ED 132 966

AUTHOR
TITLE

INSTITOTION
SPONS AGENCY
PUB DATE

CONTRACT
NOTE

EDRS PRICE
DESCRIPTORS

IDENTIFIERS

ABSTRACT

DOCUBENT RESUME
95 - HE 008 584

Astin, Helen S.; And Others

Sex Discrimination in Education: Access to
Postsecondary Education. Vol. 1 and Vol. 2.

Higher Education Research Imnst., Inc., Los Angeles,
Calif.

National Center for Education Statistics (DHEW),
Washington, D.C.

Febh 76

300-75-0206

394p.; For related documents, see HE 008 684,
298-299, CG 011 341, and EA .009 103-104

cG 011

MF-$0.83 HC-$20.75 Plus Postage.

Administrative Policy; Cultural Background; Cultural
Factors; *Educational Discrimination; #*Educational
Opportunities; *Equal Education; *Females; Individual
Differences; Investigations; Nondiscriminatory
Education; *Post Secondary Education; Research; *Sex
Discrimination; Social Influences; Student Financial
Aid; *Womens Education
Education Amendments 1974 ;
Act 1974

*Womens Educational Equity

A study was undertaken, in compliance with the

Women's Educational Equity Act of 1974 (part of the Education
Amendments in 1974) to identify the extent and kinds of sex

discrimination in access to postsecondary education.

The analysis of

the data includes participation rates of women in various forms of
postsecondary education, the impact of personal and background
variables on access to education, institutional practices that may
have discriminatory effects (especially in financial aid), and the
special problems of adult women returning to postsecondary education.
Recommendations are made for programmatic, research, and legislative
efforts to ensure more equal educational access. The data sources

used were:

reports on high school and college youth;
Volume 1 contains the narrated report of the study; Volume 2

studies.

contains annotations.

(1) research and theoretical literature;

(2) statistical
and (3) special exploratory

(MSE)

s s sk 3 e ok e s sk 3 oe e sk o ok s s e ok ok o sk s e o e o o s ke o ke s e o e sl s ool s e sk e s e e e sk ofe s e e ke sfe e e ol ok sk ek dedeoleole
Documents acquired by ERIC include many informal unpublished *

* materials not available from other sources.
: to obtain the best copy available.

ERIC makes every effort

Nevertheless, items of marginal

reproducibility are often encountered and this affects the quality

via the ERIC Document Reprcduction Service (EDRS). EDRS is not

responsible for the quality of the original document. Reproductions ¥

suppllea by EDRS are. the best that can be made frcm the cflglnal

*
-
*
%
* of the microfiche and hardcopy reproductions ERIC makes available
*
*
*
EY

*
%
%
*
%
%
*
s
T



ED132966

~

g0 PSP

—C
@)

Aruitoxt provided by Eic:

" This report was prepared under contract no. 300-75-0206 with the

Education Division. Contractors undertaking such projects under
Government sponsorship are encouraged to express freely their
professional judgement. This report, therefore, does not necessarily
represent positions or policies of the Education Division, and no
official endorsement should be inferred.

National Center for Education Statistics

Education Division V'S OEPARTMENT OF HEALTH

U.S. Department of Health, Education and Welfare Efﬁcnﬂ'f."pfsﬁff““ -
oo N3 UTE OF
EDUCATION

N o THIS poc T 3
February 1976 nucsgaﬂ%%&'\esgl HAS BEEN REPRO.
y JUCED EXACTLY AS RECEjvEp £

THE PERSON OR ORG ATION OR e

ME PERSG ? ORGANIZATION OR |G/t
ATING IT POINTS OF viEw on oo r o N

1A PO OF VIEW OR OPINIo
STATED po nat SSARILY R Epae

ED DO NOT NECESSARILY REpRE
SENTOFEICIAL NATIGNA] AL
C ! ONAL INSTITUTE oF
EDUCATION FOsITION aR PQL!CTVMEDF

SEX _DISCRIMINATION IN EDUCATION: ACCESS TO
POSTSECONDARY EDUCATION (" (/lreqyae 7 )

by
Helen S. Astin
Michele Harway

Patricia McNamara

Helen S. Astin is vice-president of the Higher Education Research
Institute and professor of higher education, University of California
at Los Angeles.

Michele Harway is a research psychologist with the Higher Education’
Research Institute, Los Angeles, California.

Patricia McNamara is a research analyrt at the Higher Education Research
Institute, Los Angeles, California.

@



O

ERIC

Aruitoxt provided by Eic:

Acknowledgements

This study had the support, advice, and assistance of many persons.
We would like to acknowledge the assisﬁgaée of C. E. Christian, James Henson,
and Jeanne Suhr, research analysts at the Higher Education Research Institute
(HERI). Ms. Christian and Mr. Henson conducted the computer analyses for
the exploratory studies. 1In addition, Ms. Christian zonducted one of the
exploratory surveys in the Los Angeles metropolitan-area high schools, analyzed
the data, and prepared the section on proprietary institutions. Ms. Suhr,

coauthor of the study, Sex Discrimination in Guidance and Counseling, worked

closely with us on overlapping aspects in the two reports.

Lewis C. Solmon, executive officer of HERI, was extensively involved with
the project, providing much support and assistance.

Three consultants provided expertise on different aspects of the study.
minorities. Wendy Williams, a lawyer with Equal Rights Advocates, a public-
interest law firm, assisted with the examinaticn.Gf the findings in the context
of recent legislation.

John Whiteley, dean of student affairs, University of California at Irvine,
and Alexander W. Astin, president of HERI, read the manuscript, giving us
numerous insights and suggestions.
who typed and retyped the many drafts of this report. Laura Kent edited the
entire manuscript.

Most of all we would like to thank the project monitor, Shirley Radcliffe,
the Advisory panel, and National Center for Educational Statistics for their
guidance and‘suPport of this project.

The Authors

February, 1976

3



O

ERIC

Aruitoxt provided by Eic:

(-

Lt

11.

«2.

[
W

15.

16.

/

/

/!
List of Tables

Type of education program of high school seniors, by sex and
ethriic group: United States, 1972. . . . . . . . « « « « o « -

Highest level of education 1972 high schoel seniors plan to

attain, by sex and ethnic category: United States, 1972 . .

Highest level of education high school seniors would like to
attain, by sex and ethnic group: United States, 1972. . . . . .

High school grades of seniors, by sex and ethnic group: United
States, 1972 . . . . . . . i s s s s s s s s e e e e e e e e

High school academic grade point average of black high school
seniors, by sex: United States, 1971 and 1974 . . . . . . .

Number of semesters high school preparation completed by 1960
high school seniors, by sex and type of course: United States,
1960 . & v v i h e e e e e e e e e e e e e e e e e e e e e e e

High school preparation of 1971 and 1974 black high school
seniors, by sex and curricular area: United States, 1971 and
R

Reasons considered very important for
black high school seniors, by sex: United States, 1971. . . . .

choosing a college, by sex and ethnic group: United States,
1972 . . L o o i i i e s s e e e e s e e s e e e s e es e s

Racial ‘background of first-time students in institutions of

istribution of women students and women faculty, by institu=
ional size: United States, 1972 and 1973 . . . . . . . . . . .

-+

Distribution of women students and women faculty, by selectivity
(ACT mean scores) of institution: United States, 1972 and 1973.

Distribution of women students and women faculty, by selectivity
index: United States, 1972 and 1973 . . . . . . . . . . . . .

Distribution of women students and full-time faculty women, by
institutional affluence: United States, 1972 and 1973 . . . . .

Distribution of women students and women faculty, by type of
institution: United States, 1972 and 1973 . ., . . . . . .

Distribution of women students and women faculty, by institu-
tional faculty salary levels: "United States, 1972 and 1973. . .

4

Page

55

56

57

58

59

o)
b

63

67

o
g

69



O

ERIC

Aruitoxt provided by Eic:

17.

19.

23.

26.

29,

30.

31.

Women, as percentage of total enrollment in selected technical
institutions of higher education, United States, Fall, 1974.

Probable major field of study of college freshmen, by sex:
United States, fall 1970 and fall 1974 . . . . . . . . .

Probable field of college major of black high school seniors
by sex: United States, 1971 anﬂ 1974, . . . . . . o o 0 0

Career asplratlans of entering college freshmen: Trends over
time, by sex: United States, 1966, 1968, 1970, 1972, and 1974
Un;ted States, 197l and l974 fox s s s s s a s s s s s e s s s

Career aspirations of entering college freshmen women, by age

group: United States, 1974. . . . . . . & + = =« 2 2 = 2 = =
T@tal number @f baihelcr'a, mazter's, and d@ct@r's degrees

5tudy aﬂd p rcent Gf tatal rece;vad by womern: Unlted Statesg
1973=1974. . . « & o 4 s ke e e e e e e e e e e e e e a e e

Distribution of those enrolled in vocational education, by sex
and field of study: United States, 1972 . . . . . . . . . .

Enrollment *otal and percentage female enrollment in vocational
education, by field of study: United States, 1972 . . . .

1972 and projected 1977 distribution of enrollment in vocational

education, by sex and field of study: United States, 1972 .
Selected background characteristics of 1960 ninth graders with
at least 4 years of college in 1968, by sex: United States,
1968 . . . i it e e e e e e e e e e e e e e e e e e e e e s

Type of college 19272 high school seniors plan to attend, by sex
ethnic category, and father's education: United States, 1972.

Highest level of educational attainment planned by 1972 high

school seniors, by sex, ethnic category, and father's education:

United States, 1972. . . . . . . + ¢ 4 4 4 4 s s 4 4 s 4 e . .

Completion rates of 1960 high school graduates within noncolle-
giate and collegiate institutions, by sex, race, socioceconomic
status, and academic ability: United States, 1971 . . . . . .

Views of 1972 high gchocl s@nicrsvﬁu)‘agree strangly‘ or ‘agréé‘

Unlted States, 1972i f s s e s s a s e a s e s s s e a e s

Above average self-ratings of entering callege freshmen, by sex:
United States, 1966, 1972, and 1974. . . . ." . + « + « « =+ &+ =

Page

70

71

72

73

74

75

76

77

78

. 110

111

112



O

ERIC

Aruitoxt provided by Eic:

Lad
e

35.

36.

37.

40.

42,

43.

44.

47.

48,

Above average self-ratings of black freshmen entering college,
by sex: United States, 1971 . . . . . . . . &« + v v o « & o « .

Above average self-ratings of entering freshmen women, by age
group: United States, 1974. . . . . . . . . v v « « + 4 « = &

Very important life goals of 1972 high school seniors, by sex:
United States, 1972. . . . . v 4 & & « o 5 o 5 % 4 e eae .

Person 1971 black high school seniors indicated they would most
like to be, by sex: United States, 1971 . . . . . . . . . .

Essential or very important life goals of entering college

freshmen, by sex: United States, 1974 . . . . . . . + « « « « =

Essential or very important life goals of black freshmen enter-
ing college, by sex: United 3tates, 1968 and 1971 . . . . . .

Essential or very important life goals of college freshmen

“Women, by age group: United States, 1974. . . . . . . .« . . . .

school plans with different persons, by sex: United States,
1960 . . . . L o . e s e e e e e e e e e e e e e e e e e .

Number of times 1960 high school students discussed concerns
with teachers, principals, and counselors during current vear,
by sex: 'United States, 1960 . . . . . . . . . . . + & 4 & = 4 .

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. . . . . . . . + + « + « &

Persons reported having very important influence on 1972 high
school seniors plans for after high school, by sex and ethnic
category: United States, 1972 . . . . . . . . . « + + &+ &+ .+ . .

Persons having great influence on plans for after high school
of 1972 high school seniors in academic programs, by sex, race,
and father's education: United States, 1972 . . . . . . . . . .

Persons with whom 1972 high school seniors frequently discussed
their plans for after high school, by sex, race, and father's
education: United States, 1972. . . . . . . . . . . . . . . . .

A content analysis of sex and race representation in career

. guidance materials: United States, 1975 . . . . . . . « « « « =«

A content analysis of institutional catalogs: United States,
R

College applications and acceptances as indicated by entering
college freshmen, by sex: United States, 1973 . . . . . . . . .

Page

118

119

121

122

165

166

168

172

177



O

ERIC

Aruitoxt provided by Eic:

52.

57.

58.

59.

60.

6l.

63.

Application and acceptances of entering college freshmen, by
sex and institutional quality: United States, 1975. . . . . .

Planned sources of funds for further study beyond high school
of 1972 high school seniors, by sex: United States, 1972. . . .

Reasons given for not planning to get financial aid for study
from sources outside the family by 1972 high school seniors,
by sex: United States, 1972 . . . . . . . « v « 4 o o « o + . .

Sources from which 1972 high school seniors planning to attend
a two- or four-year college or university or to take correspons
dence courses expect to pay for their education, by sex: United
States, 1972 . . . . . . . h . e e e e e e e e e e e e e e e e

Work plans of 1972 high school seniors who plan to attend a two-
or four-year college or university or to take correspondence
courses, by sex: United States, 1972. . . . . . . . . . . .

Sources of financial support for entering college freshmen, by
sex: United States, 1974. . . . . . « & « & & & &+ = 4 o« o4 o4 o=
Percent and median dollar amount of undergraduate financial
support, by source and sex: United States, 1972 . . . . . . . .

Distribution of undergraduates, by annual tuition, source of
support, sex, and residence: United States, 1972, . . . . . . .

Sources of financial support for proprietary and other post-
secondary freshmen: United States, 1974 . . . . . . . . .« . .« .

Sources of financial support for first year of postbaccalaureate
study, by sex: United States, 1971. . . . . . . . . . . . .

Primary source of income since entering graduate school, by sex:
United States, 1969. . . . . . + + « & « « o« &« 2w x o= we s

Distribution of financial aid to graduate students, by type and
amount of aid and sex of students: United States, 1973. . . . .

Number of women fellowship applicants and recipients, by field:
United States, 1962-1968 . . . . . « . & « & « s 5 5 = = = = = =

Reasons of 1966 freshmen for not enrolling at first-choice
graduate or professional school, by sex and field: United
States, 1971 . . . . . . . s e e e s e s e a e e e e e e e s

4al experiences of 1961 freshmen who were 1971 graduate
x United States, 1971 . . . . . . . . . . « . .

cited by women currently enrolled: United States, 1974. . . . .

Obstacles to participation in continuing education programs
cited by participating women, by race: United States, 1974. . .

7

i

Page

178

216

218

220

222

223

224

225

226

243

244



66. Obstacles to participation in continuing education programs
cited by participating women, by age: United States, 1974 .

67. Obstacles to participation in continuing education programs
cited by participating women, by marital status: United States,

1974 . . L L L 0 s i e e e e e e e e e e s e e e e e e e e

IS
[an]

Financial concerns of continuing education participants enrolled
in degree programs: United States, 1974 . . . . . . . . .

Q

ERIC

Aruitoxt provided by Eic:



CONTENTS

Acknowledgments. . . . . . . . . . . . . . . . . e
List of Tables . . . . - . « = « « « + « « s+ = . .
Chapter 1
Introduction . . . . . . . . . & & . 4 . . . . . e . .
Approach and Organization . . . . . . . . . . - .
Data Sources. . . . .+ « « = : & = s 5 & s+ = . -
Research and Theoretical Literature. . . . . . .
Statistieal Reports. . . . . . « + + + « « + + & . s
Exploratory Studies. . . . . . . . . . . .
Data and Time Constraints . . . . . . . . . e e .
Footnotes . . . . . . . . . - . . . . . . .
Chapter 2
Rates of Participation . . . . . . . « & + + & = + = 2 =
High School Preparation and Educational Plans . . .
College Enrollments . . . . . « ¢ & & « « = o« . .. .
Distribution of Students Among Institutions. . .
College Major and Careexr Plans . . . . . . . . . .
Degree Attainment. . . . . . . . . . . M .
Vocational-Technical Education. . . . . . s s s .
Proprietary Schools and Their Students. . . . -
Background Characteristics . . . . . . . . . .
Educaticnal Preparation and Aspirations. . . . e .
Reasons for Schocl and Career Choice . . e .
Summafyi.-g.,g;ii..;..-,si;g; .
Footnotes - - - « « « =« = 2 = = = s x = & s = .
Chapter 3
The Impact of Personal and Background Variables on Access
Effects of Socialization. . . . . . . . . «+ &+ & + « «
‘Effects of Socioeconomic Status, Ability, and Race. . .
Self-Image and Expectations of Women. . . . . . . . .

O

ERIC

Aruitoxt provided by Eic:

Self-Esteem Among High School and College Students .

9

Sii

w

13
13
14
15

18

80

81



&
Expectations and Objectives of High School and College Students.
Achievement Motivation in Women . . . .
Socialization of Achievement MDtiV-‘itlDH f e e e . .
Attribution Theory . . . . & « & & + & & & 4 + & = + & &+ .
SUMMATXY . .« & =« & = « = = = & « = = =« « =« &« = & s = & «
Footnotes . . . . . . . . .« .« .« . .+ . .
Chapter 4
Institutional Practices: Information, Admissions, Special Programs
and Problems . . . . . ¢ 4 4 . h s h s e e e e e e e e e e e e e
The Role of Information . . . . e e e s e s s
Influence of Counselors and Dtherz s e e e e e e e e
Tests and Inventories. . . . . .« . « « &« = & & & 4 & . . .
Other Guidance Materials . . . . . . . ¢ « © v v + = o « «
AdmMisSSiONS. - « =+ & 4 4 4 4 e s e e e e s s e e e e e e e
Admission Criteria . . . i s s s a s s s s s s s s s
Admission to Graduate and PfoES sional Schools . . .
Special Programs and Problems . . . . . . . « + « o 4 4 4 oo o0 . .
Summary . . . . - . s e s s - -
Footnotes . - . . - - e . . . . s - e -
Chaptéf‘S
Institutional Practices: Financial Aid. . . . . . . + + + « . « . .
Sources of FINANCE. .- . . .+ & 2 = & = & = = « « s o « o & o o
Institutional Administration of Financial Aid Programs. . .
ligh School Seniors: Plans for Financing Postsecondary Education
Undergraduate Education: Patterns of Financial Support . . . . .
Proprietary Institutions: Patterns of Fianacial Support. . . . .
Financial Aid at the Graduate Level . . . . . . . . . . . . . .
Distribution of Financial Aid. . . . . . . . . . « « « « . .
Impact on Access and Persistence . . . . . . . . . . . .
SUMMATY .« « « « « &« = &« =« = = s = = s s 5= 5 « « = 5 5 2 % s+ « s
Footnotes . . . . . « & & & v v i s s e e e s s e s e s e e s
i
- Chapter 6

Adult Women and Access to Postsecondary Education. . . . . . . . .

O

ERIC 10

Aruitoxt provided by Eic:

99
101
103

123
125
125
128
131
139

146
150

179

189

191

193

230




Institutional Barriers. . . . . . + « « « « = s s « = =+ = = s« = . . 233
Continuing Education for Women. . . . . . . + + + &« « « « +« = & . . 237

SUMMALY « « -« = « o« = o« s o s 5+ s = s s & s ¢ & = & = = = = = + « » 241

FOOLNoteS . . . v v & « & s « & =+ & + 4 = 4w e = e e a .. . . 242

Chapter 7

Implications and Recommendations . . . . . . « « « + « + + = = » = & . 248
Program Efforts . . . . . + « « « « 4« + 4+ s« « & « s = 2 . . . 248

High School Preparation. . . . . . . e s s s s e e s s s . . . 248
Participation in Postsecondary Educat;an 4 s .+ s &« s s s . . 250

Institutional Practices and Policies . . . . . . . . . . . . . . 252
Research Efforts. . . . . & & « + & « s « + « « = « e « o = = 2 « . 253
Legislative Efforts . . . . . . . . & & + « « « + « « « =+ « « « . . 2586

RefEFBNCeS . . . . + =« = & =+ + 2+ & = =+ = = + s+ = = 24+ 4 s « .« . . . 2b8
Appendices . . . 2+ o« s a2 o+ a2 s = oa s s s s s T

A. The Authorizing Legislation . . . . . . . . . + + « o &« « « . . 267

B. Analysis of Catalogs. . . . . & v v v v e e e w e e e e e e s

11

O

ERIC

Aruitoxt provided by Eic:



INTRODUCTION

The study reported here is in compliance %ith vhe Women's Educational
Equity Act of 1974, which constitutes section 408 of the Education
Amendments of 1974 (appendix A). It is the purpose of this section to
provide for educational equity for women in the United States. Section
408 (£) (4) geadS;

From the sums availabie for the purposes of this section,

the Commissioner is authorized and directed to conduct a

education, to be submitted to the Council nct lzker than

a year after the date of enactment of this section. The
Council shall review the raport of the Commissioner and
shall make such recommendations, including recommendations
for additional legislation, as it deems advisable.

This study was undertaken to identify the extent and kinds of sex

Collegiate Dictionary defines access as "permission, liberty, or ability
. D 1 24 access E Y 3

to enter (or) approach." The term also means "admittance” or "a way
or means of approach." Access to education has been used interchangeably

with the term educational opportunity. Implicit in both concepts is the

term equal: equal access, equal opportunity.
A report on egqual opportunity for blacks in higher education defines

Equal opportunity as

all students to fulfill their promise and ambitions, and

. 12
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to rise to whatever heights their ability, interest, and
determination can reach through education. To achieve
this goal, opportunity cannot be limited by the color of

one's skin or sex, the nature of one's religious beliefs,

or vy family income and private circumstances. Equal ed-

opportunity to enter not just some colleges, but‘aii

colleges; not just some fields, but all fields, and to

earn not just certain degrees, but all degrees, unen-

cumbefea by barriers related to race;.institutianal

practices, and personal attitudes. [Institute for the

Egéuﬂy of Educational Policy, 1975, p.2] |

Accessible higher education has been defined as relatively inexpen-

sive education in nearby facilities with admissions requirements and
educational Prég:ams that Q@ulﬂ accommodateA@Qs# high school graduates
{(Willingham, 1970). Willingham (1969) also enumerates the chief
causes of unequal access or opportunity: £inancial ggnstza;nts, academic
standards, inaccessible faéilities; and social differences. Willingham's
associate Ferrin (1970) lists four major barriers to higher education--
financial, academic, motivational, and geographic--and outlihes efforts
that might reduce or eliminate these barriers.
opportunity for blacks or for persons of lower socioeconomic status
(SES). The present study deals with discrimination against women and
introduces another major barrier: discriminatory practices that hinder

equal access.
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: Since the Educational Equity Act explicitly Prov1§es for educational
equity for women in the United States, -the study is designed to ascertain
whether éﬂucatioﬁal inequity is the result of discriminatory practices;
and, if so, how these practices operate and how severe the inequity is.
Thus, it focuses on the effects of discrimination and inequities in
bPostsecondary education, to the extent that they exist_

We have defined equal access to postsecondary educatlanl as an equal
opportunity to attend the postsecondary institution that cén prepare a
person for the occupation or life style for which he or shé is best suited
by virtue of abilities, interests, aﬁﬂ talents, and that can provide

i

self-realization. Full participation in postsecondary education does not,

of course, imply that every person should get the doctorate, but rather

that every person should make full use of his or her talents: not only

those present at birth but also those acquired and éevélcped in elemen
tary and secondary school.

Althéuéh the study is limited to the isfiue of equity in postsecondary -3
education, inequities can bégin at birth and continue through life: ‘
Typically, girls are treated differently from boys by their parents, by
their teachers, by adults generally. Given this history of inequity, then,
even if high school seniors were to be treated equally whatever their sex--

or their race, socioceconomic background, or whatever--one would expect

1

for men and women at the postsecondary level. Thus, equity for members

of each sex will probably require not equal “treatment for all but differential

14 '
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e

treatment by sex.
The achievement of equity implies the absence of discrimination -and

1] ] - - ] 3 L] B = 'i :
of prejudice. Webster's New Collegiate Dictionary defines d¢52fiminati@n as

"to mark or perceive the distinguishing or peéuliar features of" or "to

make a difference in ﬁfeatment or favor on a basis é;her than inﬂiéiﬁual
merit."” In a world of scarce resources, where demand outstrips supply, ration-
ing 'is required and alldécations are. generally based on some peculiar features
of individuals or groups. Such allocations are acceptable as long as it

can be agreed that the perceived differences among individuals actually

exist and that tﬁe characteristics on which the distribution is based

are logical and just. But problems arise when rewards are distributed

on the basis of characteristics that at least some people think should

not be rewarded, or when people disagree over the particular characteristics
of those who receive or are denied the rewards.

- The latter case, disagreement over gharacté:istiés, may involve pre-
judice: literally, pre-judging. One attributes traits to individuals on
the ba%is of one's East;égér"atiéns of the groups to which they belong,

or on the béSis of one's earlier experiences (which may no longer be rele-
'vant), or even on the basis of hearsay and folklore. One reason why people
éisagree over thé particular characteristics of a group is that precise
information is not always available. Bgt those in charge of distributing
rewards may think that the cost of making an imperfect, erroneous, or
unjust distribution is smaller than the cost of ensuring an equitable
distributicn.éiThiS is not discrimination solely because pg prejudice, in
that rewards are allocated by some estimate of inﬂividual,merit,

but the estimate may not be accurate.
-
15
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These processes have diverse policy implications. Let us assume that

admission to postsecondary educatien is ineguitable. Does the incguity

result from iffgprance éﬁoﬁzﬁﬂégﬁgérticular‘traits are apportioned amongr
groups? Or are decision-makers acting invidiously by deliberately and ex-
plicitly making decisions on gr@ﬁnds other than merit? In postsecondary
education, the céncagt of merit usually involves traits that increase ﬁhe
probability of graduation (e.g., ability, motivation, persistence), though
other definitions are péssible, I1f the inequity results from ignorance,
then the information system must be improved so that those making decisions
become aware @f the characteristics of particular individuals and qréups.
If, however, thése making the decisions are using undesirable criteria,
then the criteria should be changed by legislative enactment and distribu-
tion activitigs should be policed by enf@rcement agencies.

Scc;élagists distinguish two types of discrimination: - (1) that
attributable to decisions by individuals or groups, and (2) that attribu-

nstitutions~--"the rules of the game." 1In

o

table to the organization of
the second typé, a group may be discriminated against'even though no single
person takes explicit action; rules can, however, be changed to prevent
continuing discrimination.

Those who contend that there is discrimination against women in
education usually ba;ieve that it is délibézate, that decisions are based
on invalid cziteria énd; hence, that the criteria must be:;hanged. An
underlying assumption here is that the sexes do not differ in ways relevant
to postsecondary education--or that if differences do exist, the rules
of the game fa%or men--and that the second-class status of women results

from the desire of the male establishment to maintain its own power.




. Some would hold that discrimination against women in education is ngt
deliberate, that it is attributable to decision-makers' lack of iﬁférma%
Atian about the characteristics of each sex. A third position is possibla;
the current unequal status of men and women in education results, at least
in part, from actual and meaningful differences between the sexes, perhaps
T in their éeéire for education, but that those differences stem from
earlier experiences and can thus be modified.

The views of people concerned about the tre;gqent of women in higher
education differ in other ways as well. Some argue that discrimination
éxistg when women are judged on group performance rather than on in-
dividual merit. Cross takes this Eosition{ stating that "...educational
or shape of oné's skin (the phrase is from Sandler, 1972), but upon
individual needs, desires, and potential for costribution" (Cross, 1972,
p.8). Freeman believes that the possibility of being discriminated

against is as debilitating to women as actual acts of injustice:
To go through life never really knowing whéther one is
seen as an individual or as a.catégory; to engage in one's
work with guestions as to how much of it will be judged
strictly on its merit and how much as tﬁe product of a
member of a group, to be unable to say that one is treated
the same as others without hidden bias--these uncertain-
ties in themselves wreak their own havoc regardless of
what the real situation may be. [Freeman, 1970, p.118]
Nonetheless, certain points are common to discussions of discrimina-

tion against women. - One is the gquestion of competence. Bernard says
4

i
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that "when a woman with superior qualifigations is bypassea in favor
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bést competitors suffer most from preju%igéd discrimination. "Less
qualified candidates. can be rejected on maﬁ§ functional grounds: they
are not well trained, they are not competent, they do not have the skills,
ete. It is oﬁly when all other grounds for rejection are missing

that prejudiced discrimination per se is brought into play" (Bernard,

1964 p.49). Talking of women professionals, including women in academe,
Theodore, maintains that diserimination "occurs when femaies of

‘formance as males do not

\HTI
n
]
“-
[
o
o]
-~

o
iy
]
(2]
\'J\-
m
o
[y
[l

o
fu
ol
n]
1]
a1
\H‘m

equivalent guali
share equally in the decision-making process nor rece ;ve Equal rewarasthwrgﬁ“wmnmﬂé
These rewards consist of money, promotions, prestige, professional rec-

ognition, and honors" (Theodore, 1971, p.27).

Another fregquently mentioned concomitant of discrimination against

women is the existence of restrictions or barriers within institutions

and society. Theodore refers to the "lack of normative patterns to

facilitate normal entry into the professions and the imposition of barriers

which limit access to both the organization and to professional colleagues"

o

{Theodore, 1971, p- 27) Roby deflnes institutional barrlers as "the

pollc1es and practices in higher educat;en which hinder women in their

efforts to obtain advanced education. These barriers include practices

pertaining to student admissions,  financial aid, student counseling, student
services, and curriculum" (Roby, 1973, p.38). Cross, believes that, in

a more general sense, any "barriers to individual development" constitute

discrimination. 1In her opinion, "to discriminate is to deny freedom of

13
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choice; it is to make decisions affecting the lives of individuals
without their consent and frequently without their knowledge." This
freedom of choice may be denied "by institutional practices that are

"by social pressures that

consciously or unconsciously discrimin

define acceptable behaviors for women," or by women's "own social condition-
13

ing and attitudes regarding women's role {Cross, 1972, p. SD);2

APPROACH AND ORGANIZATION

This study views educational access as a process by WhlEh
individual ahcieves a particular goal. As a process, access incorporates

all educational experiences; thus, access to postsecondary education

Hu

reflects the experiences of a person prior to his/her making postsecondary
plans. Because of time and data limitations, the discussion concentrates
primarily on the senior year of high school, period of transition from

secondary to postsecondary education, and on entry to postszecondary

education, with some attention given to graduate study.

m

Our main objective is to identify the factors that either facilitat
or inhibit educational access for women. When facilitative factors are
identified, we recommend the continuation and enlargement of the practices
which have brought them about. When inhibiting factors are iééntified,
-wa recommend that thelgﬂntrlbu ing practices be brought to the atten-
tion of policy-makers and educators for remedy. Since our major view of

education is that it répfesents the means by which one prepares for
his/her life's work, the following six assumptions based on empirical
information. underlie our analysis:

1. Involvement in satisfying work is a vital component of sélf-

actualization.
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2. One important function of education is to provide training

and to develop competencies and skills for me;@ingful employment.
3. Occupations are arranged in a hierarchy based on status. Often
this status is reflected in monetary rewards.

4, The greater one's education, the greater the employment oppor-

with work tend to be.

5. Work has become important in the lives of women. Nine out of
ten women enter the labor market during their life span. The
averaée work 1ife'fgr women is about 25 years.

6. Women should have access to educational opportunities that pro=-
vide them with the skills and credentials required for equ%i
access to the'o:ggpatiénai world.

Because of our baéic assumptions, we emghasige throughout the extent
to which women have equal access to higher educational institutions and,
in particular, to selective and affluent institutions. In examining
women's participation in vocational and technical institutions, we
concentrate on their fields of study, because the kind of training they
recaiveAin these schools determines later entry to and "success" in an
occupation.

Chapter 2 sketches a general picture of women's participation rates
in various forms of postsecondary education: collegiate institutions,
vocational-technical schools, and praprietar§ séﬁgolsg It looks first
at the programs women take in high school, since high SEhDOi preparation
is, of course, an important factor in postsecondary access, and especially
in entry to specific major fields or vocational-technical areas of

concentration. Then, the college enrollments of women are discussed,

20
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with emphasis given to the kind of collegiate institutions in which

they enroll, the fields they magcr 1n, and their career plans. The next

ection presents data on women's enrollment in vocational=technical

i)

~education programs and their concentration in certain areas of these

programs. Finally, a profile of students enrolled in proprietary schools

is presented. Heretofore, ddequate data on these students have been
lacking. The information presented in this section comes from a pre-
liminary investigation conducted for this study and based on a sample

of students at 15 prgprietary schcolsi Throughout chapter 2, comparisons

groups. The rationale for including the latter type of comparison is

“
"
b

Q
-
<
®
i}

twofold: first, it serves as a point of reference in that
some sense of the extent of sex discrimination as compared with racial/

ethnic discrimination in the educational system; second, it reveals

on access to postsecondary education, wlth special attention to the

.8ocialization process by which sgciacultural SexX norms and sex sterotypes

are inculcated. A review of the theoretical and research llteratur@

generélly lower educational and occupational aspirations and achievements

of women. The second section presents the results of studies on the

effects of socioeconomic status, ability, and race on educational

nd attainment. Next, we look more closely at the self-image and

1]
i

5

]

lcce

expectations of women and men, as they are revealed through self-ratings

and life goals. The last section deals with achievement motivation in
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women, a subject that has rECEl ed considerable attention recently in
the research and theoretical literature.
Chapter 4 deals with institutional practices that may have discrimina-

tory effects on women. The information that high school students receive

as they consider various postsecondary alternatives (including, of course,
whether to continue their education) is crucial to their decisions.

Therefore, the first section examines £he influence of other pedple (e.qg.,
parents, Eééfs; and high school counselors); the effects of interest
inventories, which have come under much criticism lately as being both
race-= and sex-biased; and the paésible impact of éthe: guidance materials,»
including @ccugaticﬁal handbooks and encyclépedias, college admissions
manuals, and institutional catalogs. The admissions process is the sub-
ject of the second section, which presents the results of several in-
house analyses and exploratcry studies on the ratlc of applications to
acceptances for men and women, on the personal and institutional vériables
that predict a student's making multiple college applications and enroll-
ng in an institution some distance from home, and on the stated criteria
that collegiate institutions use in making admissions decisions. Admission
to graduate and professional schools is given particular attention. The
third area of institutional practices examined in this chapter relates to
the special problems of women, including their very practical need for
gynecological care as a part of an instltutlan s health services and

for child care facilities and thjlr more subjective need for acceptance

and encouragement. The lack of role mcde;s and negative or inﬂiffe:ént
attitudes on the part of male faculty are aspects of an institution's

environment that often have adverse effects on women, particularly at
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the graduate and PIQfESEi@ﬁal level and the extent and impact of thess

institutional barriers are examined.

The financial resources that a person has to draw on often makes a crucial

difference with respect to enrolling and persisting in postsecondary
education. Thus, financial aid--which may also be regarded as an
institutional practice--is given special attention in chapter 5, which
first describes various sources of support, with rarticular refezencé to
the use of each of these sources by women, and then looks at patterns
of finanéial support for students in collegiate institutions, students
in proprietary schools, and students in graduate or ﬁrofessienal school.
The effects of these patterns on women's access to and attainment in
postsecondary education are also presented.

!

In chapter 6, we consider a séegial population--adult women who have
been out of the formal educational system for a period and who want to
return. Many such women have outside obligations--to their families or
to their jobs--and thus experience difficulties that the typical
undergraduate woman does not. Wé_logk first at the personal problems
that may hinder the adult woman, then at the institutional barriers she
may enccﬁntér, and finally at continuing education groérams for women
which were specifically designed to help hé: c@ﬁe with the personal pro-
blems and overcome the institutional barriers.

Finally, chapter 7 presents the implications of our study and makes
recommendations in three areas: programmatic efforts to be undertaken
ay eéucat}Oﬁal iﬁgtitutiOES? research efforts needed to fill the rather
considerable gaps in our knowledge; and legislative efforts, including
amendments ﬁo.and modifications of existing legislation, that may be .

required to ensure more ejual educational access.
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sources: (1) research and theoretical literature; (2) statistical reports

on high school and college youth; and (3) exploratory studies designed

data sources.

Research and Theoretical Literature

Except for several classic works;ﬁﬁést of the 1itératu£e revieweém
for this study was .published during the last decade. To identify
material, we used the ﬁglléwing methods:

1. A cataloguing and reviéw of many in-house hibliéqraphies;

books, and reports. The bibliographies included Astin, Parelman and

'Fisher (1975); Astin, Suniewick, and Dweck (1974); Bickner (1974);

Harmon (1972); Westervelt and Fixter (1971); Phelps, Farmer, and Backer

2. Computer searches of appropriate literature, including the
Ameriéan Psychological Association (APA) service, the Educational
Resources Information Center (ERIC), Current Index to Journals in
Education (CIJE), -and Research in Education (RIE).

Searches were based on key work concepts: for example higher
education, sex discrimination, women's education, college=bound students,
Negro students, career planning, career choice, minority women, postsecondary
education, educational opportunity, role perceptions, role models,
school responsibility, and so forth. Annotations of the literature,

which appear in the appendix, are catalogued alphabetically.

O
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Institutional Research Program (CIRP), the National Scholarship Service
and Fund for Negro Students ’‘NSSFNS), and the National Longitudinal
Survey (NLS).

Project TALENT. In 1960, Project TALENT, conducted by the American

Institutes for Research, surveyed ninth- through twelfth-grade students
at a 5 percent stratified random sample of the nation's high schools.
Information on ability, socioeconomic status, grades, curriculum,

. educational and career interests, and expectations was colleéted_ These
students were followed up through mailed questionnaires 1, 5, and 11
years after high school graduation, to ascertain their educational,
occupational, ‘and personal experiences. ‘TD ensure representativeness of
the follow-up samples, those who did not respond to the mailed questionnaire
were fclléweé up by telephone.

Cooperative Institutional Research Program. Conducted jointly by

the American Council on Education and the University of California at

entering freshmen at 307 representative institutions. Currently, the
Eémgle numbers over 600 institutions. The entire freshman classes of
participating institutions are surveyed upon matriculation; at subsequent
intervals, subsamples of these same students are followed up.

The main purpose of the annual freshman survey is to collect data on
students by méané of the Student Information Form (SIR), a four-page

questionnaire deéigned to elicit standard biographical and demographical

5 95
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information as well as information on high school activities and

Tie v

achievements, educational and occupational plan att;tuaes on social and

campus issues, and life goals. By repeating many of the same items '

-. from year to year, CIRP can not only compare succegsive cohorts of

freshmen to monitor national trends in the characterististics of college
students but can also compare the person's initial responses with

his/her later responses orn follow-up questionnaires to see whether

he/she has changed (e.g., in political views or career plans) over time.
New items are added each year to explore questions of current interest

to higher education. Thus, the SIF has both continuity and flexibility.

National Scholarship Service and Fund for Negro Students. Based on

data collected as péft of a program to provide counseling and guidance
services to black youth, the NSSFNS file contains information on a
national sample of black high school seniors representing the classes of
1971-72-73. The sample for each year numbered about 50,000 students at
about 7,000 high schools. Types of information included are demographic

characteristics, educational and occupational aspirations, attitudes

values, and high school experiences.

National Longitudinal Stuay. In spring 1972, the NLS collected data

from about 18,000 seniors at l 000 high schools. Follow-up data were
c@ile&ted‘a year after graduation, and subsequent surveys are planned for
a period of from six fto eight years. Types of information collected are
demographic characteristics, pcstseccndary‘plans, educational and

K occupational aspirations, and high school experiences and achievements.

Ry

Exploratory Studies

In connection with this project, we carried out a number of exploratory

o 20
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studies on (1) proprietary institutions participating in the CIRP,
(2) the content of institutional catalogs, (3) guidance materials

in high school libraries, (4) differential rates of acceptances to

institutions.

The following organizations provided information and assistance:
National Education Association, American Personnel and Guidance Association,
“Women’s Rights Commission (American Federation of Teachers), Resource
Center on Sex-Roles in Education, Black Women's Institute, Business and
Professional Women's Foundation, American Couneil on Education, and
Project on the Status and Education of Women (Association of American
Colleges).

Data and Time Constraints

The research literature on access in education is limited, over-
whelmingly so on issues of unequal access because of sex. Most studies
thus far have focused on issues of unequal acecess resulting from
differences in socioéconamic status and race. The landmark volume by

Coleman and his associates (1966) lau:. .aed a series of stud;es of equal
educational opportunity in Americar society. Classic studies on ipequality
were also done by Mosteller and Moynihan (1972), and Jengksret al, (1972).
A major 1ongituéinal study of educati--al and occupational development

was done by Sewell and his associates  Begun in 1962, this investigation
of high school yoﬁth during the ten years following their graduation
focuses on social and psychological factofs in‘status attainment (Sewell .
aééﬂ Hauser, 1975).

Though all these studies concern differential access and attainment,

27
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they deal only minimally with sex discrimination as a variable in

access. Thus, the existing literature is virtually de woid of studies on
this subject.
Recently, some efforts have been made to examine sex differences in

admissions, financial aid, and programs and services in educational

institutions (Attwood, 1972; Rubin, 1974; McBee & Suddick, 1974). Most
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recent theoretical and research studies of sex diseriminati

discrimination in access and in programs.

Because the present study was
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Educational Equity Act's provision that a study on sex discrimination
be completed within a year of enactment, the research team operated under
enormous time constraints. The work had to bhe completed within nine

months of the contract date (April 30, 1975 to January 31, 1976).



FOOTNOTES-CHAPTER 1

1. In this study, the term postsecondary education covers two-

year and four-year collegiate institutions, proprietary schools and
other vocational and training institutions.
2. For a further analysis of issues concerning sex discrimination

in education see Male and Female Graduate Students: The Question of

qual,@ppdrtppi;y; by Lewis C. Solmon (New York: Praeger, 1976).
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CHAPTER 2

RATES OF PARTICIPATION

One way of defining access operationally is to examine the actual
participation rates of men and women in postsecondary programs. Though
such statistics can give only a sketchy picture of the situation, they
aé least allow us to ascertain the extent to which women are takiné ad-
vantage éf all available educational opportunities. This chapter, then,
ISoks at participation rates in various educational activities for men and
for women; as a point of reference, the participation rates of whites
are compared with those of minority group members.

A student's high school preparation--especially the type of program
taken and the grades achieved--are clearly related to his/her educational
plans and may even aeterming access to postsecondary institutions. The M
chéice of é high Schoclﬂprogram,_anﬂ achievement in that program, are
influenced by such fgcﬁgrs as family, teacher, and peer pressures and
expectations, socioeconomic status, and counseling experiences (see chapter
23 for a discussion of these factors). The first section of this chapter

looks at the high school préﬁaratiéniand educational plans of the different
groué% of students.

The second seet%@n concerns those students who_choose a collegiate
institution: the distribution of the sexes and of racial/ethnié groups
among ﬂifferamt types of institutions; their seleétion of a college major
and their career Plag%; and their degree attainment. The third sectiodn,

on those students who enroll in vocational-technical educational programs,

compares the fields chosen by men and by women. In the fourth section,

oo
L



O

ERIC

Aruitoxt provided by Eic:

the students enrolled in proprietary schoocl--heretofore a group somewhat

m

neglected by researchers--are considered: their background characteristies,

their educational preparation and plans, the reasons for their choice of

lat

school and career.

By looking at participation rates among and within these different
types of postsecondary education activities, we can, then, infer the
relative ease of access enjoved by men and by women, by whites and by

NLS
yngitudinal Study (KE®) data based on the high school class

of 1972, reveals some notable differences between the sexes and among

[

program

1 .
taken.” For instance, the sexes were sharply segregated within vogatlanalﬁ

the racial/ethinic groups with respect to the type of high schoo

technical programs: 21 percent of the women, compared with only 3 percent

e
b

""" and office courses; and 1l percent of
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the men, compared with only 1 percent of the women, were concentrated in

trade or industrial areas. Though about the same proportions of men and
of women took general or academic (college-preparatory) programs in high
school,  enrollment in these programs differed according to racial/ethnic
background. Thus, close to half (45 percent) of the white students, but
only 33 percent of the black students, and 29 percent of the Hispanic

students, were enrolled in academic programs. Appraxlmat 21y equal propor-

tions of whites and blacks were enrolled in general programs, whereas

3

the proportion of Hispanic Students in these programs was higher.
The high school programs that the students took were often inconsistent

31




with their educational gléns. A comparison of Tables 1 and 2 indicates
that considerably more students planned to attend a four-year college or
university--or even to go on to graduate or professional school-~than were
enrclled in academic (college preparatory) programs. S5till larger pe:centage;i/
indicated they would like to attain a high educational level (Table 3).
Since it is highly questionable whether students who take a general or
vocational-technical program in high school will have the necessary back-
ground and qualifications to realize these plans, one wonders how to
explain these apgaréntly unrealistic ambitions. Why, if they wanted to
go on to college, did so many students choose unsuitable hiéh school
programs?

Some light is thrown on this quéstion by additional NLS data indicating
the perzons cited by students as the most important influences in their
selecltion of a high school program. About;three times as many black and
Hispanic (19 percent of each group) as white students said they had no
choice, because only one program was available or because they were assigned

to a program. Moreover, these minority-group students tended to mention

Perha@é this means that the choice of a program was more sﬁraightf@rward
for white students: They were expected to take a college preparatory
program, ana;theg did so. Minority studénts, in céntrast; may have no
such clear-cut choice: financial problems and societal expectations
make the decision to take an academic course a difficult Qnegg

Guidance counselors were cited as an important influence by only 13

1§ercent of the white, 26 percent of the Hispanic, and 30 percent of the

black students. Apparently, the high school counseling staff is not

PO
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carrying out its proper function for a large:prgpartiOn of high school
stﬁdentgz it would seem that counselors could do more toward helping
students reach decisions. (See chapter 4, p.1l25, on the role of in-
formation, for an elaboration of this point.)

High school grades are usually considered crucial in the college
admissions process and thus affect access to postsecondary education.
As Table 4 indicates, girls made considerably better high school grades

than boys did, (and this was true among blacks as well as white students;

school (table 2). The dynamics that account for this discrepancy are
éamglex; but plainly, the lower aspirations of women are not explained
by their doing less well in school.

Though whites made bette? grades in high school than blacks or
Hispanics did, approximately equal numbers of each group planned to
attend college. Thus, 52 percent of the white students planned on at
least a bachelor's degree, and 79 percent made C+ or better grades in
high school; 52 percent of the black students and 43 percent of the ﬁisganic
students had similar aspirations, but only 70 percent had comparable
giaﬂes- The desire to attend college--despite a rather poor high school
record=-may stem from the minority student's belief that a college degree
is a ticket-upward in the occupational and social structure.

The particular subjects studied in high school also affect access to
postsecondary education. The student with little or no preparation in
mathematics and science is not éligible for a technical program and is
not likély‘ﬁé ke sought after by an enginéexing department. Yet, as

Tables 6 and 7 indicate, among both white and black students, a smaller

) 3i3
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proportion of girls than of boys took five or more semesters of mathematics
and science courses (although these girls made slightly better grades
in these courses fhan the boys). The reasons for, and the consequences
of, this underrepresentation of girls in mathematics and science are
clearly stated by Steele.

In terms of high school curriculum, girls still received
differential treatment. They are restricted to vocational
programs providing preparation for lower paying "female"
occupations. Fewer girls enroll in mathematics beyond
fundaﬁental algebra and geometry, and phyéics and electroniecs
are almost as ségrégated as industrial arts. While such
classes are not "closed" to girls, social expectations

of male superiority in math and s&ience, reinforced by family,
school and peers serve as a covert restriction which

later bars women from enrolling in technical programs.
Isteele, 1974, p.92]

Girls were more likely than were boys to take English angrﬁozeign
language courses in high schoals=gréparatian that usually leads to an
arts and humanities major rather than a science major in college. Thus,
this channeling process narrows the option of women early in their
lives, keeping them confined to traditionally "female" fields.

i A disturbing number of talented students are "lost" between high
school and college. According té NLS date, sizable proportions of students
who believed that they had the ability to do college work were not plann-

ing to attend écliegé. For instance, although three-fourths of the

female respondents felt they were capable of completing college, fewer

34
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than half (45 percent) were planning to attend. Similar disparities
between perceived ability and educational plans were found among other

subgroups of the high school seniors; the differentials were 17 percent

for men, 25 percent for whites and for Hispanics, and 23 percent for blacks.

If this talent loss between high school and college is to be prevented,
we must know more about why students who feel themselves capable of
college work fail to go on to college. What obstacles hinder them? Are

the obstacles different for different groups of students? Responses to

an NLS item asking those seniors whe did not plan to continue their

to indicate the reasons help to answer these gquestions. Lack of money
seems an all-too-prominent reason, particularly among minority students.
For instance, about one-fourth of the students not Elannihg to continue

their education expected to work full-time; and although many of them

‘not like school or that they wanted to break from it, almost one in

three of the men and women, and of the whites in this group, and almost
half of the blacks and Hispanics, said they needed to earn money before
they could pay for further éducatién; The economic diEEEEEnces between
white and minority students are underscored by the finding thatgza percent
of the Hispanics and 34 percent of the blacks said they needed to earn
money to support their families; the éomparable figure for white#%as only
12 percent.
Poor grades or low scores on college admissions tesﬁsmwererangthe§:‘

major reason for the failure to continue education. More men (24 percent)

than women (15 percent), and more Hispanics (29 percent) and blacks (23
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percent) than whites (18 percent) cited this reason. Lack of information--
including a failu;e to find out in time about college admissions re-
quirements, about the cost of attending college, or about the availability
of a college in the area~-was given as a reason by one in four Hispanics,
one in five blacks; but only 8 peﬁgent'éf the whites.

Another large group of high school seniors planned neither to enroll
in college nor to work full-time; 7 percent of the men and 11 percent of
the women; 9 percent of the whites, 9 percent of the Hispanics, and 13
percent of the blacks planned to take vocational or technical courses at
a trade or business school. Although over half of these students said
that their plans simply did not require a college education, many were
severe for minority students_ Almost three in five of the blacks and
Hispanics, cémparea with only half of the whites, said they needed to
earn roney to pay for more education; about half of each minority group
(and of the whites as well) fﬁéieateﬂ they could not afford a college or
university education. About half the women, but only one~third of the
men, mentioned these constraints.

Smalle; proportions (a percent or less of each group, by sex and

by ra@ial}ethnic background) planned to work part-time, to enter aggrentice%
ships or on-the-job training, to join the military, or to become full-time
homemakers. Those who expected to work part~time cited the need to

earn money for further education as the reason they would not be attend-

ing college the following year. Those planning to begin apprenticeships

or ansthEEjob;training frequently said they did not need any‘fqrfher

schooling or wanted a break, but sizable proportions--30 percent of the
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men and 43 percent of the women; 31 percent of the %hites, 40 percent

of the Hispanics, ana 54 percent of the blacks--mentioned the need to
earn money to pay for college. Students going into military service--
and particularly minority-~group members and women~-cited the desire to
take a break from formal education or thé;need to make money. Of those
whé-plannea to become full-time homemakers, marital plans and the lack of
need for further education were given as the prinecipal reasons for not

continuing on t

['a]

college.
To summarize: The reasons that students gave for not continuing
their education full-time the year after high school graduation varied

according to sex and to racial/ethnic background. More white than
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more men than women, cited financial considerations. Apparently, for those

even low~or no-tuition community colleges are prohibitively expensive
because of forgone income. More men than women, and more minority than
or college test scores. Men and minorities were more likely than women
and whites to suffer from a lack of information: about admissions
requirements, colleges costs, and even the availability of a college.

To further explore the reasons students give régaraing their post-

secondary plans, we examined NSFFNS data which provided insight into why black'
high school seniors go to college (table 8). Apparently, black women

were more likely to be motivated by "altruistic" considerations, whereas
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black men were likely to regard the economic benefits of a college
education as very important.

The reasons for choosing a particular college varied somewhat by
sex and by race/ethnicity. College expenses and the availability of
financial aid were important considerations among minority students--

further evidence of theirx overall concern about finances (Table 9). The lower

grade averages of minority students also may have affected their choice

of a college in that many mentioned the admissions standards of the
institution as an important reason for choosing it. In addition,
Hispanics were concerned with being able to live at home while attending
college. Women were more interested éﬁan men in the academiec program

and reputation of the institution, including its admissions standards;

‘Lﬂ‘

they were also more concerned about costs and about the availability of
finangiél aid. This concern may reflect the parents' greater willingness
to pay for, san s education than for a daughter's. -Gi\fén the heavier
dependence of women on their parents for financial support in college

(it is pertinent here that women were more likely than men to look to
their parents for advice in selecting a college) and their greater

for their education (Bengelsdorf,
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1974), this parental attitude--that higher priority should be given to
educating a son than a daughter--puts women at a disadvantage.- Despite
their higher grades, they are less likely than men to go on to college;

and those who do attend may be more likely to select a less expensive,

less prestigious institution than they would otherwise have chosen.
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COLLEGE_ENROLLMENTS

According to the National Center for Educational Statistics (NCES),
1.53 million males and 1.58 million females graduated from high school
in the academic year 1973-74; in the fall of 1974, 980,000 males and
870,000 females enrolled in higher education institutions as first-time,

degree-credit students. If all these students came directly from high

of the female, high school graduates were continuing their education.
But even though women lagged behind men in college enrollments, the
picture is not totally discouraging: College enrollment among women

has increased dramatically over the past decade, just about doubling

between 1964 and 1973 (U.S. Bureau of the Census, 1975).

Of the college-age (18~ to 20-year old) youth in this nation
about one in three whites and one in five blacks were enrolled in college
in 1973 (U.s. Bureau of the Census, 1975). Though comparable figures
for college-age Hispanics are not available, the fcllowing statement
conveys the general flavor of the situation: "Of 100 Mexican American
students entering grade one, it is estimated that 23 enter college and
five complete college. Among Anglo students the corresponding figures
are 49 percent and 24 percent" (Ferrin, Jonsen, and Trimble, 1972; p.4).
The outlook is even bleaker £0E American Indians. Although an estimated
90 percent of American Indian children of school age attend school, only
50 percent complete pwalfth grade; only 17 percent enter college; and of
those, only 4 percent graduate (Parsons, 1975).

Table 10 shows the distribution of first-time degree-credit students

in 1974 by racial/ethnic bazkground and by sex within these categories.
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In comparison with their representation in the U.S. population (87.5
percent), whites were slightly overrepresented among first-time students,
whereas blacks and Hispanics (who comprise 11.l1 percent and 4.5

percent of the population, respectively) are underrepresented. Of the
freshmen who entered college in fall 1975, 8 percent of the male popula-
tion, and 10 percent of the female population, was black (Astin, King,
and Riéhardsani 1975).  This difference in the college attendance rates
of black men and women (which reverses the pattern of the sexes found
am@ng’whités);;ay reflect the historical deminance of .1& black woman in
the economic life of the family; black girls may grow > ¢ip.octing to
work as adults, and this expectation may influence them to rrepure for
careers by attending college.

In the'fall of 1974, 4.9 million men and 4 million females were
working toward a college degree. It is well known that as the educational
level rises, the proportion of women enrolled decreases: Thus, women
constituted 45 percent of two-vear college enz@llments,;43 percent of
four-year college enrollments, and 42 percent of graduate enrollments

(National Center for BEducational Statistices), reprdinted in Chronicle of

Distribution of Students Among Institutions

A critical issue related to access is the type of institution a
student attends. Attending a prestigious and affluent institution has
obvious advantages: Not only does such an institution offer the student
rich learning experiences, but also it may provide "fringe benefits”

in that it facilitates his/her entry into graduate or professional
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schoél and into high-status gééupatigng (Astin and Bayer,-1972). Do
women, who generally make better grades than men and scére about as
well on aPtitude tests;aenter high-quality institutigﬁs in the same

#

»prapatticng és‘men? They constitute 45 Qe::ént of - all QOllEgé eﬁréllé

ments; what is their proportion:in these 'ilpgtltutlonS?

To answer these questions, we conducted an analysisfﬁsing a data . -

f?u‘ file merged from two sources: (l) an 1nst;tut1§na1 seléct1v1ty index, .

ﬂéVélQPEd by the CIRP resea h taff and haséa on’ the aptltuae test

ke

scores of stu&ents at a g;ven ;nstltutlan, and (2) aata cgllected dur;ng

fiscal 1972 and 1973 by the H;ghé: Education General,jnstitutlonal

Surveys (HEGI')' based on 2,592 higher education insiitgtions. Thus, -

we had information on the following institutional characteristics: public

= o . = : == =

vs. E:ivate control; selectivity; *ffluencé, measured by expenditures Eerv
student; and level of faculty salary.

Women were concentrated in Emallér (table 11), iess selective (?gélésu,
12 and 13), and less affluent (table 14) institutions, where median
faculty salaries were relatively low (table 18). Were the distribution
bequitablé.’gne would expect them to caﬁééiééﬁé 45 EErcentbqﬁ the students
at any institution, xegaidlégslgf type. But they ﬁade_up only 37 Eerceﬁtl
?‘p of the student body at ﬁighly sélective pﬁhli; universities, and only Eé
percent at highly selective private universities (table 15). Instead
of being evenly distiibutéd among institutional types, they were concen-
trated at Catholic institutions and at private, medium-sized, two-year
colleges.

It seems reasonable to suppose that the more an institutioﬁ.spendg

per student for educational facilities and resources, the richer and

ERI

Aruitoxt provided by Eic:




O

ERIC

Aruitoxt provided by Eic:

31 -

more substantial the educational experience is likely:ta be. But as

T

table 14 indicates, women lost ocut here, being less likely to attend

affluent institutions. It seems reasonable to suppose, further, that
facu%ty salaries are an index to faculty quality and, thus, to educational
excellence. But here too women were slighted, since they attended :-.
‘institutions where median salaries were low (table 16). The concentration
of wQﬁénrstuaents i; tﬁése institutions may :éflect} in part, a highera
cgnceﬁéiétioﬁ of women faculty at these instiﬁuticns, sin;e evidence
-indicates that women faculty, whatever their worth, are consistently -
paid lower salaries than their male counterparts (Astin and Bayer, "1972:
Bayer and Astin, 1975).

