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Speaking Through Multiple Voices:  
The Congressional Black Caucus and the Obama Presidency 

 
 
 

Kimberly S. Adams 
East Stroudsburg University 

 
 
 

     I’ve lived in Mississippi all of my life. I had a lot of dreams as a youngster and as an 
adult, but not in my wildest, most blessed moment did I ever think I would live to see a 
black American elected President of the United States. 

       Congressman Bennie G. Thompson (D-MS)  
                                                             March 9, 2011 
Introduction  
     During the 2008 presidential elections, much of the commentary that surrounded then Democratic 
nominee, Barack H. Obama focused on his race. Countless political pundits, news reporters and political 
junkies, pontificated about America’s potential selection of her first African American president.  While 
the conversations of race permeated the news on a daily basis, often focusing on Jeremiah Wright and 
Obama’s Kenyan father or his white grandparents, political commentators downplayed and in some cases, 
downright ignored Senator Obama’s membership in Congressional Black Caucus (CBC). Was this 
omission deliberate, did they consider it irrelevant or minute, did this information get lost in the overall 
message of “change”?   Had the Congressional Black Caucus become so marginalized that when one of 
their own won the Democratic nomination, his ties to the organization was rarely highlighted? Did the 
failure of the Obama campaign to highlight his membership in the CBC signal tension among members in 
their support for his candidacy?  Did Obama seek to distance himself from the group who had tirelessly 
fought for decades to ensure that African Americans have a seat at tables where great decisions were 
made?  
     Using elite interviews with members of the Congressional Black Caucus, this paper provides an 
insightful, first-hand account of the creation of the CBC and the diversity of interests among individual 
CBC members.  Further, this research explores individual member’s relationship with and support for the 
Obama Presidency.  This paper is part of a much larger work on the topic.   The personal interviews 
conducted with members of the Congressional Black Caucus, took place from March 2011 through July 
2011, in their respective Washington, DC, offices.  
Brief History of the Congressional Black Caucus 
     Initially referred to as the Democratic Select Committee in January 1969, the Congressional Black 
Caucus was officially founded in 1971 by thirteen black members of the U.S. House of Representatives. 
The founding members include: Shirley Chisholm (NY), John Conyers (MI), William L. Clay, Sr. (MO), 
George W. Collins (IL), Ronald Dellums (CA), Augustus F. Hawkins (CA), Ralph Metcalfe (IL), Parren 
Mitchell (MD), Robert Nix, Sr.,(PA) Charles Rangel (NY), Charles Diggs (MI), Louis Stokes(OH), and 
Walter Fauntroy (DC). Despite the media’s portrayal of the group as “militant, aggressive new leaders 
determined to make changes in the way black members of Congress had been viewed in the past," the 
newly formed group believed that it was their task “to fight for justice and to raise issues too long ignored 
and too little debated” with regard to African Americans (Clay, 1992; 116). Founding member William 
Clay contends that, “The consensus of the Congressional Black Caucus in 1970 was that a ‘deep and 
dangerous alienation’ of the country’s 25 million blacks existed and we needed to take the matter up with 
the president, then Richard Nixon” (Clay, 1992; 129) 
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     The group was founded at the height of racial unrest in America.  Culminating events that necessitated 
the founding of the CBC was the inequality that existed in a nation that holds as one of its preeminent 
virtues---equality.  The murder of countless civil rights activists such as King, Evers, Schwerner, 
Goodman, and Chaney, the fight for racial equality in education that led to rioting and at the University of 
Mississippi and the University of Alabama; the brutality that African Americans endured at the hands of 
Eugene “Bull” Connors, Byron De la Beckwith, and the likes, when pursuing their fundamental right to 
vote, compelled the urgent formation of an African American legislative caucus. While small in numbers 
and with few powerful leadership positions, the CBC pioneers had much to be ‘militant and aggressive’ 
about.  
     In 1970 President Nixon rejected a request to meet with the Democratic Select Committee/ 
Congressional Black Caucus. For over a year, Nixon refused to meet with the Caucus to discuss the plight 
of black citizens in the United States. He referred to the group as a “bunch of publicity seekers” and 
consistently issued statements that demeaned the group’s purpose and intent (141).  The members, in 
retaliation, boycotted Nixon's 1971 State of the Union Address.  This bold move received a lot of 
attention and became international news.  According to Clay, “we felt it was necessary to call the 
president to task because of his own inflammatory, race-baiting rhetoric and insensitivity towards the 
adverse effects his program funding cuts were having on the black and the poor” (139).  
     President Nixon finally agreed to meet with members of the Congressional Black Caucus on March 
25, 1971. The CBC members urged the President “to set a high moral tone of racial tolerance for the 
nation to follow” (148). They presented Nixon with a report that included sixty recommendations, 
supported by research data that articulated the Caucus’s position.  
     Clay contends that “never before had a president of the United States been presented with such a 
professional, thoroughly studied case for addressing the complexity of needs and concerns facing black 
Americans” (144). The meeting ended nearly an hour later than expected, with Nixon stating that “he did 
not consider the document a laundry list, but rather an expression of serious concerns requiring proper 
responses. Further, Nixon told the members that “I appreciate the candor with which you have expressed 
your concern” (147).  The Congressional Black Caucus had succeed in gaining access to President Nixon, 
but they needed more than just access to combat the injustices and the disparities that existed in America 
in the 1970’s.  
     Now boasting a membership of 42 members, the Congressional Black Caucus, though much more 
diverse in its views, maintains its commitment to remain united in their efforts to address the legislative 
concerns of black and minority citizens. The founding members of the CBC believed that by speaking 
with a “single voice,” their issues would be heard and that they would wield influence and notoriety 
beyond their numbers (CBC website).  And for most of its nearly 40 year tenure, the CBC has spoken 
with a single voice, serving as the “Conscience of the Congress” on issues affecting minorities and the 
underserved.  Nonetheless, the outcome of the 2006 mid-term election and the 2008 presidential election 
has helped to transform the CBC from an institution that speaks with a single voice, to one that now has 
multiple, discernible voices.   
The Congressional Black Caucus and the 2006 Mid-Term Elections 
     After the Democrats gained control of the House in 2006, several senior Congressional Black Caucus 
members gained very powerful committee assignments due to their seniority in the legislative body (Bai, 
2008). Representative James Clyburn (D-SC) was elected to serve as Majority Whip of the House, a 
position that placed him third on the leadership hierarchy in the House. Founding CBC member 
Representative Charlie Rangel (D-NY) became chair of the influential Ways and Means House 
Committee, “the oldest and most powerful committee in the Congress” responsible for finding ways and 
means for financing the operation of the federal government (Smith, 2009; 17).  During the 110th 
Congress, founding CBC member, Representative John Conyers (D-MI) became chair of the House 
Judiciary Committee, “the committee responsible for crime legislation, civil right, civil liberties, and the 
Constitution. Representative Edolphus Towns (D-NY) became chair of the House Committee on 
Oversight & Government Reform whose major task is to “provide federal oversight over the government 
and work proactively to investigate and expose waste, fraud, and abuse” (Oversight and Government 
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Reform website). Representative Bennie G. Thompson (D-MS) served as chairman of the House 
Homeland Security committee, a committee created in 2002 to develop policies that would better protect 
the American people against terrorist attacks.   
     In addition to the five aforementioned Congressional Black Caucus members who chaired major 
House Committees during the 110th and 111th

Evidence of an Internal Transformation 

 Congresses, eighteen CBC members chaired legislative 
subcommittees, and several chaired permanent and select committees (CBC Website).   The varied 
leadership positions held by Congressional Black Caucus members attest to the diversity of policy 
specialization within the organization. As chairs, members have significant influence in navigating the 
course of legislative action. In these leadership roles, Congressional Black Caucus members have 
routinely offered critical, first-hand, perspectives and advocated for issues they deem that have not been 
adequately addressed by the majority. However, due to the multiple voices now within the Caucus, it is 
getting harder to reach a consensus on issues beyond their core issues that address the needs of the poor 
and the underserved.  

     Several factors indicate that the Congressional Black Caucus is transforming from a group with a 
singular focus, to one that has discernible multiple voices.  Generational differences within the caucus 
among the 42 members, important leadership committee assignments, the varied demographics of a 
member’s districts, the urban/rural divide, and individual members’ relationship with and support for 
President Obama, demonstrates different perspectives within the legislative caucus.  
     The generational differences within the Congressional Black Caucus that began to take form over a 
decade ago became quite apparent during the 2008 presidential primaries. CBC members were divided in 
their support for Obama during this time.  According to Politico magazine, “more than a third of the black 
members of Congress [were] backing Hillary Rodham Clinton or John Edwards in the presidential 
primary in spite of their African American constituents who supported Obama” (Hearn, 2008).  
     Younger CBC members such as Keith Ellison (D-MN), Jessie Jackson, Jr. (D-IL), and Artur Davis (D-
AL) supported Obama’s candidacy from day one. Older, CBC members who were involved in the Civil 
Rights movement were ambivalent about the little known candidate, Barack Obama.  After all, he was a 
beneficiary of the Civil Rights movement, not a participant

     Because of their casual familiarity with Obama and longstanding relationships with the other 
nominees, many Congressional Black Caucus members supported the “Darling of the Democratic Party,” 
Hillary R. Clinton and a few CBC members supported John Edwards of North Carolina.  Founding CBC 
member Charles Rangel of New York had known Hillary for decades and supported her candidacy from 
the outset.  Rangel states:  

.  He was only three years old when President 
Johnson signed the notable Civil Rights Act of 1964. He did not march with King. He did not grow up in 
the segregated South (Bai, 2008; 2). Instead, he was born in Hawaii, lived in Indonesia and was raised by 
his white maternal grandparents.  

     “What you call the hometown kid was Hillary Clinton.  The State Democrats never 
heard of Barack Obama, so it was a no brainer that our favorite son, in this case, 
historically, happened to be our favorite daughter” . . . “So we had people in their hearts 
hoping and praying that this unknown black person from Chicago would make a name for 
himself . . . . but the truth is, it never entered our mind that he would be a real candidate” 
(Rangel, 2011). 

     Civil rights icon, John Lewis (D-GA) expressed similar sentiments. He remarks: 
     “The first candidate that I supported in the primary in 2008 was Hillary Clinton.  I 
have known President Clinton and Hillary Clinton for so long, they’ve been like family, 
and I initially endorsed Hillary.  But during the primary season, I switched and cast my 
lot with Barack Obama, because I saw him as an extension of the Civil Rights movement.  
I wanted to be on the right side of history, and that’s why I switched and supported him” 
(Lewis, 2011). 

     Former Congressional Black Caucus chair Melvin Watt and G.K. Butterfield, both of North Carolina, 
initially supported John Edwards in the 2008 presidential primaries. According to Butterfield, “I 
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supported John Edwards initially because I am from North Carolina and John Edwards is from North 
Carolina, and I felt that it would be a political mistake if I didn’t support the candidate from my home 
state, and that if John Edwards had become president, he would have never forgiven me for it” 
(Butterfield, 2011).  
     The generational divide that exits between older and younger members of the black community is 
apparent when examining an incident between civil rights leader and two-time Democratic presidential 
contender, Reverend Jesse Jackson, Sr., and his then forty-three year old son, Jesse Jackson, Jr. During 
the 2008, Reverend Jesse Jackson, Sr. made disparaging comments about castrating Barack Obama after 
Obama “chastised black fathers for shirking their responsibilities” (Bai, 2008; 3; Stelter, 2008). Jesse 
Jackson, Jr., a loyal supporter of Obama, and the 2008  national co-chair of Obama’s campaign, told 
Americans that he was “deeply outraged and disappointed” by “Reverend Jackson’s comment and that 
“[the Reverend] should keep hope alive and any personal attacks and insults to himself” (Bai, 2008; 3).  
For Reverend Jackson, although Obama’s words may have been valid, they should not have been spoken 
publically for the world to hear. “To [Reverend] Jackson, [Obama’s comment about black fathers] must 
have sounded a lot like a presidential candidate polishing his bona fides with white Americans at the 
expense of black ones” (Bai, 2008). 
     Another young CBC member and early Obama ally, was Artur Davis (D-AL).  Like Obama, Davis 
attended Harvard Law School.  He was born in the mid- to- late1960’s, two years after the historic 
passage of the Voting Rights Act.  Davis was elected to Congress in 2002, defeating an older civil rights 
activist, incumbent, and CBC member, Earl Hilliard.   
     Davis believed that Hilliard, the first African American elected to Congress from the state of Alabama 
since Reconstruction, who once considered himself as “one of Dr. King’s foot soldiers in the war for 
racial equality,” was out of touch with the needs of his constituency” (Black Americans in Congress, 
2007).  According to Bai, Davis “saw Hilliard as the classic example of a passing political model—a guy 
who saw himself principally as a spokesman for the community rather than an actual legislator” (2008; 4).  
     Moreover, Davis viewed himself principally as a legislator, not a spokesperson for the black 
community (Bai, 2008). Thus, in 2010 he was the first CBC member to call on his fellow CBC colleague 
Charlie Rangel to step down as chairman of the powerful Ways and Means committee in the wake of 
ethics violations. Davis also was the only CBC member to vote against the healthcare reform legislation, 
“distancing himself from the biggest legislative achievement of the first black president” (Bacon, 2010).  
During the latter part of his congressional tenure, Davis seemed more comfortable as a CBC outsider, 
than an insider.  
     The 2008 primary campaigns demonstrated that the Congressional Black Caucus is not a monolithic 
group focused singularly on race and race relations. Instead, the presidential primaries signaled a slight 
transformation of the CBC from the past, when racial solidarity seemed to be the order of the day.  
Further, it proved that personal loyalty and long-standing friendships can and often does, trump race.  
     Though more than a third of the forty-two Congressional Black Caucus members of the 111th

The Congressional Black Caucus and the Election of President Barack Obama 

 Congress 
supported Hillary Rodham Clinton or John Edwards in the 2008 presidential primaries, CBC members 
embraced Obama’s candidacy wholeheartedly and stood solidly behind him once he was declared the 
Democratic nominee. His eventual election to the U.S. Presidency left some Congressional Black Caucus 
members in total disbelief.   

     Forty-four years after the historic passage of the Civil Rights Act, and forty-three years after the 
momentous passage of the Voting Rights Act, America elected her first African American President.  
Unlike other black political leaders who had unsuccessfully sought the presidency, Barack Obama ran as 
a moderate who appealed to various racial and ethnic groups in America. He accomplished what many 
observers deemed the “unthinkable.” Similar to Franklin Roosevelt’s New Deal Coalition of the 1930’s, 
Obama managed to put together a large coalition of young voters, African Americans voters, white voters, 
Latino voters, Jewish voters, Northern and Southern voters, middle class, urban and suburban voters who 
believed in his message of change.   
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     One group that has expressed deep-seated pride in Obama’s accomplishment is the Congressional 
Black Caucus.  The members are simply elated that a former CBC member currently occupies the White 
House. When asked: “What did the election of Barack Obama mean to you personally?” Founding CBC 
member and early Obama supporter John Conyers (D-MI) responded: 

     “The election of President Obama created a great sense of joy, a great sense of hope.  
It lifted my spirit.  It said to me that the suffering, that the struggle of our people was all 
worth it—those who died in the struggle, those who were beaten and arrested and went to 
jail—that is all paid off. It was worthy of our investment” (Conyers, 2011). 

     Eleanor Holmes Norton, a CBC member and Delegate of the District of Columbia offered the 
following excerpt regarding Obama’s election to the Presidency:  

     “In common with other Americans, it was a heroic breakthrough of one black man on 
behalf of all black people and the American people.  For me personally, having come out 
of struggles for equal rights, having been a constitutional lawyer, a lot of things; a lot of 
important aspirations converged with the election of the first African American president.  
I happen to have known him when he was in the Senate.  He gave a fundraiser for me.  
He actually was a member of the Congressional Black Caucus and came occasionally, so 
there was that additional point of pride when a member of the Caucus becomes President 
of the United States.  So there was, in common with a lot of other Americans, a great 
sense of elation with that election” (Holmes Norton, 2011).  

     Congresswoman Eddie Bernice Johnson (D-TX), former CBC chair stated, “[Obama’s election as 
President of the United States] was a dream that I never thought I’d see come true.  It was almost like an 
out-of-body experience” (Johnson, 2011). 
     The election of Barack Obama restored a sense of hope and renewed faith in America, for many 
members of the Congressional Black Caucus. Some saw it as a vindication of African Americans for 
decades of struggle for justice and equality (Clyburn, 2011; Lewis, 2011).  Other members believed that 
long gone were the days of 1970’s when founding CBC member Charles Diggs requested a meeting with 
the President and was routinely denied. Today, one of their own sits where Nixon once sat which means 
that CBC members could finally have great access to the President of the United States.  
The Congressional Black Caucus and the White House  
     After Obama’s historic election, members of the Congressional Black Caucus worked with President 
Obama to secure passage of significant legislation in 2009 and 2010.  Thirty-six of the forty-one CBC 
members of the 111th

     Despite the numerous significant pieces of legislation that were sponsored and/or co-sponsored by 
members of the Congressional Black Caucus and signed into law by President during his first two years in 
office, much more work still needs to be done.  With the American Jobs Act still pending in the Congress, 
and a national unemployment rate of nine percent, many Americans have grown weary of the speeches 
and promise of a better economy, and thus, seek action.  

 Congress co-sponsored the Lilly Ledbetter Fair Pay Act; Charlie Rangel and 
Edolphus Towns, CBC members from New York, were among the nine co-sponsors of the American 
Recovery and Reinvestment Act. Representative John Conyers (D-MI) singly sponsored both the Helping 
Families Save their Homes Act of 2009 and the Matthew Shepard and James Byrd Jr. Hate Crimes 
Prevention Act. Representative Rangel sponsored the notable Patient Protection and Affordable Care Act 
with six CBC members among the forty co-sponsors. Rangel also sponsored the Unemployment 
Compensation Extension Act of 2010 and President Obama signed it into law on July 22 of that year 
(Library of Congress, 2011). 

     Now in his third year of the presidency, some supporters who were once hopeful of the change 
President Obama articulated during his campaign have begun to raise concerns over his leadership on 
issues pertaining to the debt ceiling, the federal deficit, and the economy, especially the unemployment 
rate (Cohn, 2011). With the unemployment rate of African Americans approaching seventeen percent, 
members of the Congressional Black Caucus are calling for President Obama to do more in the area of 
employment in the African American community. During the summer of 2011, CBC member, Maxine 
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Waters (D-CA) challenged President Obama to prove that he is as concerned about unemployed blacks as 
he is with Iowa’s swing voters. In a statement to Politico on September 8, 2011, Rep. Waters stated: 

     “There are roughly 3 million African Americans out of work today, a number nearly 
equal to the entire population of Iowa. I would suggest that if the entire population of 
Iowa, a key state on the electoral map and a place that served as a stop on the president’s 
jobs bus tour were unemployed, they would be mentioned in the president’s speech and 
be the beneficiary of targeted public policy” (Allen, 2011). 

     Waters, a member of Congress since 1992, has long been a champion of the poor and underserved.  
She took to the airways on many occasions during the  summer of 2011 to discuss job creation, the 
debt ceiling, and to promote the job fairs and town meeting that were organized by the Congressional 
Black Caucus. During these public events, Waters often criticized the President for inaction and for 
distancing himself from the needs of the black community (Muskal, 2011).  Many African Americans 
applaud Waters efforts because she publically articulated what other CBC members are discussing 
privately— their desire for a greater commitment from President Obama to worker harder in the 
underserved communities. 
     The chair and official spokesman for the Congressional Black Caucus, Representative Emanuel 
Cleaver (D-MO) also voiced his concern for Obama’s lack of immediate action regarding black 
unemployment.  During an interview with the Miami Herald in September, Representative Cleaver stated, 
"If [former President] Bill Clinton had been in the White House and had failed to address this problem, 
we probably would be marching on the White House," . . . . There is a less-volatile reaction in the CBC 
because nobody wants to do anything that would empower the people who hate the president” (Cohn, 
2011).  
Obama Responds to His Congressional Black Caucus Critics 
     In a divisive and highly charged speech given at the Congressional Black Caucus Foundation’s Annual 
Phoenix Awards dinner on September 24, 2011, President Obama responded to concerns over the high 
employment rate for African Americans and acknowledged the disproportionate impact that the recession 
has had on the African American community. He challenged members of the Caucus to “Take off your 
bedroom slippers. Put on your marching shoes. Shake it off.  Stop complaining. Stop grumbling. We are 
going to press on. We have work to do” (Associated Press).   
     While some in the audience of approximately 5,000 people viewed the President’s comments as a plea 
for help or a call to action, others viewed his comments about “complaining” to be insensitive and 
disrespectful to the hard work that they are doing on behalf of underserved communities. Representative 
Maxine Waters remarked: "I don't know who he was talking to because we're certainly not complaining," 
Waters said on CBS' "The Early Show." "We're working. We support him, and we're protecting that base 
because we want people to be enthusiastic about him when that election rolls around" (Condon, 2011).  
Waters further maintained that: 

     "I found that language a bit curious because the president spoke to the Hispanic 
Caucus, and certainly they're pushing him on immigration... he certainly didn't tell them 
to stop complaining," "And he would never say that to the gay and lesbian community, 
who really pushed him on Don't Ask, Don't Tell.” “In a speech to AIPAC, he would 
never say to the Jewish community 'stop complaining' about Israel" (Condon, 2011).  

     Representatives Conyers (D-MI) and Clyburn (D-SC) viewed Obama’s speech as a rallying call to 
energize his base voters.  Conyers commented “He [President Obama] hasn’t lost support but he has to 
stimulate his base. That’s how you do it,’ he said. ‘You don’t stimulate the base by talking inside the 
beltway politics” (Santarelli, 2011).    
     Congressional Black Caucus member, Rep. Shelia Jackson Lee (D-TX) assessed Obama’s ‘stop 
complaining’ comment in an interview with African American talk show Host Tavis Smiley on 
September 26. She began the interview by paying tribute to this year’s 40th

     “We had about 5,000 people in the room, and there was a degree of excitement 
because the President was standing firm and standing his ground.  We heard the refrain 

 Anniversary of the CBC and 
stated: 
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“Pass the Jobs Act.” We have been out on the road for the last month seeing the pain of 
double-digit unemployment amongst African Americans and, of course, we saw their 
pain.  We’re the pain takers, if you will.  We’re the comforters of those who are in pain.  
We feel no way shamed by acknowledging pain.  We think the President came . . . two 
nights ago to really speak to America.  Part of his speech was to say that he has listened 
to America.  Part of it was to say that, I believe, that he listened to the Congressional 
Black Caucus” (Jackson Lee, 2011).  
     “There were words, of course, such as taking off bedroom slippers and marching, that 
I will say to you in the auditorium that night, the audience was on their feet.  They were 
caught up in the idea that here is a captain that is going to right the ship, that he is not 
going to allow us to sink.  And the words didn’t have the impact of dissection or analysis.  
It was we’re going to march, we’re going to fight.  We’re going to do what the 
Congressional Black Caucus has done, which it has pressed us to do, and we’re going to 
join all of those in the movement again.  That’s what, I think, the general belief was on 
that night.  One can look at in many different ways” (Jackson Lee, 2011). 

Obama Seeks to Mend Fences 
     Perhaps Representative Jackson Lee was correct when she suggested in her interview with Smiley that 
President Obama could somehow be listening to the pleas of the Congressional Black Caucus. On 
Wednesday, November 9, the Obama administration sponsored the first “African American Policy in 
Action Leadership Conference.” Some speculate that the conference was held in order to “ease the 
tension” that has existed between White House and CBC over African American poverty and 
unemployment numbers (Gray, 2011).   
     White House officials and cabinet members served as panelists for the conference and discussed how 
the President’s initiatives and policies on unemployment, education and healthcare impact African 
Americans.  Conference participants included leaders from the clergy, academia, the media, business, and 
state and local policy makers (Gray, 2011).  
     Though the President was not scheduled to attend the conference that was organized by his chief 
public engagement officer, Valerie Jarrett, the President stopped by and offered words of encouragement.  
He stated:  “the unemployment rate among African Americans ‘is way too high,’ and added: ‘If we are 
persistent, if we are unified and we remain hopeful, then we’ll get through these tough times and better 
days lie ahead” (Gray, 2011). 
Conclusion 
     With the American Jobs Act still pending in Congress and the stagnant unemployment rate for African 
Americans, it is safe to assume that the organization that has adopted the mantra of being the “voice of the 
voiceless” will remain committed to lifting the economic burden that plagues America’s underserved 
communities. They will continue to fiercely advocate for the White House to do more.  
     Since its founding, the Congressional Black Caucus has spoken in a unified, “single voice” on issues 
such as poverty, healthcare, unemployment, and education.  However, factors such as committee 
leadership positions, district composition, generational differences, and individual members’ relationship 
with and support for President Obama has compelled the Caucus to speak through multiple voices on 
numerous others issues. 
     With the 2012 presidential election just around the corner, it will be interesting to see the effect that 
redistricting has on Caucus members. Will the election outcomes prove to be advantageous for long-time 
incumbents or will it usher into the CBC more young, post- civil rights, politicians who view themselves 
principally as legislators rather than leaders of the black community? If so, what impact will that have on 
the CBC?  Perhaps, now is clearly not the time. With the election more than a year away, I guess it is 
probably wiser to focus on the economy rather than the impact that next year’s election outcome will have 
on my beloved Congressional Black Caucus.  
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Introduction 
     The election of Barack Obama brought racial relations euphoria to the country that had not been seen 
before.   Most surprising to many was the strong showing Obama made in the southern states, winning 
Florida, Virginia and North Carolina, and competing strongly in others.  Obama’s victory in Virginia was 
the first Democratic victory in the state for a presidential candidate since 1964.  Most astounding was the 
comparison of Obama’s campaign in the south to Al Gore’s battle just eight years earlier when Gore was 
unable to win a single southern state.  This story may be fascinating but it isn’t new.  In 1989, when L. 
Douglas Wilder was elected in Virginia as the first African American governor in the nation’s history 
similar optimism about the south and the possibilities for African American success in high political 
office also flourished.  Wilder had not only overcome racial barriers to win, he endured and overcame 
negative publicity from both the conservative and liberal press during the campaign (Jefferies, 2002).  If 
an African American candidate for the highest statewide office in a former slave state could overcome so 
much to win the sky was certainly the limit.  However, research showed the optimism was unfounded.   
Clemons and Jones (1997) looked closely at the election and found  that “although there has been some 
abatement of race in the political arena of the New South, the convergence of southern and national 
demographic trends, while important, does not necessarily produce an environment that results in African 
American statewide political success” (53).   
     Has the political climate throughout the United States evolved to the point where African American 
candidates can expect equal treatment throughout the country?  And, if not, can we attribute inequality to 
outward displays of discrimination?  This analysis focuses on two separate but related issues.  The first 
topic focuses on states that were forced to give up slavery as a result of the Civil War.  The initial 
investigation will see if these former slave states are less likely to support Obama than states that 
eliminated or rejected slavery without federal intervention.  The examination is associative, establishing a 
relationship between states with a history of slavery and a lack of support for Obama.  While causation in 
such an analysis can only be implied, it will illustrate a comparison between these states and account for 
possible alternative explanations to see if there is a statistically significant difference between former 
slave states and other states in their willingness to support Obama.   Next this article will look at the role 
of overt discrimination by former slave states as a possible explanation of former slave state support for 
the Obama candidacy.  To do this the models will be extended to see if former slave states that reacted to 
slave liberation by aggressively sanctioning minority groups were less likely to support an African 
American presidential candidate than those states who were more willing to embrace integration and 
racial fairness. 
Previous Research 
     With slavery six or seven generations into extinction in the United States it is not unreasonable to 
conclude that its influence has disappeared.  Not only have no living people in the United States 
experienced slavery, very few have ever even spoken to person who experienced slavery first hand.  
Nevertheless, the evidence that slavery, the Civil War and negative racial attitudes still resonate in minds 
of individuals is overwhelming.  As V.O. Key expressed in his classic book Southern Politics: 
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     The (Civil) War left a far higher degree of southern unity against the rest of the world than 
had prevailed before.  Internal differences that had expressed themselves in sharp political 
competition were weakened---if not blotted out---by the common experiences of The War and 
Reconstruction.  And, no matter how unreasonable it may seem, it follows---that a people ruled 
by military government will retain an antipathy toward the occupying power (1949, p.7). 

