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In their feminist analysis, Robin Ely and Irene Padavic reproach researchers studying sex differences for failing “to consider how organizations as sociocultural contexts shape these differences” (2007: 1121).  They admonish the research community that “if study after study reports findings that align with stereotypes and does not address why, then these differences – in temperament, values, attitudes, and behaviors – take on a determinative quality” (Ely and Padavic 2007: 1122).  Ely and Padavic recommend that those who research sex differences develop “mesolevel theorizing, which focuses on the interplay between organizational features and individual-level processes” (2007:1121). We agree.  Further, we contend that several important studies have achieved this goal. 
Here we review some of these studies and also contribute data from our own research. Each study described here “recognizes the complex interplay between organizations and gender” (Ely and Padavic 2007: 1122), “treats gender as an element of selfhood that is socially produced” (Ely and Padavic 2007: 1123) and, perhaps most important, demonstrates how organizations can and have disrupted the “system [that] produces the appearance of two significantly different kinds of people – males and females” (Ely and Padavic 2007: 1128) by organizing values, experiences and meanings around that difference.  Finally, in our descriptions and analyses of these studies, our goal is to isolate processes common to all that are as equally relevant to the social construction of race as they are to gender. The fact that these findings have been largely ignored rather than applied to a wide range of organizations speaks to the durability of gender and race systems, which are oriented to and protected by those who benefit from them. 
Four studies will be reviewed here:  Claude Steele’s work on stereotype threat, Uri Treisman’s study on students in college calculus classes (focused largely on race), Jane Margolis and Allen Fisher’s research on computer science majors
, and our own research on leadership training. Each of these studies examines an organizational context and its impact upon individual development of gender and/or race identity and the related identification with a set of behaviors, social situations and competencies. All of the studies examined here take place in the confines of educational organizations, specifically institutions of higher learning: colleges and universities. The studies focus on perceptions, performance and aspirations – distinct aspects affected by prejudice and discrimination channeled through the vehicle of societal stereotypes. Each set of researchers concludes, for various reasons and in various ways, that the operational arena is not the individual’s psychological state, or even individual talent, ambition or preparation, but that the organizational context is responsible for varied outcomes in subjects’ perceptions, performance and aspirations. 

The Social Context of Self Development
The examination of the social environment from the perspective of the subject is the basis of social psychological and symbolic interactionist approaches associated with the writings of, among others, Mary Parker Follett, George Herbert Mead, Charles Horton Cooley and Herbert Blumer. Follett contends that there is a “circular response” at all levels of interaction, in that “we are creating each other all the time” ([1924] 1995:41). This mutuality of self, which is seeing ourselves through the perspectives of others, is what Mead calls “taking the role of the other” (Mead 1934). He writes, “The individual experiences him [or her] self …not directly, but only indirectly, from the particular standpoints of other individual members of the same social group, or from the generalized standpoint of the social group as a whole” (Mead 1934:138). Therefore, we have no self that is separate from social interaction; selfhood is generated in some social, organizational context, and is a reflection of how we think specific others see us and how valued we are in the overall organizational context. Cooley referred to this idea as “the looking glass self” (1902] 1964).  Seeing ourselves through the eyes of others, and through the prevailing social norms and expectations, provides the basis on which we perceive and judge our actions, our worth and our potential. 

However, this process creates a deep vulnerability, opportunity for manipulation, and profoundly, and measurably, affects performance.  Negative assessments from society-at-large (what Mead would call the generalized other) are often associated with ascribed social status characteristics – congenital aspects such as race, gender, sexual orientation, weight, height, physical and mental disability or other attributes that are beyond the control of individuals, including nationality, religion and age. Denigrating messages are delivered through micro interactions with individuals and through larger institutional-level evaluations. 
On the other hand, the research reviewed below also demonstrates that organizations can and do act as mesolevel influencers of individual behavior as well as larger social change by neutralizing stereotypes and restoring a sense of competency that is discernable in perceptions, performances and aspirations. Each study analyzes a stereotype, deconstructs it, and generates recommendations for organizations that reverse gender and race-based stereotypical assumptions. Each study has demonstrated that reversal is not only possible, but remarkably quick, easy and inexpensive. However, there is a question about whether these changes can be sustained outside of the organizational context without continued maintenance. Analysis of these four studies suggests a formula that can be applied to a wide range of organizations. Therefore, the question is no longer how to reverse the stereotypes so central to reifying gender and race differences, and the social, economic and political inequality that accompanies them, but whether we have the desire and conviction to bring about the reversal of these disabling stereotypes. 
Claude Steele and Strategies to Reduce Stereotype Threat in Colleges and Universities
In the 1990’s, Claude Steele set out to investigate and rectify the underperformance of Black college and university students. He writes, “By virtually all aspects… lower standardized-test scores, lower college grades, lower graduation rates” African-Americans, regardless of their class background, were trailing behind (Steele 1999a:45).  Steele found that by manipulating the social context, by priming subjects with particular stereotypes, he could influence the test performance of both African-American and White students, and of women and men. 
The manipulations were subtle. For instance, recognizing the stereotype that Blacks are not as intelligent as Whites, in a laboratory administered standardized test, Steele was able to increase test scores in populations of African American students merely by introducing the test as “not measuring one’s intellectual ability” (1999:47).  Similarly, women performed worse than men on standardized math tests when they were told that the test reproduced gender differences, but equal to men when the test was introduced as insensitive to gender (Steele 1997:619-620).  Stereotype-related underperformance is called stereotype threat: “the social-psychological threat that arises when one is in a situation or doing something for which a negative stereotype about one’s group applies” (Steele 1997: 614).  Double-minority status can magnify stereotype threat and its negative consequences on performance. For instance, Gonzales, Blanton and Williams found that in the context of math competency, Latinas are at greater risk for gender-based stereotype threat than are white women (2002: 667).
Steele noticed that only those subjects who identify with the domain in question underperformed when primed with a sentence that reflects a negative stereotype. For instance, the performance of women who were very good at math (entering test scores in the top 15% of the Michigan student population) and reported being confident about their math aptitude suffered when reminded of the stereotype, while women who did not particularly identify themselves with the domain had no change in scores (Steele 2003: 117).  
To determine whether these changes are due to “situational pressure”(the social context)  rather than “internalized inferiority” (the individual’s psychological state), those who were not the usual subjects of negative gender or racial stereotypes were tested to see if they, too, would succumb to social manipulation by pernicious stereotypes (Aronson, Lustina, et. al. 1999:31). Math-proficient white males were given a math test and primed with the statement from the experiment organizers: “In math, it seems to be the case that Asians outperform whites” (Aronson, Lustina, et. al. 1999:33).  Consistent with the stereotype being an external, environmental and situational threat rather than a reflection of a lack of confidence or an internally-generated psychological factor, high math-identified White male students scored less well when the stereotype was mentioned (Aronson, Lustina, et. al. 1999:38). 
Since stereotype threat is situational and social, and therefore relies on the immediate organizational context, rather than individual and internal, stereotype threat can be immediately changed through mesolevel environmental changes, that is, changing the rules and the values of the organization.  Steele has crafted a series of steps that reduce or eliminate stereotype threat in organizations. These steps include: 1. Having a supportive “living and learning community” that is both social and academic; 2. Organizational affirmation of intellectual ability through “challenge workshops” – that is workshops that are “honorific rather than remedial programs” (Cohen, Steele and Ross 1999:1303); 3. Setting and maintaining high standards and assuring the student who is vulnerable to stereotype threat “implicitly or explicitly that he or she is capable of reaching the higher standard” (Cohen, Steele and Ross 1999:1303) and 4.  Making sure that students are told they can succeed through effort and determination and that intelligence is not ascribed to genes, in-born talent or some other immutable and fixed criteria, but instead to hard work, practice and desire (Cohen, Steele and Ross 1999:1303), all things under the student’s control. 
These interventions reduce gender and race differences in specific tasks. That is to say, they have direct and quantifiable influence on performance. These interventions also lessen the degree of distrust in the organization that those subject to stereotype threat initially experience. The increased trust lays the foundation for their belongingness in the domain. That is, within organizational settings that have incorporated these strategies, students can learn to aspire to competence, perceive themselves as competent and to perform competently in areas that have heretofore been negatively associated with their social status characteristics. Steele writes: 
Our research bears a practical message: even though the stereotypes held by the larger society may be difficult to change, it is possible to create niches in which negative stereotypes are not felt to apply. In specific classrooms, within specific programs, even in the climate of entire schools, it is possible to weaken a group’s sense of being threatened by negative stereotypes (1999:54).
Uri Treisman and Strategies to elicit Higher Calculus Grades among Minority Students at Berkeley University

