools.
The division of counseling psychology. covering professionals in colleges
and universities, has a much larger male representation: 82 percent male
compared with 18 percent female. The tally was done for the overall
membership and for the tnree membership categories separately (fellows,
members, associates). While more men than yomen were fellows (the highest
prestige elective membership category), the difference in proportions was
small for hoth divisions. However, a much larger population of women does
not have full membership in the divisions of school psychology or counseling
psychology. Thus, it seems that women are underrepresented in the profes—

sional crganizations. A survey in May 1974 of guidance and counseling

divisions of ali state departments of esducation indicates that among elementary

counselors 35 percent are men, 65 percent are women. and among secondary
/974
counselors 57 percent are men. 43 percent are women (Pressley, ¥97%).
These data on sex representa.ion among secondatry school counselors are
supported by the NLS counselor questionnaire results, which indicate a

58 percent male and a 42 percent female response. The NLS guestionnaire is

distributed to two counselors from each of over 1,100 schools. The sample
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is chosen randomly from a roster compiled by school principals. The
questions deal primarily with work lecads, counseling practices, and
facilities.

Breakdown ¢f the NLS data by region shows that a definite majority of
counselors in the northeast, north central, and westery regions are men,
while in the South there are about even numbers of counselors of both sexes.

When asked about their ethnic background, an overwhelming number
describe themselves as white (93 percent). Five percent are black, and
less than 2 percent are other than black or white. Schools with the largest
percentage of black counselors are in the South, in large cities, or in low-
income areas.

Half the counselors who responded to the NLS questionnaire has three
to nine years of full-time experience, while about a guarter has worked fuill-
time less than three Years, and a Quarter ten or more Years. While 29 per-
cent has been at the same school between five and nine Years, 44 percent has
been there less than rive Years. Most counselors have experience in schools
with minority students:; in schools where the minority population isg greater
than 20 percuint, less than a Juarter has worked. Only 12 percent has
worked in schools where English is not the primary language for many students.

Wnat are secondary school counselors' main duties? Most counselors have
a heavy load: 56 percent are assigned between 300 and 700 or more students

(Nis, 1973). The greatest percentage of working time is spent ip direct

student contact (46 percent). FT.ghteen percent of time is spent in consultation

with parents and school personnel, 17 percent is devoted to clerical work, and
1v percent to outside activities.

In terms of hours counseling, there are regional differences. OCver

-

hali the counselors in the Northeast spend more than 20 hours a week counseling
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students, vwiile in the South only about 30 pcrcent spends that much time.
These differences may be due to the a”fluence of <he ¢ ol districts:
in the poor districts in the South the ccun.clor way be requiv~d to &0 many
other things besides counsel students.

What kinds of issues do counselors discuss with their students? Most
frequently they discuss college plans (22 percent of the time), personal
and family problems (17 percent}, and career or vocational g¢uidance (16 per-
cent). A great majority advises students on how to find jobs (93 percent),
and helps them with summer joks {79 percent) or with part-time jobs during
the school year {BO percent}.
SUMMARY

"7y

A survey by Haun (%7%) indicates that 85 percent of counselor educators
are men and a greater proportion of female than male faculty is found at the
assistant Professor level and below. A far smaller proportion of women is
employed than is earning doctorates in areas appropriate for counselor
educators.

ACES membership data show that 68 percent of the membership indicates
sex on the membership form. Of t' is group. 1,800 (67 percent) are wen,
900 (33 percent) are women. Over half the members of ACES indicate race:
90 percant are white, 10 percent black.

A HERI survey of counselor education departments indicates that 2 of
the 26 responding programs (B percent) have a female department head. Of
the 191 faculty teaching in those programs, 158 (83 percent) are men while

33 (17 percent) are women.

-
4

Textbooks used in training programs are often biased. A survey of

graduate texts in psychology indicates that both errors of omission and
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commission are frequent. Representation of women scholars in texts is

limited: women are less preferred as subjects of psychological research
and as subject material in the hooks. Moreover. the texts show limited
career roles associated with women. thereby restricting career options.
and there is little discussion of sex differences or sex roles.

Tests and measurement texthooks usually mention test bias, although
not in great detail.

Three commonly used counseling textbooks show bias in their coverage
of women. 1In one hook. 4 percent of the pages refer to women and 52 percent
to men. Anocther volume has 94 percent of its pages describing men and
4 percent women. In a third book. 37 percent of the pages refer to men and
11 percent to women. The women in these texts are usually presented in
stereotypical terms.

There is a paucity of courses on counseling girls and women. ©Only
12 programs in a nationwide survey (Pressley. 1974} offer such courses. yet
75 percent recommend that a course in counseling girls and women he offered.
Among the 26 programs in the HERI survey, only o.e provides a course
specifically on women as a special subpopulation. Nonetheless. all but one
program have rewritten their catalogs and other material descriptive of the
course of study to reflect sex neutrality of students and faculty. At least
this indicates an effort tc maintain sex fairness in recruiting students.

Few counselors have taken courses on counseling minority-group members.
and most have No supervised experience with minority-group counseling.

Counseling certification requirements include: a teaching certificate
(in 32 states), and several years of successful teaching (in 16 states},

Successful teachinyg is required for counselors in the secondary schools.
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Sex and race breaxdowns of nembers of the counseling profession
show that of thosge responding to an APGA membership survey. 52 percent
are women and 48 percent men., Members of APGA divisions are overwhelmingly
white. Women represent 48 percent of members of NASP. yet few officials
of the association are women. APA's division of school psycholeogy is
39 percent female. 61 percent male. while the division of zounseling
psychelogy is 82 percent male, a much larger male representation, and
18 percent female.

& survey of guidance and counseling divisions of all state departments
of education shows *that. among elementary counselors, 35 percent are men,
65 percent women. and among secondary counselors, 57 percent are men.,

43 percent wcmen (Pressley. 1974). Counselors responding to the NLS survey
are 58 percent male and 42 percent female. When asked about their ethnic
background. the majority (93 percent) describe themselves as white. Five
percent are black. while less than 2 percent identify themselves as other
than black or white,

IMPLICATIONS FOR GUIDANCE AND COUNSELING

The sparsity of female counselor =ducators indicates that more should
pe hired. Since many more women earn doctorates in areas appropriate for
counselor educators than are hired in such positions: unavailable qualified
women should not be an issue. Affirmative action must be Practiced. Women
are often hirved at the assistant professor level and later not given tenure.
The implications (agide from the obvious inedquity) are that students see
powerful male department heads and weak female assistant professors and
conclude that women will never rise beyong a certain level. This may

discourage female students from aspiring to higher educational and career

levels.

126




O

ERIC

Aruitoxt provided by Eic:

- 115 -

To encourage more women Lo enter the profession: more female students
should be actively recruited for graduate programs in counseling. 1In the
high schools, students of both sexes and of minority status should be
exposed to counseling as a job possibility.

Since there is no book on guidance and ccounseling which brings
together female psychology and counseling: new materials for those now
being trained must be developed. as well as materials for those who have
already been trained. Textbooks in present use jin graduate training must.
be carefully reviewed, with guidelines provided to or by the publisher.
Neuter syllogisms or the use of both masculine and feminine pronouns should
be adopted as standard publishing practice.

Courses on counseling girls and women must be added to the counselor
training curriculum. The likelihood that such courses will be well
received is high. since most departments surveyed by Pressley (1974} indicate
a desire for this type of course. Courses on minority students should also
be encouraged. Supervision and field experience with both groups should be
a requirement of tha training program. All these courses and field
experience should be required for counselor certification.

Researchers should gather information on minorities in the counseling
field. pa .cularly non-black minority members. The recipients of services
and the system also need to be studied. State departments should set
standards for training which would include antibias regulations. Professional
associations should adopt guidelines for training programs to eliminate Sex
bias. The APA, for example, could withhold approval from programs of scheool
and counseling psychology if they failed to meet established guidelines.,

The APGA and other professional guidance associations could publish statements

encouraging nonsexist training.
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TABLE 27 -Membership of Professional Guidance Associations,by sex and
ethnic category

Sex Ethnic Category
Guidance Associations Active Other
Members Men | Women White | Black | Origin

american Personnel and Number 32,000 13,000 14,000 16,000 2,000 200
Guidance Association Percent 48 52 88 11 1
American College

Personnel Number 4,000 3,500 2+800 4,000 500
Association Percent 56 44 89 11
Assocliation for

Counselor Numbex 4, 000 1,800 900 1,800 200
Ed. & Supervision Percent 67 33 a0 10
National vVocational

Guidance Number 9,700 3,500 2,800 4,000 350
Association Percent 56 56 92 &
Association for

Humanistic Numbex 650 200 200 200 50 + others
Ed. & Development Percent 50 50 80 20
American School

Counselors Number 14.000 4,000 6,C " 6,000 500
Association Percent 40 60 93 8
American Rehabilitation Number 3,000 1,200 800 1,200 75
Counselors Parcent 60 40 94 &
Association for Measure-

ment & Evaluation in HNumber 2,100 200 500 9200 75
Guidance Percent 64 36 92 8
National English Coun-

selors Number 1,200 450 350 500 65
Association Percent 56 44 88 12
Association for Nen-

white Numbex 1.600 500 750 150 800
Concerns Percent 40 &0 16 84
National Catholic

Guidance Numbex 1,000 275 300 350 16
Conference Percent 48 52 a6 4
Assoclation for

Specialists Number 1,000 450 300 450 25
in Group wWork Percent 60 40 95 L]
Public Offenders

Counselors Number 175 80 50 85 &
Association Percent 62 38 a3 7

NOTE: All percentages are base’ on the number of members specifying their sex and/or
race on their membership blank. The overall response to an item inquiring about sex
wag 69%; 47% of respondents indicated their race.

SOURCE: Data for this table were collected by Higher Zducation Research Institute
(HERI) staff in personal communications with the american Personnel and Guidance
Association librarian (1975), 128
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CHAPTER 3

COUNSELOR CHARACTERISTICS AND ATTITUDES

The race and sex of the counselor have implications for the counseling
relationship and the attitudes counselors have toward the sexes. Many
studies look at the effects of race independent of sex and at those of sex
independent of race, which results in data gaps. Where possible, studies
that look at both factors are presented, but some studies of one factor
only are also included.

RACE AND SEX

Backner (1970} and Ewing (1974), who investigate the impact of counselors'
race on stude.t satisfacvtion with counseling, both discount the importance of
counselor-client racial similarity. Backner conducted three studies of black
and Puerto Rican students' attitudes toward ethnic¢ similarity of their
counselors. The first indicates that sex and age are more important for this
group than race when selecting a counselor, while the second shows that
students prefer counselors of similar ethnic background, but tend to be
dissatisfied with their effectiveness as counselors. The third study con-
cludes that the only students who favor a counselof of their own ethnic
background are those already working with a counselor of the same background.
Black and Puerto Rican students feel that similarity of ethnic background
"doesn't matter” (Backner).

Bwing (1974), who has both black and white students rate counselors of
both races, finds that black students rate both white and black counselors
more favorably than 4o white students. Ratings of helpfulness differ for

individual counselors but do not follow a racial line. Ewing finds little
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support for his hypothesis that the counselor needs to have the same
racial or ethnic background as the client. MNeor is there any . pport for
a second hypothesis of differential effectiveness among counselors in
counseling students with different race or ethnic backgrounds. Racial
similarity is not the important dimension but, rather, the experiences
of the coungelor and the human qualities of both counselor and clienc
(Bwing}.

1975

Peoples and Dell (3%23) report no systematic effect of counselor
race on observérs’ ratings of counselor‘s level of activity. Nonetheless,
level of activity is significant, as is counselor effect. Active
counselors are perceived as more helpful and competent than passive counselors.
The Peoples and Dell study suffers from a limited generalizability: Since
only one counselor of each race is inveolved, it is impossible to know whether
results are due to individual @ifferences or to counselor race.

Othec studies show that hlack clients return in greater numbers to hlack
counselors (Heffernmon & Bruehl, 1971}; that self-exploration for black
students is greater with black counselors (Carkhuff & Pierce, 1967%); and that
black students give higher counselor effectiveness ratings to bhlack counselors
(Banks, Berenson & Carkhuff, 1967; Gardner, 1972).

Studies of the effecf of counselors' sex on the counsel’ng interaction
are considerably more disparate. Some show no significant relationship
hetween sex and variables, such as client satisfaction, various counselor

behaviors, and counseling effectiveness. Others suggest that the relationship

is interactive with status or experience.

L3
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Scher (1975) is int .sted in the relationship between verbal
activity, sex of counselor and client, counselor experience. and perceived
success of the counseling interaction. He uses videotapes of selected
counseling interviews to assess level of verbal activity and pen and pencil
measures completed by both client and counselor to assess the outcome of
counseiing interaction. He concludes that neither sex of the counselor
nor of the <¢lient is significantly reclated to therapeutic ocutcome. Female
clients tend to talk more than male clients, but this does not affect the
outcome. Only experience of the counselor is significantly related to the
outcome .

Another study, which investigates the relationship of client and
counselor sex, experience of the counselor, and outcome of the interaction,
f£inds that inexperienced counselors of both sexes are more empathic and
active, and elicit more feeling when paired with same-sex clients (Hill,
1975). Experienced counselors of both sexes with a same-sex client focus
more on feeling and are more empathic, while with an opposite-sex client
they are more active and directive and do not focus on feeling. Hill shows
that clients of women counselors report more satisfaction with their sessions
than clients of male counselors, thereby somewhat contradicting Scher's
finding.

Brooks (1973}, interested in the relationship in a university setEing
of self-disclosure to sex of client and counselor, finds that client-
counselor pairs containing a female show greater self-disclosure than all-
male dvads. In addition, females disclose more to male therapists, and

males disclose more tO female therapists. Males reveal more to high-status
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interviewers (PhD level counselors), while females reveal more to low-
status interviewers {counselors-in-training). Finally, high-status male
interviewers elicit more self-disclosure from all clients than 4o low-
status males, but status does not make any difference with female counselors.

That counselor status is an important dimension, parricularly as it
interacts with sex, is supported by Heilbrun (1971}, who is interested in
determining under which conditions women are most likely to drop out of
therapy or counselinyg situations. After ascertaining which clients are
of low-counseling and high-counseling readiness, he finds that the former
prefer greater directiveness from men than from women therapists. However,
when the counselor's status js low, low-readiness subjects prefer less
directiveness from men than from women. With a high-status therapist,
high-readiness women prefer less directive interviewers. A knowledge of
the client's counseling-readiness, counselor's status, and amount of
directiveness can lead to better counselor-client pairs and to smaller
drop-cut rates (Heilbrunl.

Mezzano (1971}, investigating attitudes of secondary school youngsters
toward counselors of both sexes, finds that boys in every drade prefer
male counselors, except in dealing w;th issues of home and family. Girls
shift toward preference for male counselors as they get older. This
increasing prefereﬁce for male counselors may indicate that men have greater
prestige in society (Mezzano).

Carter (1971) finds advantages in being a female therapist, arguing
that women‘are socialized to display gqualities necessary in any therapeutic

interaction. These include empathy, warmth, and "natural” interviewing

132

e o Bt ram mdvd ol




- 121 -

abilities. Male therapists-in-training must be resocialized to display }
these characteristics. She thinks there are several types of clients for ;
whom women are better therapists than men, such as female hysterics, %
psychotic patients: female delinguents, and women experiencing developmental
crises. Extrapolating from the latter two cases, female counselors might
be most skilled with female hehavior problems in the shcools and possibly
with men as well as women who are exXperiencing developemntal crises.

Berman (1972) reports on women psychiatrists. Although psychiatrists
and counselors have different orientations, her firdings can be applied
to women counselors. Women psychiatrists have different attitudes than men
and are perceived by their patients in different ways. If vomen who seek
female therapists are trying to rid themselves of traditional stereotypes ;
of women as homebound and subservient, providingy more female counselors in
the schools might combat Stereotypes of female students about their future
role. Bérman, reporting on a study of patients in a New York <¢linic, finds
that a majority want a male therapist and feel that women are second bhest.
Consequently, just increasing the number of female counselors in the schools
will not necessarily result in an instantaneous change in attitudes toward
WOMEN .
COUNSELOR ATTITUDES ;

Another characteristic of the counselor which affects the interaction
is his/her attitude toward clients of both sexes. Could the knowledge of
a person's sex affect the educational and occupational expectations.
evaluations, and treatment by a counselor? ;

Research findings are contradictory. In a non-classic investigation.
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Broverman et al. (1970) finds that mental health clinicians hold a

double standard for a mentally healthy man and woman, and that these

views parallel sex-role stereotypes. While the adult and masculine
concepts of mental health are not much different, the adul* and feninine
portraits of mental health are quite different. Maslin and Pavis {(1975),
studying sex-role stereotyping among counselors-in~training, indicate

that counselors-co-be are similar to Broverman's earlier sample of
clinicians. Both men and women view healthy adults and healthy males in
approximately the game fashion. Women expect healthy women to be the same
as healthy men or healthy adults, whereas men expected healthy women to be
more stereotypically feminine. The, women's movement may account for the
greater congruity of female subjects' responses (Maslin & Davisl).

Brown and Hellinger {(1975) conclude that therapists have ambivalent
attitudes toward women, although female therapists have more contemporary
attitudes toward women than male therapists. Moreovexr, therapists with
less experience are more traditional in their views toward women.

PFriedersdorf (égﬁgg also finds sex bhias on the part of covuselors: Male
counselors perceive college-bound girls ag destined for traditional feminine
occupations at the semi-skilled level, whereas female counselors perceive
college~bound 9irls as interested in college-level occupations. Abramowitz,
et al. (1975) report that women aspiring to medical school are judged more
sternly by morally traditional than by liberal counselors. Traditional
counselors consider that the psychoeducational history of female clients shows
less psychological adjustwent than that of male clients. Collins and

Sedlacek (1974} show that college counselors perceive differently the reason
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that male and female clients initiate counseling. Men are seen as more
likely to have vocational-educational problems, while women are seen as
having emotional and social problems.

In the vocational counseling area, Thomas and Stewart (1971} find
that women witih deviate (traditionally masculine)} career goals are not as
highly approved by counselors as women with conforming goals. Women with
"inappropriate" career goals are seen as needing further counseling. The
link with experience persists again here, although this time it is the
inexperienced women counselor- who are more accepting, while inexperienced
men are least accepting. Experienced counselors of both sexes are
equally accepting.

Schlossberg and Pietrofesa (1974} argue that counselors and clinicians
hold sterectypes that are no different from the general population and
that, regardless of sex, they are biased against women entering male fields.
They propose a training model to eliminate counseling bias which includes:
lectures and readings to raise the counselors' consciousness about women's
role, consciousness raising sessions, audio and video role playing that
emphasizes sex roles, and participation in developing special programs for
women. In an earlier study, the authors find that a coached female client
expressing ambivalence gbout 2 masculine career field is, in 81 percent of
the cases, encouraged not to pursue this area.

Other studies present a somewhat different picture. Bingham and House
(1973a) find that, in general, counselors express more positive than
negative attitudes toward women and work, although more men than women
indicate negative attitudes. In another study by the same authors (1973b},

male counselors are less accurately informed than female counselors about
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the abilities and occupational alternatives available to women clients.
The authors conclude that female counse »rs may be more clear, positive,
and supportive of women clients.

Finally, smith (i1974) finds no evidence that sex or ethnic group has
any cffect on counselors' evaluation of academic potential, and that this
is true for both male and female counselors. Variables much more potent
than sex affect predictions of success, such as institutions chosen,
aptitude, achievement, and personal traits of women.

SUMMARY

Race and sex affect counselor behavior and the attitudes that counselors

hold toward the two sexes. Most studles show that counselor-client race
similarity is not the important dimension but, rather, the experience of the
counselor and the human qualities of both counselor and client. Similarly,
neither sex of the counseler nor the client is significantly related to
therapeutic outcome or to counseling effectiveness. Only the experience of
the counselor is significantly related to the outcome.

In terms of attitudes, most mental health professionals are either
negative or ambivalent toward women. Mental health c¢linicians, who have a
double standard of mental health, hold different concepts of what constitutes
a mentally healthy man and a mentally healthy woman. fThese concepts parallel
sex-role stereotypes. Therapists have ambivalent attitudes toward women,
althuugh female therapists lLave more contemporary attitudes toward wonen
than male therapists. Counselors with less exper:ence are often more tradi-
tional in their views toward women.

IMPLICATIONS FOR GUIDANCE AND COUNSELING
Because counselors dgenerally have stereotyped attitudes toward women

who behave in nontraditional ways, many women who do not conform to the norm
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whether by choosing careers in engineering, by choosing not to marry,

or by displaying traditicnally masculine qualities such as assertiveness,

may meet with resistance from their counselors. fTherefore, all counselors

need to examine their attitudes toward women so they do not unfairly

discourage women from nontraditional lifestyles. The schools must provide

consciousness-raising sessions for their staffs specifically designed to
combat sex-stereotypic attitudes.

While current research indicates that counselors hold stereotypic
attitudes toward the sexes, the impact of these attitudes on counseling
ard guidance act:vities is not clear. Future research should clarify the

interrelationship of counselor attitudes and counselor behavior.
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CHAPTER 6

COUNSELING MATERIALS

Optimally, sex bias in counseling interaction should be evaluated
through observation. However, since studies of counseling interaction are
not readily available. one must infer what takes place from a knowledge of
coun. :lors' training and characteristics., studies of counseling impacts
and--perhaps most importantly--from the materials used in counseling and
the underlying thecoretical base.

TESTS AND INSTRUMENTS

Early 1. the century., vocational counseling ~onsisted of disseminating
information. An individual with the proper amount of information about careers
and jobs was thought capable of making a rational decision about the future.
Today the belief prevails that such decisions cannot be made without objective
information about the individual's assets and limitations. Therefore. tests
and instrumeants have been introduced.

Counselors often rely on tests to provide a more complete picture of the
individual ard to facilitate the collection of information and the exploration
of alternatives. The five major types of tests are general mental ability,
specific aptitude, achievement, interest, and perscnality tests.

Begin' .ng in the midsixties, an awareness of the cultural bias of many
tests in common use began to manifest itself. Many psychomztricians now adree
that tests do not function the same way for minority-group members as for
miadle-class whites. Research has looked ac tests overall., considering their
applicability to the criteria they must meet. Until recently. there was little
research that scanned each test item individually for bias, thereby permitting
an understanding of whether sex as well as racial bias might exist in many

tests.
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According to the College Entrance Examination Board (CEEB), every year
6.5 million achievement tests are used for selection and placement. This
number ig likely to increase. Tittle et al. (1974) caution against the
possible discrimination against women in the development and use of educa-
tional tests an that these may reinforce sex-role stereotypes and restrict
individual choice. That tests may have a great effect on the life of the
test-taker is underscored by a study (Goslin, 1967) cited in Tittle et al.:
Teachers tend to view standarized tests as accurate measure ©f potential,
and achievement tests are seen as important determinants of subsequent academic
sSucCess.

According to the National Institute of Education ¢(NIE, 1975) guidelines
for assessing sex bias in testing, bias may occur in tests at three levels:
in the inventory itself, in the technical information, or in the interpretive
information.

The Tittle et al. study was done to determine if bias arises in selecting
items for tests, whether it is mainly a function of usage, such as in the
use of generic pronouns, or whether it is a combination of both. an analysis
of language usage in nine achievement test batteries indicates that all but one
use more male than female nouns and pronouns: the tests are the California
Achievement Tests, the Comparative Guidance and Placement Program, the Iowa
Tests of Basic Skills, the Ilowa Tests of Educaticnal Development, the Metropolitan
Achievement Tests, the Sequential tests of Educational Progress, the Science
Research Associates Achievement Series, the Stanford Early School Achievement
Test, and the Stanford Achievement Test. A sex-role stereotyping analysis of
the same materials shows women portrayed exclusively as homemakers or in pursuit
of hobbies. Young girls carry cut female chores. In professional representation,

some items imply that the majority of professions are closed to women and that
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teachers are women while professors, doctors, and company presidents are men.
Tittle et al. conclude that most tests contain numerous sex-role stereotypes.

Tanney (1975), 1in reviewing literature on the impact of test language,
finds no studies on the effect of the linguistic structure of items on test
results. She notes thal criticisms ©of the empirical development of interest
inventories are nuch more damning.

Most frequently critiqued in recent years are interest inventories.
Several educators (Prediger., 1972; Holland, 1974; DfCosta, 1969) claim inteirest
inventories have multifold value: for the student they facilitate vocational
exploration and broaden career chrices; for the counselor they are a vehicle
to understand student needs. Birk (1975) and others gquestion whether interest
inventories in their present form and usage provide a broadening and effective
experience for women or whether sociceconomic status (SES) and demographic
variables are more powerful in determining 4 student's choices,

INTEREST INVENTCORIES

Tittle et al. (1974) argue that in interest inventories, several developers
construct their tests ©on a empirical basis with little theoretical formulation
to guide them. The empirical approach is alsc criticized for being baseden the
world as it is==-a man's occupational world. This worid limits the choices
by limitinyg their occupational scales oh several inventories and by reflecting
the cultural steraotypes on others without questioning what this means for
vecational counseling of women. The assumption is implicit that what is is

equivalent to yhat should be.

Three widely used interest inventories are the Strong Vocational Interest
Blank and its successor, the Strong-Campbell Interest Inventory: the Kuder
vccupational Interest Survey: and Holland's Self-Directed Search.

Strong Vocational Interest Blank

The Strong vocational Interest Blank (SVIB) has recently been revised and
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issued as the Strong-Campbell Interest Inventory (SCII}. However, the SVIB
and its manual will probably be used for sometrime. The SVIB is geared more
toward professional than nonprofessional occupations. Subjects indicate
whether they like, dislike, or are indifferent to 400 jitems covering such
areas as occupational title. activities, a.u amusements. Results are reported
as grades (A to C) on 55 occupational scales and 20 basic interest scales
measuring interest in broader terms. such as mechanical. teaching, sales, and
sports. The exact number ©f scales depends on the sex 0f the subject: since
the inventory treats men and women differently from the start, using two
Separate test forms. While many items are identical on the two forms,
Johansson (1975} reports that 40 percent of the items are unique t+o each sex
and that this may lead to sex bias. Men and women may also differ in response
to the same item.

The SVIB gained notoriety in the late sixties when it first came under
attack for bias. The Association for Measurement and Evaluation 1N Guidi.ce
(AMEG) , studying the SVIB and other interest inventories, reported a definition
of sex bias and some guideling: for its elimination (AMEG Commissgion, 1973),
According to that report, "sex bias is that condition or provision which
influences a person to limit his or her considerations of career opportunities
solely on the basis of that person's sex.”

Schlossberg and Goodman (1972b) suggest that occupational opportunity for
both sexes is limited with interest inventories. The men's $SVIB includes
35 occupations not listed for w.. ¢n. Several cccupations on the women's form
are for women. Several occupations on the women's form are of lower sStatus
and pay than those on the men's form and could result in women being directed
to lower paying occupations.

Scoring requirements are different for each sex for an occupation that
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is listed on both forms. While many counselors now give both forms to women,
this procedure is expensive and time consuming. Moreover, male clients are
rarely:. if ever, given poth forms. Johansson and Karmon (1972) report that
giving both forms to a single client can lead to erroneous interpretations.
Since the development of the SVIB did not control for sexually stereotypic
differences, taking the form for the opposite gex may depress scores on a
given scale, because the test-taker rejects the sexually stereotypic items.
The scores obtained are largely _apredictable. For example, Johansson {197%)
notes that &7 percent of a given sample of women respond "like" to the occu-
pation of interior decorator, compared with only 28 percent of men. This
response 1$ unusual for @ man and similar to a criterion group of actors. A
woman who responds “like" to that scale is indicating little that is unique
to her gender. Johansson argues that good items can be written for hoth
men and women by not referring to gender. but the problem of different response
patterns by sex remains. A corollary problem is whether men and women in
the same occupations have different interests. One way around this response get
lies in the construction of the scales. Whereas a woman who takes the male
form of the SVIB has her scores compared with men in general, rather than with
a4 same-sex group. scales can be developed that compare male scores with a male
criterion group and female scores with a female criterion group. However,
Cole (1972} argues that there is enough similarity between the sexes in
interest gtructure that generalizations beyond the status guo of an inventory
are possible in exploring new career opportunities for both. Johansson concludes
chat is it necessary to report scores for all gscales available and, when
possible, base them on appropriate gex norms.

Huth (1973), in a review of recent studies using the SVIB women's form,

points to an apparent bipolar split between traditiona. and nontraditional
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careers, arguing that the SVIB does not predict which women will become
“career comnitted." Campbell {1973) suggests that thais failure to differen-
tiate women's interests is due to an inadequate understanding of the role
of vocaticnal interests in the career development of women. He notes that
the career-homemaker dichotomy is unproductive and obscures indaividual
differences within each group, differences important for counseling. Birk
(1974) says that research that identifies a dimension of career conflict,
such as homemaker vs. career, could stimulate counselors to explore areas
during counseling which would be broadening to women clients.

Minority women have even greater problems with interest inventories.
Gump and Rivers (1975} argues that interest inventories are of little Praccical
value by themselvgs: vet when used with aptitude and achievement patterns,
they can help certain students select a career pattern. They question
whether minority women fit this category. Interest data pertaining to black
women is more than scarce: the only study. using an early version of the 3VIB,
shows that response among black women ©on the interest scale for nurses equals
that of a criterion group of white nurses. Gump and Rivers criticize the
revised Strongs for not reporting criterion data for black women for any occupa-
tion. Consequently, the black woman who takes the SVIB has her rasponses
compared with those of whites. Since the background experiences of the minority
woman forces her to develop different interests than those developed by white
men and women, Gump ard Rivers argue that a mismatch of interests will result.
Both the predictor {the inventory) and the criterion (the reference group)
are biased against the minority woman. Haxmon (1970} and Anderson and Lawlis
(1972} also point to significantly different patterns of response on the SVIB
for disadvantaged women.

Numerous counselors point to the manpal and handbook as further sources
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1

of race and sex bias. Test administrators usually become familiar with the
instrument through the manual, which provides a description, guidelines for
usage, and data about scale construction and validation. The test administra-
tor wi1ll probably read the manual to administer the inventory and interpret
results in a standardized way.

Birk (1974) looks at the manuals of four interest inventories, noting
that in varying degrees the materials contained both explicit suggestions
and subtle implications that could effect women negatively. For example, .
Birk (1975) cites a passage from the SVIB mapual: "Many young women 4O not
have strong occupational interests, and they may score high only in certain
tpremarital' occupations...In such cases, the gelection of an area of training
or an occupation should probably be based on practical considerations--fields
that can be pursued part-time are easily resumed after periods of nonemployment,
and are readily available ip different localeg” (Campbell, 1966, p. 13). This
advice may indeed be taken to heart by guidance counselors. Birk recommends
changes: a) develop a writing style that does not bias in favor of the masculine;
b} use case studies that represent and portray hoth sexes equally in nonstereo-
typic roles; c) challenge the status guo by stat%?g the right of all individuals

-

to the full range of career options: and 4) caution the test administrator
about any limitations of options provided by the inventory and suggest ways to
counteract these limitations.

Birk (1975) firds that the options for women in the SVIB mapual are limited
and that the status guo of women's roljgﬁis accepted throughout. 8She notes

that in a 1969 supplement, the reader could earily forget that a woman's form

of the SVIB exists, since the opening sentence is: "Men in different jobs
*
have different interests.” This sets %gg tone for tho supplement, which uses

the masculipne pronoun tgroughout. Birk concludes that the manual must be

“.‘

revised to eliminate t#e impression that only men are worth discussing.
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Related to bias in the manval is bias in the interest inventory instruc-
tions often provided in the manuval. That instructions can affect the results
of the inventory is supported by Farmer and Bohn (1970), who administered the
SVig-women to 25 married and 25 single women. Results indicate that, under
instructions meant to reduce the level of home-career -onflict, scores of
career scales f(author, artist, psychologist, lawyer, physician: life insurance
sales) increase significantly and scores of homemaker scales (buyer: business
education teacher: secretary. office worker, elementary school teacher, house-
wife, home economics teacher, dietician) decrease significantly over scores
rece - ved under standard instructions.

Strong-Campbell Interest Inventory

Campbell (1973), in agreement with many critics., says that the SVIB
"does tend to perpetuate stereotypic roles for men and women. at the expense
of women, both by the kinds of items included...and the kind of information
provided on the profile.”™ He also concurs that the “statistics'of;'what has
been' should not be blindly followed to create “What will be:‘“ At the time
of these statements, Campbell was revising the SVIB and entitled the revision
the Strong-Campbell Interest Inventory {also known as the unisex Strong). The
SCII is an improvement over the SVIB: %

1. It eliminates the obvious bias ~f asking men and women different
questions by combining items into one booklet.

2. It modifies the vocabulary to eliminate references to gender, except
where gender is an integral feature ©of the word, in which case both versions
are listed (for example, actor/actress).

3. It eliminates dated items, American culture-bound items, and weak

items.

Tittle et al. €1974) gtill find some problems with the scale in that a
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number of occupations on the profile carry an "wm" (male) and no equivalent
"fr {female). This could still make it appear to wowen that occupations
are viewed as male even though wcrmen receive a score for them.

Whitton {1975}, reporting on reliability and validity of the SCII,
shows that for male subjects, male and female occupational scales are
equally good predictors of career possibilities. For female subjects, female
occupational scales vield a higher {although not significantly higher)
percentage of possible career cho.ces. There appears to be a large gain in
the percertage of career choices which results froam consideration of all
occupaticonal scales rathg%lthan just same-sex scales. The;; findings rein-
force the view that all subjects should receive scores on all occupational

scales.

Kuder Occupatioconal Interest Sukvey

The Kuder Occupational Interest Survey-Form DD {KOIS), intended for
cell de-bound subjects, also comes under scrutiny. The KOIS consists of 100
forced-choice items. The results indicate the similarity of the person's
interest to the interest of satiefied subjects for a variety of occupations
and college majors {the criterion scale). Sixty occupational-based scales
and 30 college-major-based scales are reported for the inventory. In the
lat>st KOIS, male and female subjects respond to the same items, yet they
are treated separately during the scale development. Scores are reported for
both based on both-sex-criterion groups.

Most criticism about wording and restrictions in the women's choices
which were relevant t0 the _7JIB apply as well to the KOIS. The separate
criterion groups of males and ferales again suggest that sex differences are
important in occupations and in measuring interests. Johansson and Tarmon
(1972) suggest that good scales could be built by combining males and females

in an occupation and comparing their item responses with those of a combined
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reference group. In a study reported in the 1566 manual, Kuder finds a
high cuorrelation between scores based on male and female criterion samples
and those based on three samples of women. Therefore: reporting of scores
for females based on male criterion’samples is a valid procedure for repre-
senting their interests in fields where there are opportunitites for women:
but critericon data are unavailabl=. If a woman enters a traditionally male
field, she will be more satisfied 1f her interests resemble those of men
in the occupation. Kuder, in the KOIS interpretive leaflet. considers it
important to emphasize scores based on the subject's own s. and to use -
opposite-sex criterion scales for added insight into a sibject's interests.
If the highest scores are obtained on opposite-sex criterion scales, then
this may indicate that good career options are not presented by same-sex .
scales.
Birk (1975} notes that the earlier version of the KOIS uses masculine
pronouns throughout. She also points out that women's occupations and college-
major scales are eliminated from male profiles, but women's profiles have
rankings from both male and female scales. She wonders on what basis this

procedure was adopted: noting that if this is not empirically validated,

it should be so stated. She concludes that this version of the KOIS seems

to accept the status quo. |
Tittle et al. (1974} concentrate on bias in the earlier K0IS' interbretive

leaflet, still in use, noting that the distinct status ©of women is reinforced ‘

by separate occupational and cecllege-major scales. The wrofile of “Maxine

Faulkner" does not allow for a woman with interests in both a traditionally

male fiecld and male college majors. While the new leaflet does ma'.e a change in

and counselors.
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Tanney (1975) notes that the new KOIS and its new leaflet are improved.
The new KOIS is generally free from gender-linked items, although a few do
sneak in here and there. HNo longer are test-takers required to state
whether they have ever engaged in or dislike particular activities, but
instead are agked to indicate what they prefer. fThis kind of question
reutralizes the effect of socialization on test-takers and focuses on their
opportunities to engage in various activities.