     Inside many former slave states aggressive policies to limit civil rights, most especially limiting voting 
rights, effectively held minority groups seeking to take part in the political process at bay.  In 1964, after 
nearly a century of freedom from slavery only 6.7% of African Americans were registered to vote in the 
state of Mississippi. Other former slave states like Alabama, Georgia, Louisiana, South Carolina and 
Virginia had black registration rates below 40% (Walters, 2005). Meanwhile white southern United States 
Senators would effectively hold down the civil liberties of minority groups at the national level for 
decades (Key, 1949).  The white coalition in many of the former slave states responded to the loss of 
slavery by using policy and politics to keep minority groups without influence. 
     On the other hand there are former slave states that have a history of being much more compliant with 
federal law.  Border States like Delaware and Maryland are rarely labeled as being “anti Black” or “anti 
civil rights” and do not have a documented history of 20th

     Is it the case that these passive states have aligned themselves to the same mindset of those states that 
resisted slavery, or is their acceptance of minorities still embedded in a mindset of affiliation with non 
slave states?  Terkildsen (1993) in particular shows that voters that are racially intolerant and prejudice 
people are able to self monitor themselves and not show racial intolerance when asked about their vote.  
Brown et al. (2009) also establishes that contemporary white individuals who believe that blacks are 
genetically inferior are able to express their negativity toward African Americans in a manner that is 
socially acceptable.  In such cases overt prejudice does not disappear but evolves into secrecy.  It 
becomes implicit in nature, only revealing itself when a safe atmosphere allows it.  Psychology research 
on racism has recently made this subject the center of important research (Anderson & Smith, 2005, 
Henry & Hardin, 2006, Anderson, 2010).  In her book Beign Bigotry: The Psychology of Subtle Prejudice 
Anderson points out that: 

 century discrimination, at least not at the same 
level as other overtly aggressive former slave states.   This is not to say that these states were quick to 
give up slavery.  For instance Delaware, with less than 2,000 total slaves when the Civil War began, 
fought Abraham Lincoln persistently in negotiations to end slavery in the state.  Nevertheless the 
comparison between the behavior of these states since the end of the war and other former slave states 
shows a wide variation in response to the end of slavery. 

     Implicit prejudice is believed to be a consequence of years of exposure to associations in the 
environment, it tends to be impervious to conscious control, and it is relatively stable.  Because 
prejudice has changed, we can no longer detect its presence simply by interviewing people and 
asking whether or not they dislike certain groups.  Most people would not admit to being 
prejudice nowadays and many of them truly believe they are not prejudiced. (Anderson, 2010, 
p.4)  

     Do the “associations in the environment” in former slave states that no longer practice overt racism 
manifest themselves implicitly?  Could it be that voters in former slave states that seem to have 
conformed to modern thinking in racial relations revert to the thinking of the old environment when the 
curtains shut in the polling place?  
     A lot of research has shown that progress has been made in the former slave states since emancipation.  
Several scholars have chronicled how much things have changed (Black & Black, 1987, Moreland & 
Steed, 1987).  Bullock III and Gaddie’s (2009) recent book The Triumph of Voting Rights in the South 
makes the argument that many southern states have made great strides in civil rights for minorities in the 
last 50 years.  Pettigrew (2007) shows that in 1965 there were only about 100 African Americans in 
public office and today there are close to 10,000.  However, he also adds that “we should recognize the 
progress, but we cannot yet celebrate as long as there remains so much to achieve” (2007, p. 45). 
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Analysis 
     The initial focus of this article is whether or not slave states that were forced by the Civil War to give 
up slavery will be less likely to support Barack Obama for president than states who chose a policy of 
freedom.  An analysis that compares states by their historic slave status should give insight.  If current 
states that were forced to give up slavery are just as likely to vote for Obama for president as other states 
then Obama’s popularity in all states should be comparable to the popularity of other Democratic 
nominees in past elections.  In other words if Obama was six percentage points better than Al Gore in the 
two party presidential vote Obama should be six points better than Gore in all states equally.  If the 
difference in the former slave states is significantly less than six points it can be presumed that Obama is 
less appealing in former slave states than in other states.  This is not to say that African American 
candidates cannot be popular in former slave states.  Obama proved that untrue when he won Virginia, 
North Carolina and Florida.  But if former slave states were just as likely to support Obama as previous 
white candidates he should have appeal equally across states when comparing 2008 to other election 
years.  Therefore, this analysis will first look at former slave states that were forced to give up slavery 
because of the Civil War to see if they will be less likely to vote for Barrack Obama in the 2008 
presidential election than other states, ceteris paribus. 
     The theoretical association between slave history and today’s political and economic behavior is well 
established.  Ammons (1996), for instance, shows that entrepreneurial behavior of bankers today is 
directly related to post reconstruction responses to slavery.  Johnson (2010) makes a candid connection 
between slavery and 21st

Methods 

 century homelessness.  Hall (2008) also establishes a direct relationship between 
the current political ideology of African Americans and slave status.  However, there are those who would 
say the southern state inequities in voting behavior that may be established in the first analysis are not so 
much related to a history of slavery but instead are connected to slave state reactions to the end of slavery.  
In such a scenario former slave states who responded to emancipation by openly discriminating against 
African Americans would be less likely to support an African American presidential candidate while 
former slave states who responded positively to emancipation should show no evidence that they prefer 
Obama less than non slave states.  On the other hand, research previously illustrated by Anderson (2010) 
and  Terkildsen (1993) suggests that the lack of overt discrimination in response to the end of slavery may 
have no impact on attitudes toward minority groups.  Therefore, this analysis will attempt to shed light on 
how well overt discrimination predicts preference for an African American candidate by seeing if states 
that practiced overt and aggressive racism will not support Obama in the same manner as former slave 
states who did not practice overt discrimination, ceteris paribus. 

     To conduct this analysis a state level comparison will be made for presidential general elections from 
1996-2008.  To account for state and time differences fixed effects, cross-sectional time series within 
panel regression models are used.1  These types of analyses effectively control for problems of unit 
heterogeneity by giving each state its own intercept.  Panels will be states (and Washington D.C.) and the 
time units are presidential general election years from 1996 to 2008.2

     To test the association in the initial model a categorical variable, Obama in Former Slave State, 
signifies that Obama is running in a state that had legalized slavery within its borders until it was 
overturned as a result of the Civil War.

  The dependent variable for the 
multivariate models is the percentage of the two party vote (Republican and Democrat) that the 
Democratic nominee for president received in each state in each election year.   

3

     VRA Section 5 restrictions are applied to states that have a history of restricting the voting rights of 
minorities.  In response to these actions by the states Section 5 restrictions assert that:  

  A statistically significant positive coefficient for this categorical 
variable indicates that former slave states are less supportive of the Obama candidacy than other states, all 
things equal.  The second and third models deal with the level of preference for Obama among former 
slave states according to their level of overt discrimination in response to Civil War sanctions.  Overt 
discrimination by former slave states is categorized in two ways; first by Voting Rights Act Section 5 
status and then by state Congressional support for the Southern Manifesto.  
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     …any change with respect to voting in a covered jurisdiction -- or any political subunit within 
it -- cannot legally be enforced unless and until the jurisdiction first obtains the requisite 
determination by the United States District Court for the District of Columbia or makes a 
submission to the Attorney General. This requires proof that the proposed voting change does not 
deny or abridge the right to vote on account of race, color, or membership in a language minority 
group. (United States Department of Justice Civil Rights Division, 2008).   

     Two separate categorical variables, Obama in VRA Former Slave State and Obama in Non VRA 
Former Slave State separate former slave states subjected to sanctions in Section 5 of the Voting Rights 
Act of 1965 from those former slave states that did not have to endure such punishment because of past 
discrimination.  These Section 5 states have been subject to United States Justice Department scrutiny in 
making election law because of their blatant exclusion of African Americans and other minorities from 
the voting rolls through both the passage of state and local law and/or intimidation or exclusion tactics.  
Those states with Section 5 restrictions are said to have practiced overt discrimination in response to 
federal compliance with post Civil War obligations while non Section 5 states are classified as 
cooperative.  In such cases non support for Obama found in cooperative states would be tacit in nature.  
     The second measure of overt discrimination involves states who responded to the ruling in Brown v. 
Board of Education of Topeka, Kansas in 1954 by passing the Southern Manifesto.  The Southern 
Manifesto responded to the United States Supreme Court’s ruling to outlaw segregation in public schools 
by saying: 

     This unwarranted exercise of power by the Court, contrary to the Constitution, is creating 
chaos and confusion in the States principally affected. It is destroying the amicable relations 
between the white and Negro races that have been created through 90 years of patient effort by 
the good people of both races. It has planted hatred and suspicion where there has been 
heretofore friendship and understanding (Southern Manifesto, 1956). 

     For this second measure former slave states where a majority of the Congressional delegation 
supported the Southern Manifesto are said to be practicing overt discrimination and are separated from 
those that did not support the edict by Congressional vote.  The dummy variable Obama in Southern 
Manifesto Former Slave State indicates that the state was in support of the Southern Manifesto and 
practiced overt discrimination in response to federal compliance with civil rights.  The categorical 
variable for non support for the Southern Manifesto, labeled Obama in Non Southern Manifesto Former 
Slave State, indicates that the former slave state practiced cooperation with federal compliance.  States in 
this category who fail to support Obama as they would other white candidates from the same party are 
said to practice a silent, non overt bias against him in comparison to other states without a history of 
slavery.   The status of the various former slave states on each of these two categories is presented in 
Table 1.  Overall, 10 of the 19 former slave states are subjected to Section 5 preclearance and nine of the 
19 states had Congressional delegations that supported the Southern Manifesto.  (See Table 1) 
     Of course other factors can have a partisan impact on the presidential vote in the states.  First, changes 
in the racial and ethnic population makeup in the various states could change the state’s partisan 
preference.  It has been shown that minority populations are more likely to vote Democrat than white 
populations (DeSipio, 1996, Judis & Teixeria, 2002, Alvarez & Bedolla, 2003, Kenski & Tisinger, 2006, 
Taylor & Fry 2007, Branham, Sr., 2010) and such changes should be accounted for.  Second the home 
states of presidential or vice presidential candidates can change state presidential preference.  Candidates 
are expected to do better in their home states than candidates from outside.  To carry it a step further it 
may be the case that candidates from nearby states are preferred to candidates from more distant states.  
These regional factors should also be controlled for.  Lastly, in the case of Obama, it is important to 
account for Hawaii.  In most cases a candidate’s birth state does not provide much of an advantage, if 
any.4

Results 

  But in the case of Barack Obama his birth state of Hawaii is particularly special.  Hawaiians are 
acutely attached to their native son.  That true it would be misleading to compare the Obama vote in the 
former slave states to other states if Hawaii is included as being a typical non slave state in 2008.  In 
response control variables are provided in the models to control for each of these factors. 
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     The findings for the first analysis, explored in Table 2, show that states forced to give up slavery 
because of the Civil War were less likely to vote for Barack Obama than other states, all things equal.  
The first model, which simply looks at how former slave states react to the Obama candidacy in 
comparison to other states and other white Democratic candidates, reveals that the appearance of Obama 
as the Democratic nominee produces a four to five point drop in expected vote in comparison to other 
states.   The statistically significant coefficient indicates that citizens in states that refused to ban slavery 
until forced to by the Civil War were less likely to vote for Obama than other states. (See Table 2) 
     The second model includes the important control variables.  These include previously discussed 
factors to account for the home state of the candidates, the area the presidential candidates are from, and 
the racial and ethnic makeup of the various states.5

     Most importantly the analysis illustrates that when control variables are added to the model the 
expected vote for Obama in former slave states is about 3.3 points less than in other states, a statistically 
significant difference.  While Obama was clearly popular in several former slave states the increase in 
popularity he enjoyed in those states could not compare to the increase he enjoyed in other states.  The 
data indicate that the short term forces of the election, the McCain candidacy in a time of low Republican 
popularity, and Obama’s brilliant campaign were the reason for his impressive victory.  However, his 
enormous popularity across the nation was offset by significantly less support in the former slave states.   
Whether this lack of support was directly or indirectly related to their slave history cannot be established, 
but the data establish a substantive difference.     These states simply were less likely to support Obama 
than would be expected if their support was consistent with other states and across time. 

  The home state of a candidate is an important factor 
to control for when predicting state level vote.  Candidates clearly have an advantage in their home state.  
Conversely, the analysis shows that candidates do not have an advantage in neighboring states.  
Apparently the home state advantage does not extend beyond the borders of one’s home state, at least in 
recent elections.  Variables accounting for the growth of minority groups also played an important role in 
the presidential vote. Whereas the racial and ethnic variation of other groups showed no statistically 
significant effect on the vote, growth in the Non Cuban Hispanic population did.  The results reveal that 
as the Non Cuban Hispanic population grows in a state it is more likely to support the Democratic 
presidential nominee.   

     The results of the tests for the second analysis, which focuses on the impact of overt discrimination in 
the former slave states, are presented in Table 3.   In these models non significant variables from the first 
two models are eliminated.6

     However, the results in Table 3 also show that former slave states that did not practice overt 
discrimination by receiving the VRA, Section 5 sanction or by supporting the Southern Manifesto were 
also less likely to vote for Obama than other states.  In fact the coefficients indicate that these states were 
just as likely to deny Obama support as overt discriminating states.  The former slave states were less 
likely than other states to vote for Obama than Clinton, Gore or Kerry, all things equal, regardless of 
whether they practiced overt discrimination, or not.  It appears that voters in these states simply are not as 
supporting of Obama as other states regardless of their response to federal changes imposed after slavery.   

  From there each measure of overt discrimination is looked at separately in 
models three and four.  The data in both models show that former slave states which practiced overt 
discrimination are less likely to vote for Obama than other states.  States with VRA Section 5 restrictions 
and states with Congressional delegations that supported the Southern Manifesto were significantly less 
likely than other states to vote for Obama than for Clinton, Gore or Kerry, all other things equal. (See 
Table 3) 

Conclusion 
     The evidence here suggests that the former slave states were simply not as accepting of Obama as 
states who renounced slavery before the Civil War.  Obama’s performance was three to four points lower 
in the former slave states than what would be expected if those states preferred him in the same manner as 
they preferred Kerry, Gore or Clinton in similar circumstances. 
     Obama showed in 2008 that excellent African American candidates can do well in southern states.  
Obama’s success in those states can be attributed to his skill as a candidate, the unpopularity of his 
opponent and favorable circumstances throughout the country.  But his success in the south cannot be 
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credited as a newfound level of acceptance of African American candidates in the former slave states, at 
least not at a level matched in other states.     
     Perhaps more interesting, the data also suggest that former slave states that have voluntarily abided by 
laws that ended segregation were just as likely to have distaste for Obama as those former slave states that 
practiced overt discrimination.  While the lack of support for Obama in the 2008 election by the former 
slave states can be linked to states forced to end slavery as a result of the Civil War, it cannot be 
associated with aggressive or passive reactions of the states to those sanctions.  It appears that states that 
fought to keep slavery more than a century and a half ago are less likely to support an African American 
candidate for president than non slave states regardless of their record on civil rights and discrimination.  
     While the effects here are compelling there is an argument that the impact is marginal, especially in 
comparison to the past.  While the coefficients in these analyses easily reach statistical significance a 
three to four point difference may not seem incredibly great.  Obama was the first African American to 
receive a major party nomination for president.  There is no way to tell how the former slave states would 
have supported Obama 50 or 60 years ago.  Historic recollections of the candidacies of George Wallace 
and Strom Thurmond and their support in the south with segregation platforms are evidence that the 
former slave states have come a long way.   
     On the other hand, there is a good argument that these results are extraordinary.  It should be 
remembered that the coefficients indicate the difference between the expected vote for Obama in former 
slave states and the actual vote for Obama.  In other words these voters would have voted for the 
Democratic candidate if he were Clinton, Gore or Kerry, but not Obama.  Republicans who would vote 
for McCain regardless of the Democratic nominee are not given the chance to discriminate in this model.  
That comparison will not be available until an African American nominee is selected by the Republican 
Party.  Therefore, the three to four point negative swing for Obama in the former slave states is being 
driven by Democrats, not Republicans.  The Democratic Party has long been the party of choice for 
African Americans.  To see Democrats in former slave states less likely to support an African American 
Democratic presidential nominee than Democrats in other states is noteworthy. 
     The results also reinforce the conclusions by Anderson (2010) and Terkildsen (1993) which declare 
that outward action is not necessarily a good indication of discrimination levels.  If the lack of support for 
Obama by voters in these states is related to a history of slavery the associations presented here coincide 
with Anderson’s contention that implicit prejudice is believed to be a consequence of years of exposure to 
associations in the environment.  While status as a former slave state provided a significant correlation 
with support for Obama, levels of visible discrimination and a history of compliance in response to 
emancipation provided no indication of acceptance for the African American candidate.   It appears that a 
history of cooperation in manners of discrimination does little to predict behavior in former slave states 
when the curtains of the voting booth are closed.   
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Table 1. 
Civil War slave state (territory) status for Section 5 of the Voting Rights Act of 1965 and the Southern 
Manifesto. 

Former Slave   Voting Rights Act Section       Congressional Support 

Alabama               Yes    Yes 
State (Territory)               5 Preclearance Needed?          for Southern Manifesto? 

Arizona               Yes    No 
Arkansas              No    Yes 
Delaware   No    No 
Florida               Yes    Yes 
Georgia              Yes     Yes 
Kentucky             No     No 
Louisiana             Yes    Yes 
Maryland              No    No 
Mississippi           Yes    Yes 
Missouri              No    No 
New Mexico             No    No 
North Carolina        Yes    Yes 
Oklahoma              No    No 
South Carolina        Yes    Yes 
Tennessee             No    No 
Texas                 Yes    No 
Virginia              Yes    Yes 
West Virginia         No    No 

 
 
Table 2. 
Predictors of Democratic presidential vote percentage for general election by state, 1996-2008. 

        (1)                                  (2)                                      

Obama in Former Slave State               -4.73  (.90)*              -3.32  (.88)* 
Variable                            Coef  (S.E.)                    Coef.  (S. E.)     

African American Population Percentage.               ----------                    -14.34  (27.8) 
Non Cuban Hispanic Population Percentage              ----------                       61.82  (21.3)* 
Cuban Population Percentage                          ----------                      82.44  (351)  
Other Minority Population Percentage          ----------                      20.91  (35.3) 
Democratic Nominee Home State                   ----------                        5.07  (1.42)* 
Republican Nominee Home State        ----------                      -3.23 (1.54)* 
Democratic VP Nominee Home State          ----------                   3.00  (1.39) 
Republican VP Nominee Home State        ----------                          -.95 (1.57) 
Republican Nominee Border State                   ----------                         1.05  (.89) 
Democratic Nominee Border State        ----------                         1.16  (.62) 
Hawaii 2008                                              ----------                       11.18  (2.90)* 

N              204                       204          
Intercept              46.34  (1.47)*                 26.41  (7.87)*          

Adj R Square              .94                                    .95                      
*p<.05, two tailed test 
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Table 3. 
Predictors of Democratic presidential vote percentage for general election by state, 1996-2008. 

      (3)                        (4)                                               

Obama in VRA Former Slave State                         -3.12  (1.02)*                    ---------- 
Variable                                                         Coef.  (S.E.)                    Coef. (S.E.)     

Obama in Non VRA Former Slave State                          -4.72  (1.06)*              ---------- 
Obama in Southern Manifesto Former Slave Stat e       ----------                -3.88  (1.06)* 
Obama in Non Southern Manifesto Former Slave State        ----------                       -3.87  (1.02)* 
Non Cuban Hispanic Population Percentage    67.13  (20.3)*                 70.33  (20.2)*    
Democratic Nominee Home State                                4.53  (1.40)*                   4.64  (1.40)* 
Republican Nominee Home State                  -3.52  (1.53)*                  -3.48  (1.54)* 
Democratic VP Nominee Home State                                3.28  (1.40)*                   3.07  (1.41)* 
Hawaii 2008                                                                     10.63  (2.82)*                 10.67  (2.84)*  

N                                                     204                        204 
Intercept                                                         24.43  (7.01)*                 23.49  (7.01)* 

Adj R Square                                                     .95                        .95   
*p<.05, two tailed test 
 
 
 
Notes 

1 The xtreg, fe command in Stata was used to do these analyses. 
2 To save space the time intercepts for election year and the panel intercepts for state (and D.C.) are not reported.   
3 States in this category are states or territories that later became states that refused to completely ban slavery until 
after September 22, 1862 when President Abraham Lincoln, in response to the Union victory at Antietam, issued the 
Emancipation Proclamation. 
4 The completed models were rerun with additional birth state variables added for other presidents including George 
W. Bush (Connecticut), John Kerry (Colorado) and Al Gore (Washington D.C.).  None of these variables were 
statistically significant.  Bob Dole and Bill Clinton were both born in their home state.  John McCain was born in the 
Panama Canal Zone. 
5 Breush-Pagan and Cook-Weisberg tests for hypothesized heteroskedasticity failed to reject the null hypothesis of 
homoskedasticity in the models.  M tests for hypothesized first order serial correlation on the models failed to reject 
the null hypothesis that first order autocorrelation did not exist in the models.  As a precaution the models were 
tested in Prais-Winsten Regression controlling for first order serial correlation.  The results showed coefficients very 
close to those in the original analysis and all significance tests were reconfirmed.  To save space the time intercepts 
for election year and the panel intercepts for state (and D.C.) are not reported.   
6 There is good evidence that there is high value to reducing the complexity of models in this manner (Achen 2005).  
Models run without this reduction produced very similar results and exactly the same results for significance tests. 
Breush-Pagan and Cook-Weisberg tests for hypothesized heteroskedasticity failed to reject the null hypothesis of 
homoskedasticity in the models.  M tests for hypothesized first order serial correlation on the models failed to reject 
the null hypothesis that first order autocorrelation did not exist in the models.  As a precaution the models were 
tested in Prais-Winsten Regression controlling for first order serial correlation.  The results showed coefficients very 
close to those in the original analysis and all significance tests were reconfirmed.  To save space the time intercepts 
for election year and the panel intercepts for state (and D.C.) are not reported.   
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     From the moment that revolutionary ideas begin to grow as part of a society’s collective consciousness 
they assume an ethical dimension and create the obligations that will bind citizens and officials together 
in the future order. In the mature societies, born of revolutions, these obligations to symbols, rituals and 
formal designs become the ethical glue that holds the polity and greater society together. As far as the 
general citizenry is concerned, they are not mere moral obligations but rather the natural state of things 
and beyond question.  For officials who are responsible for their maintenance, however, these obligations 
are present and become competing demands that must be balanced. Our objective in this short paper is to 
sketch maps of these competing obligations in two such societies: China and the United States. 
     Our approach builds off of the work of Dwight Waldo.We use the elephant metaphor (Waldo, 
1961&1971) that he introduced into the study of public administration years ago combined with his more 
recent effort to provide an ethical map (Waldo, 1980) for American administrators. We adapt the 
galloping elephant schematic that Rainey and Steinbauer(1999) developed to synthesize the literature on 
agency effectiveness to organize our thinking about the categories of Waldo’s mapping and to develop 
comparable categories for China. 
Ethical Obligations for American Public Administrators 
     Since the elephant (agency) must maneuver its way through society securing the resources to sustain it 
and to accomplish its mission, those in charge of the beast must satisfy both internal ethical demands of 
employees and clients and external obligations to those who control the resources they need. 
Consequently, different obligations must take precedence depending on circumstances and relevant 
obligations must be satisfied at all times. Here is Waldo’s listing of obligations that administrators 
typically confront in the United States: 

     First, Obligation to the Constitution: This is a legal obligation of course, but it is also a 
source of ethical obligations, which may be symbolized and solemnized by an oath to uphold 
and defend the Constitution. The upholding of regime and of regime values is a normal 
source of public-service obligation, and the Constitution is the foundation of regime and of 
regime values for the United States. But note: not an unambiguous foundation. A great deal 
of our history, including a civil war, can be written in terms of different interpretations of the 
Constitution.  
     Second. Obligation to Law: Laws made under the Constitution are a source not just of 
legal obligation but also of ethical obligations, as public-service codes of ethics normally 
underscore. Note again the ambiguities and puzzles. What if the law is unclear? What if laws 
conflict? What if a law seems unconstitutional, or violates a tenet of higher law? What is the 
ethical status of regulations made under the law? 
     Third, Obligation to Nation or Country: By most interpretations, a nation or country or 
people are separable from regime, and plainly this sense of identity with a nation, country, or 
people creates ethical obligations. Indeed, in many situations the obligation to country--
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Fatherland, Motherland, Homeland, however it may be put—overrides the obligation to 
regime. Lincoln, justifying his actions in 1864: "Was it possible to lose the nation, and yet 
preserve the constitution?" 
     Fourth, Obligation to Democracy: As indicated in previous discussions, this is separable 
from obligation to Constitution, granted that the relationship is complicated and arguable. 
Whatever the intent of the Framers—and I do not expect agreement on that, ever—
democracy happened: it came to be accepted as an ideology of ethic and as a set of practices 
that somewhat overlie and somewhat intertwine with the Constitution. The emotional and 
intellectual acceptance of democracy creates obligations that are acknowledged and usually 
felt by the public administrator. But again, note the ambiguities: Is the will of the people 
always and only expressed in law? If in other ways, how? And how about legitimated? Is the 
will of the people, however expressed, to be put ahead of the welfare of the people as seen 
by a public official with information not available to the people? 
     Fifth, Obligation to Organizational-Bureaucratic Norms: These may be logically divided 
between those that are generic and those that are specific. The generic obligations are deeply 
rooted, perhaps in human nature, certainly in history and culture. They are associated with 
such terms as loyalty, duty, and order, as well as, perhaps, productivity, economy, efficiency. 
Specific obligations will depend upon circumstance: the function, the clientele, the 
technology. 
     Sixth, Obligation to Profession and Professionalism: The disagreements among 
sociologists as to what precisely profession entails may be disregarded here. All would agree 
that a profession, indeed a well-developed occupation, has an ethos that acts to shape the 
values and behavior of members. This ethos concerns actions pertaining to fellow 
professionals, clients, patients, employers, and perhaps humanity in general. We have 
become much more aware of the strength and effects of professional values and behavior in 
public administration since the publication of Frederick Mosher's Democracy and the Public 
Service. 
     Seventh, Obligation to Family and Friends: Obligation to family is bedrock in most if not 
all morality. But in countries shaped by the Western political tradition it is formally accepted 
that in principle obligation to country and/or regime as well as to the public is higher than 
that to family. While the newspaper on almost any day will indicate that the principle is 
often breached, we are very clear and insistent on the principle, and on the whole we believe 
that the principle prevails. But in countries in which the concept of public is recent and 
inchoate and in which family or other social group remains the center of loyalty and values, 
the principle is breached massively, so much so that the creation of an effective government 
may be impossible. Friendship is less than family, but shares with it the immediate, personal 
bond; and friendship as well as family is honored in moral tradition. To indicate the ethical 
problems that may arise from this source one has only to set forth a name: Bert Lance. 
     Eighth, Obligation to Self: Yes, to self: this is a respectable part of our moral tradition; 
best epitomized in the Shakespearean “This above all, to thineown self be true." Selfishness 
and egocentrism are by general agreement bad. The argument for self is that self-regard is 
the basis for other-regard, that proper conduct toward others, doing one's duty, must be based 
on personal strength and integrity. But, granting the principle, how does one draw the line in 
practice between proper self-regard and a public interest? 
     Ninth, Obligation to Middle-Range Collectivities: In view here is a large and 
heterogeneous lot: party, class, race, union, church, interest group, and others. That these are 
capable of creating obligations felt as moral is quite clear, and that these obligations are 
carried into public administration is also quite clear. When, and how, is it proper for such 
obligations to affect administrative behavior, to influence public decisions? 
     Tenth, Obligation to the Public Interest or General welfare: This obligation is related to 
Constitution, to nation, to democracy. But it is analytically distinct. It is often explicitly 
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embodied in law, but also has something of a separate existence. The concept is notoriously 
difficult to operationalize, and has been repeatedly subject to critical demolition. But 
presumably anyone in public administration must take it seriously, if only as a myth that 
must be honored in certain procedural and symbolic ways. 
     Eleventh, Obligation to Humanity or the World: It is an old idea, and perhaps despite all a 
growing idea, that an obligation is owed to humanity in general, to the world as a total entity, 
to the future as the symbol and summation of all that can be hoped. All "higher" religions 
trend in this direction, however vaguely and imperfectly. It is certainly an ingredient in 
various forms of one-world consciousness, and it figures prominently in the environmental 
ethic and in ecological politics. 
     Twelfth, Obligation to Religion, or to God: Immediately one must ask, are these two 
things or the same thing? The answer is not simple. But those obligations are seen as 
imposed by religion or God is not doubted even by atheists. One could quickly point to areas 
of public administration in which these felt obligations are at the center of “what's 
happening” or possibly not happening.(Waldo, 2010) 

