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“Man looks at his world through transparent patterns or templets which he creates and then attempts to fit over the realities of which the world is composed….Even a poor fit is more helpful to him than nothing at all.”





Kelly, 1955, pp. 8-9

Introduction


Becoming more of a rite-or-passage for many adolescents Advanced Placement exams, in many ways, can be thought of as the epitome of high-stakes testing.  The exams may not only influence a student’s chances for admission into desired colleges, but also the exam offers the opportunity for teens to receive college credit for their efforts during high school.  It would quite alarming then to find something as seemingly miniscule as demarking one’s gender before the exam, as opposed to after it, would measurably influence the number of items eventually completed.  However this is exactly what investigators at the Educational Testing Service have discovered (Stricker, 1998).  What is even further alarming is that this effect appeared when one could reasonably assume that any self-doubts caused by a participant’s gender would seemingly already be at a heightened state irregardless of what point during the examination period a student provided demographic information.


Investigators into the phenomena of stereotype threat (Shih, Pittinsky, & Ambady, 2002; Spencer, Steele, & Quinn, 1999; Steele, 1997; Steele, Spencer, & Aronson, 2002;) and those who study the effects of people’s beliefs, especially high performing girls, about the innateness or malleability of intelligence (Dweck, 2000; Dweck, Chiu, & Hong, 1995) were perhaps less surprised.  In terms of stereotype threat, researchers have defined their construct in terms of group identity (Steele, 1997; Steele et al., 2002), and specifically, their concerns have revolved around the sense that one might be judged or treated through the lens of a negative stereotype and, perhaps even worse, perform in a way that confirms this stereotype.  Spencer et al. (2002) describes stereotype threat as a feeling that, under certain circumstances, something bad could potentially happen that would solidify a negative stereotype in a highly valued domain.  They liken the condition to the threat one would feel if they thought a snake might possibly be loose in their house somewhere (p. 389) -- in other words, a feeling during the testing situation that one’s fears might be confirmed.   

From a different perspective, Carol Dweck and her colleagues (see Dweck, 2000) have suggested that it is often ‘bright’ girls who cling to the belief that they only have so much intelligence (referred to as an entity theory) and that when they encounter difficult problems, those that require effort on the participant’s part; they are less likely to persist at solving them.  Over the last two decades this line of research has suggested that a history of easy school successes, well-intended praise directed at a person specifically for their success (and not at their efforts), and the tendency for teachers and parents to be more directive and less facilitative when working with girls may strengthen the belief that their abilities are more exclusively inborn and not due to effort, strategy, or persistence.  The work of these researchers has suggested gifted girls are more likely to hold an entity view of their abilities than their regular education counterparts (Licht & Dweck, 1984).


In a related and more broad line of research, the underperformance of gifted females in relation to gifted males in mathematics (Benbow & Stanley, 1983; Eccles, 1987) and with difficult mathematics items in particular (Bielinski & Davison, 1998) has received considerable research attention (e.g. Hyde, Fennema, & Lamon, 1990).  Many of these studies inquired into biological differences focusing on such issues as spatial abilities (Benbow & Stanley, 1983), deficiencies of prenatal androgens (Kimura, 1992), or a more narrow range of variability in test scores (Hedges & Friedman, 1993; Buss, 1999).  Other researchers, taking more environmental stances, have pointed to gender differences in the expectations females bring to the task (Eccles, 1987), fewer girls participating in accelerated math courses (Hollinger & Flemming, 1984), a lower sense of mathematics self-efficacy (Pajares, 1996), or the competitive nature of the tests themselves and therefore favoring male attributes (Silverman, 1993).  


Although research revolving around gifted females is extensive (see Kerr, 1994), outside of research completed on affective issues (Leroux, 1989; Csikszentmihalyi, Rathunde, & Whalen, 1997; Kerr, 1997; Howard-Hamilton & Franks, 1995), the relationship between and gender identity and gifted adolescents has received little direct attention (Wilcove, 2000).  The few that have been conducted found either little support for the relationship (Zimmerman, 1984) or suggest gender identity  plays a larger role (Phillips, 1987).  It is clearer picture of the potential influences of gender identity (and sex-role) influence achievement in gifted populations is clearly needed and one arguably fruitful area of inquiry may be through the theoretical lenses of stereotype threat and implicit beliefs about intelligence.