Although we may suspect from this‘ana;ysisﬁthat.aisc:iminatign
against women exists, its precise nature and GguSéS are less certain. Do
elize institutions have policies and practices that operate to exclude
women? Are women discouraged from attéﬁﬂing these institutions by their
parents, teache§§,lc§un5élgr5, friends? Daithéy lack confidence in-

‘their ability to succeed in a highly seléétééginstitutién and thﬁs fail
to apply? Or, conversely, do they fea;‘thg possible side-effects of
success at such institutions?

Another typé of instituéian where women are drastically underrepresented
is the institute of technology and engineering (Table 17). Enrollment figures
for 36 téchnical:inéﬁituticns revealea_that at none did women constitute more
than 35 péréént, and the mean percentage of women at tﬁegé institutions -
was';z;jppércent. But again, the anélysis does not tell us whether the
causes of this underrepresentation lie with the institutions, society,

or the women themselves. That the situation may be changing is evidenced
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by increased enrollments of women in technical and professional programs

-actively recruiting them (Bocyer, 1973).

College Major and Career Plans

Just as a student's selection of a program in high, ggéhoel limits his/

her choice of a college major, so a student's choice of a college major

.limits his/her access to various occupations. The choice of -a college

majér; then, may have significant consequences for one's future. Table 18
sh@ws the aistribution;pf entering cgliegerfreshmen with respect to their
pfgbable major fields of study, and table 19 gives similar inf@ﬁmation on
biack high school seni,c;:r.?.;i Women were most likely to name as their
probable college majors education or business, the latter having moved up
from fggrth Pasitién in 1970. §§ene;ally; the popularity of such tradition- ‘
ally female fields as education, English, humanities, and fine arts declined
somewvhat among women, whereas the nontrgditiénal fields of business,
biological sciences, agriculture, and "other technical" and nontechnical
fields grew in popularity. Black women have shown an interest in a
business major for a longer period of time than have women-in-general;
andrénly about haif as many blaEk women planned to major in education.
Though the grgwing tendency to choose nontraditional major fields may
indicate that women are now willing to consider more optiéns than they

were in the past, ncnetheiess the most popular fields among women were,
except for businéss; the traditional ones: education, non-M.D. health
fields, social science, and "other" nontechnical fielﬂs; in contrast,

the first four chéices of men-in-general were business, engineering,

“dther“”nantEEhniéal; and technieal fields.

What are the women who choose nontraditional majors like? Using data
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f?@m the 1972 CIRP frgshﬁan’survey to study the tiny proportion of
wameﬁ who plan to major in engineering, Holmstrom gives the following - - | e
description:

| Basically, the women who wanted to majof in engineering

among 1972 freshmen were younger and brighter than other

Students; came from a midéinCGmg family with well-educated
parents; had high aéadémie aspirations, and ai££e:ea'fr@m
éthét'students, both men and women, in some OfAtﬁéiI
attitﬁdés and life goals. (Holmstrom, léfsi pg.é—é)
tend to be bright, assertive women with high aspirations.
Comparing the probable majors of all éntefing.ccllege frgshmen with

i
= §_ = i = .. .Ei =5 N T BN
those of black high school seniors, one finds:that propcrtionately more .. ;E%
- . ST Fr 1;

black men andiwamén planned to major in engineering, the social seiénces,
and the non-M.D. health pr@fassicn%, fewer expected to major in agriculture,
the biol@gical and physical sciences, and "other" pechﬁiéai and nontechnical
fieidg. The fine arts attracted relatively more blacks, expecially men; |
and business attracted a larger percentage of black woﬁen’and a smaller
Perﬂentage of black men than of their counterparts in the general fréshmanv'
population. Conversely, proportionately more black meg and fewer black h
women planned to major in eﬂucatién than did men and wémén in general.

Do probable caliege'@ajérs correspond to career plans? Table 20
shows trends over time in‘the career plans éf'zallegewgrésﬁméﬁ. (Because
of their vaguénéss, "other" and "undecided'"-categories whicﬁ, combined,
accounted for 37 ﬁercént of the men and 40 percent of the women - were

eliminated from consideration.) In 1974, the proportion of men planning
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to enter the three most popular careers among men — business, engineering,

*

and medicine ~ corresponded closely to the proportion of men choosing

A

the appropriate undergraduate majors. Among men, farming or forestry

and the nonmedical health fields became somewhat more popular as career

choice over the 1966~1974 period, whereas careers in secondary education

and engineering dropped in popularity.

health fields, art, and teaching in;the

to major in the corresponding fields of

women proposed to major in business as

Women planned careers in nonmedical
same proportions as planned
study. Almost twice as many

I

aspired to a career in this field;

career choices among women. Both elementary and secondary teaching

became less popular, undoubtedly because of job scarcity. Despite some

. ;schanges over time in the direction of greater freedom from steraoty?e&

choices, men were 5till primarily interested in traditionally "male" business

and professional, fields, and women were preparing themselves for

traditionally "female" occupations. The increased interest of women in

the field of business (as reflected in

the 16 percent who selected it as

probable college major) is somewhat vitiated in that only about half of

them planned to put this training to work.

The caééer plans of black high school seniors (table: 21) .were both

similar to and different from those of

college freshmeﬁéinégenéral_ Like

men in the general college freshmen population, black men chose business

more frequently than any other career.

But over twice as many black men

as men-in-general aspired to careers in the arts, a difference that may

be explained in part by the longstanding acceptance blacks have found

in the arts, particularly the performing arts. The next most popular
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.careers among black men were engineering and science, choices similar

to those of men-in-general.
Black women were more remarkable in their career plans. Twice as

=

and physicians. Careers in education and nonmedical health fields

female and more professionally oriented than those of all women, their-top
four career choices (business, nursing, education, and nonmedical health
fielié, in descending order) were similar to those of women-in-general.
VAS a special point of interest, we compared the career plans of
women students age 31 and above with those of womehsin-general (table 22).
The older women were almoét three times as likely to be planning on a
nursing career and somewhat more likely to be planning on a business
were women-in-general. Overall, older women emerged as being more
practical and more. in touch with the realities of the‘jcb markét than
were their younger sisters; they were less likely to name as career choices
elementary or Seeagéary teacher (a career where supply exceedédemand) ,

doctor or lawyer (careers that require extensive preparation), artist
e ’ B . k] '

fa‘career requ;riﬁéVEféépticnal talent), engineer, farmer or férester
("male" careers tﬁat‘call for a pioneering spirit). They were only half
as likely as women-in-general to plan a career in a health profession

(non-M.D.) field, perhaps because they see these careers as requiring

more extensive and specialized training than they wish to undertake.
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Degree Attainment

[n 1€

‘H\
\W\

73=74, women earned 45 percent of the bache elor's degrees
awarded, up one percentage point from 1971- 72. Table 23 shows the fields
in which they earned these degrees. Only in the traditionally female
fields did they earn more than half the bachelor's degrees- But degree
attainment does not necessarlly arantee emElayment; In_the case of
j@h—félated majors, such as éduéatiQE and library science, these women
faced a tight labor market. Other major fields in ﬁhich women constituted
a majority of those receiving bachelor's degrees--e.qg., fareignjianquagés,
and fine and applied arts--offer few employment possibilities. Gnlf for
women majoring in the health fields and in home economics did job
prospects seem favorable.

What of the future? First-time degree-credit enrollment, expressed

as a:percéntage of the l8-year-old population, reached its highest point

for both men and women in 1969 and 1970; since then, the percentages have

declined. It has been projected that the percentage of 18-and lg—yeér—
olds who attend college will level off at the 1973 figure and remain
constant through 1983 (Simon and Frankel, 1975). Women are expected to

constitute 46 percent of total degree-credit enrollment in all institutions

R
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of higher education and 44 pe € =1 i

6tél aegfte-éfeait enr@llmeﬁt in
four-year institutions in 1983. The proportion of bachelér s degrees
earned by women is expected to increase by 3 percentage points from

45 percent to 48 percent. Overall increases are expected in the numbers
of social science and humanities deqrees awarded. Will women remain
oncentrated in the same fields as in the past, or will they diversify

and enter nontraditional fields? If 'the latter is to occur Lnstltutions
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bear much of the responsibility; they must make efforts to encourage women

to enter fields which heretofore have always been male territory.

44 percent of the master's degrees, and 19 percent of the doctorates

awarded. Women earned more than haif of the ma;ter‘s degrees in only six
fields, which were, in descending order, home e;anomiﬂs, library science,
foreign lanquages, education, health fields; and 1e££ersi (table 23).
Women also earned the majority of bachelor's degrees iﬁ these fields, but
the proportion of the total earned by women decreased in every case, from
1 percentage point in 1ettérs to 17 percentage points in the health
professions.

At the doctoral level, women earned the majority of degrees in
only one field, home eéonomics_ They received more than one-fourth of
thédéoctoratas in seven additional fields: library science, foreign
nary étudies. An interesting phenomenon seems to be oecuring in the
"female" fields: As the degree level rises, so ﬁées the participation of
méngs Where did those men who earned 34 percent of_the doctorates in home
economics come from? Only 9 Pefcegt of the master's degrees and 4
percent of the bachelor's degre=s awarded in this field went to men.
Unfortunately, the reverse phenoménén - an increase of women in "male"
fields as the degree level rises - does not occur.. At best, the
proportion of women receiving master's degrees in a field remained
constant or increased slightly, before d;apgihg again at the doctoral
level. | .

Even as graduate students, then, women remained concentrated within
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traditionally female fields. One wonders about their job prospects.
Where did the 2,640 women with master's degrees in a foreign language
employment in 19747 Library é;iénié-aﬁd education are fields where job
@Eéninés are limited. Currently, women may have a better chance for
employment in traditionally "male" fields=—where affirmative action has
given impetus to a search for qualified women—than in.ﬁfémale“‘fiélds.
Women must begin to explore a wider range of job possibilities.

Growth in graduatg_enroiiments is expected to slow down in the
period 19?4—1983; It is p:éjééted that women will earn almost twice _
as many of the first professional degrees iﬁ 1983-84, up from the
current 9 percent to 17 percent. The expected growth in percentage of .
total master's aﬁd-dactcral degrees earned by women is less impressive:
an increase of 2 percentage points to 46 percent at the master's level
and of 4 percentage points to 22 percent at the doctorate level (Simon
and Frankel, 1975).

VOCATIONAL-TECHNICAL EDUCATION

Vocatianaléﬁéchnical training is an alternative frequently chosen by
}\ : -
those who do not.elect to go the college route. In 1972, two in five

high school students were enrolled in vocational education courses
(Steele, 1974). As it was indicated earlier in table 1, 28 percent of
the girls and 20 percent of the boys who were high school seniors in

1972 reported they were enrolled in a vocational or techniecal program.

The total 1972 enrollment in vocational education programs was 11.6

PR - L . i
million (63 percent in secondary programs, 1l percent in postsecondary
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7 L. , 8 L
programs, and 26 percent in adult education programs:), of which

over 55 percent were women, In 1970, women cgngtituteé“EB'pe:cént of
all secondary, 39 percent of all Egstsecgndarygﬁand 46 ?ereent of all
vocational stgdénté in aaultrvécatignal ééﬁcatian (Steele, 1974). In
short, women are well-represented among vocational education students.
But as one writer observes:
The real problem in vocational education is not that of
the exclusion of women, a readily éhallengeahlé ﬁractice
which was overturned in the Sanchez, Della'Casg and
Steward cases;hyut the more insiaiouslcounseling and
.ﬁracking of female students, into "a:ceptablé“ vocational
programs. (Martinez, 1974, p.7, in Center for Law and
Eﬂucatiénji
Looking again at table 1, we findﬁthe majority of high school

girls were enrolled in business of office courses,-whereas the majority

vocational education programs at all levels: in iE?E; 49.5 percent vere

taking homemaking or consumer education classes not meant to prepare them

for employment, and most of the remaining 50.5 percent were taking courses

designed to prepare them for work in traditional, and severely limited,

"female" jobs (Steiger and Cooper, 1975). Table 24 shows the distribution

of women and of men in vocational fields. The traditionally female
fields of homemaking, home economics, and office skills accounted for
84 percent of all women taking vocational courses. Moreover, the women

in the job-related fields of office gkills and health were clustered in

relatively low~paying specialties. For instance, they outnumbered men

o1
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in classes devoted to stenographic, secretarial, and clerical skills,

but accounted for only 49 pércent of the enrollments in business data

processing systems courses and 28 percent of the enrollments in supervi=
sory-administrative management courses.

Of the men enrolled in voecational eiﬁgation; 72 percent were in
agricgltﬁre, technical fields, and trade or inaustﬁial fields, in sharp
cahtrast to 6 percent of the women. Women accounted for 12 percent of
the total enrollment in trade and industrial education. Nationwide
enrollment in technical programs was 90.2 percent male and 9.8 peécént
female (table 25). As Steele points out: *
There is no reason other than custom to prevent women
from enrolling in technical programs. None has weight or

strength restrictions. However, at least 17 of the

prerequisites, courses in which fewer young women en-
roll in secondary school. [Steele, 1974, p.38l

One finds the same imbalance at the postsecondary level: Women

~technical education, women were the majority in 27 fields, most of them
rélateé to health, business, or commerce. Dental hygiene was 99 percent
female, whereas mechani;s and machine techology were BSKPercént male.
ln-the field of data processing, women constituted over 85 percent of
the enrollments in courses to train key punch operators, but only 27

Percént of the enrollments in computer programmer technology. Courses

1
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in the maintenance of data processing equipment included virtually no
women (Steiger and Cooper, 1975).
This segregation by field, and by type of job within field, has

serious economic implications. Taking 84 Office of Education instructional

programs in vocational-technical education and their éérresgandiﬁg

Dictionary of Occupational Titles job élassifiéati@n, Steele compared
the average antry level éarnings of men and women (bésaﬂ on 1972 and

1973 figures). She found that those occupational areas in which women
student concentrated led ﬁéxiéwarﬂgaying jobs than‘aia théée in which

men predominated. Female—-intensive programs in vocational education

e

ead t

female--intensive areas of employment, where earnings are only

[n]

Projections for five years into the future (table 26) indicate only

minor changes. No doubt, the socialization process-=-which breeds

the expectation that women will enter some fields but not others—-accounts

for much of the sex segregation in vocational edﬁcaticni High schéol
preparation, -or more preciselyjéhé lack of it in mathematics and the
sciences, further limits women's options. Unless explicit steps are’
taken to attract women into those areas of vocational éducati@n now
dominated by men, they stand liﬁtle chance of making breakthroughs into
the higher-paying occupational levels.

PROPRIETARY SCHOOLS AND THEIR STUDENTS

Proprietary schools enroll over three million students each vear,
producing gross annual revenues (taxable income) of at least $2.5 billion.

Of the approximately 10,000 proprietary schools in the United States a
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third are trade and technical schools, another third are cosmetology and
barber schools, and the final third are business and correspondence
schools. Pointing out that earlier studies of proprietary schools

had not controlled for student background Gﬁaracteristies and ability,
Wilms (1974) undertook a comparative study of the effectiveness of public
versus proprietary vocational training. His study, based on the labor
market experiences of g:aéuates from 21 public and 29 proprietary schools
in Boston, Chicago, Miami, and the San Francisco Bay Area, showed that
the Erogrietary student was more likely than Qas the public school
student enrolled in a similar Piogrém to be a member of a racial/éthnic

minority and to have low educational status and poor verbal skills. His

data analyses, which focused on the effectiveness of educational programs

Adequate data on the characteristics of proprietary students are
lacking; even the most basic facts-—such as the distribution of students
by age, sex, and race-have remained undocumented. For the most part,

researchers have been unable to provide information about how pro-
. ¥

4
prietary students compare with students in the collegiate sector or

how men and women students in proprietary schools compare with each
other.

| The analysis reported here was a preliminary investigation designed
to carrecﬁ some of those deficiencies. Because of the often-mentioned
similarity between many vocational programs in the public sector and
proprietary programs, it uses as a comparison group freshmen men and
women entering public two-year colleges (Astin et al., 1974). The in-

formation on students attending proprietary schools is based on data
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collected in the fall of 1974 from 15 such institutions that agreed to
participate in the CIRP.Q These schools offered a variety of programs:
business management, accounting, electronics, engineering, data’éracessing,
secretarial skills, public relations, art, fashion merchandising, ‘interior
design, Ph@tagraphyp!aavartising, air conditioning, plumbing, veterinary
technolegy, nursing (LVN), and medical and dental technology. They
were located in cities in ten states: Los Angeies and San Eérnérdinag
California; Atlanta, Georgia; Huntsville, Alabama:; Minneapolis, Minnesota;
Lincoln, Nebraska; Cleveland Heights, Ohio; Louisville, Kentucky; New
Kensington, Pennsylvania; Oklahoma City, Oklahoma; and Dallas, Texas.
Usable responses were obtained from 1,446 Studén£5§ avefaging 93
- students per school. In this section, we will élscqss the background
characteristics of these students, their educational preparation and
aspirations, and reasons for their chéice of school and career. The
camparisan‘grgup comprises, community college freshmen of both 93335,5

Background Characteristics

In the sample of proprietary school students, women outnumbered mer®”
three to one. The meh tendeé to be older than the women: 21 Eefcent‘cf
the men, but only & percent of the women, were age 22 or older, compared
with fewer than 5 percent of entering freshmen of Eﬁth sexes in community
colleges. This major age d!.‘7ference reflects the large number of veterans
who enrolled in proprietary schools, as well as the large number of
students whe had previously attended other types of postsecondary
institutions. One of every five men in the proprietary was a veteran;
compared with only 6 percent of the men entering céﬁmunity ccllegés;

Nearly one in fo.r proprietary students had attended another postsecondary

&
e
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institution for credit before enrolling in the present school in 1974:

6.5 percent attended community colleges, 11 percent attended four-year
colleges or universities, and 7 percent attended other postsecondary

nstitutions. Slightly over one in ten reported prior attendance not

b

H

“or credit at a pastsecondary institution.
The racial ethnic distribution of proprietary school students was
similar for both sexes, although women are slightly more likely to be
American Indian or Mexican American. More than three times as many black
men and twice as many black women were enrolled in proprietary schools
as in community colleges. Though proportionately fewer Mexican-American
men were enrolled in the proprietary schools than in the community colleges,
other minorities were similarly distributed in the two groups.

Students in the proprietary sample were from lower socioeconomic

. backgrounds, as measured by parents' education and annual income than

community college freshmen. The women in the proprietary sample were

mor

i)

likely than the men to have college-educated parents.

Students attending proprietary schools were more likely to be married
than were other postsecondary students: 8 percent, contrasted to only

2 percent of all fréshmen and 4 percent of community college freshmen.

It is interesting that while married freshmen in collegiate institutions

qually divided between men and women, the married proprietary

were about

school student was three times more likely to be male; this is consistant
with the age difference between men and women in proprietary schools.

Educational Preparat;an and Aspirations

5 percent of the students at proprietary schools had graduated

o]
H
\I—‘

ver

from high school one or more years previously, compared with only 10

percent of the community college freshmen. Men were overrepresented in

'

55



this group: 21 percent men compared with 13 percent women. Four times
more men than women had passed high school equivalency examinations (GED)

=8 percent of the men and 1 percent of the women- in contrast to only 2
percent of the men and 1 percent of the women entering community colleges.
Proprietary school men were thrée times as likely as other freshmen

never to have completed high school: 4 percent, compared with 1 percent
of community college men. Only 1 percent of the proprietary school women
had never completed high school.

Fewer proprietary school students had taken college-preparatory
programs in high school, (57 percent, compared with 77 percent of
ccmmunit? college freshmen), though slightly more men than women had
c@lleQEEEreparataryvbackgrounﬂsi The women made slightly better grades
in high school: ES"Percent of the women, but only 39 Eeréent of the men
in the proprietary sample, earned high school grades of B or better.

The men attending proprietary schools tended to have higher degree
aspirations than the women: About one in five men hoped eventually to

get the baccalaureate, compared with 13 percent of the women; in contrast,

over a third of both sexes in the comparison group sought the bagcalép;éaté
as their highest degree. More men (36 percent) than women (20 percent)
in the proprietary sample aspired to an associate degree, while more

women (28 percent) than men (11 percent) planned to get no degree at all.

Reasons for School and Career Choice

over half of the women (53 percent) and 45 percent of the men at

proprieééry schools stated that "special educational programs" were

important factors in attracting them to- their particular school; only

one in four men and one in three women entering community colleges cited

Q .
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this factor. Three of every ten proprietary school students selected
[ ]

the school because it “offered financial assistance," whereas only 15
percent of all community college freshmen gave this reason. Clearly,
in selecting a school, the nature of the program and thé availability é%ﬁ

. )
financial aid was more important to proprietary school students than )
to community college freshmen.

Two-thirds of the women in the proprietary sample planned to major
in business: Of the men, two in five planned to major in "other"
technical fields, one-fourth in business, and 16 percent in engineering.
One of every five proprietary school students cited business as their
probable fuiuré occupation.

The reasons that gr@grietaryméchool students gave for their long-
terﬁféareer choices differed by sex. Three-fourths of the women saidr
that working with people was very important to them, whereas only 47
pefaemt of the men found this impo:tant: This sex difference parallels
that among community college students. Nearly two thirds of the women
cited being helpful to others as a very important factor in their career
choice, while only 47 percent of the men responded similarly: again, this
split was also evident in the collegiate sector. Ovewhalf of the
women (52 percent), but only 36 percent of the men, said they chose the
career because it was a "respected occupation"”; only one-third of ﬁhe
community college students of either sex cited this reason. The

women and 54 percent of the men at proprietary schools; comparable figures

for the community college sector were 54 percent of the women and 43

percent of the men.

-
o]
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SUMMARY

From examining the participation rates of men and_wamen in eiucatioﬂa;
activities, we can ascertain the extent to which women are taking advant=-
agevaf all available educational opportunities. The kind and amount of
education women received have implications for their future employment
opportunities.
were sharply segregated among vocational and technical programs in
high school: 21 percent of the women compared with 3 percent of the men
were in business or office occupations and 1l percent of the men compared

percent of the women were in trade or industrial occupations. Al-

's]
=

though a slightly greater g:oparticn of men than of women were in both
general and academic programs, racial/ethnic differences existed: While
45 percent of whites were in academic programs, only 33 percent of blacks
and 29 percent of Hispanic students were similafiy enrolled. Apgréximaﬁely
equal percentages of white and blacks were enrolled in general high school
programs; in contrast to a larger percentage of Hispanic students.

Women made cénsiéerabif Eetter high school grades than men, yet
fewer women than men planned to attend graﬂuété or professional school.
Although, black students generally made lower high school grades than
whites, black women made higher grades but were less likely than black

The subject areas studied in high school affects subsequent access
to postsecondary education. Both black and white high school girls tended

to underprepare in mathematics and science even though those who did
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enroll in these subjects received slightly better grades than boys.
Responses to the NLS questionnaire indicated that high school seniors
who did not plan to continue their education on a full-time basis the
following year gave various reasons For this decision. Overall, more
whites than minority students, and more women than men (except for those
joining the militéry)g indicated that their plans simply did not
require ény more schooling. Financial cansiderati;ns prevented more
minority students than whites, and more men than women, from continuing
their education. Poor high school grades or low college adﬁissi@ns
test scores were cited as a reason by more men than women and more
minority students than whites. Men and minority students were also
more likely than women and whites to discontinue their education because
they did not get thé necessary -information in time; They didn't know

about admissions requirements, or about what an education costs, or

about whether there was a school in the area tﬁey could attend.

- factors assigned to a student's
selection of a particular college, one finds that economic considerations
were very important for minority students, and somewhat important for
women .

Although the absolute- number of women enrolled in institutions of
higher education just about doubled between 1964 and 1973, the proportion
of women still lags behind that of men. Approximately one-third of white
youth in the 18*21 year age group were enrolled in college in 1973;
only one-fifth of black youth in this age group were enrolled. It has
been estimated that 23 percent of Mexican-Americans and 17 percent of

H

American Indian youth enter college.
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As the educational level increases, the proportion of women en-
rolled decreases: Women comprised 45 percent of twésyewr college en-
rollments, 43 percent of four-year college enrollments, and 42 percent
of graduate enrollments; of the last group, most were in terminal master's
programs. A critical question relating to equal access is the typés of
institutions attended by va?ious groups of students. §§.§ study conducted

for this report using data collected by the Higher Education General

that women attended smaller, less selective, and less affluent institu-
tions. Examining enrollment figures for 36 technical institutions,
we found women were clearly underrepresented in schools of technology
and engineering.

A student's choice of college major has a profound effect cn‘his/
her subsequent access to various occupations. The picture has changed
recently in that women are increasingly choosing "nontraditional

fields of study. Examining the American Freshmen: National Norms for

Fall 1975 (astin, King, and Ricﬁards@n, 1975), we find that more young

women planned, on college entry, to pursue traditionally "male" careers
than ever before. Among entering college freshmen, 17 percent of the
women were planning a career in business, enéineering; law, or medicine,
a 2 percent‘igcrease over 1974 and an 1l percent increase over 1966.
In spite ¢of these changes, hﬁ;evér; almost one-third of the women are
still planning to major and pursue careers in education and health-allied
fieldg_ !

Among blacks, fewer men and more women expected to have a business

F]

major than ae their nonblack counterparts. Conversely, proportionately

G0
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more black men and fewer black women planned to major in education than
did men and women in general.

In 1973-74, women earned 45 percent of the bachelor's degrees, but
the only fields in which-they earned more than half of the d jrees were
the traditionally "female" fields of home economics, library science,
the non-M.D. health prafessions5 foreign languages, and education., In
1973-74, women earned 9 percent of the first professional degfees, 44
percent of the master's degrees, and 192 percent of the doctorates awarded.
Again, women are concentrated primarily in traditional fields.

In 1972, women accounted for over half of the 11% million enroll-
ments in vocational education programs. In 1970, women constituted 63
percent of all secondary, 39 percent of all Postsagonaary, and 46 percent

of all adult vocational enrollments. But here too, women were heavily

concentrated in traditionally female fields: When the enrollments for

for 84 percent of all women taking vocational caurgas.‘ Furthermoré; in
aff e occupations and health fields, women predominate in relatively low=
aning specialities. Women accounted for 49 percent of the enrollments

in business data processing systems courses and 29 percent of those in
supervi Sory—aamlnlstratlve management courses.

Moreover, 72 percent of the men'enrollea in vocational education

were in agricultural, technical, trade, and industrial fields, a sharp

contrast to the figure of 6 percent of all women. Nationwide, enrollment
in the relatively high-status technical programs was 90.2 percent male

and 9.8 percent female.

Students enrolled in proprietary institutions tend to be older,
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particularly the men of whom about 20 percent are véterans, than community

0llege freshmen. Over 1 in 10 of the proprietary students has had

[¥]
[n]

some prior postsecondary

\[ﬂ\

ducational experience. More than 3 times as
many black men and twice as many black women enroll in proprietary
institutions as enroll in community colleges.

Although women in the proprietary student body were more likely to

\m‘

‘have completed high school (99 percent of the women and 96 percent of

the men) and to hivg better high school grades than the men, they were
less likely to have had a college-preparatory high school education and
had lower degree aspirations (21 percent of the men and 13 percent of
the women hope to attain a bachelor's degree).

The most important reasons for enrolling in a proprietary school

that are cited by proprietary students are: 1. é?ecialréaucatiOﬁal

programs, and 2., Offer of financial 3551st ance Almost three times as

e

many women as men are majoring in business, and men are more likely than

women to major in technical fields and engineering. Working with people

and being helpful to others were more frequently mentioned by women than

Women wer

W

by men as very important reasons for their career choic

o

also more Iikely than men to choose their career because it was a

) "respected occupation" or because job openings were available.

ERIC
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FOOTNOTES=CHAPTER 2

1. A great deal of the NLS data available to the researéhers were
not broken down by sex within racial/ethnic categories.

2. This proposition receives some confirmation from ;he finding
that 45 percent of the white students, but only 33 percent of the black
students and 30 percent of the Hispanic students, had deciiéd béfere
tenth grade whether or not they would go to college.

3. Although the two populations are not completely comparable,
we chose ﬁc compare entering college freshmen with black high school
seniors because the data were collected at about the same time. Data on
entering black freshmen were sémewha§ dated (lSEE,)197l),;and'ggm§a:iscns
with 1974 entering freshman would have been questionable. )

4, First professional degrees iﬁélude law, dentistry, medicine,
theology, veterinary medicine, chiropody or podiatry, optometry, and
osteopathy.

5. An examination of the subfields under home economics suggests
that the increases for men in graduate study occurred in family rélatiéns
and child development, and in foods and nutrition.

6. Although the most current 'available figures are from 1972, the

B B

basic outlines are believed to remain unchanged.

7i Eostsecandazy yocaéianal education programs are those offered
by community colleges, technical institutes, and area vocational-
technical schools which offer less than a bachelor's deg:eag.

8. Adult education offers basic education, high school equivalency,

short-term courses, and training programs not requiring a diploma or degree.
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9. Initially 30 institutions were invited to participate. They
ﬁéré identified by their national accrediting assaciatiaﬁsz the National
Association of Trade and Technical Schools and the Association of
Independent S?haals and Colleges. Each accrediting agency named 15 of

their member schools which they considered to be representative.
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TABLE 1--Type of educatiocnal program of high school seniors, by sex and ethnic
groups: United States, 1972
- (in percentages)

Total 100 100 100 100 100
General 35 31 32 33 41
Academic or college preparatory 45 41 45 33 29
Vocational or technical: |
Agricultural occupations 3 - 1 2 3
Business or office occupations 3 21 12 15 11
Distributive education 3 2 2 3 4
Health occupations ' - 2 1 2 2
Home economic occupations - 2 1 4 1

Trade or industrial occupations 11 1 6 9 9

NOTE~-Data were collected from a sample of almost 18,000 high schoel . seniors.
Actual Ns for each item vary. All columns may not total 100% due to rounding.

=

Education Statistics, iona!
prepared by W.B. Fetters (1975).

National TLongitudinal Study of the High School Class of 1972,
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TABLE 2 =--Highest level of education 1972 high school seniors plan to attain, by
sex and ethnie category: United States, 1972
(in percentages)

___ SBex ' | _ Ethnic category )
Men Women White Black Hlspan;c
Educational level . I S R _ o .
Total 100 100 100 100 100
Less than high school
graduation 2 2 2 4 3
High school graduation 13 20 17 12 12
Vocational, technical, business- : e
or trade school 18 19 18 23 23
Junior college 12 14 13 11 i8
Eéursyear éailege or
university 38 36 38 38 34
Graduate or professional school 17 9 13 13 9

~ NOTE--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 ¢
1972, prepared by W.B. Fetters (1975).

of
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TABLE 3--Highest level of education high school seniors would like to attain,
by sex and ethnic group: United States, 1972
(in percentages)

. éé;;%tienal level S 77‘77;$é?f 7: iiri‘i Ethnic Catetgory
- | Men A Women ,Whingl,AE¥§?kwr Hispanic

Total 100 100 100 - 100 100
Less than high school graduation 1 1 - 2 1l
High school graduation 5 | 7 6 5 5
Vocational, technical, business or

trade school 18 21 19 16 19
Junior college 6 10 8 11 11
Four-year college or university 30 29 30 - 27 36

Graduate or prof2351anal school 41 33 37 38 28

NOTE--All columns may not total 100% due to rounding.

SOURCE: U.5. Department of Health, Education, and Wélf atio ente r
Education Statistics, National Longitudinal Study of Hi gh Sghégl Class of 1972,
prepared by W.B. Fetters (1975).
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TABLE 4--High school grades of seniors, by sex and ethnic group: United States,
1972
(in percentages)

Sex Ethnic Category

Grade _ , o _Men | Women __ [White | Black | Hispanic

Total 100 100 100 100 100

50 48 48 54 51

el
w
‘ 1
L
+

C, C-, or D+ 27 16 20 29 28

D or lower 2 1 1 2 1

NOTE--All columns may not total 100% due to rounding.

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

1972, prepared by W.B. Fetters (1975).

o
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by sex: United States, 1971 and 1974
(in percentages)

Men Women Men Women -
(N=22,435) |(N=32,285) [(N=11,601)] (N=18,532)

Total . . ' 100 100 100 100

b

B, B-, or C+ 49 54 54 57

.C, C~;, or D+ 36 24 32 20

o
C
H
[
g -
g
@
H
B
=
)
I
I

NOTE--All columns may not total 100% due to rounding.
SOURCE: National Scholarship Service and Fund for Negro Students (NSSFENS),
A National Profile of Black Youth: The Class of :1971. Data on the class of
1974 provided by NSSFNS in computer summary form.
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TABLE 6--Number of semesters completed by 1960 high school
United States, 1960

type of course:

(in percentages)

Y

59

seniors, by sex and

Number of
Semesters

| Foreign
lLanguages

Studies

Mathematics

omen ' |Men | Women

pen | Women

Men | Women

One
Two
Three

Four

Five or more

28

L

17

21

.
o]
[l
[l

6 10

100 100

1 .

=

11 11

31 32

oo
oo

6l

100 100
B8 14:
19 30

29

14

NOTE--Precentages ;:e‘basea on weighted Ns to represent the universe. All
columns may not total 100% due to rounding.

SOURCE:

F
The American High-School Student, prepared by J.C. Flanagan

-
o]

American Institutes for Research, Pale Alto, California, Pr@jecﬁriA;ENE:

et al (1964).




TABLE 7--High school preparation of 1971 and 1974 black high school seniors, by
sex and curricular area: United States, 1971 and 1974
(in percentages)

1971

1974

Curricular area

Men

2 Women
(N=11,601) (N=18,532)

Eﬁg{ish
. - Sociai studies
Foieiénzlanguaqes
'Natural sciences
Mathematiés
Grade point average of A
Engiish
Social studies
' Foreign 1anquéges

Natural sciences

= 12

25°

43

91

o
b

12
15

26

22
10

10

SOURCﬁS;_Nétionalchhélarship Service and Fund for Negro Students (NSSFNS), A

provided by NSSFNS in computer summary form.

71
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TABLE 8--Reasons considered very important for attending college by 1971 black

high school seniors, by sex: United States, 1971
{in percentages)

Very important reasons (N=22,435)

Women
(N=32,285)

-

Learn more ‘ 86
Get a better job e 84
Fulfill a need for trained black people 81
»Héfpimy_géapla 68
Learn more abéﬁtxmygeIf‘and others T 49
Make more money v 57

Get a degree for my career 44

Try to make it 40

89
83
84
74
54
48
51

- 39
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éollege, by sex and ethnic group. :

- 62 -

(in percentages)

United States, 1972

hnic Category

Very important reasons

‘Black

Hispanic

Availability of specific o

courses or curriculums 57 67 62 61 ‘55
Reputation of the college

in academic areas 38 48 43 42 36
College expenses (tuition,

books, room and board) 37 44 38 56 55
Availability of financial

aid such as school loan,

scholarship or grant 27 31 24 64 56
Able to live at home and

attend the college 21 24 22 20 37
College admissions standards 18 26 "20 39 28
Advice of your parents 17 25 20 32 26

Educational Statistics, National Longitudinal Study of the High School

Class of 1972, prepared by W. B. Fetters (1975).
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TABLE 10--Racial background of first-time students in institutions of higher

education, by sex: United States, fall 1974
(in percentages)

BaazéiiBackgrcund - - Total | Men Women
Total ( 100 100 100
White 89 - B8 86
Black T 7. | 11
Hispanic 2 4 2
Oriental 1 1 1
American Indian 1 1 .l
Other - N 2 2 2

Columns may

nat tata; lOD% due t@ rauﬂdlnq.

SOURCE: American Council on Education and the University af»éalifgrnia at Los
Angeles, The American Freshman: National Norms for fall 1974, prepared by
A. W. Astin, et al., (1974) : : :

O
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TABLE 1ll--Distribution of Women Students and faculty women, by institutional
' size: United States, 1972 and 1973 :
(in percentages)

Total Student Enrollment  |Students’  [raculty

1 - 500 si. a9 )

. 501 - 1,000 49 33
1,001 - 1,500 R “'44’“‘”£i ©. 28
1,501 - 2,500 41 o 26
2,501 - 3,500 -~ 39 26

_ 3,501 - 5,000 39 | 27
5,001 ~ 10,000 40 24

10,001 ~ 15,000 ' 39 20
15,001 - 20,000 41 19 »
. EQsODlE;;méréi,, ’ s 40 19 -

SOURCE: An analysis using Higher Education General Institutional Surveys data
for fiscal 1972 and 1973, conducted by Higher Education Research Insititute
staff (1975). .
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TABLE 12--Distribution of women students and women faculty, by selectivity
(ACT mean scores) of institution: United States, 1972 and 1973
b - {in percentages)

Mean ACT score of institution's Women students rﬁmenfaculty

student bedy === I _

Total 45 . 30
5 (low) ‘ 49 , 33
57 27
50 37
56 42
50 . 39
51 38
2 _ 46 44
13 51 39
14 49 38
15 52 42
16 ; 43 37
17 46 - 36
18 44 32
19 ' 41 ) - 37
20 49 : 30
21 50 : 31
22 50 29
.23 49 . .27
24 50 26
25 53 27
26 53 26
27 a8 20 S
28 45 17 .
29 31 13
30 43 21
31 , 24 _ 7

35 (high) 30 18

B D 0~
o

SOURCE: An analysis using Higher Education General Institutional Surveys

staff (1975).
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TABLE l3--Distribution of women students and women faculty, by selectivity
index: United States, 1972 and 1973
' (in percentages)

ACT Code _

— [women students | Women %aéu;tg .

1 (low) 46 as
. 2 48 30

50 30

W)

4 3 , 49 27

6 , 51 22

L
k]
]
L

7 {(high)

NOTE-- The selectivity index is constructed through collapsing mean ACT
scores of the institution's student body (see table 12) into seven
categories. : -

SOURCE: An analysis using Higher Education General Institutional Surveys
data for fiscal 1972 and 1973, conducted by Higher Education Research

Institute staff (1975). .
{.




TABLE 14--Distribution of women students and full-time faculty women,
by institutional affluence: United States, lS?E and 1973~
(in percentages) -

E*Qﬁam*' -

Affluence Eper 3bd
and general expendlturasb

ewt education jWomen Students omen faculty

Total ‘ 45 - 30
$1 - 500 ' - 49 52
$501 - 1,000 38 33
$1,001 - 1,500 40 31
$1,501 - 2,000 45 29
$2,001 - 2,500 48 29
$2,501 - 3,000 55 32
$3,001 - 4,000 52 28
$4,001 - 5,000 48 24
55,001 or more 37 18

SOURCE: An analysis using Higher Education General Institutional Surveys
data for fiscal 1972 and 1973, conducted by the Higher Education Research
Institute Staff (1975).
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TABLE l5--Distribution of women students and women faculty, by type of

institution: United States,

(in percentages)

1972 and 1973

| Women éﬁéﬁé@gﬁiig]Woméﬁ'faculty

Léw selectlv;ty
Medium selectivity
High selectivity

* Private university
Low selectivity
Medium selectivity
High selectivity = .

Low salé§t1v1ty
- High selectivity

Private 4-year college
Low selectivity
High selectivity

Catholic 4=-year institution
Low selectivity
High selectivity

' Other sectarian 4~year institution
Low selectivity
High selectivity

2-year college
Public (enrollment 250-500)
Private (enrollment 100-250)

45

39
38
37

30

21
15
14

T

NOTE==Selectivity measures are based on National Merit Scholarshlp

Qualitying Test median standardized scores reported in the same scale
as SAT scores. Low selectivity is 549 or below, medium selectivity is
550-599, and high selectivity is 600 or above.

SOURCE: An analysis using Higher Education General Institutional Surveys
data for fiscal 1972 and 1973, conducted by Higher Education Research

Inatitute staff (1975).
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TABLE l6--Distribution of women students and women faculty, by institutional
faculty salary levels: United States, 1972 and 1973 .
: (in percentages)

Salary levels }iﬁstifﬁii@nalwmed;an T |Women students |Women faculty

faculty salary) L ) - -
$9,000 - 10,999 : 50 4]1.
$11,000 - 12,999 , 47 ' 32
513,000 = 14,999 | 47 | 25
§15,000 - 16,999 43 21
$17,000 - 18,999 39 21
$19,000 - 20,999 36 , 22
$21,000 = 22,000 | 34 19

NOTE--Salary levels represent median faculty salary developed and reported
by American Association of University Professors.

SQURCE: . An analysisfusingaﬁighér Education general institutional surveys
data for fiscal 1972 and 1973, conducted by Higher Education Research
Institute Staff (1975).

,Z?,.sf’

80




O

ERIC

Aruitoxt provided by Eic:

ol

TABLE 17--Women as percentage of total enrollment in selected technical institutions

of higher education: United States, fall 1974

- - - : Tatal ) Women
Institution - . enroliment | Percent
Washington Technical Institute 4,772 35%
Virginia Polytechnic Institute and State University 19,897 33
Montana College of Minerals, Science, and Technology 848 32
Oregon Technical Institute 2,168 29
New Mexico Institute of Mining and Technology 861 28
Rice University . ’ 3,525 28
Philadelphia College of Textiles and Science 1,965 27 :
South Dakota School of Mines and Technology 1,489 21
Delaware Valley College of Science and Aquculture ' 1,357 19
Massachusetts Institute of Technology - - 8,040 T 14
Lowell Technical Institute 7,532 14
Florida Institute of Technology 2,754 13
Colorade School of Mines - : 1,934 13 -
Aerospace Institute . ‘ 87 13
General Motors Institute 3,039 ) <10
California Institute of Technology t 1,544 10
Georgia Tech ' : 8,205 . 10
Rensselaer Poly Institute : 4,764 » 9
West Coast University, Main Campus : 931, 8
Stevens ' 2,004 8
Clarkson 2,622 8
Worcester Polytech 2,684 7 =
Indiana Institute of Technology ' 354 ' 5
Lawrence Institute of Technology 4,206 5
DeVry Institute of Technology e ' 3,428 4
Newark College of Engineering A 5,293 4
Capitol Institute of Technology, Kensington 252 2
Northrup Institute of Technology 1,289 2
Embry-Riddle Aeronautical University 1,559 2
Ghio Institute of Technology 2,867 1
Bridgeport Engineering Institute 366 1
Milwaukee School of Engineering - 2,200 1
West Coast University, Orange County Center 398 1
Chicago Tech College 594 1
Rose-Hulman Institute of Technology 1,038 0
Wentworth College of Technology 204 ¢ 0

SOURCE: U.S. Department of Health, Education, and Welfare, Data Management Center,
Opening Fall Enrollment, 1974 Prel;m;nagy Data-Aggregate, United Stateﬁi

g1




1
~
=

|

TABLE 18--Probable major field of study of callegé freshmen, by sex United States,
fall 1970 and fall 1974
(in percentagés)

L L T [Eemo [ 1972
Field % o ] 1 Women | Men | Women

Total 100 100 100 100
Agriculture (including

forestry) 4 == _ 6 2
Biological sciences 4 3 8 6
Business , ED-T 12 20 16
Bducation 5 19 5 16
Angineering ¢ 16 = 12 1
¥nglish 1 5 1 2 -
Fine Arts 8 10 7 7
Health professions 2 14 2 13
History, political science 6 4 5 3
Humanities (other) 2 5 2 3
Mathematics and Statisties 3 4 2 1
Physical sciences 3 1 4 1
\Présgrgfessianal 11 3 (not available)
Sé;ial sciences 6 13 4 9
Other technical fields 5 2 9 7
Other nontechnical flelds 1 4 10 9
Undecided 2 "2 4 5

NOTE--Percentages are based on weighted Ns representing the universe. All columns
may not total 100% due to rounding. ‘ :

SOURCE: American Council on-Education, National Noxms for Entering College Fresh-
men--Fall 1970, prepared by the staff of the Office of Research (1970). BAmerican
Council on Education and the University of california at Los Angeles, The American

Freshman: National Norms for Fall, 1974, prepared by A.W. Ast;n, et al., (1974).
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TABLE 19--Probable field of college major of black high schoél seniors, by sex:
United States, 1971 and 1974
(in percentages)

T 1971 1974

Field Men | Women Men | Women
Total 100 100 100 100
Agriculture : 1 - 1 -
Biological Sciences .. 3 2 3 2
Business A EEY 23 16 ' 21
Education 9 12 8 8
Engineering 15 1 14 V 2
English 1 3 1 lﬁ
Fine Arts 12 8 12 8
Health Professional (Non-M.D.) 4 17 - 4 20
History and Political Science 7 ' 4 5 | 2
Other Humﬁnities .l 2 A 3 2
Mathematics and Statistics 3 3 2 2
Physical Sciences , 2 1 . 1 1
Pre-professional 10 5 - 13 .10
.Social Sciences 8 15 7 13
Liberal Arts. (not available) 2 3
Other Technical Fields 6 | 7 e
Other Non-fechnical'Fields | 1 4 1 3

NOTE--All columns may not total 100% due to rounding.

SOURCE: National Scholarship Service and Fund for Negro Students (NSSFNS),LQ
National Profile of Black Youth: The Class of 1971. Data on the class of 1974 provided by

NSSFNS in computer summary from.
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TABLE 20 —-Career aspirations of entering college freshman: Trends over
time, by sex: United States, 1966, 1968, 1970, 1972 and 1974
(in percentages)

% of gains
and losses

1966 | 1968 | 1970 1972 | 1974 | 1966 to 1974

Careers _ [ Men|women| Men| women| Men| Women| Men| ngenrMéﬁlWGmEn Men[Wemen .
Artist (incl.
performer) 5 9 4 8 5 8 5 g 5 7 0 -2
Businessman 19 3 18 3 17 4 15 5 18 9 =1 +6
Clergyman 1 .8 i, .2 1 .2 1 .2 1 .4 0 -.4
‘College B
Professor 2 2 1 .9 1 .9 .7 .6 .7 .B -1.3 =1.2
Doctor (MD) 7 2 6 1 6 2 8 3 7 4 o] +2
Educator : SR
{secondary) 11 18 12 18 9 14 5 8 3 5 -8 -12
Elementary ) j ) .
Teacher 18 16 1 19 .9 17 .7 11 .6 7 : -.2 -9
Engineer le .2 15 .2 13 -4 10 -3 9 -8 -7 +.86
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 . 6 -6 1 7 2 5 2 -2 +1.3
Nurse .1 5 .1 6 .1 9 .2 10 .3 10 ' +.2. +5
Research . Co
Scientist 5 2 4 2 4 2 3 2 3 1 =2 =1
other2 16 31 17 24 12 25 21 25 25 27 +9 -4
Undecided ' 5 4 11 11 12 12 13 14 12 13 +7_ 42
l. Heelth DLEth;aﬂ, Heme Economist, Leb Teehnle;an, Gptemetrlet, Eharmec1et

Veteqnarlen
2.. oOther: Architect, Business (clerical), Psychologist, Programmer, Heueew;fer

Policeman, Social Worker, Skilled other

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

SOURCES: (1) American Council of Education, National Norms for Entering College
Freshmen--Fall 1966, prepared by A.W. Astin, R.J. Panos and J.A. Creager (1967).
(2) BAmerican Couneil of Education, Netlenal Norms for Entering College Freshmen-—
Fall 1968, prepared by J.A. Creager, et al., (1968). (3) American Council on
Edueetlon, The American Freshman: Natlenel 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 Office
of Research (1972). (5) American Ccuneel on Education and the University of Califor-

nia at Los Angeles, The American Freehmen, National Norms for Fall 1974, prepared by
A.¥W. Astin, et el., 1974. :
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1971 and 1974
' (in percentages)

1971 | 1974

Men Women Men “Women
N=22,435[N=32,285 [N=11,601|N=18,532

Careers

6 12 9

[wa]

Artist (inc. performer)
Businessman 14 7 17 18
Clergyman v 1 - = -
Doctor . (medical) 6 4 7 7
Educator (all levels, o

includes counseling, ( ;

teaching, & admin.) 12 22 8 11
Engineer : 13 1 9 1

Farmer o forester 1 1 1 1

Health professional
{non=M.D.)

Lawyer o 7 3 7 4

Nurs - ‘ - 11 1 13

I

L
ot
Le]
e

Scientist

Social or r.mmunity
worker {not available) 3

Other career 33 39 20 12

SOURCE: National Scholarship Service and Fund for Negro Students (NSSFNS),
A National Profile of Black Youth: The Class of 1971. Data on the class of 1974
provided by NSSFNS in computer summary form.
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TABLE 22 --Career aspirations of entering college freshmen women, by age group:
United States, 1974

(in percentages)

- o o - Age -
L9 or under 31 or above -
Careers _ o . _|nN=799,758 | = N=3,854
Artist (performer) 7 2
Businessman 9 11
Clergy or religious worker == -
Educator (college teacher) 1 1
. Doctor (M.D. or D.D.S5.) 4 1
Educator (secondary) 5 3
Educator (elementary) 7 5
Engineer 1 -
Farmer or forester 1 -
- Health professional (non=M.D. ) 13 7
Y Lawyer 2 1
Nurse 10 29
.Research scienti § 1 1
Other occupation 27-. . 32
Undecided 13 7

k=

~196 percent of the freshmen women are 19 or under.

2 . s . 7
Thlg categotry includes optometrist; pharmacist or pharmacologist; psychologist

linician or therapist only); technician or technologist (health); therapist .

rsical cupatianal, s§eech), veterlnarlan, home economist or dietician.

3
Other includes secretary, clerical occupations, ccmputer programer, homemaker
(full time), etc. ! L

SOURCE: American Council on Education and the University of California at Los Angeles,
The American Freshman: National Norms foxr Fall 1974, prepared by A.W. Astin,et al.,
(1974) . -
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TABLE 23~-Total number of bachelor's, master's, and doctor's degrees conferred by

in¥titutions of higher education, by field of study and percent of
total received by women: United States, 1973-1974

] - | _Bachelor's | Master's _______ Doctor's

", e

L Percent Percent Percent °
Major field of study __ |Total | Women |Total | Women _Total ~ Women

i,
Agriculture and Natural Resources 16,303 10 2,939 10 930 4
Architecture and Environment Design 7,840 15 2,733. 18 69 6
Area Studies _ 3,203 54 1,142 39 163 28
Biological Sciences 48,856 . 31 6,581 31 3,440 20
Business and Management 133,905 13 ' 32,820 7 983 5
Communications 17,096 38 2,642 37 175 17
Computer and Information Sciences 4,757 16 2,276 13 198 5
Education ' 186,623 73 112,739 60 7,293 27
Engineering " 50,693 2 15,385 2 3,312 2
Fine and Applied Arts 40,016 - &0 g,001 46 . 585 . 25
Foreign Languages 19,479 76 3,991 66 923 44
Health Professions 41,869 77 9,741 60 578 23
Home Economics 15,433 96 1,869 91 136 66
Law 494 11 1,181 ' 7 27 4
Letters 65,325 58 12,165 57 2.633 32
Library Science 1,164 93 8,185 78 60 40
Mathematics 21,813 41 4,840 31 1,031 10
Physical Sciences 21,287 17 6,087 15 3,631 7
Bsychology 52,256 51 6,616 40 2,339 30
Public Affairs and Services 24,264 44 12,694 45 230 22
Social Sciences 152,203 37 17,297 29 4,126 18

Theology 4,231 28 2,898 27 768 3

Interdisciplinary Studies 24,938 37 3,437 46 196 26

SOURCE: U.S. Department of Health, Education and Welfare, National Center of
Education Statistics, Unpublished data from the Survey of Degrees and other
formal awards conferred: 1973-74.
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TABLE 24--Distribution of those enrolled in vocational education, by sex and
field of study: United States, 1972 ‘
(in percentages)

Field of study o i ~ [Men  [women

Total 100 100
Agriculture 19 1
Distributive 8 ) 5
Health 1 5
H@méﬁaking and Consumer ; 6 50
Gainful home economics 1 4
Office - 12 31
Technical 7 1
Trade and Inﬂustﬁial 50 5

NOTE--Columns may not total 100% due to rounding.

SOURCE: U.S. Department of Health, Education, and Welfare, Secretary's Aévisary

Women, by J.M. Steiger and S. Cooper (1975).
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TABLE 25--Enrollment total and percentage female enrollment in vocational education,

by field of study: United States, 1972

Field of study e Total enrollment Percent Female

Agiculture 896,460 5
Distributive 640,423 e 45
Health !336;652 85
Homemaking and Consumer 3,165,732 a2
Gainful home economics 279,966 86
Office 2,351,878 76
Technical 337,069 | 10

Trade and Industrial 2,397,968 12

SOURCE: U.S. Department of Health, Education, and Welfare, Secretary's Advisory
Committee on the Rights and Resppnsibilities of Women, Vocational Pre-
paration of Women, by J.M. Steiger and 5. Cooper (1975).
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TABLE 26--1972 and projected 1977 distribution of enrollment in vocational education,
by sex and field of study: United States, 1972
(in percentages)

Field of study 1972 1977 1972 1977
Men | Men |Women |Women

Agriculture i 95 92 5 8
Distributive _ ; 55 54 45 46
Health i5 17 85 a3

Home economics 8 10 92 - 90

Technical ' 90 91 10 9

Trade and Industrial 88 87 12 13

NOTE--These percentages g%élude unduplicated enrollments and enrollments below
grade 9.

SOURCE: -U.S. Department of Health, Education, and Welfare, Office of Education,
Division of Vocational and Technical Education, Trends in Vocational Education
Fiscal Year 1972 (1973). Also in Northern Arizona University, Project Baseline
Supplemental Report, Women in Vocational Education, by M. Steele, (1974).
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CHAPTER 3

=1
| =

individual or institutional, that result in differential educational
access and attainment, one must examine the various processes and early
experience@that shape a person and thus in part determine his/her
educational decisions, progress, and ultimate attainment. People
themselves a?e in large part resEGnsible'f@r what happens to them,

in that they have come to perceive themselves in certain ways. Theay

are aware of certain alternatives, consider certain options, and take
certain actions that may lead to certain outcomes. For example, as

we have seen, the underrepresentation of women in elite institutions

of higher education may be attributable to their failure to apply to
these institutions, which in turn may be attributable to their perception
that they would not do well in such a setting; in this case, their
undefregrésentatién can hardly be blamed on discriminatory institutional
policies. Nonetheless, discrimination may be;aperating in the larger

society to stifle their opportunities and limit their options, a

discrimination that makes itself felt early and in subtle ways. One's
behavior is molded by a variety of factors, and it is these factors--
including éacialisati@n, socioeconomic status, aptitutdes, ethnic/racial
background, personal characteristicé,'self*image and expectations, and

motivation--that we examine in this chapter.
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The Dictionary of Education defines the term socialization as "the

process of bringing the individual, particularly the child, to under-

stand and accept the customs, standards, traditions, and culture of the
group of which he is a member and to cooperate actively with that group."
In our own society (and probably in most others), the socialization

process involves, among Qéhe¥ things, the inculcation of sex norms: traits,

attitudes, and behaviors that are regarded as appropriate to each of

-~

o

the sexés. Because children are rewarded when they live up to these
norms and punished when they violate them, they come quickly to internalize
these social and cultural standards. So pervasive and subtle is sex-role
socialization that most people Eamert@ regard this culturally determined
¢ behavior as "natural," "inborn," "inherent." It may také conscious
effort to become aware of the sex-role stereotypes that govern much of
recognize how such stereotypes may cause a person to limit, or cause
others to limit, his/her consideration of alternatives solely gnvthe
basis of gender (Association for Measurement and Evaluation in Guidance
(AMEG) Commission, 1973). If early socialization does indeed limit options,
one must understand its implications for the developmént of either sex
or of bhoth sexes through adolescence and adulthood. X
The first question to ?e answered is: Do the sexes differ psycholo=
gically? Maccoby and Jacklin (1974) ask, for instance, whether males and
females differ in their emotional reactions to peoglé and events, in
the vigor with which they attack life's problems, in their potential
- ’ for acquiring the Xnowledge and skills necessary for a variety of

-
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occupations. If so, then consideration focuses on the social accepta-
bility of sex-typed behaviors, "those [behaviors] that are less expected

and sanctioned [when exhibited] by one sex, and in contrast are considered

advantages or limitations of sex-typed behavior for the individual. 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 expectations for the lives
of each sex? (MaCEGbY_S Jacklin, 1974). -

In their critical summary of the empirical evidence relating to

psychological sex differences, Maccoby and Jacklin concluded that, while

some sex differences may be taken as established facts, others are sheer

myth, and still others require additional evidence before a verdict
about their reality can be reached.

In the category of established fact are sex differences in verbal,
visual-spatial, and mathematical abilities and in aggression. Boys
and girls tend to be roughly equal in these traits until early adolescence;
at that point girls begin to surpass boys in verbal ability and boys to
surpass girls in visual-spatial and mathematical abilities. Aas early as
age two, boys tend to be more aggressive than girls, a difference that holds
true cross-culturally.

In t?e category of myth, Maccoby and Jacklin give the following
example: "Reginning in infancy, the two sexes show a remarkable degree
of similarity in the basic intellectuallpracess bepércegtion, learning
and memory. ,&i . The allegation that gi&ls learn best Ey ro:ce

processes, boys by some more advanced form of reasoning is clearly

not supported by evidence" (pp. 61-62). Other unfounded beliefs about
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sex differences are that girls are more "social" and more "suggestible"
than boys, that girls have lower self-esteem and lack achievement motiva-
tion, that boys are more analytical, that girls are more affected by v
héx,dity and boys by environment, and that girls are auditory and boys

visual.

It is true that girls do regard themselves as socially competent

and "potent." ‘The achievement motivation in boys is more responsive to

competitive arousal, but not necessarily stronger than in girls.
buring college (but not earlier or later) men have a greater sense of
control over their own fate and greater confidence in their ability to
perform a variety of college tasks. Research on sex differences in
ta;tile sensitivity, feari.timidity and anxiety, activity, competitive-
ness, dominance, compliance, and nurturance has yvielded inconsistent

i
results, and further exploration is required.

