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tional experiences may differ considerably from those of men,
even when they attend the same Institutions, share the same
classrooms, and work with the same graduate advisors. The most’
extensive longitudinal study of student development conducted
to date concludes that:

[elven though men and women are presumably exposed to

common liberal arts cumriculum and other educatlonal pro-

grams during the undergraduate years, it would seem that
these programs serve more to preserve, rather than to reduce,
stereotypic differences between men and women in behavior,
personality, aspirations and achievement.
Many factors, including famillal and soclal expectations, may
contribute to the preservation of these differences. However,
faculty behaviors which express different expectations for
women than for men students, or which lead women to feel their
academic and career ambitions are not as Important as those of
men students may play a major role in limiting women students’
development.

Most faculty want to treat all students falrly and as individuals
with particular talents and abilities. However, some faculty may
overlly—or, more often, inadvertently--treat men and women
students differently In the classroom and In related learning
situtations. Subtle blases in the way teachers behave toward
students may seem so “normal” that the partlcular behavlors
which exprass them often go unnoticed. Nevertheless, these pat-
terns, by which women students are elther singled out or ignored
because of thair sex, may leave women students feeling less con-
fident than their male classmates about thelr abilities and their
place in the college community. )

THE CLASSROOM CLIMATE

“Afthough more difficult to document than other areas we studied, the
guestion of campus environmen! and general ‘almosphere’ Is no less vital. Q
Not only do these intangibles affect the educational needs and goals of(b
women , , . but they also to some extent defermine those goais. In
since the campus climate can help shape a woman's self-con
especlally during years of rapld developmental change, it can affect
ly her academic choices and achievements, but also her abllity h
the skiils she will need In order to meet future academic and p
chatlenges.” {""The Education of Women at Obeﬁlq,

. 16-17)

QO

Many postsecondary instlitutions have avdi;{&d their policles
and practices toward women primarily i s of legal issues
and requirements. More recently, howe; a number of colleges
and universities have begun to recog e importance of the in-
stitutional atmosphere, envlronm%r climate—both within and
outside the classroom—in '@s ring or Impeding women
students’ full personal, acade and professional development.®
Indeed, as ona study notes, “There is persuasive evidence that, in
selecting and reacting to educational environments, females tend
more than males to be attuned to the personal supportiveness of
these environments."’

Institutions as diverse as Oberlin College (OH), Hope College
(M), the Unlversity of Wisconsin, the University of Delaware, Har-
vard Unlversity (MA), Yale University (CT}), the University of Callfor-
nia at Berkeley, and the Institutlons involved in The Brown Project
[Barnard (NY), Brown (RIl), Dartmouth {NH)}, Princeton {NJ), SUNY
at Stonybrook, and Wellesley (MA)]l—to name but a few—have
conducted surveys and other research to determine how ade-
quately the Institutlon as a whole meets the needs of its women
students. Researchers are asking questions about how women
are treated in the classroom, the laboratory, the undergraduate
and graduate adviging relationship, and In the less formal in-
tellectudl exchanges that occur with faculty and with other
students.® All of these contexts may atfect how women students
view themselves. They can encourage women’s full intellectual
development and academic and career aspirations, or dampen
women's energies and ambltions.

Although many persons and experiences can help shape the
campus climate, faculty attitudes and behaviors often have a pro-

found effect—especlally for women students.® As Joseph Katz
writes in Men and Women Learning Together: A Study of College
Students in the Late 1970's:
The newly ralsed consciousness of women [students] Is in
some respects fraglle. In the intellectual and- academic
spheres there Is still a tendency for women to think
. themselves as not quite on a par with men . . . there is some
indication that women, are meeting the challenge creatively,
but they also could use more help from their teachers...."
In part becauss of the disproportlonate number of male faculty at
the college and university level, women may not always get this
help." Several studies indicate that men facuity tend to affirm
students of their own sex more than students of the other sex,
and often percelve women students primarlly as sexual beings
who are less capable and less serious than men students. "
Although these attitudes may be changing, a host of behaviors
which can convey such attitudes are stlll prevalent in the
academic setting.

Both men and women faculty—even those who are most con-
cerned about sex discrimination—may inadvertently com-
municate 1o their students ligjting preconceptlons about ap-
propriate and expected behad®is, abillties, career directions and
personai goals which ar ad on sex rather than on Individual
Interest and ability. Fopjqa{ance, some professors may habitually
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FACULTY AVIORS: SOME NEW QUESTIONS

Facultthmlnlslrators. researchers and women students

the es® are beginning to consider the importance of
fa@jfty behaviors In creating an Institutional *climate’ that

éﬁem the full development of all students, and to ask

N\<uestions such as the following:

) © Are women students less llkely to be called upon
directly than men students? Do faculty tend to ask
women and men students the same kinds of ques-
tions? Do they encourage women as much as men to
think for themseives?

© Do women students receive as much informal feed-
back, encouragement or praise as men for thelr
academic efforts?

@ Are women interrupted more often than men during
class discusslon? Can this lead women to feel that
thelr vlews are not belng listened to or taken as
seriously as those of their male peers?

@ Do teachers tend to make mora eyecontact with men
when they ask a question of the class as a whole, thus
“recognizing” men and Inviting responses from them?

@ Do professors often assume that women students are
uncertaln about what they want to say (or perhaps,
not saying much that is worthwhlle) because women
may tend to state thelr classroom comments hesitant-
ly or In *overly polite"” fashlon?

@ Are some professors more likely to remember the
names of the men students in their classes than those
of the women?

9 Are teachers as likely to choose women as men for
student assistants and to give them the same respon-
sibilitles?

@ Do some professors inadvertantly discourage women
from enrolling In traditlonally “masculine” majors or
from the “harder” subspecialties?

© Are graduate advisors more llkely to contact men
students when publication, research, and other pro-
fosslonal opportunities arlse? Does this make it more
difflcult for women than for men to see themselves as
potential professionals and colleagues?

@ Do some professors use sexlist humor 1o “spice up a
dull subject” or make disparaging comments about
women as a group? How does this affect women In
the classroom?




use classroom examples In which the man Is always “the profes-
slonal,” the woman always the “client™ or “patient,” thus making
It more difficult for women to imagine themselves in professional
roles.” Men and women faculty allke may ask questlons and then
look at men students only-—as If no women were expected to res-
pond."* Some faculty may tend to ask women “lower order” fac-
tual questions (“When did Wordsworth write the first version of
The Prelude?") and reserve “higher order” critical questions for
men* (“What do you see as the major thematic differences bet-
ween the 1805 and the 1850 versions?"') Others may make seem-
Ingly helpful comments which nevertheless imply that women In
general are not as competent as men (1 know women have trou-
ble with spatlal concepts, but I'll be happy to give you exira
help”). Some professors may be unaware that they interrupt
women more often than men students, or allow women to be easi-
ly Interrupted by others in class discusslon.

In additlon to subtle forms of discrimination In classroom in-
teraction, more cbvious behaviors can also create a chilling
climate. These may include disparaging comments about women
as a group and the use of sexist humor or demeaning sexual allu-
sion (for example, a slide in an accounting class that features a
bikini-clad woman *“guaranteed to provide accurate meas-
urements.”}

Whether overl or subtle, differentlal treatment based on sex is
far from innocuous. Its cumulative effects can be damaging not
only to individual women and men students but also to the educa-
tional process itseif.

HOW A “CHILLY” CLIMATE FOR WOMEN
AFFECTS ALL STUDENTS
Women Students

A chilling classroom climate puts women students at a signifi-
cant educational disadvantage. Overtly disparaging remarks
about women, as well as morae subtle differential behaviors, can
have a critical and lasting effect. When they occur fre-
quently—especlally when they involve "gatekeepers” who teach

ments—such behavlors can have a profound negatlve impact

required courses, acl as advisors, or serve as chairs of depqn;fb

women's academic and career development by:
© discouraging classroom particlpatlon; ESQ
@ preventing students from seeking help outslde ass;

© causing students to drop or avold certaln class@, to switch
majors or subspeclalties within majors, in some in-
stances even to leave a given institutio ‘\

© minimizing the devetopment of the i ual collegial rela-
tionships with faculty which are al for future profes-
sional development;

@ dampening career asplratlon?@d
@ undermining conﬁdence.‘@

Instead of sharpening their frtellectual abilities, women may
begin to belleve and act as though:

@ their presence In a given class, department, program or In-
stitution is at best perlpheral, or at worst an unwalcome in-
truslon;

@ their particlpation in class discussion Is not expected, and
thelr contributions are not important;

@ their capacity for full intellectual development and profes-
sional success is limited; and

@ their academic and career goals are not matters for serious
attention or concern.

Wen Students

While women students may be most directly harmed by an in-
hospitable climate, men students are also affected. If limited
views of women are overtly or subtly communicated by faculty,
some men students may experience reinforcement of their own
negative views about women especially because such views are
confirmed by persons of knowledge and status. This may make it
more difficult for men to perceive women students as full peers,
to work with them in collaborative learning sltuatlons, and to offer
them informal support as colleagues in the undergraduate or
graduate school setting. Moreover, It may hamper men's abllity to

relate to women as equals in the larger world of work and family

‘beyond the institution.'”

HOW A CHILLY CLIMATE CAN INTERFERE WITH
THE EDUCATIONAL PROCESS

in addition to its effects on individual women and men
students, a learning climate that subtly or overtly communicates
different expectations for women than for men can interfere with
the educational process itself. If, for example, it is taken for
granted that women are less apt than men (o participate In class
discussion and thelr input is either not sought, or overtly or subtly
discouraged, the contribution of half the class may be lost. If
faculty reinforce student perceptions that some fields of study
are “masculine” and some "feminins,” students may shy away
from majors considered inappropriate. Thus, departments and in-
dividual teachers may lose students of talent and potential, and
many students’ academic and career options may be foreciosed.

WHAT THIS PAPER HOPES TO DO

This paper Is wrltten to help faculty, students and ad-
ministrators become more a\ng.;e of the subtle—and not-so-

VOICESKROM THE CAMPUS*

0\4 .
(Continued [@age 1)

“I was ;::g@mg my work in a public selting, when a professor cut

me off sked me if | had freckles all over my body.”
(“Niustrative Probiems"}

- Qfe not encountered discrimination by facuity with regard to
sroom and academic activities. | have, howaver, consciously

tions concerning sexual discrimination, In this way, my scope of
avaliable coursework was limited.” (Harvard, p. 11}

~§ hiosen not to take particular courses with faculty who have reputa-
D

“No great work has ever been attributed to any woman in any of my
{...]classes. Even a woman who has shared the fame when she is
part of a team has been passed over by lecturers as ‘these
gentiemen’.” (Harvard, p. 16)

“Thera is still the feeling that you can't invest time and interest in
women studenls as you do with men students because there is
uncertainty about the professional commitmeni on the pari of the
woman student,” {Response to Project Call for Information,

former facuity member in nontraditional area}

", .. a dozen of our classmates walked out in mid-tecture affer a Pro-

fessor of Surgery pinched the breast prosthesls of a mastectomy pa-

tient dnd then the breast of a woman radiologist, saying ‘I'd ike to

bump into either of you in an elevator any time!" From such ex-

amples we learned how doctors treat our women palients and cof-
leagues, and how are wa to view women any differently?”

. {Excerp!ts from letter to their dean from group

of women medical students who had just received

medical degrees, as quoted in MLA, p. 22)

“One woman earned high grades in a traditionally male field. Her
protessor announced to a mostly male class that this represented
an unusual achiavement 'for a woman' and was an indication, first,
that the woman student was probably not reaily feminine, and, se-
cond, that the males in the class were not truly masculine, since
they allowed a woman to beat them.” MLA, p. 20)

“I could write a book but much of what | have salid is still very painful
to me. | would hope that the study you are doing will shed some light
on these very difficult problems bacause | am convinced that women
are being short changed by our higher educational institutions . .."
(Response to Project Call for Information,

former faculty member in nontraditional area)

*The quotations that appear throughout this paper are real and re-
cent. Many come from surveys conducted by Institutions
themselves or by campus groups established to evaluate the institu-
tional climate for women. Unless otherwlse noted, quotations come
from the sources listed in Appendix C. The fact that a quotation
comas from a glven institution in no way Implies that that institution
is “chilller" for women than other institutions; to the contrary, It in-
dicates that persons on that campus have sought to identify pro-
blem areas and to devise strategies for change. '




subtle—ways in which women and men students are often
treated ditferently, and to indicate specific actions they can take
to create a learning climate ihat best fosters the intellectual
growth of all students. It will: .

o identify a wide range of overt and subtle facuity behaviors
that can create a chilly learning climate;
identify classroom behaviors of men and women siudents
that may elicit differsntial responses from faculty;

e offer specific recommendations which adminlstrators,

- faculty, students, and others can use to bring about greater
awaraness and change; and

© provide a list of resource materials including organlzations,

researchers, a short bibliography, and an agenda for further
research.

Information for this paper has been compiled from severai
kinds of sources, including empirical studies of postsecondary
and other classrooms;' reports and surveys by individual ressar-
chers, campus groups, and postsecondary institutions; and in-
dividual responses 10 a "Call for Information” issued in conjunc-
tion with this project. Because classroom and other exchanges
that occur in the college context are in some respects similar to
the everyday interchanges that occur between and among men
and women in the larger society,' information from the growing
body of general research on men's and women’s verbal and
nonverbal behavior has also been reviewed with an eye toward its
possible implications for classroom climate. The examples
quoted or described in this paper are actual incidents that have
occurred on campusas within the last few years.

HOW “SMALL” BEHAVIORS CREATE A CHILLY
CLASSROOM CLIMATE
DEVALUATION, EVALUATION AND DOUBT

“} am even more ashamed to admit that out of my desire to be taken (b'o

seriously as a physicist | was eager to avoid identification with arhec)
women students who | felt couid not be taken serfously.” )

{Evelyn Fox Keller, ngﬂf(@)

?Q

The old saw that a woman must be twice as good et hailf as
far as a man" still contains a core of truth: our chety tends in
many ways to value men more than it val omen, and to
assume that men's work and words are img nt, women's less
€0. ()\

The general tendency to devaiue w n and their work Is il-
tustrated by a well-known series of yeleted studies® in which two
groups of people were asked to evaliate particular items, such as
articles, paintings, resumes, al@he like. The names attached to
the items given to each group of evaluators were clearly either
male or female, bul reversed for each group—that is, what one
group believed was originated by a man, the other believed was
ariginated by a woman. Regardless of the items, when they were
ascribed to a man they were rated higher than when they were
ascribed to a woman. In ali of these studies, women evaluators
were as likely as men to downgrade those items ascribed to
women.

Another form of devaluation may occur when women exhibit
behavior that is viewed as "masculine” rather than “feminine.”
An ambitious male pre-law student is viewed as behaving ap-
propriately and is likely 10 recelve encouragement when he
speaks about wanting to be a judge; however, a female student
expressing the identical goal may be viewed with surprise,
perthaps as “odd,” “unfeminine,” "too striving,” or “too am-
bitious.” Thus, faculty may view and respond to the same
behavior ditferently depending on the sex of the student. Males
who act dispassionately may be viewed as “objective” but
females as “cold.”" if a woman does exceptionally well, she may
be praised for “thinking like a man"—a back-handed compliment
which implies that there is something wrong with "thinking like a
woman,” which she Is.

The devaluatlon of women's accomplishments is exacer-
bated by the related tendency 1o attribute males’ success to skill
or ability but females’ success to luck or to lack of difficulty of the
task to be performead. In one study, for example, adult tutors work-
ing with elementary school students who compléted a pre-
estabiished assignment were most likely to tell high-achieving
boys that they were competent, but to tell high-achieving girls
that the assignment was easy. Thus, the cause for the children’s
Identlcal achievement was viewed very differently—simply on the
basis of the children’s sex.?* Similar results are found In a number
of studies examining the perceived reasons for success In a varie-
ty of tasks performed by men and women.2 The attribution of suc-
cess to “skill" in the case of men Implies in part that men have
the ability to perform well or to improve upon their performance;
the attribution of success to “luck” or lack of task difficulty in the

case of women implies that their success is due to extemal fac-

tors ovar which they have little control, and which they therefore
cannot rely on for future achievement.

If, as much research indicates, * young women internalize this
devaluation and “attribution™ pattern of the larger society, they
are llkely to be especially prong4o doubt their own compstence
and abilities. Indeed, womeo‘\ dents themselves may be just as
likely as males to downgr. a woman's"” academic work. In one
study, for example, w college students rated scholarly ar-
ticles higher if they ved they were written by a man than if
they believed th%Qe e written by a woman.™*

DEVALUAT AND THE POSTSECONDARY
LEARNIN@CLIMATE

=

mining reasons why this may have been so0."”
{Female, Natural Resources, Barkeley, p. 131)

" } instructor spoke in snide and derogatory terms of the role of the
wives and women (as not being economically usetul to men} without

Colleges and universities ideally provide an environment that .
differentiates between students only on the basis of merit.
However, faculty and students are not automatically immune
from the limiting preconceptions held by the larger society or
from the everyday behaviors by which different perceptions of
men and wamen are reinforced and expressed. To the contrary,
despite the increased enroliment of women students in recent
years, college is often still considered a *masculine” environ-
ment where success depends on skills and abilities such as in-
tellectua! argumentation® and competence In mathematics
which women are viewed as lacking. As with work in society at
large, academic work done by men may be valued more highly
than that done by women; a woman student may have to outper-
form her male peers to be taken seriously by her professors.

Because many women may consciously or unconsciously
share society’s {imited view of women's abilities, some women
{as well as some men faculty) may expect less of their women
students—expectations that in many instances may become self-
fulfilling prophecias. Moreaver, although many women students
may begin their college careers with energy and ambltion, they
may at the same time, have less confidence about their capacity
to achieve academic and professional success. Indeed, studies
suggest that women postsecondary students are move likely than
men to doubt their abilities and to attribute their success to luck
or hard work rather than to skill.**As one professor notes:

[Self confidence and the need for encouragement and advice]
is the primary area in’ which male and femaie students differ
quite a bit . . . I had women students who were very bright and
who didn't perceive of themselves as such. Whereas | had
men students who were of moderate capabilities and con-
vinced that their brilliance was going unrecognized.?”

Women students may well have a special need for a college
climate that specifically acknowledges them as individuals and
recognizes their abilities, contributions and accomplishments.



EXPERIENCES IN EARLY SCHOOLING

Women and men students are Hkely to enter college with dif-
ferent educational historles—even If they have attended the
same elementary and high schools. Ongoing research indlcates,
for example, that elementary teachers frequently treat boys and
girls differantly In everyday classroom interactlon—often without
knowling that they do s0.* Primary school teachers tend to:

© talk more to boys, ask them more “higher order” questions,

and urge them to “try harder” if they are initlally unsuc-
cessful (thus imparting the message that they have the abill-
ty to succeed);

© give boys speclfic Instructions on how to complete a project,

but show girls how to do it—or, do It for them;

© {alk to boys regardiess of location in the classroom, but

often only to girls who are nearby; and

o praise boys for the intellectual quality of their work and

criticize tham for lack of form and neatness, but do the op-
posite for girls.®

Although there are obvious differences between colleges and
elementary schools, soms patterns of student-teacher interaction
established at lower school levels may help set the stage for ex-
pectations and interactions in the college classroom.