Holland's Self-Directed Search

Holland's self-Directed Search (SDS)--self-administered, self-scored,
and selfi-interpreted--includes several different types of items: occupational
daydreams, liked and disliked activities, competencies, and occupational
preferences. Criticism of the sps follows lines similar to that leveled at
SviB and KOIS.

One alleged problem is that the SDS is biased in its handling of interests
and abilities, since women have not had sufficient oPpo;tunity to develop
interests and abilities in some areas because career options are predicated
on past experiences. which in the test are divided largely along sex lines.

In a recent study, Gottfredson and Holland {1975) find that the activities
rating is the least efficient predictor of future choice for women, while the
competencies rating is least efficient for men. Tanney (1975) points out

that activities listed under the "realistic" heading are those to which males
ar; exposed in manual arts ¢lasses, while females have only limited exposure.
Conversely, "conventional" (typing, office work) activities are probably ex-
perienced more frequently by females. Since the response categories are "like"
or "dislike or never dome," low scores on the “realistic" or "conventional"
scales have different meanings, depending on the sex of the test~taker. oOthers
have pointed to the gexist language in occupational titles.

Birk (1975) alsc criticizes the SDS manual, noting that it focuses on
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male users and takers: the manual accepts the status guo without an explanation
that men tend to get one kind of score more frequently while women tend to

get another. Birk points that the SPS instructions are problematic. The

SDS crmpares the test-taker's initial daydream occupation with a summary

cc.e. For the man or woman with nonstereotyped occupational daydreamg, this

may lead to discrepant codes. How the counselor deals with this discrepancy

must te carefully examined. Counselors may _assume that the summary code is

o 4
e air

the more accurate of the two and, thus, encourage the explanation of stereotyped
occupations for a client who initially has different goals.

Suggested Guidelines

Test bias has been quite well documented. Movement has occurred to revise
some ©f the inventories. While the changes are not radical enough in many
instances, there are proposals for further remedies. The NIE guidelines {1975)
propose the following to eliminate bias in testing:

In the inventory itself:

1. The same form should be used for women and men unless it is empirically
shown that separate forms minimize bias.

2. Scores should be given on all occupations for both women and men.

3. Item pools should reflect experiences and activities egually familiar
to both sexes. If this is not possible, there should be a balance of activities
familiar to each sex.

4, Occupational titles should be in gender-neutral terms, or both male
and female titles should be present.

5. Use of the generic "he" should be eliminated.

In the technical information:

1. Sex composition of criterion and norm groups should be included in

the description of these groups.
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2, Criterion and norm data should be updated every five years.
3. The validity of interest inventories for minority groups should be
investigated.

In the interpretive informations

1. Interpretive materials should point ocut that vocational interests
and choices of men and owmen are influenced by many eavironmental and cultural
factors.

2. The user’s manual should state that all jobs are appropriate for
qualified people of either sex and should attempt to dispel myths about women
and men based on stereotypes.

Concerning minority test-takers, Gump and Rivers (1975) suggest the
following guidelines:

1. Efforts to eliminate bias should be aimed as strenuously toward
members of minority ¢roups as toward whites.

2. Interest inventories should be administered early t¢ minority women
to present a larger array of occupations, since black women traditionally make
early career decisions with a limited arary of occupations.

3. Student handbocks should include accurate informakion about proportions
of minority men and women in various occupational roles.

4. Counselors should encourage minority students' consideration of
Lroad occupational choices even when the number of minority-group members in
given roles is low.

5. Publishers should establish response rates on homogeneous scales
for minority men and women. “

6. Normative groups for occupational scales should be examined to
determine if mincrity groups are included. If so, their response patterns

should be compared with the majority and item modification made where necessary.
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7. New inventories appropriate for use with minority women should be
developed.

Finally, innovative vocational counseling techniques are suggested. For
instance. Dewey (1974) suggests a new instrument, the Non-Sexist Vocatlonal
Card Sort (NSVCS), developed bescauge of the bias of traditional tests. Seventy-
s1x occupations from the SVIB and the K0QIS are typed onto x5 cards and coded
according to Hollard's six personality types. OQccupations are <Thosen to
represent a wide range of vocational values. (Clients of both sexes sort the
NSVCS cards into three piles: "Wculd not choose." "in qQuestion." and "might
choose.” They then sort the "would not choose" cards according to the reason
they are not chosen. The clients' comments are recorded. The same step is
followed with the "might choose" group. Finally, clients are ask~d if they
feel eny occupational areas are omitted from the 76 cards. If other occupations
are mentioned., they a.e related to vocations already in the hierarchy. Dewey
points out that it is difficult for any test to be completel¥ nonsexist while
using a language that ig biased, but the NSVCS provides a process-oriented
appreoach that gives a greater range of vocational choices to both sexes.

The technique focuses on individval differe..ces rather than on differences
by sex. According to Dewey, the technique is less sex-biased because the
same vocational -lternac.ves are offere? to hoth sexes, the gender of occupa-
tional titles is neutralized, and the process srientation of the technigue
allows the counselor and the client to confront and explore sex-role *iases as
they emerge in the counseling session.

OPHER COUNSELING MATERIALS

College admissions manuals address themselves overwhelmingly to male indi-

viduals (Tittle et al., 1974). The ACT (Americ.n College Testing) Counselor's

Handbook (1972-73 edition) mi‘es usage. referring to the student as he or his/her, ]
i
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however. it is inconsistent., The sample reports and profiles used to
illustrate the materials are of male cases for the most part. Using ACT
on campus (1972-73 edition) refers to both the item writer and the student
as “he." All sample profiles and examples are male, Finally, the Tomparative
Guidance and Placement Program of the CEEB refers consistently to coungelor,
faculty advisor: and students as male,

The importance of using both masculine and feminine word forms in
counseling materials was discussed in chapter 4. In a study highlighting
the impact of the referent's sex on career materials, Plost {1975) presents
two unfamiliar occupations to 600 students in a slide-tape presentation. One
occupation is depicted by a female model, the other by a male. Results
indicate that both sexes prefer occupations presented by a like-sex model.
underlining the importance of eliminating the generic "“he" and of providing
appropriate gex models for career and guidance materials.

Although information on contents of career guidance materials is scarce,
several studies focus on illustrations in career materials., Birk, Cooper;

and Tanney (1973) content analyze the 1972 editisn of the Occupational Outlook

Handbook (OOH), the 1972 Encyclopedia of careers and Yocational Guidance (ECVG),

vols, ¥ and IX. and selected career pamphiets. They find that career repre-
sentatives in high-level positions (, rofesgional, technical, and managerial) are
mostly men, Men predominate in all categories but one, clerical and sales,
where 534 percent of pictures are of women. Men perform exciting and challenging
tasksg: they work autonomously. while women are assistants. Only 4 percent of
women but 24 percent of men are pictures outdoors. More than one-quater (27
percent) of women are smiling in pictures, but only 7 percent of men. One-third
of female representatives are depicted in a helping role, but only 12 percent

of males, One-quarter of males are active but only 7 percent of females.
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Birk, Cooper: and Tanney conc¢lude that career illustrations do nhot
accurateliy portray the presence of women and minorities in occupations. The
illustrations may convey subtle but pervasive impressions of sex-~ and race-
appropriate career aspirations. While occasionally women and some minorities
are portrayed in nontraditional areas, men are too rarely shown in similarly

nontraditional occupations.

Birk, Cooper, and Tanney (1975), in a follow-up study, sugdest that women
are also underrepresented in the 1974-75 OOH (compared with their numbers in
the labor force), while members of ethnic minority groups are slightly over-
represented. Overall, there is little change between the two editions. Tlere
is overrcpresentation in illustrations of one sSex at the expense of the
other. The same pattern of significant differences by sex but not by race
appears in environmental setting, affect, theme, activity. and Dictionary of
Occupational Title classification.

These £rndings are impeortant in view of the popularity of OOH. Over 806,000
coples of the 1972-73 edihion were distributed to high school: c¢ollege. and
educational guidance centers. Birk. Cooper, and Tanney assert that these
1llustrations may limit the horizons of women (and men} who use the OOH as
a source of information. TheY recommend that counselors spec®fically counter
the possible deleterious effects of these materials. For example, at the
counseling center where two of the authors are emploved: a notice is posted
over career guidance materials warning about the possible bias of the materials,
but assuring clients that counselors will atempt to make all options "explorable"
(Birk, personal communication).

A content analysis of the 1974-75 ECVG and of the OOH, conducted in-house.
vields similar yesults. Pictures of men only overrepresent their numbers in

the labor force, while illustrations of women only very much underrepresent their
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participataion. Only 11 percent of ECVG illustrations and 17 percent of OOH
1llustrations represent women only. compared with their representation of 39
percent in the labor force. Ancther 14 percent of pictures in ECVG and 10
percent in OOH represent both sexes. Blacks are underrepresented in ECVG

(3 percent, compared with llI percent in the labor force}, but somewhat over-
renresented i1n OOH (18 percent). {See Table 28 for other results.)

- Insert 28 About Here _

The ECVG was also analyzed for other variables. Women in illustrations
are young more often than men (35 percent, compared with 13 percent) and
less frequently middle-aged (59 percent. compared with 82 pescenti. While
most 1llustrations are expressionless. of those that convey affect, over twice
as many women are smiling. A much larger proportion of women are helping
positions (45 percent: compared with 19 percent men). These three findings
support the belief that women are often sterecotypically represented as helpful,
pleasant: and attractive. Ccntrary to expactation. a greater proportion of
women are represented as active (84 percent, compared with 77 percent),

- Insert Table 29 About Here -
(Sce Table 29.)

The OOH results are parallel: More women than men are young {46 percent
and 19 percent, respectively) and helping (36 percent and 17 percent, respec-
tively); on the other hand, fewer women than men are smiling or passive. (See
Table 30.)

- Insert Table 30 About Here -
A study of different career guidance materials, conducted by vetter (1975),

includes student materials in the Vocational Guidance Quarterly's current career

literature bibliographyr, with publication dates of 1970 or later, and two

bibliographies of commercial and noncommercial materials.
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In the first sample of materials. 61 percent of illustrations are of mern.
21 perant of women, and 18 percent of both., Twen*y-twe percent of men and
6 percent cf women a.. pictured outdoors. Seven percent of men and 1l percent
of women are black, while 2 percent of women and less than 1 percent of men
are from other minority groups. Almost equal proportions ©of men and women

are in professional careers.

In the second sample, 6l percent of the illustrations are of men,

21 percent of women, and’ 18 percent of both. Thirty-three percent of men
and 4 percent of women are out of doors. Eleven percent of men and 15
percent of women are black, while 4 percent of men and 3 percent of women

are members Of other minority groups. Fafty percent of men and 67 percent
of women are in professional occupations (compared with 17 percent and l6
percent in the labor force). Although 14 percent of women in the labor force
are in operatave positions, this is not illustrated. Twelve percent of
illustrations of women show them in clerical positions., although 35 percent
of women 1n the labor force are in such positions.

Vetter, commenting on whether career materials should illustrate the
status quo or picture the future, suggests that since thesSe materials are
for future life planning, they should probably illustrate the future.

In a content analysis of the same materials, Vetter, Stockburger: and
Brose (1974) find that wen and women are poth illustrated and mentioned in
significantly different proportions in 10 general census categories of
occupations. The pronoun "he" is used in the text more frequently than
either "you" or "she," with "she" used the least fregquently. Thirty-six
percent of materials mention that wommen have different career patterns
rhan men, and 30 percent mention working mothers., The authors contend

that most materials use stereotypic representations of the sexes.

- 1565




O

ERIC

Aruitoxt provided by Eic:

- 144 -

An exploratory study, conducted by the Higher pducation Research
Institute with six Los Angeles metropolitan area high schools, looks at
the contents of high .chool college libraries. The schools, chosen for ethnic
and socioceconomic representation., include two predominantly white middle-class
and upper-middle class schools, one racially balanced middle-class school.
one midale~class black school., one lower-class black school, and one pre-

dominantly Chicano lower-class schocl. The intent ©of the exploratory study

was to find out what information 1is available in the schools in the abgence

of data on the content Of guidaride i;braries.

HERT compirled lists of the most commonly available college reference
materials, college guides, financial aid and scholarship informaiton, career
and vocational materials: These include about 20 general college guides
{such as Barron's guides), 10 references to financial aid and 6 9general
references in the college library; and 10 sets of career Pamphlets, 35
general references, and 21 community college and vocational school catalogs in
the career library. Overall, there is a great deal of variety in the reference
materials schools inciude 1n both their college and career libraries. Most
schools depend on free materials because funds for other materials are unavailable.
Two career counselors at inner c¢ity high gchocls stressed that audiovisual aids
and information were needed to contact a broader population of students.
iiowever, the cost of these materials and equipment was prohibitive. pancther
caree cscunselor, agreeing that audiovisual zids are useful., finds that film
strips present only stereotypic options. 1In all., the contents ©f these libraries
are quite limited.
INSTITUT JONAL CATALOGS

College and vocational school catalogs comprise a major portion of materials

in guidance and counseling offices, especially at the high school level. Catalog
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information affects students' perceptions of the academic environment they are
about to enter. Since no studies deal specifically with catalegs, HERI compiled
a list of ccllege catalogs as part of the exploratory study.

The catalods availahle at the low-SES, predominantly black high school repre~
sent the quantity and combrehénsivensss of college catalogs available at the
schools in the study, although many more catilogs are available at the middle-

class white schoovl than at any other. Of the 2%6 ¢cllege catalegs in the

reference library, 4 percent represent the most selective institutions

{according to Barron's 1975 College Guids). Another 12 percent are from

hichly :elaztive rnstitutions, 13 perceitt very selective, 42 percent competi-
tive, 13 percent least competitive, 1 percent were not competitive, and

6 percent from special schools (e.q., art schools). Four percent reprasent
junror colleges and 5 percent are from predominantly black iastituticns. 'The
variety of colleges is well represented by the college catalogs.

How well do the catalogs represent the universe of colleges on selectivity?
A striking pattern emerges- There is an inverse relationship between the
representativeness Oof the catalogs and the selectivity group to which the
instirtutions belong. For example, 65 percent of the catalogs in the high
school library are from the most selective colleges. Thirty-three percent
are from very selective colleges, 8 percent from the least selective, and
3 percent from nonselective colleges. Only 1 percent of junior coliege
catalogs are in this library.

These data may peint tQ the elitist nature ©f the college advisement
process. Students who consult these materials may feel that if they do not
attend the most highly selective institutions, they have somehow failed. Also,

> in their attempt to recruit minority students, more highly selective institutions

may volunteer their catalogs.
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A content analysis of college catalogs (Table 31) was conducted in-house
for a random sample ©f 100 colleges and 19 proprietary schools (see appendix
B for the sample technique).

- Insert Table 31 About Here -

Half pages wers tallied for each catalog and a percentage calculated

f the half pages devoted to men (includiné the use of the masculine pronoun

"he") and those devoted to women. Tabulations are separate for two-year and
four-year institutions, proprietary schools, and single-sex institutions.
Overall iilustrations and photographs‘by sex and departmental descriptions
were also tabulated. Items descriptive of an environment favorable to women,
such as special services for women students, extension or nondegree programs,
% 1en's studies, and women's athletic programs, were noted.
Overall, a far greater proportion of cataleg content is devoted to men
than to women. Four-yzar ceolleges and univevsities show the greatest disparity
in their treatment of the sexes, (23 percent of half pages are devoted to

men, less than 1 percent of women, the rest of the content refers to he/she,

you, or to neither sex) €followed by two-year institutions (16 percent and 2

+

¥
percent, respectavely). Proprietary catalogs provide the most equitable

treatment: 14 percent of half pages are devoted to men, 9 percent to women.
Proprietary schools provide fewer special services for women than two-

and four-year cclleges, perhaps because these schools provide fewer student

services in general and have few programs for any specific population.

Colleges themselves do not f

uently mention special services for women.
Only 2 percent of four-year'i titutic.s and 1] percent of two-year colleges

mentions women's centers. Six percent of four-year colleges has gynecologists

{(no two-year college mentions this service}. Two percent of four-year colleges

and 11 percent of two-year institutions have chiid care, and 6 percunt of

O
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four-year and 1l percent of two-vear colleges have a women's studies
curriculum. Twice as many catalogs mention female as male varsity teams;
about half the colleges mention a degree in women's physical education.
Wnile materials descriptive of departmental offerings do not unanimously
spec1fy the sex of students. those that do mention sex mention men (the
range 1s from 12 percent male mentions in psychology to 43 percent in edu-

cation). No department mentions females specifically.

The 1llustrations that accompany the catalog contents deal somewhat
drfferently with men than women. Overall, more than one-third in all
three types of institutional catalogs represents men only. Twenty-five
percent of 1llustrations in four-year catalogs and 29 percent in two-year
catalogs represent women only. The largest proportion of illustrations
1n Propriecary catalogs represents women (45 percent). When illustrations
are broken down by type or location of activity: some striking patterns
emerge: Women are almost never :llustrated in technical labs. alone, or
in combination with men (in four-year catalogs), while men are infreguently
shown 1n nursing pictures. Men are almost always the sole people pictured
in contact sports. while women are most frequently pictured alone in dance
Or exercise activities. Professors and administrators are usually men.

Thus, while most institutions have an affirmative action sStatement in
their -atalogs (69 percent of four-year, 66 percent of two-year and 43 per-
cent of proprietary), and while some mention sex specifically (46 percent,
22 percents and 21 percent, respeccively), few programs provided meet the
needs of women. Except for the proprietary schools, few role models are
provided either 1n faculty ranks or in administration. It is easy t0O make
affirmative action statements. What counts is to back them up with behaviors,
something that apparently few colleges are willing to do. what impact these

catalogs have on students can only be surmised. It is likely that the
\‘1
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limited vistas for women shown ir this literature will convince many high
school students that *ne optians for women are indeed limited in postsecondary

education.

SUMMARY

The tests, materials, and theories used by practicing counselors
comprise perhaps the mosts concrete and best documented area showing
bias. Among the overall findings:

Educational tests mzf reinforce sex-role stereotypes and restrict
individual choice.

An analysis ©f nine achievement test batteries indicates that all
but one uses a higher frequency of male than female nouns and pronouns.
A sex-role stereotyping analysis of these materials shows women portrayed
exclusively as homemak_rs Or in pursuit of hobbiss. Some items imply that
the majority of professions are ¢losed to women.

Test developers have based their instruments on the world as it is--
a man's occupational world. This world limits the choices for women by
limitino their occupational scales on several inventories and by reflecting
the cultural stereotypes of%en on others without questioning what this
means to the vocational counseling ©f women. The assumption ig implicit

that what is is equivalent to what should be (Tittle et al.. 1974).

+

Several interest inventories show indications of sex bias.

Nur2rous ccunselors have pointed to manuals and handbooks as further
sources Of race and sex bias. BRias in the interest invertory instructions
often provided in the manual can also affect the results of the inventory.

Many college admissions manuals are biased, addressing themselves

overwhelmingly to male individuals.

content analysis of iltustrations in career materials ghows that such

e
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[ materiais overwhelmingly stereotype the sexes.
‘ College catalods are also aimed primarily at men, with far greater

proportions of content devoted to men than te women.

IMPLICATIONS FOR GUIDANCE AND COUNSELING

Several groups are already at work refining tests and carcer guidance
materials: NIE, which has released guidelines; the AMEG/APGA group;
individual test developers, such as Campbell and Kuder:s the APA Task Force
on Sexist Issues in Graduate Training: and such publishers as Scott-~
Foresman. That kKind of change. however: is slow toO come about, and it is
likely that tests and materials will not change much in the near future.

In the interim, it is the counselors' responsibility to raise Questions
about every tool they use, whether it is anh interest inventory: career
brochure., college catalog: or the O0H. They must ask whether the information
or the test reflects stereotypic roles for men and women, and whether the
materials tend L0 close certain career options for either sex. They must
take steps to counteract the stereotypic assumption of any materials. The
counselor and the client must confront and explnre sex~role biases as they
emerge in counseling sessions and pursue avenues that are broadening rather

than binding.
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TABLE 28 --a content analysis of sex and race representation in carcer guidance materials:

U.s. 1975

Occupational Encyclopedia of Careers Labor Force
Outlook Handbook (0OI+) and Vocational Guidance Participation
Category
Numbexr |  Percent Number | Percent Percent
Men izl 73 242 75 61
Sex Women 29 17 35 11 39
Both 16 10 45 14
wWhites 113 69 267 20 89
Ethnic Blacks 29 18 8 3 11
Category Asians l < 1 1 1
Cthers 20 12 22 7
SOURCE: Data were abstracted from an analysis of career guidance materials conducted by the Higher Education

Research Institute (HERI) staff (1975).
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TABLE 29 --Content analysis of illustrations by sex in the Encyclopedia of
Careers and Vocational Guidance, 1974-75: United States, 1975

Men Women

Content categoxry Number | Percent Number | Percent
Age

Total 223 100 37 100

Young 29 13 13 35

Middle age 182 82 22 59

0la 12 5 2 5
Affect

Total 253 100 44 100

Smiling 11 4 4 9

Sad 1 <1 0 )

None 241 95 40 9l
Activity level

Total 221 100 38 100

Active 170 77 32 84

Passive ol 23 6 16
Type of Activity

Total 265 100 51 100

Helpirg 50 19 23 45

Non-helping 215 81 28 55
Person(s) being helped

Total 50 100 23 100

Men 30 60 9 39

Women 12 24 12 52

Both 8 16 2 9

NOTE--Percentages may not add to 100 due to rounding.

SOURCE: Data were abstracted from an analysis of career guidance materials conducted
by the Higher Education Research Institute (HERI) staff {(1975).
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TABLE 30 --Content analysis of “ustrations by sex in the Occupational
Outlook Handbook, 19 2-/5: United States, 1975

Men Women

Content Category Number | Percent Number | Percent
Age

Total 113 100 26 100

Young 22 1y 12 46

1 iddle age 82 73 14 54

0ld 9 8 0 0
Affect

Total 127 100 37 100

Smiling 8 & 1 3

Sad 2 2 T 3

None 117 92 35 a4
Activity Level

Total 124 100 27 100

Passive 10 8 1 4

Active 114 92 26 96
Type of Activity

Tot:al 139 100 35 1M

Helping 24 17 L2 34

Non-helpino 115 83 23 &6
Person(s) being helped

Total 24 100 12 100

Men 7 71 1 R

Women 5 21 10 83

Both 2 8 i3 g

NOTE--Percentages may not add to 100 due to rounding.

SOURCE: bData were abstracted from an analysis of career guidance materials
conducted by the Higher Education Research Institute (HER1) staff (1975}).
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Tagl 31--A content analysis of instituticnal catalogs: United States, 1975
{in percentages)

Institutions

q=year c¢olleges 2~year colleges [proprietary

begre¢ in women's P.E.

Content category oY universities | Institutes
Total number of % pages 3124 468 238
Percentade devoted to men 23 16 14
Percantage devoted to women > 2 9
Percentace of catalogs including
Affirmative Action Statements (AAS) G4 66 43
'Sex' in AAS 46 22 21
'age'’ in AAS 13 - 7
Pescentage of catalogs mentioning
Continuiny Education 46 44 29
Nondegree students 66 33 7
Extension 30 22 7
Women's Resource Center 2 11 -
Gynecological services 6 - -
bay/child care 2 11 -
Men's varsity teams 52 5% -
Women's varsity teams 26 22 -
Men's intramurals 22 22 -
Women's intramurals 16 22 -
Women's studies 6 11 =




TABLE 31 ~-A content analysis of institutional catalogs--continued

) 4-Year 2-Year Proprietary
Content Category Institutions Institutions Institutions
Percentage of Administrators
{by sex)
President
Men 98 100 85
Women 2 0 15
Vice-President
Men 93 100 83
Women 7 0 17
Middle-Level administrators
Men 82 75 47
Women 18 25 53
Deans
Men 90 86 42
Woman 10 14 58
Associate Dean
Men 68 72 -
Women 32 28 -
Counseling service staff
Men 60 68 -
Women 40 32 100
Percentage of Faculty {(by sex)
Total
Men 76 70 59
Women 24 30 41
Full and associate
Men 86 77 -
Women 14 31 -
Assistant and lecturer
Men 66 69 -
Women 34 31 -
Unranked
Men 55 35 59
wWomen 45 65 41
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TABLE 31 --p content analysis of institutional catalogs-—continued

4-Year ' 2-Year Proprietary
Content Categogz Institutions Institutions Inctituticng

Departmenta] descriptions
(referencesg by sex)
Math

Men

Women

Both Men & Women
Unspecified

NO mention

Biology
Men
Women
Both Men g Women
Unspecified
No mention

Psychology
Men
Women
Both Men & women
Unspecified
No mention

Engl ish
Men
Women
Both Men g Women
Unspecifieqd
No mention

Business
Men
Women
Both Men & women
Unspecifieg
NOo mention

Education
Men
Women
Both Men g Women
Unspecified
No mention




TABLE 31 --A content analysis of institutional catalogs--continued

4~Year 2-Year Proprietary
Contént Category Institutions | Institutions { Institutions

Illustrations (by sex)

Percentage of men only 37 38 34
Percentage of women only 25 29 45
Percentade of men and women 37 33 22

Science labs

Men 42 50 50

Women 6 - 50

Both 52 50 -
Business {(Secretarial labs)

Men 21 20 -

women 29 20 78

Both 50 60 z2
huto/technical labs

Men 60 100 100

wWomen i0 - -

Both 30 - -
Computer work

Men 58 20 -

women 8 40 100

Both 31 40 -
Art, Drama. Music

Men 9 20 -

Women i5 - 50

Both 76 80 50
Home Economics

Men - - -

Wwomen 80 - -

Both 20 - 100
Radio station. Photography

Men 78 50 100

Women 22 50 -

Both - - -

Contact Sports
(football, hockey, soccer,
basketball, baseball)

Men 68 100 100
Women 4 - -
Both 28 - -

tioncontact sports
(volleyball, softball, track,
scuba, diving, riding)

Men 32 20 &7
WOmn 21 20 -
Both 46 60 33
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TABLE 31 -~R content analysis of ingtitutiopal catalogs--continued

d-Vaar 2~Year Proprietary

Content Category tostitutions | Institutjons | Institutions
Ranve, other sports, eXercise class

Men - - -

’ Women 67 160 100

Both 33 - - -
Professors

Men 59 100 50

Women 5 - ¢

Both 36 - 40
Administrators

Men Y00 - 83

Women - - 17

Both - -
Leisure

{talking, studying

student portraits, etc.)

Men 5 - -

Homen 5 - 40

Roth 90 00 60
Electronics, Drafting

Men 40 o6 50

Women - - 54

Bath e0 - -
stady, Class

Men 5 - 20

Wormen 5 14 40

Both 36 845 50
tNureing

Men - - 5¢

Women 60 100 50

Both 40 - -
Child care, food service

Men 27 33 100

Women £0 33 -

Both i3 33 -
Miscellaneous

Men 54 50 17

women 23 33 33

Both 23 17 50
Ar graduation

Men 25 - -

Women 6 - -

Both HY 100 100

»

SOURCE: Dota were abstracted from a content analysis of institutional cataloss
conducted by the Higher Udugcetion Rescarch [nstitate (HERI) staff (147%).
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CHAPTER 7

DEVELOPMENT OF GUIDANCE THEORY

From an historical perspective. the development and psychology of
women, gex differences, and the effect of culturally imposed sex roles have
been virtually excluded from treatment in the guidance literature. an
acquaintance with the manner in which issues related t© sex discrimination
are treated in the guidance literature from 1930 through 1970 is basic to
understanding programmatic and organizational aspects of a guidance and
counseling system as it exists during this period.

A guidance theory more viable than those of earlier vears could be
based on developmental constructs within an educational framework. However,
such an approach to guidance, while solving gome problems of gex discriwination,
raises others which must be explored.

EARLY WRITINGS (1930-1250)

Early writings on guidance define the limits of the field:, provide the
basis for training the first professional field workersr and provide models
and guidelines for programs in the modern school. The literature reviewed
here represents a particular period in the history of the guidance movement
and documents the development of sex discrimination.

In the index of a book on teaching about vocational life. Lincoln (1937)
makes no reference 4o sex differences: men, women, boys., ¢girls: sex roles,
human development.: adclescence, Or personality theory. One reference to
values is limited to a half-page discussion of the "valueg of subjects and
the problem nf staying in school" (p. 38). The book is a sterile, theo-
retical, "should"-oriented prescription with little educational substance.

psychological sensitivity to the problems of human development. Or rationale
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for the role and function of guidance for young people.

Jones (1930}, in a book that went through six revisions, makes two
references to women. One is the dedication to his mother (second edition,
1934), the other reference is a one-line mention that the Boston Placement
Bureau was founded in 1912, with help from the Children's Welfare League and
the Women's Municipal League (p. 424).

Jones refers once to sex d;fferences and sex roles in a section on
occupational guidance (p. 353). The subject f a brief case study is a
young woman named Jean, 18 years of age in the 12th grade with a "scholastic

1

rank high." Jean can "afford to take two additional Years of work" beyond

her high school graduation. The first step in "guiding" her is to consider

all occupations that redquire a high s ) 'eddghtion, which, in the system

Jones is employing, includes busi%ss '_ lerical occupations and lementary

-

teacher, Since Jean can continue with school, the guidance worker should
check for "special consideration" those occupations that redquire one or two
Years of additional preparation. This procedure narrows her list to
photographer, band musician, general electrician, telegrapher, nurs., book-

keeper, accountant, elementary school teacher, and telephone operator. These

occupations must be studied with "reference to special abilities regquired, any
-]

sex limitations, and general desirability." JQﬁes sayg-that: “The limitations

1

due to sex would at once’prddéggy narrow the selection by excluding band
musician and general electrician although in exceptional cases these might be
included" (p. 353}.

Y%
The case history of Jean presents little iﬁ%::mation for a text on the

o™
the limits of the conceptual %pgggach oﬁL&he 1930s.

%, 17%

principles of gquidance whxcp é supposed to include women. Jones demonstrates
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Smith and Roos (1941} select as their theme., according to O'Gorman's
prefaces that "successful living is achieved by those students who live at
the optimum of their potentiality" (p. vii). O0'Gorman notes that "practical
techniques for organizing and operating a guidance service are presented
step by step.” He points out the basic disciplines from which guidance
practice derives itsg foundations:

This book performs a unique function in that it is not
only a guidance textbook but also a practical and
immediate guide for guidance workers. It gleans from
the field of measurement, the psychology of attitudes,
facts of economics, and the practical procedures of
"guidance in action" pertinent dakta which are essen-
tial for a guidance program. (p. wiii)

The egsentials of a guidance program, then, are drawn from measurement,
"psychology of attitudes" {net totally clear), "facts of economics” (again
not clear}, and "guidance-in-action" practical procedures. The early roots
of sex discrimination are found in such definitions of sources. Babgent from

the foundations of quidance are developmental psychelegy, the psychology of

indavidueal and sex differences, and educational psychology.

smith and Roos systematically exclude from the table of contents and the
index any reference to women, values, and gex roles. In the sole reference
to sex. the authors state:
rdolescence is a period of rapid growth during which
the boy or girl is frequently awkward or embarrassed,
and nften self-conscious and sensitive....0ften the
sex glande are mature, but the sex functions are not
established on an adult level; sometimes there is
worry over sexual manifestations (p. 283).
It 1s Qifficult to imagine the practical use of this information for a
potential counselor. It is unlikely that this misinformation would have

done young p.:ople any harm if transmitted by their guidance worker, but it

would not nave netped them either.
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This book is a text for persons becoming Guidance counselors. It
provides little rationale for guidance as a part of the educational process,
or as a help to persons rethinking their attitudes toward men. women, human
development, or sexual stereotypes. gkuseful first step would be to ack-
nowledge those topics as important subject matter for the guidance movement,

The importance of these early books lies beyond their occasional mis-
information: they serve collectively to define guidance as atheoretical.
focused ¢n technique, ancillary to education. and cookbook~oriented, and to
define guidance workers as administrative functionaries. Human development
is not presented asz significant subject matter. The Purposes of working with
young people are offered in the most simplified terms.

Erickson (1947) offers three hasic purposes for a guidance program:
assisting pupils, assisting teachers. and encouraging new activities. His
elaboratiun of these purposes is so vague that it iz of no vse for the
subject matter of this report. Again. any reference to women: sex roles. oOr
psychological theory in any pertinent form is absent irom the index. In one
reference to personality, Erickson notes that a student may be encouraged
to take a personality or social adjustment inventory "depending on the com—
plexity of the problem and extert of information already available" (p. 204).

The contents and point 0f view of these books from the thirties and
forties indicate that sex discrimination has its roots in neglect of the topic,

avoidarce of female subject matter, and a narrow concept of the proper sources

of guidance theory.

PORGANTAAT 8L AND ADMTNT -TWATTON: TN (120721960

Two types of guidance books appear in large numbers during the fifties

q“"‘v

and sixties: bocoks on organiza¥ion ind administration of dJuidance services

{management snd techniques are freguent synonyms! and books of readings.
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Books on organization and administration are practice oriented, with

chapters on information services, placement and follow-up, roles, and
selection criteria.

Explaining the furction of “"guidance in the school," Hill {1965), in a
book about management and improvement of guidance, says that, first, "the
guidance function is concerned with helping children to mature in their
ability to profit from the instructicnal efforts of the s..00l" (p. 10}, and
second, the guidance functlon is concerned with "helping children mature in
the processes and skills of clioice making, especially as in regards to educa-
tional and vocational planning” (p. 11). wWith such encompassing functions
applicable to both young women and men. only 2 pages of a 508-page book are
devoted to women in the world of work. These pages contain two quote; on women.

Hill introduces the first, from American Woman by the President's Commission

on the Status of Women, by saying that "what is said in this report about
girls is equally applicable to many rural and Negro children.”

From infancy, roles held up to girls deflect talents
into narrow channels. Among women of all levels of
skille there is need for encouragement to develop
broader ranges of aptitudes and carry them into higher
education. Imaginative counseling can 1ift aspirations
beyond stubbornly persistent assumptions about "women's
roles” and "women's interests" and result in choices
that have inner authenticity for their makers.

{pp. 264-265)

Hill makes two -~mments on this guote. The first:
Of course, it is well known that hasic changes in
opportunity must also be effected, in part by fair
employment legiglation and in part by basic changes
in attitudes among employers, workers, unions, and
trade associations. (p. 265)
The apt.earance of a call in a guidance text for "imaginative counseling” which

can "lift aspirations" for women indicateg that the field is beginning to

treat the issues, however minimally.
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The second comment by Hill is that:

+++it should also ke pointed out that continued
education to the highest possible level is an over-
simplified answer to the way in which better use is
to be made of womanpower. {(p. 265)

It is regrettable that Hill chooses to leave the discassion with the note
that continued education is an "oversimplified answer."”

The second of Hill's quotes is as important for its source as for its
content: the 1964 report of the Committee on Guidance for Girls {CGG' f
the Association for Counselor Education and Supervision (ACES). That
such a committee existed in a group as influential in reducing and eliminat-
ing sex discrimination in guidar.ce is noteworthy. The report, according to
Hill "cautions that these important facts must be faced in any attempt at
guidance for girls":

Pirst, attitudes toward women in the world of work
are still producing limitations upon their acceptance
and advancement.

second, "women" is not a simple, unified category:
so generalizations about them are neo more justified than
to ignore individual differences in any group.