Unquestionably, perceptions of sex differences, whether real or
mythical, become an important part of the process of sagializatiani_;“
Under pressure from parents, teachers, and pears,rchilaren grow up
with certain expectations about aspirations for adult roles. Are
children's aégirations restricted by the cultural sexbstereotyges
they learn so early? In their study of kindergarten and sixth-grade
students, Scholossberg and Goodman (1972) found that even the kinder-
garteners could identify traditionally male and female occupations;

moreover, the occupations they saw for thems: +v:# Ffell within the

iy

lar results:

b

stereotypes. A study of fifth-grade child s M.vd L

94



83 -

sex~stereotyped. The girls were less willing to reverse traditional
sex—tied jobs than were the boys, but were more willing to see occupations
open to either sex. Further, the girls had varied career aspirations: Only

6 percent said they wanted simply to be a mother or housewife. There

and the way they saw themselves spending an actual day in the future.

In the latter case, they focused on marriage and family activities,

while boys focused on details of career and job (Iglitzen, 1973). It

would seem that at this age a girl may state plans for a career, but

her socialization has not provided her with a picture of what is involved

in the role of career woman, so instead she focuses on being a Qife and
Thus, through socialization, Sﬁgidrén are often reared to view the

parameﬁers of the man's roleras different from those of the woman's

role. "Children soon do categorize themselves as males and females,

and . . . their sex [identity] in turn influences the value and meaning ,
of a multitude of events for them" (Mischel, 1970, p. 58). 1In their
review of differential socialization, Maccoby and Jacklin (1974)

commented on the remarkable uniformity of parental socializing behaviors:

Parenté do tend to encourage their children to develop sex-typed
interests. Parents also tend to believe that children of each sex have

a different set of "natural" assets and liabilities. Since people
interpret new experiences on the basis of previous learning, ﬂifferent;al

socialization will affect not only the choices they make but also the

s

alternatives they see as available: "As a result of their different

socialization histories thé sexes come to differ in the meaning and value

ERIC 95

Aruitoxt provided by Eic:



O

ERIC

Aruitoxt provided by Eic:

preferences and choices" (Mischel, 1970, p. 59). These-experiences
and perceptions also manifest themselves in different kinds of achieve-
ment for the two sexes, different levels of self-esteem, different

motives, and different attitudes. Thus, at the secondary level, when

products of an intensive socializing campaign that has taught them which

behaviors, values, and goals are appropriate for their sex.

EFFECTS OF SOCIOECONOMIC STATUS, ABILITY, AND RACE:

Studies of the determinants of college entry and progress have
found academic ability and schesl perf@rmaﬁce of prime importance;
sex and socioeconomic status (SES) play significant roles as well, the
latter usually béing defined in terms of parental income,. ococupation,
and education. SES, however, is a confounding variable in that it
correlates with achiévement, personal traits and characteristics,
interests, motivations, and values--all important influences in
educational development.

The early analysis by Coleman and his associates (1966) and the

Sewell and his associates, in their intensive longitudinal study of
Wisgénsin'high school students, provided critical information on the
continuing role of SES and aptitudes in educational progress and
achievement beyond high school (Sewell and Hauser, 1975). As early as

1957, Sewell examined the importance of social status to educational
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and occupational asgiratiaﬁs! In 1967, Sewell and Shah highlighted

the differential impact of SES and of abilit? on educational and occupa-
tiaﬁgl development and status. Although both aptitude and past aéhieve!
ment affected postsecondary access and achievement, SES apparently
exerted a stronger influence on girls than on boys, particularly at the
lower levels: Girls of low SES were less likely to go on to colleae
than wereboys with similar aptitudes from the same low SES levels.

Half of the boys but only one-fourth of the girls in the highest ability
but lowest SES quartile eventually attended college.

Werts (1968) reggr?gd differential SES effeété for a highly able
group (National Merit Scholars) of high school boys and girls. Bright
girls from lower-class homes were significantly less likely to go to
college than were boys of similar backgrounds and abilities.

Folger, Astin, and Bayer (1970), in a study usiné ﬁrajegt TALENT
data, observed differences in the effect of SES on the postsecondary
plans of women and men. Consistent with Sewell and Shah's findings, low
SES had a particularly adverse effect on the college attendance of girls.
Among high ability-low SES groups, only 52 percent of the girls attended

-

college, compared with 69 percent of the boys. Assessing additional

study also indicated that motivation, as reflected in plans to attend
eollege, and encouragement from parents and peers, were important
influences, independent of SES. Ability ﬁas equally significant for
both sexes as a determinant of college entry but more important for

men as a determinant of progress through college. For women, however,

marital and family status.assumed an im;aftanee equal to ability as
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they progressed through the educational system.

[

Using the same data source, Project TALENT, Brown (1974) found
that the timing of plans to pursue postsecondary education signficiantly
affected educational outcomes: Students who planned as early as the ninth

grade to go on to college were more likely to do so, whatever their ability

and SES. Moreover, the effects of making early plans were stronger for

]

girls than for boys. Brown also observed that, whereas highly achieving

education, girls of low SES, or low ability or poor grades, or both,
were less likely to enroll in and pufsue postsecondary eﬂucatién than
were similarly disadvantaged boys (Table 27).

In addition, Brown found that both men and women were more likely
to complete four or more years of college within five years if they
(a) had achieved in high school; 2 (b) came from high socioceconomic back-
grounds; (c) had taken a college=-preparatory program in high school; and
(d) had plans in high schoel to complete at least four years of
college.

Even though girls and boys did not differ significantly in achieve-
ment or SES, by the ninth grade significantly fewer girls were taking v,
college-preparatory programs or planning to attend collage. For
instance, in 1960 only three in ten ninth-grade girls were in college-
preparatory programs, compared with four in ten boys; by twelfth grade,
only 31 percent of the girls, but 44 percent of the boys, were in college-
preparatory programs. Further, only 32 percent of the ninth-grade girls
but 43 percent of the ninth-grade boys planned to complete college; by

twelfth grade, 28 percent of the girls and 46 percent of the boys
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planned on four years of college or more.

Brown concluded that girls whose high school achievement was poor
suffered the greatest disadvantage in access to postsecondary education.
The analysis makes it clear that it_is important for girls to make early
plans to attend college and enroll in the college-preparatory track as
early as the ninth grade.

| Another study of the factors affecting college attendance found that

high schaﬁl.rank was an important determinant for both men and women
(Christensen, Melder, and Weisbrod, 1972). Moreover, though parents'
income and education were both important variables in predicting a man's
college attendance, parental income had no significant influence on the
college attendance of a woman, although father's occupation and parents'
education did. Finally, having a college nearby significantly increased
The authors concluded that if a man can pay the matriculation fees and
meet the admissions requirements, he is likely to attend college. The
probability that a woman will attend college, h@wévér, is profoundly

affected by parental and community influences, as reflected in parents'

Investigating the independent effect of race, as well as the inter-

action of race with ability and SES, Watley (1971) reported sex differences

n—lh
3
ct

he educational aspirations of highly able black high school students.
In general, black men had higher degree aspiraticns than nonblack men.
But black men from high-income families more frequently aspired to the-”

doctorate than those from lower-income families, whereas the doctoral

o)

plans of able black women were not related to parental income. Black
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women from families with high incomes were more likely to plan for a
doctorate if they made good grades in high school, and black women from
1ow-ihcaméf%amilies were more likely to plan for a doctorate if they
made high test scores.

As we have seen, the program that a student takes and the plans
he/she makes in high school are related to whether that pérsanlgces on to
postsecondary education (Brown, 1974). But what determines the student's
program and plans? Using NLS data (1972), we sought to pinpoint more
precisely the roles that sex, race, and SES (as measured by father's
education) play. With respect to the type of program that students took
in high school, we found small sex differences: 40.5 percent of the
girls and 45.3 percent of the boys reported they were in an academic or
college-preparatory program. Racial/ethnic differences were greater:
45.4 percent of the white students, but only 32.9 percent of the black
students and 29.3 percent of the Hispanic students, toock college-
preparatory programs in high school. SES, as measurcd by father's education,
had an even stronger relation: 30 percent of the students whose fathers
had less than a high school diploma, compared with 68.1 percent of those
whose fathers had college degrees, were in college-preparatory programs.
One cannot, of course, make causal inferences from these data, but they
certainly suggest that women, minority-group members, and lower-class
students are disadvantaged with respect to educational access.

To see how these background factors are related to the ﬁlaﬁs that
students make in high school, we looked at several kinds of educational
plans. The first was the student's degree aspirations. NLS had asked

students to indicate the highest level of education they were planning
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to pursue. About one in five girls, compared with 13.4 percent of

graduation. The proportions planning to get a college education were
about the same: 38 percent of the boys and 36 percent of the girls.
But only 9 percent of the girls, compared with 17 percent of the boys,
planned to attend graduate or professional school. Minority students
had somewhat higher aspirations than whites: thus, only 12 percent

of the blacks and Hispanics, but 17.4 percent of the whites, said they
planned to go no further than high school. BAgain, father's education--
our index of SES--made a considerable difference: Only 5 percent of

the students whose féthers were college-educated said they had no further
high school educatiomn.

Taking just those students in college-preparatory programs, we
looked at a second kind of educational plan: the type of institution
the student planned to attend, two-year or four-year college. Student%‘
with college-educated fathers were more iikely to plan to attend a

four-year than a two-year college (Table 28).3 For instance, 82 percent

of the bhlack women and 84 percent of the white women with college-

educated fathers planned to attend a four-year college, compared with

76 percent of the black women and 70 percent of the white women whose
fathers had less than a high school education. Similarly, 96 percent of
the black men and 85 percent of the white men with college-educated
fathers planned to go to a four-year college, compared with 88 percent
of the black men and ééﬁpérgent of the white men whose fathers had less

than .a high school education.?
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The third type of educational plan we looked at waé for vccaéionale
technical training versus collegiate education (Table 29). Black students
of both sexes whose father did not graduate from high school were more
likely than were their white counterparts to plan on a collegiate rather:
than a vocational education: 58 percent of the black men and 54 Eefcent
of the black women planned to go on to college, whereas 15 percent of
the black men and 14 percent of the black women planned to go into
vocational-technical training. If the father wads a college graduate, the
gap between type of postsecondary education planned widened: That is,
even more black students planned on collegiate eaucaticn, and even fewer
on vocational~technical education. In general, however, larger propor-
tions of white students than black students with highly educatéd faéﬁéis
planned on a collegiate education.

Data abstracted from Project TALENT enabled us to examine further
how sex, racial/ethnic background, SES, and ability are related to
completion rates both in collegiate and vocational-technical training.
For instance, wh;te men of low SES and high ability were more likely
than were their female counterparts to complete their training, whether
collegiate or noncollegiate, this finding is further evidence of the
adverse effect that low socioceconomie status has on women. But this
was not the case with minority women who took noncollegiate programs:
Nonwhite women of low SES and high ability were more likely to complete
v@cational;techﬁigal training than were their male counterparts (Table
30). On the other hand, nonwhite men of high SES and low aptitude were
more likely to complete their postsecondary training (except in the

two-year colleges) than were their female counterparts.
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In summary, the importance of SES in

educational acces
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gilitating or hindering

attainment should not be underestimated. Given

two people of equally high academic ability, the one from a lower socio-

economic background is less likely to attend a four-year institution,
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this effect is particularly marked among

women, whatever their race.

SES seems to work to the advantage of men at the other end of the scale

as well: BAmong students of low aptitude but high SES, the women (es

specially

nonwhite women) were less likely to go to a four-year college than were
the men. Finally, students of high SES, independent of ability, have
high completion rates within each type of educational setting;

noncollegiate institution, two year college, four-year college).

SELF~IMAGE AND EXPECTATIONS OF WOMEN

A woman's participation in postsecondary education--collegiate

and noncollegiate-—is determined not only by existing opportunities but

also by her aspirations and by the expectations she holds about the role

ot
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in her development and in heér preparation for
Her aspirations and expectations are, in turn, related to her self-
concept: Does she see herself primarily as a wife and mother, and thus
in no need of education beyond the high school level? Or does she see
herself as a high-level career woman, working at a satisfying and
productive job, and thus in need of the best education she can get?

In this section we examine aspirations, expectations, and aspects
of the self as they relate to women's educational interests and
achievements.

Self~concept, as a mediating variable in achievement, has received
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much attention in the past few years as investigators have sought to
understand why women's aspirations and achievements are generally lower
than men's. Several recent studies (Broverman et al., 1970; Rosenkrantz
et al., Goldberg, 1968) have demonstrated that feminine traits and
products are given a lower valuation than masculine traits and products.
As a result of these sex-role stereotypes, one would expect women to
have low or negative views of their own worth.

It has been found that women set lower aspirations and goals for
themselves than men do (Coates, 1972) and that the views and expeac tl@ns
of others influence the young woman's orientation toward academic
endeavors (Crandall et al., 1964; Brindley, 1968; Entwisle & Greenberger,
1972). To explore more fullylﬁha differences in the self-images and
expectations of men and of women, we drew of two sets of data, (1) the
NLS data on high school students, which provides some inférqatéan about
self-perceptions and life goals, and (2) CIRP data, which Efé;iées similar

information on college students.

Self-Esteem Among High School and College Students

High school students surveyed in the NLS responded to a number of
items relating to self-image. Table 31 lists the percentages of students
indiﬁating that they "strongly agreed" or "agreed" with a nwber of
statements reflecting views about themselves. Even though more boys
(88 percent) than girls (84 percent) took a pasitiv& attitude toward
themselves, more girls were satisfied with themselves {77 percent,
c@ﬁparéd with 74 percent of the boys). More boys (94 percent) than girls
(90 percent) agreed with the statemEﬂtv"I am able to do things as well
as most other people." Despife these small sex differences, young
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people generally saw themselves in favorable terms.

The self-images of college men and women showed both similarities
and differences. Table 32 lists the percentages of college students who
rated themselves above average for each on a list of 22 traits. Slightly
more than half of both sexes saw themselves as high on drive to achieve,
and the proportions of students who considered themselves above average
on this trait increased over time. The only other changes over time were
that, in the most recent survey, larger proportions of both sexes rated
themselves high on understanding of others, intellectual self-confidence,
and social self-confidence. On other traits, there were no noticeable
college students have tended to perceive themselves in much the same
way from year to year.

Women were more likely to rate themselves high on artistic éﬁility,
cheerfulness, understanding of others, writing ability, and sensitivity
likely to rate themselves high on achievement-oriented qualities: for

example, intellectual self-confidence, originality, mathematical ability,

that are traditiconally regarded as feminine--for example, popularity

in general, popularity with the opposite sex, physical attractiveness,

and social self-confidence--fewer college women than college men rated
themselves above average. One wonders if women actually believe them-
selves to be less capable and worthy, or if their socialization encourages
modesty -and thus prevents them from rating themselves high on academic and
leadership qualities because that would be "unfeminine." The literature

on self-esteem is confusing and contradictory on such points.
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Examining the self-ratings of black students (Table 33), we find that
blacks tended to give themselves lower self-ratings than whites did on
academic ability, mathematical ability, mechanical ability, and, to some
extent, originality. Ratings of drive to achieve and intellectual self-
confidence were comparable. Blacks were, however;!maré inclined than
whites to see themselves as popular in general anﬂras popular with the

opposite sex.

as outstanding in artistic ability and mathematical ability; but more

LR SRR

ééﬁéa themselves high on drive to achieve, popularity in general, popularity
with the opposite sex, intellectual self-confidence, and social self-
confidence. Black women were more inc¢lined than blaék men to rate
themselves high on drive to achieve but less inclined to feel they were

above average on leadership, mathematical ability, mechanical ability,

ng
et

bopularity with the opposite sex, and intellectual or social self-

onfidence.

9]

As Table 34 indicates, women over age 31 enrolled in college tended
to rate themselves lower than did younger women on a number of academic
and achievement-oriented variables--e.g., academic ability, mathemaﬁégal
ability, writing ability, and originality--perhaps because they_hadz}een
away from school for a time and thus were less confident of thegr ability
to perform.

From the comparisons of men and women on self-ratings college
women in general have a less favorable view of their .. m academic and
intellectual abilities than college men do.

Some studies suggest that women have less self-esteem than men do.
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For instance, Berger (1968), in a factorial study of self-esteem, concluded
that the self-evaluation of women is partially contingent on their degree
of certainty that other people like them. It would seem that a woman's
self-esteem is shaped more by the messages she receives from important others
than by any testing of her own competencies. Although one would hypo-
thesize that self-esteem increases as a result of successful competency
testing, if the competencies tested are perceived as "unfeminine" and
therefore disapproved by others, the impact on self-evaluation tends to
be negative. .

After examining 30 studies in an attempt to assess accurately sex
differences in measures éf self-esteem, Maccoby and Jacklin concluded:
"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 undertaking new tasks,-and a greater sense of
potency, specificaily including the feeling that one is in a position to
determine the outcomes of sequences of events that one participates in"
Maccoby and Jacklin, 1974 (p. 158).

The effects of these éeifsperceptians on motivation, achievement,
persistence, and career development and cammitéent remain undetermined.
Nor is much known about how different postsecondary environments and
exgerien;e; promote or impede the growth of self-confidence and self-
esteem. Since a positive overall self-image as well as an accurate sense
of one's intellectual competencies and leadership qualities are probably
important determinants of success in the world of work, more needs tc

be known about how they develop.

107

ERIC

Aruitoxt provided by Eic:



gggectatéppsrandugbjec§;y§§7pfiﬂighrsﬁh;pl and College Students

Closely allied to self-ratings are life goals, since they reflect
the expectations, valuess, and special motivations that influence educa-
tional attainment and later occupational success.

Comparing the life goals of hiéh school boys and girls (Table 35),
important objective, whereas more girls felt that finding the right mate
and having a family were important objectives. Making lots of money and
holding a leadership position were given higher priority by boys than
by girls. Girls valued correcting economic and social inequities.

These differences in values undoubtedly lead to differences in occupa-
tional choice and in the educational preparation that enables people to
pursue those choices.
-wogld most like to be."® As Table 36 indicates, girls were more likely
to cite educators and creative or performing artists as the people they

admired most; boys named businessmen, athletes, and scientists. In

College students were asked to indicate which on a list of life
goals they regarded as essential or very important to their lives.
College women tended to give higher priority than did college men to
such goals as influe.icing social values, raising a family, helping others
in difficulty, writing original works, developing a philosophy of life,
and participating in community action; men gave higher priority to
obtaining recognition from colleagues, becoming an autharitylin one's field,

being very well-off financially, and being successful in one's own
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business (Table 37).

The same kinds of sex differences obtained among black college

students, with the larger proportions Gf wcmen valuing such goals as

.helping others in difficulty, joining the Peace Corps or Vista, writing

original works, and raising a family; and larger pr opor rtions of men wanting

to become an authority in a field, obtain recognition from peers, be

financially well-off, and be successful in business (Table 38).
Older college women more often than the younger ones, value

influencing social values, raising a family, developing a philosophy of

life, and keeplng up with political affairs. On the other hand, younger

women compared to older ones, value achieving in a performing art,

(Table 39).

These sex differences in life géals and objectives==which in turn
reflect values and expectations--were tonsistent for both high schosl
and college students, blacks and whites. Men were motivated more by
extrinsic values and interests; they thought in terms of being successful,
financially well-off, recognized and respected--in short, of achieving in’
the-external world. Women, on the éther hand,; were more motivated by
intrinsic values. If they looked for success, it was chiefly at artistic
endeavors. They were more altruistic, wanting to heip others and to
effect changes in social values. In short, they thought more in terms

of service to others. Again, we see the socialization process at work.

whereas girls are taught that women should be nurturant, passive,

sensitive. These values have obvious implications for the choices women
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make about their program in high school, their college major, their
A\
occupation. They may help to explain why so many women take "serving"

and "assisting" jobs, as helpers to men.

ACHIEVEMENT MOTIVATION IN WOMEN

Central to the issue of educational access, and attainment is the

extent to which young people ssmare hlghhand strlve to achieve

educationally and occupationally. 1In this section, we examine the need

\IIN\

to achieve as it is expressed by young women in our socie ty

Achievement motivation refers to the extent to which one is
concerned with attaining excellence. Histg;iéélly, most work-in this
area has dealt with men. In recent yeérs; hawevé£; investigators have
begun to probe the differential behavior of men and women with respect
to achievement. Two gquestions have been explored: (1) Are women moti-
vated to a:hleve to the same extent as men? (2) Are women motivated
to achieve in the same areas and for the same reasons as men? Experi-
mental efforts to resolve these issues have resulted in contradictory
findings.

Work by MecClelland and his associates (1953) forms the theoretical
basis for much research on achievement motivation. They conceptualized
achievement mativatian.as a relatively stable personality dispositioen,
learned in early childhood, to strive for success in any situation where
standards of excellence are applicable and to feel proud of success
and ashamed of failure, They perceived the motive to achieve as general=

izing across areas of achievement. According to this theory, the motl

remains latent until it is aroused by situational cues. It is activated
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when a person believes that the consequences of hié/her actions will

lead to either a favorable or an unfavorable evaluation in terms of
standards of excellence. énge aroused, the motive to achieve will result
in achievement-oriented activity only if it is greater than the tendency
to avoid failure.

Crandall and his -associates (43;5) proposed another model of achieve-

. ment motivation according to which there are three determinants of

motivation in a:given situation: Expectancy of success, attainment
value (the value attached to a particular type of achievement), and
standards of performance. The minimum standard of performance is tﬁe
lowest level a person considers satisfactory.

While academic and occupational status are commonly ﬁaken as-
measures of achievemeﬁt motivation outside of experimental situations,
empirical investigators frequently use projective measures of need for -

achievement, often stories written in response to pictures evoking achieve-

Test, the ETS Hidden Figures Test and, most frequently, the Thematic
Apperception Test (TAT). Behaviors, such as task persistence, attempts
at mastery, and working alone, are also considered indicators of achieve-
ment motivation. |

An examination of studies using the TAT leads to the following
conclusions: First, most studies which attempted to arouse subjects,
thereby increasing their scores on need for achievement, were unsuccessful
with women subjects. Second, women produced as much or more achievement
imagery as men did when given either neutral instructions or instructed

to achieve. Third, both sexes projected their achievement motivation onto
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male pictures. These findings have prompted some investigators to
question whether the TAT is a valid techrique for assessing achievement

motivation in women.

Socialization of Achievement Motivation

The level and ﬂirectign of achievement motivationAiﬁ wéﬁén apgéaf
to be affected by sex-role definitions, orientations, and expectations.
Thus, women may be motivated to aehieﬁe only in areas that they and others
consider appropriate to their female sex-role definition rather than in
“in’fgfopriate“ masculine domains. . Although, as was mentioned above,
arousal treatments have generally not produced increases in aéhievemént

p -
motivati@ﬁ scores for women, étéin and Bailey (1973) reported that
arousal treatments that stress an important feminine area - s&cial
acceptability and skill rather than intelligence and leadership - do
sometimes lead to increased achievement ﬁotivatian,

Achievement needs maﬁlccﬂfiict with and be suppressed by affiliative
naads. Some researchers theorize that achievement behavior in women is
the result of affiliation motivation :ééﬁér than achievement motivation.

But Stein and Bailey (1973) concluded that this theory misinterprets the

areas of achievement for women. Although women may be more concerned
than men with winning social approval and:y;th demonstrating.social skills,
this coneern does not determine their ach%i%ément behavior.

Personality attributes genéraliy defined as feminine, such as
nonassertiveness and dependency, may conflict with achievement motivation

as it is usually manifested in intellectual and occupational contexts.

iy

Fea

L

of success, considered a motive within an expectaney-value theory of
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.motivation postulated by Horner (1972), is also thought ta conflict with

- the motive to achieve. Considered a stable personality trait, fear of

success is thought to develop in early childhood and adolescence when

a girl comes to expect that negative consequences will follow her success

in ach ievement situations because of the mascul -typed nature cf

achievement and of the personal qualities and behaviors necessary for

achievement..

\u,l\

Women have evolved a number of methods to reduce the conflict between

striving for achievement and fulfilling the traditional feminine role.

1t-related behavior as more feminine than
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others do, and so they do not regard their behavior as especially "out

of role." Other women identify with the masculine role, satisfying their

Y
achievement needs vicariously through the accomplishments of their husbands

and children. Still others choose to pursue a feminine career or

to remain in a low-status position in an occupation. Concealing accomplis

ments (by, for instance, reporting a grade lower than the one actually

received) and reducing effort, Eartlc ularly in compe

rr"

itive situations,
lessens the conflict for soﬁé women. inally, women "compensate" for
their acﬁiévement striving by being extremely feminine in appearance -
and behavior or by fulfilling all the functions of the traditional
feminineirolEsswife/m@ther/hcmemakeriﬁés well as those of their careers.

do so many girls and women perceive ac hievement as unfeminine
#

(a1

Why
and thus undergo such conflict? After examlnlng the socialization
literature to see how children learn patterns of achievement orientation
and behavior, Stein and Bailey (1973) concluded that child-rearing

practices conducive to feminine sex-typing are frequently ntagonistic
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to those that lead to achievement-oriented behavior. The aspects of

child-rearing which appear to facilitate achievement-oriented behavior
in women are: (1) a moderate, but not high, level of warmth or
nurturance; (2) pérmissiveness; (3) parental encouragement of indepen-
deﬁce, especially emotional independence: (4) Qarentalrencguragemént of
achievement effort including positive reinfo;eement; attempts at
acceleration, and criticism for lack of effort; and (5) the presence

of an aéhigging maternal model. But even when these conditions are
satisfied within the home, the child is exposed to important others--
peers, teachers, relatives--whose expeétatiéns and reactions may affect

her development. Adolescence, with its vulnerability to social pressure,

is especially crucial to the fate of achievement motivation in women.

Attiibution Theory .

Frieze and her associates, (1975), reviewing the research on achieve-

ment—érientei behavior, found that most studies conclude that women's

themselves; too often, externél barriers to achievement - whizh may be
as important if n@tvm@re so than psychological barriers - are overlooked
in these studies.

People with high expectations tend to perform better on achievement
tasks. But in our society, widely held sex-role stereotypes make it
likely that women will have a lower eXpectation of success than men
do. The source to which a person attributes his/her success or failure
influences future expectancies and subsequent achievement strivings.

The four most investigéteﬂ causes of aghievemé;t are ability, effort,

luck, and task difficulty. Ability and effort are internal, originating
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environmental. A second dimension along which the four causes can be

stable, while effort and luck are highly changeable. Theoretically,:
maximum self-esteem is ;ssaciated with a tendency to make internal attri-
butions for success and external or unstable attributions for failure.
Women's attributions can be characterized by general externality, often
encouraged by:m@aésty, low self-esteem, external locus of control, and
fear of success. Individual differences (e.g., in need for achievemént)
mediate attribution patterns as do situational factors, such as whether
the task is competitive.

The expectations and attributions of others concerning women in
agbievement situations are also important for two reasons: (1) these
expectations and attributions can affect hiring, promotion, and other
opportunities for achievement; and (2) women's intérnal barriers to
achievement, such as a lower expectation of success, stem from cultural
standards for sex-appropriate behavior.

Further study of achievement motivation in women is required.

Women are not at present attaining high academic degrees and‘%%gpaﬁiénal
status - societal measures of achievement motivation - in proportion to
their numbers. We need to know just why: 1Is it because they are
achieving in other than educational and occupational areas? Because

tﬁey have a lower need to achieve? Because societal ex;ectationsiinhibit
their achievement strivings in these areas? If women's achievement motiva-
tion and opportunities are limited by eithér interﬁa; or external

barriers, those barriers must be identified and reduced or eliminated.

!
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. Only then will there be a possibility for equal educational ané'ogcupa!

tional opportunity.

SUMMARY
Background factors--such as sex, ability, race, and SES--and early

experiences shape a person's self-concept, perceptions of the world,

and expectations about the future, and these in turn are important to .

tﬁé educational and occupational decisions that the person 1 ikes.

Practically from the moment of their birth, children;are socialized to

regard certain traits, attitudes, ané behaviors as appropriate to their

sex. Actually, evidence inﬂicatés that on only a féw traits and abilitiés

do the sexes differ from one another, and those differences usually

do not appear until adolescence. Thus, females seem to be superior in

verbal ability and males in visual-spatial and mathematical ability;

males appear also to be more aggressive than feméiéé! Other sociocultural

beliefs about sex differences are either outright fallacious or unproven

and in need of substantiation. Nonetheless, by the time they are in

high schéol, boys and girls have been subjected to an intensive socializa- .

t;@n campaign about what is appropriate and "natural" to their sex.
Although aptitude and past achievement affect postsecondary access

and attainment, background characteristics as racial/ethnic background

and SES are also influential. Being of low SES is particularly detrimental

to women; h;ghly able lower-class girls are much less likely than are their

male quntergarté to go on to college. A young man who is able to meet ‘the

admissions requirements and pay the fees Wiil probably be able to attend

a postsecondary institution; but the probability that a young woman
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will go on to postsecondary education is influenced by other faet@fgi
such as the values and education of her parents and the availability of
college close to home. |

Because adequate preparation in high school--which usually means
taking an academic or ccllégesgrepagiary program--is crucial to pursuing
postsecondary training, we conducted an analysis to determine the relation
of sex, race, and SES to enrollment in a college-preparatory program in
high school. SES, as measured by father's education, was found to be
particularly imp@:tant:l Only threé in ten of the students whose fathers
had less than a high school education were in college-preparatory P:ngamS,
compared with two in three of the students whose fathers had completed
college.

The differential éffecté of SES are manifested in.péstsecoﬁdézf
education completion rates as well as in college attendance. Givenwi
two highly able students from lower-class backgrounds, a man and a Qoman,
it isfthe man who is most likely to complete postsecondary training.

- It haS:bEEﬂ méintaineé that one reason women failita achieve as

highly as men, educaticnaliy'ar occupationally, is that they set lower
goals for themselves. Their aspirations, it is helﬁ, are determined
in part. by their less févcrable self-concepts and lower self-esteem.
Moreover, traits considered feminine ;re often inconsistent with high
achievement educationally and occupationally.

Though high school students of both sexes seemed generally positive
in their self-images, college students revealed views about themselves that
may help to explain differential achievement of the sexes. Thus, women

tended to give themselves high ratings on traits related to social compe-
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tence anézsensitivityp whereas men gave themselves high féﬁings on
traits related to academic abilities and achievement. These sex differ-
ences held true among blacks as well as whites.

The life goals of college students revealed that men tend to base

their goals on extrinsic and materialistic values such as being success-

ful, making money, receiving recogni lén; and taking leadership roles;

women, on the other hand emphasize intrinsic and altruistic values,

such as helping people in dWWflculty, correcting social inequities,
ais 1ng a family. These differences may help to explain differences
in the kind of college majors and occupations that men ah& women choose.
Just as the self-concept and values of women are shaped by‘sexhrole

defi nltanS, orientations, and expectatlans, go is her motivation to

achieve. Although experimental attempts to raise thé need to achieve
in women have usually not been successful, Stein and éailey (1973)
report that experiments that stress the femlA;ne area of social accept-
ability and skill rather than, intelligence and 1eadership, have led

to incréased achievement motivation on the Eart of women.

Personality attributes generally defined as feminine, such as lack
of assertiveness and dependency, may conflict with achievement!motivas
tion. Horner (1972) maintains that fear of success, viewed as a motive
within an expectancy-value theory of motivation, also prevéhts womer
from achieving.

Many women, experiencing conflict between achievement striving and
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their achievements, or playing the ultra-feminine role at the same time

they are striving for achievement.

Stein and Bailey (1973) found that the chilizrearipg

conducive to feminine sex-typing are frequently antagonistic to those

that lead to achievement-oriented behavior. Though® chllﬂ-reaflng

practices that encourage achievement-oriented behavior in women have
been identified (e.g., a moderate, but not high level ?;Qwarmth or
nurturance, the presence of an achieving maternal modei), the g ing
girl is still éxpaséd to many other pecple who may influence her develop-
ment.

Frieze and her associates suggest that woﬁen are more likely“to
attribute their success or failure to achieve to external factors
such as gaoaniﬁék than to ability. Maximum self-esteem is associated

with a tendency t6 make internal attributions which explains why women

attribute their achievement to external factors.
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FOOTNOTES - CHAPTER 3

1. For the data presented in-éhis section we depended heavily
on statistical raF rts; “thus, we wefe often unable to present sex
differences for minority populations.

2. Achievement was measured by a test developed at Project
TALENT.

3. Tables 28 and 29, and the discussion that accompanies tﬁem, are
based on tabulations dev El ped from NLS. The populations described
are students in college=preparatory programs. We chose this group on
thérassumgtion that they were aéequately prepared for collegiate work

%@afa%gﬁkxxéidsfd?gkétd <
if they wished to do it. Thus, we could exam 1n%<§ES andﬁié:e ;nézés

- with respect to future educational plans, controlling for

academic preparation while in high school.

i

4, All these finﬂings should be interpreted with caution because

of the low Ns for the black student groups.
5.- These data were abstracted from A National Profile of Black

Youth: The Class of

Hl

= 1971, a research report produced by NSSFNS.
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TABLE 27--Selected background characteristics of 1960 ninth graders with at
1éa 4 years of callege in 1968 by sex: United States, 1968

Characteristics Men Women
- - (N=1,473) | (N=1,571)

Total who reachaﬂ g:aﬂé 12 31 23
High achievement : 51 50
Low achievement 15 6
High socioeconomic status (SES) 50 37
Low SES : 17 12
High SES, high achievement 62 63
High SES5, low achievement 28 11
Low SES, hiéh achievement 33 32
Low SES, low achievement 10 4
High grades 40 33
Low grades 21 13
High SES, high achie&ement, college prep

high school program 68 69

NOTE--Variables were dichotomized at the mean. Years of college measured five

ar
years after high school.

SO0URCE: Harvard University, "Sex differences in factors affecting educational
outcomes,”" by M.D. Brown (1974).
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TABLE 28=—Type of college 1972 hlgh school seniers plan to attend by sex, ethnic
category and father's education: United States, 1972
(iﬁ percentages)

. L College
Students o e - Two-year |  Four-year
Father less than H.S. graduate
White women (N=337) 29 70
Black women (N=82) 19 76
White men (N=356) ‘ 27 68
Black men (N=58) 11 88

Father college graduate

White women (N=777) 14 84
Black women (N=286) 15 82
White men (N=758) 12 85
Black men (N=11) - 96

NOTE--The populations for tables«<f anddf, students in academic programs, were
chosen because they were adequately prepared for collegiate work if they wished
to continue their education. Thus, SES and race could be examined on sex
differences with respect to future education plans, controlling for academic

preparation while in high school.

SOURCE: U.S. Department of Health, Education and Welfare, National Center for
Educational Statisties, Natlcnal Longltudlnal Study of the "High Schaol Class of
1972, Vol I and II, prepared by B.W. Thompson (1974). :
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TABLE 39 ~-Highest level of educational attainment planned by 1972 high school
seniors, by sex,ethnic category, and father's education: United States,
1972
(in percentages)

Father less than H.S5. graduate

White women (N=446) 18 49
Black women (N=87) 14 54
White men (N=416) 13 49
Black men {N=55) 15 58
Father college graduate
White women (N=788) 4 65
Black women (N=23) = 31
White men  (N=787) 3 53

1
L
]

Black men {N=9)

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

The Ns for black students are small, especially for men and women whose fathers
are college graduates.

SOURCE: U.S. Department of Health, Education and Welfare, National Center for
Educational Statistics, National LSE@ltuﬂlnal Study of the "High School Class of
1972, Vol. I and II, prepared by B.W. Thompson (1974).
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TABLE BD——Completlan rates Df 1SED h;gh szhcal graduates w1th1ﬁ ;, calleglate

academlc ablllty Unlted States; 1971

(in percentages)

I Noncollegiate Two-year college h;Fourayear calleqe _
White Non-— White Non- White Non-
_ White _ _|White | __|White
MeniWomen| Men |Women |Men|Women|Men{Womer| Men|Women |Men|Women
Academic
S5ES _Aptitude = | L N I i —_— -
Low 34 19 23 18 4 2 - 6 4 1 5 3
Low Medium Fégz 24 38 27 7 4 7 2 20 7 20 g8
High 37 33 29 33 14 6 14 7 59 34 43 40
Low 40 25 40 35 4 4 - 15} 9 4 13 -
Medium Medium 45 28 36 34 10 4 11 1 35 14 33 13
High 38 23 25 23 11 5 1z 8 74 47 78 55
Low 42 38 67 17 7 & - 33 16 8 67 17
High Medium 39 27 41 20 14 9 13 12 56 35 41 22
High 34 19 30 24 g8 5 5 8 . 87 72 88 66

NOTE-- Analyses are based on a sample Df 17,796 white and 1,427 nonwhite high
school graduates tested first in 1960 as seniors and followed up in
1971, 11 years after high school 'raﬂgatlcni

SOURCE: American Institutes rch, Palo Alto, California, Project TALENT:
Post g;ggﬁs:ho ol Edu 1 Career Develapmeg_, prepared by
W. M. Yen and D. H. Mec Laughlln (1974).
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TABLE 3l--Views of 1972 high school seniors who 'agree strongly' or
with the following statements about themselves or life, b
United States, 1972

w

Views 7 ] o - | Men 7” | ﬁb@emr

I take a p

]

sitive attitude toward myself 88 84
Good luck is more important than hard work 11 7
I feel I am a person of worth 94 93

Everytime I try to get ahead, something
or someone stops me 25

[Ny ]
=
-l

Planning only makes a person unhappy since
plans hardly ever work

%)
[ ]
=t
o)

are happier than those who try to change
things - 3

L

People who accept their condition in life

ad
Ln
Tad
Lk

On the whole I am satisfied with myself 74 77

I am able to do things as well as most
other people 94 _ 90

U ~an and Welfare, National Center for
Educational Statistics, National Longitudinal Study of the High School Class of
1972, prepared by W.B. Fetters (1975) .

SOURCE: U.S. Department of Health, Educatior

125

ERIC

Aruitoxt provided by Eic:



- 115

TABLE 32 ——Above average self-ratings of entering college freshmen, by sex:
United States, 1966, 1972 and 1974
(in percentages)

1966 1972 1974
Traits o Men | Women Men | Women Men | Women
Academic ability 56 59 50 52 53 53
Athletic ability 45 24 46 24 51 26
Artistic ability 16 22 16 20 - - 18 21
Cheerfulness 51 58 48 56 47 58
Defensiveness 28 28 27 27 27 28
Drive to achieve 56 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 - 367 35 33 38 36
Political conservatism i8 12 10 7 13 8
Political liberalism 20 is8 26 20 22 18
Popularity (general) 35 29 32 26 34 26
Popularity (with D?EDEIEE sex) 32 25 30 24 33 26
Physical attractiveness = - = - 28 24 .-
Public speaking ability 24 21 21 17 " 28 24
Self-confidence (intel- 41 31 - 39 30 45 35

lectual) _

Self-confidence (social) : .33 26 30 25 37 31
Sensitivity to criticism 25 30 23 28 23 28
Stubborness 36 28 35 37 36 28
Understanding of others 55 66 58 67 61 71
Writing ability 26 29 27 29 29 32

lThis jtem was not asked in 1966 or 1972.
NDTE:&??é:centages are based on weighted Ns representing the universe,

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

(2) Amerlcan Council on Education, The American Freshman: National Noxms 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.,

(1974). -
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TABLE 33 —~-Above average self-ratings of black freshmen entering college, by sex:
United States, 1971
(in percentages)

Traits - I'Mem 1 "Women __

Academic ability . 30 30
Athletic ability : 52 19
Artistic ability 15 11
Cheerfulness 55 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 18
Popularity (general) 38 32
Popularity with opposite sex 43 32
Public speaking ability 23 20
Self~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

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

SOURCE: BAmerican Council on Education, The Black College Freshman: Characteristics

and Recent Trends, prepared by A.E. Baver (1972).
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TABLE 34--above average self-ratings of entering college freshmen women by
age group: United States, 1974
(in percentages)

Y Y S
19 or under 31 or above
Traits ' L N=799,758 N=3,854

Academic ability _ 53 35
Athletic ability 26 12
Artistic ability 21 21
Cheerfulness . 58 52
Defensiveness 27 1s
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 BE:]
Popularity : 26 20
Popularity with opposite sex . 26 22
Public speaking ability 18 18
Self-confidence (intellectual) 35 35
Self-confidence (social) 31 35
Sensitivity to criticism 28 20
Stubkorness . 38 28
Understanding of others : 71 66
Writing ability ' 32 25

96 percent of the freshmen women are. 19 or under.

SOURCE: American Council on Education and the University of California at Los Ahgelés,
The American Freshman: National Norms for Fall 1974, prepared by A.W. Astin, -et al.,
(1974). . -
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TABLE 35--Very important life goals of 1972 high school seniors, by sex: United
States, 1972 :
(in percentages)

Goals ) X — “Men

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 7 78
Being able to find steady work - 82 74

Being able to give my children better
opportunities than I've had : 67 67

Working to correect social and economic
inequalities 23 31
Having lots of money 26 ST 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. B. Fetters (1975).
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TABLE 36 --Person 1971 black high school
to be, by sex: United States,

seniors indicated they would most, like

1971

(in percentages)

R N o ) Men " Women ’f
Persons - _ _N=22,435 _N=32,285

Political leaders

Businessmen

Military figures

Scientists

Artists, musicians, or writers
Athletes

Actors or entertainers

Civil rights leaders
Religious leaders

Educators

20

13

1z2

26

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

National Profile of Black Youth: The Class of 1971.

O
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‘TABLE 37 =-Essential or very important life goals of entering college freshmen, by
sex: United States, 1974
{in percentages)

_ _Sex
S0als . Men | Women

Achieve in a performing art 10 13
Be an authority in my field 67 58
Obtain recognition from colleagues 43 35
Influence political structure . 15 10
Influence social values . 25 29
Raise a family 53 57

Have administrative responsibility : 29 ' 22

Be very well off financially . ‘54 36
Help Gther$ in difficulty s | 53 70
Theoretical contribution to science . 16 10
Writing original works 11 13
Creating 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 péiitical affairs 39 34

NOTE--Percentages are based on weighted Ns representing the universe.
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. Astin, et al.,

(1974) . )
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TABLE 38--Essential or very important life goals of black freshmen enterlng college,
by sex: United States, 1968 and 1971

. ) - o 1968 1971
Goals - e 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 55 45 55 a7
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 financially : 60 44 60 48
Help others in difficulty 61 75 67 74
Join Peace Corps or Vista 16 22 14 18
Become an outstanding athlete | 29 5 - -
Become community leader 38 24 31 22
Contribute to scientific theory 17 11 14 9 e

¥rite original works 14 14 15

12

Not be obligated to pecple 30 32 30 30
Create works of art v 11 11 13 13
Keep up with political affair 52 47 47 37
Succeed in my own bussiness 62 46 60 43
Develop a philosphy of lifé 80 85 68 6% o
Influence political structur = - 26 17
Influence social values - = 40 37
Raise a family T - 54 55
Have active social life = = 61 49
Have friends different from me - - 57 55
Help clean up environment = — 4] 36
Partiecipate in community action - = 41 - 40

- Marry within next five years ’ _ - - 22 36

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

GUR Ei (1) American Council on Education, The Black Student in Amérlcan Colleges,
épared by A.E. Bayer (1969). (2) American Council on Education, The Blazkicolleg§=
eshman: Cha:acte:;st;gs and Recent _Trends, prepared by A.E. Bayer (1972).

MWU @
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TABLE - gssEssential or very important life goals of college freshmen women, by
age group: United States, l§7_
(in percentages)

. - L ~ pgel

19 or under 31 or above
Goals , - { (N=799,758) |  (N-3,854)

5

m...lw
L

Achieve in a performing art

Lm
]

Be an authority in my field -~ . 58

btain recognition ffcmrcglleaques

8]

I

H
Lad
w
ok
o

H

nfluence political stru;ture 10 11
b Influence social values | 29 36
Raise a family 57 ' 73
Have administrative rasponsibility 22 28
Be very well off financially 36 x 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 - 7 21

o
m
o

involved in environmental clean-up 24 25
Develop philosophy cf.life : : 65 75
Participate in community action - 30 34
Keep up with political affairs ’ 34 42

1 . ] . -
96 percent of the freshmen women are 19 or under

ct
[y
o
i

American Council on Education and the Univérsity of Californ
The American Freshman: National Norms for F 111 1974; prepar d

oles, T 7 7
A.W. Astin, et al., (1974).

o w
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CHAPTER 4

INSTITUTIDNAL PRACTICES: INFGRMATION ADMISSIDNS,

SPECTAL PROGRAMS AND PROBLEMS

As Chapter 2 demonstrated, men and women differ in their participa-
tion rates in high school programs, postsecondary institutions, graduate
and professional schools, and fields of study. At each higher step of
the educational system, fewer women participate. For example, in 1972-73,
women constituted 51 percent of high school graduates; and in 1973-74,
they earned 45 percent of the baccalaureates, 44 percent of the master's
degrees,; and 19 percent of the doctorates awarded (Grant and Liﬁa, 1975).

In high school,; slightly more boys than girls are enrolled in college-

preparatory programs; of the students enrolled in vocational-technical

programs, girls are concentrated in business and office skills training,

At the college level, women are more likely to attend small, less
selective, less affluent institutions; they are disproportionately
enrolled in Catholic four-year and private two-year colleges. Women. are
underrepresented at elite institutions and cgﬁsgicuausly absent from
technical institutions.

The graduate and professional school enrollments of women lag behind those

o of men. Thus, a 1971 follow-up study of the class of 1965 indicated that
56 percent of the wcmeh, but only 43 percent of the men, had taken no advanced
study (El-Khawas and Bisconti, 1874}.
1? A
N 34
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The fields of study that women choose in college and graduate school
are the traditionally "female" fields, most of them leading to relatively
low-status jobs, if indeed they lead to any jobs at all. For instance,

the four doctoral fields with the highest proportion of women are home

economics, for ;5* languages, library science, and education. Women

receive 10 percent of the bachelor's degrees awarded in business and manage-
ment, 6 percent of those in agriculture and natural resources, and 1 per-
cant of those in engineering.

Women fare no better in the noncollegiate sector of postsecondary
education. Though they are well represented among vocational-technical
education students, they cluster either in fields that are not job-re-
lated (homemaking and consumer education) or in those that lead to
low-status jobs (e.g., office skills).

Chapter 3 explored some of the factors connected with the lower
status of women in postsecondary education, emphasizing particularly the
sazﬁékzation process and its adverse effects on the self-esteem and
achievement motivation of women. Often the lower educational and occu-
pational achieveménﬁ of women is attributed to their internalization of
the‘sex nor@g of our society. If one accepts the notion that these norms
are pervasive and that they are inculcated early, it becomes all too easy
to say that nothing can be done by the time the student is in high school.
An understanding of how the sexes develop in our society should not be
used as a justification for perpetuating inequities. Yet our schools,

colleges, and other educational institutions may be gullty of doing just

[iv]

that. In this chapter, w

i

that may have diseriminatory consequences for women. Three areas are

135
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explored: the information that students use in making postsecondary de-

cisions; admissions practices; and special programs for their absence.l
For each section, we have drawn on all three of our data sources,

reviewing the research and theoretical literature, analyzing statistical

reports, and conducting exploratory studies designed to throw light on

issues that have not been investigated before.

THE ROLE OF INFORMATION

As they approach graduation, high school students are inval.cd in

Should they continue their education; and, if so, in what kind of insijtu-
tion? If in a goilege, which one? In making these decisions; they ar-
influenced by the information théy receive during high school. Scﬁe

of that information comes inbthe form of guidance and advice from coun=
selors, teachers, parents, and peers; some comes in the form of sco:es on
tests that purport to measure interests and aptitutdes; some comes from
publications such as encyclopedias of occupations, college admissions
manuals, and institutional catologs. This section examines the role of
each of these possible sources of information, looking at the kind of in-
fluence it may exert and the sex bias it may contain.

Influence of Counselors.and Others

In 1960, high school seniors in the H@?ject TALENT sample were asked
about the kinds of adviee they sought: from whom, how often, and about
what. Tables 40 and 41 show the proportions of students seeking advice
from each of various people available to them, and the types of problems

discussed. Sex differences emerged. Thus, boys were more likely to talk’
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over their postsecondary plans frequently with their fathers, and girls
with their mathe:s.glin addition, a higher proportion of boys sought
out counselors more often, whereas more g{rls discussed their plans with
peers and other adults frequently. Boys were more likely than girls to
discuss college plans, high school work, and personal problems with
teachers, Pfincipalé, and counselors; boys and girls discussed post-
bighsséﬁooi jobs with about the same frequency.

i

Nis data provide further insights into how young people arrive at de-

-cisions about what program they will -take in high school and about what

n five students--

-

they will do after graduation (tables 42 and 43). Four

[

ve

!

of both sexes and all racial/ethnic. groups—--said that they themse

were primarily responsible for these decisions. Parents exerted a greater

_influenae on postsecondary plans than on choice of a high school program,

[

whereas counselors were more influential in decisions about high school

program than postsecondary plans. Peers also exerted some influence on
both decisions. A somewhat higher proportion of girls (24 percent) than
boys (22 percent) said that they had ‘discussed their postsecondary plans
with counselors, and about equal proportions (9 percent) said éhat coun=
selors had influenced ﬁhairlplansg

Minority students are apparently particularly apt to look to others

=

‘or advice. For instance, 30 percent of the black students and 26 percent
of the Hispanic students said that counsgl@rs influenced their choice of
a high school program, compared with only 13 percent of the white students.
Sixteen percent of the Hispaﬁics and 21 percent of the blacks, but only
7 percent of the whites, felt that counselors had influenced their post-

secondary plans.
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A further analysis, which controlled for high school prbgram and
father's education, revealed other important differences among racial/

ethnic grcugs_' Of students whose fathers had not graduated from'high

schaal) lack students indicate more often than white students that parents,
other relatives, peers, and counselors influence their postsecondary plan
(table 44). However, these findings do not hcld true for students whose
fathers are college graduates. Table 45 illustrates the extent to which

students discuss their plans with different adults and peers. All groups,

independent of sex, race, and father's education are more 1ikeiy to
discuss their plans with parents and peers thanlahy other adult group.
However, black men aﬁ"wamaﬁ are more likely than white students to discuss

their futur Elans,with?ccuﬂselcrs.
Father's education--one component of SES--was also an influential

factor. Students were more likely to discuss their plans with their parents

if their father was a college graduate than if he was only a high school

graduate. ln addition, black men with college-educated fathers'ware

much more likely than either black women, white men or women to discuss

their plans with counselors.

In a 1965 follow-up of the 1960 Project TALENT survey of high school

seniors, respondents were asked what important decisions they had made
that they later regretted. The sexes differed én this point in that more

men reported that they were sorry that they had not gone on to college
or that they dropped out once enrolled; whereas more women said they
regre t a their choice of a college

It is somewhat alarming to find that, though "failure to obtain

education after high school is inversely related to discussing higher
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' education with the counselor" (Flanagan et al., 1971, pp. 5-8), there was

no systematic relationship between satisfaetigg with college cheoice and
discussions with the guidance counselor. Reporting these results, ﬁhe
authors comment: "This failure to find systematic trenés where they would
logically be e#pestéd poses some rather serious questions concerning the
effectiveness of high school quidance programs" (Flanagan et él.; 1971,
p. 8-13). |

How do students fhemselves feel about the quality of the counseling
they receive in high school. Returning to ‘the NLS data, we find that
Qgiﬁiéné di?fereé according to the sex and race of thp respondent. Black
mén tended to be more favczéble than any other group with 83 pereeﬁt of
those whose father had a college education rating the guidance and counsel-
ing ‘at their school as good or excellent. Most white men were also
satisfied, with 61 percent rating the counseling service good or excellent.
Women tended to be less satisfied; high ratings were given to the counseling
service by only 54 percent of the white women and ‘41 percent of the black
women. Does this signify disparity of treatment between the sexes? Do
counselors, for example, take the postsecondary decisions of girls less

seriously than those of boys:; Do they give them poorer advice? The data

-.do not indicate the answers to these questions. The interchange between

counselor and student--especially the content of that interchange and the
quality of the information given by the counselor--needs systematic study.

Tests and Inventories

In our society, great emphasiz is placed on the zcores that students
used)by guidance counselors to advise students to attend or not attend
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college, to consider some occupations but not others; they are often

taken by the student to rePresent some absolute profile of hls/her

talents and interests.. In short, they may be a major 1nfluence on the

crucial decisio that a student makes. In light of their potency, it is
urgent that such tests be free f:c bias.

Interest inventories are perhaps the most é@ntr§versial of. these
instruments. Their advocates proclaim their multifold value: they facili-
tate the Stuaentis vocational exploration andabzéaéen career options;
they provide the counselor with a vehicle for understanding the student's
needs. Their critics, hawe&er; are skeptical of these claims. For
1nstance, Birk (1975) and others have questloned (1) whehher interest

inventories in their present form and use actually provide a bz@adenlng

experience for women, (2) whether they are effective in defining women's

interests, and (3) whether SES and other demcgraphle variables may not
be more powerful aaterminangsraf'a student's choices than méasured
interests are. I

Tanney (1975), reviewingithé literature on the impact of test language,

items affects test

(1

found no studies on how the lingistic structure o
results. She notes that criticisms of the empirical development of interest
inventories are much more damning.

Such a criticism is delivered by Tittle et al. (1974), wha,.in a
general discuéé;@ of interest inventories, pointed out that several test
developers constructed their inventories wholly on an empirical basis,
with little theoretical formulation to guide them. The difficulty with>

this method is that, empirically, this is a man's world, a world that

limits the options available to women by limiting their occupational choices

140




in ways that reflect cultural stereotypes. Thus, these inventories in

effect assume that what is is what should be.

Besides the shortcomings in the inventories themselves, the manuals

that accompanyjmm them are a source of race and sex blasi Test
administrators usually become familia®- with an instrument through the
manual, which describes the instr rument, recommends guidelines for its
use, and gives data on scale construction and validation. The test -
administra;ar’reaas the manual in ‘oerder to administer the inventory
in a standardized way and to interpret the results.

Birk (1974), after analvzing the manuals of four interest inven--
tories, noted that they contained both ExPllElt 1nstructlons and subtle
suggestions which, if foilawed, could have a negative.- effect on fghale
respondents. In a later paper, Birk (1975) cites as an example the

following passage from the Strong Vocational Interest Black (SVIB)

manual: "Many young women do not have strong occupational interests,
and they may score high only in certain 'premarital' occupations.... In
probably be based on practical considerations--fields that can be pursued

part~time, are easily resumed after periods af unempléyment, and are

readily available in different locales"
guidance cgﬁnselor takes this advice‘éa heart, the result is hardly likely
to be'a broadening of the career options of the female client. On the
contrary, her options will be narrowed to low=-status, poorly paid
occupations. Moreover, iﬁ may be conveyed té her that her career éhgices‘

are not to be taken seriously.
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Other Guidance Materials

Young people are exposed to a variety of other counseling and
guidance materials, in addition to interest inventories, that may be sex-
biased. These materials include handbaokéAana,“ensyglepeéias“ designed
to give infoﬁmation on various'occuéations, college admissiéns mangals
desiéne& to help students select institutiens; and cétalogs Publishéd
by the institutions themselves and designed to attract and inform students.

Though analyses of the text of career guidance materials are scarce,

Examining illustrations showing "career rep:ésenﬁatives" in the 1972 edition
' !
of the Occupational Outlook Handbook (OOH), the 1972 edition of the

Encyclopedia of Careers and Vocational Guidance (ECVG), Volumes I and II,

and assorted career pamphlets, Birk, Cooper, and Tanney (1973) found definite

‘evidence of bias. Career representatives in high-level (professional,

technical, and managerial) positions were mostly men; indeed, pictures of

= £

men Pﬁedbminatea iﬁ all occupational categories but one, clerical and
sales, where 54 percent of the illustrations showed‘women. Moreave§f men
were more often depicted performing exciting ana challenging tasks;sfor
instance, one in four were active in their postures, camﬁared with only

7 percent of the women. About one in four of the male career representa-
tives were shown in outdoor settings, compared with only 4 percent of the
female career representatives. Men were shown working éutan@méusly, whereas
women Qeré cast as assistants. One-third of the waﬁen were shown in a
helping role, compared with 12 percent of the men. Although women and
minority-group members were occasionally depicted in néntraﬁitional

occupations, rarely were men shown in traditionally female occupations.
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To discover whether recent efforts by wcmén's groups and others to-
end such sex bias had met with anyrsuccess, the same authors did a follow-
up study of illustrations in the 1974-=75 OCH. They found that women were
underrepresented in comparison with their proportions in thé labor force,
whereas minority-group members were slightly overrepresented. (Birk,
Cooper, and Tanney, lS‘?S);2 The same patterns were found in the depiction
of men and women--with  respect to environmental setting, theme, activity;
and DOT classification--as haﬂrbeen found in the earlier stﬁéy, A?paréntly;
efforts to end race bias have been somewhat more effective than efforts
to end sex bias in such materials. These findings takeian signﬁﬁicance
when one realizes that QOH is a popular and widely used guide: éver 80,000
copies of the 1972-73 edition were distributed to high school, college,
and other educational guidance centers.

The research team at the Highefbﬁﬁucatisn Research Institute conducted
a content analysis of the illustrations in the 1974-75 edition of the ECVG
and of the OOH, with similar results. Only 11 percent of the ECVG
illustrations and 17 percent of the QOH illustrations represented women
alone, though they constitute 39 percent of the labor force. Another 14
percent of the illustrations in the ECVG and 1l percent in the ggg!aégigtea
representatives of both sexes. Blacks were underfegresentéd in the

ECVG (3 percent of the illustrations, as compared to 1l percent blacks

in the labor force) but overrepresented in .the OOH (18 percent). Table

46 shows other results of this analysis.
Vetter (1975) looked at a somewhat wider range of publications, including

(1) student materials listed in the Vocational Guidance Quarterly's current

bibliography of career literature published in 1970 or later, and (2) other
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publications listed in two bibliagraphies §f commercial and noncommercial
mg%eriélsg The conclusions were much the same: 61 percent of the illus-
trations depicted men only, 21 percent depicted women.only, and 18 percent
were of both. Men were more often shown in outdoor sattingsir In the
second group of materials, 11 Pg:éent-cf the men and 15 percent of the
women were black, ﬁhergas 4.percanﬁ Qf!the men and 3 percent of the women

were members of other minority, groups. About half the men and two-

thirds of the women were p@rtrayed'in Ercfeésiﬂnal occupations (as

 compared with 17 percent and 16 percent, respectively, in the labor force).