Stereotype Threat and Women in Mathematics


The academic under-performance of those groups that are more likely to face negative stereotypes has recently become the focus of attention for a variety of researchers.  Steele (1995; Steele & Aronson, 1997) has suggested that the psychological burden of stereotype threat may contribute significantly to various achievement gaps in mathematics.  For example Steele and Aronson (1995) had African-American males participate in taking a rigorous test of verbal intelligence where they were part of either of two groups.  The first group was told that the aim of the study is to merely investigate their cognitive processes and that they need only do their best.  The experimental group, on the other hand, was told that the test is a measure of mathematics ability.  The results were often striking.  While differences in test scores between African-American and Caucasian-American students (as measured by accuracy) ranged from small to nonexistent in the control group, the group that was told that the exam directly tapped into their ability demonstrated large discrepancies.  Steele and colleagues (Quinn & Spencer, 2001; Spencer, Steele, & Quinn, 1999; Steele & Aronson, 1995) have interpreted these results, and the results of their later work, as leaving African-American students with the choice of, in the long run, of feeling the brunt of test anxiety or merely disengaging from the task or “disidentifying” with the domain altogether (Steele & Aronson, 1995).  


The phenomenon of stereotype threat, it should be noted, has not been conceptualized as innate to a stigmatized group in particular, but as a more situational circumstance (Spencer et. al, 1999; Steele et al., 1997).  Research into stereotype threat has suggested several conditions need to be met in order for effects to occur: (1) the participants need to care about, or identify with, the domain in question – one that has been used previously as a potential source of self-valuation (Aronson et. al, 1999) (2) the test somehow brings into question the participants ability (Quinn & Spencer, 2001); (3) the test must be challenging to the participants (Quinn & Spencer, 2001; Spencer et al., 1999); and (4) there must be a societal stereotype suggesting poorer performance by the group of which the participant is a self-identified member (Schmader, 2002).   

With this in mind, the work of Steele and colleagues has been expanded and later studies by researchers have gone on to investigate the effects of stereotype threat on other stigmatized groups such as participants of lower socioeconomic status (Croizet & Claire, 1998), the elderly (Levy, 1996), Caucasian men whose math ability was to be compared to Asian men (Aronson et. al, 1999), the performance of African-American and  Caucasian males in athletic situations (Stone, Lynch, Sjomeling, & Darley, 1999), and those that compared high-testosterone participants to others (Brown & Josephs, 1999; Joesphs, Newman, Brown, & Beer, 2003).  All in all, these studies have demonstrated that stereotypes and identities can powerfully influence performance.

In regard to women and stereotype threat, the participants have generally been undergraduates who were above average in mathematics ability or had their previous mathematics ability statistically controlled (Spencer et al., 1999).  Of particular interest is a study conducted with Asian American and Asian Canadian women who averaged a 700 on their SAT (Shih et al., 2000).  The researchers found that when participant’s Asian identities were primed (by asking indirect questions about a given identity prior to the task) they outperformed even the control group (in the American sample); however, when their female identities were primed they performed substantially worse than the control group (in both American and Canadian Samples). 

Further investigations have latter suggested that the influence of gender identification may play a substantial role in women for stereotype threat to occur.  Schmader (2002) has suggested that women may vary in regard to the extent they draw their own identities from the social category “woman” and has demonstrated that indeed this should be considered when working with gender and stereotype threat.   Up to this time, participants in these studies were undergraduates and little work has been completed with early and middle adolescent females.  This is surprising since many theorists have suggested that this may be one of the “most sexist times of the life span” (Steinberg, 1997, p. 186) where gender identification may be an important part of everyday life (Crouer, Manke, & Mchale, 1995; Hill & Lynch, 1983; Ruble & Martin, 1998).  For example, in one of the only studies addressing this age group to date, Ambady and her colleagues (Amady, Shih, Kim, & Pittinsky, 2001) assessed stereotype threat with lower elementary, upper elementary, and middle school Asian females.  As expected they found that participants in the middle school group did better than the control group when their Asian identities were primed and much worse than the control group when their gender was primed.  This effect did not occur in the upper elementary group where the ‘gender primed’ group actually exceeded all others.   Clearly this is inline with research from other fields where gender differences begin to appear during preadolescence (Eccles, 1997;  Hyde et al., 1990). 