Third, loss of jobs due to automation and other
methods of reducing the need for manpower will no doubt
affect women more than men.

Fourth, the counseling of girls and women of various
ages and conditions is not a process uniform in form or
purpose. (p. 265}

Hill's comment on these observations is limited:

Thus, efforts to conserve and utilize the talents
of this admittedly under-used group will need to be
most skillfully adapted to the complicating factors
suggested by this committee's report. (p. 265)

Hill asks the rhetorical question, "What is the import of all this?"
His answer is:
Not only will youth need as much education as
tney can get, if they are to be employable, they

will also need to plan the use of their lives with
skill and insight. They will need tc grow up
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learning how to meet change. Two or three important

career changes are to be expected for the future of

most of them. {p. 265)
Hill's answer illustrates the problem of gex bias in guidance literature. He
switches abruptly from problems facing girls and women to generalizations
about youth, missing the opportunity to raise significant jissues and sharpen
the consciousness of his readership.

Tnis illustration ©f sex bias in its several facets is important because
Hiil is one of the most prolific, careful, influential scholars ©f the
fifties and sixties. His treatment of sex bhias reflects the attitudes of a
generation of people and a growing profession. When problems of sex bias are
presented. they are not of sufficient importance to accent and develop. The
CGG report was not important enough to publish.

The material that Riccio and Zeran {(1962) choose to cover and not to
cover in a book on organization and administration of guidance services also
gives a perspective on the literature that shapes the professional ield. In
an analysis of the individual. the authors say there are three kinds of
activity in guidance: first, collection of essen-ial information; second,
filing and serting this information: and third, the use of this information.

For classification, Zeran and Riccio divide the information into five
gources. The first is data from an entrance inrterview conducted by the
principal, counselor, or clerical worker. This information can be collected
by anyone in addition t© a counselor. The second source ig previous school
performance. The third is standardized instruments. described as tests
or inventories of a quantitative nature. A fourth source is the students
themselves, using either an autobiography or a personal-rating scale. How
this Lnformation will serve the quidance process, is not quite clear but

zeran and Riccio say that "it seems logical that at any level that technigue
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will be most effective when the student feels a need %o sum up his existence
and move forward" {p. 13).

The fifth source of information is an anecdotal record from "others.™
Several kinds of data are included, with peer ratings viewed as excell:nt
supplements to data supplied by teachers. The authors consider student
health information essential to the analysis of the individual.

Guidance, as conceived by Zeran and Riccior is essentially sterile in
terms of the counselor's role and its conception of the life of the client.
the coumselor. and the issues that bring them together. There is ne rationale
for using this information., or any clue about why it is important. There is
no congideration of gex differences, which typically means a masculine point
of view.

Neglect of sex discrimination in all its ramifications is heightened by
the preoccupation of guidance programs with clerical and administrative
duties. Thinking about guidance has developed largely in a theoretical vacuum
with respect to developmental psychology or education. Nowhere in the authers'
discussion of information services is there a theoretical model of human
development to serve as a context to consider information use. ts absence
serves only to perpetuate guidance as a floundering profession in & mass
of test scores, information without utility. and clerical Trivia.

CGFENERAL INTRODUCTORY TEXTBOOKS {(1950-1970)

Introductory texts of the type written by Methewson (1962), Miller, C.
{1961), Miller, F. {1951}, Lallég? Wegnav, and Zeran (1964}, and Crow and
Crow {1960} provide a perspective on the attention given to the guidance
of girls and young women and to sex bias. ‘hey depart sharply from the
literature of the tﬁirties and forties: They are cognizant of psychological

development, reflecting the increased understanding of human development
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that accompanied the , rth of tie behavioral and psychouanalytic approaches.

"he literature hegins to reflect the impact of Carl Rcgers and his associa-
tes who depart from boti learning theory on the one hand and psychoanalysis
on the other and emphasize the whole persor.

The founding of the American Personnel and Guidance Associzrion (APGA)
Ln 1952 ig important to guidance and counseling, as the assoclation sponsors
numerous Jcurnals that are @ source of basic information about young people
and guidance and serve as research forums for theory, and practice. During
the fiftier and sixties, the speclalty areas of wocational guidance and
career development, group guidance. and psychological testing increased in
complexity, sophistication, and empirical base. Goverrment support of
guia, ze in the post-Sputnik erz led to the training of many guidance workers
by Nattonal Defense Educational Act training institutes.

BOOKS OF READINGS (1960-1975)

Books of veadings appear in profusion during the sixties. In fact,
their content effectad the emergence of the APGA with its journals »n
guldance. Private publishers launched technical journals in guidance. These
Looks of seadings reflect, with increasing sopnistication: the role of gui-
dance in education and human development.

It i% in che specialty literature that specific attention to women is
firct emphasized. Hanzen and Pet! :rs {1971) devote a gection to vocationhal
guidance and career development of women. including chaoters on cheanging
ciltural concepts of women's lives: women's ambition, a theory of occupa-
tioral choice for women, and on -ounselors and girls. Bingham and House
{1273a, 1973b) talk Of counselors' attitudes toward women and work in general
and the accuracy of information that counselors have about vomen in the

world of work. Harvey and whinfield (1973) consider extending Holland's
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theory to adult women.
DEVELOPING A VIARLE GUIDANCE THEORY

If quidance is seen as essentially atheoretical, how can the guidance
profession develop a viable theory? First, it must view education as a
context for intervention to promote growths and then examine the directing
constructs, particularly those psycholegical and educaticnal assumptiorns from
which school guidance practice can be derived. Allport (1965} identifies the
challenge of such ap approach. stating that “the trouble with our current
theories of learning is not 8¢ much that they are wrong, but that they are
partial® {p. 21).

sprinthall ({1971) identifies the difficulty of the task when he states
that 2t is "necessary to avoid suggesting a Single super-theory on the one
hand wi.ile not f£alling into an atheoritical eclectism on the other hand"
(1. vij.

Sprinthall' o1 lysis is based in the following critique of guidance:

More counselors periorming a bewildering array of
functions that have n¢ educational raticonale 1s an
unhappy prospect at best, More counselors having
their roles defined fur them by outside forces and
immediate exigencies is an even unhappier prospect
because of the bitter irony involved in 2 role that
purports to promote gelf-direction and contrel for
students, but not for the counselors themselves....
Students are caught in the crosscurrents of the need
for academic achievement at the possible expense of
their genuineness as person: Or are caught between
the incongruities of high aspirations and low
performance at the high school level. Such cross-—
currents are producing an ever increasing number

of psychological casualties. (p. 17)

What to do in this dilemma? Sprinthall advocates basing guidance on
persconal development aud detailing the theoretical foundations for guidance
and couaseling as 2 means to promcte numén growthi. The dilemma Sharpens

when Sprinthall states "we can expect 0 uncover neither a single set of
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wrinciples, nor an integrated super~theory that will explain all of
human behavior” (p. 19). The task is to work toward formulating sets of
directing constructs and theoreticsl concepts while "at the same time
recognizing the limits of that endeavor” (p. 19). Sex discriminatica in
guidance would be reduced by accepting Sprinthall's direction.

In the school setting the attitude toward the psychological development

f students is, in Sprinthall’s characterization. “"laissez-faire."
Consequently . psycheological development is 1eft to forces ocutside the school
¢limate. Guidance has been S0 dominated by the service concept that it is
ancillary rather than central t¢ the education of children or adolescents.
Guidance workers as$ ancillary persconnel are alse found in Armour (1969)
and Cicourel and Kitsuse (1963}. These authors peint out how discriminatory
guidance practice can be when it ir ancillary to the educational Process,
Cicourel and Kitsuse (1963} find that not only do counselors make basic
decisions for students about their educational programs, but these decisions
are also largely based on social-cultural stereotypes. The paradox of a
counselor in & service~oriented position leads 1 t nately to an over—emphasis
or the "technique ~f guidance rather than & concern with the purpose of the
intervention" {(p. 21},

Sprinthall recommends that guidance begin its effort to develop direct
constructs by looking first tcward mastery and efficacy as important organizing
consiruct.: for a guidance program. The theoretical base for guch a directing
construct 1s in White and Allport. White (1959) emphasi... self-mastery anAd
competence as the central! jissue ©f human development. & “port (1961) views

people as "being in the process of becoming” or as s w one that "strives to
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to master, a fighter for end" (1960, p. 75).

To ground guidance practice in developmental theory, Sprinthall urges
the guidance worker to move back into the mainstream of the educational
process. Both Sprinthall (197%) and Shoben (1965) think guidance should move from
providing disparate and incongruent services toO a basic educational function.
An "educative function for guidance would mean focusing on the major aspects
of education, rather than simply existing along s:de it" (Sprinthall, 1971,
p. 31}). What guch a viewpoint would mean for guidance services is a new
field of focus, which Sprinthalil sees as follows:

Atmospheres for teaching and learning, questions of

curriculum (what is it that we really want a ¢hild te

"learn™"), questions of school organization - all these

are major educational domains and imply critical

decisions that are presently discussed and judged

without reference to guidance. (p.31)
This direction is not without pitfalls. Basing guidance on developmental
theory squarely +within an educative domain presents additional potential for
sex discrimination.
LEGACY OF SEX DISCRIMINATION

The legacy Of sex discrimination in guidance and counseling theory is
pervasive. If guidance as a profession is to shed this legacy and build 2
more powerful and unbiased tiieory and practice, it must examine the -elevant
underpinnings frow psychology and education.

Weisstein {1970} writes about the bias that permeates psychology in
yeneéral and elements Of personality theory in particular: "(t :is an
implicit assumption that the area of psychology which concerns i+self «:ith

[T
personality has the onerous but necessary task of describing the limits f

_

numanr pocsibility” (pp. 205-206).
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The parallel of personality theory and duidance is quite close.

First, the assumption 1s 1mplicit that guidance theory relates directly to
the "limits of human possibility," and to what. +f anything, can be done

to enhance and extend & person's capacity to approach those limits. Second,
the consequence of the implicitness is that the assumption is rarely examined.
The practice of guidance, based on the theory of guidance, therefore does not
systematically test the consequences of the assumption. The "state of the
art" ©of guidance theory is such that its apparent base is weak to begin with.
With respect to women, it is even weaker.

Guidance and counseling theory, if it is basged principally on psychology
and education, also parallels psychological theory in the way the latter is
characterized by Weisstein (1970} : “psychology has nothing to say about
what women are really like; what they need and what they want, essentially.
because psychology does rot know" (p. 208). Her characterization is accurate
when applied te guidance. The problem with the implicitness of assumptions
about women 1$ that che problem of ignorance is not confrouted. |,

Confronted, guidance theory and practice are in no worse shape than
psychological theory and practice with respect to women. Confronted, a
yeneral research plan can be outlined to lead to greater knowledge on which
£ base practice. Unconfronted, practice remains based on that special
zertainty that Weisstean notes "has strangled and deflected psychology so that
1. 1s relatlvely %ielcss in Jdescribing, explaining, or predicting humans and
theirr behatior” (Q;. 207-208) . Bs psychology has been "deflected” by its
~rtain positions taken without support of evidence, so the practice of guidance
ias ween warpsd--and with Lt the lives of people seeking guidance~-by not

~xamisning if7 assump? jons about ~somen.
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wWeissSteln summarizes psychology's failure o understand people and

their actlions LY noting thit the coanicianz and psychietrists whe are
generally the behavieral thuoreticians have “essentially wade up myths
without any evidence to support thaese myths"™ {(p. 204). She further notes
that personality theory locks for inners traits when it snould Tock at the
soc¢ial context of behavior.

Thecretical formulations about per-onality developmant learned in
graduate scheoel are irrelevant to the problems of minorities (Franklin. 1971)
and wcmen (Doherty. 1973). Doherty asks how persornality theories relate to
the rationale on which courselors * ise their methods for assisting clients.
She sltates:

1f personality theories and metheds of gathering
data on gelected psychological variables can be seriously
guestioned regarding théir relevance and appropriateness
for women, then it will alsc be necessary to questicn

counseling methods and approaches basea upon the theories.
(p. 67)

Psychoanalytic theory goes wall beyond FPreud on feminine psychelogy.
Erakson's (1963) notiong of psychosccial develepment and identity., based
on pgycacanalysis., are an important base for developing a guidance theory
rooted in human development. Given the undisputed importance of Eriksoﬁ's
work, the questions Doherty {1973) raises about the applicability of
Erikson's theory toc women are helpful in understanding why guidance cannot
gimply incerporate theories of perscnality and develepment without careful
examination.

Doherty's first question is whether Erikson's model is essen’.ally a

male model and, therefore. inappropriate to understanding women. Sne raises

a second question about having the stagss of develeopment baged on polarities:
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Treating polarities, notably the masculine-
feminine polarity., as bipolar ends of a unidimensional
scale has retarded sophisticated conceptualizations of
their dynamic interaction and, in the case of ocur
understanding of the sexes, fustered a view of human
development constricting to both sexes. (pp. 65-70)

Doherty questions Erikson's conceptions of feminine identity and inner
space. She also questions the relevance of Erikson'’s work: noting that when

the lives of women are studied with the same seriousness as the lives of men,

the chances ©¢f understanding women's search for identity are greater. What
exists is "virtually an unexplored area." Doherty says: "That a theory
of persconality should be based upon the - selopment of the man and that the
development -f the womarn must be contrasted with it carnJit be considered a theory
Sf p ove alaty™ ‘1. 71}, she offers an alternative: "A personality theory
describirg the develooment of the human perscn., both man and woman, and the
diff- -ential piological and social inJiuences aiffecting both of them" (p. 71).
sasically thi: critique says that one sf the most Sophisticated theories
2f human «.clopment =-the conceptual base for many guidance professicnals—-
lc guite inappropriate. According to voherty, it is quite "legitimate to
raise the question of how valid for understanding women is the theory which
deals with its central theme of identity as it 1s cbserved in men dand seeks
to -wplain wdentity in women throuwdh some accomuodation of the theory” (p. 70).
The dwvelupment of the man "is for grikson prototyrpical of the human.™
Te foiiow Doherty .= to vejuct as a basis for guidance theory the usceal
conicontualizataions of human development as they exist in personality theory.
Instead, the sesrch for a theoretical base would be reformulated in terms %

the devalopment of persons.
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Concerning Erikson’'s use of polarities, Doherty says: "vhe Psycheclogist's

tendency to define human as male reflects the tendency to conceptualize the
i

-~

. -
masculine-feminine polarity in the same unidimensional fashion as other

psychological polarities" (p. Tut. The dichotomies n kriksont's theory Ao
‘,-, ' - wt{
have a directicnal component of positive behavior (basic trust vs. basic

mistrust: autonomy vs. shame and doubt). But these polarities are not
=l

scrutinized in a consideration of appropriate behavior for boys and girls and
men and women ©n each dimension. Whether or not the assumptions underlying
each polarity are based on a model of men rather than a model of persons proves

quite a limiting factor when the polafifies become a component of the theory
A
+*

. . T
base for a helping profession such as guidance.
about Srikson's i1dentification ©f womanhood and inner space, Doherty says:

Cne reason Erikson's:s view Of women is considered by
many Lo be, at best adequate, at worst a distortion, is
his virtual identification ©Of woman with mother., His
formulatiohs are not unlike Freud's identificatior of
woman with her body. ({p. 72)

Wwnile Erikson {19.8) indicates his sensitivity to a fem.nist critique of
hls theory, Dohercy concludes by labeling his model of personality as male, If
one accepts the Doherty critiquea the implication for a practitioner basing
his/her work oni'rickson 8 that the theory is quite thoroughly encrusted in
seX bhiag. [Practice ~annot ke hased on this theory without rigorous examination.
Personality theory 15 encrusted uh sex bias and of limited utility 1in working
with women c¢lients.

Another source of bias 33 the attitudinal base in the culture which
determines $2cially acceptabie behavior. Weisstein {1970) {inds womer

characterized in v yihology as:
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...inconsistent, emotionally unstable, lacking in a

Strong conscience or super-ego, weaker, nurturant

rather than productive, intuitive rather than intelligent.,
and, if they are at all "normal”, suited to the home and
the family. 1In short, the list adds up to a typical
minority group stereotype of inferiority. (p. 221)

This view is certainly consistent with Brcverman et al. on the sex-role
sterootypes of mental health workers, or the Chesler {1971) observation
th2t "the n1:- of mental health is masculine in our culture."

Ancther pproach te guidance literature is to look at what it omits,
Largely neglected are effects on the future of high school wemen of such
goclal changes as divorce rates, sexuality and premarital sexual behavior,
populatiorn trend:. 1e0ate ogver family size, and the problems of parenting.
of the €L,t boune .ecimmended by Newsweek in its Scptember 22, 1975,
spesyal sectiorn. "Who's Parsing the Kids?'", not one is*written by anyone in
tne .iidance movement and only one 's written by a psychologist (Thomas
sorden, incorrestly cited as an 4.00) .

Tnat such & maitr 2-ea of human endeavor is largely omitted in the
gu.dance literature is -.znificant: First, the school yvears offer an
axceptlonar “pprrounity 2o plan ons '3 life style, considering the alternatives
~wen today. Mot consiiefring such meterial in the school curriculum for what-
ever reas. . leprives hoth .2xes of the opportunity to rethink the:rr assumptions
oiufe plannming and responsibilities.  Sect.d, siace parenting is considered
by = iety 1- the mother's dornain, la.n of treatment in the literature is
snnerently Adiscramir atory.

A major «:avmess of roweavch in juidance and cex hiaz iF its -onceptnali-

zati .t »f the arious Criterisn measures An assumption ~f this report is

the  sex diserimicqabaios will exast unl.. research includes variables related
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to differential and changing .ex :3les, ana « me imeds of what g deSirable

for both men an? gomen te bo Coopnatlonaliy or pers L1y,

Laws {17277) :ite, & ra-7wc examnle by S0 0 1190 i farluge to
conceptualize a gu-dance relat~? insest. jat.on @+ he o - on atiitudes
toward working wawves).  Lubioct s Cespond el L0 The WYV av: "

it 18 all right for & errLa: . Tan . rk fo-
the following reagon:s + . order £ enlr ~men:
rates' :
To pravide the necwes. to < i Tving 7L e e
To pay debtls LE
10 nelp husband finish aducaric: .2
To buy needed egaipment .8
To provide edication for childre: 5:.49
To ouy a home 4c .7
To care for dependent relilives 46 .
Dislibes housekeeping <. |
Homemaking -doesn't keep ...r
busy or itterested HENNY e
Educat: .n was=zed if pot .zel .5
Working s rmore respectrsile
~ " - . + i
Laws notes that it 1 ¢¥ soterast that n6 "za: - vaz prasen ol sno:- Ll tert
rerrred to self-actualiza+sicr, o j-dentity reed the hypothe:r ... 5 fe"

{p. 929). .

While times mey have chare;ed since Glemn's survey, the sex biacs in
research at a conceptual level Lis study precludes the development -I 1tews
to sample respondents’ views toward women worzking for reasons of persons’

growth ard sat;éfaction. %

Laws (1973) commentge.on sex bias in interpret -7 “ata related to women's

SNy
careers. n a study of the relationsbaip wwWeen Juve .uic delinguency and
matern = Aployment, Llueczk and Slueck (1955 .-... .o association and

const eien

as MOre ands more enticements in the way of financial
jain, excitenént and independénce from the husband are offered
married women t& lure them Erom their domestic duties, the
ggggigqits becoming more widespread and acute {(Emphasis added
by I'wss. {p. 9%) #
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Law nores that "Implicit in the maternal employment = maternal
deprivation hypotheci., o course, is the normative expectation that the
child's int-rest shall take precedence over the mother's" (p. 95). Since

Glueck and Glueck fi5d no relationship bhetween delinquency and maternal

employment, their use of “erticements,” "lure," and "problem" reflect their
SWn expectations, a prism rarough which their data are examined.

They also reveal another shortcoming: women's working is not concep-
tualized as having ideatity and growth components. This bias is recurrent

in the guidance litevature.

We have seen that maternal employment inflicts no
observable damage on ‘hildren, though the reverse cannot
be said. However, there remains a punitive tone in the
discussions, the sense ©0f a wrong not righted by the i
evidence of unblemished babies. The working mother is |
no problem for her child: however, she rer-ins one for |
ner husband. (o3, 4 =045)

Laws (1975 & _ly comments on the bias against working women: |
|
|
I
|

The effect ©0f a woman's career on her marriage is explored less in the
guidance than in the marriage literature (FLaws, 1975, pp. 96-98). hAs a
result of bias, the literature has left unconsidered., within the mainstream
of guirda. e the~ry and practice, many aspects of the human condition which

crofoundly irfluence the lives and development of both sexes.

The major implications for sexX discrimination of the guidance literature
over the years azre.
ruidance theory is hased largely on psychological theory, which is
heavily encrusted with sexist assumptions.
implicit assumptions about women are made without any data to back
them up. The practice of guidance is warped because 1ts assumptlons about

189
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Theories of personality and development are incorporated
verbatim i1nto guidance theory. Yet, theoretical formulations learned
about personality development in draduate school are irrelevant to the
problems of minor.ties (Franklir, 1971) and women (Doherty, 1973).

another source of bias is the attitudinal base in the culture
which determines socially acceptable behavior.

Most guidance textbooks make no reference to sex differences, men,
women, boys, girls, sex roles, human dovelopment, adolescence, Or personality
theory. when problems of sex bias are presented: they are pot of sufficient
importance to accent and te develop. One excellent report on guidance for
girls is not deemed important enough to pubtish.

The effect of a woman's employment and career on her marriage ig
explored less in the guidance than in the marriage literature. Women's
working is not generally copceptualized in guidance practice as havirng
identity and growth components. Many aspects of the human condition which
profoundly influence the lives anc shape the development of both men and
women are left unconuidered.

IMPLICATIONS FOR GUIDANCE AND COUNSELING

Counselors' consciousness of sex bias is low to nonexistent, especially

+

among those trained prior to the 1970°'s. Consequently, consciousness
raising must be conducted with counselors t© point out that they are using
sex-biased theory in their work. It must be made clear that they must
examine carefully any theory they use in their work, as well as the research
uhderlying it.

researchers must develop on a non-sex-bias bavis a body of research on

5. tance and counselings as well as a group of sex-fair theories.
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CHAPTER 8

SEX BIAS IN COUNSELING TifCORIES

Much guidance work depe=nds on the theoretical base that counselors
have incorporated intoc theilr professional outlook. BAn examination of the
various theories that Ccounselors are exposed to and use provides insight
into ways that counseling may prove discriminatory.

SCURCES OF SEX BIAS

Sex blas in guidance and counseling theory today is a product of the
combined effects of (a) the theoretical legacy of Freud, (b} the biclogical
determinist view of gender and behavior implicit in nonpsychoanalytic
thecrizs, and {c} the therapeutic mission ©f traditional counseling., which
is to help clients adjust to and perform certain cultural roles. The in-
adequacies and inaccuracies of Freud's postulations about the psychology of
women are c¢ritiqued at length (Miller, 1973: Strause. 1974; Mitchell. 1974:
carlson, 1972).

While non-Freudian theories reject a number ©f Freud's hasic formula-
tions of personality development. most assume a biological basis for sex
differences in behavior with iittle or no thought that the culture might be
the source of sex-role behaviors. Instead, they treat gender-related be-
havioral differences as confirmation for the biclogical basis of behavior.

Conceptualizing counselinyg outcome as successful acgu. sition of and
adjustment to culturally defined sex-role behaviors establishes guidance and
counseliag as a major perpetrator of sexist socialization. Kravetz (1973},
in her critigue of psychotherapy, comments: “Psychotherapy is viewed as an

adjustment-oriented system, helping women to understand., accepi, and

adjust to traditional roles and norms" {P. 2}. The theoreticsl assumption
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that the problem lies within the individuwal rather than within society
{or at least that a portion of it is society- 1ised) becomes a further
source Of bias in theory. The sex bias in personality theory has been
explored in detail {(Doherty., 1973; Carlson, 1972; Weisstein, 1971;
Shainess, 1970). Suffice it to say that counseling theory must rest on
unbiased assumptions if it is to be unbiased.

The effects of sex bias in counseling are apparent in research, appli-

cations and goals of counseling strategies. and phe ¢lient-counselor re-

lationship. The general assumption is that women's development and cultural

behavior are biclogically determined, that is, based on the reproductive |
function. Measurement instruments are biased in the options they offer women and
their definitions of choices made by women: research designs define positive

and negative outcomes for women in terms of sex-role stereotypes. <Counseling
interventions offered to women rarelY assist them in thelr own personal

growth, especially when they are older. Counseling intervention is more often
designed to improve the gervi..s women render, or their relations with others

as wives: mothers, and employees: Or their adjustment as patients. The
counselor-client relat.ionship sometimes exploits women sexually in the duise

of "treatment." encourages and reinforces dependency as a natural quality,

views the mentally healthy woman as functioning less adeguately than mentally
healthy adults in general or men. (Clinicians' biased attitudes toward women

are well documented (Broverman, Broverman, Clarkson. Rosenkrantz. & Vogel,

1970) . A study by Fabrikant, Landau, and Rollenhagen {1973) finds that
therapists rate over two-thirds of traditional female traits as negative and

over two-thirds of traditional male traits as positive. Fabrikant (1974),

further, finds that both male patients and male therapists agree that the
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majority of women can £ind the wife-mother role fulfilling and satisfying,
while both female pPatients and female therapists disagree strongly.

4 counseling theory is deficient when it does not explicitly consider
definition of healthy behavior for men, women, and adults, and the sources
of satisfaction and fulfillment for poth men and women. The attitudes
of practitioners and clients are in conflict. Counseling theoryY must deal
directly with its assumptions about health, satisfaction, and fulfillment in
the context of sex-role stereotypes.

FEMINIST EXTENTIONS IN COUNSELING

The feminist extension of two approaches to counseling--Transactional
Analysis and Rational Emntive Therapy--illustrates the progress that can be
made when attention is given to analyzing tle .ssumptions of a theoretical
approach from a feminist perspective. A counseling approach that devotes
time to the concerns of both men and women. to the difficulties they have in
relating to each other, and to their problems as adult human bheings can
greatly benefit both sexes.

Transactional Analysis

Transactional Analysis (TA) was conceived by Eric Berne. It developed
between 1955 and 1965. Berne, who died in 1970, wrote 2 number of original

and significant books, including Games People Play, Transactional Analysis

and Psychotherapy. and the posthumous What Do You Say After You Say "Hello"?

TA gained popular attention after Berne's Games People Play was published in

1964, followed by 1'm OK, You're OK by Thomas Harris in 1969.

The f~minist revision of TA is reflected in Wyckoff (1974a. 1974b) and
Steiner (1974). Wyckoff (1974a) discusses sex-role scripting in men and

wolmen. She provides a structural analysis of both men's and women's sex
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roles, relating them to the family constellatiovn and to other relation-
ships. Wyckoff notes that "It is often said that men don't understand the
way women think. Women don't understand the way men think, either."” She
says that "believing the myth of complementary sex roles conspires against
genuine success because communication between men and women is broken down in
s0 muny ways" {p. 173). Wycoff elaborates two cruci  obstacles in the way of
full and long-lasting relationships between men and women: "They are often
unable to have good intimate loving relat.onships with each other; and they
have difficulty developing satisfying and equal working relationships" {(p. 173).
Wyckoff outlines ways in which communication is defeated by diagramming the
possible transactions between men and women. She relates sex roles to the
broader family constellation. One problem with traditional approaches to
counseling is that they do not include the milieun in which the woman operates.
One insight into the human condition identified by TA theory is the
notion of script. "essentially the bluenrint for a life course" (Steiner. 1974,
p. 51}, A script is a master plan, with its origins early in life, which
outlines the general course of a person's life. The script "guides a person's
behavior from late childhood through life, determining its general but most
basic outline" {(p. 53}. The presence of a general plan for all human beings
is explored for women. Wyckoff {1974b) presents some scripts of women to
document how they are "trained to accept a wystification that they are in-
complete, inadequate, and dependent" (p. 176). She chooses scripts for
Mother Hubbard (woman behind the family) Plastic Woman (woman behind the
man), Poor Little Me, Creeping Beauity, Nurse, Fat Woman, Teacher. Guerilla
Witch, Tough Lady., and Queen Bee.

Steiner (1974} documents the banal scripts by which men are programmed.
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These narrow life styles correspond to 1life styles for women; people with
complementary sScripis can and 4o get together. Steiner quotes pllen (1972)
who Presents the basic injunctions and attributions of men, including being
told "Don't lose control.” 'Never be satisfied,” "Don't ask for help." and
"Dominate women." Among the scripts that Steiner chooses are Man in Front of
the Woman, Playboy. Jock, Intellectual, and Woman-Hater.

TA facilitates the careful study and analysis of relationships between
people. Berne (1961, 1971) studies marital relationships. Steiner exterds
Berne's work to the analysis of tragic and banal relationships, documenting
three enemies of love: sexism, the rescue game, and power plays. Sexism, of
course, refers to prejudice based on gender with the assumption of male
superiority. The rescue game refers to the Rescuer-Persecutor-vVictim
triangle. Prior to Steiner (1974), the power aspects of relationships are
largely ignored in TaA. Power, according to Steiner, is the ability to exert
force over time. Steiner notes: that "men and women are scripted to perform
along certain fixed role expectations, and that the role eXpectations include
a definite power relationship between them, namely., with the man one-up to the
woman" {pp 212-213). His analysis of relationships between men and women
leads him to see how significant power issues are in these relationships.,

a finding counselors need to recognize.

Steiner cutlines his views on men's and women's liberation:

I have come to see how men are privileged with
respect to women and how they use this privilege
to their advantage and to women's disadvantage.
But, looking further, I also see how most men are
being damaged as human beings by taking advantage
of their privilege. Men need women for companion-
ship, friendship. strokes, love, and work partner-
ships: and these needs cannot be enduringly met by
one-down. passive, slavish, or angry women. Being
the master in a master-slave relationship takes
its toll in the hardening of feelings, loveless-
ness, and guilt which accompany it. (p. 310)
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It is this spirit, coupled with a theoretical framework for understanding
women and men as people in a context for analyzing their relationships.
which has contributed to the feminist extention of TA.

Rational Emotive Therapy

Rational Emotive Therapy (RET}, the other constructive feminist
extension, is founded on the insights of Ellis (1962) who, like Berne, was
trained in Psychoanalysis. Ellis's focus switched from a psychoanalytic
perspective to an analysis of belief systems and their relationship to
emotional problems:

I had been stressing psychodynamic rather than
philosophic causation, and had been emphasizing
what to undo rather than what to unsay and unthink.
I had been neglecting {(along with virtually all
other therapists of the day) the precise, simple
declarative and exclamatory sentences which the
patients once told themselves in creating their
disturbances and which, even more importantly.

they were still specifically telling themselves

literally every day in the week to maintain these
same disturbances.” {(p. 22}

From this beginning, Ellis expands his work to focus on the ways in which
emotion is caused and controlled and the sources of emotional disturbance.
Consistent with Berne's assumpti-n that people are born OK, the RET
counselor assumes that a neurotic person is potentially capable. Ellis (1962)
develops a list of 11 irrational ideas to account for most disturbances which
continues to .ndergo revision as the theory develops. One reason RET is free
from sex bias is the care with which Ellis and his associates work out the
11 original irrational ideas. Today, there are 10 jrrational ideas (Ellis &
Harper, 1975):
1. The idea that you must--yes, must--have love or approval from all
the people you find significant.

2. The idea that You must prove thoroughly competent., adeguate, and
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achieving, or a saner but still foolish variation: The idea that you at
least must have competence or talent in some important area.

3. The idea that when people act obnoxiously and unfairly. you should
blame and damn them, and see them as bad. wicked, or rotten individuals.

4. The idea that you have to view thin;s as awful, terrible, horrible,
and catastrophic when you get seriously frustrated, treated unfairly., or

rejected.

5. The idea that emotional misery comes from external pressures and that

you have little ability to control or change your feelings,

6. The idea that if something seems dangerous or fearsome, you must pre-
occupy yourself with and make yourself anxious about it,

7. The idea that You can more easily avoid facing many life difficulties
and self-responsibilities than undertake more rewarding forms of self-dicipline.

8. The idea that your past remains all-important and that because some-
thing once strongly influenced your life, it has to keep determining vour feel-
ings and behavior today.

9. The idea that people and things should turn out better than they do
and that you must view it as awful and horrible if you do not find go;d solutions
to life's grim realities.

10. The idea that you can achieve maximum human happiness by inertia and
inaction or by passively and uncommittedly "enjoying yourself” (pp. 88, 102,
112, 124, 138, 145, 158, 168, 177, 186).

It is apparent from the phrasing that the irrational ideas challenge many banal
script notions identified by TA which hinder people, and that they challenge
the worst gex-role pressures on men and women.

RET continues to be concerned with the problems of women. One article
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on RET by Wolfe and Fodor (1975} illustrates the development possible in
a counseling theory when systematic consideration is given to solving, from
a feminist perspective, the problems women encounter. Wolfe and Fodor focus
on problems of sex-role socialization, pointing out that:

It is largely through folloping out the hurturant,

docile "programming” of th¢ female role-~denying

their own needs, and devoting themselves to winning

other's love and approval-~that women in particular

seem to wind up with such severe deficits in asser-

tive behavior. (p. 42)

The authors show how to apply RET and assertion training to help women
break ocut of the bind theY are in. Their treatmeni program is two-pronged:
Une approach is to provide individuals with direct training in the specific
skills lacking in their response repertcoire. The other is two forms of
coghiiive restructuring: consciocusness raising and identifying and challeng-
ing irrational ideas in the manner advocated by Ellis (1975}.

Wolfe and Fodor describe clearly why RET is a useful counseling approach
with women:

The goal of rational therapy is one of changing irration-

al ideas {(e.g., the need to be approved of by everyonhe,

the need to always be perfectly achieving), and thereby

eliminating the negative self-~ratings (anxiety) or negative

ratings of others (anger) that impede effective assertion.

This is done essentially through a process of depropa-

gandization: {1} helping yomen become aware ©f what their

irrational beliefs are and how they are self-perpetuating

them: {(2) directing them to test their beliefs against

logical reality; then (3) replacing them with newer and

more adaptive attitudes, feelings, and behavior. (p. 46)
The key portion oi this RET approach is challenging irrational belief: within
the framework of seX-role socialization. Wolfe and Fodor apply their work
primarily to wyomen in ¢groups. To illustrate the theory, Table 32 summarizes
the portion of their work which includes self-statements that impede effective
agswrtion.

~ Insert Table 32 About Here =
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As an approach to counseling which lacks sex bias, this theory is
an exemplary model in that it provides a thorough consideration of sex-
role issues, considers the problems of clients in relation to the family
constellation and the broader environment, and develops specific counseling

interventions to help women change.

REDUCING SEX BIAS

The persconality theories, from which counseling theories are drawn, assume
a biological basis for the differences in gender behavior. They largely ignore
the importance of socialization in developing sex~role behavior. For example,
the adlerian concept of "penis envy” (ansbacher & Ansbacher, 1964) and the
Eriksonian concept of inner space (Erikson, 1968; Doherty, 1973) confuse
psychological determinants of behavior with physiocleogical antecedents to gender
behavior as the subject matter that the theory attempts to conceptualize.

Given the present sex bias in counseling theory, in what direction does
the profession move to reduce that sex bias? Several authors addressing the
question of change focus on therapeutic practices ang therapist attitudes
(Barrett, Berg, Eaton, & Pomeroy, 1974: Kravetz, 19755 Levine, Kamin, & Levine,
1974; Rice & Rice, 1973). Kravetz (1975) suggests that therapists examine
their attitudes toward women, inform themselves about the psychology of women,
and reevaluate their therapeutic goals and orientation.

