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CHAPTER I 

INTRODUCTION 

Background and Need for the Study 

During the early seventies a new group of students 

began to be seen frequently in university classrooms--the 

older, more mature females. We came into academe with a 

fervor and dedication somewhat more blatant than many of our 

younger female sisters. We were vocal, riding on the crest 

of the struggles of the women's movement. Many of us 

believed we were paving the way for the younger females, 

releasing them from the muddy waters of gender bias and 

prejudice, and giving them access to full emancipation and 

liberation through education. Celebrating our newly 

acquired assertiveness and positive feelings of self worth, 

yet programmed with years of career roles "appropriate" for 

women, many of us became teachers in public school systems. 

We entered our profession consciously intending to act as 

role models for the younger females. Some of us aspired to 

enter into public school administration or faculties in 

higher education in order to further commit ourselves to 

female leadership roles in education. Like Martin Luther 

King, we ''had a dream;" ours was to be accepted as educated, 

serious, equal people in the world of academe. When our 

1 
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fervent idealism began to be replaced with the "real world,'' 

we instead found what was more like a long school hallway 

with some doors open to women, but others not. We found 

schools steeped with patriarchal influences that were resis­

tant to any changes relevant to the female perspectives, and 

were given "logical" reasons why changes were impossible, or 

at best, unnecessary. We looked to our sister teachers for 

support for implementing curriculum changes, but many times 

found silence, apathy, and/or resentment. We found a lack 

of communication with administrations and school boards 

comprised almost exclusively of males; the traditional 

patriarchal leader/follower roles of father/daughter-hus­

band/wife had supplanted themselves in the schools with male 

administrator/female teacher. Overtly, faculty females in 

education were being called equal; covertly, and in reality, 

we were not. We found ourselves confronting the closed door 

of patriarchy, a door opened only if we succeeded in the 

eyes of the patriarchs. 

We also encountered a female student population that 

was more concerned with social roles than with serious study 

(either of academics or self). Many of the female students 

were honor students, college-bound, yet with aspirations 

centering on traditional career choices just as ours had 

been, and with plans to work only until marriage and/or 

children. Others aspired only to finish high school, work 

for minimum wages, and "find a husband to take care of 

them." The high school female students might complain about 
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feeling unequal to the male population, yet they were silent 

in classrooms and mixed-gender social settings, deferring to 

the male voices. When asked about their silences or their 

limited aspirations, they greeted us with puzzled looks, not 

comprehending the idea of controlling their own lives 

through autonomy. They were "other-directed" by parents, 

boyfriends, female peers, the media, and oftentimes, reli­

gion. The Cinderella Complex thesis of "waiting for Prince 

Charming" was very much intact in the high schools. 

Today, seventeen years since the advent of Title IX of 

the Education Omnibus Act of 1972, stating that "no person 

in the United States shall, on the basis of sex, be excluded 

from participation in, denied the benefits of, or be sub­

jected to discrimination under any education program or 

activity receiving federal financial assistance," it would 

seem that educational doors would not just be open, but 

would be removed, leaving open passageways to equal access 

for females in all realms of education. Stephenson (1988, 

pp. 300-321) tells us that women now represent 18 percent of 

the lawyers, 17 percent of physicians, and 25 percent of all 

MBA's. More women than men are now earning Bachelor and 

Master's degrees. Women make up 45 percent of the work 

force, and there are now more women working outside the home 

than women working inside the home. She cautions, however, 

to be aware of other less positive notes about women today. 

Females score 61 points lower on average than males in SAT 

tests; though girls test e·qual or higher in elementary 
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school on standardized tests, by the end of high school they 

are outperformed on all sections of the SAT. Women earn 

only 57 cents for every dollar earned by men, as the women 

are still clustered in traditionally female jobs that are 

viewed as less valuable. Additionally, only five percent of 

democratically elected officials worldwide are women. Women 

holding strategic positions of authority in education and 

religion are increasing, yet at a small pace. Stephenson 

concludes that traditions in the culture, and traditions in 

religion still hamper women's struggle for equality. 

What those of us saw in the early seventies in educa-

tion, and what Stephenson cautions is still in existence 

today, is a major part of the underpinning of society--the 

belief that women still are incapable--physically, emotion-

ally, and/or intellectually--of achieving and maintaining 

equality within the "World of Man." This belief is so 

pervasive that it is many times considered TRUTH; legiti-

mized to the point it is a major part of every institution, 

functioning at such a deep level (as will be delineated 

throughout this study) so as to not be thought of at all. 

Schools have always been seen as a reflection of our 

society's beliefs. Apple (1979, p. 5) explains: 

Schools are important agencies for legitimation. 
They are part of a complex structure through which 
social groups are given legitimacy and through 
which social and cultural ideologies are built, 
recreated, and maintained. Thus, schools tend to 
describe both their own internal workings and 
society's as a whole as meritocratic and as inex­
orably moving toward wide-spread social and 
economic justice. In this way, they foster the 
belief that the major institutions of our society 



are equally responsive by race, class, and sex. 
Unfortunately, the available data suggest that 
this is less the case than we might like to think. 

Berliner and Gage (1988, p. 175} enhance Apple's point 

even more clearly: "Sex discrimination, subtle sex bias, 
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and unexamined but widely shared stereotypes about the sexes 

pervade American society and the educational system in that 

society from nursery school to graduate school." 

Purpose of the Study 

The purpose of the following study is threefold: 

first, if gender bias is still "alive and well" in a micro-

cosm of our society, the school, then reasons other than 

legal ones must be at the root of this bias, considering 

Title IX was implemented in 1972. ~hese reasons need to be 

problematic in order to develop methods for female students 

to leave our schools with awareness of ways to liberate 

themselves from these biases as they enter the larger 

society. By problematic, I mean bringing the reasons for 

gender bias into the "conscious-arena" so that we can begin 

to interrogate what has been taken for granted. 

Secondly, Weiler {1988, p. 59} says women researchers 

can understand the experiences and consciousness of other 

women only when we come to understand ourselves and the ways 

in which we know; therefore, as a feminist educator who has 

experienced blatant and subtle gender bias, the researcher 

can help give personal enlightenment about what heretofore 

has been considered as "just feelings about ... ". 
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Third, much of the literature in education concerned 

with gender inequities centers on either the elementary 

school experience or the world of higher education. The 

female high school students seem to remain an elusive group. 

As a former high school teacher who has "lived in" the 

classroom with these young women struggling with their 

identities, and seeing them seek their identities through 

others who give them messages based on patriarchal emphases, 

I see a distinct need to study these hegemonic messages. If 

there is indeed a basis for which we can study reasons for 

gender bias, perhaps change through awareness will give a 

focus for the high school females so they may better become 

cognizant of the~r autonomy. Added to the focus of female 

student awareness, perhaps teachers of these young women 

will recognize the important images they portray as role 

models to high school females. 

French (1985, p. 123) maintains that "the history of 

patriarchy comprises the history of the world as we have 

been taught it,'' and that patriarchy is an ideology rooted 

in the denial of worldly power to women. Schools are 

reflections of society, based on history; hence, schools 

also have a history of patriarchal messages. The purpose of 

this study is to delve into the problem areas of some of 

these patriarchal, hegemonic messages about females, and how 

these messages affect the curriculum (and hence, the 

females), thereby negating equal access to education for 

females. 
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Definition of Terms 

Hegemony vs. Ideology 

Understanding hegemony as distinctive from ideology is 

crucial to gaining awareness of how deeply some beliefs are 

embedded in our society and in our schools. Apple and Weis 

(1983, p. 24) warn, "we need to be cautious about assuming 

that ideologies are only ideas held in one's head. They are 

better thought of less as things than as social processes ... 

ideologies not only subject people to a preexisting social 

order; they also qualify members of that order for social 

action and change." Raymond Williams, as related by Apple 

(1979, pp. 4-5), sees hegemony, however, at a much deeper 

level: 

... hegemony supposes the existence of something 
which is truly total, which is not merely secon­
dary or superstructural, like the weak sense of 
ideology, but which is lived at such a depth, 
which saturates the society to such an extent, and 
which ... even constitutes the limit of commonsense 
for most people under its sway, that it corres­
ponds to the reality of social experience very 
much more clearly than any notions derived from 
the formula of base and superstructure. 

This study will contend that in today's educational 

institutions the ideology is a belief that females do have 

equal access to curriculum. The hegemony, however, lived at 

a much deeper level from years of patriarchal influences 

that created gender bias, still negates egalitarianism for 

females. 
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Praxis 

Freire (1970, p. 213) defines "praxis" as "reflection 

and action." Praxis is more than intellectual action alone; 

it is more like a "revolution within ourselves'' that gives 

impetus to action because praxis gives us an understanding 

of the object itself and our "place within it." Shor and 

Freire (1970, p. 76) explain: 

... there is no true word that is not at the same 
time a praxis--to exist humanly is to "name" the 
world, to change it. Once named the world in its 
turn reopens to the namers as a problem and re­
quires of them a new naming. 

Freire (1970, p. 213) continues by describing this act 

of knowing: 

The act of knowing involves a dialectical movement 
which goes from action to reflection and from 
reflection upon action to a new action. For a 
learner to know what s/he did not know before, 
s/he must engage in an authentic process of 
abstraction by which s/he can reflect on the 
action-object whole, or ... on forms of orientation 
in the world. 

Praxis, then, is a "blending" of thought and action. 

Thought alone is only one part of the whole, as action is 

only one part; without both actively working together praxis 

is impossible. For example, we may "intellectually" know 

that gender bias exists in our high schools (thought), but 

if we fail to be actively engaged in changing (action) the 

inequities brought about by this situation, then praxis 

never happens and the inequities remain. If praxis is 

reached, then as the changes are happening we are able to 

reflect on the changes and the process continues, and a 

conscious, continuous process exists. 



Commonsense (As Used in Connection 

to Patriarchy) 

Greene (1978, p. 214) sees: 

the constructs normally used for mapping and 
interpreting the commonsense world as largely 
those defined by males. Inevitably, they are 
internalized by women as well as men. Once 
internalized, even such constructs as those having 
to do with subordination, natural inferiority, and 
unequally distributed rights are taken for granted 

. . They begin to appear as objective charac­
teristics of an objectively existent world. 

Sex Discrimination vs. Sex/Gender Bias 
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Amanda Smith of the North Carolina Department of Public 

Instruction (Lehmann, p. 47) draws the following distinc-

tion: 

Sex discrimination is that which is against the 
law--obvious stuff like unequal pay or outright 
banning of students from courses. A school might 
be in full compliance with the law, but still have 
each sex enrolled only in traditional areas 
because the school has given no thought to the 
power of sex bias. Sex bias, however, is the 
underlying network of assumptions that says men 
and women should be different, not only physi­
cally, but also in their tastes, talents, and 
interests. Every one of us is biased, even those 
of us who ar~ paid not to be. 

Patriarchy 

Hartmann (1984, pp. 194-199) defines patriarchy as a 

social system characterized by: 

the systematic dominance of men over women, emerg­
ing as a set of social relations between men, 
which have a material base, and which, though 
hierarchical, establish or create interdependence 
and solidarity among men that enable them to 
dominate women. Though patriarchy is 



hierarchical, and men of different classes, races, 
or ethnic groups have different places in the 
patriarchy, they also are united in their shared 
relationship of their dominance over women: they 
are dependent on each other to maintain that 
domination." 

Hartman further says that ''patriarchy is not simply 
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hierarchical organization, but hierarchy in which particular 

people fill particular places. It is in studying patriarchy 

that we learn why it is women who are dominated and how." 

Feminist Teachers 

Feminist teachers are like many other educators who 

work toward a liberatory, egalitarian atmosphere for stu-

dents, but with one crucial difference--feminist teachers 

focus on the inequality they see for the female students. 

That focus does not waver; it does not mean a ''priority" 

focus of females to the exclusion of equality for males, but 

rather a "knowing" we have for the females, based on our 

autobiographies--a ''knowing" forever with us, like birth-

marks that never go away. 

Rationale for the Study 

I believe an educator should have a commitment to study 

any aspect of curriculum that s/he believes needs attention. 

Goodlad (1984, p. xvi) concurs: 

... We could do our schools and ourselves a dis­
service by leaving untouched an agenda begging 
attention. We might well relax in the mistaken 
belief that the needed improvements are in prog­
ress or even installed. The fact is that we are 
only beginning to identify the most significant 
problems, some of which are deeply entrenched and 



virtually chronic. Sorting them out into a prior­
ity ordering and addressing them with some hope of 
success calls for commitment, ingenuity, and col­
laborations beyond anything now envisioned." 

I approached writing on the subject of gender-biased 
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hegemony with apprehension and trepidation. The subject is 

a personal one; yet, this is an important reason why the 

subject was chosen. Grumet (1981, pp. 139-144) upholds the 

personal involvement educators have: "It (curriculum) is a 

reflexive project that attempts to reclaim curriculum as we 

have lived it and to test our conceptual schemes and de-

scriptions of it against the evidence of our experience." I 

travel as a woman through a predominately male-centered 

world--in life, and in curriculum--so my view will be the 

view of a woman and a feminist educator, juxtaposed, subjec-

tive and lived. Education is a value-laden enterprise, and 

my values deem gender-biased hegemony a vital injustice, 

therefore worthy of study. 

Freire (1985, pp. 2-4) sets forth essential criteria 

for developing a critical posture in the act of any study: 

(1) The reader should assume the role of subject of the 

act. 

(2) The act of study, in sum, is an attitude toward the 

world. 

(3) Studying a specific subject calls for us, whenever 

possible, to be familiar with a given bibliography, in 

either a general subject or the area of our ongoing inquiry. 

(4) The act of study demands a sense of modesty. 
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Freire l~nows that deep study requires commitment, that 

to study is "not to consume ideas, but to create and re-

create them." This study will adhere to these notions, as 

well as the following suggestions by Apple (1979, pp. 13-

14) : 

If one were to point to one of the most neglected 
areas of educational scholarship, it would be the 
critical study of the relationship between ideol­
ogies and educational thought and practice, the 
study of the range of seemingly commonsense 
assumptions that guide our overly technically 
minded field ... We need to examine critically not 
just 'how a study acquires more knowledge, but why 
and how particular aspects of the collective 
culture are presented in school as objective, 
factual knowledge.' 

Basic Assumptions 

The following major assumptions undergird this study: 

1. As a result of hegemonic and ideological cultural 

beliefs steeped in paternalistic patterns that view females 

as secondary to males, high school curricula are presented 

in unequal, albeit covert, fashion for female students. 

Brake (1985, p. 166) concurs: "Whatever the egalitarian 

ideology of the school, girls and boys are seldom given 

equal opportunities to study." Additionally, Lewis and 

Simon (1986, p. 458) proffer that "patriarchy is a social 

form that continues to play on and through our subjectiv-

ities, affecting conceptually organized knowledge as well as 

elements that move us, without being consciously expressed." 

(2) Female students, as well as many of their teach-

ers, counselors and administrators, accept these gender 
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roles, thereby falsifying the students' sense of themselves. 

Valli (1983, p. 232) agrees: 

While in minimal ways the women may have rejected 
the ideology of male supremacy, at a more fun­
damental and persistent level, they affirmed it. 
They conceded legitimacy to the dominance of men 
in a way that appeared spontaneous and natural. 

(3) To gain knowledge, one must continually question 

what seems to be commonsense reality. 

(4) Awareness, study, and consciousness-raising are 

the first steps toward change. 

Research Procedures 

Feminist methodology, emphasizing the social scien~es, 

was the primary guideline used in this study, drawing heav-

ily on methodology described by Kathleen Weiler (1988, pp. 

58-67). Weiler says, 

in the past decade feminists in various disci­
plines in the social sciences have been engaged in 
creating a new methodology ... developed gradually 
and organically from the process of studying women 
in social settings, in texts, and in the media. 

Women researchers believe the male experience is taken as 

the norm, thus women know who they are through a double 

process--a particular tension of being both subjects and 

being denied as subjects. On the one hand, women know 

themselves through the male hegemonic vision of reality, 

whereas women as human beings are subjects, and have the 

ability to act and critique their own experience. 

Weiler specifies three guidelines to feminist method-

ology: 
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(1) Feminist researchers begin their investigation of 

the social world from a grounded position in their own 

subjective oppression. This leads them to a sensitivity to 

power that comes from being subordinate. This entails 

identifying and articulating both objective oppression in 

practices and relationships and the male blindness to 

women's experience, as well as recognizing that women's 

consciousness includes both hegemonic ideas for the patriar­

chal tradition and the possibilities of critical conscious­

ness, of delving into our own consciousness, language, and 

ways of knowing. 

{2) Feminist research is characterized by an emphasis 

on lived experience and the significance of everyday life. 

This cannot be achieved through the male vision of reality, 

in which acting subjects are men and women are "something 

other." Instead, women must create a new language based on 

women's actual lived experiences. This includes obligations 

and duties invisible in male studies of social reality. 

Focusing on the everyday world reveals the ways in which 

larger forces, both ideological and material, place limits 

and conditions on our actions. 

(3) Feminist research is politically committed. In 

rejecting the possibility of value-free research, feminists 

instead assert their commitment to changing the position of 

women and therefore to changing society. This methodology 

is grounded on a commitment to praxis, to what Greene (1978, 

p. 223) sees as a liberatory measure: 



Freedom is the power of vision and the power to 
choose. It involves the capacity to assess situa­
tions in such a way that lacks can be defined ... 
It is realized only when action is taken to pre­
pare the lacks ... to try to pursue real possibil­
ities. 

15 

Weiler cautions that feminist research can be weakened 

by ignoring the oppression in race and class positions as 

related to a study of women. However, when centering on 

patriarchal-hegemonic influences, another perspective 

appeared to conjugate more fully the elements of this study: 

if gender-biased hegemony is viewed as a base to every 

aspect of life, then there must be a ''base" for women--one 

that encompasses all elements of women's lives, including 

race and class. Irigaray (1985, p. 32) alludes to this more 

"fundamental" level when she says, "Women do not constitute, 

strictly speaking, a class--and their dispersion among 

several classes makes their political struggle complex, 

their demands sometimes contradictory." For this study, the 

approach will be taken that women simply begin as women 

first; whereas race and class (although we may be "born as'' 

or ''born into") take secondary roles to our being women. 

Snyder (1979, p. 70) makes the distinction that will be used 

for this study--she differentiates between "class'' and 

"caste.'' A social caste system, according to Snyder, con-

sists of a status hierarchy into which a person is born and 

from which s/he is rarely able to escape. Women obviously 

are born female; they certainly are not able to escape that 

biological fact. Social class, on the other hand, has an 
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"escape clause;" one can escape through effort and hard work 

and, traditionally, women have upped their class through 

connection with fathers' and husbands' social class, regard-

less of race. Snyder makes the point that little attention 

has been given to the significance of studying women as 

members of a caste; this study attempts to stay within the 

concept of this little-used method. Grumet (1981, p. 139) 

defines reconceptualization as "to conceive again, to turn 

back the conceptual structures that support our actions in 

order to reveal the rich and abundant experience they con-

ceal." This study is intended to reveal experiences of 

females, through autobiography and reflection {"conceiving 

again") and through study of these remembrances and how they 

relate to high school curriculum for females. The "train of 

thought," the evolving form of the study is based on "con-

ceiving again"; from the personal vantage point of reclaim-

ing curriculum as I have lived it, and to test my conceptual 

descriptions of it against the evidence of my experience as 

a woman first, as a high school·teacher/counselor, and now 

as an educator of future teachers. Grumet {p. 141} calls 

this method of reconceptualization of curriculum "auto-

biography:" 

The writer can turn back upon her own texts and 
see there her own processes and biases of selec­
tion at work. It is here that curriculum as 
thought is revealed as the screen through which we 
pass curriculum as lived ... it is information that 
pulls the past into the present, drawing it to­
gether to confirm what I anticipate will be my 
next move. 
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This study attempts to include this autobiographical method 

of curriculum research by scrutinizing what I, as well as 

others, remember as the ''real picture" of high school cur-

riculum. 

Conversational interviews will be used as one emphasis 

of the study. Carson (1986, pp. 73-85) sees conversation as 

a mode of inquiry as a philosophical hermeneutical endeavor, 

allowing us to understand that inquirers into curriculum 

do not begin their thinking and research from 
scratch ... they partake in a continuing and evolv­
ing conversation on curriculum theory and class­
room practice which has begun long before their 
arrival and which now continues with their par­
ticipation. 

Questioning arises out of the negativity of experience; 

things are not as we had assumed them to be; hermeneutic 

inquiry begins with an attempt to understand the question 

itself. This is compatible with Grumet's autobiographical 

research method because, as Carson maintains, there is "an 

experience of the world which directs our attention to the 

question in the first place." To become partners in conver-

sation in the research enables personal commitment and 

reflection on what one should do plus an enabling of moral 

discourse among women colleagues who speak from their own 

personal meanings about being female and being educators, 

and how they view .curriculum. This way we can make possible 

a deeper understanding of our situations as females and 

educators, and see, as Carson propounds, that "beyond the 

policy statements and directives of curricula there lurks a 

more basic meaning of teaching as a deeply moral human 
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activity." Excerpts from female educators' journals will be 

used to further substantiate the autobiographical emphasis 

to research. The method by which these journal entries were 

obtained is delineated more fully in Chapter III of this 

study. An investigation and analysis of available related 

literature and research were made in developing a background 

for the study. No one genre of literature was chosen, 

rather a diversity of sources that reflect problematic 

hegemonic gender-biased influences on female students (with 

emphasis as much as possible on the high school experience), 

within social and cultural perspectives of education. 

A conscious attempt to use literature and research from 

the time of the onset of Title IX was used for this study, 

centering mostly on research done within the past fifteen 

years. This was done to counter the attitude that legal 

maneuvers arbitrarily mandate a change in hegemonic values. 

Organization of the Study 

Chapter I has presented the problem and an overview of 

the study. Chapter II contains a review of the related 

literature. Chapter III outlines the procedures used to 

gather the data in Chapter IV, which centers on conversa­

tions and journals from women who have been through public 

high school. Chapter V is devoted to the summary, conclu­

sions, and recommendations of the study, with emphasis on 

methods that would enhance equal access to high school 

curriculum for females. 