     In the system of governance that has grown out of the American Revolution the emphasis has always 
been on individual freedom and the private sector. The general orientation has been anti-state: the 
constitution does not empower government, but rather limits it. The job of the state became the protection 
of individual rights and private property. To accommodate the demands of these values we have added a 
thirteen obligation to Waldo’s listing: 
     Thirteenth (First).Obligation to Freedom:  Bloodshed for the Nation is bloodshed for Freedom. The 
idea of free enterprise or the pursuit of happiness and the obligation of the government to facilitate the 
exercise of its citizens’ “inalienable rights” create an obligation to the “private sector”. Both the 
constitution and democracy are seen as means to the end of keeping government out of the private 
business of individuals. The essence of the obligation is captured in two short quotations “our business 
culture” and the “unquestioned ethic of choice”. 
     In our view it is more than a mere addition, it is the dominant obligation when we move from the 
restricted view of American administration from the inside-out to a broader comparative look at it from 
the outside-in. 
An American Elephant  
     Figure 1 shows our placement of the thirteen obligations on Rainy/Steinbauer schematic. Each 
obligation is associated with the area where it is most strongly present.  
     To incorporate thirteenth obligations into the elephant schematic the domain of external stakeholders 
had to be expanded and reconfigured. We divide it into public and private spheres and indicate the 
relative importance of each by size. When considering these stakeholders, it is important to remember that 
everyone in the United States, who does not work for the organization under consideration, works for one 
of the organizations represented by the stakeholders’ domain. Equally important is the fact that only top 
leaders play a stakeholder role. Since many of Waldo’s core obligations involve non-leaders, we have 
added the greater environment of civil society to connect the internal workings of the elephant with the 
overall system of governance.  
An American Map 
     In order to use the elephant metaphor in the broader comparative context cultural mapping establishing 
priorities and relationships among the obligations is required.  The priority or most important obligation 
in the United States seems to us to be the “Nation”. In the American context, given the repudiation of the 
“State”, “Nation” became the embodiment of the ideal of “the Land of the Free” and as such was 
established as the primary obligation.   The mapping of the remaining obligations from this point resulted 
in the two sets of triadic relationships that follow.  
     The first triad defines and prioritizes the obligations related to the division of the public and private 
spheres: 
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     Freedom/Liberty, the core values of the American Revolution and the contemporary civic religion, is 
embodied in the notion of the “free market/free enterprise system” that creates and sustains individual 
choice in the “land of the free”.  Because the English Monarchy used the state to destroy these 
relationships and render the colonies (Nation) un-free, the revolutionary war was fought. After the 
possibility of freedom had been restored, it became apparent that building and maintaining “the land of 
the free” would not happen automatically. The result was the “Constitution” which established and 
fragmented governmental authority so that no “State” could jell. The fragmentation of government 
encouraged competition among private interests to secure turf in the public domain. At all levels, as 
Madison had hoped, interest fought interest and the whole remained undisturbed. The “Constitution” 
made government the protector of the private property and freedom understood in economic terms. 
     While the first triad is wholly based on abstract principle and founding myth, the second moves from 
the mythical on one side to  grounded in relationships that have developed overtime on the other. 

 
     The mythology of the founding generally holds that God was present in Philadelphia to assure that the 
constitution protected the” inalienable rights” that he had endowed upon all men.  On the other side “law” 
was enshrined as the public morality in the new republic that was to have “a government of laws not 
men”. 
Internal Demands 
     In the public sector “Law” is the means through which the “Public Interest” is defined and 
responsibility for it is assigned by a legislature. When Congress decides that something needs to be done 
in the “Public Interest”, it enacts a “Law” that establishes or assigns an agency (Organization) 
responsibility for it.  Consequently, all governmental stakeholders below the Constructional level 
(Congress, President, Supreme Court and States) are established and governed by “Law”. 
     This is the source of the obligation to the “Law” that binds the public official. In setting forth the 
mission of the “Organization” the “Law” defines the “Public Interest” for which the official (Self) is 
responsible. 

 
     The civil service generalist is then obliged to manage the “Organization” and accomplish the mission. 
When the official is a professional, however, ethical conflicts can rise from the divergence of legal and 
professional norms. 

 
     All professionals in work life face these immediate obligations (The “Law” is always present because 
private organizations are established through legal charters), but the conflicts are most severe for those in 
the public sector because of the gap between the public sphere governed by “Law” and the private sphere 
dominated by private morality, democracy and markets 
     The obligations flowing from the constitution create for the public official an “iron cage” of legal 
obligations.  The “Law” links the “Self”, as office holder, to the “Public Interest” making the person in 

22



charge of an agency responsible for carrying out the organization mission.  In the American context, 
however, the law does not deliver the resources to carry out the responsibility. In order to obtain the 
necessary resources the public servant must turn to those who control the resources among those “Middle 
–Range Collectives” which though theoretically confined to the private sector actually play a determining 
role in the allocation of resources in the public sector. The public servant must now balance legal 
obligations with the full range of external (private) obligations in order to generate enough responsive 
autonomy to accomplish the organization mission. 
External Obligations 
     The resources needed to carry out the organization‘s mission are controlled by stakeholders both inside 
and outside of government. Interactions in this mixed arena of middle-range collectives and governmental 
actors are the focus of theories of “Pluralism” that supplanted older theories of democracy in the post-war 
era.“Democracy” remains the embodiment of freedom in the larger sphere of civil society and is the 
source of officials at the constitutional level of Congress, the Presidency and the Courts. Creating the 
situation where the organization’s resources must be obtained in competitive domain of interests and 
elections. 

 
As the anchor of freedom and the protector of individual rights in the private sphere “Democracy” 

is voting, freedom of speech, freedom of religion and the freedom of religions to participate in politics.  
The principle of Separation of Church and State offers the public official some protection from the “wrath 
of God”, but legal obligations to the Nation and moral obligations to “God” (One Nation under God/In 
God We Trust) are a constant of the external environment. In the event that one or more churches define 
the organization’s mission as Ungodly the need to deal with such obligations becomes real and 
immediate. Since everyone goes home after work to private life most are bound by real obligations to 
church/religion both directly and through “Family and Friends”. These private civic and moral obligations 
define the “Self” in terms of personal relationships and obligations. Since such relationships are not 
acceptable in the rational/objective sphere governed by impersonal law, the public official must pass 
through a door in Woodrow Wilson’s “high wall” between politics and administration when he goes to 
work. If there really was a wall, he might be able to leave his private obligations at the door. However, 
since he must obtain the support to meet his legal obligations in the private sphere, he cannot. In this 
situation the public official is split in two and while maintaining a separate private and public self, she 
must balance the divergent obligations that impinge on each of them. 

 
Obligations to the Constitution have become intertwined with “God”, whether one believes/likes it 

or not in an agency’s ability to accomplish its mission, because of the role organized religion plays in 
elections and the ability of churches link the founding to “God” for blocks of voters. 

In the broad view two kinds of “Middle-Range Collectives”, churches and parties, turn elections 
into contests between good and evil. As a result, both Congress and the President represent a constellation 
of ethical obligations in the political arena. At any given time this constellation may be favorable to an 
organization’s mission or opposed to it, but in the long run, the balancing of competing ethical demands 
across the public/private divide is at the heart of the problem of maintaining the support of crucial 
stakeholders within government and among the other “Middle-Range Collectives “that control the 
resources upon which “Organization” success depends. 
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Ethical Obligations for Administrators in China 
     The ethical landscape of administration has developed over thousands of years in China. Traditional 
norms have in most respects been the basis for innovation and adaptation. This has created an ethical 
terrain that is more tractable than that of the USA.  Here is our version of what Waldo referred to as a 
“Map of Sorts” for contemporary China. 
     First, Obligation to the People:  In China the People are first. The Constitution protects the people and 
the state exercises power on behalf of the people.  Just as “The king always stood for the people (Jun Wei 
Min Er Li)” in traditional Confucian humanism, so the government now stands for the people and the 
country. 
     Second, Obligation to the Constitution: The Constitution establishes the framework for “the new 
democratic revolution” and guides the Communist Party in the building of both socialist democracy and 
the socialist legal system. It is the basis of ethical obligation in the public realm and sets the standard for 
all other legislation.The Constitution reflects the fundamental interest of the people by placing constraints 
on state power and protecting citizen’s rights as it embodies the most fundamental political, economic and 
social aspects of the country. 
     Third, Obligation to Plan: “Fan Shi Yu Ze Li” (Before we do anything, we first make a plan.) The plan 
as the vehicle for economic and social development under the Constitution creates ethical obligations by 
setting forth both the broad vision and specific targets for balanced growth in construction and 
production. 
     Fourth, Obligation to Law: The People's Republic of China is ruled by law while perfecting a socialist 
legal system under the Constitution. No laws or administrative rules at any level of government may 
contravene the constitution. The state preserves the uniformity and dignity of the socialist law.  
     Fifth, Obligation to Organizational- Bureaucratic Norms: These may be logically divided between 
those that are generic and those that are specific. The generic obligations are deeply rooted, perhaps in 
human nature, certainly in history and culture. In China’s historic Confucian tradition they are associated 
with the traditional bureaucratic ethic built upon the ideals honor and respect which engendered a sense of 
loyalty and duty and provided the foundation for societal order. Today demands for productivity, 
economy, and efficiency add to the mix of obligations within the organizational setting. Specific, as 
opposed to general traditional obligations, increasingly depend upon circumstance: the function, the 
clientele, the technology. 
     Sixth, Obligation to profession and professionalism: Professionalism in China might be understood in 
terms of commitment to the age-old Confucian values, but increasingly it involves communities of 
experts whose scientific knowledge is essential to development efforts. This need not cause ethical 
conflicts, but since modern professional educational and organizational networks are global, it is likely to 
occur. 
     Seventh, Obligation to Democracy: The people’s elected representatives at all levels support the 
functioning of all state organs in the People's Republic of China in accordance with the principle of 
democratic centralism.  
     Eighth, Obligation to Family and Friends: In ancient China, the traditional governance model based on 
the cultural customs of kinship and clan was the fundamental basis of public trust in government. "Rely 
on your parents while at home and friends while away from home" and “a near neighbor is better than a 
distant relative” are old sayings that communicate the essence of these obligations. Both Family and 
Neighborhood relationships remain the most basic and the most important relationships. Family 
obligations are mirrored in all other obligations and family ethics are protected and promoted in family 
law. 
     Ninth, Obligation to self: From the perspective of Chinese history, personal interests should support 
collective interests and the national interest. When there is conflict the national interest comes first, 
followed by collective interests, and finally personal interests. Self-regard is built on appreciation and 
respect for others. One must honor and show loyalty to superiors in all walks of life as one honors the 
father in the home. China's reform and opening up brought a new understanding of democracy that 
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elevates individual interests and legitimizes personal ambitions. While it is viewed as a step forward for 
China's political development the new obligations do not fit in easily with the old. 
     Tenth, Obligation to Middle-rang collectives: The Middle-range collectives in china refer to all 
associations both in the public and private realm: parties, unions, interest groups, advocacy groups and 
broader collectivities, such as, nationalities, women, youth and etc.  Middle-range collectives are essential 
to the national autonomous policy and the democratic political consultation system. All nationalities in 
the People's Republic of China are equal and every individual has the right to political participation, but 
conduct in terms of prior obligations under the Constitution is supervised by the Communist Party of 
China.  
     Eleventh, Obligation to the Public Interest or General Welfare: This obligation is related to the people, 
to Constitution, to democracy. But it is analytically distinct. It is often explicitly embodied in law, but 
also has something of a separate existence. The concept is notoriously difficult to operationalize, and has 
been repeatedly subject to critical demolition. But presumably anyone in public administration must take 
it seriously, if only as a myth that must be honored in certain procedural and symbolic ways. 
     Twelfth, Obligation to Humanity: The long standing Confucian commitment to humanity has a global 
dimension—the world belongs to all the people living in the world. The government and people of China 
believe in joint efforts to safeguard the survival and development of mankind as a whole through 
economic globalization and global cooperation for environmental protection. 
     Thirteenth, Obligation to Free Enterprise: The individual economic initiatives of urban and rural 
working people, operating within the limits prescribed by law, complement the socialist public economy. 
With no government investment the emerging private economy expands the tax base, develops new 
sources of finance, provides employment opportunities that help absorb rural surplus labor and 
contributes to the development of the national economy. 
An Elephant for China 
     Figure 2 shows our placement of the thirteen obligations on Rainy/Steinbauer schematic that has been 
reconfigured for China. 
     As with American case the importance of public and private spheres is indicated by size and each 
obligation is associated with the area where it is most strongly present.  
A Mapping for China 
     In order to use the elephant metaphor in the broader comparative context a cultural mapping 
establishing priorities and relationships among the obligations is required.  The priority or most important 
obligation in China seems to us to be the “People”. In the Chinese context, given the human centered 
Confucian tradition and the ideal of the “People’s Revolution”’ the “People” are the primary obligation.   
The mapping of the remaining obligations from this point produces the unified set of triadic relationships 
that follow:  

 
     We put “people” at the top, based on the historical importance of humanism in China. In china we say: 
the people are first. The constitution defines the place of the people: “all power in the People's Republic 
of China belongs to the people”. China has begun to change from the rule of men to the rule of law, but 
here “people” is still understood as a whole picture not as separate individuals.  Confucianism has deeply 
influenced Chinese culture for thousands of years. The current thinking about responsibility, temperance 
and the Zhongxiao(Filial Piety and Loyalty) is the result of the combination of revolutionary and 
traditional thinking that keeps Confucianism in the mainstream of contemporary thought. 

 
     Self, family and friends are the building blocks of the whole world. Confucian ethics focus on self-
cultivation, the central idea is "benevolence"—the harmonious relationship among people. One should 
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live according to the principle of filial piety by respecting elders and keeping promises to friends. This is 
all part of the obligation to self: to realize ones self-value; one must value family and friends. 

 
     In China it is the obligation of the person to behave honorably that ties the public to the private and the 
past to the present. The public interest as it is understood through traditional relationships is reflected in 
civil society through personal and family involvement in middle-range collectives. The obligations that 
follow are represented by a person employed in a public organization at work. On the other side of the 
relationship the state defines the public interest when through laws and plans it establishes organizations 
and their missions. The individual becomes the dynamic center where the creation and maintenance of 
harmonious relations become the essence of the obligation to self. 

 
     Constitution is the mother law, and all the laws are established in accordance with the Constitution of 
the People's Republic of China; no laws or administrative or local rules and regulations may contravene 
the constitution. The People's Republic of China is building a socialist country ruled by law: The state 
upholds the uniformity and dignity of the law as it progresses toward a socialist legal system.  

 
     China has had 12 five-year Plans since 1953. Every five-year plan focused on different areas 
determined by the stage of development. The plan has guiding significance for the strategy of all 
organizations. Through the plan the state provides direction and guidelines for the whole society 
especially to organizations and enterprises. In the recent years, five-year plans have become more 
concerned with public interest and general welfare in order to generate ecologically sustainable 
development of the national economy. 

 
     The interests of public and middle-range collective are protected by different kinds of laws. 
Democracy in China can be summarized as (1) Every citizen has the right to vote, (2) representation 
should be equal for rural and urban areas “Yi Ren Yi Piao”（one person one vote）and (3) to safeguard 
all peoples of China each administrative region, regardless of population, has a basic quota and can elect a 
certain number of representatives to insure representation of the local organs of state power and the ethnic 
composition of the country 

 
     The 1978 open-door policy brought China into the global economy. Over past few decades, 
involvement has increased rapidly. This has stimulated the domestic growth of free enterprise which was 
authorized by changes in the constitution starting in 1982:“The individual economy of urban and rural 
working people, operating within the limits prescribed by law, is a complement to the socialist public 
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economy. The state protects the lawful rights and interests of the non-public sectors of the economy, 
including individual and private sectors of the economy. The state encourages, supports and guides the 
development of the non-public sectors of the economy, and exercises supervision and control over the 
non-public sectors according to law (2004).” 
Conclusion 
     When it comes down to ethics the starting point is the crucial thing: What is the moral anchor of a 
culture? Summary mapping of the respective landscapes in figure 3 reveal obvious stating points and 
relationships. 
     In the case of China our mapping lead us to “mutual respect” whereas those of theUnitedStates are 
grounded in “self-interest”. This difference has the most profound effect on the nature of the obligation to 
self and to the law as it is felt in the two societies.  In the United States, since no one is expected to place 
any interest above self-interest, law must be used to create a superior obligation to insure that 
administrators serve the public interest. In order to accomplish this, the law must remove all personal 
(self-interested) considerations from official interactions: official conduct is depersonalized by impersonal 
rules to guarantee equal treatment. The result is a “government of laws not men” in place of honor and 
trust among men. This, as the relational mapping of values indicates, has resulted in the splitting of the 
self into the public (official) self and the private (family and friends) self. In terms of legal obligations the 
two must be kept separate and the law must dominate. This conflict at the level of the self is the source of 
corruption: doing what comes naturally in violation of the law. In China, as the mapping shows, everyone 
is assumed to share a common concern for all which is manifest in mutual respect and honorable 
behavior. This understanding makes a person in an official capacity responsible for maintaining a 
dynamic balance among competing obligations based on mutuality and trust.  In order to effectively 
interact with the United States and other contemporary economic actors in the global economy an 
interface in terms of established understandings of “rule of law” is essential. Consequently, we see the 
emphasis on the development of “Socialist Legality”. 
     The Democracy as the symbolic source of law in both cases is understood very differently. In China 
Democratic Centralism concentrates control at the top because it is assumed that democracy and freedom 
combine through cooperation to insure that the superstructure is a true reflection of the economic base. 
Whereas, Democracy and freedom in the United States involve unremitting competition among separate 
divisions in fragmented governmental and electoral arenas, just as firms and individuals compete in 
economic life. Contemporary China rests upon two thousand years of tradition: the history, economy, 
culture, values, and ways of thinking developed differently than those of the United States. Consequently, 
the Chinese Communist Party's leadership position cannot bethe same as in Western countries: the 
problems of China must be based on concrete realities of China. Democratic Centralism in China is 
congruent with China's national conditions at present.  
     Several decades ago when Japan was on the rise all eyes were focused there, as they are focused on 
China today. A couple of administrative theorists, Ouchi and Jaeger (1978), formalized the management 
theories of the United States and Japan in an effort to explain the situation an offer some advice to the 
apparent looser. Their mappings of Theory A and Theory J are closely related to ethical mappings. It 
turned out that the corporate/collectivist (Confucian) orientation of Japan was advantageous. The solution 
for the United States was Theory Z: an individualist/collectivist approach. This might really be Theory C 
as it has emerged in China: a synthesis of Marxism and Confucianism.  Since the revolution in China is 
ongoing the problem holding the self and the society together now seems to depend on the development 
of “rule of law” based on trust and honor among men. Howrule law and the subsequent emergence of an 
obligation to Law develop will determine the path and future pattern of ethical obligation in China.  
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Figure2. Elephant for China 
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     Culture is one of the most important aspects in foreign language education.  Beyond the acquisition of 
language, a sound knowledge and understanding of the target culture(s) as well as the development of 
students’ ability to navigate within it and develop cross-cultural skills are of prime importance if we are to 
develop citizens who are globally competent.  Study abroad presents itself as a unique opportunity for 
language immersion and intensive practice, but it is also a profound exercise in human relations and 
understanding:  dealing with differences across cultures, gaining the ability to observe and analyze a new 
environment, and finally, returning with a fresh perspective on one’s own culture and identity.  The 
example of Chicago State University’s study abroad to Nice, France will be given as a model for effective 
academic, cultural, and personal growth. 
     Of a student population slightly above 7,000, Chicago State University has a predominantly African 
American student body (83%), but Latinos also make up a noticeable portion (6.3%).  The university 
finds itself in a privileged position to offer study abroad and other international experiences to minority 
students. Even though the university’s programs abroad remain modest in comparison to other public 
universities in the area, faculty and administrators at Chicago State are particularly sensitive to the unique 
background and needs of minority students as they embark on an experience of a lifetime.  We focus on 
four important levels: 1/ the promotion of study abroad and special advising; 2/  a pre-departure program 
with a language, culture, and a strategies component; 3/ field facilitation and tailoring of visits and 
lectures that center on students’ particular interests and fields of study;  4/  finally, assessment of the 
experience in terms of linguistic, cultural and personal development. 
Imagining the Possibilities 
     The thought of study abroad may seem extremely remote for many minority students.  Affordability, 
cultural displacement, and discomfort are some of the main concerns in the minds of students.  Chicago 
State also has many non-traditional students:  older students, single parents, and students who work full-
time in addition to their studies.  Participating in study abroad may involve temporary hardship on the 
home front, time off from a job, or some emotional impact due to separation from family and children.  
From this particular perspective, recruitment for study abroad can be challenging.  Active promotion of 
the programs involves public presentations about the benefits of study abroad, cultural events with a focus 
on world languages and cross-cultural skills, or talks about the exciting job opportunities for those with 
language and international skills.  In addition, special advising for interested students is offered by the 
study abroad coordinator.  It encompasses so much more than just choice of program.  It often involves an 
entire plan which includes search for funding, a financial plan for study and living costs on the field as 
well as family and career arrangements while absent.  Through regular sessions which start months before 
going abroad (sometimes a year), interested students are able to plan financially and make personal 
arrangements for a long period of absence.      
Building Community through Pre-Orientation 
     One of the priorities for study abroad students at Chicago State University is to transform a group of 
heterogeneous individuals with different interests, personalities, and abilities into a strong learning 
community.  A learning community will build motivation, inspire, and provide peer support especially 
when students find themselves in a new environment.  Building a community of learning for study abroad 
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starts at home with pre-orientation sessions and activities.  The goal is to first develop excitement and 
enthusiasm.  For many of students, it is the first time that they leave the country, so there is often an 
element of fear still lodged in their minds.  Familiarizing the group with the history, the geography, and 
the culture of the places they will visit is of prime importance.  I use web quests followed by student 
presentations to share initial information.  What is interesting about the region of Nice and the Côte 
d’Azur in France is that it is truly a crossroads of cultures and influences.  The region has been strongly 
marked by the Greeks and Romans as they settled and developed commercial and military outposts.  The 
Moors also left their mark as reminded in the numerous sites and villages which bear their name.  Nice 
was attached for centuries to the Dukes of Savoy and Sardaigne (Italian noble families).  It developed a 
distinct culture and language (Nissart) and became part of France only in the late 19th

     Pre-orientation also includes advanced explorations in our own city before departure.  Chicago field 
trips and outings related to our study abroad are organized.  When groups travel to Nice and the 
surrounding area of the Côte d’Azur, art is always one of the main cultural topics as students follow in the 
footsteps of impressionist and post-impressionist painters such as Renoir, Matisse, and Chagall in 
particular.  The Art Institute of Chicago has a rich collection of these renowned artists.  Therefore, field 
trips are planned to take a sneak preview of the works and familiarize ourselves with some of the artists 
students will encounter in Nice.  Food is always a concern when one travels. Students are introduced to 
French food early on.  Chicago’s renowned Washburne Culinary Institute  has regular French and 
international food sampling events.  The Alliance Française in Chicago offers numerous activities and 
lectures of interest to students.  March is the month of “ la Francophonie” and  Chicago State University 
students attend many events to mingle with French speakers and learn about the cultures of the 
Francophone world.   

 century.  For 
students, the study of Nice and its region helped in their understanding of the French identity.  An identity 
which is by no means homogeneous as it is often portrayed in many French textbooks or popular culture 
in the U.S.  There are many regional differences, local languages, historic and social particularities from 
one side of France to the other.  Fun games such as cultural trivia or internet treasure hunts reinforce 
knowledge, build excitement, and create camaraderie among students.  Furthermore, setting academic 
goals collectively assures that the group is ready to learn:  what projects and research will be 
accomplished?  What classes will be taken and what learning objectives are set for the group and for 
individual students?  These are important questions that remind students that study abroad is a serious 
academic endeavor. 