Traditional counseling theories have not been conceptualized broadly
enough to include the above issuess when the issues are included, they are not
dealt with explicitly to eliminate sex bias.

Nonsexist counseling theories will do little to eliminate bias in
practice if biological determinism persists in the view of the counselor and

if the process is defined as an adjustment model, thereby intentifying the
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‘ power of culturai stereotypes to define and to constrict sex-role behavior.
A counselor who believes that women are inherently dependent on approval and
love from men for self-esteem, and who believes that success in achieving this
is a measure of a woman's psychological well-being, will not support the goals
of women clients which elicit opposition or rejection from males. A counselor
whose assessment of a woman c¢lient is predominantly determined by her appear-
ance, age, and relationship t© a man will assign priorities and options for
treatment by sex-role stereotypes, regardless of the absence of bias in the
theoretical system accepted by the counselor.
VOCATIONAL DEVELOPMENT THEORIES

Much counseling is wvocational in nature, particularly at the secondary
and postsecondary levels. In addition to familiarity with guidance and coun-
seling theories, a counselor must have an understanding of vecational develop-
ment.

Osipow (1973) reflects the attitude of many early social scientists
studying vocétional development: "For many years, questions of career develop-
‘ment concerning women were ignored or given cursory treatment, partly out of
lack of general social interest. and partly because the confusing nature of
career development in women made the topic difficult to study” (p. 256). A
number of "classic" career development theories, propagated in the early
1950's, to this day are the guiding theoretical framework for counselors-in-
training who are concerned with helping students make vocational choices.
However, these theories suffer from the same malady as general counseling
literature and theories: Women's vocational development and concerns are

either ignored or treated as trivial corollaries t© men's career development.
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General Career Development Theories

While some early vocational theorists incorporate some views on
women, for the most part these efforts describe the usual patterns in
women's career development, characterized primarily by discontinuity due
to mar-iage and childbearing and rearing. These authors vary in their
thinking about careers and in the objectives they seek in their theorizing.
Some are trying to explain why certain people make the choices thev do, while
others focus on the nature of career development over time., Some are attempt-
ing to provide practical techniques to facilitate vocational development.,
while others are trying to examine characteristics that differentiate members
of various occupations (Osipow: 1973). That these theorists imply universal
applicability of their theories mandates evaluation of their relevance to
half the population--women.

Of the four vocational development theories reviewed by Osipows Roe's
Personality Theory of Career Development is one of the first to emphasize the)
impact of personality and childhood experiences. Buyt it fails to deal de-~
finitively with issues of women's career development. Its lack of empirical
support suggests that it would be an unproductive, if not counterproductive,
basis upon which to build a theory of women's career development.

Neither does a second theory, Holland's Theory of Vocational Behavior,
provide a foundation to explain women's career development. Holland reccg-
nizes the limited applicability of his theory to women. The theory needs to
be revised to account for womern, whose developmental and vocational tasks and
goals differ sufficiently from those of men to require different formulations.
But Holland does not specify the particular direction these modificatione.

should take (Osipow, 1973).

The basic assumptions of the Ginsberg. et al, theory make its
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applicability to women's career development questionable. The unresclved
controversy over the similarities and differences in male and female
developmental tasks makes it impossible to determine if one vocational develop-
ment theory based on developmental task achievement is adequate for both sexes.
Purther, a woman'’s wishes and possibilities may be limited by internal and
external barriers with which men are not confronted. Therefore, the compro-
mises or optimizations she reaches will be limited. While the theory may

offer some potential for identifying developmental stages among youth, it

does not provide the counselor with any useful guides for optimizing women'’s
career alternatives and vocational growth.

Conversely. Super's theory appears to hold real potential as a basis for
exploring women's career development. nonetheless, certain aspects limit its
usefulness for counselors and others in understanding and helping girls and
women develop vocaticnally. In addition to the secondary status accorded
women's issues, women's vocational self-concepts face socialization and
labor-market problems quite different from those ©f men. If one's vocational
self-concept is 4 function ©f childhood observations of and identification
with persons who work and same-sex models are the most influential (as data
reviewed earlier indicate), cthe working women a young girl is likely to
observe are her mother, her elementary teachers, and nurses--all women in
traditionally feminine occupations. Young girls rarely have the opportunity
to know about, much less observe, women in nontraditional cccupations. The

concept of selecting an occupation congruent with the individual's interests

and abilities also presents subtle pitfalls for women's career developmant.

In early childhood hoth boys and girls learn which activities and interests

are appropriate for individuals of their sex. wWhile this process limits the

options of both, it will differentially affect their vocational development.
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Since society has deemed boys' primary goal a career, it encourages

interests and abilities related to that geoal. Since girls are to become
wives and mothers, different interests and abilities are encouraged which
may not be congruent with career development. The major problem in relating
Super's theory to women's career development lies not s© much with the theory
but with the developmental nature of women's vocational self-concept. The
early childhood experiences and social pressures during adolescence for most
women contribute to a vocational self-concept that limits women's selection
of occupational alternatives to the narrow range of traditionally female
careers.

Career pDevelopment For Women

Since the process of career develcpment for women is both similar to and
different from that for men, the stage is set for an independent theory of
career development for women. In the late 1960°'s two' such theories appeared.

Zytowski's Theory of Carcer Development for Women. 2Zytowski (1969)

postulates that women's model life role is that of homemaker, but the
frequency and singularity of this role is changing. 1If women's life
roles are carefully ohserved, they appear orderly and sequential. Zytowski
takes the stance that "homemaker and career roles for women are mutually
exclusive because of their impact on entry and persictence in the labor
market, as well as the level of work women will engage in while they are
employed outside the home" (Osipow, 1973, pp. 258-259).

While Zytowski uges the female life cycle as a framework for his theory,
thig initial premise that woman's major life role is that of homemaker
restricts the nature of all succeeding stages. Giving family role

regquirements priority implies women's career activities are deviations from

i
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the standard, an implication not likely to foster interest in or wvaluation

of career activities among women. Zytowski also assumes that women are free
to choose among career patterns. Such freedom requires that women be informed
about existing patterns and the reward and drawbacks associated with each.
Even if women possessed perfect information, which they do not, socialization
and structural barriers exist which not only restrict women's choices but also
limit ‘' e alternatives {(lLaws, 1975). Furthermore, Zytowski's premise that
homemaker and career roles for women are mutually exclusive is refuted by

data from the Women's Bureau. which shows that 40 percent of married women
living with their husbands are emploYed (Vetter, 1973).

Psathas' Theory of Occupational Choice for Women. Psathas (1968)

"makes the point that important elements in women's career aevelopment
(marriage, timing of children, sPOuse’s attitudesg) are just not considered

in theories of career development for men and, thus, separate concepts to
explain the process in women are essential" (Osipow, 1973, p. 259).

Psathas argues that the occupational choices of women must be examined in

the context of gex roles {Astin, 1975b). The relationship between sex

roles and occupational roles is basic to understanding factors that influence
women's entry into the world of work. While emphasis on the social context
of women's vocational choice is appropriate, that context is traditional

and middle class.

Psathas does not analyze sex roles, making it diffien's #. datermine the
relationship between sex roles and occupational roles. Phases of women's
development are analyzed only from a middle-class perspective. Young women's
education is evaluated for its contributions to women's marriageability and
not to economically productive skills. Childbearing and childrearing are

examined in the context of middle-class values, ignoring the large number of
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working mothers who carnot afford these scruples (Laws, 1975) but who must
deal with the guilt that value system imposes on them. Psathas presents the
social forces that foist conventional choices on women, but he fails to deal
with the variations in perceptions and the alternative or nontraditional
options equally valid withia his theory {Laws, 1975).
SUMMARY

An examination of guidance, counseling and career development theory
as it affects the gexes indicates that counseling theory is often a
product of the theuretical legacy of Freud. Most counseling theories assume
a biological basis fcr sex differences in behavior, with little or no thought
that the culture might be the source of sex-role behaviors. Those personality
theories from wh ' ch courseling theories are drawn largely ignore sociali-
zation in the development of sex-role behavior.

The goal of counseling is generally considered the successful acquisition
of and adjustment #o culturally defined sex-role behaviors. The theoretical

-

assumption that the problem is within the individual rather than within
society (or at least that a portion of it is society-baged) hecomes a further
source of bias in theory. Traditional approaches to counseling do not include
the milieu in which the woman operates.

Transactional Analysis is translated by Wycoff (1974) and Steiner (1974)
into a feminist perspective which holds that many scripts (which guide a
person's behavior through life) have their origins in gex-role stereotyping.
Rational Emotive Therapy thoroughly considers sex-role issues. such as the
provlems of clients as they relate to the family constellation and the

broader environment. RET develops specific counseling intevventions to help

women change.
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Women's vocational development and concerns are either ignoraed or
treated as trivial corollaries to men's carser development. While some of
the early vocational theorists incorporate some views con women, these des-
cribe the usual patterns in women's career development, characterized
primarily by discontinuity due to marriage and children.

The four general theories deal with career development as a unitary
process, that is, a process that can be explained by essentially the same
parameters for all individuals, thereby ignoring the special forces that
affect women's carcer development.

Two recent gk”ories of career development for women have been
proposed but they yield disappeinting results. While they identify impor-
tant parameters for consideration, their interpretations of the impact of
woman's life cycle and the social context within which she must function

are limited to traditional middle-class options.

IMPLICATIONS FOR GUIDANCE AND COUNSELING

The conceptualization of counséling theories must be broadened t© include
such issues as sex differences, the psychology of women, sex-role stereotypes,
and societal norms for healthy and acceptable behavior by men and women.
Counseling strategies and the definition of goals then would be considered
in a much broader and unbiased framework. The definition of a counseling
theory would be broadened. From the perspective of development, a theory is
incomplete until these criteria are met. Further, theories that conceptualize
problems as primarily intrapsychic in origin are inadegQuate to conceptualize
the sources of distress women encounter in society. Change must occur in
society and in the sex-rcle expectetions that significant persons have for
the woman-in-counseling, rot just in the client.

A theory must provide the counselor with guidelines to support the
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waman so she can make changes in her environment without fostering a new
set of dependencies. As the client strives to change not only herself but

also her environment, conflicts will deprive her of previous sources of

support. Finally, a counseliné theory must encompass the psychology of women,
sex-role stereotypes. and sex-differences as part of its theoretical base.

The male bias has been explorad (Dohercy. 1973} . In the past the theoretical
base has been too narrowly drawn, a circumstance that has excluded components
essential to ¢#n unbiased counseling theory.

Another critical area for change is in counselor 's training. Programs

must provide training in nonsexist counseling, both in the personal-growth
experiences previded by the curriculum and in the didactic course work. In
the former, consciousness-raising groups are suggested as a means of
"peréonalizing" cognitive restructuring of sexist beliefs {Schlossberg &
Pietrofesa, 197. . Other possibilities include psychodrama techniques
employing role-reversal and feminist-oriented sensitivity groups.

To bring these changes about, resources must support innovations in
counselor trairing, coungeling literature for trainees and practitioners which
incorporates the veformulations reviewed earlier, and research. Research
programs should foous on sex differences, interventions to alleviate the nega-
tive effects of sex—-typed kzhavior, and positive models for the psycheological
development of women.

The vocational guidance and development theories propagate a number
of assumptions among counselors-in-training which may be implemented with
their clients. The assumption, in the first four theories, that woman's
career development is no different from man's holds little credence. Arbitrary
application of constructs bagsed on man's development is likely to lack even

face validity, resulting in disenchantment for the female student and frus-
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tration for the counselors. Those theories that attempt to incorporate some
views on women focus on traditional patterns of the majority. Theories with
this perspective offer no foundation for exploring new career Patterns for
woment and corntinue to limit women's career options to traditional roles. The
last two theories - jsume that woamen's vocational development is different, but
the danger here is that "different" leads too easily to the assumption that
women do not have "real" motivation for work and therefore do not need "ceal”
careers. (Laws, 1975). A major career development textbook {(Osipow, 1973}

espouses just such an attitude: "Work outside the home is not as central a

concept to women as to men, and their status jg less dependent on whether
or not they have a career" (p. 91).

Current career development theories are dysfunctional for women,
presenting either confusing or restrictive guides on women's issues. BAny
new theory of women's career development must be based on solid empirical
evidence and consideration of the myriad options available to all individuals.
A beginning has already beer ma”e. MNumercus scholarly works on the different
characteristics of women's carser patterns are referenced by Laws (1975} and
Astin {1975b). Hypotheses have been generated and, with further research., a
valid and useful career development theory for women may evolve. The asser-
tion "that so much social change is now occurring in the area of sex and
vocation that any theoretical proposal made now is likely to be premature.
as is any generalization apout women's <career development" (Osipow. 1973,
P. 265) cannot b.: condoned. So~iazl change is not likely to slow appreciably
in the near future and a definitive guide tc women's career development is
long overdue.

Until such a guide is available: counselors must be aware of the sex
bias in career development theories r;nd their related techniques. When
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involved in guidance, counselors must be vigilant so the assumptions of
these theories 4o not limit options for their students. They must explore
nontraditional areas with both male and female students. F.inally, counselors
must work actively for the evolution of an adeduate theory, one that will be
both valid and useful in guiding girls and women in their vocational

deve.opment.
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iUnited States, 1975

Irrational Beliefs that Lead
to Unassertive Responses

Early Female Social-
ization Messages

Examples of Ways to Dispute Irrational Ideas

1 ot —— m— P

I must be loved and approved by Love (marriage,
every significant person in my family) are the most
life; and i1 I'm not, ic's awiul, important things in
Exs.: I can't stand being called a woman's life,

a 'castrating female.'

It would be tcrrible if I cried,
or ywere thought of as foolish.

It would be awful if I "hurt” the Women are supposed to

other person.

be maternal, take

Ex.: 1 was s¢ mean not to go to care of others' needs
my parents' for Thanksgiving; oVer our own.

what an uncaring daughter I am.

It is casier to avoid than to If I'm good, people
face life difficulties. will come along and
Exs.: Why say apnything; itr'll take care of me (the

just open a hornet's nest.
t's no use; it/he/she is

hopeless. I'd do anything
to avoid being yel'=2d at.

One should be dependent on
others aud necds someone
stronger than one~self on
whom to reply.

Exs.: The other person must
be right; he sounds sSo sure

of himself.

Cinderella & White
Knight myths) and
treat me nlcely.

A woman needs a2 man
to lean on. Women
can't understand
math, science, mech-
anical things.

‘Why would it be terrible if the other person thought I was a
‘bitch,' or rejected me? How does that make me a worthless,
hopeless human being?

What do I really have to lose by telling my partuner that I don't
1ike the way he behaves toward me? If worst comes to worst
and he leaves me, how would that make me & failure, a reject?
And what's the evidence that if this relationship ends, I'11
never find another person who will treat me better?

How can I really "hurt" another person, or become & “"bad"
person, simply by making my own well~being and comfort as
important as theirs?

Who says life should be easy? It isn't. Change is risky;
and status~-quo is only easier in the ghort run--not in the
long run,

It might be nice to have someone to reply onj but what law
is there that says I can't (even ar this late stage) learn
new coping skills and take care of myself, if necessary?

Source: J.L. Wofle and I.G. Fodor, A cognitive/behavioral approach to modifying assertive
The Counseling Psychologist, 1975, Vol. V, 4, in press.

behavior in women.
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CHAPTER 9

RESULTS OF COUNSELING

Arn. important question is: What impact do different kinds of counselor

behaviors and counseling programs have on the student-client? Unfortunatel,

this impact is most difficult to document. The two Primary questions that

counselors need to answer are: “Are we helpir;g?" and "How can we improve

counselor effectiveness?" (Pine, 1975). I
One problem in counseling evaluations is that different criteria are ‘

used to evaluate effectiveness. In some cases it may be an increase in grade

point average, in others improvement in reading skill, in still others

intelligence test scores. ©One person can evaluate counseling using one

criterion, and conclude that it has been reasonabl - successful, while

annther person using a different criterion can come to the opposite

conclusion. The use of different criteria has implications for sex bias.

Shertzer and sStone {1971) note other difficulties in evaluation: Most

counselors have po time, no training in evaluation, inadequate measurement

dewices, and incomplete school data.
Lasser {1975} suggests that evaluation become part of the counseling
process as "outcome-based counseling,” focusing on the attaimment of
specific goals for the client. The process would concentrate on the
consequences of counseling rather than goals and procedures as ends in J
themselves.
While some work has been done on overall counseling outcomes (Meltzoff &
Kornreich, 1970), few reports are available on the differential outcomes for
men and women. There are two principal sources of information about the

effectiveness of counseling: student reports and counselor or institution
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reports. Stpdent reports indicate who uses whar ;' 1 of counseling
services and degree of satisfaction with coupseling. Counselors' or insti-
tutions' reports explain the counseling services and also indicate counseling
service usage. The data below are presented separately by sex when possible.
STUDENT REPORTS

Students’' reports of their counseling experiences are necessarily
colored by their perceptions of the effectiveness of the interaction(s).
Reports abour the kind and extent of contact with couuselors for the most
part are nonevaluative,

High School Students

High school students participating in the National Longitudinal study
(MLS) were asked to name the individuvals with whom they had frequently
discussed post-high school plans. Parents and friends are most often
singled out, with females slighily more likely to turn t¢ them. Guidance
counselors are likely to be sought by only about one~fifth of students of
both sexes. Again, females are slightly more likely to seek counselors.

Of 211 ethnic groups, blacks are somewhat more likely to confer with a
guidance counselor over future plans, although again, the numbers are
relatively small (see Table 5).

- Insert Table 33 about here -

Table 33 pPresents students' perceptions of the counseling their high
school Provides. Men and women have similar perceptions about the counseling
services available to them, although women more often think the scrnool
provides ideas ahout their work and employment counseling. Blacks and
Hispanics more often than whites agree that their school Provides counseling

for further education, employment, and personal problems.
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Bachman {1972), reporting on vocational students' perception of
their counseling experience, finds that vocational students report less
time with counselors than do other students. One-third of the vocational
students have not seen a counselor during their senior year: less than
10 percent of college-preparatory students can say that. And yet.
vocational students perceive a greater need for counseling: 41 percent
want more time to discuss procedures and applications for jobs (only
27 percent of those in other programs express this need). Bachman concludés
that a great deal of counseling for these st idents comes informally from
vocational education teachers.

How do high schoel students feel about their counseling experiences?
Most students completing the NLS (over 80 percent) think they can see a
counselor when they need to. This is true across sex and ethnic groups,
and most {about 80 percent) think guidance counselors usually have the
information they éeed (see Tables 34 and 3%). 1In terms of content Of the
counseling interaction, then, most students seem satisfied. When asked to
rate the overall excellence of the guidance and counseling program, a

= Insert Tables 34 and 35 about here =

majority still appears satisfied, but the percentage declines for all groups
to just over 60 percent, and less than one-third is satisfied with the job
placement gervices (see Table 36).
- Insert Table 36 about here -
A follow-up study of Los Angeles high school students one year after
graduation (L.A. Unified School District, 1975) provides data about student

satisfaction with counseling experiences. A majority of graduates

(59 percent) thinks their high school counszling staff is friendly and accessible,
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but only 45 percent thinks the advice on post-high school education is
worthwhile. Minority students are more satisfied with the advice than

whites, but there are few differences between the seXes. There is some

consensus (66 percent agreement) that teachers and counselors are more

interested in the college-bound than the employment-bound student. While

men and women agree on this issue, more minority than white students also

agree. A majority of students across all groups agrees that the school

staff has little time to discuss academic or personal problems with them.

Students at the University of Pittsburgh were surveyed when they were
freshmen, seniors, and graduate students on satisfaction with the counseling
they received in high gchool {(Jones, 1973)}. Less than one-third thinkg the
high school counseling suits the needs. White males are most satisfied,
black females least satisfied. However, only 4 percent think the counselor
is prejudiced toward blacks or women Or deals with them in a stereotypic
manner.

When queried about the amount of influence the counselor has on career
choice, most students (80 percent' report "no influence" although whites
more often than blacks tend to report "no influence”. HNearly two-thirds
thinks the counselor has never tried to discourage students from pursuing a
career in a field in which they express interest. Blacks are more likely
to believe the opposite is true, and white women are more likely than white
men to agree with the blacks. Only one-third agrees with the career advice
given by the counselor; 17 percent reports that the counselor talked about
a wide range of career opportunities. One~half of the students thinks the
coungelor Knowingly fails to discuss possibilities in certain careers because

of sex. Again, the counselors' sex bias seems to demonstrate itself in terms

215

ERIC

Aruitoxt provided by Eic:

.




- 202 -

of omissions rather than commissions.

College Students

What are collegye students' perceptions of their ¢ollege counseling
experience? Few sources were found to answer this question. ConsSequently,
the Higher Education Research Institute (HERI) asked 100 collede alumni cffices
to send any survey of alumni which might deal with satisfaction with
counseling experiences (see appendix B}. Results are disappointing:

Most colleges have no such survey, and those that conducted alumni surveys
asked questions outside the focus of this report. Only one study, at
Michigan Srate University, provides a limited picture of the role of
counseling in college. For instance, respondents indicate what effect a
number of persons or events has upon their career plans or decisions during
college. The four sources of advice ranked lowest ares in order: academic
advisvr, vocational testing program, psychologist or vocational counselor,
and job placement center. When asked to rate 17 different sources on help
getting a job, respondents again rated counseling services rather low.

The job placement literature ranks Seventh. followed by personnel of the
center; the academic advisor is eleventh: and the counseling center fourteenth.

In a follow~up study of two cohorts of college freshmen (freshmen in 1961
and in 1966) and the influence of others on their career choices, Bisconti
(1975) finds that spouses are the most influential advisors. Less than half
of 1 percent of respondents indicates that college placement personnel are
"most influential", and only 4 percent of the 1961 and 10 percent of the
1966 cohorts recall using the placement center. However, 8 percent of the
1966 freshmen obtained their current job through the college placement office,

thus indicating an 80 percent success rate for this counseling service.
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Christensen and Magoon (1974) asked a sample of 85 female and
85 male ccllege students to rank-order sources of emotional and educaticnal-
vocaticnal belp. Friends and parents are considered first for help with
emotional problems, while faculty, friends. and parents are first for help
with educational-vocational problems. Counselors rank lower for both
problems.

It is not necessary to conclude from these findings that college
students are less satisfied with the counseling services available to them
than are high school students, but only that they make less use of these
services. In many colleges. students are not even aware of the counseling
resources, especially for personal-problem counseling.

COUNSELOR AND INSTITUTIONAL STUDIFES OF IMPACT

T™wo kinds of data can be compiled by counselors for the services they
provide: statistics on who utilizes the services and information on their
impacet.

High School Counseling

At the high school level, both kinds of data are sketchy. Traditionally,
high school counselors have been too precccupied with myriad tasks to keep
good records or to follow-up their counseling. An exploratory study
conducted by HERI at six Los Angeles high schools of varying ethnic and
socioeconomic levels verifies this situation. Counselors queried about their
students' post-high school plans have little data on graduating students and
become defensive over any request for data. Where some data are available,
counselors think they are inadequate. Althod%h they think information should
be improved, counselors have little hope for better data because of inadequate

time for collection. The available data vary widely in type and quality;

counselors also have different attitudes toward facilitating collection.
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At high school 1, data on graduates are kept by the college counselox
on index card<. AS a student is accepted at colleges to whith he/she has
applied, the colleges are noted on the student's card. When the student
decides on a college, that institution is starred. To get data on the
number of students continuing their education at four-year colleges, these
cards have to be hand tallied.

The college counselor at a high school 2 surveyed seniors for future
plans in late spring. The statistical summary presents only aggregate totals
for general categories. In this form it is not useful for decision~-making
and planning. A more detailed analysis could yield important information
for counselors in planning programs, evaluating present efforts, and
providing feedback to students. BAlthough the college counselor is aware of
the importance of knowing where graduates go to college so that they can
serve as resource persons, this information is unavailable on a consistent,
organized basis.

At high gchool 3, no records of students' post-high school plans are
maintained by the counseling staff. However, the journmalism teacher surveyed
the graduating class. BAlthough her report is available, it is not ysed by
the counselors. While both the college and career counselors are aware of
trends in future plans of their students, they have no data to support their
kﬁowledge.

At high school 4, a somewhat rough system for keeping track of seniors'
college plans is being revised. Currently. as seniors decide on a college,
they put their name on a bulletin board under the college name. Peer coun§elors
are beginning to accumulate information on data sheets about sophmores' and

juniors' college plans. But this procedure is still in the formative stage.
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At high school 5, no Year-to-year data are KepPt on senior's post-
graduation plans by the counsclors. The head counselor conducts a
comprehensive survey of seniors and their future ple s sporadically. The
last survey was for the 1971 graduating class. The head counselor thinks
this report is representative of the current graduating class as well.

No break-down by sex is available for this school's data. Therefore, it
is difficult to prove or disprove any hypotheses on sex differences in this
particular school.

A sixth school was asked to participate in this survey. The college
counselor was resistant to the request for information requiring a more
detailed explanation of the project. Upen learning that the emphasis of
the study was gex discrimination. he said, "There is no sex discriminaticn
at our school." He declined to participate in the project, saving he had
no time for such activities. His is an upper-middle-class, predominantly
white high school- This reaction points up the defensiveness that the topic
of discrimination arcuses, and the belief by some in society that refusal
to recognize a problem will go a long way toward making it disappear.

In a second study. HERI sought to determine the quality and quantity
of information presently available to students as they wake postsecondary
education descisions. Which colleges are considered by high school girls
and hoys of various ethnic and socioceconomic backgrounds? What financial
aid informatiosn 1S available to and used by students as they make decisions?

According to ccllege and financial a:d advisors at the high schools.

a variety of curricula are available to students. and switching from one
type of program to ancother is easy. Counselors visit junior high schools
in their arcas to explain the various high school optiona. They see most

students individually before they enter high school; they assign students

to classes by expressed interest, academic performancer and ability test
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scores. During the high school years, counselcors see students routinely
for course programming and any time the student reguests arn oppo. ._ment.

According to.counselors, the major problems *n coanseling college-
bound students are time, communication, and parents. Counselors simply
do not have time to see each student who needs help individually or to
follow through on their contacts. Among the less educaticnally sophisti~
cated students, much time is required to explain procedures, to help
complete forms. and to review applications for testing, financial aid
agencies, and college admissions. In th: more affluent areas. students
often receive this help from parents, but inner city parents do not have
experience with the higher education system or with the sophisticated
paperwork. In fact, counselors in these areas devote a lot of time to

o helping parents complete the parents' confidential statement. Parental
ignorance or unwillingness to complete the necessary forms often blocks
access to many four~year colleges and pushes students into communiﬁy
colleges (without "red tape") when otherwise they would have been eligible
for four-vear institutions.

Anh interview with the director of coun.=2ling and psychological services
in the Los Angeles Unified School District (LAUSD) revealg some recent
changes that ﬁith account for the highly positive appraisal of counseling
services by high school students. In.1971, the student~counselor ratio was
735:1, but by 1974 it was 390:1. This lower ratio has meant an ircrease in
the counseling staff; the new personnel are usually younger., more recently
trained, and perhars closer to both the high school students and the college
system. Also, counselors are now spending more time counseling:; the trend

is away from the teacher/counselor combination and toward full-time professional
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counselors. Unlike the budgets for many auxiliary services: counseling
budgets have not been reduced. They have been maintained even in the

face of declining enrollments. The LAUSD has added one full-time counseling
position per high school in each of the last twe funding years. The
district has found that parents and local community advisory councils
consider expanding the counseling services top priocrity. These changeé
are especially noticeable in college and financial aid counseling. Until
five vears age. these services were handled by a scholarship advisor who
was a teacher (not & trained counselor) assigned one or two periocds a day
to advise students about scholarships. In the last few vears, this
position has been up-graded to a full-time counseling specialist (in most
Los Andeles schools) known as the college and financial aids advisor. The
increased status enables the district to obtain career employees with
greatly increased expertise and commitment to college and financial aid
counseling. Indeed, students often mention the college advisor by name
and seem to rely on that office as a major source of information.

At most schools. the college advisement office maintains applications
for various aid programs, reguired tests. and college admissions along with
generzl information booklets., complete reference scurces, and individual
college bulletins. Many college advisors are actively involved with their
students. At one predominantly minority school just before a SAT registration
deadline, the college advisement office was literally full of students who had
been summoned by advisors to make sure that they filed the registration forms.
This approach is a striking contrast to the passive policies of traditional

counselors who wait for students to initiate appointments. When an additional

fyll-time counselor was recently assigned to the college advisor in cne
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minority high school, the office was able to identify all students with {
a grade pPoint averagas of 3.0 or better, cali them to the office for

indivaidual counseling on career and colledge plans, and advise them of
application deadlines. The counselor hopes to do the same next year for

every student with @ GPA of 2.5 or bettier.

College=-Level Counseling

At the college-level, documentation on the individuals who use the
campus counseling services is just beginning. Unlike high school, every
student is not automatically assigned to a counselor (except an academic
advisor) at the college level. In fact, the student often must Seask the services.
Thus, keeping records on who is and is not uwtilizing the services becomes important.
Sharp and Kirk (1974), in an attempt to identify which students seek
counseling and at what point in their college career they do so, find that
counseling initiation is Sreatest just after school begins and declines
over time. Women tend to initiate counseling earlier in the academic year.
Men who seek counseling during final exams are least like the average student
1475
and need the most counseling. Sue and Kirk %} provide demographic data
on clients using university counseling services, specifically on the
frequency of Asian=-American versus non-hAsian use of the gervices. They find
that a proportionately greater number of Asian=American than of the general
student population use the counseling center. but they underutilize psychiatric
services., Chinese-American females are the highest ysers of mental health
services (50 percent of Chinese-american females use these services), while
Japanese-Americans and non-Asian females do not differ significantly in their

use.
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In an unpublished study, Perez (n.d.}, looking at Mexican-American :
students' attitudes toward counseling services. finds that only 17 percent
have ever used the services. Counselors of the same sex and ethnic
background are preferred by these students and by a control group of
white students. Initial complaints are about stresses caused by the
financial and academic demands of the university. Female students experience
more stress over security and inclusion in the university community.
Overall, perez concludes that Mexican-American students are less positive
about therapy and counseling and have less confidence in mental health
workers than nonminority students.

Some university counseling centers are developing materials on the
effectiveness ©of their services and on their clientele. A data bank of
186 institutions' counseling centers has been compiled at the University
of Maryland CTounseling Center. Of this number, in 1973-74, 94 had such
materials. In 1974-75, the number increased to 103 at the same time that
data bank participants decreased to 176. Specific data are not available
at this time for gdeneral distribution.

Some unverified preliminary data from the University of California, Los
Angeles give some sense of who freguents a university counseling center.
These data, for the ~ademic year 1974-75, indicate that a great majority
of clients are female (62 percent). 1Initial problems vary a great deal:

For females, the most fregquent deal with career issues, followed closely
by academic issues and behavioral concerns. For males, career and academic

problems are egually important, followed by behavioral management.
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COUNSELING QUTCCMES

Tyler (1969) points to two questions that can be asked about the
outcomes of counseling: Does counseling do any good? What is counseling
good for? She concludes that clients are overwnelmingly satisfied with
counseling, that clients of college counseling services obtain bettexr
grades than noncounseled students of equal potential, that counseling
does not always enable marginal students to succeed in college, that
testing in vocational counseling is an effective way to impact on clients,
and that the effect of counseling on personality change vields mixed results.

of the relatively few studies that evaluate the impact of counseling
services, none looks at the differences in impact on men and women. Some
studies do look at both men and women. For example, Frank and Kirk (1978}
look at users and nonusers of university counseling gervices 1. terms of
persistence. They find that more male and female users than nonusers
graduate within four years. Among academic withdrawals, a lower number of
users is found. These outcomes are not reported separately.

Are women dealt with in a different fashion than men in counseling?
Mackeen and Herman (1974) study the effect of counseling on self-esteem:
depression, and hostility. but only among women. While their results
indicate which kinds of women (married or divorced. on social assistance.
or middle class) most profit from group counseling, again no comparative :
data exist to answer the Jquestion of whether women are discriminated
against in counseling. With the exception of studies in chapter 5 (Scher,
1975; Hill, 1975; Brooks. 1973) showing that neither sex of the counselor
nor the client is significantly related to therapeutic outcome or counseling
effectiveness, few studies focus on the effect of sex on the results of

counseling.
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In determining whether seX discrimination occurs in counseling,
onc must consider what constitutes an acceptable outcime. A basic
problem 1s that many measuyrements of counseling outcome developed in
traditional approaches to counseling are encrusted with sex bias. Klein
{1975) notes that viewing counseling outcomes from the perspective of sex
bias raised the question of whether it is the ipndividual's ©Or society's
goals that are considered first in evaluating the functioning ¢f a client.
Traditional mental health concepts, in Klein's view, stress adjustment to
deneral role definitions, as opposed to the individual realizing his/her
unigueness. This conflict increases with differences over values.

Klein focuses on a number of different approaches to evaluating
outcome, Pointing out disagreements between traditional and feminist views
on counseling outcome:

One approach is symptom removal, where a basic criterion for success
involves alleviation ©f client suffering. Although both traditional and
feminist views share this goal, Klein describes some differences in the
views:

The difference lies in the way pain or distress
is incterpreted in the first place, and in the
recognition that certain kinds of symptoms may
accompany the steps necessary for an individual
to define a personally satisfying life style
and role pattern. To the extent that the traditional
view places responsibility for symptoms and symptom
reduction in the patient's "neurcsis," it has rup the
risk of reinforcing and perpetuating oppressive social
stereotypes. {p.5)

Both traditionalists and feminists value improved self-esteem as a

favorable therapeutic outcome, but disagree on theory. In Klein's analysis,

sexist stereotypes underlie many measures of self-esteem. Therefore, these
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measures may really reflect the patient's acceptance of or conformity

to sterectypes rather than a positive change. Self-esteem ig an outcome

category for which new measures should be developed if sex bias is to be
4

overcome -

On quality of interpersonal relationships., Klein notes tpat if a
woman is counseled SO she cin do a better job of meeting what is defined
as her responsibility for the harmonious functioning of family arnd friends,
little will be gained except to perpetuate the very source of the problem
that brought her to therapy in the first place. The use ¢f marital or
family strife as a outcome measure is subject to the game bias. It is
preferable, in Klein's view, to broaden the conceptual base of areas to
be treated and the definition of the goal of treatment. She suggests. as
a more balanced apprcoach to outcome measurement: the system proposed by
Benjamin (1974) which offers autonomy rather than dominance as the opposite
of submission., differentiates between assertion and aggression: and reflects
the speci®ic interpersonal context in which behavior occurs.

Role performance is another area of disagreement between traditional
and feminist views of counseling outcome. The divergence occurs, according
to Klein, where role assignments are constructed and expectations defined by
sex or where men and women are evaluated on their performance of different
roles. Klein suggests that evaluwations of occupational ability and role
performance are influenced directly and indirectly. on measures such as the
Strong Vocational Interest Blank, by sex-role sterectypes.

Bias occurs in the definition and measurement of specific life problems,
and the extent to which they are solved in counseling. The bias occurs when

women seek treatment for problems that involve the whole family but which
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they perceive ag their own. The dis'inction between soluble and
insoluble problems must be incorporated into measurement devices that
assess counseling outcome.

Recent reviews of counseling research literature (Whiteley. 1968},
counseling education literature {(Whiteley, 1969), and counseling and
student development literature (Whiteley et al., 1975) fail to turn up
considerations of sex bias in outcome research.

Klein's contrast between traditional counseling approaches and those
with a feminist perspective highlights the changes needed to eliminate sey
bias. Traditional theory provides outcome measures that focus primarily
on “identifying or describing the values and cultural demands, and assessing
adjustment in terms of stable, shared behavior patterns or personality
traits” (p. 14}).