CHAPTER II 

REVIEW OF RELATED RESEARCH AND LITERATURE 

Introduction 

Within the past decade, literature about women's strug­

gles for equal rights has generated lively dialogue in most 

types of institutions--marriage, industry, religion, public 

education and academe. Feminist writers, grasping for a 

voice to propound their philosophy of equality "crossed 

boundaries" within the publishing world; in fact, toward the 

beginning of the women's movement the trade magazines became 

a focal point for feminist writers because the trade mag­

azines ''hit" all women, not just those for a specific 

audience. The first time I remember reading about feminism 

and the fight for equality was on a college campus; however, 

I was not reading from educational publications but from MS 

magazine. Later, particularly after the implementation of 

Title IX, feminist writers within academe began to propound 

their views to the educational audiences, and research began 

to appear in education oriented books and periodicals. 

Because of my reading background and the consciousness that 

I am a woman first, and an educator second, the research 

chosen for this study has been taken from a diverse arena of 

feminist writings and writings from those sympathetic to 
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educational bias of any type--because it is through diver­

sified reading that I began to formulate my opinions about 

the influences of patriarchal gender-biased hegemony and its 

inclusion within all realms of education. This study con­

centrates on this hegemony in the high school curriculum. 

We now have Title IX to guarantee equal access to 

school curriculum for women. In public schools, they may 

elect to take any course of study they choose, and many are 

choosing areas of study traditionally held as ''male" 

studies. As an example, an increase of female students in 

high school upper mathematics and science courses has 

evolved, according to conversations with high school admin­

istrators who are quick to point out this increase as an 

answer to equality. Additionally, women's athletics, 

receiving additional funding now, attracts more females than 

twenty years ago. For all intents and purposes, females 

have the same chance as males to enhance their educational 

process as they choose; hence public school systems can 

assure the public and the student body that the educational 

process is indeed egalitarian for the first time in history. 

On the surface educational leaders can now point to the 

"equal system" with pride, with a tacit assumption that 

closure can be brought to the subject of equality for 

females in education since Title IX protects them. Yet laws 

alone do not assure equality in the educational experiences 

for women; laws cannot enforce values and beliefs, cultural 

"mindsets" that create gaps between what laws can mandate 
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and the reality of everyday life in the schools. A critical 

scrutiny of recent literature suggests a large gap still 

between "what is" and "what ought to be" equally available 

for females in education. The following literature review 

is an attempt to delineate some of the academic, social and 

cultural gaps that make equality problematic for high school 

females (specifically) in today's lived-in school curricu­

lum. 

Value Programming 

McGrath (1976, pp. 37-42) discusses obstacles to full 

equality in education by saying these hindrances exist in 

people's minds in the forms of prejudice, traditional 

beliefs, and cultural stere~types. She sees this as dis­

couraging, but at the same time, reassuring--discouraging 

because traditions tend to change much more slowly than do 

laws, but reassuring in that there is nothing immutable 

about intangible ideas. She make two clear points concern­

ing hegemonic beliefs about women: first, most education 

takes place within a system that was developed by and for 

men: therefore, the entry of women was an "accommodation." 

When something is accommodated an unwritten code of conduct 

remains intact, in this case, about women. This code si­

lently maintains that, secondly, educational expectations 

for women remain unequal largely because marriage is still 

regarded as the ideal career for women, while the necessity 

of earning a living is reinforced for males from an early 
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age. This cultural imperative discourages women from making 

full use of their intellectual talents. 

Doyle (1985, p. 201) enhances McGrath's points by 

reminding us that the educational system is one of the most 

critical social institutions for lasting imprintings on 

people's lives. He cautions that, even today, this system 

treats males and females differently; that many of these 

differences flow from the gender-based expectations found in 

our society into the school, and into the students. 

Burr, Dunn and Farquhar (1972, p. 841) offer an avenue 

to explore hegemonic beliefs about expectations for women--

the label of "language." The authors see language as more 

than a means of communicating; they maintain language ex­

presses shared assumptions about people and their values, 

thereby acting as a behavioral model for all people who use 

it. Additionally many times the language is implicit, 

rather than explicit, buried within a culture where it is 

not recognizable without conscious study. Aronowitz and 

Gi!oux (1985, p. 65) concur by quoting Wittgenstein, who 

calls language "a form of life .•. bound up with social rela­

tions, entwined with the ways of the world of which it is 

both an expression and through which the world lives." 

Bourdieu (1977, p. 645) additionally proposes that through 

bodily and linguistic discipline " ... the choices constitut­

ing a certain relation to the world are internalized in the 

form of durable patternings not accessible to consciousness 

nor even, in part, amenabl~ to will.'' Using language as a 
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catalyst, we can begin to explore some of the hegemonic 

beliefs relative to women. Belenky, Clinchy, Goldberger and 

Tarule (1986, pp. 5-24) believe there is a "language of 

women" that prolongates equality. The authors articulate 

what women have grown up having to deal with, both histori­

cally and culturally, concerning the language--"women, like 

children, should be seen and not heard." The authors inter­

viewed one hundred and thirty-five women ranging in age from 

early twenties to middle-sixties, women from different 

socio-economic backgrounds, educational levels, marital 

status, and parenting status. The intent of the study was 

to dwell on women's development of self, voice, and mind. 

Those women among the youngest and most socially, economi­

cally, and educationally deprived felt they had no voice, no 

language they could call their own; the metaphor of feeling 

"deaf and dumb" was used to poignantly depict these women's 

feelings of silence. Although they talked among themselves, 

they felt that their language had no worth. They felt men 

automatically had the power of ~anguage over them; conse­

quently, the men were viewed as also having control over all 

facets of these women's lives. Only women who had emerged 

through an educational process beyond high school, or 

through numerous life experiences had been able to see 

themselves as having a strong command of their own voice, 

self, and mind. 
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The Influence of Religion 

Fiorenze (1976, pp. 39-40) discusses how religion 

blatantly determines our views of women and language because 

of its patriarchal base: 

The Hebrew and Christian scriptures originated in 
a patriarchal society and perpetuated the andre­
centric (male-centered} traditions of their cul­
ture ... Biblical texts were not only recorded from 
an androcentric point of view but were also con­
sciously or unconsciously interpreted by exegetes 
and preachers from a perspective of male domin­
ance. 

Fiorenze goes on to say that the patriarchal religious 

view saturated the national as well as the religious com-

munity with the values of male superiority and priority. 

That view accorded Christian women the "rules of conduct" 

relegated by the contemporary patriarchal definitions--to be 

modest, submissive, and silent. Women were accorded a 

dependent role of a lifetime ''minor;" daughters were depend-

ent upon a father or brother, and wives were dependent all 

their lives on their husbands. 

Russell (1976, p. 16) connects this dependency of early 

Christian women with the concept of language: 

... the way we use language is an indica­
tor of our commitment to the full human 
community. In every culture, language 
plays an important role in addressing 
problems of discrimination in church and 
society. Our words reflect the nature 
of reality as we see it, and they can be 
a power tool, either for oppression or 
liberation ... Generally, the ruling group 
of a given society tends to impose its 
value system through the connotations of 
language usage. Powerless groups 
usually have little part in the forma­
tion of standard language and tend to 



internalize the social structure mir­
rored in that language." 
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In recent religious history, women have been accorded a 

spiritual status of equality, but according to Hyde and 

Rosenberg (1980, pp. 30-34) this theme has been obscured to 

a great extent because of the 2000 year history of patriar-

chal cultural influences. Two last hegemonic themes show 

great persistence pertaining to religious influences: atti-

tudes toward women have been ambivalent, and the male is 

normative. These themes are found often in research on 

women. Hyde and Rosenberg (p. 34) offer a profound example 

of the non-conscious, religious hegemony still acting on 

women: 

In earliest childhood, the little girl learns that 
she, Eve, was created from Adam's rib, and that 
God is male. Mythical creation stories ... are not 
subject to rational argument and debate. They are 
not, after all, supposed to represent actual 
historical fact. But will the little girl know 
that these stories represent the experience of a 
patriarchal society? Or will she simply believe 
that God is male, and that women are the source of 
evil in the world? 

Snyder (1979, p. 64-65} adds still another dimension to 

the patriarchal religious imagery of women: the "dualism 

image" of females. Mary, Mother of Jesus, is totally good, 

whereas Eve is totally evil. This is but one example show-

ing women to be unidimensional, whereas men, such as Abra-

ham, are multidimensional, showing both positive and nega-

tive characteristics. Further, she suggests that since we 

recognize life is not an either/or situation, and that no 

one can attain the worldly comparison of Mary, that females, 
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when thinking about their self-images, see their "female 

natures" characterized as inferior--intellectually, physi-

cally, morally. They are the subordinate sex, Peter's 

"weaker vessel" (I Peter 3:1-7), and that only by becoming 

obedient wives, sacrificial mothers, and/or purified virgins 

may women actualize positive potentials. Snyder (1979, p. 

280) further relates: 

To this day, women struggle ... to get across to 
ordination, control over their own sexual moral­
ity, and recognition that God is female as much as 
male. Plagued by such impossible models as the 
virgin-mother, the whore-angel, they have yet to 
win from his followers Jesus' simple treatment of 
them as persons--as beings as human as men. 

Snyder also notes that very little research has been 

done on the impact that religious imagery has on gender 

roles, but even more importantly, related to hegemony~ she 

calls for more study on the degree to which thi~ unques-

tioned gender-role dualism has permeated our thinking, 

writing, and behaving. 

Thinking, writing, and behaving are essential ingre-

dients of language, of education, and of life. If our 

religious ~nfluences have traditionally affected our modes 

of discourse, then the dualism possibly exists today. Lewis 

and Simon (1986, pp. 457-464) relate succinctly an example 

of such a dualism, clearly showing that hegemonic patriar-

chal language barriers have been carried into today's educa-

tional system. Their research setting was a graduate, 

higher-education seminar; not related directly to high 

school females, yet women and men with the baggage of that 
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time with them. The seminar was held to explore questions 

concerning the relation between text and discourse seen in 

light of a consideration of the relation between language 

and power. What happened during the seminar was in jux-

taposition to the course of study and the "living in the 

subject.'' The males dominated the social dynamics in the 

class; the men monopolized not only the speaking time but 

the theoretical and social agenda as well. Lewis (1986, pp. 

460-461) commented: 

They (men) sparred, dueled, and charged at each 
other like gladiators in a Roman arena. Yet their 
camaraderie intensified with each encounter. 
Throughout this exchange, the women were regulated 
to the position of spectators. When a woman 
speaks, it means that a man cannot speak, and when 
a man cannot speak it means that the social rela­
tions among the men are disrupted. Women, there­
fore, have no place in this playing field ..• we 
felt our exclusion more and more intensely the 
more we struggled to find room for our voices and 
to locate ourselves in the discourse. 

Lewis (p. 462) further stated that women, both in the 

seminar and in the world, have found legitimation only to 

the extent that they have been able to enter into the male 

agenda. Because this process is man-made, it is neither 

natural nor neutral. Women's experience and language forms 

are defined by men as illegitimate "within the terms of 

men's experience and men's discursive forms." This gives 

the men tacit power over women. 

Struggs (1981, pp. 6-11) contends that the education 

system in the United States today is generally structured 

along these same attitudinal lines of society; men run the 
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business of education and women nurture the learners because 

women are not as capable of holding leadership positions as 

men. This conditioning is covertly perpetuated by the 

definitive language of male vs. female traits; positive male 

definitions traditionally are dominate, independent, com-

petitive and aggressive, whereas women's are submissive, 

dependent, sensitive and passive. Struggs also purports 

that the unfortunate part is women sometimes see themselves 

as being less competent, less independent, less objective 

and less logical than men. Women who do exercise their full 

human capabilities are still considered by many the imi-

tators of men, or as women who wish to be men. Societal 

terminology does not provide adequately for non-sexist 

descriptions of a woman who is competent. The supreme 

complement a competent woman can receive is to be described 

as ''thinking like a man." This terminology presumes that 

"male" serves as the standard of excellence, and that ''fe-

male" is the standard of ineffectiveness. 

Combs {1962, p. 2) expresses thoughts that include all 

humans whe~ he says: 

Whatever we do in education depends upon what we 
think people will like. The goals we set, the 
judgments we make, even our willingness to experi­
ment are determined by our beliefs about the 
nature of man (sic) and his capacities. 

By examining school curriculum for possible language that 

perpetuates, covertly and hegemonically, the language of 

silence for women, perhaps we can determine whether our 

schools are, in fact, equal, or whether they are 
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perpetuating inequality for female high school students. 

Standardized Testing 

By high school, all students have taken standardized 

tests of various types--diagnostic, achievement, formative 

or summative, ACT, SAT--a mish-mash of testing that is 

supposed to help both students and teachers determine the 

capabilities of students; testing that goes in cumulative 

records for future pertinent information. Yet research can 

yield information that makes the validity of testing 

problematic for females, even testing that began early in 

the century. As an example, French (1985, p. 385) re­

searched an area of testing that is perceived by the public 

as extremely significant--the Stanford-Binet IQ test. She 

maintains IQ tests can be geared to produce a desired 

result, and gives the following as an example: Lewis Terman 

first published the Standford-Binet IQ test in 1916. The 

results of the testing showed that girls outscored the males 

a4 all levels by two to four percent. Consequently, Terman 

and his colleagues changed the test, removing the questions 

on which girls did especially well. Their reasoning for 

this was to create girls and boys more equal. The question 

French poses is what would have happened had boys outscored 

girls--would the test have been changed, or been used as 

proof that boys were more intelligent than girls? 

McGrath (1976, p. 22) describes a study based on 

nationwide achievement tests released in 1975 by the 
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National Assessment of Educational Progress, showing that 

girls from ages nine to seventeen slowly but steadily lose 

academic ground to boys of the same age. The data indicate 

that with increasing years of schooling, the distance widens 

between male and female achievement in traditionally male 

subjects like math and science. She suggests that though 

this sex-differential phenomenon cannot be explained con­

clusively, it has been argued that girls often score lower 

and achieve less in later years because "society expects 

them to." Ironically, lower expectations are learned by 

females in the school environment itself as elsewhere. For 

instance, McGrath related a study of school texts where 

findings were that 69 percent of the people in illustrations 

were male and that 75 percent of the reading stories were 

about boys. McGrath purports the belief that the public 

education system seems to be unwittingly nurturing and 

perpetuating inequality for females. 

Rosser (1986, pp. 48-53) adds similar comments to 

McGrath's by questioning why, if standardized tests work 

against females, that the problem is worse now, when their 

aspirations are higher compared to the past decade. Young 

women, Rosser suggests, find such tests less ''user-friendly" 

because of the emphasis on content that is male-oriented. 

The reading comprehension passages consistently have more 

male references than female ones, and the content often 

features male accomplishments in politics and science, thus 

sanctioning those fields covertly as male domains. In June, 



1986, Rosser analyzed one of the SATs being given at that 

time and found nine men mentioned, but only one woman. 
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Seven of the men were famous, the woman was a fictional 

character of meager importance. Rosser notes that we cannot 

estimate the psychological damage that may be done by the 

tests, and the lower scores by females, which often become a 

self-fulfilling prophecy. Olson (1987, p. 1} reports the 

results of a study done by the National Center .for Fair and 

Open Testing, entitled "Sex Bias in College-Admissions 

Tests: Why Women Lose Out." Citing Phyllis Rosser, prin­

cipal author of the work, Olson says admissions tests widely 

used as bases for college scholarships are supposed to 

predict future academic performance. Women consistently 

score lower on standardized tests than men, yet women earn 

better grades than men in both high school and college. The 

group reports that in 1985-86, girls received 36 percent of 

the National Merit Scholarships, while men received 64 

percent. That year some 643,000 women took the P.S.A.T., 

compared with 537,000 men. In addition to the National 

Merit Scholarship Corporation, more than 800 other private 

and government scholarship agencies rely at least partially 

on admissions tests to select winners. Because women so 

many times score lower than men, they are less likely to 

become contenders for the awards. 

From the perspective of unconscious, hegemonic influ­

ences on testing bias, two comments used toward the end of 

the article, and almost as afterthoughts, bear scrutiny. 



Fred Moreno, a spokesperson for the College Board, which 

contracts with the Scholastic Aptitude Test, said, 

Fundamentally, we don't think the P.S.A.T. is 
biased. There is a difference in how men and 
women score on both the P.S.A.T. and the S.A.T., 
but we don't know all the answers and the reasons 
why. 

Additionally, Marianne Roderick, senior vice-president for 

the organization that provides more than $23 million in 

32 

National Merit awards to students each year, maintained that 

other criteria are considered in making the awards, includ-

ing students' academic records, extracurricular activities, 

intended majors, leadership potential, and principals' 

recommendations. When these comments are considered, an 

argument for gender bias comes into the forefront: evidence 

shows that males score higher, therefore obtain more 

scholarships, yet there does not seem to be enough interest 

from one of the most widely used testing services in educa-

tion to determine the reasons behind women's lower scores. 

Additionally, the criteria mentioned by Ms. Roderick for 

making the awards suggest an underlying, albeit unrecog-

nized, reason women do not receive scholarships, even with 

lower test scores. Many females in high school tend to list 

intended majors that are traditionally called "women's 

majors," i.e., education, home economics, drama, music, 

secretarial science, nursing, etc., as compared to young men 

listing math, science, engineering, medicine--courses tradi-

tionally viewed as ''more important." Furthermore, when 

extracurricular activities are considered, a perhaps 
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unspoken, but widely observed "rule of thumb" reigns: the 

most "important" extracurricular activity is sports, par­

ticularly football. All sports are considered covertly a 

male domain. Leadership potential, during high school, is 

many times connected to how well, and how diligently a 

student is involved in sports; hence, the male might be 

viewed as a better candidate. Principals' recommendations 

tend to be based on study of transcripts, direct observa­

tion, and the principals' own perspective of the students. 

The majority of high school principals are male, many are 

sports-oriented, and consequently, may view leadership 

potential from the "normative'' male point of view. This 

could cause principals, without conscious thought of gender 

bias, to choose young men as better candidates for scholar­

ships. 

Females and Sports 

Since achievement in sports seems to be held in such 

high esteem by adults and students alike, and since sports 

is traditionally a male-dominated domain, it is fitting to 

explore attitudes about, and roles of, females in sports. 

For instance, the medium of the newspaper can be an effec­

tive source in studying language used about young women and 

sports. A June 8, 1988, Tulsa Daily World article headline 

read, "Parents Believe Sports Important to Daughters." The 

first line substantiates the headline by saying, "Most 

parents believe sports are as important for their daughters 
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as their sons ... '' Dorothy Harris, education director of the 

Women's Sports Foundation was quoted in the article as 

stating that the parental opinion has deleted the word 

"tomboy'' from the athletic dictionary. However, further 

into the text, the language of Ms. Harris' quotes begins to 

depict the hegemonic influence that girls do not have full 

and equal serious acceptance yet: " ... it's popular for 

girls to play sports. It's the sexy thing to do." (under­

lining mine) The point is also made that girls say the 

bigg~st motivator is ''fun." Girls tend to drop out of 

sports as they get older when, Harris says, "girls become 

more interested in boys." As compared to the seriousness to 

which male athletic programs are accorded in school cur­

riculum, words like "fun," "sexy," and "popular" certainly 

do not seem as important. 

Phillips (1987, page missing) expresses the need for 

more females to be in sports. He states that, although boys 

and girls may receive the same classroom instruction, the 

time spent on the courts, fields, and in the gyms gives 

student~ a much different message. He believes sports teach 

values, skills, teamwork, cooperation, direction-taking, and 

respect for rules; these, he maintains, are the same values 

that are important in all areas in life, regardless of 

gender~ Many professionals, he states, believe that boys 

have an edge over girls when competing for a job because of 

the time and learning spent in athletics, and secondly, that 

the jargon of business parallels sports (hence the normative 
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language of patriarchy). Yet boys receive eight hours of 

athletic instruction to each hour girls receive. Phillips' 

concluding point is that strong athletic training today, for 

both sexes, can pay off in the future. 

Vadar (1987, p. 100), promoting a light-hearted articu-

lation in order to make a serious point about girls in 

sports, says, "smart girls like sports." He discusses the 

unscientific, undocumented point that girls who excel in 

sports also tend to improve their spatial awareness (a long-

held belief, based on test results, is that females lack 

spatial skills.) He quotes Alice Miller, director of the 

Women's Center at Brooklyn College, who administered a four-

week program for disadvantaged girls in New York City. The 

purpose of the program was to offer intensive training in 

math and sports, with the premise that lessons in sports 

relate to math--advising strategies, solving problems, 

competition, relationships among speed, time and distance. 

The results of the program were not given, but the point was 

made that the limitation of the girls' sports experiences 

was surprising; the girls tended to be limited to "double-

Dutch jump rope." Vada suggest that one way we can close 

the math gap, which arises during the early teen years, is 

to make a concentrated effort to stress sports for girls: 

Sports are nothing if not numbers: scores, sec­
onds, inches, pounds, meters, kilometers, dollars. 
Think about it: How far can you read through any 
sports story before you hit some figures? The 
repeated manipulation of numbers starting at a 
young age, even on a simple level, has to have 
some lasting effect. Typically, little boys trade 
baseball cards covered with sugar dust and 



statistics, while little girls search the shag rug 
for an itty-bitty high heel for a Barbie doll. 
Twelve-year-old boys know how to calculate a 
batting average; girls can tell the difference 
between periwinkle and cornflower blue. Both 
useful skills, sure, but the SAT is in black and 
white. 
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Berliner (1987, pp. 10-11) does not mention sports per 

se, but discusses a sideline of sports--games--another area 

where males seem to excel more strongly than females. He 

contends this is related to the commonly researched problem 

that males outperform females in math. Teachers tend to 

teach lower-level math skills with timed tests and instruc-

tional games. Boys seem to excel in these kinds of activi-

ties and therefore are more visible; consequently, the 

teachers unconsciously interact more with the boys. For 

example, in a game "Around the World," the loudest and 

quickest wins the game. Since males tend to be more com-

petitive and aggressive they have the advantage over the 

females. While the boys' achievement was enhanced, such 

competitions seemed to hurt the achievement of girls, since 

they tended to lose. Berliner also noted that girls were 

permitted more tim~ to socialize, perhaps because girls are 

less disruptive; therefore, boys engaged in more math while 

girls were more likely to concentrate on social activities. 