 As a graduate student in mathematics at Berkeley, Uri Treisman, similar to Steele, was impressed and troubled by the underperformance of African American and Hispanic students in their calculus classes, but he noticed that another minority, Asian students, and Treisman focused specifically on Chinese students, were especially strong. In a ten-year period, 60% of the African American students had received grades of D or F, and in no year did more than two Black or Hispanic students earn more than a B- (Treisman 1992: 364). Treisman asked his colleagues for theories about the low calculus grades of Black and Hispanic students on the one hand and the high grades of Asians on the other.
There were four widely held beliefs culled from a survey of faculty members about the performance discrepancies:  1. A motivation gap between strong and weak students, 2. Inadequate high school preparation of African American and Hispanic students, 3. Lack of family support in the case of weak students, and 4. An income discrepancy among the families ( Treisman 1992: 364-365). Though it was not one of the four most common explanations, there were also some faculty members surveyed who suggested that racial heredity and the genetic inferiority of Blacks played a role – an explanation that Steele notes is one that many African American students are routinely exposed to not only in popular culture, but also in educational settings (1999:45). 

After studying each variable in turn, there were no salient differences. The explanation of poor academic preparation did not fit:  among African Americans, the best high school math grades and SAT scores correlated negatively with their college calculus grades. In fact, Treisman found that at Berkeley, “Many of the ‘strongest’ [high school] students failed early. Black men with high SATs often faced academic dismissal. The few successes, on the other hand, came from students who, on paper at least, appeared to be of middle ability” (1992: 366).  Treisman’s observation is consistent with Steele’s work: only those who identify with the domain, in this case, those African American students who were highly math-proficient, were vulnerable to stereotype threat. That is to say, stereotypes and negative environmental factors depress those who are most talented in the domain in question. These factors are the most easy to manipulate. 
Treisman and his team devised a mesolevel change wherein the study groups that occurred organically within the Chinese student population were organizationally replicated for African American and Hispanic Berkeley students. In response to the “debilitating isolation” experienced by these groups, separate from but similar to Steele, Treisman implemented an “anti-remedial” or honorific program that emphasized group learning and community (Treisman 1992: 368).  The anti-remedial program automatically granted African Americans and Hispanics affirmative status – they were no longer outsiders, instead they were recognized as ideals in the domain. Treisman writes:

The results of the program were quite dramatic. Black and Latino participants…substantially outperformed not only their minority peers, but their White and Asian classmates as well. Black students with SAT scores in the low-600s were performing comparably to White and Asian students whose math SATs were in the mid-700s. Many of the students from these early workshops have gone on to become physicians, scientists, and engineers. One Black woman became a Rhodes Scholar, and many others have won distinguished graduate fellowships (Treisman 1992: 369). 

Treisman was instrumental in setting up similar programs for the University of Texas at Austin and CUNY. As a result, the grade point average for minority students became higher than that of non-minority students and higher than the class average.  At University of Texas minorities earned a 3.53 GPA in mathematics compared to a 1.66 average GPA for non-minority students, and at CUNY, minorities earned a GPA of 3.2 in mathematics compared to the 1.8 class average (Treisman 1992: 371-372). As with Steele, Treisman’s organizational interventions covered all four points mentioned earlier and affected students’ perceptions, aspirations and performance.
Jane Margolis and Allan Fisher – Increasing the Prevalence of Female Computer science majors at Carnegie Mellon University
In 1995, Jane Margolis and Allan Fisher embarked on a multiyear project investigating the dismal number of female undergraduate computer science majors at Carnegie Mellon University, one of the leading computer science programs in the U.S. Since the inception of the computer science program in 1988, female majors remained low at about 8%. In Unlocking the Clubhouse, the authors describe the reasons for the pervasive gender gap: 

Very early in life, computing is claimed as male territory. At each step from early childhood through college, computing is both actively claimed as “guy stuff” by boys and men and passively ceded by girls and women. The claiming is largely the work of a culture and society that links interest and success with computers to boys and men. Curriculum, teachers’ expectations, and culture reflect boys’ pathways into computing, accepting assumptions of male excellence and women’s deficiencies in the field...The corresponding process of women ceding the field, largely through disinterest and disaffection, is also complex. Careful observation shows that disinterest and disaffection are neither genetic nor accidental. They are not inherent to the field but are the bitter fruit of many external influences. By the time they finish college, most women studying computer science have faced a technical culture whose values often do not match their own and have encountered a variety of discouraging experiences with teachers, peers, and curriculum.  Many end up doubting their basic intelligence and their fitness to pursue computing. (Margolis and Fisher 2001: 4). 


Michael Kimmel suggests that, similar to individuals, almost anything – groups, activities, interests, institutions, nations, and fields of study – are gendered.  He asserts that in male-dominated societies, even when there is an assumption of gender-neutrality, male characteristics are valued and male needs are prioritized in ways that reflect the male-dominated cultural bias of the society; it is important to note that this bias often remains unrecognized because male superiority is taken for granted (Kimmel 2004:101).  In fact, Margolis and Fisher found that most boys who are drawn to computers are White and Asian, which suggests that computer science as a discipline is not only gendered male, but also has specific racial identities attached to it as well. 

Margolis explains that the stereotypical image of computer scientist that most of us carry in our minds excludes women, and African-American, Latino and Native American men; members of these populations, even when they have interest and ability, often feel that “people like me don’t succeed” and the sense that they do not belong is enough for them to drop the subject.  