EXPERIENCES IN SQCIETY: EVERYDAY INEQUITIES

Small differential behaviors that often occur In the course of
everyday interchanges—such as those in which individuals are
either singled out or ignored because of sex, race or age—have
been called “micro-inequities” by Mary P. Rowe, Special Assis-
tant to the President at M.LT.* Each Instance—such as a
disparaging comment or an oversight which affects only
members of a given group—may in and of itself seem trivial, and
may even @o unnoticed. However, when taken together
throughout the experience of an Individual, these small dif-
ferences in treatment can create an environment which “main-
tain[sj unequal opportunity, because they are the alr we
breathe...and because we cannot change the personal
characteristic . . . that leads to the inequity.">

EVERYDAY INEQUITIES IN THE POSTSECONDARY SETT

Such “everyday inequitles" can intrude into the posts: ary
setting, and can “foul the proces[s] of education” ?& omen
students. A recent analysis which identifles type ‘Qf incidents
women in postsecondary education consider criminatory,
found that “contrary to...Initial expectatio at by far the
greater number of reported incidents wou volve direct and
overt discrimination ... an equal or gre number concerned
subtle forms of discrimination, which omen involved found
as trying and inequitable in their o Y as more cutrageous or
overt discrimination.”®® In factﬁe andifor inadvertent in-
cidents can sometimes do th t damage, because they often
occur without the full awaren of the professor or the student.
When they occur In the classroom, or in related learning situa-
tions, everyday inequities can indeed create a chilly climate for
women.

EVERYDAY INEQUITIES IN INDIVIDUAL STUDENT-TEACHER
INTERCHANGES

In individual interchanges with two students, a professor disap-
pointed in a male student's project might say: “Your work s inex-
cusably sloppy; you'll never make it that way!" However, in exact-
ly the same circumstance, the professor might say to a woman
student: “My God, you're as incompetent as my wife! Go home
where you belong!™* The woman student to whom such a
“trivial” comment has been made may find herself upset,
angry—and perhaps truly doubtful about her competence. She
may also feel confused, hecause what seems a “petty” incident
has sparked in her such a strong response. Her professor, mean-
while, may be quite unaware that his comment has linked her
academic performance to her sex by communicating a perception
of her not primarily as an Individual leamer, but as a woman who,
like “all women,” is of limited intellectual ability, operating out-
side of her "appropriate” sphere, and likely to fail. {Indeed,
women students—unlike men students—are too often seen as
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anonymous members of a group from whom certain behaviors
can be expected, rather than as individuals with unique com-
petencies.)

Because everyday inequities usually occur without either
party’s full awareness of exactly what has happened, they are
often difflcult to identify and to change. Especially when they oc-
cur in the college context, they can have profound cumulative and
lasting ramifications such as:

© distorting a teacher's and student's evaluation of perfor-
mance with preconceived expeclations about women's
abliities. For example, computing a math problem (*Women
aren't good with numbers™), writing a thesis (“Women have
trouble thinking critically”), or deing a lab experiment
{“Women are clumsy with lab equipment™);

@ provoking and reinforcing expected behaviors that are of
negative value in the academic seiting (“Women tend to
over-react, women can't handle criticism.”) Often when one
expects a particular behavior one may unconsciousiy en-
courage it or allow it to occur;

© using up women students’ energles in conflict, anger, and
sell-doubt (“Why am | so upset? Maybe I'm really not up to

college work.”); and

© provoking feelings $Ig|pleasnass, especially when there
are no channels f scussion and no appropriate actions
or remedies a:viéle

\Y
THE POWERYIF WORDS
(\
o in r classes they hear women described as 'fat housewives,’ ‘dumb

bion as physically ‘dirty,” as ‘broads,’ ‘chicks,” or 'dames,’ depending
0 ge of the speaker.” {MLA, p. 21)

jne instructor in particular . .. when we were reading novels ... would
‘make such comments as 'Well, you girls probably found this boring’ or ‘You
women wouldn't understand this feeling that men have.’ After a while |
began to feel depressed while attending this class and listening to his
disparagerments of women. It inspires in one a feeling of worthlessness.”
(Female, Humanities, Berkeley, p. 130}

“Class time is taken up by seme protessors with dirty jokes which . .. offen
happen to be derogatory to women (i.e,, referring to a woman by & part of her
anatomy, poriraying women in jokes as simpleminded or teases,
showing . .. women as part of the ‘decoration’ on a slide).”

(Response to Project Call for Information, velerinary student)

“1i} saw a slide show in (Course X) on computers which had female models
in bikinis standing next to computers and the narmration of the fitm included
comments such as 'Look at those measurements,’ elc., quile sexist fand a
tittle gross, alfso)." {Male, Physical Sciences, Berkelgy, p. 102}

Many professors, while admitting awareness of sex stereolyping language,
often justify their continued use of these labels. Frequently, they joke about
their continued male chauvinism, as though their admission serves as an
exoneration for a continuation of sexism.

{Female, Natural Resources, Berkaley, p. 131)

“One memorable instructor (whose course was required of all graduate
students) reguiarly informed each new generation of graduate students that
women were not good for much of anything but sexual exercises. He en-
joyed going intc graphic description of the irials and tribulations of a
journey taken with a group of students during which one female experienc-
ed the onset of menstruation. “Blood all over the damn place,’ our prolessor
told the class, 'had to hike miles out of the canyon ic find wadding to stuft
inherc...” (Sexual Harassment, p. 9)

“Every time | tell my advisor about my dissertation, he says, ‘Oh, that's a
very impertant issue for women.’ My thesis involved issues which are impor-
tant for both men and women but he persisis in relating to me as a woman,
rather than a3 a serfous studemnt, as if the lwo were incompatible.”
(“ilustrative Problems"')

“Certain instructors in the depariment are known for making sexist jokes,
and having rather sexist attitudes, so it affects my rapport with them, but |
don't think it has affected the assignment of grades or of course
assignmenis.” {Female, Biological Sciences, Berkeley, p. 105}

“t have yei to hear a professor commaent on the daily appearance of é male
colleague. | have yet to go through a week without some comment pertain-

ing to my appearance.” fHarvard, p. 8

e



Overtly discriminatory comments on the part of faculty are still
surprisingly prevalent. These comments are often Inten--
tional—although those teachers who engage in them may be
unaware of thelr potential to do real harm. They may occur not on-
ly in individual student-teacher interchanges, but also in
classrooms, office consultations, academic advnsmg situations
and other learning contexts.

There are some indications that overtly sexist varbal behavlor
on the part of faculty may be most concentrated in those fields*®
andinstitutions where women are relative newcomers, and that it
often increases in both intensity and effect at the graduate level.
(For a discussion of the special problems encountered by
graduate women and by women in traditionally masculine fields,
see pp. 10-12)

The invidious nature of such comments can perhaps best be
understood by comparing them to similar racial remarks. Few, if
any, professors would make disparaging comments about blacks’
serlousness of purpose or academic commitment, or use racist
humor as a classroom device. {In order o experience the
derogatory nature of such comments, the reader may wish to
substitute the word “black” [or other minority] in the examples
that follow):

© comments that disparage women In general, such as

habitual references to “busy-body, middle-aged women,”
statements to the effect that “women are no good at
anything,” or the description of a class comprised solely of
women as a "“goddamn chicken pen.”

© commentis that disparage women’s Intellectual ability, such

as belittling women's competencies in spatial concepts,
math, etc., or making statements in class discussion such
as "Waell, you girls don't understand . . ."

© commenis that disparage women’s serlousness andlor

academic commitment, such as “| know you're competant,
and your thesis advisor knows you're competent. The ques-

tion in our minds s, are you really serlous about what you're Q
>

doing?” or "You're so cute. | can't see you as a professor of
anything.” \C)

© comments that divert discussion of a woman student’s
toward a discussion of her physical altrlbulas {r;\ap-
pearance, such as cutting a student off in mid- ce to
praise her attractiveness, or suggesting thatQ tudent’s
sweater “looks big enough for both of us.” such com-
ments may seem harmless tc some prefeddors, and may
even be made with the aim of compl ing the student,
they often make women uncomfortal ecause essentially
private matters related primarily tg (¥ Sex of the student are
made to take precedence over { change of ideas and in-
formation.) Y

@ comments about women { that define them in terms of
their sex rather than their protessional status {e.g., "It must
be that time of month™) or that disparage thelr professional
accomplishments, such as greeting the announcement of a
female colleague’s book with "After ali, it's only her disser-
tation, and you know her [presumably male] advisor must
have written most of that.” (Such comments can be
especially damaging, since the attitudes and behaviors of
women faculty, and of male faculty toward them, Is often
“"the most direct evidence available to students of both
sexes of what It means to be a professional women in our
soclety.”*}

© commenis that refer to males as “men” but to females as
“qirls,” “gals,” etc. rather than “women.” This non-parallel
terminology implies that women are viewed as similar 10
children and thus less serious or capable than men.

© comments that rely on sexist humor as a classroom device,
either "innocently” to “'spice up a dull subject,” or with the
conscicus or unconscious motive of making women feel un-
comfortable. Sexist humor can range from the blatantly sex-
ual, such as a physics lecture in which the effects of a
vacuum are shown by changes in the size of a crudely-drawn
woman’s “boobs,"¥ or the depiction of women in anatomy
teaching slides as Playboy centerfolds, to “jokes about

dating, about women students waiting to be called by men, .
etc.—i.e., the usual fooling around which relies on a certain
bad taste (usually depicting women in a sexual context
which is typically derogatory} in arder to create a lively at-
mosphere in class,”" ’

© comments that disparage scholarship about women, or that

ridicule specHic works because they deal with women’'s
perceptions and feelings. Such comments can reinforce
students’ perceptions that what men think, feel and do is im-
portant, while women's roles, actions, and feelings are not
worth learning about.

Often, faculty feel that overtly sexist comments and related
behaviors are trivial, or “facts of life" —accepted and harmless
features of everyday conversation. In some instances, teachers
may. simply speak out of habit with no ill intent. In other in-
stances, however, teachers themselves may be uncomfortable
with women students, have a restricted view of women's abilities
and roles and/or be consciously or unconsciously hostile toward
women. Some teachers may unknowingly use sexist humor to
relieve their own anxieties or hostilities.

Just as they may arise fro eral motives, overt comments
disparaging to women mayb\' tended to serve a variety of pur-
peses. For example, sexiil@\lmor may ostensibly be designed to
faster collegiality bet a teacher and the class. However, it
may have the oppo effect on female studentis: sexist humor
and other ove paraging comments may in fact alienate
women student I'gand some male students as well) and thus
directly affe, e climate of the class as a whoie. As a women's
caucus av§7$e western university notes, “The phychological
undermiging of ... female students’ confidence and self-esteem
is rit ed through sexist jokes and comments . .. This patroniz-
emale students, in both its subtle and gross forms, im-
es, If not destroys, intellectual exchange between female
udents and male faculty members (and female facuity members
who have adopted the same posture).”*

Some faculty may also intentionally {or inadvertently) use sex-
ist comments, andfor inappropriately personal or sexual
references, in order to annoy or distract women, or to trivialize
women's contributions, especially in circumstances where perfor-
mance is being evaluated.*® ({This sort of behavior is often
reported by professional women, and aiso by women graduate
students, cne of whom, for example, cites belng distracted by a
male examiner's inappropriate comments in the middie of an oral
examination.*') :

Whether or not their intended purposes are ''innocent,” sexist
humor and overtly sexist comments can interfere with classroom
learning and have negative effects that go far beyond the im-
mediate classroom or related learning situation.

THE CLASSROOM’S SILENT LANGUAGE

“What ! find damaging and disheartening are tha underlying
attitudes . . . the surprise | see when a woman does well in an exam—the
condescending smila when she doesn't.”

(Female, Physical Sciences, Berkelgy, p. 126)

“There are reporls that a few leaching assistants suggest to their
laboratory classes that girls not work together as partniers, because of a
presumed fack of ease with handling equipment.”

{Chair, Department of Physics, Berkaley, p. 40}

“f have witnessed femaile studenis in two lower division courses lreated as
omaments—as if they lacked any semblance of intellectual capacity—both
occasions by male instructors.”

{Matle, Social Sciences, Borkeley, p. 130}

Like verbal behavior, nonverbal and other behaviors can also
help shape classroom climate. A professor's nonverbal behavior
can signal inclusion or exclusion of group members; indicate In-
terest and attention of the opposite; communicate expectation of
students’ success or fallure; and foster or impede students' con-
fidence in their own abilities to learn specific tasks and pro-
cedures.



. General studies of nonverbal behavior show that women may
be more sensitive to nonverbal cues than man are.* Consequent-
ly, women students are aspeclally likely to beneflt from behaviors
that recognize them as Individuals and encourage them—for In-
stance, making eys contact and nodding. Additionally, women are
very apt 1o pick up on “mixed signals”—such as verbal en-
couragement that is coupled with nonverbal behavior which in-
dicates a lack of Interest or attention (moving away, looking
elsewhere, shuffling papers).

- Obhservations of classrcom interactions,” as well as general
studies of nonverbal behavior In everyday sltuations, Indicate
that giris and women often receive and give different nonverbal
cues than boys and men do. These differences may well arise
from differences In the perception of ability, value and status
traditionally associated with men and women.“ As mentioned
previously, classroom ohservations at the elementary level show
that teachers more frequently talk to boys no matter where they
are in the classroom, but to girls only when they are nearby. Thus,
boys tend to command actlve teacher attention regardless of
closeness to or distance from the teacher, while girls do not.*

Moreover, patterns of male-female interaction typical in society

at large may well be carried over into the classroom setting. For
example, both in and out of class, men tend to claim more
physical space than women {e.g., outstretched arms rather than
arms folded, sprawling posture, etc) to make greater use of
assertive and attention-getting gestures, to maintain eye contact
rather than to avert their gaze, and to use touching as a way to
assert power or dominance.*®

Facuity may treat men and women students differently in the

following manner:

o making sya contact more oftan with men than with women,
so that individual men students are more likely to feel
recognized and encouraged to participate in class. (One
teacher, for example, concerned becauss few women took
part In discussion, learned from her students that she tend-
ed to ask a question and then to make sye contact with ma
only, as if only men students were expected 1o respond. )Q

© nodding and gesturing more often in response to nQn
questions and comments than to women's.

© modulating tone {for example, using a lonegog com-
munlcates Interest when talking with men, butg tronizing
or impatient tone when talking with women).Q

© assuming a posture of attentiveness (for
forward} when men speak, but the op|
at the clock) when woman make ts.

@ habltually choosing a location nsa@on sludents. (Proximi-
ty in the college classroom m% ite comments primarily

from those sitting close by} &
@ excluding women from e-related activitles, such as
d

field trips, or attempii Iscourage thelr participation
because women are “too much troubis,” etc. (Such exclu-
sion Is illegal under Title 1X.*%)
@ grouping students according to sex, espacially in a way
which implies that women students are not as competent as
or do not have status equal to men. Women students, for ex-
ampie, have reported that some teachers insist there be no
all-women lab teams because women cannot handle
laboratory equipment on their own. (Other professors may
group the women together “so they can help each other,” or
s0 that they “don't delay the men.") Some women have
reported certain professors instruct male medical students
to “scrub™ wlth the faculty but women medical students
with nurses.® These kinds of arrangements may not only
lead women students to doubt their competence, but also
prevent women—for whomn "hands-on experience” can be
especially important in building confidence®—from learning
as much as men students.
= if men students are expected to~and do—take over lab
procedures, women are llkely to be observers rather than
participants. )

« “scrub” sessions may serve as informal learning cir-
cumstances from which women are excluded as learners

mple. leaning
such as looking

and simultanecusly “put in their place™ as support profes-
sionais In the tradltlonally female field of nursing rather
than as full colleagues.

@ favoring men In choaesing student assistants. In many in-
stitutions, men are still more likely than women to be chosen
by faculty for these positions,* which can provide students
contact with faculty and opportunities for learning new
skills and building confidence. Moreover, such course-
related work experience with faculty can play a crucial rote
in sponsorship for jobs and admission to graduate and pro-
fessional programs.s?

© giving men detailed instructions in how to complete a par-
ticular prablem or lab assignment In the expectation they
wlll eventually succeed on their own, but doing the assign-
ment for women—or allowing them to fall with less instruc-
tion.™

@ allowing women to be physlcally “squeezad out” from view-
Ing a laboratory assignment or a demonstration.* This sort
of physical exclusion can interfere with women students’ op-
portunity to learn on their own.

@ making direct saxual ovgstures. Direct sexual harassment by
faculty can lead wo &udents not only to teel threatened,
but also to perceiv t they are viewed by facuity primarily
in sexual term ther than as individuals capable of
scholastic an@fessional achlevement. {For a discussion
of sexual sment by faculty and its effects on women
studentx f-esteem and academic and career commit-
ment rank J. Till, Sexual Harassment: A Report on the

@ arassment of Students, National Advisory Council
men’s Educational Programs, August 1980 and “Sex-
Harassment: A Hidden lssue,” Project on the Status and
ducation of Women, 1978, listed in the Resource section of

\\ this paper.)
C) SUBTLE MESSAGES IN CLASS

PARTICIPATION PATTERNS

“My high schoot girl friends used to be the brightest and mos! talkative
students in class. When we got together during our first vacation from col-
lege, the giris who wen! to co-ad schools sald they hardly talked at ail in
their classes. | couldn’t believe it! | go to fa prestigious woman's college],
and women are not at all reticent there,”

{Quote from intern at NIE colloguium, Washington, DC, 1981)

“In mixed-sex classrooms It is often extremely difficult for females to talk,

and eaven more difficult for teachers to provide them with the opportunity.

This is not because teachers are supremaly sexist beings, but because they
are governed by the same rules as everyone eise.”

{Dale Spender, “Don't Talk, Listen!"

311478, p. 14}

“A professor repeatedly cuts off women while in the middle of answering in
class. He rarely does this to men." (Harvard. p. 8)

“in classes, | experienced mysell as a person 1o be takan lightly. In one
seminat, | was never allowed to finish a sentence. There seemed to be a
tacit understanding that | never had anything to say "

(“Hilustrativa Problems")

Subtle and inadvertent differences in the ways faculty treat
men and women students can dampen women’s participation and
lead them to doubt the value of their contributions. In mixed-sex
college classrooms, even the brighest women students often re-
main silent, although they may submit excellent written work and
will frequently approach a teacher privately after class to follow
up on issues ralsed earlier.” \ndeed, it has come to be taken for
granted by many faculty and students alike that men will usually
dominate the discussion in coilege classrooms, and many resear-
chers have confirmed that women students are less likely to be
verbally aggressive in coeducational settings.® Although
women's silence can put them at a considerabie disadvan-
tage—not only in an academic but also in a career setting—only
recently has the pattern of less participation by women become a
matter for concern and research.