McGrath (1976, p. 40) connects both sex-differentiated 

courses and athletics as hindering women in education. When 

the majority of young women are in courses such as litera-

ture, languages, sewing and cooking, and young men take 

metal work, science and mathematics, both the women and the 
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men are placed on an uneven footing for giving equal con­

sideration to the full range of vocational and career pos­

sibilities open to them. She believes, too, that a de­

emphasis of girls' athletic activities deprives many girls 

of an important means of learning certain cooperative and 

competitive habits, attitudes, and skills that would be 

helpful in their personal development in their relationship 

with others. 

The Use of the Generic "He" 

Another area of language emphasis that is steeped in 

patriarchal, "male as normative" terms that enhances gender 

bias based on hegemony is the use of the generic term "he." 

Textbooks, literature, articulated language--all use this 

term to be "gender-neutral;" yet, Mahony (1985, pp. 7-14} 

emphasizes the futility of the neutrality when she says, 

"Even though I read somewhere, and was told MAN is not 

gender-specific in literature, when I read it I read MAN and 

not WOman." Mahony alleges that WOman is only used in 

specific cases where only WOman can fit, as in childbearing. 

WOman is "tacked on," giving females another feeling of lack 

of voice in language. Manhony maintains that for women 

there is always a decoding exercise to be done to find out 

whether or not women are included. The He/Man language 

always includes man; women are women are included only when 

specifying to the gender-specific subject. 

Kelly and Nihien (1982, pp. 170-171) discuss the rigid 
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stereotyping in the textbooks that is even more enhanced by 

the use of the generic "he." The use of the male pronoun 

and nouns, propound the authors, conveys the message that 

only males act or are important; "she'' is not. The example 

is given of studies of mathematics texts where ''he" always 

solves the problem. 

Barr, Dunn and Farquhar (1972, pp. 841-845) substan-

tiate further the inequality of the generic term "he." They 

believe a young reader does not form a mental image of a 

female when the term is read or used. It is of no avail for 

a teacher to explain that "men" means "both men and women," 

or that "he" means "both he and she; even an adult would be 

unlikely to picture a group of amicable females, for 

instance, when reading about 'men of good will.'" The 

authors give many examples taken from school texts that 

reflect the opinion that females are of no consequence. 

They offer suggestions for changing terms to include women 

as integral part of our history and our future, saying this 

is imperative because: 

Authors tend to blur 'men' with 'people in gen­
eral;' i.e., they are willing to let 'men' stand 
for 'people in general' and to let the deeds of 
'people in general' be attributed to 'men.' At 
the same time, they are not willing to blur 'wo­
men' with 'people in general.' One never sees a 
picture of 'women' captioned simply 'farmers' or 
pioneers.'" 

The authors conclude that linguistic failure to permit women 

to be people mirrors a long tradition of male supremacy that 

delivers the hegemonic message of the need to keep women in 



a separate and unequal category--to keep them "in their 

place." 

Influences in History and Literature 
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Added to the ambiguity of the generic ''he" in textbooks 

is the portrayal of women (or lack of it). Treckler (1973, 

pp. 133-139) studied secondary school history texts and 

found that in the rare instances they mentioned women, they 

distorted women despite the advancements in knowledge about 

women's history since the mid-1960's. Women were sidelined 

to roles of pioneer wife, sewer of flags, social worker, 

nurse, presidential helpmates. The women's suffrage move­

ment, women's trade unionism, etc., were either ignored or 

relegated to one line. Women simply were shown not as 

shaping history; rather, they were just present and their 

contributions were ancillary to men's and were domestic in 

nature. 

Much of the research on gender-based sexism in litera­

ture has been centered in the elementary school curriculum; 

Rodgers (1979, pp. 228-230) however, adds to the documented 

literature sexism to include what junior and senior students 

read. Being, myself, a former American literature teacher, 

the points Rogers makes were poignantly reflective of my own 

observations in the classroom from 1974-1985. Rodgers 

discussed authors' depictions of women--renowned authors 

found in literature textbooks throughout the United States 

today. Rodgers maintains many authors carry a continuation 
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of the themes found in the Bible: Nathaniel Hawthorne's THE 

SCARLET LETTER, whose character of Hester Prynne is the 

antithesis of the "fair maiden," becoming the "dark lady," 

depicting hidden sexuality and evil; Daisy, in F. Scott 

Fitzgerald's THE GREAT GATSBY, who is the charming betrayer, 

the "bitch" goddess; Stephen Crane's main character in 

MAGGIE; A GIRL OF THE STREETS, who portrays the violated 

woman; Ernest Hemingway's stories, preferred by many high 

school male students as reading material, depict women as 

innocent victims of something beyond their control, or 

bitches who are sexually exciting and mysterious; Faulkner's 

women characters are cowlike, mindless, corrupters even to 

the point of transforming men into various forms of madness; 

O'Neill's female characters become "seductive bitches'' whose 

love suffocates men to madness and murder; and Tennessee 

Williams, who writes women to be neurotic, nymphomaniacal, 

guilt-ridden and/or alcoholic. 

Madsen (1979, p. 222) adds to Rodger's research, saying 

that junior and senior high school students read these "good 

books" that perpetuate the myth of "weak and/or evil" female 

characters taught from childhood--Cinderella, the down-

trodden weak girl only saved by the prince; and Hansel and 

Gretel's wicked stepmother, only stopped in death. Madsen 

purports that students, through their sensory memory impres-

sions, are learning a set of values from these stories they 

read in school: 

Along with basic information and skills in spec­
ific subject areas, they are also learning ... 



'latent content' ... content that is heavily laden 
with norms and standards that influence the 
actions of most children and adults. It appears 
to reflect a monolithic value system. 
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Rizzo and Weitzman (1980, pp. 22-23) analyzed over 8000 

textbook pictures, finding that more that 5500 of the pic-

tures were of males; of the textbook total, females are 30 

percent, males are 69 percent. The percentage of females 

varies by grade level. They are 32 percent in the second 

grade, but decline to only 20 percent by the sixth grade. 

This means that by sixth grade there are four pictures of 

males for every one picture of a female. The percentage of 

males, in contrast, increases with each grade level. As a• 

greater proportion of the pictures become adults, females 

become less numerous, and by implication, less important as 

role models. Their findings indicate that the textbook 

world is a world of white males, and with each grade level, 

women become increasingly invisible. 

Math and Science 

The two most·discussed study disciplines where females 

consistently under-perform in comparison to males are mathe-

matics and science. Norman (1987, p. 660) found what all 

researchers of gender differences have found: boys and 

girls perform equally well in math courses through the first 

years of high school, but in the final years, fewer girls 

than boys opt for more advance math courses. According to a 

study by Aiken (1986-87, p. 28), the average mathematical 
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problem-solving score of 1452 thirteen-year-old girls was 

nearly equal to that of the same aged boys, but the girls' 

averages on computation and spatial visualization were 

higher than those of the boys. However, by the end of high 

school, the situation had changed. The average score of 

1788 twelfth-grade boys was superior to girls in problem 

solving scores, and girls had lost their earlier advantage 

in spatial visualization. 

Aiken (1986-87, pp. 30-35) believes that males may 

practice math skills more outside of school than females; 

too, girls are usually expected to be more accomplished in 

language and other social-oriented skills. Among the 

environmental factors that might contribute to sex dif­

ferences in mathematical achievement are teachers' attitudes 

and expectations, inadequate mathematical training of girls 

in high school, and poor role models, including parents. 

Aiken also notes that high school counselors often discour­

age girls from pursuing mathematics and/or preparing careers 

requiring quantitative abilities because counselors do not 

view such activities as providing sufficient opportunities 

for girls. 

McNergney and Haberman (1989, p. 1) say that girls are 

not taking courses that will keep their options for scien­

tific careers open. They believe the best predictors of 

women's entrance into technical fields are the math and 

science courses they have taken in high school: however, 

"research shows that the pool of young women who might 
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pursue math or science careers is established and reaches a 

maximum size before ninth grade." 

Within the science classroom, Kahle (1983, p. 3) points 

out the effects of gender-biased differences on the science 

education of males and females: 

The most critical differences in the science 
education of boys and girls occurs in the science 
classroom ... girls have fewer experiences with the 
instruments, materials, or techniques of science 
... As long as (they) have fewer opportunities to 
observe natural phenomena, to use scientific 
instruments, to perform scientific experiments, or 
to go on science-related field trips, they are 
disadvantaged in terms of their science education. 

Jones (1989, p.· 34) sees the data about teacher-student 

behavior in math and science classrooms t·o reveal that these 

classes may be hostile climates for young women: 

Male students received more of every type of 
interaction. Male students received significantly 
more praise and behavioral criticism, and males 
asked significantly more procedural questions of 
teachers. Teachers sex-type occupations and use 
sex-typed language. Teachers tended to ask more 
males than females to carry out experiments and to 
demonstrate equipment. 

The Influence of Teachers 

Another basic part of the curriculum to be scrutinized 

for unequal access for females based on hegemony is the role 

of the teacher. Kelly and Nihlen (1982, p. 173) suggest 

that through schooling, teachers, regardless of their gen-

der, tend to interact less with females than with males, and 

that this pattern intensifies at secondary and college 

levels. This may mean that the female student is taught 
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that education is not as important for her as it is for her 

male peers. Teachers tend to interact with girls less 

frequently than with boys; when they do, they tend to 

respond to them either neutrally or negatively. While 

teachers tend to reinforce girls less frequently than boys, 

what they reinforce is of itself important. Reinforcement 

tends to be for passivity and neatness, not for "getting the 

right answer." The few studies on classroom knowledge 

distribution by gender, according to Kelly and Nihlen, 

suggest that teachers do not take female students seriously 

and that within the classroom girls' academic performance is 

systematically devaluated. This implies that the school is 

not "for keeps'' for the female. This is borne out by 

achievement studies that base themselves on standardized 

tests and indicate that girls out-achieve boys across the 

board until tenth grade; thereafter, boys score higher. 

Yet, girls get higher marks than boys throughout the primary 

and secondary schools regardless of subject matter area. 

Teachers tend to be unaware that their language of 

teaching is directed toward males. Sadker and Sadker (1985, 

pp. 54-57) completed a three-year study and found that, 

although teachers claim that girls have equal access in the 

classroom, boys clearly dominated the vocal time spent in 

the room; they were out-talking the girls at a ratio of 

three to one. The Sadkers conclude one reason for teachers 

not recognizing this inequality is that teachers fail to see 

this communications gender gap even when it is ''right before 
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their eyes." Their study further found that teachers behave 

differently to male and female students. When boys call out 

comments without raising their hands, teachers accept their 

answers. However, when girls call out, teachers reprimand 

the inappropriate behavior. The authors see this message as 

subtle but powerful: Boys should be academically assertive; 

girls should act like ladies and keep quiet. 

The Sadkers believe girls are often shortchanged in 

quality as well as in quantity of teacher attention. They 

relate a 1975 study by psychologists Servin and O'Leary who 

found that teachers were twice as likely to give male stu­

dents detailed instructions on how to do things for them­

selves. With female students, teachers were more likely to 

do it for them. The result was that boys learned to become 

independent, girls learned to become dependent. Addition­

ally, teachers rarely told the girls if their answers were 

excellent, need to be improved, or just plain wrong. Unfor­

tunately, acceptance, the imprecise response packing the 

.least educational punch, gets the most equitable sex dis­

tribution in classrooms. Active students receiving precise 

feedback are more likely to achieve academically--and they 

are more likely to be boys. 

Greene (1978, pp. 246-248) makes the cogent suggestion 

that contemporary classroom teachers have not tended to 

divide children into "sides," but very few have as yet 

confronted the effects of sexism on textbooks, curriculum, 

and their language spokSn day to day; they have tended to 
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avoid the problems presented by sexism over the years. 

To underscore further Greene's emphasis of teachers 

avoiding the problems of gender bias in curriculum and 

language, Valli (1983, pp. 213-234) relates her ethnographic 

study of a cooperative office education program in which 

senior high students went to school part time and worked 

part time in offices. Valli's main concern in the study was 

women's acquisition of a work identity. The majority of the 

girls who participated in the program already had their 

social roles as females formed in their minds, seeing them­

selves as future mothers, part time workers, wives first/job 

second, and working only as long as they "needed to.'' The 

teacher's role, in perpetuating hegemonic beliefs that 

reinforced the ones already intact for females, deserves 

study also. The teacher, Mrs. Shapiro, had directed this 

program for twelve years. She declared herself a feminist, 

a person who believed in and worked for equality of women, 

especially in the business world. Yet, Valli described her 

as delivering two focal messages during classes--the office 

worker as sex object, and the office worker as wife and 

mother. The students were told to ''sell" themselves by 

"dressing like you would in order to find a boyfriend," and 

"speak as though you were in the Miss America contest." 

Shapiro, at one point, complimented a student for wearing 

"sexy'' shoes. Paradoxically, the females were warned to 

control their sexuality; they were not to wear attire that 

was too ''skimpy," and to be careful in the way they 
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presented themselves, implying that if they were not careful 

they could be blamed if sexual improprieties occurred at 

work. Secondly, Mrs. Shapiro related the idea of "Mother 

Image" by knitting baby clothes during class time, by warn­

ing students not to shout because "it's not ladylike" and to 

learn to control their emotionalism. This, juxtaposed with 

the on-the-job experiences of making coffee, cleaning up, 

running errands for the boss, further strengthened the 

messages of patriarchal values for the young females. 

School Counseling Influence 

Counselors, like classroom teachers, can directly 

impact attitudes female students have about their roles of 

women in the world. Kelly and Nihlen (1982, p. 172) point 

to vocational testing and guidance procedures as active 

agents in sex role reproduction. They maintain that on the 

basis of standardized tests, high school counselors may 

actively channel young females into educational programs 

that prepare them for only female roles. Deem (1978, pp. 

51-81) substantiates this point by saying that since the 

"real" place of women in capitalist societies is believed to 

be in the family, any career advice that girls receive at 

school is likely to be limited in extent, and frequently not 

taken seriously either by those offering it or those receiv­

ing it. Careers talk generally has two main criteria out­

lined for choosing a job: whether a pupil has a preference 

for liking "people" or "things." Since females are taught 
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from an early age that nurturance is a female trait, they 

many times assume they prefer people to things, thereby 

choosing careers from lack of information about other pos­

sibilities. Deem adds that a working-class girl may be 

particularly vulnerable to pressures by others to choose 

subjects/careers which will fit in with her expected future 

vocation as wife and mother, rather than being as aware as 

some middle class girls that they may be likely to want or 

need interesting work outside the home. Consequently, any 

career advice which girls receive at school is likely to be 

limited in extent, ~ausing limited aspirations. Doyle 

{1985, p. 202) charges the educational system for being a 

large factor in this limitation, saying that the pervasive 

"view" in the high schools is that females and/or their 

activities are less important than males and/or their activ­

ities. 

Frazier and Sadker (1973, p. 23) believe that one way 

high school females learn to stop achieving is simply by 

listening to what their teachers and counselors tell them 

{dichotomizing professions into those "appropriate'' for men 

and those ''appropriate" for women) , and by sensing intui­

tively the more positive response from counselors when the 

females make the traditionally feminine choices. The 

authors see the need {p. 128) to achieve that the young girl 

takes with her into high school as not being obliterated, 

but rather rerouted into ''appropriate" channels. The young 

high school woman learns, then, to direct her achievement 
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motive into social rather than academic areas. Frazier and 

Sadker believe the gender bias in the high school curriculum 

is so pervasive that only when consciousness is intensely 

heightened can we begin to comprehend its harmful impact. 

Howe (1984, p. 86) recognizes that public school offi­

cials maintain that males and females are treated alike in 

the school curriculum; that, indeed, in most classrooms, 

females and males hear the same lectures, read the same 

books, do the same assignments, and take the same examina­

tions. Howe does, however, substantiate the problem set 

forth in this study by warning that "the content of the 

curriculum is male-biased; women are absent or are presented 

in passive, limited, and limiting roles ... in effect, the 

'sexual politics' of schools is no different from that in 

the world outside." 

Summary 

A review of the literature reveals pointedly that 

inequities remain in our schools, as well as in our society, 

that hamper females in their quests to become fully autono­

mous humans with full membership in the world. The language 

of education, like life "outside," is structured from the 

perspective of "male as normative," and is so accepted as to 

not be thought of at all in relation to curriculum areas 

where females consistently lag behind their male counter­

parts. The inequalities exist, but the reasons remain 

elusive, cloaked in p~triarchal language; hence, the intent 



of the proceeding chapters is to interpret women's lived 

experiences within patriarchy, moving their position of 

"women as other" into the forefront to "women as women" as 

they examine their lives through the language of female 

reflection. 
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CHAPTER III 

PROCEDURES OF COLLECTING AND PROCESSING DATA 

Two data gathering techniques were used for this study 

in order to substantiate further (along with the Review of 

the Literature) the thesis that the problematics of equality 

for high school females in school curriculum is related to 

the hegemony of patriarchal values that perpetuate gender 

bias. Dialogical Encounters/Conversations, and women's 

journals formed the basis of showing how deeply the dis-

parity of womens' "place" is embedded within consciousness. 

Only women were chosen for the study in order to further 

form a picture of "women as others," for it is women's view 

of themselves, bought out by their voices, that we can begin 

to see how the patriarchal influences of a world where ''male 

is normative" have affected their lives. 

Both methods of data gathering relied heavily on 

women's autobiography (including my own), for as Polakow 

(1984, p. 108) delineates: 

It is only when we re-situate the research process 
in the full social and historical horizons of 
daily life, when we recognize and reclaim our own 
lived subjectivity as an essential component of 
the ongoing life context, that we find ourselves 
participating in this experience together with our 
informants. 

. 51 
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Greene (1978, p. 108) adds similar thoughts to Polakow 

by maintaining: 

It is at that point that the research process as 
'dialogical encounter' can be carried on by per­
sons who are situated in the concreteness of the 
world, by persons equipped for interrogations, for 
problematization, and for hermeneutic interpreta­
tion of the culture--of the present and the past. 

''Dialogical Encounters", as a method to interpret the 

world, is hardly new to women; we have traditionally learned 

much about ourselves and our relation to the world by sit-

ting around kitchen tables doing what is called "coffee 

klatching." We shared personal life experiences as a method 

of making sense of our lives and our minds. Much of our 

conversations centered on family life, an area that Belenky, 

Clinchy, Goldberger, and Tarule (1985, p. 14) believe can 

give much insight about women's sense of being rooted in 

connection, and the role of human development. The authors 

(p. 21) see women's dialogue as a way of cultivating "con-

nected knowing," that rises out of the experience of re-

lationships, connected knowing requires "intimacy and equal-

ity between self and object, not distance and impersonality; 

its goal is understanding, not proof." Women listen, wait, 

question, argue, interrupt and interpret one another, and 

form new questions--all as ways to connect themselves with 

the world, and as avenues for change. As Freire (1970, p. 

76) maintains, "there is no true word that is not at the 

same time a praxis--to exist humanly is to 'name' the world, 

to change it. Once named, the world in its turn reopens to 
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the namers as a problem and requires of them a new naming." 

To create a dialogical encounter whereby a group of 

women could discuss their place in the dual worlds of life 

and education, and what that means to them and other, young­

er females, the following procedure was used: a group of 

five women, plus myself, came together seven times for 

conversation lasting from forty-five minutes to two hours. 

The women were not chosen with any regard to age, race, or 

class; rather, they were chosen because they belonged to the 

"caste of women," as explained in Chapter I. All the group 

members were graduate students enrolled in a psychology 

class called "Group Processes," at a regional educational 

institution in eastern Oklahoma. The Group Processes course 

is the study of group counseling theory, dynamics and tech­

niques applicable to agency, industry and private practice 

setting in developing personal-social interaction skills. 

The professor and the group of women agreed for me to 

act as co-leader/facilitator of the group. This was impor­

tant because in the regular procedure of group process, the 

professor stipulates that leaders not be chosen, rather they 

"emerge" as the group progresses in their discussions. The 

women also gave me permission to use any comments they made 

during our conversations, as well as any other information 

about them that would enhance my data. 

Additionally, the professor told the group that cri­

teria other than our conversations would be determinates of 

their final grades for the course. This was important since 
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the group was serving two purposes; one as a method for my 

data gathering, the other for the purposes of the profes­

sor's class. Neither of us wanted the women to be apprehen­

sive about their final grades as they went into meetings. 

Grading criteria came from the class time earlier in the 

evenings before the groups went into session. The only 

connective element of our group's subject matter and the 

rest of the course was that each group member was to spend 

time each week working with a group outside the university 

class where the group member acted as leader/facilitator, in 

order to put their learning experience (from "our group") 

into practice; hence, the professor and I shared the objec­

tive that these women, as a result of our dialogical encoun­

ter, would reach praxis during their outside groups where 

they would be connected with other females. 

The Group Process class, in its entirety, had approxi­

mately twenty students. The semester-long class met once a 

week for three hours. The first half of the time was spent 

in "whole group" with the professor. The second half was 

set aside ·for "small group" discussions. At the first class 

meeting the professor, during his procedural instructions 

(that included the point that groups would constitute five 

members each) asked me to tell the class what I needed. My 

comment was deliberately simple--''I would like to have five 

women volunteers to be a part of a research project I am 

doing." I then went to a room the professor had designated 

for me, and the first five women who came through the door 



became our small group. 

I did not want the group process to become an "inter-

view" situation with specific questions to be answered; 

consequently, during the first few sessions, only very 

topical, yet personal questions were used in order to 

enhance a comfortable, trusting atmosphere conducive for 

sharing aut6biographical reflections. Once the process of 

sharing became comfortable, the women were able to form 

their own questions about their roles as women based on 

hegemony. As Carson (1986, p. 76) says: 

Hermeneutic interpretation begins not with direct 
research into the problem but with an uncovering 
of the question to which the problem statement is 
the answer. This process is inherently conver­
sational in that the participants in the conversa­
tion seek to deepen their understanding of the 
topic of conversation itself. 

We began slowly, with autobiographical reflection as 

the important aspect of research in a conversational mode. 

I also assumed that, as Carson (p. 78) says, "conversation 
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is a moral discourse among colleagues who are members of the 

community." With this group and this study, we were the 

community of womankind and educators. 

The dynamics of the group changed weekly, as did the 

topics of the conversations. The women eventually recog-

nized that I needed their reflections about their high 

school experiences, so sometimes they would try to "please" 

me, but always they would connect other areas of their lives 

to their educational process. It was in the reflections of 

theii feelings about life in ALL areas that the ways in 
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which their high school experiences followed them into their 

present reality. 