SUMMARY

Overall. conclusions about the impact of counseling are scarce. Most
are based on students' perceptions of their counseling experiences,
supplemented by some counselors' studies of the impact of their services.

Guidance counselors are likely to be sought by only about one-fifth of
high school students of both sexes. Females are slightly more likely to
seek counselors. Of all ethnic groups, blacks are somewhat more likely to
confer with a guidance counselor over future plans, although the numbers
are relatively small.

Most high school students (over 80 pervent) of both sexes and races
think they can see a counselor when they need to. About 80 percent thinks

guidance counselors usually have the information they need. Only 60 percent

is satisfied with the overall excellence of thu guidance and counseling
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College women initiate counseling earlier in the academic Year than
men. Chinese-american females are the highest users of mental health
gervice (Sharp & Kirk, 1974). Only 17 percent of Mexican-American students
uses counseling gervices {(Perez, n.d.}. Mexican-American students are lesgs
positive about therapy and counseling and have legs confidence in mental
health workers than non-minority-droup students.

Of the few studies that evaluate the impact of counseling services,
none 100ks at the differences in impact on men and women, although some
look at both men and women. Alternative formulations are needed for
counseling outcomes and goals for women, since traditional outcome concepts
are heavily sex-biased.

IMPLICATIONS FOR GUIDANCE AND COUNSELING

There is no systematic treatment of counseling outcomes for women.
Although much more research is needed, care must be exercisod because
traditional measurements of counseling ocutcomes are encrusted with sex bias.

More research is needed to interpret what kinds of counselors affect
clients in what ways. Data indicate that counselors 4o not influence high
school students much. What are they doing that contributes to this lack
of impact? Is the sparsity of counselors and their overlead responsible?

A national study of interaction between counselors and students should
be conducted to learn what counselors are telling students and what
messages students are getting.

Counseling centers must keep records of clients by sex and race.

Finally, students on college campuses must be made aware Of the various

available counselind services.
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program, and less than one-third is satisfied with the job placement
services.

Sixty-six percent of Los Angeles high school graduates agrees
that teachers and counselors are more interested in the college-bound
than the employment-bound student. While males and females agree equally
on this issue, more minority students than whites think counselors and
teachers favor the college-bound. A majority of students across all
groups agrees that the school staff has little time to discuss academic
or persconal problems.

A survey of college students reflecting on their high school
counseling reveals that less than one-third thinks that counseling suics
the weeds. White males are most satisfied, black females least satisfied.
However, only 4 percent thinks that the counselor is prejudiced toward
blacks or women or deals with them in a stereotypic manner. One-half of
the students thinks that the counselor knowingly fails to mention possibilities
in certain careers because of sex. Again, the counselors' sex bias seems to
demonstrate itself in termc of omissions rather than commissions.

Counselors are infrequently consulted for advice by college students.
Friends and parents are considered first for help with emotional problems,
while faculty, friends, and parents are first choice for help with educational-
vocational problems. Counselors rank lower as cousultants for both kinds of
protriems (Christensen & Magoon, 1974} .

Most hign school counseling offices keep little data on graduating
students. Even where data are available, counselors think they are inadequate.

althouth they see the need, counselors do not think the data will improve

largely because of inadequate time for collection,

229




TABLE 33 --Responses of 1972 high school seniors who 'agree strongly' or ‘agree!
that their school provides the following assistance, by sex and by

ethnic category: United States, 1972

{in percentages)

Types of

Sex

Ethnic Category

assistance Male

Female

White Black Hispanic

Counseling to
continue education 63

Future work ideas 52

Counseling for better

interpzrsonal relations 50
Employment/placement
counseling 36

63

56

50

41

62 72 68
53 66 64
48 63 60
36 56 48

SOURCE: U.S. Department of Health, Education and Welfare, National Center for

Educational Statistics, National Longitudinal Study of the High School Class of 1972,

prepared W. B. Fetters (1975).
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TABLE 34 --Responses of 1972 high school seniors to the question: "Do you feel
that you can usually get to see a guidance counselor when you want
to or need to?" by sex and by ethnic category: United States, 1972
(in percentages)

Sex Ethnic Category

Response Male Female White Black Hispanic
Total 100 100 100 100 100
Yes 85 82 85 80 82
No, but my school does have

a guidance counselor 10 12 10 15 11
No, my school does not have

a guidance counselor 1 1 1 1 0
I have never needed to see

a guidance counselor 5 5 5 4 6

NOTE--Columns may not add to 100 due to rounding.

SOURCE: U.S. Department of Health, Education and Welfare, National Center Ffor
Educational Statistics, National Longitudinal Study of the High School Class of
1972, prepared by W.B. Petters (1975).
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TABLE 35 --Responses of 1972 high school seniors to the guestion "Does
your guidance counselor usuwally have the . .formation you feel you
need?" by sex and by ethnic category: United Sta.es, 1972
{in percentages)

Sex Ethnic Category

Response Male | Female |[White | Black | Hispanic
Total 100 100 100 100 100
Yes 80 80 80 85 Bl
No, but my schocl does have

a guidance counselor 13 14 14 9 12
No, my school does not have

a guidance counselor 1 1 1 1 1
I have never needed to see a

guidance counselor 6 6 6 5 6

ROTE--Columns may not add to 100 due to rounding.

SOURCE: U.S. Department of Health, Education and Welfare, National Center for
Educational Statistics, National longitudinal Study of the High School Class
of 1972, prepared by W. B. Fetters (1975).
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TABLE 36 --Opinions of 1972 high school seniors on the following services of their
school, by seX and ethnic category: United S*ates 1975
(in percentages)

Sex Ethnic Category

Response Male | Female | White J Black | Hispanic
Percent answering 'good' or excellent'

Student guidance and counseling 66 64 65 67 65

Jobh placement of graduates 29 29 28 30 36
Percent answering 'I don't know'!

Student guidance and counseling 3 2 2 3 5

Job placement of graduates 35 33 36 22 24

SOURCE: U.S. Department of Health, Education and Welfare, National Center for

Educational Statistics, Mational Longitudinal Study of the High Schoel Class of 1972,

prepared by W. B. Petters (1975).
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CHAPTER 10

ALTERNATIVES TO TRADITIONAL COUNSELING

While the picture of sex discrimination in guidance and counseling ac
the secondary ang postsecondary level is bleak, the view is not without re-
lief. Beginning with the feminist movement :nd spurred on by the Women's
Educational Equity¥ Act and public debate on equal rights, activities aimed
at combatting sexism in educational institutions and at expanding opportuni-
ties for girls and women have surged forward. Individual counselors and
researchers, parent-community organizations, school boards. professional
associations, the federal government. and others have set up task forces,
developed guidelines, invented or revised technigues, and establishcd . .ograms
to equalize the treatment of and opportunities for men and women.

SEX-FALR COUNSELING

It is impossible to ewval<ate the impact of potential sex diserimination
in counseling without considering a number of antecedents. Beyond human
factors, institutional structure and policies, as well as curricular and
extracurricular activities and materials, may contribute to sex bias in
guidance and couaseling services. In examining alternatives for equal treat-~
ment of and opportunities for both sexes. it is not sufficient to review only
those interventions that take place at the high school and post-high school
level. Since sex-role stereotypes and socialization experien~es that
arbitrarily restrict the options of both sexes begin early, it is imperative
to examine and propose strategies to eliminate sex discrimination throuaghout
students' educational experience.

Task Forces on Sexism in the Schools

The impact of discriminatory treatment of boys and girls on their future

alternatives and achievements is not unrecognized. Task forces within
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individual schools, school districts, state departments of education, and
guidance-related professional associations are widespread. These task
forces generally have the same goal: to identify sex discrimination and
to propose guidelines and strategies for its elimination. Feshbach (1975)
suggests that the results of evaluations by several groups in the same
school could serve as the focus for discussions by parent-staff groups to
identify.: plan, and implement necessary changes.

Actions by school board committees at Ann Arbor and Kalamazoo., Michigan.
and Neorth Carolina State Department of Education illustrate types of
activities undertaken by many local and state offices of education (Committee
to Eliminate Sex Discrimination, 1972: Ahlum, 1974; Dept. of Public Instruc- ;
tion, N.C.,» n.d.). In each case a committee or task force identifies
sexism within educational policies and practices and develops guidelines
and strategies for its removal. Each set of guidelines emphasizes the
importance of the student as an individual who should receive equitable
treatment in and access to all areas of school life, regardless of sex.
Increasing the awareness of the entire educationai community of the pervasive
influence of sex-role stereotypes is a prerequisite for change. These
committees identify and recommend nomsexist alternatives in guidance and
counseling, curriculum, instructional materials, facilities. physical 5
education and interscholastic activities, and other activities that affect a

student’s development and future opportunities. While specific objectives

and strategies are suggested for counselors. counselors should help implement
nonsexist alternatives throughout the school. Similarly, administrators and

teachers should aliso implement guidance goals.

Q- 235

|




- 222 =

Guidance objectives include:

1} Encourage students of all ages to develop their own interests and
talents as individuals rather than as members of a sex group.

2) Fneoourage all students to take part in life planning as individuals
and as family members.

3) Encourage girls to take their talents seriously and explore tradi-
tionally male classes and fields, and warn boys of the hazards of the
"super..n® role.

4} Make both sexes at all age levels aware of all occupations. Girls
need to understand the value of a job or career for self-sufficiency and
self~fulfillment (Dept. of Public instruction, N.C., n.d.).

Wwhile school-~related committees and agencies are increasingly aware of
the need to eliminate sex discrimirnation in the schools, guidelines and
strategies are only one step in tL,e process. It is heartening that more
individual educators, schocl bhoards, and state departments are dealing with
the problem, but guidelines and strategies must be implemented if sexism
is to be eradicated. This process is just beginning.

Guidance-~Related Professional Associations

A number of profeszional associations have formed commissions to deal

with sex bias in their ranks. The American Personnel and Guidance Association

(APGA) in March 1972, Acknowledging the "clear and undeniable evidence that
girls and women suffer from personal and institutional discrimination" and

that the concern of counseling and guidance is "for the welfare of zl11 human

beings," established a4 Commission for Women (APGA, 1974, p.l}. The commission

is responsible for investigating and reporting the status of women in the
PPGA, formulating recommendations, dand guiding affirmative action programs

within APGA, its divisions and branches. Haun (1974} and Pressley (1974}
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note that the counseling and guidance profession suffers from sex

discrimination to the same exXtent as the society it serves (see chapter 4).
APGA also established in 1973 the Association for Measurement and
Evaluation in Suidance (AMEG) Commission on SexX Bias in Measurement to develop
a guide to evaluate sex bias in interest inventories (see chapter 6).

The Task Force on Sex Bias and Sex Role Stereotyping. established in
1975 by the American Psychological Association (APA), focuses on the effect
of psychotherapeutic practices on women as students, practitionhers, and
consumers. A& survey of 2,000 women in APA identifies four major areas of
seX bias or sex-role stereotyping in psychotherapy which are equally
applicable to counseling: (a) fostering traditiomal sexX roles, (b) bias in
expectations and devaluation of women:s (¢) sexist use of psychoanalytic con-
cepts, and (@) responding to female clients as sex objects: including
seduction. The most pressing need is "for consciousness raisingl, increased
sensitivity, and greater awareness of the problems of sex bias and sex-role
stereotyPing in psychotherapeutic practices" {p. 1174} at all levels within
APA through workshops: division programs, and conferences. oOther needs
include "development of guidelines for nonsexist psychotherapeutic practices....
(and formal criteria and procedures...to evaluate education and training (and
materials) of psychotherapists in the psychology of women, sexism in
psychotherapy, and related issues" {p. 1174).
COUNSELING FOR JUNIOR AND SENIOR HIGH SCHOOL STUDENTS

Recognizing sex discrimination and out.ining potential remedies are only
a start toward a solution. HNonsexXist materials and techniques are needed

to implement any plan to eradicate sex bias and sex~role stereotyping.

1 .
Sometimes called sex-role awarehess.
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Nonsexist Curricular Guides

Awareness of the impact that the day-to-day curriculum has on students'
development, educational and vocational aspirations, and self-image has led
to the publication ¢f nonsexist curricular guides.

One such guide., Today's Changing Roles: An Approach to Nonsexist

Teaching (Resource Center. 1974}, presents supplementary instructional
materials to help students explore and understand the ways sex-role
stereotypes define and limit male and female reoles. Curricular resources
are provided for elementary school, intermediate grades, and secondary
school. The purpose of these materials is to make students aware of sex-
role stereotypes: to explore the implications of societal expectations for
males and females:; to analyze stereotypes: their sources, purposes., and
the expectations and limitations they inflict on the individual; and to
examine the ways stereotypes affect students' lives and futures.

hddditional curricular resources and tools to combat sex discrimination

in the schools have heen identified (New Woman's Survival Sourcebool, 1975}):

An Educator's Guide to the Correction of Sex Bias in Fducation, compiled

by Linda Macbonald, available from Media Center, Montevideo. Minn.

NEA Edupak on Sex-Role Sterectyping., available from the National

Education Association. West Haven. Conn.

Feminist Resources for 8chools and Colleges, compiled by C. Ahlum and

J. M. Fralley. available from Feminist Press, 0ld Westbury. L.E., N.Y.

WEAL K-12 Education Kit, by M. Kampelman. available from Women's

Equity Action League, Washington. D.C.
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Analysis of the discriminato ; treatment or lack of treatment of
girls and women in high school civics books and 2 review ©f similar sex
discrimination in most textbooks prompts Macleod and Silverman {(1973) to
recommend textbook revisions. Such revisions need "to incorporate in
their content and style appropriate attention to the past, present, and
potential future role of women in the country’s political and governmental
institutions and their leadership" {(p. 71). But major revisions of
textbooks are slow in coming. Until nonsexist textbooks do appear, these
authors provide teachers with several recommendations {(pp. 84-85) as aids
to teaching a relatively nonsexist course despite the text. Macleed and
Silverman note that the teacher is responsible for pointing out to students
that the textbook does not give proper attention to women or women's issues.
Each student can then analyze a section or chapter of the text to see if
and how it excludes or stereotypes women. Teachers need to adjust classroom
presentations to compensate for inadequacies in the books. Students may be
assigned class projects to investigate subjects, such as important women or
women's movements,inadequately covered in the text. Supplemental nonsexist
matérials can also be incorporated into the course. These recommendations
are equally applicable to many subject areas.

Counseling Intervention

Can counseling practice evolve programs that give full consideration to
an individual's feelings and help generate a range of alternatives irrespective
of the client's sex or the counselor's value system? Schlossberg (1274)
suggests that "liberated" or nonsexist counseling requires sex~role conscious-
ness raising by counselors and clients and good helping skills.

Sex~role congciousness raising is the focus of many alternative

counseling programs. Counselors may promote sex-role awareness within the
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schools via many vehicles: For example, Hansen (1972} presents a number of
programs that counselors can implement to reduce sex-role stereotyping and promote
2qual development of both sexes' vocational and life plans. Becau e of the
limited role models for girls, Hansen recommends group counseling for girls to !
explore a variety of life patterns and the ramifications of each particular role.
This exploration should include a presentation of women's actual labor market
participation and the value of a job or career for self-sufficiency and self-
fulfillment. "Strength groups” in which boys and girls focus on their

P tential and develop action plans for becoming the kind of person they

would like to bhe, also facilitate individual dewvelopment. Value clarifica-

tion is another important process for junior and senior high school students.
Senior high students, as they make vocational decisions. should be aware of

diserimination in hiring, promotions., and salaries. They should also

recognize the subtle ways in which society imposes its values, restricting )
the individuwal'’s free choice of life options. Work experiences should be
available to students before they make their final decisions. Women's
studies should include the difference between the facts and myths of women
and work and women's contributions to society. fThe implications for both
men and women of choosing atypical life styles should be introduced at the k
high school rather than at the college lavel. Students who do not go ta
c¢oilege need to be exposed to such courses.

The struggle by the pdrents and staff of one cooperative school te
recognize and eliminate sexism is reported by Harrison (1974). Even in a

school considered highly progressive, innovative, and exciting, many o

insgtances of sex discrimination are discovered. The Sex-Fole Comittee within
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this school attempts to involve the entire educational community in
recognizing and working against sexism by designing a variety of activities
and projects that bring together parents and staff, blacks and whites, men
and women.

Individual educators, school boards: and state departments [ education
contribute toward the elimination of sex discrimination in the schools.
Peshbach (1975) develops an evaluation instrument to locate sex discrimination.
biar, and sexism at the elementary, junior, and senior high school levels.
Not all items are appropriate at all levels, nor are they intended to be
exhaustive, but they illustrate the practices and policies that require
attention.

The Women's Liberation center of Nassau County {1973) developed a four-
day minicourse on "Women in Society" for high school students. The course
emphasizes raising students' consciousness abou. sex-role stereotypes and
informing them about the women's movement. The syllabus appendices contain
facts, myths, definitions, and article ex<erpts on women's issues to
stimulate discussions. A bibliography on women provides background for
teachers, counselors, and students invelved in the curriculum.

Erickson (1974) describes a curricular alternative for adolescent girls
which promotes mo;ement from conventional to princip!~d morality and from °
external to internal sources of ego strength. Using a seminar practicum
model, Erickson finds that adolescent girls tend to level ©off earlier and at
a lower level than boys in a number of cognitive, emotional, and moral
developmental areas. Since a counselor's responsibility is to promote equal

growth and compete.ce in women and men., counselors are obliged to explore

and implement positive interventions in girls' development. While this
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intervention is still in the formative stage. it appears a bright prospect
to equalize mer's and women's adolescent and adult development.
hAdditional resources for developing sex-role awareness and women's

studies courses are identified in New Woman's Survival Sourcebook (1975} :

To Be Free, by Frieda Armstrong: available from Fortress Press.
Philadelphia. Pa.

Male and Female Under 18, edited by Nancy Larrick and Eve Merriam,

available from the Feminist Book Mart, Flushing. N.Y.

What Every High School woman Should Ask. by Youth Liberation and

available from them, Ann Arbor, Mich.

Other Choices for Becoming a Woman, edited by Joyce Slayton Mitchell,

available from KNOW, Inc.. Pittsburgh. Pa.

Career counseling also suffers from sex bias. Several career counseling
models seek Lo build young women's awareness of myths 2nd facts about women
and work, a tirst step toward more realistic life planning.

Birk and Tanney (1272) propose a career counseling model for women to
heighten their awareness of the influence of sexism and stereotypic attitudes
on their ro? and career goals. The model proposes to broaden students’
concept of what women's roles could be. Designed for junior and senior high
school students. the model involves three one-~hour group sessions and an
informal individual follow-up with a counselsr. An informal assessment of
the model at one large high school vields favorable increases in students'
awareness of women's roles, career options, and the importance of life
Planning.

Tiedt (1972) proposes a “"realistic counseling model for high school

girls.” She stresses that most high school girls, especially those of lower
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socioeconomic background, are unaware ©f the high probability of their
future need for employment. The model presents 10 suggestions for
counseling activities to provide girls with a more realistic picture of
their own uncertain future and of the actual labor market situation for
women.

Such career counseling programs need to be bolstered both by nonsexist
career materials and those that actively encourage nontraditional options
for both sexes. Mitchell (1975} explores over 100 careers for women,
many of them nontraditional. fThe emphasis is on choosing a satisfact.
job: not simply a “"female" job but one that fits individual interests
and talents and optimizes potential. This freedom of cheoice is available
to women if they free themselves from their own Stereotypic attitudes and
develop a life style congruent with their own career development. For
each career option Mitchell presents a description of the field by a woﬁan
working in it. Educational requirements, the number and location of
women in the field, beginning salaries, future opportunities for women:
colleges awarding the most degrees to women in that field, and sources of
further information are provided.

ABT Associates in Cambridge. Mass. has developed nonsexist career
guidance kits, games. and resource guides. Other resources identified in

the New Woman's Survival Sourcebook (1975) include:

Non-Traditional Careers for Women, by Sarah Splaver. available from

Simon and Schuster, New York.

Counseling California Girls, pamphlets available from the Commission

on the Status of Women. Sacramento., Calif.
IN-SERVICE TRAINING FOR NONSEXIST COUNSELING

The Congressional Record of March 9, 1971, quotes Rep. Shirley Chisolm's

outline ©f counselors' responsibilities: "to raise the aspiration of girls,
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to asgist them in achieving a satisfactory identity both as women and as
workers., and to help replace past occupational stereotypes.” (Education
Committee, 1973, p.3). ¢Thig challenge is presented to counselors and
counselor trainers whose formal training is highly traditional. Chapters
4 through 9 point out that counselor training uswally provides no courses
specifically about girls and women, and that the thecories, texthooks, and
counseling tools are sex biased. They discriminate either by ignoring |
women or women's issues in theoretical treatises, by limiting women's
options to traditionally feminine career or life patterns on interest

inventories. and by labeling more "instrumental"” or masculine preferences

as deviant. But the inequities of the present system are not going

unrecognized.

Programs and Workshops

Sex Equality ip Guidance Opportunities (SEGO). SEGO, a project funded by

the U.s. 0Office of Education and managed by APGA, brought together interested
and qualified individuals from each state to receive training and materials
that they could then use in training workshops in their own states. Project
funds covered expenses for seven SEGO workshops in each state and ten in
California. The workshops were open to counselors, teachers, and administrators
from elementary school through ccllege. The objectives include: {a) to
expand awareness of instances of sex discrimination apd bias in the environ-
ment, and itg illegality under Title IX of the Education Amendment of 1972;
(b) to examine the double discrimination against minority girls: (¢) to
expand options available to boys and girls by supplying information,
resources, and technigues, and (d} to expand the influence of each workshop
by having each participant develop a strategy for change within his/her own

environment.
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The materials provided participants include guidelines for developing
affirmative action plans for women's employment, tools to expand boys' and
girls' options., bibliodraphies, resource lists, kits and films, outlines
of nonsexist covr.seling techniques, including a model by Schlossbery
{(presented earlier in the chapter), information on assertion training, and
exercises to build sex-role awareness.

Wworkshop on New Careers. In June 1974 the American Council of Education,

APGA, National Institute of Education, and the University of Maryland sponsored
a workshop for Postsecondary school and agency counselors designed to:

{a) stimulate counselors to develop greater awareness of sex-role stereotypes,
{b) provide career development and counseling skills, and (c} encourage
participants to develop meaningful programs in their own settings. Speakers
covered sociocultural sex-role norms that influence human beings in their
vocational ¢hoices and behaviors and specific technigques that can help both
sexes free themselves of sex-role stereotypes so they may reach their full
potential. Participants from 31 of the 49 institutions represented responded
to a follow-up questionnaire indicating implementaticn of some new programmatic
effort. The conference appears successful in instituting nonsexist activities

at the institutiors.

University Extension. The University of California Los Angeles Extension
presented a conference in 1973 to provide professionals with directions for
acquiring the knowledge, techniques, and awareness to develop effective programs
for women. A community-based effort to improve career counseling and programming

for women, the conference exphasized skills development. Methods to assess
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women's needs in the context of social, economic, political, and
educational trends were presented. The establishment of geals within
institutional objectives and the development of guidelines for the content
of women's programs were outlined. 7he development of counseling and
teaching skills for work with women was reviewed: as were methods to assess
the effectiveness of programs for women. While workshops at the lecal
university extension level may reach the population of school counselors
and teachers, the number involved is still quite small.

Handbooks and Guides

Two national associations: the American Association of University
women {(AAUW) and the National Vocational Guidance Association (NVGA), have
each published books to aid teachers, counselors, and professionals
concerned with maximizing human potential,

Integrating women's studi~s into teacher education and., subsequently.
into the teacher's own classroom curriculum is viewed as significant in

combatting sexism. Liberating Our Children, Ourselves {Howard, 1975) is a

¢guide for developing women'’s studies course materials. It is essential for
a women's studies program to include courses Or sections that examine sex
differences and socialization and to explore each teacher's and each
student’s awareness of his/her own sex biases. Teachers-in-training need
the experience of developing tocls, methodologies, and materials that
identify and eliminate sex-role stereotyping in school policies. programs:
and materials. Howard presents a comprehensive course syllabus including
an outline, detailed objectives, learning projects, and an extensive
biblicgraphy for a women's studies program to be ircorporated into a

coun zlor- or teacher-education program or into a high school or college

curriculum,
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Counseling Girls and Women Over the Life Span (Whitfield & Gustav,

1972) was duveloped by NVGA to increase the awareness of counselors,
counselor trainers, and other professionals of the unique assets, as well
as the needs, girls and women bring to life situations. The authors
discuss the life stages of women, Jdevelopment of sex differences, and the
social context within which women function. They point out the develop-
mental aspects of each life stage and implications for counseling. The
book also deals with special topics, such as value clarification for
women, socialization and institutional barriers to women's freedom of
choice, continuing education for women., and counseling in the year 2000.
COUNSELING ALTERNATIVES FOR WOMEN

As women begin to realize that they are more competent., decisive,
and creative than their Sex-role stereorype and that society judges them
not by their true potential but by that stereotype, they are likely to
experience frustration, anxiety, and anger. Many feminist counselors and
therapists recognize this double bind. New counseling techniques are being
develcped and old ones revised to help these women overcome their restric-
tive gocialization and break cut of the sex-role stereotypes they find
oppressive. Two counseling methods are particularly useful.

Assertion Training

Assertiveness is the direct, honest, and appropri»’e exprsssion of
one's thoughts, opinions, feelings, or needs. Assertive behavior involves
a high regard for one's own personal rights and the ri:ghts of others. It
is ethical and responsible, yet firm. Unassertive behavior is characterized
by communicating less than one wishes in an avoidant, passive, or wishy-

washy mannexr. Assertiveness is differentiated from aggre-sive behavior,
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where one expresses oneself in a direct and even honest manner but where
one is also attempting to hurt. put down. embarrass. or upset another person.

Assertion training is an increasingly popular mode of counseling
intervention. It provides an outstanding vehicle to challenge sex-role
stereotyped thinking and gocialization messages that restrict the actions
of both gexes. People, especially when younger, are introduced to a great
variety of socialization messages that help them adapt to society. Many
of these messages support personal growth. Others, however. support
adaptation in a manner that limits an individual's potential.

In many areas there is a double standard of behavior for men and women.
When these areas involve the viclation of one's personal human rights, assertion
training can help a person sort out the rights involv=ad; determine whether the
behavior is, in fact, unassertive, assertive, or aggressives and choose
responses to communicate one's thoughts, feelings, or needs in a direct, hon-
est, and appropriate manner. Thus, the cultural stereotypes, that restrict
personal expression are rejected in favor of human values. Men and women are
not encouraged to give up the masculine or feminine gualities they value,
but rather to have greater access to the full range of healthy thoughts:. feelings,
and behaviors available t© all human beings.

Asgertion training as a behavioral intervention is increasingly offered
in groups for women only. Women who are trying to function i roles outside
the home oft-n find themselves relating to others with rehaviors that interfere
with their effectiveness a: leaders and decision-makers, problem-sclvers, or
simply persons with their own ideas and self-inferests to promote, as well
as their personal rights to protect.

Assertion training is a useful intervention in marriage and family

counseling, in helping a woma hecome more assertive in her relationship with
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her husband and children, in leadership training, career counseling., job
interview skills, sex therapy, and in problems of aging. It can be an
important personal growth experience for women who want to improve their
effectiveness in a specific role.

Assertive behavior or the development of assertive skill may be
viewed differently in women and men. A man may determine that certain of
his behaviors are dysfunctional. He may identify his problem with
assertion, g0 to an assertion training group. change his behavior, take the
new behavior into his social environment and receive support and approval.
A woman may go through the game process but find different conseguences
when she tries out her new behaviors in her social environment. Instead of
support and approval, she may find resentment, criticism., and negative
labelling of her behavior. For example, she may be perceived ag "selfish.,"”

“hard," "cold," "bitchy," and "aggressive," even though she is engaging in
essentially the same assertive behaviors as a man. Assertive behavior is

seen as sex-role-appropriate behavior for men in our culture but not for

women .

Cognitive Behavior Modification. Because beliefs about the appropriateness

of assertive behavior for women ave culturally shared., cogritive behavior

modification is ©f greater .mportance for most woman and may need more time and

attention than in a behavioral change model for men.

While men grapple with a more personally based belief system: women
must deal with one the whole cuiture shares {although one may argue that men
in certain subcultures have sex-role stereotyped expectations of aggression).

yomen cannot SO easily take a newly acquired assertive skill into their
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interperscnal relationships and receive support and approval, especially
when it is likely that others have been profiting from the woman's previous
unassertive or passive and even her aggressive behaviors.

Certainlv, there are other payoffs for assertive behavior for women.
such as increased self-respect, improved communication with others. more
autonomy in relationshipss greater feelings of efficacy. independence in
problem-soiving, and often increased respect. if not applauser from others.
Since women may not receive the same social approval for assertive that
they receive for passive behaviors, the assertion training model must
develop women's capacities for self-reinforcement in the form of a perscnal
belief system that will enaple them to value and maintain their behavioral
changes.

Initially, this process involves helping the client to identify specific
Lehaviors that she regards as unsatisfying and their dysfunctional conse-

quences, and then making explicit the belief system and self-statement that

lead her to choose this particular dysfunctional behavior. For example, a
woman is asked by a friend, "Do you mind if I bcr}ow your class notes?"

While the friend really prefers that people 40 not borrow her school materials.
she responds to the request with "No, not at all." Therefore, the target
behavior is the dishonest communication that inadvertently leads the woman to
do something that displeases and annoys the friend.

The next step is to identify the belief system and statements £© the self
which support and maintain this choice ¢f behavior. The client is asked what
she is telling herself which leads her to choose this response rather than one
more honest and functional. The answer may be something like: "It wouldn't
be nice to say how I really feel. A good friend always thinks of her friends
first. pon't rock the boat. People won't like you if you say things they

don't want to hear. The other person's comfort and enjoyment are more
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important than mine. What right do I have to refuse requests made by
other people." and sc on,

The next step is to identi.y the client's preferred behavior, making
explicit the belief system and self-statements that would lead %o this
choice and maintain it as a behavicral change. Often other members of
the group can help to develop and state the cognitive components of a
desired behavioral change. The client may have difficulty making the change
becauge if the preferred behaviors are not presently within her reperteoire,
or if at the cognitive level she does not have permission from herself te
engage in behaviors she prefers, the supportive belief system and statements
tc self may also be absent. The group also plays a crucial role in support-
ing and enccuraging behavioral change. as well as supplying feedback on the
accuracy and appropriateness cf the client's attempts at assertive behavior
during reole-play exercises and behavioral rehearsals, The client is
encouraged to apply this model of cognitive behavioral change to other
situations. Other parts of the cOgnitive component in assertion training
which have special value for women include;

1. Teaching a conflict resolution model with the rationale, structure,
and specific applications of assertive gkills in resolving conflicts. This
is particularly important for women who are concerned that the changes they
make in their part of a marriage partnership, for exampler wiil result in
more ccnflicts and that they have the means t© handle these changes in the
relationship without damage to the relationship itself.

2. Considering context, timing, and appropriateness of assertive behavior.
- 3, Making explicit the consequences a person is choosing by employing
different kinds of behavior in transactions with othersg. The choice of

assertive behavior as a way to handle conflict in a relationship is implicitly

a decision to choose different consequences than those that would result from
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unassertive or aggressive behavior.

4. Examining cognitive issues that lead to vacillation between two
behavioral extremes, unassertive .ehavior and aggressive behavior. Many
women report that, although their objective is to act assertively in a
particular instance, they find they. or others, perceive their behavior
as aggressive; or, at the other extreme, they decide not to act at all.

The sex-role stereotyping of behavior presents women with special
problems in the actual performance of assertive behavior. Women often
find themselves making statements to others which are assertive in content
but nnassertive or aggressive in delivery and zttendant body language.

This may result from either the woman's real ambivalence about being
assertive or from the absence in her bechavioral repertoire of body languade
and speaking behaviors that should appropriately accompany assertive
statements. Examples of these behaviors are eye contact and body gestures
that signal confusiow., helplessness. and self-discounting to others:

speech patterns that invite others to interruptor finish one's sentences;
prefacing statements of opinion or requests with self-disclaiming phrases
(i.e.. this may be irrelevant, but..., this may sound silly, but..., etc.)s
and exhibiting voice qualities that invite discounting from others

{(i.e., speaking softly or speaking in a high. whiney, childish voicel}.
These behaviors are generally regarded as "feminine" and are dysfunctional
if the goal iz to “e assertive. Aamong the various techniques for behavioral
change employed in assertion training. video feedback is especially useful.

Ideally: the outcome for any intervention will be most enhanced by
highly motivated, appropriately self-referred clients. Assertive behavior

is most likely to be valued and desired as an outcome by women who have
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already thought about changes they want to make. even if the changes are not !
lanseled "agsertive." For such women the cognitive restructuring process in
assertion training ig usually enhanced by the client's experience of
consciousness raising, either privately in assessing one's own exXperience or

in a structured consciousness-raising group.

For other women, particularly those who seek ox are referred for
one-to=~one counseling, conceptualization of needed behavioral change in
terms of assertion training may be gquite threatening. To the extent that a
woman client shares the cuitural definition of assertive behavior as masculine,
and to the extent that her lifestyle and identity are dependent on passivity
and service tO others, the cognitive restructuring process will provoke
anXiety and resistance. Th;s response raises ethical issues, as well as
questions about effectiveness of different procedures. A woman client may
reject assertion as a desired behavior in her most intimate relationships
{where she may need it most, from the perspective of the counselor}), but act
assertivelY in other interactions. such as with salespeocple, waiters: and
SO on.

Assertion training, as with any counseling strategy, cannot successfully
facilitate personal growth for 2 client if it is pursued in a counseling
relationship wherein the client's values are ignored or discounted, oOr the
counselor assumes a parental role and directs the client in behaviors that

will please the counselor but are not responsibly chosen by the client.
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Feminist Counseling

Not only are more feminist psychologists, counselors: and psychiatrists
revising existing theorvy and practice within established therapies to deal
more adequately with the psychological needs of women. but they are also
creating independent thecretical perspectives on the psychology of women
and experimenting with alternative intervention systems in their professional
practices.

There are three major thrusts in the move to develop a feminist counsel-
ing approach: constructing a develupmental psychology of woméﬁ, identifying
zni anlayzing the negative consequences for women of their sccializaticn,
and providing alternative formulations of presenting problems and counseling
goals for women clients.

Developmental Psychology of Women. Although no comprehensive developmental

thecory for women has Yet been offered, many feminist psychologists are exploring
the feollowing areas:

1. HNew ways to conceptualize the self--actualized1 woman.

2. Identification of developmental stages that reflect the realities
of contemporary woman's greater control over her body and reproduction.

3. Reconceptualization of man-woman relationships and the context in
which women assess the satisfaction and success of intimate partnerships and
family structures.

4. The 1ntegration intc a developmental schema previously ignored
growth areas such as autonomy, identitg. bodv image, sources of self-esteem,
sexuality, career development: and phyé;cal development and well-being
{see Klein, 1975; Westervelt, 1973; and Harmon, 1973, for thinking on these
issues) .

1 . . . . . . .
Self-actualization is a continuous striving to realize one's inherent
potential by whatever means available (Hall & Lindzey, 1957).
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Remediation of Negative Socialization. A second major thrust of

feminist psychology is the identification and analysis of the negative
consequences for women of their socialization (Wyckoff, 1971, 1974a, 1974b;
Shainess, 1970; Weisstein, 1971). That women are socialized for an
inferior adult role is documented in chapter 2. Whiteley (1973) describes
the negative gocialization of women:

The culture conspires against woman at all stages of

her life to deny her personal power. The denial pervades

the legal structure, the economic structure, her religious

life, family life, and probably most destructive of all,

the psyche of the woman herself.