In many classes, women postsecondary students are called on
tess often than men students,* and some women simply remain
sllent. However, as mentioned earller, those women students who
do make an effort to participate may find that their comments are
disproportionately interrupted by teachers and by male
classmates, and/or that faculty are less likely to develop their
points than those made by men students.® Gumulative classroom
experiences such as these can contribute to women students’
feeling and acting as though their opinions are of little impor-
tance—neither sought out nor listened to.

Factors that may make it difficult for women to participate In
class, but that may occur without the full awareness of either
students or faculty, are discussed in the following sections. They
include:

© everyday Inequitles In the ways men and women
lalk—especially in task-oriented group situations—that
may be carried over into the classroom;

@ faculty behavlors in Inltiating and managing class discus-
sion that can inadvertently reinforce these patterns and
discourage women’s participation;

@ features of the college classroom as a “masculine” and
competitlve setting for discusslon that can put some women
students at a disadvantage; and

@ characteristics of women’s classroom “style”—as con-
trasted to that of men—which may lead women's comments
to be taken less seriously than men’s.

EVERYDAY INEQUITIES IN TALK THAT MAY BE CARRIED INTO
THE CLASSROOM®*

Despite the popular notion that in everyday situations women
talk more than men, studies show that in formal groups contain-
ing men and women:

@ men talk more than women;

© men talk for longer periods and take more turns at speak!ng;

@ men exert more control over the topic of conversation;

@ men interrupt women much more frequently than women in-

terrupt men;* and

inapproprlately personal comments that bring the wo
discussion to an end or change its focus.®

Not only do men talk more, but what men say of. e&carries
more weight. A suggestion made by a man Is moraéely to be
listened to, credited to him, developed in further isciission, and
adopted by a group than the same sugg made by a
woman.** * (The difficuity in “belng heard", %&aving their com-
ments taken serlously” has often been not women in profes-
slonal peer groups and Is strikingly simi] those clted by some
women college students.)

All too often neither faculty nor?&ients are aware of these
patterns of behavior—and it is@ that they can do the most
harm. Without knowing preclselyWhy, individual women students
may come to feel and to behave as though they are marginal par-
ticipants in the academic enterprise.

WAYS OF CONbUOTING CLASS DISCUSSION THAT CAN
DISCOURAGE WOMEN STUDENTS

“Two of the tenured professors in my department remember the male
graduate students” names but somehow have frouble remembering women
grad studenis'names .. ." {“llustrative Problems”)

“Some professors unconsciously use sexist terminology (for exemple,
relerring to women in their 20's as girls, or saying 'You call in a pathologist
and ha takes the spacimen . . .'}. You get the impression there are no women
professionals in the world.”

(Response to Project Call for Information, veterinary studsni)

“if [a] woman doesn't understand something, she is dismissaed. If {a] male
doesn't understand, he gels further attention.”
{Health and Medical Sclences Program, Berkelay, p. 59)

“"Women who asked questions are not answered, s0 women have stopped
asking questions."”
{Health and Medical Sciences Program, Batkelgy, p. 59)

"Professors (all male} consistently call statisticians *he." One has sald three
times in class 'the statistivian of the future will wear a mini-caicuiator on
his belt,’ even though one half of the ciass are women training to be statisti-
clans.” (Famale, Physical Stiences, Berkeley, p. 131)

"Women are addressed by Hrst names, men by their last.” -
(Health and Physical Sclences Program, Barkeley. p. 59)

“If {the] Instructor can't answer questions (he or she) says, 'You girls don’t
understand.’” {Health and Physical Sciences Program, Barkelsy, p. 59)

"...many women, especially undergraduates, ere discouraged by the
predominately masculine pronouns in reference to both student and facul-
ty. It seems like a small thing bul is pervasive and intluential.”

(Female, Physical Sciences, Berkeley, p. 106)

O
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@ men's interruptions of women more often introduce trlvisgf)

Teachers themselves may Inadvertently reinforce women
students’ “Invisibility,” and/or communicate different expecta-
tlons for women than for men students. Faculty behaviors that
can have this effect* Include but are not limited to the following:

© ignoring women students while recognizing men students,

even when woman clearly volunteer to participate In ¢lass.
(This pattern, which may 1 Individual women students to
feel “Invisible,” parallg@) experlences of many women in
professional meetin% other formal groups, who often
raise their hands l@ﬂ vail while man after man is recogniz-
ed by the chalt.Q :
© calling dire men studenta but not on women students.
Male facu speclally, may tend to call directly on men
studentséjgniflcantly more often than on women students.*
This occur because faculty unconsciously presume
me, have more of value to say and/or will be more eager
téeak up. Sometimes, however, faculty may wish to “pro-
t'" women students from the “smbarrassment” they

\\Q)%sume women may feel about speaking In class, and thus
O

simply discount them as participants.

o calling men students by name more often than women
students. Sometimes faculty are surprised to discover that
they know the names of proportionately mere men students
than women students In thelr classes. Calling a student by
name reinforces the student's sense of being recognized as
an individual. (Students of both sexes should be addressed
In “parallel” terms . . . last names for both, or first names for
both. Calling men by last name but women by first name im-
plles that women are not on a par with men as adults or as
future professionals.)

© addressing the class as if no women were present. Asking a
question with “Suppose your wife .. .” or "When you were a
boy..." discounts women students as potential con-
tributors.

© “coaching” men but not women students in working toward
a fuller answer by probing for additional slaboration or ex-
planatlon (for example, “What do you mean by that? Why do
you see it as a major turning point?”). This pattern, which
has been identified at the elementary level,” may com-
municate to the male student who is engaged In dialogue
not only that his point |s important, but also that he has the
ability to answer the question, and can succeed if he tries
harder. 1f women are not “coached,” they do not get the
same reinforcement to respond to Intellectual challenges.

@ walting longer for men than for women to answor a question
before going on to another student. Studles at the slemen-
tary level indicate that teachers tend 1o glve brighter
students more time to formulate a response.*” Inltial obser-
vatlons by researchers suggest that this pattem may also af-
fact teachers’ interaction with students on the basis of sex.
If so, this may both reflect and reinforce women students’
classroom reticence. Like Interrupting women, glving
women less time to answer a question may subtly com-
municate that women are not expected to know the answer.
(Men's silence following a question may be more likely to be
perceived as due to reflectlon or to the effort to formulate an
answer, women's to *“shyness” or lack of a suitable
response.)



9 interrupting women students (or allowing them to be
disproportionately Inlerrupted by peers). As discussed
previously, thls may seem so natural that It may be “invisi-
ble.” However, it may lead some women to wonder about the
worth of thelr comments, andfor to withdraw from attempts
to participate in class. - ’

© asking women students questions that require factual
answers (lower order questions) while asking men questions
that demand personal evaluation and critical thinking
(higher order quastions). Such a pattern presumes, and subt-
ly communicates to women students, that they may not be
capable of independent thought.

@ responding more extensively to men's comments than to
women's commenis. This pattern may be exacerbated
because men students may also be more likely to pay more
attention to and to pick up on each other's comments, but to
overlook those made by women.® Thus, men students may
receive far more reinforcement than women for intellectual
participation.

@ crediting men's comments to thair “author” (“...as BIll
pointed out”) but not giving authorship to women’s com-
ments. Glving authorship is a way of providing acknowledge-
ment, pralse, and reinforcement in the course of developing
a point. Women are llkely to be especially discouraged if
authorship of thelr comments or suggestions is given to
male speakers who restate or develop women's statements
as though they were their own.

@ making seemingly helpful comments which imply that
women are not as compstent as men. Comments such as “|
know that women have difficulty handling this equipment,
but I’ll be glad to help you after class™ are likely to reinforce
the individual student's and the class’ perception that
she—and perhaps women as a group—are deficient in some
skills. Moreover, they may imply that some fields require
“masculine” skills and women who choose them are apt to
encounter inordinate difficulty.®

© phrasing classroom examples in & way which relnfor
stareotyped and nogative view of women’s psychol al
tralts, such as a description of a female ch er in
literature as “typlcally weak and irrational.”

® using classroom examplos that reflect stergo¥yped Ideas
about men’s and women’s soclal and profe nal roles, as
when the scientist, doctor, or accountaqtsis always "he,”
while the |ab assistant, patient or se @y is always “she.”

@ using the generic *he™ or "man” to %nuni both men and
women, as in “When a writer is trufiyinnovative, what criteria
can we use to measure hils ac ment?” or “Besides men
who can organize well an clearly, what other essen-
tials are needed to bulld a¥ Mmdustry?"'™

@ reacting to comme or questions artlculated In a
“fominine stylo” as Inherently of loss value than those
stated In a “masculine style.” The assumption that a woman
student who begins a comment hesitantly and “overly”
politely {as In | wonder if maybe . . "), or who makes a state-
ment with questioning Intonation, does not have a good
grasp of the subject or has little of importance to say, may
lead a teacher to “tune out” or to Interrupt and rephrase.
Howaever, this style may reflect the way women have learned
to talk In our culture, and may have little relatlon to the
validity of what Is said. (See “Women's Speech And
Women's Sitence" for further discussion.)

THE CLASSROOM AS A "MASCULINE”
SETTING FOR DISCUSSION

“The sex discrimination which | have encountered . . . has been more tacit
then explicit. | feal that women tend to shy away from the two areas in
which | am most involved . . . and that most professors in these areas never
slop to consider why this might be so. | am not sure of the reasons myself,
but | do know that both of these flelds encourage a kind of argumentative
and aggressive style which | find particularly distasteful. ! think other
women feel the same way.”

{Female, field of study not designated, Betkelay, p. 90)

“In seminars...| have noted different! responses by both faculty and
sfudents to the presentations of other students ... many women tend lo
work in areas more closely related to the individual experience, while men
seem to work more wilh issues involving larger groupings in saclety. There
is mare attention and validation given to the fatter and often presentalions
on the more personal individual level are ignored or treated lightly as less
important. The more abstract the issue, the more status If has. Therefore,
many very fine preseniations by women are not given the attention they
deserve.” (Female, fleld of study nol designated, Berkelay, p. 97)

Men and women obviously speak the same language; however,
the manner in which they speak may tend to differ in ways that
many people are not consciously aware of. Nevertheless, these
different speaking styles may be a significant factor in faculty
perceptions of what students say. One classroom researcher
notes that ‘[T]he valued patterns of speech in college and univer-
slty settings are more often found among men than among
women speakers.”™ These patterns include;

@ highly assertive speech; '

© Impersonal and abstract styles (often incorporating the

generic “he”); and

@ competitive, “devil's adgcate" Interchanges.™

In a college or univers® setting, these ways of talking are
often “equated with ini ence and authority."™ As mentioned
earlier, students m rceive competitive inteliectual argumen-
tation as “mascu ™ and some women students may feel un-
comfortable | ?ptlng this so-called “masculine” way of talk-
ing. Equall 1& rtant, women students’ own styles of speaking
may incorérate features that are devalued in the traditionally -
mascu%\cademlc context.

W@N'S SPEECH AND WOMEN'S SILENCE™
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O *“1 have noticed that women tend to be much more tentalive in seminars;

often they wiil ask quastions In lieu of making pronouncements. More often
than not, their questions are treated with condescansion, if they are not ig-
nored entirely. | think male professors and graduate students will have fo
think serfously and openly about these maore subtle, stylistic dif-
ferences—about the perpetuation of the ‘oid boy’ system In the classroom,
as well as in the job market—befaore we can expect any major changes to
ocecur.” {Female, fieid of study not designated, Berkeley, p. 80)

"One of the greatest problams women faculty and students confront is how
to be taken serlously In the daily life of colleges and universities. This pro-
biem has strong linguistic components since speech characteristics are
often made into and evaluated as symbols of the person . .. The valued pai-
terns of speech In college and universily setlings are more often found
among men than among women speakers . .."”
(Barrie Thornae, “Claiming Verbal Space: Women,
Speech and Language in College Classrooms,” p.5)

Researchers on sex differences in language have identified
features which usually occur more often in the speech of women
than of men. These ways of talking—many of which are used in
everyday conversation not only by women, but also by individuals
and groups with low status and little power-~may put women
students at a partlcular disadvantage in an academic setting.
They include: '

© hesltation and false starts {“l think . . . | was wondering . ..”")

@ high pltch

@ “tag" questlons {"This is really important, don’t you think?"}

@ a questloning intonation in making a statement ("The sec-

ond chapter does most to clarlfy the theme?™)

@ excessive use of qualifiers (Don't you think that maybe

sometimes..."} )

@ other speech forms that are excessively polite and deferen-

tlal {(“This is probably not important, but . ..")

Some suggest that these speech patterns have developed as a
responae to Inequities in the larger society: if one has little power
and |s not as highly regarded as others, one had better express
oneself politely and cautiously—and girls are often ralsed to do
so. However, women posisecondary students—as well as women
faculty—find themselves In a double-bind If they use these
“typically feminine" ways of talking In the classroom.

I, for example, a woman student begins her comments



hesitantly and uses many qualifiers, she may be immediataly
perceived by her teacher and by her classmates as unfocused and
unsure of what she wants to say. Her “averly polite” style may
seem to “invite” Interruptions by, or inattention from, both
teacher and other students. indeed, even the most insightful
points made in this manner—especially by a woman—may be
taken less serlously than the Identical points made by a man or
delivered in a more “masculine” asseartive style.

Some nonverbal behaviors found more often among women
than among men™ may also work to women students’ disadvan-
tage in the classroom. While men tend, for example, to use asser-
tive gestures (such as pointing) coupled with loud tones to
underscore statements, most women have "“learnad" to display
“submissive” gestures and facial expressions, such as:

@ “inappropriate” smiling (smiling while making a serious

statement or asking a question)

@ averting their eyes, especially in dealing with men andior
with those in positions of authority (including their pro-
fessors).

These and similar kinds of behaviors that deviate from the male
“norm" may lead faculty to perceive women students as
frivolous, uncertain, and perhaps flirtatious. They may also lead
faculty to prejudge both women's comments and their academic
commitment.

‘Soma argue that women students would be best 1o adopt a
“masculine” style in order to achieve classrcom credibility.

Others paint out that a woman who does so may be perceived as

“‘aggressive” rather than assertive bacause her way of talking
and acting does not conform to "“feminine" expectations: what a
woman student says in a “masculine” style may be rejected out-
of-hand on that basis. Indeed, the same hehaviors seen as
"forceful” in a man may be viewed negatively—perhaps even as
“hostile —when used by a woman. More importantly, resear-
chers are currently beginning to explore the possibility that some
features of "women's speech™and behavior might have positive

value In fostering a more equitable classroom climate based more Q
on the cooperative development of ideas than on “competition joo’b'

the floor.” Questioning intonation or tag questions, for exam
may encourage elaboration of a comment by the next s@
while some nonverbal behaviors more commonly fou ong
women such as nodding in agreement, "“commenting’ vﬁﬁ “hmm
hmm," etc.—may help to reinforce speakers and to(y¥ite others
to participate. Indeed, students of both sexes havgteen shown to
participate significantly more often In classe 1@ t by women.”
Onigoing research is attempting to identify al and nonverbal
“cues” which may be more typical of wo teachers that may
serve to encourage all students to pa ate most fully.™

AFFECTED
WOMEN GRADUATE STUDENTS™

<
GROUPS OF WOMEN V@&MAY BE ESPECIALLY

“I told my advisor | wanted fo continue working towards a Ph.D. He said, ‘A
pratty girl like you will certainly get married, Why don't you stop with an
MA?" {“tflustrative Problems")

“l expected the graduate experience lo be ditferant, | expected that my ma-
for advisor would be my mentor. | have received very little time. | have notic-
ed that male students seem (o davelop ditferent kinds of relationships with
protessors and get more help and suppor.”

‘ - {Female, Education, Berkeley, p. 67)

"Research assistantships are assigned by individual faculty members who
have the support for this type of appointment. Mais faculty members tend
to favor maie graduate stydents as research assistants for various and sun-
dry reasons {"because they play squash together’) with the resuit that few
women are selected and hence more become teaching assistants by
defauit.” {Chairman, Department of Economics, Bgrkelay, p. 42)

“Most problems with my research adviser are of a subtle nature—| wouldn't
say he discriminates but it is more awkward for him to deal with ma than
the men in the lab and vice versa. He's not teribly 'up front’ about his opi-
nions." (Female, Biological Sclences, Berkgley, p. 91)

“Qver the years, | repeatediy recelved reports from women who complained
of demoralizing experiences with male faculty who treated them in a de-
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meaning, patronizing and sometimes outright insuiting manner. | beiieve
the high attrition rate of female graduate students Is in large part a resuit of
this informal tack of support.” {Assistant professor, Berkeley, p. 30}

“A male professor, introducing his female graduate studaent who was giving
a seminar sald: 'it's nice to find a student who is intelligent and can write,
but it doesn’t hurt if she's also good-looking.” " {Harvand, p. 10}

“My ressarch is taken more seriously than the research of women in our
group.” {Male, Engineering, Berkeley, p. 86)

“I certainly do not feel that women are treated like colleagues in (x} Dept. As
a reader this year, { was trealed as an additional secretary.”
{Female, Humanities, Berkeley, p. 84}

*...[Tlhis {lack of seniar women faculty to serve as professors or advisors]
has been the single most important deficit of the Ph.D. ‘experience.’ | have
no sense that my advisor andfor department supports my professional ef-
forts, belleves in my abiiity or cares whether or not | succeed. | would say
this teeling is more pervasive with female students.” (Harvarg, p. 27)

" have raceived comments such as 'You're not really serious about the
degree, are you?' Or, ‘Well, it doesn't matter if you finish your thesis this
year. You probably won't use it for much anyway." "'

{“tiustrative Problems"}

Men and women studen @rﬂe often suffer a decline in self-
esleem when they bagn&raduate study. However, women
students are more like encounter and to be vulnerable to
behaviors that are sul @or overtly discouraging, that single them
out because of the , Of that communicate lower expectations
for them than fgryqualiy competent men students.

As noted ppsvicusly, one of the most teliing indications of the
discrepan etween men and women students’ intellectual self-
esteem is@¢he finding that women students are much less liksly
than male classmates to feel confident about their prepara-
tio T and abllity to do graduate work. One extensive study

s that this difference “holds across almost all major
lds ... class years, and colleges” even when “women and men
are matched on grade average and on graduate plans."®

Title IX mandates that qualified women must have equal ac-
cess to all graduate programs; however, once they are on cam-
pus, women who pursue graduate study often face the problems
encountered by undergraduate women in magnlified form. Many
observers have noted the Increasingly "male” climate at the
graduate and professlonal school tevel: for example, male pro-
fessors are usually even more predominant, the styie of
classroom interchange is often more competitive, the proportion
of women students often smaller. Despite the fact that they are
highly selt-selected and often begin study with better grade
averages than their male classmates® women graduate students
frequently encounter even more doubl on the part of faculty and
others aboul their seriousness of purpose than do woemen
undergraduates. Many women have been told by facuity and by
department chairs that while their competence is not questioned,
their commitment is,*

Often, faculty do not view career success as an appropriate
primary goal for wamen graduate students, but presume that they
will marry and that therefore are not as highly motivated as men
to pursue graduate study. In the case of male graduate students,
marriage and family may be seen as an advantage—a stabilizing
factor and a symbol of maturity; in the case of women graduate
students, however, marriage (or even the possibility of marriage)
is often seen as a disability. If women students are already mar-
ried, faculty may assume they will have children and then drop
out of school or leave their profession. If they have young
children, faculty may feel that women students should be at home
caring for them, and may advise them that a woman cannot pro-
perly combine school and a demanding professional career with a
family. indeed, prospective female graduate students may be ask-
&d how they plan to combine their career with family—a question
rarely asked of male applicants. Moreover, married woman apply-
ing 1o graduate or professional programs may be told they will be
taking jobs away from "married men who need them."