     A great part of pre-orientation includes language sessions.  In the case of French, we focus on 
functional use of language using practical scenarios and simulations such as “asking for directions”, 
“taking the train”, “exchanging money”, and other situations students are most likely to encounter.  
Additional language review is accomplished through independent study using multimedia programs such 
as BBC French or Rosetta Stone.  These sessions put students at ease knowing they will be able to express 
themselves in many “expected” and “unexpected situations”.     Practical topics are then covered for the 
group:  packing, money matters, behavioral guidelines, and cultural sensitivity (we do not want to 
perpetuate the “Ugly American” syndrome!).  A strong pre-orientation program not only prepares 
students linguistically and culturally before they are on the field, but it also creates a strong community of 
learners:  excited and knowledgeable students will be most likely to enjoy their experiences on the field. 
The Experience in Nice and Beyond 
     You cannot imagine the excitement and anticipation of students who, in many cases, are leaving their 
homeland and their communities for the first time.  The French instructor from Chicago State University 
remains only for the first 12 days of the program to facilitate installation in the residences, advise in the 
choice of classes, familiarize students with the city of Nice, its transportation system, and resources.  
During this time, the coordinator gives special lectures and leads selected visits.  To understand the 
history of Nice and its development, visits to Cimiez and its Roman ruins, the “Colline du Château” and 
“La Vieille Ville” (Old Town) are a must.  The Baroque architecture of Nice is highlighted through 
leisurely strolls through the Old Town and visits to “la Cathédrale Sainte-Réparate” (Patron Saint of Nice) 
and “le Palais Lascaris” with its replica of a 18th century pharmacy lined with jars of medicinal mysteries.  
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Local art museums such as “Le Musée des Beaux Arts,” “Le Musée d’Art Moderne et Contemporain,” 
“Le Musée Matisse,” and “Le Musée Chagall” open students’ eyes to the rich art scene past and present 
on the French Riviera.  Trips to Monaco, Cannes, and other surrounding areas such as Eze, Grasse, 
Cagnes-sur-mer, Biot are organized with a focus on history, art, and traditional industries (perfume, oil, 
glass making, etc.).   
     One of the unique features of the French study abroad program is its stress on Black history in the 
region.  An exploration of the nearby city of Fréjus allows the group to discover a little piece of African 
history at the site of the “Missiri Mosque” (La Mosquée Missiri).  The word “Missiri” is from Bambara 
and means mosque.  Completed in 1930 mostly by a corps of “tirailleurs sénégalais” (Black African 
colonial troops) stationed at the Caïs camp, it is a reminder of the presence and contributions of Black 
troops to the French military.  The orange mosque is a miniature replica of the famous Djenné mosque in 
Mali.  It reminded Black soldiers of their homeland, but also stood as a mark of their spirituality while far 
away from home.  The museum of the “colonial troops” (le musée des Troupes de Marine) in Fréjus also 
attests to the courage and important contributions of these African men during the first and second world 
wars in Europe despite the challenges and the segregation they faced.   The plaque, written by Léopold 
Sédar Senghor, reads "A l'ARMÉE NOIRE.   Passant ils sont tombés fraternellement unis pour que tu 
restes Français. Léopold Sédar Senghor."  [To the Black army.  Passing through, they fell united in 
brotherhood in order for you to remain French.  Léopold Sédar Senghor].  For our students, the history of 
jazz in Nice and in France is always a topic of great interest because it connects France to big names such 
as Louis Armstrong and Dizzy Gillepsie.  As the French Riviera became the playground of the aristocrats 
of Europe in the 19th

Sharing Experiences through Technology 

 century with its casinos, luxurious hotels and villas, grand entertainment and the 
latest names on the jazz scene in Paris also graced the stages of Nice.   After African American troops 
brought jazz to Paris in the early 20s and 30s, the genre exploded throughout France and Europe.  
Legendary performers such as Louis Armstrong and Dizzie Gillepsie performed at the Casino Municipal 
de Nice as early as the 1930s.  Dizzie Gillepsie became a faithful participant in the annual Nice Jazz 
festival until the 1970s.  During the month of July, the annual Jazz festival of Nice still takes place and 
celebrates jazz in all its forms through time and across cultures.  Black literature made its mark in France 
as well.  Many Black writers found inspiration and made a living in France.  It is well known that James 
Baldwin lived and worked for many years in Paris and wrote some of his seminal works there.  But few 
also know that he found refuge at the end of his life on the French Riviera in the small town of St. Paul de 
Vence.  In addition to the traditional Western history and art focus, special field trips and discussions 
about the Black experience in the region and in France allow minority students to see that France was and 
still is a major theater of Black world history. 

     Travelers through the centuries have kept journals and diaries to record all the details and emotions of 
their adventures.  Today, technology has enhanced our ability to record and share our experiences.  
Online trip journals can be set up so that family, friends, and the university community at home can 
follow the adventures as they happen.  Why not use a blog site as an online journal where students post 
narratives, photos, audio and video?  Sites such as blogger.com, blogspot.com, or xanga.com are free and 
user-friendly.  During the trip, each student is required to keep a blog.  Specific assignments, report, and 
pictures are posted.  The home community can log on to see what students are experiencing on a daily 
basis.  Other tools such as video chat, photo vaults, or even Youtube are only a short list of endless 
possibilities for students to share their experiences and allow others to travel along virtually.    Most 
students already use Facebook and Twitter.  These tools are students’ lifelines.  In these spaces, they 
“freewrite” with friends to share their excitement, but also their frustrations at time.  When students are 
away, they can feel lonely and sad at times or miss the comforts of home.  Writing is therapeutic and 
keeps that invisible tie to their “known world.”      
Back Home 
     When the chaperone leaves, students continue their language studies, workshops, and cultural 
activities with the Université Internationale d’Eté de Nice (approximately 30 hours per week).  Many take 
trips to Paris and to Italy.  When students return home, they reflect on the experience and assess their 
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learning.  In terms of language objectives, have the students increased their ability to communicate and 
understand the target language? In terms of cultural gains, what have they learned about the peoples and 
cultures of the region?  How has the experience helped  students view the world and the U.S. differently?  
Finally, in terms of personal gains, what changes have occurred as a result of contact with other cultures 
and stepping out?  What additional skills and dispositions have the students developed?  The following 
are some of the comments gathered from surveys of recent students: 

“I realized how similar we are despite our different cultures and locations.  Study abroad 
showed me that there are different types of people and the world does not revolve around the 
U.S.” 
“This experience showed me how to prepare, concentrate, and study for whatever I want to 
accomplish.” 
“I feel that I am more comfortable with the language and that if I make a mistake, it is not 
the end of the world, just communicate and it is the opportunity to learn something new.” 
“I had to overcome the arrogance of being American.  I had to overcome not knowing what 
is going on at times and not always being right.” 
“Because I have traveled, I have learned more and more about myself.  I have made a lot of 
changes in my life.” 

     Chicago State University and other colleges must increase efforts to close the gap between 
opportunities offered to mainstream American students for study abroad and those offered to minority 
students.  Universities nationwide are in the business of developing the new globally conscious and 
competent citizen:  one rooted and knowledgeable about local realities while, at the same time, one who is 
open to the world.  In these exciting and challenging times, Latino and African American students will 
not be left behind with the efforts of institutions such as Chicago State University 
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Background 
     The issues surrounding race in the United States has taken on various forms and modalities. Perhaps 
the unfounded notion of a “post-racial” America is rooted in this common desire in our citizenry to move 
on from the nagging remnants of those few and far between incidents of overt hate crimes. But the 
persistence of elusiveness with regards to civil rights and white privilege’s invisibility has only intensified 
the frustration of disparity and under-representation in so many arenas of American life (Newfield, 2008).  
     One of those arenas that seem to impact and sustain dysfunction within our social fabric the most is 
that of higher education. Although perceived by many as the gateway to opportunity and the “promised 
land” of success, higher education is still plagued by bias and inequity, and no more so, than in and 
among the ranks of the professoriate (Cole and Barber, 2003). 
     In the following pages I will address this issue from six specific angles: 1—The Story Behind The 
Numbers (regarding nationwide faculty ratios); 2 – College Student Demographics: Anticipated Growth; 
3 – The Three Fundamental Barriers to Recruitment and Retention of Faculty of Color; 4 – The Ten 
Common Myths That Impede The Search/Recruiting Process; 5 – Ten Suggested Strategies To Reverse 
The Trend; and, 6 – Conclusions and Implications. 
The Story Behind the Numbers 
     Since its inception in 1789 under the U.S. Constitution, our nation has grappled with the living up to 
its motto of E Pluribus Unum (literally, “out of many, one”).  And in spite of its scientific superficiality 
and status as a mere social construct, race has played a major role in either providing or denying access to 
that promised slice of the “American pie.”  Since post-WWII America there has been a sharp increase in 
the population of people of color throughout society.  Yet the disproportionality of increased membership 
into the ranks of professor for those same groups of color is what this article hopes to unveil, address and 
resolve (Rockquemore and Laszloffy, 2008). 
     The 2010 census places the U. S. population at 308.7 million. White Americans experienced a 5.7% 
increase from the 2000 census and account for 72.4 % of this close to 309 million people. African 
Americans experienced a 12.6 % jump in population over the past ten years and account for 12.3% of 
today’s population.  Latino Americans, as a result of a population increase of 43 % from 2000, constitute 
a total of 16.3 % of our nation’s population.  Asian Americans experienced the greatest ten-year jump in 
percentage at 43.3, yet their 2010 proportion of America’s population equates only to 4.8 %.  Over the 
past ten years Native Americans had a larger population increase than both white and black Americans at 
18.4 %, yet they account for only 0.9 % of today’s population nationwide (U.S. Census, 2010). 
     In light of these 2010 demographics that point to a promising growth diversity-wise, the nation’s 
percentage of full time faculty of color throughout higher education tells a disturbing story. In 13 years, 
from 1995 through 2008, Native Americans led the growth rate among faculty of color with an increase 
from 0.4 % to 1.4 %.  Asian Americans, during this period, experienced the second biggest jump from 5.1 
% to 9.1 %. Latino and African Americans, however, experienced dismal increases over this same period 
– 2.4 % to 3.5 % and 5.0 % to 5.6 %, respectively.  In spite of accounting for a combined 28.9 % of U.S. 
population in 2008 (16.3 % Latino American and 12.6 % African American), these two groups constituted 
only 9.1 % of the nation’s faculty (Turner, Gonzalez and Wood, 2008). 
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     Even more troubling, the slow growth rate among African American faculty seems to indicate an 
irreversible trend.  According to the U.S. Department of Education, African American percent of full time 
faculty was 4.2 % in 1981. Twenty-two years later, in 2003, that percentage jumped only to 5.6. In light 
of this 20-year growth rate, it would take 180 years for African American faculty to reach parity with the 
African American percentage of the U.S. population (Carey, 2010). 
College Student Demographics: Anticipated Growth 
     In a 10-year period from 1998 through 2008, student enrollment in higher education increased by 32 % 
from 14.5 million to 19.1 million. Students of color accounted for approximately 33 % of this increase 
(Synder and Dillow, 2010). By 2015, the Educational Testing Service projects that 80 % of the 
anticipated 2.6 million new college students will be individuals of color. At such a point, students of color 
will account for almost 40 % of higher education’s student body population (Carnevale and Fry, 2000).  
     In particular, the number of students of color in the District of Columbia, California, Hawaii and New 
Mexico is expected to exceed white student population by 2015 as well.  At this time, one half of the 
student body in the state of Texas will be of either Latino, African, Asian or Native American descent. In 
New York, Maryland, Florida, New Jersey, Louisiana and Mississippi individuals of color are projected 
to exceed 40 % of the student population (Carnevale and Fry, 2000). 
     The changing student demographics in higher education points to the need for a corresponding body of 
faculty that reflects the upcoming level of diversity soon to emerge.  As stated in the March, 2010 
American Federation of Teachers Report: 

     As educators, we know that in order for students to succeed academically, they 
need role models and mentors with whom they can identify. Scholarship has 
consistently shown that racial and ethnic diversity has both direct and indirect positive 
effects on the educational outcomes and experiences of students (Gold, 2010, p. 4).  

The Three Fundamental Barriers to Recruitment and Retention of Faculty of Color 
     The fundamental, most commonly cited roadblocks to diversifying our nation’s postsecondary faculty 
has centered in three distinct areas: 1) departmental frustration; 2) Institutional alienation; and, 3) national 
contention. Each area seems to present its own unique facet of dysfunction and unyielding “fortress” to 
advancing beyond the status quo that has endured for decades in higher education. As one examines these 
three dilemmas, a growing degree of clarity seems to emerge which points to an intense, fortified culture 
almost unseen by the majority of educators at this level (Turner, Gonzalez and Wood, 2008). 
     At the departmental level, the most basic problem is under-evaluation of research interests as well as a 
discounting of the approaches and theoretical frameworks typically employed by faculty of color. Both of 
these are not carried out in an explicit manner but manifest as an assumed and unspoken attitude of pre-
defined legitimacy and authenticity. Whether its founded on the basis of seniority, departmental track 
record of majors or the number of graduates annually, its seems that scholarship outside of the dominant 
culture automatically takes on the status of a “step-child” and is thereby subjugated to an invisible 
“second tier.” Disciplines that are deemed “unfamiliar” bring in “unorthodox” research interests, models, 
and theoretical frameworks, creating a difficult struggle which seems virtually insurmountable for faculty 
of color. Combined with routine challenges to credentials and the academic worthiness of one’s 
specialized study, faculty of color oftentimes are forced to not only “educate” their students but their own 
colleagues as well (Turner, Gonzalez and Wood, 2008). 
     Another barrier within the context of the department is the nagging sense of isolation and 
marginalization. Faculty of color have often reported this “notion” as being the number one frustration to 
settling into a department on a predominantly white campus. In addition, they feel the ongoing and 
unrealistic expectation of having to be their ethnic group’s representative to the “outside world.” Rather 
than being seen and valued as an individual, the unspoken pressure is to accept a role as the expert and 
spokesman for a category of stereotyped people. Experience tell us that this carries over into the 
department’s hiring process which typically is perceived by educators of color to be entrenched in biases 
and cultural presumptions. The “terms and conditions” of the selection process tends to be narrow-minded 
and founded on principles that echo the status quo of previous decades (Izard, 2008; Turner, Gonzalez 
and Wood, 2008). 
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     On the institutional level, alienation dictates the experience for faculty of color historically. The first 
factor contributing to this is the sheer lack of administrative, staff, student and faculty diversity campus-
wide. Because the majority of new hires of color will experience predominantly white institutions, the 
sense of being a member of the “minority” – numerically and culturally – stands out initially in all aspects 
of campus life and work. The second factor that seems to compound the first, is the lack of effort 
demonstrated to successfully and innovatively recruit, hire and retain faculty of color on behalf of the 
administration. Although oftentimes cited among strategic planning and college missions, the feel of 
diversity as a pressing priority is missing in the assessment of the majority of professors of color. This 
point ties into the final and third factor that produces the sense of alienation: the lack of financial support 
for diversity programs, events and professional development. When the budget allocations follow a 
divergent stream of emphasis, faculty of color seem to feel it the most and struggle the most with 
resolving the gap between college-wide “values” and crippling financial constraints (Ponjuan, et. al., 
2011; Turner, Gonzalez, and Wood, 2008).  
     Finally, national contention regarding diversity and higher education has played a significant and 
ongoing role to posing as a barrier to recruitment and retention of faculty of color. The media’s 
misinterpretation regarding affirmative action, many times wrongly equating this policy to the quota 
system, has served to create an atmosphere of hostility and antagonism when placed in the context of 
higher education. This has inflamed the ensuing debates and eventual lawsuits over affirmative action 
especially in the area of college admissions, taking place in some of our nation’s largest states such as 
California and Texas. In addition, conflicting interpretations of various Supreme Court rulings have 
produced nationally publicized contention at the University of Michigan and the University of Michigan 
Law School in recent years. This factor in combination with the recent state trends to pass laws either 
restricting or removing affirmative action (on the claims of the policy’s inherent discriminatory nature) 
have served to place the hiring of faculty of color in a menacing light. Lastly, the persistent record of 
salary inequities among white faculty members and faculty of color has contributed to the overall sense of 
the status quo’s immovable entrenchment within the professoriate rankings of higher education. The 
national contention and apprehension over diversifying college faculty seems to be systemic in light of 
the combination of these factors cited here. (Cole and Barber, 2003; Gonzalez, Turner and Wood, 2008). 
How much of this apprehension is based on myths and presumptions is what shall be brought under 
consideration in the following pages. 
Ten Common Myths That Impede the Search/Recruiting Process 
     By looking at the following ten common myths to be presented, the goal is to gain some insight on the 
source of resistance to diversifying our nation’s college faculty as well as ascertaining the truth and the 
facts of the experiences and aspirations of potential faculty of color. After debunking these myths with the 
truth of the experiences found in widespread commonality, this narrative will close with ten pro-active 
strategies and suggestions that could reverse the troubling trend now taking place across the colleges and 
universities in our nation today.  
Myth #1: “Everyone is after them; they have their choice of schools before them.” 
     Numerous studies, on the other hand, indicate that an overwhelming majority of scholars of color are 
not pursued by multiple institutions. As a result, bidding wars for them are quite few and far between 
(Smith, 1996).  
Myth #2: “They just aren’t out there – especially in the fields of math and sciences.” 
     While the number of eligible candidates of color is low, those qualified typically have reported a 
common experience and pattern which develops. Their eventual securing a position in a math or science 
department somewhere is not based on recruitment efforts of institutions – but rather on their personal 
endeavors to market themselves in a very pronounced manner (Smith, 1996). 
Myth #3: “They probably won’t come to my remote college town with such little diversity.” 
     Studies and interviews indicate that underrepresented candidates base their decisions primarily on 
promising factors of the workplace rather than the geographical setting and ethnic demographics. What is 
important are three crucial items: 1) a supportive work environment; 2) institutional commitment; and 3) 
alignment with professional and career goals. The majority of candidates have indicated that their final 
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choice to work in a given area is driven simply by their passion and love for teaching itself (Turner, 
2002). 
Myth # 4: “They can’t face the competition.” 
     Oftentimes the process of evaluation that leads to such conclusions are the result of undetected hiring 
biases. Research shows that exclusion of candidates of color will take place not due to their lack of 
potential or capacity but due to their falling outside of the “traditional” academic mold in place since the 
school’s inception (Boyer, 1990; Colby and Foote, 1996). 
Myth #5: “Issues of discrimination are over-emphasized and blown out of proportion haven’t we gotten 
beyond that by now, especially in higher education?” 
     The most common problems cited by underrepresented professors are that of 1) isolation; 2) a “chilly 
climate” or atmosphere within the department; and 3) the sense of being marginalized. Perceptions of 
where race relations should be and actually are for faculty of color on a predominantly white campus can 
only be resolved by validating the firsthand accounts and experiences of such faculty (Engerman and 
Waller, 2000). 
Myth #6: “We have tried this over and over again with no results to speak of. It just doesn’t work in 
today’s climate.” 
     According to Gonzalez, Turner and Wood (2008), in the past 20 years, more than 300 scholars have 
published 211 studies and 41 doctoral dissertations on this subject. Unfortunately, there has been minimal 
attempts to launch new approaches based on these findings that would necessitate venturing “outside the 
box,” beyond the traditional models of the past. 
Myth #7: “Even if we acquire faculty of color, they will move on sooner than later.” 
     Studies show that retention is greatly improved whens dean and chairs provide meaningful mentoring, 
professional development and family-supportive initiatives. Increased retention is based upon ongoing, 
multi-level support that reinforces the favorable conditions of the initial recruiting efforts (Stanley, 2006). 
Myth #8: “If high school graduation rates are so low in public schools now for students of color, where is 
the potential for Ph.D.’s?” 
     The National Science Foundation’s “2009 Survey of Earned Doctorates” found that the 2008 cohort 
increased 20% in the number of students of color when compared to ten years prior. The number for 
Ph.D.’s earned for that year (2008) was 7,000. Over the past 20 years, the number of doctorates awarded  
to students of color increased as follows: 154% for Latinos; 110% for African Americans; 106% for 
Asians; and 31% for Native Americans (Fiegener, 2009). 
Myth # 9: “Candidates of color don’t respond to our advertisements.” 
     Numerous success stories at various institutions indicate that recruiting efforts must go beyond 
traditional formats by forging into ethnic publications put out by organizations and associations; churches 
and community centers; caucuses and corporation; and, individuals reported as grant recipients. By 
spreading the net in a broader way, the influx of faculty of color has increased in a promising way on 
campuses willing to extend beyond the so-called “norm” (VCU, 2002) 
Myth # 10: “Asian Americans have made significant strides, why can’t they be emulated?” 
     Besides presumptuously lumping all persons of color into one camp, studies show that Asian 
Americans experience 1) inequity in tenure rate; 2) disproportionate non-tenure track positions; 3) a low 
rate of upward mobility into administration; and, 4) low faculty salaries when compared to white 
counterparts (Hune and Chan, 1997).  
Ten Suggested Strategies: Searching For Underrepresented Faculty 
     The following points outlined are useful options to get around the sluggish infusion rate of faculty of 
color onto the campuses throughout our nation’s colleges and universities. Each can be assessed through 
measureable outcomes and in each case has already proven to be effective at various institutions across 
the country. Their value alone lies in this one common principle: being pro-active and innovative is the 
only way to success. Rather than “re-inventing the wheel,” all of the ten strategies that follow have been 
time-tested with a very promising track record and can be put into practice where the needed thrust of 
institutional commitment is present and vibrant: 
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Strategy #1 – Create financial incentives to department chair for hires as well as for innovative 
approaches to recruitment

Strategy #2 – 

. By building hiring targets and goals into the chairs’ annual performance 
appraisals the “buy-in” to diversifying the faculty becomes practical and measurable (Sheffrin, 2000). 

Provide release time to senior faculty to function as “talent scouts

Strategy #3 – 

.” This approach brings 
the most effective, relevant individuals (who also happen to be the most capable at “selling” the school as 
well as the specific department) right to the “doorstep” of potential candidates (Sheffrin, 2000).  

Develop faculty exchange programs or visiting professorships

Strategy #4 – 

. This affords for an ongoing 
process of exchange and exposure that can help to make transitioning to permanent positions almost 
transparent (Guenter-Schlesinger and Ojikutu, 2009). 

Spousal/Partner Placement for training and employment of significant others

Strategy #5 – 

. Oftentimes 
the final decision to commit to an institution and relocate is a joint effort and not uniquely the candidate’s 
alone. This provision takes that into account and embraces the entire decision-making process for the 
candidate (Guenter-Schlesinger and Ojikutu, 2009; VCU, 2002). 

Family Needs for Transition programs which provide assistance for needs in real estate, 
public schooling and community resources

Strategy #6 – 

. As with the previous strategy, a big message of “welcome 
aboard” is conveyed by addressing the needs of the entire family unit as they deliberate over relocating 
and committing to a school and its community (Guenter-Schlesinger and Ojikutu, 2009). 

Revise advertisements for a broader net and audience with holistic approaches infused into 
the selection requirements

Strategy #7 – 

. This involves a more creative distribution strategy beyond the usual outlets 
generally employed. Wording should be selected that is particularly sensitive to reach out and embrace 
and validate diverse backgrounds, research areas, and training (Guenter-Schlesinger and Ojikutu, 2009). 

Ensure that search committees have diverse members if possible, perhaps even calling on 
community leaders or activists to participate to some degree

Strategy #8 – 

. The perspectives and sensitivities of those 
outside the dominant culture are invaluable at any given stage of the selection process. Such exchange 
tends to enhance and broaden the candidate pool beyond the “standard” limits (Colby and Foote, 1996; 
Gasman and Kim, 2007; Sheffrin, 2000). 

Maintain ongoing dialogue with institutions that matriculate a significant number of 
students of color

Strategy #9 – 

. Whether within or outside of your region, partnerships of this sort can lead to contacts 
with potential candidates never made possible by routine methods (VCU, 2002).  

Develop an ongoing Mentoring Program for new faculty and promote such a program as a 
selling tool for potential candidates

Strategy #10 – 

. This venue should include professional development planning, 
campus and community service, research and publication assistance and other cases where oversight, 
companionship and familiarity can ensure successful outcomes and camaraderie (Brown-Glaude, 2009; 
Hune and Chan, 1997; Rockquemore and Laszloffy, 2008).  

Secure institutional commitment (in writing) to increased faculty diversity from Board of 
Trustees, President and Provost for financial support so that stated “values” and budget allocations 
coincide

Conclusion 

. This step will help to ward off one of the most discouraging experiences for many faculty of 
color: the sense of futility due to the lack of adequate funding; thus, being forced to abandon  the needs of 
the department as well as those of the students they serve (Gasman and Kim, 2007; Turner, Gonzalez and 
Wood, 2008). 

     The dramatic rate of students of color entering into higher education warrants our attention with 
regards to expanding the presence of faculty of color across the nation. As referenced earlier, both the 
demographic story and future of our country’s general population as well as post-secondary enrollment 
have pressed this need into a category of undeniable urgency. This was one of the fundamental 
conclusions reached in a recent gathering of administrators and educators in March of 2011: 

     The racial and ethnic demographics of the student population in U.S. higher 
education has changed in recent years and even more dramatic shifts are projected 
over the coming decade. Given these projections, it is imperative for higher education 
administrators to consider ways to recruit, retain, and support a more demographically 
representative professoriate (Ponjuan et al., p. 1, 2011) 
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      As a professor of color on a predominantly white campus, I can personally relate to virtually all of the 
points presented in this article. I can bear witness to the growing diversity of a student body that far 
outnumbers its faculty ranks. In my personal estimation this a matter much deeper than mere “equity for 
educators” at the university level. What’s at stake here is a matter of social justice – social justice for our 
children and the many generations to follow. Their impact on society and role as members of the world’s 
leading nation is at stake. What’s needed on behalf of the leadership in higher education is a tone of 
urgency and commitment converted into proactive strategies that produce an academic setting responsive 
to our students and their peers who will follow in their footsteps: 

     The future success of American higher education relies on campus executives and 
senior faculty members demonstrating a strong commitment to increase the racial and 
ethnic diversity of faculty members. We assert that only a proactive and sustained 
commitment to this issue will adequately address the needs of our increasingly diverse 
student population (Ponjuan et al., p.1, 2011). 
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Introduction to the Study 
     As of the year 2006, over 400 different native languages were spoken by students in United States 
school systems (Flannery, 2006). While some of these students could be found in large pockets of the 
geography, and rural areas were once thought to be impervious to these influences, the world is ever 
changing. Rural areas, such as much of Missouri and Iowa, are now seeing an influx of students who 
speak a native language other than English (Webb, 2007). These students rely on the school districts to 
provide them with a capable and well-trained English Language Learner (ELL) instructor to help the 
students become proficient with the English language. This study set out to provide additional insight into 
how ELL teachers informally collaborate. Through understanding how ELL teachers are informally 
collaborating, school leaders may better allocate resources to extend the learning needs of ELL teachers.  
Importance of the Study 
     Professional development, while defined differently based on the group of professionals to whom it is 
referring, in the field of education in the United States generally refers to teachers continually learning 
what the best practices are for educating students (Belzer, 2003; Caffarella & Zinn, 1999; Friedman & 
Phillips, 2004). This can be facilitated in a school-wide fashion or on an individual basis (Hu, 2005). One 
component of professional development can be collaboration among teachers in similar fields (Hu, 2005). 
This professional development within the field has been shown to enhance student performance, which 
might include student competence and ability to succeed on standardized testing reported to the state 
(Belzer, 2003). 
     While professional development, and more specifically collaboration, has been widely studied within 
education, it has not been vastly studied in specific curricular areas (Johnson, Berg, & Donaldson, 2005). 
One such area is ELL.  
Statement of the Problem 
     Although many researchers have researched collaboration within education, there still remained 
questions about how specific curricular area teachers collaborate, specifically ELL teachers (Little, 2007). 
Understanding how ELL teachers collaborate will better enable school leaders and ELL leaders to 
facilitate best-suited professional development possibilities.  
Purpose and Rationale of the Study 
     The purpose of this qualitative research study was to respond to the lack of information about informal 
teacher collaboration among content-specific teachers, and to better understand the phenomenon of 
informal ELL teacher collaboration within occupational communities (Merriam, 1998; Steele, 2008). 
Knowing this information will better enable school leaders to make decisions about what ELL teachers do 
to informally collaborate. This will also enable ELL teachers to direct their scarce time and resources 
towards activities that will help them in their work towards facilitating proficient students.  
     The study sought to inform ELL teachers, school leaders, and professional development coordinators 
as to current informal collaboration practices among ELL teachers in the Midwest. The benefit will be to 
the students, who will have more highly-qualified ELL instructors to help them through their proficiency 
progression process.  
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Research Question 
     Given that this study was qualitative in nature, and sought to explore and understand a phenomenon, 
one central and overarching research question was established. To be derived from the literature review, 
the problem, and the purpose of the study was to be the grand tour research question: How do ELL 
teachers informally collaborate within their occupational communities?  
 