Math and science, among the highest paying and most prestigious disciplines, are so closely associated with men, that a study by Lori Bakken determined that 71% of female medical students and 95% of male medical students envisioned a male role model when asked to visualize a physician-scientist role model.  Stressing the importance of real-world role models, by far the most frequently reported visualized image (72% women, 60% men) was that of a mentor who was a faculty member in the respondent's own department (Bakken 2005).  Absent living, breathing, female mentors, then, most women and men visualize physician-scientists as men. 
Pierre Bourdieu’s concept of habitus describes the mesolevel on which a sense of belongingness and competency, or lack thereof, is developed and cultivated.  Habitus is, in Bourdieu’s words, “a subjective, but not individual system of internalized structures, schemas of perception, conception, and action common to all members of the same group or class ” (1977:86).  In this respect, cultural capital is the currency and habitus is the social context of interactions among people. When individuals weigh whether to invest time and resources in certain endeavors, they ask themselves if “people like me” tend to be successful. This concept of “people like me” is, as Bourdieu writes, a subjective experience but not particular to an individual.  Instead, “people like me” includes the status characteristics of group affiliations such as race, gender, class, sexual orientation, etc., such that individuals within these groups identify others within the same group as “people like me.” How people perceive themselves fitting or not fitting into the opportunity-structure guides perceptions, aspirations and performance. 
According to Bourdieu’s theory of habitus, in the case of computer science,  women internalize the objective reality that “people like me” are not likely to succeed. Therefore, rationally calculating their chances, women are unlikely to develop aspirations and ambitions that they predict, in the current social context, will have a high risk of failure. Unlike men, in the areas of math and computer science, women do not take for granted the connection between effort and reward.  In Mead’s words, the understanding of the “role of the generalized other” represented in language, social stereotypes, the low incidence of female images and a preponderance of male images, women develop a sense of self and an identification with other women that dictates, “[computer science] isn’t for me.”  Therefore, success in male-identified realms not only threatens women with social nullification (invisibility) and lack of support – even animosity – but also threatens to undermine their feminine identification. 
Women who engage in areas associated with men are often perceived as unfeminine, overly aggressive, and unattractive. Combined with the high likelihood of failure, losing their feminine identification is too high a price for most women to risk participation in male-dominated realms.  This lack of what Steele refers to as “identity safety” leads many women to a disidentification with the domain. Davies, Spenser and Steele write, “We believe that individual reactions to stereotype threat can range from these preemptive strategies (domain avoidance) to permanent strategies (domain disidentification). Disidentification is an adaptive strategy of eliminating a domain as a long-term basis of self-evaluation. This permanent adaptation strategy can lead to systematic group difference between women and men” (2005:85). Of course, math, science and engineering are some of the most prestigious and high-paying disciplines. Therefore, another consequence of the stereotype experienced by women and men of color in these domains is that their access to high-income positions is reduced. 
However, in the case at Carnegie Mellon, frames of reference and attendant associations were changed through mesolevel challenges in the form of organizational interventions. The recommendations made to the computer science curriculum after Margolis and Fisher’s study, sponsored by the university between the years of 1995 and 2000, increased the number of women majoring in computer science at Carnegie Mellon nearly six times, from 8% to 42%.  Similar mesolevel organizational interventions used by Steele and Treisman were initiated by Margolis and Fisher; these included:  community living and learning environments (for instance, dinners and social events with other female computer science students), maintenance of high standards, the stated belief that female students could meet these standards and an investment in effort and determination over the explanation of inherent talent. 
Margolis and Fisher also emphasized that female undergraduate students both expected and benefitted tremendously from mentorship by faculty, “the relationship between teachers and students is particularly significant for female students…more women than men arrived in college with the expectation of establishing a personal relationship with faculty” (2001:90). Finally, Margolis and Fisher stated that as an organizational intervention at Carnegie Mellon, computer science as a discipline and as a culture had to become more contextualized within larger social and academic environments and had to accommodate the prevailing desire of women to be connected to people rather than machines. They write: “Women students’ descriptions of why they are majoring in computer science are a ‘counternarrative’ to the stereotypes of computer scientists who are narrowly focused on their machines…these women tell us about their multiple interests and their desire to link computer science to social concerns and caring for people…they need their computing to be useful for society” (Margolis and Fisher 2001:54).  This is to say that organizations must be flexible enough to integrate and reflect the values and perspectives of all the participating groups in order to avoid reinforcing stereotype threat. 
Women and Business Leadership:  Persistent Stereotypes
Despite impressive gains by women, feminine characteristics continue to be less associated with workplace leadership than are masculine qualities (Valian 1998) and the pay gap between women and men persists. According to a Catalyst study, U.S.  women now make up the majority of the professional workforce, 51.5% of all management, professional and related occupations (Catalyst 2011).  Yet, Catalyst also reports that women’s representation in Fortune 500 leadership positions has stagnated in recent years. The current societal stereotype is that white men are business leaders and women and men of color are not (Porter and Geis 1981; Heilman, Block, Martell and Simon 1989; Valian 1998; Eagly and Johannesen-Schmidt. 2001; Ridgeway 2001; Moxley 2010).  

In “Rent a White Guy,” Mitch Moxley explains how this stereotype is manifest in a practice adopted by some Chinese companies. Moxley was hired based on his demographic rather than his business acumen. He writes: 
The only requirements were a fair complexion and a suit… And so I became a fake businessman in China, an often lucrative gig for underworked expatriates here. ..Recruiting fake businessmen is one way to create the image—particularly, the image of connection—that Chinese companies crave. My Chinese-language tutor, at first aghast about how much we were getting paid, put it this way: ‘Having foreigners in nice suits gives the company face.’ (Moxley 2010) 
Due to the prestige of having white men in leadership positions, these companies hire Caucasian males for the sole purpose of associating the company with the leadership image that has come to symbolize business prowess.
Forty years ago, in a study of gender stereotypes, among those associated with women were “dislike of math, not skilled in business, and rarely act as leaders” (Broverman et. al 1972).  A decade later, not much had changed. In their article, “Women and Non-Verbal Leadership Cues: When Seeing is not Believing,” Porter and Geis (1981) found that sex-role stereotypes trump situational cues when determining leadership.  When undergraduate students were shown images of business people seated around a table in same-sex groups, groups of only men or only women, undergraduates consistently named the person seated at the head of the table as the leader.  However, in mixed-sex groups, groups of women and men, even when women were seated at the head of the table, undergraduate students did not consistently describe women as the leader.  This demonstrates that women are less likely to be granted the deference that situational indicators such as clothing and positioning provide for men. This social reality continually undercuts women’s confidence in the relationship between their effort and talent on the one hand and recognition and reward from the larger society on the other. 
Stereotypes about the difference between masculine and feminine gender characteristics parallel those about leaders and followers (Porter and Geis 1981: 42).  Leaders are high status, commanding, aggressive, confident, competent, rational and independent. Followers are low status, inexperienced, cooperative, deferential, emotional and gentle. Porter and Geis remind us that, “Leadership is a social phenomenon.  Becoming a leader depends on acting like a leader, but even more crucially, it depends on being seen by others as a leader. In our society, people do not become leaders by their own individual fiat” (1981: 39). 