Questions about graduate women’s “serlousness” are aven
more likely in the case of many women who, because of outside
family or job responsibilities, are able to enroll in graduate study



on a part-time basis only. The view persists that part-time
students are not as committed as those who are able to devole
themselves to full-time study. Additionally, many graduate pro-
fessors may be uncomfortable working clossly with women
students who wish to enter the professor's own field because
they have difficulty seeing women as potential colleagues.

Consequently, women often report being neglected and
overlooked, particularly in the less formal aspects of student-
teacher interaction. This is also especially true for both men and
women minorily graduate students.®* Many suggest that this lack
of informal encouragement may be a significant factor in the attri-
tlon of some women graduate students, since collegiality bet-
ween graduate students and faculty has been identified as a
necessary element In an apprentice relatlonship vital to the
development of professional Identity, and as an important predic-
tor of satisfaction with graduate school.* {One study, for exam-
ple, indicates that women Ph.D.'s who had female dissertation
advisors published significantly more than women who had male
advisors.*} Women graduate students are more likely to miss out
on this crucial kind of encouragement and support, and thus may
feel increasingly doubtful about thelr academic ability and pro-
fessional potential.

At the opposite extreme, especially in classroom situations
where they comprise a small minority, graduate women may be
the objects of "overattention™ in which their comments are view-
ed with “amazement that a woman could be speaking about a
technical topic.”* As one professor notes, “[Ijn either event,
women have difficulty evaluating the true worth of their contriby-
tions since their statements are either under- or overvalued
because of the sex of the speaker.”"

Graduate women often report being discouraged, angered or
confused by the kinds of subtle and overt verbal and nonverbal
behaviors discussed earller.® Because they often work closely
with a limited number of senior faculty members, women

graduate students can be especially affected by the orientation C)O

and expectations of a particular professor or advisor. Althou l(\
graduate professors have a responslbility to fester the pr
sional development of all their students, they may knowing\“or
unknowingly treat men and women differently In cla&@room,
academic advising and related learning situations ngt in the
ways discussed earller but also by:

@ counseling women to lower their asplraqs,\s andior to
switch from a “harder” o a “softer” subspeclalty. While pro-
fessors may act out of seemingly go &ntlons (for exam-
ple, to protect women students fr %ossible failure or to
steer them in directions more ! ropriate” for women)
such counseling often commy¥ates to women that they
are not as capable of doing uate work as men are.

© organizing research and 1 ing assistantships in such a
way that men have mo@e ponsibility and/or greater oppor-
tunity to pursus theirown research than women. Male
teaching assistants may be more likely to have full day-to-
day responsibility for their classes while women assistants
aid faculty members. In the case of research appointments,
men more often than women may be able to pursue their
own research Interests while women often end up assisting
with their advisor's research.*® Such arrangements can
dampen the growth of independence, and simultangously
communicate to women that their research interests are not
important.

© excluding women students ifrom consideration far teaching
assistantships in areas where women as a group are radl-
tionally considered weak, for example, In statistics.”

© spontancously offering to write latters of raference tor men
students but not for equally competent woman students.

© nominating men, but not equally competent women, for
fellowships, awerds and prizes.”

© ghowing acceptance of men, but not of women graduate
students, as professlonal colleagues by tresting men and
women differently In “informal” ways such as the following:
« mora often forming “apprenticeship” or protege ralation-

ships with men than with women students. This may occur
in part because faculty may feel more comfortabie with
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male students, and also because facuity may inaccurately
believe men are more likely to use their graduate training.* -
Additionally, some faculty may expect “women. .. to be
competent, good students, but. .. [not] to be brilliant or
original”—hence, not good "bets” for professjonal invest-
ment.

¢« providing women with “formal” hut not informal feedback
on the quality of their work. Some graduate faculty may
give equal treatment 1o women in formal contacts and writ-
ten comments, but interact more frequently with men
overall to discuss their field, their own ongoing research,
and other matters of professional importance.®

¢ inviting men, but not women students, to share author-
ships, accompany them on professional trips, and meet
recognized scholars outside the department.

WOMEN IN TRADITIONALLY “MASCULINE” FIELDS

“Later on, Dr. took me aside and explained fo me how women rare-
ly make good fiald geologists. This, he maintained, was due fo their difficul-
1ty in perceiving things in three nsions. He contended that when figur-
ing out GRE, SAT, ACT (ete.), s, the ‘educators’ take this inherent defi-

ciency into account.” N (Sexyal Harassment, p. 5}
“When | volunteared t ct that | was a politics major [the profassor] ex-
pressed surprise a, d ‘Now why would you want to do tha!?' when he
had commende ame information just minutes before to one of the
men.” sponse to Project Call for Information, woman student,

: Princeton, class of '83)
YL Ui edly the most painful part of my experience was the tofal

isolatio which | found myself ... | was, clearly, a serious threal to my
fellg udents' conception of physics as not only a male stronghold but a
m treat, and so | was least likely to be sought out as a colleague.”

(Evelyn Fox Keller, Working It Qut, p. 85)

"Since the department has had many male students of varying ability over
the past years, if a particular maie student does not meet expectations his
deficlencies carry no parlicular significance. if a female does not meet ex-
pectations, however, her deficiencies are considered characteristic of all
female students . .."” {Department of Plant Pathology, Report to Dean,

Berkeley, p. 21)

“In quantitative courses if you are @ woman there seems fo be less respect
for wennten than for men, and an assumpiion that women will have frouble,
Furthermore, if you enjoy non-quantitative courses more than quantitative
ones it you are a woman, the assumptlon seams to be that you're less in-
telllgent. This is a mixture of technocratic bias and sex discrimination, but
the effect Is to make women feel inferior.” {Harvard, p. 9)

“I feai that the farther | go the more discrimation on fthe] basis of sex. Now
that I'm teking classes within my major and other science classes, upper
division that Is, there is a grealer pressure due to the major | have
taken ... as to whether | am qualified for classes and field trips, labs, stc."”

(Female, Physical Sciences, Barkelgy, p. 179)

"{ was Interested in majoring in crop sclence in the College of Agriculture
and went to see my academic advisor. He encouraged me to change my ma-
jor instead to horticulture, because it would not be as difficult a major as
crop science, He tofd me that crop science required field work and would be
hard for a woman to handle.” {"“Ilustrative Problems"}

“There is a pervasive attitude in (x) that jobs are not available unfess one
chooses to 'go on' ta a more acceplable discipline—women are assumed to
be especially 'unprotessional’ If they have career aspirations in other than
academic fields-—men, on the other hand, are encouraged to go into
politics or law." (Female, Ethnic Studies, Berkeley, p. 70

Although women's enroliments in traditionaily “masculine
flelds”—such as physics, engineering, geology, architecture, and
medicine and law—are beginning 1o grow, their actual numbers
comparad to men in these fields in most instances are stiil quite
small.** Most women continue to enroll in a very limited number of
traditionally female fields—such as education, the arts, and the
social sciences—despite the Imited employment and income op-
portunities in these areas. The idea that some fields of study are
“*feminine” and some 'masculine” has increasingly become a
matter for public concern, since it is a major contributor to low-
status, low-pay '“women's job" ghettos in the larger economy.

Two forces may be largely responsible for women's continued
avoidance of traditionally masculine fields: departmental climate
and women's own concern over the appropriateness of a “non-




traditional” major. Women are more likely to be attracted to
departments with student-orlented faculty and ‘‘warmer"
climates often associated with traditionally female than tradl-
tionally male flelds even though such a choice may foreclose the
opportunity to enter a “hlgh status” profession.™ * Additionally,
even the most academically competent women with interests and
aptitudes geared to traditionally masculine fieids may struggle
with self-doubt in choosing a major which Is culturally defined as
appropriate for men but not for women. Women students in these
fields are likely to face difficultles for the followlng reasons:
© they comprise a distinct minority in a given class or depart-
ment; .
© they have little contact with other women pursuing the same
major because of the vertical progression of required
courses;
® they find few female teachers who might serve as role
mode!s; and
@ they work with many professors who are not accustomed to
having women students in their classes.
Many reports of the kinds of overtly disparaging faculty

- behaviors discussed earlier come from women students enrolled

in traditionally masculine flelds,” and especlally from women
graduate students in these areas. The chilly—and sometimes
hostile—climate can be especially discouraging to women
students who are trying to pursue Interests and develop abilities
thal do not coincide with current cultural norms. If these
behaviors lead them to believe they are unwelcome or viewed as
incapable—especlally by thelr professors—some women may
use valuable time and energy dealing with unnecessary doubts
and contlicts, and may shift toward "“softer” subspecialties, or
toward tradltlonally female majors and career goals.®

While a chilly departmental climate can discourage women
from enrolling in traditionally masculine areas—and can “cool
out” women who have already enrclled —one study suggests that
taculty behavior which Is supportive and reinforcing can be the
crucial element In preventing women students’ attrition and In
enhancing women's chances for both academic and career suc-
cess in "male dominated areas.”"*

WOMEN MINORITY STUDENTS

&

tion in which the instructor never looked at her and res, d onfy to the
other people on either side of her.” riences,” p. 3)

\
“She fa black female medical student] cited a small gro Eiegwmg Situa-

{“"Learni

.

“Sometimes | am quite reluctant to ask quesﬂ
downs of the instructor. He often looks at me in
correctly. Usually, however, | don't even ge! re

ecause of the put-
lief when | do respond
izad. | feel, why bother?"’
iptions and Practices," p. 4)

as
“It takes an extra effort to assert one@agd to be accepted by white peers
and faculty.” {“Learning Experiences,” p. 3)

In classroom interactlons, as well as in other sltuations, minori-
ty women cften face the effects of double stereotypes based on
both race and sex. Faculty may be especially uncomfortable in

- déaling with minarity wornen, and act on the basis of a variety of

assumptions about minority women's capabilities and attitudes.
On the one hand, faculty may presume that an Individual student
has specific academic abilities and career ambitions associated
with a given cultural heritage—such as a "patural ability” in
quantitative subjects in the case of Pan Asian American women.
On the other hand, they may assume that minority women are
likely to be less capabie than other students, to lack certain skills,
or to have certain personality traits—such as “passivity” in the
case of Hispanic women, American Indian women and
others—that may limit academic achieverneni. Additionaily,
sorme minority students—especially biacks—have raported that
faculty seem to expect them either to be academically incompe-
tent or to be academic superstars who are "exceptions to the
rule."'™ This sort of double-bind can put a great deal of pressure
on minority women students.
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. Facuity behaviors frequently reported by minority students™
which may communicate both discomfort on the part of faculty,
and differential or lower expectations include those discussed
garlier, especially:

@ ignoring

© interrupting?

© malntaining physical distance

© avoiding eye contact

© offering fittle guldance and criticlsm'™

9 afiributing success to luck or factors other than ability™

Moreover, the iwin problems of “underattention” and “‘overat-
tention"” experienced by women students generally are often ex-
acerbated in the case of minorlty women. While on the one hand,
minority women have reported belng studiously ignored, even in
small seminars, on the other hand, they have been singled out,
not as individuals, but as representatives of their particular ethnic
group—as when a minerity woman Is called upon to give the
“black woman's view" of an issue or problem rather than her own
view,

Additionally, racially stereotyped interpretations of minority
womens’ own behaviors may interfere with effective faculty-
student interaction. Professor y assume, for example, that a
black woman's silence is to “sullenness,’® an Asian
Amerlcan woman’s sllen “‘natural passivity.”*** in some in-
stances, cultural ditfergpes in verbai and nonverbal cues may
lead faculty and mi y students to misread each other's at-
titudes and expec ns.'"’

OLDER wo(n‘@srunsms

e most apt to be discriminated against (i.e., not taken seriously)

aged women who return to grad school after a long hiatus. But |

that even they, presuming they possess suificient ability and sutfi-

@ t appiication, can defeat the prevailing stereotype which profs (oid,
oung, male and femaie) have of them.”

(Female, Humanities, Barkeley, p. 85)

“Older women returning to schoof report that faculty often discuss them
publiciy in terms of thelr age and marital status. Their reasons for retuming
to school become & basis for more or less humorous speculation as does
their marital situation or possible neglect of home dutles.” {MLA, p. 20}

Older women currently comprise the fastest-growing segment
of the postsecondary student population. However, like minority
women, older women often suffer the results of compounded
stereotypes. Whether they are entering college as freshmen,
finishing a graduate degres, or pursuing graduate study, older
women often find it extremely difficult to be taken seriously as
students. Frequently, they are devalued not only because of their
sex, but also because of their age and their likely part-time status.
Too often, they are viewed as bored, middle-aged women who are
returning to school because they have nothing better to do. This
perception is much in contrast to the actual situation of many
raturning women, who tend to enrol In postsecondary programs
for professional advancement and are often both highly
motivated and highly successful In school—despite the fact that
they may sometimes initially lack self-confidence and be hesitant
about classroom participation.®®

Returning women often encounter both overt and subtle dif-
ferantial treatment of the kinds discussed previously. The follow-
ing faculty behaviors can be especially discouraging {0 women
students who have been out of an academic context for a pro-
longed period:

© adopting a patronizing tone In responding to comments or
suggestions;

© refusing to provide pracise information about what Is ro-
quired for a glven assignment—evon when students ask for
additional guidance—and then downgrading the resulting
work;'™

© suggesting In classroom examples or advising situations
that older women “should be home with their chiidren,”



“don't nead to work if they have a husband to support
them,” ete.; and :
© making comments that disparage older women students, or-
that introduce inappropriately personal concemns.
Moreover, some faculty may be uncomfortable working with
students older than they themselves are. This may contribute to
older women students’ belng ignored or overlooked in class, and
excluded from fess formal interchanges with faculty.

FACILITATING CHANGE

Changing everyday classroom behavior that expresses
devalued and limited views of women Is a difficult
challenge—aspeclally because much differential treatment that
may occur In clfassroom and related interaction is inadvertent,
and often below the level of consciousness of both faculty and
students. However, although this kind of change is elusive and
difficult, it is already underway on many campuses, and direc-
tions for future changes are being charted by ongoing projects
and research.

Many faculty, for example, have recognized the importance of
classroom language, and are attempting to identlfy and to
change languagse that excludes or disparages women.""® Experis
in teacher education at the elementary and other levels are
engaged in ongoing research to isolate the small behaviors by
which teachers may treat males and females differently, and to
devise observation and training techniques to help teachers
change. Leaders In faculty development are aiding teachers who
want {0 become more aware of thelr own subtle behaviors that
may discourage minority college students, and many of these
strategies are also useful in Identifying behaviors that express
different attitudes and perceptions based on sex. Others are ex-
ploring the complex connections between sex-of-student and sex-
of-teacher in order to iIsolate those verbal and nonverbal

classroom behaviors that may facilitate women students’ clas%

‘and In society is becoming a major focus for research on

participation. Indeed, the impact of sex on interactlons In sggy
Y

fronts, both outside and within academe. %)

Inseparable from thls focus are the growingg@ber of
academic courses and programs which Incorporatb\p rspectives
on or emphasize women as subject. These inQlide women's
studies courses, and other courses which porate content
about women, as well as information abol ale development,
sex roles, and women's contributions e disciplines. Some
women students have reported that r taking such courses
they have felt more included in the emic enterprise, and have
“not only learned new facts ories and approaches, but
also. .. gained new perspe on themselves as women and
as scholars and were much \gi2re ready to assume responsibility
for their educations.”"" As one student notes, “When | became a
women's studles major... | began taking myself seriously as a
sclence major. I'm going to graduate school in genetics.”1?
Others have indicated the more immediate effect of women’s
studles courses In leading them to be more assertive in the
classroom."?

In addition to citing the benefits of courses which include
women as subject, women students con all levels and in virtually
every study and survey reviewed for this report have emphasized
their need for more women faculty at every level of postsecondary
education to serve not only as teachers but also as role models,
mentors and colleagues.

Women and men faculty allke—as well as students of both sex-
es—can beneflt from strategies to help them become awarse of
and change behaviors that may discourage women students. A
variety of recommendations for increasing such awareness and
facilitating change follow. While some are designed primarily for
faculty, some for students, and some for Institutional ad-
ministrators and others who can offer assistance and support,
many recommendations may be useful to all members of the
academic community.

‘ RECOMMENDATIONS
POLICY RECOMMENDATIONS FOR ADMINISTRATORS

@ Issue a policy statement which makes it clear that overtly blas-
ed comments, use of sexist humor, and related behavior on the
part of faculty are not appropriate in the classroom or In
related leaming situations. Distribute the statement to faculty
and students, publish it in the student newspaper, the taculty
bulletin, etc. Inctude it in materials distributed to new faculty
and new students. The University of Miami {FL), along with
other institutions, has issued such a statement.

© Incorporate the institution’s policy on classroom climate
Issues in statements about good teaching.

© Detarmine how a concern with classroom climate can best be
integrated Into the mission, priorities and style of your institu-
tlon. For example, if your mission emphasizes student
development, one appropriate focus might be how classroom
climate affects women's learning potential. If faculty are
primariiy oriented toward teaching, in-class questionnaires or
class interviews (see p. 14), class videotaping, etc., may be
more readily adopted; if daculty are more research-oriented,
suggestions for resear Qﬁojects into classroom climate may
increase awarenessé&nd spark interest in this area.

© Include informati classroom climate Issues in workshops

for all faculty, @Inq teaching assistants. It is important to

make this | ation available to teaching assistants since
they ofte dle many introductory courses, especfaily at
large irMitutions. Thus, their behavior may establish the

clasﬁom climate for incoming women students. The Com-

mj on the Status of Women at the University of Delaware

loped behavioral guidelines on sexual and gender harass-

ent which were included in an annuai teaching effectiveness
orkshop for TA's.

Q" @ Ensure that all new faculty are Informed of institutional com-
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mitment to an equitable classroom climate. Use workshops,
seminars, informal meetings with members of their depart-
ment, etc. ]

@ Develop criterfa about providing an equitable learning climate
for women to be used in evaluating applicants for faculty and
statf positions.

© Include classroom climate Issues as a factor in merit avalua-
tions,

© Develop a grievance procedure that can accommeodate every-
day inequities In classroom and related leaming situations
(nonactionable discrimination) as well as discrimination that
Is illegal. Emphasize establishing a confidential forum for air-
ing concerns and a means of providing informal feedback to
faculty whose behavior is objectionable or discouraging to
women. The Massachusetts Institute of Technology is one of
several institutions that have devised a model procedure of
this sort.!