Implicit Beliefs of Intelligence


The study of self-beliefs and the meaning-making approach to academic motivation has a long history and varied history in psychology.  However, the current approach for this proposal is grounded in the work conducted of Martin Seligman (Overmier & Seligman, 1967; Seligman and Maier, 1967) who first identified learned helplessness responses in animals.  In his seminal studies, Seligman and his collegues devised experiments where dogs were immobilized and given painful, but not damaging, shocks that could not be escaped.  The following day the same dogs were placed in a situation where the shocks could be easily terminated but they often failed to do so.  It was believed that the animals had learned, erroneously, that the situation was beyond their control.  This work would later be expanded to humans (without electrical shocks of course!) and lead to an explanatory style model (Buchanan & Seligman, 1995).  This theoretical model took on a more cognitive view, as opposed to the more behavioristic one, that emphasized learned ways of viewing cause and effect relationships and the role or control one has as an actor on their environment.  


Building on this work, Carol Dweck and others has taken a different approach and focused their efforts on the field of academic motivation (Dweck, 2000; Molden & Dweck, 2000).  These investigations into helplessness behaviors have become viewed in the goal-theorist tradition (i.e. performance vs. mastery goals, approach vs. avoidance formulations, attribution theory) however, more recently, Molden and Dweck (2000) have argued that, 

“Concerns with failure and attempts to avoid appearing incompetent grow directly out of the belief that an achievement task measures one’s fixed intelligence -- and therefore that task performance has implications for self-worth.  When people believe that a task simply identifies a current level of an acquirable ability, however, they should be free of these implications and should not display this concern with failure and its avoidance.” (p. 138).

These “implicit theories” of ability have been repeatedly found to influence achievement (Bandura & Dweck, 1985; Dweck & Legget, 1988; Henderson and Dweck, 1990) and are assumed to represent “deeply held, but rarely articulated, beliefs about intelligence” (Molden & Dweck, 2000, p. 140).  Thus implicit theories of intelligence address beliefs prior to an activity, which differs from many traditional goal-oriented theories where beliefs develop after and activity.


According to this framework, people who hold implicit theories or beliefs that intelligence is a fixed trait are labeled as entity theorists (Dweck, 2000).  In other words, intelligence is perceived as a trait that cannot be changed.  From this point of view, students in academic settings may see challenge as a threat to one’s self-worth and intensifying feelings of helplessness when confronted with initial difficulties.  This is similar to observations by other researchers and theorists (Covington, 1992).  Incremental theorists, on the other hand, often view intelligence as a process that can be increased with effort or the knowledge of different strategies.  In these studies, even incremental theorists with low confidence in their ability thrive in challenge situations and often persist at tasks by adopting mastery-goals (Henderson & Dweck, 1990).  


In terms of achievement, a large number of studies have been conducted demonstrating the effectiveness of the implicit belief framework.  For instance, Henderson and Dweck (1990) measured the implicit beliefs of junior high students as they first entered school.  Using past performance as a covariate (sixth grade grades and achievement scores), the researchers found that entity theorists had a marked reduction in class standing later on.  Surprisingly, many of the participants in the study were high achieving students.  The incremental theorists demonstrated, on average, a clear improvement in class standing even though many of them entered junior high with a background of low achievement.  Interestingly, many of the incremental theorists who made the highest gains were students who initially had low confidence in their ability.


The question arises as to whether implicit beliefs about intelligence are related to basic personality traits or if they dependent on the situation -- in other words, are they malleable.  To answer this question, Hong, Chiu, Lin, and Dweck (as cited in Dweck, 2000, pp. 25-26) used fictional stories mimicking Psychology Today articles and cleverly embedded them in a reading comprehension test for college freshmen.  The article read by one group described vividly the biological and genetic theories of intelligence.  The other group read a similar article that expressed the roles of practice and a challenging environment in the development of intelligence.  After completing a reading comprehension tests, subjects then moved on to a non-verbal ability test.  Feedback was given about their performance on the non-verbal ability test with half or the “induced” entity and half of the “induced” incremental theorists being told they did better than 65% of the other students and the other half of each group being told they did worse than 65% of the other students.  Since all of the students showed room for improvement, the subjects were then asked if they would like to take advantage of a tutorial before taking on another set of non-verbal problems.  Of those who thought they had done well (the above 65% group), most offered to take the tutorial regardless of the implicit belief theory they were induced with.  However, of those who were told they didn’t do so well 73.3% of the induced incremental group volunteered for the tutorial while only 13.3% of the induced entity theorists were interested.  Thus, there is evidence to suggest that implicit beliefs about ability can be altered and that this can influence one’s desire to improve or persist at a given task.