From the moment of birth the culture carefully feeds back

to her its view of her nature, its expectations which she

must adopt for herself, and systematically rewards passive,

deferential , dependent behavior. (p.33}.

The remediation pProcess itself, then, consists of development and
application of intervention strategies to help women overcome the handicaps
and limitations imposed on their development by the culture. Some inter-
vention strategies, such as assertion training and sex counseling, focus on
individual behavior change. ©Others involve personal growth experiences
that lead to cognitive restructuring, for example, conscicusness-raising
groups, women's communal experiences, and _Xposure to women's arts and
history. Still others involve education for competence in previously denied

areas and skill acquisition for career development.

Reformulation of Counseling Problems. The third major feminist activity

is providing alternative formulations of presenting problems and outcome goals
for women clients. These formulations are based both on an emerging feminist
view of women's development and on the remediation analyses cited earlier.

In this context, contemporary women are seen as eXperiencing psychological
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rroblems different from these of the past and as needing skills and support
t0 handle problems with importan. environmental sources.

Westervelt (1973} notes that "today's woman has been socialized to
live in a world that no longer exists,....to acquire behavior styles that
i11 fit the responsibilities she is likely to carry" (p-22}. This
discrepancy 1s the basis ©f many problems women bring to counseling. Among
them:

1. Integration of career. marriage, and family plans. In the past
more pressure existed to choose one or the other. Women now can choose
both, but often they must function in a social system that undermines their
success and satisfaction by adding career expectations to traditional
marriage and family role expectations. rather than restructuring all roles.

2. Change in sel?-concept and in sources of self-esteem. “Although
{a woman} is very likely to have been socialized to need to see herself as
sexually attractive and to derive self-esteem from the attentions of males.,
her needs to succeed in other than sexual realms of activity are increasing"
(Westervelt, 1973, pp. 22-23).

3. Confusion in late adolescence over choices among lifestyles and
gender roles because of intense pressure for sexual and emotional intimacy
with men.

4. Conflicts of the o}der woman, "who has found the gender roles for
which she opted in youth unsatisfactory or untenable...({and who} embarks

upon a search for identity at a time in life when, so it seems to her, most
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nf her male peers and some of her female peers have long since surmounted
this developmental hurdle" (pp. 21-24).

Felated closely to the formulation of presenting problems in developing
feminist counseling as a distinct intervention system is the specification
of goals. Klein {1975} has developed a check 1list of nine feminist goals
for counseling. These goals are phrased as questions to sharpen the
assumptions made about women c¢lients:

1. what is the connection between her pain, symptoms. and
life situation? 1Is she reacting to role conflicts or frustrating,
unsatisfying roles?

2. Are some of her pains "growing pains," consequences of
her decision to change her life, break out of old patterns, and
take risks?

3. Is her self-esteem dependent on others’ evaluations and
reactions or based on her own judgments and values?

4. Are her ideals and role choices influenced by traditional
sexist stereotypes?

5. Does her interpersonal style allow a full range of behavior,
including direct expression of anger and power needs and a balance
between autonomy and interdependence? Does she need to please others
all the time, or can she challenge and confront them as well?

6. Can she relate to both sexes as people? Does she feel good
about herself and other women and draw support frowm shared experiences?

7. Is her role pattern her own free choice and personal blend,
responsive to her needs, including her need for competence and
recognition?

8. Does she use and trust her own devision-making and problem-
solving skills? Can ghe decide which problems are soluble and which
are not without doubt or guilt?

9. Does she accept and like her body. enjoy her sensuality. and
take responsiblility for knowing and managing her sexual and reproduc-
tive life? (pp. 15-16).

This checklist is helpful within the framework of a feminist intervention

system. It is also helpful az & guide to the feminist revision of traditional

counseling theories.
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Counseling for Returning adult Women

Adult women c¢ften want and need to return to postsecondary institutions
for further education or training. However, because higher education has
been structured for the typical student who completes his/her education
through continuous, full-time study, adult women frequently experience
instituticonal., as well as persconal. barriers. Obstacles also face women
who choose to return to the special education programs for women initially
developed in the 1960's to facilitate access to educational institwutions.

Obstacles. Most descriptions of the needs and ¢obstacles that adult
women experience as they return to school (Hunter, 1965; Brandenberg. 1974;
Durchholz & O'Conner., 1973) are hased primarily on observations or on data
gathered informally from women participating in an individual program or at
one institution.

Obstacles facing reentry women include lack of information about resuming
education and preparing for and beginning a career, lack of self-confidence, i
and time and financial constraints. Hunter (1965), in a report based on
informal data gathered during 10 weeks of droup counseling sessions with
83 women, indicates that "as women Lecome increasingly aware of the fact that
it is possible to yresume ©Or begin a career, as maternal duties diminish. there
is a « .fusion and a hesitancy about just how they may pick up the reins® g
{p. 311). Although women may want to work, they are not sure what vocation
best. suits their particular capabilities and interests. Even when a woman
knows what she wants to do, she may be uncertain about her qualifications for
the job. ©She experiences lack of confidence since she has been away from

school for some time.
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Arranding a schedule to include both academic arnd household
regponsibilities causes conflict for many women. particularly those
with families. A return to school involves not only attending classes.
but library work and study, all reduiring a major investment of time.

Women considering a career fregquently experience additional conflict about
combining their home responsibilities with even a parttime job.

Guilt is another problem with which reentry women must cop:. Because
of an internalized concept of their role as self-sacrificing wife and
mother, women feel guilty about leaving or, as they see it, "abandoning"
their homes and families to undertake a time-consuming venture that they
find personally fulfilling. They feel selfish about neglecting their
families to indulge themselves and about spending money that could go toward
a family trip or the children's college educations. They way, in fact, feel
guilty about aggressively pursuing the educaticn they want. This aggressive~
ness may be interpreted by others as an attempt by the w?men to compete
with their husbands.

Societal attitudes often thwart women's return to the academic world.
Attitudes about a woman'’s Place {(ipn the home) and a woman's proper role
(supportive, compliant wife, nurturing mother) cause duilt feelings and can
lead to pressure from friends and family to remain at home. It is hard.
in such a case, to brave criticism, guestions, or skepticism from those
one respects and loves, and to find the courage to adherc to plams that will

alter the family and societal living pattern.

A study of 15 continuing education programs for women (CEW), sponsored by
the National Coalition for women's Education and Development. assesses the
problems experienced by adult women (Astin, in press). Table 37 1s based on

interviews with 283 women and gquestionnaires completed by another 1,200 women

in 1974.
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- Inscrt Table 37 about here -

Cne-fifth of the participants and one-quarxter of the alumnae of
CEW report that lack ¢f ctame is a primary problem, while about one-fifth
of both groups sees job responsibilities or family cobligations as
creating significant obstacles. {"participants" are the women enrolled in
CEW Programs at the time of the study; "alumnae" are Wwomen who have been
enrolled in the past five years.} Other cbstacles, in order of freguency:
are personal problems, .uch as lack of specific skills oY abilities, lack
of direction or purpose, lack of self-confidence, lack of energy, and
quilt about money or neglect of children. Under 10 percent of both groups
reports negative experiences with instructors as obstacles, and about
5 percent names medical reasons Or nonsupportive family attitudes.

The most frequently mentioned problems are program connected, The
times at which classes are offered are a problem for 46 percent ©f the
group. The leocation of CEW programs and transportation are a problem for
26 percent of participants and 29 percent of alumnae; costs create an
obstacle for 26 percent of participants and 28 perxcent of alumnae.

Problems differ according to the women's marital status, age. and race
(see Tables 38, 39 and 40).

- Insert Tables 38, 39, and 40 about here -

Cost is a major ohstacle for 30 percent of the single women, 39 percent of
the scparated/divorced/widowed women, byt only 17 percent of married women,
About 28 percent of those under age 31 find coct a problem, compared with
15 percent of the women between age 41 and 50. Nonwhite women are more
likely to have significant @ifficulties with cost (39 percent of minority
women, 25 percent of white women}. ‘Tables 37, 38, and 39 indicate that
married women and those aged 31-4C are most likely to have conflicts with

family obligations, while single women and those aged 41-50 are most likely
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Lo have major difficalties due to job responsibilities. Participants
under age 51 more frcgquently have problems wue to lack of time, while
women under ade 40 are more likely to experience guilt about money or
neglect of children. Women £rom minority races have significant problems
due to lack of specific skill;.

Of these women in degree or certiflicate programs., 21 percent of
participants nd 13 percent of alumnae have or had major concern about
financing their education and training, and 44 percent of participants
in these programs and 39 percent of alumnae of these programs report
"some" concera in this area {see Table 41).

- Insert Table 41 about here -

Dif ferent groups of women returning to school experience different
problems. Clearly.: an understanring ©f these difficulties will help
institutions gear their services tO the needs not only of adult women,
but alse of various subaroups within this population. Initial entry
obstacles that cause women to drop out of programs must be censidered.

< auing Education Programs for Women. CEWs were developed to help

women make tne transition from home to college or work with a minimum of
extraneous c;mplications and to help them devrermine direction.
Like continuind education programs in general, CEWS are often lu.ozted ;
in postsecondary institutions. The number of CEW programs is difficult to
determine because of differences in their functions and in their use of the
Lit” vt they offer a variety of services to a diverse group of
G ne have never attended college., others have some college eXperience

Lat no degrees. A smail number of w'men have completed college or graduate
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study and are shifting careers or need help to reenver the labor
market. Seminars., conferences., credit and noncredit courses, degree
programs, paraprofessional training, and retrainind programs are all
CEW offerings, depending on the size, fundirg, and focus ¢f the program
(Astin, in press) .

Counseling is common to almost all CEW programs. Through individual
or group counseling, women learn t¢ assegs themselves more realistically
in an atmosphere supportive of self-exploraticon: the emphasis is usually
on becoming aware ©of one's strong points. that is, capabilities. values.
and aptitudes. Testing 15 often a part of this self-evaluation process.
Information about existing programs and vocational information are both
available, 1If a woman wants to become a legal assistant, the counseling
service ca . tell her about--or show her how to find--programs that offer
this specialty.

In group counselind, women who have returned to work, combining
career and family, are often invited to share their experiences and
feelinas. Employers speak on manpower needs and job opportunities and |
requirements. Representatives from the college or university discuss
academic requirements, courses, *he demand for graduates, and the academic
success of mature students. OFften skills, such as how to handle a job
resume or a job interview, are taught. Support from counselors or other
women in the group is an essential aspect of the counseling situation for
most women, providind the reassurance and social approval they need to act,
Through the counsel ingy experience and self-analysis, women learn more about
themselves and the realities of the current. academic and work worlds.
Armed wi*h this information. they are in a much stronger position to make

and te implement a decision.
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I't, subsequent L0 counseling ©r On her Own initiative, a woman
deciden bto take courses at a ¢ollede or university, the continuing
educartion program Ooften has additional services to offer. At some
institutions, c¢ollege dearees are offered through continuing
education programs, while other programs act as intermediaries, enrolling
deqree applicants at the parent institut.on. Some programs are more Of
a clearinghouse, informing women of existing programs that fit their needs.

Certification programs, a unigue service offered by some CEWs,
prepare women, through a year or less of classwork, for jobs requiring
specialized skills. Legal assistant, counseling assistant: and landscape
architect assistant are examples of job-related certificates.

Fach continuing education program differs from the next one., but the

common g0al is to facilitate the back-to-school transition. <Counseling

helps each w&man in her search for direction and supplies her with

information about options. The programs serve as an intermediary with

the parent institution, helping women handle rigid academic regulations
or bypass them through admittance to the institution via continuing
education. Conditional admission, c¢redat for life experience, part-time

PR

academic study, conveniznt class scheduling in terms ©f location, time,

and frequency of meetings, the relaxation of class prereguisites--all are

esscential elements of CEWs.
While colleges and universities have recognized the demand for CEWs
and have developed proarams to mect this demand, their support is often

qua..fied. The prodrams are fregquently self-supporting rather than i

university financed: they depend on the income received Ffrom the courses

offered. While this is good 1n that the prodram must meet the needs and

interests of its audience to survive, it is unfortunate in that it necessitates

i
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charsing a hiah price for courses and allows little funding for
financial aid or program development. Nor are the programs completely
autonomous: they depend on the continued support of administrator in the
parent institution.

SUMMARY

Many novel programs and counseling approaches exist which can be
uvtilized in more traditional settings.

Task fForces in the schools are id tifying g ..sm within educational
policies and practices and developing guidelines and strategies for its
removal. All guidelines emphasize the importance of tie student as an
individual who should receive equitable treatment in and access to all
arcas of school 1life, regardless of sex.

Guidance objectives have been get up for counselors by school beard
committees. Several professional societies have also set up commissions
on women.

Sex-role consciousness raising is the focus of many alternative
counseling programs. Several career counseling models have been developc?
to build young women's awareness ©f myths and facts about women and work.
a firsc step toward more realistic life planning. The emphasis is on ]
choosing a satisfactory jobr not simply a female jobh., but one that fits%iﬁ&
individual’'s interests and talents and opt-mizes her potential.

Several workshops have been set up for counselors from elementary
school through cellege. Handbooks and guides have been developed to aid

teachers, counselors, and all professionals concerned with maximizing human

potential.
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Many new counselinag techniqueg are being developed and old ones
revised to help women overcome thelr restrictive socialization and break
out Oof the sex-role stereotypes. These include assertion training,
alternative intervention systems four women, and counseling for adult women.
IMPLICATIONS FOF GUIDANCE AND COUNSELING

To meet the demand for nonsexist curricular materials and activities,
individuwal counselors, prcfessional associations., feminist organizations.,
and private publishers are producing a multitude of rescurces. While most
materials are exciting in content and concept., their impact and value are
difficult to determine. Several factors work against their effectiveness:
Traditional and sexist materials continue to be produced by well-knnwn
publishing houses and compete with nonsexist materials. Teroosinng o hool
boards to approve and teachers t0 use innovative approaches and materials
poses problems of reeducation and c¢onsciousness raising. while nonsexiszt
revisions of counseling techniques and programs are available, theilr
reliability and validity are yvet to be tested. While much remains to be
done, it is imperative that counselors-in-training and in the field be
exposed to nonsexist techniques and materials and begin to test and
incorporate them into school c¢ounseling and curricula.

Coupselor and teacher education or reeducation may be a major tool in
ridding schools of sexism. While each program. workshop, and quide includes
rich and varied materials to help counselors develop nonsexist counseling
and curricula, their effectiveness is limited. Most traditional counselor
and teacher education programs do not include courses about women's issues,

thoudh there is some ~vidence that this weakness is being remedied. Further,
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MORY COUNS L LOES and teaschers in the fielid are unlikelv to avail themselves |

of yneservice rraicing programs on women’s issues unless they have already
developed some sensitivity te the iszsues. Pyobably the most effective
impetur to ensure widespread uxposure o and use of npousexist counseling
techniques and oducatlional curricula 1s to reguire such courses for state

credentialing.
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TABLE 37--Obstacles to participation in continuing education programs cited by
women currently enrolled: United States, 1974
(in percentages)

Obstacles Participating women
{(N=649)
Time of day classes offered 46
Location, distance, transportation 26
costs ) 26
Lack of time 20
Job responsibilities 19
Family obligations 18
Lack of specific skills/abilities 15
Lack of direction/purpose 15
Lack of self-confidence i2
Lack of energy, physical endurance 11
Guilt about money 9
Guilt about neglect of children 8
Negative experience with instructor 8
Medical reasons 5
Non-supportive family attitudes 5
Other 2

SOURCE: {in press) D. C. Heath and Co., Some Action of Her Own: The Adult
woman and Higher Bducation, H. S$. Astin, B4. (1976).
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TABLE 38--nbstacles to participation on continuing education programs cited by
participating women, by race: United States, 1974
(in percentages)

White Hon-white
Obstacles .(N=609) (N=37)
Costs 25 39
Lack of specific skills and/or
abilities |, 15 29

SQURCE: {in press) D.C, Heath and Co,, Some Action of Her Own: The Adult Woman
and Higher Eduycation, H.S, Astin, Ed, (1976).
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TABLE 39-~-Obstacles to participation in continuing education programs cited by
participating women, by age: United States, 1974
(in percentages)

Obstacles 30 years and | 31-40 years ) 41-50 years| 51 vears
under and above
{M=212}) (N=206) (r=138) (18=90)
Costs a8 25 15 13
Family obligations 16 24 21 3
Job responsibilities 18 18 23 14
Lack of time 21 23 23 8
Guilt about money 10 12 6 4
Guilt about neglect of children 13 11 5 2

\

\

QURCE: {(in press) D. C. Heath and Co., Some Action of Her Own: The Adult
man and Higher Education, H.S. Astin, Ed. (1976).
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TABLE 40--Obstacles to participation ip continuing educat:on programs cited by
participating women, by marital status: United States, 1974
(in percentages)

Obstacles Single Married Separated/Divoxrced/Widowed
{N=108) (4=42¢) {N=112}
Costs 30 17 39
Family obligations 1 18 19
Job responsibilities 19 7 12

SOURCE: {In press) D. C. Heath and Co., Some Action of Her Own: The Adult
Woman and Higher Bducation, H. S, Astin, Ed. (1976),
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TABLE 41--Financial concerns of continuing education participants enrolled in

degree programs: United States, 1974
(in percentages)

Financial concerns Participants
{(N=271)

Major concerns about financing
education or training {not sure
I will have encugh funds to
complete it) 21

some concern (but I will probably
have enocugh funds) 44

No concern (I am confident that
I will have sufficient funds) 36

SQURCE: {In press) b.C. Heath and Co., Some Action of Her Own: The Adult Woman

and Higher Education, H.S. Astin, (EQ.) (1976).
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CHAPTER 11

IMPLICATIONS AND RECOMMENDATICNS

The purpose of guidance and counseling is to facilitate students' life
adjustment, role clarification, and self-understanding. Evaluation of the
sex-fairness or sex bias in guidance and counseling at the secondary level
and beyond is complicated by the gocialization Process. StudentsS, counselors,
teachers, and parents all learn sex-appropriate behaviors, attitudes, and
aspirations and internalize cultural sex stereotypes. The institutions within
which they function are products of these cultural conditions.

Analysis of overt sex discrimination. in counselor attitudes and counseling
materials is insufficient to determine the dimension of sex bias confronting
both beys and girls in high school and later. Knowledge of the sex stereo-
types children have internalized through earlier socialization and of what
other agents of socialization--parents, teachers, books, movies. television,
peers--ar. currently teaching students about their appropriate sex roles is
essential to evaluate the success of counseling and guidance in optimizing
an individual's alternatives regardless of sex.

SOCIALIZATION

Recommendations, based on the findings of Chapter 2, include:

1. Because the effects of discrimination are cumulative, and
elementary¥ school is a key time for Programmatic work. career development
interventions should be made at this early stage. The need to understand
the impact of this Programmatic thrust warrants an evaluation component in
each programmatic effort.

2. Special guidance curricula and materials should be available at the
elementary school level. HNew materials should be developed and existing in-

class materials, such as readers and other textbooks, revised.

272




Q

ERIC

Aruitoxt provided by Eic:

- 259 -

3. Researchers need to determine how to resccialize the sexes:
specifically, what kinds of activities, interactions, and materials would
be effective.

4, During adolescence women regress in educational and social development.
This regression coincides with biological and hormonal change. What happens
to young girls at that time in terms of preparing for motherhood and career?
Research should answer this question. Interventions with young men, as well
as young women, are needed for sex-role restructuring, because they are the
future mates, bosses, colleagues, and subordinates of voung women.

5. In the area of training, teachers must give special attention to
nontraditional careers for women. This recommendation implies additions to
the teacher education curriculum, conscicusness raising, and revision of the
attitudes of teachers so they do not treat the sexes differently. This
recommendation applies to teachers at all levels. Administrators must also
be sensitized to allow certain novel matcrials into the schools.

6. More nontraditional role models should be provided. Male 2lementary
teachers should be recruited in greater numbers. When police officers or
firemen come to school for visits, the group should include both sexes.

7. Counselors must be aware of socialization and sex~roie research.

They must be taught technigues based on the research in number 3 above,
to counteract harmful socialization. Counselors must also be aware of
their own biases.

8. Everyone in the majority population, including teachers, re-
searchers, counselors, and administrators, misinterprets minority sociali-~-
zation. This response stems from inadequate information and poor research.
More higher quality research and consciocusness raising on minority issues )

must be undertaken for the above dgroups.
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9. Because of the increased contact of women with counselors, the same
advice given to a man and 2 woman becomes more important when given to a
woman. Counsclors must be extremely cautious in the actions they suggest and

encourage for both women and minority students.
ACHIEVEMENT MOTIVATION, SELF-CONCEPT, AND SEX-ROLE ATTITUDES

Implications and recommendations based on the finding in chapter 3
include;

1. Since achievement motivation, self-concept, and sex-role attitudes
are all affected Y+ earlier socialization, it is all the more impertant that
sex~typing be eliminated,

2. Many more guestions than those answered in chapter 3 remain to be
investigated. For example, do existing theoretical works on achievement
motivation provide an adequate explanation for women's achievement beshavior?
To what extent do other variables, such as self-concept and sex-role attitudes,
affect women's achievement? Does attribution theory provide a wvalid,
alternpative explanation for differential achievement?

3. Bccause these topics are fraught wi:h myths, unanswered questions,
and controversy, it would he far wiser for a counselor to make ho assumptions

abcur sex differences in achievement motivation and self-concept but,

rather, to work to expose social myths and restrictive stereotypes that
may inhibit the individual from realizing his/her true potential.
Counselors must be actively involved in raising the consciousness of both
men and women and facilitating their understanding and acceptance of them-
selves and one another.

4, Helpful interventions should change students' locus of control and
perception of power. Value clarification exercises covld change values on
an individual basis rather than on a male/female continuum. Counselors are

responsible for enlarging the options.
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S. Both boys and girls mus e trained in career awareness but also
in what it means to be . family member. Alternatives must be generated for
.he usually rigid sex roles. Boys and girls also must be encouraged to
communiéate with one ancther about their perception of sex roles.

6. Changes in acceptable ways for self—actualizationl saould be introduced.
Ssociety must accept walues that allow a young man who does not want & career to

actualize himself in other ways.

7. Reseasch on points in numbers 4, 9, and 6 should be conducted.

8. Forces in the development of m.aority students wnich contribute to
lowered self-esteem and achievement motivation should be documented and
serious thought given to whether such patterns warrant change.

COUNSELOR TRAINERS, TRAINING: AND CERTIFICATION

Implications and recommendations from chapte» 4 include:
1. The sparsity of female counselor educators dictates that more be

hired, Many more women earn doctorates in areas appropriate for counselor

educators than are nirced for such positions. Unavailable qualified
women is not an issue; rather, affirmative action must be practliced.

2. Hore forale students should ke recruited for draduacte programs in
cuunseling. In the high schools. students of botl: sexes and of minority
status should bz exposed to counseling as a Jjob Possibility.

3. More men hold high-level faculty positions than women. Women are
hired at tle assistant professor level and often not given tenure. The
implication (aside from the obviou; inequitv} is that students see powerful

y'= departmant heads and reak ferale assistant professors and conclude that

1 Self-actualiration is 1 continuous striving to realize one's inherent

potential by whatever meons availeble (Hall & Lindsey, 1957).
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women will never rige beyond & certain Llevel. This gituation discourages
femzle students from aspiring to higher educctional and career levels since
they 1o not have appropriate role models.

q. Textbooks used in graduate training must be carefully reviewed and
guidelines provided to or by the publisher. HNeuter syllogisms or the use of
both masculine and feminine nouns and pronouns shovld be adopted as standard
pPublishing procedure.

5. fThere is no book on guidance and counseling whic.. obrings together

female psychology and counseling. New materials for those now being trained

must be developed:. ag well as for those wh. have already been trained. :
6. Those already trained should be raguired as part of their certifi- :

cation to <ake in-service training on nonsexist counseling. In coniunction,

contracts should be awarded ko develop and package in-service training

materials-

7. Courses on counseling ,irls and women must be added to the counselor

training curricui.m. The likelihood that such courses would be well received

is high, since wmost departments surveyed by Pressley (1974) indicate a !

desire for this type of course. <Courses on minority students should also be

encouraged. Supervision and field experience with both groups should be
required of the training program. All these recommendations should be é
reguirements for counselor certification. !

8. p question that needs further discussion is whether successful !
teaching should be given less weight in counselor certification. It is ‘
not clear why a teaching certificate is required in some states to pursue a ;
counselor certificate. Perhaps, instead of that requirgment, field experi-~ ;

encn and course work should be increased.
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9. Researchers need information on the role of minorities in the
counseling field, in particular the nonblack minorities. The total lack of
research on American Indians is particularly salient.

10. Additional research could study the recipients of services and the '
system. Recommendations could be made to the state departments that they
set standards for training which would include antibias regulations. Pro- :
fossional associations should be encouraged to adopt Tuidelines for training
programs to eliminate sex bias. The APA, for example, could withhold approval
from programs of school and counseling psychology if they did not meet tho
guidelines. Moreover, the APGA and other professional guidance associations
could publish statements encouraging nonsexist training.

EFFECTS OFf COUNSELOR CHARATERISTICS

The effects of the race and sex of the counselor on counseling outcomes
are ambigious, although the sex of the counselor may be related to certain
kinds ©of counselor behaviors.

Counselors generally have stereotyped attitudes toward women who behave
in nontraditional ways. ManY women who do not conform to the norm--whether
by choosiryg careers L1n engineering or not marrying or dispiaying traditionally

masculine qualities such as assertiveness--meet with resistance from counselors.

Chapter 5 prompts these recommendations:

1. Counselor educators should concentrate on instilling human and
empathic gualities into counseler «nd in raising their consZiousn
about race and sex stereotypes.

2. Schools that employ counselors should provide consciousness-
raising sessions specifically to combat sex-stereotypic attitndes. In

addition, counselors should examipe their individual attitudes toward woman.
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3. More information on careers, financial aid., colleges, apprentice-
ship, and jobs should be provided to counselors, since many operate under
incorrect assumptions.

COUNSELING MATERIALS

Several groups are already refining tests and career quidance pmaterials:
the Mational Institute of Education, which released guidelines for tests,
the AMEG/APGA group, individual test developers such as Campbell and Kuder,
the APA Task Force on Sexist Issues in Graduate Training, and publishers
such as Scott-Foresman. This kind of change, however, is slow to come, and
it ig likely that tests and materials will not change much in the near future.
Recommendations based on chapter & include:

1. Counselors should use new nonsexist materials when available.

2. Until zhose are readily available., counselors® must ralse questions
about every tool theY use, whether it is an interest inventory. a career
brochure, college catalog, or the 00H. They must ask whether the information
or the test reflects storecotyped roles for men and women, and whether the
materials tend to close certain career options for either sex. Then they must
counteract the stereotypic assumptions of the materials. The counselor and
the client have an opportunity te confront and explore sex-role birases as they

emerge in the counsellng session and to pursue avenues that are broadening

rather than binding.

3. Colleges and vocational schools must rewrite their catalogs o

reflect nonsexist intent. Government publications which have vocational ,

impact must also be rawri-ten. !

4. Colleges should consider providing special services for women

students.
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UIDANCE AND CCUNSELJING THEORIES

Both counseling theory and practice are based on psychological theory,
which is encumbered with sexist assumptions. Moreover, the guidance litera-
ture virtually ignores women. Although it has begun to focus on women's
career development. vocational development theory is dvsfunctional for
women. Examination of the theory underlying guidance and counseling
{chapters 7 and 8) suggests:

1. fThe consciousness of counselors, especially those trained prior to
the 1970's, is low to nonexistant concerning sex-bias. Consequently, con-
sciousness raising should be conducted with counselors to point ont that
they are using sex-biased theory. They must examine carefully any theory
used in their work, as well as the research underlying it.

2. A body of non-sex-biased research and sex-fair theories is urgently
needed.

3. Given all the data on women's career patterns, vocational develop-
ment theory for women can how be developed: the hypothesis can be stated
and tested. Researchers should be encouraged to take these steps.

EESTILUTS OF COUNSELING

Findings from chapter ¢ suggest:

1. Icogrammat.c research is needed on outcomes of counseling. Specifically,

what are the effects on the student of seeing a counselor? Care must be

kercised, however, because traditional measuremenls of counseling outcomes
are encrusted with nox hias.
2. More re.earch s also needed to determine how particular charac~
tari ,licn of counsalr, affect ¢lients.

., Counseling centers must keep records of clients by sex and race.
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4. Data indlicate that counselors have little influence ¢n high school
students.  What causes this lack of impact? s the sparsity of counselors
and their overload respousinle? Rescarch could answer thess questions.

. What are counselors telling gtudents and what wessades are students
getting? A national study of interaction betwesn counselors and students
should be conducted.

6. Restructuring the rxole of the schooal counselor 0 he/she will have
an opportunity to make an impact may bhe advisable.

7. College students must be made aware of all available ceunseling
Services.

ALTERNATIVES TO TRADITIONAL COUNSELING

Recommendations from chapter 10 iaclude:

1. Continued development of alternative programs, techniques, and
materials must be encouraged.

2. 8chool boards and teachers must approve and use innovative paterials.

3. Counselors should be exposed to nonsexist counseling techniques and
testing and incorporate them into school counseling and curriculz. Mew
approaches nust also be brought into training programs and reeducation sessions
for counselors already certified, and into consciousness raising.

4. Since wonmen as a gLoup vary, counseliors and teachers must adopt a
more multidimensional view toward them. wWithin the group of minority women

for instance, are blarks, Hispanics, Asians, and American Indians. and each of

these groups has svhyroups (for example, among Hispanics are Cuban
Americans, Puerto Ricans, and Mexican-Americans). 70 consider that all
women will get married is also errcneous. Some will be single parents.

otners willi be married but the major contributor to the family. while still

-, |
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others may never marry. All these differences must be considered when dealing
with women students.

A LT LURAL LG LARCH RECOMMENDATLIONS

Because of time and data constraints, the report does not raise some
pertinent issues. Here are some recommendations for future reseac~h at the
high scheool level:

1. More minority women than men complete high school and do on to
postsecondary education. Disproportionate numbers of minority men may per-—
ceive that their opticns are limited to post-high-school-employment <r to
military se:vice. How i~Ziluential is the military in channeling minority
men out of the educ-tional mainstream?

2. Traditionally, programs f£or the disadvantaged hav: tried to change
individual students rathe. than the school system that produces those students.
Of course, © 1y .tudents whe are exposed to the programs are affected by them;
disadvar<aged studenrs who are not enrclled do ot benefit. Some educators
o ygest that he money spent on such programs could be better used to develop
techaiques to charge -he institutions that produce differentially prepared
ar4 motivated students. In similar fashion, women students may be considered
disadvantaged in that they do not often hivs the orportunity, for instance, to
enrcll i+ industrial arts courses, and are discouraged from hard scientes and
math matlcs. A Jiweet deal of an ¥ io spoan to remedy these injustices ex post

facto. Researchers should examine the school system and the counseling (both

afornal and formal) that resulss 1n ditrerential treatment with an eye
teward changing . ~h.
ke wrmendations for research ot the college tevel:
1. College counsciing services are often scamented. Apparcntly, many

colleges offer vorational services i+ one location, job counseling and place-
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ment services in another, financial aid counseling in a third, and personal-
sorial counseling in still another. Does this specialization and lack of
coordination have differential effects on men and women?

2. Apparently, at the college level, there is a hierarchy of accepta-
bility for student counseling. Many counselors dive top status to personal-
social counseling and second-class status to vocational counseling. If
individuils primarily interested in personal counseling end up counseling
students on vecational goals, what effect will their attitudes have on the
counseling a student receives?

3. The effect Of the sex or race of the student and counselor is discussed
in chapters 2, 3, 4, and 5. Demographic characteristics of participants in
counseling interactions become an issue in the assignment of student to counselior.
How is this assignment made? Are the race and sex of both parties considered?
Is a student assigned to the first counselor available?

4. In several colleges, counsel ing services are experimenting with
cutreach frograms, that is, counelors are assigned to certain subject areas or
to particular schools. Are men counselors assigned to the school of engin-
eering while women counselors work with the school of home economics?  Such
assignments would have ¢lear implications for the two sexes.

Recommendations for ressarch on vocational schools:

The focus ©f counseling is & iittle different in vocational schools. Since

training 1S more oriented to the laber market, counseling alsoc tunds to focus

on labor market issues. This raises several guestions:
1. 1Is counseling 1in vecational scbnols as stereotyped as the labor
market? Are women students channeled into such careers as be. 'itician,

s« etary, and dental hy3Jienist while men are steered away from those fields?
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2. Is there any counseling for personal-social problems in vocational
school ;7

Since little data are available., it is difficult to answer any of thessz
questions. The only major study of .ocational institutions {Wilms, 1974}
does . - focus on counseling. The 1974 ACE-UCLA CIRP data on a preliminary
segment of 19 schools make it possible to explore the percentage that will
seek both tvpes of counseling: about 4 percent of entering students projects
a need for both vocationel and personal counseiing. For colleges and
universities, the figures are about 0 percent and 5 percent, respectively.
College men 2nd women project « need for both kinds of counseling in ab.ut
equal pumbers., but Proprietary school men more often than women project a
need for vocational counselirg, while the reverse is true for personal
eounseling.

3. Aprar--tly the majsr emphasis on cou...- ling comes at the beginning
of school and at graduation. Any funneling of students into careers by sex
probably sccurs during the admissions process or the awarding of financial
aid. Job placement counseling may be equally fair to both sexes, although no
data support either supposition.

LLOGISLATIVE RPLCoRMLNLATIONS .

This .:udy was undertaken at the time Title IX of the Education
Amondments of 770 was gnacted. The provisions .n Title IX correspond closely
to the findings of this s$'udy and to ti - recommendations.

Specificoily. tle I¥ prohibits disceimination in counseling and 1n
appralsai ang eounc-ling makerials. The measure requires developers
of counselbiny *ragrim. to G- 1nternal prsoed:ros £2 prevent such 1:.-
crimanatiin.  The oot catrons rthemselves ma” have o determ: .2 whether a

test or other criterion 1s biased and to look at the reasons for unbalanced
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educaticonal instibuiions roilolt oo iuTonED LSOET fese. .. tn Do axt o nd
illustrations.

Not covered under Titie X afy toxtoenmys snl carrionlior mate -
tected under the free zp2- h provi:.onn 0 TRe Sol 0 Arendment, L. o= states
have attempted to get arouna :nis pPooblom: al for 4. Torooovame et

Section 9240 of the California :iducatian 2.  wWwrigch cates

When adoptinyg instructimnal Tabwri:i. for use n tn-
schools, governing boards shall inctude only Lnstruc-
tional materials which., in their determination. accu-
rately portray the cultural and -ac:2l diverc:t of
our society, inclucding:

b

L]

a. The contributzons of both men &and woren .-
types of roles, including professional, wocario-al
and executive roles,

" b. The role and con.ributions of American “rilina.
American HNegroes, Mexic.n Ame-icans, ASian americar ©,
European Americans, and rembers of othe- ethric -nd
cultural groups to the tonal development of ! oo
and the United States.

Further, Section 8576 states, i1~ @ norayraph on estr.: ~a in the secis.
sciences, that:

Iinstruction in social sciences snall include the early
history «f California and a stud. -Zf the role and
conktributions of Amsrican Negro= | Mmerican Indians,
Mexircans, persons of uriental extraction, and other
athnic groups, and the role and contributions of wowmen,
Lo the eznn-mic, nlitical, and social dews” ypnent ~F
¢Calzforp:a and the United Srates of ame: . wnth
yirticula~ epphasiz on purtraying the oo« T kpros
(roups in ¢o v mporary soniety.