Our group had a total of seven meetings. I taped each 

meeting in its entirety and later transcribed the tapes 

without any editing. Three of these unedited transcrip­

tions, of meetings five, six, and seven, appear in Appendix 

A of this study. These three transcriptions were chosen to 

be included because, by session five, a trusting relation­

ship had evolved and the women were talking more freely 

about their experiences. 

Appendix B of this study gives biographical data of, 

and additional comments from, the women in the group. I did 

not give the women the forms until the last session because 

I did not want to direct their conversation in group time to 

the form's contents. 

The second data-gathering method used for this disser­

tation study was that of personal, reflective journals 

written by undergraduate females. My original thought of 

the value of journals for research was based on my own 

experience, typical (I realize now) of many feminist writers 

and educators. We, as research in prior chapters shows, 

tend to connect our own lives to what we speculate about for 

others--another way of explaining what Gloria Steinem {1987, 

p. 61) means when she says "women should be the empathy 

experts." We feel with others because we feel that way 

about ourselves, or have at some point in our lives. 

I began keeping a reflective journal in 1974, the same 
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year I re-entered a university to finish undergraduate work 

that had been postponed because of marriage and raising 

young children. At the time I merely thought of keeping a 

journal as an "outlet" for my "new'' thoughts. I was being 

bombarded with learning experiences I could not verbally 

articulate, so I wrote phrases and incomplete thoughts as a 

way of telling myself I was not crazy but that I was the 

only person who probably thought I was not! Through the 

years I have filled many spiral notebooks with my thoughts, 

others' thoughts. Several years ago, I realized the impor-

tance of these notebooks; they tell me of my evolution--as a 

woman, mother, teacher, student, professor--in life. In 

written, connected form, my history tells me where I've 

been, my dreams tell me where I want to go, and my language 

tells me what kind of creation I am. Fortinberry (1987, p. 

63) agrees: 

Keeping a journal gives us a chart of our lives; 
it expands and deepens our vision of ourselves. 
As it helps us integrate the various levels of our 
personalities, our lives become richer and more 
focused. Rather than searching for meaning out­
side ourselves, we create it within. 

When I began teaching two years ago in higher educa-

tion, I implemented the component of journal writing as a 

class assignment. Specifically (although "loosely" in 

actuality) the assignment is always to "write about your 

reflections of your public school years." Meanwhile, during 

semester classwork, at my facilitation, the students discuss 

their roles as teachers of the future and how their past 
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influences their ideas of "what an effective teacher should 

be." Each semester we also discuss how gender is viewed 

during public school years and how they remember being 

conscious (or not) of their gender during school. 

Several of the female students cbose to further their 

thoughts in their journal entries regarding their reflec­

tions of "being female." Interestingly, several entries 

were written by females who said little during class discus­

sion. At one time I asked some of the women the reason for 

writing, rather than speaking, about their experiences. The 

reply was that they ·were afraid of being made fun of by the 

males in the class. An additional observation was that the 

younger females tended to be less vocal than the older ones 

about their gender ... a point that substantiates research 

reviewed in Chapter II, Review of the Literature. 

The excerpts from college women's journals were 

"pulled" from several thousand entries I have read over the 

past two years. The specific assignment for all students 

was to write about ten experiences they remembered from 

public school. They were graded only on the number of 

entries, not on content, style, or grammar. During my 

reading, when I would find an entry that corresponded with 

my research on gender bias, I would photocopy that entry. 

Then, as I handed back the journals, I would ask the women 

if I could use their entries in my dissertation, and I would 

ask the age of the writer. 

Excerpts from these various "pulled journals" are the 



59 

data used for this study. Examples of entire entries can be 

found in Appendix C. 

The women who wrote these entries, each at different 

levels of intellectual and emotional development, have 

shared their thoughts as females in a patriarchal educa­

tional system. Gender-biased hegemonic messages are 

received by the females as a group, but seen by individuals 

first. These women's stories speak for both. 



CHAPTER IV 

THE VOICE OF A WOMAN'S REALITY IS HER TRUTH 

Today intuition plays a conscious and major role in my 

decision-making. For many years I "down-played" intuition 

because the connotative representation of the word conjured 

nebulous, vague, and "feminine" meanings that were anti­

thetical to logical thinking. Women were intuitive; men 

were logical, and "never the twain shall meet." Actually, 

journal writing offered personal affirmation of the cred­

ibility of my strong feelings about people, events, rela­

tionships and path-choices; most of my positive decisions, 

when read in reflection, were made quickly, spontaneously, 

and based on quick, "gut-level" feelings of what seemed 

"right." 

I attended the first Group Process class meeting of the 

semester strictly.as an observer. Each student offered 

chosen segments of his/her autobiography. Knowing that 

several women in the class would be in my group for data 

gathering, and trusting my intuition, I jotted notes as each 

person talked, and put a big star beside the women's names 

who I felt might choose to be a part of my group. I marked 

seven names: five of those seven volunteered (from thirteen 

women). When the group came together, one of the women 
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remarked, "I knew this was where I wanted to be; I felt it." 

The others nodded concurrence, and at that moment, one 

element of a trusting relationship evidenced itself. 

Five women and myself came together, each of us in our 

respective realities, ages, backgrounds, evolutionary 

periods in life, and all of us with one absolute common­

ality--a history of being women. Ages ranged from twenty­

nine to forty-nine; marital status varied from married to 

separated to divorced; children's ages were from two to 

thirty; religion from protestant to Catholic. One woman's 

divorce was granted during the time of our sessions. We 

all, however, had gained enough time-space to reflect on our 

lives, including our high school years, with connectedness 

of yesterday and today, and with our mind-lenses colored 

from patriarchal hegemonic messages about our gender. 

Helen, the oldest, was the most stereotypical of the 

group: stereotypical in that she teaches kindergarten (an 

almost exclusively female profession within education), has 

been married for many years to the same man, and although 

she speaks of equality for women, does so only when refer­

ence in her relationship with her family. She did not see 

herself as a feminist, but did believe her four daughters 

can "do and be" whatever they choose. During the weeks of 

our meetings, Helen had several discussions with her 

fourteen-year-old daughter, asking her questions she had not 

asked before, and when relating these conversations, gave 

insights of hegemonic language both from herself and her 



daughter: 

..• I've been telling you here in this group that 
I've taught her that anything a boy can do, she 
can do better; and don't let them put you down for 
being female ... But, I can't tell her 'if you want 
to go out and drink all night, or sleep around, 
then you just go ahead and do it.' ... she wants to 
be moral ... so she is living within the guidelines 
of society to be a nice girl, doing what society 
expects her to do. But she's intelligent enough 
to resent it--which I didn't resent it--I just did 
it! So maybe generations down the road this will 
all change, but it's not going to be overnight, 
not in my lifetime, probably. 

Helen's values, perpetuated much by her conservative 

religious background plus her personal life experiences, 
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surface in her daughter's seeming conflict in attempting to 

live in a fourteen-year-old's "today''; Snyder's (1979, p. 

64-65) "dualism image" of females having to be either to-

tally good or totally bad comes out when Helen says, "I 

can't tell her 'if you want to go out and drink all night, 

or sleep around, then go ahead and do it'." The daughter, 

trying to be a "nice girl" within the guidelines of society, 

is struggling with her resentment of some of these messages. 

Ianni (1989, p. 675) points out that a teenager's develop-

ment takes place within a specific community, and is nur-

tured or stifled by what is available; also, that adoles-

cents may question adult values, but few teens completely 

reject those values. So Helen's daughter is within a triad 

of message-giving about her femaleness--parents, peers, and 

school. The teenager, though, now recognizes some of the 

mixed messages. Helen relates: 

I asked my daughter, were you ever discriminated 
against for being female?' ... she said, 'The thing 



that really gripes me is the double values .. All 
the high school boys can go out and get drunk, 
party all night, mess around with the girls, and 
they are just being boys. Aren't they cute?' She 
said let a girl do that and they are whores and 
sluts ... for the same behaviors. 

A lawyer would tell me that Helen's words about her 

teenage daughter would be inadmissible--hearsay. But lis-

tening to Helen's stories, and her reflections of conver-
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sations with her daughter, brought a focus to me of just how 

stringently the aforementioned triad works for the teenage 

girl. The "old and new" messages from others were being 

ingested cognitively and emotionally, forming a way of 

thinking for this young female not unlike thousands of 

others: 

My girl wants to be a doctor, dentist, or physical 
therapist ... She's taking all the math and science 
courses, right up there with the boys. Nobody has 
ever put her down for being female; she has just 
picked this up on her own ... Ninth grade she has a 
boyfriend ... now she's working academics around her 
social life, where before it was the reverse. 

Brake (1985, p. 175) gives credence to Helen's teenage 

daughter's struggle for "place'' when he says that "the ... 

female role is problematic, but concrete; their knowledge of 

it is not abstract theory, but directly experiential." At 

age fourteen, she is at what seems to be a very crucial time 

for young females, a time, as Brake (p. 166) says, they 

begin to underachieve and become self-conscious about femi-

ninity. Although Helen's daughter has high career aspira-

tions, already the acceptance of the other--her connection 

to males in order to form her sexuality--is taking shape. 
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Without concentrated help from parents, and conscious help 

in school, her view of self-success may become embedded in 

the traditional, hegemonic role of "other," even though she 

recognizes more options are available today. 

Where Helen represented more stereotypical thinking 

about acceptance of women's roles in society, Leslie, the 

youngest in the group, was able to articulate more easily 

her view of young females today: 

It's societal expectations, 'behind every great 
man stood a great women.' I'm saying society's 
changing but there's still a lot of that left 
over ... The roles are not as clear cut as they used 
to be, but there's still that feeling the man is 
dominant and the lady basically should be submis­
sive ... he's not expected to change his career and 
plans; she's the one to change to meet his needs 
... that's the way a lot of girls are brought up 
whether it's intentional or not. We're the moth­
ers, nurturers, caretakers; we're the ones respon­
sible to meet their needs ... that's the message a 
lot of them still hear. 'Mixed messages' ... we're 
saying everything is more equal now, but it really 
isn't still--it's in the process of changing-­
moving toward that. 

Ruthann, the most quiet of the group, and self-

admittedly one who easily reverts to "over-feminization with 

difficulty being androgenous in a relationship," substan-

tiated Leslie's viewpoint: 

Seems to me they have more conflicts, more of a 
complex time than we had growing up. Male/female 
roles have changed; people making more of their 
own decisions about what kind of role they'll 
take ... It's just more complex, faster. More 
opportunities but more things to think about too, 
in terms of fear ... having more choices makes it 
complex; it gives you more to deal with. 

The group agreed that young females do have more equal-

ity, more choices, and the addition of more complexities as 
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to their roles in the world today. In listening to the 

group dialogue, some of these new complexities began to 

emerge into a kind of distinguishable pattern. Through 

Helen's input about her own daughters and her elementary 

school females, she verbally substantiated how many of us as 

teachers (and as women) accept the differences in boys and 

girls as common sense, or as Helen puts it, "I think there's 

some basic difference in the hormones or something." Behind 

the dialogue the gender hegemonic influences can be heard: 

Helen: I teach Kindergarten. Today was Valen­
tine's Day and we had a party last hour. It was 
wild--it's just the difference in male/female 
behavior. Girls at age five are already more 
self-contained and hold their emotions. They were 
excited, but the boys were literally bouncing off 
the walls physically. So we did some real exer­
cise games and songs. The girls did them like 
they were supposed to, but the boys ... used it as 
an opportunity to get attention. 

Leslie: I think it's rearing. My two-year-old boy is 
very active; he's rough and tumbling, and he's playing 
or he's throwing his football or basketballs. I look 
at him and say, 'he's just all boy;' I really do this! 
(And if I had a girl I'd say, 'that's not lady-like,' 
or 'you need to settle down,' ... I'm not saying I would 
choose to, not consciously, but I think there would be 
a difference. And I consider myself fairly liberal and 
open-minded .•• There's just more of wanting the girl to 
have constraint. 

By age five, girls are acting "like they're supposed 

to," already showing constraint, which is much like the 

messages I was raised with of "pretty is as pretty does" and 

''act like a little lady." Between hearing how I was sup-

posed to act and how I was weaker than boys physically, my 

received role was to be inactive physically (example: not 

playing sports), but active creatively (examples: play 
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piano, read books). The group related similar childhood 

messages, with the added touch that the onset of menstrua-

tion affected their view of themselves. 

Julie, however, views herself as coming from the 

"hippie-type era," so that even during puberty she fought to 

retain her tomboy image: 

I kind of thought of it (menstruation) as a 
quietening-type thing. I had climbed trees, 
fought with the boys, was just as ornery as they 
were. So I would think, 'how many more days is 
this going to be?' I'd ask Mom, and she'd say, 
'Now, Julie, you have got to ... settle down and act 
like a young lady now.' And I'd say, 'Why?' I 
didn't relate it to anything sexual at all: I'd 
fight with this 'thing!' Mom meant it as a sexual 
thing, like now you've got to stop wearing jeans 
and wear dresses, and do this with your hair. And 
I thought 'gross ..• I'm a happy child who likes to 
do all these things with the boys I wasn't about 
to stop because of that. She tried to make that 
happen though. But she never quite succeeded: I 
was never the prim and proper little girl Mom 
wanted ... ! could have cared less. I had no inten­
tions of ever having babies or being with a man 
other than to play baseball. 

Julie, now age thirty-three, is still wrestling with 

the hegemony of women as "other." She is divorced, has two 

young children, and a new relationship. During the weeks 

our group met, Julie began the mental process of planning 

for her long-term future, a process that was both agitating 

and liberating for her emotionally. She admits to being 

"angry at the world," but now sees the need to work through 

her anger in order to be a fully functioning person, for 

herself and for her children. Too, like each of us, Julie 

views women through her own reality: 

My ex-husband is a nu.clear engineer ... they would 
get female engineers ... it was a big joke. The 



guys would go out on Friday nights and it was 
'what can we do to her to put on her next week to 
see if she can handle it:' like can you imagine 
the arrogance of this woman thinking she can be a 
good engineer. And, as far as my field, educa­
tion, that was a joke too~ .. anyone who even 
thought about being a teacher--it was such a de­
meaning position ... ! think their (the female 
engineers) intelligence intimidated the men. 
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While Julie believes that females who have entered what 

traditionally have been male careers may intimidate the men, 

the entire group agreed when Leslie commented: 

Women have to excel at a higher level to receive 
the same recognition as a male ... for the woman to 
be considered she would have to have higher cre­
dentials or more experience to be chosen. 

Ruthann added another point, "to change their manner-

isms. Women are brought up to act in a certain way so that 

people don't pay attention. Females have learned to be non-

assertive, nurturing ... They need to be more like somebody 

who will stand up and talk." Belenky, Clinchy, Goldberger, 

and Tarule (1986, p. 5) concur: 

All women grow up having to deal with historically 
and culturally engrained definitions of femi­
ninity ... one common theme being that women, like 
children, should be seen and not heard ... In every­
day and professional life, as well as in the 
classroom, women often feel unheard even when they 
believe they have something to say ... they are 
painfully aware that men succeed better than they 
in getting and holding the attention of others for 
their ideas and opinions. 

Joyce, at the last meeting, most eloquently reiterated 

women's "lack of voice." Joyce works as an Adult Education 

Director for the Inter-Tribal Council, Inc. Decisions are 

made by a board of eight tribal chiefs. Joyce had attended 

a national conference in Washington where she had been asked 
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to return to the chiefs with a message that they should "go 

to Washington on this issue:" 

So I get up with them (the chiefs) and say, 'you 
need to go to Washington and support this issue.' 
And it was like I wasn't even there! And I was 
trying to get support for a grant for some more 
monies for education, and it was like they 
wouldn't listen to me ... because I was a woman. So 
I thought, 'I am going to get this grant if I have 
to sign the resolution myself!' ... We've got this 
EDA guy that all the chiefs ... liked, so I said, 
'Okay, I'll tell him everything ... and have him 
present it.' And the chiefs thought it was a great 
idea! He took all the credit though ... ! still 
feel like I succeeded because I figured out a 
way ... even though we (women) are directors and 
head of our departments ... they won't listen to 
women ... it's pretty bad when you have to figure 
out a way. 

Joyce continued to defend her avenue to success, one 

that came about only through the voice of her male co-

worker; yet, she later questioned, "Where do they listen to 

a woman?" She decided her answer is "if you're in a woman's 

occupation and you have the knowledge and authority they 

will listen to you, but I think if you don't have the 

degree ... they won't listen as much." 

Joyce's conversation about what it takes to become 

"heard," drew the.topic of leadership to the forefront; and 

Leslie voiced similar words to Gilligan's (1982, p. 171) 

view of women's sense of integrity that "appears to be 

entwined with an ethic of care, so that to see themselves as 

women is to see themselves in a relationship of connection." 

Leslie commented: 

I think women have a more cooperative view toward 
leadership. They will enlist more suggestions, 
and possibly hear alternatives, at least be open 
for some suggestion ... males tend to be more 



directive ... men have been taught to assume respon­
sibility and make decisions, to 'be strong,' and 
females don't always feel the need to be; they 
don't have the same need for power that men are 
raised to think they need •.• 

But it is Ruthann's words that bring the female 

hegemonic view of women and power into clear view, whether 

it is in the boardroom or a high school classroom: 

... if you compete with men directly, a lot of them 
(women) think it's too threatening to them ... like 
you'll be discounted as a woman ... so they (women) 
relinquish ... so they can have ... their 'cake and 
eat it too.' Women do have a certain power in 
that traditional system, but it's a sort of dis­
honest type of power ... manipulative. It's not 
really direct ... it's game playing ... it's delib­
erate ... it's learned. 
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"It's deliberate ... it's learned;" the traditional ways 

in which women have gained a sense of power. Or is it a 

sense of survival? Leslie relates: 

Watching some of the women where I work and think­
ing, 'yeah, I know how they got promoted.' And I 
don't mean just subtle sexual favors, but more a 
flirtatiousness, real coy tilting of the head, and 
swinging of the shoulders when they speak with a 
male administrator, kind of playing up to them. 

Interspersed throughout all the group's meetings could 

be heard the equivalent of "it's learned;" female behavior 

that, by unconscious or conscious, verbal or non-verbal 

messages have taught the gender hegemony that women are 

"different." While being "different" may not be construed 

as negative by itself, when put into the context of 

mainstream society and education where the male-as-normative 

exists, being ''different" takes on a pattern internalized by 

females that, once recognized, causes conflict; and conflict 
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is the antithesis of women's messages to be cooperative, 

caring~ nurturing, pleasing. When leadership, whether of 

one's self or in the world of education and work, is viewed 

by women through the lenses of conflicting ways to the male-

oriented norm, women may revert to the hegemonic messages 

that they cannot succeed without someone "stronger" to help 

them, as did Joyce when she maneuvered to get what she 

wanted by using a male's voice that she knew would be heard. 

Joyce, and the women Leslie talked about, when viewed by 

stereotypical perspectives of male leadership styles could 

then easily be thought at most as ineffectual, or at least 

as ''less than." When these hegemonic messages are heard 

today, even though equal access for females has been man-

dated and is overtly being implemented, they hamper the 

process. Mandates are something to be carried out because 

they "have to be;" values and beliefs are many times our 

unconscious "want to be's," thought of as part of our very 

existence as humans. 

The following is an apt example of the difference of 

mandates and beliefs: Leslie works for the Department of 

Human Services. In a group session on April 11, 1989, 

Leslie made the following comments about her reality at 

work: 

The number of female employees far outweigh the 
male employees in social work positions. On the 
first level of supervision, county, there is a 
large number of female supervisors. But once it 
raises above the county level it goes to predomi­
nately male. All the upper administrative posi­
tions are filled by males ... in ratio it really is 
disproportionate ... like most of your principals 



are going to be male ... Men are typically seen as 
more competent ... there are a lot of concerns that 
some women, such as, 'oh, is she going to get 
grouchy at a certain time each month? Is she 
going to have to take off because her kid's in a 
play at school? When her kids are sick can we 
count on her to be here?' They are going to 
assume women have other priorities. They want men 
who make their job the priority." 

Leslie speaks through what she sees as reality in her 

workplace--she "believes that they believe" because the 

undercurrent of gender hegemony is a daily part of her 

experience. On May 34, 1989, an article appeared in the 

TULSA DAILY WORLD that substantiates Leslie's words. A 

three-year plan of affirmative action has been recommended 

to DHS based on a report that confirmed sexual discrimina-

tion within the DHS. The reasons given for the alleged 

discrimination were: 

'Highly subjective• personnel practices and double 
standards in job performance criteria are two 
roadblocks faced by women who try to climb the 
administrative ladder in the massive state agen­
cy ... A 'good ol' boy' network at the county office 
level and a lack of teeth in current affirmative 
action policies also hamper women. 

When gender bias hegemony comes into conflict with 

regulations, it is no surprise that a "lack of teeth" in 

action happens. And, when females both feel that "lack of 

teeth" and feel they are not "heard,'' as the group said, 
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they learn they are not ''important," which can get mixed up 

with other areas in their lives that are not "important." 

Julie's husband's pet name for her for years was "Dummy." 

Her comment shows that for a long time she had not connected 

this derogatory term to her sense of self: "I don't think I 
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really paid any attention to it for several years ... then I 

started realizing, 'He's just not saying Dummy, he means 

DUMMY!'" At various times during the group meetings, the 

other women voiced similar comments about their lack of 

awareness as to the accepted messages that they were not as 

important. 

Joyce: I have come to the rude awakening that I have 
allowed myself to be stifled. 

Julie: It's like WHERE DID I LIVE?! 

Leslie: All of the messages that we had gotten, 
that this was a man's job ... that then it just 
wasn't an item of importance to us and we didn't 
pay attention ... 

Leslie: ... I accepted (male church leaders) with­
out thought. 

These adult women spent many years accepting their 

positions of "other," of "less than," because, at the time, 

they had little experience in reflecting, connecting, becom-

ing aware of options. Even Julie, who remembered saying as 

a young teenager that she was not going to give up her 

"tomboy" ways, by high school had decided anything super-

fluous to finding the right husband so she could raise a 

family was· unimportant. Her comments about her attitude 

when taking the ACT showed how irrelevant she believed it to 

be . 