Ridgeway (2010) found that gender status beliefs shape women and men’s assertiveness, the attention and evaluation their performances receive, the ability attributed to them on the basis of performance, the influence they achieve and the likelihood that they emerge as leaders. Additionally, Ridgeway found that when women’s resistance to the current system of gender status took the form of increased assertiveness, the result was further reduction of women’s ability to lead because of lack of compliance with their directives (Ridgeway 2010: 81). Similarly, Rudman and Glick found that agentic women, that is, women who assumed agency for their performance, were discriminated against in hiring practices because they are perceived as “insufficiently nice” (2001: 743). 
Women are consistently rated lower than men on many of the characteristics seen as typical for successful managers, and even women who are described as successful managers are seen as having less leadership ability than successful managers who are male (Heilman, Block, Martell and Simon 1989).  

Women are more likely than men to turn to entrepreneurship as a way to circumvent workplace discrimination (Minniti, Arenius and Langowitz 2005:12).  However, business ownership does not neutralize gender and racial prejudice.  Research over the last thirty years has established that women are less likely to be identified as business leaders even though women-owned businesses in the U.S. succeed at a rate equal to male-owned enterprises (Eagly and Johannesen-Schmidt 2001; Heilman, Block, Martell and Simon 1989).  Reflecting societal assumptions regarding business leadership, student interest in entrepreneurship classes tends to be skewed toward White men generally -- even in student populations where White males are not the majority. Purdue University reports that over three quarters of the students who register for the “Certificate in Entrepreneurship and Innovation” are White males, 23% are women, 6 % are Asian, 6% are African American, 3% are Hispanic and .2% are Native American (Duval-Couëtil 2007).  
The Center for Women’s Leadership and Women’s Leadership Scholars at Babson College: Challenging Gender Stereotypes through Organizational Interventions
Babson College is a co-ed business school in a western suburb of Boston. For the last 15 years, Babson has been named the top entrepreneurship college in the United States by U.S News and World Report. Most U.S. undergraduate liberal arts institutions have slightly more female students than male students, but perhaps because of the current assumption that business is primarily a male domain, at the time of this research, the student population at Babson was approximately, 60% male and 40% female. The asymmetry is somewhat more pronounced in the faculty:  Babson has 265 tenured and tenure-track faculty: 32% female and 68% male.  However, of the 48 full professors, only 19% are women and 81% are men. 
Similar to Purdue and reflecting national trends in the U.S., male MBA students at Babson are more likely to major in entrepreneurship than are female MBA students. There is also a dearth of female undergraduates in business leadership positions and student business competitions. Between 1983 and 2011 only 6 of 50 student leaders in Student Business of the Year competition have been female. Since 2003, in the Foundations of Management Experience (FME) class, the flagship course of Babson’s undergraduate entrepreneurship education, only 45 of 185 CEOs were female students (Brush et al. 2011). This trend continues after graduation. A study of alumni entrepreneurs in the 25 year period from 1985 to 2009 conducted by William Bygrave, et al. shows that male Babson graduates are more than twice as likely to start a business as women Babson graduates:  29% of male graduates founded or co-founded a business in which they worked full-time compared with only 13% of female graduates (2010:3). While these rates of start-up activity are approximately double those reported by the Global Entrepreneurship Monitor in its 2006-07 U.S. report (Phinissee, Allen, Rogoff, et. al., 2008), the data nonetheless suggests that larger social stereotypes that exclude women from business leadership while associating men with this domain, may have caused many women to exercise what Davies, Spenser and Steele call  “domain avoidance” (2005:85) toward leadership as a concept and a set of behaviors. 
Despite this, Babson has been named the number one business college for young women by The Princeton Review, Cosmo Girl and Seventeen magazine, perhaps in part because it is one of the few business schools to have a Center for Women’s Leadership (CWL). The following is a description of Babson’s CWL from their website: 

· Intensive one-to-one mentoring opportunities, matching high profile women entrepreneurs and leaders in both the profit and nonprofit sectors with our women students

· The fostering of opportunities for on-campus leadership roles for women students

· Networking opportunities with internal and external experts to further career development and advancement across many sectors

· Events featuring prominent women speakers/presenters, providing role models and perspectives on issues critical to women leaders

· Partnerships with organizations and professionals that will assist women students in realizing their career goals

· Foster an environment of social responsibility and cross-sector enterprise by supporting student’s not-for-profit and pro bono activities 

(http://www.babson.edu/Academics/centers/cwl/Pages/student-programs.aspx)

Since its inception in 1999, Babson’s CWL has sponsored between 20-25 female students a year as Women’s Leadership Program scholars.  Based on evidence of leadership potential evidenced in the regular college application, the admissions staff recommends candidates for potential acceptance into the Women’s Leadership Program (WLP).  Candidates who have been admitted to the college are then invited to interview for the opportunity to participate and, if accepted, they receive a scholarship award.  Female Babson students also have an opportunity to apply to join the WLP during their first year.  
In addition to the standard business curriculum, Women’s Leadership Program students receive gender-specific training that includes mentorship from an experienced female business professional, career development advice, job internships, and admission to a speaker series focusing on women entrepreneurs. The co-curricular leadership development programming for WLP students also includes regular dinners, meetings and volunteer activities. The dinners and meetings provide social connections and informal opportunities to discuss women’s leadership and careers with other WLP students as well as with the faculty and staff directors of the CWL.  These interventions resonate with the observations and strategies used by Margolis and Fisher, Steele and Treisman as they structured living and learning communities to create a sense of belongingness in a domain for students who were considered minorities.  
Methods
In order to ascertain the effectiveness of the Women’s Leadership Program at Babson’s Center for Women’s Leadership, we evaluated the experience of those in the classes of 2003-2007, the first five years of the program’s existence. We employ three separate measures.  The first is identification of leaders in an imaged-based survey administered to Women’s Leadership Scholars while they were attending Babson. The second is a post-graduation survey that includes both quantitative measures of success such as salary and career placement as well as subjective measures of success such as satisfaction, leadership opportunity and sense of empowerment. Finally, we conducted in-depth interviews with 20 alumnae of the Women’s Leadership Program; these interviews focused on how the program affected them, their suggestions for improving the program and their reflections on the meaning of leadership. 

Research Methods:  Image-based Survey
Building on earlier research (Porter and Geis 1981; Godwyn 2009) an image-based survey was given to 44 Women’s Leadership Program students and 44 non-WLP Babson undergraduate business students, including men.  Respondents viewed eight images of women and men, of various races (Caucasian, Hispanic, Asian and African American), who were dressed in typical business attire in an office setting (see sample images Appendix A).  To test perceptions of leadership, respondents were asked two questions: 1. Who is in charge?  2. How do you know? 