Research into the implicit theories of intelligence of gifted girls has provided some surprising insights into giftedness and gender.  In a sample of upper-track eighth-grade students, Dweck and Legget (1988; Legget, 1985) found that not only far more likely to hold an entity theory than boys, they were also far more likely to choose tasks that were “easy enough so that I don’t make mistakes.”  This was especially true when the girls indicated that they held and entity view of intelligence.  In another study with gifted girls, researchers found that, in their sample, gifted girls were even more likely to be distracted by readings that were deliberately manipulated to include a confusing paragraph at the beginning of the passage than girls of average I.Q. (Licht & Dweck, 1984).  And while I.Q. was found to be positively related to how well boys did on the task it appeared to be nearly the opposite for girls.  

The Role of Implicit Beliefs of Ability in Stereotype Threat Situations

According to Steele (1997), when a societal stereotype exists about a group it creates a suspicion that can turn into a threat.  Anxiety arises when a member of the group in question feels that poor performance in a more difficult evaluative context could be explained in terms of that stereotype.  Specifically, there is a fear that their performance might confirm a negative stereotype.  In other ways however, the experiments conducted by Steele (1995) and Steele and Aronson (1997) with African-American males could also be explained in terms of an entity view of intelligence, and by suggesting to participants that they are taking an exam that directly measures ability, the examiner may be inducing a more static view of intelligence. 

The assumption that the belief in an entity view of intelligence may exasperate feelings of stereotype threat is not new.  Sandra Levy and her colleagues  (Levy & Dweck, 1998; Levy, Stroessner, & Dweck, 1998) have pursued a line of research inquiring into the role that theories of intelligence have in shaping stereotypes about others.  Their reasoning is that not only do people hold a specific belief about intelligence, but that these beliefs are part of a more general scheme that spreads into beliefs about personality, morality, and stereotypes (Dweck, 2000).  In short, this is exactly what they have found.  For example, participants in one study (Levy & Dweck, 1998) were given either a compelling article that either supported the idea that interventions for “at-risk” groups were nearly futile (an entity view) or an article that suggested personality traits were more variable and subject to change (a malleable view).  The next task was to rate various racial groups and occupations on differing personality traits.  As predicted, the group that was primed with the entity article was more likely to endorse more stereotypical traits for each group.  This is similar to the corollaries put forth by George Kelly (1955) who suggested that people search for such constructs (whether erroneous or not) in order to anticipate future events.  From this perspective, entity theorists may be more likely to endorse stereotypes in order to make sense of the world in which they live despite evidence suggesting more variability within groups than between them (Hamilton & Sherman, 1996).

Direct investigations into the relationship between implicit theories of intelligence and stereotype threat have yet to be conducted.  However, in seeking an intervention to stereotype threat Aronson, Fried and Good (2002) reasoned that by teaching a more incremental view of intelligence stereotype threat should be reduced.  They presented African-American and Caucasian undergraduates with videos demonstrating the cultivation of intelligence through scientific explanations, graphics, and the value of effort.  This was then followed by a discussion on the malleability of intelligence.  The researchers further went on to have participants write letters to elementary school students that testifying to the malleability of intelligence and its expansion with effort and knowledge of different strategies.  Grades earned by both participants who were exposed to the treatment and those who did not were collected at the end of that term as well as the end of the year.  They found that, compared to students who were not exposed to the treatment, those who learned a more malleable view of intelligence not only reported enjoying school more but also, as a group, the gap in grade point averages between African American students and their Caucasian counterparts was significantly reduced.  

Bringing It All Together:  The Relationship between Stereotype Threat, Implicit Theories of Intelligence, and the Role of Gender Identity


Essential to Steele’s conception of stereotype threat an individual must be identified with a group in which a societal stereotype exists (Schmader, 2002; Steele et al. 2002) however only a few studies have been conducted to investigate this claim.  As mentioned earlier, Shih, Pittinsky, and Ambady (1999 Study 1) primed different social identities with Asian American women prior to taking a difficult mathematics test.  As expected, not only did participants whose Asian identity was primed do significantly better (54% correct) than those with no prime (49%), they exceeded those whose feminine identity was primed by an even larger margin (43%).    Interestingly, the study was repeated with Asian women living in Canada where, according to the researchers, the “model minority” stereotype is less prevalent (Shih et al. 1999 Study 2).  In this sample the participants did worse under both the racial prime (44%) condition and the gender prime condition (28%) than the control group than the control group (59%).  Although gender identification was not directly assessed, there clearly appeared to be a stereotype effect when gender was used as a prime.