Literature Review 
     The focus of education has changed over time (Dobson, Dobson, & Kessinger, 1980; Hawley, 2007). 
“Today we have entered the information society” (Arcaro, 1995, p.18); communities of people include 
not only our small home towns, but the entire global community. As Arcaro details in his book about 
educational change, this new society includes our educational system. As an effort to react to such shifts, 
local districts implemented professional development. This study will explore one category of 
professional development, informal collaboration; the definition of informal collaboration; types of 
informal collaboration used by teachers; and how informal collaboration is used by a specific high school 
curricular area, ELL.  
     Although many researchers have studied collaboration within education, there is a lack of research on 
collaboration within specific curricular areas (Johnson, Berg, & Donaldson, 2005). One of these areas is 
high school ELL. Better understanding what type and with what frequency high school ELL teachers use 
collaboration tools can illuminate best practice of teacher collaboration for this curricular area. This can 
then serve as a foundation for a model of professional development within ELL education.  
Collaboration 
     Much research has been done on collaboration, but it is still difficult to define, as illustrated by the 
multitude of varying definitions used by various researchers. Some of these include Yukl’s (2006) 
definition, which states collaboration “involves a joint effort to accomplish the same task or objective” (p. 
168). Bruffee (1999) shares his idea of collaboration as the joining of people to a group of others who can 
challenge each others’ boundaries of thought process to induce learning via new thoughts being generated 
and then shared through conversations. A further definition states that collaboration in a teacher learning 
community is “teachers’ joint efforts to generate new knowledge of practice and their mutual support of 
each others’ professional growth” (Little, 2007, p. 55).  
     In keeping with the idea of generating new knowledge, as expressed in many of the definitions, 
Nonaka (1994) explains his idea of knowledge creation. Mezirow (2000) bolsters Nonaka’s idea of 
sharing knowledge to learn by providing the idea of social learning. Social learning encompasses the idea 
of learning through personal reflection on something recently learned, and then re-sharing the information 
with others (tacit to explicit knowledge creation equals learning). These ideas combine to embody the 
discrete ideas that Bruffe (1999) and Little (2007) expressed: learning through sharing information. 
     In an effort to establish a working definition of collaboration for this study, one further researcher was 
consulted. Hu (2005) not only defined collaboration, but segmented it into two subcategories: “contrived 
collegiality” (p. 663), or formal collaboration, and “collaborative culture” (p. 663), or informal 
collaboration. Taking all of these definitions and parameters into consideration, this study was conducted 
under the following working definition of informal collaboration: the method in which two or more 
teachers in a specific occupational community (Steele, 2008) learn from each other working towards a 
common, professional goal without the prompt of their administration. 
Collaboration Tools 
     Now that collaboration has been defined, the question is, how do educators collaborate in general?  As 
technology has developed, so have the possibilities for collaborating, and more specifically the tools by 
which to collaborate. Manzo (2009), Wang (2009), and Chen, Chen, and Tsai (2009) studied some of 
these collaboration tools in their broad studies of teacher collaboration. Some of the tools they isolated 
included chat rooms, blogs, and social networking communities. Additionally, Lieberman’s (1998) and 
Mclaughlin and Oberman’s (1996) extensive studies of collaboration included the phone as a 
collaboration tool. The final tool of collaboration, although lacking in technological advancements, is 
face-to-face discussions.  
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     Although all of these collaboration tools have been studied in broad and general educational settings, 
none of them have been studied in a narrowed scope of teacher occupational communities (Steele, 2008), 
such as with high school ELL teachers. 
Gathering Information and Analyzing the Phenomenon 
     Following IRB approval, ELL teacher participants were selected by using the websites of the 
Department of Elementary and Secondary Education of Missouri and the Iowa Department of Education, 
and by employing snowball sampling from the initial contacts. The interview method employed utilized 
participant interviews comprised of working ELL teachers within a predetermined twenty-county area 
within the two states of Missouri and Iowa.  Documents from the Internet were collected from state-
sanctioned and electronically maintained ELL conferences (the Iowa Culture and Language Conference 
(ICLC) and the Missouri English Language Learners (MELL)). As a way to protect the anonymity of the 
participants, these conferences are referenced as “the state conferences” for the remainder of the study. 
Additionally, and in snowball sampling efforts, additional Internet sites were accessed based on the 
participants’ mention of the sites, including the Iowa Department of Education, Area Education Agency 
(AEA) websites. and the Missouri Regional Professional Development Center (RPDC) websites. Again, 
as a way of maintaining participant anonymity these government educational assistance entities will be 
referred to as “education agencies” for the remainder of the study.  
Interview Creation 
     Purposeful sampling (Merriam, 1998) was conducted by accessing the Department of Education 
websites for the two predetermined states included in the study to determine which schools within the 
predetermined twenty-county area had sufficient numbers of ELL students to mandate an ELL teacher. 
After identifying the districts which were eligible to have ELL teachers on staff, the schools’ websites 
were accessed to see if the teachers’ emails were publicized. Of the 16 districts which had ELL 
populations which warranted an ELL teacher, seven districts listed the names of the ELL teachers and 
gave the teachers’ email contact information. Additionally, snowball sampling (Merriam, 1998) was 
utilized once contact with ELL teachers was made, allowing for additional potential participants. 
Interview Participant Demographics 
     Twelve teachers in Missouri and Iowa were invited to be participants in this study; seven agreed and 
signed consent forms to participate. Of the seven participants, four were female and three were male. For 
purposes of anonymity, participants are referred to using unisex pseudonyms. The masculine pronouns 
“he,” “him,” and “his” will refer to all participants. 
Interview Setting 
     The participants chose to conduct all interviews via the asynchronous Internet application of email. All 
participants chose this method because they could respond at their leisure. This application allowed me to 
get reactions from one participant and review those responses, providing me the catalyst to ask the other 
participants similar questions. The end result was an interactive interview process (Seidman, 2006). The 
interview process took place over a four-week period. 
Interactive Question Formulation Process 
     After each participant correspondence, initial analysis of data provided an interactive method of data 
screening and category construction (Merriam, 1998; Seidman, 2006). Using this process allowed for 
continual reformulation of the next set of questions to be asked of the participants. This process facilitated 
the open coding technique of theme formation (Creswell, 2003). Interview transcripts were reviewed after 
each subsequent exchange between interviewer and interviewee, and continued until information and 
theme saturation prevailed (Strauss & Corbin, 1998). During the third and subsequent interviews, I found 
information and thematic redundancy from the previous two interviews. Three basic themes and one 
overarching theme emerged during the first two interviews and were redundant in the third and 
subsequent interviews:  informal collaboration methods, informal collaboration issues, and informal 
collaboration motivation. Frequency of informal collaboration was the overarching theme.  
Open Coding Theme Development 
     Of the three Internet sites and seven asynchronous Internet application interviews conducted with the 
seven participants, 144 significant statements were extracted using open coding. In order to reveal the 
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themes, I began reviewing the participant interview transcripts and documents with a highlighter.  I 
highlighted any phrases which seemed important.  After reviewing the first transcript, I saw 
commonalities of ideas within the other subsequent transcripts.  I highlighted those commonalities, but 
continued to look for other important chunks of language. Through this process, themes emerged. Table 1 
illustrates the coding key with the resulting three basic themes, one overarching theme which was 
embedded within each principal theme, and examples of the significant statements which illuminated the 
themes.  
     It was interesting to note that some of the preconceived ideas which I had assumed would be 
discussed, based on my field experience within ELL teaching, did not surface.  One such idea was the 
issue of student achievement. 
Findings 
     Upon completion of the data analysis, I wrote the theme threads. There were three such threads 
explored. 
Theme 1:  Informal Collaboration Methods  
     All of the teachers identified multiple ways in which they informally collaborated (collaboration 
within their ELL occupational community which is not mandated by the administration), including both 
the venue where they collaborate and the method by which they collaborate. The most common answer 
given by all seven participants was by talking with other ELL teachers at conferences, classes, and 
workshops about ELL issues. These conferences, classes, and workshops are not opportunities mandated 
by the administration, but rather opportunities which the participants took part in so they would have an 
opportunity to meet with other ELL teachers. Alex expressed the feeling of being at a gathering with other 
ELL teachers by saying, “it was so nice to have similar people talk about similar issues with you.” Pat 
said that he “attended a SIOP (Sheltered Instruction Observation Protocol) convention” last spring and 
that he tries “to attend at least 1 or 2 conferences, workshops, or classes during the school year.”  
     At these conferences, classes, and workshops which Alex has attended, he talked face-to-face with the 
other attendees about the information garnered from the sessions. Joe repeated this idea by saying that he 
goes “to the [state conference] every year.”  Additionally he attends “all the ELL related workshops that 
the [state] education agency has to offer.”  Again, Joe said he talked face-to-face with other attendees 
about the session content, as well as small talk about education in general. Alex, while not as frequently, 
does attest that he has attended the Mid-TESOL (Teaching English to Speakers of Other Languages) and 
the state conferences when he can. Alex showed lots of enthusiasm for all of the conferences, 
conventions, and classes available to him in his area, but simply said there is a lack of time for him to 
attend all of the conferences due to all of his duties he has to perform. Terry said that he did not have to 
attend the conferences, but did so in order to meet other teachers working in the ELL field. He also felt 
compelled to lead a session one year at the conference which he attended. 
     These conference, class, and workshop experiences illustrated one way that the ELL teacher 
participants attested that they informally collaborate within their occupational communities by talking 
face-to-face with other ELL teachers in attendance. Sam said that he attended ELL classes, where he 
“discussed [ELL] topics” with other ELL teachers. This proved to lessen the stress that he felt being a 
first year ELL teacher. Additionally, however, Pat said that he has talked face-to-face with a local ELL 
teacher, but only “when we can,” acknowledging that it is not on a regular basis. He (and also Terry) does 
speculate that the one person who he has talked with is not a great help to him, due to the other teacher 
being a novice teacher himself, which does provide for a possible future area of research.  
     Assistance and communication with an ELL consultant at the education agency, an Iowa or Missouri 
state-run agency which empowers ELL teachers with information about best practices, legal issues, 
assessments, and any other ELL assistance needed, seems to be a commonality among the participants as 
well. Three of the participants said that they rely on the consultant and the agency to alert them to the 
conferences, workshops, and classes available to them in their area and state. Three of the participants 
have all consulted the education agency talking on the phone and face-to-face with the ELL consultant. 
Joe said he talks with the consultant “when [he has] a problem or question.”  He said that he does this 
three to four times during a school year. In fact, three of the participants acknowledged talking with the 
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consultant either face-to-face or on the phone and consulting the education agency website for ELL 
collaboration opportunities. 
     When I analyzed the education agency websites, I found they provided electronic catalogs of the 
possible conferences, workshops, or classes for the coming year, including the education agency 
workshops and the state conferences which five of the seven participants mentioned attending during their 
interviews. Although Iowa’s education agency, the AEA, does provide information for the participants, it 
also maintains synchronous and asynchronous Internet application platforms through which teachers may 
collaborate. These platforms are housed under the “Iowa AEA online” tab. Once on this page, a teacher 
must register for a username to access the national synchronous and asynchronous collaboration platform. 
There were no Iowa or Missouri ELL-only chat boards or chat rooms available to the teachers which were 
viewable from the AEA or RPDC websites without first registering within the national platform at the 
time of the study.  
     Beyond the face-to-face and telephone communications, ELL teachers commonly use informal 
collaboration via the asynchronous Internet application of email when talking with other ELL teachers in 
the area. Pat, Terry, Lee, and Alex said that they have used email to informally collaborate with other 
ELL teachers who they have met through attending conferences, workshops, or classes. Pat acknowledges 
that this type of email discussion has transpired for him only when he has “concerns” about an ELL issue, 
alluding to it not being a common occurrence. Alex said that his email conversations with other area ELL 
teachers are usually prompted by needing information about testing, resulting in email correspondence 
only “a few times a year.”  Lee acknowledged that he emails a fellow ELL teacher about “every three or 
four months or so.” Although it does not take place on a regular basis, face-to-face, telephone, and 
asynchronous email conversations do seem to be informal collaboration tools which were utilized by all 
seven of the ELL teacher participants. 
     One outlying response resulting from the participant interviews about how the teacher participants 
collaborate was the use of ELL teacher chat boards. Only one of the participants said that he used the 
online asynchronous internet application of chat boards in order to informally collaborate with other ELL 
teachers. Alex said that he uses the chat boards “daily! Sometimes more than once a day. It’s pretty 
addictive.”  He does post on several different boards, noting that not all of them are strictly for ELL 
teachers. He noted that the straight ELL boards are not utilized as much, and given that he accesses the 
boards daily, he craves the continual feedback. For this reason, he uses multiple boards, not strictly the 
ELL boards. This has proven to be a great tool for informal collaboration for Alex, due to his feeling of 
being “an island” in his school, because he is the only ELL teacher in his district. The chat boards provide 
for him an outlet for further collaboration and information. 
Theme 2:  Informal Collaboration Issue.  
     Testing. When discussing the testing issue, two subordinate ideas emerged: which tests are the current 
approved tests to administer to students, and what testing may be needed for ELL students who are 
possible candidates for special education. Pat noted that the state-approved ELL test for the state is the 
English Language Development Assessment (ELDA) test. Pat mentioned that this is the current test 
which was approved at the time of the interview, but acknowledged that it has not been the only approved 
test within the past ten years; other tests such as the Language Assessment Scales (LAS) and Idea 
Proficiency Test (IPT) have been used as well. Alex acknowledged this change as well. Terry said that he 
went to the state conference because it “was helpful” in relation to the topic of testing.  He talked with 
other ELL teachers and went to various sessions the majority of which (seven of ten) related to 
accommodations and testing for ELL students. 
     Four of the seven participants commented directly on informal collaboration efforts about testing. Ray 
said that he “keeps up with” state testing issues by collaborating with other ELL teachers. Alex mentioned 
the need to share ideas about testing during two different interview exchanges, saying that a “few times a 
year” he contacts another area ELL teacher about state testing. He discussed the regulations surrounding 
the testing and discussed the results derived from the tests. Pat mentioned talking with other ELL teachers 
about the ELL testing when attending workshops and talking with an area ELL teacher via email. Joe said 
that his exchanges with education ELL consultants have “usually” been about testing. He elaborated, 
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saying ELL testing issues which he has discussed were not limited to the ELL state mandated 
assessments; for him, discussions have also included the need for additional testing of students who he 
believes have “a learning disability issue.” He has talked with the area education consultant about 
evaluations to be done to allow the students to get special education services and other tests to allow ELL 
students to meet with a speech pathologist when the need has been apparent to him.  
     Accommodations. The high-stakes idea of accommodations for their ELL students was another 
informal collaboration topic. According to the Iowa ELL Handbook, mainstream teachers should provide 
all students, including ELL students, with content information (Iowa Department of Education, 2007). 
This allows the students to partake of the rich wealth of knowledge and vocabulary about the given 
subject matter which only the content teacher could have. Content teachers must provide accommodations 
for ELL students. However, typically the content teachers rely on the ELL teacher to disseminate ideas of 
how to make content modifications. These accommodations are another source of information about 
which the participants routinely mentioned collaborating. This is illustrated through the ICLC handouts 
documents available at the ICLC website (Iowa Culture & Language Conference, 2010). Within the 
handouts, which offer presentations delivered at the conference, 44 of the 51 presentations were about 
accommodations teachers can make for ELL students within the mainstream classroom. Additionally, Joe 
said that he “works a lot with the general education teachers modifying assignments;” however, he did not 
mention that he actually collaborates with other ELL teachers about this subject. He did, however, 
mention that he has attended two state conferences; when looking at the conference site online, many of 
the sessions are about pedagogical issues in working with ELL students.  

When Alex was asked about what he discusses online on the chat boards and with fellow ELL 
teachers, the first items he mentioned were “accommodation ideas” and “venting about classroom 
teachers who don’t exactly accommodate our kids.”  This was again reinforced when he discussed 
working with his content teachers, in helping the teachers “come up with appropriate accommodations for 
their classrooms.”  Pat illustrated how important the accommodations are in his collaboration by saying 
that he attended four classes within the last year about bridging the gap between ELL students and 
teachers. Sam expressed a tone of concern about such issues in his comments about collaborating with 
other ELL teachers at workshops. Most of the participants illustrated in their exchanges how important 
the idea of accommodations has been while they informally collaborate with other ELL teachers.  
Theme 3:  Informal Collaboration Motivation  
     A third theme emerged from the interview process: motivation for collaboration. Alex epitomized the 
idea of why an ELL teacher informally collaborates when he said, “I am an island.”  Sam also stated this 
idea when he said being able to collaborate with other ELL teachers at workshops took “what could have 
been a highly stressful situation” and made it benign. All but one of the ELL teacher participants involved 
in this study work in a school building where they are the sole ELL teacher. This means that if they want 
to discuss, learn about, or collaborate on ELL issues, they must reach out to teachers outside of their 
buildings to do so. The teachers all discussed how they collaborate and the topics about which they 
collaborate, illustrating that they want to continue to learn about how to best serve their students. This is 
why the teachers collaborate. Additionally, two of the participants mentioned that some of the 
conferences, workshop, or classes are offered for professional development credit, which is needed within 
the state to renew the state teacher license.  
     Equally important to why teachers collaborate is why the teachers do not collaborate more frequently. 
Interestingly, four of the participants conveyed a feeling of inadequacy in their collaboration efforts, 
illustrated by Pat’s comment that “I don’t take the appropriate time, or the initiative to collaborate like I 
should.”  This comment leads me to believe that he feels he should do more collaboration, but simply 
does not do it. However, it should be noted that during the interview exchanges, it was discovered that Pat 
is not only the sole ELL teacher in his building, working with all of the content teachers, but he is also a 
bus driver for the district and a head coach. All of these activities are time consuming. Also, it should be 
noted that Alex said, “Since I travel between all four buildings in this district, sometimes I don’t get the 
[content teachers’] questions answered as quickly as they like.” This illustrates how Alex not only works 
in one building as the sole ELL teacher, but in all four buildings in the district. The travel time alone can 

46



be time-consuming. Joe shared in his interview exchange that he is not only the sole teacher in his 
building and district, but also serves as a coordinator for a county team which works with the ELL 
populations. This must be time consuming as well. As all seven participants work in rural districts where 
they are the main source of ELL information for their district, they spend much of their time working for 
and with their districts, where they do not have access to other ELL teachers with whom to readily and 
easily collaborate; this is why they don’t collaborate any more than they do.  
Implications 
     The findings of this study may ring true among ELL occupational communities, content-specific 
teachers, professional development coordinators, and school leaders. The findings of this study illustrate 
how ELL teachers utilize the tried and true face-to-face and telephone modes of collaborations, as well as 
electronic, asynchronous Internet applications. The teachers are turning to the electronic modes of 
informal collaboration due to the multiple time constraint issues they are enduring. This knowledge of the 
preference to use electronic means and out-of-school venues of collaboration should be acknowledged by 
the school leaders. ELL teachers should be commended for their efforts of seeking out the needed 
knowledge in order to resolve critical issues. School leaders and professional development coordinators 
should harness the knowledge about the informal collaborative issues important to ELL teachers. Having 
the insight into what information gaps exist within a content-specific area is key to providing the most 
effective training opportunities possible. Through knowledge acquisition, teachers grow and better arm 
themselves to assist students to learn more expeditiously. 
Concluding Remarks 
     In the ever-changing world of ELL education, teachers are reaching out to other ELL teachers within 
their occupational community in order to informally collaborate to survive and benefit from others’ 
wisdom. ELL teachers want to create the best world for their students, colleagues, schools, and 
themselves. Due to the high workload, and minimal availability of readily accessible and reliable informal 
collaboration outlets, the ELL teachers utilize the methods by which to informally collaborate which are 
viable to them based on the situation in which they find themselves. Further research should be done to 
widen the scope of understanding how multitudes of ELL teachers informally collaborate.  
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Table 2. Resulting Themes and Corresponding Significant Statements 
 
Themes        Significant Statements 
Informal Collaboration Methods     “I was with other ELL teachers and 
        we would talk” 
        “I go to chat boards daily” 
        “I talk to Sam” 
        “We e-mail” 
 
Informal Collaboration Issues       “Placing students” 
        “Testing” 
        “Accommodations” 
        “Working with classroom teachers” 
 
Informal Collaboration Motivation    “I am an island” 
        “I have a problem or question” 
        “I coach basketball”   
 
Overarching Theme 
Frequency of Informal Collaboration     “As needed basis” 
        “1 or 2 conferences a year” 
        “Every year” 
        “3 or 4 times a year” 
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     In speaking of Constitutional Rights, Archibald MacLeash once said, “The one certain and fixed point 
in the entire discussion is this: that freedom of expression is guaranteed to citizens in a liberal democracy 
not for the pleasure of the citizens but for the health of the state.” (Alexander and Alexander, 2000)To 
most, the concept of academic freedom is a basic right, if not a Constitutional right, of educators in the 
classroom and in research. While freedom in research and teaching has traditionally been assumed to be 
more in the realm of higher education, the ability to make reasonable decisions related to presentation of 
academic content has been accepted at the K-12 levels as a basic responsibility of instruction. If the 
textbooks, or tradition, were unclear, misleading, or wrong concerning an event, the classroom teacher (as 
subject matter expert) was expected to correct or clarify the mistake. 
     In 2010, however, a Federal Appeals Court effectively changed the teachers’ role from being subject 
matter experts to being implementation facilitators for whatever the curriculum guide required to be 
taught. In Evans-Marshall v. Board of Education of the Tipp City Exempted Village School District 
(2010), the U. S. 6th

     Normally, this would be seen as an isolated instance that would have little impact on schools beyond 
the district involved. However, at almost the same time, the State Board of Education in Texas was 
involved in a required 10-year review of social studies curriculum for the state. New standards, which 
would become the guiding principles of curriculum and textbook design for the next ten years, would be 
developed and would be legally required in Texas schools.  These standards were approved on a party-
line vote (10 Republicans approved and 5 Democrats opposed the standards) and were, to many critics, 
more reflective of ideology than of sound history.For example, a major criticism of the new Texas 
standards was that they required inclusion of historical Republican Party leaders, while not requiring that 
Democratic Party leaders be included in the curriculum.Additionally, the new guidelines were accused of 
explicitly endorsing political conservatism and banning political liberalism. 

 Circuit Court of Appeals unanimously upheld the firing of a teacher who had taught 
material not included in the curriculum in her school. In the state of Ohio where the case was decided, 
“State law gives elected officials--the school board--not teachers, not the chair of the department, not the 
principal, not even the superintendent, responsibility over the curriculum. This is an accountability 
measure, pure and simple, one that ensures the citizens of a community have a say over a matter of 
considerable importance to many of them-their children’s education-by giving them control over 
membership on the board.”The opinion of the court not only allowed the school board to prevent the 
teacher from teaching what was not in the curriculum, but also to regulate what was in the curriculum and 
how it was presented. 

     The debate around the new standards, which began before they were adopted, centered primarily on 
questions of partisan politicization of content, the role of minorities in the curriculum, and the place of 
religion in the social studies curriculum. While some of the new standards attempted to redefine 
commonly held interpretations of the U.S. Constitution (e.g., First Amendment Religious Freedoms), 
other parts of the standards seemed to re-write history. 
      For example, one portion of the new standards requires that students be taught that “conservatives 
were responsible for” the civil rights legislation of the 1960’s and 1970’s. In that same section is a 
requirement that the curriculum include information about important conservative individuals (e.g., 
Ronald Reagan) and groups (e.g., The Eagle Forum) from the 1980’s and 1990’s. The standards include 
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no similar guidance related to inclusion of liberal individuals or groups (Stutz, 2010). And, in an even 
more blatant partisan act, the Board seemed to require that Joseph McCarthy, the Senator whose claims 
regarding large numbers of communist sympathizers led to his being censured by the Senate in 1954, be 
rehabilitated by requiring a statement concerning “how the later release of the Venona papers confirmed 
suspicions of communist infiltration in the U.S. government (Schneider, 2010).” While the Venona papers 
do confirm, to a certain extent, the general thesis of McCarthy’s charges, Harvey Klehr points out that 
“virtually none of the people that McCarthy claimed or alleged were Soviet agents turn up in 
Venona….the new information from Russian and American archivesdoes not vindicate McCarthy. He 
remains a demagogue, whose wild charges actually made the fight against Communist subversions more 
difficult (Schneider, 2010).” 
     The standards were also criticized for their treatment of minorities. While the 2010 census showed that 
the number of Hispanics in Texas was growing at twice the rates of any other ethnicity, the State Board 
rejected a proposal in the new standards that would require mentioning “Tejanos were among the fallen 
heroes of the Alamo (Texas Textbook Massacre, 2010).” The rejection of this proposal led to a walk-out 
by the Democratic members of the board. Saying “I’ve had it. This is it. I’m leaving for the evening. The 
board is pretending this is white America, Hispanics don’t exist. I’ve never seen a rewrite like this. This is 
a step backward,” Mary Helen Berlanga joined other Democrats in leaving the meeting. The vote also led 
the NAACP and the Texas League of United Latin American Citizens to call for a Federal review to 
determine if Texas was failing to provide equal educational opportunity to all of its citizens (Graczyk, 
2010). The board also required that all references to slave trading be referred to as “Atlantic Triangular 
Trade,” and that references to American imperialism be described as “expansionism.” 

As one would also expect, the treatment of religion in the new standards was also fodder for 
controversy. David Bradley, a Republican board member, was successful in blocking a requirement that 
students be taught to examine the reasons the Founding Fathers protected religious freedom in America 
by barring government from promoting or disfavoring any particular religion over all others. According to 
Bradley, “Ireject the notion by the left of a constitutional separation of church and state. I have $1000 for 
the charity of your choice if you can find it in the Constitution (Schneider, 2010). There was some 
speculation that this concern about teaching separation of church and state also lead to one of the more 
widely reported incidents: Removing Thomas Jefferson from the list of important influences on the 
Enlightenment. National media attention resulted in a reversal of the preliminary decision (Jefferson was 
left in), but brought to the forefront the attempt by some board members to control the treatment of 
religion in Texas schools. 
     The revised standards were the subject of intense debate, both in Texas and in other states. For 
example, shortly after the new standards were approved by the Texas State Board, a bill was introduced in 
the California legislature that required the State Board of Education to report any curriculum changes in 
textbooks or other materials to the state legislature and to the California Secretary of Education (Strauss, 
2010).And, in January 2011, the Tea Party of Tennessee issued a list of demands for changing textbooks, 
strikingly similar to the new Texas standards. 