- positions, no illustrations showed this. Although over one in three

women in the labor force work in clerical positions, only 12 percent of

the illustrations of women showed theﬁ in clefical positions. Vetter
raises the guestion of whether career materials should represent the status
guo or should seek to give some picture of the future (when, ideally,

women will be more evenly distributed émangvvaricus occupations). She
c@ﬁcluées_that, since these materials will be used by students to plan
their future lives, the latter alternative is pfefe:abléz better to depict

what should be than what is.

In a content analysis of these same assorted career guidance materials,

Vetter, Stockburger and Brose (1974) found that men and women are depigteé

in illustrations and mentioned in the text in significantly different
proportion within the ten general census categories of occupations. Slightly
over one-third of the materials mentioned that women have different career
patterns than men, and 30 percent mentioned working mothers. The pro-

noun "he® was used most frequently, followed by you, and with she being
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out, it is difficulty to known whether the writer is using he or men or -

- 134 -

sed least fzequently. 2H§aauth@rsc©ncludeﬁ that most of these materials
are guilty of stereotypic representations of the sexes.
College admissions manuals are similarly slanted, according to a study
by Tittle et al. (1974). For instance, in the American College Testing

\ACT) program's Using ACT on Campus (1972-73 edition), both the item writer

and the stuﬂant are referred to as he, and all sample profiles and examples

given are of males. Similarly, the Comparative Guidance and Placement e

Program of the College.Entrance Examination Board (CCEB)céns;stentlyr'f to

counselor, faculty advisor, and student as male-. Usage ;g_;he ACT Coun=

. selor's Handbook (1972-73 edition) is mixed, with the student sametlmes

referred to as he and sometimes as she in inconsistent and illogical fashion.

Is this use of the masculine pronoun so important? After all, some

masculine pronoun may convey either sex, when the sex of the individual

is unknown. While not denying that this usage is tgéaitianal, we (and
many others) are wary of its effects. As the American Psychological

Association Task Force on Issues of Sex Bias in Graduate Education pointed

any other such mascullne form to refer to a specific man or human beings

in general. For instance, iz the author who refers to a hypothetical

Ehys;c1an as he doing so because the maj@riﬁy of physicians in this country
are male, or is the author using the generic he? The Task Force concludes
that "perhaps...when 'she' is not includaﬂ; 'she' is; indeed, not ineluded.”
In any case, the report notes, if sophisticated readers such as members of
the Task Force cannot tell whether he refers to an individual or is used

generically, what can high school students make of such usage? It is likely

4,.
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that they will get the impgression that "women are less important,...that

there are fewer women in the world" of work. iinguistig structures

determine our thinking to a greater extent that most cf‘us realiée!
Another common source of information for high school students making

postsecondary decisigﬁs are institutional catalogs, which may affect

éccess in that they either attract or discourage students. An analysis

of these eata;cgs can uncover disé:iminatcry attitudes and practices with-

in the institution that -affect both the access and progress cf women

practices). We undertook such an analysis, using catalogs from a random v

sample of 100 collegiate institutions and 19 proprietary schools (see appendix

B for a list of the sample) . The method ¢f analysis was as follows:

We tallied the number of half-pages for each catalog and calculateia

percentage for each sex, based on how many half-pages were devoted to men

and how many to women. Photographs of faculty and administration were

yzed by sex, as were departmental descriptions. Items that could be

et

ana

considered descriptive of an envirenment faverable to women==such as special
services for women students, extension or nondegree programs, women's
studies, and women's athletic programs--were noted. (See table 47 for a
summary of these analyses.) Data Were grouped according to type of insti-
tut%ms four-year' college (and university), two-year college, proprletary
school: Single-sex institutions were analyzed separately. (See agpen&};
B for a fuller description of the methodology.)

Overall, the results indicate that institutional catalogs devoted
far more épace to men than to women, with four-year colleges and universities

being the prime offenders: 23 percent of the half-pages were devoted to men,
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fewer than 1 percent to women. Two-year college catalogs devoted 16
percent of the half-pages to men and 2 percent to women. Proprietary
school catalggs were most equltable in their treatment of the sexes, with
14 percent of the halfﬁpages devoted to men and 9 percent ta women .
Faculty distribution by sex follcws the same pattern. Three-fourths
of the faculty at four-year colleges and universitites, and 70 percent
at two‘yeaf colieéesbaretmegz At béth types of institutions, the
proportion of men was highest at the level of full professor and assistant
professor and lowest at the unranked levels. Proprietary school were
somewhat_more"balancea in that 59 éercent of the faculty were men and 41
percent women. College administrations were male—daminatéd:éﬁ the upper
and middle levels, though far greater proportions of women Qe;é found at

the associate dean level and in counseling services. Again, proprietary

schools differed somewhat f;cm collegiate institutions in that, while most

presidents and v1ce—pr251dents were men, slightly more women were found

in middle-level aaministration and at the dean level.

Prqggigtary schools tended to provide fewer special Pr@graﬁs for women

than dld collegiate institutions, possibly because these school provided
fewer student services in general. Catalogs from collegiate institutions
mentioned special services for women only infrequently: Only 2 percent of

the four-year colleges and 1l percent of the two-year colleges mentioned

wgmen's(cente:s, and the same proportions mentioned child care; & percent

four-year colleges and 1l percent of the two-year colleges mentioned women's

studies. BAbout half as many college catalogs mentioned women's varsity

TR

147 | R



O

ERIC

Aruitoxt provided by Eic:

- 137 -

teams as mentioned meﬁ's, and about half specified a degree in women's .
physical edﬁcatiénf While departmental descriptions did not necessarily
specify the sex of the students, those that did (ranging from 12 percent

of the descriptions of course offerings in psycﬁolagy to 43 percent in
education) mentioned men; no department specified women.

catalog illustrations déalt saméwhat différently with men and women.

Over all, more than a third in all three types of institutional catalogs

catalogs, and 29 Eércénﬁ of th@se in two-year catalogs, showed women only;
and 45 percent of those in proprietary school catalogs showed women only.
Gthar striking differences emerged: for instance, except in some of the
four-year college catalogs, women were never shown in technical laboratories,”
either alone or with men; men were shown infrequently in pictures portray-
ing nurses. Illustrations of c¢ontact sports depicteé mén almost
exclusively, whereas women were frequently pictured alone in dance and
exercise activities. Men predominated in pictures of faculty and adminis-
trators.

zhé'catalégs of most institutions (64 éercent of the four-year colleges,
66 percent of ﬁhe two-year colleges, and 43 percnet of the proprietary [
schools) contained affirmative action statements,iséme of them (46 percent,
22 percent, and 21 percent, respectively) mentioning sex specifically.
Ncnéthéless; college catalogs seem to focus on men, providing few role

models for women. The impact that these catalogs have on high school

students can only be-surmised, but it seems likely that they amy suggest

to many that options for women in postsecondary education are limited in-

deed.
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though often in subtle ways. To what extent are high school students ex-=
posed to such materials? To answer this question, our research team con-
ducted an eﬁpla:at@ry study of six large high schools located in a metro-
politan area on the West Coast and selected to represent a range of stu-

dents. with respect to racial/ethnic background and SES. Two of these

high schools were predominantly white, and middle- or upper-middle-class;

o]

ne was a racially balanced middle-class school; one was a black middle-
class school, another a black lower-class school and the sixth a pre-
dominantly Mexican American lower-class SEhDCl-B

The catalogs available in the library of one school were analyzed

on the basis of the environmental characteristics of the intitutions they.

represented. Most were catalogs from academically competitive colleges.

Whether the high school librarian requests these catalogs or whether these

colleges have a more aggressive recruiting campaign and thus are more likely

ot
o

distribute their catélogs to high schools without being requested to
do go is not known. What is important to note here is that high schools
students are likely to be exposed to information about a rather limited

group of postsecondary institutions and thus may not be aware of the variety

. . . . . o \ 4
of institutions in the nation and the diversity they represent. The

. other types of guidance and reference materials on colleges and on careers

varied considerably from one high school to the next.
Talking with the guidance personnel in these schools, the staff learned
that most schools.depend heavily on free materials, simply because funds

for other materials are not available., Career counselors at two of the

inner-city high schools emphasize that audiovisual materials were needed
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to reach a broader population of students but that the costs of such

materials--and the equipment required for them--were prchlb tive. Another

counselor, while agreéing that audiovisual aids were in many ways useful,
remarked that most film strips presented only sex-stereotyped OPthnS

to students.

In short, the information that high school students get as they

attempt to make postsecondary decisions appears to be limited and biased. i
The effectiveness of counseling services is uncertain; interest inventor- '
ies have been criticized as biased, with respect not only to sex but

also to race/ethnicity; and other materials that high school students

may turn to £Qf information and guidance generally givgran unbalanced

picture of the sexes that may suégest to girlé%ﬁhat their educational and -
occupational options are 11m1ted, and--what is worse--that this is how

it should be because women are inferior to men in academic and leaderghip

abilities.

ADMISSIONS -

As an expression of mounting concern in the late 1960s that selective
admissions policies at the nation's colleges and universities might penalize
minority-group ﬁembers because of their inadequate high school preparation,

two national conferences focused on exsmining barriers to higher education.

At the first, The Campus and the Racial Crisis (American Council on Edu-

cation, 1969), Alexander w. Astin reviewed the impact of selective ad-

missions of minority access and persistence, concluding that admissions
y , s .
practices based on high school grades and standardized test scored did

indeed tend to execlude minerities. At the same time he suggested that,
O
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since the dropout rates of black students attending white colleges were
lightly lower than would be predicted from their high school grades and

test scores, colleges could afford to introduce aé&;t onal CrltEfla——Erlterla

b

that would promote the admission of minority students and thus make for

greater racial integration in collegiate institutions--without damaging

their images or lowering their performance standards.” Astin commented
that higher educational institutions might better serve society if they
aimed not at picking "winners'"--i.e., those students whose abilities and

=

past achievements virtually guaranteed that they would persist in college

--but at admitting those students most likely to benefit from their pro-

adversely; and if so, what aspects of the process have negative conseguences,
and in what ways are women affected? Unfortunately, no national statistics
on the ratio of acceptances to applications exist that W@uld permit us to

assess the extent to which women are discrim ataa agalnst by not being

__accepted on the same basis as men. Our earlier review on rates of partici-

pation made it clear that women are disproportionately enrolled in certain
types of institutions and programs, but to what extent that imbalance implies

that cther types of institutions reject women applicants é%)nct known. We

will review the best evidence available, however, in an attempt to clarify

the situation somewhat.
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In "Institutional Barriers to Women Students in ngher Education,

(l§73), Pamela Roby, confronted with the same lack of national statisties,

order to ascertain, though only partially, what is happening to produce

lower participation and attainment rates among women. She bbserves that

since women graduate from high school with better grades than men and

also make better grades in college, their lower participation

in college and later in graduate or professiona%ﬁééula result from institu-
tional policies to maintain highér standards for the admission of women

than men. Her solution is sim nply to admit more women, since women per-.

form better. Roby does not deal, however, with applications and accéptancesg
That is, how many femaie;high school graduates actually apply to Ggliege,

and how many female college graduaées apply to graduate or professional
school? Our review of the data on aspirations shows that; at every level

of the educational system, women have more modest aspirations than men da;
Perhags; rather than relying solely on admissions procedures, péstsecondaty

institutions should develop stronger recruitment programs to attract women.

One study specifically designed to examine differential practices

and Clifford (1970). Specifically, the inve%%%gatcrs were interested in

learning whether an_applicant's race or sex affected the likelihood of .

his/her being admitted to college. They predicted that a black applicant

of either

ex would be preferred to a comparable white candidate and that,

4]

independent of race, men would be preferred to women. Identical applica-
tions--except for variations in the race, sex, and ability level of the

applicant--were submitted to 240 randomly selected institutions; acceptance

152



O

ERIC

Aruitoxt provided by Eic:

or rejection constituted the dependent variable. All other things beiﬁg
equal, men were more freguently accepted than women, and this was parti-
cularly so among students at lower ability levels. The authors concluded
that women are more likely to be discriminated against in college ad~
missions when they are of modest ability; since more people of both sexes
are of average or low ability than of high ability, such diserimina-

tion penalizes women more often fhan it does men.

To learn whether women applY to as many different institutions as
men do, and whether they get accepted in equal proportions, we ex=
amined data gathered from freshmen entering colleges in 1973. As table
48 indicates, the proportions of men (20 percent) and of women (19 percent)
who applied to three or more colleges were about equal. Since 16 percent
of each szex wefé accepted at three or more institutions, and since slightly
fewer women submit this many applications, women fared slightly better
than men in terms of acceptances. Nevertheless, close to half of each
sex applied to only one institution, and in this case, women did not do
as well as men: 6 percent of the men and 7 percent of the women Qere re=
jected.

As chapter‘2 indicated, women are not enrolled in selective insti-
tutiénspro;crticnaté to their representation in the college population.
To clarify this situation, we analyzed. 200 profiles of students from the
fall l§75 entering freshman class. The CIRP survey asked students to
list the names of three other institutions to which they had applied and

to indicate whether they had been accepted or rejected. Since students

attending selective = 5 are more likely to have applied to one

or more institution; we chose for analysis a sample of 20 selective insti-
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tutions, including public and private universities and private four-

year colleges (see list in appendix C) and then selected a random sample

of 100 men and 100 women from these 20 institutions; the only criterion
for inclusion was that the student named three other institution to which

institutions were then coded by a selectivity

\H

he/she had applied. Those

index representing the mean Scholastic Achievement Test (SAT) score

(mathematics and verbal combined) of all students attending that institu-
Table 49 shows the proportion of students who had applied to institu-

tions at .each selectivity level and the rates of acceptance, separately by

applicants at the first and third levels, and men outnumbered women at the
second level. At each level, a higher proportion of women than of men
accepted. This finding confirms, in part, the findings of Walster, Cleary,

and Clifford reported earlier in this chapter: That is, highly able women

(such as the women in this sample, who were enrolled in selective institu-
tions) fare well in college admissions. If sex discrimination Dccuqﬁs,
it is probably among less able students.

Another exploratory study was carried out to identify those factors

most important to students seeking admission to colleges and universities

o]
Hy
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and to determine which factors operate differentiall mer .

The technique used was multiple regression; analyses were carried out se-

parately for each of four groups: white women (N=609), white men (N=846),
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nonwhite women (1,062), and nonwhite men (N=991). All the sﬁudents in
thErsamg%g were under 30 years of age. The predictor variables included
both student charactaristigsg and relevant inéf%itutianal characteristics.
The dependent variables were (1) number of applications to college a
student had made, and (2) distance from home of the institution the
student had Enrolléd in. Our premise was that women who applied to
several colleges and who were willing to enroll in institutions some
distance from their home were also women willing to enlaggé their options.
Thus, we wanted to identify the characteristics of those women and to
compare then with those of men, separately for white and nonwhite students.
Our findings for the dependent variable of submittingxmultiyle appli=
cations were as follows. White women who applied to four or more
institutions differed from those who applied to fewer institutions in
Jewish backgrounds, and were somewhat younger. They were also more likely

plan on a career as a medical doctor, to say that the opportunity for

rt

L8]

Us]

rapid advancement was a reason for choosing a career, and to have liberal-
views about appropriate roles for wamen7.' They were also likely to have 1
highly educated fathers. t 7 .

In contrast, nonwhite women who made multiple applications were more
likely than those who did not to havevhighly educated mothers. Further,
they tended to cite ﬁhe availability of financial aid as an important reason
for their choice of an institution, to choose selective institutions, to
rlan on a career as a mediéalrdéctorp ag& to be unmarried and not dating
at the time of the survey.

Of the men who submitted multiple applications, the white men tended

ok
ot
o
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to come from Jewish backgrounds, to have highly educated mothers, to have
high degree aspirations, and to enroll in predominantly male, selective,
affluent institutions. Nonwhite males Qho submitted multiple applications
presented a somewhat different picture: Like the whites, they tendadét@
have high degree aspirations, and highly educated mothers. In addition,
however, they were distinguished ﬂgan nonwhite males who did not make
multiple applications by planning on careers that would enable them to con-
tribute to society and by having liberal views regarding sex roles. They
were likely to say that the advice of a counselor was an important factor
in their choice of a college, as was the availability of financial aid (also
true of nonwhite women submitting multiple applications). They planned

to work while in college and felt'ihey might have to drop out afjéollege

temporarily because of financial constraints. In short, they emerged as

way from

T
1]

F) :
For the second dependent vargabiéi*atténdagéé at a cal;eg

]
[s]

home--distance between home and college was assessed on a scal £ five
miles or less to more than 500 miles. The further the distance of their
college from home, the more likely white college women weare to repogﬁ

thaﬁ they had been acgegtei at more tﬁan one college, that their fathers
were well-educated, that they had high degree aspirations, agé that they
came from other than a Catholic background.

areer

In addition, they cited intrinsic interest as a motive in their

vy

choice, and the reputation of - the college as an important reason for their
choosing it. Nonwhite women attending colleges far from home were likely to

report that both their parents were well-educated, that they élaﬂned careers
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in the arts, and that they gave high priority to the life goal of influenc-
ing social values. They frequently expressed financial concerns and in=
dicated that the availability of financial aid was an important considera-
tion in their choice of college.

The impression that one gets of the women, white and nonwhite, who
were willing to apply to a number of colleges and to enroll in a college
distant from their homes iskthat they were highly motivated, and-career-
oriented. Finances obviously created problems for the nonwhite women in
this érDEPE—ﬁQt surprising, since they were living away from home and
attending relatively selective institutions. Our analyses do n@t a1low
for causal inferences: That is, it is impossible to say whether willing-
ness to make multiple applications and to live away from home opens up
options in college and career choice that these women might not other-
career plans give them greater freedom to move out and upward. We can say,
however, that highly motivated women are also more imdependent and more
willing to consider multiple alternatives, thus enlarging their opportuni-
ties.

Admission Criteria

It has been charged that the criteria which higher educational insti-
tutions use as a basis for admissions discriminate against women. Before
such a charge can be substantiated or dismissed, it is necessary to know
just what admissians‘criteria various institutions do use, ana then to
decide whether the application of those criteria might work to exclude
women. To this end, then, we examined information on admissions criteria
provided to us by eight institutions: four technological institutes and
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four four-year colleges. The overall impression that emerged from this
analysis was that institutions either do not keep very good records of
applications and acceptances or are unwilling to reveal them. Nonetheless,
it seemed generally clear that the grades the student earns and the courses
he/she takes in high school are important considerations in admissions.
Since girls generally make better grades than boys, they have the advantage
on the first criterion. But since they are usually poorly prepared in
mathematics and sciences-~-courses that the technological institutes

particularly emphasize--they are at a disadvantage on the second.

The following are brief désari§ti%uipr§files based on the information

Institution A was a state-supported, coeducational technological
institution offering a four-year program. Women constituted 28 percent

of the enrollment. Overall, the ACT scores of men were better than those

of women enrolled in this institution: 85 percent of the men, and 80 per-
cent of the women, made a score of 25+ on the ACT; 15 percent of the men
and 19 percent of the women scored 16 or less. But 71 percent of the women

had high school grade averages of 3.5, compared with only 50 percent of

- the men.

Institution B, another tecﬁnological iﬁstituti@n, required at least
a2 2.0 high school grade average and looked for a strong-math and science
background in its applicants. ACT or SAT scores were not used for admissions
but served as aids in course placement -and guidance. Women constituted 32
percent of the students.

Institution C, an engineering institute, required a 2.0 or better high

school grade average, in addition to four years of English and two years of L
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algebra in high school. - Test scores were not considered an important
criteria in admissions., Of 151 applicants, 94 percent were men, and 6
percent were wgmen; |

Institution D, a technological-institute, required an SAT-Verbal
score of at least 450, and an SAT-Math score of at least 500. A high
school grade average of at least 2,§ is required. In addition, students
must have taken courses in mathematics, chemistry, physies, and general
science. Of the students accepted in the fall of 1975, 16 percent
were women.-

Institution E, which of all the four-year colleges provided us with
the most complete admissions information, claimed that the chief criterion
was high school performance as measured by grades, followed by class rank
and SAT scores. For the total ingitutian, 73 percent of the male appli=
cants and 68 percent of the female applicants were accepted in 1975. There
were, however, differences by school. Thus, women fared better than men
in the School of Allied Health (56 percent of the women, and 35 percent
of the men, who applied were accepted ) and in the School of Education (73
percent versus 60 percent). Women also did slightly better in the two

schools that were predominantly male: In the School of Engineering, 83

'percent of the male applicants and 84 percent of the female applicants were

_ 8 ,
accepted ; and in the School of Management, 66 percent of the male applicants

and 68 percent of the female applicants were accepted. In the College of

Institution F requires a 3.1 high school grade average, plus the

following course preparation: one year of history, three years of English,
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two years of math, one year of a laboratory science, two years of foreign

languages, and one or two years of advanced courses. Test scores were

considered primarily in the case of applicants with grade averages between

Women constituted 46 percent of the enrollment.

\m\

3.0 and 3.0

Institution G considered high school grades ("a strong B average")

and courses taken (four years of English, three years of foreign language,

three years of math, two years of laboratory science, and two years of’

social science) the most important criteria. Use of test scores in ad-

missions was optional. Recommendations and personal 1nterv1ews were emphas

{

Women constituted 51 percent of the enrollment.
Institution H reguired a 3.0 average for admission; SAT scores were
not considered. No information on male/female ratios in either applica-

tions or enrollments was given.

Dﬁi%iously, women were at a disadvantage in applying to technological

institutions because of the strong emphasis placed on mathematics and
science, in which women are generally deficient. But it is curious that

women fared so badly, in terms of proportions of applicants accepted, at

the single four-year college that privided us with fairly complete in-
formation, particularly since the institution claimed to give primacy to
the criterion of high school grades.

Another type of information was available to us throﬁgh interviews

s 1]

‘s .. , . . s 8 e
with admissions officers at 19 Exxon-study institutions . When asked if

an applicant’'s sex was considered in the admission process, eleven said

that it was not. Two reported that, because of housing limitations, the

did take sex into consideration; another reported that this had been the

- case with them in the past, before co-ed housing was introduced.  One

s
o
=

sized.
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officer reported that the institution had always enrolled more men than
women and that if, in the future, they were to accept a larger proportion
of women, a decision might be made to hold a balance between the sexes.

One college had guidelipes that dictated a maximum male enrollment of
3,000 and a minimum female enrollment of 1,000; further, they considered
applications separately for each sex. Another admissions officer reported
that they accépted the same proportion of male and female applicants

and that‘m@re men than women applied. Of the three remaining institutions,
one was single-sex, one was attempting to recruit men, and one was
recruiting women.

Housing limitations, the maintenance of a balance between the sexes,
enrollment quotas, and proportional acceptances can all constitute dis-
criminatory practices in cases where a large number of-highly qualified
women apply to an institution; some of them may find themselves rejected
in favor of less-qualified mdle applicants. Only one institution in the
Exxon sample was taking the affirmative step of actively recruiting
women .

The two efforts to examine admissions practices reported in this
section were both based on inadequate samples and serve only to suggest
possible directions for a larger-scale and more systematic examination of
stated admissions criteria, their application, and their .effects on the

sexes--especially their possibly detrimental effects on women applicants.

Admission to Graduate and Professional Schools

A number of research studies have been directed at the gquestion of

whether women are discriminated against in graduate and professional school

admissions. For instance, Bichel, Hammel, and O'Connell (1975) chserved
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that applicants fared best in departments that required preparation in
mathematics since there were fewer applications to such departments and
thus a greater likelihood of being accepted. Relatively few women, how=
ever, apply to such departments; most apply to departments that have very high i
application rates; thus, women do suffer in admission to graduate study.
The authors concluded that this differential pattern cannot bhe blaﬁea on
discriminatory institﬁti@nal practices but rather must be attributed to-
earlier socialization that produces differences in the kinds of courses
taken in high school. The fields that women are Preparéd to enter tend
to be overcrowded, to have low degree completion rates, and to offer
poor job prospects. 8 ez aﬁa&d&&ﬂ Br’?&’d‘zA
Retrospective studies of graduate students &H, 1968; Centra, 1974)
and medical students (Campbell, 1973) indicate that women in these groups
feel that they were discriminated against both in admissicns and during
their training. The NIH report was based on a study of college graéuates
of 1961 who went on to graduate school. It revealed that women faced |
three major obstacles to entry: financial difficulties, family resgansihilis
ties, and lack of an avaﬂéble graduate program . Women graduate students
also cited a number af-changes they felt would- encourage the entry of more
women into scientific and medical fields. They included: allowiﬁg part=
time training, providing day care facilities or allowances, increasing
training stipends, and giving greater recognition to women in these fields

(NIH, 1968). As regards their graduate school experiences, 15 percent of

sex discrimination in admissions (Centra, 1974). Campbell's report on

women in medical schools--which is more a case~study exploration than a
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Ssample survey study--not only categorizes and documents forms of
discrimination but also suggests coping mechanisms. The study reports
that recruitment and admissions represent one of the forms of discrimina-
tion experienced by women in medical schools.

In 1972, the Task Force on the Status of Women in Psychology (TFSWP,A
1972) surveyed over 100 psychology departments in an attempt to identify
discriminatory practices against women students and faculty. Asked to
indicate what criteria were used to assess an applicant's motivation,
criterion. Yet much eviden&e suggests that letters of recommendation often
contain sex-biased statements that may adversely affect a woman apglicaﬁt's
chances. For instance, one study of sexism in graduate admissions tallied
sexist comments that implied a lower level of expectation for women (e.g.,
"it would be good for a woman" or des&ribéd "marriage may deﬁer her"™)
traits irrelevant to graduate study (e.g., physical attractiveness: “"she
is a tall blonde"; marital and family status: "she has no children to keep
her Prééc:upied“). Only one of the 85 letters of recommendation for male
cadidates contained what might be regarded as a Eagist @omment, compared
with 11 out of 38 letters of recommendation fofﬁwaméﬁfézndiaétes (Lunnenktorg '
and Lillie, 1973).

Whether an institution permits part-time study at the graduate level
is crucial for women students who have family responsibilities. Many female
céilége graduates who would like to but do not pursue graduate studies or
who-start graduate studies but then drop out indicate that family respon-
sibilities and pressures are the major reason (El-Khawas and Eisc@ntisj /?7%),

Over one-third of the psychology departments surveyed by the Task Force
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indicated that they do not allow part-time graduate study (TSFWP, 1972).

tances to applications, found that, overall, Qomen agpligénts were somewhat
more likely to be accepted; in topranking sch@éls, however, the accep-
tance rate for men applicants was higher. The Graduate Record Examination
{(GRE) scores of those men tended to be higher than those of the women,

suggesting that the pool of highly qualified men applying to these schools

- is larger than the pool of highly qualified women who apply. Solmon's

data also confirmed the finding, reported earlier in -zhis -chapter, that

being accepted, even after test scores are taken into consideration.

SPECIAL PROGRAMS AND PROBLEMS

In chapter 1, we ﬂefineazeﬂucational access as encompassing not only
entry into a postsecondary institution but alsoc progress and atta}nment,
Once enrolled, the woman student often faces praoblems that siﬁply do not
confront the male student. These include her need for gynecological
sefviégsi child care, and athletic Pragfams and facilities. On another
levéi,‘wgmé;;ﬁaéd role models and, in some cases direct encouragement. . fﬂq\\\
If these ﬁeeds are not satisfied, she maygbecome discouraged and drop out. 1
attitudes, can .inhibit women's progress and persistence and thus may be
said to fall in the category of discriminatory practices.

In<é?r content analysis of 119 institutional catalogs (discussed
earlier in this éhapter), we found that gynecological services were avail-

o

able in only 6 percent of the four-year institutions and in none of the
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twa—feér institutions and proprietary schools. National Student Associa-
tion figures indicate that, in 1972, 537percent of all college and
university healﬁh services did not provide gynecological services, and
- 72 percent did not preséﬁibe birth control for women (Project on the
Statusrénd Education of Women, 1972) Campbell speaks out strongly on this
issue: "If complete general health care is offered to ﬁen; but women
- must go outside the health service (physically, finaneially, or by delayed
appointment) for care for uncomplicated medical problems of the sexual-
régroductive system, this is discriminatory " (Campbell, 1973, p.15). A
Project newsletter devoted to health services proéoses the following:
One ideal solution to the Prablemlof providing health services
to women (and men) which will meet medical and other needs
relating to sexuality involves the.estabiishment of a
complete birﬁh control and sex counseling clinic within
the schaﬁl health sfstem; Only theﬁ can the whole problem
be handled in a comprehensive, equitable, and feasiblé

manner for all studéhts, and within the student's £inan=

cial means and geographic accessibility. [Project on the
Status and Education on Women, 1972, p.9
Related to health care is the issue of providing psychotherapeutic

services appropriate to the needs of women students. Women need counsel-

ora and therapists who are cognizant of and sympathetic to their special ‘ .

conceptions of women and their place in society.
v ’
In a culture where the mother has primary responsibility for her children,

child care services operated in conjunction with postsecondary institutions

ERIC | é
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But such services were rarely available  in our sample of instituticnsz

Only 11 percent of the two-year colleges and 2 percent of the four-year

‘cclleges provided child care.

Recently, women's athletic programs and fac;llties and th31r fuﬁalng '

4 o the Slatees and

have been topics of fierxce ccntzcversy (SEE R in, 1374, Eeséigg, 1574),

Men have fcr many years been favored in thls area, rece;v;ng sg cial

privileges because of their athlat;c skills and preparation. For example, .

Lyt

[

outstandlng male athletes are typically given large szholarshlps. More-
over, monay 1s poured into male athletic programs and varsity sga;ﬁé,
which are)of course, a big ?usiness at same‘institutioﬁsg quén have not’
until recently received athletic schclarsﬁigs; and their athletic programs
have been slighted. Now, with new guiﬁelines for implementing Title ix
regulations, thé imbalance may be redressed. | -
More alfflcult to p;npo;nt than d€ficiencies in, or iack of, special
programs are the various subtle ways in which certain college environments
seem to discourage women's aspirations and lower their self-esteem. Usiné
léngitud%nal CIRP data on white men and women to assess how inséitﬁtions
may affect the student's aspirations, Drew and Patterson (1973) found that,
for men, the best predictor of aspirations at the end of fréshﬁéﬁ vear Qas
their academic self-concept; whereas for women the best predictor was
actual aptitude. Planning to get married while in ccllége negatively
affected women's degree aspirations. The authors concluded that, if
women are to aspire to higher levels of e&ucatioﬁ, they need some external
validation such as comparisons between their perfarmaﬁca'and the éveraga

performance of their age cohort'nationallyi .
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Other studies (Davis, 1969; Dickerson, LE?%; Holmstrom and Holmstrom,

1974; and TldbaLl; 1973 ) have dealt with the 1mp@rtance of role models

and of faculty attitudes toward women studentg in lnh;biting ox enhang;ng

the educational progress of women. These show, for instance, that many

women students believe that the male faculty members do not take them ser-
iously (Holmstrom and Holmstrom, 1974; Feldman, 1973). Moreover, women
graduate students E@ﬂsideringAwithdrawai from school aftenvgite pressure
arising from this lack of accéptance as their feasan§ Women students

do not usually have the same mentor-protegee relation with a professor

the male faculty member d@es not develop this relationship with his female

students because he does not believe they are adequately comm '1tted or
capable of becoming his successor. Davis (1%67), after informal interviews

with professors in sociology and anthropology conciudéd that male faculty
members typically have a negative image of women scholars, %Ee;ng them as
holding lesser or minority positions in the field, as less produ;tive of
publieaﬁicﬁs that contribute to academic knowledge, and as less likely to
be hired as professors in prestigious institutions. Another>feason that
the mentor-protegee relation fails to develop, it has been suggested, is.
fear of jealousy and resentment on the part of both sgénscr's ané.;£udent'5
spouse.

Further accounts of subtle forms of discrimination against women
are documented by Schwartz and Lever (1973) anﬁ by Bernard (1975), Schwartz

and Lever reviewed the experiences of undergraduate women at'Yale as they

\rﬂ\

began to enter that male domain. Bernard categorized types of male behavior

that have discriminatory consequences for the developmenﬁ of women during
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graduate and professional study and later, pointing out that lack of

encouragement ana supp n affect a women's self-image and, in turn,
her ability to persist in graduate school unt11 her tzaining is completed.
Freeman tested the "Hypothesis of the Null Environment" at the University
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environments from which women and men students come' (Freeman, 1972, p.3).-.
She found that far fewer female than male students thought that male faculty

approved of women's taking advanced study, and fewer still thought that

male faculty approved of their having a career. Though many articles
have been writteﬁ on the subtle forms of discriminstion that operate in
faculty student relations, they are chiefly subjective, anecdotal, ér‘
speculative. Systematic studies designed to document existing subtle

forms of discrimination and to analyze their effects on women are needed.

Other aspects of postsecondary institutions that may affect women in-

clude the availability of housing facilities and the regulations that govern

them, graduation requirements, and single-sex clubs or societies. Under
pressure from Title IX (see Buek and Orleans, 1973), many institutions may
begin to reexamine their PGllClES and practices with the intention of irnitiat-
ing changes and reforms. Yet attitudes and institutional atmosphere are

difficult to assess and almost impossible to legislate.

The differential participation rates, progress, and attainment of the

A1

sexes can in part be explained by early socialization and by such factors
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whether they will continue their education; and if so, in what kind of
p

as background and personal variables. Except perhaps for initiating
morc vigorous recruitment campaigns, institutions can do little to end
inequities that stem from these factors. But a variety of institutional

practices may also have an adverse effect on the educational aécésé ofywcmenk_
and these are more amenable to change. EEféré educators can make changes,
however, they must first become aware of disériminato:y practices. In this
chapter, welc@nsi&ered three different areas where reform ié needed: infor-
mation prior to the pastseécniary decision, admissions criteria and pro- |
cédﬁres, and special programs and problems.

Indhigh schéolg as students consider and reach decisions about what

they will do after graéqatiani—inéluding the all-important decision of

institution--they may draw on a number of sources for information. First,

they may turn to the people around them, including their parents, peers,

teachers, counselors, and other adulﬁsi Most students feel that they them-
selves are primarily responsible for their decisions about high school pro-
grams and postsecondary plans. Girls seem more 1ikalyrto discuss these
matters with their motheis, boys with their fathers; in additian, girls

aremore likely to talk with relatives, teachers, and counselors. Racial/

ethnic differences seem somewhat stronger that sex differences, however

[

in that minori?g_ﬁtudents are more apt to look to ot§%§5 for advice and to
feel that counséiéfs influence their plans. Generally, the role of
counselors is somewhat ambiguous: relatively few students go to them for
advice, and even fewer feel that counselors influence their plans. More-
over, the student's satisfaction with the postsecondary decision bears

no relation to his/her discussions with the guidance counselor. Black men
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are generally mast satisfied with the quality of the counsellng services
. . g
in high school; and white men slightly less so. But iny 54 Percent of

the white women and 41 percent of the black women~ rate the caunsel;ng

T

services as good or éxcellent, : B

Scores on tests—and par:

to measure the student's pr QE?ES'tiéS and orientation toward particular

occupations=-are another source of informationKthat the gyuaént may use in
making decisions about the future. But such inventories have lately Cémér
unéér severe criticism on the grounds that their empirical development lihits
their value for women; indeed, because ﬁhey offer her relatively few.
ogcupaticnaliéptians, they mayr£’va a reétrictive rather than a broadening
effect on her thinking abaﬁt a;ternativesi Moregver,“the manuals - that
accompany these tests and are used by counselors in intergretingj;ééultén
often contain sex-biased statements.

|

Other guidance materials are hardly less free of sex bias., For example,

men predominate as "career representatives" in the illustrations in occu-

patiénal encyclopedias such' as the widely ﬂlStrlb 1ted Occ patlanal Outloock

Handbook. Moreover, they are usually depicted performing exciting and
challenging tasks {then in outdoor settings) working autonomously, and
looking serious and dedicated. Women, on the other hgn&; are%usually depicted
as inactive, working as assistants or helpers, and s ,i;li'g féﬁ are shown

in outdoor settings. More recent-editions of these océupatipnal handbooks
have corrected some of the racial/ethnic biaséthat earlier editions con-
tained, but they have done little to improve their treatment of women. A
questlgn arises here: Should such materials portray the world of work as

it is (in which case, there would be more pictures of women as career re=
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presentatives, but chiefly in lcwer=level,positiéns) or as it should be
(in which case, WGmgn-might be deﬁicted more fréquently as representatives
of high-level careers., though in fact they are unﬂerrepresentéa ét these
levels in the work force). 1In addition to male-slanted illustrations,
the text in these occupational guides is usually addressed to men, with
the ubigquitous third-person maéculine pronoun being uséﬂ in those cases
where the. sex (of a student, of a.career iegrésentati?e) may be either
male or female. Colleggvadmissions manuals follow similar usage.
Institutional catalogs--such as are availab%e %p most high school-
libraries- or counseling centész=£end to ae§otéﬁ£;: ﬁcfe space to men than
to.women, with four-year colleges and universitites being the prime offen-
ders and Ercgrietary 5§hééls the most equitable in their treatment. Further
analysis of the content of these catalogs reveals that men predominate as
faculty and administrators at collegiate institﬁtians, particularly at

the higher levels; again, proprietary schools are somewhat more egquitable

with respect to the sex distribution of faculty and administrators. Accord-

ing to institutional catalogs, special services for women--e.g., gyneco-
logical care, child care facilitiés, women's studies curriculassafeﬁrare
at most types of institutions. Thus, despite their affirmative action
statements, most institutional catalogs exhibit sex biaé.

Though the research literature contains few studies of sex dis-
crimination in college admissions, one existing study of 240 inéi%itutians
indicates that all other things being equal, male applicants stand a better
chance of baing.acceptea than female applicants and that the sex differen=
tial is particularly"strong among students of average 6: low ability.

This finding was substantiated in a exploratory study on the ratio of
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acceptances to appllcatlans. Highly able women fare well in the college

admissions process, but those of lower ability m y su ff - discrimination.
Another exPlQratcry study conduzted for this project indentified the

characteristics of women who apply to a,number of colleges and Qh@ enroll .

i; ,ll eges-that are a considerable éistance from their homes~-both of

which may indicate high mativation; independence, and a willingness to

consider a wide range of options. Regardless of race, these women were

found to have higher degree aspirations and a stronger career orientation

than college women who did not make multiple applications or enroll in

colleges far from home. Moreover, they were 11kely to haver well-educatel

parents.’ Concern about finance and the availability of financial aid were

u‘“"

college choice among nonwhite women.

important determinants of
An analysis of the criteria that four-year colleges and technological .
institutions use in admissions decisions indicated that the grades the

student earns and thecaursesthat he/she takes in high scha31 are of prime importance.

‘Women have the edge on the Ei:st criterion, since they generally make

better grades in high school Ehan boys doe. On the second ériterion, how=-
ever, they are at a éefinite disadvantagenga:'lé larly when it comes to
in mathematics and sclen;;. More complete information is needed, however,
on how these criteria (and others that institutions may use) actually operate.
Overall, women fare well in admission té-graduate and professional
schools except in the top-ranking programs, where more male than female
applicants are aceepted. Letters of recommendation=--a criterion frequently

used at the graduate level=--often contain sex-biased statements that may

reduce a woman's chances of being accepted.
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Finally, women face some 5Eaciai problems for which special salﬁtions
may be regquired. Institutional failure to accommodate to women's needs
may result in lower educational attainment. Thus, the lack of gynecological
'sé:vices and child care caﬁters, may lead women to drop out of school.
A more difficult issue--because it is both harder to identify and harder
to correct--is that of the institutional environment, particularly as
mediated through £he attitudes of male faculty members. Because of the
low-proportions of women on college faculties, women students have no
role models to follow. Instead, they must turn to male faculty members,
who often do not give them the support and encouragement they need. .
Evidence suggests (1) that male faculty members do indeed look down on
women scholars, and (2) that this hostility or indifference is perceived
by women students. Because they feel that they are not ta@en seriously,
women may even consider dropping out of school. The lack of faculty
acceptance has especially adverse effects on the woman graduate student;
without the support of a ment@r=gra;egee relatioﬁ such as men frequently

develop with faculty sponsors, the woman may simply be discouraged from

continuing in graduate study.
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FOOTNOTES - CHAPTER 4

1. The administration of financial aid is covered in the next
chapter. J

2. The data were analyzed by means of chi square, a statistical
method that examines whether a relationship exists between two or more
groups. A significant chi square indicates that a relationship does
exist. Birk, Cooper, and Tanney found insignificant chi squares for
all analyses between the 1972-73 and the 1974~-75 editions of the OOH,
indicating that there was little change betwegn‘the.twa editions.
Moreover, chi squares were significant by sex but not by race for both
editions, indicating overrepresentation of one sex at the expense of
the other. The same pattern of significant chi squares by sex but not
by race was found for énvirénméntal setting, affect, theme, activity,
and DOT classification.

3. Estimates of the socioeconomic status of the high school

1]

- were based on a-subjecﬁive evaluation of the economic status of the
area from which each school drew tge majority of its students.

4. Though this analyses was confined to only one of the six
high schools, the catalogs in the library there wéré similai in quantity
and comprehensiveness to those available at the other five. B The white
middle-class schools had more catalogs than the other schools, however.

5. Most institutions regard having a high dropout ra£e as bad for
their image.

6. Data on student éharaéteristies’game from the 1973 CIRP

survey of enteniny freshmen. For a more detalled account of the student
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characteristics covered by the survey;ﬂsee chapter 1, p. 14 of this
report.
7. The item measuring these views was: “The activities of

married women are best confined to the home and family." Respondents '

were asked to indicate agreement or disagreement with this statement) - ..

on a scale of 1 to 5.

8. These 19 institutions represent a sample of private liberal
arts colleges that received funding from the Exxon Foundation to improve
their management procedures. The Higher Education Research Institute
also has a grant from the Exxon Foundation to study these institutions
in depth before and after management changes ha&e been implemented.

9. These studies are annotated in the bibliography.
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© . TABLE 40--Number of times 1960 high school students discussed pastahigh—schogl
plans with different persons, by sex: United States, 1960
(in percentages) '

C e

] - Less than three.times | Three or more times .
Persons _ _Men | Women |  Men |Women -

Father 29 32 71 es v

%]

Mother - : 22 13 o 78 87
Siblings 62 50 . o ‘38 - - 51.
school Counsélor 71 74 . 26 . 26
Tearzhez;s-, principal 70 71 | 30 . 28
Clergy _ ' 88 89 | 12 12
Friends . 23 12 77 88

Other adults : 54 47 46 53

NOTE-—Pércentages are based on weighted Ns to represent the universe.

SOURCE: American Institutes for Research, Palo Alto, California, Project TALENT:
The American High School Student, prepared by J.C. Flanagan, et al., (1964).

4
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TABLE 4l--Number of times 1960 high schocl students discussed concerns with
teachers, principals and counselors during current year, by sex:

United States, 1960

' (in percentages)

- o ) ‘Less than two times Twa or more times
Types of concexrn - __Men | Women ____Men | Women

College plans : 49 54 : 51 46
Jobs after high school 62 6l 38 ~ 39
High school work : 51 57 49 43

Personal problems , . 80 84 _ 20 16

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

SOURCE: American Institutes for Research, Eala Alto, California, Project TALENT:

The American High School Student, prepared by J.C. Flanagan,et al., (1964).
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TABLE 42~-Persons reported having very important influence on the choice of
high school program by 1972 high school EEﬂlEEﬁ, by sex and- Ethﬁlé

categary, United States, 1972
(in percentages)

. 1

) T o T Sex o " Ethnic Catesaiy' L
Persons _ ) e Men _ ] ngen = White | Black H;sﬁanic ‘;"
self g7 . gln.,W“w;wggqﬂm;mmagmwﬁmm;,EEW,;
Parents , o271 32 26 50 45-
Other zelatives | 5 6 -4 .15 7j_§i
Counselor 15 14 13 30 | 26 E
Teachers e 9 - 10 8 197 7
Peers : ; | w16 14 22 22

" Other adults | 6 8 6 16 13

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

SOURCE: U.S. Department of Health, Education and Welfare, Nat;anal Ce
Educational Statistics, National Longitudinal Study of the High Sch@

‘seniors.

nter for
ol Class of

1972, prepared by W.B. Fetters (1975).



TABLE 43--Persons reported having very important influence on 1972 high school
seniors'plans for after high school by sex and ethnic category:
United States, 1972 .
(in percentages)

| Sex____ | Ethnic category
Fersens  [Wen [ women

Whi?é,1,§;§§k;[ Hispanic

Self _ | 89 93 92 90 86
FParents , 42 45 41 61 50
Other relatives 13 16 1z 27 22
- Counselor j 9 9 7 21 16
Teachers | 9 11 10 18 15
Peers 22 27 23 35 | -29

Other adults 15 20 16 - 24 22

SOURCE: U.S. Department of Health, Sducation and Welfaré, 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 44--Persons having great influence on plans for after high school of
1972 high school seniors in academic programs, by sex, race,and
father's education: United States, 1972 '

(in percentages)

__Persons

o Other
Students Parents | Relatives

Counselors | Teachers Peers

high school graduate
White women 39 le 10 11 20
Black women 62 31 28 18 41
White men 39 13 10 13 17

Black men 59 20 34 22 34

Father. college
graduate

White women 55 12 8 11 24
Black women 52 14 6 12 12

White men 51 8 5 6 20

Black men 72 4

e
5]
o
[t
iy

OURCE: U.S. Department of Health, Education and Welfare, National Center
or Educational Statistics, National Longitudinal Study of ‘the High School
Class of 1972, prepared by B. W.- Thompson (1974).
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in percentages)

72 high school seniors frequently discussed their
school, by sex, race, and father': =ducation:

Students

Persons

| Parents

"~ Other

Relatives

Counselors

Teachers

Father less than
high school graduate

White women
Black women
White men

BElack men

Father college
graduate

White women
Black women
White men

Black men -

84

84

40

31

29

34

41

29

34

28

28

64

25

20

27

24

26

17

T
L

SOURCE:

Education and Welfare, National Center for

Educational Statistics, National Longitudinal Study of the High School

Class of 1972, prepared by B. W. Thompson (1974).
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TABLE 46==A content analysis of sex and race representation in career guidance materials: U,5, 1975

??E@jatiéﬁéi-" T EHCYQIDPﬁdla of Careers ;EEEEfHFQfQé;rrrrﬂ
Outlook Handbook (00H) | and Vocational Guidance | Participation

Category

Mumber | Percent | Nawer | Percemt. |  Percent

Men 171 73 242 75 6l
Sex omen 29 1] 3 11 39

Both 16 10 45 14

fhites - 113 69 %7 90 89

Ethnic Blacks 29 18 8 3 11

—-_ ATL -

Category Asians ] <1 ) {1

’*’D't;hefrs e —— s 2’0 - i - 12 — i e ?*_::.’_’;2.2 e i i ’_"_7'."’_'_' i e i

SOURCE: Data were abstracted from an analysis of career quidance materials conducted by the H;ghez Education
Research Institute (HERI) staff (1975).
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7ABLE 47 --A content analysis of institutional catalogs : United States, 1975
(in percentages)

- - Institutions -
4-year colleges 2-year colleges | Proprietary
Content category I or universities - 1 Institutes

Total number of % pagés 3124 468 238
Percentage devoted to men 23 16 lé
Percantage devoted to women >1 2 9
Percentage of catalogs Zncluding
Affirmative Action Statements (AAS) 64 66 43
iSé;' in AAS 46 22 21
'Age' in AAS 13 ’ - 7
Percentage of catalogs méﬂtiéning
Continuing Edugation | 456 44 29
Nondegree students 66 33
Extension 30 22 & 7
Women's Resource Center 2 11 -
Gynecological services 6 ' ' = -
Day/child care ' 2 11 | -
Men's varsity teams 52 55 -
Women's varsity teams 26 22 . - -
Men's intramurals ] \ 22
Women's intramurals 16
Women's studies . & 11 -

Degree in Women's P.E. v T 49
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TABLE 47 --A content analysis of institutional catalogs--continued

__Content Category

4-Year

Institutions

Institutions

Proprietary
Institutions

(by sex)

President
Men
Women

Vice-~President
Men
Women

Middle-level administrators
Men
Women

Counseling service staff
Men
Women

Percentage of Faculty (by sex)
Total
Men
Women

Full and associate
Men
Women

Assistant and lecturer
Men
Women

Unranked

Do

W san ' e

ERIC

Aruitoxt provided by Eic:

W
[ ]

60
40

76
24

14

66

34

45

86
14

b~
[r N ]

.68_
3

[N I

70
30

15

83
17

100

59
41

59
41



TABLE 47 --A content analysis of institutional catalogs—-continued

— e = . A—Year T a2-year | Proprietary
_Content Category __ |Institutions | Institutions | Institutions

Departmental descriptions
Math
Men

Women . = =

Both Men & Women 8 - -

Unspecified 63 44

No mention 7 6 22 =

R
X
Kot
fod

Biology
Men 18 22
Women - -
Both Men & Women 8

‘ Unspecified 69 44 =
No mention 4 -

Psycholagy
Men 12 a3 -
Women - =
Both Men & Women 2 - -
Unspecified 82 33 -
No mention 4 33 -

English
Men 41 11 -
Women
Both Men & Women
Unspecified
No mention

I
1
1

(9]
I ek s
n
L
1

Business
Men 14 22
Women = = -
Both Men & Women 14 - -
Unspecified 53 44 =
No mention 18 33 -

Education .
Men 43 22
Women - - -
Both Men & Women 16 - '
Unspecified 35°
No mention - 6 33 -

[
<y
|
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TABLE 47 --A content analysis of institutional catalogs--continued

i ~ 4~Year 2-Year | Proprietary
_ Content Category _Institutions Institutions | Institutions

Illustrations (by sex)

Percentage of men only 37 38 34
Percentage of women only 25 29 45
Percentage 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 22
Auto/technical labs
Men 60 100 100
Women 10 - -
Both 30 - -
Computer work _
Men 58 20 =
Women : 8 40 100

Both - 33 40 =
Art, Drama, Music

Men 9 . 20
. Women 15
Both 76 : 80

yay
L

I
L
jo =]

Home Economics
Men - -
Women . 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 - -
Noncontact sports
{(volleyball, softball, track, -
scuba, diving, riding) D
Men ) 32 20 67
Women 21 20
Both 46 60

El{llC . o ) 187
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TABLE 47 —-A content analysis of institutional catalogs--continued

" 4-Year |  2-Year | Proprietary
_____Content Category . fnstitutions | Institutions | Institutions

Dance, other sports, exercise class -
Men - -

ﬁéﬁén 67 100 100
Both 33 = -

Men 59 100 | 50
Women 5 - 10
Both - 36 - 40

Administrators
Men 100 - 83
Women = - 17
Both = e T , =

Leisure
(talking, studying
student portraits, etc.)
Men
Women -
Both 90 100 60

noun

Electronics, Drafting :
Men 40 100 50
Women T - - 50
Both 60 - =

Study, Class
Men
Women 5
Both ' ’ 90

10
40

w o=
[y T

Nursing
Men -
- Women 60 ’ 100 50
Both 40 - -
Child care, food service
Men 27 33 100
Women : 60 33 =
Both 13 . 33 -

Miscellaneous
Men ‘ £l 50
Women 23 33
Both 23 17

[
o ad wJ

ut
Lo

At graduation
Men 25 - -

Both : 69 ' 100 100

SOURCE: Data were abstracted from a content analysis of institutional catalogs
conducted by the Higher Education Research Institute (HERI) staff (1975).
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TABLE 48--College applications and acceptances as indicated by entering
college freshmen, by sex: United States, 1973
(in percentage)

Number of colleges Men - _ Women o

Applied  Accepte Iapplied  Accepted

‘m‘

Total 100 100 100 100
This college only 48 42 48 40

One Dthér 19 26 20 27

[
i
=
us]

Two other 15 17

LA
=N
L
o

Four other
Five other 3 2 3 2

More than five : 3 1 2 1

NOTE--percentages are based on weighted Ns representing the universe. All
columns may not total 100% due to rounding.

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

Ios Angeles, The American Freshman: Nation Norms for Fall 1973, prepared by

A. W. Astin, et al., (1973).
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TABLE 49--Applications and acceptances of entering college freshmen, by
sex and institutional gquality: United States, 1975

Acceptance rates
___Applications pf those who applied
Mean Institutional SAT score  [Total %Men %Women $Men $Women

1300 or more N=126 48 52 43 46
1236-1299 : N=170 59 41 70 74
1150-1235 N=148 47 53 71 73
1075=1149 N=154 55 45 86 89
998-1074 N=156 47 53 88 93

926-997 N=27 52 48 92 93

NOTE--The sample was of 100 men and 100 women was drawn from freshmen entering.
20 selective institutions, representing public and private universitiés and 4-
year private colleges, in fall 1975.

SOURCE: Higher Education Research institute, an analysis using cooperative

Institutional Research Program data (1975).
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An institutional practice that merits special attention--both
because it is a significant factor in access and attainment in
postsecondary institutions and because it is currently the subject of
cénsiéerable debate and discussion at the national level--is financial
aid!l The availability of financial aid may make the difference in
whether a high school student goes on to college as well as in the
kind of institution that he/she selects. Once enrolled in an institution,
his/her persistence may be affected by the type and amount of finanrial
aid available. BAs chapters 3 and 4 indicated, women—-and particular
minority women--often have serious concerns over their apility to
finance their postsecondary education, so theavailability of financial
aid is partiaﬁlarly crucial for them.

In this chaptexr, then, we will look £irst at the various sources
of finance for postsecondary education and the extent to which each sex
draws on them, as well as various problems that may arise for women in
using these sources. The next section gives an overview of institutional

policies and practices with respect to financial aid. Then, various

collegiate institutions, in proprietary institutions, and in graduate
programs.

education of men than to the education of women, and this emphasis has
been apparent since précol@nial times, though the development of elementary

Q . ] . ’ e

ERIC

Aruitoxt provided by Eic:



= 180

schools,; high schools, and colleges and universities; only gradually
were females admittéd into each level of the system. Even today, that
priority is apparent in the differential aspirations of men and women
and in their differential attainment at each higher level of the system
(as reported in chapter 2). To cite just one statistic that epitomizes
the disparity between the sexes: Bengelsdorf (1974) reports that, of
the gualified young people who do ﬁat go on to college, from 75 percent
to 90 percent are women. |
To a 1ar§e extent this situation results from the societal
expectation that men will have responsibility for supporting their
families whereas women will be taken care of by their husbands. Implicit
in this assumption is the belief that some form of postsecondary educa-
tion will increase the options and earning power of men. Thus, education
for men is considered a virtual(necessity, whereas education for women
is regarded as luxury or frivolity. Such societal expectations and
assumptions die hard. 1In point of fact, statistics from the Women's
Bureau of the U.S. Department of Labor give the f@llmwiﬁg picture of the
situation in March 1973: OFf the nearly 35 million women in the labor
force, 7.7 million were. single; 6.3 million were dijércéa, separateé, or
widowed; 3.7 million has husbands whose 1972 income was below $3,000;
and 3 million had husbands whose 1972 incomes was between 5,000 and
mé?;DDD; In short, most women work not to £ill their idle, hours or to
buy tﬂemselves luxury goods, as is often assumed. Most women work for
the same reason“thap men work: to support themselves and their families.
Yet women afe concentrated in low-paying "female" %ielasi Postsecondary

education and training can provide women with skills and competencies

192 ‘
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that will increase their access to higher==-status fields and thus
increase their earning power. As work becomes increasingly technical,
and as field which have traditionally employed women convert to automation

and thus reduce their demand for workers, women without adequate advanced
s

\=i

training will be unable to find employment. Postsecondary education not
only prepares women for the world of work but also prevents the underuti-
lization or loss of talanged people with high potential.

Nonetheless, ocutmoded beliefs and attitudes persist, with the result
that young women continue to underestimate their need for education,
families——-particularly low-income families--continue to give precedence
to educating their sons, and educators at all levels continue to ignore

the needs of women and to formulate policies that favor men.

SOURCES OF FINANCE

foung people typically draw on a variety of sources to finance their
postsecondary education, including their parents, spouses, their own
earnings and savings, student aid programs such as College Work=Study,
scholarships, and grants, loans, and G.I. benefits. In addition,
the low- or no-tuition policies of some public institutions may be
considered a kind of financial aid.

Parental aid is the source with the longest history and continues

to be the major source for most students. According to Astin:
For nearly 65 percent of the white women, parental aid is a
major source of support for their fresh@an undergraduate
vear, while only 16 percent received no parental support.

For 47 percent of the men, parental aid is a major source,

while for only 28 percent it is not. Blacks are somewhat
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less likely than whites to rely on parental aid: only
33 percent depend on parental aid for major freshman
support. [Astin, 1975b, p.€
Z‘ﬂ One implication of this greater reliance of women (at least white women)
§§ on their parents for financial éupp@rt in postsecondary education is
that it makes them more generally dependent on their parents, more
vulnerable to parental pressures and wishes, and thus reinforces their

passive, submissive role. A second implication is that women from

re at a particular disadvantage. If they must

W‘

low-income families
rely chiefly on their parents because no alternative sources of finance
are available to them, then it is likely that they will simply not go to
college, both because their parents do not have money to send them and
because low-income families are particularly apt to regard postsecondary
education for their daughters as unimportant. With respect to impact,
Astin (1975b) found that, except for women from high-income families, -
parental support generally increase the student's chances of completing

college.

ey

Support from spouse iﬁ relevant for only.a small proportion of under-
e graduates. It has been found that, if students who are married when
they enter college (about:'2 percent of each sex) received major financial
support from their sp@uses)their chances of dropping out are gfeatly
reduced. If they reeeivg only minor support from their spouses, however,

their dropout rates increase; they would he better off receiving no

assistance from this source. If students get married-while in college,
assistance from their spouses, in whatever amount, increases persistence;

generally, such students continue to rely on other sources for major support.