Schmander (2002) extended this line of research by investigating the effects of gender identity specifically on stereotype threat.  In this study, Caucasian males and females at a university were used as participants.  Utilizing an instrument that directly asks questions such as “Being a woman/man is important to my self-image”, Schmander then went on to have participants listen to the instructions to a difficult mathematics exam (practice problems for the GRE) via a tape-recorded message.  The control group in this case merely listened to the instructions and then proceeded to take the exam.  The “Gender Relevant” group message went on to discuss how the scores would be used to further study gender differences in math ability.  The results of the study, with prior SAT scores controlled, suggested a gender by gender identity interaction where there were no differences in the number of questions correct for low gender identified males and females but a significant difference (with males scoring better and females worse) for those who were highly identified.  This effect was only present for those who were in the “Group Relevant” condition.  As predicted by the stereotype threat framework and the small amount research completed investigating gender identity and stereotype threat, that the groups an individual identifies with should be an important variable in future studies (Nosek, Banaji, & Greenwald, 2002).

Proposed Study of Gender Identity, Stereotype Threat, and Implicit Beliefs About Intelligence


Identification with both a specific academic domain and also a stigmatized group plays a key roll in stereotype threat research.  In regards to gender these investigations often have sought to use high performing females in mathematics as participants.  The reasoning has been that such women are more likely to be identified with mathematics.  However, questions about their actual gender identity are surprisingly absent.  Further,  the role that the implicit beliefs about intelligence held by a stigmatized group an its relationship to stereotype threat has, for the most part, been thought of as a strategy for coping (Aronson et al., 2002; Steele et al., 2002) and not as a condition of the theory itself.  With this in mind, a gap in the literature regarding the relationships between gender identification, implicit theories about intelligence, and stereotype threat in general and with gifted high school females in particular exists.  


The study I propose is designed to investigate the following questions:

1. Do implicit theories of intelligence mediate the effects of stereotype threat in high-achieving high school girls?

2. To what extent, if at all, does gender identity explain the variance beyond that of gender itself in situations where a female stereotype is present?  For instance, are females who identify more strongly to feminine traits more likely to experience stereotype threat?  

3. If so, does the role of gender identity influence stereotype threat differently (in terms of accuracy) for those females who hold and entity belief about intelligence more so than those whose beliefs about intelligence are more malleable? 

Procedure (in brief)

Approximately (# will depend on power) 8th grade students (see Inzlicht & Ben-Zeev, [2000] for the rationale of including males in this line of work) enrolled in Algebra I courses will be asked to participate in the study.  It would be suggested that they may benefit by gaining valuable exposure to PSAT items.  Permission to participate and to obtain information about their math history and prior FCAT math scores will be sought and collected.  All participants will be asked to fill out a questionnaire that taps into their gender identity (Bem, 1973) and implicit beliefs about intelligence (Dweck, 2000).  Gender will be the final question.  Participants will then be assigned to one of two groups.  One group, the diagnostic group, will be told that they are taking part in a study to exam gender differences that occur with difficult problems on the math portion of the PSAT.  The control group, will be told that the study is interested in the processes students use to solve difficult PSAT math items.   In both groups, it will be explained that they will not be expected to finish all of the items and that wrong answers are tallied against their total score and to avoid wild guessing.  Participants will be given 15 minutes to complete the 20 question exam.  When finished the examiner (preferably male) will debrief the participants by explaining issues in testing and the research into stereotype threat (and possibly methods to alleviate it).  

Procedure

A.) An initial t-test will be conducted to uncover whether or not a stereotype effect occurred between the diagnostic and control groups. 

*** One possibility is to also examine the efficacy of controlling for prior achievement as one study chose not to control for this variable since both groups had similar prior achievement scores (Shih et al., 2000).  Others have chose to control for these differences (Steele, 2002; Schmander, 2000)/ 

B.)To investigate the first question “Do implicit theories of intelligence mediate the effects of stereotype threat in high-achieving high school girls?”  An Analysis of Covariance  (ANCOVA) will be conducted using the following model:

E(Y) = + 1 X1X + 3Z1 + 4 X Z1 + 

Where:

Y = Accuracy

X1 = Prior Achievement (FCAT) 
X2= Implicit Theories of Ability (entity = 1, incremental = 6)

Z1= 1 if in diagnostic group, Z1 = 0 if control

X Z1 = Interaction between Implicit Theories of Ability and Group

Null Hypothesis  Ho = 0  or a reduced model (that excludes the interaction term) can be compared with the full model.