GENERAL RECOMMENDATIONS

@ Include classroom climate Issues in student evaluatiens.
Questions might include items such as the foliowing: Does
this teacher call on women students as often as on men?
Recognize women as readily as men when women raise their
hands? Treat men's and women's comments with the same
degree of seriousness? Make disparaging comments or use
sexist humor? Make a specia! effort 10 treat women and men
equally—e.g., by avoiding sexist language, using sex-
balanced class examples, etc.?

© Hold Informal mesetings to discuss classroom climate and to
stimulate awareness of the Issues. Invite 'msn and women
students, faculty, student affairs and facully development
staff, and others. Use problems based on experiences at your
own campus tc encourage discussion.

@ Set up a commitiee of women and men students to develop a
questionnaire or survey geared to those climate Issues of
greatest concern on your campus. Issues might be clarified (in
a non-threatening way) by using anonymous examples based
on experiences at your own institution, or by clting Incidents



that have occurred at Institutions similar to your own.

@ Evaluate results of the survey, publicize where appropriate and
develop plans for further activity.

© Use a survey (by depariment) for men and women
undergraduate and graduate students to evaluate classroom,
deparimental and Institutional climate and to determine If
women find the climate less congenlal than men do. Items that
might be appropriately included are questions about
classroom climate adapted from the Student Perception Ques-
tionnaire (reprinted as Appendix B) and questions about the

" broader learning climate, such as the following:

* Did your facuity advisor encourage you in your academic and
career goals? _

*Were men and women students within your department
squally considered for asslstantships, research appoint-
ments, and collaboration with advisors on research and
writing projects?

* Has a faculty member ever offered to write a letter of recom-
mendation for you, or suggested you should try to publish
your research? _

© Evaluate whether women transferring from “traditionally
male” to “traditionally female” flelds have done so because of
an Inhospitable classroom or departmental climate.

© Form an informatlon-sharing network with other Institu-
tions—both coeducational and single sex—that are
evaluvating thelr leaming climate for women. Members of
already-established consortia might serve as a starting point.

© Use a new or already-established commities to evaluate
classroom climate issues in the Institution. (Existing commit-
tees might be those that deal with teaching policy or the
status of women.) Involve facully, administrators, student af-
fairs staff and studenis--including women and minority

sludents, and representatives from all concerned student.

groups.

@ Hold meelings geared to male students (possibly led by male
faculty and/or student aifalrs staff) to discuss male roles, at-
titudes, spaaking styles, etc. in terms of their Impact on th
classroom climate. p

RECOMMENDATIONS FOR PRESIDENTS, DEANS AN (Q

DEPARTMENT CHAIRS %‘

@ Utilize the active support of raspecled faculty share the
objective of Improving the leaming ¢limate f@woman. Their
willingness to publicly recognize the is €£dnd to take In-
itiatives (such as having a “class integvj [see below]) can
help legitimize a concern with climate set an example for
others within their own departmen

@ Ask heads of units, elther formall Infarmnally, what they are

%hullable classroom climate.
rmation and also indicate your

doing/have done to ensure an
This will provide you with
concern about the issue.

'© Mention classroom climate in spseches to reinforce its Impor-

tance as an institutional priority.

@ Circulate materials about classroom climate, such as this
paper, to members of the academic community.

© Discuss classroom climate informally at parties, luncheons,
mestings, alc. Informal discussion can air the issues In a non-
threatening way and allow for faculty and student commen-
tary and feedback.

@ Sponsor workshops, seminars or other sessions on classroom
climate. Have your office send letters inviting faculty and staff
to attend.

RECOMMENMDATIONS FOR STUDENT AFFAIRS PERSONNEL®

© Establish a workshop for all faculty who are academic ad-
visors to increase their understanding of the classroom
climate Issues (as well as the traditional socletal expectations
and personal conflicts) that can Jimit women students’
academic and career choices.

© Famiilarize residence hall advisors with aspects of the leamn-
ing climate that can discourage women students, as well as

QO
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with existing channels for seeking oounsellng, exploring
grievance pracedures, etc.

e Collaborate with faculty on research noncemlng the Ieamlng
climate for woman at your Institution.

® Interview or survey women and men students to determins
whether they perceilve overt and/or subtle dlscrlmlnnllon In
their classes. _

@ Hold workshops for faculty about classroom climate issues.

@ Indicate your avallabliity to meet with Individual faculty fo
discuss classroom climate Issues. (Put notices In the faculty
bulletin, make a presentation at a facully meeting, etc.) '

@ Establlsh a procedure to get {eedback from each department
about current classroom climates, areas which need improve.
ment, and departmental goals you can help to facllitate.

© Work with staff of the continuing education or re-entry pro-
grams, minority center, etc. to plan workshops or group con-
seling sessions that focus on the climate problems special
groups of women may face.

RECOMMENDATIONS FOR FACULTY DEVEL.OPMENT

PROGRAMS

© Establish workshops, se
sions deslgned to hel
climate issues. Emplig

rs or individual consultation ses-
ulty bacome aware of classroom

Ize activitles * which provide a per-
sonal frame of ce for data presanted, such as:

* role-raversal a‘sﬁ&lties specitically connected with classroom
speaking for example, have male facuity attempt to
argue effectively while “talking like a lady");

® case | es, especially those based on experience at your
ow mpus.

@ Aldq,culty members in uslng audiotape, videotape and other

ces to identify ways in which they may treat men and

men students differently. (See the Student-Faculty Com-

\\ munication Checklist, reprinted as Appendix A.) Outside fun-
ding may be avaiiable to support such efforts. The American

University {DC) for example, received a granl to provide

classrcom videotaping for instructors requesting it.

© Encourage faculty to keep journals, student contact logs* or
other records to keep track of the frequency and nature of their
interactions with women and men students.

@ Bring students and faculty together to discuss the climate of a
given classroom. Staff of the Center for Improving Teaching
Effectiveness at Virginia Commonwealth University will hold a
one-session "class interview” when invited by a faculty
member. While geared mainly to helping white facuity under-
stand subtle behaviors that may discourage black students in
the classroom context, this method couid be adapted to focus
on behaviors that may discourage women. An open-ended
question might be simply “What stands out 1o you as a woman
in this class?”

© Set up “micro-teaching” workshops to help faculty. identify
and change differential pattems of interactlon with women
and men students. Staff of Project INTERSECT at The
American University (DC) have devised a program for elemen-
tary school teachers which could be adapted for postsecon-
dary faculty. Each teacher presents a brief lesson plan and
conducts a five-minute discussion with a “class™ of two girls
and two boys. The interaction is recorded on videotape and a
trained observer suggests changes. The teacher then con-
ducis the session again, paying particular attention to dif-
ferential treatments (such as caillng more often on boys, en-
couraging the comments of boys but not girls, etc.) (For addi-
tional information, see Resources, p. 20.)

@ Help taculty identify ways in which they respond to ditferential
interactions between men and women studenis in the
clagsroom. (For example, do they discourage, ignore, or en-
courage sexist humor on the part of male students? How do
they handle interruption and/or trivialization of women's com-
ments by male students?)

@ Train faculty to conduct classroom climate workshops,
seminars, etc. for their colleagues andfor for students.

@ Traln interested faculty to be observers in colleagues’ classes.



© Publish a catalogue of research on campus climate

CURRICULUM o)

PUBLICIZING CLASSROOM CLIMATE ISSUES

© Use the student newspaper and faculty newslatter or bulletin
to help make students and faculty more aware of classroom
climate issues. Some campus groups have taken out adver-
tisements and others have provided articles or information to
campus media. The Commisslon on the Status of Women at
the University of Delaware, for example, included in Ilis
newspaper ad a series of questions about potential sexism in
the classroom, and urged students to comment elther positive-
ly or negatively via their course evaluation forms.

@ Use the student newspaper to conduct a classroom climate
survey. The Committee Against Sexual Harassment at
Washington University (MO) ran a survey in the student paper
which asked for information about whether women felt they
were taken seriously, ignored or excluded, subjected to sexist
humor and sexist comments, etc. as well as about their per-
sonal, academic and career responses to such experiences.

@ Distribute an informational flyer on classroom climate issues
which Includes suggested actions and resource persons to
contact. The Utah State University Committee on the Status of
Women prepared and distributed a flyer entitled “What Can
Students Do About Sex Discrimination?™

© Use campus medla to combat *humor” with humor. The

Women's Forum Quarterly at Seattle Central Community Col-
lege {(WA), for example, publishes a “Sexist Remark of the
Quarter Award" to raise awareness about sexist humor and
overtly biased comments In the classroom. Each “award”
reprints the offending comment.

PROMOTING INSTITUTIONAL RESEARCH

© Offer incentives, such as summer funding, release time, sup-
port personnel, etc. to encourage research and planning In im-
proving the learning climate. (Such support also serves to
legitimize the issues explored.)

© Establish awards for on-campus research in classroom
climate Issues. (See also “Recommendations for Professional
Associations and Organizations,” p. 17.)

related Issues done by stalf at your own institull
Women’s Resources and Research Center at the Ugj
California, Davis, publishes an annual “Catal
Facully Research on Women and/or Sex Holes.”é‘lch informs
the campus community, interested sc-holars@nd the general
public of research by UCD faculty and h o develop a net-
work of interested scholars. Publicati of this sort help
stimulate further research. (@)

O

@ Include In required introducto urses, where appropriate, a

unlit on sex/status dlﬂeren@sl vorbal and nonvaerbal behavior
and the valuation of behav by sex, Such a unit might be in-
cluded in courses in several fields, including Speech/Com-
munications, Engiish Composlition, Psychology, Soclology,
Linguistics, and Women’s Studies. (Some departments, such
as Linguistics or interdisciplinary programs such as Women's
Studies, might offer a separate course in this area.)

@ Offer a speech/communications workshop in intellectual
argumentation skills geared specifically to the difficulties
some women (and men) students may experience regarding
class participation.

@ Incorporate classroom climate Issues in teacher-education
programs and emphasize practical sklll-bullding techniques
designed to identify and overcome subtle differential treat-
ment of students on the basls of sex. (Course materials might
inciude texts such as Beyond Pictures and Pronouns: Sexism
in Teacher Education Texis and Sex Equity Handbook for
Schools [see Resources, p. 20].)

RECOMMENDATIONS FOR FACULTY

EVALUATING THE CLASSROOM CLIMATE
@ Use whatever means are available {audiotaps, videotape, a col-

league, faculty or student development staff, or studemt
observer, oic.) for obaervation of your own classes to deter-

he

mine whether you Inadvertently treat women and men
sludents differently. The Student-Facuity Communication
Checklist (Appendix A) suggests behaviors to watch and listen
for, and questions to ask.

@ Administer a survey to your students to determine whether

women and men students find the climate of your classroom
equally hospltable, and to measure men’'s and women’'s
perception of sex-based differences in classroom interaction.
The “Student Perception Questionnaire” from Sex and Gender
in the Social Sciences (Appendix B) might serve as amodel. (In
some casas, students may be more comfortable responding to
such a questionnaire If it is administered by a proxy.)

@ Where appropriate, devise assignmenis in which students

learn ressarch methods by collecting data conceming the
classroom climate. Students in some classes, for example,
have been assigned to analyze patterns of interruption in class
participation.

N

N

Xl

FOR FACULTY:
ND ATTITUDES
nvizion as potential colleagues?
cluded?

ld you choose (or have you chosen) to

QUESTION
AWARENE

Which students can
Are there any wom

Which students

work with a ratory, teaching or research assistants?
Are wom d men both represented according to their
abilities

Whicl@giudents do you consider most original and
cre@ive? Are women included?

the names of the students in your classes, Do you
ow the names of more students of either sex in
disproportion to their number? ’

Are you as likely 1o offer to write letters of recommendation
for women as for men students? Do your letters for women
more often include extraneous comments about ap-
pearance, or marital or parental status?

Which students have you nominated for fellowships,
awards and prizes? Are ouistanding men and women
students equally represented?

AVOIDING BEHAVIORS THAT CAN CREATE
A COLD CLIMATE FOR WOMEN
As discussed on page 5 and foilowing, some faculty behaviors

can directly discourage women students. Behaviors to avoid in-
clude:
9 disparaging women In general, women’s intellectual abilitles,

or women's professional potential.

@ using sexist humor as a classroom device.
@ making seemingly helpful comments which imply that women

are not as competent as men {(e.g., *'| know women usually
have trouble with numbers, but I'll be glad to give you extra
help...").

© tuming a discussion of a woman student’s work toward a

discussion of her physical attributes or appsarance.

@ discussing women faculty In terms of their sex rather than

their professionai status.

© grouping students according to sex in a way which implies that

women are not as competent or do not have status equal to
men (for example, in setting up laboratory or fleld-work teams).

© disparaging scholarship on women, or ridicullng specific

works because they deal with women’s perceptions and feel-
ings.

® questioning or disparaging women students’ seriousness of

purpose and/or academic commitment.

CREATING A CLIMATE THAT CAN ENCOURAGE
WOMEN'S FULL PARTICIPATION
Faculty can take many steps to identify and change subtle pat-

terns in classrocom and related interactions that may discourage
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women students. {See page 6ff.} Several of the following recom-
mendations are based on those Iin Sex and Gender in the Social
Sciences: Reassessing the Introductory Course.®

IN CLASS

© Pay particular attention to classroom interaction patterns dur-
ing the tirst few weeks of class, and make a special effort 1o
draw women into discusslon during that time. Participation
patterns are likely fo be established during this period, and
often continue throughout the term.

@ Set aside a class sesslon early In the semester for discussion
of anxieties students might have about participating In class.
One professor, who as a student suffered from fear of
classroom speaking, found that airing the issue not only in-
creased her students’ awareness, but helped ease women (and
men) students’ concerns about participating.

@ Tell your classes you axpect both women and men students to
participate In class discussion.

© Make a specific effart to call directly on women as well as on
men students.

@ In addressing the class, use terminology that includes both
men and women In the group.

© Respond to women and to men students In similar ways when
they make comparable contributions to class discusslon by:

e crediting comments to their author (“as Jeanne said . . .”)
» “coaching™ for additional information, ete.

@ Notice whether the “feminine” or “mascullne” style of a stu-
dent's comment, questlon or response affects your own
perception of its Importance.

@ Intervene in communication patterns among students that
may shut out women. For example, if men students pick up on
each other's points, but ignore an appropriate comment of-
fered by a woman, slow the discussion, and pick up on the
comment that has been overlooked.

@ Note pattems of interruption 1o determine if women students

are interrupted more than men—elther by yourself or by other Q
>

students. Make a spacial effort to ensure that all students
have the opportunity 1o finish thelr comments.

© Ask women and men qualltatively simllar questions—th ‘15
ask students of both sexes critical as well as factu es-
tions.

© Give men and women students an equal amount X;tn res-
pond after asking a question.

© Give women and men the same opponunlq ask for and
receive detalled instructions about the rements for an
assignment.

@ Use parallel terminology when add ng women and men
students in class, or referring to ngmnd women In classroom
examples. X:

© When talking about occu@ﬂl s or professions In class
discussion, use language tha¥does not reinforce limited views
of men’s and women's roles and career choices. Often, ex-
amples can be effectively cast into the “I"/*You' form with the
instructor taking the role of one party and the class the other
{e.g., “Suppose | am a doctor and you come to me because...”
rather than "The woman went to the doctor and he told her. . .).
Additionaily, use examples with feminine pronouns, such as,
“Here is a geologist who finds herself with the following
discovery.”

© Avoid using the generic “he” whensver possible. (See footnote
70)

© Avold placing professional women In a “speclal category,” for
example, “‘woman (or worse, ‘lady") accountant.”

© Avold reference to women students’ appearance, family, etc.,
without similar reference to men studenis’ appearance or
tamily.

© Experiment with language that reverses expectations based
on sex. One teacher, for example, used “she" as the generic
form for one semester and asked her students to evaluate Its
Impact on their perceptions and feelings.”

© Make eye contact with women as well as with men students
alter asking a question 1o Invite a response.

© Watch for and respond to nonverbal cues that Indicate women
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students’ readiness to participate In class, such as leaning for-
ward or making eye contact.

© Use the same tone in talking with women as with men students
(for example, avoid a patronizing or impatient tone when
speaking with women, but a tone of interest-and attention
when talking with men.)

© Ensure that women are not “squeezed out” by male
classmates from viewing laboratory demonsirations or engag-
ing In other group assignments.

© Assume an attentlve posture when responding to women’s
questions or listening to their comments.

ENCOURAGING WOMEN OUTSIDE THE CLASSROOM

¢ Meet with women students to discuss academlc and career
goals.

‘@ Encourage women studants to pursue traditionally
“mascullne” majors and subspeclalities when these areas
reflect the particular student’s interests and abilities. )

© Consider women as well as men students when choosing
classroom, teaching and research assistants.

© Ensure that women and mery. assistants have equally Indepen-
dent responsibllity for th asses, and equal opportunities
to pursue their own re

@ Make a special eff
research assistan

consider women for teaching and

s In traditionally “masculine” flelds.

of recommsendation for women students.

as well as men students when making
nominatlo r fellowships, awards and prizes. .

@ Include on graduate students In the “informal” Interac-
tions tRd? can be Important In communicating support and ac-
cepfayce as a colleague—for exampie, by inviting women, as

as men, to share authorships or attend professional con-
\ﬁces. If you are male and uncomfortable inviting a female

O\ for lunch or other informal occasions, invite two or three
women at a time,

@ Provide women with informal as well as formal feedback on the
quallty of their work.

RECOMMENDATIONS FOR WOMEN STUDENTS

(Some of the recommendations specifically directed to faculty
and administrators may also be approprlate for student organiza-
tions which can help press for their adoption.}

@ Do an Informal “tally” of patternt of interruption, successful
introduction of toplcs, development of comments, ste. during
a typical class sesslon to see If they break down along sex
lines. (See the Student-Faculty Communication Guidelines
and the Student Perception Questionnaire reprinted as Appen-
dices A and B for behaviors to watch and questions to keap In
mind.)

@ If you seem {o be disproportionatsly Interrupted In a glven
class, discuss your perception with other women students to
see If thelr experlence coincides with your own. If s0, you may
wish to get together and bring your concern to your teacher's
attention.

© Give credit or “authorshlp” to comments made by women
classmates (“as Mary said . . .")—especially if credit has not
been properly given during the course of the discussion.

@ Glve your professors positive feedback for eftorts to creats an
equitable learning climate. For example, if a professor makes
it a point to use sex-balanced classroom examples andfor
avold the generic “he,” show your attention and approva! by
making eye contact, nodding, etc.—ar by telling the professor
that you recognize and appreciate his or her efforts.

© Famillarize yourself with your Institution’s grlevance pro-
cedure for sexus! harassment. H it does not Include &
mechanism for alring concems and providing feedback to
faculty about overtly blased comments and sexist humor in
the classroom, work to have it changed.

© Use your student evaluation form to comment—paositively or
negatively—on the cfimate of your classes.