. 194 ‘
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Earnings from employment and savings are another means by which

students finance their secondary education, though these sources are
generally more helpful to men than to women. According to Bengelsdorf (1974),
year or in the summer; and, if they do find jobs, they receive lower

wages than men. Bureau of the Census (1975) data show that 83 percent

of hich school boys age 16 and over expected to earn some moﬁey between

July 1973 and June 1974, in contrast to 67 percent high school girls.
Furthermore, one third of the girls expected to earn under $1,000.00,

while only 15 percent of the boys expected such low earnings; indeed

38 percent expected to make $7,000.00, or more during the year, compared

with only 18 percent of the girls.

One study of college dropouts (Astin, 1975) found that a student's
chances of completing EGllEgE‘Were significantly influenced by the
type and extent of employment she/he has. The ideal job for a college
student would seem to be a part-time, on-campus job. Astin (1975b)

alzo found that reliance on savings or other assets decreased the

student's chances of completing college.

policy since the Higher Education Act of 1965, affect relatively few
students: Of 1968 fregﬁmen followed up in 1972, 13 percent of the_wpmen
and 9 percent of the men reported having participated in federally
sponsored work=-study programs (Astin, 1975b).

Friedman, Sanders, and Thompson, {(1975) found evidence of sex

Sl

discrimination in work-study programs: Men were about twice as likely

..as women to hold high-level jobs regardless of their college class,
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major field, or grade average. Half the women had low-paying clerical
jobs. Yet even when men and women were employed at similar jobs, men
were usually paid more than women. Women students were more easily
satisfied with their jobs, a finding that the investigators attribute
to early socialization, which leads women to expect and to be satisfied
with lower=status, lower-paying, typically "female" jobs. Westervelt
(1975) confirmed the finding that women in college work-study programs
get lower-paying jobs and added that they generally get less help in
finding employment than men do; to document thiz latter statement,

she cites the situation at the University of Chicago where, in 1969,

30 percent of the women and 36 percent of the men got help from faculty

members in finding jobs and whare 64 percent of the men, but only 49

pergégt of the women, found jobs relevant to their major fields.
Participation in Federal work-study programs seems to reduce the
student's chances of dropping out, and this is particularly true among
women, blacks, and middle-income studenté (Astin, 1975b). It may be that
as a result of being less dependent on their parents for financial
support, middle-income women who Participaﬁe in these programs develop

an increased sense of self-confidence and autonomy which strengthens

d_grants are, to a lesser extent, associated with
increased persistence (Astin, 1975; 1975b), aiﬁﬁépgh the effects are
confined chiefly to women from low=income families. The Basie Educational
Opportunity Grant (BEOG) program, created in 1972 gg Federal legislation,
was intended to guarantee each student a "financial floor" in meeting

college expenses. But current limitations--Congressional failure to
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appropriate sufficient funds, a provisien that specifies that the BEOG
grant cover cnly 50 percent of total yearly college costs, and dependence
on a faﬁily contribution--have resulted in grants so small that the
guarantee of equal access to postsecondary sducation for all students

becomes meaningless. The requirement of a parental contribution may

create insurmountable problems for women Qh@se parents see no value in
educating their daughters and are thus unwilling to make the contribu=
tion; the effect is particularly severe for women from low-3ES back-
grounds.

Sex-restricted scholarships work to the disadvantage of women:
"Sex-restricted awards available at men's colleges have exceeded both
in numbers and amounts those available to women's colleges, largely
because of the greater number, size, and wealth of the more presti-
gious men's colleges" (Westervelt, 1975, p.14). Although many of these
prestigious men's colleges have bégun to admit women, the proportions
are still small. A more de facto form of discrimination in scholarship
awards results from the concentration of scholarship funds. in "male"
fields, such as the hard sciences and engineering. Athletic scholar-
ships represent another form of de facto discrimination in that they

)

are far more available to men than to women.

llowships as well are more often awerded to men than to women:

A survey of prestigious fellowship programs revealed that about 80 percent
of the awards in nearly 70 of these programs were going to men (Attwood,
1972). This situation result less from sex bias on the part of those

making the awards, however, than from women's lower participation rates
g E

in the competition for fellowships.
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awarding of National Defense Education Act (NDEA) fellowships: She
cites testimony before the Special Committee on Eﬂﬁéétion of the House
of Representatives in 1970, which stated that, although women constituted
one~third of the nation's graduate students in 1969, they received only
28 percent of the graduate awards under NDEA Title IV, and only 29
percent of the awards under NDEA Title VI.

Loans--particularly under two federally sponsored programs, the
Guaranteed Student Loan (GSL) program and the National Direct Student

Loan (NDSL) program--have become an important source of funding for

=

postsecondary education. Students who want to attend a high-cost
institution or an institution away from home are particularly likely to
borrow. According to the Carnegie Commission on Higher Education (CCHE),
however, the two Federal loan programs (1) are underfunded, (2) set |
too many limits on eligibility, (3) allow inSuffécient repayment time,
and (4) have an unreaéanéble differential in interest .rates--all of which
in effect discourages students from applying for loans (CCHE, 1968;

Wren, 1975). Moreover, as Richard J. Ramsden points out, these Federal
programs may not give sufficient consideration to the problems of the
woman student: "An ever-increasing proportion of women are going on to
college and to graduate school and are borrowing to do so, yet;the

Whether present loan programs reflect sufficiently these differences,
as well as differences in the ability to repay, is doubtful" (ACE, 1975,
p-7).

In the past, banks have discriminated against. women attempting to
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obtain commercial loans. The effects of recent legislation designed

The current Federal emphasis on loans to finance college education

women--to incur large debts. A ten-year follow-up study of 1961
freshmen (El-Khawas and Bisconti, 1974) shows that men were more likely
than women to borrow for their undergraduate and graduate education,
and twice as likely to take out loans of 5%4,000.00 or more (4 percent
of the men and 2 percent of the women at the undergraduate level; 6
percent of the men and 3 percent of the women at the graduate level).
Women faced with the prospect of earning money to repay a loan in a job
market that discriminates against them may justifiably be unwilling
to borrow heavily. Moreover, if they expect to spend some time out
of the labor force raising a familyraftér college graduation, they may
be even legs willing to take loans.

Astin (1975b) found that reliance on loans negatlvely affected

had

men's persistence in postsecondary education andﬂyazy;ng effects on

women's persistence, depending upon the size of the leoan and the income

level of their parents. Loans, as a major source of support increased

from a middle=income background. The explanation here may be that women
from middle-income families who must rely on loans to finance their
postsecondary education receive little support either psychological or
financial, from their parents. Loans as a minor source of aid had a
positive impact on the persistence of women attending public institutions

and a negative impact on the persistence of women attending private
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institutions.

Military-related benefits are another type of financial aid that
favors men. GI benefits are a source of support for ébéut 6 percent
of the male and 1 percent of the female undergraduates (Astin, 1975b).
The new volunteer Army sets higher standards for women enlistees than
for men. Thus, women must be better qualified, rather than equally

benefits under the GI

]
=

qualified if they are to receive educationa

Bill (Bengelsdorf, 1974). ROTC benefits are a source of financial aid

for about 2 percent of the white male undergraduates and virtually none

of the female undergraduates. Military academies are just beginning to

admit small numbers of women applicants. It has been found that students
relying on GI benefits were more likely to drop out, whereas those
relying on ROTC stipends were more likely to persist.

Low or no tuition has been proposed as a variation on financial aid

that wiil increase student access to postsecondary education. While such
a policy may open up some public institutions, it will certainly not be
adogté& by elite private institutions, or indeed by less prestigious
but nonetheless educationally effective private institutions that rely
heavily on tuition as a source of revenue. Access involves more than
a young person's being able to attend some postsecondary institution; it
involves his/her being ableeto attend the institution that can best
aevelepvhis/her individual talents. Thus, low or no tuition is not the
answer to educational access.

To summarize: Women are more dependent on garentagrsuégart than
men; are less able to find good-paying jobs--either through college work-

study programs or in the open job market==to finance their education;
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receive less support from scholarships and grants; may for good reason
be more reluctant to borrow; and are less likely to receive military=

related benefits.

Data from interviews with financial aid officers at 20 instituticsns2
from the Exxon study provides a rough sketch of the current situation
with respect to institutional Eéligies and practices in the administra-
tion of financial aid. Ten of these officers reported that the student's
sex was not considered in awarding financial aid, twe were from single-
sex institutions, and four gave no information @n-this subject. Of the
remaining four, two mentioned that in some cases, donors of awards

not a

Loy

specified the sex of the recipient. Two replied that sex wa

onsideration; although the officers were aware that women usually earned

9]

less in the summer, they were still expected to provide the same amount
of self-help as.men. The last respondent said that the w&mén students

at his institution had less need of financial aid than the men students:
"Wealthy parents may see this as a protective environment to send their
daughter to." Although the sample is admittedly small, the insensitivity
revealed by some of these responses may be taken as characteristic of

all too many administrators in postsecondary institutions.

The insfitutional policy in this area that has perhaps the most

J

-3

ey

adverse effect on women is the restriction of financial aid to full-time
students. In the fall of 1974, the BEOG program had this restriction;

only four state student aid programs provided eligibility for part-time

student:s; and about one=third of collegiate institutions discriminated
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against part-time students in their programs of financial aid (Bengelsdorf,
1974). NDSL loans are available only to student enrolled half-time
or more.

Overall, 25 percent of the women and 23 percent of the men enrolled

JM id{rt‘{ 1498

as degree=-credit students were part time (Digesi-

74). At public institutions, the gap was even wider: 29

percent of the women, compared with 25 pércent of the men: At private
institutions, the situation is reversed, with 13 perment of the women
and 15 percent of the men enrolled part-time. Thus, the restriction is
a stumbling block to both men and women, and it may become an insurmoun-

table bar rier to those women who must enroll as part-time students

‘U‘
L]
rt

hese responsibilities,

[a]
]

because am

family responsibilities. Because
they cannot enroll full-time, and by the =ame token they cannot take jobs
to pay for their education. To make matters worse, many institutions

harge higher tuition feesg for part-time than for full-time study; a

9]

part-time student, therefore, not only has to pay more for his/her
education but also has fewer sources available with which to meet thése
costs.

Other costs connected with postsecondary attendance affect women
adversely, the most notable being child care. Lack of iQWECQst child

care facilities or of financial aid to pay child-care expenses can

revent women from enrolling or persisting in postsecondary institutions.

‘*U

he situation is Fartlculary acute for the single mother who needs

)

. training to become self-supporting but who cannc afford the costs of

child care that will free her to receive that training.

One subtle form of sex dizcrimination is the bias that scme people--—

2

-
e
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including, presumably, some who are responsible for distributing
financial aid--have against married women, pregnant women, and women
with children. " They are quick to assume that these women will not be
able to handle all their responsibilities and so will drop out.

Westervelt succinctly states the position of women ViSié*ViS
financial aid:

In summary, female students at all levels generally

students. Some discrimination occurs before the

point of application for aid, via the expressed

attitudes of faculty and administration personnel.

Other discrimination excludes women from certain

types of aid, particularly aid associated with

military service and athletic scholarships. In-

direct discrimination takes the form of lack of

financial assistance for the Spécial needs of women

such as child care, and legal restrictions o: the domicile
and contractual rights of married women. It is not surpris-
ing, therefore, that women are more apt thén men to depend

on aid from parents and spouses. [Westervelt, 1975, p.18]

HIGH SCHOOL SENIORS: PLANS FOR FINANCING POSTSECONDARY EDUCATION

What outside financial sources (that is, other than parental support
and earnings from employment or savings) do ‘'high school seniors planning
to continue their education expect to draw on? According to table 50,

boys expected to draw on a wider range of sources than girls did. Slightly
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larger proportions of boys than of girls planned to make use of
institutional loans or scholarships, military--related funds such as
Veterans Administration benefits or ROTC program stipends, Law En-
forcement Education program funds, and regular bank loans. More girls
than boys indicated their intention of seeking state or local scholar-
ships and loans, as well as scholarships and loans tied to nursing
Programs.

Asked to indicate their reasons for not planning to seek financial
aid from outside sources (table 51), high school boys were more likely
than girlﬁhéé'iﬁdicaté reluctance to go into debt and confidence in their

ability to finance their education through parental support or their own

earnings and savings: they were, however, less likely to ®e academi-
cally qualified to compete for scholarship funds. Girls were slightly
more likely than boys to say they plannéd ne further schooling. That

girls feel less able thaa boys to depend on personal earnings or parental
support may reflect their awareness of the higher societal priority placed
on educating men and of the lower earning power of women. As high school
seniors, girls may be less reluctant to go into debt because they see few
other options available to them arnd because they expect postsecondary

training to increase their earning power and thus enable them to repay

. . 3
the debt.

Table 52 siiows the expected sources of support for students plann-
ing to attend a four-year college or university, those planning to attend
a two=year college, and those planning to take a correspondence course.

More boys expected to rely on their own earnings, whereas more girls ex-
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NLS ééta confirm that boys were more 1i§aly to plan to work while in
school and indicate also that they intended to work more hours per week
than girls did (table 53).

In an attempt to find out whether sex or race affect eligibility
for scholarships, the project staff 5ubmi£tei four fictitious applica~
tions--from a white male, a white_female, a b;ack male, and a black

female--to a computerized financial aid information service. Unfortunately,

the computer service provides a maximum of 25 award references to each
applieant, =o a comprehensive comparison of listings was nct éosslble.

A preliminary analysis revealed, however, that two schalarships were
offered only to the men, two were available only to blacks, énd.cné“
seemed to be open only to black women. None of the awards listed on

the print-out seemed to be intended specifically for white women students.
The guestion of differences in eligibility by race/ethnlclty and sex

needs to be studied more thoroughly, using a larger sample and a more

exhaustive listing of scholarships and loans.

UNDERGRADUATE EDUCATION: PATTERNS OF FINANCIAL SUPPORT

0f the freshmen entering college in 1974, woméé'were more likely
to express concern about their ability to finance their education than
were men: 16 percent of the women and 14 percent of the men reported
major concern, and another 48 percent of the»womep and 45 percent of the
men reported some concern (Astin et al., 1974). Women were more likely
than men to be financially dependent on their parents: one in five en-
tering male freshmen declared themselves to be financially inéependent;

compared with 16 percent of the women. Somewhat surprisingly, the female
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freshmen were more likely fc report eétimated family incomes in the lower
income ranges: 3 percent more women than men said their parents earned
under $§{DDD,DQ (Astin et al., 1974).

Tabie 54 shows the sources of financial support reported by men

and women in the 1974 freshman class. Women clearly relied more on their

parents and on local or private scholarships, whereas men relied more

and indicates as well the median dollar amount. Throughout their under-
graduate years, women depended more on their families for support, and
men mére on earnings from employment. Although more women than méﬂ.
received scholarship and- loan support, the awards to women were smaller
than those to men.
Table 56 presents an analysis of the source and amount of finanecial
aid receivéd by students attending low-, medium-, and high-tuition
institutions, controlling for sex and residence (living with Eafents VE.
living away from home). Among students attending 1OWStui€i§n institu-
tions and living with their parents (the lowest cost option), men were |
less likely to receive parental support and more likely to rely on »E:

earnihgs from employment than women. The men in this group who did

receive support from their parents, however, got about $500.00 more than
the women. Although about one in three of each sex received scholar-

ships, the median dollar amount awarded to men wase»twice that awarded to

proportions of men and women received support from loans, and the
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to women.

Taking the next gr@ugeestudenﬁs attending low-tuition instituti@ns
and living away from home--we find that men were much 1éss likely than
women to receive parental support (a difference of 20 percentage points)

and that, of those whq-aid receive parental support, men got a median
amount of almost $1,300.00 less than women. Though men were less likely
than women to receive scholarship or loans, those whs did got larger
amounts of aid than women did. Men’ware more likely than women to

support themselves from employment (a difference of 12 percentage points)
and to earn annually a median of almost $900.00 more than woménir

Many of the same patterns were found among students attending medium-

tuition institutions. Men depended more on earnings from employment

and less on parental support than women did. While the scholarship

dichotomy was still evident (that is, larger amounts awarded to men),

loans obtained onlfitweéthirdsvthé amount obtained by women. Since this
reversal occurs in no other category, it éuggests a greater reluctance
on the part of men to borrow moneyirather than dis&riminatary policies
on the part of those making the loans.

Among students attending high-tuition institutions, the patterhs

median dollar

i

were similar to those in the other categories, but th
differences in scholarship and loan awards to men and to women were not
a dramatic. Total financial aid for women moved to within 95 percent
of the median for men.
In summary, the consistent differences in financial support patterns
407
Q

ERIC

Aruitoxt provided by Eic:



O

ERIC

Aruitoxt provided by Eic:

= 196 = .

for men and women cannot be explained by simple variations in the
distributi@n of the sexes across minority groups, family income, or
college costs (including the costs of living away from home). With
minor exceptions, more women than men were awarded scholarships and
loans but in substantially smaller dollar amounts. In addition, men
depended less upon their parents and more on their own earning power
than women did.

These ?at;erns may be taken to reflect larger societal attitudes
toward the sexes. Women are generally regéfdéa'as dependent and in need

of the protection and support of their families, whereas men are en-

couraged to be independent and to develop their entrepreneurial skills

G

g PN TR , , . , ,
Ehreough employment. Why men receive scheolarship and loan support less

frequently but in larger amounts than women is less readily explain-
able, as is the question of why men receive more total suggcrt,- Perhaps
they are judged to have a greater financial need than women, or perhaps
tﬁey are simply more assertive in applying for aid and seeking émgi@yE
ment. Whateve:‘the answer, the discrepancies between the sexes with

Moreover, policy-makers must be made more aware of these sex differences.

PROPRIETARY INSTITUTIONS: PATTERNS OF FINANCIAL SUPPORT

Comparing proprietary school students with-cémmunity college stuﬂents;4
whom they resemble most c;osely in SES and agilityg we f£ind that 13 per-
cent of the men and 9 percent of the wdmen in proprietary schools, as
against 13 percent of the men and 14 percent of the women entering community

colleges, expressed major concern over their ability to finance post-

-,
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secondary education. About one in three proprietary school students

(45 percent of the men, 29 percent of the women) were financially
independent, in significant contrast to community college students, of
whom 26 ﬁercent of the men and 23 percent af;the;women'ware financially
independent; this difference between the tw?fgroups is understandable in
view of the earlier finding that men in proprietary schools are likely
to be older than the average entering college freshman. Over two-fifths
of the proprietary school students of both sexes lived with their parents;
of those who did not, men were more likely to be living in a private
home or apartment, whereas women were more likely to be living in a
college dormitory. These ;ésidéntiai patterns contrast significantly

with the patterns of community college students, three=fourths of

whom live with their parents and another 10 pergenfiéf whom 1ivaliﬁ
égartments or college dérmit@rigsg

Students in the proprietary sample relied more heavily on grants
and loans, and less on scholarships, earnings from employment, parental
support, and personal savings than did other college students (table 57).
Two of every five proprietary school students received fina£c£al support

from the BEOG program, compared with only one in four community

college freshmen. Supplemental Educational Opportinity Grants (SEOG)
provided financial assistance to 1l percent of the proprietary school

students but only 6 percent of college freshmen. One in five proprietary

chool students participated in a work-study program, compared with only

iy

i

8 percent of community college freshmen. In the community college,
almost equal proportions of men and of women received support from three
sources, whereas in the proprietary schools, women had a slight edge over
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men, the distribution being as follows: 36 percent of the men and 41
percent of the women had BEOG support; 8 percent of the men and 12
percent of the women recéiféd éEéG support; and 16 percent ¢f the men
and 21 percent of the women had work-study grants.

Two in five proprietary school students had GSL loans, in sharp
contrast to only 7 percent of the community college freshmen. Similarly,
more proprietary school students (12 percent ) than community college
freshmen (4 percent) had NDSL loans. The same pattern holds for support
from "other loans": léiPércent of the prorietary éamgle and only 5 per-

cent ¢f the community college sample. In community colleges, approxi-

i

mately equal proportions of men and women had loans, whereas in the

Part~time employment was a source of financial support for 55 ngs.
cent of the proprietary school students and 70 percent of the communiﬁy
college students. Men in the proprietary sample were more likely to
be working part-time than women (63 percent and 52 percent, respectively);
this same sex difference obtained among community college students,
though it was not as pronounced: 73 percent of the men and Eé percent
of the women were working part-time.

~In aaéition, 12 percent of the proprietary sample and 16 percent
of the community college sample were working full-time. ,Am@pg
Qammgnity Géllegé students, 9 percent more men than women received
support full-time employment; the sex difference was more pronounced
(12 .parcent more men than women) in the proprietary schools.
Proprietary étudents were less likely to depend on personal savings

and parental support to meet their educational expenses than were

210



community college freshmen: Dn1§ 4Z percent (45 percent of the men and

41 percent of the women) reported savings as a source, compared with

54 percent of community college freshmen (55 percent of the men and 53
percent of the women). Parental support was reported slightly less often

by proprietary school students (71 percent) than byﬁeammunity college
freshmen (73 percent )}, with women in both sectors being more likely B
to receive such aid than men: 60 percent of the men and 74 percent of

the women entering proprietary schools, compared with 70 percent of the

men and 77 percent of the women entering aommunitj}éélléges.

. Scholarships were a less common source of sugégrt for proprietary
school students than for community college fre§§%én: only 7 percent of
the proprietary students received state scbala:shigs; compared .with 15

-percent of the community college freshmen. Approximately 1 percent more
women thaﬁ men IEE%%?Ed such scholarships in each cahort!_ Loe§1'or
private s:hoiarships were distributed similarly: 12 percent of the
prapriétary schoel students and 13 percent of the community college
freshmen received such aid, and women in E;th sectors were more likely
to get this form of support.

As one wauld‘éxgect from the larger ‘proportion of married students
and veterans in the proprietary sampl?,‘rgsgonﬂents were more likely
than were community college students to report receiving financiai support
from a spouse ( 5 percent and 3 ﬁezcent,“resPéctiveiy) and from personal GI
benefits (24 pazcentc:f'the men, 1 percent of the women, vs. 6 percent male

-~ freshmen at community colleges). In both sectors the women were more

[

likely eceive support from their husbands than vice versa. Low

o+

o

2}

levels of support also came from a parent's GI benefits, where distribution
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by sex was almost equal: 3 percent of each sex in the proprietary schools,

and slightly lower figures in the community colleges. Some additional

support was received from social security dependent's benefits by 13

percent of the men and 11 percent of the women in proprietary Schcaisi
a much more equal distribution by sex than was evident in the community
colleges, where 9 percent of the men but aﬁly 2 percent of the women
received such support.

The data presented here indicate that:financial aid was distributed
differently in the proprietary sector than in- the ecollegiate sector.
Concern about financing college was somewhat less pronounced among the
proprietary school students; nearly a third were financiéllY~inaépéﬁﬁ
upport they relied more heavily on grants and loans

dent. For finanecial

w

and less on scholarships, employment, and personal savings than did

community college freshmen. Larger proportions of married students and

A review of the literature on the financing of graduate education

- study: (1) Are there

differences in the number of:financial aid awal made to men and women,

sex enrolled in advanced study and thé

aid? (2) Do the amounts of aid per awary
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the impact of financial aid on access to and persistence in graduate
education differ by sex?
Lack of adequate data hampers research on these question. Although

some information is available on the number of male and female graduate

.students receiving certain kinds of aid, dollar amounts aré hard to come

by. The situation is rendered more complicated by the varety of pro-

gfamgtté'be considered. The term aéyap;egugggéy,enc@mgasseé a wide range

of master's,doctoral, and professional programs that take-different amounts
of time to complete; students may be enrolled either part-time or full-
time; and financial aid is usually controlled and administered by the

‘the case

i

department rather than by a central financial aid-office, as 1
with undergraduate financial aid.

Distribution of Financial Aid

Nonetheless, some information is available. For instance, a long-

itudinal study of 1961 Enteriﬁé freshmen followed up ten years later in

1971 indicated that during the first year of advanced study, men and women

Khawas and Bisconti (1974). As table 58 indicates, personal or family

resources supported more women (46 percent) than men (38 percent). A more

detailed analysis of this category of support indicates that:larger pro-

of women depended on their own savings or on their husband’s

3

portion:

]

earnings,  whereas larger proportions Qf men relied on support from parents

or relatives. More men (22 percent) than women (16 percent) received

dsupp@zt from fellowships, scholarships, and traineeships.. The sexes relied

about equally on emplcyﬁent earninésEezé percent of the men, and 27 percent

of the women--but men were more likely (by 3 percentage points) to have
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teaching or research assistantships. An additional 6 percent of the

men and 1 perceQﬁ of the women reported GI benefits as their major source,
and 2 percent of the men and 3 percent of the women reported loans as a
major source.

Based on a national survey conducted by the CCHE and the ACE, Creager
(1971) reports data on a sample roughly comparable to that in the El-
Khawas and Bisconti study: graduate students who had entered college as
freshmen between 1961 and 1964. Table 59 P;esents data on the major
sources of income in graduate sghéoi for students ét all degree levels
(first professional, doctoral, etc.), by sex. Men and wamenbdréw about

equally on fellowships,; investments, savingsglgafental-support;'1nan5g

and "other" sources. In only two categories of financial support were

" there sex differences: Twice as many men (24 percent) as women (12 percent)

indicated that a nonacademic job was a major source of financing graduate
education, whereas over twice as many women (27 FEEcent)-as men (12 per-
cent) reported support from spouse as a major source. In addition,
slightly more men (23 percent) than women (20 percent) financed their
graduate education through assistantships. The findings with respect to
support from‘sgéuse and from assistantshi@s are consistent with the f£ind-
ings of El-Khawas and Bisconti.

Noting that "although the number of responses is smallfaﬁa"perhags

nonrepresentational, these are the only available data on the subject,"

o

olmon reports data from approximately 50 institutions. As table 60
indicates, about equal proportions of men and women received aid from each

source, except for GI Bill benefits, which went more frequently to men

(19 percent) than to women (3 percent). Nonservice awards (i.e., those
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that do not require work or services from the recipient) were received

and scholarships wereeveﬁfyaistributed between the sexes, traineeships
were more @ftén awarded to women (4 percent, versus 3 peréent of the
men). Service awards were given more often to men (31 Percéntx;thgn to
women (25 percent). This 6 percent difference takes on signifcance when
one considers that service awards (research and teaching assistanships)
often involve working closely with'a faculty member, a relation that
opportunities. More men than women were awarded research assistantships
(where contact with a faculty member is usually chose and frequent),

whereas more women received teaching assistantships, other graduate
assistantships, and instructorships (where the graduate student's relation
with a faculty member is usually more distant). This difference; then,
may work against the women graduate student. Overt discrimination is not
necessarily invelved, however; rather, the difference may be attribu-
table to the concentration of men in the sciences and of women in the
humanities and education, fields where research assistantships ére rare.
The catch=all category of "other service awards" was reported as a
source of aid by 10 pércent of the men and only 4 percent of the women.
Women were somewhat more 1ikely than men to get institutional loans (14

percent and 12 percent, respectively) and, again, GI benefits went chiefly

to men (19 percent, versus 3 percent of the women). This overview suggests
that women are at no great disadvantage when it comes to financial support

for advanced study, except in the case of research assistantships; as was

mentioned above, this difference may be explained by thé lack of such ™~

215



O

ERIC

Aruitoxt provided by Eic:

- 204 -

awards in the graduate fields where women are concentrated.
Of the average dollar amount received from each of these sources,

Solmon comments: "The differxence between awards to men and women is

urprisingly small. In virtually every case, men received slightly more

of a stipend than women, but the difference is rarely more than several

wrl"

hundred dol lars"” (Solmon, 1975, p.148). The major excep n is tha%,

though slightly fewer men had instructorships, their average stipend was
close to $2,000.00 more than that of women with intructorships. Data on

amounts of awards were reported under two categories: direct stipends,

and tuition and fee waivers. In the second category, the dollar amounts

i

received by men and by women were about egual, the only difference being

that men rezeiveé slightly more in tuition and fee waivers for trai 'ésﬁipsi
and women slightly more for instructorship; in each case, the difference
was. about $3DD.06:.

Reviewing the data on sources of financial support for advénged study,
one can only speculate on the reasons for sex differences. Do women rely
more heavily on family and self-support by cﬁéice or simply by q%?ault?

In other words, have they made a deliberate choice to rely on themselves
and their families rather than to compete for institutional and govern-
mental support? Or are they forced to fall back on themselves and their

families because they have been discriminated against when they seek other

n

forms of support? To some extent, these alternatives beg the whole ques ~ion

of societal attitudes and diseriminatory practices

. An examination of data el'@,shlp is suggestive. Table 61 shows

Q
iH‘m

n

fellowship applications and awards for women and for all applicants. In
virtually all except professional fields, women constituted a greater
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proportion of the recipients ﬁhan of the applicants; in some cases,
fellowships were awarded to women in about the same proportion as they
applied for them. At first glance, these data would seem to inﬂicate
that no sex discrimination exists;iﬁ thelawatﬁing of fellowships. Before
we can infer that no sex discrimination exists, however, we would need to
know more about the comparative ability levels of male and female
applicants.

mpact on Access and Persistence

i

his/her enrolling in a graduate or professional program but, more impor-
tant, by his/her enrolling in the program of first choice. Graduate pro-

grams differ considerably in their quality; in addition, other aspects

£ the institution--such as its location and distance from the student's

]

home--may affect a student's chances of entering graduate study.

The ten-year follow-up survey of 1961 college freshmen (El-Khawas

Bisconti, 1974) asked respondents who had gone to graduate school

o™

Il

LI ']

to indicate the reason why they did hot enroll in the graduate or pro-
fessional school of their first choice (if indeed that had been the case).
As table 62 indicates, of those who did not enroll in tﬁéir firstigﬁgice
institu?ion about three in five men, but only three in ten women, said
they had not been accepted at their first-choice institution. One in
four women, but only 11 percent of the men, said they did not enroll in
their first-choice program because the received no offers of financial
assistance. This finding throws some light on the data in the prévious
section that suggest women are disadvantaged with respect to financial
aid in graduate school: It may be that they are forced to attendlloweri

guality institution because the elite institutions are simply too costly.

L7
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The data shown in table 62 support this hypothesis: Institutions othar

than the first-choice institution usually offered aid to women on better
terms. As fuzyher evidence of the view that women aim lower than men in
selecting graéuate schools, 21 percent of the men aid not enr@ll in their
first-choice institution, as compared with only 15 percent of the women;

the supposition here is that men were more likely to apply to high-

o]

qua quy schools (and perhaps to be rejected by them), whereas women were
more likely to apply to lower-quality institutions and thus to be accepted
by them. Though much of this 1s.speculat ve, it seems clear enocugh that
availability of financial aid has a differential impact on men and women
with respect to their access to graduate school.

duate or professional program, are men and women
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affected differently by the burden of financing their education? Table

63, based on data from the El-Khawas and Bisconti study, indicates responses

to various gquestions related to financial aid in graduate school. Asked
about their financial situation, 31 percent of the men and 25 percent of
the women reported that they felt major concern over their ability to
meet expenses. Similarly, 12 percent of the men and 9 percent of the
women said they.baﬂ received much less financial assigfance than they -

ded in graudate school. The proportions who said that a fellowship

nee .
was not renewed when hey had expected to be was about the same (2 pexr-

cent of the men, 1 percent of the women), as was the proportion who had

‘M
n&\

worked or who expected to work on their thesis off-campu ile employed

full-time (16 percent of the men, 17 percent of the women. But 9 percent

of the men, compared with only 5 percent of the women, worked or expected

ernplacyprent” .
=-0 W On a research proje

to work on the thesis as part of their
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Thus, the sexes differed little in their overall concern over financial
aid in graduate school, except that such aid came to men somewhat more

often through work in research, and (as was pointed out previously) such

work often entails greater involvement in the graduate study program,

o

loser contract with faculty, and improved career opportunities.

Men and women did not differ significantly in experiencing the
following obstacles to completion of the graduate iéqree; loss of fellow=
ship, scholarship, or tfaineeship} other financial froblems; duties

involved in a teaching or research assistantship; administration of

stipend. But about one in four women, éomgareahwith 15 percefit of the
men, said that family obligations constituted a seriouas obstacle to
graduate school completion, a finding that supports the observation that,
in our society, men are m@reigg;g;ggggiith making-money to maintain a
family, whereas women are more concerned with running the fémily itself.
To men, family obligations and financial problems loomed equally large
as obstacles, whereas women were more likely to be hampered by family
obligations thaﬁ by financial problems (see table 63).

Asked to report their reaséﬂs for zny :nterruption of advanced study,
44 percent of the men, but only 38 perceat of the women, said they had
interrupted their studies to take a job; 44 percent of the women, but only
17 percent of the men, had left school bé:c -ise fohomé énd c¢hild care res-
pronsibilities. 8lightly more women than r:n said they had interrupted
their study because they were not offered a fellowshiégrbut the propor-=
tions here were very small. Even fewer graduate students had left school

because their fellowships were terminated. "Other financial problems"

were cited as a reason by equal proportions of men and women. Financial
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reasons per se were rarely crucial in the decision to interrupt ad-

vanced study; rather, the broader areas of employment and home respon-
sibilities had substantial negative effects on persistence in graduate
school. Men were more likely than women to say that they had discontinued
advanced study because of éeasons associated with loss of interest: 39
percent and 31 percent, respectively, said they were tired of being a
student; 24 percent and 15 percent, respectively, said they had changed
their career plans; and 29 percent and 23 percent, respectively, said

they wanted to reconsider their goals and interests. One in ten men
dropped out because of academic difficulties, compared with only 4 per-
cent of the women. To summarize: women are more likely to interrupt their
graduate studies because of family responsibilities and financial hardship,
men because of loss of interest or academic problems.

A final note with respect to the comparative persistence of men and
of women in graduate school. It is often charged that women make poor
risks in graduate school because family responsibilities force them to
enroll on only a part-time basis or hecause they must interrupt éheir
advanced training to follow their husbands if they changé'jabs and re-
locate in another city. Regcrﬁing of information obtained from graduate
deans, Solmon notes:

Apparently, women do not move from institution to institution

Some argue that women must follow their husbands around
the country so they will attend more graduate schools
before receiving their Ph.D.'s. It does appear, how-

ever, that in selecting institutions, women are not as
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mcbiie; do not move out of their home state, and con-
centrate in urban areas more often than men. Marriage
appears to stabilize women rather than cause them to move
excessively. [Solmon, 1975, p.162]

(As table 63 indicates, however, more women than men cited moving to a

"new location as their reason for interrupting their studies).

Solmon also notes that the data do not support the contention that
women take longer to complete graduate school than men and thus waste
the resources of graduate schools. Rather, women are older when they
receive the doctorate because they often delay entering graduate school,
perhaps taking time out to start families. In terms of years of study- for
the doctorate; they take no longer than men. What may at first look ii}ié
sex differences are more likely to be field differences in that, whatever
their sex, students tend to complete the doctorate faster in the hard
sgienée~; but since smaller proportions of women are enrolled in these
fields, and larger proportions in fields where graduate study is often
prolonged, the figures seem to suggest that women take longer time.

This discussion must be qualified by the caveat of limited data.-
In all cases, we have good statistical data only on students who completed
the doctoral program. We know relatively little about those students, male
or female, who dropped out before completing their graduate degree and
thus can say little about the personal problems or institutional barriers

that contributed to their failure ot obtain the degree.

The sources of support which a high school graduate has to draw on
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affects his/her decision to continue education, choice of a particular
institution,; and persistence once enrolled. Our society generally gives
higher priority to educating men than to educating women--partly because

of the outmoded belief that men are the sole breadwinners and therefore

college education for women is frivolous: they will not "use" it,
The damage that this belief does is compounded by the heavy reliance
that women have on their parents' support to cover college expenses.
Women are less successful than men at getting jobs to help pay for their
education; and even when they do fznd jobs, they are underpaid in relation
to men; evidence exists that they may be discriminated against in

college work-study programs by being given lower-paying, lower-status jobs
than men. They receive less support from scholarships and other grants.
They may not be able to get loans as easily as men, or they may be re-
luctant to borrow because their different work and income patteggﬁ)will

make it more difficult for them to pay off the debt. They are less likely

than men to receive military-related benefits. In short, women are

ultimately £ forced to aegend on their parents for support, and this financial

dependence may make them more emotionally dependent on their parents as

well. Women from low socioeconomic backgrounds are at a particular dis-
advantage, first because their parents may simply not have the money to
spare to send them to college, and second because low-income families are
more likely to give precedence to educating sons than daughters.

Though college financial aid ff; ers usually report that the student's
sex is not considered in awarding financial aid, their off-the~cuff comments
often reveal an insensitivity to the special needs of women. One common
institutional practice that is Particularly detrimental is the restriction
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of financial aid to full-time students. This restriction penalizes

cannot take jobs to help pay their way through college.

At the undergraduate level, women are somewhat more 1likely than men
to express concern over being able to finance their education; they are
less likely to declarelthémSElves financially independent. Throughout

their college years, they rely more on parental support, whereas men are

" more likely to rely on earnings from employment to support themselves.

Moreover, though a larger proportion of wamegkﬁgz are awarded saha%arships
and loans, the average amount of the award is higher for men.
Undergraduate men receive more total financial support than women,
though it is not clear whether this is because they are judged to be more
needy or because they are more aésertive in applying for aid and seeking
employment. -
Students attending proprietary schools are less likely than students

in the collegiate sector to express concern over their ability to finance

their education and more likely to be finaneially independent, particularly

the men (who also tend to be older than the average male college freshman).
Proprietary school students rely more heavily on grants and loans and less
heavily on scholarships, earnings from employment, and sav;ngs than do
community college freshmen. The larger proportion of married students

and veterans in the proprietary sample probably accounts for the larger

=

Proportionrwho report receiving support from their spouse or from GI benefits.

With respect to the financing of advanced study, some information

is available on the proportion of men and women who receive certain kinds of
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financial aid, but useful data on the dollar amounts awarded to men and
to women are lacking. It appears, however, that during the first year of

graduate study, women rely more on their own savings or on their husband's
earnings, whereas men rely more on support from ﬁafents or relatives;

more men alse receive support from fellowships, scholarships, traineeships,
and assistantships. This last source of support is important in that
having an assistantship--and particularly a research asgistantshipssinéreased
a student's chances of completing graduate study in that such an award
usually involves working closely with a faculty member, which in turn
encourages persistence and may pave the way to better career opportunities
later on. 'Having a teaching assistantship does not have the same positive
effects. That more men have research assistantships, and more women
teaching assistantships, then, becomes Slg nificant; this difference may
work against women graduate students in the long run. It is not, however,
necessarily attributable to sex bias; rather, it may be explained by women's
concentration in fields where research assistantships are simply not
available on any larger scale.

Access to graduate school involves not just enrolling in any graduate
program but enrolling in the graduate program of one's first choice. When
asked why they had not enroclled in their first-choice program, men were

more likely to say that they had not been accepted, and women to say that

they had not received any offers of financial aid.

for men and women. Men are more apt to cite financial problems and women

to cite family obligations. Reasons for interrupting advanced study as

well differ by sex:. Women are more apt to mention family responsibilities

224
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and financial problems whereas men more often discontinue their studies

because the experience academic difficulties or simply lose interest.
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FDDTNDTES = CHAPTER 5

1. The emphasis in this examination of types of financial aid is
more on Federal than on institutional programs because of the greater size
and scope of Federal programs and because one major function of institutions
is the distribtuion of Federal monies.

2. These 20 institutions regresentla sample of private liberal arts
é@lleges that received funding from the Exxon Foundation to improve their
management procedures. The Higher Education Research Institute also has
a grant from the Exxon Foundation to study these institutions indepth be-
fore and after management changes have been implemented.

3. This wguld seem to contradict the finding reported earlier in
this chapter (p.187) that men were more likely than women to borrow to
finance their undergraduate and graduate education and to borrow larger
amounts. Two alternative explanations may be offered for this apparent
discrepancy. First, we are here talking about high school seni@és; it
may be that, once enrolled iﬁ postsecondary institution, men lose their
reluctance to borrow and women become more wary of going int@_?gbti‘ Second,
it may be that a cohort difference is operating here: that is;l¥hé El-Khawas
and Bisconti study ihvalved a sample -that had entered college in 1951;

whereas the high school seniors referred to here would have entered college

) , - , : )
in 1973. In the interven)ing time, women may have become less reluctant
to borrow.

. 4. These data are from the 1974 CIRP survey, which included students

at 15 proprietary schools. See Chapter 2, p. 42, for a fuller description

[
1]

the sample.
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5. These data summarize the report by Attwood (1972) on all

fellowship programs from the academic year 1968-69 through 1972-73 on

which statistics were available.
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Table 50--Planned sources of funds for further study beyond high school -

of 1972 high school seniors, by sex: United States, 1972

(in percentages)

Source _

—Imen — T Women

College or University Scholarship or Loan

(athletic or academic)
State or Local Scholarship or Loan

Scholarship from a Private Organization
or Company

Veterans Administration Survivor's
Benefits or Direct Benefits

ROTC Scholarship Programs

Social Security Benefits for Students
Age 18-22

National Defense Student Loan Program
Federal Guaranteed Student Loan Program

Educational Opportunity Grant Program

Nursing Scholarship Program
General Scholarship Program
Law Enforcement Education Program

Veterans Administration War Orphans
Educational Assistance Program

Regular Bank Loan

23 19

19 21

23 20

SOURCE: U.S. Department of Health, Education and Welfare, National Center for

Education  Statistics, National Longitudinal Study of the High School Class

of 1972, prepared by W. B. Fetters (1975).
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TABLE 51--Reasons given for not planning to get financial aid for study
from sources outside the family by 1972 high school seniors, by
sex: United States, 1972
(in percentages)

Reason - o ] . o Men
Do not want to go into debt 48 41

Parents or I will be able to pay for
more education without outside aid 43 39

Don't expect to qualify for scholarship or
loan I'm interested in due to family income 29 27

Don't expect to qualify for scholarship or loan
I'm interested in due to high school grades 32 22

't expect Lo qualify for scholarship or loan
m interested in due to test scores 26 22

Don't plan to get more schooling 22 24

Race or ethnic group makes it too difficult
to get aid

SOURCE: U.S. Department of Health, Education and Welfare, National Center for
Educational Statisties, National Longitudinal Study of the High School Class
of 1972, prepared by W. B. Fetters (1975).
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TABLE 52--Sources from which 1972 high school seniors planning to attend a
2- or 4-year college or university or to take correspondence
courses expect to pay for their education, by sex: United States,

1972
(in p=rcentages)

Source _ e _ Men Women
Savings or summer earnings 85 83
Parents 76 80
Earnings while taking the course 57 53
Other loan 26 28
College work-study program 24 ' 27
Private Scholarship or Grant 22 23
Federal Guaranteed Student Loan Program .12 12
National Defense Student Loan Program . 11 - 13
Educational Dpportunitg Grant Program 10 12
Social Security Benefits for Students

Age 1B=22 8 2
Other relatives (not pareﬁts) 8 8
Veterans Administration Survivor's Benefits

or Direct Benefits 4 3
Hushand or Wife | : 2 4

SOURCE: U.S. Department of Health, Education and Welfare, Natlanal Center for
Educational Statistics, National Longitudinal Study of the High 5l Cl:

Gf l972, prepared by W. B. Fetters (1975).
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TABLE 53==Work plans of 1972 high school seniors who plan to attend a 2-
or 4-year college or .university or to take correspondence courses,
by sex: United States, 1972
{(in percentages)

Hours of Work

Total 100 100
None 21 24
1-5 hours week 4 6
6=10 hours week 7 6
11=15 hours week : 7 6

16=20 hours week 8 . 6

L]
b

More than 20 hours week
Uncertain about number of hours 29 29

Uncertain about working 16 19

NOTE--Columns may not total 100 due to rounding.

SOURCE: U.S. Department of Health, Education and Welfare, National Center for

‘Educational Statistics, National ILongitudinal Study of the High School

Class of 1972, prepared by W. B. Fetters (1975).
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TABLE 54--Sources of financial support for ente g college freshmen, by

sex: United States, 1974
(in percentages)

Source of Support

o - - . Men Women
Grants

Basic Educational Opportunity Grant 26 24

Supplemental Educational Opportunity Grant 7 6

Work Study 12 14
Loans

Federally Guaran teeﬁ Student Loan ‘ 10 10

National Direct Student Loan - 9 10

Other 7 7
Employment

Part-time 72 GF

Full-time 14 8
Personal Savings 57 56
Parents or Family 77 84
Scholarships -

State Scholarship 18 20

Local or .Private 17 23
Spouse 2 2
G.I. Benefits

Personal G.I. Benefits 3 1

Parent's G.I. Benefits 2 2
Social Security Dependent's Benefits 8 10
Other 7 5

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

SOURCE: American Council on Education and the University of California at
Los Angeles, The American Freshman: Nat;anal Norms for Fall 1974, prepared

by A.W. Astin, et al., (1974)
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TABLE 55--Percent and medi

by source and sex:

221 -

o - | Men Women -
i?éréénﬁ Median Percent | Median
Source of receiving receliving dollar
support | support _support | amount-
Family 82 20 4,184
Scholarship 42 1,632 46 970
Loan 39 2,038 41 1,884
Employment 85 2,648 73 1,618
All- sources® 9,592 | 8,968

1. Among those receiving

2. 1Individual sources do
median dollar amounts.

4 years of school in 1972 were studied.

aid from that source.

not total "all sources" because they are reported in

ngitudinal survey in 1972 which followed
1968. Only students who had completed

SOURCE: Highéf Education Research Institute, Los Angeles, unpublished manuscript

e Allocation of ‘Financia

1 Aid by Sex, Race, and Parental Income, prepared

h
y A.W. Astin and C.E. Chr

istian (1975).
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TABLE 56--Distribution of undergraduates, by annual tu1t1DH, source of support, sex, and residence:
United States, 1972 : \

(in percentages)

“Low (5499 and below)

12 2,430

82 2,108

i Men Women

Living Other living Living ~ Other living

_with parents "/ arrangements with parents _arrangements
. 'Parcent Median Percent | Median Percent | Median | Percent | Median
Puition (in dollars) receiving | dollar |. receiving| dollar receiving| dollar receiving| dollar,
’{and source of support ~  Bupport | amountl support | amount! | support | anount} _Lauppagt"__mggguntl

R 3,728

Family 75 2,600
Scholarship 35 1,506 B 1,54 35 730 12 820
Loan 29 1,870 40 1,828 30 1,282 46 1,660
Employment 88 2,010 82 2,332 76 1,590 70 1,436 -
All Sources 6,756 9,304 5,268 1,476
Medlum (4500-1,499)
. Fanily 78 2,004 85 3,464 86 2,374 92 4,232
Scholarship 41 1,366 42 1,240 43 760 53 920
Loan 33 1,114 42, 2,13 42 1,688 4 2,038
Employment 86 2,816 87 2,90 - 74 1,828 76 1,618
All Sources 7,912 9,424 6,540 §,848
~High ($1,500 and above)
Family 82 3,344 92 6,756 87 3,968 95 8,728
scholarship 54 2,192 8 2,72 54 1,814 43 2,136
Toan 45 2,108 4% 2,188 47 1,968 B 2,834
Employment 84 3,248 82 2,840 76 1,884 69 1,618
All Sources 9,904 14,592 9,376 13,824

1, Anmong those receiving aid from that source.

NOTE--Data are abstracted from a longitudinal survey in 1972 which followed up freshmen who entered CGllEgEiiﬂ

1968, Only students who had completed 4 years of school in 1972 were studied.

SOURCE: ngh Educatl@n Research Institute, Los Angeles, unpubllshed manuscrlpt The Allgcat;gn af Flnanclal Aid by Sex, ‘

ental Income, prepared by A W, Astin and C. E Christian (1975).




TABLE 57--Sources of financial support for proprietary and other postsecondary
freshmen: United States, 1974
(in percentages)

Proprietary | Community college | All college ané
Source of support L o freshmen |  freshmen * university freshm

‘Grants .

" 'Basic Educational Opportunity Grant
Supplemental Educational Opportunity Grant
+ .. Work Study ‘

[ Y
o

M

[ Y

O

‘Loan :
 Federally Guaranteed Student Loan 40
National Direct Student ILoan ' 12
Other 14

iEmgiQyment
o~ part-time o 55 70
27 Full=-time . 1z : .16

~ Personal Savings : 42 54

Parents or Family 71 73

. 'Scholarships L
*  State Scholarships 7 15
" Local or Private 12 13

5y
i

g?SPause

<7I.Benefits o .
. Personal G.I. Benefits = 24 (of men) 6 (of men)
77w Parent's G.I. Benefits 3 (of men) 3 (of men)

f S@cia1 Security Dependent's Benefits 11 A 10

. NOTE--The percentages for proprietary students are based on a sample of 1,446; parcen%ages
- for the two other categories are based on weighted Ns to represent the universe. ,

SOURCE: Higher Education Research Institute, The Proprietary Student, prepared by C. E. Christiéﬁ
.'(1975) . = R
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. Sources

Total

Number

 Percentage|

- Men

i | Women

Nurber

Percentage [Namber _

_Percentage

Total

f1 Fellowships, scholarships, traineeships, ete.

=

5F

NIH, NIMH, PHS

Dther HEW

Other U.S. government

State or local government

School or university

Private foundations, organizations
Industry or business

. .Other fellowships, scholarships

}' Emplayment

Faculty appointment

Teaching assistantship

Research assistantship

Other part-time during academic year
QOther

':Gﬂer :

Withdrawals from savings, assets
Spouse's earnings or funde
Support from parents or relatives
GI henefits

0,8, government loans

State and local government loans
Enmmercial loans (banks, etc.)

Part;al aid from employer (tutition

reinbursement or waiver, grants, ete.)

219,476

5,367
3,777
6,253
2,162
5,781
2,480
5,935
3,315
2,901
1,651

1:325
11,362
6,136
8,566
31,524

3,775
25,829
29,745
8,820
1,640
74
2,698
1,293

‘mwm

8,93
6,343

100

oot

14

3

137,542

4,231
2,187
4,752

B62
4,34
1,578
3,630
2,313
2,35

943

435
8,023
4,592
6,599

16,576

19,326
12,942
21,014
7,811
1,311
514
1,315
587

6,134

3,167

100 81,934

1,137
1,590
1,501
1,300
1,457
902
2,305
982
635
708

=2 B B Rt Bt ek WD e K

#8900

6 3,39
3 1,543
5 1,967
2 14,948

14 15,449
9 12,887
15 8,731
6 1,009
1 329
T 21
! 1,384
H 707

2,798
3,175

- 100

[ B e B S B R TS T T O - T

Mo Bwch e e

Other

 NOTE--ALl columns may not total 100% due to rounding. Double asterix indicates less than .5,

-~ SOURCE: MHE@Cmmﬂsnﬁmﬁmm?@Eﬂaﬁnﬁﬂsﬁg;@ugeﬁﬁbEJLEkmﬂﬁaﬁAEiﬂ%mﬁ(HML

o .2.33 i
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TABLE 59--Primary source of income since entering graduate school, by sex:

United States, 1969

(in percentages)

) o " Tcraduate students at all degree levels _
Source _ Total |  Men Women

Fellowship

Teaching/Research
Assistantship

Nonacademie job
Spouse's job
Savings
Investments

Aiﬂ from family

sgrscnal loan

Government or
Institutional loan

Other

14

s

-

oo

23

24

12

s,

L

[Tn]

14

20

NOTE--All ®lumns may not total 100% due to rounding.

SOURCE: American Council.on Education, The American Graduate Student: A

Normative Description, prepared by J.A. Creager (1971).




- - | Men | wWomen Men _Women * |. Men| Women

Total nonservice awards 12 14 2389 2270 1579 1446

Awarded by Institution
Fellowships or scholar- i B
ships 8 9 2309 2280 1353 1392
Traineeships 3 4 - 2608 2472 2114 1761
Other 5 4 2955 2799 1244 1179
Awarded by external (cther)

' sources 4 4 2587 2442 1545 1519
_ Total service awards 31 25 2648 2536 1311 1302
7 (Other nonrepayable aid) '

Research assistantships 12 8 2647 2638 1274 1337
Teaching assistantships 22 22 2501 2476 1260 1255
Other graduate assistantships 7 8 2561 2472 1128 1132
Instructorships - 7 9 5037 3388 705 1000
Other 10 4 2362 2276 1206 1214

Institutional loans 12 14

GI bill 19 3

TABLE 60--Distribution of financial aid to graduate students, by type and
amount of aid and sex of students} United States, 1973

Percent of

Average > dollar value @f awa;d

those enrolled

Type of finanecial aid receiving awards

4§irect Stipend

Tuition and
_ Fee Waiver

NOTE--Data are from a survey of graduate deans in

.usaable statistics.

SOURCE:

which 50 schools provided
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TABLE &6l--Number of women fellewehlp applicants and recipients, by Jeiss:

United States, 1963-68

- 7777 ? T Applicants 77;,7;i Ree;p}egts ]
Number Percentage ‘Number Percentage
of - of et of of
Field =~~~ | Total]l women | women | women | women
Physical Seiences 7,717 359 5 2,140 163 8
Social Sciences® 9,801 955 10 2,187~ 388 18
Arts and Humanities 8,403 1,180 14 - 1,927 294 15
Erefeeeienel2 548 49 9 4,618 337 7
Eﬂueetien3 - 23,659 8,160 . 34 6,299 2,637 - 42
Uncla,eeifiegi4 66,778 12,722 19 105,356 22,857 . 22

1. 3,835 applications/485 recipients not categorized by sex.
2. 2,854-applications not categorized by sex.

3. 950 epplleents not eeteg ized by sex.

4. 49,542 epgliéeﬂts not categorized by sex.

SDURCE Association of American Collegee, Weeh;ngten, Women Ln Fellowship and
Training Programs, by C.L. Attwood (1972).
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TABLE 62--Reasons of 1966 freshmen for not enrolling at first-choice graduate or
professional school, by sex and field: United States, 1971
_{in percentages)

S braduate Fielﬂ

o - : ‘_ : Phyglﬂal
| Blological | Sciences & Health Social | Other .
Total Hen Women |  Sciences | Mathematics' | Fields |Sciences' | Pields
Reasons - (8=53,337) | (N=35,320)) | (N=18,007) (N=2,243)  (N=3,590) | (NS5,324)| (N=6,873)| (N=3L,126)

Was not accepted . R R 55 8 TR B |

No financial assistance
offered 16 11 25 23 0 | 4 T.18

=
-~

Unacceptable amount of
financial assistance offered 5 4 5 N B 1 4

Better terms of financlial assist-
ance at second=choice school 9 1 12 1 17 2 12 10

Other reasons (not financial) 31 24 44 5 003 : 2 26 34

SOURCE: American Council on Educatlon, Washlngtan, Five and Ten Years after College Entry, by E. H, El—Khawas and
A.S. Bisconti (1974).
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TABLE 63--Financial experiences of 1961 freshmén who were 1971 graduate students,
by sex: United States, 1971
(in percentages)

Experiences - i i e ‘Total | Men Women

Financial Situation :
Had a major concern for meetiﬂg expenses - 29 31 25
Received much less financial assistance than I needad =~ 11 12 9
A fellowship was not. renewed when expected 1 2 1
Worked (or expect to work) on thesis off campus

while employed full-time .~ 16 16 L 17 .
Worked (or expect to work) on thesis as part of my -
exmployment on a research project V

en]
W
Ln

Obstacles to Completing Study
Loss of fellowship, scholarship, traineeship
Other financial problems
Family obligations
Duties inveolved in a teaching assistantship
Duties invalvea in a research assistantship

s

| el o
. ot
I PR I

o W00 A
b b

R s s

»*

Reasons for Interrupting Study
Took a job
Home/child care responsibilities
Na felléWshiQ (scholarship, grant) offered

44 38
17 44

B b

B LT 0O B
SN
o

Other flnanglgL prablams : 16 16 17 -
Tired of being a student _ 35 39 31
Academic difficulties _ 8 10 4
Changed career plans . 20 24 15
Wanted to reconsider goals and interests 26 29 23
Moved to different location 21 17 26

NOTE--The double asterix indicates less than .5. The Ns for the financhfill situation
-and obstacles section of the table are: total=354,796; men =226,887; and womenz
127,910. The Ns for the interrupting study portion are: total =166,020; men=
96,671; and womenz=69,350.

Iy SOURCE: BAmerican Council on Education, Washington, Five and Ten Years after College
Entry, by E. H. El-Khawas and A.S. Bisconti (1974).
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CHAPTER 6

ADULT WOMEN AND ACCESS TO POSTSECONDARY EDUCATION

Adult women represent a population that‘@fténawants and needs to return

to school for further training or education at the postsecondary level.

But because most postsecondary institutions are structu;éd to accommodate
the typical lS-yeér-ol&, esgéaially the male, who enters directly after
high school graduation for continuous, full-time study, adult wamen.may

have difficulty accomplishing the return to education. This chapter

looks first at some of the perscnal problems andiinstitutional barriers

that adult women encounter as they seek access to postsecondary education
and then describes the continuing education programs for women developed

during the 1960s and designed to facilitate access for this population.

Basing their discussions on direct observations or on data gathereé
informally from women in a single program or at one institution, a

number of writers (Hunter, 1965; Brandenberg, 1974; Durchholz and O'Connor,
1973) have enumerated some of the problems that adult women face as

they enter - or consider a return to education. These problems include

for a career, lack of self-confidence, financial stringencies, and time

constraints. Hunter comments: "As women become increasingly aware of the

fact that it is possible to resume or begin a career, as maternal duties

o . éﬁ?éﬁ’ . ) . i
pick up the reins" (Hunter, M , pP.311). Other writers have indicated

: i A=
g X0
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that, though women may want to work, theg are often uncertain about
what occupation would best suit their interests aﬁd abilities.

In addition to uncertainty over goals or over the best way of
implementing them, other debilitating feelings may hamper tha adult
wéman who contemplates a return Eo education. She may, for example,
lack self-confidence; having been away from Sgh@ol for a period, she
may doubt her own ability to succeed as a student and may fear competition
with younger wemen as well as witﬁ men. Or, if she is married and has
children, she may feel guilty about leaving her home and famiLy;sor,
as she sees it, "abandoning" them--to undertake a time-consuming venture
that she finds so personally fulfilling. Spending money on her own
education--money that might have gone toward the children's college

education or a family trip--may trigger guilt feelings. Or, if she

‘ .

has been socialized to believe that women should be nonassertive, she

This third type of guilt is often reinforced by societal attitudes
which decree that a woman's place is in thé‘hama and that the woman's
proper role is to be a supportive and compliant wife and a nurturant
mother. These attitudes may be expressed by her husband and children,
by other relatives, by friends. It is difficult for the waﬁan, faced
with criticism, skepticism, aud disapproval from the people she respects
education.