C.) To investigate the second question “Are females who identify more strongly with feminine traits more likely to experience stereotype threat?”  An Analysis of Covariance  (ANCOVA) will be conducted using the following model:  

E(Y) = + 1 X1X + 3Z1 + 4 X Z1 + 

Y = Accuracy

X1 = Prior Achievement (FCAT) 
X2= Gender Identity Score (where Score = Masculine – Female)

Z1= 1 if in diagnostic group, Z1 = 0 if control

X Z1 = Interaction between Gender Identity Score and Group

**** Perhaps I should test E(Y) = + 1 X1X+ VAtesting Xto make sure gender identity does not influence accuracy in-and-of itself (see discussion above).

D.) To investigate the final question “Does the role of gender identity influence stereotype threat differently for those females who hold and entity belief about intelligence more so than those whose beliefs about intelligence are more malleable??”  An Analysis of 

E(Y) = + 1 X1X + 3Z1 + 4 X Z1 + (Diagnostic)

E(Y) = + 1 X1X + 3Z1 + 4 X Z1 + (Control)

Comparisons between 4 X Z1 (the interaction between gender identity and implicit theories of intelligence).  I am still investigating if HLM might be a more useful tool in this case.

Conclusion


This primary goal of this research project would be to test the use of stereotype threat and implicit theories of intelligence as viable theories in exploring the role of gender identity in achievement.  Spencer et al (2002) and others (Aronson et al, 1999, Quinn & Spencer, 2001; Spencer et al. 1999; Steele et al. 1997) have suggested four elements need to be present before stereotype becomes a concern.  These include the need to be a self-identified member or a group that holds a negative societal stereotype in a given domain.  This experiment specifically addresses this issue.  Another element is that participants need to be identified with the domain in general and under this proposal it would be assumed that 8th grade students who are taking Algebra I are more identified than other groups with mathematics.  The third element is that the test must somehow also provide some sense of self-doubt due to the stereotype.  This will be the function of the priming condition and the control.  And finally, the exam must be challenging.  The PSAT is specifically designed to provide challenge to this particular age group.


The applications of this project are numerous.  However, perhaps the largest impact would be on the state of testing itself.  As found by Wainer & Steinberg (1992), the SAT may be a different kind of predictor for women than for men in terms of first year grades.  They suggested that it may be unwise for college admissions committees to reject a woman in favor of a man based on their SAT scores since their grades end up higher in the long run.  Further, whether or not the SAT is entirely based on academic competence, and not influenced by social or psychological factors such as stereotype threat, deserves investigation.  

Kelly (1955), Festinger (1957), Heider (1958)  ***find Osgood and Tannenbaum’s Congruity theory (1955)

*** expanding the use of these methods to boys in reading and writing.

*** investigating the use of Piagetian teaching methods (Kamii) that tap logico-mathematical knowledge vs. traditional practices  and their influence on implicit beliefs of ability (and if this differs by gender).
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Dr. Ashton,

I apologize for the delay.  As I mentioned in my email, I am a little (only a little)


confused as to the direction I should be taking on this proposal.  What I have here is not completely finished as I still have questions about statistical procedures and also a few more key references to add.  Further, I have much more I could review in regard to gifted girls and achievement (especially qualitative work) but elected to stay with mostly quantitative work here.  The conclusion section used to be larger but I keep finding that the information I place there best fits into other areas of the document. 

All in all, this is neither a first-draft nor a final product but something inbetween.  I would appreciate it if you could take a few minutes and give me some feedback as to whether I am going in the right direction or not.  Perhaps we can schedule a time to meet soon?

One last thing, I was not able to get as far as I wanted with the proposal as I had to shop for a new computer.  My computer at home is essentially fried.  It has been an agonizing computer with many faults anyway, but as of Thursday it began getting corrupted files that prevent me from using most programs and, more importantly, any word processing programs (it displays the Marlett () font and the CD player hasn’t worked for over a year so that I can try to fix them (it has been repaired before).  Needless to say, it will be retired (perhaps a burial at sea?).  Anyway, that set me back this week as I did most of the work away from my materials!  I should have a different computer by the weekend and can do much more.

Have a Great Day!

Derek

PS.  I keep updated copies on a website at:

plaza.ufl.edu/dlpiper/dissertation.html