Similar L-islat on should be enacted in every  ate. Whiwe [, le IX

addresses 1tself to © - 1.3ues in th. ., study, i*s enforcement 15 limited
Lo admir’ “ro*. e review Ly a .mall stiff at the Department of Health, ;
sduoanion and welfa-~ o doesn wint provide {or private right of action.

Without private righ* of action, which allows an ind.vidual to sue an

£81
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institution, Title TX can pose no ¥real legal threat to institutions,
especially since they have become sopbisticated in avoidance tactics under
Executive Order 12246. An anendment to pzovide for private right of action

in a court of law is necessary.
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BPPENDIX A

THE AUTHORIZING LEGISLATION
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WOMEN'S EDUCATIOUAL EQUITY

SHC. 498, (a) This section may be cited as the "women's Educational
Equity Act of 1974."

(b) (1) The Congress hereby finds and declares that educational
programs in the United States (including its possessions)., as presently
conducted, are frequently inequitable as such programs relate to women
and frequently limit the full participation of all individuals in
nmerican sSociety.

{2) It is the purpose of this section to provide educational equity
for women in the United States.

{c) As used in this section, the term "Council™ means the Advisory
Council on Women's Educational Programs.

{d) (1) The Commissioner is authorized to make grants to, and enter
into contracts with, public agencies and private nonprofit organizations
and with individuals for activities designed to carry out the purposes
of this section at all levels of education, including preschool,
elementary and secondary education, higher education, and adult
education. These activities shall include-

{7A) the development, evaluaticn, and dissemination by the
applicant of curricula, textbooks, and other educational materials
related to educational equity:

(B) preservice and inservice training for educational personnel
including gquidance apnd counseling with special emphasis on programs
and activities designed to provide educational equity,

{¢) research, development. and educational activities des;gned
to advance educational equity;

(D) guidance and ccunseling activities, including the develop-
ment of nondiscriminatory tesits, designed to assure educational
equity;

{E) educational activities to increase opportunities for adult
women., including continuing educational activities and programs
for underemployed and unemployed womens

{(F) cthe expansion and improvement ©f educational programs and
activities for women in vocational education, career education,
physical education and educational administration.

(2) A grant may be made and a contract may be entered into under
this section only upon application to the Commissioner, at such time,
in such form, and containing or accompanied by such information as
the Commissioner may prescribe. Each such application shall--

{a) provide that the program or activity for which assistance
is sought will be administered by or under the supervision of the
applicant:

(R) describe a program for carrving out onc of the purposes
sor forth in subsection {a) which holds promise of making a
substantial contribution toward attaining such purposes; anpd

{C) get forth policies and procedures which insure adequate
evaluation ©f the activities intended to be carried out under the
application.
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(3) The Commissionar shall approve applicants and amendments
thereoo which meet the requirements of paragraph (2).

{4) Nothing in this section shall be construed as prohibiting men
foom participating 1n any programs or activities assisted under this
section.

{(2) 1In addition to the authority of the Commissioner under sub-
saction (d), the Commissioner shall carry out a program of small
grants, not to exceed $15,000, each, in order to support innovative
approaches to achieving the purpeose of this section; and for that
purpose the Commisgioner is authorized to make grants to public and
private nonprofit agencies and to individuals.

{£) {1) There is established in the Office of Education an Advisory
Council on Women's Educational Programs. The Council shall be composed
of--

(A) seventeen individuals. some ©of whom shall be students, who
sh. il be appointed by the President, by and with the advice and
consent of the Senate, from among individuals breoadly representative
of the general public who, by virtue of their knowledge or experience,
are versed in the role and status of women in American society;

{B) the Chairman of the Civil Rights Commission;

{C} the Director of the Women's Bureau of the Department of
Labor; and

(D} the Director ¢f the Women's Action Program of the Department
of Health, Education, and Welfare.

The Council snhall elect ivs own Chairman.

{(2) The term of office of each member of the Council appointed
under clause (A) of paragraph (1) shall be three years, except that--

{A) the members Ffirst appointed under such clause shall sere-
as designated by the President, sir for a term of cne yzar, five
for a term of two years, and six for a term of three years; and

{B) any member appointed tc £ill a vacancy occurring prior to
the expiration of the term for which his predecessor was appointed
shall be appointed for tl.e »emainder of such term.

(3} The Council shall--

(A) advise the Commissioner with respect to general policy
matters relating to the administration of this section;

(B} advise and make recommendations to the Assistant Secretary
concerning the improvement of educational equity for women;

(C) maka recommendations to the Commissioner with respect to
the allocation of any funds pursuant to this section, including
criteria developed to insure an appropriate geographical distribu-
tion of approved programs and projects throughout thé Nation: and

(D) develop criteria for the establishment of program priorities.
{4} From the sums available for the purposes of this section, the

Commissioner is authorized and directed to conduct a national, com-

prehe ive roview of sex discrimination in education, to be submitted

to the Council not later than a year after the date of enactment of this
section. The Council shall review the report of the Commissioner ang
shall make such recommendations, including recommendations for additional
legualation, as it Jeems advisable.

€y £
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(5} The provisions of part (D) of the General Educatior Provisions
2zt shall apply with respect to the Council estahlished under this
subsection.

(f} The Commissioner is directed, ac the erd of each fiscal year, to
submit to the Przsident and the Congress and to the Council a report
setting forth the programs and activities agssisted under this section,
and to provide for the distribution of this report to all interested
groups a1 individuals, including the Ccnuress, from funds authorized
under this section. After receiving the report from the Commissioner,
the Council shall evaluate the programs and projects assisted under this
section and include such evaluation in its annual report.

(h} For the purpose of carrying out this section, the Commissioner

i, authorized to expend not to exceed $30,000,000 for each fiscal year
prior to July 1, 1978.
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- APPENDIX B
i
SAMPLE OF SCHOOLS FROM THE CIRP '
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SAMPLE OF INSTITUTIONS

East b o= 32

School State

Northeastern University Massachusetts

Cazenovia College New York

Vermont Technological Coliege Vermont

Hofstra University New York

Schenectady Community College New York ]
Allegheny College Pennsylvania }
Howard Community College Maryland |
Chatham College Pennsylvania |
Darmouth College New Hampshire ?
Lock Haven State College Pennsylvania ‘
Russell Sage College New York

Mount St. Mary's Maryland

Sarah Lawrence College New York

Dominican College of Blauvelt New York

Wheaton College Massachusetts

University of Hartford Connecticut

Curxry College Massachusetts :
Bard College New York i
Radcliffe College Massachusetts

CUNY - Queens College New York |
U.S. Coast Guard Academy Connecticut

University of Maryland, Baltimore Co. Maryland

SUNY - Oswego New York

Baptist Bible College Pennsylvania

Chestnut Hill College Pennsylvania

D'Youville College New York

Providence College Rhode Island

St. Anselm's College New Hampshire

Carnegie -~ Mellon University Pennsylvania

Georgetown University District of Columbia

Yale University Connecticut

Boston University Massachusetts
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MIDWEST N =31

School

St. Mary's Junior College

Forest Park Community Cr'lege
Bethany Luthern College

Lincoln College

Grand View College

Missouri Baptist College
Cleveland State University
Indiana Institute of Technology
Southwest Minnesota State Colleqe
Mundelein. College

Webster College

Loyola University

Wabash College

Carleton College

8t. John's University

Olivet College

Chicago State University

Peru State College

University of Wisconsin——Whitewater
Huron College

Lake Forest College

Otterbein College

MacMurray College

College of Emporia

St. Norbert College

Viterbo College

Bowling Green State University
Jowa State University of Sci. & Tach,
College of St. Catherine

Cowley County Community Junior Co.
University of Jowa

State

Minnesota
Missouri
Minnesota
Illinois
Iowa
Missouri
Ohio
Indiana
Minnesota
Illinois
Missouri
Illinois
Indiana
Minnesota
Minnesota
Michigan
Illinois
Nebraska
Wisconsin
South Dakota
Illinois
Ohio
Illinois
Kansas
Wisconsin
Wisconsin
Ohio

Towa
Minnesota
Kansas
Iowa
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School

Kentucky State College

Cullman College

Sue Bennett College

Daniel Payne College

Webber College

Tyler Junior College

Utica Junior College

Univ. of South Carol:ina -~ Spartansburg
Jackson State College

Sweet Briar College

Loyecla University

Austin Peary State University
Louisiana Polytechnic Institute
George Mason University

Pfeiffer College

Longwood College

Mississippi State College for Women
Carson-Newman College

Warren Wilscon College

Our Lady of the Lake College
Mississippi State University -
University of Miami

Florida Keys Junior College
Kittrell College

State

Kentucky
Alabama
Kentucky
Alabama
Florida

Texas
Mississippi
South Carolina
Mississippi
Virginia
Louisiana
Tennessee
Louisiana
Virginia

North Carolina
Virginia
Mississippi
Tennessee
North Carclina
Texas
Mississippi
Florida
Florida

North Carclina
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School

City College of San Francisco
University of Colorado

Mira Costa College

Ricks College

College of Santa Fe

Lewis & Clark College

Idaho State University
Claremont. Men's College
Fresno State College
Northwest College

Lone Mountain College
University of California, Berkeley
Colorado College

294

State

California
Colorado
California
Idaho

New Mexico
Oregon
Idaho
California
California
Washington
California
California
Colorado

-
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PROPRIETARY INSTITUTIONS

Fashion Institute of Design and Merchandising
Los Angeles, California

Marian Court Secretarial School
Swampscott, Massachusetts

Allstate Business College
Dallas. Texas 75201

New Kensington Commercial School
New Kensington., Pennsylvania 15068

Sullivan Business College
Louisville, Kentucky 40202

Lincoln School of Commerce
Lincoln, Nebraska 68501

Sawyer College of Business
Cleveland Heights, Ohio 44118

Minneapolis Patricia Stevens Schools -
Mineapolis: Minnesota 55402

Strayer College
Washington, D.C.

Tampa College
Tampar Florida 33609

North Alabama College of commerce
Huntsville, alabama 35801

ITT Technical Institute
Dayton, Chio 45414

Massey Junior College, Technical Division
Atlanta, Georgia 30303

United Health Careers Institute
San Bernardino, California 9240%

The Bryman School .
Los Angeles, California 90025

Nortnwestern Electronics Institute
Minneapolis, Minnesota 55406

Rhode 1sland Trades Shops School
Providencer Rhode Island 02903

Humboldt Institute
Minneapolis, Minnesota 55404

Soon2r Mechanical Trade School
Oklahoma City, Oklahoma 73106
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ANALYSIS OF CATALOGS
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Cutline of Content BAnalysis: iInstitutional Catalegs

Name ©f School

bate of Catalog

Type .

{four year. community college, vocational {rype}, ete.)

Location

{city, state)

Selectivity

I. Total Number of half pages in general information. admission
requirements, academic policy. student personnel service, and

. financial aid sections

Number of half pPages devoted to women only

Number of half pages devoted to men only -

II. Special Admissions Policies If Mentioned,
Not Population and

Mentioned Mentioned Reduirements
Affirmative Action Statement
(may appear elsewhere in
catalog)

Non-degree students

Continuing education

Extension

If there are any diffarential references to groups by sex, age, or
race, specify:

Q 232)7
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Academic Policies

For women only:

For men only:

Housing

Restrictions or Regulations

For women only:

For men only:

Codes of Conduct

Por women only:

For men only:

Social or Subject Clubs {include physical activities)

For women only:

For men only:

Counseling Services

Description and number of staff (including sex of staff):

Hours open:

Services . Hentioned Not Mentioned

Individual ©r personal counseling

Group counseling

Educational counseling

Career Advisement
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VvIIa Counseling Services (contiaued)

Services Mantioned Not Mentioned

Education library

Testing services

Minority counselor

Other Special Services

b. Special Services

Mentioned Not Mentioned
Women's Resource Center
Gynecological Services
Day/Child Care
Study sSkills Assistance
Placement Service
Career Library
VIII Special Grants or Scholarships
For Women Only For Men Cnly
Number Number
$ $
Amount Amount

For Minority

Namber

g
Amount

IXa Analysis of Department Descriptions

Sex
Male Referenced Female Referenced Both Sexes Unspecified

Mathematics

Biology

[ERJ!:‘ Psychology
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Analysis of Department Descriptions {(continued)
Sex
Male Referenced Female Referenced Both Sexes Unspecified

English

Business

Education

Women's studies Mentioned Not Mentioned '

Number of courses

Major available Yes No

Physical Education
Mentioned Not Mentioned

Degree program in P.E. for
women

Number of courses for men only

Number of courses for women only

Description of men's facilities and faculty {xerox and attach)

Description of women's facilities and faculty (xerox and attach)

Administration
Number of Men Number of women

President

Vice-Presidents

Middle Administrators
(admissions, registrar,
financial aids)

Deans

Associate/Assistant Deans

Counseling Services staff
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XI Faculty
Number of Men

Full or Associate

Assistant or Lecturer

XIT Enrollment

Year Number of Men

X1IT Number of Quotes
Number by Men

XIv Illustration Analysis (pictures)

NMumber

A. Men only

Women only

Men and women

Unspecified

B. List activities portrayed in illustrations:

For men: For women:

301

Number of Women

Number of Women

Kumber by Women
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APPENDIX D

SAMPLE OF COUNSELOR TRAINING PROGRAMS i
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Sarple of Counselor Yraising Peo e,

Alobaaa A & 11 Universily
vonmal, Alabama 35762

Universily of kontevalio
montevallo, Alabama 35115
Alaska Methodist University
Anchorage, hlaska 99504

University of arizona
Tucsot, Arizona 85721

Cal. Polytechnic St. Univ.
San Luis Obispo, Calif. 93407

California State Univ.
Hayward, California 94542

California State Univ.
Neorthridge, Calif. 21324

Univ. of Calif, Berkeley
Berkeley, Calif. 94720

Univ. of Calif., Los Angsles
405 Hilgacd Ave.
Los Angeles, Calitf 90024

thittier College
Whittier, Calif. 90508
Southern Connecticut Sk, Col.
New Haven, Conn. (6500

Univ. of Delaweare, E4Q. Dapt.
210 Hullihen Hall

Newark, Dzlawvare 19711
Barry Colleqge
tiiami Shorecs, Fla. 33161

Florida Atlantiz Univ.
Boza Raton, Fla. 33432

Pingtan o+, rnational Univ.
viami, Florida 33144

¢ Lge Unllege
Yoguat o, Fla.o 325000
Lilarta University

I3 Chaentnett, SL., &

0 1A o, Coeeagla 30504
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GCeorgia S$t. Lniversity

Fort Benning, Georgia 31905
Univ. of Hawvail

tonoiule, Uawelil 96822
Idaho St. Unjversity
Pozatello, Tdaho 83201

De Paul University

2235 H. Shefficld Ave.
Chicago, Illinois 60614

Bastern Illincois University
Chaﬁ}eston. Illincis 61920

Northeastern Illincis Univ.
Bryn Mawr akt St. Louis Ave.
Chicago, Illinois 60625

Roosevelt University
430 5. Michigan Avenue
Chicago, Illincis 60GOS

Saint Francis College
2701 Spring Strect
Fort Wayne, Indiana 46808

Jowa St. Univ.
201 Curtiss Hall
Ames, JTowa S0010

Kansas St. Cellege of Pittsbhurg
Pittshurg, Kansas 66762

Morehead St. Univ.
liorchead, Kentucky — 40351
Univ. of Southwestern bLouisiana
Lafayette, Louisiana 70501

Loyola Collegoe
Baltimore, Maryland 2121n

tastern Bacylaend Ceollege
Westningter, Haryland 21157

Assuapltion Colleys
500 Salisbury Strect:
Umeester, pHavsachusetts

01609
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Springfield College

265 Aldan Street
Springlicld, Nassacliusetts 00109
Sajicm Stale College
Salcr, lisssachus~tes 01970
Suffolk Univ.

Boston, lassachusctts 02114
University of Massachusetts
amherst, Massachusetts 01002

Central Michigan Univ.
Mt. Pleasant, Mich. 48838

Western Michigan University
Kalamazoo, Michigan 49001

Saint Cloud State College
St. Cloud, Minnesota 356301

Jackson State College
1324 Lunch Street
Jackson, Mississippi 39217
Lincoln University
Jefferson City, Missouri 65101
St. Louis University
+221 N, Grand Blvil.
St. Louils, Missouri 63101
Washington University
St. louis, HMissouri 632130
Kearnny State College
Kearney, Mebraska 68847

Glassboro State College
Glassboro, New Jersey 08028

Jexsey City State College
Jersey City, New Jersey 07305

Rean College
Union, New Jexscy 07083

Monmounlh College
. Long Branch, tlow Jdexsey0/764

Scton Hall University
Soulh Orange, Now Jorsey 07079

304

Lien Hiexico St Univ,
Las Cruees, Mow Hexieco 88003

Klfred Universily
Alfred, Rew Yorn 14802
Bank Street College of kd.
610 W, 112th Sst.
Nov York, New York 10025
Colgate University
Hamilton, Wew York 13346

Saint John's University
Jamaica, WY 11439

Saint Lawrence Univ.
Canton, NY 13617

State Univ. of NY College
Brockport, KY 14420

Syracuse University
804 University Ave., 3rq Floor
Syracuse, New York 13210

Appalachian State University
Boone, North Curolina 28607

Duke University
Durham, Morth Carolina 27708

East Carolina Univ.
Grecnville, NC 27834

Fast Carolina University
Grecnville, North Cavolina 27824
North Carolina St. Univ.

Raleigh, NC. 27607

Univ. of Horth Carolina
Chapel Hill, N.C. 27514

Univ., of H.C., Greensbhoro
Greensboro, N.C. 27412

Morth Dakolba S, Univ.
Fargo, Worth NDakota 358102

John Carroll University
Univarsity leights, Ohio

44118




Kent, Ohio

Colwsbus, Qhio

Cio University

Yright St. Univ.

410 W.ck Ave.

Ada, Oklahoma

Phillips Univ.

L

Fugeng, Orcgon

Villarnmsen : A

g v, , SC

Q Blacth i)l gE.

teul. vy Colleye

Kent Stule Universily
44242

MeCracken 'iall, Room 202
Athens, QOhio 45701
Dayton, Ohio 45431
Youndgs .own St. Univ.
Youngstown, Chio 44503

East Central St. College
74820

Oklahor'2 St. Univ.
Stillwater, Oklahoma 74074
Enid, Oklahoma 73701

Southwestern St. College
Weatherford, Oklahoma 73906

Univergsity of Oregon

97403

PBdinbboro State College
Edinbore, Pennsylvania

Temple University
Philadelphia, Penhasylvania 19122

Univ. of Pennsylvania
Philadciphia, PA

19104

illenova Universitky
19055

221010

Co }.(\E'.!

Spear: veh, South ik’oola

Tihe Ohio Sitate University
1945 Korth High Strect
43210

Oregon College of Bducatlon
Monmouth, Oregon 97351

164)2

HTIes

- 291 -

305

Abin Peoy St. Undv.
Clarksville, Telmessae 37040
Bast Teancseca St. Univ,
Johnson Ciky, énn. 37603

Tennessee Technological Univ.
Cookville, Tenn. 38301

University of Teunassee
Martin, Tennossce 38237

East Texas St. Univ.
Texarkana, Texas 75501

Lamar University
Beaumont, Texas 77710

North Texas St. Univ.
Dentton, Texas 76203

Cur Lady of the Lake College
San Antonio, Texas 78285

Sam Houston Univorsity
Huntsville, Texas 77340

Texas Southern Univ.
Houston, Texas 77004

Texas Tech. Univ.
Lubbhock, Tuxas 79409

University of Houston
Houston, Texas 77004

College of William £ Mary
Williaasbury, Virginia 23185

Lonhguood College
Framville, Virginia 23901

Virginia Commonwealth Univ.
Richmond, Virginia 23220

Bagtern Washindbon Collegu
Cheney, Rashinghon 99097

acific Lathoran Univ.
Tacama, Washingion 23447

e e o A e h e Th e e e . e e i o amma e

;
;
i

.
i
LS|
2!




A

ERIC

Aruitoxt provided by Eric:
T -

- —— - = W A — == - "
— A LR P s S ——— RLEPIPSFLY. -y

Sex Discrimination in Guidance aed Counseling by Harway, Astin, Suhr, ard Whiteley

a%a

Reforpnoes

Abramowitz, $.X.., Weitz, L.J., Schwartz, J.M., Amira., 5., Gomes, B,, and
Abramowirtz, C.V. Comparative counwuzlor inferences toward women with medical
school aspirations. Journal of €0llegs Stndenr Porsennc), 1975, 16 (7},
128-130. - T T ’

Ahlum, 7, Kalamazeco: X nodel for change. Insquality in Sducation.
{No. 18), Cambridge, Mass: Center for Law and Education., Harvard
University. 1974, 47-52.

Allen., B. Liberating the manchiid. Transactional Analysis Journal.
1972, II, 2, 68-7). :

Allport. Gordon W. Psychological models for guidance. Inm R.L.
Mosher, R.F. Carle. and C.D. Kehas {Eds.) Guidance -- An Examination.
New York: Harcourt. Brace and world. Inc.. 1965, pp. 13-23.

Allpert, G. W, pPattexn and Growth in Parsonality. MNew York: Holt,
Rinehart and winston. 1961.

Almquist, E. and Angrist. $.S. Role model influences on collede women's
career aspirations. Merrill-Palmer Quarterly. 1971, 17 {3), 263-279.

American College Testing Program. Counselors' Handbook, 1972-73.
Iowa Ci%y, lowa: American College Testing Program, 1972.

American College Testing Program. Using ACT on Campus. 1972-72.
ijowa City, Iowa: American College Testing Program. 1972.

American Council on Education {ACE). The American Freshman: MNational .
florms for Fall 1971. ACE Research Reports. 1971, 6 (6}. i

Anerican Council on Education {(ACE). The American Freshman: National i
Yorms for Fall 1972, ACE Research Reports. 1972, 7 (5). i

American Personnel and Guidance Association. 1973-74 Sunmary Report.
washington, D.C.: Author.-'1974. -

american Psychological Asscciation Task force. Report on sex bias and
sex-role stereotyping. in psychotherapeutic practice. American Psychologist.

1973 30 (12}, 1169-1175. . )
Anastasi, A. Psychological Testing. Neéw York: ilasmillan. 1968, .

Anderson, R. P. and Lawlis, G. Strong Yocaltional Interest flank and
culturally handicapped women. Journal of Counseling Psychology. 1972.
12 (1), 83-34,

1,

Ansbacher, M. and Ansbasher, R, The Individual Psvehology of alfred
adler., Mew York: HarDer Torchbooks. 1964.

Armour, D. The Americar 3chosl Counselor. MNew York: Sfussell sage, 1969.

Abﬁocxgtion for Measurem.rt and Eralumaticn tn Gai-lib e (AMEG). AMUG
Commission report on sex kias i ipterest measurement. Neasurement and
Evaluation in Guidance, 1973, &8 (N, 171-197. 306 )




293

Astin, A.W., King, M.R.., Liaght, J.8. and ..ibardizon, LT, The Amoerican
Freshman: HNatlonal Norms for Fall 1974. .0% Angeles: american Council
on Education and the University of California, 1974.

Astin, A.W., Panos, R.J. and Creagcr, J.A. tiational “lorms for £ntering
Coliege Freshmen = Fall 1966. American Council on Nlucation (ACE) Rescarch
Reports, 1967, 2 (1).

Astin, H.S. (Ed.) Some Action of Her Own: The 3ddult Woman and 4“icher
Pducation. Lexington, Mass: D.C. Heathland Co., (in press).

Astin, H. S. Young women and their roles. In R.J. Havighurst (Ed.).,
Youth,(part 1). Chicago: The University of Chicago Press, 1975a.
PP- 419-434.

Astin, H.S. Women and work. In J. Sherman and F. Denmark (Eds.)
Psychology of Women: Future Directions of Research. MNew York:
Psychological Dimensions, 1975b.

Astin, H.S., Parelman, A. and Fisher, A, Sex Roles: A Research
Bibliography. Washington, D.C.: U.S. Government Printing Office, 1975.

Astin, H.S., Suniewick, N.. and Dweck, S. Women: A Bibliography on their
Education and Careers. ‘New. York: Behavioral Publications, 1974.

Bachman, J.J. Young Men iﬁ High Schoel and Beyond: A Summary of Findings
from the Yocuth in Trangition Project, (Final Report). Washington, D.C.:
Department of Health, Education and wWelfare, May 1972.

Backner. B.L. Counseling black =+<ndents: Any place for whitey? Journal
of Higher Education, 1970, 41 (7), 630-637.

Baldwin, J. fhe Fire N--xt PTime. MNew York: Dial Press, 1963.

Banduxa, A., Ross, D., and Ross, 5.A. Transmission of aggression
through imitation of aggressive models. Journal of Abnormal and
Social Psycholegy. 1961, 63 {3), 575-582.

-

Bandura, A. Social-learning theory of identifactory processes. In
0.p. Goslin (Ed.) Handbook of Socialization Theory and Research,

Chicago: Rand McMally. 1969.

3anks, G., Berenson, B. and Carkhuff, E. The effects of counselor
race and training upon counseling process with negro clients in initial
interviaer. Journal of Clinical Psychology. 1967, 23, 70-72.

Barrett, C., Berg, P., Eaton,, and Pomeroy, £.L.. Implications of women's
libaration and the future of psychotherapy. PRsychothewapy: Theory,
Resusartch, and Pragtice, 1574, I, LL-1T%. .

axrron's Rducation Servicas, Inc. Btr:on'a Profile of Mnerican Colleqes,

b, 1l bDescrigtions of the Colleges. MWoodbury, How York: author, 10273,

Farush, G.K. ﬂatetnal influences upon collige women's attitudes toward

women and wark.  Nhegloomenkal Psycholesy, L27I, 6 (L), 32-37.

Baver., 5.5, The tlack coliege frashr n: Inaracterizrics and recent

srends. Anerican Soandil on Eduyocation (AZE Pesearah Soroares, 1972, 7 {3}
Bavar, A.C. and Borusi: F.7. The blatll stedlan in Arverican colleges. 307

Ameriecan Council on Education (ATH) Rosearin &eporks, 1943, 4 (2).

.

-

e e e e e B = e ¢ e e 4 e m — ke o A e e S

T

1y

ot it ran o8




Q

ERIC

Aruitoxt provided by Eic:

gem, S.L. and Beal, 0.J. 2n tibera! tng the female Sluwdink.  The School
Psvehology Digest, 1973, 2 {3), 10-18.

Benjamin, L. Structural analysis of social hehavior. Psychological
Review. 1574, 81, 392-425.

Berger, C.R, Sex diffarences relatud to sclf-csteem Packor skructure.
Journal of Censulting and Clinical Psycholcegy. 1968, 32 (4}, 442-446,

Berman, E. The woman psychiatrist as therapist and academician. Journal
of Medical Education, 1972, 47 (11}, 890-893. )

Bernard, J. Marriage and Family Among Negrocs. EInglewood CLiffs, New
Jersey: Prentice-Hall, 1966.

Berne, E. Sex in Human Loving. New York: Simon and Schuster, 1971.

Berne, E. Transactional Analysis in Psychotherapy. New York: Grove
Press, 1961,

Bernstein, J. The elementary school: Training ground for sSex role
stereotypes. Personnel and Guidance Journal, 1972, 51 (2}, 97-10L.

* Bickner, M.L. Women at Work: An Annotated Bibliography. Los Angeles:

Hanpowar Research Center, Institute of Industrial Relations, 1974.

Billingsieys A. 3Black Families in White America. Engiewood Cliffs,

Naw Jersay: Prentice-Hall., 1968. )

8ing, E. Effect of childrearing practices on development of differential
cognitive abllities. Child Development, 1963, 34, 631-648.

Bingham, W.C. and House, E.¥. Counselors' attitudes toward women and work.
vocational Guidance Quarterly., 1973a, 22, 16-23.

8ingham, W.C. and House, E.W. Counselors view women and work: Accuracy
of information. Vocational Guidance Quarterly, 1973b, 21 (4), 262-~268.

Birk, J.4. Interest inventories: A mixed blessing. vocational Guidance

" Quarterly, 1974 (June), 280-286.

8irk, J.#. gReducing sex-bias ~ Factors affecting the client's view of the
use of career interest inventories. In E.E.Diamond (Ed.) Issues of Sex Bias
amdl Sex Pairness in Carcer Interest Measurcment. Washington, D.C.: U.S.
bDepartment of llealth, Education and welfare, 1975, lol-121.

8irk, J.M., Barbanel, 1,., Brooks, I.. Herman, M.H., Jubasz, J.8..Seltzer, R.A.,
and Tamwiri, $.8. A conteat analysis of sexual bias in commonly used
psycholoyy textbooks. Journal Suppleoment Abutract Service, HS. No. 733, 1974,

Bi;k. J.it., Cooper, S5, and Tanney., ¥.¥. pRacial and Scx Pole Stereotyping
in Career Illustratioas. Paper presanted at the meeting of the American
Psycholeogical Asseclation, Hontreal, 1973.

girk, J.M., Cooper, J., and Tanney, I.F. Stereotyping in Occupational Outlook
tandbook Illustrations A Follow-up Study. Paper presented to the American
Psychological Association, Chicago, 127S.

308




495

Birk, J.M., and Tanney, M.F. Caraer Exploration for _jh School Women:
A Model. Paper presented at tiiz Wwtional Education Association Conference,
Novaember, 1972.

Bigconti, A.§. College graduates and their employers=-a natiornal study
of career plans and their outcomes. The CPC Foundation Report {no.4}.
Bethlehem, Penn.: The CPC Foundation., 197S.

Bosmajian, H.A. The language of sexism. ETC: A Review of General
Semantics, 1972, 29 (3), 305-313.

Brandenburg, J.B. The needs of women returning to scheol. Personnel and
Guida.nce Jou.rnal. 19‘74. _5_ {1), 11-18.

*om owan

Brindley, F.B. Social factors influencing educational acairation of black

and white girls. pissertation abstracts Internatioral. ann Arbor, Mich:
Univarsity Microfilms No. 71-1648 (HC, $10: MP, $4).

_ B:ovemn. XI. !C-.- B.rovem.n.- D. 1‘!.: Clarkss>n, F.E.. .Rnsenkrantz. P.5.

and Vogel, S.R. Sex-role stereotypes and clinical judgements of mental
health. Jourmal of Consulting and Clinical Psycholegy. 1970, 34 (1), 1-7

Brooks, L. Interactive effects of sex and status on self-disclosure.

Counseling Center Research Report, (No. 12-73). College Park, Maryland:
University of Maryland, 1973.

et i e ——— s - *

Brown, C. Manchild in the Promisedl:.and. New York: New American Library,
Inc., 1966,

Brown. C.R. and Ballinger: M I.. ’I'heraPiStS' attitudes towa.rd woman. Journal
of Social Wwork, 1975 {(July), 266-270.

—— o -

Campbell, D.P: Manual for che Strong Vocational Interest Blanks {Revised).
Stanford, CA: Stanford Univers:.ty Press, 19656.

Campbell, D.P. Women deserve batter. The Personnel and Guidance Jourmnal, 3
1973, 81 (8), 545-549.

Campbell, P.B. and McKain, A.E. Intellectual Decline and the Adolescent
Woman. Paper presented at the meering of the Amarican Psychological

Association, Montreal, 1974.

Car:.:el'l, C.F. and Kahn, R.I,. Interviewing. In G. Lindzey and E. Aronson .

{Eds.) The Handbook of Social Psychology. Reading. Mass: addison=-
tesley Publishing Company., 1968.

Carkhuff, R.R. and Pierce, R. Differential effects of therapist race
and -social class upon Patient depth of self-exploration in the initial
interview. Journal of Consulting Psychology, 1967, 31, 632-634.

Carlson, r. Understanding women: Implications for personality theory -
and research. Journal of Social Issues. 1972. 28, 17-32.

Carter, C.A. Advantages of beirg a woman therapist. Psychotherapy:
Theory, Research and Practize, 1971, 8, (4), 297-300.

Chesler, P. Patient and partiarch: Women in the psychotherapeutic 309
relationship. In V. Gornick and B8.K. Moran (Zds.). Lomen in Sexist
Crmriabr Now York: 8acis Boaks. 1971. +




L 2 )
P —

| il
LT TR S

Christensen, K.C. and Magoon., T.M.
sources for two categories of student problems.
Pazcholog!; 1974, _2& (4): 311-314.

Christensen, K.C. and Sadlacek, W.E.
blacks. females and students in general.

Percaived hierarchy of help~giving

" e e swern bR

d76

Journal of Counseling

bifferential faculty attitudes toward
Counseling Center Research

Report (#13-72), College Park, MD:

Cicourel, A.v. and Kitsuse: J.I.

University of Maryland, 1972.

The Bducational Decision-Makers,

indianapolis:

COhen: uoBo
_2_9_ (1}! 1—14¢

CO].Q: NoSo
ReErt' 1972b.l' 5_9‘0

Collegde Fntrance Examination Board. Comparative

The Bobbs-Merxril Companyr Inc., 1963,

Personal identity and sexual identity.

On measuring vocational interests of women.

PS!ChiatE! ., 1966,

ACT Research

Guidance and Placement

Program. Princeton, N.J.:
Collins, A.M. and Sedlacek. W.E.
cliencs.

College Entrance ixamination Board., 1971.

Counselor ratincjs of male and female
Journal of National Association of Women Deans, Mministrators

1974,

and Counselors: 37 (3), 129-132.,

, Comnittee to Eliminate Sex Discrimination in the Public Schools and the
Digcrimination in Rducation Committee of NOW (Ann Arbor Chapter). An -

Action Proposal to Eliminate Sex Discrimination in the Ann Arber

Public Schools. Pittsburgh, Penn: KNQOW, Inc.. 1972,

Connell, O.M. and Johnson, J.E. Relationship between sex~role identification and
- gelfvesteem in early adolescents. Developmental PBsychology, 1970,.3 (2}, 268.
Crandali, V.C., Katkovsky. W. and Crandall, Vv.J. Children's béliefg in

their own control of reinforcements in intellectual academic achievement
situstions. Child Development, 1965, 36, 91-109.

Crandall, V., Dewey, R., Katkovsky. W., and Preston: A.

Parents’ attitudes

and behaviors and grade~school children’s acadamic achievements.

Journal

of Genetic Psycholcgy. 1364, 104, 53-66.

National norms
American Counhcil on Education
r

Creager., J.A., Astin, A.W. Boruch, R.F. and Biyer. A.E.
for enterinq college freghmen - Fall 1968
(ACE) Research Reports, 1968, 3 (1).

P.E. women and Mental Health: A Binliography.
U.8. Government Printing office, 1974.

Cromwell,
D.C.:

Wﬁhiﬂgton r

Cross, K.P. Women want equality in higher education.
1972, 8 (4), 5-8.

Research Reporter,

Crow. A. and Grow, L.D. (Eds.) Readings in Guidance: PrincipPles, Practices, -
Organization., Administration. New York: David McKay Company. Inc., 1962.
¢row, L.D., and Crow, A. An Introduction t> Cvidance: Basic Principles
and Practices. New York: American Book Company. 1960. ;f
. vl
o

- 310




247

D'Costa. A.G. The role of interests and interest measurenent in guidance.
Paper presented at the M&fring of the American Personnel and Guidance
Association. Las Vegas., 1969.

Depaxtment of Public Instruction. State of North cCarolina. Elimination

gad-t:.onal Sex Stereotypes in Public sSchools, Suggested D;r_ew
§;£ tegies. Raleigh. N.C. State Department of Inszruction: n.d.

Dewey, C.R. Exploring interests: A non-gsexist method. The Personnel
and Guidance Journal. 1974, 52 ({5}, 311-315.