On a more praétical level, many women have difficulties arranging
their schedules sr: that they can carry out their responsibilities.

Academic work rep.:psents a major investment of time=-not only attending

446




O

ERIC

A FuiText providsa oy enic [

classes but doing library work and studying—--and most adult women
have other demands to meet. If married, they usually have homemaking
and child care responsibilities; if not married, they often have job

detail later in the chapter) revealed a little more about the nature and

extent of the problems experienced by adult women who return to education
(table 64). One in five of the women participating in a CEW program at

the time of the study reported that lack of time was a major problem

for them, and the same fraction said that job responsibilities or family

Other personal problems were (in descending order ) lack of specific

skills and abilities, lack 'of direction or purpose, lack of self-confidence,
lack of energy, guilt about money, and guilt about neglecting the

children. Only 5 percent said that nonsupportive family attitudes
constituted a problem for them, and the same proportion cited medical
reasons.

By far the most frequently mentioned problems, however, were program-

related. The times at which classes were offered posed problems to 46

2

percent; the location of classes (or the distances involved, or transpor-
tation difficulties) was citéd by one in four Paxticiﬁants; another one
in four mentioned costs.

The problems encountered by adqlt women in returning to school varied
somewhat according to their marital status (taEiaES); age (table66),

and racial/ethnic background (table 67). Costs were a major problem
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for 30 percent of the single (never married) women, 39 percent of the
previously married (separated/divorced/widowed) women, but only 17
percent of the married women. Costs were a major problem for 31 percent

the women between age 41 and 50. Nonwhite women (39 percent) were

Married women and women age 31-40 were the most likely to expériéﬁée
conflicts because of family leigatl ons, whereas single women and those
age 41-50 felt pressure from job responsibilities. Participants under
age 51 more frequeﬁfly reported problems due to lack of time that did
older women, and waéen under 40 were more likely to feel quilty about
money or about neglecting children. Minority women were twice as likely
as white women to say that a lack of specific skills constituted a problem.
' Many of khe participants in CEW were working toward a degree or

ertificate; of those enrolled in such program, one in five expressed

and another 44 percent indicated some concern.
Thus, the problems that the adult woman encounters when she returns

to education may vary, depending on her age, her racial/ethnic background,

her marital status, and the kind of program she is enreclled in. An

understanding of these difficulties will help gastsecmndary institutions

to gear their services to the needs of varicus subgroups within the
population of adult women.

INSTITUTIONAL EAR'RIERE

.Once a woman has managed to overcome her personal, problems to the
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- 234

point of enrolling in a postsecondary institution, she encounters
institutional barriers, and this is especially so if she enrolls in a
traditional collegiate program. Although there is ample evidence that
older men and women are serious, highly motivated, and generally

admissions procedures are the first obstacle. Brandenberg states
the problem concisely: "The predictive validity of outdated transcripts
taken

and letters of recommendation, and even of results of recentl

o

entrance examinations stressing skills that may be rusty after a long
interruption of formal education, is gquestionable at best" (Brandenberg,
1974, p.15). (Men returning to education encounter the same problem,

of course. The focus here is on women, however, who are more likely to
drop cut of college because of marital and family duties, such as child-
rearing).

Having been away from formal education for a long period gives rise
to other problems for the adult woman returning to educati@n?r Té whom
can she turn for letters of recommendation? It is unlikely that any
teacher will remember her well enough to be able to give an accurate

evaluation of her aptitudes and academic promise, both of which may

o]
\n“
[2}
0

" have changed in the interim. How can she expect to do as well on college

entrance tests as the recent high school graduate who has just completed
the subject areas covered by such tests? The woman who has been ocut

of school for five or six years (37 percent of the women in Astin's
sample had been away for at least Six,years); may find her ﬁemory of

algebra and American history inadequate to answer the questions on
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acﬁievement tests in those fields.

Finally;‘thé women returning to educéﬁi@n after a long interruption
may find that the institution will not accept her previous college credits.
Many colleges and universities have such time limits. The UCLA Graduate
School of Education for example, does not transfer credit if it is
seven years or older. Thus, the woman who completed her sophomore year
ten geéré earlier finds that she must begin all over again. Moreover,
many institutions have rules about which credits are transferable from
institution to institution; it is important to ascertain just what the
picture is nationwide. '

The cost of going to éollega is a second major obstacle, and adult
women are particularly vulnerable to financial problems (table 68).
Student aid programs are simply not designed for the 35-year-old freshman,
though her need may be as great or greater than that of the younger
freshman. xThé married woman who enrolls as a student frequently has
family obligations that preclude her working to pay her own way and thus
force he; to depend upon her husband. As had béén pointed out, in most
states if the husband "does not consent to share his income for her tuition
or will not sign a student loan application, she will not be able to go
to college. She will be.ineliéible for financial aid because of her
husband's earnings" (Durchholz and O'Connor, 1973, p.62).

Many women who return to school can enroll only part-time because
of family or job demands. Yet financial aid is usually available @nlff
to full-time students. Mulligan writes: "Students who attend school
part time generally do so because they have responsibilities and commit-

ments which preclude full-time attendance. Rather than exhibiting a

o
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responsiveness, however, to the high degree of motivation and great
need associated with such attendance, the Federal Government has concen-
trated its programs of financial assistance on full-time students"
(Mulligan, 1973, p.14).

The costs of postsecondary edﬁcatian create particular problems
for lower-income women and for women who are heads of households. Cross,

in a study of adult women.-in two-year institutions, reports that "financial

prassure is the greatest concern for [returning adult] women students as
many are self-supporting or are heads of households" (Cross, 1975, p. ¥ ).
Project Second Start (Robinson, Paul, and Smith, 1973) was based on 46

women in Special Adult Programs at Brooklyn College: 38 had incomes of

$9,000 or less; 27 were single heads of households. These women (the

not only for their education but also for child care. Most of them
financed their education through earnings from employment savings,
financial aid, and commercial loans. Because being able to warkbwas
critical, the program had to be arranged to accommodate these women.
Though adult women must often enroll as part-time students, and
while almost half prefer part-time study (Astin, in press), collegiate

institutions favor

I

ull-time students; part~time students are expected
to enroll for évening classes. But adult women vafy.iﬁjﬁheir needs and
require a wide choice of class times. Those Whgmhave presch@@lers may
prefer classes in the evening or on weekends when another adult is
available to babysit;b Those with older children want classes scheduled
during the day, when their children are in school. Not only the time

but also the place that courses are offered is important, since the
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returning student does not live on campus and freqﬁently must commute
some distance to attend a elass. Thus, classes that meet féur or
five days a week for one hour are generally less Eanveniént than are
longer sessions once or twice weekly, or independent study.

Certain institutional policies and regulations may complicate
the lives of adult women returning to education. For instance, in
our highly mobile society, where people frequently make job changes
that require them to move considerable distances and where the wife is
expected to follow the husband, a married women working toward a college
degree may suddenly find herself, in her final year, forced to enter a
new institution with a residency requirement of two years. Rigid
course requirements and class prerequisites are onerous to the adult
woman, physical education requirements being a prime example. Adult
women with other responsibilities have a difficult enough time coordinating
academic classes with their other activities without the additienal
burden of having to take gym classes.

An article on older women students sums up the situation: "The
services that are geared for younger students in a different life situa-

tion" (Brandenberg, 1974, p.l15).

CONTINUING EDUCATION FOR WOMEN

Continuing education programs for women (CEW) Qere established by
dedicated léaders, usually academic women, who recognized that adult woﬁen
considering a return to education faced special problems and required
programs that would assist them in making the transition back to school

052
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with a few extraneous complications as possible. From modest beginnings

in the early 1960's, CEW programs have proliferated under the auspices

of many postsecondary institutions. Their exact number today is

difficult to. determine because of wide variations in funections and

quality of programs. A recent study sponsored by the National Coalition

w.T*

for Women's Education and Development, examined 15 CEW programs housed

in postsecondary institutions; 1n=deptﬁlﬁtérv;ews were conducted with

program staff (directors, faculty, counselors), administrators in the
parent institutions, and the women participating in the pgégrams (Astin,

in press). The following description is based on the 15 programs in
that study.

The programs are designed to serve a varied clientele: women who
have never attended college, women with some céllegé experience wﬁo

dropped out before getting the bachelor's degree and who now want to

engage in independent study or to update their knowledge, women who want
vocational training so that they can enter the job market or get better

jobs, women who want to follow avocational interests. Depending on its

(=

size, funding, and focus, a CEW program may seek to serve any or al

of these subgroups of adult women, by offering seminars, conferences,

workshops, credit and noncredit courses, degree programs, paraprofessional
training and retraining programs.

Counseling and information or referral services are common to

virtually all CEW programs. Through individual or group counseling

2]

assess themselves more realisitieally in an

\U\

sessions, women learn t

atmosphere supportive of self-exploration; testing is often a part of
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this self-evaluation process. Informaticn and guidance about
appropriate a;isting programs in the parent institution or at other
institutions are available, as is occupational information; few CEW
programs have adequate job placement services, however.

Many of the programs offer credit or noncredit classes tailored
to the various needs and interests of the returning student. Curricula
range all the way from skills-oriented training to the traditional
liberal arts. An effort is made to schedule classes at times and locations

{for instance, in churches and community buildings throughout the city

ft

and its suburbs) convenient for adult women with other responsibilities.

{That these efforts may not always be sufficient is evidenced by the

iarge proportion of CEW participants who cited time and location of
classes as major problems encountered during their participation in
CEW, as was reported earlier in this chapter).

In some cases, regular collegé degrees are offered through the

‘continuing education program; in others, the program acts as an

intermediary to enrcll degree applicants at the parent institutions;

in still other cases, the program serves more as a clearinghouse to inform

S@meggontinuing education programs offer certificate programs, a
unique feaﬁﬁre‘@ffEwa whereby women are prepared, in a year or less
of classwork, for jobs requiring specialized skills: e.g., legal assistant,
counseling assistant, landscape archiﬁect assistant. Women who want to
test out their interest in .a field or who are not Pfegaraé £Q under-

take years of academic work to prepare for a career can in a relatively

short period acquire the skills necessary for them to work in their

v
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chosen area. Certificate programs are especially valuable to those
women without job skills or eﬁperienée who --because of divorce or
bereavement-- are suddenly faced with the necessity of supporting
themselves and their familiéé for the first time.

To summarize: Though there are wide variations in continuing
education programs for women, the goal of helping the adult woman to

make the back-to-school transition is common to all. Through zounseling

services, they aid her in defining her goals and assessing herself; in

- addition, they supply her with information about available educational

and vogatéonal options. They serve as an intermediary with the parent
institution, assisting her to bypass rigid requirements. Conditional
admission; credit for life experience; part-time study; flexible and
convenient class scheduling in terms of location, time, and fregquency
of meetings; relaxation.of course preprequisites--all Ehese are essgptial
elements of CEW.

Though many colleges and universities have recognized the demand
for CEW and have deVveloped programs to meet this demand, their support
is often qualified. Some programs must pay their own way through tuition

and fees; others are funded out of institutional budgets but in times

fa]

f financial stringency suffer the threat of cuts. Such constraints

mean that few prégramé can offer financial aid to their students; nor

can the? do much toward developing programs that will reach a wider
clientele, Paxtiéulazly lower-income and minority women, who are currently
somewhat underrepresented in CEW programs. Moreover, though most
;@Egrams are-allowed autonomy in their day-to-day operation, tﬁey are

ultimately dependent upon the good will and continued support of an
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administrator in the parent institution. Administrative favor and
financial solvency are the two determinants of a CEW program's

continued existence.

SUMMARY

The adult woman who wants to return to the formal educational
system after some time away from it faces a variety of difficulties.
Some of these are personal: lack of information, lack of self-confidence,
guilt about taking time and money away from her family societal
pressures, time constraints because of family and job. Other difficul-
ties are posed by institutional barriers: admissions requirements
designed for students coming directly from high school, policies against
accepting college credits after a certain time, financial aid programs
aes;gnea for the traditional student, rules that discourage part-
tine study, rigid course reguirements, and élasses scheduled at in-
convenient times and places.

CEW programs are designed to facilitate the adult woman's return.
tc;”education; Their effectiveness underscores the need for c@llegésw
and universitites to adopt a more flexible attitude thatwill allow them
to accommodate ;o individual differences and to serve a more diverse

clientele: not just adult women but other groups which at present are

denied full access to postsecondary education.
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FOOTNOTE: CHAPTER 6

We were not able to identify specific studies



TABLE 64--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

fag
W
0
'
o

f direction/purpose 15

f-confidence . . 12

]
o
e

Lack o e
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 Fducation, H. S. Astin, Ed. (1976).
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TABLE 65--Obstacles to participation in continuing education programs cited
by participating women, by race: United States, 1974
{in percentages)

Obstacles ‘ 7 White Non-white
’ (N=609) (N=37)

SOURCE: (in press) D. C. Heath and Co., Some Action of Her Own: The Adult
Women and High Education, H. S. Astin, Ed. (1976).
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TABLE 66--Obstacles to participation in continuing education programs cited by

participating women, by age: United States, 1974

(in percentages)

Obstacles 30 years and EiiéD yvears | 41-50 years| 51 years
under and above
(N=212) (N=206) (N=138) (N=90)
Costs 38 25 15 13
Family obligations 16 24 21 3
Job responsibilities 18 18 23 14
Lack of time 21 23 23 8
Ggilt about money 10 12 6 4
Guilt about neglect of children 13 11 5 2

SOURCE: (in press) D. C. Heath and Co., Some Action of Her Own: The Adult
Woman and Higher Education, H.S. Astin, Ed. (1976).
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TABLE 67--Obstacles to participation in continuing education Progréﬁg?cited by
participating women, by marital status: United States, 1974
(in percentages) . :

Obstacles : _ Single | . Married. 1s—SéParatEﬂ/ﬁiVQrcéﬁﬁWidéwed:~
(N=108) (N=426) © (N=112) -
: <% B <07 | ’

" Costs . 30 ' 7 - 39

Family obligations 1 18" o 19

7 : 12

g

o rx
SOURCE: (In press) D. C. Heath and Co., Some Action of Her Own: The Adult

Woman and Higher Education, H. 8, Astin, Ed. (1976).
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TABLE &8--Financial concerns of continuing education participants enrolled in

United States, 1974

degree programs:
(in percentages)

Participants
(N=271)

Financiai conecerns

Major concerns about financing
education or training (not sure
I will have enough funds to
complete it)

Some concern (but I will probably

have enough funds) 44

No concern (I am confident that )
I will have sufficient funds) 36

SOURCE: (In press) D.C. Heath and Co., Some Action af,Her,an;ﬁThe Adult Woman

and Higher Education, H.S. Astin, (Ed.) (1976).
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CHAPTER 7 S

IMPLICATIONS AND RECOMMENDATIONS

Thé findings presented in the bady af this report have a numbgrvﬂf
implications that provide a framéwc%k quxrecgmmenaatiéné abaut p:@grami‘
matic efforts to be undertaken b§ §éstsec§ﬁéé:y gauéati@nai_institutiéné;
'In addition, they suggest the need for :ésaarch»;hat.eanipréﬁida mafg;aga
battg;dinfgrmatién and for data collection méth@ési Finally, they have.

ramifications for current legislative efforts.

PROGRAM EFFORTS

inSafé: és actiéﬁ ED be undeftakeﬁ by educaﬁiénai institutions is
concerned, our recommendations cover three areas: high school preparation,
participation in postsecondary education, and institutional policies and
practices.

E%ghiséhool Preparation

It is evident that, if women are to have the same Gceugatianal
opportunities as men do, steps must be taken by the sesonaary schools to
ensure that they have the necessary preparation. First; girls who in high
school take vqéatiénal cu:riéula‘shouli beiencauragéd to diversify their
fields of study from the typically "female" courses into the teshnicalr
courses that are now the démaiﬂ of boys. Secané, high school girls
enioiledvin.acad,mié and college preparatory Eﬁiriculé should be
counseled to enroll in and complete more courses in mathématicsvana
science. As the situation stands now, women often underprepare themselvés
in these areas because they fail to realize that such preparation consider-

ably enlarges their options and thus may be crucial to their future lives.
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Many young women continue to believe that postsecondary education
bears little relation to their Euture lives - one reason why fewer women
than men pursue postsecondary éducatién; Iﬁ addition, high school girls
are more likely than high school boys to EEIEE%VE the costs of a post-

secondary education as a barrier. A lack of information about financial

aid resources and a tendency to underprepare in science and mathematics

i
both impede young women in formulating and implementing their postsecondary

plans. Thus, in dealing with high school girls, counselors have a dual
responsibility: To help them ﬂévéicpiﬁére realistic outlooks about their

future lives, and to provide practice and detailed information about the

financial costs of an education and about sources of finaneial aid.
Theeay :

s
Programmatic guidance efforts can assi.t all high school girls to

(a)—changé their perceptions about appropriate occupational roles for

women and (b) develop a better understanding of the multiple roles they

are likely to assume in the futuréi Specific eféafts in assisting

women to prepare for the future might include specially éésigned courses on
career development, to be taken by both girls and boys. Such courses would 1?»
have two components: Self-assessment of interests and competencies, and
occupational information, inecluding what types of Pzegafaﬁion are neede§

for different occupations, and what their requicements and rewards are.

Such courses would emphasize - thréugh discussions and analyses - how

sex-role sogialization shapes occupational choices and would seek to
i )

|

free students from these stereotypes.

W,
el

Another step that should be taken at the curriecular level is to

introduce high school girls early to technical and seientific material so

‘that their interest will be aroused and their sense of competency be
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effects of socialization. Women's studies can elucidate the images‘@f the

woman as depicted in literature, history, and art as well as exposing the

“student to important women writers, artists, and scientists who may serve as

role models.

In addition to éﬁrri&ular changes, an effort should be made to
develop new guidance materials, films, pamphlets and so forth.

High school teachers and counselors are themselves products.of
socialization. If change is to be effected, special éfforts sh@uié be
made to provide them periodically with systematié training about sex-role
development and about tﬁe role that socialization plays in shaping the
self-perceptions, asgiratiaﬁsg‘and educational and agcﬁpatiénal choices
of women.

Since parents obviously have a profound influence on their children,
the high schools should plaﬁ Er@graﬁs't@ agsist parents in working with
their sons and daughters on issues concerning edéaation and career
decisions. Not only must parents have complete information about
postsecondary opportunities and costs, but also they must have experiences
that provide for sex-role awareness.

Participation in Postsecondary Education

Examining the data on women's participation in postsecondary educa-
tion, we find that a few facts stand out. First, fewer women than men
enter college, and this disparity in proportions increases at each

higher level of advanced study. Second, very few women attend technical
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institutions. Third, women in Qéllégiate;institutiéns tend to major
in traditiégally female fields, such as education and health-allied

fields, even théugh dramatic changes ﬁaye‘gc:ufréﬂ in the Paét few

 years. Fourth, women in vocational education are also likely to train

for traditionally female occupations.
The rather limited participation of women, and their concentration

t

1]

in traditionally female fields, results from socialization a
appropriate roles and occupations for women. Sex-role stereétypes con-
tinue to operate as women make decisions about their future lives. To

overcome these stereotypes--which have'already,taken their tell in

them with tutorials and remediation in mathematics and science once
they have been admitted.

The cost of postsecondary education is perceived by many young
women as a particular Pr@blém as they make decisions about fheir future
lives; once in a postsecondary institution, they Eéntinue to have special
concerns about financing. The type and amount of finéncial aid available
has been found to affect decisions about postsecondary education as well
as persistence while in college or graduate study. Since young women
in general are more likely than men to ﬂépéné on their parénts for
supports, those whgsé parents do nct!value aéu:ation for their daughters
as much as for their sons may need financial aid as\mqgh or even more as
the male 'students. :

Work-study programs have been found to be an effective form of
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financial aid is that they encourage persistence. Women should continﬁe
to be admitted to-£EESE programs, and efforts should be made to place
them in jobs traditionally reserved primarily for men. WérkAexperiEﬁéés
in nantraéiti@nal areas will hélg women to devélop new c@mgetenéiesi

and thus enlarge théirTﬂpti@ns,, In addition; women could ﬁé en;ouragéd
to work while in college, since such experiences will make‘them moxe
independent, personally and financiaily;'.FiﬁanEial indapanéénce may
have additional benefits in that womenwwill begin té-view themselves

as a critiaaiugart of the economy and és G§mpetent to hecéme 1eaéers iﬁ
the future.

In graﬂuéte schoél, women should be encouraged té'gampeté fbr_xeséarch -
assistantships, since this experience offers the additional Eénéfits of.
further learning, m@fe interaction with mentors, and futuzé empl@yment
opportunities. Furthermore, women should be encouraged ﬁa apply for
fellowships, and professors should hévenzﬁuragad to nominate woﬁen in
greater numbers.

Institutiqgal,?iactices and Policies

Colleges should éontinue té support women's studies, for the saﬁe
reasons outlined earlier with respect to women's studies in high school.
Moreover, since female role models are scarce in higher education in
general - and in traditionally male fields in particular --special
efforts afe needed to give young women a chance to interact with role
models, for instancé,sin workshops or seminars. Films on the lives
and activities of successful women are a further example of possible
programmatic efforts to provide role models for college women.

The lack of gynecological facilities and of day-care centers
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have been viewed as forms of sex discrimination in that many women

need such support if £héy'a:é to continue their education without ‘ : ‘%7

u;due-p:essu;e.;.Ta provide convenient and inexpensive hedlth care,

s

- '_ ‘gynecological facilities should be made available as an integral part
of any educatfional institution's medical services; one of the benefits

is psychological: The provision of such facilities incraasé% the woman's

sense of belonging in the institution. Moreover, as long as a woman is -

expected by society to beaf primary responsibility for her children and

to follow her husband to a new location when he makes a change, an

effétﬁ should be made to provide for child care and té permit part-time

study. It would also help in such situations if institutions develop
new and simpler ways of translating and accepting credit from other
‘institutions, so that women who must follow their husbands do not lose

credit for previous géstSESQndéry experience.

RESEARCH EFFORTS

Two substantive résgaxch needs emerge. The first is for periodic
data-sallecﬁign fr%m high E?hé@l stﬂéené% in order to ébéerve trends and
changes in their plans apd aspirations. Whereas data from the Cooperative
Institutional Research'2§égtam assisted us in documenting changes in the
plans and aspirations of scllége students, we found no comparable information

on trends among high school students, and were forced to rely sclely on

Thus, we recommend that a program of research to collect data from high
school students periodically and to follow up some of the cohorts be designed

and instituted.
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The second research need is for studies to identify'the factors

that influence the career decisions of women. We need to identify the

whé chose and Fursuebdifferént fielés.éné careers. Equally, we need to
learn what variables stimulate or inhibit career develégmeﬁt; Some

of these studies may be cross—sectional, looking at young women of
different ages, racial/ethnic backgrounds,vana sociceconomic statuses

with respect to their plans, choices, and preparation or locking at women

in different fields to identify their differentiating personal chavacter-— k
istics, early developmental experiences, and edueatiogal'éxgeriénces.

Other studies sh%21§ be 1gn§ituéinal, édentifying tﬁé éritiéal experiences

in the lives of gaung women that result in differential égtituaes, interests, i
Eersaﬁal tréits; and values-—all presumably important determinants in

career choice and development.’ For example, how do ycung'éhilérénkbegin

to form concepts about work and about themselves? Wﬁéﬁ kinds @f home
environments and paregtschild interactions develop autonomy, high self-

esteem, and a sense of cémpetence in a variety of areas? What educational
experiences reinfarcé a éensa of self-worth and competence? What_rala;

do a liberal arts program, a work-study experience, career guidance, or

specialized mathematiecs curricula play in developing aptitudes and

competencies essential to appropriate career choice and development?

institutions. The underlying question must always be: What institu-
tional practices affect women's full development and utilization?
From this study of sex discrimination in educational access, other g

more speclfic research needs emerge.
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To what extent do the limited career aspirétiéns of women lead

r
L]

them to enter less selective and less affluent institutions?
As we have seen, women aspire less frequently than men to
technical and scientific careers, and this may lead them to
choose smaller, more convenient, and less expensive colleges
over universities where technical facilities are available.
A study designed to test whether women with different career
aspiraﬁians select different types of institutions, indepen= -
dent of aptitudes or past achievements, would be useful in
resolving this question.

‘ 2. The Efgloratéfy studies we undertook on admissions (described
in the main report) éuggest the need ta'explaré further
(a) the factors that influence women to apply to certain
kinds of institutions and not others (this is an elaboration
of the study described above), and (b) the rates of
acceptance for women when agtituaes, high school preparation,

and career interests are controlled.

i
3. Earlier, we recommend a number of curricular modifications . B

B ;.
¥

and innovations. Such efforts should be accompanied by

research to evaluate the changes that result from these

&

curricular changes.

Finally, a word must be said about methods of data collection.
Although surveys provide valuable information about some facets of
educational and occupational development, they cannot assess more
subtle and nonverbal areas. For example, teacher-student interaction,
which may affect a woman's percéptian of herself, cannot be studied
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through surveys; interviews and observations are required,

from some populations. ?éf example, asking a Chicano student whether
her parents encouraged her to pursue higher education may be inappro-
priate in that other family members such as anlcldar 5rather may play
a more important role than the Parénts; Thus, a Simgée ‘ves' or '"no'
- answer could be misleading. Interviews with these st@ﬁeﬁts, hawéve;?

can highlight these nuances.

LEGISLATIVE EFFORTS

The Title IX regulation implementing Education aﬁendments of 1972 f e
. released at the same time as this study was undertaken, corresponds R
directly to the findings and recommendations that emerge from it.

The reguiatiaﬂs address the issueé of admissions, programs, financial

aid, and special services. For example, with respect to cataiggs

and éthéf informational literature, Title IX requires that both the text
and illustrations of such materials reflect ﬂandissriminatgfy ﬁalicies-
Title IX prohibits disecrimination in counseling and iﬁ»theiuse of
appraisal and counseling materials. With respect to admissions, Title
lestates that no test or other criterion of a discriminatory nature

can be used unless it is shown to be a valid preﬂistéf; vAs regards
financial aid, Title IX prohibits diserimination in amount, type, and
eligibility. It further indicates that sex-specific monies must be matched
equally with nonsex-speclfic money. The regulations require remedial
action to overcome the effecﬁa of previous discrimination based on sex

which has been found in federally assisted education programs or activities.
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It also permits affirmative efforts to overcome the effects of conditions
that have resulted in limited participation.
In short, Title IX addresses itself to the very issues and concerns

outlined and discussed in our study. It is, however, limited to

administrative enforcement by HEW and does not provide for private

right of action. Thus, additional legislation is needed. The Regulation

should be amended to provide for private right of action in order to ensure

further that institutions comply, since the work required to monitor

institutions could be prohibitive for a government agency. Moreover, as institu-

tions are becoming sophisticated in "avoidance" tactics, this very important

legislation may have little effect unless its implementation is better

guaranteed.

If such an amendment is not introduced and passed, then some strong
efforts should be made to aséist State and local boards of education
in implementing the guidelines by whatever means are appropriate at the
state and local levels. Such means might include &ifié:antial budgeting
so that guidance efforts in the high schools will be increased. Or
special monies might be made availablé for affirmative actions to over-
come disparities in participation in educational programs and activities
resulting from previous discrimination.

We would also recommend that another amendment to Title IX be
introduced to cancel the current provision with respect to admissions
policies exempting private coeducational institutions. If we are to
encourage women to participate equally in educational experiences,
exempting private institutions that may be in a position to offer valuable

experiunces for women while in high school or afterwards makes no sense.
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WOMEN'S EDUCATIONAL EQUITY

SEC. 408. (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

conducted, are frequently inequitable as such programs relate to women
and frequently limit the full participation of all individuals in
American society.

(2) It is the purpose cof 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,
education. These activities shall include-

(A) the development, evaluation, and dissemination by the
;applicant of curricula, textbooks, and other educational materials
related to educational equity;

(B) preservice and inservice training for educational personnel
and activities designed to provide educational equity;

(C) research, development, and educational activities designed
to advance educational eguity;

(D) guidance and counseling activities, including the develop-
ment of nondiscriminatory tests, designed to assure educational
equity; ’

(E) educational activities to increase opportunities for adult
women, including continuing educational activities and programs
for underemployed and unemployed women;

(F}) the expansion and improvement of 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 enly 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;

(B) describe a program for carrying out ones of the purposes
set forth in subsection (a) which holds promise of making a
substantial contribution toward attaining such purposes; and

(C) set forth policies and procedures which insure adequate
evaluation of the activities intended to be carried out under the
application. -
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(3) The Commissioner shall approve applicants and amendments
thereto which meet the requirements of paragraph (2).

(4) Nothing in this section shall be construed as prohibiting men
from participating in any programs or activities assisted under this
section. , ‘

(e) In addition to the authority of the Commissioner under sub-
section (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 purpose of this section; and for that
purpose the Commissioner 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
shall be appointed by the President, by and with the advice and
consent of the Senate, from among individuals broadly 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 Vo

(D) _ the Director of the Women's Action Program of the Department

of Health, Education, and Welfare. .
The Council shall elect its 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 first appointed under such clause shall serve
as designated by the President, six for a term of one year, five
for a term of two years, and six for a term of three years; and

(B) any member appointed to fill a vacancy ocecurring prior to

the expiration of the term for which his predecessor was appointed

shall be appointed for the remainder of such term.

(3) The Council shall--

() 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) make 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 the 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-
prehensive review 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 and
shall make such recommendations, including recommendations for additional
legislation, as it deems advisable.
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(5) The provisions of part (D) of the General Education Provisions
Act shall apply with respect to the Council established under this
subsection.

(f) The Commissioner is directed, at the end of each fiscal year, to
submit to the President and the Congress and to the Council a report
setting forth the programs and activities assisted under this section,
and to provide for the distribution of this report to all interested
groups and individuals, including the Congress, 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
is authorized to expend not to exceed $30,000,000 for each fiscal year
prior to July 1, 1978.
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Outline of Content Analysis: Institutional Catalogs

Name of School

Date of Catalog - _ - I
Type o _ _ — - -
(four year, community college, vocational (type), etec.)
Ei@catién” _ _ _ 7 _ 3 . -

{city, state)
Selectivity _ _ _ _ B _

I. Total Number of half pages in general information, admission
requirements, academic policy, student personnel service, and

financial aid sections

Number of half pages devoted to women only

Number of half pages devoted to

nen only

Special Admissions Policies . If Mentioned,
Not Population and
‘ Mentioned Mentioned Requirements
. Affirmative Action Statement - o
{(may appear elsewhere in
catalog)

=
[l

Non-degree students - i, ——
Continuing education . I —
Extension . - —

If there are any differential references to groups by sex, age, or
race, specify:
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III.

VIIa

Academic Policies

For women only:

For men only:

Housing
Restrictions or Regulations

For women only:

For men only:

Codes of Conduct

w

For women only:

Social or Subject Clubs (include physical

For women only:
For men only:

Counseling Services

Description and number of staff (including
Hours open:

Services

Individual or personal counseling
Group counseling

Educational counseling

Career Advisement

sex of staf

Mentioned

activities)

):

Hhy
]
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VIIa Counseling Services
Services
Education library

Testing services

Minority counselor

[
%

(continued)

Other Special Services

Special Services

Women's

Resource Center

Gynecological Services

Day/Cchild Care

Study Skills Assistance

Placement Service
Career Library
VIII

For Women Only

Special Grants or Scholarships

Number -
Amount
For Minority

Number

$

Amount

Analysis

Male Referenced Female

Department Descriptions

Mentioned

Not Mentioned

Mentioned

Not Mentioned

For Men

Number

$

Amount.

Referenced Both Sexes

Sex
Unspeci

(]

ad

Mathematics

Biology

Psychology



IXa Analysis of Department Descriptions (c¢ontinued)

Male Referenced Female Referenced Both Sexes Unspe

English . _ L e - - -

Business ) ,” _ o _

Education _ _ _ _

b. 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)

X. ‘Administration
Number of Men Number of women

President

Vice-Presidents , ) ] .

Middle Administrators
(admissions, registrar,
financial aids) ) 7 -

Deans 3
Associate/Assistant Deans . _
Counseling Services staff B - - _

€90
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AT

o
Bt
i

XIv

Faculty

Full or Associate
Assistant or Lecturer
Enrollment

Year

Numb

]
[a
h

f Quotes

Illustration Analysis

(picture

Number )

Number of Men

Number of Men

Number by Men

Number of Women

]

A. Men only

Women only

Men and women

Unspecified

B. List activities portrayed in

B2

<
\k.-:.

For women:

illustrations:



SAMPLE OF INSTITUTIONS

East N = 32

School

Northeastern University
Cazenovia College

Vermont Technological College

Hofstra University

Schenectady Community College

Allegheny College

Howard Community College
Chatham College

Darmouth College

Lock Haven State College
Russell Sage College
Mount 5t. Mary's

Sarah Lawrence College

Dominican College of EBlauvelt

Wheaton College
University of Hartford
Curry College

Bard College

Radeliffe College

CUNY = Queens College
U.8. Coast Guard Academy

University of Maryland, Baltimore Co.

SUNY - Oswego

Baptist Bible College
Chestnut Hill College
D'Youville College
Providence College
St. Anselm's College

Carnegie - Mellon University

Georgetown University
Yale University
Boston University

¥

State

Massachusetts
New York
Vermont

New York

New York
Pennsylvania
Maryland
Pennsylvania
New Hampshire
Pennsylvania
New York

New York

New York
Massachusetts
Connecticut
Massachusetts
New York
Massachusetts
New York
Connecticut
Maryland

New York
Pennsylvania
Pennsylvania
New York
Rhode Island
New Hampshire
Pennsylvania
District of Columbia
Connecticut
Massachusetts
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MIDWEST

~ 278 -

=
]

L
=

School

St. Mary's Junior College
Forest Park Community College
Bethany LutherasCollege

Lincoln College

Grand View College

Missouri Baptist College
Cleveland State University
Indiana Institute of Technology
Southwest Minnesota State College
Mundelein College

Webster College

Loyola University

Wabash College

Carleton College

Olivet College

Chicage State Univarsity

Peru State College

University of Wisconsin--Whitewater
Huron College

Lake Forest Cclleqe

Otterbein College

MacMurray College

College of Emporia

St. Norbert College

Viterbo College

Bowling Green State University

Iowa State University of Sci. & Tech.
College of St. Catherine

Cowley County Community Junier Co.
University of Iowa

Missouri
Minnesota
Illinois
Iowa
Missouri
Ohio
Indiana
Minnesota
Illinois
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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SDQEE: N = 24

School

Kentucky State College

Cullman College

Sue Bennett College

Daniel Payne College

Webber College

Tyler Junior College

Utica Junior College

Univ. of south Carclina - Spartansburg
Jackson State College

Loyola University

Austin Peary State University
Louisiana Polytechnic Institute
George Mason University

Pfeiffer College

Longwood College

Mississippi State College for Women
Carson-Newman College

‘Warren Wilson 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
North Carolina
Texas
Mississippi
Florida
Florida

North Carolina
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w3
=
1}

N

School

City College of San
University of Co 1 rado
Mira Costa Colle

Ricks College

College of Santa Fe
Lewis & Clark College
Idaho State University
Claremont Men's College
Fresno State Callege
Northwest College

Lone Mountain Colleg

e
University of California, Berkeley

Colorado College

295

New. Mexico
Oregon

Idaho

California
California
Washington
California

- California

Colorado



PROFRIETARY 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 Schcol
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
Tampa, Florida 33609

North Alakama Céilege of Commerce
Huntsville, Alabama 35801

ITT Technical Institute
Dayton, Ohio 45414

sey Junior College, Technical Division

Mas
:lanta, Georgia 30303

A
United Health Careers Institute
San Bernardino, California 92405
The Bryman School

Los Angeles, California 90025

Northwestern Electronics Institute
Minneapolis, Minnesota 55406

Rhode Island Trades Shops School
Providence, Rhode Island 02903

Humboldt Institute

Minneapolis, Minnesota 55404

Sooner Mechanical Trade School
Oklahoma City, Oklahoma 73106
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List of Institutions

Boston University
Cornell

Emory

Johns Hopkins
Northwestern

Lake Forest
Carleton

Chatham
Dartmouth
Lawrence University
Oberlin

Pomona

Swarthmore
Wesleyan

University of Southern California

University of California at Santa Cruz

University of Michigan
University of Virginia
University of Illinois

SUNY at Stoney Brook
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Question from the 1975 Freshman Information form.

What were the other colleges to which Were you How much financial
you applied for admissions? (If you accepted aid were you offered
applied to more than three others, name for ad- for the first year?
the three that were most preferred): mission

Name of Institution City, State Yes No  Grants Loans  Work-
Study

5_

b
W

Y o e

Ly
R
R

2. . . i _ &

\L“ P
1

L
O
~
o

A

T
L
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This report was prepared under contract no. 300-75-0206 with the
Education Division. Contractors urdertaking such projects under
Government sponsorship are encouraged to express freely their
professional judgement. This report, therefore, does not necessarily
represent positions or policies of the Education Division, and no
official endorsement should be inferred.

Education Division
U.S. Department of Health, Education and Welfars

February 1976

SEX_DISCRIMINATION IN EDUCATION: ACCESS TO
POSTSECONDARY_EDUCATION .

by
Helen 5. Astin
Michele Harway

Patricia McNamara

Helen S. Astin is vice-president of the Higher Education Research
Institute and professor of higher education, University of California
at Los Angeles.

Michele Harway is a research psychologist with the Higher Education
Research Institute, Los Angeles, California.

Patricia McNamara is a research analyst at the Higher Education Research
Institute, Los Angeles, California.
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American Council on Education. ‘Federal student loan programs. Policy
Analysis Service Reports, 1 (1). Washington: author, 1975, 19 pp.

Financial Aid. Federal Student Loan Programs.

This seminar report focuses on some of the issues arising from the two
major federally supported student loan programs, the National Direct Stu-
dent Loan program (NDSL) and the Guaranteed Student Loan Program (GSLP).

An 18-month study on the cost of financing undergraduate education at

nine high-cost private institutions is described. One issue identified as
needing further consideration is the special problems of women borrowers
whose work patterns and income patterns differ from those of men. It is
doubtful that présent loan programs reflect these differences, as well as
differences in the ability to repay, sufficiently.

Several points which demand legislative attention are raised, including the
elimination or phasing out of NDSL, the creation of alternative repayment
schedules, the elimination of the interest subsidy, the development of an
income-contingent schedule for low earners, and the need for a parental
loan plan. The Office of Education's model on loan defaults is presented.
Using this model it has been found that the best predictor of a loan de-
fault is type of institution attended. Five major questions to which state
student loan guarantee agencies require answers before a stable student loa
program can be established are discéussed. (no references)
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American Psychological Association (AP3), Task Force on Issues of
Sexual Bias in Graduate Education. A Content Analysis of Sexual Bias
in Commonly Used Psychology Textbooks. Washington,iD.C.: APA, 1973,

25 pages.

Sex-Role Stereotypes. Sex Differences. Content Analysis. Psychology
Texts. Graduate Education.

This pilct study content analyzes 13 textbooks freguently used in graduate
psychology programs. Texts in the areas of clinical, physiological and
social psychology, psychopathology, child dsvelopment, history, learning,
personality, tests and measurement are included. The six criteria used

Index to women and to men, 3) generalizations to human behavior from all
male, all female, male and female, and sex unspecified norm groups, 4) sex
associated descriptors, 5) sexist colloguialisms and commentaries and

6) sex differences and alternative explanations.' The task force

finds a commendable absence of gross sexist content. Instances of sexism
are more problems of omission than commission. Failure to discuss sex
differences or to limit their discussions to genetic-based interpretations
is cited, as is failure in many studies to include the sex of subjects and
experimenter, as poor scholarship. The practice of making unwarranted
generalizations to people-in-general from research based on one sex _
(usually male) or from studies which neglect to include sex of the subjects
is strongly discouraged. .. The use of stereotypic terms in technical mater-
ials, e.g. using "mothering" instead of "nurturing"”, is also cited as poor
scholarship. Suggested guidelines pertinen: to both literary style and
content to counter English language's bias toward the masculine, con-
clude the report. (6 references)
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Association for Measurement and Evaluation in Guidance (AMEG) Commission.
AMEG Commission report on sex bias in interest measurement. Measurement
and Evaluation in Guidance, 1973, 6 (3), 171-177.

Vocational Interests. Sex-Role Steréotypes. Sex Bias. Methodological -
Considerations. SVIB. SCII. :

’ request Df the Amerlcan Persgnnel and Gu;danca Ass@i;atlan (APGA) Senate
attempts to define sex blas as a statement of its own values and as a guide
for evaluating interest inventories. The main concern of the Commission is
that results of interest inventories not limit ogcupational options for
either sex. While the Strong Vocational Interest Blank (SVIB) was identified
in the resolution as of primary interest, the Commission sought to address

" consideration of ‘zsex bias in all interest inventories. The Commission .
identified actual items 1n the inventory, use of homogeneous scales, use ct
occupational scales and normlng procedures as potential areas of sex bias.
The nature of the bias and possible remediation in each area are discussed.
An evaluation of the SVIB, Forms TW398 and T399 shows sex bias. The pro-
posed revision (Strong-Campbell Interest Inventory) presents a potential
improvement. "The new SCII has a common pool of items edited for sexually
stereotypical wording and provides homogeneous scales which can be equally
useful for men and women in the presence of more limited occupational
scales" (p. 175). However, the proof of the reliability and validity of

f

this new inventory depends on future empirical data collection. (9 references)
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Astin, A.W. Racial Considerations in Admissions - In: HNichols, D.C., and
Mills, 0., (Eds.) The Campus and the Racial Crisis. Washington: American

Council on Education, 1970. pp. 113-41.

Admissions. Recruitment. Black Students.
This paper attempts to elucidate basic questions about the entire rationale
of admissions practices in American colleges and unfversitées in the context
of racial considerations. Some of the basic. assumptions invelved in the

use of aptitude test scores and high school grades in college admissions

usefulness of these measures for students of different races is presented.
The author concludes that criteria other than high school grades and scores
process with only minor unfavorable effects on the level of academic
performance and on the dropout rate. Generally, black students perform
academically at the level that would be predicted from their high school

colleges are slightly lower than is predicted from grades and test scores.
The goal of furthering racial integration in colleges basically confliets
with the use of purely meritocratic standards in admissions. Predomin-=
antly white colleges that lower their admissions standards (with respect
to required grades and test scores) in order to admit more blacks are

not likely to experience significant changes in their dropout rates, although
these students will tend to have lower grades than other students. If ,
significantly more integration is to be achieved, individual colleges must
make a greater attempt to encourage non-college-bound black students to
attend college. Lowering admissions standards dces not necessarily result
in the lowering of academic standards. The principal purpose of the
admissions process should be to select students who are most likely to
benefit from the institution's educational program and these may not be
the most highly able students. (12 references)
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Astin, A.W. Preventing Students from Dropping Out. San Francisco: Jossey-
Bass, 1975, 204 pp. )

Dropouts. Undergraduate students. Financial aid. Employment. Residence
and Campus. Environment. Student Personal Background Characteristics.
Institutional Characteristics. Student-Institutional Fit.

This book seeks to identify practical measures to minimize students'
chances of dropping out of college. It is based on the results of a
national survey conducted in 1968 and on a follow=up survey four years
later. The sample consists of 41,356 undergraduates at 358 representa-
tive two- and four-year colleges and universities. The sample was reduced
to 38,703 when dropouts were defined, for the purposes of this study, as
those students who had originally planned to earn a bachelor's degree

but who subsequently failed to do so. The sample was composed of 57.6% men,
90 whites, 7.2% hlacks, and 2.8% "other" minorities. Three categories

of educational attainment were defined: persisters, 65% of the sample;
stopouts, 10.9%:; and dropouts, 24.3%.

Using multivariate analyses, personal background characteristics of en-
tering freshmen that are useful in estimating a given student's chances
of dropping out are determined. The effect of financial aid on student
attrition is considered. The author finds the source and amount of fin-

of finishing college can also be significantly influenced by type and

extent of employment; the ideal job appears to be on-campus and part-time.
Environmental circumstances affect student persistence. Living in a

dorm the freshman year and participation in extracurricular activities,
especially membership in social fraternities and sororities, is related

to staying in college. Gradé point aVerage is strongly related to persistence.

The type of institution can have a significant impact on the student's
chances of completing college. These chances can be maximized by attending
a private university in any region or a public four-year college located

in the northeastern or southern states. They are minimized by attending

a two-year institution. In general, persistence appears to be enhanced

if the student attends an institution in which the social backgrounds of
other students resembles his/her own social background.

The author then summarizes the implications of these findings for various
categories of decision-makers: institutional administrators, faculty
members, educational policy-makers, and prospective college students.

He predicts which policies are likely to minimize the number of dropouts
as well as the number and percentage of potential dropouts who .can. be
salvaged. Likely results of alternative policy actions are presented
separately for men and women, blacks and whites, married and unmarried
students, and students of different abilities and backgrounds.

(55 references) ’
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Astin, A.W. Financial Aid and Student Persistence. Los Angeles:
Higher Education Research Institute, 1975b, 24 pp.-

Financial Aid. Aid Packages. Persistence. Sex Differences.

This monograph reports the findings of analyses designed to determine if .
the type and amount of aid and the conditions of its administration have
any effect on students' chances of completing college. Student persistence
was calculated from the longitudinal follow-up data collected by the
Cooperative Institutional Research Program in 1972 from students who were
initially surveyed when they began college in 1968. Expected probabilities
of dropping out were comPuted using student background characteristics and

‘'environmental measures. If a particular form of financial aid has a

positive effect on student pers;sténce, the actual drop-out rate for
students who receive that aid should be lower than the expected rate.

Various forms of aid and aid "packages" are discussed relative to colle age
persistence. The evidence indicates that the sources and amount of : .
financial aid can be important factors in a student's ability to finish

college. Except for women who come from high-income families, parental

support generally enhances student's ability to complete college. Chances

of dropping out decrease 28 percent for men and 15 percent for women when

the spouse provides major rather than no support. However, if only minor

suppert is furnished by the spouse, the impact is reversed; dropout rates

1nsrease by 30 percent for men and eight percent for women. Scholarshlps

and grants are associated with small increases in persistence‘rates though o
these effects are confined largely to women from low-income families and ‘
men from middle income families. The effects of loans on the persistence

of women students is highly variable depending on amount and parental income

level. Federal work-study partici paticnienhances'pérsistencé especially

among women and blacks. Reliance on savings decreases persistence for
all groups studied. The only aid "package' associated with greater per-

sistence was work- -study with major loan support. Implications of these
findings for institutional administrators and funding policy-makers are

discussed. (7 references)
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Astin, H.S. (E4.) Some Acticn of Her Own: ihemgggltrﬁbman.and Higher

Education. In press, 1975, 194 pp.

Adult Women Students. Continuing Education for Women.

This study was designed to give an analytic account of the development
of continuing education for women (CEW) programs, of their impact on the
lives of the women they serve, and of their influence on the institutions
which house them and on higher education in general. Fifteen CEW
programs, selected to represent the diversity of existing programs,

were studied in 1974. During the project's first phase, case studies
were conducted through site visits and in-depth interviews were

held with administrators in the parent institution, the program's
diractor and staff, and women who had participated or were participating
in the program. Spouses and children of the women were also interviewed.
300 of their spouses, and 1,000 alumnae of the 15 programs. Usable
responses to the mail survey were obtained from 68 percent of the current
participants, 6l percent of the alumnae, and 54 percent of the spouses.
The method of analysis included frequency distributions, cross tabulations,
and regression analysis.

The 15 case study CEW programs are described in terms of their genesis,
evolution, services, methods of operation, relation to their parent
institution, special problems and strengths,- and their impact. A

profile of the women enrolled in these programs is presented and their
home 1life is discussed. A final speculative chapter comments on trends
in the next 15 years and the future of CEW programs. (66 references )
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Attwood, C. L. Women in Fellowship and Training Programs. Washington,
D. C.: Project on the Status and Education of Women, Association of

‘American Colleges, 1972. 32 pp,

Financial Aid. Recruitment and Selection in Fellowship Programs,
Graduate Women.

This pamphlet reports the results of a survey of fellowship programs and
makes recommendations for increasing the participation of women in fellow-
ship, traineeship, and internship programs. The survey included 68 d4if-
ferent fellowship programs sponsored by 28°government agencies, private
organizations, and foundations. Programs were selected for study mainly

on the basis of size and national visibility. Program. sponsors were asked
to provide data on numbers and percentages of women applicants and recip-
ients, recruiting and selection procedures, content of application forms,
the number of women on selection boards, and PDllClES aga;nst gex discrim-
ination; all but a few responded with the information requestéd

The survey found far fewer women than men apply or are nominated for fellow-
ships and that the success of those women who do apply or are nominated
varies widely. Women appear to play an insignificant role in the selection

process. The author then raises a number of key questions about women in
fellowship programs under two general queries: 1) Why are so few women

applying or nominated to these programs, and 2) Why do women who apply have
greater success in some programs than in others.

Recommendations for increasing the number of women who apply are: 1) develop
an Affirmative Action plan, 2) redesign informational and promotional mate-
rials, 3) generate more publicity about the program where women are likely
to learn about it, 4) specifically call attention to the program's require-
ments, and 6) allow for part-time use of awards. Further recommendations
for increasing the number of women who receive awards are: 1) develop an
official policy forbidding discrimination on the basis of sex, 2) increase
the number of women invelved in the selection process, 3) review selection
procedures and policies, 4) comply with Title IX, and 5) review dependency
allowances to determine if they are awarded on an unequal basis.

The author concludes that the participation of women in fellowship programs
needs to be increased, in part because such participation constitutes an
important credential necessary for career upward mobility. At this time
the demand for fellowship aid far exceeds supply and whether or not women
achieve parity depends to a great extent on the importance fellowship
sponsors attach to the goal of funding female students and professionals.
(6 references)
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Bengelsdorf, W. Women's Stake igﬁLow,Tuition_ Washington, D.C.: American
Association of State Colleges and Universities, 1974, 17 pp- :

Women's Education. Educational Discrimination. IiInequeal Education. College
Women . :

Based on a review of the literature, this pamphlet examines ways in which
women are discriminated against in obtaining funds for higher education.
Lowering tuition would have a direct effect on the number of women attending
colleges and universities; between 75 and 90 percent of all well-qualified
students who do_not attend college are women. In college-administered
financial aid programs there is evidence that women get proportionately less
financial help than men. Women also receive much less aid from athletic
scholarships. A survey published in 1972 finds 80 to 20 percent of the most
prestigious graduate fellowships and awards go to men. Studies show that
women have fewer opportunities for employment pboth during the school year and

in the summer, and receive lower wages than men when they do work. Equal treatment

for part-time students is'a priority issue for women. Many colleges charge
higher tuition rates for part-time than for full=time -students. Womén have
less money to pay for education, because of major discrimination in employ=
ment and income. Given their lower incomes and family responsibilities, V
most women are not able to save money for education. Both ‘single and
married women are discriminated against in borrowing money.

To remedy this discriminatory situation the author suggests action organiza-
tions and individuals—can take to increase awareness of the effects of high
tuition and to bring about lower tuitions. (37 references) ~
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Berger, C. R. Sex differences related to self-esteem factor structure.

Self-esteem. College Students.

This two-phase study exploresthe factorial nature of the zelf-esteem
construct. In phase one, data from a prior study of self-esteem in 298

involved in self-esteem. In phase two, a second overall analysis and

separate analyses of 194 male and 78 female undergraduates were performed
to explore sex differences in self-esteem.

Results of the first phase yielded five relatively independent factors
of self-esteem: Communicative propensity, other-anxiety, negative
self-evaluation, positive self-evaluation, and other-certainty. The
second overall analysis produced a similar factor structure. . However,
the separate analysis of the female data revealed that the negative
self-evaluation and other-certainty factors formed a single dimension.
This connection, which does not appear for males, suggests that the
self-evaluation of females is partially contingent on their degree of
certainty that other people like them. Explanation of this apparent
sex difference would require further inguiry into the developmental
aspects of self-esteem. (6 references)

A Research

(from H. S. Astin, A. Parelman and A. Fisher. Sex Roles: A Research
Bibliography, Washington, D.C.: U.S. Government Printing Office, 1975.)
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Bernard, J. Academic Women. University Fark, Pennsylvania: The

Pennsylvania State University Press, 1964. 331 pp.

Higher Education. Academic Reform.

In this study of the sociology of academic women, the author reveals the
low status of such women and the need for institutions of higher education
to eliminate institutional barriers that .prevent women from full
participation in academic life. Women are concentrated in the low-
prestige positions of teaching (principally in undergraduate departments),
and few are in high academic or administrative positions. It often
appears that women prefer to be teachers, while men prefer to be

"men of knowledge." Also, in campus social life, women faculty members
achieve status on the basis of their sex, rather than academic

profession or achievements. Thus, they are treated and are expected

to behave like faculty wives at social gatherings.

An examination of the lives of several early academic women - Maria
Sanford, Ellen Swallow Richards, Florence Sabin, Alice Freeman Palmer,
M. Carey Thomas, Vida Scudder, Ruth Fulton Benedict = shows the
strengths of their belief in reform and idealism. Today, although
reform is somewhat. less than, or different from, that exhibited by
academic women earlier:

**Although academic women generally do not
achieve the same status and prestige as academic men, there:is

. little support or evidence that it is the result of discrimination.

Their lower status is probably due to the lowered supply of gqualified
academic women. The author draws on autobiographical accounts of
academic women, interviews, existing literature, and the results

of the Pennsylvania State University Studies on academic performance,
the Matched Scientists Study, and the Biological Sciences Communication
Project Study of Laboratory Bioscientists to develop her discussion.

(From H.S. Astin, N. Suniewick, and S. Dweck. Women: A Bibliography on
their Education and Careers. Washington, D.C.: Behavioral Publications,

311



O

ERIC

Aruitoxt provided by Eic:

Bernard, J. Where are we now? Some thoughts on the current scene.

Unpublished address to the American Psychological Association, 1975,
23 p.

Sex Discrimination. Academic Women.

This paper distinguishes between blatant and subtle forms of behavior
that have discriminatory consequences for women, attempts to explain
these behaviors in terms of a "male-turf” paradigm, and reviews the
policy implications of such behavior with suggestions of ways to use
available legal resources. The author distinguishes two general
categories of behavior that have discriminatory consequences for

women: 1) the stag effect which is the result of a complex of ex-
clusive customs, practices, attitudes, conventions, and other social
forms which protect the male turf from the intrusion of women, and

2) the putdown. The detrimental effects of both the stag effect and
the putdown in interfering with one's position in the communication
svstem and in damaging women's self-concept, lowering their aspirations,
and constraining their professional success are discussed. Both in-
dividual and collective coping mechanisms for dealing with the subtler
aspects of discrimination are considered. Various paradigms which have
been developed to explain male-female relationships are presented.

A fairly adequate set of legal and administrative resources exists

for dealing with practices that have blatantly disciminatory consegquences
for women; the author believes legal resources are also available to

deal with the subtler forms of discrimination. Ways in which Title IX
of the Education Act of 1972 and the l4th amendment could be used to
combat subtle forms of discrimination are discussed. The author feels

it is important to challenge the subtler forms of discrimination as well
as the more blatant forms now. (29 references)
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Bickel, P.J., Hammel, E.A., and Q'Connéll, J.W. BSex bias in graduate
admissions: Data from Berkeley. Science, 1975, 187, 398-404.

Admissions. Graduate Students. Socialization. Women's Traditional
Fields.

This article explores some of the issues of measurement and assessment
involved in determining the existence of sex discrimination against
women' applying to graduate school at the University of California,
Berkeley. The data consists of 12,763 applications for admission to
graduate study for the fall 1973 quarter.

An examination of aggregate data for the campus shows a clear but
misleading pattern of bias against female applicants. An examination
of the disaggregated data shows few decision-making units that have
statistically significant departures from expected frequencies of
female admissions, and about as many units seem to favor women as to
favor men. If the data are correctly pooled, taking into account ‘the
autonomy of departmental decision-making, thus correcting for the
tendency of women to apply to graduate departments that are more

- difficult for applicants of either sex to enter, there is a small,

statistically significant bias in women's favor. The graduate
departments that are easier to 'enter tend to be those that require
more mathematics preparation. The authors find the kias in the
aggregated data does not appear to result from any pattern of dis-
crimination on the part of the admissions committees but from prior
screening at earlier levels of the educational system. Women are
directed by their socialization and education toward graduate fields
that are generally more crowded, are less productive of completed
degrees; are less well funded, and frequently offer poorer professional
employment prospects. (5 references)
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Birk, J.M. Interest inventories: A mixed blessing. Vocational
Guidance Quarterly, 1974 (June), 280-286.

Sex-role Stereotypes. Vocational Interests. Career Development.
Sex Differences. Counselor Attitudes. 8CII.

This article reviews the studies and position papers on the existence
of sex-role bias in the use of interest inventories with women. The
effectiveness of interest inventories in counseling women is limited.

choices for women. Men's and women's options are significantly expanded
when both forms are given to r~ach sex. The development of one interest
inventory form that controls for sex differences is recommended. The
Studies which examined manuals, profiles and interpretive inventory
materials found evidence of stereotypic attitudes and expectations.
Recommendations for minimizing errors and misrepresentations in inter-
pretations of results and for increasing counselor's effective use of
the materials are inecluded. Publisher's revisions are also noted.

tation of vocational interest inventories. Results of counselor

attitude studies indicate that both men and women counselors see
traditional careers as more appropriate for women than non-traditional
"male" careers. However, there is some conflicting evidence. Little

is known about counselor's sex—appropriate perceptions for male counselees.
More research in this area is required. There is some evidence that
clients stereotypic attitudes are self-limiting relative to career options.
If the full range of career opportunities are to be extended to both sexes,
vocational interventions, such as interest inventories, must be revised
along non-sexist lines and societal, counselor's and counselee's sex
biases must be exposed and counteracted. (30 references)

314



O

ERIC

Aruitoxt provided by Eic:

Reducing sex-bias - Factors affecting the client's view

Birk, J.M. :
In E.E. Diamond (Ed.)

of the use of career interest inventories.
Issues of Sex Elas and Sex Fairness in Career Interest Measurement.

u. 57 Department of Health, Education and Welfare,
(Available from Educational Work, National Institute

l§75§ PQ. lOl 121-
of Bducation, Washington, D.C. 20208.)