Reports issued after adoption were critical of the new standards. The Thomas B. Fordham 
Institute, a conservative think-tank, gave the standards a “D” grade, stating, “The conservative majority 
on the Texas State Board of Education (SBOE) has openly sought to use the state curriculum to promote 
its political priorities, molding the telling of the past to justify its current views and aims (Bathija, 2011).” 
The Texas Higher Education Coordinating Board (the main oversight board for higher education in 
Texas) also issued a report saying the new standards in history are “inadequate, ineffective, and fail to 
meet the state’s college readiness standards.” The report also was very critical of the process, from board 
approval to the curriculum itself (Texas History Education Standards, 2011). 
     As mentioned earlier, the classroom teacher has traditionally been the final arbiter of the soundness of 
the content. If the specified content was inaccurate or suspect, the classroom teacher was the “court of last 
resort” and was expected to make a professional judgment concerning what to teach. The Evans-Marshall 
case though, seems to remove that authority from teachers. 
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     Though Evans-Marshall was decided at the Appellate level it remains to be seen if the decision will be 
supported by the U. S. Supreme Court. Tea Party supporters and conservative legislatures, in their efforts 
to return to an earlier time, may find their solutionsto be neither democratic nor consistent with the 
principles embodied in the U.S. Constitution. In the meantime however, social studies teachers will be 
limited. 
     Many social studies teachers will find themselves between a rock and a hard place. Will they risk 
censure if they continue to teach a balanced approach to history(basically flouting the new guidelines) or 
do they teach the new guidelines (knowing they are teaching an incorrect interpretation of history)? Can a 
teacher disregard the advice of a principal who has implemented a new instructional plan and defend his 
or her opposition on the grounds of free speech? 
     To answer these questions, we must first understand the legal relationship between a teacher and the 
school board. Alexander and Alexander (2001) cite three sources of law: “(1) constitutional rights and 
freedoms of the teacher as citizen; (2) statutory relationships that govern the conduct of public schools; 
and (3) contractual conditions of employment that may be created and agreed to by both the teacher and 
the employer” (p. 718).  As we will see, these sources are not wholly independent of each other but, 
rather, are interdependent. 
Supreme Court Cases: 
     The issue of Academic Freedom is, at its core, a question of free speech. The Supreme Court has 
consistently supported teacher’s claims to First Amendment protections. Two cases involving higher 
education, one at the University of New Hampshire and the other at the University of Buffalo speak to 
this issue. “Although academic freedom is not one of the enumerated rights of the First Amendment, the 
Supreme Court on numerous occasions emphasized that the right to teach, to inquire, to evaluate and to 
study is fundamental to a democratic society (Sweezy v. New Hampshire, (1967).” In Keyishan v. Board 
of Regents, the Court concluded “The classroom is peculiarly the ‘market place of ideas.’ (1967).” Cases 
such as Sweezy and Keyishan recognize that teachers are citizens who are employed in public institutions 
and, because of this a teacher enters the school with constitutional freedoms of speech and association the 
school must demonstrate a compelling public reason to overcome the teacher’s academic freedom. 
     In 1961, Marvin L. Pickering was dismissed from his teaching position for writinga letter to the local 
newspaper critical of the school board’s handling of a bond issue andthe allocation of financial resources 
between the school’s educational and athleticprograms.  The U.S. Supreme Court reversed the Illinois 
State Supreme Court’s decision,which had upheld Pickering’sfiring from his job as a teacherand held for 
Pickering: 

“To the extent that the Illinois Supreme Court’s opinion may be read to suggest that teachers may 
constitutionally be compelled to relinquish the First Amendment rights they would otherwise 
enjoy as citizens to comment on matters of public interest in connection with the operation of 
public schools in which they work, it proceeds on a premise that has been unequivocally rejected 
in numerous prior decisions of this court (Essex, p.206).” 

     The findings in Pickering were used as precedent in Connick v. Myers (1983) toargue that an Assistant 
District Attorney in New Orleans could not have her employment terminated.  While the Court did not 
find the facts in Connick to be congruent with those in Pickering, the Court did use the findings from the 
two cases to form what became known as the Pickering-Connick Balancing Test.  This test holds that: 

When a public employee makes a statement, its content, form and context is examined in the 
totality of the record to determine if it is a matter of public concern, and the employee’s 
expression cannot be reasonably believed to cause harm to workplace harmony, discipline or 
operations.  Because of the many forms employee speech and matters of public concern may take, 
the Supreme Court did not deem it appropriate or feasible to promulgate a general standard by 
which all statements are judged.  (DeVoy, 2010) 

     The U.S. Supreme Court applied Pickering-Connick balancing test in a case (Mt. Healthy v. Doyle, 
1977) where a teacher’s employment was terminated for insubordination, negligence of duty, and failure 
to follow directives of the school principles (Alexander and Alexander, p. 718).” Failure to follow 
directives of the school principal is pertinent in curriculum cases. The waters get very muddy between 
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following directives and the role of the teacher. “Further, the nature of the teacher’s job is vital to analysis 
of appropriate legal constraints on her conduct of speech. Teachers are paid to communicate, to pass on 
knowledge to the young, to explore issues critically, and to promote understanding. In this sense, the job 
of teaching is closely connected to the freedoms of speech, belief, and association: a connection often 
referred to by the vague phrase ‘academic freedom’ (Kirp and Yudof, p. 199).” 
Speech and the Connick Rule: 
     Connick and Pickering combined to form a two-step free speech test. First the initial inquiry is whether 
the speech is a matter of public concern; in this regard, Connickv. Myers (1983) states: 

“When expression cannot be fairly considered as relating to any matter of political, social, or 
other concern to the community, government officials should enjoy wide latitude in managing 
their offices, without intrusive oversight by the judiciary in the name of the First Amendment.” 

     Second, if the speech is found to be a matter of public concern, the court must apply the Pickering 
balancing test. The interest of the public employee as a citizen in commenting on matters of public 
concern must be weighed against the interest of the state as an employer to promote effective and efficient 
public service (p. 724). The Sixth Circuit therefore concluded that the proper reading of Connick should 
include consideration of the following:  

“Even if a public employee were acting out of a private motive (and/or as an employee of a 
school district) as long as the speech relates to matters of ‘political, social or other concern to the 
community,’ as opposed to matters ‘only of personal interest,’ it shall be considered as touching 
upon matters of public concern (Alexander and Alexander, p. 710).” 

     In a 1994 decision, Waters v. Churchill the court reaffirmed its conclusion in previous cases that 
separated employee speech in to that which is a matter of “public concern” and that which is a matter of 
“personal interest” (Alexander and Alexander, p. 710). 
     Since 1967, it has been settled that a State cannot condition employment on a basis that infringes the 
employee’s constitutionally protected interest in freedom of expression. Keyishian v. Board of Regents, 
385 U.S. 589, 605-606 (1967); Pickering v. Board of Education, 391 U.S. 563 (1958); Perry v. 
Sindermann, 408 U.S. 593 (1972); and Branti v. Finkel, 445 U.S. 507, 515-516 (1980) The court’s task, 
as it defined Pickering,was to strike a balance between the interests of the employee, as a citizen, in 
commenting upon public concern and the interest of the State, as an employer, in promoting the efficiency 
of the public services it performs through its employees. 
     In Garrison v. Louisiana, the court stated, “Speech concerning public affairs is more than self-
expression; it is the essence of self-government.”(1964). Accordingly, the Court has frequently reaffirmed 
that speech on public issues occupies the “highest rung of the hierarchy of the First Amendment values,” 
and is entitled to special protection. 
     According to the Harvard Law Review (2011), there are still legal questions to be addressed regarding 
Evans-Marshall, including the fact that the ruling “. . .overlooks an important feature that separates 
education from other areas of public employment and fails to account for the [Supreme] Court’s repeated 
adoption of balancing tests in similar situations. The court should have applied a balancing test that 
allows school boards to determine curricular objectives, permits teachers to tailor assignments and 
discussions to best accomplish those goals, and accounts for students’ intellectual and social needs.” 
     In a best-case scenario, the impact of Evans-Marshall is benign.  School Boards, the sole authorities 
over curriculum, according to the judges, will adopt broad goals and will leave implementation of those 
goals to teachers and administrators at the school level.  However, in a worst-case scenario, a school 
board can use the curriculum to further a political agenda by requiring that teachers present information 
that could, very possibly, be slanted toward a particular view, or that could even be untrue.  As shown by 
the new Texas Social Studies Standards, the Texas State Board of Education, this danger is not just a 
possibility, but is, indeed, already in place. 
 

 
 
 

53



References 
Alexander, Kern and David Alexander. (2001) American Public School Law.(Fifth Edition) Wadsworth 

Publishing. 
Bathija, Sandhya. (2011) Slow Learners:  Conservative Think Tank Flunks Texas Social Studies 

Standards.”  Retrieved from http://au.org/blogs/wall-of-separation/slow-learners-conservative-think-
tank-flunks-texas-social-studies-standards. 

Branti v. Finkel (1980) , 445 US 507. 
Connick v. Myers, (1983) 461 US 138. 
DeVoy, J.  Beyond Garcetti:  Public employees and the Pickering-Connick Test, retrieved from 

http://randazza.wordpress.com/2010/06/28/beyond-garcetti-public-employees-and-the-pickering-
connick-test/ 

Essex, Nathan L. (2012) School Law and Public Schools:  A Practical Guide for Educational Leaders. 
(Fifth Edition) Pearson 

Evans-Marshall v. Board of Education of Tipp City Exempted Village School District (2010), 428 F3d 
223. 

Garrison v. Louisiana (1964), 379 US 64. 
Graczyk, Micael.  (2010) Texas Curriculum Changes Prompt Civil Rights Groups to Seek Review of 

Public Schools in Lone Star State. Retrieved from 

Harvard Law Review (2011), “Sixth Circuit Holds that Primary and Secondary School Teachers’ 
Curricular Decisions Are Not Entitled to Free Speech Protection,” vol. 124, No. 8, June 2011. 

http://www.huffingtonpost.com/2010/12/21/texas-
textbook-changes-pr_n_799510.html 

Keyishan v. Board of Regents (1967), 385 U.S. 589. 
Kirp, David L. and Mark G. Yudof (1982) Educational Policy and the Law.  McCutchen Publishing Corp. 
Mt. Healthy v. Doyle, (1977) 429 US 274, 97 S. Ct. 568. 
Perry v. Sindermann (1972), 408 U.S. 593. 
Pickering v. Board of Education (1968), 391 US 563. 
Schneider, Jeff.  (2010) An Open Letter to the Texas Board of Education:  Stop Rewriting History. 

Retrieved from http://www.huffingtonpost.com/jeff-schneider/an-open-letter-to-the-
tex_b_497695.html 

Strauss, Valerie. (2010).  “The Answer Sheet:  California bill takes aim at new Texas Standards,” 
retrieved from http://voices.washingtonpost.com/answer-sheet/history/california-bill-takes-aim-at-
n.html 

Sweezy v. New Hampshire (1957), 354 U.S. 234. 
“Texas History Education Standards Receive Dismal Reviews in Recent Report,” Retrieved from 

http://www.huffingtonpost.com/2011/11/11/texas-history-education-s_n_1089181.html 
Texas Textbook Massacre:  “Ultraconservatives” Approve Radical Changes to State Education 

Curriculum. (2010) Retrieved from http://www.huffingtonpost.com/2010/03/13/texas-textbook-
massacre-u_n_498003.html#s73765&title=Thomas_Jefferson_Whos 

Waters v. Churchill (1994), 511 US 661. 

54

http://au.org/blogs/wall-of-separation/slow-learners-conservative-think-tank-flunks-texas-social-studies-standards�
http://au.org/blogs/wall-of-separation/slow-learners-conservative-think-tank-flunks-texas-social-studies-standards�
http://www.huffingtonpost.com/2010/12/21/texas-textbook-changes-pr_n_799510.html�
http://www.huffingtonpost.com/2010/12/21/texas-textbook-changes-pr_n_799510.html�
http://www.huffingtonpost.com/jeff-schneider/an-open-letter-to-the-tex_b_497695.html�
http://www.huffingtonpost.com/jeff-schneider/an-open-letter-to-the-tex_b_497695.html�
http://voices.washingtonpost.com/answer-sheet/history/california-bill-takes-aim-at-n.html�
http://voices.washingtonpost.com/answer-sheet/history/california-bill-takes-aim-at-n.html�
http://www.huffingtonpost.com/2011/11/11/texas-history-education-s_n_1089181.html�
http://www.huffingtonpost.com/2010/03/13/texas-textbook-massacre-u_n_498003.html#s73765&title=Thomas_Jefferson_Whos�
http://www.huffingtonpost.com/2010/03/13/texas-textbook-massacre-u_n_498003.html#s73765&title=Thomas_Jefferson_Whos�


Social Work for Elderly Living in the Community 
 
 
 

Peter Kwok Chei Li 
The University of Akron 

 
 
 
I. Introduction 
     As the society is becoming grayer, services are needed to help older adults to continue to live 
productively in the community. The enactment of the Older Americans Act in 1965 was a public response 
to assist elderly people live productive lives, which requires adequate income, affordable housing, 
accessible health care, etc. This paper examines whether older adults receiving income primarily from 
Social Security checks are considered to have adequate income or, alternatively, are barely surviving, 
especially in apartments in inner cities which have undergone gentrification. One wonders whether an 
older person with a Medicare card has sufficient resources to pay the necessary medical bills. Those are 
areas of concern that confront an older person in maintaining a certain level of comfort while residing 
alone in a community.  
     Gentrification of some major cities, which leads to a rising cost of living and higher home prices, 
together with the rapid growth of medical costs, have imposed economic hardship on retirees relying on a 
fixed income in cities filled with expensive commercial buildings and higher end hotels and restaurants.   
      This paper examines the structural issues that challenge the economic independence of older 
Americans living alone in the community. The following structural issues have been identified: (1) longer 
life expectancy and inadequate resources to maintain a healthy and productive life after retirement; (2) 
fewer families and concerns related to the economic feasibility of providing care for older Americans 
living at home; (3) high health care expenditures and the economic burden on older Americans and their 
families; (4) concerns about availability and affordability of long-term care health insurance for those 
with chronic conditions and a high degree of frailty; and (5) public health care policy limitations in the 
areas of long-term care and Medicaid.  
     There are structural changes in the lives of the 65+ older adults.  (1) After retirement, many retirees 
need to downsize. In other words, it is a time to be more budget-conscious.          (2) There are more older 
adults living alone as they grow older. Living alone relying on one income may be economically 
challenging. The income from pensions is likely to be lower than income from work before retirement. (3) 
There is a sizable number of 65+ older Americans still working. One may be able to interpret this to be a 
need to work to supplement a pension income; one can also hypothesize that there is a tendency for a 
delayed retirement. (4) There are ever rising medical costs, which normally hit older Americans harder 
than their younger counterparts. The rising medical costs are not always covered by Medicare, a public 
health care insurance primarily established for older Americans and people with disabilities.  
     Based on the above listed concerns, one argues that older Americans living alone in the community are 
likely to be economically challenged. Social workers working in hospitals, in senior citizen centers, in 
long term care facilities, or in a local Department of Aging office would have to work with the older 
adults, their offspring, and concerned relatives and friends.    
Many older adults, on one hand, benefit from the advancement of medical technology which contributes 
to longer life expectancy, but, on the other hand, worry about the resources needed during a long period 
of retirement.     
II. Demographic Changes  
     As Americans reach an age of sixty-five, they are put into the category of older Americans. Reaching 
that age allows older Americans many benefits ranging from health care to discounts in entertainment and 
transportation. The society set the age of sixty-five back in 1965 as the time at which full Social Security 
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benefits and a Medicare card could be obtained. However, one wonders how many sixty-five year olds 
would join a senior center for meals.  
     Older Americans living in the community have faced a number of challenges from economic 
conditions over the last few years. (a) The economic downturn has turned many home properties into 
liabilities. Home prices have dropped. Since the price of homes has come down, one wonders whether 
some of the older Americans may have to resort to renting. The gross rent has gone up faster than 
personal disposable income or median household income. (b) There is less support from family members. 
(c) Longer life expectancy requires higher health care costs. Those are financial challenges confronting 
older Americans living alone in their communities. 
     As life expectancy increases, those sixty-five and older in 2010 are more likely to be able to take care 
of themselves than persons of the same age back in 1965. There are many more centenarians in the 21st

     As people are living longer and the national fertility rate has fallen, many developed countries are 
facing a population with a greater percentage of older people. The concern is that older people draw out 
money from the pension fund, including Social Security, and young people make contributions into the 
pension system. The ratio of the number of beneficiaries to the number of contributors has a significant 
impact on the economic health of the pension system. Unless more 65+ older adults, who are eligible for 
retirement, decide to continue working, the threat to the pension system continues. However, we will 
point out at a later point in this paper that 65+ older adults do have a tendency to remain active in the 
labor force. This creates another dilemma, namely how this impacts the rate of labor force participation of 
younger workers.   

 
century than there were three decades ago. If institutional care is an option that is less likely to be chosen 
by older adults and their families than other options such as home care and assisted living and, if the post 
retirement years have increased, one would expect the number of non-institutionalized adults age sixty-
five and older to be on the rise relative to the sixty-five and older population. 

     The life expectancy of the country has gone up. However, there are differences among different ethnic 
groups, and between the two sexes. Many of the clients served by social workers are minority clients 
whose life expectancy is lower than that of the general public and whose saving rate is low. The working 
poor are likely to be living month to month, with little surplus to spare. As indicated in books such as 
Nickel and Dimed

III. Structural Issues Confronting the Economic Health of Older Americans 

, many American workers taking up jobs in the unskilled or semi-skilled labor markets 
need to work on more than one job to make ends meet. As these workers reach an age of retirement, their 
life savings in conjunction with Social Security income would be heavily challenged by inflation and the 
gentrification of some inner cities.  

     A.  Retirement: A Period of Financial Constraints  
     Those who own homes may consider downsizing to reduce the maintenance costs and labor of keeping 
their home and property in good condition. Some choose a communal type of living so that they still can 
enjoy a well-maintained property with shared labor costs. The concern for social workers is that most of 
their clients are individuals and families with few resources. Many of their clients reside in places where 
boarded up houses, high unemployment rates, and cash for check shops are more common than well-
maintained backyards, white collar workers working 9 to 5 jobs, and neighborhood banks and 
supermarkets. Furthermore, the adult communities are mostly for people who can pay. The working poor 
community can hardly save enough for such an option, and the check from Social Security is barely 
enough to allow seniors to make ends meet. 
     Many older Americans face an economically difficult time after retirement.  The 1965 Older 
Americans Act was passed with the intention of providing older Americans with assistance in the areas of 
an adequate income, affordable housing, and accessible medical services. Among all 65+ older 
Americans, around 33-35% of them lived at or below 125% of the federal poverty line before the mid-
1970s. This trend has been on a decline since then. The lowest point came around 1997 when around 17% 
of the 65+ older adults lived at or below 125% of the federal poverty line. This rate currently falls above 
20%.  
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     The number of older Americans living under the poverty line has continued to be high. The economic 
health among the 65+ older adults seems to have made progress since the 1970s. However, one needs to 
factor in that the overall poverty rate in the USA has been around 12%. In view of this, one can conclude 
that the economic health of the 65+ group is still a big worry even though some improvements have been 
made. 
B. Living Alone  
     Demographically, there are fewer families in proportion to the number of households. If this is an 
indication of the reluctance of making a commitment to establishing families, one wonders whether the 
level of familial support has declined. Family support comes in different forms, such as material support, 
monetary support, social support, etc. As younger people move close to their work places, social mobility 
among the young workers is expected to be high. Physical proximity does affect care that requires one’s 
physical presence.  In addition, family care has been synonymous with women’s care, and fewer families 
can rely on only one income to maintain a comfortable level of living. Fewer workers can afford not to 
have a career.      
     In proportion, there are more non-institutionalized sixty-five and older living in the community in 
comparison to the total population age sixty-five and older. Over the last four decades, around 99% of the 
population age sixty-five and older lives outside an institution. The trend suggests that (a) there are more 
individuals age sixty-five and older in the population because of the graying of America as life 
expectancy has risen over the years, (b) there are more facilities that create a communal type of living in 
the form of high rises and assisted living facilities, and (c) there has been an increase in home care 
services.  
     With fewer and fewer activities of daily living that an older adult can perform without assistance, an 
older adult needs assistance from his/her family, friends, neighbors, and the government. Many of the 
social workers’ clients are women with children. Welfare reform, which has made a promise of “ending 
welfare as we know it,” has put a cap on lifetime benefits for families with children with few resources. 
The care of children in America has been placed more on the shoulders of mothers. As many of the 
working poor need to work on more than one job and many of them also need to make their contributions 
as caregivers of children, the responsibility of caring for an older adult at home may be more of a 
challenge. Those older persons who live alone encounter additional challenges as there is no one to share 
their household expenses and chores.  This leads us to examine how older adults living alone manage to 
maintain their independence in their communities.  
     The percentage of people living alone when compared to the total number of households has been on 
the rise. The number of individuals living alone when compared to the total population has remained to be 
around 8-9 %.   
     The important message is that there are more people in America living alone and that family support, 
while a nice concept, may be difficult for some individuals. Family support is important for older adults 
in that a simple chore such as going to the dentist may not be possible if that individual does not drive or 
if parking is a concern. In some inner cities, parking itself is a major expense. In an economic downturn, 
there are cutbacks in many public services. Many clients of social workers may be hard hit by rising gas 
prices, expensive parking, or cutbacks in some of their public bus routes.    
     Often, older people are afraid to leave a place which they have called home for decades. This is not a 
reflection of unwillingness to make changes. There is a realistic evaluation of one’s comfort zone, which 
includes one’s primary physicians, dentists, opticians, supermarkets, auto repair stations, friends and 
relatives, etc.  The considerations of relocation, which entails establishment of new friendships and 
recalculation of one’s household finances, are serious. 
Many Americans treasure their independence and ability to make decisions for themselves. Self-
autonomy is an important value that is well associated with individual choice and freedom. The ability to 
live alone as one’s health gets frail with increasing age is a real challenge for those living in the 
community. It is anticipated that many 65+ people in the community are living alone or living as a 
couple.  
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     However, it is costly to live alone. In examining the average monthly income of a 65+ person living 
alone alongside the median household income, one would expect the gap between those two incomes to 
widen over the years. If this is the case, it would suggest that the income of a population that is living 
mostly on fixed income may be lagging behind that generated from salary income. According to an article 
published by the Social Security Administration in April, 2010, “55% of people 65 and over rely on 
Social Security for half or more of their income.” The same article also pointed out that “[H]alf of the 
retirees age 65 and older have a yearly income of less than $15,635.”     
C. Health Care Expenditures  
     It has been known that the duration of a hospital stay is usually longer for older Americans than for 
their younger counterparts. Upon discharge, older Americans get weeks of home care services through 
Medicare, which is adequate for rehabilitative purposes. However, the weeks of rehabilitative services are 
inadequate for people suffering from chronic conditions. Furthermore Medicare services have co-
payments, deductibles, and some have lifetime benefit limits. As health care costs rise, co-payments also 
accelerate. The financial burden on older Americans, who normally have experienced both longer hospital 
stays and more chronic conditions, is expected to be a concern.     
     Comparing the CPI of the basic necessities in life, the rise of the CPI of home care and hospital stay 
appear to have outpaced other areas. The adjustment of benefits needs to be examined alongside other 
costs, from food to energy, from energy to transportation, from transportation to health care. In the 
examination of the CPI (urban consumers all items, CPI energy like electricity, CPI gasoline, PPI – 
hospital, PPI home care), one sees a bigger increase in both home care and hospital care costs.  

 1981 1991 2001 2008 
Gasoline  1.35 1.18 1.20 1.74 
Electricity  34.9 44.3 48.3 65.5 
Bread  0.521 0.717 1.00 1.41 
Home care    114.0 126.1 
Hospital    123.0 163.4 
All items  94.1 138.2 177.4 211.3 