The survey provides evidence about whether students view women as being in positions of authority and leadership in the workplace and whether gender-specific training (rather than previously held assumptions about gender or workplace experiences) affects perceptions about who is likely to be a business leader. Women’s Leadership Program students as well as other undergraduate business students at Babson are similarly invested in the domain of business; all Babson students graduate with a bachelor’s of science in management degree. According to Steele’s theory, both groups should be aware of and vulnerable to stereotype threat. 

As discussed, the stereotypical perception is that men are leaders in business and women are not (Porter and Geis 1981; Heilman, Block, Martell and Simon 1989; Valian 1998, Kimmel 2004; Eagly and Johannesen-Schmidt. 2001). In other words, businessmen are perceived as normative or typical business leaders and businesswomen are perceived as deviants and minorities, especially in leadership positions. The hypothesis being tested in regard to the mesolevel organizational intervention was that undergraduate business students and Women’s Leadership Program students would respond differently to the images in the survey. The expectation was that business students would reflect the societal stereotype as they had in Porter and Geis’s (1981) experiment and identify men as being leaders in business situations more often than women.  If the mesolevel interventions offered  WLP students served to neutralize the stereotype and create belongingness, “identity safety” (Davies, Spenser and Steele: 2005) in the business domain, then WLP students would perceive women as being leaders as often or more often than they would perceive men as leaders.
Results
  Because we did not want to limit students’ responses, we asked open-ended questions rather than using pre-specified endpoints for statistical analysis. That is to say, students wrote in self-generated responses; we did not supply specified options labeled “Women in charge,” “Men in Charge” or “Not Sure who is in charge.”   The benefit of this is that students had freedom to express their perceptions and did not rely upon predetermined choices. Despite this freedom, there was a clear clustering of answers into “women in charge,” “men in charge” and ambiguous answers in which respondents indicated in some way that they were not sure who was in charge. For the purposes of a post-hoc primary statistical analysis, we only include non-ambiguous answers. 
Women’s Leadership Program students (WLP), those female students who had experienced the mesolevel organizational interventions, were much more likely than non-WLP female students to perceive women as business leaders. Including only definitive responses where someone was identified as being in charge, Non-WLP female students guessed that men were in charge more often than women (53% versus 47%), and they were unsure 17% of the time.  Women’s Leadership Program students identified women as being in charge more often than men (67% versus 33%) and they were not sure who was in charge 15% of the time.  Women’s Leadership Program students perceived women as being in charge about twice as often as men being in charge, and Women’s Leadership Program students were more sure of who was in charge than any of the other groups tested. 
Table 1
Contingency Table of Definitive Responses Given by 
Women’s Leadership Program Students’ 
Versus Non-Women’s Leadership Program Female Students

	

	
	Women in Charge
	Men in Charge
	Total

	WLP students
	202
	99
	301

	Non-WLP Female students
	71
	81
	152

	Total 
	273
	180
	453


 Using Fisher’s exact test, the two-tailed P value is less than 0.0001.
The perceptions of WLP and non-WLP female undergraduate business students regarding whether women or men are in charge is extremely statistically significant, with WLP being approximately twice as likely to perceive women as being in charge in the image-based survey.

Table 2

Contingency Table of Definitive Responses for 
Non-Women’s Leadership Female Students 

Versus Male Students
	WLP Students' versus Babson Women and Men Students' Perceptions

	
	Women in Charge
	Men in Charge
	Total

	Non WLP Female  students
	71
	81
	152

	Male students
	61
	75
	136

	Total
	132
	156
	288


Fisher's exact test

Using Fisher’s exact test, the two-tailed P value equals 0.8.
The perceptions of non-WLP female students and male undergraduate business students regarding whether women or men are in charge is not significantly significant. 
Table 3

Comparison of Definitive Responses for WLP Students,

Non-WLP Female Students and Male Students
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These results suggest that the organizational interventions entailed in the Women’s Leadership Program at Babson College are successful mesolevel challenges that dispel the stereotype that women are not business leaders. This intervention, similar to the ones described by Steele, Treisman, and Margolis and Fisher demonstrate that belongingness in a domain and identity safety can be attained through organizational interventions. In this way, organizations are sociocultural contexts that act as mesolevel influencers between the wider society and individual perception of self and others. 
Research Methods:  Online Career Survey


The image-based survey was administered to Women’s Leadership Program participants while they were undergraduate students attending Babson College and still active in the Women’s Leadership Program. Our next question was whether the diminishment of stereotype threat would continue to follow these young women after graduation?  In other words, did the organizational intervention carry over to their post-graduation career life? 
Sample
To measure post-graduation effects of the Women’s Leadership Program, data was collected from an online survey conducted from June through August of 2009 of Babson College undergraduate alumni. All undergraduate alumni from the classes of 2003 to 2007 (5 years) were contacted by e-mail and invited to participate in the research study.  Survey questions included outcomes such as salary and career placement, career progress since the initial job after leaving college, and attitudes such as satisfaction, sense of respect from peers and leadership empowerment (Langowitz, Allen and Godwyn 2011).  (See Appendix B for specific measures.) 
There were 398 complete surveys and an additional 89 partial surveys representing a 25% response rate.  The sample included males and females, and they were classified in terms of their enrollment in Gender Studies courses and, for the females, membership in the Women’s Leadership Program through the Center for Women’s Leadership. This variable is labeled CWL.  

The sample held a relatively even distribution across the five years of graduation. Respondents were 59% female and 41% male. There were no significant differences in industry, geographic, or functional representation from the general college population.  

Predictor Measures

Personal predictor measures were captured primarily through demographic questions as noted above.  To measure work experience, we looked at decision-making responsibility and supervisory status in the respondent’s first post-college job with ordinal response questions.  Respondents were asked to characterize their decision-making responsibility as none, some, or significant and to categorize their supervisory responsibility as none, 1-4 people, or 5 or more people. 

Career choice predictor measures were dummy variables that captured changes from the first post-college job to the second in terms of industry, function, location or organization change. Structural predictor questions asked about industry sector and organizational size, using the sector and size categories provided by Babson College’s career center.  Organizations were categorized as fewer than 25 employees, 25-99 employees, 100-500 employees, or greater than 500 employees. 

Outcome Measures

The survey asked respondents to report salary for their initial post-graduate role as well as in their current role.  In addition, information on promotion, both internally to the same organization as well as to a new organization, was collected.  The objective measures of success used in our analysis were salary in the current role (SalaryNow) and a dummy variable for promotion of any kind was constructed (Promotion). 
Subjective measures of career success were based on responses to 5-point Likert scale questions with respect to comfort, respect, leadership, and empowerment at one’s job.  Sample items include: “At work my contributions and work effort are respected by my peers” and “At work I feel empowered to take initiative and make decisions.” Two measures combining responses were created by summing over the scalar data to capture Respect (2 items) and Empowerment (3 items). Another set of subjective measure focused on whether one’s personal, career, and community life were on-track.  The three items were: “I feel my career is on track for where I wanted it to be at this point in my life,” “I feel my community involvement is on track for where I wanted it to be at this point in my life,” and “I feel my personal life is on track for where I wanted it to be at this point in my life.”  An overall “Life on Track” variable was created by combining the three items.
Analytical approach

Univariate and bivariate descriptive statistics were calculated using means (+ SD) and medians for continuous data and frequencies and percents for categorical data.  Bivariate analyses by gender, CWL membership, and completion of gender studies courses were analyzed using chi-squared statistics.  Comparison of mean starting salaries and salaries now by gender and CWL status used one-way Analysis of Variance.