Dickerson: K.G. Are female college students influenced by the expectations
they perceive their facilty and administration have for them? Journa

of National Association of Women DeanSz.ndmanA5&;9&9:§_snd.snnnasln:ar

1974,. 3.7 (4}t 167"172.

......

Doherty. M A» Semal bias in personality theo:y The Counseling Psychologist,
1973, 4 (1), 67"75.

Dorn: D.S. Idealized sex roles among young people. Journal of Human
Relations, 1970. 18 (1), 789~797.

Durchholz, P. and O'Connor. J. Why women g0 back to college. Change,
1973, 5 (8), 52+.

Education Comnit~ee. Report on Sex Bias in the Public schools. New York:
Natioral Organization for Women, 1973.

Ellis, A. Reason and Emotion in Psychotherapy. WNew York: ULyle Stuart.
1962,

Ellis., A. Techniques for Disputing Irrational Beliefs. MNew York:
Institute for Rational Living, 1975, .

Ellis, A. and Harper: A. A New Gu’ @ to Rational living. Englewood
Cliffs, Hew Jersey: Prentice-Hall, 1975.

Elman, J.. Press. A., and Rosenkrantz. P. Sex-Role Self-Concepts:
Real and Ideal. Paper presented at the annual meeting of the ‘

American Psychological Asscociation, Miami Beach. Fla., 1970.

Entwisle, D.R. and Greenberdar, E. Adolescents' views of women's work
_tole. American Journal of Orthopsychiatr¥, 1972, 42 (4), 648-656.

Erickson, C.E. (Eds.}. A Basic Text for Guidance Workers. New York:
Prentice-Hall, Inc.. 1947.

Erikson, E. Childhood and Society. MNew York: HNorton, 1963,

Erikscn. E. Identity: Youth ané Crisis. Hew York: HNorton. 1968.

Erickson, V. L. Psychological growth for women: A cognitive
developmental curriculum intervention. Counseling and Values, 1974,
i8 (2). 102-1ls. '

Ewing, T. N. Racial similarity of client and counselor 2nd client
satisfaction with counseling. Journal of Ceurnseling Psychology. 1974,
21 (5), 446-449. 311

- R, -y == - - -




Fabrikant, 3. The psychotherapist and the femslz patient: Psrceptions,
misperceptions. and change. In ¥. Franks and ¥. Burcle {(£ds.}.
Women in Therapy. New York: Brunner/Mazel., 1974.

Fabrikant., B., Landau, D., and Rollenhagen. J. Perceived female sex-role
attributes and psychotherapist sax-role expsctations for femaie patients.
New Jersey Psychologist, 1973, 23, 13-16.

Farmer, H.S. Helping women to resolve the home-career conflict.
Personnel and Guidance Journal. 1971, 49 (10}, 795-80L..

Farmer, H.S. and Bohn, M.J,, Jr. Home-career conflict reduction and
the level of career interest in women. Journal ©f Counseling Psychology.
1970, 17, 228-232.

Feather, N.T. and Simon, J.G. Reactions to male and female success and
failure in sex-linked occupations: Impressions of personalit¥s cauysal
attributions, and perceived likelihood of different consequences. Journal
of Parsonality and Social Psychology. 1975. 31 (1}, 20-3l.

Fesbach, N.D. A primer for non-sexism in schools. Draft for Educational
Horizons. 1975 (Spring). ]

Fetters, W.B. Student Questionnajre and Test Results by Sex, High Scheol
Predram, Ethnic Categery, and Father's Education, National longitudinal Study
of High School Class of 1972. Washington, D.C.: U.S. Government Printing
Office, 1975.

Fla.l'laga.l'h J‘oCot Da.ViS: Foa-: Daile‘y' JoTot ShaYC’th.r Mo?o; Ofr, DOBO'
Goldberg, F. and Neyman: C.A., Jr. Project TALENT: The American Righ-School
Student. Pittsburgh., Penn: University of Pittsburgh, 1964.

Flanagan. J.C., et al, Project TALENT: Five Years After High School.
Palo Alto, CA: American Institute for Research and Pittsburgh, Penn:
University of Pittshurgh. 1971,

+

Frank, A.C., and Kixk, B.A. Differences in outcomes for nsers and . -
nonusers of university counseling and psychiatric services:; A S-year

* accountability study. Jouxrnal of Counseling Psychology, 1975, 22 (3},

252-258. T

Franklin, A.J. To be young, gifted and black with inappropriate profésaional
training: A critique of counseling programs. The Counseling Psychologist.
1971, 2, 107~112. _ .

Frazier, N., and Sadker, M. 3Sexism in School apd Society. New York:
Harper and Row, 1973. .

"
o,
g

Freeman. J. 1970 Dissent. School Revisw. 1970, 79 (1), 115-1.18.

Friedersdorf. W.W. A comparative study of counselor attitudas toward the

further educational vocational plahs of high school girls. pissertation

and Abstracts International, 1970, 30 (10}, 4220-4221. (Abstract).

{(MF, $3.00. X, $8.00) 12 . .
3 t’v!:s

- ¢ - -
= o wmew = afa A ddem B oumeraw  celaT:  mdbm dewem g ke




ERIC

Aruitoxt provided by Eic:

v -

i'riezos L. H., FrLsher, J. Mcbugh, M.C , and Valle, Y.A. AtLributine the
Causes of Success and Failure: Internal and External Sarriers %o
Achievement in wWomen. DBraft of papor for confercnce on New Directions
for Research onh Women, Madison, Wisconsin, llay 30-Jurne 2, 1975.

Friedricihh, L.K. and Stein, A1, Aggreassive aund prosacial televistiton
programs and the natural behavior of proschool children. Honograph
of the Society for Research in Child Dcvelooment, 1973, 38 (4).

Gardner, W.E. The differential effects of race, education and experience
in helping. Journal of Clinical Psychology, 1972, 28, 87-89.

Garman, L.G. and Platt, W.T. Sex Role Sterectvpes and Educators'
Descriptions of Mature Personalities. Papor prosented at the
meeting of the Western Psychologlcal Association, San Francisco.
April, 1974.

Gazda, G.M. Group Counseling: A Developmental Approach. Boston:
Allyn and Bacon, 1971. :

Glenn, M.#. Attitudes of women regarding gainful employment of marrzed
women. Journal of Home Economics. 1959, 51, 247-252.

Glueck, S. and Glueck, E. Working mothers and delinquency. #ental
Hygiene, 1957, 41, 327-352.

Goldberg, P. Are women prejudiced against womem? Trans-action.
1963: 2 {S)r 23""30.

- -,

Goslin, D.A. Teachers and Testing. New York: Russell Sage Poundation, 1967.

Gottfredson, G.D. and Holland, J.L. 'Vocational choices of men and -
women: A comparison of predictors from the self-directed search.
Journal of Counselind Bsychology. 1975, 22 (1), 28-34.

Gottsegen, G.B., and Gottsegan, M.G. tomen and school psychology. The

School Psychology Digest, 1973, 2 (3), 24~27. -

Gump, J.P. and Rivers, L.W. The consideration of race in efforts to end
sex bias. In E.E. Diamond (Ed.)} Issues of Sex Bias and Sex Fairness in Career
Interest teasurement. wWashington. D.C.: U.S. Dapartment of Health, Education

"and Welfare, 1975, 123-139.

Gustad, J.¢. The defintticn of counseling. 1n k.0 Berdie (Ect.)
Palea cmd clarionshipa in Connanbing, Mipne st iiver sty ol
Mol e, 1653

Hall, C. aed Lindzev, . ‘'Pheorics of Pvr?rolljt 2 )
v & 5 (i ¥. New dork: i
and Song, 195%7. Jotin Wiley

Hansen. J.C. and Petoers, toJd. {Eie.) VYouat conal Guidanee and Careor
Development’: Sclected Readings. New York: Xacmillan Co., 1971.

tiansen, L.S. We are furious {female) but we can shaoe our own development.
bersonnel and Guidancr Journil, 1972, 31 (1), 87-93,

313




Zep

Harmen, L.W. Strong Vocational Interest Blank profiles of disadvantaged
women. Journal of Counseling Psychology, 1970, 17 (&), 519-521.

Harmon, L.W. The childhood and adolescent career plans of collage women.
Journal of Vocational Behavior, 1971, 1 (1), 45-56.

Harmon, L.W. sStatus of Women in Higher Education. 1968-1972: A
Selected Bibliography. Ames, Iowa: Towa State University Library,
197z,

Harmon: L. ... And soma. The Counseling Psychologist, 1973, 4 (L),
87-89.

Harrison, B.3. Unlearning the Lie: Sexism in School. New York: )
william Morrow and Company. Inc., 1974,

Harvey, D.W. and Whinfield, R.W. Extending Holland's theory to adult
women. Journal of Vocational Behavior, 1973, 3 (2}, 115-128.

Harway-Herman, M. Social Perceptions of Women, Stereotypes and Career
. Determination. Unpublished Masters' Thesis, University of Maryland, 1971.

Haun, L. E. A study of U.S. counselor educators by sex. zgg_ggghission
for Women 1973-1974 Report Summary. Washington, D.C.s American Personnel
and Guidance Association, 1974. p. 4-6.

Hawley, P. Perceptions of male models of femininity related to career
choice. Journal of Counseling Psychology. 1972, 19 {4), 308-313.

Hawley, P. What women think men. think: Does it affect their career .
- choice? Journal of Ccunseling Psychology, 1971, 18 (3), 193-199.

Hefferrion, A. and Bruehl, D. .Some effects of race of inexperienced
lavy counselors on black jr. high school students. Jourmal of School

psychology, 1971, 9, 35-37.
Heilbrun, A.B., Jr. Parental identification and the-patterning of

vocational interests in college males and females, Journal of -
Counseling Psychology., 1969, 16 (4), 342-347.

Heilbrun, A.B.. Jr. Female preference for therapist initial interview
style as a function of c¢lient and therapist social role varisbles.

Journal of Counseling Psychology. 1971, 18 (4), 285~291.

Hernandez, D. Mexican Ameri an Challenge to the Sacred Cow. Los Angeles:
Aztlan Publications 19790.

Hess, R.A. Social class and ethnic influences on socializatlion. In
P.H. Musgen (Ed.} Carmichael's Manual of Child Psychelogy, (vol. 2). ‘ "

New York: John Wiley and Sons, Inc., 1970, pp. 457-5S58.

Hill, C.E. Sex of client and sex and experience level of counselor. -
) Journal of Counseling Psychology, 1975, 22 (1}, 6-ll.

314

b




F ke

|— . -

T T

Journal of Consulting and Clinical-Psychology. 1972, 38 (3), 343-347.

ol

Hill. G.E. Management and Improvement of Guidance. WNew York:
Appleton-Century~Crofts., 1965.

Hishiki., P.C. Self-concepts of sixth grade girls of Mexican-American
descent. California Journal of Educational Research. 1959, 20 (2},

5662

Hoffman, L.W. Early childhood experiences and women's achievement
motives. Journal of Social Issues, 1972, 28 (2), 129-153.

Holland, J.L. Some guidelines for reducing systematic biases in the
delivery of vacational services. Meagsurement and Evaluation in Gujdance,
1974, Qg 210-218,

Bollender, J. Sex differ;nces in sources of .social salf-esteem.

—

Hollis, J.W. and wantz, R.A. Counselor Bducation Directory. 1974:
Pexsonnel and Programs, Muncie., Indiana: Accelerated Development. Inc..
Publication Division. 1974. o e -

Horner, M.S. Toward an understanding of achievement-related conflicts

in women. -Journal of Social Issues. 1972, 28 (2}, 157-175.

Howard, S, Liberating Ouxr children. Curselves. Washington., D.C.:
American Assoclation of University Women. 1975S.

Hunter., K. Help women plan for the second half. Adult Leadership:lgss;
13 (100, 313+. ' .

Huth, C.M. Measuring women's interests: How useful? The Personnel
and Guidance Journal, 1973, 51 (8), S539-34S.

Iglitzen, L.B. A child's eye view of sex roles. In NEA's Sex~Role
Stereotyping in the Schoolg. Washington, D.C.: National Education
Association, 1973. Pp., 23-30.

Jakubowski-Spector, P, Facilitating the growth of women through
assertive training. The Counseling Psychologist, 1973, 4 (1), 75-86.

Johansson, C.B. Technical aspscts: Problemas of scale development.
norms, jtem differences by sSex and the rape of change in occupational
group characteristics. In E.E. Diamond (Ed.) Issues of Sex Bias

and Sex Fairness in Caregr Interest Meagsurement, Washington, D.C.:

U.S, Department of Health, Education and Welfare, 1975. Pp. 65-88.

Johansson, C.B. and Harmon, L.W. Strong Vocarional Interest Blank:
One form or two? Journal of Counseling Psychology, 1972.-19., (S), 404-410.

LK

Johnson. H.S. Motivation and tle Mexican-American. In H.S. Johnson

and W.J. gernandaz-d (Eds.) Educating the Mexican-American. vValley
Forge. Pennsylvania: Judson Fress. 1970. Pp. 108-116.

Jones, A.J. Principles of Guidance. New York: McGraw~Hill Book Company, Inc., 1930.

Jones, A.J. Princivles of Guidance (2nd ed.), New York: Mciraw-Hill
Book Company. Ing., -1934. B

315




.

Q

ERIC

Aruitoxt provided by Eic:

Jones, H. Tha Effects of Pre-College Coungeling on the -lucational and
Career Aspirations of Blacks and Women Enrollad at iz Unisazsity of
pittsburgh. Pittsburgh. PA: University of Pittsturgh, 1273,

Kagan, J.. Hosken. B. and Watson. §. The ehtid s svebalie rors phion
of parencal attributes. Child Development, 1961, 7 6I3-43A.

Kaplan, R.M. and Goldman, R.D. Stereotypes of colloeie ¢ udents toward
the average man's and woman’s attitudes toward women. Jeccnal of
Counseling Psycholoay. 1973, 20 (5), 459-462. ’

Klein, M.H. Feminists concepts of therapy outcome, Psychotherapy:
Theory, Research, ard Practice, in press, 1975.

Fomarovsky, M. Blue Collar Marriage. WNew York: Random House, 1964.

Kravetz, D.P. Consciousness-raising groups and group therapy: Alternative

mental health resouvrces for women. Psychotherapy:  Theory, Resesrch and
Practice, 1975, in press.

Ladner, J.A. ‘Tomorrow's Tomorrow: The Blick Woman. Garden City, New
York: Doubleday. 1971.

Lailas. J.E.. wegner..K.w. and Zevan, F.N. Guidance: Theory and
Practice. New York: American Book Company, 1964,

-

Lambert, W.E., Yackley, A. and Hein, R.N. Child training values of
English, prench and fFrench-Canadian parents. Canadian Journal of
Behavioral Science, 1971. 3, 217-236.

Lasser, B.R. An outcomes-based approach to counseling evaluation.
Measurement and Evaluation_in Guidance., 1975, 8 (3}, 136-144.

Laws, J.L. A feminist view of marital adjustment. In A.S. Gurman
and D.G. Rice (Eds.) Couples in Conflict. New York: Acenson, 1975. Pp. 73-123.

Laws, J.L. Work Aspirations in Women: False Leads and ¥ew Stares. Draft
prepared for Workshop Conference on Occupational Segregation, Wellesley,
Mass., 1975, .

Lerner, G. (Ed.) Black Women in White Americz, A& Documentary History. :
New York: vintage Books, 1973.

vevine, S.,. Kemin. L., and Levine, E. Sexism and psychiatfy. dmerican
Journal of Orthopsychiarry, 1974, 44, 327-336.

Levy, B. Sex-role socialization in schoel. In NEA's Sex-Role Stereotysing
in the Scheools. Washington, D.C.: MNational Educational Association, 1973,
1-7.

towisg, o Parenrs and children: Sex-role dovalopment.  The
School Review, 1972, 80 (2}, 229-240.

fiachert, R.M., Neale, J.M. aw] Bavi-lson. F.S T Ear iy Jlimdw:
rffects of Television on .nildren and Yourn. low York: Poergazon
Press, 1973. "

.Lincolin. M.F. (E4.) Teaching Ahout vecatiena) Lifr, Scranton. Pa:

Iaternakinnal Textbuok Mompany, 19317,

' 316




Q

ERIC

Aruitoxt provided by Eic:

303

Los An?eles Unified School pistrict. Follow-up Study of Los Angeles City
1973 High 3chool Graduates One Year After Graduation; (Report 346), Los
Angasles Unified School District : Research and Evaluation 8xanch, 1975.

Lyle. J. and Hoffman, H.XK. Children's use ~f relevision and nther
reciia, In E.A. Rubinstein, G,A. Comstock ant J.P. Murray {Eds.)
Television and Social Behavioe, (Ruports and Papers IV: Television

in pay-to-Day Life: Patterns of Use), Washimgton, D.C.: U.S.
Government Printing Office, 1972.

Maccoby, E.E. and Jacklin, C.N. The Psychology of Sex Differencas.
Stanford, CA: sStanford University Press, 1974. '

Mackeen, B.A., and Herman, A. Effects of group counseling on
self-esteem. Journal of Counseling Psycholoqy. 1974, 21 (3), 210-214.

Macleod, J.5. and Silverman, £.T. You Won't M.  Pitt:burgh:
KMOW, Ine., 1973.

Haslin, A. and Davis, J.L. Sex-role stereotyping as 8 factdr in mental
health standards amon coun;e%grs-in-txaining. Journal of Counseling

PS!ChO].OEz: 1975: 2?2): 8

Mathewson, R.H. Guidance Policy and Practice. New York: Harper
and Row: 1962. . .

McCandless. B.H. Childhood socialization. In D.A. Goslin (Ed.)
Handbook of Socialization Theory and Regearch. <Chicago: Rand MchNally

and Company, 1969. Pp. 791-819. T R

MecClelland, D.C.. Atkinson, J.R., Clark, R.A. and Lowell, E.L. The
Achievement Motive. ~New York: Appleton-Century-Crofts, 1953.

amea

Meltzoff, J. and Kornreich, M. Research in Psychotherapy. New Yovk:
Atherton, 1970.

+

Mezzanos, J. Concerns of students and preference for male and female
counselors. Vocational Guidance Ouarterly, 1971, 20 {1), 42-47.

Miller., C.H. Foundations of Guidance. New York: WHaepetr and ROw; 1961.

Miller, P.Ww. Guidance Principles and Services. columbus, Ohio-
Charles E. Merrill Books. Inc., 1961.

Miller. J. (Ed.) Psychoanalysis and Women: Contributions to New Theory
and TheraPy. MWew York: Brunner/Mazel, 1973.

Mischel, W. Sex-kvpind and soeialization. T 1.l sutgrenn (B, Y
r_‘:1'n.-|_i“-;‘|!_1.\|“’-a Manal of Chiuld Paycholoay, (tviol. Y. Rew York:  Jelin

wiley and Sons, Inc., 1970. Pp, 3-72.
Mitcehell, T, !_":4_y_r:_l1_r')_.1|1.1lya:_i‘-:h amt _!:-tni‘n‘is:ru. Miw York: Vietane, 1974,

Mitehsell, J.8. T Can B Anylhuing: Carcors_and (ollracs {or Youno women.
New York: College Entrance Ixamination Board, 1975.

Mowsestan, R. Fducational ane carenr aspirations of high school femiles.
Journal of Mational Association ©f Women Doans and Counselors. 1972,
35 (2), AS5-70.

317




304

Naticnal Instituce of Bducation (NIE)} Career Education Sta®f. Guideline
for assessrent of gex bilas and sux fairness in career interest inventories.
In E.E. Diarond {EG.} Issues of Sex Bias and Sex Fairness in Career
Interest Measurement. Washlngten, D.C. .S. De-a**-nﬂt of Haalth,
Education and telfare, lQ?ipp'Tt~~-<KL\- (Arailable from Educational
Work, Nationzl Instatute of Educaticn, Washingten, D. C 20208) .

National Scholarship Service and Fund for Negro students (NSSPNS) .
A national profile of black youth: The class of 1971, NSSFNS
Research Rreporzs. 1972, L(1).

Osipow, S.H. Theories of Career Development, Englewood Cliffs, N.J.:
Prentice-Hall, Inc., 1973,

Padilla, M. and Aranda. P. Lating Mental Health. Washington. D.C.:
U.8. Government Printing Office. 1974.

Peoples. V.Y. and Dell, D:M. Black and white student preferences for

counselor roles. dJournal of Counseling Psychology, 1975, 22 {(6), 529-334.

Perez, M.S. Counseling Services at UcSC: Attitudes and Perspectives
of Chicano Students. Unpnhlishad manuscript, Santa Cruz, Ca., 1975.

Pettigrew, H.F. A Profile of the Negro American. Princeton. Hew Jersey:
Van Noss, Publishers, 1964, -

Phelps, A.T., Parmer, H.S., and Backer, T.E. Bibliocraphy on Women
at Work.. New York: Human Science Press, in press, 1976,

Pine. G.i. Evaluating school guidance programs: Retrospect and
prospect. Measurement and Evaluation in Guidance., 1975, 8 (3},
136-144. .

Plost, M. Career Media Centers are Shortchanging Today's Girls.

Cited in Phelps, A.T., Farmer, A.S., and Backer, T.E. Bibliography
on Women at Work. New York: Human Science Press,‘inwpfggs,_197e._

Prediger, D.J. Tests and developmental career guidance: The untried
relationship. Measurement and Evaluation in Guidance, 1972, 57 426~429.

Pressley, B.O. Survey of gquidance and counseiing divisions of ataie'
departments of education. The Cormission for Womenm 1973-1974 Report
Summary. Washington. D.C.: American Personnel and Guidance Association,
1974. . -

Psathas, G, fToward a theory of occupational choice for WOmen. Socioloéz .
and Social Rresearcn, 1968, 52 (2), 253-288.

Putnam, B.A., and Hansen. J. C. Relationship of self-concept and feminine
role concept to vocational maturity in Young women. Journal of
Counseling Psycholoay, 1972, 19 (5}, 436-440.

Resource Center on Sex Roles. Today's Changing Releg: An Approach to
Non=-Sexist Teaching. Vashington. D.C.: Wational Education Association, 1974.

318

oyl -



. 305

-

Riccio, A.C. and Zeran. F.R. Organization and Administration of Guidance
Services, Chicago: Rand McHally and Company, 1962.

Rice, J., and Rice, D. Implications of the women's liberation movement
for psychctherapy. American Journal of Psychiatry. 1973, 130, 191-196.

Rogsenberg. B.G. and Sutton-Smith, B. Family interaction effects on
masculinity-femininity. Journal of Personality and Social Psycholegy.
1968, 8 (2}, 117-120.

Rosenkrantz, P., Vogel, S.,Bee , H., Brcverman, D.M., and Broverman.
I. Sex~role stereotypes and self-concepts in college students.
Journal of Consulting and Clinical Psychology. 1968, 32 (3), 287-295.

Rosenthal, R. and Jacobson. L. Pygmalion in the Classroom. New
York: Holt, Ringhart and Winston, Inc.. 1968.

i Saario, T.N., Jacklipn, C.N. and Tittle, C.K. Sex role stereotyping
in the public schools. Haxvard Educational Review, 1973, 43 (3).
386=~416. ) - .

. Sandler, B. Health Services for Women: What Should the University
Provide. Washington, D.C.: Project on the Status and Education of
womn, Association of American Colleges. 1972.
Sc.hax M. Vazbal activity, sex, counselor experience and success in cunnseling.
Journal of Ccnmseling Psycholog'y, 19‘?5, 22 (2), 97-101. VI v e - =

——_ e m—— . - P

Schlosshexg., N. K. I.iberated counseling A question mark. m
tha National BAssociation of wWomen Deans., Adninistrators. and COnnselors,
197“: L {1) . 3=10. N

Schlossberg., N.K. and Goodman, J. A womn's Place: Childran‘s
sex sStereotyping of occupations. vocational Guidance Quarterly.
1972a.20 (4), 266~270.

]
P —

Schlossberg, W.K. and Goodman,'J. Imperative for change: Counselor
use of the Strong Vocational Interest Blanks. Impact. 1972b.,.2
(1), 25-29. . L

Schlogsberg., W.X. &:1.1 Pietrofasa, J.J. Perspectives on counselors bias:
.- Implications for cou elor education. ITne Counseling Psychologist. 1974.
- 4 (1),-44-54.

Sc:hne:.der, J.W. and Hacker, S.L. Sex role imagsry and use of the generic
»man® in introductory texts: A case in the sociology of scgiology.- The

American Sociolcgist., 1973, 8. 12-18. o
Schramm, W., Lyle, J. and Parker, E.B. Television in the Lives of :'
Qur Children. Stanford, CA: Stanford University Prass, 1961. = -

Sears, P.S. and reldman, D.H. Teacher interactions with boys and with
- girls. The Nationai Tlementary Prinéipal, 1966».48 {2}, 30-3S.

o 319




I = - —
e T E

Seifer, N. Absent From the ﬁajority: working Class Women in America.
slaw York: Institute of Human Relations., 1973.

Shaineés. N. A psychiatrist's view: Images of women - Past and
present, overt and obscured. In R. Morgan {(Ed.) Sisterhood is
Powerful. New York: Vintage Books, 1970. 230-244

Sharp, W.H. and Kirk, B.A. A longitudinal study of who seeks counseling
whan. Journal of Counsaling Psychology. 1974, 21 (1), 43-50.

Shaw:, M.C., and White, D.L. The relationship between child~parent
identification and academic underachievement. Journal of Clinical
Pszcholgig 1965: 2.]_-_: 10-13.

Shepard, w.0. and Hess, D.T. Attitudes in four age groups toward
sex-role division in adult occupations and activities. Journal of
Vocational Behavior. 1975, & (1), 27-39.

Shertzer, B. and Stone, S$.C. Fundamentals ©f Guidance (2nd. ed.}. New
York: Houghton Mif£flin., 1971.

sheben: E.J., Jr. Guidance: Remedial function of social reconstruction?

In R.L. Mosher, R.P. Carle and C.D. Kehas (Eds.) Guidance--An Examination.
New York: Harcourt, Brace and World, Inc., 1965, 110-=12S.

Smith, C.M. and Roos, M.M. A Guide to Guidance. New York: Pre-tice-Hall
Inc., 1941. .

Smith, M.L. Influence of client Sex and ethnic group on counselor
judgements. Journal of Counseling Psychology, 1974, 21, S16-521.

Sprinthall, N.A. Guidance for Human Growth. New York: Van Nostrand, 1971.

Stein., a.H., and Bailey. M.M. The socialization of achievement orientation
in females. Psychological Bulletin. 1973, g0 (5), 345~366.

Stein, A:H. ard Smithell, Janis., Age and Sex differences in children's
sex-role standards about achievement. Developmental Psychology, 1969,
1 (3), 252-239. ’

Steiner, C. Scripts People Live. New York: Grove Press, 1974.

Steinmann. A. Women's attitudes towards careers. Vocational Guidance
Quarterly, 1959, Autumn, 15-18. _
steirmann, A. h study of the concept of rhe feminine role of S1 middle~

class american familiss. Genetic Psychologv Monographs, 1963, 677 275-352.

fteinmann, A. Ferale-rols perception as a factor in counseling. Journal
of the ¥acional Association of Women Dzans and Counselors, 1970, rFall, 27-32.

14

st2inmann, A, and rox. D.J. nalelfemale perceptions of the female role
1n ti#e United States. Journal of Psvchology, 1966. 64, 265-276.

ERIC B 320

o]
i |



Serause, J. Women and Analysis: pialodues on Psychoanalytic Views of

Feminity. New York: Dell, 1974,

Suarsz, C.C.R. Sexual stereotypes - Psychological and cultural survival.
In NEA's Non~Sexist Education for Survival. Washington, p.C.: National
Education Association, 1973, 18-20.

Sue, D.W. and Kirk, B.A. Asian Americans: Use of counseling and
psychiatric services on a college campus. Journal of Counseling Psychology.
1975, 22 (1), 84-86.

Sue, A. and Ritano, H.L, Stereotvpes as a measure of success. The
Journal of Social.Issues, 1973, 29 (2), 83-98.

Tanney, M.P., Face validity of interest measures: Sex-role stereotyping.
In E.E, Diamond (Ed:) Isgues of Sex 3ias and Sex Fairness in Career
Intersst Measurement. Washington, D.C.: Department of Health,

Education and Welfare, 1975,

Thomas, A.H. and Stewart, N.R. Counselor respeonse to female clients with
deviate and conforming careser goals. Journal of Counseling Psychology.
1971, 18 (4), 352-357. : -

Thompson, B.W. Tabular Summary of Student Questionnaire Data, Wutional
longitudinal study of the High School Class of 1972, (Vol. I and II).
wWashington, D.C.: U.S. Government Printing office/; 1974.

Thorndike, R.L. (E3.) Educational Measurement. Washington, D.C.:
American Council on Education., 1971, -

Thoxrndike, R.L. and Hagen, E.. Measurement aﬁd Evaluation in Psycholegy
and Bducation (3rd ed.) New York: Wiley, 1963, -

Tiedt, I.M. Realistic counseling for high school girls. The School
Counselor, 1972, 19 (S5), 354-356.

Tittle, C.K., McCarthy, K. and Steckler, J.F. Women and Fducational Testing.
Princeton, N.J.: Educational Testing Service, 1974.

Turner, B.F. and McCaffery, J.H. Socialization and a career orientation
among black and white college women. Journal of Vocational Behavior,
1974, §. (3): 307"319.

Turner, B.F. and Turner, C. Race and Sex Differences in Evaluating ffomen.
Paper preSented at the meeting of the American Psychological Association,
New Orleans, 1974, -

Tyler, L. Work of the Counselor, (3rd ed.), Mew York: Applaton-Century-
crofts, 1963, .

-

Tyler, L. Tests and Measurements (2nd ed.) New Jersey: Prentice-Hall, 1971.

U.5. peparcment of Labor, Women's Bureau, Why Women Work. Washington. 5.C.:
U.5. Government Printing office, 1972.

321




308

University of California Los Angeles, University Extension. Sounds
of Change: A Report on Training in Counseling and Prograsming for
Womdn's Career Opportunities. Los Angeles: UCLA Extension, 1974.

vener, A.M. and Snyder, C.A. The prescheol child's awareness and
anticipation of adult sex-roles. Sociometry, 1966, 29, 159-168..

Vetter, L. Career counseling for women. The Counseling Psycholoaist,
1973, & (1), 54-66.

Vetter, I,. Sex Stereotyping in Illustrations in Carxeer Materials. Paper
presented at the meeting of the American Psychological Association, Chicagos
September 1975.

Vetter. L., Stockburger, D.W. and Brose, C. Career Guidance Materials:
Implications for Women's Career Develovment. Columbus, Ohio: Canter for
Vocational Education, Ohio state University, 1974.

vogel, S.R., Broverman, I.K., Broverman, D.M., Clarkson, F.E., and
Rosenkrantz, P.S. Maternal employment and perception of sex roles among
college students. Developmental Psychology, 1970, 3 (3), 384-391.

Watley, D.J. Bright black youth: Their educational plans and career
aspirations. National Merit Scholaxrship Corporation Research Report, 1971,
7 (a). ;

Webster's New Collegiate Dictionary. Springfield, Mass.: G and C
Merziam, 1974.

Weisstein, N. Kinder and Kiche, Kirche. BAs scientific law: Psycholoyy
constructs the female. In R. Morgan (Ed.) Sisterhood ig Powerful.
New York: vintage Books., 1970, Pp. 205-220. +

Weisstein, N. Psychology constructs the female. In V. Gornick and
B.X. Moran (Eds.) Women in Sexist Society: Studies in Power and Power-
lessness, tiew York: Basic B0OxSs L9704,

Weitzman, L.j., Eifler, D., Hokada E. and Ross, C. Sex~role socialization
in picture books for preschool children. American Journal 'of Sociology,
1972, 77 (8), 1125-1150.

Wwestervelt, E.M. A tide in the affairs of women: The psycholégical
impact -of feminism on educated wemen. The Cuunseling Psychologist,
19?3,‘i (1), 3-26.

Westervelt, E.M. and Fixter, D.A. Women's Higher and Continuing
Pducation: An Annotated Bibliography with Selected References on
Related Aspects of Women's Lives. Wew York: Collede Entrance
Zxamination Board, 1971.

- 322




]

White, W. Motivation reconsidered: 2 concept of competence.
Psychological Review, 1959, 66, 297-333.

Whiteley, J. Counselor education. Review of Educational Research.
1969, ig_ (2}, 173-188.

Whiteley., J. (Ed.) Research in Counseling. Columbus, Ohio: Merrill., 19&8.

Whit&l&?c-a.c Burkhart, M., Harway-Herman, M. and Whiteley: E.
Counseling and student development. JAnnual Review of Psychology
1975, 26, 337-366.

Whitéleya R. Assertion Training for women. Unpublished manuscript, 1975.

Whiteley: R, hhﬁen in greups. The Counselind PsYchologist, 1973, 4 (1),
27-43. S,

Whitfield, E.A.: and Gustav., A, (Eds.) Counseling Girls and Women Over the
Life Span. Washington. D.C.: WNational Vocational Guidance Association/APGA.
1972¢ *

" Whitten, M.C. Same~sex and cross-sex reliability and concurrent validity

of the Strong-Campbell Interest Inventory. Journal of Counseling Psychologys
1975, 22 (3), 204-290.

Who's raising the kids? Newsweek Magazine. September 22, 1975, 48-56.

wilms, W.W. Public and Proprietary vocational Training: A Study of
Effectiveness. Berkeley: Center for Rasearch in Higher Education,
University of Califormia, Berkeley, 1974.

L
Woellner, E.H. Requirement for Certification for Elementary 3schools.
Secondary Schools, Junior Colledes. Chicago: The University of Chicago
Press, 1974.

Wolfe, J.L.. and Fodor, I.G. A cognitive/behavioral approach to modifying
assertive behavior in women. The Counsellng PsYchologist. 1975, vol. V
No, 4 (In press}. .

Women on Words and Images, Channeling'chilggen; Sex Stereot¥YPing in Prime-
Time TV. pPrinceton, N.J.: Women qn Words and Images, 1975. -

Women on Words and Images. Dick and Jane as Victims. Princeton, N.J.:
Women on Words and Images, 1972. :

Women's Liberation Center of Nassau County. “omen in Society. Hempstead,
L.I., New York: The Women's Liberation Center of Nassau County, 1973.

Wrenn, C.G. Crisis in Counseling: An orientation and a contribution.
In J.F. McGowan {Ed.) Counselor Development in American Society, washington
D.C.: U.S. Department of Labor, 1968.

Wrcight, R, Black Boy. .MNew York: Harper, 1937.

323

k.
A o



WyckofE£, H. The stroke ©COROMY 1R women's scripts. Transactional
Analysis Journal, 197%i, I (3), 16-20. .

wyekofZ, H. Sex role scripting :in man and women. In €. Steiner (Ed.)
Seripts Peonle Live, New York: Grove Press, l974a, 165-175.

Wyckoff, H. PRanal scraipts of women. In C. Steiner (Ed.) Scripts People
Live. New York: Grove Press, 1974b, 175-196.

Z2igler, E., and Child, I.L. Socialization. In G. Lindzey and E. Aronson
{Eds.) The Handbook of Social Psychology (Vol. III). Readind, Mass.;
Addison-wWesley, 1968-

310

Zytowski, D.G. Toward a theory of career deveiopment for women. Personnel

and Guidance Jowrnal, 1969, 47, 660-664.

324

n o p ——




O

ERIC

Aruitoxt provided by Eic:

m—_ = = _ T e —

: . . an

Sex Discrimination in Guidance and Counseling by Harway, Astin, Subr, and Whiteley

Rationale for Selection of Annotation

Annotations were Completed on a selective basis only. Criteria for
selection were 1} extensive use of a2 given reference in the text or

2) use in the report of a classic study or research of wmajor importance.
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