     The above table shows that home care and hospital expenditures have risen faster than other items. 
Since older adults are more likely to be using more of both hospital and home care services, the rising 
costs would translate into difficulty with respect to insurance with high deductibles and high co-
payments. As pointed out earlier, longer life expectancy and the lack of long-term care coverage by 
Medicare present another economic challenge.     
The inflationary hospital and home care costs are real challenges for adults age sixty-five and older, 
especially those who are considered as the oldest old (those who are older than eighty-five years of age). 
That is the group that is expected to experience a higher degree of frailty than the younger groups, such as 
the young old (sixty-five to seventy-four) or the moderate old (seventy-five to eighty-four).  
     Based on the economic health of an older American living alone in the community who lacks long-
term care coverage and has little or no family support, one would imagine that such individual may have 
to resort to the only public health insurance that provides long-term care, namely Medicaid. Medicaid, 
Title IXX of the Social Security Act, was enacted in 1965, the same year in which Medicare, a public 
health policy for the elderly and people with disabilities, and the Older Americans Act were passed. 
     Medicaid is a public policy financed by both the federal and state governments. The eligibility criteria 
vary from state to state, but, in general, the income and asset restrictions are harsh.  In Ohio, the monthly 
income allowed is less than $600, and the asset allowance for individual Medicaid enrollees is $1,500. 
Enrollees, in order to meet these criteria, must deplete their assets. This is a difficult decision for many 
older Americans who need long-term care services.  
     This is a society that treasures smaller government, little government intervention into family matters, 
and individual self-autonomy. The decision with respect to obtaining Medicaid is not only a financial 
decision, but it also signals a loss of one’s self-autonomy and an acceptance of one’s inability to have the 
financial means to care for oneself. Social workers, assisting clients and their families living alone in the 
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community, have to educate their clients about what long- term care entails, which policies provide the 
coverage, what their policies do not cover, and what is needed to secure this coverage. In obtaining 
services for their clients, social workers need to assist clients to navigate the policy issues. Social workers 
need to assist client to accept the loss of financial independence. Sometimes, they need to assist clients’ 
family members to deal with the guilt feelings associated with not being able to support their elderly 
parents or relatives. Those are tasks that must be carefully planned and administered at a time of making 
difficult decisions for older Americans and their relatives.    
D. Cost of Living  
     As pointed out earlier, there are fewer families in America. Older Americans living alone relying on a 
pension check with higher health care expenditures are expected to be economically challenged. As a 
society, it has become more difficult to rely on one income. Older Americans living alone would share 
this concern.  
     In comparing the 65 and older one person income and the median household income, one can see that 
the income of a person 65 and older has been lagging behind the median household income. This is 
suggesting that the purchasing power of a 65 year old living alone is lagging that of the general public.    
     “For persons aged 55 years and older labor force participation rate increased from a low of 29.2 
percent in 1993 to a peak of 40.4 percent in May 2009….Recently, some reports have suggested … 
increased labor force participation of older workers after large losses in their retirement accounts, and the 
need of older workers in general to ensure postretirement incomes to address increased life span.”  
(Record Unemployment Among Older Workers Does Not Keep Them Out of the Job Market. U.S. 
Department of Labor. Bureau of Labor Statistics. Summary 10-04/March 2010).  
     Some older Americans have suffered income loss in the last few years when interest rates are close to 
zero. The cushion for some who supplement their Social Security has almost vanished. The bigger 
problem is that older Americans reaching an age of retirement might have found a prolonged period of 
low interest rates to be a real hardship. After all, paying for prescription drugs cannot wait. This reminds 
us to look at the other side of the equation, which is the expenditure component. In a time of high 
inflation, the focus only on income does not adequately reflect the picture. The high cost of living eats up 
income. One very expensive item for most older Americans is medical costs, which exceed what most 
Americans can save or have saved.  
One expects that the income of the older population is less than that of the general public. This trend, 
coupled with higher health care costs, which generally affect the older population more than the young, 
translate into a greater financial burden.   
     Personal disposable income is an important variable. If one assumes that personal disposable income is 
based on a 30 hour week and 52 week a year employment, one can compute the after-tax dollars per hour. 
If one compares the personal disposable income and the median household income, one can anticipate 
that single parent households would have a greater financial burden. Personal disposable income has risen 
faster than median household income.   
An analysis of the personal disposable income and the median household income alongside other costs, 
from food to energy, from energy to transportation, from transportation to health care, suggests that the 
rising costs of the environment would create a financial hardship on average American families. This 
suggests that the amount of financial support that an average American family can provide for their older 
parents or relatives is expected to be reduced.   
Has personal disposable income kept pace with inflation? Median household income went up 60% from 
1971 to 2008, and personal disposable income went up 85%.  Based on the data, it seems that both 
personal disposable income and median household income lag behind inflation as measured by the 
consumer price index of all items.  
     Median household income (unadjusted by inflation) has gone up. However, once this income is 
adjusted for inflation, the income of poor households, especially those who are living solely on fixed 
income, such as retirees relying on a Social Security check, is expected to be lagging behind the growth of 
wealth of the rest of the society.  
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As we pointed out, the percentage of older Americans living at or below 125% of the federal poverty line 
has been higher than that of the rest of the society. As indicated earlier, a high percentage of the 65+ older 
Americans live at or below 125% of the federal poverty line. Even though the economic health of the 65+ 
population has improved from the 1970s to the 2000s, this rate remained around 20%. However, this does 
not mean that many of the older Americans receive a public subsidy. Most receive a Social Security 
check, which is a retirement check based on their years of contributions from employment. 
Supplementary Security Income (SSI) is a public subsidy to older Americans and people with disabilities 
with few resources. SSI is a means-tested program, and the amount of subsidy is very low. .  
     To be on SSI, one needs to meet the income and asset eligibility criteria. We understand that those 
who are under the poverty line become poor for various reasons. Some suffer from a family disruption; 
some have unexpected health care expenditures. Some have been laid off at an economically difficult 
time. There is no income support public program for working adults. One needs to be employed before 
one can obtain unemployment insurance. In any economically difficult time, especially one that lasts for a 
long period of time, some of those who get laid off may experience an expiration of unemployment 
benefits.  
     The number of 65+ older adults receiving an SSI check has been on a decline. The number of 65+ 
receiving an SSI check has gone from around 2.25 million in the 1970s to 1.25 million in the late 2000s.  
     When one examines the benefits adjustments in the benefits from both the Social Security check and 
the SSI check, one realizes that the benefits have been lagging behind the median household income. In 
1991, an average SSI monthly check was $276 while the annual median household income was $29,943; 
in 2007, the average SSI monthly check had increased to $468 a month while the median household 
income was around $48,000. In other words, the SSI recipients received a check at around 11% of the 
median household income from 1981 to 2008. 
IV. Implications for Social Work: Community-based Services for Older Americans  
     Demographically, there are more older Americans in this country to the total population. There are 
fewer older Americans residing in institutions to the total 65+ population. Working with older Americans 
in the community, social workers need to identify their financial health, their ability to take care of 
themselves, and the kind of support that can be expected from their natural support systems.  
     Case management is only effective as long as there are services to be processed, referred, and 
monitored. Services such as private home care may be available at a high cost. Home care that is made 
available upon discharge from a hospital has a short duration. What is left is home care that is made 
available through Medicaid. 
     Older Americans living alone in urban areas face a different type of economic challenge than those 
who live in rural areas. Urban dwellers have more available social programs and services from senior 
citizen centers to assisted living facilities. Public transportation systems are better developed in the big 
cities, and medical facilities can be easily located. The same cannot be said about some sparsely occupied 
rural areas.  However, in some rural areas people are still able to maintain a strong sense of family and of 
community. The type of emotional support, community affiliation, and mutual support may be lacking in 
metropolitan areas.   
     Elderly living in the inner-cities and those living in the rural areas face different challenges and need 
different types of services. In a metropolitan area that experiences economic growth and gentrification, 
anyone with a fixed income is being challenged by newly developed buildings, upscale restaurants, 
supermarkets that pride themselves for carrying a higher end of produce and meat, and more expensive 
spaces from garages to Laundromats. In a rural area, an elderly person living alone would have to worry 
about not having transportation to his/her physicians, dentists, etc., not finding an assisted living facility 
in close proximity, not having home health aides willing to travel a distance, not having family members 
close by with whom to share a meal etc.   
Clients who do not have much support from their families or friends may need to survive on their own 
income and resources. In assessing how much one’s income can buy, one needs to examine whether the 
income is adequate to pay for one’s rent, for one’s food, and for one’s medical expenses.   
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     Care for the elderly has focused much attention on home care for the last few decades. Partly this is 
due to the high cost of institutional care such as nursing homes for the elderly. Home care offers a way for 
elderly people to obtain the needed services so that they can avoid relocation.  In examining the average 
monthly income of those age sixty-five and older living alone or with another person, one must include 
basic household expenses such as heating the residence in the winter and keeping it cool in the summer, 
driving to see  physicians, dentists, or family members, paying rent, getting prescriptions etc.  
     Social workers working in the community with older adults are mostly involved in case management. 
For older adults living alone in a community, one would expect that there might come a time when 
individuals cannot do household chores such as cleaning, shopping, laundry, etc. and/or may require some 
form of assistance in getting to a bus, taking a shower, etc.  Some of those chores can be performed by a 
neighbor, a friend, or a home attendant. Often, there is a preference to have some of the personal chores 
performed by close relatives. Case management is important as it may not be as problematic if one’s 
house is not cleaned on a weekly basis, but it is important that older adults eat a nutritious meal at least 
once a day.      
     As in the case of older residents in Hong Kong, relocation is a serious concern. Although many of the 
residents in Hong Kong complained about the living conditions in a dormitory style apartment, few were 
willing to be relocated. Most of them had grown used to their routines, eating at the same place, walking 
to the park, watching others playing chess, listening to street opera singers performing after dark, etc. 
Their routines were well known to public officials. Few were willing to accept public housing or willing 
to give up their self-autonomy. Some would accept concessions only when their health failed and support 
from their neighbors and friends proved inadequate.  
     The public health care programs offered under Medicare are inadequate in long-term care. Fewer 
private corporations offer traditional pension plans rather than matching employee contributions in 401(k) 
accounts. There is no guarantee in the value of any 401(k). The poor economy since 2007 has wiped out a 
good portion of the value of many of those accounts. Older Americans with savings and assets have 
experienced a long period of near-zero interest rates. Those who rely on an interest income along with a 
pension check suffer from a lower interest income. Those whose primary asset is their home suffer from a 
decline in real estate prices. The high medical costs have cut into their purchasing power. Those who are 
in need of long-term care wish that long-term care insurance could be both affordable and accessible. 
Those who need long-term care and can neither find long-term care insurance nor afford the high 
premiums must, as a last resort, turn to Medicaid. As previously discussed, qualifying for Medicaid 
requires very limited income and resources. Social workers need to assist older Americans and their 
families to navigate through the different health care policies.  
     Educating older Americans and their families about a complex health care system and assisting 
concerned family members to make difficult health care and financial decisions are tasks that require an 
understanding of the financial, emotional, and social implications. In addition, as pointed out earlier, even 
when appropriate, many older people resist relocation despite the fact that a new place can be bigger, 
cleaner, and less costly to them. Social workers also sometimes called upon to facilitate this process.           
 
Suggested Readings 
Ehrenreich, B. (2001) Nickel and Dimed: On (Not) Getting By in America. Metropolitan Books. 
U.S. Social Security Administration (2010) Income of the Population 55 and Over, 2008. Social Security 

Administration, April 2010.  
U.S. Department of Labor. Bureau of Labor Statistics (2010) Record Unemployment Among Older 

Workers Does Not Keep Them Out of the Job Market. U.S. Department of Labor. Bureau of Labor 
Statistics. Summary 10-04/March 2010.  

Li, P. (2000) Policy Implications on “Caged Elderly” in Hong Kong. Journal of Health and Social Policy. 
The Haworth Press.  

Li, P. (2003) Social Responsibility and Planning of Services for Elderly: A Case Study of the “Caged 
Elderly” in Hong Kong. The National Social Science Journal. Vol. 20, #2, p.81. 

61



The Development and Implementation of an Integrated Curriculum at an 
Elementary Math, Science, and Technology Magnet School: A Case Study 

 
 
 

Corey McKenna 
Point Loma Nazarene University 

 
 
 

Abstract 
     The purpose of this study was to study the development and implementation of an integrated 
curriculum at an elementary magnet school classroom in order to understand both how and why the 
integrated curriculum was developed and changed over time.  The participant was a 4th
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 grade teacher who 
was from the same small magnet school in southern California.  The participant was part of a larger study.  
Data sources included classroom observations; grade level and school-wide in-service observations; 
interviews; field notes; Discovery mathematics, science, and reading curricula; supplemental curriculum 
materials; grade-level curriculum guides; and lesson plans.  A description of the existing curriculum was 
formulated from an analysis of curriculum documents related to the magnet program at Discovery, 
classroom observations and interviews.  The results indicated that the curriculum was comparable to the 
intended, although there were limits and some discrepancies. Findings also indicated that participants had 
different views for what the intended curriculum was, how it was implemented in Discovery classrooms, 
and how their views evolved over time. 

Introduction 
     During the past decade, discussions centering on forms of curriculum integration as viable alternatives 
to the traditional, separate subject model of curriculum planning have become increasingly popular 
among both educational theorists and practitioners at the elementary school level (Lake, 1994).  In some 
cases, these discussions have spawned attempts at implementing integrated curricula.  In other cases, the 
enthusiastic reports of educators who are using curriculum integration in their classrooms have helped to 
further the discussions.  Regardless of whether the conversions or the practice came first, there is 
evidence that certain forms of curriculum integration are being considered as a progressive alternative to 
the preponderance of conservative-minded and economically motivated reforms that have influenced K-
12 education during recent memory.  In other words, there are curriculum theorists and classroom 
teachers who are actively working side by side with students in developing and implementing curriculum 
that is different than what we have seen before (Powell, Farrar, & Cohen, 1985).  For successful 
curriculum integration, classroom teachers should consider student abilities and interests (Pinar, 2004), 
develop lesson plans, facilitate the curriculum, and, during delivery of the curriculum, tailor instruction to 
best meet students’ needs. 
     Curriculum integration involves teacher and student input and transcends formal disciplinary lines.  
Content areas are integrated with students’ and teachers’ beliefs, concerns and issues (Beane, 2000).  
Beane stated that students are the curriculum development drivers: 

They answer questions which reveal what is most important to them, what issues of the larger 
world are of interest to them, as well as those topics and issues which are important but are not 
included in students’ questions. (p. 33) 

The Intended vs. Implemented Curriculum 
     English (1984) called the intended curriculum “the written curriculum” because it constituted an 
official directive containing objectives, course outlines, curriculum mapping, and strategies for teaching 
content.  However, the facilitated curriculum may not one hundred percent match the written curriculum.  
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The facilitated curriculum can be viewed as the curriculum experienced by the students (the 
“implemented curriculum”) or the curriculum scrutinized in examinations, (the “tested curriculum”) 
(English, 1984).  The curriculum that is intended is not always fully implemented and what is 
implemented is not always fully assessed.  The written, implemented, and tested curricula are not always 
fully aligned. 
This study of curriculum development and implementation is mainly concerned with the alignment or 
misalignment of the intended and implemented curriculum (English, 1988).  This is represented in Figure 
1. 

(SEE FIGURE 1) 
     The two circles represented are almost the same in size (this is to indicate that the best effort by the 
teacher would more or less equal the implemented with the intended curriculum), but they do not 
completely overlap, indicating a lack of congruency.  The overlapping area A represents the portion of the 
intended curriculum that is implemented in the classroom.  The non-overlapping area B represents the 
intended curriculum that the teacher does not implement.  Non-overlapping area C represents the 
curriculum the teacher implements that is not intended.  A complete overlap may not be desirable because 
it may mean that the teacher did nothing to adjust the curriculum to the needs and interests of students.  A 
complete overlap is not possible because there are many variables such as time pressures and unforeseen 
learning difficulties that impinge upon teachers’ daily classroom practices and curricular decision-
making.  Still, if teachers implemented the intended curriculum, increased student achievement over time 
would be an expected goal. 
     In this study, the intended curriculum is referred to as the “written” or the “official” curriculum.  It was 
the curriculum intended for use in the classroom, designed and developed by the teacher curricular teams, 
and approved by the school district and the California Department of Education.  It reflected the aims and 
objectives of the educational programs authorized by the California Department of Education.  The 
sources of information used to determine the intended curriculum were the main curriculum textbooks, 
supplementary curricula, curriculum maps, and lesson plans selected for use at the school under study. 
     The implemented curriculum was the actual curriculum that the students received in the classroom.  Its 
design and presentation were aligned with the intended curriculum as directed by the curriculum maps; its 
assessment was based on the intended curriculum.  A description of the implemented curriculum was 
obtained through teacher classroom observations and interviews.  
     This study shows how the intended curriculum is related to the implemented curriculum through 
policy (e.g., state-adopted textbooks) and the use of Beane’s model for curriculum integration (see Figure 
2).  Figure 2 illustrates how the policy instituted by Evergreen Unified School District through the use of 
state-adopted textbooks and state-mandated content standards and how Beane’s (1990) model for 
curriculum integration are connected to the implemented curriculum at Discovery.  Furthermore, the 
implemented curriculum at Discovery was constructed through teacher planning and classroom practice. 

(SEE FIGURE 2) 
Methods 

     The purpose of this study was to compare and contrast the intended and implemented integrated 
curriculum at an elementary magnet school in order to understand both how and why the integrated 
curricula was developed and changed over time.  This study employed case study methodology.  
“Qualitative research is often written up as a case study” and is often used to “evaluate an event, an 
institution, a process, or a program” (Krathwohl, 1993, p. 347).  Case studies can illuminate a decision or 
set of decisions:  why they were taken, how they were implemented, and with what result (Janesick, 1998, 
p. 115). 

This study utilized purposeful sampling (Patton, 1990).  Purposeful sampling “is based on the 
assumption that the investigator wants to discover, understand, and gain insight and therefore must select 
a sample from which the most can be learned” (Merriam, 1998, p. 61).  Before I selected my participants, 
I first determined what criteria were essential to craft the most information-rich cases.  These criteria 
included teachers who had various levels of experience, were working to understand and implement 
curriculum integration, and could offer different perspectives.  Additional criteria were a clear educational 
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philosophy, comfort with technology, knowledge of teaching and learning, and comfort level with 
content. I also wanted to select teachers as individual cases from among those teachers who expressed an 
interest in this particular study, curriculum integration, and curriculum development in general. 
Participants 
     This study was conducted at Discovery Academy of Sciences and Technology (Discovery).  Discovery 
is located in Evergreen, Southern California city.  The community is predominantly European American 
and Latino/a.  Evergreen’s population is approximately 35,000 and represents a wide variety of 
backgrounds, educational levels, and economic conditions.  On average, the population is largely middle 
class.  Evergreen Unified School District contains eleven schools—seven elementary schools, two middle 
schools, and two high schools—with a total student population of approximately 7,825.  Discovery itself 
has approximately 535 students, thirty-two teachers, and one principal.  Of the 535 students, 
approximately 50% are European American, 40% are Latino/a, and 10% are other; 39% qualify for free or 
reduced-price lunch.  
     Discovery Elementary School, prior to the 2004-2005 school year, existed as a fourth/fifth grade 
elementary school.  The District’s planning efforts for the conversion of Discovery Elementary School 
into a K-5 magnet school program evolved in Fall 2002 with the formation of The Vision 2010 
Committee in June 2002.  This committee was created as a subcommittee of the Strategic Plan Team and 
was comprised of twenty-six volunteers that included parents, teachers, principals, community members, 
and school administrators.  The purpose of the committee was to assist in the preparations of restructuring 
the district’s school boundaries and of realigning them according to one of the factors, ethnicity.  The 
conversion of Discovery Elementary School into a magnet school was a direct result of the committee’s 
recommendation to realign school boundaries to help with ethnic balance within the school district. 
     Four teachers were asked to volunteer for the study; however, only the 4th

Analysis 

 grade teacher’s data will be 
discussed in this article.  Antonio, a Latino fourth grade teacher, was one of only four male teachers on 
staff.  He had six years’ teaching experience, all with Discovery.  His class of twenty-nine students was 
made up of eighteen boys and eleven girls.  There were eight Latino/a, two American Indian, one Asian 
American, and eighteen European American students.  He had a strong math background; this came from 
seventeen years in banking, auditing, and compliance.  He was the leader of the school advisory 
committee and a leadership committee member.  He also assisted in grade level curriculum development 
and implementation.  He offered a unique perspective on curriculum in the magnet school setting because 
he had been an integral part of the process from the very beginning. 

     The methods used to analyze data were constant comparative.  Glaser and Strauss (1967) developed 
constant comparative as a method of building theory.  However, because constant comparative methods 
fit well with the “inductive, concept-building orientation of all qualitative research,” they are also used by 
researchers not looking to build theory (Merriam, 1998, p. 159).  Since I wanted to gain an understanding 
of four elementary school teachers’ efforts to develop and implement curriculum integration, constant 
comparative fit my research design.   
     Constant comparative analysis is just that, the researcher compares constantly.  To maintain focus 
Miles and Huberman (1994) suggested the researcher begin data collection and analysis with some 
preliminary coding categories and subcategories in mind.  As new data is collected, the researcher then 
compares the first set of data and categories with the new data.  These comparisons then lead to new 
categories.  This recursive process continues until data collection is completed and no new categories are 
detected.  Furthermore, from Miles and Huberman (1994), the following criteria were used to develop a 
matrix:  1) openness to new ideas; 2) philosophy of education; 3) ideas of what was curriculum 
integration; 4) perceptions of the curriculum and strategies employed in implementing the curriculum; 
and, 5) school structures and organizations. The matrix allowed for cross analysis of the four cases and a 
probing of the initial categories.  Using the data to write theme statements, the matrix was used to cross 
reference abstracts of each theme with its label.  Thematic matrices blend the data and researchers can 
make inferences directly from the displayed results (Miles & Huberman, 1994). 
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     Merriam (1998) offered five guidelines to help the researcher judge the strength of categories created 
from the constant comparative method.  First, categories should reflect the research, since they are the 
“answers” to the research questions.  Second, categories should be “exhaustive”.  All data should fit in the 
categories created.  Third, categories should be “mutually exclusive.”  No unit of data should fit into more 
than one category.  If this happens the category needs to be refined.  Fourth, categories should be specific 
enough to capture the meaning of the data they contain.  Anyone not familiar with the research should 
understand the meaning of each category.  Fifth, categories should be at the same “conceptual” level.  For 
example, scheduling, evaluation, and standardized testing are not the same level of abstraction.  
Standardized testing is a type of evaluation and should be a subcategory of evaluation.   

Results 
     This study began wanting to know more about how teachers come to develop and implement an 
integrated curriculum, especially in an elementary magnet school. To guide the research three questions 
were developed:  1) What was the intended integrated curriculum at Discovery Academy of Sciences and 
Technology magnet school? 2) What did the implemented integrated curriculum look like in Discovery 
classrooms? 3) How did teachers’ views of curriculum integration evolve over time?  Four elementary 
magnet school teachers agreed to participate in my study:  a first grade teacher, Natalie; a second grade 
teacher, Angelina; a fourth grade teacher, Antonio; and a fifth grade teacher, Jennifer.  Only Antonio, the 
fourth grade teacher, was used for this article.  
     Data collection began in September 9, 2004 and concluded in December 13, 2005.  Research of 
existing math, science, and technology magnet schools; review and interpretation of field notes; collection 
of written data from grade-level and school-wide meetings; classroom observations; video taped 
observations; teacher lesson plans; Discovery’s mathematics, science, and language arts curriculum; and 
teacher and administrator interviews constituted data for this study. 
     Looking across cases, what the intended curriculum looks like in each of the four cases is similar and 
different in several ways.  Antonio used Harcourt Science and Mathematics and Houghton Mifflin 
Language Arts curriculum.  As with the rest of the school, these curricula were mandated curriculum by 
the state.  The faculty used Harcourt Brace Science to assist them in developing and implementing an 
integrated curriculum.  The length of the textbook varied according to grade level, from 260 pages in first 
grade to 370 pages in fifth grade.  As teachers use this curriculum in an integrated manner, it is suggested 
that learning not only take place with book but from the external physical environment as well.  Teachers 
are encouraged to prepare, guide, and provide students with opportunities to investigate, learn, and 
connect the information to other sources.  The science curriculum also contained supplemental materials 
that included several workbooks, assessment guides, science instant readers, transparencies, computer 
software and videos. 
     Antonio used Harcourt Brace mathematics (as was observed in their classroom).  This six-unit 
curriculum had a consistent method of instruction by developing math proficiency.  The six units in the 
first-grade curriculum were as follows: Addition and Subtraction Concepts; Addition and Subtraction to 
10; Numbers to 100 and Addition and Subtraction to 12; Money, Time, and Graphing; Geometry, 
Measurement, and Fractions; and Addition and Subtraction to 20 with 2-digit numbers.  In second grade, 
students worked on the following units:  Addition and Subtraction Strategies and facts, place value, and 
graphing; Money and Time; 2-digit addition and subtraction; Geometry and Measurement; Number 
Sense and Fractions; and 3-digit addition and subtraction, Multiplication and Division.   
      According to the curriculum, concrete experiences promote reasoning and provide for conceptual 
development.  Antonio worked with his students, it was important to build a solid foundation of 
mathematical skills in order to be successful.  As he developed and implemented an integrated 
curriculum, he kept this in mind and made sure connections were made to other subject matter.  Daily 
practice was also necessary for success in mathematics.  As students developed conceptual thought, 
computational proficiency, and reasoning and problem solving strategies, it helped students feel more 
comfortable with his or her success in mathematics as the teacher moved to more difficult concepts. 
     Houghton Mifflin was the mandated language arts curriculum at Discovery.  The length of the 
curriculum varied in each grade, from a ten-theme series in first grade to a six-theme series in fifth grade.  
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For the lower grades, each theme is divided into several sections, each covering phonemic awareness, 
comprehension skills, and vocabulary building as its foundation.  In the upper grades, comprehension 
skills and vocabulary building are also present as well as enhanced writing skills and study skills 
activities.  Besides the main textbook, Houghton Mifflin also offered supplemental components as well:  
workbooks, assessment guides, computer software, teaching resources, and videos. 
     Houghton Mifflin incorporated a clear understanding of what is intended in each grade and how it fits 
with the state standards.  It is built on a solid foundation of research in best teaching practices as well as 
developing the need to ensure success for students, especially in the lower grades.  As students learn to 
read, the curriculum fosters confident readers with a gradual transition from decoding to more difficult 
reading materials.  As the students build comprehension, they also begin to work on their writing skills. 
     Third through fifth grade at Discovery utilize the National Geographic series, Reading Expeditions 
(NGRE).  It was used in these grades as a supplement to the language arts textbook.  The three main units, 
earth, physical, and life sciences, contained five or six separate books.  As the series followed the 
National Science Education Standards, it was important to note that it is also used to help drive the 
integrated curriculum for Discovery in the third, fourth and fifth grades.  As part of the language arts 
curriculum, NGRE supplemented Houghton Mifflin by using science stories to enhance a student’s 
comprehension of the material.  More importantly, as students discover different aspects of science, they 
got reinforcement in nonfiction reading comprehension skills and strategies as well as vocabulary 
building.  They also discovered how science concepts applied to their everyday world. 
     The first research question looked at the intended integrated curriculum as it related to each teacher 
and his or her classroom at Discovery.  The state-adopted science, mathematics and language arts 
curriculum used at Discovery as well as the National Geographic Reading Expeditions supplemental 
curriculum were reviewed.  The curriculum maps and lesson plans that accompanied the intended 
curriculum were also reviewed.    
     For the second research question, what the implemented curriculum looked like in Discovery 
classrooms was examined.  Observations of each of the four teachers in the classroom were made during 
this study.  Furthermore, the similarities and differences between intended and the implemented 
integrated curriculum units as they related to Beane’s model for curriculum integration were examined.  
Categories (in the third question) were developed for how these teachers viewed curriculum integration in 
their classrooms and how their views changed over time.  It was found that Antonio viewed curriculum 
integration as a curriculum design model.  Additionally, he saw it as social integration.   