Logistic models were fit to the dichotomous outcome of Promoted or Not and linear models were fit to the outcomes of Salary Now and Empowerment.  Models were fit adding all the variables simultaneously as well as in blocks using Gender, CWL membership, and Gender Studies as moderator variables.  Models were evaluated using R-squared for regression models and pseudo R-squared (Nagelkerke) for binary logistic models.
Results

Objective Measures
Results from our sample show that women experience a statistically significant gender pay gap in their first jobs upon graduation, and that gap widens over time (Langowitz, Allen and Godwyn 2011: 8, See Appendix D) . However, those female students who experienced the Women’s Leadership Program interventions began their careers relatively at par with their male counterparts, earning 94 cents on average compared to male graduates while other female graduates earned only 85 cents on average for every dollar their male counterparts were paid.   This gap widened to 85 cents for WLP women and 80 cents for non-WLP women with time in the workplace beyond college graduation.  The only exception to the pattern is in the initial year Women’s Leadership Program graduates, 2003, which may be attributed to its start-up experimentation with a pilot group of 13 students. 
The base linear model shows that Babson female graduates experience a significant negative gender penalty on the objective measure of SalaryNow (Langowitz, Allen and Godwyn 2011:8).  However, the Women’s Leadership Program interventions have narrowed the gender difference.  In the second step of the model we find that the salary difference is only $9633 less for Women’s Leadership Program graduates versus male graduates compared with $16,945 in the base model for other female alumnae versus male alumni (Langowitz, Allen and Godwyn 2011:13).  

In a third step, we test for the potential influence of  Gender Studies coursework as an intervention.  Similar to the second model, we find that adding Gender Studies coursework as a moderating variable on Gender  also reduces the gap in SalaryNow, although in this case it is likely moderating both genders as some men do take Gender Studies courses.  Nonetheless, significantly more women than men are enrolled in Gender Studies courses, with slightly more WLP enrolling than women outside of the program (p=.0001).
Subjective Measures
We constructed a composite variable that combined a self-assessment of career life, community life and personal life and used a multinomial logistic model to evaluate the potential influence of personal, career and structural choice predictors on overall life satisfaction as a career outcome (Langowitz, Allen and Godwyn 2011:16, See Appendix C.) 

Results in the model show that gender is significant:  women graduates reported a dramatically higher level of satisfaction than did male graduates.  The intervention of the Women’s Leadership Program also shows a significant influence.  Women’s Leadership Scholars were significantly more satisfied post-graduation than other women graduates.  Indeed we see significant differences (p=0.039) between women who participated in Women’s Leadership Programming and those who did not (Langowitz, Allen and Godwyn 2011:17-18). Further, we see significant differences when comparing the responses of those women who experienced the Women’s Leadership Program, those women who did not, and male graduates with respect to volunteer/community life on track (p=0.040) and personal life on track (p=0.045) with women being significantly more satisfied than men and WLS being the most satisfied (Langowitz, Allen and Godwyn 2011:18).
Therefore, by both objective and subjective measures, Women’s Leadership Program interventions have improved outcomes for Babson alumnae; specifically, Women’s Leadership Program graduates have higher salaries and report more life satisfaction than Babson female graduates who did not participate in the Women’s Leadership Program. 
Research Methods:  Interviews 

To clarify and enrich the online survey data and to include additional qualitative data, in 2011 we conducted in-depth, post-graduation interviews with 20 alumnae of the Women’s Leadership Program. We solicited hour-long interviews from WLP graduates by email, and continued to send emails until our target number (20) was reached. Interviewees signed an informed consent and agreed to a single one-on-one hour-long interview with possible follow-up contact should clarification be required. Interviews were tape-recorded and transcribed. Guided by the previous data from the image-based and online surveys, we developed general interview questions using a grounded theory approach and coded the responses based on emerging themes and key words that arose from the interview questions (Glaser and Strauss 1967; Lofland and Lofland 1995; Strauss and Corbin 1998).  
In addition to basic demographic information (year of graduation, race, marital and parental status) we asked the respondents’ the following: 1. To highlight some their experiences as a Women’s Leadership Program participants, 2. Whether there was academic coursework they found especially influential, 3. To describe their personal and professional lives; 4. To define leadership and to define success, and 5. Whether they had any suggestions for improving the Women’s Leadership Program. 
A range of graduates were interviewed beginning with the class of 2003 (the first graduation year of participants in the Women’s Leadership Program) through 2007.  All but four interviewees identified as White/Caucasian; two identified as Latina/Hispanic, one as Asian (Indian) and one as African-American. Several interviewees were married or engaged; three had young children, and one was a single mother. 

Recognizing that our interviewees were self-selected, there was uniform positive regard for the Women’s Leadership Program and the Center for Women’s Leadership. Representative comments are:
Being a Women’s Leadership Scholar was a big part of going to Babson and it was a big part of me choosing my career. 
I would say that the Center for Women’s Leadership and Babson does a good job of preparing you for the workplace. I still use some of my books from Babson...you learn how to think through things. You are not given answers right away. You have to take the tools and figure things out on your own. 
The [Women’s Leadership] program was wonderful. It’s probably even better now. 

I am still friends with a lot of people in Women’s Leadership. 

The [Center for Women’s Leadership] conferences were amazing. 

I go back to Women’s Leadership events even now. I have really good relationships with my class and those ahead of me. 

With near unanimity, most common experience that the WLP graduates recalled were the networking events including monthly informal dinners, speaker events and skill-based training focusing on topics such as business dinner etiquette, dressing for success, mingling and networking techniques. These informal dinners and construction of learning communities are common successful interventions in Steele, Treisman and Margolis and Fisher’s research. Representative comments are: 
I remember being really excited about it. I went to a program retreat on campus for the weekend. It was all day and all night. All day there were panels and discussions around women leaders. Then they had all of us say a poem. I said it quietly, and they said, ‘No. You need to feel your voice and exercise your voice.’
I distinctly remember [the director of the CWL] taking me around and showing me how to network by doing. I still remember how she taught me to leave a group. You need to look around and invite someone into the group. You have to get over feeling shy or bad and just thank them for their time. It was intimidating at first, but I shadowed her and learned how to do it. I really learned a lot at CWL through practical, real world examples.

As a woman, you need a network. I work in financial services, which is dominated by men, and you need other women to talk about experiences and to ask questions. At one point, I thought about getting a PhD, and there was a woman two or three classes ahead of me [in the Women’s Leadership Program], and I thought about talking to her. Connections are key. 