... it didn't make any difference whether you did 
well ... when I took the ACT I didn't care whether I 
did good on it. I took it because everyone else 
was taking it. I really had no aspirations for 
going to college ... ! didn't have any direction ... ! 
was going to marry my high school boyfriend ... he 
was going to take care of me. 
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When I shared some of the research that girls in high 

school make better grades, yet score lower on standardized 

tests than males, the group expressed surprise. Helen's 

elementary teaching experience had shown that girls out-

performed boys. Joyce had read an article that she believed 

disputed the research, but when she bought the article we 

learned it was based on seventh grade students. Leslie then 

related a conversation she had just had with a teenager who 

had recently taken the ACT. 

She's graduating in the top ten percent of her 
class ... from a private school system that's well 
respected for the quality of education. But she 
took the ACT and scored a ten! ... I think (her 
lowest areas) were the traditional math and 
science ... She said, 'I don't have to worry about 
it. I can still get into college from being in 
the top of my class.' But she hasn't set any 
goals for herself. Her first goal ... is just 
getting out of the house. 

If teachers, counselors, parents, and female teenagers 

have accepted the data that males outperform females on 

standardized tests--accepted without question, accepted to 

the point it has become a belief, then it is little wonder 

that high school females rarely view the tests with scholar-

ship possibilities in mind. Leslie Wolfe, the director for 

the Center for Women's Policy Studies (TULSA DAILY WORLD, 

1989), along with Phyllis Rosser, a longtime critic of 

SAT's, sees such tests as being sexually biased. Wolfe 

charges that biased tests have cost young women millions of 

dollars in college scholarships. Yet for the SAT, at least, 

Nancy Burton, one of the tests developers refuses to believe 
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any bias exists. If educators, test developers, and female 

students do not recognize gaps in performance for females, 

and hence, do not question why gaps exist, then young women 

will continue to accept their secondary role. 

Another avenue for scholarships that the group dis-

cussed was sports for females. Helen's school had a large 

following for their female basketball team because, in her 

words, "it was a WINNING team ... if they had been mediocre 

... they would not have had all this attention." I asked 

whether any of the female players had gained college 

scholarships as a result of their outstanding playing. 

Helen did not know, and further commented: 

I don't know i£ any of the girls would even be 
interested in an athletic scholarship ... there are 
very few girls that play with the hopes that this 
is going to be their livelihood to get through 
college. But I think it's common practice for 
boys to hope they'll get a scholarship to college 
for football or basketball ... the chances are less 
that girls will? I don't know. 

Julie injected, "The chances are less that they 

(females) will be recognized professionally." At that 

point, Helen's co~ment speaks to a significant element of 

society's attitudes about women in sports, ''On a profes-

sional level there's no place like there is for males. I 

hadn't thought about that." 

When there is "no place" for women they, consequently, 

learn to perform in that context. Football is considered by 

many as the ultimate professional sport; it is exclusively a 

male domain from elementary school through the professional 
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arena. Basketball, the sport played second to football in 

schools across our country, is a team sport played by both 

males and females, but, as Helen said, it takes a winning 

female team for society to take notice; otherwise, on game 

nights in any high school the crowd begins to enter after 

half-time of the girls' game--in time for the-important 

game--the boys'. 

Hegemonic messages that restrict females' career aspir-

ations, given without awareness of the consequence of plac-

ing females in stereotypical careers, can be ingested by 

young women without much thought. Julie, as a youngster, 

aspired to be either a heavy equipment operator or a jockey, 

both male dominated positions. 

I remember Dad would take my little brother out on 
the backhoe jobs with him. I'd say, 'Daddy can I 
go?' He'd say, 'No, men talk too bad for little 
girls to hear.' And all through high school my 
only aspiration was to be a jockey. People ... 
would tell me, 'No, you can't be a jockey. Girls 
can't be jockeys. It's not ladylike.' 

Leslie thought about being a welder: 

I can remember my father training my brothers ... 
(Dad) said, 'That hot lead will jump off and get 
on your skin and scar you up. Men sometimes, it 
will just roll off their skin, but sometimes it 
gets caught in a woman's bra and it'll scar her 
up.' And I thought, 'Oh, I don't want to be 
scarred, so forget that!' 

Julie and Leslie's messages came from their fathers and 

other people whom they knew. In today's schools, teachers 

and counselors add to parental influence as females begin to 

think about careers. Julie, at age thirty-three, remembers 

counseling in public high school much like the rest of the 



group: 

I can remember going to the counselor and planning 
out my classes for the next year. I didn't feel 
it was necessary to have courses like science, 
algebra, geometry or trigonometry. And I ended up 
in home economics classes. I resent that now ... 
they didn't direct me in another direction. 
They're the adults, and they are there to direct 
the children. If it had been a required course, I 
would have passed it. I might not have thought I 
was going to ever use the information, but the 
point was that no one made me take those courses. 
See, I just wanted out and would slide by, not 
realizing I was hurting myself. 
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My own daughters, now ages twenty-six and twenty-seven, 

received counseling so very similar to Julie's that the span 

of age difference becomes a moot point. They were counseled 

both by teachers and counselors to become teachers because 

they had such "good communication skills," and "teaching is 

a good field for women." One daughter, who at fifteen 

thought cosmetology to be her ultimate aspiration, would 

have been given that opportunity in the public school system 

by counselors strictly on a fifteen-year-old '.s comments. 

The important point, though, is not what career a young 

woman chooses, but the problematics of restrictive choices 

given to young women who, during their teen years, have not 

gained awareness in making long-term decisions. As Julie 

said, "They're (teachers/counselors) the adults, they are 

there to direct the children." 

Other women with whom I've come in contact with through 

teaching college courses, offer very similar reflective 

stories about their high school guidance, and how they 

accepted what they received as truth. As described in 
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Chapter III, journal entries from university women now in 

their twenties, thirties, and fourties, emphasize the hege-

monic thinking about women and the roles "they were supposed 

to play" (and did): 

Donna, age 35: No fine arts classes or drama for 
this girl--it was shorthand, transcription, and 
general office education. Why? Because if I 
wanted to go to college, I had to pay my way, and 
that meant a secretarial job. Why not a lab 
technician, a newspaper paste-up artist, or even a 
delivery truck driver as a means of college finan­
cial support? I don't know; the secretarial stuff 
was just understood. What happened, predictably, 
was that I became a secretary for five years and 
gave up college altogether until much later. 

Debbie, age 23: Classes were regulated ... only 
boys were allowed to participate in shop classes 
and I never saw any guys in home ec, shorthand or 
business machines classes. We weren't told we 
couldn't ... we were guided without words. Society 
had set the stage and we just went along. I 
wonder how I would have reacted if I had been 
aware of a choice? 

Within the disciplines, teachers bear a responsibility 

to assure each student equal access. These teachers also, 

both ethically and morally, are to create an environment to 

enhance each student's self-esteem. The following women did 

not find either component: 

Marsha, age 27: When I was a senior I was annual 
editor ... the teacher wouldn't Let the girls solic­
it ads because he said it was improper ... for girls 
to walk around in town, going from door to door 
selling ads. The girls had to stay in the class­
room and proofread and do layouts ... He felt that 
the businesses wouldn't take the girls serious 
enough. It was more 'businesslike' for the boys 
to go. 

Suzy, age 22: In science, special lab projects 
were given to the guys. I never questioned this 
until now. The teacher would say, 'Now, you girls 
might be a little squeamish around some of the 
experiments.' ... I guess it was expected of us to 



find certain things grotesque rather than interes­
ting. 

Cyndi, age 30: As a freshman in Algebra ... all I 
learned ... is that a woman can use her body and 
looks to get things ... Mr. P. would put the most 
attractive girls on the front row seats. If you 
wore a dress on test day you got an automatic 'A'. 
I wanted to learn and I needed help but I wouldn't 
ask because I didn't want his arm around me ... I 
became very adept at weaseling by him and I acted 
as if I knew it all so he wouldn't bother me. To 
a certain extent I played the game--I wore a dress 
on test day for insurance. 

Kay, age 40: I asked my Algebra teacher to 
explain things to me ... I was having difficulty ... 
one day he said, 'girls have difficulty with 
numbers and abstract thinking, so just pay atten­
tion in class and turn in your homework and you 
won't fail the class.' That's exactly what I did 
and received my first 'D'. I never took another 
math class after that. My impression was that 
women wouldn't need this information. 

Brenda, age 38: My least favorite subject was 
math ... I had a math teacher in junior high school 
... whenever a student got in trouble he made you 
stand in front of the class with your arms 
stretched to the side horizontally. Your palms 
had to be turned up with books balanced on them. 
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Jana's (age 22) journal entry describes not a teacher's 

influence, but a panel of judges intent on choosing winners 

for a scholarship. The entire entry is included because 

Jana describes her school involvement, her feelings, and the 

gender biased views of her interviewers so adeptly. 

While in high school I was involved in cheer­
leading, basketball, track, Student Council, and 
National Honor Society. I attended Girls' State 
and was a page in Oklahoma City. 

Only the top 25 percent can receive an ap­
plication to apply for the biggest scholarship 
through the high school I attended. The Class of 
1940 always gives six deserving seniors those 
scholarships. A panel interviews you. The schol­
arship is given on the basis of involvement, grade 
point and extra-curricular activities. Four men 
ask a series of questions about college and why 



you wanted to attend. 
The last man asked me why I didn't attend 

flight attendant school; he felt I would make a 
great flight attendant, instead of going to col­
lege. The other men agreed. 

After my answer I can see why I didn't get 
the scholarship--but it made me leave with a bad 
attitude about college, myself, and the scholar­
ship. Four of the six went to boys. Two of the 
boys dropped out of college before their second 
semester. Here I am, at 22, ready to graduate and 
I'm glad I didn't become a flight attendant! 

The preceding women's reflections offer not just com-

ments about experiences directly related to high school; 

they also include stories about parents, spouses and sig-

nificant others who touched their lives with gender-biased 
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messages that·were many times accepted by the women ''in that 

moment" of their reality. This is not a hindrance to the 

directed focus on high school in this study, but rather an 

enhancement of the depth of gender-bias hegemony that 

females encounter throughout their lives. It is the con-

necting elements of life messages and school messages that, 

on reflection, give the women their clear picture of their 

high school years as females. By looking at the "whole 

picture" of women's remembrances, all of the women's reflec-

tions offered help to verify the purpose of this study; 

namely, that gender bias, perpetuated through messages based 

on our patriarchal history of viewing women as "other," 

create problems for gaining equal access to curriculum for 

high school females. These women, of varying ages and back-

grounds, share a high school history indicative of unequal 

access. They also share feelings of conflict, lack of 
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self-confidence in some academic areas {even though they are 

university students) that had their high school education 

stemmed from the perspective of equality, rather than inclu­

sion into a patriarchal-based system, their views of women's 

roles might have been quite different. Many of these women 

either are already teaching in public school, or will be in 

the future. They have minimal awareness of their role in 

perpetuating these hegemonic messages; consequently, high 

school females are still being faced with much of the same 

hegemony as those of the past. Additionally, high school 

females today are continuing to be unaware of their own 

cognitive strengths, as shown in the review of the litera­

ture. 

Even though Title IX has given females overt equal 

access to curriculum, as educators we are still continuing 

gender bias, from our own unawareness, that will cause 

females in the future to reflect, as did Julie, when she 

said, "Why? Why were we so 'in the dark' then? Why weren't 

we told? Why weren't we led better?" ... and the gender bias 

programming will continue in the minds of high school 

females, giving limited choices for their futures. 



CHAPTER V 

SUMMARY, CONCLUSIONS, RECOMMENDATIONS 

Summary 

The purpose of this study was to analyze areas of 

gender-bias against females within today's high school 

curriculum, seventeen years after the implementation of 

Title IX. 

More specifically, the intent of the study was to: 

(1) investigate the sociological element of curriculum 

that perpetuates gender bias because of patriarchal influ­

ences of the past. 

(2) review literature that spoke to relevant issues 

dealing with gender studies in order to determine specific 

areas where discrepancies in equality for high school fe­

males tend to be the greatest; 

(3) study the conversations of women in order to reveal 

their "lived experiences'' in a male normative society and 

how those experiences carried into their views of self and 

education; 

(4) develop an awareness, for self and others, of how 

the gender bias inequities hamper the process of high school 

females' emotional and cognitive development; 

(5} recommend ways intended to reconceptualize the high 
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school curriculum into a more liberating, egalitarian, bias­

free curriculum. 

Feminist methodology was used to investigate the 

proposed problematics of hegemonic gender bias. Feminist 

methodology is characterized by an emphasis on lived experi­

ences; hence, a strong focus was the inclusion of auto­

biography and journals. The literature review centered on 

women writers or researchers whose areas of concentration 

gave emphasis to liberatory curriculum theory and practice 

for all women. 

The literature review, women's conversation/journals, 

and my personal reflective comments acknowledge that young 

women in today's schools have more opportunities for educa­

tional equality than before Title IX; the legal equal access 

to curriculum, if defined as ~courses to be taken,'' can be 

viewed as a "given.'' Young women, however, continue to 

gather in courses stereotypically thought of as "girls' 

courses," such as secretarial and home economics courses. 

The further females advance in high school, the less likely 

they are to take 'advanced mathematics and science courses. 

Additionally, although many females participate in sports, 

neither they, nor the educational system and the public at 

large view their participation with the same degree of 

seriousness as they do male-oriented sports. Textbooks 

continue to be dominated with male~centered examples, in­

cluding the abundant use of the generic ''he." Teachers give 

more attention to male students than females. School 



counselors many times channel young females into subjects 

and careers that lead only to traditional female careers. 

Young females continue to make better grades than young 

males, yet consistently score lower on standardized tests, 

thereby hampering scholarship opportunities. 
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A major contributing factor to a young female's success 

is her view of self. The history of patriarchy, passed down 

through religion, education, and family, is that males take 

primary place in our society, thereby causing women to think 

of themselves as "others." Because of this, many females 

are still being value programmed to believe they can only be 

successful, valued, and happy if connected to society's view 

of what is acceptable--"women are to be seen and not heard." 

When this hegemonic message is coupled with today's message 

that women are equal, females may experience conflict and 

confusion about their "sense of self." As a result, they 

tend to remain in comfortable territory out of fear of the 

reprisal they feel others will give them. Last, when the 

adults within education, out of their unawareness or their 

biases about gender, do not "hear the women's voices," then 

curriculum areas remain unequal for high school females. 

Conclusions 

Definitive conclusions from this study, will, in fact, 

be as subjective as the study itself, for when beliefs and 

values come into play in reaching conclusions, what is seen 

as truth is steeped in one's personal reality; however, 
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objectivity and awareness can become enhanced through 

serious study and research. A former graduate student 

(enrolled in my university course, Instructional 

Strategies), and high school chemistry teacher, voices 

personal conclusions about young female students that mirror 

much of my own conclusions based on this study: 

I have a theory that women are more eager to 
please others than men are. Maybe it's not my 
theory--maybe I read it somewhere, but I do be­
lieve it. I also believe that schools are the 
training ground for this behavior, and that girls 
are taught to make others happy, beginning with 
the teacher. As a child, I would strive for 
excellence in my academic performance, but for the 
wrong reasons--kudos from the teacher, kind com­
ments in red ink in the margin of my paper, praise 
for a job well done, and ultimately, my mother's 
smiles, elicited by high marks on the report card. 
It wasn't until high school that I realized I 
didn't have to please anybody but myself. And for 
awhile I was pretty pleased with myself simply 
because I was doing a bang-up job of displeasing 
everyone as much as possible ... I thought of school 
as something to get through, out of, and over 
with ... I feel that now I've done this (her degree) 
I can do anything. I wish I had known this back 
in high school, but better late than never. 

Throughout this study, research has shown that females 

during their public education tenure consistently make 

better grades than males, yet teachers give more attention 

to males. In high school, the females ''lose ground," to the 

point they do not perform as well as expected on standard-

ized tests, restrict themselves to short-term career goals, 

and place more emph~sis on their social life than their 

academic life--doing these things while simultaneously re-

maining eager to please, whether for friends, boyfriends, 

parents, teachers, or the ambiguous ''everybody." This 
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display of what can appear to be a positive attitude creates 

a kind of "smokescreen" to educators, as well as the females 

themselves. Our society is so entrenched with the perceived 

role of females to be "nice" (i.e., quiet, passive, and 

easily directed), that these hegemonic attitudes go 

unnoticed, thereby masking whether or not girls are ingest­

ing the knowledge then need to educate themselves for 

today's world. A cliche comes to mind--females in high 

school have "learned to play the game, but they don't know 

the rules;" but this is not recognized by many teachers 

since the girls have learned to go through the motions so 

adeptly. As an example, many girls make good grades in math 

until they have to apply higher order cognitive skills in 

advanced courses. The girls then become apprehensive when 

they realize they are behind "somehow," and will remain in 

courses where they can continue to make good grades so they 

will not appear "dumb." 

Education, religion, politics, and family life all have 

a patriarchal base, where men originated both the rules and 

the games. With the evolution of time, we have come to 

recognize women's equality legally, yet the emotional 

environmental climates have remained male-normative. The 

ambiguity of the past and the present differences can cause 

confusion and conflict within a teenage female's decisions 

about her life. Over and over, females past the teen years 

relate in conversations how they did not "understand,'' 

"comprehend," or ''feel smart," until years after high 
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school; and, many of the women are now trying to "catch up" 

with a dedication bordering on vengeance. 

Meanwhile, in our public schools, the curricula, par­

ticularly during high school, has "added'' females, but has 

failed to "include" them in such a way to give them the 

grounded-in-experience, connective ways of learning so many 

females need. Biases, based on hegemonical thinking, are so 

"commonsensical" they are rarely thought of at all. Fem­

inist curriculum theory that delineates approaches to en­

hance the more intuitive, creative, cooperative, and 

unoppressive strategies to learning is many times thought to 

be merely esoteric, therefore minimally important. The 

connective elements of emotion, attitude and sense of self 

within the learning process (the affective realm) remain 

secondary to the traditional "ground to be covered" approach 

to high school curriculum. 

Until curriculum theorists and school practitioners 

recognize and analyze their own hegemonical gender biases 

about expectations for females; these biases will continue 

to perpetuate. High school females, in turn, will not 

recognize their own embedded patriarchal messages of "women 

as other," and the cycle of unequal access in our schools 

will continue. 

Recommendations 

When Title IX mandated changes geared to eliminate 

gender bias in public school systems, overt improvements did 
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seem to evolve. Remembering the school system where I was 

teaching at the time, I recall the focus for change was 

centered primarily on girls' sports; all new rules and 

regulations were "imposed" by that "Big Brother, Govern­

ment," and I remember the attitude. openly held by both 

administration and coaches was "grin and bear it." All I 

remember happening outside of sports was that we were told 

both males and females could take any course they chose; 

otherwise, we would lose federal funds. After a while, the 

topic of Title IX died down and we "went on with the busi­

ness of school-as-usual," save for a few male students 

enrolling in Family Living and some female students who 

chose to take Agriculture. The changes in my school, like 

others, were made with a preconceived outcome dictated by 

the government, as Combs (1988, pp. 38-40) says, that was 

"addressing a problem someone thinks we should have instead 

of the problems we do have." Combs, so adeptly getting to 

the heart of such changes, maintains that reforms that are 

imposed without acceptance or commitment by those who must 

implement the changes only add to the frustration and 

resentment (or apathy) of already over-worked teachers who 

view the mandates as just more busywork. He propounds that 

if people are going to be motivated to deal with change 

reforms they must "own the problem;" that no matter how 

promising a strategy for reform, if it is not incorporated 

into teachers' and administrators' personal belief systems, 



it will be unlikely to affect behavior in the desired 

directions. 
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Gaining equal access to curriculum for high school 

females, using Combs' premise, therefore cannot be achieved 

by simple outside mandates. Title IX is an established law, 

in 1989, in every school system in the United States--on 

paper. Title IX is not, though, in the consciousness of 

every educator in the United States. Greene (1978, p. 247), 

like Combs, succinctly makes the point that sexist practices 

in education cannot be altered by changing rules or laws, 

that little authentic change is likely to take place until 

the educators involved are "wide awake to such matters, and 

present to themselves." Becoming present to ourselves 

delves into the personal, not the institutional part of 

education, for deep within our very natures is where our 

biases live, wrapped in the cocoon of hegemony. Giroux 

(1983, p. 197) concurs that hegemony does not simply refer 

to the formal curriculum of schools; it is much more than 

that; it refers to the way such school knowledge is struc­

tured--the routines and practices embedded in different 

social structures, becoming "natural" to the institution. 

Without conscious awareness, this social structure can cause 

educators, according to Pritzkau (1970, p. 3) to become 

encapsulated within the system where it is difficult to 

escape, "because one is not sure what s/he is escaping from 

and where s/he is escaping to." Teachers become alienated 
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from the self and from the real, whereby the role becomes 

more important than the person. 

The mandated role of equal access lives in our schools, 

yet according to much research on female gender bias in 

education, equal access is not a conscious part of our 

"real," our "selves." The system, as Pritzkau (p. 31) says, 

has unwittingly put teachers, students, and other people 

into a state of "out-of-awareness" to what is real. Greene 

(1978, pp. 240-241) concurs that there is little explicit 

recognition of the need for critical consciousness to over-

come internalized oppression and perhaps to bring about 

(even within an equitable system) a kind of equity. Greene 

maintains there must be a demystification of areas of op-

pression and inequality, ongoing, by an enlarging conversa-

tion among those who have the courage to identify themselves 

as subordinate, as oppressed. Therefore, if schools are to 

become integrated, democratic institutions, constantly 

working toward equality for female students, the educators 

within the schools (Giroux, McLaren, 1986, p. 236) must 

become aware of both the transformative strengths and the 

structures of oppression and develop this awareness into 

curriculum strategies where students have a direct voice in 

their learning. 

Combs (1988, pp. 38-40) offers the following methods as 

areas that must be addressed before effective change can 

happen in our schools: 

1. Concentrate on changing people's beliefs. 
2. Emphasize processes, not preconceived outcomes. 
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3. Determine what is important. 
4. Begin from local problems. 
5. Eliminate barriers to reform. 
6. Encourage innovation and change. 