Sex-Role Stereotyping. Sex Bias. Vocational Interests. Inventories.

Counselor Attitudes.

This paper reviews research and documents dealing with the issucs of sex
bias in the use of interest inventories. The focus is on factors that
affect the client's view of the whole career exploration process. Poten=
tial sources of bias have been identified as the inventory itself, the
manual and instructions, the interpretation of the inventory results
through published materials, and counselor's and client's perceptions of
the results. Four major interest inventories are reviewed, the Strong
Vocational Interest Blank, the Kuder Occupational Interest Survey, the
Self-Directed Search, and the Minnesota Vocational Interest Inventory.
Both explicit suggestions and subtle implications that may be deleteri-
ous to women clients' career exploration are present in the inventoriese

Sex-role stereoctyping needs to be explicitly discussed in manuals.
Since stereotypes develop early, pre-vocational experiences need to be
expanded to maximize the range of vocational interest and aspirations
for both men and women. Research is needed tc discover developmental
patterns of women's career interests. Counselor workshops for sex-
role awareness and for countering the biases of stereotypes are recom-
mended. Revisions of interest measures, manuals and interpretative
materials are needed to aid counselors in bias-free exploration.

(65 references)
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Birk, J.M., Cooper, J. and Tanney, M.F. Racial and Sex-Role Stereotyping

in Career Illustrations. Paper presented at the meet;ng of the American
ngchclaglcal Association, Montreal, 1973.

Sex-Role Stereotypes. Racial Stereotypes. Carecr Aspirations. Career
Information.

This paper presents some results of an investigation into the e )

of sex-role stereotyping and racial stereotyping in career i ,ustra,;ons'""”
of popular career information materials. A coding manual based on a
categorization system used by Zimet (1972) was developed and two graduate
counseling students were trained in using it to rate illustrations for
sexual and racial stereotyping. The Encyclopedia of Careers and Vocational
Guldanze, Volumes I and II (1972), the Science Reseat:h Aseac;ates Gﬁcupa=
tional Briefs (1973), the Occupational Outlook Handbaak (1972) and a

selected array of career pamphlets and brochures were sources of the
illustrations rated.

The American world of work, as presented in these illustrations, seems

to be almost exclusively populated by white men. White men's jobs appear
to be more exciting, challenging and autonomous; 71% of the career
representative in illustrations of Erafessi@nély-managerial and technical
occupations were men. Women are most often shown as nurses, teachers,
secretaries or caretakers of children. Black men and white women are
often shown in similar roles as assistants, helpers and service givers.
Men are shown as more active and outdoor oriented; women show more positive
affect in the illustrations. cCareer illustrations do not even accurately
portray the presence of women and minorities in various occupations. A
subtle, but pervasive impression of sex-appropriate and race-appropriate
career aspiration may be conveyed by many of them. While the authors
find it encouraging that women and some minorities aré seen as career
representatives in some non~traditional areas, they feel men are too
rarely shown in non-traditional, or "feminine" roles. (no references)
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Birk, J.M., Cooper, J. and Tanney M.F. Stereotyping in Occupational
OQutlook Handbook TlluSEfﬂtlQn;;” A Follow-Up Study. Paper presented

to the American Psychological Association, Chicago, 1975. 11 pages.

Sex Stereotypes Racial Stereotypes. Career Literature.

This study is a follow-up to a comprehensive 1973 study of illustrations
in popular sources of career literature. Singe the 1973 study the
Occupational Outlook Handbook (COH) has been revised. This study compares

the revised 1974-75 ODH with the 1972-73 edition. BAnalysis of the illustra-
tions was done by a graduate student in Counselor Education using a

coding manual adapted from Zimet. The rater was trained so that results

of this analysis could be compared with the previous one.

0O0H, while men and ethn;c mlﬂDfltlES are QVErfEPrESEﬁtEﬂ. Comparison
of the 1972-~73 with the 1974-75 illustrations velilds a chi-sgquare value
that iz not signifiecant, i.e., the illustrations in both editions are
basically the same in distribution of men, women, whites and blacks.

The distribution of male and female career representatives is unchanged,
between the two editions. A greater proportion of women are still
shown as a) smiling and generally pleasing, b) in helping or service
roles, ¢) in a sedentary or inactive posture.

This analysls alsa includes evaluation of illustrations by Dictionar
= les classifications. An analysis of the large
propartlon éf woman 11lu5trated in clerical and sales occupations
yields a significant chi-square value. This type of analysis for

the 1972-73 edition is not available.

The authors suggest that the widespread use of the O0H with its sex
and race stereotyping needs to be counteracted by use of literature
and information which shows women and minorities in non-traditional
roles and careers. (11 references)
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Boyer, E. Women--Are the Technical-Occupational Programs Attracting

Them? Washington, D.C.: Women's Equity Action League Educaticnal and
Legal Defense Fund, 1974, 7 pp.

Women in Nontraditional Fields. Technical-Occupational Programs,
Enrollment. Recruitment.

This study examined the extent to which schools offering certain
technical-occupational programs have adapted to the need to train
women for nontraditional employment fields. Questionnaires, sent
to the presidents of 830 publicly supported two-year colleges that
had technical-occupational programs regquested information about
increases from the academic year 1972573 in the numbers of women
enrclled and teaching in 14 programs and the use of certe efforts
to attract women to these programs. Responses were received from
40.1 percent of the schools surveyed.

The author found that enrollment of women is still slight in many
of these programs, and is increasing only very gradually, either
numerically or percentage-wise as compared to male enrollment.
Those institutions which have made a certain amount of effort to
attract women students to these programs have had modest success.
Institutions which have made considerable effort have rather

these 14 programs. (17 references)
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Brapdenburg, J.B. The Needs of Women Returning to School. Personnel and
Guidance J@u;nal, 1974, 53 (1), 11-18. o

Adult Women Undergraduates. Counseling. Child Care. Financial Aid.
Admissions.

This article discusses the needs and problems.of women returning as regular,
matriculated, day session students at an urban commuter college. A program
called "Women Involved in New Goals" (WING) was developed to offer a series
of small group discussions and individual counseling to these women. Through
WING they can develop friendships with peers, discuss their problems,

gain ;uppcrt and infé:maticn, aﬂ& é@nsider such issues as pafsonal concerns

While ages range from 23-53, the average age is 38. Almost all the women
are married and have children. Although typically they have had some
previous postsecondary education, most have been out of school 15 years.
They left school a) to marry and raise a family, b) because of financial
need, or c) out of a lack of interest. They have paid or volunteer wo..:
experience in traditional areas.

These adult women need understanding and support with respect to the
importance and difficulty of their decision; they have a history of de-
pendency and need to develop and strengthen their capacities to assert
themselves and to make decisions. Although most women experienced some
degree of resistance to their return to school from husbands, family,
and friends, many stressed eventual improvements in their marriage and
family situations as a result of their return.

Counselors working with this clientele need te understand the nature

and underlying dynamics of the problems and conflicts these women

face. The women need to explore the extent to which they prevent their
own success, analyze and understand the reaction of their families and
explore their own guilt feelings about their children. Colleges need to
be sensitive to the uncertainty and insecurity of this population. More
appropriate admissions criteria and procedures are recommended. New
sources and guidelines for finaneial aid should be developed. Cchild

care should be available to those in need. (9 references)
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Brindley, F. B. Social factors influencing educational aspiration of
black and white girls. Dissertation Abstracts International. Ann
Arbor, Mich.: University Microfilms, No. 71-1648 (HC, $10; MF, 354).
129 pp.

“ducational Aspirations, Role of Others. Racial Differences. SES
ifferences. Girls.

]

The influence of parents, peers, teachers and counselors upon the level
of educational aspiration of more typically middle- and lower-class
adolescent black and white girls was investigated. The correlation
coefficients of middle-class black and white girls differed significantly
only in the correlation between the aspiration level of these girls and
that of the girls used for comparison on the basis of intellectual
motivation. The correlation coefficients of the lower=class girls were
not significantly different on any of the self-assessment variables.
Results did not support the hypotheses that girls who perceive conflicting
expectations from parents and peers or father and mother especially value
the expectations of a teacher or counselor in goal setting. Only the
expectations of an older sibling or relative were perceived to bear a
significant relationship to the goals of all four groups of girls.

{(from P.
Washingto

E. Cromwell, (Ed.). Women and Mental Health, A Bibliography.
n, D.C.: U. S. Government Printing Office, 1974.)
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Broverman, I. K., Broverman, D. M., Clarkseon, F. E., Rosenkrantz, P.S.,
and Vogel, S. R. Sex-role stereotypes and clinical judgments of mental
ealth. Journal of Consulting and Clinical Psychology, 1970, 34 (1),
=7. T

oz

=

Sex~-role Perceptions. Mental Health Personnel. Sex-typed Behavior.

Sex-role stereotyping among clinical psychologists, psychiatrists, and
social workers was examined. It was hypothesized that alinical
judgments about the characteristics of healthy individuals would differ
as a function of sex of person judged, and that these differences in
¢linical judgments would parallel stereotypic sex-role differences.

A second hypothesis predicted that behaVidgrs and characteristics judged
healthy for an adult would resemble behaviors judged healthy for men,
but differ from those judged healthy for women.

A questionnaire of 122 bipolar items was administered to a sample of

79 clinicians (46 men, 33 women), each subject receiving one of three
sets of instructions: To describe a mature, healthy, socially competent
(a) adult, (b) man, or (c) woman. Agreement scores on the 38 sex-role
stereotypic items and male and female health scores relative to an ideal
standard of health (i.e., adult, sex unspecified) were developed from
guestionnaire responses.

Both male and female clinicians agreed on the behaviors and attributes
characterizing a mentally healthy man, woman, and adult, independent

of sex. The differing conceptions of what constitutes a mentally healthy
man and a mentally healthy woman paralleled sex-role stereotypes.
Clinicians did tend to ascribe male-valued traits more often to healthy
men than to healthy women, whereas they ascribed only about half of the
female-valued traits more often to healthy women than to healthy men.

The adult and masculine concepts of health did not differ significantly,
but a significant difference was found between the adult and feminine
health concepts. (21 references)

(from H. S. Astin, A. Parelman and A. Fisher. Sex Roles: A Research

Bibliography, Washington, D.C.: U. S. Government Printing Office, 1975.)
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Brown, M.D. Sex Differences in Factors Affecting Educational Outcomes.

Unpublished qualifying paper, Harvard University, 1974, 88 pp,
Predictors of College Attendance. Sex Differences. Socioeconomic Status (SES).
Academic Ability. '

This paper analyses sex differences in two educational outcomes, high school
expectations and actual attainment five vears after high school graduation,
and examines the influence background variables have on these outcomes. The
data used for the analyses were collected by Project TALENT between 1960
and 1968. The sample of 3044 is a subsample of those individuals first sur=
veyed in 1960 as ninth graders and for whom 1968 follow-up data was also
available. The variables examined include general achievement, SES, family
size, ninth-grade grade point average, High school cufricilum, educational
expectations, and educational attainment.

The author found that girls differ from boys on both educational outcomes:
in high schoel, three-fourths as many girls as boys planned to obtain a BA
degree, and by five vears after high school graduation, two=thirds as many

girls as boys were stil enrolled in a four-year college or had obtained their
bachelor's degree. Girls also differed from boys on background variables,

but these differences do not explain the differences in educational outcomes:
girls had slightly lower scores on the composite achievement index but slightly
higher grades, and they were slightly less likely to be in the college prep-
aratory curriculum in high school. For high-achievement students, the col-
lege completion. rates for girls were comparable with those for boys; but for
low-achievement students, the rates were considerably lower for girls than

they were for the boys. Variation between schools does not seem to have

much effect on the educational outcomes of students. (31 references
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Buek, A.P., and Orleans, J.H. BSex Discrimination -
A bar to a democratic education: Overview of Title IX of the Education
Amendments of 1972. Connecticut Law Review, 1973, 6 (1), 1-27.

Title IX. Sex Discrimination. Barriers to Higher Education.

This article contains a section-by-section analysis of Title IX and suggests
a' legal framework in which to evaluate separate or different treatment

of the sexes in the activities to which Title IX applies. Title IX is
intended to accomplish two goals: 1) eliminate discrimination on the basis
of sex in education, and 2) make the greatest use possible of federal
financial assistance in expanding educational opportunities for all
Americans. Howevey Title IX contains exemptions and deferments which enact
into law significant popular as well as judicial indecision on the issue

of women's role and rights with regard to education. Title IX's success
will, to some extent, depend on clarifying and resolving this indecision.
Interpretative decisions under Title IX are, therefore,; extremely importants
“Fhe public must clearly understand that Title IX's application is consistent
with congressional intent.

Three related perspectives for assessing practices which are separate or
different on th: basis of sex and which may be subject to Title IX are
presented. This first is "quality control": Will the practice adversely
affect the gquality of partieipants or that of their comparative experiences
and thus decrease the efficacy of federal support? The second perspective
involves asking if, without regard to Title IX exemptions, the practice will
result in present or future inequality among the participants. Where
separate treatment on the basis of sex is proposed by an entity subject to
Title IX, all indicia must indicate that full experiential equality is
accorded those who will be affected. The third perspective necessitates
asking: Does the practice allow individuals to be considered on their
merits, one by one and without stereotypes? A sex-based practice within

a federally assisted education program can be sustained only by compelling
interest; it must be demonstrably related in some precise way to individual
success in the education activity and the need for it must preclude use

of alternative procedures which consider individuals equally, according to
their own merits rather than stereotypically as a member of a particular
sex. The authors believe that attention to the guestions raised by
exXamining a practice from these three gers%ﬁbtives will provide thorough and
informed guidance for effectuating the goals of Title IX. (119 references)
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Campbell, M.A. "Why Would a Girl go into Medicine?" 014 Westbury,

New York: The Feminist Press, 1973, 114 pp.

Women in Nontraditional Fields. Representation of Women on Faculty

and Administration. Recruitment and Admissions. Student Health
Services. Attitudes toward Student Mothers. Financial Aid. Athletic
Facilities. Housing Services. Day Care. Affirmative Action Plans.
Institutional, Overt and Subtle Discrimination.

This document examines the forms and varieties of discrimination
against women in medical scheools, the coping mechanisms women use

to handle this discrimination and their effects on the user, the
possibility of change, and discrimination against women as patients.
This information was assembled to assist women in selecting and surviving
in medical school education. An exploratory questionnaire composed

of open-ended questions was widely but non-systematically senit to many
(but probably not all) of the 107 degree-granting medical schools in
the United States., Seventy-six gquestionnaires were returned from 146
women students at 41 medical schools. The respondents cannot be
considered to be representative of all women medical students, nor

of any statistically describable universe. The "case study" data were
collected between February and September of 1973. As another part of
the study, letters were sent out to the registrars and the admissions
offices of the 107 medical schools about numbers of and attitudes

toward women students with children. Sixty=-six percent of the registrar
sample provided the requested information, 22 percent would or could not,
and 12 percent did not respond. The admissions office response was
considered to be complete, since the 9 percent that did not respond
were considered to have provided significant information about their
attitudes. Questionnaires about attitudes and practices in the
provision of medical care for women patients were mailed to the student
health services of the 107 schools; there was a 74 percent response
rate. Information about the status of the affirmative action plans

for the 107 medical schools or their parent universities was obtained

- from the Public Information Officer of thé Office for Civil Rights,

Department of Health, Education, and Welfare.

Three forms of discrimination against women are considered: institutional,
overt, and subtle discrimination. Institutional forms of discrimination
considered include admissions and recruitment, financial aid, student health
services - both physical and psychological, and athletic facilities.

Overt discrimination is categorized as baiting, belittling, hostility,

and backlashing. Subtle discrimination consists of ostracism, forgetting,
spotlighting, stereotyping, and male sexual prurience. Examples of

these various forms of discrimination are provided from the questionnaire
responses. Coping mechanisms fall into three broad patterns of response -

support to and from other women - all of ‘which entail some costs and
benefits to the user. Four ways to work for change - private negotiations,
public "displays," organizing as an action group, and school endorsed
committees or task-forces - are considered. Because there is a direct

and as patients, discrimination against women patients is discussed.
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The author concludes that because the data are not sufficiently

extensive or complete, no clear differentiation can be made between
the various medical schools with regard to discrimination against
women medical students. - She does suggest that the information
collected here, particularly regarding the numbers and proportions of
women students, the existence of some format fcr women to meet
together, and the known axistence of discriminatory policies and

procedures, be used in clarifying the deci
to attend. (33 references)

sion as to which school
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Center for Law and Education. Sex Discrimination. Inequality in Education,
18. Cambridge, Massachusetts: Harvard University, 1974, 67 pp-

Discrimination in Access to Elite Academic Institutions. Litigation
TIssues. Vocational Education. Athletics Programs. Finaneial Aaid.
Student Services. Recruiting and Admissions. Student Rules and
Regulations. Housing Rules. Health Care. Textbooks. Curriculum,

This issue contains seven articles on sex discrimination in the schools

at the elementary, secondary, and postsecondary levels. The underlying
belief which prompted this publication is that equal educational oppor-
tunities for women are a necessary ingredient to the attainment of equal
justice and opportunity for members of both sexes. The first article
reviews some of the areas of sexism in education which have lent them-
‘selves to litigation challenges and suggests other areas in public
schools which should be examined. The author divides :sex discrimination
in education into two categories: 1) the most overt forms of discrimin=-
ation, such as the exclusion of women from particular schools, classes,
activities or other educational benefits, and 2) the more subtle forms

of discrimination, e.g., sexually biased textbooks, counselor attitudes,
differential expenditures of resources on male and female students, and
personnel staffing patterns. Suits that have been brought challenging

the exclusion of women from elite academic schools, assignment of students
to vocational education classes, and exclusion or discrimination against
female students in athletic programs are reviewed and the implications
discussed. One area of overt dlscz;m;natlcn agalnst wamen which lLas
:ecelved little attention -asgasmat—w ik ] =aai; -

sbion is distribution of schoia:shlps and awaras, w1thout equa] access
to mOnetary benefits, female students will continue to be denied equal
educational opportunities. The importance of eliminating testing materials
with sexual biases, sexually biased school testbooks, and differential
expenditures on the basis of students' race or sex and of developing
leadership models for young women through representing women equally in
important and visible decision-making decisions in the schools are stressed.

Another article discusses Title IX and considers the implications for
recruiting, admissions, financial aid, student rules and regulations, housing
rules, health care and insurance benefits, athletic programs, counseling,
student employment, textbooks and curriculum, single-sex courses, and
women's studies programs. The authors attempt to provide some insights

into the scope and nature of practices which discriminate against students
on the basis of sex, and the changes in these practices which might well

be required for an institution to be in compliance with federal law. Overt
discrimination, which specifically excludes one sex or specifies different
treatment or benefits based on sex, is distinguished from discrimination
which results from criteria, policies, procedures or practices which appear
to be fair, but which have a disproportionate impact on one sex or the
other. Although there are a number of unanswered gquestions concerning

the specific implications of Title IX, the authors conclude there is no

e s
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guestion that esducational institutions now have a clear and strong federal
mandate to eliminate sex discrimination against students, as well as
employees.

Chapter 622, a Massachusetts statute which outlaws discrimination

on the basis of sex in the state's public schools, is the topic of another
artizle. The authors respond to questions asked most often about it, such
as why this form of legislation was chosen and how the law is working

in practice. The final article reviews judicial standards for determining
sex discrimination. (4-52 references per article)
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Centra, J.A. Women, Men, and the Doctorate. Princeton, New Jersey:

Educational Testing Service, 1974, 214 pp.

Career Patterns of Women Doctorates. Sex Discrimination in Graduate
School: Admissions, Financial Aid, Faculty Support.

This study attempts to describe the current status and professional
development of a sample of women doctorates and to compare them to
a matched sample of men. Thé initial random sample of 6,710 (3,473
women and 3,237 men) was selected from doctorates awarded in 1950~

samples of men and women were matcéhed on field of study, institution
awarding degree, and year of degree. In mid-March 1973, questionnaires
which included items on employment, activities and interests, job =~
satisfaction, reasons for unemployment, income, publications, graduate
for whom addresses in the United States were available. Eighty-

one percent (3,658) of the delivered questionnaires were veturned. .
Final numbers of men and women respondents are fairly sariila.” for each
year and major fisld group. Chi=square tests on sex dis. “i.:. .5 within
five areas of study - humanities, physical sciences, bioiouiua
sciences, social sciences, and education - were the prinéipal focus
of analysis. Trends over time were also investigated.

In regard to graduate school experience, the author found women Jdid
not differ from men in their retrospective views of the interest

shown in them by faculty members. However, there is reason to believe
complete their doctorates. Although women were slightly more likely
than men to have received a fellowship or scholarships, more men than
women were teaching assistants. Sex discrimination in admission to
graduate sthool was mentioned as a serious problem by 15 percent of
the women compared to 5 percent of the men. Both sexes (23 percent

of women versus 10 percent of men) perceived sex discrimination as
more of a problem after admission in discouraging. women from completing
graduate school. On the average, women are older than men at the time
they receive the doctorate.

The author concludes that women are far less likely to attend graduate
school and, once having acquired the doctorate, are less likely to
receive the awards which their male colleagues enjoy. (45 references)
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ChristénSéni S., Melder, J., and Weisbrod, B. A. Factors Affecting College

Attendance. Madison, Wisconsin: Institute for Research on Poverty,
University of Wisconsin, March 1972, 17 pp-

Predictors of College Attendance. Socioeconomic Status. Sex Difference.
Ability Level. '

This longitudinal study examines the influence of the type of higher- educa-
tion facility available on the decision to attend college. In 1963,
information was collected on the ability level and parental characteristics
of 4,088 high school seniors in eight Wisconsin communities. Of these

year county college, three had extension campuses of the University of
Wisconsin, and one had a four-year state college. Questionnaires were
mailed to the original sample in 1967 to determine who had attended college;
there was a 46 percent response to this follow-up. From the respondents

a random sample of 440 was selected and income data from 1959=1965

were collected.

The authors found high school rank was an important determinant of college
attendance for both males and females. The presence of a nearby college
significantly affects the decision to attend college for females but not
for males. The parents' income and educational level were both important
factors influencing males' decision to go to college. For girls, father's
income had no significant influence on the decision, but parents' educa-
tional level and father's occupation did. The authors conclude that if a
male can meet the fees and admissions requirements, he isg-likely to attend
college. For a female however, the probability that she will go to
college is strongly affected by parental and community influences.

(8 references )

329



2

1 educational aspiration

Coates, T.J. and Southern, M. L. Differentia
ents. Journal of Psychology,

levels of men and women undergraduate stud

1972, 81, 125-128.

Educational Aspirations. College ‘Students. Professional Women.

This study examines the reasons for the underrepresentation of women

in academic professions, specifically psychology. Male and female
college student aspiration levels and intellectual abkilities were
considered. Data on 198 male and 166 female undergraduates enrolled

in an upper division psychology course at San Jose State College were
provided by questionnaires eliciting highest degree aspirations and
demographic information. 1In addition, three predictors of academic
success were also considered: Four psychology course examinations
converted into a summation score, the Concept Mastery Test of verbal
facility, and the Wechsler Adult Intelligence Scale.

Findings showed that women set lower educational goals for themselves
than men, despite their apparent equal intellectual capabilities for
pursuing graduate education. It is concluded that not only discrimination,
but also the aspiration levels of women account for their small numbers
in the academic professions. (11 references) '
(From H.S. Astin, A. Parelman, and A. Fisher. Sex-Roles: A Research
Bibliography. Washington, D.C.: U.S. Government Printing Office,
1975.)
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Coleman, J.5. et al. Equality of Educational Dppertun;ty, Waehingteng

D.C.: U.S. Government Printing folee, 1956 737 pp.

Equal Educational Opportunity. Racial and Ethnic Groups. Academic
Achievement. Segregatien.

This volume reports the findings of a legislatively mandated investigation
into the availability of egual educational opportunities for individuals
of different races, coler, religions, or national erigins in emerieen%*
public educational institutions. Six racial and ethnic groups were .. -
studied: blacks, American Indians, Oriental Americans, Puerto Ricans -
living in the continental U.S., Mexican Americans, and whites. Four
major issues were, examined: 1) the extent to which the racial and

ethﬁie grcupe are segregated frem one enother in the Puhlie echoole,

£

ef a number of er;tez;e wh;ch are fegerded as goed lndlcetore ef
educational guality; 3) how much the students learn as measured by
their performance on standardized achievement tests; and 4) possible
relationships between students' achievement and the kinds of schools
they attend.

The data for the public school phase of the Educational Opportunity .
Survey, conducted in Fall 1965, were based on a stratified two-stage
probability sample of the public schools in the country. A total of
approximately 900,000 pupils enrolled in grades 1,3,6,9, and 12,
about half of whom were white and half nonwhite, comprised the mail
survey sample in 4,000 public schools. . All teachers, principals, and

-district superintendents were also eu%veyeai Although about 30 percent

of the schools selected for the survey did not participate, an analysis
of the nonparticipating schools indicated that their inclusion would

not have significantly altered the survey results. Statistical analyses
of the data were performed.

The authors found the great majority of American children attend schools

that are largely segregated; of all groups, white children are most
segregated. NeteeneLly, white children attend elementary schools with
a smaller average number of pupils per room than do any of the minorities.

Howevef, in some regiOﬁe the nationwide petterﬂ is revereed Secendery

H

mlner;tlee, exeept Indlane. Netlenelly, mlnerlty greuge heve Fewer
of the facilities and less access to curricular and extracurricular programs
that seem most related to academic achievement. Regional differences
are usually greater than majority-minority differences. The average
black pupil attends a school where a greater percentage of teachers
appeer to be eemewhet leee eble, as meeeured by Iough indieetere ef
etudent. Reqardlng the thlrd issue belng etudlea, 1t was feund thet
with some exceptions wotably Oriental Americans - the average
minority pupil eeoregug§Et;netly lower on standardized achievement
tests at every level than the average white pupil. Moreover, the
deficiency in achievement is progressively greater for the minority
students at progressively higher grade levels; “As for the fourth
issue, the schools are remarkably similar in the .

way they relate to the achievement of thelr pupils when the socio=

Q
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‘economic background of the students is taken into ‘account. However,

the achievement of minority students depends more on the schools

oot
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they attend than does the achievement of the majority students. Pupil's
achievement is relatively unrelated to variations in facilities and
curriculums, more strongly related to gquality of the teachers, and
strongly related to the educational backgrounds and aspirations of
other students in the school. (no references )
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College Entrance Examination Board. Barriers to Higher Education. New

_York: ARuthor, 1971, 151 pp.

Minority Group Students. Tests. Admissions Standards ane Policies.
Finances. Special Programs. Open Admissions.
The volume contains the papers presented at the College Entrance Examination
Board's Colloquim én Barriers to Higher Education which had as its purpose

a critical examination of the major barriers that stand between the great
majority of the blacks, chicanos, Puerto Ricans, and American Indians

and equal access to higher education. The barriers examined were:

the ways in which higher education is organized; tests, especially tests

of scholastic aptitude; admissions standards ~and policies; the paucity

of adequate special programs conducted by institutions of higher learning
and related organizations for the purpose of facilitating the admissions and
retention of minority/poverty youth; and finances.

The conference participants advocated that tests of scholastic aptitude
and achievement be used for educatiomal rather than screening purposes;
that the nature of the educational experience that college provides
become responsive to a much more representative group of American youth;
that faculty attitudes toward minority poverty youth be changed from
tolerance or hostility to humanness; that a more flexible pattern in
which students proceed at their own pace be substituted for rigid, four-
year graduation requirements; and that open admissions policies replace
selective admissions. They also called for more truly free-access
institutions strategically located; more effective compensatory and
supportive programs; more relevant research on the teaching-learning
process; more reliable data on the performance of "high-risk" students;
and more financial access to higher education for the economically dis-
advantaged student. (7 major papers and 5 responding papers, 0-47
references per paper )



Crandall, V., Dewey; R., Katkovsky, W., and Preston, A. Parents'
attitudes and behaviors and grade-school children's academic achieve-
ments. Journal of Genetic Psychology, 1964, 104, 53-66. '

Elementary School Students. Academic Achievement. Parental Influence.

The relationship between parents' attitudes and behaviors and chiidren's
academic performance was investigated as part of a larger study. Subjects
were 20 boys and 20 girls in the second, third, and fourth grades, and

their parents. Thé sample was representative of all but the lowest

social class. . The children's intellectual abilities were assessed by

the Stanford-Binet Intelligence Test, and -academic performance was measured .
by the California Achievement Test. Parents were interviewed individually
regarding general parental behaviors (affection, rejection, nurturance)

and specific attitudes and reactions to their child's everyday achievement
efforts. -

Correlations between IQ and achievement scores were of the same magnitude
generally found in research on children's intelligence and achievement.
The only general parental behaviors that significantly predicted academic
performance pertained to mothers and daughters: Mothers of academically
competent girls were less affectionate and less nurturant toward their
daughters than mothers of less proficient girls. Neither mothers' nor
fathers' expressed values for their child's intellectual experiences

were positively associated with the child's academic achievement. The
mother's evaluation of and satisfaction with the child's general intellectual
competence were positively related to the child's actual academic perfor-
mance, whereas those of the father were not. Parental instigaticn of and
participation in children's intellectual activities, when correlations
were significant, were negatively associated with the children's academic
performance., Fathers of the most academically proficient girls tended

to praise rather than criticize their everyday intellectual achievement
attempts. The greater number of significant correlations between parents'
attitudes and behaviors and daughters' academic proficiency suggests

that grade.school boys may be less susceptible to adult influence than
grade school girls. (9 references)

(from H.S. Astin, A. Parelman and A. Fisher. Sex Roles: A Research
Bibliography, Washington, D.C.: U. s. Government Printing Office, 1975.)
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Crosman, A.M., and Gustav, A. Academic Success of Older People. Psychology
in the Schools, 1966, 3 (3), 256-258. .

Mature Adult Undergraduates.

This article reports the findings of a study of the Spring 1962 term
academic transcripts of all students (N=224 men, 233 women) 30 years

of age and above attending an undergraduate liberal arts division of
New York University. Men tended to be younger than women: 54 percent
of the men, but only 29 percent of the women were between 30-34 years
old. Men were more likely than women to be part-time, evening students
(80 percent men, 59 percent women). Ninety-four percent men and 97
percent women were doing at least "C" level work: Using a Pearson
product-moment correlation, a negligible relationship was found between
grade average and age. Forty-six percent of the men and 35 percent of
the women planned either to change occupations or to enter one for the
first time. : o

The authors conclude the data seem to indicate older people can succeed

in college, however they add that the findings cannot be extrapolated
to all older people since the sample may not be a random cone. (no references)
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Cross, K.P. Women Want Equality in Higher Education. The Research
Reporter, 1972, 7 (4), 5-8.

Dlscrlmlnatlcn.

Undergraduate, Graduate, and Adult Women. Sex
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A major argument for sex discrimination against graduate women, that
women are less likely than men to finish their program and that those
who do are less likely to use their education productively, is presented
and refuted. The barriers placed in the path of mature women who would
like to return are described. The author makes recommendations for

action to counteract current inequities within the educational system.
(13 references )

336



ERIC*

Aruitoxt provided by Eic:

of Mature Women Returning to School. Unpublished Master's Thesis

University of California, Los Angeles, 1975, 111 pp.

Cross, S.L. The Second Time Around: A Survey of the Céﬁnseli'g Needs

This study examines the Spécial prcblems and c@unseling needs of mature

urban tonyaar éollege. Flfty women over aqe 25 worklng toward

degrees, were interviewed in 1975 to gather data in the following areas:

. demographic_characteristics; educational and. employment background,

status, and goals; academic performance; practical problems such as
finances, transportation, child care, institutional inflexibility and
inadequate counseling; attitudes of significant others; and feelings
ab@ut the schaal expezieﬂce. The sam§1e was ch@sen tc apprsximate

and all @f them 1ntend ta flnd emglayment after their educatlcn is
completed. School is seen as a means to obtain better jobs and to find
self-fulfillment. The women generally perform well academically, but
some of them have difficulties due to time constraints, inadequate
study habits, problems with math or English, and test-taking anxieties.
Women with good grades explained characteristics and abilities that
helped them to succeed in school.

Financial pressure is the greatest practical concern for these women
as many are self-supporting or are heads of househo.ds. Most of the
women feel that other important people are supportive of their return
to school, although the time demands of school limit the energy they

. have for family and friends.

Tentative recommendations for the kinds of services that would benefit
these mature women are offered. The conclusion gives suggestions and
poses questions in the following areas: fiﬁancial aid, vocational
cauﬁsellng, academic assistance, psychological counseling, role of a
women's center, development of replicable counseling treatments, needs
assessment of community women, and evaluation of support services. -
(67 references)
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Davis, A.E. Women as minority group in higher academics. The American

a a
Sociologist, 1969, 4 (2), 95-99.

Woman's Role. Faculty Attitudes.

This paper examines the problems encountered by women as members of
an academic minority group, the relative success women experience in
academic careers, and the manner in which women's educational and
social capacities are used. A preliminary search of the literature
on woman's role in America shows the author a picture of domesticity

and child-rearing accompanied by -insinuations that careers are difficult, -

if not ili-advised, as female pursuits. Jessie Bernard's findings
on educated women, their characteristics, and the problems they
encounter, published in Academic Women, are reviewed.

The field of Sociology was chosen for closer examination. Informal
interviews gearea toward obtaining the professor's subjective appraisal
of the Jwoman's role in sociology were conducted with five professors
(four in sociology and one in anth30§élogy) They felt that women
hold a 1esser or m;narlty posztlon in thé fléld that they are Erobably

knawledge, and that they are 1355 l;kelg to ba hlreﬂ,as pr@fessors
in status universities. They held that women were employed in research
organizations proportionately more frequently than men. Generally,

the professors attributed this situation to the woman's role, whlgh

appears to prevent the pursuit of an uninterrupted career. Examlnlng
the percentage of Ph.D. candidates who succeeded in the University of
California's sociology department between 1948 and 1964, there appears
to be a greater mortality rate among women than men. An analysis of
the nuinber of women in the field and their employment using the 1963
Directory of the American Sociological Association found men are

20 percent more likely to be college teachers, and women are found
twice as often in research, though the figqure is small for both.
Twenty-one percent of all women are listed without a work affiliation
compared to nine percent of the men. (9 references)
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Dickerson, K. G, Are female college students influenced by the exg%gtéticns
they perceive their faculty and administration have for them? Journal of
National Association of Vomen Deans and Counselors, 1974, 37 (4), 167-172.

Faculty Attitudes. Role Expectations. Role Aspirations.

This study attempts to determine if there is a relationship batween. women
students' academic-vocational aspirations and their pexcégﬁiaﬁg'éf what o
their faculty and administration expect of them. Questionnaires were answered .
by a random sample of 379 female students at 4 midwestern colleges and ' ok
universities. The questionnaire included 40 guestions: 20 guestions designed
to give an indication of each student's own academic-vocatiénal aspirations

and 20 questions designed to give an indication of -how the student felt

the faculty and administration of her institution perceived her academic~
vocational role. : R .

While the findings do not show a cause and effect relationship, female o
students do perceive limited support and encouragement in acadene. Regaxd- "~
less of the level of their own aspirations these are iigher than their ‘ E
perceptions of what they see as the expectations of their faculty and admin- .
istration of them. A sizeable percentage o=f female students perceive low
expectation for them and are sensitive to differential treatment of the
sexes. They do suggest that students with higher aspirations are more apt
to feel their faculty and administration have high expectations for them.
This reflects the "pygmalion' notion that one's behavior is influenced by
another's expectations. Results of the study support the notion that
higher education needs to adapt better to serve the needs_of its women
students. (11 references) '
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Drew, D. E. and Patterson, M. On_the Aspirations of Women Student
Unpublished paper, 1973, 10 pp.

Undergraduate Women. Predictors of Educational Aspiration. Self-concept.

This paper examines the patterns of development of occupational and educational
aspirations. In August 1967,  follow-up questionnaires were mailed to. _ _ _
60,000 students who were initially surveyed when they entered college in

the fall of 1966 by the American Council on Education's Cooperative Insti-
tutional Research Program; complete information was available for 22,079.

The sample used for this study consisted of 3,293 white men and 3,509

white women. The variables included college selectivity, aptitude,

technique was built around a multiple regression model.

The authors found that while the best predictor of follow=-up agpiration level
for both sexes was initial level of aspiration, academic ability is the
second most important determinant of aspirations for women and ability
self-concept is the ‘second most important concept for men. They conclude

that perhaps the salient reference group for women students is the

national pool of undergraduate students, irrespective of the selectivity

of the college they attend, and that, therefore, women need some sort of
external sanction, such as the "objective" measure of aptitude tests, to
aspire to higher levels of education. Because academic self-concept is e
not one of the most important predictors of educational aspirations for
women and plans to marry while in college have a strong negative influence,
the authors feel some measure of socialization into the traditional female
role should be included in this type of analysis. Theybelieve it is

very likely that for women the self-concept they have of themselves as

people and of the appropriate role for them is the best predictor of
educational aspirations. (9 references )
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Durchholz,P. and O'Connor, J. "Why Women Go Back to College." Chanze,
1973, 5 (8), 52+.

Adult Women Undergraduates.

This article reports the findings of a survey sent to a random sample of
245 undergraduate women 25 years or older continuing their education

during the day at 2 campuses of the University of Cincinnati. The authors
found 35 percent had returned to school to prepare for employment, 30
percent to fulfill a need or desire for educational achievement, 25 percent
to facilitate personal growth, and 4.5 percent each to promote independence
and to be intellectually stimulated. Their degree goals were: 11 percent
doctorate, 37 percent master's, 35 percent bachelor’s and 1l percent
associate. These women were making steady progress toward their goals;
they had the appropriate class standing for the number of years they had
been in school and were completing.their undergraduate degrees in 4-5
years. The majority (55 percent) were attending school part-time. Fifty-

lives, 22 percent said it was moderately significant, 19 percent considered
it an "interesting dimension" of their lives, and only 3 percent felt it
was not really important. Seventy-two percent had definite plans to work
after graduation and while 63 percent had returned to school with specific
job goals in mind, 42 percent said that they did not have té work. These
women had "B" averages. For 24 percent of the respondents, their return

or by a life style change, such as children entering school or leaving
home. Seventy-eight percent said their children were favorable or very
favorable to their return to college and 76 percent reported their husband

had a similar attitude.

The authors conclude that the problems of women returning to college may
require a good deal of attention and that counselors and advisors are needed
to inform them about the job market and future trends; in light of the
finding that 25 percent of these women are training for the overcrowded
field of elementary and secondary teaching and 28 percent are liberal

arts majors, many of them with plans to earn graduate degrees and teach

at the college level. The need for child care and the problem of a husband's
lack of approval are highlighted as obstacles which prevent women from
returning to school. (no references)
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Entwisle, D. R., and Greenberger, E. Adolescents' views of women's
work role. Amg;i;apfqurnal@afVgrghépsyghiat:yi 1972, 42 (4), 648-656.

Adelescents. Female Role. Career Attitudes.

The effects of adolescents' sex, raca, Ig, social class, and residential
locus on their attitudes toward women's work role were- .explored.

The sample of 27Q male and 3@5 famale nlnth graders were attendlng
hlaak bluEE:Qllar, whlte hlue-callar, Whlté ruzal; and wh;te m;ddles
class. Subjects answered three forced-choice questions on women's

role included in a large test battery. The guestions, followed by
indexes of how strongly the subject felt about each opinion, concerned
whether women should work, what kinds of jobs they should hold, and
whether they are 1ntellactually curious.

Data indicated a marked difference between boys and girls about

women's role, with boys consistently holding more conservative opinions.
Both sexes disapproved of women holding "men's" jobs. Black students
were less opposed to women working than were white students, but they
were just as negative toward their doing the same work as men. Both
black and whlte inner= c1ty students were géneraLly w1111ng for wamen

glrls on women's r&le. The gzaatest dlfferences between g;rls' and boys?
views were found. among the middle-class white sample. Although subjects
of high IQ generally held liberal views, high-IQ middle-class boys were
least liberal. High-IQ blue-collar students of both sexes were the most
liberal. These findings are discussed briefly in relation to adolescent
sex-role behavior, occupational aspirations and peer pressure, education,
and women's role in American society. (5 references)

..(from H.S. Astin, A. Parelman and A. Fisher. Sex Roles: A Research
'Elbllagraphy, Washington, D.C.: U.S. Government Printing *Office, 1975.)
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Epstein, C.F. Encountering the male establishment: Sex=status
limits on women's careers in the professions. BAmerican Journal of
Sociology, 1970, 75 (6), 965-982. Also in: Theodore, A. (Ed.) The

Professional Woman. Cambridge, Mass.: Schenkman, 1970. pp. 52-73.

Professional Women. Sexual Discrimination.

This broad discussion draws on existing research and census data to
examine some of the difficulties experienced by women professionals

in fulfilling their career potential. Also discussed are some factors
that may mitigate these difficulties. Structured professional processes,
such as the colleague system, sponsor-protege relationships, social
interactions within organizations, and sex typing of occupations,
status. The dynamics of these processes result in a cultural definition
of women as holding a status inappropriate for certain occupations.

The practice of female self-exclusion and the role confusions in male-
female professional interaction are discussed. Interviews with
successful women professionals provide information on patterns of
professional life which can prevent or minimize problems faced by

WOmen .

It is concluded that a woman is more likely to have a normal career

if the environment filters out responses to her sex status which

intrude on her professional role, and if she has perfected techniques

for handling such responses. Despite recent challenges to the traditions
of the professions and the renewed movement toward job equality, it
appears that more radical changes are necessary to eliminate the
problems of the professional woman. (34 references)

(From H.S. Astin, A. Parelman, and A. Fisher. Sex-Roles: A Research
Bibliography. Washington, D.C.: U.S. Governmmnt Printing Office, 1975.)
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Feldman, 5.D. Impediment or Stimulant? Marital Status and Graduate Education.
American Journal of Sociology, 1973, 78 (4), 982-994.

Marital Status. Education. Role Conflict.

This study examines how the spouse role affects both men and women in gradu-
ate education. The emphasis is placed on the effects of divorce since, if
one must chose between roles, abandonment of the spouse role may lessen the
conflict. Data used are from a nationwide sample of graduate students and
consist of approximately 33,000 completed mail questionnaires.

FPindings show that in all marital statuses, women are more likely to express
intellectual motives for attending graduate school than men. Married women
drop out and, if they remain in school, they are less likely to engage in
informal socialization with other students. Married men appear to be quite
productive and the best-adjusted of all graduate students. The most com-
mitted and active graduate students are divorced women. It appears that
divorce becomes a force for liberation for women students, while it becomes

a source of strain for men. Men lose a supportive relationship, while women
lose a source of severe role conflict. Those most able to adhere to a qareer-
primacy model are married men and divorced women. (20 references)
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Ferrin, R. I. Barriers to Universal Higher Education. Palo Alto, Ca.:
Access Research Office, College Entrance Examination Board, 1970, 62 pp.

Financial Barriers. Academic Barriers. Motivational Barriers. Geographic
Barriers.

This report outlines and discusses four major barriers to higher education:
financial, academic, motivational, and geographic. The financial barrier
has three basic ccmpgnents- 1) direct costs (tuition, fees, books), 2)
subsistence costs (room, board, clothing, and other personal expenses),

and 3) indirect costs (foregone personal income and reduced contribution
to family support). The academic barrier is created by admissions
requirements, entrance examinations, language tests, general education
requirements, course prerequisites, and bureaucratic- progédures. A
motivational barrier can result from lack of parental encouragement,

low educational aspirations of low-income students, and inappropriate
guidance. The geographic barrier consists of two elements:
distance and psychological distance. Because these barriers are 1nter—
related, it is important that they be attacked simultaneously.

buring the 1960s,ithe nation attempted to make higher education a
realistic possibility for all by means of substantial federal student
aid expenditures, comprehensive talent search programs, institutional
revisions Df admissions procedures and curriculum patterns, and the
location of a multitude of low—cast institutions within population
centers. However, these and other actions have been only partially
successful 111ustrating the magnituﬂe aﬁé campléxity of thé prcblém

the issues at Stakeg (lDézygferences )
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Ferrin, R.I., Jonsen, R.W., and Trimble, C.M. Access to College for Mexican-
Americans in the Southwest. Higher Education Surveys, . Palo Alto,

California: College Entrance Examination Board, 1972, 42pp.

Mexican-Americans. Enrollment Patterns. Recruitment and Support Practices.
Barriers to Higher Education. Financial Aid.

This study's purpose was to provide information on enrcollment patterns,
recruitment and support practices, and barriers to higher education for
Mexican-American students in the Southwest. A one-page questionna.re was
sent to the financial aid director in 1B9 public and private colleges.and
universities in the Southwest; the findings are based on responses from a
representative sample of 153 institutions (8l% response rate).

Although about 144,000 Mexican-Americans were enrolled in Southwestern
colleges in Fall 1971, an increase of at least another 100,000 would be
necessary to provide a number proportional to the college-age population.
Using the Fall 1971 figures, a ratic of one Mexican-American faculty member
for every 100 Mexican-American students was found. The authors found that
in 1970-71 Mexican-Bmerican students attending public 4-year and private
colleges received financial aid that, on the average, met roughly 25% of
estimated college costs. However, over 60% of Mexican-American students
enrolled in public 2Z-year colleges where they received, on the average,
$168 in aid or about 10-15% of their college costs. In these public 2-year
colleges, the largest proportion of financial aid was in job aid; at the
public 4-year colleges, it was in loan aid; and at private institutions,

it was in grant aid.

In counties with more than 50,000 Mexican Americans, public colleges most
frequently used the following recruiting devices: Mexican-American staff,
Mexican-American students, and special visits to high school with high
Mexican=American enrollments. Furthermore, 85% of these schools report
offering .Chicano studies courses, usually as an organized program.

(20 references ) : B
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Folger, J. K., Astin, H. S., and Bayer, A. E. Human Resources and Higher

Education. New York: Russell Sage Foundation, 1970, 475 pp.

Socioeconomic Status. Human Power Problems and Issues.
This book, a staff report to the Commission on Human Resources and Higher

in developing and utilizing professional and specialized personnel. The ..
perspective from which this issue is examined is societal rather than

individual. Data is drawn from.a number of sources. The first section
of the report analyzes supply-and-demand trends in the arts and sciences
and in seven professions. Section II concerns some of the factors that
help determine how many graduates there are in each field and some of

the principal means of keeping supply and demand in adjustment. Section
III discusses assumptions and attitudes which disregard or conceal the
special problems of women, persons from the lower socioceconomic levels,
and immigrants. The final section assesses the soundness of manpower
policies using several criteria: production, self-fulfillment, cost, and
the attainment of national goals.

The authors conclude that the need for greater manpower planning in order

to avoid imbalances among the professions and the frustration of individual
career plans will become even more acute due to the rapidity of change in

our society. They recommend the development of a more detailed understanding
of the set of interrelated forces that determines the education and
utilization of able men and women. (geveral 100 references in text; 31
references to publications by the Commissions staff )

347

47



O

ERIC

Aruitoxt provided by Eic:

Freeman, J. How to Discriminate Agalnst Women Without Really Trying.

Unpublished péﬁé:, 'Department of Political Science, University of
Chicago, 1972, 21 pPp.

Educational Discrimination. Educational Barriers for Women. Educational
Role Expectations.

This study was conducted by the Committee on University Women at the
University of Chicago to investigate the situation and opportunities
presently enjoyed by women in the University community. The sample in-
cluded 50 male and 50 female respondents from each of the 17 graduate
divisions, undergraduate divisions and professional schools at the
University of Chicagoe. One of the ideas the gquestionnaire sought to
test was the "Hypothesis of the Null Environment." This hypothesis
states that "an academic situation which neither encourages nor discour-
ages students of either sex i=s inherently discriminatory against women
because it fails to take into account the differentiating external environ-
ments from which women and men students come" (p. 3).

goals than the mern studentz, more women than men Sald th \' would be very
disappointed if they left school before completing their educatisni

Only two-thirds as many female students as-male students thought the
male faculty were in favor of women. having.advanced education and

fewer thought they were favorable to women having a career.

Fewer women than men can comfortably fit into the University environment.
The two most obvious examples of this are lack of child care facilities
and lack of female role models among professors. Students are presumed
to come from and exist in a supportive external environment. In reality

that external environment available to most men is much richer than that
of most women; unlike women, men have been expected and encouraged to

go on with their advanced education and can easily picture themselves in
a professional role. Women learn to see women who achieve professionally
as deviants. The author stresses the need for women to be conscious of
the roadblocks they face as women at the university and the benef;ts of
sharing their struggle with other women and thus creat; g F
emotional ELIPPDrt that every Student needs for high ach

@

{9 references)
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Freeman, J."Dissent.” School Review, 1970, 79 (1), 115-8.

Women on Campus. Sex Discrimination. Attitudes Toward Women Students.

This article was written in response to the major findings and specific
recommendations of the University of Chicago's Committee on University
Women. The author contends that sophisticated tools for studying the
issue of sex discrimination have not yet been developed and that, ,until
they are, its cause or process cannot be examined. However, group
statistics show the results of sex discrimination. The author feels

that the core of the problem is the refusal of the University to take
women, as a group, seriously. This attitude is reflected in the lack

of courses on women, the lack of material on women in courses taught,

the scarcity of faculty women and their concentration at the lower

ranks and in a few fields, and sex-stereotyped put-downs made by
professors. The Committee's finding that many women express satisfaction
with their position should be considered in light of possible interviewer
bias and failure in the interviews to relate attitudes about current .
situations to expectations or knowledge of viable alternatives. .
The need for the University to deliberAtely and effectively counter
general societal attitudes about women is emphasized. (1 reference )
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Friedman, N. Sanders, L.W. and Thompson, J. Sex discrimination in CWS?
The Federal College Work Study Program: A Status Report, Fiscal Year 1971.

Washington, D.C.: U.S. Department of Health, Education and Welfare, 1?75
155-162.

F;nanclal Aid. Work Study. Sex Differences. Socialization. Discrim-
ination. College Students.

This section of a nation-wide study of the Federal Work/Study programs

in colleges deals with discrimination against women in these programs.

The data was collected on 10,000 students in 2,000 institutions of higher
education. Evidence of sex discrimination does appear in the results.
Regardless of class level, academic major, or grade average, males are
twice as likely as females to hold high-level jobs.- The reason women

less frequently hold low-ranking jobs is that fifty-percent of the women
are employed in the middle-level clerical jobs. Even when males and
females are employed in similar jobs, with a few exceptions, males are
paid more than females. Female students tend to be more satisfied than
males with the rank and pay of their job even when it bears no relation- - .
ship to their major or career plans. The socialization of adolescent females
may explain this. The data suggest that sex discrimination begins even
before women enter the "real" job market. The College Work/Study may

be reinforcing the old norms of women's occupational alternatives. While
the program may be helping to equalize educational opportunities between
the sexes, it is doing little to equal;ze job opportunities. (no references)
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causes of success and failure: Internal and external barriers to
achievement in women. Draft of paper for conference on New Directions
for Researxrch on Women, Madison, Wisconsin, May 30-June 2, 1975.

Achievement Motivation. Sex-role Stereotypes. Attributional pattern.

This paper is based on the belief that although past studies have
attributed causes of women's failure to achieve to internal factors

in women, external barriers to achievement are as important, if not
more so, than the internal psychological barriers to achievement.

Some of the internal cognitive variables which may serve to inhibit
women's achievement and the external sources which may affect these
cognitions are first considered. Reviewing many of the past studies,
the authors find that it is not unlikely that women have lower gener-
alized expectancies. than men in our culture as a result of widely held
sex-role stereotypes. Literature and theories about attribution of
success and failure are discussed, with special emphasis on attribu-
tional patterns of women. Mediator variables, such as low self-esteem
and fear of success, individual differences, such as androgeny and
need for achievement, and situational factors, i.e., competitiveness
and type of task, which appear to result in a pattern of general
externality in women's attributions are examined.

Research which indicates that similar cognitive variables.in others

may be important external barriers to female achievement is also ana-
lyzed. Cognitions of others concerning women in achievement situations
appears to be as important, if not more important, than women's internal
cognitions. They can act as barriers in two ways: 1) expectations and
attributions can affect hiring, promotion, and other opportunities for
achievement; 2) women's internal cognitive barriers to achievement stem
from cultural standards to sex appropriate behavior. (88 references)
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Goldberqg,
1968, 5 (5

P. Are women prejudiced against women? Trans—Action,
) 8

Sexual Discrimination. College Women. Professional Women.

_An experimental study was designed to investigate whether there is

real prejudice by women against women; i.e., whether perception itself
is distorted by sex discrimination. Two hypotheses were tested: That
even when the work is identical, women will value the professional
work of men more highly than that of women; and that this tendency
will be greatly diminished or reserved when the professional field
happens to be one traditionally reserved for women.

Subjects were 140 randomly selected college women, of whom 100 were

used for pretesting and 40 in the experiment proper. In pretesting,

the 100 subjects were given a list of 50 occupations and asked to rate
the degree to which they associated the profession with men or with
women. The two occupations most associated with men the two most associated
with women, and two neutrals were selected. Six articles from the
professional literature representing the six occupations were combined
into booklets. Each article was attributed to a male author in half the
booklets and to a female author in the .other half. Each booklet had
three male and three female authors' names. In a group session, the
subjects read the articles and evaluated each one on a set of nine
questions. No mention was made of the sex of the author in the instruc=
tions.

Results clearly supported the first hypothesis: Of 54 possible compari-
sons of male and female authors, 3 were tied, 7 favored female authors,
and 44 favored male authors. The pronounced tendency for subjects to
evaluate more highly articles attributed to male authors held not only
for the two "male" professions, but for all six. Thus, the second
hypothesis was not supported. Results showed a general bias by women

competence as a professional. (no references)

(from H.S. Astin, A. Parelman and A. Fisher. Sex Roles: A Research

Bibliography, Washington, D.C.: U.S. Government Printing Office, 1975.)
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Halmstzam, E.I. The new gioneers. Women englneerlng students.

feren e, Itha a, New York June 2£-29, lE?S k&ii% H@Wﬂéﬁy ;ﬂi éﬁ ﬂﬁi&Lﬂg
fon fgz_qéﬁél s}‘ Lrercdlmen g *Ffw-ﬂégsfﬁi{}’ L TAL yﬁém . F /7 - gf”’ﬁ U

Women in Nontradtlonal Fields. Undergraddétes.

This paper compares female and male engineering and non=-engineering
students. Characteristics, attitudes, and aspirations of the students
are examined. Data used are from the American Council on Education
(ACE) 1972 survey of first-time, full-time freshmen nationwide. BAll
engineering students and a ten percent random sample of nonengineering
students are compared on characteristies such as age, race, and parental
education. Financial status and concerns of the students are examined.
Life goals and attitudes, such as becoming a community leader and devel-
oping a meaningful philosophy of life, are considered. Finally, attitudes
are compared concerning such things as legalization of marijuana and

the benefits of college.

The author notes that female engineering students appear to be bright,
assertive, with high aspirations and radical views. She suggests

that counseling may be a less appropriate educational policy for

women engineering students than providing "adult support and encourage-
ment" and appropriate role models. (3 references)
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E and Holmstrom, R. W. The Plight of the Woman Doctoral

Holmstrom, E. I.
Student, American Educational Research Journal, 1974, 11 (1), 1-=17.

Graduate Students. Faculty Attitudes and Behavior. Sex Discrimination.

This article reports the findings of a study investigating the factors
underlying discrimination against women doctoral students. Utilizing
data from the 1969 ACE-Carnegie higher education survey, stepwise
multiple regression analyses were used to identify factors related to
reports of experiencing emotional strain and doubts about completion
of graduate work. BAnalyses showed that faculty attitudes and behaviors
towards women doctoral students contribute significantly to their
emotional stress and self—daubtsz Interaction with faeulty, while
related to general satisfaction with graduate school for both men and
women doctoral students, revealed a bias in favor of men. Increasing
the proportions of women among the faculty and a change in the
attitude toward women students are recommended to remedy sex discrimination
in doctoral programs. (9 references)
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Horner, M. 5. Toward an understanding of achievement-related conflicts
in women. Journal of Social Issues, 1972, 28 (2), 157-175.

Achievement Motivation. Sex-role Perceptions. Stercotypes. Self-
concept. .

A series of achievement-motivation studies conducted over a 7-vear
period is reviewed in detail within the framework of an expectancy-
value theory of motivation. The individual female is said to develop
an expectancy that success in achievement-related situations will be
followed by negative external and/or internal consequences, as a
result of a widely held societal stereotype. This stereotype views
competence, independence, competitiveness, and intellectual achieve-
ment as basically inconsistent with femininity, even though positively
related to masculinity and mental health. It is hypothesized that a
motive to avoid success is thereby aroused in otherwise achievement-
motivated women and inhibits their performance and levels of aspiration.

Male and female college students, female junior high and high school
students, and female administrative secretaries in a large corporation
were administered the standard Thematic Apperception Test for the
achievement motive, using verbal rather than pictorial cues. A verhal
cue connoting a high level of accomplishment in a mixed-sex competitive
achievement situation was added. A simple present-absent system was
used for scoring fear of success imagery. Some subjects also responded
to a questionnaire and had intensive interviews which explored the
behavioral impact of the motive to avoid success. Fear of success was
investigated as a function of age, sex, educational and ability levels,
general positive achievement motivation, and social environment.