We went to a lot of networking events. And I still remember some of the small things they taught us like always wear your name tag on the right side so that people see it when you shake hands. Always keep one hand free to shake. Never forget to ask for a business card and always follow up the next day. 
I really liked the alumnae circles. Another program was the Talbots case study and fashion show. Talbots execs came. 

They had amazing speakers. Roxanne Quimby who started Burt’s Bees – talk about an amazing story! Later, I met her. She started a children’s clothing line, and I started a children’s clothing line. We met and kept in touch. That stuck with me. 

The next experience most often recalled by Women’s Leadership Scholar graduates was the intensive one-to-one mentoring with women entrepreneurs and business leaders as well as the on-going mentoring relationship with the Center for Women’s Leadership faculty and staff.  Similar to Margolis and Fisher’s finding, Women’s Leadership students report valuing connections with faculty and relationships with mentors. Mentors also provide the role-model factor that Bakken (2005) has found to be important for identification with a profession.  Representative comments are: 
It really helped to have someone say, “Ok, you’re a girl on this campus. Let’s talk about what that’s like.” 

The mentorship program helped a lot because you saw how really successful women deal with [working in male-dominated workplaces] and talk to them about their experiences. How they overcame obstacles so you know what to do if you’re ever in that situation. In general, I gained confidence that I could overcome. That there are enough successful women in business to be mentors is comforting and reassuring.

It was great to have access to the professors involved in the program and to other students in the group to go to when I needed advice and support. I had known I wanted to go into finance but through people I met I got into banking. They got me the interviews. It was also the emotional support along with the career support. The mentoring program and the speakers helped me focus on how I wanted to develop and get to where I wanted to go. 
The most significant thing was the mentorship program. I was so excited to have access to someone in the working world. They did a good job of matching personality traits between mentors and mentees. My mentor worked for [company] and had significant work experience. She helped me get an internship for a PR firm and I worked for them my entire senior year. 

One of the most important things was seeing professional women who are so successful and learning their stories. I really enjoyed that. 
I loved the mentorship program. We went out for coffee and dinners. I found out who I was then, and what I wanted to do. It focused my mind. She would tell me ‘don’t forget to think about these things.’

Being exposed to professionals as a college student gives you a sense of professionalism. Having the skills to strike up a conversation and learn about their job. It taught me how to approach a partner and talk to a partner at [the company I work for].

As a group, the Women’s Leadership Program graduates who were interviewed had holistic and abstract definitions of both leadership and success.  There was a focus on relationships and quality of interactions.  Specific material acquisitions were never mentioned as hallmarks of success and specific career positions or attainments were mentioned rarely. Representative definitions of success are: 

[Success] changes in different phrases in life. Right now it is defined by my career. I want to be constantly progressing, especially as a leader and being respected as a leader. Success is defined as people recommending you [for a job]. It is also defined as happiness, so maybe going forward, it will be having a family. Success is determined by your whole lifestyle. 
I look at success as breaking it down into smaller milestones not just the course of your career but day-to-day contributions to organizations. Successful relationships and partnerships are a key. Knowing your peers are confident in you. Also, broader happiness about where you are in life. Moving up. I don’t know that I have to be a CEO, but I want to make an impact. Also, success is personal. Making and keeping a great relationship. Doing business with someone, but seeing that person as a human being with feelings. Not only what can you give me, but how can I help you? The sharing and giving. 

Success? Waking up every morning and being excited to get out of bed and going to sleep feeling like I learned something and contributed. Also, by the people around you – who do I love and who loves me? Feeling like I have a community around me. 

Very simply you’ve succeeded if you’re happy in your life. Not a lot of wants. Just happy with your stage in life. 

I would define success by happiness. Even though I am in sales, I’m not very money- driven. I take care of the customer and that means sales. 
Notably, none of the twenty interviewees used the male pronoun to refer to leaders. They all used gender-neutral language (e.g., “ a person is a good leader…”  and “they don’t take credit…” etc.).  Representative definitions of leadership are: 

You’re taking feedback, listening to what people are saying and helping people achieve their goals. Leadership is making things happen, but not taking credit for others’ ideas. Leaders have the ability to see the big picture and help people to translate ideas into actions. You can be a leader in your community or in a charity or a sports team. You contribute your experience and connections to help the group achieve their goals.
Leadership is about empowering people and fostering a culture that promotes and rewards wins, but doesn’t focus too much on mistakes. 

Leadership is about doing the right thing even if you’re standing alone. You need charisma and you have to play to your audience. Communication is a big part of leadership. 

There are two types of leaders. One is out there in the open. Charismatic with a strong personality and people are naturally drawn to them. The other type is a lead from the sidelines. They don’t take credit. A good leader gives credit to others and makes themselves available. It is really about empathy. That’s what makes a good leader. 
You can either ‘do’ collaboration or ‘be’ collaborative. Leaders think hard and long and build a team. It is an all-in relationship. You build a relationship and cultivate a team for mutual beneficial goals. I always thought you had to have specific traits but leaders are unique in different ways. 

The worst leaders have dead bodies in their wake. Those leaders who would do anything unethical and destroy relationships. Inspiring others is true leadership.

A leader is not an individual. A person isn’t a good leader without the people around them. [A good leader] is a person who leads by consensus.

 When asked for specific examples of leadership, a slight majority of WLP graduates provided female leaders as examples. Here are some representative comments: 

There was one senior partner at [my workplace]. I thought she was great because if you asked a question, you never felt stupid. She took time to understand the clients. She would think before answering, which is a great quality. I had three different deals with three different clients, and she helped me. I felt so comfortable with her.  
Earnest Shackelton, being able to get all those people back with no deaths under such dire circumstances. 

I have an aunt who demonstrates leadership because she organizes all the family gatherings. She makes everything come together. She takes on that task and people are comfortable with her doing that. 

I have an [unofficial] mentor [at my workplace]. We met about five years ago at a big [company] dinner. She is one of my superiors. She runs a business unit. She leads by example. She is the hardest worker and the nicest person. She wants the best for the company and for the people. I always know she would do the right thing. She was one of two women who started a women’s networking group. I am so proud of her. 
An example is a woman I work with. She will be a Lieutenant General. She has a 30- year career and the second highest rank for a woman in the military. She treats people well. Inspires people. Other people feed off of that. Everyone would move to work with her. She’s very flexible. She lets people have a life outside of work. Let’s them take care of themselves in order to perform to their potential. Especially in the military, it is unusual to be so flexible and understanding.   

Interwoven in interviewees’ responses are strong sentiments of solidarity with other women, suggesting perhaps that the organizational intervention they experienced as Women’s Leadership Program members carried over into post-graduation work environments. Representative comments are: 

[The Women’s Leadership Program] opened my eyes to networking with women and strengthening relationships with women. I am now part of a women’s network at [my place of work]. Financial services, which is 95% male, is known as a difficult business for women. Many of my women peers compete with other women. My view is we should band together. There are some real challenges having all male clients. You can only get help from other women who have done it before. The Women’s Leadership Program opened my eyes to the support out there and the importance of being a woman. 