With these six assumptions as guides to be used in 

formulating and maintaining equal access to high school 

curriculum, the question of who must begin the process 

emerges. Weiler (1988, p. 101) suggests that feminist 

teachers and administrators should seek ways to oppose and 

change the institutions in which they work, for feminists 

share awareness of gender bias that many others do not; 

hence, they are in a position to make conscious the areas 

where hegemonic prejudices and biases are most blatant, and 

ways to challenge teachers and students to reflect on their 

beliefs as an. avenue for change. 

In agreement with Weiler, and from a personal point-of-

view, feminist educators must begin the process if for no 

other reason than we simply, through our own emergence from 

unconscious patriarchal influences, "see the world'' dif-

ferently than those who have not yet gained perspectives 

concerning gender oppression and how it affects lives so 

deeply. Too, like the adage, "kind recognizes kind," fern-

inist educators recognize others who are struggling with 

belief changes, and can be supportive, knowing that the 

struggle can be both a liberation and an oppression of a 

different kind. Conflict, as Weiler {p. 111) says, ''is 

inevitable when hegemony of any kind is being challenged." 

Additionally, once awareness, then conflict, then change 
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occur, another awareness takes place; feminists recognize 

that they owe other women, and society, a commitment to work 

always toward repaying the debt we owe humanity. 

Combs (1988, p. 39), in pointing out that in order to 

work for any change we must first concentrate on changing 

people's beliefs, recognizes that changes come from within 

the person; it is not imposed from "without" if change is to 

have a lasting effect. Once hegemony of any kind is chal-

lenged, though, those of us who have "changed," recognize 

the process. John Steinbeck, in SWEET THURSDAY, so beauti-

fully metaphors (through his protagonist, Doc) the change 

process: 

Doc was changing in spite of himself ... Change 
comes like a little wind that moves the curtains 
at dawn ... Change may be announced by a small ache, 
so that you think you are catching cold ... Where 
does discontent start? You are warm enough, but 
you shiver. You are fed, yet hunger gnaws you. 
You have been loved, but your yearning wanders in 
new fields ... Men (sic) seem to be born with a debt 
they cannot pay ... Man owes something to man. If 
he ignores the debt it poisons him, and if he 
tries to make payments the debt only increases, 
and the quality of his gift is the measure of a 
man. 

I ·can remember vividly the day I first read Steinbeck's 

words, reading from an old paperback picked up at a garage 

sale, reading in the morning summer sunlight while sitting 

on the patio. I thought that Steinbeck must have been a 

truly brilliant man ... conscious thought, MAN. And so, I 

translated, transferred his male thought into my own by 

entering the quote in my journal. The answer came: "I am a 

woman. I feel this way too. There must be other women like 
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me." The journal entry was dated 1978. Today, with change 

firmly in place, I am not afraid to "write the word aloud.'' 

Then, as with many women "evolving," fear of voicing aloud 

still lived within me, so I wrote in private where no one 

could see my vulnerabilities that precluded my change. 

Today, many hundreds of journal entries later, many hours of 

talking with women later, many years of college work later, 

many experiences with teaching later, I can voice boldly: 

"Woman owes something to women. If she ignores the debt it 

poisons her, and if she tries to make payments the debt only 

increases, and the quality of her gift is the measure of the 

woman." Feminist educators (like Steinbeck's Doc) know they 

must always continually repay on the debt of their gained 

knowledge of gender-biased hegemony, for feminist educators 

so clearly see that gender bias is as permeated in our 

schools as is the invisible pollution in our atmosphere. 

Feminist educators can spread an antidote called equal­

access, or equality, to replace the pollution of gender­

biased hegemony. Feminist administrators, teachers, and 

students can raise the consciousness levels of their respec­

tive peers, thereby creating the conditions for change 

toward a more equal, democratic, and moral curriculum for 

every female and male student. Feminist educators abide in 

every level of education, from institutions of higher educa­

tion to public school kindergartens. They also fill posi­

tions at every level of institutional hierarchies, from 

administrative positions to classroom teaching. Each of 
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these women, within each of these domains, can effectively 

be a catalyst-person for helping to gain equal access for 

females in the school curriculum. As a starting point of 

discussion, though, teacher education programs may be seen 

as particularly critical. Borman and O'Reilly (1984, pp. 

110-115) propound that teacher education in most institu­

tions of higher learning reinforces the existing sexist 

attitudes of many undergraduates, so that most graduates go 

out into the public school system classrooms with a sex role 

ideology firmly in place, thereby perpetuating the status 

quo of gender-bias hegemony. Classrooms in universities are 

predominantly managed by male faculty. Although women in 

large numbers teach, the field of higher education generally 

is by no means supportive of women's development of career 

aspirations leading to opportunities beyond the classroom in 

a public school system. Holleran (1985, p. 27) cites that 

speculation on why teacher education programs remain so 

patriarchal and oblivious to equal access for females 

reaches into both lack of Women's Studies courses and lack 

of infused feminist strategies within the classrooms. She 

appeals to colleges of education to both mandate changes, 

AND to be sympathetic to feminist educators who teach toward 

attitudinal changes in their students so that the male and 

female students will take their enlightenment with them into 

their public school teaching positions. Holleran appeals to 

feminists that teacher education is the most promising 

channel to future generations' attitudes toward democratic 
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equality; that even though few feminist educators have the 

power to institute significant curricular change, the 

responsibility for sex equity on college campuses continues 

to fall on these individual feminist teachers. 

In the public schools, Weiler (1988, pp. 106-111) sees 

the starting point for an equal, democratic curriculum that 

will include equal access for females as generating from 

within the leadership, particularly the feminist administra­

tors. Weiler (p. 111) states, "The presence of women in 

positions of power (administration) changes the conscious­

ness of everyone in a school, whether the presence of these 

people in these positions is welcomed, accepted, or 

rejected." 

Halpern (1986, p. 112) acknowledges that administrators 

influence what goes on in school by encouraging certain 

kinds of curricula, by introducing certain viewpoints and 

topics, and by calling into question accepted "truths" about 

students, knowledge, and teaching. However, they are 

limited by their position in an hierarchical institution and 

they are not in actual classrooms. Consequently, classroom 

teachers (whether in higher education schools of education, 

or in public school classrooms) are the most visible; and it 

is the feminist classroom teacher, cognizant of those hege­

monic gender-biased, belief systems, that can bring the most 

influence toward the changing of attitudes imperative for a 

democratic, equal education for high school females. 

Halpern believes that, in their choice of what to teach and 
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how to teach, feminist teachers have the opportunity to call 

commonsense assumptions into question and to attempt to 

create democratic classroom relationships. Feminist 

educators in particular, Halpern (p. 115) says, have a sense 

of themselves as teachers and are conscious of their actions 

as role models for students. They define themselves as 

gendered subjects and are conscious that their actions in 

the classroom have particular meanings precisely because 

they are women; therefore, they see themselves as symbols 

for possibilities in the world as women. 

Although the groundwork in the behavior and development 

of females' attitudes is prepared during elementary school 

years, Hyde and Rosenberg (1980, pp. 95-102) propound that 

the real precipitating factors most likely occur in adoles­

cence. During high school, a cultural rule starts to be 

enforced on the girl that achievement and femininity are 

incompatible--that is, to achieve is gender-inappropriate. 

Peer pressure, parental messages, reward systems, and all 

the prior programming about appropriate roles for females 

comes to bear on the female teenager. The girl is caught in 

a situation in which two equally important systems of values 

are in conflict. One is the desire for a positive sense of 

being a worthwhile, autonomous person. The other is to be a 

"good female," confotming to gender-role expectations. Hyde 

and Rosenberg cite studies, showing that by tenth grade, 

girls had significantly higher stereotyping scores than when 

in fifth grade. By high school, girls were increasingly 
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people-oriented, while boys stressed achievement and com­

petence. By high school too, as shown in the Review of the 

Literature of this study, patriarchal religious beliefs have 

substantiated young females' sense of ''place;" that being 

"less than'' the male--intellectually, physically, and moral­

ly. By high school, the faculty is predominantly male, the 

administration almost totally men. Males are seen to be the 

achievers in mathematics and science. Male athletics gain 

more attention. Textbooks articulate male predominance. 

Teachers still pay more attention to males. All this, and 

the biological func'tions in place for future motherhood are 

constantly in the mind of a high school female. 

Consequently, feminist teachers are crucial, for it is 

their educational and personal goals that separate feminist 

teachers from the majority. Halpern (1986, p. 114) says 

feminist teachers have a commitment to raising issues and 

questioning accepted social values and ideology. These 

teachers do not see teaching in terms of quantifiable 

results, test scores, or mastery of facts. Instead, they 

are describing the classroom as a place where consciousness 

is interrogated, where meanings are questioned and means of 

analysis and criticism of the social world as well as of a 

text or assignment are encouraged. Their goal of teaching 

is grounded in a respect for the human value and cultural 

worlds of their students. Issues of gender and sexism are 

important to them; but, for many, feminist goals become 

human goals, implying care and concern for their students as 
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human beings. Nodding (1984, p. 176) emphasizes this caring 

attitude as what should be the primary aim of education, not 

intended to abandon intellectual aims, but to put intel-

lectual aims aside should their pursuit endanger the ethical 

ideal: 

In professions where human encounter is frequent 
and where the ethical ideal of the other is 
necessarily involved, I am first and foremost one­
caring and, second, enactor of specialized func­
tions. As teacher, I am first, one-caring. 

Nodding's comments epitomize the feminist beliefs about 

teaching, and are especially significant for teaching high 

school females who are deeply influenced by the patriarchal 

view of ethics. Steinem (1987, pp. 57-63) clarifies how 

feminists view the ethical ideal that Nodding talks about; 

Steinem makes a distinction between morals and ethics: 

Ethics are the evaluation of human behavior in the 
light of moral intuition. Morality implies the 
easy immutability of a simple code, but ethics 
have to do with the effect, intent, and content of 
everything we say and do. 

Steinem suggest women have learned to practice the flexible 

ethics of fairness without sacrificing individual differ-

ences because of our roles of nurturers and seeing the 

importance of empathy; she says (p. 61), ''we are the empathy 

experts. We should be able to teach it." 

For feminists, Steinem suggests, ethics are seen as 

guidelines, not inflexible rules. She offers these guides 

for us to examine for our lives; therefore, they would be 

applicable for study of views of feminist teachers, as well 
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strict rules to be followed; 
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1. "Whatever means you use will become part of the 

ends you achieve." In education only to give a student 

information, and not facilitate chances for experimentation, 

for making mistakes, will cause a student to remain 

oppressed, unsure, and vulnerable to those in higher author­

ity. 

2. "No ethical decision is exactly transferable from 

one situation to the next." Steinem (p. 63) offers, in 

example, a question worthy of pondering by anyone in educa­

tion: "Would ethics be served by applying to women a lit­

eral version of a Constitution that wasn't written by, for, 

or about women--or even with women in mind?'' Feminists who 

understand the patriarchal influences of education relate to 

the knowledge that women live every day in a world posed for 

men, and feminist teachers will acknowledge ~he oppression 

immutable laws have caused in our past and will critique 

such unfair encroachments that this can cause for women in 

all spheres of their lives. 

3. "The people with the most ethical right and respon­

sibility to make a decision are the people who will be 

affected by it.'' Steinem's point correlates with Combs' 

idea that mandates ~iven from above for teachers to adhere 

to are most times resented and rarely enforced. The best 

judgment in the world is less likely to be accepted if it 

has been imposed from "above." Feminist teachers have lived 
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through recognizing their own unacceptance of patriarchal 

regulations on their lives, the struggle to rise above 

impositions and creating their own voices and places--to be 

people of their own making. Hence, they can empathize with 

their female students as these young women struggle in 

becoming experts about themselves and their futures. The 

process, and not the product, at the high school point in 

females' lives, becomes a "center" for feminist teachers to 

enable these young women. 

4. "There is a human and humane principle called 

simple fairness." 'Although any person can relate to being 

treated unfairly at some point, feminist teachers, because 

they are evolved from influences of patriarchy and under­

stand its oppressiveness, may recognize more diligently the 

importance of fair treatment: such fairness is for ALL 

people. Feminists teachers can be conscious of themselves 

and how they maintain a teaching standard that includes 

attention and caring for all students. 

5. "Do unto others as you would have others do unto 

you." Such a simple thought, on the surface; yet under­

neath, its words transmit the crux of the feminist ethic. 

Noddings {1984, p. 173) phrases it, "to receive and to be 

received, to care and be cared for: these are the basic 

realities of human being and its basic aims.'' Female stu­

dents who are channeled into courses that lead them into 

stereotypically female careers, who are not given oppor­

tunities to use learning styles more relevant to them, who 
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are not researched to determine reasons why they do not 

perform as acceptably as males on standardized tests, who 

are required to be passive in classrooms--are not being 

judged by the ethical Golden Rule; the Golden rule requires 

reflection as carefully as one would apply to oneself. 

Feminist teachers who have recognized how they have been 

judged, and even been taught to judge themselves based on 

"normative male" standards, are much less likely to miss the 

talents of high school females because they "see themselves" 

in these young women. 

At this point, in discussing ways in which feminist 

educators can pave the way toward equality for females in 

high school, and how feminist educators can work as leaders 

for change in the patriarchal atmosphere of education, note 

should be taken that feminist educators are the best "begin­

ners of teaching the process of belief changes about women." 

However, they certainly are not the only educators who 

recognize oppression and thereby can teach for awareness and 

change. If the attitudes were held that ONLY feminist 

educators are capable of creating a democratic environment 

in schooling, then we would, in Giroux's words (1983, p. 

235), "establish the groundwork for a pedagogy that often 

disables rather than enables emancipatory hopes and strate­

gies." That would cause, rather than eliminate, barriers to 

reform. Additionally, we would be creating an atmosphere 

for accusations of indoctrination, rather than for a demo­

cratic, caring, ethical one. Paske (1985, p. 11) makes 
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distinction between indoctrination and freeing in his dis-

cussion of how moral education corresponds to feminist 

education: 

The victims of indoctrination are committed to the 
'what,' but they do not understand the 'why.' 
Thus, even when traditional conduct is no longer 
appropriate, the victims remain emotionally com­
mitted to it. They have no basis of understanding 
on which to rationally modify their behavior. As 
a result they ... can become moral fanatics. 

An educator (compared to an indoctrinator) , Paske 

continues, would "make it possible to allow the pros and 

cons of various moral positions to be articulated by respon-

sible advocates and to allow pupils to freely choose among 

them." Feminist educators, with awareness and raised con-

sciousness, who teach equality for both genders, do not view 

their teaching as a form of indoctrination; they strive to 

teach a basis of understanding on which to modify rationally 

the behavior of those less aware. They do this through a 

deep sense that equality is a basic moral component, that 

equality includes everyone, especially those of the future 

... as the Hebrew proverb (Ferguson, 1980, p. 320) says, "Do 

not confine your children to your own learning, for they 

were born in another time." 

Teaching such a libertarian base of understanding is 

not without its frustrations, however. Students, many 

times, when presented with ideas about equality that are 

different than that which they have been taught in the past, 

become very defensive (both the males and the females). 

Denial accompanies them into the classrooms, sitting in 
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their unconscious thoughts. Young men, in their uncomfort­

ableness, may resort to humor, or become aggressive toward 

the teacher in order to ''defend their territory." Young 

women may refuse to see themselves as gender-oppressed and 

may direct negative feelings toward the teacher rather than 

directing reflective thoughts to themselves and/or their 

hegemony of patriarchal influences. They may even offer a 

subterfuge topic in order to give the voice back to the more 

comfortable male corner. The aware feminist teacher, 

though, recognizes these forces and will continue with a 

patient and caring process in her authentic commitment to 

make gender disparity obvious to her students ... and once 

awareness begins, unawareness ends. 

Peer teachers who lack awareness of hegemony-based 

gender disparity may also react defensively toward the 

feminist teacher or administrator, and resort to the identi­

cal tactics the students use, and for much the same reasons. 

The patriarchal influence that overt results--the products-­

are the priority of education ~auses emotional turmoil when 

confronted with a different emphasis for effectively educat­

ing students. Clarey, Hutchins, Powers, and Thiem (1985, p. 

151) recognize that learning feminism is a continuous pro­

cess, and not something that happens all at once, or with a 

pre-specified end. But, the feminist educator already has 

the growth needed to react to those who yet do not with 

patience and caring. This personal growth assists a woman 

to really listen to what people say to her. Listening is a 



crucial part of the feminist change-agent's repertoire of 

democratic methods, and once others recognize the feminist 

educator is genuine in her beliefs, they may find themselves 

challenged by new information, rather than defensive and/or 

antagonistic toward it. Too, she knows, as Shor and Freire 

(1987, p. 7) propound, that learning is cyclic and spiral; 

the cycle of knowing has separate phases related to each 

other. Again, once new knowledge is produced, the existing 

knowledge is relearned in a new way. Peer educators, con­

fronted with new knowledge about gender bias for teenage 

females will forever see these young women in a different 

light. Feminist educator~ are like "built-in" facilitators 

for Comb's paradigm for educational change; they determine 

what is important, emphasize processes rather than products, 

concentrate on changing people's beliefs, work to eliminate 

barriers, beginning at "where they are," and encourage the 

challenges for change--that "ruffling of curtains" and "itch 

that can't be scratched" of Steinbeck's Doc. 
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TAPE #5 TRANSCRIPTION 

Data gathering-dissertation, Ch. 4 
Julia Crow 
Recorded on March 28, 1989 

Julia: What do you think is the prevailing attitude about 
women and sports in public schools? You either 
have kids in school, or you work in schools, 
right? So what do you see, specifically, about 
attitudes about women's sports? 

Ruthann: By comparison with when I was in high school they 
are taking them seriously, but not nearly as 
important as male sports. 

Helen: I think we talked about this before, that our 
girls one year had a big year ... and they had a 
terrific following. Everyone was very suppor­
tive ... because it was a WINNING team. Now if they 
had been mediocre like the boys were probably they 
would not have had all this attention. 

Julia: When was that? 

Helen: Just recently. 

Julia: With a winning team like that, do you know if any 
of those girls are going to get basketball 
scholarships? The senior girls? 

Helen: No, but I could find out. I don't know if any of 
the girls would even be interested in an 
(athletic) scholarship. 

Julia: Do you know any girls in your schools, or any 
girls that you know in high schools who have 
gotten athletic scholarships? 

Joyce: I don't know any of the girls, but I've seen some 
in the local paper. Like to NEO. 

Julia: You don't have any idea the ratio male/female 
scholarships? 

Joyce: No, I don't know the ratio, but ..... . 
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Well, there are very few girls that play with the 
hopes that this is going to be their livelihood to 
get through college ... but I think it's common 
practice for boys to hope they'll get a scholar­
ship to college for football or basketball. 

Why do you suppose girls don't? 

The chances are less that they will? I don't 
know. 

The chances are less that they will be recognized 
professionally. 

True. On a professional level there's no place 
like for males. I hadn't thought about that. 

Plus they're probably told, maybe by their dads, 
that they won't get anywhere in life, you know, if 
they pursue that because there really isn't ... you 
don't hear about that in college. Except they do 
have girls softball. They have an older team 
where I'm from, but that's not scholastic, that's 
just for fun. 

Don't see it much on Monday night television? 
(laughter) Next question: Why do you think that 
the girls perform lower on standardized tests, 
like SAT, ACT, than the boys do, yet girls in high 
school make better grades? 

I didn't know that. That's interesting. They 
don't perform as well. 

That's one reason girls don't get as many scholar­
ships ... ! wish I'd brought my data ... but across 
the board, girls make better grades, but it's the 
boys tpat outperform them on tests. 

This is on the high school level? It's not true 
on the elementary level is it? 

No, high school ... ACT, SAT. 

Because on the elementary level, girls outperform 
boys. 

Right. See, that's very crucial to what we're 
getting into here. 

Because is has something to do with their periods? 
(laugh) Or women are more emotional? I know, of 
course, that every time you have a period you 
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don't take a test, but girls are more emotional. 
Now I'm just surmising. 

Girls just don't perform as well. 

It doesn't have anything to do with .... 

Their ability, their intellectual ability. 

That's what I'm asking. 

It couldn't have anything to do with their intel­
lectual ability if the same children in the young­
er grades outperformed the boys. 

I can remember thinking in high school that it 
didn't make any difference whether you did well on 
that kind of test or not ... because I didn't really 
have any direction at that time. I was going to 
marry my high school boyfriend and I didn't have 
any other aspirations. Now HE had to do well 
because HE was going to have to feed us. 

Uh, huh ... that makes more sense. 

When I took the ACT I didn't care whether I did 
good on it. 
taking it. 
to college 
of me. 

I took it because everyone else was 
I really had no aspirations for going 

or anything. He was going to take care 

Ruthann: I really didn't know it was like that. I think 
that would be a good reason ... ! don't know, that 
really surprises me to hear that. 

Julia: In fact, the testing companies right now are under 
fire ... see, it goes along the same idea that 
racial minorities do not perform as well ... racial 
minorities, women, lower socio-economic groups, 
etc. See, supposedly we're supposed to have equal 
access to education, but those tests are performed 
better by white, middle-class and above, males. 

Joyce: So they're written like for them, so they succeed? 

Julia: That's the criticism of the tests ... that they're 
geared to the white, middle-class males. 

Julie: You know, I can remember going to the counselors 
and planning out my classes for the next year. I 
didn't feel it was necessary to have courses like 
general science, algebra, geometry or trigonom­
etry. And I ended up in home ec classes. And I 
resent that now ... they didn't direct me in another 
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direction. They're the adults, and they are there 
to direct the children. 

Would you have done something like that though? 
You said earlier what your plans were in high 
school. 

If it had been a required course, I would have 
passed it. I might not have thought I was going 
to ever use the information, but the point was 
that no one made me take those courses. See, I 
just wanted out and would just slide by, not 
realizing I was hurting myself. 

At this point ... you teach elementary, right? 

Yes. Speech therapy, K-8. 

Julia: Ruthann, you're not teaching, right? (reply, 
"No") Are you going to teach? 

Ruthann: I'm getting a degree in psychology. I'd like to 
work in an eating disorders clinic. 

Julia: That's not an area of my dissertation study, but, 
you know, I've read ... why do you suppose that more 
females have anorexia and bulemia, etc. than guys? 

Ruthann: Some people think it's because girls are expected 
to be a certain way. We have all these models, 
you know, that are so skinny. That's one area 
where they confuse "successful" ... all they have to 
do is not put food in their body and they can be 
skinny. 

Julia: So it's the "way they look?" 

Ruthann: Yes, the way they look. 