Fear of success was found more often among females than among males
and increased with age, educational level, and ability (i.e., probability

of achieving success) for the females. This fear was most often exhibited
by females in mixed-sex competitive situations, rather than in noncompeti-
tive but achievement-oriented ones. It is concluded that highly competent
and otherwise achievement-motivated young women, when faced with a conflict

between their feminine image and development or expression of competence,

adjust their behaviors to an internalized sex-role stereotype. Impairment

of the educational and interpersonal functioning of those high in fear of
success was found. Some possible causative mechanisms and possible
consequences of the motive for both the individual and society are
discussed. (19 references)

(from H.S. Astin, A. Parelman and A. Fisher. Sex Roles: A Research

Bibliography, Washington, D.C.: U.S. Government Printing Office, 1975.)
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Hunter, K. Help women plan for the second half. Adult Leadership, 1965,
13 (10), 311+.

Adult Women. Group Counseling.

"plan for the Second Half of Your Life" that was develcped at the University
of Akron. The purpose of the group was to provide guidance and information
to women who wished to resume or begin a career. The speakers included
important employers in the area who discussed needs, job opportunities

and necessary requirements; university department representatives who
talked aobut academic requirements, courses, the demands for graudates, and
academic success of mature students; a panel of women who had combined
career and family spoke on the pros and cons of this arrangement, and

a medical physician also discussed the advantages and disadvantages of
combining career and family; and a modeling school operator who talked
about proper grooming and wardrobe for a career return. The course

also had an extensive reading list, self-analysis was encouraged, job
resume wHting was taught, and conferences with employers or university
department chairmen were encouraged. :

There were 83 women in the group, 55 of whom had gone to college and 28

held degrees, including 3 with master's degrees. Seventy-eight of the women
were married, 3 were widowed, and none were divorced. Their children's

ages ranged from pre-school to married. Although family incomes ranged
from $4,000-560,000, 53 percent were between $10,000 and $20,000.

The author felt publicity was very important in reaching these ! women.
While many of them were experiencing conflict about combining home
responsibilities with even a part-time career when they began the
course, many seemed to resolve this conflict during the 1l0-week period.
{(no referasnces)
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Iglitzen, L.B. A child's eye view of sex roles. 1In NEA'S Sex Role
Stereatyplnq in the Schools. Washington, D.C.: National Educat;an
Assmc;at;@n, 1973. Pp 23 30.

Sex Steréatygegg Occupational Aspirations. Family Relations.
Political Awareness. Elementary Students.

This paper summarizes two studies dealing with sex stereotyping
among fifth grade students. The first study involving 141 boys
-and 149 girls sought to show the extent of sex stereotyped views
of career and employment patterns;-social roles in home and family
and the child's view of his/her role as an adult. Children were
asked to sort a list of job and personality traits into those

"for men", those "for women" and those "for men and women." Boys
and girls demonstrated sex stereotyping. Although girls were less
inclined to reverse traditional sex-tied jobs than boys, girls
were more w;lllng tc see ijs apen to e;ﬁher sex. Children of

be l;nked w;th a part;cular tralt. Dvexall, glzls had varled
career aspirations, though these were heavily weighted toward
traditional female occupations. Only 6 percent said they would

be simply a mother or housewife. However, when asked to describe
how they would spend a typical day in their future, girls showed .

a marked aiscregéﬁcy between their stated career goals and their
actual day. Girls emphasized marriage and family much more than
boys did. Boys focused more on details of job and career. This
data indicated that children with working mothers - especially
‘girls - had more liberzl views on-roles of men and women in society.

In a second study of 80 boys and 67 girls in the fifth grade an
expanded questionnaire was administered to see if sex stereotyping
found in the first study was replicated and to see what effect,

if any, these views had on children's political attitudes and
beliefs. When boys and girls were asked to choose any possible
political job the same small number of boys and girls chose to be
President. A sizeable number of boys chose mayor, not one girl did.
For girls a popular choice was school board head or judge. But
whether these choices were made as realistic options or on the
basis of stereotypes is indeterminate. On a composite index of
political information and awareness girls did more poorly than
boys. Other sex differences were in line with the previous

study. While stereotyping clearly exists, the data did not show
any strong relationship between it and political awareness.

{ no references)
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Institute for the Study of Educational Policy. Summary of Equal

Educational Opportunity for Blacks in United States Higher Education:

An Assessment, Report No. 1, the 1973-74 Academic Year. Washington,
D.¢.: Howard.University, 1975, 22 pp. '

Black Undergraduate and Graduate Students. 'Financial Aid. Access,
Distribution, and Pérsistence. Racial Discrimination.

This report, covering the 1973-74 academic year, assesses the equality
of educati~nal opportunity for blacks in U.S. higher education. It
reviews the recent status of blacks in higher education, the economic
returns of education for blacks, the continuing barriers to equal
educational opportunity, and the problems of the racial data by which

' public policy is sometimes determined. The necessary conditions upon

which equal educational opportunity depends are access, the opportunity
to enroll in college; distribution, the type of institution attended and
the field of study; and persistence, the opportunity to remain in college
and complete training-in a timely fashion.

Blacks are underrepresented in the college population and those who

were enrolled in higher education in 1973 were distributed unevenly
throughout the hierarchy of institutions, with a concentration in the
lower cost, less selective institutions without major graduate or research
programs. Blacks tend to enter education rather than other fields of
study, and this tendancy increases at the baccalaureate and doctoral
levels. Based on the limited data available, it appears that blacks
andwhites dropped out of college at about equal rates in 1973. On the
average, blacks take longer than whites to complete college. Barriers

to egual educational opportunity are defined as categorical, obstacles
which arise from racial discrimination; educational barriers which
result from neutral institutional policies and practices that have
adverse racial impacts; and psychosocial, obstacles which develop

from the lifestyles and values of students and faculty. Completing four
or more years of college education produced significant gains in average
black income and lifetime earnings. Financial aid patterns of blacks

are described and contrasted to those of whites. The need for federal
responsibility to facilitate access, distribution, and persistence of
talented and able minorities in graduate and professional schools by
removing financial barriers is stressed. (no references)
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and Schooling in America. New York: Basic Books, 1972, 399 pp-

- Jencks, C. et al. Inequality: A Reassessment of the Effect of Familyy

Socioeconomic Status. Educational inequality.

This book challenges the belief that equalizing oppertunity, especially
educational opportunity, will produce more social mobility and more adult
equality. The study draws upon a wide range of major surveys conducted
since 1960, including Census Bureau studies of social mobility and income
distribution, Project TALENT'S surveys of American high schools, and the
Equality of Educational Opportunity Survey. The effects of family
background, years of schooling, and IQ scores on adult success as well

as the effects of expenditure differences in American schools, racial

and economic desegregation, and tracking are examined.

Regarding educational opportunities, the data indicate that resources
are unequally distributed, that some people have more chances than

- others to attend school with the kind of schoolmates they prefer, and

that some people are denied access to the curriculums of their choice.
Jencks and his associates found: 1) educational reform cannot bring
about economic or social equality; 2) genes and IQ scores have rela-
tively little effect on economic success; and 3) school guality has
little effect on achievement or on economic successz. They conclude
that even if the schools could be reformed to insure that every child
received an equally good education, adult society would hardly. be
more equal than it is now. To achieve equality in America, far more
fundamental social and economic changes than school reforms must be
undertaken. (411 references )
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Lunneborg, P.W., and Lillie, C. Sexlsm in graduate admlSSLGBEi
American Psychologist, 1973 (Feb.), 187-189.

% Rcle St eotypes. Letters of Recommendation. Graduate Admissions.
riti )

This study examines the pasglbie correlation between sexist descriptions

.in letters of recommendation and attr;t;@n in graduate school. Letters

of recommendation for 123 graduate'stuéénts (31 percent female) admitted
to the University of Washington from 1963-1967 were judged for sexist
comments. Two kinds of comments- were considered to be sexist: those

.implying a lower degree of expectation for women and those dealing

with feminine physical traits irrelevant to graduate study. The
authors found 12 sexist comments, ‘11 of them .written in referenge

to female applicants and '"undoubtedly intended as praise."” The authors
questions regarding the professional legitimacy @f using such comments
in describing prospective graduate students, and the effects these
judgements have on the behavior of students, faculty and administrators.
The authors suggest that ane means cf reversing high rates éf fémale

Earpetuated by letters Df :es@mmendat;@n, C4 refe;ences)
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Maccoby, E.E. and Jacklin, C.N. The Psvchology of Sex Differences.
Stanford, CA: Stanford University Press, 1974. 627 pp.

Socialization. Sex-Typing. Role Modeling. Social Behavier. Temperament.
Intellect. Achievement. Self-Conceapt. : S

This comprehensive review of reported research findings systematically
analyzes and interprets the data on sex differences in the areas of
per:egt;aﬂ, learning, memory, intellectual ability, congitive style;
achievemant mot;vat;an, self-concept, temperament, social approach-avoidance,
power relationships, sex-typing, role modeling and socialization. The
summary text is supported by an annotated bibliography of over 1400 research
studies. In the conclusion the authors assess the validity of the most
widely held beliefs about sex differences, propose a framework of similari-~
ties and differences between the sexes, and examine the social implications
of their findings.

and more suggesL;ble than bays, that g;rls have lawer self esteems, that
girls are better at rote learning and simple repetitive tasks and boys at
tasks requiring higher level cognitive processing and inhibition of pre-
viously learned responses, that boys are more "analytic," that girls are
more affected by heredity, boys by environment, that girls lack achievement
motivation, that girls are auditory, boys visual. However, girls do rate
themselves higher in social competence. Boys often see themselves as strong,
powerful, dominant and "potent." During college (but not earlier or later)
men have greater sense of control over their own fate and greater confidence
in their probable performance on a variety of school related tasks.. Boys'
achievément motivation appears to be more responsive to competitive arousal

than is girls', but this does not imply a generally. higher level.

Some sex differences are fairly well-established. 'Girls have greater verbal
ability than boys early in life and then after age 10. Boys excel in visual-
spatial ability especially in adolescence and adulthood. Boys excel in
mathematical ability especially after age 12. Males are more aggress;ve.

Sex differences in tactile sensitivity, fear, timidity and anxiety, activity,
comgetltlvene s, dominance, compliance and nurturance are still open guestions.
Three kinds of factors have been discussed as affecting the development of
sex differences: biological factors, "“shaping" of boy-like and girl-=like
behavior by parents and other socializing agents, and the child's spontaneous
learning of behavior appropriate for his/her sex through imitation. Social
implications of these findings for schooling, dominance and leadership,
vocational success, childbearing and rearing, and influence Gf heredity are

discussed. (1400+ references)
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in The Psychology of Sex Differences. Stanford, CA: Stanford University
Press, 1974. Pp. 134-163. : '

Achievement Motivation. Task versus Social Orientation. Self-Concept.

This chapter reviews current literature which supports or refutes six common -
hypotheses concerning differences between sexes in their motivations to
achieve: (1) males have greater need for achievement and are more oriented
to achievement for its own sake; (2) males have greater task involvement and
persistence; (3) males have more curiosity and exhibit more exploratory behavior;
(4) females are primarily motivated to achieve in the area of interpersonal
relations ‘whereas males aremotivated to achieve in non-personal oriented
areas including intellectual achievement; (5) females are motivated by the
desire to please others, to gain praise and approval, and males are motivated
by intrinsic interest of the task; (6) females have low self-confidence, a
general lack of self-esteem. )

The sexes are quite similar with respect to those aspects of achievement
motivation for which evidence is available. They show . similar degrees of

task persistence. There is né evidence that one sex works more than the »
other because of intrinsic interest in the task rather than praise ahd approval.
There is some evidence that boys' achievement motivation needs to be sustained
or stimulated by competitive, ego-challenging conditions but girls throughout
the school years seem to maintain their achievement motivation without such
stimulation. 1In fact, at certain ages females may be motivated to avoid
competition ("avoid success"). On most measures of self-esteem females

. show at least as much satisfaction with themselves as do males. During

college some sex differentiation occurs. At this time women are less confident
than men in their ability to perform weld on a variety of tasks; have less

sense of being able to control events that affect them and tend to_define~
themselves more in social terms. But girls maintdin a high level of achievement
as evidenced by good grades whether they have a sense of personal potency or
not. : '

What accounts for lack of non-domestic .achievement by women during post-

school years 'is_still open to speculation. Achievement motivation differences
may appear in post-college years. The traditional expectation for women

.may channel her energies into domestic duties. Many of the training oppor-
- tunities yhich lead to high level achievement have until recently been
. closad to women.
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Maccoby, E.E. and Jacklin, C.N. Differential socialization of boys and
girls in The Psychology of Sex Differences. Stanford, CA: Stanford

University Press, 1974. Pp 303-348.

Socialization. Parent-Child Relations. Dependency. Aggression. Sex-
Typed Behavior and Perceptions. Sexuality. Achievement.

This chapter reviews the issue of differential socialization of boys and

girls. Contrary to common belief the data reveals a remarkable degree of

uniformity in the socialization of the two sexes. There doeés not emerge
any clear trend that sons and daughters experience different amounts of
parental warmth, or reinforcement of dependent or aggression behaviors.
There is no consistent proof that mothers provide more verbal stimulation
to daughters than sons. In general there is no positive evidence that
parents engage in specific sexual socialization to prepare their children
differentially for the adult "double standard." Girls are not reinforced
more for modesty or punished more for sexual exploration. There are indi-
cations that parents are trying to socialize children of both sexes toward
with each sex because they have a different set of "natural"” assets and
liabilities.

There is evidence that parents encourage their children to develop sex-—
typed interests, providing them with sex=typed toys. More strongly,

they discourage them, particularly sons, from inappropriate .sex-typed
behaviors and activities. During preschool years there seems to be a

trend toward somewhat greater restrictiveness of boys. Boys receive more
punishment but also probably more praise and encouragement. Adults

respond as if they find boys more interesting, or more attention provoking
than girls. Boys seem to have a more intense socialization experience than
girls. The different amounts of socialization pressures will surely have
consequences for the development of their personalities.
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Maccoby, E.E. and Jacklin, C.N. Sex-typing and the role of modeling in
The Psychology of Sex Differences. Stanford, CA: Stanford University
Press, 1974. PE 277~-302.

Sex-Typed Preferéncega Modeling. Parent-Child Relationship. Same-
Sex Model.

This chapter represents a review of the literature that covers the current
beliefs about the development of sex-typed behaviors and the role of modeling.
Sex-typed behavior refers to "role behavior aPQngr;ate to a child’'s ascribed
genéér " In géneral sex—typing deals with the éstablishment of a pattern
There is canslderable eVlﬂEBEE 5haw1ng that at nursery schcol‘age bath sexes
are sex-typed and starting at about four boys become increasingly more
sex-typed than girls, more likely to avoid sex—lnapproprlate activities and
accept (prefer) activities associated with th51r OWwn sex.

Many sources emphasize the importance of the role of imitation and identifica-
tion in the acquisition of sex-typed behavior. The fact that observational
learning occurs and that children learn many items in their behavioral repertoire
through imitation of their parents is clear. =

w

However, there does not seem to be a!éonsistént_téﬂaency for children or
adolescents to resemble the same sex parent more than the opposite sex
parent. Furthermore, when children are given a choice of models they do not
consistently select same-sex médals. The question is where do sex-typed
behaviors come from.

The discrepancy between acquisition and performance is involved. A person
comes to know (cognitive development) that certain actions are appragrlaté

for persons of his/her sex and others. are not. The modeling process is crucial
in ‘the acquisition of a wide repertoire of potential behaviors but this
repertoire is not sex-typed to any important degree. Knowing what behavior

is sex-appropriate is crucial in the selection of what items of the repetoire.
will be used in performance. The sex-typing of behavior and choices for
performance have been alternately explained as the'result of either reinforce-.
‘ment experienced and observed or growing understanding of one's own sexual
identity and the content of that sex role as prescribed by the culture around
him/her.
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McBee, M.L. and Suddick, D.E. Differential freshman admission by sex.

Journal of the National Assoc1atlan for Women Deans, Adm;nlstratars, and

Counsélars, 1974, 37 (2), 75-77.

Admissions. Differdntial A dm ssions Criteria by Seéx Quota Systems.

This study attempts to determine whether, after adjusting for initial differences
in high school averages and Scholastic Aptitude Test (SAT)scores via
separate regression equations, the differential admissions criterion by sex
used until recently by a large Southeastern public institution of higher
education was justifiable. Three hypotheses are tested: 1) A systematic
difference exists between forecasting the actual first quarter grade averages
from those predicted for males and females, 2) Males mature later than »
females, and 3) Females have higher predicted first gquarter grade averages
than males. Predicted and actual first guarter grade averages for 1,096 male
and 937 female native freshman resident matriculants in 1969 and the three-
quarter cumulative graﬂelave;agés of 979 of the men and 853 of the women

were used to test the hypotheses. Regression analyses were employed.

After initial. differences in pre-admission credentials of men and

women were adjusted via Sepa rate regression egquations, no difference was
found in the regression of predicted averages on actual grade averages
during the first year of college. The use of differéng cut-off scores
seems unwarranted. (1 reference)
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Mischel, W. Sex-typing and socialization. 1In P.H. Mussen (E4.)
Carmichael's Manual of Child ﬁsychaquy, (Vol. 2), New York: John
Wiley and Sons Inc., 1972. Pp. 3-72. '

Socialization. Personality. Behavioral Systems. Sex-Role Stereotypes.

This chapter introduces the area of socialization and raises some of the
related fundamental points and problems of personality research. Simul-
taneously, it tries to illustrate the range and meaning of psychological
sex differences in socieal benavier and the development of these differences.
Wthile biological antecedents and physical characteriestics play a role in
the development of psychological characteristics, this treatise :Dncen=
trates on socialization and, hence. on the social and psychological
determinants of sex differences in a social context. Main psychological
differences between the sexes based on directly observed differences in

_the freguency with which the sexes display particular behavior patterns

are summarized. Sex-role stereotypes are also discussed. Dispositional
or the trait apprcach to aér;@ﬂality ig used in an attémgt to 1dentlfy
Va:;aus exglanatlgns for the aﬂqu;s;tlgn and Qarfﬂrmance af sex-typed
pbehaviors are presented. (312 references)
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Mulligan, K. L. A Question of Opportunity:
sducation: ED- 081 323, 1973, 33pp.

Adult Women. Continuing Education Programs. Réié of the Federal
Government.

This publication explains why specialized programs for women are necessary,
reports the findings of a survey of program directors of 376 programs
listed in the Department of Labor Women's Bureau 1971 publication
Continuing Education Programs and Services for Women, and presents an
analysis of Federal responses to the need for continuing education
programs for women. Specialized programs for women are needed in

order to assist women whe work to increase their productivity, minimize
the risk of disecrimination, and provide society with more fully
realized talent; to help women overcome the obstacles to graduate
study; and to remedy the past inability of counselors to respond to

the vocational needs of women. K

Of the 376 programs surveyed, 190 responses were received. Sixty-one

of the respondents indicated that they provided no special programs

to accommodate the needs of mature women, 9 programs had been terminated,
and 8 offered only one vocational course in an area traditionally
regarded as a women's field. Of the 112 programs serving the educational
needs of mature women, only 36 had program directors who devoted more
than half their time to these programs. The great majority of programs
and services were self-supporting. The directors were especially
concerned with the need for financial assistance to part-time

students. Common themes which recurred in the director's responses

were the development of university-community relationships, the
client=orientation of the programs, and the motivation to learn that
adult women display.

The author concludes that Federal responses to the need of women for
university level continuing education have been minimal, although
resources are available which could be used to expand existing programs,
develop more supportive services,; and to provide a necessary research
base. Specific recommendations are given concerning the ways in which .
the Federal government could more substantively aid in providing services
to adult women students and suggestions are cited to assist universities

the needs of women. (no references)
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Project on the Status and Education of Women. Health Sarv1cesiﬁgﬁ Women :

What Should the University Provide? Wash;ngtgn, D.C.: Association
of American Colleges, 1972, 1l pp.

Campus Health Services. College Wémen,“

This paper provides information on the issues involved in providing health
care ta women on campus ana on some af the Eurrent activities in the area.
ver51ty health service pragrams are QutLlnad Baslcaliy, woman wauld _

1ike to see the provision of adequate medical care, including sexsrelated
health needs, to women students linked with the provision of sex eduecation
and counseling programs. Various kinds of action being taken by institutions
to develoo or revise health care programs designed to meet women's needs

are discussed. The American College Health Association's Resolution on--
the issue is included. (9 references) ' ‘
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Project on the Status and Education of Women. What Constitutes Equality
for Womenrln Sports? Washington, D.C.: Assoc1atlon of American Eolleges,

1974, 2l1pp.

College Women. Discrimination in Athletics. Sex-Stereotypes.

This paper outlines some of the issues related to equal opportunity for
women in sports, gives examples of some situations that may have to be
reconsidered, and discusses some of the alternatives that are being proposed.
Athletics reflect cultural norms and, therefore have tandea to perpetuate
sex stereotypes and myths about .what is "right" for the respective sexes.
It is imp@rtaﬁt to Eoﬁsidér the attitudes that People have ahaut women in

aVa;lable to women.

Federal law mandates equal athletic opportunity regardless of sex and the
implications and application of this legislation are considered. What
constitutes equality in non-competitive and competitive athletic programs

is discussed. The issue of single-sex versus mixed teams is considered.
Issues such as funding for competitive athletics; "separate-but-equal"
administrative structures in athletic and physical education departments,

and governing associations; and what constitutes equality for women employees
in sports are taken up. :

Although there is no simple explanation as to what constitutes equality
for women in sports, a widespread mandate for constructive change exists.
The author feels equity demands that women be given a "sporting chance".

' Resources are listed. (18 references)
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Rezources Analysis Branch,.Office of Program Planning and Evaluation,
National Institutes of Health, U.S5. Department of Healﬁh’ Education,
and Welfare. Special Repe:t on Women and Graduate Study. Resources

for Medical Research Report No. 13, 1968, 94 pp.

Graduate Education. Educ ,tl,ﬁ,l arriers. Educational Facilitators.
Bio-Medical Sciences.

by~ ._M,._,__‘

e —

This is an axaminatign of the abstacles women enccunter in pursuing

that mlght encaurage more talented women to complete aavaﬁred tralningi
Of the 131,200 women who earned bachelor's degrees in 1961, 72 percent
planned to attend graduate school and 42 percent had anfalléd by 1964.

Of the women planning medical careers in 1964, all had j lanneﬂ as early
as 1961 to do graduate work, and 93 percent had actually enrolled. * &

- Of the women in scientific fields in 1964, 80 percent had anticipated

graduate study three years earlier, and 65 percent had énrglled

The major obstacles to graduate study reported by these women were
financial (42 percent), family responsibilities (41 percent), lack
of available graduate school (16 percent), lack of quallflcatlcns
(13 percent), and disapproval of husband (3 percent). These women
cited several factors that would facilitate the entry ofimore women
into scientific and medical fields: greater availability of part-

time training and employment, establishment of child caré centers

or allowances, increase in training stipends, and greater recognition
of women successful in these fields. To facilitate entry of more women
into the biomedical sciences, the National Institutes of |Health -should
seek tm;dispel the “infericrity myth" concerning women hg instituting

counseiors,
The report summarizes the results of a longitudinal stud) of 1961

college graduates conducted by the National Opinion Research Center.

Eollcw—up survays were eonducted in 1962, 1963, and 1964. Questionnaires
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(from H.S. Astin, N. Sunlew1ck, and S. Dweck. Women: A Blbliography

on their Education and Careers. Washington, D.C.: Behavioral Publication ns,
1974) :
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Robinson, J., Paul, S., and Smith, G. Project Second Start. New
York: dJohn Hay Whitney Foundation, 1973, 308 pp. '

Adult Women Students. Special Adult Programs. Low-income Women.

Project Second Start is an in-depth study of three programs at Broocklyn
College of the City University of New York which have tried to sarve
the needs of adult women, including low-income women. The study's

aim was to determine how these programs were attempting to meet the
needs of low- and no-income women. This exploratory study of-a
selected group involved open-ended interviews with 46 women currently
in a program; interviews with administrators, counselors, teachers,

and secretaries; and telephone interviews with 14 women who had either
dropped out of or applied to or inguired inte a program.

Following a description of “the three special adult programs, the
study group is described in terms of demographic data, paid and
unpaid work experience, previous education, child care, major
reasons for going to college, and field of study. Their experience
in the programs. in the areas of admissions, cost, curriculum and
classroom, counseling, credit for life experience, and other program
features is described. The areas of stress involved in handling
multiple responsibilities - family, job, and school - and the ways
well as the ways in which their lives have changed as a result of
this experience are discussed. Recommendations for programs geared
to women's needs are presented. (25 references)
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Roby, P. Institutional barriers to women students in higher education.
In: Rossi, A.S., and Calderwood, A. (Eds.) Academic Women on the Move.
New York: Russell Sage Foundation, 1973, 37-=56.

Sex Discrimination. 1Institutional Barriers to Higher Education. Sex-
Role Expectations. Undergraduates. Graduate Students.

Despite the boom in higher education over the past 50 years, in relative
terms, women have lost ground in academe; they continue to be under-
represented in higher education. The author investigates institutional i
or structural barriers to women's entry and to their ability to persist
in higher education. 1Institutional barriers are defined as "policies
and practices in higher education which hinder women in their efforts

to obtain advanced education" (p. 38) and are discussed as they
pertain to admissions; financial aid; student counseling, including

the attitudes of faculty toward women students; student services,
particularly health services and day care; degree requirements and

a curriculum which usually emphasizes the culture and achievement

of white males. The author points out discriminatory practices

where they exist and proposes some corrective action to remedy the
giftuation. (26 references)



Rosenkrantz, P., Vogel, 5., Bee, H., Broverman, D. M., and B:QVérﬁaﬁf 1.
elf-concepts in college stu:. :nts. Journal of
ychology, 1968, 32 (3), 287-295,

Sex-role stereotypes and s
Consulting and Clinical Ps

College Students. Sex-role Perceptions. Stereotypes. Self-concept.

A questionnaire administered to college students probed the extent to
influence the self-concepts of men and women. The 74 male and 80 female
students were asked to characterize the behaviors, attitudes, and
personality traits of typical adult males, adult females, and themselves,
by means of 122 bipolar items.

In contrast to expected results, self-concepts did not differ from
stereotypic concepts of masculinity and femininity as a function of the
social desirability of the stereotype. Results indicated strong
agreement between sexes about differences between men and women, corres-—
ponding differences between the self-concepts of the sexes, and more
frequent high valuation of stereotypically masculine characteristics

by both sexes. Women seemed to hold negative values of their worth
relative to men, indicating the influence of the factors that create this
sex stereotyped self-concept. A cultural lag may account for the persistence
of sexErale'stéreatypes despite contemporary changes in the prescribed
sex-role behavior in this society. It is also notad that older or
married subjects or subjects of other educational and social class

levels might produce different patterns of responses. (25 references)

(from H. S. Astin, A. Parelman and A. Fisher. Sex Roles: A Research
Bibliography, Washington, D.C.: U.S. Government Printing Office, 1975.)
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Fubin, R. A. Sex Discrimination in interscholastic high school athletics.
Syracuse Law Review, 1974, 25 (2), 534-574.

Interscholastic Athletics. High School Students. Athletic Scholarships.
This article examines sex discrimination in high school athletics,
legal action that has been brought to combat it, and future prospects.
Key elements of each decision in the cases in which women have asserted
the right to participate in interscholastic high school athletics, in
both contact and noncontact sports, are identified. Those key elements
which are common to all of the decisions, such as enumeration of the
physical differences between the sexes, arguments concerning the psy-
chological effects of mixed sex teams, the importance attached to the
existence of a separate program for women, the greater success of indi-
to overlook relevant considerations, e.g., the educational and economic
benefits that can accrue from athletic excellence, are examined. A
female athlete who brings an individual or class action to compel mixed
competition in a noncontact sport will have the greatest chance of
success if the school has no separate program for women in that sport.

The author points out that until women have access to the same
facilities, coaching, and competition on the high school level as men
now do, they will continue to be disadvantaged in obtaining athletic
scholarships to attend college. Furthermore, if the female athlete's
opportunities in high school are scarce and of poor quality, the advan-
tages of college participation (the chance to refine, display, and
ultimately sell the athletic talent for a livelihood) will never materialize.

Various alternative systems which might mitigate the discriminatory
.impact of current athletic programs are described and appraised. Of
,these models, only "separate and mixed" is acceptable. The proposed
equal rights amendment might render this model constitutionally imper-
missible, however. Pending federal regulations for the effectuation
of the 1972 Educational Amendments would encourage inadequate programs.
‘The author believes that if either proposal becomes operative, equal
“opportuntiy for the female athlete would be limited if not virtually
eliminated. (100 references)
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N. K. and Goodman, J. A woman's place: Children's sex
of occupations. Vocational Guidance Quarterly, 1972a,
7

Sex-role Stercotypes. - Occupational Aspirations. Elementary School
i1

Studies of sex difference in socialization and child rearing practices
were reviewed in this <rticle, and an empirical study designed to explore
occupational stersotyping by elementary school children was presented.

Boys and girls in the kindergartens and sixth grades of two schools

were asked to respond to 12 drawings representing the work settings

of 6 traditionally-male occupations and 6 traditionally-female occupations.
The data were analyzed in terms of number of stereotyped responses and
indicated that: (a) the 6th graders at the model cities school held more
stereotypes than those at the middle income school; (b) the children were
more apt to exclude women from men's jobs than to exclude men from women's
jobs; (c) the children chose jobs for themselves that fell within the
usual stereotypes; and (d) there was no significant difference between

the role stereotypes held by kindergartners and 6th graders. These
findings imply the need for elementary school personnel to change children's
notions of differential achievement for men and women, and to develop and
maintain increased options for both boys and girls. (7 references)

. (from A. Phelps, H. Farmer, and T. Backer. Selected Annotated Bibliography
on Women at Work. New York: Human Science Press, in press. 1976.)
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Schwartz, P., and Lever, J. Women in the Male World of Higher Education.
In: Rossi, A.S., and Calderwood, A.,(Eds.) Academic Women on the Move.
New York: Russell Sage Foundation, 1973, 57-77.

Socialization. Institutional Barriers. Faculty Attitudes. Women

Undergraduates.

This chapter describes the ways in which psychological and structural
disadvantages interact to shape the unique pattern of obstacles that
women face in the male world of higher education. Female socialization
often results in self-doubt, conflicting motivation, and anxiety about
social success and directly influences women's college experience and
career plans. Stéreoﬁers about the female intellect affect both women
and those who interact with them.

Interview data gathered from a stratified rzndom sample of 50 men and

50 women, drawn equally from the 4 class years and from the 12 colleges

at Yale College, and collected during the first academic yéar (1969- S .
1970) of undergraduate coeducation is reviewed. Because Yale epitomizes

the "male world of higher education", the authors believe a case study

of male-female interaction and role relationships on that campus will
illuminate the difficulties a woman confronts in developing a positive

_self-image as a scholar. The @hapter discusses and cites examples of

long-term effects of socialization, the implications of women's prefer-
ence for male professors and the male monopoly of leadership positions,

‘the career/marriage conflict, the assumptions and expectations that

faculty and other members of the university community reserve for women
students, the insularity and lower academic guality of women's colleges,
inadequate provision of needed services or differential treatment by
sex, and conflict over postgraduate training that women often exper-
ience. The authors stress the need for women to depend on their own
resources and to form alliances with other women to combat the psy-
chological and institutional barriers to their intellect and potential
for achievement. (15 references )
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Sewell, W.H., and Hauser, R.M. tio
Achievement in the Early Céiggx_ “New York: Academic Press, 1975

237 pp.

Socioeconomic status.
This book presents analyses of the influence of social origins on educa-
tional attainment; occupational achievement, and earnings. The research

is based on data collected from a large probability sample of 1957 Wisconsin
high school seniors and a follow-up of the men through their first ten
years of postsecondary schooling, military service, and labor force
experience. The authors have developed a recursive structural equation
model that attempts to elaborate and explain the effects of sociceconomic
origins (i.e., mother's education, father's education and occupation, and
parents income) and academic ability on educational, occupational, and
earnings achievements. The model postulates that socioeconomic background
affects measured mental ability; that background and ability affect the
level of postsecondary schooling achieved; that backgrcund ability, and
schooling affect the socioeconemic status of one's job; and that all the
foregoing variables affect one's earnings. The mediating effects of social
psychological variables, such as academic performance in high school, the
influence of significant others, and educational and occupational aspi-
rations, are also investigated. The influence of the type and guality

of college attended on occupational attainment and earnings and the effects
of military service and ability on earnings are examined.

The authors found the process of achievement te be factorially complex and
subject to important components of luck or chance; nonetheless, important
effects of socioeconomic origins on achievements in school and in the labor
market which are not fully.compatible with expressed national goals of
equal opportunity were found. Except in the case of earnings (which are
only affected by parents' income), every measure of socioeconomic back-
ground affects each measure of son's achievement. Although the social
psychological variables increased substantially the explained variance
in schooling, they were of less direct importance in -explaining occupa-
tional status and earnings. (193 references)
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Sewell, W. H., and Shah, V. P. Socioeconomic Status, Intelligence, and the

Attainment of Higher Education. Sociology of Education, 1967, 40 (1), 1-23.

.7g

Predictors of College Attendance. Socioeconomic Status (SES). Sex Differences.

This study examines the effects of sociceconomic status (SES) and intelligence

on college plans, college attendance, and college graduation. Data were
obtained from questionnaires administered to all Wisconsin high school
seniors in 1957 and from follow-up questionnaires mailed to approximately
one=-third of these students in 1964-65. The follow-ups had an 87 percent
(9,007) response rate. The variables include sex, SES, intelligence,
Data were examined using cross-tabular analysis, effect parameters, and
path analysis.

For all women, SES was a more significant factor than intelligence in
college plans, attendance, and graduation; the converse held true for men.
For those who attended college, intelligence tended to be more important

. than SES in determining who graduated, although SES still exerted some

influence. The authors note that although intelligence plays an important
role in determining which students will be selected for higher education,
SES never ceases to be an important factor in determining who shall be
eliminated from the contest for higher education in this sample. (22
references )



Solmon, L. C. Meh and Women Graduate Students: The Question of Egual
Opportunity. TLos Angeles: Higher Education Research Institute, Inc.
and University of California, Los Angeles, 1975, 194 pp.*

Graduate Students. Sex Discrimination. Financial Aid. Admissions.
Time Spent in Graduate Study-. Geographic and Inter.nstitutional Mobility.

This study was undertaken to help reach a consensus on a proper and
operational definition of sex discrimination in graduate school, to
attempt to document sex discrimination quantitatively rather than
-anecdotally, and to see whether differential treatment exists and,

if so, whether it is the fault of institutions or of earlier conditioning
of both sexes by society. The monograph, which includes a review of
earlier discussions of sex discrimination in the graduate schools,
attempts to document.and explain differences by sex in the admissions
process, time spent in graduate study, geographic and interinstitutional
mobility, and financial aid practices. For the study of admissions and
financial aid practices, a survey of the deans of 240 doctoral-granting
insitutions was conducted; 85 usable responses, representative of the
total population, were obtained. For the study of time spent in graduate o
study, data from the National Research Council's (NRC) doctorate records
file on 1972 doctoral recipients was, used, supplemented by a Cooperative
Institutional Research Program (CIRP) survey questionnaire which inquired
about fall plans for graduate School in late summer 1972 and National
Center for Educational Statistics (NCES) statistics on first time
enrollment in the fall of 1972. Data on geographic mobkility were obtained
from the National Institutes of Health on NIH fellowship winners and

from NCES on all graduate students. Interinstitutional mobility data
came from NRC on 1972 doctoral recipients. The financial aid section
included data from El-Khawas and Bisconti's 1971 follow-up survey of

1961 and 1966 college freshmen who subsequently attended graduate school
and from a National Science Foundation 1972 survey of graduate science
student support. Frequencies and regression analyses were the principal
forms of statistical analyses.

The author found the ratio of graduate school acceptances to applications
was slightly greater for women than for men. Despite real or imaginary
barriers, women do not spend significantly more time in schoel to obtain
their doctorates. Looking at groups of graduate students who haven't

yet received their doctorate, it appears that 1) the best women students
select institutions in fewer geographic locations than men do, and 2)
more men than women attend school out of state. Regarding the inter=-
institutional mobility of successful doctoral students, it was found that
being married appears to stabilize women. Pinancial problems seem to
restrict the geographic mobility but to increase the interinstitutional
mobility of women students. The share of financial aid awards to each
sex, as a proportion of applicants, is at least equal, withithe 7
sidckessful application rate of women slightly higher than that of men.
There are differences by field: wonfen receive a disproportionately large
number of financial aid awards compared with their enrollment in the
physical sciences, mathematics, and engineering, and fewer awards

given enrollment, in the life and social sciences. Although overall

women receive proportionately less financial aid than men, much of this
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appears to be due to the_concentration of women in fields where the

amount of financial aid available is small. Women consistently receive
fewer research assistantships and a larger amount of teaching assistantships
and other service awards. Since women are less likely to take out large

of other student aid will not result in equal ability to finance their
education. (76 references )

*This volume is now is press (Praeger) and will be published in 1976 under
the title Male and Female Graduate Students: The Question of Equal Opportunity.
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Steele, M. Women in Vocational Education. Flagstaff, Arizona: Project

Baseline Supplemental Report, Northern Arizona University, 1974, 145 pp.

Vocational-Technical Education. Socialization. Secondary, Postsecondary,
and Adult Education.

This report reviews the current status of women in vocational education to
determine if there is a cause-effect relationship between school practices
and limited job options for women in the world of work. Present inequities
for women in employment, in pay and in promction are described as are
current programs, enrollments, expenditures, and practices in vocational=
technical education at the secondary, postsecondary, adult education, and
manpower training program levels; practices which contribute to the present
inequalities are identified. Sexism in society and education is examined
through a consideration of the historical differences in sex roles; the

television, textbooks, religious practices, and stereotyped roles; discri-
mination in education, including staff attitudes, segregated classes, athletics,

vision of child care for students. The paucity of women in power positions
in educational institutions, the biased nature of vocational counseling in
faculty, and administrators are discussed. A review of federal laws and

Executive orders shows that, legally, female students and employees are pro-

The author concludes, from a review and analysis of available data, that
schools at all levels are operating separate vocational education programs
for women. Limiting girls to traditional, female=intensive offerings
perpetuates and contributes to restricted job opportunities and lower
earnings for women. Although 55.5% of total vocational education enrollments
and 63% of all secondary vocational enrollments are comprised of women, they
are concentrated in non=wage earning home economics and in health and

office occupations. Vocational schools are primarily preparing young women
for the traditional role of homemaker rather than wage earner with a wide
variety of job options. (60 references )
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Steiger, J.M., and Cooper, S. Vocational Preparation of Women.
Washington: U.S. Department of Health, Education and Welfare,
A report to the Secretary's Advisory Committee on the Rights and

Responsibilities of Women, 1975, 72pp.

vVocational Education. Socialization.

This report presents the historical development of women's role in education
and the labor force, the current status of vocatiohal education for women,

and the underlying problems which maintain this situation. The authors found
vocational schools have been and, in most cases, continue to be amony the
major social forces perpetuating the stereotyped images of women, their
vocational opportunities, aptitudes, and interests. Examining rates of
garticigatian in vacational EﬂﬁéatiOﬂ, women are fguﬂﬂ in the less Pfésti‘
economics acccuﬁt fer 84% of all women taklng vacatlonal courses. Furthermare,
in office occupations and health fields, women predominate in relatively

- low-paying specialties. The authors attribute much of this situation to the

effects of socialization: societal expectations; values transmitted through
the schools by textbooks, teacher and counselor attitudes, and tests used

to measure aptitudes and interests; family expectations; and the influence on
women of society's stereotype of them. The authors conclude that most voca-
tional training received by women is rooted in traditional concepts of women's
role and is inappropriate to present day needs. Their findings led them to
recommend that two avenues to encourage change be investigated: 1) amending
federal vocational education legislation, and 2) changing Department of
Health, Education, and Welfare policies. (38 references )
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Stein, A.H.,and Bailey, M.M. The soeializa
orientation in females. Psychological Bulletin, 1973, 80 (5), 345-366.

Achievement Motivation. Methodological Issucs.

This article reviews the literature on achievement motivation and
achievement-related behavior in an attempt to describe the patterns

of achievement-related behavior that characterize females and to explore
some of the variables that influence these behavior patterns. The
effect of sex role expectations on achievement striving in females

and the ways in which conflict between achievement striving and the
traditional feminine role can be reduced are examined. The hypothesis
that female achievement behavior is instigated by affiliation motivation
or need for social approval rather than by achievement motivation is
considered and rejected. Variables postulated as determinants of
achievement behavior (expectancy of success, level of aspiration,
anxiety about failure, belief in personal responsibility, and achieve-
ment behavior in response to failure) are presented. '

Developmental changes in achievement behavior are considered, with

an emphasis on adolescence and the college vyears as a time of social
pressure. Socialization by parents is examined and the authors conclude:
that child rearing patterns which lead to feminine sex-typing are often
antagonistic to those that lead to achievement-oriented behavior.

The need for research on achievement-related behavior in the various
social classes and ethnic groups other than the white middle class

is stressed as is the importance of defining achievement motivation

in a way that is appropriate to females. Longitudinal, developmental
studies are needed as are investigations into the effect of fathers,

socializing agents other than parents, and sex-role-related characteristics

on achievement effort. (94 references)
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Tanney, M. F. TFace validity of intecrest measures: Sex-role stereotyping.
In E.E. Diamond (Ed.) Issues of Sex Bias and $ex Fairness in Career
Interest Measurement. ashington, D.C.: Department of Health, Education

and Welfare, 1975. Pp. 89-99.

Carecocr Intgre&t Inventories. SCII. KOIS. §DS. Gender Dominance.

This paper explores the presence and potential impact of gender-linked
terms (he, she, etc.) and gender-linked activities in career interest
inventgrics on the régpaﬁses of malee aﬁd femalé*r Na empiricalrﬂata
Investlgatlans in Gther d;sc;pllnas (sac;glcgy; agplled aa:lallngulstlzs,
social and clinical psychology) suggest this language variable may have
an impact on the responses people make. Three frequently used interest
inventories -- the Strong-Campbell Interest Inventory {SCiI), the Kuder
Occupational Interest Survey, Form DD (Ko1s), and Halland 5 Self-Directed
Search (SDS) are examined for gender dominance. Titles af actlvltles and
overall construction including administrators guide, test takers print-
out, test takers directions, and other components are critically examined.
These inventories were also evaluated according to American Psychological
Association and National Vocational Guidance Association test standards.
While these test standards also showed instances of gender dominance, they
do provide guidelines for identifying areas of potential sex bhias. The
author suggests that a systematic examination of the impact of gender-
dominant words and activities needs to be undertaken. (34 references)
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Theodore, A. The Professional Women. Cambridge: Schenkman, 1971, 769 pp,

Professional Women. Sex-Roles. Women's Career Patterns. Sex Discrimination.
This collection of readings brings together some of the recent research
about the professi

various dimensions of this role within a sociological framework. Past
and present trends concerning professional women are summarized. Changes
in the sexual structure of professions and differences in professional
roles according to sex status are examined. The importance of the
culture and the various institutions which define professional roles
training for them, and practicing them is one of the volume's focal
points. The unigue career patterns of women, especially married women,
are discussed. The marginal position of the professional woman,
particularly with reference to discrimination, is explored. Finally,
several aspects of female professicnalism according to the structure

of the professions and social changes are considered.

The author concludes that both sex roles and major social institutions
must be re-structured in the direction of a more equitable distribution
of energy, talent, and leisure if any efforts to increase and facilitate
female participation in all occupations on an equal basis with males are
to do more than treat the symptons of the problem. Women will need to
contribute substantially to sex role redefinitions and become important
catalysts for change. 1In the future the educational system may be forced
to play a more crucial role in the socialization process of women, to

pay far greater attention to motivational approaches at every educational
level. (53 chapters, 0-41 references per chapter )
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Tidball, M. E. Perspective on academic women and affirmative action.

pective
Educational Record, 54(2):130-135, 1973.

Faculty and Adnministrator attitudes. . Socialization. Uomen's Colleges:” -
Faculty Role Modals. Careax-Successful Women.

This article reports a study of career-successful women which considers
undergraduate origins in order to learn more about what consitiutes a
supportive environment at this crucial tire. The subjecks were selected
at random, 500 from each of three editions of Who's Who of American Women;
about 1,100 of the 1,500 had graduated from college. Graduates of coed-
ucational and women's colleges were compared on a decade basis, and the

numbex of achievers then related to the number of students enrolled or

graduating during the same decade. The greater achiever output found
from the women's colleges compared with coeducational colleges is highly
significant. The overall comparison for the five decades indicated i
approximately a two-fold diffarence in achisver output for the two types
of colleges.

The author contends that a major loss of talent occurs because expac-
tations for a young woman's competence have been confined to actualization
through biological performance. An undergraduate environment where male
students are present and there are few adult women models for achievement
reinforces these expectations. The author hypothesized that the number
of women faculty relates to achiever output and tested this hypothesis by -
caleculating the number of achievers/women faculty for the two types of
colleges. The number of women faculty and the number of women achievers
were highly and positively correlated for all types of institutions. These
data indicate that the development of young women of talent into career-
successful adults is directly proportional to the number of role models

to whom they have access. A correlation coefficient was calculated for
the relationship between achievers and men faculty; no statistically sig-
nificant correlation between the two was found. Furthermeore, the number
of women faculty in all undergraduate educational institutions has heen
declining for the past 40 years, while the enrollment of women students

has accelerated markedly during the last decade, especially in coaduca-
tional institutions.

As the perxcentage of men students increases, the output of women

’aﬂﬁievers decreases proportiocnately. Men students and women faculty are

the primary determinants of the number of women achievers. The number
of women academic professionals must be increased and their status im-
proved. Women's colleges should be supported. (no references)
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Tittle, C.K., MecCarthy, K. and Steckler, J.F. Women and Educational

ting. Princeton, N.J.: Fducational Testing Service, 1974, 83 pages

Sex-Role Stereotypes. Discrimination. Achievement Tests. College

Admissions Tests. Technical Materials. Measurement Texts, Vocational
Interest Inventories.

This report selectively reviews the area of educational measurement and
how it deals with women. The primary considerations involved are the
reinforcement of se:i-role sterectypes and restriction of individual
choice. The results of an analysis of some achievement tests for the
presence of sex-role stereotypes and language usage which displays
content bias are reported. Content bias in user materials and subtest
samples of college admissions tests are also discussed. Educational

measurement texts and technical literature including Thorndike's Educational

Measurement (1971) are reviewed for concepts in test development dealing
with the issues of discrimination against women. Test bias in college

prediction procedures are also examined. The use of two major vocational
interest inventories in counseling women is examined and current research

The general sex bias in school materials is reflected in educational
achievement tests. Language usage analysis indicates that references

to males and their world are more frequent as opposed to a more balanced
content equally appropriate for the two sexes. Similar results are found
in analyzing users materials, admissions subtests and vocational inven-
tories. The predictive validity of admission tests for college perfor-

mance for various subgroups is strongly questioned and alternative techni-

ques need to be explored. (The report is appended by a 90-item annotated
bibliography.) ' -
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Vetter, L. ereotyping in Illustrations in k
Paper pres : > meeting of the Amerizan Psychologica
Chicago, September 1975, 9 pp.
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or

vetter, L., Stockburger, D.W. and Brose, C. Career Guidance Materials:
Implications for Women's Career Development. “Columbus, oOhio: Center
for Vocational Education, Ohio State University, 1974. 82 pp.

(More detailed description)

Career Information. Sex Stereotyping. Racial Stereotyping.

This survey involves the analysis of 167 materials listed in the Vocational
Guidance Quarterly (VGQ) "Current Career Literature"” bibliographies pub-
Tished in 1970 through 1973, and 168 materials listed in two bibliographies
prepared by the VT-ERIC Clearinghouse. The materials were analyzed for the
content of their illustrations, on the basis of numbexr of men and women; en-—
vironmental setting (indoor-outdoor); observable interaction between people
illustrated; minority groups; minority group by sex; occupations by sex; and
occupations by minority group. The instrument used to assess the illustra-
tions was developed for this study. The United States Bureau of the Census'
occupational classifications were used to avoid over-representation of pro-
fessional occupations, and to give a basis for comparison with actual occu-
pational participation in the labor force.

The two sources of illustrations were analyzed separately. While some dif-
ferences exist the results of the two illustration analyses are similar.
sixty-one percent of the pictures show men cnly, 21 percent show women only
and 18 percent show both. Seventy-five percent of the illustrations showing
only one sex are of men only. In both sets of materials the percentage of
men shown outdoors is greater than both sexes pictured together, and women
only. The ERIC sample has more illustrations of blacks than the VGQ, but
black women are shown in both with greater relative frequency than black men.
Professional occupations are over-represented to a greater extent for women
than for men.

The authors conclude that the current status of women in the labor force is
not adequately portrayed in career materials. Illustrations in career mat-
erials are not conveying accurate information to young people about their
career alternatives. (12 references)
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A., and Clifford, M.M. The effect of race and

Walster,. E., Cleary, T.
sion. Sociology of Education, 1970, 44 (spring) .,

sex on college admiss
237~244.

Race Discrimination. Sex Disecrimination. Discrimination in Admissions.

This study tests the hypothesis that both race and sex affect a candidate's
likelihood of being admitted to college. It was predicted that a black
candidate of either sex would be preferred to a comparable white candidate.
I+ was also predicted that, regardless of race, preference would be given
to male -candidates. Additionally, the relationship between institutions
{categorized on six dimensions) and patterns of admission were expleored.

For three different student ability levels, applications for undergraduate
admissions identical in all respects, except for race (black or white) and
sex were prepared. Each of 240 randomly selected colleges and universities
was sent a single application with randomly assigned race, sex, and ability
level. Acceptance or rejection of the candidate by the institution, scored

on a five point scale, constituted the main dependent variable.

Although the data did not reach the .05 level of significance, white
applicants and males were more frequently accepted. A statistically
significant sex by ability interaction was found: males were markedly
preferred over females at the low ability level, but this difference
disappeared at the higher ability levels. The six dependent institutional
variables were found not tc alter the pattern of results. N

The authors conclude that since, in the actual high school populations, there
are more students of both sexes at +he lowest of the ability levels used

in the study than at the higher lavels. overall women are discriminated
against in college admission. (4 references)
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Watley, D.J. Bright black youth: Their educational plans and
career aspirations. National Merit Scholarship Corporation Rescarch

Educational Aspirations. Career Aspirations. Sex Difference. Racial
Differences. Socioceconomic Status (SES). Highly Able Students.

This study reports the career and educational major plans and degree
aspirations of ourstanding black high school students who had

National Merit Schelarship Qualifying Test (NMSQT) selection

scores in the top quartile of their own distribution or those

who obtained B+ to A averages in high school. The stability of these plans
from 1llth grade to two and one~half years later is also investigated.

While the most frequent career choices of blacks and non=blacks of both
sexes are similar, a great deal of change takes place in the career plans
of men and women of both races. Most notable are the increases in social
science, education and business. Also the small percentage of blacks

of either sex who aspired to professions in science, medicine or engineering
is noted. Black males, in general, seek a higher level degree than did the
nonhlacks. Blacks from high income families more frequently plan for a
doctorate than did blacks whose parents earn less. However, doctoral

plans of black women who scored high on the NMSQT are not related to
parent's income. Black women from families with high incomes appear more
likely to plan for a doctorate if they had good grades in high school, but
black women from low income families are more likely to plan for a doctorate
if they have a high test score. Parental income level does seem to be
related to educational degree aspirations and to career choice for these
students. The high selectivity of this sample should be kept in mind

when considering the applicability of these findings. (11 references)
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Werts, C.E. A comparison of male vs. female college attendance probabilities.
Sociology of Education, 1968, 41 (1), 103-110.

Predictors of College Attendance. Sociceconomic Status (SES). Academic
Ability. Sex Differences.

This paper examines how much the probability of college attendance is affected
by sex at different SES levels. The subjects were 127,125 freshmen (76,015
males and 51,110 females) entering 246 heterogeneous, four-year colleges and
universitites in the fall of 1961. The survey instrument was a brief infor-
mation form which asked their sex, high school average grade, father's occu-
pation and education, Male-female ratios were computed for various fathers'
occupations, levels of fathers' education, and academic achievement.

The author found that among low achievers, boys were much more likely than
girls to enter college, while among high achievers, boys and girls were equally
likely to enter college. Among low=SES students, boys were much more likely
than girls to attend college. Boys and girls whose fathers were closely as-

sociated with academia had similar college attendance rates. (13 references) '
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Westervelt, E.M. Barrlers to Women' Partlclpatlmn in Postsecondary Educa-

ticni Washington, D.C.: U.S. Gavernment Printing Office, 1975, 74 PP-

Institutional Barriers. S@cial Constraints. Psychologizal Barriers.

This report reviews research and commentary cangernlng variables that raise
barriers to women's postsecondary education. These variables are classified
into three types: 1) policies and practices within educational institutions
that actively discriminate against women or fail to encourage and support
their entrance and/or continuance; 2) social constraints in the life situa-
tions of many women which mitigate against their participation in educatioial
programs; and 3) psychological and social factors prevalent in our society
that result, for some women, in negative attitudes and expectations about
higher education. The primary focus is on identifying barriers that stem
from institutional and social practices, especially as women perceive them.

1

sions pract;ces, 2) flnanc;al a;d praﬂtlcesi 3) lnstltutlgnal regulatlgns,
4) deficiencies in curriculum planning and student services, and 5) faculty
and staff attitudes. The interactive and interdependent social constraints
imposed upon the pursuit of education by women are examined separately as
functions of: 1) social class and ethnic or racial group membership;

2) family circumstances, including number anéd ages of dependents, roles of
family members, financial resources, and place of residence; and 3) commu-
nity attitudes. Psychological factors which influence women's educational
patterns are examined through a consideration of: 1) current status of
theories regarding the psychology of women, 2) sex differences in intellec-
tual functioning, 3) attitudes of women toward self and self in relation to
others, 4) motivation for achievement, and 5) psychological correlates of
socialization practices.

The author finds there is some just;flcatlgn in concluding that there are
barriers to women's participation in postsecondary education resulting from
all three types of variables. Institutional practices that act as barriers
are the most accessible to modification and changes in institutional policies
and practices should in time reduce both the social and psychological
barriers. (275 references) _
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Willingham, W. W. The Importance of relevance in expanding post-secondary
education. Palo Alto, California: Access Research Office, College Entrance

Examination Board, 1969, 55 pp.

Equal Post=Secondary Educational Opportunity. Access,

The main purpose of this report is to suggest various aspects of relevance
which need to be taken into account in considering specific proposals for
expanding educational opportunity beyond high school. The relevance of
post-secondary education is classified into four categories: personal
relevance, social relevance, educational relevance, and economic relevance.
Within these categories, issues which are likely to restrict relevant edu-
cational opportunity in undesirable ways are identified. Personal relevance,
the extent to which education provides equal opportunity regardless of back-
ground, talents, or social condition, for individuals to define their roles
and responsibilities in society, faces four potential barriers: financial
restraints, academic standards, accessibility of facilities, and social
differences in aczess. BSocilal relevance refers to the capacity of post-

' secondary education to reorganize roles and responsibilities and to marshal

intellectual and moral resources in response to immediate social problems.
Two major current problems in this area.are the lack of social commitment
on the part of the institution and the need for flexibility to serve new
student populations. Educational relevance involves helping students to
learn modes of action necessary to fulfill adult responsibilities. Two
important issues related to providing educational relevance are instruc-
tional quality--the need to broaden instruction--and the need to give closer
attention to the development of the student. Economic relevance means
development of modes of individual action which are useful to society

at large; in particular, it refers to the fit between education and the
world of work. Two main aspects of this issue are the need to strengthen

plans on the basis of manpower requirements. Essential centralized func-
tions concerned with evaluating, planning, and stimulating equal and rele- .
vant opportunity must be performed at the insitutional, state, and national
levels if equal opportunity for relevent post-secondary educatiom is to
become a reality. (132 references)



Willingham, W.W. Free—-access colleges: Where they are and whom they
serve.* College Board Review, 1970, 76, 6-14.

Free~-hccess Colleges. Admissions. Tuition. Proximity.

This report provides information on the extent to which institutions
of higher education are accessible and to what populations. It is
based on a national demographic analysis of those persons who live
within commuting distance of an inexpensive and nonselective higher
education institution. Accessible higher education is defined as
having at least three characteristics: 1) relative inexpensiveness,
2) admissions and appropriate education for the majority of high
school graduates, and 2) physical proximity. For the study, each
college in the country was rated on a five-point scale based jointly
upon tuition and selectivity. The two lowest levels were designated
"free access" colleges which means they charged no more than $400

in annual tuition and at least one-third of their freshman class
ranked in the bottom half at high school graduation. Of some 2,600
colleges, 789 were free-access as of fall 1968. Of those schools
that were not free-access, 500 had special purposes or were heavily
religious and 1,300 were inaccessible in roughly equal measure due
to cost or selectivity, but most often both. Free-access institutions
are almost exclusively public and 75 percent are two-year colleges.

Two-fifths of the population lives within a 45 minute commuting

range of free access education. Twenty-four percent of the population
in rural areas, 63 percent in small metropolitan areas, and 38 percent
in major cities have accessible higher education. Nationally, a
slightly larger proportion of blacks than whites live within commuting
distance of a free-access college. Regionally, 51 percent of the
population in the West, 50 percent in the South, 38 percent in the
Northeast, and 33 percent in the Midwest live within commuting
distance.

Three hundred seventy-five additional colleges in optimal locations
would put two-thirds of the population of most states near an accessible
institution. The need, not only for more institutions, but to develop
existing colleges is stressed. The author feels the root problem to
access to higher education in the 1970s is how to expand equal and
relevant opportunity as rapidly as possible while avoiding the pitfalls
of stifling individual choice and crippling higher institutions. (12

references)

*This data is reported in greater detail in Free-access Higher Education
New York: College Entrance Examination Board, 1970, 240 pp., (124 references)
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