It is also having that network through the Women’s Leadership Program. We have a responsibility to our gender to do what makes us feel good and sits well with us morally and ethically and not be complacent. I never think I can’t do this because I am a woman. I can get to a leadership position. 

The satisfaction with life and career recorded in the online survey was obvious in interviewee comments: 

I could talk about [my job] until the cows come home. I really enjoy where I work.

I do see a separation between my professional and personal life. I try to keep a balance and not get too stressed. I take time to relax and not be constantly connected to my Blackberry. I am mindful to take vacation time. 

This is an industry I have a passion for. Work is not a chore; it’s fun! I work with dedicated people who like what they do.

Discussion
Across the imaged-based and online surveys as well as in the one-on-one interviews, the Babson Women’s Leadership Program students differ from their female peers in four key respects:  1. They are more likely to perceive women are leaders than they are to perceive men as leaders; 2. They begin with and sustain a higher yearly income; 3. They report higher overall life satisfaction as measured as satisfaction in career, community and personal life and 4. They have a higher rate of volunteerism. 
This volunteerism extends to WLP participation both in their communities as well as at their alma mater.  Volunteerism generally tends to skew female. Babson alumnae (both undergraduate and MBA) are more engaged than their male counterparts as donors, volunteers and participants in alumni programs such as the homecoming event. However, this gendered effect is exaggerated in the case of Women’s Leadership Program students who show even higher involvement than other female and male Babson alumni. The participation rate of women donors has ranged from 38% to 54% for undergraduate alumnae women who did not receive a Women’s Leadership Award and between 45% and 77% for those who were Women’s Leadership Scholars (Langowitz, Allen and Godwyn 2011, see Appendix B).
It is not clear that volunteerism for those minority groups in Steele’s, Treisman’s or Margolis and Fisher’s research was similarly higher, but this is a productive line of inquiry for the future. If minority students, who, once accredited in their institutions through organizational interventions, learn to identify as successful leaders and then go on to have a greater rate of success, volunteerism and donorship, this study provides evidence that these students give back to those institutions that offered the interventions.  This presumably provides an impetus to institutions to invest in such mesolevel organizational interventions because these interventions might result not only in increased performance for groups subject to stereotype threat, but also in increased institutional support from these groups. 
Conclusion

There are now a set of studies over the last 40 years that demonstrate how to neutralize the social stereotypes essential to the creation and recreation of gender and racial prejudice and discrimination. We have described dependable strategies that allow organizations to act as mesolevel contexts that mediate social and individual change in perceptions, performance and aspirations.  But surely one question persists in light of the studies presented here and similar others:   Do we have the will and conviction to implement these strategies and reverse the social, economic and political inequality that currently prevails?
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Appendix B

Alumni Volunteer Activity, Classes 2003-2010
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Alumni Donor Behavior, Classes 2003-2010
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(Langowitz, Allen and Godwyn 2011). 
Appendix C: 
Comparison of Satisfaction by Gender and Leadership Development Intervention

	
	Male, Female or WLS

	
	Male
	Female
	WLS

	Career On Track Yes-No
	No
	44
	46
	13

	
	
	27.3%
	25.6%
	24.5%

	
	Yes
	117
	134
	40

	
	
	72.7%
	74.4%
	75.5%

	
	
	
	
	

	 
	Male, Female or WLS

	
	Male
	Female
	WLS

	Community On Track* Yes-No
	No
	105
	100
	25

	
	
	65.2%
	55.6%
	47.2%

	
	Yes
	56
	80
	28

	
	
	34.8%
	44.4%
	52.8%

	* p = 0.040
	
	
	
	

	 
	Male, Female or WLS

	
	Male
	Female
	WLS

	Personal On Track* Yes-No
	No
	46
	45
	10

	
	
	28.6%
	25.0%
	20.4%

	
	Yes
	115
	135
	43

	
	
	71.4%
	75.0%
	79.6%


* p = 0.045

(Langowitz, Allen and Godwyn 2011).
Appendix D:
Early-Career Salary Outcomes by Gender and Developmental Support
	 
	 
	Women's Leadership Program (WLS)?
	Salary-1st job
	Salary now
	Gender Ratio 1st
	Gender Ratio Now

	2003
	Women
	Not WLS
	Median
	$40,500
	$75,000
	1.01
	0.84

	
	
	
	N
	24
	24
	
	

	
	
	WLS
	Median
	$35,500
	$62,500
	0.89
	0.70

	
	
	
	N
	8
	8
	
	

	
	Men
	 
	Median
	$40,000
	$89,000
	 
	 

	
	
	
	N
	27
	29
	
	

	2004
	Women
	Not WLS
	Median
	$38,000
	$70,000
	0.95
	0.74

	
	
	
	N
	40
	38
	
	

	
	
	WLS
	Median
	$38,500
	$77,000
	0.96
	0.81

	
	
	
	N
	8
	7
	
	

	
	Men
	 
	Median
	$40,000
	$95,000
	 
	 

	
	
	
	N
	31
	31
	
	

	2005
	Women
	Not WLS
	Median
	$37,000
	$60,000
	0.74
	0.86

	
	
	
	N
	33
	35
	
	

	
	
	WLS
	Median
	$42,500
	$66,000
	0.85
	0.94

	
	
	
	N
	12
	12
	
	

	
	Men
	 
	Median
	$50,000
	$70,000
	 
	 

	
	
	
	N
	32
	32
	
	

	2006
	Women
	Not WLS
	Median
	$41,000
	$57,000
	0.80
	0.81

	
	
	
	N
	35
	35
	
	

	
	
	WLS
	Median
	$54,500
	$64,000
	1.07
	0.91

	
	
	
	N
	12
	12
	
	

	
	Men
	 
	Median
	$51,000
	$70,000
	 
	 

	
	
	
	N
	33
	31
	
	

	2007
	Women
	Not WLS
	Median
	$42,000
	$49,500
	0.76
	0.76

	
	
	
	N
	35
	32
	
	

	
	
	WLS
	Median
	$52,500
	$58,000
	0.95
	0.89

	
	
	
	N
	10
	9
	
	

	
	Men
	 
	Median
	$55,000
	$65,000
	 
	 

	
	
	
	N
	29
	25
	
	

	Average 2003-2007
	Women
	Not WLS
	Median
	$39,700
	$62,300
	0.85
	0.80

	
	
	
	N
	167
	164
	
	

	
	
	WLS
	Median
	$44,700
	$65,500
	0.94
	0.85

	
	
	
	N
	50
	48
	
	

	
	Men
	 
	Median
	$47,200
	$77,800
	 
	 

	
	
	
	N
	152
	148
	
	








 





 








� Sections of this literature review have appeared in material published earlier by the authors.
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Chart1

		WLP		WLP

		Non-WLP Female		Non-WLP Female

		Male		Male



Women in charge

Men in charge

202

99

71

81

61
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Sheet1

						Women in charge		Men in charge		Total		Women in charge (%)		Men in charge (%)

				WLP		202		99		301		0.67		0.33

				Non-WLP Female		71		81		152		0.47		0.53

				Male		61		75		136		0.45		0.55
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