Helen: I see that at school. A fat little girl is a fat 
little girl. She's not popular. She's made fun 
of. A fat little boy is no big deal. I've won­
dered about that ... what's the difference ... a fat 
little boy or a fat little girl? Has to do with 
peers. 

Ruthann: It's a way for a girl to be successful. A boy can 
be successful in other areas. 

Julia: A "fat little boy" can grow up to be a big foot­
ball player? 

Ruthann: That's right. There's differences .... 
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There's more pressure on a girl to be skinny and 
look like a model. 

You're going to be dealing with a lot of females, 
Ruthann. And Julie, you're teaching special ed, 
elementary. Now when you get through here, are 
you going to go into counseling? 

Yes, I am. 

And Joyce, you teach? 

Yes, adults. GED preparation. 

What's your ratio, male/female, in your classes? 

More women. Definitely. Usually because of a 
loss of spouse or divorce. Most of them, if you 
had a majority, would be girls that, you know, got 
married in high school, didn't graduate because 
they thought they had a breadwinner for the rest 
of their lives ... and then the breadwinner left. 
So the women think here I've got all these kids, 
now I have to do something. Right now FDC is 
mandatorily telling them ... the divorced or single 
women with children getting aid ... they have to get 
their GED. 

What's the age of your youngest student? 

They're coming out younger now. Sixteen ... we 
cannot test her until she is seventeen. most of 
them like that are with children. · Right now they 
have an assertive discipline program ... like if 
you're suspended for so many more days for not 
coming, etc. then they lose credits and have to 
take ... 

What's the attitude of these younger girls that 
come back? Are they back because they realize 
they've missed something? 

No. They don't want to mess with the structure, 
the discipline in the regular public schools. 
They want to get a diploma and graduate but they 
want to do it their way. Our classes ... we have 
structure, and "one on one." We have night and 
day classes. They can have individual tutoring; 
they can have it any way they want and still reach 
a goal. 

Do you have girls that want to go on to higher ed? 
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Oh, I have one who is working on her Master's now. 
She started with me when I first started; now 
she's coming here to NSU. She wants to become a 
CPA. I have several (success stories). I love 
it; it's just so rewarding. They come back be­
cause they want to; they're so appreciative. 

The motivation is different? 

May I say something? I think in my case, and when 
I look at some of my friends, most of my girl­
friends growing up through high school ... ! think 
we were given very unrealistic views about what 
life would be like after we got out of high school 
... or maybe no view at all; in fact, I don't think 
any of us were taken seriously; therefore, I saw a 
lot of dropout rate because girls saw high school 
as a useless step in their life. They weren't 
being taken seriously. They did get married, some 
of them had children, or whatever. At any rate, 
they were bored with school because it wasn't a 
useful tool in their lives. Now they've gone back 
to school and they're absolutely furious because 
that was four years of their life that was 
absolutely wasted and thrown down the drain. 

You mean like four years of home economics? I can 
remember I took four years of home ec when I 
should have had chemistry. I did take Algebra I, 
but I never understood it so I didn't take any 
more after that. We had a science class in a 
classroom--no lab. What I do remember is diagram­
ming sentences and reading British Literature. No 
creative writing. Yeah, I have the same feeling 
when I look back on it. 'Course, that was a long 
time ago. But I've also taught "out there'' eleven 
years and I saw a lot of the same thing. 

(End of session) 
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Is there anything one of you would specifically 
like to talk about this evening? 

We were talking last week about girls scoring 
higher ... 

They make better grades. 

I was reading an article this week that disputed 
that. But it may have been out of date. It was 
'86 or '87. 

Tell us what it said. 

The gist of it was that boys didn't do as well as 
girls did on standardized tests. 

I would like a copy, because I have never seen one 
that disputes that ... it's just over and over 
that .•. now, girls sometimes perform better on the 
verbal part ••. 

This was like seventh grade. 

But she was talking about like the ACT on going 
into college. 

Yeah, that may make the difference if it's seventh 
grade. I still would like a copy of the article. 

I spoke to a teenager last week on those subjects. 
She's graduating in the top ten percent of her 
class. But she took her ACT and scored a ten! 
And this is a private school system in Muskogee 
that's well-respected for the quality of educa­
tion. 

That's her composite score? (Affirmative nod) 
Did you ~sk her what area she scored the lowest? 

I think it was the traditional .•. math and science. 
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She said, "I don't have to worry about it. I can 
still get into college from being in the top of my 
class." But she hasn't set any goals for herself. 
Her first goal right now is just getting out of 
the house. 

They're going to place her in low classes and 
she's going to be bored. 

I bet she did best on the verbal section of the 
ACT. Social studies drags kids down sometimes; in 
the school where I taught even the highest scoring 
students, the social studies section would drag 
them down. 

So she doesn't have any idea of what she wants to 
do ... and she's what ... seventeen? 

She's eighteen. I had asked her if she'd gone out 
and partied the night before the test, or if she'd 
stayed up late. She said no. I even asked if she 
drank, even though I didn't think she did ... I was 
just trying to understand why she scored so low 
and yet makes such good grades in school. She 
said, no, she was in bed by 11:00. 

That's what we talked about last week ... girls get 
better grades, but boys get more scholarships. 

I have something that concerns me. You all may 
think I'm silly, but the thought occurred to me, 
in the last few week, you know ... I've been watch­
ing my brother and my husband, and they know how 
to DO "all these little things'' ... like they climb 
up and. do the electrical wiring, and the ceiling 
fan, and know the electric stuff in the box and 
they know how to measure these things, do this and 
do that ... so I said, "why are you doing that?" 
"Somebody has to do it." "Well, why do you know 
how to do that; who taught you how to do that? 
Nobody taught me how to do that. Why don't I know 
how to do that? Where was I when Dad showed you 
guys were the electrical wiring was? Why didn't 
he ever show me that?" It's funny to me that they 
can do all these mechanical things ... it's like 
WHERE DID I LIVE?! 

Your husband is supposed to do all these things 
for you {laugh) Isn't that the way we were treat­
ed ... that's a male thing and we weren't supposed 
to do it? Exactly what you are talking about is 
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reversed with my girl Debbie. She was a kind of 
tomboy for years and years. She followed her 
daddy around ... she knows how to change the oil in 
the cars; she knows how to fix things. Her hus­
band grew up with no father and she does the 
things in their family that he doesn't know how to 
do. So it's just "learned behavior" depending on 
what your model was. He didn't have a model, and 
she, luckily, did. But she showed an interest. 
Her dad wasn't going to just show her how to do 
this: she just followed him around. 

Just as an observation; I don't think I've read 
anything about it ... it seems to me like, when I 
hear women talk, that if they have brothers then 
the roles, like you said, learned behavior ... 
happens. Now, if it's all female sibling fam­
ilies, then who is going to help Daddy? It's 
going to be a female. So there generally will be 
at least one girl who learns the things you are 
talking about. 

A friend of mine was in that situation. She was 
the fourth girl. She knows how to hunt with bow 
and arrows and with rifles. She knows how to 
shoot handguns. She knows how to fish. She knows 
every sport there is. And it was because there 
had not been that male child to assume that know­
ledge and so all that knowledge had been given to 
her. Now the only thing I was ever taught was how 
to keep the water from running in the toilet ... 
that was the only thing ... you pull the little lid 
off, shine the light (laughter) ... now that was the 
extent of my teachings. 'Course, when I see my 
husband heading toward the electricity, I just 
scream, no, we can pay people to do that! 

I think the thing that upsets me is that my father 
had worked all over the world as a heavy equipment 
operator and he knows about all this different 
kind of equipment. My brother's just like him. 
He can drive any piece of equipment a person puts 
in front of him. And I think, "why can't I do 
this?" I'm sitting in a classroom teaching, and I 
could be making a hundred thousand a year driving 
a backhoe. And because I'm a female no one ever 
taught me. From the time I was a little girl I 
remember he would take my little brother out on 
the jobs with him •.. I'd say "Daddy, can I go?" 
He'd say "No, men talk too bad for little girls to 
hear." That was the reason why I never could go. 

I can remember my father training my brothers. 
I'd say, "I think I'd like to be a welder ... 
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welders make good money." He just looked at me 
and said, "I'll tell you why. That hot lead will 
jump off and get on your skin and scar you up. 
Men sometimes, it will just roll off their skin, 
but sometimes it get caught in a woman's bra and 
it'll scar her up." And I thought, "Ohh, I don't 
want to be scarred, so forget that!" (laughter) 

See, these are well-meant messages. People do it 
out of love. 

Yeah ... you have to be pretty ... keep your looks. 
And I was vain enough that I didn't want scars on 
me. 

And through high school my only aspiration was ... I 
wanted to be a jockey. And dad said women ... I 
think the year I turned eighteen they had the 
first woman jockey. It was like, all of a sudden 
there were women jockeys ... in San Anita in Cal­
ifornia you'd go to the stables. People who 
worked with their horses. They'd tell me, "no, 
you can't be a jockey. Girls can't be jockeys •.. 
it's not ladylike." 

Make you bowlegged right? (laughter) 

By all means. You keep an aspirin between your 
knees ... so you can't be bowlegged. I can remember 
being told that before going out on a date ... keep 
that aspirin. (laughter) 

I think several of us must have had similar mes­
sages. 

I wonder ... and there's a term for this ... we allow 
things to come into our awareness, that becomes an 
item of interest for us ... such as if we find out 
all of a sudden one of our friends is alcoholic, 
then all these shows we've passed over, magazine 
articles we didn't read, or newspaper articles ... 
all of sudden we start paying attention to that 
and start noticing all those things. I wonder if 
some of that was that this information (referenc­
ing the group discussions) is important to me 
because of all the messages that we had gotten ... 
that this was a man's job, your husband will do 
this ... that then it just wasn't an item of impor­
tance to us and we didn't pay attention when the 
boys went out with dad to learn those things. I 
certainly didn't. I didn't ask to go outside and 
be taught that too. 
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I just wonder what planet I was raised on. It's 
so bizarre to me. Whatever could I have been 
doing? 

What you all are talking about ... and what you just 
said ... this is a good time to bring this up. 
Since we've been talking about this and you have a 
little more awareness, do you think about these 
things differently, or hear things differently, or 
notice things more? 

That's what I mean ... sitting there and watching 
them do all that wiring, and he could be shocked 
to death with all that stuff, and thinking "who 
taught you all that?" You know, you aren't born 
with this gift to pull out electrical wiring ... 
somebody taught you this. I want to know why I 
wasn't taught. 

You might ask your Mom and Dad. 

They don't see any difference in the way they 
raised my brother and me. You could draw little 
pictures and paste them all across the wall and 
they wouldn't see that they treated us any dif­
ferently. It's a hopeless case to try and discuss 
it with them ... it's a painful thing to them ... it 
"accuses" them. 

Yeah. My mom has gotten downright defensive with 
me when I would bring up something like that. 

In your reading, or in your classwork lately, have 
you noticed anything like what we've been talking 
about? 

I noticed that several of the journal articles 
that I had selected to do notecards on talked 
about male-female relationships ... ! guess my 
attention was focused on that because several of 
the articles that I ran copies of had to do with 
that. So I guess that was what I was giving 
attention to. 

Leslie, when you finish your Master's, what is 
your goal? 

I'm looking at two different job opportunities. 
Voc-Rehab counselor or a child guidance counselor. 

So you'll be working with ... ? 

Adults with some handicaps or children. 
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Are you saying ... ! think in the Vee-Rehab position 
I think you'd have to be more aware whether or not 
you were placing your traditional roles ... because, 
you know, there are a lot of women ... small engine 
classes and truck driving classes ... ! think you 
would have to be aware they have to have equal 
opportunity. They should have equal opportunity 
to pursue those careers if they want. I think it 
would make me more conscious as far as that. I 
don't know how much it would affect working with 
young children. 

On the Vee-Rehab, you're going to counsel? 

You do some testing, evaluations, and gather some 
psychological information ... and like aptitude 
tests, and decide whether they have eligibility 
for funds or as a candidate to follow through for 
some benefits. 

Maybe all the areas we've talked about ... when you 
work with the women maybe you'll see some of the 
"silencing" come to light even if they go into 
what is considered typically male-oriented fields 
... see their attitudes and/or frustrations more 
readily. 

Joyce, what are you going to do? 

Adult Ed. I teach for the GED and help them plan 
to go to college after they get their GED. I do 
see a lot of learning problems in the younger 
kids, my children ... where they're thrown into the 
LD classes where I don't think they need to be. I 
see a lot of gifted and talented children and if 
the teachers would be ... teach them in a different 
way, or use a different approach ... they'd reach 
the children instead of putting them in LD because 
of my job with the adults and their problems. You 
know, the women that come into my classes and 
their husbands really don't want them to succeed. 
And when they see that the women do, the men get 
mean to them. Like one girl ... her husband threw 
her books away. So I need the counseling part for 
the adult education. 

You talk to the women? The circumstances like 
that? (positive nod) How do the women react 
... like when the husband threw out the books? 
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She was really upset and everything, and I just 
asked her, "what do you want?" And she said I 
want my GED. I asked her if she thought that 
would change her life. She said yes, and that she 
would end up in divorce because he couldn't handle 
... he doesn't have his GED either. He didn't 
graduate from high school. He got a job ... it's 
just like, even though he's younger, he's like the 
older guys around here, kind of chauvinistic. You 
know, how they want the "little wife" at home, 
cooking and having dinner on time, the house all 
clean, the kids. 

You really are working with women who are in 
transition? 

Yes. I felt like I listened ... that I was a good 
listener, but I felt like I couldn't ... ! wanted to 
help them with their problems. All I could offer 
them was a shoulder. 

Do you see these women as finding it difficult ... 
in your class and the training part ... to have a 
"voice", to articulate their feelings, to talk 
through something? Do they tend to be intimidated 
easily, silenced easily? 

Well, not with me. But in a group, yes. They 
don't speak up. I can tell when there is some­
thing wrong. They'll do real well; it's like one 
big happy family, then they'll come in and it's 
like they've been shot down. They'll be really 
quiet. 

When did you all "gain your voice?" When you got 
to the point where a group or a new situation 
didn't intimidate you, where you were afraid to 
say anything because you thought it would be 
"wrong?'' 

I used to be that way, but I took an assertive 
training class about four years ago and I found 
that ... well, my husband had me backed in so far 
that I really thought I was dirt. Even though I 
had a couple of degrees ... he had me isolated ... ! 
worked as a secretary, with another lady and she 
and I talked. But when I got the chance of get­
ting out, meeting more people. Here I was getting 
all these praises and I thought "what in the 
world? Am I in a dream. I'd pinch myself." Then 
I felt like maybe I wasn't so stupid as I'd 
thought I was. Then came the assertive training 
course. 
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Like the "right course at the right time?" 

Yes. I mean, before I got married I was a pretty 
dynamo person, like I didn't let things get in my 
way. I didn't run over people, I just knew what I 
wanted. And I went after it. Then it was like I 
had twenty years of put-downs ... ! should say 
seventeen. That assertive training really helped. 

There's a line from some of my research ... many 
women in essence, give their voices to their 
husbands. And I've seen that, like in church, one 
of the more fundamentalistic ones, in Sunday 
school where the woman will lean over and say 
something to her husband and the husband's hand 
will go up ... the husband asks the question for the 
wife. And it follows suit ... like in driving ... a 
couple going somewhere, the wife just automatical­
ly gives the man the driving .•. as an analogy of 
the voice idea. 

I do think that goes back to the religious train­
ing ... the male is the superior person in the 
household and he's supposed to take the role, the 
head of the family. And I can remember in my 
thirteen years of marriage in the background there 
I was arguing with him, saying "look, this is my 
house, my car, etc. etc. too, so I have a right to 
a say about it too." When in actuality I had no 
idea what was going on because he liked it that 
way. On a daily basis, instead of calling me 
"honey," he called me "dummy." Dummy this, dummy 
that. He actually said that. You know, that was 
his pet word. "Hey Dummy, what are you doing?" 
After so many years of that I just got furious ... 
"Don't call me Dummy!" 

Did yo.u believe it? 

I don't think I really paid any attention to it 
for several years, and then after he had gotten to 
a point after so many years where it wasn't 
"Dummy" any more ... he had completely shut me out 
of every aspect of life, where I wasn't allowed to 
make any type of decision ... then I started realiz­
ing, "He's just not saying 'Dummy', he means 
'DUMMY' ! " . 

Mine used to say, "How could you do something that 
stupid! What a stupid thing to do." He never 
called me stupid ... but the message I received was 
"stupid." Pretty soon I unconsciously ... ! real­
ized that for years I had believed that. Then I 
got angry. 
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You know, he was so aggressive ... so I wasn't about 
to ... and, you know, you're trained you don't argue 
with your husband in public ... you don't voice ... 

You don't???? 

Now I do ... but you don't embarrass your spouse. 

On the other hand, if he knows you're going to say 
exactly what you think he's going to be more 
careful what he says. He's not going to call me a 
dummy! I guarantee you. I will lower the boom, 
and I don't care if there's a crowd; he knows 
that, so consequently he wouldn't say anything to 
me in a crowd. 

I do the same thing. And I know it embarrasses 
people at times but I am absolutely no different 
with my husband when I'm around friends than when 
it's just him and me at the house. 

I'm not that way with this one, but I was with the 
other one. 

We've got to stop now. Next week is our last 
meeting, and I'd like to give you something to 
think about ... see if you catch yourself noticing 
something about females, or maybe overhearing a 
conversation between a male and female, or two 
females, or something that happens at work ... to 
see if what we've been doing has raised your 
awareness of things you might not have even 
noticed before. 

I had something happen last week ... my divorce 
papers. I'm finally a free lady! This guy that I 
work with said he had a friend that called, a 
teacher friend, another lady ... and she said "Was 
that OUR Joyce that was in the paper?" And he 
said yes. Then the woman said, "Why, she was so 
nice and always seemed so happy all the time!" 

And now "you have a problem." (laugh) 

I think you're still a nice lady, don't you? 
(laughter) 

Boy, see, that woman thinks Joyce really has a 
problem! 

When I was in my home town one time, with about a 
dozen women at one of those "fluky one-time-deal 
meetings" ... we got to talking about just this kind 
of deal. We started tracing back, and almost 
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without fail, either our ex-husbands, or friends, 
or in-laws, or someone, thought the woman was 
either in mid-life crisis, having an emotional 
breakdown ... but whatever it was, By God, something 
was wrong with her mentally. Otherwise why in the 
world would she have left old thus-n-such. Be­
cause, after all, "he didn't beat her." 

End of recording. 
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You know your question on the handout data sheet? 
About our biggest challeging reflection as a 
female? My biggest challenge is what I thought of 
coming down here about where I work. They have a 
board, what they call a board ... it's like the 
chief of each tribe: we have eight tribes there. 
And they're very chauvinistic ... like I've gone to 
natoinal· conferences and come back with this 
thing, you know, "go back and tell your chiefs to 
be sure and go to Washington on this issue." So I 
get up with them and say, "you need to to to 
Washington and support this issue." And it was 
like I wasn't even there! And I was trying to get 
support for a grant for some more monies for 
education, and it was like they wouldn't listen 
me ... because I was a woman. So I thought, "I am 
going to get this grant if I have to sign the 
resolution myself!" But I sure didn't want to do 
anything illegal, so I thought, "Ah, Ha! I know 
what I'll do!"' 'So we've got this EDA guy that all 
the chiefs really had a lot of rapport with and 
really liked. So I said, "okay, I'll tell him 
everything that I want to do and that it was an 
educational program and have him present it." And 
the chiefs thought it was a great idea! And he 
took credit for it all though. (laugh) But, 
anyway, my challenge was to get through to them, 
to get an approved program. 

And they didn't hear you, but they heard him. 

Yes. But I feel like I still succeeded because I 
figured out a way. I don't know ... ! didn't make 
the breakthrough myself, which I'm still working 
on. I have a little more clout than I did ... it's 
my programs. 

Except you recognized what happened ... you recog­
nized that they didn't hear you. Would there have 
been a time when you wouldn't have recognized 
that? 
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Joyce: I probably would have just stopped. I would not 
have gone one. But I knew that I wanted it so bad 
that I decided to figure out a way. Then they 
hired this new planner, economic development 
guy ... and I saw he had a lot of rapport, so I 
started talking to him. I told him what my dreams 
were and that I would like to get this grant 
because we'd be able to expand and have more 
programs for the adults. I said, "would you mind 
going and presenting it to the board." I knew 
what would happen; I knew they would listen to 
him. But they just don't listen to women. Even 
though we're directors and head of our departments 
and everything ... it was really frustrating ... it's 
pretty bad when you have to figure out a way 
to ... but I still got it! 

Ruthanne: You've got to start at the bottom and start chang­
ing attitudes. Maybe you got close to this one 
person that you have some really good ideas, and 
maybe in another group meeting he will go to bat 
for you. 

Joyce: Well, he has. But he's younger. See, all these 
chiefs are retired. I couldn't believe it! I 
mean, I had this important stuff from Washington, 
the head chief up there saying you need to go ... on 
this day and do your testimonials. And I would 
look around and nobody would be listening to me. 
It's so embarrassing. Then I thought "they didn't 
hear me anyway, so why be embarrassed. I'll just 
try something else." 

Julia: I remember going to a meeting in Stillwater, of 
the Oklahoma Association of Secondary School 
Principals ... a man was going to speak on school 
finance and the handouts had been laid outside the 
door and the guys had picked them up on the way 
in. I looked around the room and people were 
reading those handouts, or newspaper ... you know, 
secondary principals, a huge majority of males ... 
they were reading while Cleta was talking. She 
finally just stopped and asked for their attention 
and told them what she had to say was also impor­
tant. So they all stopped and put up their papers 
and looked at her till she finished. Whether they 
listened or not I don't know. 

Joyce, what you experienced is an example of what 
is called in the research the "lack of voice." A 
part of not being "heard." Unless, like we've 
talked about before we find another way, or do 
more than people would normally do ... to get atten­
tion. 
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I'm wondering now ... I'm in this fellowship. 
Almost everyone in there is in administration or 
curriculum. I went for Curriculum, not Admin­
istration ... and I'm thinking "that's where it's 
at." You know, where do they listen to a woman? 
Where do they listen to people? Where can you 
make the change? It's in administration, although 
I don't know whether I'd want to be an administra­
tor. In order to make things happen, in order to 
make changes, you know, like the Cooperative 
Learning, Cooperative Teaching ... okay, if you're 
an administrator you can implement that and say 
"we're going to do this this year. What we have 
here is not working and I think this will work." 