© Where appropriate, discuss problems of classroom climate
with the department chalr or dean. Raising these issues as a
group may be helpful.



@ Encourage student publications such as the school newspaper
to write about the subjoct of classroom climate.

© Hold meetings, workshops or hearings about classroom
climate In order to bring about awareness of the subject.

@ Encourage student organizations to press for inclusion of
classroom climate Issues In faculty development programs
and in offlclal statements relating to teaching standards.

© Recognize features of your own speaking and nonverbal style
that may be counterproductive In a classroom setting. (See
"“Women's Speech and Women’'s Silence,” page 9.) You may
wish to ask clagsmates for their observations on your in-class
style.

@ If you feel you would benefit by modifying your own speaking
style to enhance your effectivensss In the classroom, check
with appropriate academic departments {(e.g., Speech/Com-
munications) and the student service offices (e.g., Student Af-
fairs) to see if your institutlon offers workshops to help
women—and men—develop intellactual argumentation skills.

©® Hold mesting or workshops on class participation anxiety. In-
vite experts in the field, faculty andfor alumnae who. suc-
cessfully overcame their own reticence about speaking in
public and others to participate.

RECOMMENDATIONS FOR SPECIAL GROUPS OF WOMEN
STUDENTS

© I you find your department’s climate unsupportive, seek out
professional organizations for women In your field. The
Association of Women Geoscientists, for example, has
chapters around the country and offers membership to
students as well as to practicing professional women. Such
organizations can offer both role models and informal support.
© Encourage the organization of a support group comprised of
women students majoring In your area. Such a group can be of
special help to women in traditionally male fields by providing
a setting in which women from different class years, {i.e.,
sophomors, Junior, senior} can learn from each other's ex-

periences and overcome the Isofation women in lradltionallybo

masculine majors often feel. O
© Establish an organization for graduate womaen, older w \n,
minority women, stc. where problems conceming lac| up-

port and other climate Issues, can be alred and egies
devised to deal with them. The attrition rate $Qf‘graduate
women dropped following the formation of a wdRdsn’s caucus
at the University of California, Berkeley.*

® If your campus has a minority studsnt or, alert staff to
classroom climate Issues that may aff Inority women. Set
up workshops, seminars, or lnfor¢§v meetings to discuss
these issues. If your institution ha@yrio such center, establish
your own informal group.

RECOMMENDATIONS FOR

AND ORGANIZATIONS

© Include sesslons on classroom climate Issues at your annual
meeting. The Association of American Colleges, for example,
included a session on these issues at Its annual meeting. The
South Atlantic Modern Language Association and the
American Educational Research Assoclation featured panels
on related Issues at their reglonal and mid-year meetings.

© |dentlfy sub-groups within your organization that might be
especially appropriate for considering classroom climate

FESSIONAL ASSOCIATIONS

*Mary Lou Randour, Georgia Strasburg and Jean Lipman-Blumen, “Women in Higher
Education, Trends In Enrollments and Degrees Earned,” in the Harvard Education
Review, Vol. 52, No. 1, 1982

*Elaine H. El-Khawas, "Differances in Academic Development During College,” Men
and Women Learning Together: A Study of College Students in the Late 70's, Office of
the Provost, Brown University, April 1980, pp. 7-8. (Subsequently cited as Report of the

Brown Project.)

IAalexander W. Astin, Four Critical Years: Effecls of College on Betlials, Aftitudes and
Knowledge, Jossey-Bass Publishers, San Francisco, CA, 1977, pp. 114, 129, Mora recent
studles suggest that this trend may have modarated somewhat, but I3 still evident. See,
for example, El-Khawas, Report of the Brown Project, p. 23.

iibid., p. 218.

'Sea, for example, Student Needs Survey: A Aeport, complled by Suzanne Howard for

NOTES
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Issues. These might include faculty development or student
development programs, women's caucuses or commissions.

© Work with other organizations and assoclations such as the
Special Interest Group: Research on Women In Education of
the American Educational Research Association. (For addi-
tional Resource Organizations, see p. 20.}

@ Stimulate research on Issues related to classroom climate by
calling for papers for presentation and/or publication.

© Offer awards for innovative ideas In faculty/student develop-
ment that focus on classroom climate Issues.*

SELECTED LIST OF AREAS FOR FURTHER RESEARCH

Many of the elements that create classroom climate have
been investigated by researchers in diverse areas. Addi-
tional ressarch is especially needed on the following:
@ the effect of educational climate on women’s cholce
of academic majors
@ the relationship of findings about sex-based dif-
ferences In student-teacher Interaction at the elemen-
tary level to classroom and related Interaction in
postsecondary instlluq?ns
© tha relationship o ax-ratlo of a given class to pat-
tems of interac

rom proportion of men and women
students) . make some classes highly sex-
differs
o the e of women students’ Interactlon with male
and ale pesrs on women's perceptlon of climate In
e and in graduate school
%t’ differantlation of verbal and nonverbal patterns by
Qé ace and by age both within and betwean the sexes
Q the simliaritles between subtle differential treatment
of students based on sex and based on race
o the relationship between sex-of-teacher and sex-of-
student as It may atfect both classroom behavior and
education and professional outcomes
@ the Impact of courses Incorporating conient on sex
roles and/or women, on women's classroom behavior
and educational and career ambitions
@ the potentlal value of womaen’s speaking styles in pro-
viding a ‘'cooperative’” alternative to the
“competitive” male style associated with classroom
Interaction at the postsecondary level
@ the development of well-designed Intervention studles
In the postsecondary setting
© the steps women students can take to respond effec-
tively to subtle differentlal treatment
@ the eifect of Interaction between men and women
faculty on men and women students
© the identlfication of those areas In which women
students may most benefit from special efforts in
creating a leaming climate to counter the effects of
prior experiences In school and soclety (for example,
increasing women's class participation, ensuring
women's full inclusion in field work, laboratory
research, and other “hands-on” experience; or enfian-
cing women's opportunities for collaborative work

with graduate faculty)

the Wemen Students’ Leadership Tralnlng Project, National $tudent Educational Fund,
Washington, DC, March 1980.

“Women's cofleges have been concerned with the Impact of overall institutional
climate and the role of faculty supportiveness in creating such a climate for some time.
Ses, for example, A Study of the Learning Environments al Women's Colleges, the
Women's College Coalitlon, Washingion, DG, Spring 1881, which surveyed women’s
college faculty and presidents concerning their perceptions of institutlonal mission,
curricular content, academlc and career counseling, etc., as directed 1o tha particular
neads of women students {such as self-confidence, leaderahip skills, and preparation
for new roles).

*lamae C. Hearn and Susan Qlzak, “The Rols of College Major Depariments in the
Reproduction of Sexual Inequality,” pre-publication draft, pp. &7, For further informa-
tton, contact James C. Hearn, The Amarican College Testing Program, P.O. Box 787,



iowa City, 1A 52243,

"Much of this research appears in the Report of the Brown Project and in papers
presented at the Research Conference on Educational Environments and the
Undergraduate Woman, Center for Research on Women and Project HERS, Wellesley
Collegs, September 1979.

*Spa, for example, EFKhawas, p. 19, and Hearn & Olzak, p. 17.

" The New and Old Lives of Man and Women Undergraduates,” Report of the Brown
Project, p. 157.

"Lais Montaire, "The College Academic Environment: Student-Faculty Interaction,”
Report of the Brown Projact, pp. 43-59. .

igea, A.R. Hochschild, “Inside the Cloeckwork of Male Careers,” In Women and the
Power to Change, ed. Florence Howe, McGraw Hill Book Co., New York, 1975; M.E. Tid-
ball, “Of Men and Rasearch: The Dominant Themes in American Higher Education In-
clude Nelther Teaching Nor Women,” Journal of Higher Education, Vol. 47, No. 4, 1978,
pp- 373-88; and I.M. Heyman, Woemen Studenis al Berkeley: Views and Data on Possible
Sex Discrimination in Academic Programs, Universily of Cailfornia, Berkeley, June 1977
{subsequently cited as “Berkeley,”) as clted In Jeanne J. Spelzer, “Role Models, Men-
tors and Sponsors: the Elusive Concepls,” Signs, Vol. B, No. 4, Summer 1981, p. 698.

“This and other types of classroom examples which may reinforce stereotypes and
discourage women studenis are discussed at length In Judith M, Gappa and Janice
Paarce, Sex and Gender in the Social Sciences: Reassessing the Introdugtory Course, 3
vois., which brings together guldelines for changes in course content in psychology,
sociology, and microeconomics, with recommendations for changes in faculty-student
communication patterns. (For ordering and publicatlon informatlon, see iist of Salected
Resources, p. 20.)

“Sge, Barrie Thama, “Claiming Verbal Space: Women Speech and Language In Caol-
lege Classrooms,” paper presented at the Research Conference on Educational En-
vironments and the Undergraduata Woman, Wellesley Collage, Saptember, 1979, p. 15.
{Subsaquently raferred to as “Claiming Verbal Space.”)

"“For dlacusslon of this pattern at the elementary school level, see Myra P, Sadker
and David M. Sadker, Sex Equity Handbook fer Schaois, Longman, Inc., New Yark, 1982,
pp. 104-5.

“Frank J. Till explores these problems maore fully in Sexual Harassment: A Report on
the Sexual Herassmen! of Students, The National Advisory Council on Wamen's Educa-
tional Programs, Washington, DG, August 1980,

For a discussion of this probi and r datlons for d develop it
staff, see Marjorle Abrams, “'Preparing Men and Women Students to Work Together A
New Student Development Challenge,” Journaf of the National Association for Women
Daans, Administrators and Counselors, Vol. 44, No. 4, Summer 1981, pp. 3-8,

Az noted In “Salected Areas for Further Research,” p. 17, infra., additional observa-
tion and interventlon studies—aspactally on the postsecondary leve!l—are needed. Em-
plrical studles to date have cffered provocative, if somatimes contradictory results. We
nead to know maore about simllar and differentlal treatmant of women and men students
as possibly affected by such factors as the organization and composition of the par-
ticular classrooms studied, type of institution, sex-of-teagher, eic. In the case of em-

"Sex Effects on Evaluation,” The Academy of Management Review, Vol. 5, , 1980,
pp. 267-276. .
nKarin S. Frey and Ronald G. Slaby, "“Differential Teaching MethodXUSed With Girls
and Boys of Modarata and High Achievement Levels,” paper presaﬁ at the meeting
of the Society of Ressarch in Child Development, San FrancisggNGA, March 1978,
“See, Nieva and Gulek; and Virginla E. O'Leary and Barba@¥tudler Wallsion, “Sex

Makes a Difference: The Differential Perceptions of WDI‘I\? d Men,” to appear in L.

Wheaeler, ad., Review of Personality end Soclal Psych

“For an overview of related research, see Consta) IG; afilios-Rothschild, Sex Rote
Socialization and Sex Discrimination: A Synthes; b Ovarvigw of the Literalure, Na-
tienal Institute of Education, Washingten, ber 1979, pp. 38-41; and lrene H.
Frleze, “Women's Attrlbutlons for and Cau ributlons of Success and Fallure” In
Martha T. Mednlck, Sandra S. Tangri al W. Hoffman, eds., Women and Achleve-
ment: Soclal and Motivational An@s, Hemisphere Fublishing Corporation,
Washingten, DC, 1975, pp. 158-171.

“Phillp Goldberg, “Are Women Prejudiced Agalnst Women?" Trans-Action, Vol. §,
1868, pp. 28-30. Several studies have conflrmed Goldberg's findings; howeaver, more re-
cent studles Indicate that women—but not man—may be beginning to evaluate clearly
competaent women more favorably, See Frieze {note 23) pp. 167-68. .

BAngele M. Parker, "Sex Differences In Classroom Intellectual Argumentation,” un-
published M.5. thesis, Pennsylvania State University, 1873. Over two hundred students
of both sexes rated Intellectual argumentation as & "masculine” skill.

“See, Sumru Erkut, “Expectancy, Attrlbution, and Academic Achiavement: Exploring
Implications of Sex-Role Orientation,” Waorking Papar No. 27, Wellesley College Canter
for Research on Women, Wellesley, MA, 1978.

Faculty comment, Ad Hoc Commlites on the Educatlon of Women at Oberlin, “The
Education of Women at Oberlin,"” Otfice of the Prasldent, Oberlin College, Oberlin, OH,
‘May 1980, p. 35.

For example, sea Project INTERSECT (Interactions for Sex Equity in Clasaroom
Teaching), Myra and Davld Sadker (The Netwaork, Inc.); as well as "Classroom Interac-
tion, Student Cooperation and Laadership,” Marlaing Lockheed and Abi Harrls (ETS),
funded by the Natlonal Institute for Education. A related project, now compisie, is the
Non-Sexist Teacher Education Project, Myra and Davld Sadker, funded by the Women's
Educational Equity Act.

»See Sadker and Sadker, Sex Equity Handbook for Schools, pp. 107-108, and Carol 5.
Dweck, et al., “Sex Differances in Leamed Helplessness: Il. The Contingencies of
Evaluative Feedback in the Classroom and l1l. An Experimental Analysis,"” Deveiopmen-
tal Psychology, Vol. 14, No. 3, 1978, pp. 268.76.

*¥Much of the following discusslon is based on Mary P. Rowe, "The Saturns Rings
Phenomgnon: Micre-inequities and Unequal Opportunity In the American Economy,”
published in Patricla Bourne and Velma Parness, eds., Proceedings of the National
Science Foundatlon Cenference on Women's Leadership and Authority, University of

QO

pirical studias, sex differences in Interaction are always a matter of fraquency anyb
nevar absolute. : .
"Saa p. 8, Infra. \
2For a current overview and discussion, see Veronica F. Nleva and Barbawlek.
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California, Santa Gruz, GA, 1877. (Page numbers for specific quotations refer to a typed
copy provided by the author.)

ipid., p. 1.

ibid., p. 5.

sKaren Bogart, Technical Manual for the Institutionai Self-Study Gul/de on Sex Equi-
ty, preface to Appendix C, American Institutes for Research, Washington, DC, 1881,
pages unnumbered. .

“Example and dlscussion based on Rowe, pp. 18-27.

»Saa Till, p. 9. :

u:The Educatlon of Women at Oberlin,™ p. 33.

"#THI, p. 10

»Berkelgy, p. 34.

»jbid., pp. 32-33,

“Eligan Shapirq, "A Survival Guide,” Monographs in Urban and Multicuituraf Educa-
tion, Indlana University, Center for Urban and Multicultural Education, School of Educa-
tion, No. 1, July 1880,

“"The Quality of Women's Education at Harvard Unlversity: A Survey of Sex
Discrimination in the Graduate and Professional Schools,” Women Students Coaliltion,
Cambridge, MA, June 1880, p. 10.

“INancy M. Henley, Bady Palitics: Power, Sex and Nonverbal Communication, Pran-
tice Hall, Inc., Englewood Clifts, NJ, 1977, p. 13. (Subsequently cited as Body Politics.)

“S5ee, lor example, Constantina Safilios-Rothschlld, “Sex Roles In Tranaition,”
Report of the Brown Project, pp. 247-248.

“Hanlay, Body Politics.

“Myra Sadker, Workshop: “Microteaching Skilis for INTERSECT,” August 28, 1981,
The American University, Washington, BG.

“Henley, Body Polilics. %

“Tharne, “Claiming Verbal Space @ X

“Title IX of the Education Aw@meuta of 1972 prohiblte sex discrimination In
federally-asslsted education p@ g and actlvities.

“Howe, p. 14.

“Jean Howard, Comnﬂuﬁ the Status of Women at Brown, "Final Report,” May 30,
1980 in Aeport af the @w Project, p. 269.

Montiaro, p. 5.

2jhid., p. 52.

BConstanti INos-Rothschild, “"Sex Roles In Transition,” Repert of the Brown
Project, pp&t (This pattern paraliels that identifled at the elementary leval, [See
page 5]

. 247.48.

& J. Spelzer, "Students Should Be Seen And Heard,” pre-publication draft for

Parun, ed., The Undergraduate Woman: Issues in Education Equity, Lexington

ks, Laxington, MA, 1982, draft pages 631-36. Speizer notes the negatlve impact of
is reticence on women's self-confidence and abllity 1o engage in intellactual

argumentation beyond the Institutlonal setting.

“gag, for example, Astin, p. 81; and Sarah Hall Sternglanz and Shirley Lyberger-Ficek,
"Sex Diffarences in Student-Teacher Interactions in the Caollege Classroom,” Sex
Roles, Vol. 3, No. 4, 1977, pp. 345-52, (Sternglanz and Lyberger-Ficek found no readlly
identlfiabla difference in facully behavlor to account for differences In men’s and
women'’s particlpation.}

75gp, for example, David A. Karp and Willam C. Yoals, “The College Classroom:
Some Obsaervations on the Meanings of Student Parllcipatlon,” Sociology and Social
Research, Vol, 60, No. 4, July 1976, pp. 421-439. The authors note that In the male-taught
classes ebserved, male students ware much mors likely to be directly questioned by the
professor and twice as likely as women to respond to a comment. In femals-taught
classes, howaver, professors were equally likely to directly question male and female
students, and participation by students of both saxes to be more equal. {Karp and Yoals
also point out that naither women nor man students were awere that sex-of-teacher had

.any affect on thelr own class participation.}

“Thorne, “Claiming Verbal Space,” p. 1 and p. 18.

MMuch of the followlng discusslon is based on Barrie Thorne, "Claiming Verbal
Space™ {see nate 14); Barrie Thorne and Nancy Henley, eds., Language and Sex: Dif
tgrence and Dominance, Newbury House, Rowlaey, MA, 1975, and Robin Lakoft,
Language and Wpman’s Piace, Harper Colophon Books, Harper and Row, New York,
NY, 1975,

*Don H. Zimmarman and Candace Weast, “Sex Roles, interruptions and Sllences in
Conversation,” Language and Sex: Dillerence and Dominance, pp. 105-29,

For further discusslon of Interruptions that change the focus of discussion, see
Candace Wes!, “Femalas Interruptions in Cross.Sex Convarsatlon: Seldom Seen, Soon
Forgotten,” paper presented at the Annual Meeting of the Amarican Sociclogical Assn.,
August 1879. (A revised version of this paper, "Why Can't a Weman Be More Like a
Man? An Interaction Note on Organizational Game-Playing for Managerial Women,"” will
appear in Sociology of Work and Occupations, February 1982),

Sgg, for example, Cargl Wolman and Hal Frank, “The Solo Woman In a Professlonal
Peer Group," American Journal of Qrthopsychiatry, Vol. 45, Jan. 1875, pp. 164-71. For an
overvlew of related research, see Constantina Safilios-Rothschild, Sex Role Socializa-
tlon end Sex Discrimination: A Synthesis and Critique of the Literature, pp. 21-25,

“Thorne, “Claiming Verbal Space,” p. 1.

“Several of these behaviors are also noted in Gappa and Pearce, Sex and Gendsr in
the Social Sciences: Aeassessing the Introductory Course.

*=Sae note 57.

“Sap, for example, Sadker and Sadker, Sex Equity Handbook for Schools, pp. 104-105.

*'Sadkar and Sadhar, " Mlcroteaching Skills for Sex Equity In Classroom Interaction,”
unpublished tralning manual for Project INTERSECT, Washington, DC, NIE, pp. 10-11.

#Sge, for axample, Wolman and Frank; and Sandra Acker, “Women, the Other
Academics,” British Journal of Sociology of Education, Val. 1, No. 1, 1930, p. B4,

*For further discussion, see Safllios-Rothschild, "Sex Roles In Translilon,” Report of
the Brown Project, p. 251. ’

™Second example from Krug Quillen, Living in Our America, 4th edition, Scott
Foresman and Co., Chicago, iL, 1964, as cited in Donna M. Gollnick, Myra Sadker, and
David Sadker, Beyond the Dick and Jane Syndrome: Corfronting Sex Bigs in ingtrue-
tional Materials, p. 24. Some contend that concern about the use of the generic



“hefman” Is a trivial matter. Howaver, research Indlcates that the “generic” "he/man™ Is
not generic in people’s perceptions and that it can limit girls' and women's sell-
percaption—especially when it occurs In a classroom context. {See, for example, Casey
Miiler and Kate Swift, Words and Woman, Anchor Press, New York, NY, 1578, pp. 29-34.}
Moreover, It can often be easily avoided. {For furiher dlacussion, see Recommenda-
tions, p. 13.)

"Thome, “Claiming Verbal Space,” p. 5. Thorne notes that “women’s speech™ may [n
fact provide an altemative to the masculine “competitive” pattern, and offer a
cooperative mode for the development of ideas. {See p. 10, Infra.)

nibid.

nibid.

»See note 25 (Parker).

"Much of tha discussion that follows is based on Barris Thorne, “Claiming Verbal
Space''; Barrle Thorne and Nancy Henley, eds., Language and Sex: Dilfersnce and
Dominance; and Robin Lakoff, Language and Woman's Place, in which many of these
teatures of “women's speach” were first Identified.

#Fgor further discussion, see Henley, Body Polilics, especially pp. 138 & 166-78.

7Karp and Yoels, p. 434,

AMany of the studles in this area are being conducted by researchers whose primary
{focus is the interaction between sex-ol-teacher and sex-of-student in establishing class
participation patterns. See, for example, Laural Walum Richardaon, Judith A. Cook and
Ann Statham Macke, *'Clasarcom Management Strategies of Male and Female Universi-
ty Professors” in Laurel Walum Richardson and Verta Taylor, eds., Issues in Sex,
Gender and Soclety: A Feminist Perspactive, D.C. Heath, Co,, Lexington, MA, 1881, pre-
publication draft, pp. 11-14.

™Much of the following discussion is based on Nancy E. Adlar, "Women Students,” in
Josaph Katz and Rodney T, Hartnett, eds., Schelars in the Making: The Develop t of
Graduate and Professional Students, Ballinger Publishing Co., Cambridge, MA, 1976,
pp. 187-225; and on Mary P. Richards, “Women in Graduate Education,” Communicatoer,
Vol. XIIl, No. 8, pp. 10ff,

WElKhawas, pp. 78

sadler, pp. 198-29.

wSea, for example, Bogart, Append|x C.

#Fpr a discussion of this probtem, see Birt L. Duncan, “Minority Students” in
Scholars in the Making, pp. 2323-38.

“Fpr a briel summary of the research in this area, see Adier, p. 209.

“Elyse Goldstein, “Effect of Same-Sex and Cross-Sex Role Models on the Subse-
quent Academic Productivity of Scholars," Amerlcan Psychologist, Vol. 34, Ne. 5, May
1979, p. 407.

=Adler, p. 200,

Tibid.

»See, for example, “The Quallly of Women's Educaetion at Harvard University: A
Survey of Sex Discrimination in the Graduate and Prof | Schools.”

"Sae Adler, p. 208.

®hid., p. 207,

“Nomination for fellowships can be especially Important for graduate wom
Researchers have found that while all studenis who recelve fellowships have a
drop-out rate than non-recipients, the difference In retentlon rate is far ge
women than for men, Some suggest that receiving a fellowship conlirms for
they are taken serlously as graduate students. For further discusslon,
terson and Lucy Sells, “Women Dropouts From Higher Education,” ig, Al
Ann Calderwood, eds., Academic Women on the Move, Russell Sagébu
York, NY, 1973, pp. 88-89.

“Helen S. Astin, “Career Profiles of Women Doctorates,” I@p. 156-57.

®“For a research overview, see Adler, pp. 208-210. ,‘S}

“For a discusslon of the current status of woman‘s@ Iment in nontraditional
tieids, see Randour, et al. (note 1.) C)\

™Hgarn and Olzak, p. 17. O

"ibid., pp. B7. %%

“Til), p. 9.

%5ea, for axampie, Evelyn Fox Keller, "Th: maly of a Woman in Physics,” in Sara
Ruddick and Pamela Daniels, eds., W@g It Qur, Pantheon Books, New York, NY,
1977, pp. 7791,

“Hearn and Olzak, p. 21.

"Much of the following discussion is based an John F. Noonan, “White Faculty and
Black Students: Examining Assumptions and Practices,” 1880, and Adelaide Simpson,
“A Perspectiva on the Learning Experlence of Black Students at YCU” {Virginia Com-
monwealth Unlversity) 1979, unpublished papers, The Center for Improving Teaching Ef-
fectiveness, VCU, as well as on Mary Rows, “The Satums Rings Phenomenon” and Birt
L. Duncan, *MInority Students.” For a detailed analysis of the feellngs and axperlences
of minority students in a traditional university, see Kathryn Q. Cowan, Ronald W.
Saufley and J. Herman Blake, “Through the Hourglass {Darkly}: Summary of an Ex-
ploratory Analysls of the ‘New Student' at a Traditlonal University," unpublished paper,
Oahkas College, Unlversity of Calilornla at S5anta Cruz, 1980.

ndation, New

'"'Saa, for example, Simpson, p. 3.

wiNoaonan, p. 5.

wihid,, p. 5 and Duncan, pp. 233-34.

“Noonan, p. 2. (For discussion of the changing perspectives of black women college
studants vis-a-vis their own attributionfexpectation patterns, see Sumru Erkut, “Sex and
Race Effects in the Attribution of Achievement and Expectancy for Success,” Warking
Papa} No. 30, Wellesley College Cantar for Research on Women, 1978).

=Nponan, p. 5.

WEgr further discussion, see Joanne S. Yamauchi, “The Triple Bind of Asian
Amerlcan Woemen: Problems of Seli-Concept, Communication Behavior, and Cultural
Accommodation,” paper prasented at the annual convention of the Spesch Com-
eunication Association, San Francisco, CA, 1876, pp. 8.9.

wFer a brief genaral overview of race and sex differences in nonverbal communica-
tion, see Henley, Body Politics, pp. 132-35.

"Eor a detalled discussion of the institutional and attitudinal barriers returning
women students oHen face, ses the serias of papers on re-entry woman published by
the Project on the Status and Education of Women, Assoclatlon of American Colleges,
1980-81, especially “The Counseling Needs of Re-entry Women." (See Resources for
ordering Information,}

w|neidents of thia kinds have been reported by indlvidual re-entry women as well as
by coordinators of re-entry programs.

o%ee, for example, Barbara Bale, “Nonsexist Language Use in Transition,” Journal
of Communication, Winter, 1978, pp. 139-49.

"1Sag, for example, student evaluations for course concerning women's achieverment
motivation as summarized In Nancy M. Porter and Margaret T. Elleenchilld, in The Effec-
tiveness of Women's Studles Teaching, Women's Studies Monograph Series, Nationa!
Institule of Education, Washlngton.‘ 3, pp. 33-34.

"2Sanior, San Francisco State y, Quoled in Lorna Sage, “Women on Course,"’
in “Living,"” The London Obse wé%st 2, 198,

"MSes, for example, study b na Cummings Elonson and Irene Crockcroft, San
Diego State Unlversity, as r ted in On Campus With Women, Project on the Status
and Education of Womeﬁ\ . 20, June 1978, pp. 5-6.

ES FOR RECOMMENDATIONS

Mary P. Row d Clarence G. WiHiams, “The MIT Non-Unlon Grievance Procedure:
An Upward-Fi ck, Mediation Madel," MIT Press, Cambridge, MA, 1980. For olher
madel proc s, see, “Appendix: Codes of Conduct and Grievance Procedurss” in

Phyllis

kiin ot al,, Sexual and Gander Harassment in the Academy, The Modarn

‘Association of America, New York, NY, 1981, pp. 55-74.

ral of the recommaendations In this section are based on more general strategles

@ d by Joseph Kalz In "Caollaboratlon of Academic Faculty and Student Affalrs Pro-
sionals for Student Davelopment,” David C. Tilley, et al., The Student Affairs Dean

< ,Oand the President: Trends in Higher Education, Ann Arbor, MI, ERICICAPS 1979, pp.

QO

33-54; and in Marjorie Abrams, “Praparing Men and Women Students to Work Together:
A New Student Development Challenge,” Journal af the National Association for
Women Deans, Administrators and Cot lors, Summer 1881, Vol. 44, No. 4, pp. 3-8.

Many sources for activities that can be used to help taculty increase thair genaral
awareness of sex-role stareotyping, sex-based expectations, etc., are now avallable,
such as E. Nickerson, et al., infervention Strategies for Changing Sex-Roie Stereolypes:
A Procedural Guide, Kendall-Hunt, Dubuque, 1676; C.G. Carney & 5.L. McMahon, eds.,
Exploring Contemporary Male/Femple Roles: A Facititator's Guide, University
Associates, San Diego, CA, 1977; Participants Nolebook far Training Sessions on the
SociafiEducational Context of Title IX, Title IX Equity Weorkshop Preject, Washington,
DC, Natlonai Foundatlon for the Improvement of Education, 1977, pp. 17-23.

“For the usae of laculty-student contact logs in related research, see Sheila Kishier
Bennett, “5tudent Perceptions of and Expectations for Male and Female Instructors:
Evidence Ralating to the Question of Gender Bias in Teaching Evaluation,” unpublishad
paper. (Raquests for reprints should be sent tc Shelia K. Bannett, Dept. of Sociolegy,
Bryn Mawr Caollege, Bryn Mawr, PA 18010.} A revised version is {orthcoming in the Jour-
nal of Edurcational Psychology.

“This flyar and related materials are avallable from the Project on the Status and
Education of Women in an informational packet concerning sexual harassment on cam-
pus. (For ordering information, see Resources, p. 20.)

'For ordering information, see Resources, p. 20.)

'Cathryn Adamsky, “Changes in Pronomial Usage Among College Students As a
Function of Instructor Use of She As the Generic-Singular Pronoun,” paper presented to
the American Psychological Association, Saptember 19786.

*Lucy Sells, “Convention Notes,” Scciologisis for Women in Sociely Newsletter,
February 20, 1972 as cited In Adler, p. 217.

*For a brlef description of how to det up an awards program see "Giving Prizes and
Awards: A New Way to Recognize and Encourage Activities that Promeote Equity for
Women in Academe,” Sonny Lambert and Bernice Sandler, Project on the Status and
Education of Womean, Assoclation of American Celleges, Washington, DC, 1981,
{Available for $1.00 from the Project.}

SELECTED LIST OF RESOURCES

PUBLICATIONS

Bogart, Karen; Flagle, Judith; and Jung, Steven. Iinstituilonal Self-Study Guide on Sax
Equity, Washington, DC; American Institutes for Research, 1981, Contains five
separate sections and a brief Introductory user's guide designed for instliutional or
deparimental self-evaluation. One ssction focuses on gensral soclal-educational
climate including subtle behaviors that may discourage womaen. Each -of the other
sections fecusea an specific conditlons, policies and practices atfecting sex equity
for students, faculty, adminlistrators, and staff. Arranged as a checklist with sugges-
tions as to which persannel might reapond to guestions in aach area, tha Gulde can
e used as a diagnostic tool in identifying barriers to equity, and as an educational
tool to familiarize administrators, faculty and cthers with the needs ol women on
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campus. Approximataly 100 pages. Available from the Project on the Status and
Education of Women, Association of Amersican Colleges, 1818 R St, NW,
WashIngton, DG 20009. $10.00 prepaid.

Bogart, Karan. Technleal Manual for the Institutional Sell-Study Gulde on Sex Equity.
WashIngton, DC, American Instliutes lor Research, 1981. Describes the critical incl-
dent technique and other aspects of the methodology employed in development of
the Salf-Study Guide. Includes lllustrative problems and proposed salutions for ine-
quitles, including those stemming from subtle differential treatment of women
studants, facully, admintstraters and staff. 55 pages and appendices. Available from:
Amarlcan Instliutes for Research, 1055 Thomas Jefferson St., Washington, DC 20007.
$10.00



Eakins, Barbara; Eakins, R. Gene; and Lieb-Brilhart, Barbara, eds. SISCOM '75:
Women's {and Men's) Communication, Froceedings of the Speech Communigation
Association’s Summer Conferance XI. Includes an overview of research and
rasources on womaen's communicatlon, sugpestions for werkshops and courses, and
lIst of resources for research and instruction. 208 pages. Limited number of coples
are avallable from: the Speech Communication Association, 5105 Backlick Rd., Sulte
E, Annandale, VA 22003. $3.50; orders under $10.00 must be prepald.

Franklin, Phyllis, et al., Sexual and Gender Harassment In the Academy: A Quide for
Faculty, Students and Administraters, Commission on the Status of Women In the
Profession. New York: The Modern Language Assoclation of Amerlca, 1881, Explains
gender as well as sexual harassment. Includes a chapter on problems of graduate
womean In the modern languages, and outlines steps for establishing delinitions,
datermining codas and standards, and developing grlevance mechanisms. Also In-
cludes bibllography and appandix with model codes and procedures. 75 pages paper-
bound, $3.50 prepaid & $1.00 postage {1-9 coples); $2.50 (10 or more coples) available
from MLA, 82 Fifth Ave., New York, NY 10011,

Gappa, Judith M. and Pearce, Janlce, Sox and Gendar In the Soclal Scloncos: Roanssoas-
Ing the Introductory Course. Set has three volumes with content guidelines for
sociology, psychology, and microeconomics; each volume alse contains “Guidalings
for Student-Faculty Communication” {major contributing author, Mearciles M. Jenkins)
which Include specific recommendations for change and set out in chart form faculty
verbal and nonverbal behaviors that may reinforce stereatypes andlor discourage
women's class participation. Also Included are the “Student-Faculty Communication
Checklist” and the “Student Perception Questionnalire” reproduced in this paper as
Appendices A and B, Introductory Soclology (major contributing author, Barmle
Thorne), 178 pages; Intreductary Psychology (major contributing author, Nancy F.
Russo), 152 pages; and Prin¢iples of Microaconomlics (major contributing author, Bar-
bara B. Reagan), 120 pages. Prior to publication and di atlon by the Women's
Educatlonal Equity Act Program, a limited number of coples are avallable from Judith
M. Gappa, Assoclale Provost, Facuity Affalrs, San Franclaco State University, 1600
Holloway Ave., San Frantisco, CA 94132, Price: $25.00 each for duplicating and
postage for any one of the three disciplines. Content guldelines In additional
disciplines are avallable for $5.00 each with the purchase of cne complete volume.
The complete text of Introductory Soclology wiil also be available from the Teaching
Resource Center, American Soclological Assoclation, 1722 N St., NW, Washington,
DC at an approximate cost of $10.00 prepaid.

“Guidelines for Nonsexist Language,” American Psychologist, June 1875, pp. 682-84
and “Guideli for N st Language in APA Journals,” American Peychologist,
June 1972 {Publication Manual Change Sheet 2). Avallable free from the American
Psychological Assoclation, 1200 17th St., NW, Washington, DC 20038 (send stamped
self-addressed envelops).

Henley, Nancy M. Body Peflties: Power, Sex and Nonvarbal Communicatlen, 1877. iden-
tities and analyzes sex/status differences in nonverbal behavior and explores ways In
which everyday nonverbal communication expresses and maintalns an established
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higrarehy in sogial and personal Interactlons. 214 pages paperbound. Available rro%)(b
N

Spectrum Books, Prentice Hall, Inc., Englawood Gliffs, NJ 07832. $3.95. A\

Howe, Florence, et al. Evarywoman's Gulde to Colloges and Universitiag, forihc g.
Scheduled for publication in fall, 1982, The Quide is designed to ald women nts
in the college-selection process. Institutions lisied responded to a nnaire
covaring a-range of ltems—such as curricular offerings, educatlonal , Sparts,
heaith and counseling services, financial aid and scholarships, c &BIB facilities,
services and centers for re-antry womaen, et¢. For further InformaNeh, contact The
Feminist Press, State University of New York/College at Old @bum Box 334, Oid
Westbury, NY 11568, (516) 997.7860,

International Association of Business Communicators. Wi
Nondlscriminatory Communication, 1977. Gives specfid\
on the basis of raca, sex or disabllity in verbal com Ngation, n visual medla, and In
meatings, conferences and workshop settings. | 5 list of resource publications
and organizations, 77 papes paperbound. %" @ from the International Associa-

[}

Blas: A Guldebook for
idelines for avoiding bias

tion of Business Communicators, 870 Mark, >, Sulte 940, San Francisco, CA 84102,
$4.00 single copy (bulk orders cost Ie:@q st invoice for multiple copies).

Kramarae, Cheris and Trelchler, Paula, & 'omen and Language News. Newsistter on
sex differences In language use, attitudes and acquisition. Includas informatlen on
new rasearch and resources, courses and conferences. Published twice a year,
Available at yearly subscription rate of $5.00 from Charls Kramarae, Speech Com-
munications Dept., 244 Linceln Hall, Univarsity of lilingis, Urbana, IL 81801,

Lakoff, Robin. Language and Woman's Place, 1975. Discusses language used o
describa and define the sexes, and identifles features of *women's language” in the
context of women's devalued status and soclety’s prescription that women be polite
and deferantial. 83 pages paparbound. Avallable from Harper and Row, Publishers,
Inc., Atin: Order Dapt., Keystone Indusatrial Park, Soranton, PA 18512. $4.95.

Maen and Women Leaming Together A Study of College Students In the Late 70,
Report of The Brown Project, Originally concelved as an assessment of the marger of
Brown Unlversity and Pembroke College {(1971) with a special tacus on the situation of
women in co-aducational Institutions, the study was expanded lo include survey data
from over three thousand undergraduates, classes of 1878-81, from Barnard, Brown,
Dartmouth, Princeton, SUNY at Stony Brook, and Wealleslay, as well as interviews with
current students and alumni/as. The Report Includes working papears on aspects of
the undergraduate experience; two analyses specific to the Brown:-Pembroke merger;
praceedings of the conferance Women/Mon/College: The Educatlonal implicatlons of
Sex Rolos In Transitlon; and a series of specilic recommendations prepared for
Brown University, 285 pages. (A [imited -number of coples ara avallable from Cynthia
Steere, Box 1945, Brown University, Providence, RI 02812, $8.00 prepald; payabls to
Brown Univarsity.)