So credibility is enhanced by the title? 

I think so. I've come to the conclusion ... ! think 
if you are in a womans occupation and you have the 
knowledge and authority they will listen to you, 
but I think if you don't have the degree ... am I 
making myself clear here (laugh)? They don't 
listen as much. 

Is part of that attitude that comes with the 
degree? Personal attitude? 

You mean how you project? Yes. 

So many women now are going back into education 
getting degrees; they're also becoming more vocal 
than in the past. 

I still think we have a long way to go. We're 
getting there. 

Where do you all see that we need to go? 

She (Joyce) was talking about administrative 
positions and I work for DHS. The number of 
female employees far outweigh the male employees 
in social work positions. Now, on the first level 
of supervision, county supervison, there is a 
large number of female supervisors. But once it 
raises above the county level then it goes into 
predominantly male. All the upper administrative 
positions are filled by males, even though, in 
ratio, it's really disproportionate. 

Like in education? 

Yeah; like most of your principals are going to be 
male. 
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What do you see as the reason for that? 

The men are typically seen as more competent ... 
that there are a lot of concerns that come with 
women such as "Oh, is she going to get grouchy at 
a certain time each month?" "Is she going to have 
to take off because her kid's in a play at 
school?" "When her kids are sick, can we count on 
her to be here?" They're going to assume that 
most women have other priorities~ They want men 
who make their job the first priority. 

Do you see any differences in the way women see 
leadership roles versus the male "normative"way of 
seeing Leadership roles? 

I think women have a more "cooperative" view 
toward leadership. And will enlist more sugges­
tions, and possibly hear alternatives ... at least 
open for some discussion. My personal experience 
having both male and female supervisors is that 
the males tend to be more directive ... "I've made 
the decision; this is how we're going to do it; 
it's going to go into effect on this date." 
They're just a lot more directive and closed in 
their approach to leadership. I think men have 
been taught to assume responsibility and make the 
decisions, to "be strong," and females don't 
always feel the need to be ... they don't have the 
same need for the power that men are raised to 
think they need. Yeah, I think there is a basic 
change in outlooks and everything ... not that the 
men are wanting to be harder or more dictative ... I 
just see a man needing to project a stronger image 
and feeling the need to project ... a more "compe­
tent" image maybe. 

Perhaps women define "strength" in a different way 
than men. If we go back, like you said, to the 
traditional ways ... women gain strength through 
their nurturing; the nurturing is a cooperative 
effort, whereas the male view of leadership is 
"one person" and the idea of strength and power. 

Ruthann, do you see a difference in male/female 
leadership roles? 

Ruthann: Well, I've only worked with male supervisors. But 
yes, I think maybe men view power different than 
women do. 

Julia: In one of the other sessions, we talked about the 
language ... definitions like aggressive vs. asser­
tive, and whether it's a male or a female "term" 
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... if a man is aggressive that's a positive and if 
a woman is, that's a negative. The leadership 
styles tend to follow into that realm too; if you 
get traditional about it. 

You may have already discussed this ... but I see 
this leadership style beginning at point of birth, 
like boys in blue, girls pink. Girls are soft; 
boys are hard. And we elicit that from then on. 

Leslie: I discussed that in raising my little boy ... that I 
think I do allow him to show more excitability and· 
rambunctuousness, whereas perhaps if I had a girl 
I'd have her calm down, settle down. 

Prof.: Yeah, play with a doll and be quiet. 

Ruthann: Don't get your dress dirty. 

Julia: This is our last meeting. I thought maybe we 
might evaluate what we've talked about and your 
feelings about it ... maybe what you think you've 
gained from this experience. 

Leslie: I'll start, if nobody else minds. What I saw, 
even though there's not a great deal of age dif­
ference, between me and maybe the other members of 
the group, where there have been a lot of changes 
of ideas and attitudes from the time that I went 
through high school and graduated ... the age span 
wasn't that significant, but the change in atti­
tude was. I felt like I had the opportunty to 
pretty mtich do whatever I wanted to do. There's 
still the subtle messages and there's still cer­
tain things that are not acceptable while other 
things are, but it was much more open to me ... I do 
see it as a process of evolving. This group 
certainly increased my awareness of the interplays 
between men and women. Watching some of the women 
where I work, and thinking, "yeah, I know how they 
got promoted." And I don't mean just subtle 
sexual favors ... more a flirtatiousness, real coy 
tilting of the head, and swinging of the shoulders 
when they speak with a male administrator; kind of 
playing up to them. 

Ruthann: That's the way women get their power. 

Julia: Good point. Because everyone wants some semblance 
of power, either over themselves ... like you, 
Joyce. I see you struggling, trying to gain power 
over your life and Self. And we also feel like we 
have a "place" in society. 
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Ruthann: And if you compete with men directly ... a lot of 
them feel like it's too threatening to them ... like 
you'll be discounted as a woman ... so they relin­
quish. 

Julia: So that the men will not feel threatened? 

Ruthann: Yes. So they can have their power; have the "cake 
and eat it too." Women do have a certain power in 
that traditional system ... but it's a sort of 
dishonest type of power as I see it ... sort of 
manipulative. It's not really direct. And I 
think that's what bothers me about it. It's game­
playing. 

Julia: You're saying it's deliberate? 

Ruthann: I think a lot of it is; I really do. 

Julia: Do you think it's more ... what the women do ... is 
deliberate, whereas what the men go about doing do 
you see as deliberate ... generalizing ... 

Ruthann: Oh, I think it's deliberate. It's learned too. 

Julia: 

Leslie: 

Julia: 

Leslie: 

Joyce: 

Julia: 

Joyce: 

Leslie: 

Do you think that men are conscious that they 
are ... 

Maybe I'm shortchanging ... ! know what you're 
saying ... ! think the men do things more .•. they 
respond; they fall into a pattern and "this is the 
way we do it; this is the way we've always done 
it ... this is how I respond to a certain situa­
tion." I think women do give more thought ... maybe 
I'm shortchanging the men ... 

I don't personally see it as shortchanging so much 
as men have never thought about it ... they've, of 
course, never been women •.. 

Using Joyce as an example ... the men wouldn't 
''speak" to her and so she manipulated them by 
getting a man to go present the same idea. 

I didn't think of it as being manipulative. 

But you deliberately planned a strategy that you 
knew would work. 

Yes. Actually, I thought it was kind of clever. 
I didn't think of it as manipulative; I wanted ... 

Manipulative, to me, doesn't necessarily have a 
negative connotation. 
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Joyce: 

Julia: 

All: 

Joyce: 
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Oh, good, 'cause I don't want to be thought of 
that way. 

But Joyce, I think we many 
late. Obviously, you were 
still got what you wanted. 
though, is that you didn't 
credit for it. 

But I got the program. 

times have to manipu­
not "heard" ... but you 

The problem with it 
get the praise or 

I'm wondering ... if that happens again, if you will 
be satisfied doing that same thing and not getting 
credit for it; or, if next time that won't satisfy 
you ... that you'll want the credit for it. 

Well, that's what I'm struggling with right now; I 
feel like I've got a lot of good ideas and I know 
where to collect the data ... and I'm thinking, "do 
I want to be the person in the background just so 
long as I get it, or do I want to be in the fore­
ground." I did that, you know, and I'm proud of 
myself. You know, with Indian upbringing, you're 
not supposed to want to be up-front type stuff, 
you know. And I'm thinking, "I like it up here!" 
Why can't I be up here?! I'm really struggling 
with that. 

What we were talking about the men and the 
women ... I just want ... what I feel about some men 
and women as leaders ... I feel women are more 
logical. I don't think men are logical; they're 
rigid, one-way. Every once in a while you find a 
woman that's rigid, a woman director or something 
... I had one, and I'm not sure of the word ... 
psychosomatic or something ... if she did it, it's 
okay, but if he did it, she's going to "write you 
up." But that's just one. Actually, that's the 
only woman director I've been under. 

You know, many women don't like to work for a 
woman ... because the "coy, tilt of the head" does 
not work. 

(Nod affirmatively) 

But this woman ... we have a lot of programs where I 
work. Most of them are helping people with their 
problems. She had her pet program and everybody 
else just had to do with their own thing, which 
was fine because I had kind of free reign and 
everything, but sometimes I needed some help. One 
thing she kept on doing ... when I first started, I 
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worked six months on, six months off. When I came 
back to my six months on, she couldn't find some 
place to put ... like a table ... or books, or any­
thing ... in my area. It was like that was like the 
clutter area. I had a kind of run-in with her. 
She just got mad and said, "Okay! I'll take it," 
and she got things put up. 

I'd like to explore what you said about you view­
ing men as not being logical ... as logical as 
women. 

Joyce: I don't think they think things ... listen, I'm 
probably a bad candidate right now because I'm 
really "off." I have been hurt for so long ... I 
have come to the rude awakening that I have 
allowed myself to be stifled ... 

Julia: Then that makes you a "good" candidate, because 
you are evolving, and you're growing. 

Joyce: Okay. Yes, I'm growing, but I'm still in a prob­
lem with how I look at men. (reactions from 
others) 

Julia: I don't think you're the "Lone Ranger" here 
(laughter). Ruthann, aren't you divorcing, or 
divorced? 

Ruthann: I've been divorced six/seven years ... but I don't 
have anger toward men. 

Julia: 

Leslie: 

Joyce: 

Julia: 

Joyce: 

And Julie is evolving too ... and Leslie, so are 
you, and you are happily married. 

Yeah, I am happily married. But, like last week 
... I told you this has really increased my aware­
ness.~.so when my husband had done certain siuff, 
I'd say, "Why did you do that the way you did, or 
why didn't you ask me about that?" And he'll go, 
"Gosh, I'll be kind of glad when you're through 
with that class. You sound like a woman from 
Donahue!" (laughter) 

They say once you go to assertive training you're 
never the same! 

That's what started mine ... a workshop here, back 
in 1979. It didn't start it, but it gave me 
something that I felt like was concrete. 

Me too ... that was just like three or four years 
ago ... I've lost count. That's why I'm here; that 
assertive training has got me a lot. He honestly 
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Julia: Do you all think that what we've done here has 
increased your awareness? 

Leslie: Definitely mine. 

Julia: Okay ... when you go to work with people in DHS, and 
your GED students. Ruthann, what will you do? 

Ruthann: I work at the fabric shop ... but I want to work 
with eating disorder clinics. 

Julia: So you'll be working with women; you all will. 
What we've been talking about is so indicative of 
the reasons why it's the women (to Ruthann) that 
mostly have the eating disorders. 

Ruthann: That's true ... that's true. 

Julia: 

Joyce: 

Julia: 

Joyce: 

Leslie: 

Julia: 

I guess my question is ... do 
to see women differently in 
Let me give you an example: 
put herself down ... 

Yes. I do already. 

you think you're going 
working with them. 
If you see a woman 

Will you perhaps see her differently than you 
would have before we talked about all of this? 
(pause; they don't seem to understand the ques­
tion) 

Or will you see yourselves with more awareness 
when you do things that are stereotypical? 

You mean catching ourselves putting ourselves down 
and then say, "Hey, nope ... not going to do that 
anymore." Yeah. I've really enjoyed this group; 
I'm going to miss it. 

Me too. I've felt short-changed at the time we've 
been given to get together. I'd have liked 45 or 
50 minutes. 

I would have liked it if we could have gone to my 
house and sat around the kitchen table and drank 
coffee. That really works better. See, that's 
another thing that women ... women seem to have a 
need ... as part of their leadership skills 
even ... to become very informal ... their environment 
for trust seems different than the males'. 
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That's how I try to do with my group. I make the 
coffee, and cookies ... and we sit around the kit­
chen table. One thing--when men get together, 
it's like they try to "outdo" one another ... on 
anything ... a big fish story ... 

The insults ... that's what gets me. This is a way 
of one-upping each other. It's like a big power 
game. 

Yeah ... "if she didn't come home and fix dinner, 
I'd knock her across the room," or something like 
that. 

See, with men, that's like part of their leader­
ship power ... with women, it's a more cooperative 
endeavor. I see elementary school changing, and I 
think it's because we're getting so many elemen­
tary school women principals; if a woman principal 
stays there long enough, and she is an autonomous 
person, and has her self-esteem intact, that she's 
not trying to prove herself as a "good ole boy," 
then the school takes on a more cooperative 
climate. Women are not in secondary principal­
ships much yet, but where they are, we see the 
same change. 

I would like to see a woman as state superinten­
dent. We'd see changes in a year. 

{Professor closes session) 
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BIOGRAPHICAL INFORMATION AND COMMENTS FROM THE 

DIALOGICAL ENCOUNTERS/CONVERSATIONS 

DATA GATHERING 

The following is the requested biographical information 
and comments asked of each group member from the Dialogical 
Encounters/Conversations data gathering used in Chapter IV 
of this study: 

Name: "Helen" 
Employment: Teacher and Speech Therapist 
Marital Status: Married 
Age: 49 
Children: Four daughters, ages 10 to 30 
Education: B.S. and M.E. 
Religious affiliation (do not have to answer): Baptist 
High school attended: Lincoln Arkansas 
What year did you graduate? 1957 

What do you see as the most prominant problem facing young 
female students today? Society not treating girls the same 
as boys. Eliminating the double standard. 

As you look back on your own life as a female, what do you 
see as your most challenging reflection? Convincing myself, 
as well as the rest of the world, that I am not inferior 
because I am a woman. 

Name: "Joyce" 
Employment: Inter-Tribal Council/Adult Education Director 
Marital Status: Divorced 
Age: 45 
Children: Two sons, ages 14 and 17; one daughter, age 9 
Education: M.A. in Education; working on school counseling 
Religious affiliation (do not have to answer): Catholic 
High school attended: Miami, Oklahoma 
What year did you graduate? 1961 

What do you see as the most prominant problem facing young 
female students today? Dealing with their own sexuality. 

As you look back on your own life as a female, what do you 
see as your most challenging reflection? (did not answer) 

136 



Name: "Ruthann" 
Employment: Work in a fabric shop 
Marital Status: Divorced 
Age: 41 
Children: One daughter, age 20 
Education: B.S. in Education 
Religious affiliation (do not have to answer): No answer 
High school attended: Blytheville, Arkansas 
What year did you graduate? 1965 
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What do you see as the most prominant problem facing young 
female students today? Continuing negative role stereo­
typing in the culture ... whether internalized by the individ­
ual or not. 

As you look back on your own life as a female, what do you 
see as your most challenging reflection? I was angry for 
being female. As a result, I over-feminized to compensate. 
I know I'm still angry inside, but am learning to dissipate 
it and work it through. I find it hard to be androgenous in 
a relationship. I tend to fall back into a pattern of over­
feminization and end up resenting the relationship for my 
own behavior. I choose dominating men and then resent being 
dominated. It seems to be a recurring pattern from my 
family of origin that needs to be laid to rest. 

As a general reflection for the culture in general, I 
think there are both subtle and obvious physiological dif­
ferences between male and female; neither being superior. I 
don't think women need to try to be men--then need to carve 
a new role to fit the changed needs of the industrial 
society, as men's roles need also to change in a complimen­
tary way. 

Our culture doesn't barter much. Dollars and cents are 
our currency, the value of our work, the hallmark of our 
success. What value does a culture as such put upon recep­
tivity, submissiveness, intuition, and nuturing? Maybe 
we're about to see. 

Name: "Leslie" 
Employment: Social Worker 
Marital Status: Married 
Age: One son, age 2 
Children: 29 
Education: B.A. 
Religious affiliation (do not have to answer): Baptist 
High school attended: Muskogee, Oklahoma 
What year did you graduate? 1978 

What do you see as the most prominant problem facing young 
female students today? Not conforming to what societal 
pressures tell them their goals should be, but setting their 
own. 
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As you look back on your own life as a female, what do you 
see as your most challenging reflection? At age 20, I 
entered a powder-puff, mini-modified, dirt-track racer 
contest. I did so well against the women that I was encour­
aged to race against the men. For the rest of that season 
and the next racing season, I raced against the men. I was 
not met with open hostility, but felt there was some resent­
ment about some of the attention my status as a female race 
car driver gained, such as newspaper and radio interviews. 
However, during the races it seemed I was the target going 
into the corners for the other drivers to hit my wheels, 
putting my car in a spin. It als6 appeared they "joined 
forces" to keep me cut off instead of trying to take the 
lead themselves. Between races I was not included in the 
"good old boy" talks. It was difficult for me to continue 
to show up under these conditions. It came as a relief when 
the season ended, but I felt that I could not quit before 
without giving up a lot more than just racing. The exper­
ience came as a surprise as I had never had difficulty 
getting along with men before. I assume the only difference 
was I had not been in direct competition previously. 

Name: "Julie" 
Employment: Teacher 
Marital Status: Divorced, now with companion 
Age: 33 
Children: Son, age 10; daughter, age 7 
Education: B.S. in Special Ed 
Religious affiliation (do not have to answer) : Baptist 
High school attended: Tahlequah, Oklahoma -
What year did you graduate? 1973 

What do you see as the most prominant problem facing young 
female students today? They are not taken seriously in high 
school years, or earlier years. Society overlooks the 
potential of the females, period. The world's work demand 
is changing faster than the attitudes. 

As you look back on your own life as a female, what do you 
see as your most challenging reflection? Males feel women 
are inferior in every way. No matter how many degrees, or 
how well you do, you are never smart enough. Now, they DO 
justify my intelligence, saying, "even though you have 
degrees, you have no common sense." Now, I don't believe 
this, but this is not just my family. We are fighting this 
in the business world. If you are successful you must be a 
little better than the male in the next office to prove 
yourself. Why should we have to make an extra effort to 
prove? 
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REFLECTIVE JOURNAL 

Kay L. - Age 40 

Results of our intelligence tests were available at the 

counselor's office. We only had one counselor and he was 

male. In fact, the principal and vice-principal were both 

male. Now that I look back, junior high was dominated by 

men. I went to see the counselor about my IQ score. I 

don't remember my number but I remember asking what my score 

meant. His answer as I remember it was, "Your average for a 

girl, you shouldn't worry too much about it. You'll get 

married and have a family and your IQ won't be important to 

you then." I guess I just accepted his answer and went back 

to class, feeling average. 

This reminds me of another incident with my Algebra 

teacher. He was also my bus driver. I was having trouble 

understa~ding the concepts, so one day on the bus I asked 

him to explain it again. He was known as a "genius" in 

math, but had difficulty relating to students. Several 

times I asked him to explain things to me. Finally, one day 

he said, "girls have difficulty with numbers and abstract 

thinking, so just pay attention in class and turn in your 

homework and you won't fail my class." That's exactly what 

I did, and received my first "D.'' I never took another math 

139 



140 

class after that. My impression was that women wouldn't 

need this information. How wrong that was! It took me two 

semesters in college to understand math equations and pass 

an Algebra class with a "B." 

In high school I had a psychology class. The teacher 

was male and a coach. We discussed very little psychology 

and a lot of sports. Those of us that did not participate 

in sports played cards while the teacher and his football 

boys planned strategies for the next game. 

Brenda D. - Age 38 

My least favorite subject in elementary school and high 

school was math. I hated math of any form. I can remember 

having the colored spools that slid across the wires. I 

don't really remember learning anything from them, just that 

they slid back and forth. 

During the third grade I remember reciting my multi­

plication facts. Over and over and over ... to this day I 

sometimes go blank. 

It was, and still is, frustrating to learn new con­

cepts. The only way I can work problems is to take it step 

by step very slowly and hope I can guess right. I get very 

humiliated because I work so slow. Algebra to me is so 

senseless. 

The next time I remember math was when I was in junior 

high school. I can't remember the teacher's name, but he 

was a coach. Whenver a student got in trouble he made you 
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stand in the front of the class with your arms stretched to 

the side horizontally. Your palms had to be turned up with 

books balanced on them. "Tommy Turtle" got to do this sev-

eral times. He was almost in tears each time with pain. 

Senior high math was also another coach teacher. I had 

him twice. Once for Basic Math and once for social studies. 

No wonder I didn't learn anything in high school. I really 

should not judge all coaches as bad teachers. I'd like to 

know if there have been any studies on that. In the state 

where I lived, I was given the option of taking less math or 

more science. Of course, I selected more science. So, when 

I took Elementary Algebra at college I had to audit it the 

first time around. The teacher couldn't teach on my level. 

She was too intelligent. The next time I enrolled under a 

high school teacher and managed to pass with a "C." 

Karol H. - Age 24 

I've been thinking about what you said in class about 

career opportunities that were discussed with me in high 

school .. My reply would have to be they weren't discussed. 

When I got married, at ag~ 17, I was hit in the face by 

reality. I thought of adult life as married, with children, 

and a white picket fence. My dream was to be a housewife. 

I knew lots of other women that were married to successful 

husbands. I didn't realize it didn't always work out that 

way. After all, my mother was able to stay home and not 

worry about such things, so why should I? To make a long 



story short, I've worked at jobs, most of which I hated, 

since I was 17 years old. 

I thought of going to college several years before I 

gathered up enough courage to try it. In fact, after my 

first day at college, I asked for my old job back, so I 

tried college awhile longer. The fear slowly began to go 

away, although not completely. Next semester I'll be a 

senior. Maybe I'm not so dumb after all. 

Jana S. - Age 22 
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While in high school I was involved in cheerleading, 

basketball, track, student council and National Honor 

Society. I attended Girls' State and was a page in Oklahoma 

City. 

Only the top 25% can receive an application to apply 

for the biggest scholarship through the high school in which 

I attended. The Class of 1940 always gives six deserving 

seniors those scholarships. The panel interviews you and 

~hen they decide. The scholarships go on the basis of 

involvement, grade point and extra-curricular activities 

while in high school. The panel includes four men who put 

the scholarship fund together. Each man asked a series of 

questoins about college and why you wanted to attend. 

The last man asked me why I didn't attend flight attendant 

school; he felt I would make a great flight attendant, 

instead of going to college. The other men agreed. 
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After my answer I can see why I didn't get the scholar­

ship--but it ~ade me leave with a bad attitude about col­

lege, myself, and the scholarship. Four of the scholarships 

went to boys. Two of the boys dropped out of college before 

their freshman year. Now, here I am getting ready to grad­

uate and I am glad I didn't become a flight attendant. 
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