Perun, Pamela, ad. The Undergraduste Woman: |ssues In Educational Equity, lorthcom:
ing. Provides an overview of current research for administrators, faculty and
counselors. Toples includa critical aspects of pre-enroliment years such as sax-blas
in tasting, and the college sslecticn process; elements of the college experience in-
cluding department climates, currlcula, evaluatlon, and teaching styles; aspacts of
cognitive, morat and psychosexual development; educational outcomes such as Im-
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pact on carear commitment and famlly roles; and objectives for research and policy in
the coming decade. Will be avallable from Lexington Books, D.C. Heath & Co., 2T00 N,
Richard! Ave., Indlanapolis, IN 46219. For additional infarmation, cali 800-428-8071,

Project on the Status and Education of Women, Rapa and Sexual Harassment Packet.
Includes “The Problem of Rape on Campus,” 1978, 8 pages; “Sexual Harassment: A
Hidden 1ssue,” 1878, 7 pages; "Sexual Harasament" (selected articles from previous
issues of the Project’s newsletter, On Campus With Women}, 4 pages; “Title VIl Sex-
ual Haragsmant Guldalines on Educational Employment,” 1880, 4 pages; and "What
Can Students Do About Sex Discrimination,” {raprint, Utah State Unlvarsity}, 1581, 1
page. Available from the Project on the Status and Education ol Womaen, Assccilation
of American Colleges, 1818 R 5t., NW, Washington, DC 20009 for $3.00 prepaid. {A lIst
of all Project publications |s avallable free with a stamped, salf-addressed envelope.)

Project on the Status and Education of Waman, Re-antry Womaen (3 packets of 5 papers
sach), 1980. Papers focus on institutional barriers returning women students often
face when they enrotl—or attempt to enroll—in posisecondary programs, Each paper
discusses a specific problem {such as recruitment and admiasions, financial aid,
transter policies and graduation requirements, support services, graduate study), of-
fors specific recommandations for institutional change, and cltes adaptabla model
programs, Set also includes a paper on special programs for special populatiens, an
Introductory paper, a paper compiling current national statistics on re-entry women,
and a list of blbllographies. Packets are avallable for $5.00 each, prepaid, from the
Project on the Status and Education of Women, Assoctation of Amarican Colleges,
1818 R St., NW, Washington, DG 20009. (For a complete listing of contents of sach
packet as well as a list of all other Project publications, send a stamped, .salf-
addressed envelope to the Project.)

Profect on the Status and Education of \‘@len, ""Waorking Bibllography for Classroom
Climate [ssues,” 1982. Informal sg@ bibllegraphy of sources consulted for thlas
report. Briefly annotated antrlgs h an addendum of more recently received
materials. For further informat| &nlact the Project on the Status and Education of
Women, Assoclation of Al Colieges, 1818 R 5t., NW, Washington, DC 20008.

Sadker, Myra P. and Sadker 8§vld M. Sax Equity Handbaok for Schools, and companion
QGuide for Sex Equity @n by Joyce S. Kager, Myra Sadker and David Sadker, 1982,
The Handbook Insju chapters on sex bias In instructional materials and in
teacher-student Xqteraction; field-tested strategles for non-sexisi teaching; lessan

and other courses; a resource directory, and ralated materials. It

as a college text for methods and for other preservice courses, or as

t for inservice workshops. The Gulde glves detailed insiructions for

Implementing and evaluating conferences, and for conducting two

workshops. Available from: Longman, Inc., College and Professional Book

, 19 Wast 44th 5t., New York, MY 10036. Handbook (321 pages) $17.95 (tent.);

(108 pages}, $4.95 (tent.}
dkar Myra P. and Sadker, David M. Bayond Pictures and Pronouns: Sexiam In
‘Teacher Education Textbooks, 1979. Identifies types of sex blas in the most widaly-
used feacher-education texts; Includes guidelines for the development of sex-fair
textbooks; lists supplementary materlals that ¢an help teachers remedy biases in ex-
isting texts. (Also discusses bias concerning racial and ethnic groups.) 70 pages.
Available from Education Development Center, 55 Chapel St., Newton, MA 02160,
$1.86.

Silbarstein, Sandra. Bibliography: Womon and Language. Michigan Occasional Papers
in Women's Studlies, No. XIl, Winter, 1980. Includes referances to unpubiished as well
as published works on gender differences in language; a rapresentative sample of
puldelines for nonsexist language use; articles concemning the issues such
guidelines ralse; and applications of the gyuidetines {Le., teaching nonsexist
language). {Also lists works on gender differences in nonverbal communication.} 67
pages and addenda. Available from Women Studles Program, University of Michigan,
354 Larch Hall, Ann Arbor, M1 481049, $2.50 (individual), $5.50 {institutlon), payable to
Mighigan Occasional Papars.

Thorng, Barrie and Henley, Nancy, eds. Language and Sex: Diff and Dominance,
1975. Includes articles drawn from a variety ol disciplines—such as linguistics,
sociolingulstics, speech communication, English, psycholinguistics, and chlld
development—which examine the relationship betwesn language and sex In a variaty
of social and educational contexts. Containg an extensive annotated bibllography,
*'Sex Differances in Language, Speech and Nonverbal Cemmunication” (also publish-
ed under separate cover as She Sald/He Sald, Know, Inc., Pittsburgh, PA, 1975). 31
pages, paperbound. Avatlable from Newbury House Publishers, Inc., 54 Warehouse
L.ane, Rowley, MA 01569, $13.95 (If prepald, $10.46). (A new edition, Language and Sex
Il, 1s currenily being edited by Thorne, Hanley and Cheris Kramarae.)

Tiil, Frank J. Sexual Harassmant: A Report on the Sexuel Harassment of Studonts. Na-
tlenal Advisory Council on Women's Educational Programs, Washington, DC, August
1880. Discusses subtle and over sexual harassment fn the postsacondary sstting and
examines short- and long-term educational consaquences for women students. In-
cludes analysis of legal issues and & technical supplement to aid institutions in
establishing definitions, seiting up grievancea procedures, understanding labilities
and legal remedias. Single copies are available free from NACWEP, 1832 M 5t., NW,
Sulte 821, Washington, DC 20038,

ORGANIZATIONS

American Educational Resoarch Association’s (AERA) Speclal intorest Qroup:
Research on Women and Education (SIG:RWE) Founded In 1973, SIG:RWE publishas
a quarterly newslatter featuring information of interest to schotars and researchears
concarned with woman's {ssues; holds a mid-year research conferance; offers sym-
posla and prasentations at AERA annual meetings; and co-aponsors activities with
ithe AERA Women's Commities and with Women Educators. For further information,
contact Susan Klein, National Advisory Councll on Woman's Educational Programs,
1832 M 51., NW, Suite B21, Washington, DC 20038, (202) 653.5848,

Amgrican Personnol and Guidance Assoclation, Commities on Womaen. The Committee
on Woman works {o Incréase the awarenass of APGA’s members about issues of con-
cern to women and to facilitate netwarking. Publlshes a newslatter. For further Infor-
matlon, contact Myma C. Tashner, Chalr (612) 874-4114 or Judith Resenbaum,
Assoclate Executlve, APGA (703) 820-4700.




Center for Improving Teaching Effoctiveness, Virginla Commenwealth Univeraity. Pro-
Jects undertaken by the Center Include fdentification of subtie behaviors by which
faculty may discourage minority students, and technlques to enhance faculty and
student awareness. For further information, contact John F. Noonan, Diracior, 801
West Franklin 5t., Richmond, VA 23284, (804) 257-1121.

Informal Network of Reasarchers and Practitionars Intorosted in Sex Equity In
Classroom Interactions. For information, contact Susan Kleln, National Advlsory
Council on Women's Educationat Programs, 1832 M St., NW, Sulte'821, Washinglon,
DC 200386, (202) 653-5846 or Barbara Richardson, Teaching and Instruction, Teaching
and Leamning, National institute of Educatlon, 1200 18th St., NW, Washington, DC
20208, {202) 254-5407, .

Mid-Atlantic Conter for Sex Equity. One of 10 reglonal genters that provide tachnical
agsistance and other rescurces to school systems, Including tralning on how to avold
sex bias in student-teacher interaction. For further information, contact David
Sadker, Director, Mid-Atlantic Center for Sex Equity, The Amegrican Unlversity, Foxhall
Square Bullding, Sulte 252, 3301 New MexIco Ave., NW, Washington, DC 20016, 202y
6886-3511.

National Assoclation for Womon Deana, Adminlstrators and C (NAWDAC).
Publishes a quarterly newsletter and Journal as weil as malllngs throughout the year.
Journal articles often focus on issues in women students’ development. Membership
costs $45 par year ($20 for retired persons and studants), For further information, con-
tact Patricla Aueckal, Executive Director, 1625 Eye St.. NW, #824-A, Washington, DC
20008, (202) 659-9330.

Natfonal Associstion of Studant Personnal Adminlstvators (NASPA). For general Infor-

mation, contact Jane Howard-Jasper, Assistant Executive Director, NASPA, One Du-
pont Gircle, NW, Washington, DC 20036, (202} 833-4660. For information on profes-
slonal developmant assistance for women, contact Nancy Tumer, Geordinator for the
Women's Network, Florida State University, Tallahaszee, FL 32306, (904) 644-3206.

Matlonal Councll for Staff, Program and Organizailonal Develapmeni (NCSPOD). A na-
ticnal organization for those active in faculty development in two-year colleges,
NCSPOD publishes a newsletter and relers consultants speclalizing In a varlety of
faculty development areas. For additional information, conlact Maureen Lukenbill,
President, Miami-Dade Community College, South Campus, FSPD Office, Room 3336,
11011 Southwest 104 St., Miami, FL 33178, (305) 596-1366.

National Institute for Staff and Organizational Devalopment (NISOD). A national faculty
development organization, NISOD focuses on creating a positive learning environ-
ment in community colleges and other two-year Institutfons. Affillated with the North
American Consortium, NISOD sarves non-member as well as member institutions. It
provides publications, workshops and eonsultants with a focus on classreom
dynamics. Many offerings emphasize ways in whigh faculty can best serve nontradi-
tional students. For turther informatlon, contagt Naney Armes, Executive Director,
NISOD, 348 Education Bullding, University of Texas at Austin, Austin, TX 78712, {512)
471-7545,

Professional Organizational Development Network In Higher Educatlon {FOD). A na.
tlonal professional organization for thosa involved in facully developmant at all lovels
of postsecondary education, POD offers a referral sarvice to Institutions sesking
faculty development consultants. For further informatlon, contact: Michael Davis, Ex-
ecutive Director, Office of the Academic Vice President, University of the Paciflc,
Stockton, CA 95211, (209) 9468-2551.

Womon Studenis Leadership Tralning Projoct. Designed to arm students with informa-
tion, training and leadarship skills 1o combat sex discrimination in postsecondary
education, the project held a national conference and distributed a resource manual
to student leaders in 1980, It is curra evalaping reglonal information and support
natworks. For further infarmatloy ct Donne Brownsey, National Student Educa-
tlonal Fund, 2000 P Si., NW, S%t\ 5, Washington, DC 20038, {202) 785-1856.
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APPENDIX A
STUDENT-FACULTY COMMUNICATION CHECKLIST*

It may be difficult for an instructor to be consclously aware of the
interactional dynamlcs In the classroom, while at the same time
transmitting the content of the lecture of guiding a discussion. For
this reason, the following techniques are suggested to help faculty
with an analysis of the interaction In their classes.

A. Classroom Observation
Having a friend, colleague, or teaching assistant observe some
your classes on a random basis can be helpful. Classroom ob
tion can be used to answer quastions such as:
1. What is the number of males versus females y;n to
answer questlons? -
2. Which students (male or female) participate lngass more fre-
quently through answering questions or maki omments? Is
the number disproportional encugh that %/ ould encourage

some students to participate more freqyi
3. Do interruptions occur when an lndiv

does the interrupting?
s positive? aversive? en-
students? If not, what is the

4.s your verbal response 1o
couraging? Is It the same
reason? (Valid reasons oc rom time to time for reacting or
rasponding to a particular student in a highly specific manner.)
5. Do you tend to face or address one section of the classroom
more than others? Do you establish eye conlact with certain
students more than others? What are the gestures, postures, or
facial expresslons used and are they different for men, women,
or minority students?

Is talking? If 80, who

B. Audio Taping of Class Section
A student could tape record some of your class sessions. Self-
analysis of the tapes could provide answers to questions such as:
1. Which students do you call by name?
2. What language pattemn are you using? Is there a ragular use of
male referencing? or the generic “he"? or the universal “man"?
Are stereotypical assumptions about men and women revealed
In your classrcom dialogue?
3. Are examples and anecdoles drawn from men's lives only?
4, Can differential patterns of reinforcement be detscted from the
tapes?
[*Reprinted from Sex and Gender in the Soclal Sciences: Aeassessing the in-
troducfory Course]
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APPENDIX B

QO URRICULUM ANALYSIS PROJECT
> FOR SOCIAL SCIENCES
& STUDENTPERCEPTION QUESTIONNAIRE*

GTIONS:; ANSWER EACH OF THE FOLLOWING QUESTIONS.
E ONLY ONE ANSWER TO EACH QUESTION. PLACE THE
\\ UMBER CORRESPONDING TO YOUR ANSWER ON THE BLANK
TO THE LEFT OF THE QUESTION.
— 1. Age at present time:
(1) 17-20
(212124
(3) 25-30
(4) 31-40
(5} 41 or more
— 2. Citizenship:
{1) Citizen of the USA
{2) Noncltizen of the USA
— 3.1t U.S. cltizen, what is your race? {If not U.S, citizen, do not
answer.)
{1) Caucasian (White American)
(2) Black American
{3) Hispanic {Mexican-American, Puerto Rican, Cuban, etc.)
{4) Native American (North American indianfAlaskan)
(5) Aslan American :
——. 4. Sex of student
{) Male
{2) Female
— 5. This course Is:
(1} Required for my academic major
{2) Not in my academic rnajor
Does your instructor know you by name?
(1) Yes
(2) No
{3) Don't know or uncertain
. How often do you voluntarily answer questions or contribute
to class discussions In this class?
{1) Never
{2) One to three times during tha course
{3) An average of once a week
(4) An average of two 1o three times a week
{5} An average of one or more times a day
8. How often does the instructor call on you or ask you to res-
pond to a question or comment?
(1) Instructor does not call on anyone
(2) One to three times during the course
{3) An average of once a week
{4) An average of two to three times a week
{5) Naver
How does the Instructor most frequently call on you?
{1) By name
{2) By pointing with hand
{3) By aye contact/looking directly at me
{4) Instructor never calls on me

e 6.

(Continued on next page)




{Continued from preceding page)

—10. Are there times when you raigse your hand to ask a question
or r!"nake a comment but do not get called on by the instruc-
to

" {1) Once or twice
(2) Three or more times
(3) 1 am called on when I raise my hand
(4) | never raise my hand :

—11. Why do you think the instructor does not call on you when
you ralse your hand? {Select the one answer which best
reflacts your oplnion.)

(1) Too many students want 1o respond
(2) Others beat me to It

(3} Instructor doas not see or hear me
(4) Instructor Ignores me

{5} This situation never occurs

—12. Ara there times when you want to particlpate in class by ask-
ing a question or making a comment but choose not to do
807
(1) Once or twice
(@) Three or more times
(3) Nearly every day
(4) No, becausa | particlpate when | want to
(5} | do not want to participate

—13. I you have wanted to participate In class by asking a ques-
tion or making a comment but did not do se, what was your
reason for not doing so? (Salact the one response that most
clasely corresponds with your feelings.)

(1) Felt insecure, inadequate, or uncertain

{2) Another student asked question or commentad first
{3) Too many students in class

(4) Disagreed with instructor but chose not to speak out
{5) This situation never occurs

—14.In your opinlon, which students most frequently participate
in class? {Select the one answer that best represents your
opinion) .

{1) These who are most knowledgeable or most interested in
the subject bt
(2} Those who are seeking clariflcation or want more infor- \Q)
matlon : \
(3) Those who are trying to show off or get attention
(4) | have not noticed
—15. In your opinion, which students ask the most questlons and Q

%
C\O

make the most comments In class? . 0
(1} Male student{s) K
(2} Female student(s) @

(3) Male and female students equally @

{4) Have not noticed

—18. How does the Instructor react to the questlons qQ ake in
class?

(1) Encourages me to questian or commegae‘ n

APPENDIX C
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Ad Hoc Committee on the Education of Women at dbarlln. “The
Education of Women at Oberlin," Office of the President, Oberlin
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Washington, DC 1981 (cited as “llusirative Problems™,
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Possible Sex Discrimination In Academic Programa, Office of the
Chancellor, University of California, Berkeley, June 1977 (cited as
Borkeley). .

John F. Noonan, “Whitg
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proving Teaching Effe
Richmond, VA, 1

Project on the s and Education of Women, “'Call for Informa-
tion on Cla m Climate Issues,” published in the Project’s
newsletlg Campus With Women and in a number of other

Ity and Black Studenis: Examining
unpublished paper, The Center for Im-
ess, Virginla Commonwealth University,
d as "Assumptions and Practices").

Publicatioys, 1980-81 (cited as Project Call for information).

Sar@dlck and Pamela Danlels, eds., Working It OQut: 23 Women
ors, Artlsts, Sclentists and Scholars Talk About Their Lives and
, Pantheon Books, New York, NY, 1977 (cited as Working It Out).

delaide Simpson, “A Perspective on the Learning Expariences of
Black Students at VCU,” unpublished paper, The Canter for Improv-
ing Teaching Effectiveness, Virginla Commonweath University,
Richmond, VA, 1979 (cied as “Learning Experiences").

Frank J. Till, Sexual Harassment: A Report on the Sexual Harass-
ment of Students, National Advisory Councll on Women’s Educa-
tional Programs, Washington, DC, August 1980 (cited as Sexuatl
Harassment).

Women Studants’ Coalltion, "The Quality of Women's Education at
Harvard University: A Survey of Sex Discrimination In the Graduate
and Professional Schools,” Cambridge, MA, June 1980 (cited as Har-

vard).

{2) Discourages me from commaenting or g a question
- agaln
{3} Neither encourages nor discoura, [:]
(4) | never particlpate
—_17. In your opinion, how does the | ctor react to oplnions
and comments given by othe; ents In the class?

(1} Respects the opinlons dents in this class
(2} Does not respect the oﬁﬂons of studants in this class
(3} Embarrasses or "p@down" students for thelr opinions
(4} 1 did not notice
—18.Doas your instructor use humor or make humorous
references that you feet are offensive, embarrassing, or belit-
tling to any Individuals or groups?
(1) Never
{2) One time
{3) Occasicnally
(4) Frequently
- 18. How often do studant participate in this class by asking
guestions or making comments?
{1) Never
(2) Rarely
(3} Occasionally
(4) Frequently
[*Reprinted from Sex and Gender in the Sociat Sciences: Reassassing the In-
traductory Coursel :
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