Discussion 
     Based on analysis of data from grade-level teacher edition curriculum textbooks, supplemental 
curriculum materials, curriculum guides, lesson plans, and interviews, the intended integrated curriculum 
was described across the four participants and his or her respective grade level.  Each intended integrated 
curriculum was different at each grade level even though each participant used the same state-adopted 
curriculum materials.   
     The main similarity of the intended integrated curricula across grade levels involved the overall 
purpose; this purpose came from the mandated curriculum materials.  More specifically, the main purpose 
of the Harcourt Brace Science curriculum at Discovery was “ to direct efforts toward preparing, guiding, 
and providing students with the opportunity to investigate the natural world; learn about interesting, 
relevant, and exciting science ideas; and link science to math, writing, technology, and all other aspects of 
the elementary magnet school curriculum” (p. 7).  Furthermore, the National Geographic Reading 
Expeditions series’ purpose was to provide students experiences with a wide array of nonfiction genres, 
text features, organization patterns, and graphic elements.  These high-interest books were thought to 
motivate readers while developing nonfiction reading skills and strategies.  The texts provided students 
with opportunities to read and comprehend a range of nonfiction genres.  This was the same in fourth and 
fifth grades.  The curriculum maps and lesson plans allowed teachers to plan in such a way that they 
developed a clearer understanding of the curriculum, along with knowledge of the skills and assessments 
that were to be used. 
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     One main difference among the intended integrated curriculum materials included the skill building 
intended for each grade level.  In fourth grade, one purpose was to provide consistent development of 
comprehension strategies and skills and to increase students’ ability to write more effectively through 
instruction of the writing process.  In reviewing the curriculum maps, it was found they provided little 
detail about the skills and processes that were to be used in the classroom.  They provided structure and 
relationships among the topics, but not enough information on how to teach the topics. 
     There were three primary strengths of the intended curriculum.  One strength was that it allowed 
teachers and students to collaborate together on issues during respective lessons.  It then allowed students 
to demonstrate skills and knowledge in varied contexts.  As students worked on the required skills from 
the mandated curriculum, they learned to apply it to different subjects.  Second, the intended curriculum 
enabled teachers to contribute to many learning outcomes from a single starting point, or set of structured 
experiences.  Finally, the intended curriculum made attempts to encourage students to make connections 
between school learning and real-life experiences. 
     There were several limitations as well.  One of the primary limitations of the intended curriculum was 
that it was less explicit in than one would expect in connecting to other subject matter.   According to all 
four teachers, the curriculum maps had teachers spend more time coming up with activities to get the 
point across rather than utilizing existing activities to cover the material.  Finally, another limitation of the 
intended integrated curriculum was that teachers were taking an existing curriculum and “re-developing” 
it to make it integrated with other subjects.  For example, teachers used the existing Houghton Mifflin 
Language Arts curriculum and revised it so as to have a science emphasis (e.g., use of science 
vocabulary/spelling words, write an essay using a science topic, etc.). 
     The intended integrated curriculum in this study was concerned with enhancing the possibilities for 
personal and social integration through the organization of curriculum around problems and issues 
collaboratively identified by teachers and students (Beane, 1997).  At Discovery, the intended curriculum 
had teachers focus on specific issues or concerns that were addressed by the students.  As they continued 
to work with the students, teachers found that development of the intended curriculum around this criteria 
brought democracy to life in the classroom.  Beane (1997) stated, “Integrated curriculum centers on life 
itself rather than the mastery of fragmented information within the boundaries of subject areas” (p. 25).   
     Antonio viewed their intended integrated curriculum as a way to provide various sources of support for 
each other; Antonio especially felt this to be true.  Beane (from Nesin & Lounsbury, 1999) found four 
essential characteristics that teachers need from their intended integrated curriculum as they provide 
support:  1) students and teachers collaboratively plan the curriculum; 2) themes provide the organizing 
center for learning activities; 3) learning takes place in a democratic classroom community; and 4) 
separate subjects no longer define the curriculum.  Antonio planned each Friday afternoon in developing 
his intended curriculum with other fourth grade teachers, thus providing support to one another.  Using 
these four characteristics, teachers found that as they engaged in curriculum integration in the classroom, 
they were more supportive of each other as they worked through challenges and shared successes.  
Stevenson and Carr (1993) also stated that support of colleagues was an important factor that facilitated 
successful curriculum integration projects. 
     As Antonio worked on the intended integrated curriculum, he attempted to attend to Rutherford and 
Ahlgren’s (1990) recommendation from Science for All Americans that knowledge and skill beyond what 
is expected of most of today’s students is essential.  Students need to understand science as a dynamic, 
cross-connected enterprise involving mathematics and technology as well as the natural and social 
sciences.  The intended curriculum in this study aimed to work with each student to “provide real world 
applications to encourage involvement and enhance the understanding of mathematics and science” 
(Berlin & Jones, 2001, p. 272). 
     The findings of this study had its implications on what was the intended integrated curriculum at 
Discovery.  While it was relatively easy to administer change in the school structure, the influence of the 
state-adopted curriculum and mandated content standards had its restriction on classroom practice.  
Although schools, like Discovery, are encouraged to adopt their own school-based curriculum, the 
schools lack support in terms of external and internal resources.  Furthermore, the school-based 
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curriculum innovated by teachers is usually shaped by the state-adopted curriculum and the mandated 
content standards.  Initially at Discovery, staff development was arranged by external experts, like 
California Lutheran University or NASA.  If the innovations created by these external entities were 
continuously adopted without consent of the teachers, the result would probably be failure.  The 
participation of the teachers is definitely needed through their collaborative effort with the school and its 
students for an intended integrated curriculum to be successful. 
     For those who use curriculum integration, student-teacher relationships can be strengthened from 
building curriculum together.  Involving students in the curriculum planning process was also 
fundamental to the work of the teachers at Discovery.  This is an idea that has been associated with 
curriculum integration for many years (Beane, 1997; Hopkins, 1941).  Active involvement produced a 
sense of ownership, which led to motivation and quality work.  If people have ownership in something, 
there seems to be more involvement, more enthusiasm, and better results.  If students and teachers are not 
involved, there is less enthusiasm, and fewer results.  The intended integrated curriculum at Discovery 
allowed students and teachers to be involved as teachers collaborated with their students in developing the 
intended integrated curriculum. 
     Through reading about curriculum integration and talking with the teachers about it, the second 
research question looked different in different classrooms.  Since a teacher’s understanding of curriculum 
integration affects implementation, it was determined there was more to know about how these teachers 
implemented curriculum integration in their classrooms.  Each of the four teachers implemented an 
integrated curriculum and each of them implemented it differently.  A total of five observed lessons were 
conducted for each teacher.  Each teacher conducted lessons that blended language arts and science.  
Furthermore, Antonio conducted lessons that also included a blend of mathematics and science.  I did not 
observe any mathematics lessons in the other classrooms.   
     Overall, the integrated curriculum in each classroom had strengths and limitations to its 
implementation.  One strength of the implemented integrated curriculum was that all four teachers 
enjoyed the ability to revise what was intended to try new things to see if they would work.  The 
collaboration among teachers of the same grade level as well as school-wide was important to create 
cohesiveness within the implemented curriculum and thus allow students to grow and develop in such as 
a way to foster their success.  This finding suggests that curriculum integration that aids teachers’ 
attempts to reach newly reformulated goals and that aligns with their rationale for implementation would 
have a greater chance of use.   
     According to Antonio, it was difficult to conduct projects and lessons that incorporated subjects in 
such a way as to be truly integrated.  He stated, “Whether it was science activities or math tie-ins, short 
term projects or whatever, it was difficult to teach about all aspects of how it ties together.”  The other 
teachers agreed. He found that some aspects fit into certain projects while others did not.  This finding 
begs the following question:  Do students really learn and experience an integrated curriculum if they 
only are exposed to a few aspects at a time?  Given that the intent of Discovery is to teach students about 
the breath of mathematics, science, and technology through an integrated curriculum, this finding may be 
problematic. 
     Finally, Antonio was not able to implement the intended integrated curriculum to the degree he 
desired.  Perhaps this is not surprising given that this study began during the first year of complete 
implementation and concluded only in its second year.  For example, he had to scale down the magnitude 
of their projects or lessons for a variety of reasons.  Unexpected meetings, different bell schedules, and in-
services eliminated planning time for grade level teachers.  In addition, Discovery was slowed by 
personnel changes and changes in staff schedules that inhibited planning times and necessitated 
dedicating more time to explaining the process of development and implementation of the integrated 
curriculum to the new faculty and staff. 
     Antonio implemented curriculum integration as a curriculum design model developed around themes 
that would address student interests and concerns as well as the mandated state standards (Beane, 1990, 
1997; Faunce & Bossing, 1951; Hopkins, 1937).  All four teachers in this study addressed mandated 
curriculum differently.  He included mandated curriculum, as needed, within themes.  Also, he first taught 
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the mandated curriculum, then collaborated with students on how they would apply that knowledge.  In 
her doctoral study of teacher decision making within curriculum integration, Brodhagen (1997) also found 
that teachers brought curriculum mandates into the theme, as they were needed.  In addition, three of the 
four teachers, which included Antonio, developed the curriculum design model as a collaboration 
between students and teachers on what would be learned, how it would be learned, and how learning 
would be assessed (Beane, 1990, 1997; Burnaford, et al., 1994; Hopkins, 1937, 1941; Kilpatrick, 1918; 
Stevenson & Carr, 1993). 
     Fullan (1991) defined implementation as “the process of putting into practice an idea, program, or set 
of activities and structures new to the people attempting or expected to change” (p. 65).   Teachers at 
Discovery understood curriculum integration to be thematic curriculum.  All four participants differed in 
their thinking regarding how the themes for study would be generated and developed, but each viewed it 
as revolving around a set of themes or issues.   
     According to Webb (1999), implementation is done through “modeling, organizing, quantifying, and 
predicting” (p. 68).  Antonio strove to engage their students’ minds as effectively as they could through 
instruction.  By tying in language arts through the Houghton Mifflin and National Geographic Reading 
Expeditions curriculum, students were encouraged to see connections of mathematics and science to 
different subject areas. 
     Findings from this study reveal that student-teacher collaborative decision-making is essential to 
curriculum integration implementation.  Student participation was evident in every lesson.  For example, 
Antonio collaborated with students on selecting the theme; developing questions for research; identifying 
goals; determining groups; solving day-to-day problems; and creating learning activities, assessments, 
and evaluations.  Students were part of the decision-making process at each step.  These four teachers 
never presented a teacher-made lesson to students during my observations and called it curriculum 
integration.  Student input was an integral part of each teacher’s implementation of curriculum 
integration. 
     Findings from this study highlight the importance of social integration through curriculum integration 
implementation.  Students got to know one another better as a result of working together in the same 
small group over a period of several weeks.  Additionally, teachers brought students into contact with the 
community; the community was used as a source of knowledge.  Students began thinking of themselves 
as members of the community.  Some students had opportunities to become actively involved in the 
community as well. 
     Findings reveal that curriculum integration implementation necessitated integration of knowledge 
(even when the teacher did not view curriculum integration as integration of knowledge).  In order to 
accomplish the theme under study, students had to learn and apply a wide variety of information and 
skills.  They used textbooks, magazines, newspapers, online sources, computer databases, telephone 
books, and FAX machines.  They interviewed, surveyed, transcribed, and tabulated data.  They read, took 
notes, summarized, wrote, proofread, edited, and published their writing.  They worked together as a class 
in small groups.  They made decisions individually and as a group. 
     Antonio implemented their intended integrated curriculum as a curriculum design model.  He 
understood curriculum integration to be thematic curriculum.  Still, he differed from the other teachers in 
his practice for how the themes for study would be generated and developed.  He differed in his efforts to 
allow students to determine what to learn, how to learn, and how learning would be assessed.  He also 
differed in his use of the state-adopted curriculum in the development of themes for study.  Since all four 
envisioned mandated curriculum and student participation within curriculum integration differently, all 
four implemented a somewhat different curriculum integration design model.   
     In short, there was a strong connection between teachers’ views and what they implemented in the 
classroom.  Still, despite different implementation techniques, curriculum integration was present in each 
classroom.  Ultimately, teachers’ views of curriculum integration matched their implementation of an 
integrated curriculum.  This connects to my final set of findings discussed below. 
     The final research question found Antonio viewed curriculum integration differently than the other 
teachers.  As he developed their intended integrated curriculum, he also attempted to implement what was 
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intended.  His lessons followed curriculum guides and lesson plans as formulated by each grade level 
during planning times.  During this study, his views on curriculum integration evolved over time. 
     Antonio viewed curriculum integration as a curriculum design model as well as social integration.  
Curriculum integration was perceived as a way for students to learn to work collaboratively with others.  
As students worked, they would learn more about each other.  This understanding would help them accept 
and appreciate others.  In addition, curriculum integration was viewed as a way for students to take an 
active role in their community.  Curriculum integration was also viewed as integration of knowledge.  As 
students worked on a theme, Antonio perceived that knowledge and skills from many sources would be 
used, as needed, to understand issues or solve problems within the theme.  He believed that students 
would use knowledge beyond textbooks.  Additionally, he viewed the curriculum as integration of 
experience.  Because learning within curriculum integration resulted from studying issues and ideas of 
concern or interest to students it was deemed more personal and relevant.  Learning that is personal and 
relevant is more meaningful and thus more powerful.  Therefore, learning experiences within curriculum 
integration were thought to be lasting.  What was learned in one unit would be applied in another. 
     Teachers held two additional views of curriculum integration.  Integration of mandated content and 
teacher and student interests constituted one of these views.  This view addressed several issues such as 
district and state learning objectives, the need for learning activities to be interesting and relevant, and 
how the curriculum would be experienced.  Some teachers also viewed curriculum integration as a 
teaching strategy—as a tool to be used in some instances and not in others.  Curriculum integration was 
considered a better strategy for teaching social and process skills.  For teaching factual information, 
traditional methods were considered to be better. 
     Antonio appeared open to new ideas and to new ways to do things in their classrooms (with existing 
curricula).  He was always seeking ways to improve the processes of teaching and learning.  Stevenson 
and Carr (1993), in their book of descriptive accounts of teachers with experience in curriculum 
integration, also pointed out that teachers who engaged in an integrated curriculum were curious, willing 
to try new ways of teaching, and looked to other teachers in their respective grade for inspiration and 
insight. 
     Findings suggested that the development and implementation of curriculum integration was a recursive 
process that affects both beliefs and practices.  How one develops curriculum integration affects 
implementation and teaching an integrated curriculum affects one’s understanding of it.  All four 
participants attended the same curriculum integration training and read the same curriculum integration 
literature.  However, each participant’s view of curriculum integration was somewhat different.  Also, 
each participant’s view changed as a result of implementation.  For example, Antonio, in his final 
interview, explained that 

I now have a better sense of curriculum integration.  When I first started thinking about it I 
thought—interdisciplinary.  And now I see lots of different spokes—self-directed, motivation, 
democratic process, using multiple resources, making things relevant to the real world.  You 
could have interdisciplinary and none of those areas are touched.  Whereas with curriculum 
integration it should be.  And so, it’s going to be different for everybody who does it.  Because 
you will have a different group of students there will be a different starting point, a different 
frame of reference.  So, definitely, implementing curriculum integration. 
Findings reveal that curriculum integration was viewed as thematic units of study that addressed 

the interests, concerns, and needs of students and mandated curriculum.  Natalie’s ideas revolved around 
her students’ fresh start in first grade and working on their basic reading, writing, and mathematics skills.  
Antonio’s themes were a blend of language arts and science mandated curricula and student interests and 
concerns.   
     Findings also revealed that when students engaged in several curriculum integration lessons, 
integration of experience could be observed as students applied learning from one lesson of study to new 
and different lessons.  Antonio saw that students were applying what they had learned from one lesson to 
new and different ones.  For example, students learned and applied the process for developing curriculum 
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integration lessons:  selecting the theme for study, determining goals, and developing learning activities 
and assessments. 
     There continues to be confusion regarding just what curriculum integration is.  Some call it 
interdisciplinary curriculum (i.e., a theme developed around school subjects) while others call it 
curriculum integration.  Curriculum integration, itself, is said to have the following four aspects:  a 
curriculum design model; social integration; integration of knowledge; and integration of experience 
(Beane, 1997).  However, the purpose of this study was not to define curriculum integration for others but 
rather to examine how others come to define curriculum integration for themselves. 
     Curriculum integration is not just a way of working with students.  It has deeper purposes—an 
underlying philosophy.  That philosophy is education for a democratic society.  By that I mean curriculum 
integration achieves the purpose of schooling in a democratic society.  To this researcher, the purpose of 
schooling in a democratic society is to prepare citizens who are literate, productive, responsible, 
compassionate, and who are willing and able to take an active role in community life and be fully 
functioning adults.  To accomplish this, the curriculum would offer students many opportunities to learn 
how to find and solve problems (both individually and cooperatively with others), carry on reasoned 
discourse, communicate ideas clearly (either orally or in writing), think critically, find and apply relevant 
information, learn how to learn, respect self and others, be responsible, be compassionate, and be 
reflective.  To me, all these are necessary skills, knowledge, and attitudes that fulfill the purpose of 
schooling in a democratic society. 
     We now understand that how teachers develop and implement the curriculum design model determines 
whether other aspects of curriculum integration will or will not occur.  For example, if the theme for study 
is not substantive, social integration, integration of knowledge, and integration of experience will not 
occur.  And too, the means by which students learn is as important as what they learn.  The means 
determine whether students will be active or passive in their learning.  If integration of knowledge, social 
integration, and integration of experience are to occur, students need many opportunities to plan and carry 
out the curriculum with their teacher and others members of the community. 
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Figure 1 
Curriculum alignment 

 
 
 

 
Figure 2   
The Intended and Implemented Curriculum of this Study 
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Introduction      
     According to statistics compiled by the Rape, Abuse, and Incest National Network (2011), someone in 
the U.S. is sexually assaulted every 2 minutes.  In 2007, there were 248,300 victims of sexual assault.  
According to the National Violence Against Women (NVAW) Survey sponsored by the National Institute 
of Justice and the Centers for Disease Control, 14.8 % of women were victims of rape and another 2.8% 
were victims of attempted rape at some point in their lifetime (Tjaden & Thoennes, 2000). A recent study 
of the sexual victimization of college women estimated that colleges that have over 10,000 students could 
experience more than 350 rapes per year (Fisher, Cullen, & Turner, 2000).  Further, it has been estimated 
that 85% of all rapes are never reported to criminal justice authorities (Lisak & Miller, 2002).  
     The psychological and physical aftermath of sexual assault can be both disabling and chronic. Besides 
the physical trauma of the rape itself, other physical effects of rape may include pregnancy and sexually 
transmitted diseases.  Murphy (1990) estimates disease transmission in 4 to 30 percent of rapes and  about 
one female rape survivor in twenty conceives as a result of the rape and bears the potential health risks of 
pregnancy (Koss, 1993).  Lacerations to the rectal and vaginal lining are common, and rapists may inflict 
other injuries as well in the course of an assault (Kleck & Sales, 1990).  Studies have shown that more 
than 90% of adult victims meet symptomatic criteria for post-traumatic stress disorder in the week 
following the sexual assault, and as many as 47% continue to display symptoms 9 months after the assault 
(Rothbaum, Foa, Riggs, Murdock, & Walsh, 1992; Sochting, Fairbrother, & Kock, 2004). The fear of 
assault also affects women who have not been raped inhibiting many women from participating 
effectively in public life (Gardner, 1990; Heyden, Anger, Jackson, & Ellner, 1999). 
     Recent efforts at rape prevention have focused almost exclusively either on changing beliefs and 
attitudes assumed to increase the probability of men perpetrating a sexual crime or encouraging women to 
take sufficient precaution  (Sochting, Fairbrother, & Kock, 2004).  It has been proposed that the goal of 
primary rape prevention strategies is to prevent first-time perpetration or victimization by improving 
knowledge and attitudes that correspond to the origins of sexual violence (such as adherence to societal 
norms supportive of sexual violence, male superiority, and male sexual entitlement); build skills for 
respectful interactions; and empower participants to become agents of change.  Primary sexual violence 
prevention education programs commonly addresses attitudes about sexual assault, the impact of gender 
roles, healthy relationships, consent, conflict resolution, respecting personal boundaries, and skill building 
for these topics (CDC, 2004).   However, this approach has been questioned for over two decades. Koss 
and Denero (1989) suggested that rape prevention programs should cease to emphasize attitude change 
and stereotyped sex role behavior given the absence of empirical support for such interventions. Lonsway 
(1996) conducted a review that included all published rape education programs targeting both men and 
women that had an evaluative component. The review concluded that of 21 programs focusing explicitly 
on attitude change, only about half resulted in decreased rape-supportive attitudes following the 
conclusion of the program.  In two of these programs, this desired change was true only for women: the 
men reported an actual augmentation in rape-supportive attitudes.  Moreover, even the successful trials 
did not demonstrate continued success during long-term follow-up.  More current reviews (Breitenbecher, 
2000; Sochting, Fairbrother, & Kock, 2004) have sought to examine whether attitude changes translated 
into reduction in sexual assaults. They concluded that these attitude change interventions have only a 
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weak effect on the incidence of first-time sexual assault and there is even less evidence to support long 
term effectiveness.  For example, Breitenbecher and Scarce (1999) evaluated the effect of a 1-hour sexual 
assault education program in a study of college women.  At 7-month follow-up, the participants were 
assessed for knowledge about sexual assault and experience of sexual victimization.  Compared to the 
control group, the educational program appeared to be effective in increasing knowledge about sexual 
assault, but there was no reduction in the actual incidence of sexual assault for either group.  
Evidence for Focusing on Self-defense Training as a Rape Prevention Strategy 
     Hollander (2009) proposed self-defense training as one of the most promising interventions to prevent 
violence against women, particularly sexual assault committed by strangers or acquaintances.  Although 
she found only a handful of supportive articles and books, few of them empirical, she discovered what she 
described as “a small but powerful literature on women’s resistance to violence, which made clear that 
active resistance, could be an effective way of avoiding rape and sexual assault.”  Ullman (2007) after 
extensive literature review of rape avoidance strategies came to a similar conclusion: 

Although rape-supportive attitudes are held by many in society, there is no evidence that 
prevention programs can effectively change these attitudes over long periods of time or that 
changing these attitudes will necessarily lead to less rape.  On the other hand, research 
consistently shows that certain resistance strategies can be used by women to avoid rapes, 
implying that prevention programs should focus on teaching women effective resistance methods 
to protect themselves. Concurrent prevention efforts must focus on men who are the primary 
perpetrators of rapes and on stopping rape from ever occurring.  Unfortunately, effective 
prevention programs have yet to be identified that reduce male perpetration.  Therefore, “risk 
reduction” programs that teach women facts about rape, risk situations, and effective resistance 
are needed.  At the same time, rape prevention programs that target men can be developed and 
evaluated (p. 413). 

     Traditionally women had been advised to use non-aggressive avoidance strategies against sexual 
assault (Heyden, Anger, Jackson, & Ellner, 1999).  Cermele (2010) suggested that rape then is learned as 
a “scripted interaction” that affords women few options once the crime begins to actually take place:  

The script begins with avoidance.  Women are offered strategies and tips to avoid rape: such 
strategies often take the form of limiting women’s choices, interactions, and freedoms (e.g., don’t 
walk alone, don’t be out late at night, and don’t wear revealing clothing). The script ends with 
options and resources – clinical, medical, legal and political – available to women to respond to 
and recover from the assault.  Yet the middle of the script is a little fuzzy; limited information is 
disseminated about what do once a rape is attempted or in progress.  The absence of such 
information implies that while rape can be avoided and survived, it cannot necessarily be 
thwarted (p. 1164). 

     It was assumed that due to the discrepancy in size and strength between the average man and woman 
that an attempt to resist would only increase the chances of the victim being further injured.  However, 
more recent research has run counter to this assumption suggesting that physical resistance may decrease 
the chance of a completed rape with probable little effect on extent of physical injury (Rheingold & 
Kilpatrick, 2003).  
     Ullman and Knight (1992) suggested that physical injury endured by the victim is the result of the 
level of the offender’s violence, with physical resistance contributing little to increased risk of injury.  In 
their a study of 274 women who were either raped or avoided rape, they found that the most effective 
strategies for avoidance and reducing the severity of a sexual assault without increasing the level of 
physical injury were forceful fighting and screaming. This would seem to indicate that forceful resistance 
strategies are effective in avoiding rape without experiencing more physical harm.   
     Another study of 150 women in a yearlong sample of sexual assaults reported to the police found that 
women who were more forceful about resisting a would-be rapist were less likely to be raped and no more 
likely to be injured than those who resist weakly or not at all (Zoucha-Jensen & Coyne, 1993).  Several 
studies indicate that less forceful types of resistance such as pleading, crying, and reasoning have either 
no association or even a negative association with rape avoidance (Ullman & Knight, 1993; Zoucha-
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Jensen & Coyne, 1993). In a study of 94 women who had been assaulted, the women who made 
absolutely no attempt to resist were all raped (Bart & O’Brien, 1985). 
      Ullman (2007) observed that resistance and rape avoidance are important because research shows that 
women who have experienced a completed rape have higher risk of poor mental health, depression, 
anxiety, suicidal ideation, and suicide attempts, than women experiencing attempted rape (Kilpatrick, 
Saunders, Amick-McMullan, & Best, 1987; Ullman & Brecklin, 2002; Ullman & Siegel, 1993).  
Furthermore, sexual assaults of a more severe nature are related to poorer physical health outcomes, such 
as acute physical injuries, immediate post-assault acute health problems, and increased risk of developing 
chronic medical conditions (Golding, 1999; Koss & Heslet, 1992; Ullman & Brecklin, 2003; Ullman & 
Siegel, 1995).  In addition, women’s risks of contracting sexually transmitted diseases or becoming 
pregnant are higher if they suffer completed rapes.  Therefore, reducing completed rapes may reduce 
victims’ health problems and associated medical care costs.        
      If  there is substantial evidence supporting active resistance as effective in preventing completed rapes 
without causing additional injury, then it would seem to follow that actually teaching women how to 
defend themselves should be considered as a crucial component of educational interventions designed to 
reduce the incidence of this crime. Brecklin & Ullman (2005) cited numerous studies that demonstrated 
psychological changes resulting from participation in self-defense training which may have substantial 
implications for subsequent rape avoidance.   After completion of self-defense classes, evaluations have 
shown increases in the following domains for women: assertiveness, self-esteem, perceived control, 
participatory behaviors, self-efficacy, masculinity attributes (e.g., active independent) anger, dominance, 
physical competence, decreases in anxiety, depression, hostility, fear, and avoidance behaviors, and being 
judged to have effective fighting skills in mock attack scenarios (Cohn, Kidder, & Harvey, 1978; Cox, 
1999; Donaldson, 1978; Finkenberg, 1990; Follansbee, 1982: Fraser & Russell, 2000; Frost, 1991; 
Gaddis, 1990; Guthrie, 1995; Henderson, 1997; Kidder, Boell, & Moyer, 1983; Lidsker 1991; Mastria, 
1975: McCaughey, 1997: McDaniel, 1993; Michener, 1996; Michener, 1997; Ozer & Bandura, 1990; 
Pava, Bateman, Appeton, & Glscock, 1991; Rowe, 1993; Sedlacek, 2000; Shim 1998, Smith 1983; 
Vaselakos, 1999; Weitlauf, Smith, & Cervone, 2000; Wheeler, 1995). Studies have identified  that 
successful rape resisters were more assertive, confident, dominant, perceived more control over their 
lives, and showed more initiative, persistence, and leadership compared with women who were raped 
(Amick & Calhoun, 1987; Burnett, Templer, & Barker, 1985; Selkin, 1978).  Increasing women’s self 
assertiveness skills may be especially important. A recent prospective study revealed that low 
assertiveness specific to situation with men was predictive of future victimization in a sample of 274 
college women (Green & Navarro, 1998)   
     Although limited, there are a few positive studies examining whether self-defense training is related to 
actual rape avoidance among women who later face a rape attack.  In Bart and O’Brien’s (1985) much 
cited interview of 51 rape avoiders and 43 rape victims, rape avoiders were nearly twice as likely to have 
learned self-defense as women who were raped.   A multivariate analysis of a survey of 1,623 college 
students showed that survivors with pre-assault training were more likely to say that their resistance 
stopped the offender or made him less aggressive than victims without training (Brecklin & Ullman, 
2005).  Another study of women who attended a self defense class found of the women in the study, 40 
later reported having been sexually assaulted, but 38 had escaped – 30 by stunning or disabling their 
assailants and 8 by frightening the men off.  The two women who were raped chose not to fight back 
because their attackers were armed (Ozer & Bandura, 1990).  A descriptive  study of  the Model Mugging 
self defense course revealed that of 8,000 female graduates, 120 have reported using nonphysical 
strategies (e.g. screaming) to avoid an assault.  It was also reported that 46 out of 48 graduates of this self-
defense program who were physically assaulted after the course chose to fight back physically and 
reported being able to disable the offender enough to avoid  further harm (Peri, 1991). 
Self-defense Training as a Therapeutic Intervention  
     Not only has self-defense training been advocated to prevent completed rape but a recent study has 
focused on its therapeutic potential on group of female military veteran survivors of sexual assault with 
post traumatic stress disorder (PTSD) resulting from their attack  (David et al. 2006).  Researchers, 
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through surveys and research methods, have found that rates of women experiencing sexual assault during 
military experience vary from approximately one fourth (Frayne et al., 1999; Hankin et al., 1999; Sadler, 
Booth, Nielson, & Doebbeling, 2000) to approximately one third (Coyle, Wolan, & Van Horn, 1996; 
Suris, Lind, Kashner, Borman, & Petty, 2004) of women sampled. This is significantly higher than 
civilian prevalence rates of sexual assault in the general population.  As was stated earlier 14.8 % of 
women were victims of rape and another 2.8% were victims of attempted rape at some point in their 
lifetime (Tjaden & Thoennes, 2000).   Rates for military sexual assault are usually based on a time period 
of 2 to 6 years, whereas studies of civilian sexual assault are typically based on lifetime prevalence, 
suggesting increased risk for sexual assault for active duty military personnel (Suris & Lind, 2008). 
    Among female veterans, distress associated with sexual trauma has been found to be nearly 4 times 
more influential than duty-related distress in the eventual development of posttraumatic stress disorder 
(Fontana & Rosenheck, 1998).  PTSD symptoms include re-experiencing of upsetting traumatic events, 
avoidance of cues that are reminders of the traumatic events, emotional numbing, and physiological 
hyperarousal (American Psychiatric Association, 1994).  Pervasive fears of sustaining another attack may 
markedly restrict such women’s everyday activities and functioning and thus severely impinge on their 
quality of life (Herman, 1992). 
     Encouraged by research indicating that self-defense training may empower women to cope with the 
threat of physical and sexual violence by providing a sense of mastery and personal control over their 
own safety and well-being David et al. (2006) wondered whether a therapeutic self-defense curriculum 
might function as an enhanced exposure therapy paradigm for women veterans who were sexually 
traumatized and who had PTSD.  They developed and conducted pilot research on a therapeutic self-
defense program they entitled “Taking Charge”.  
     Results indicated that research participants showed significant improvement in the following areas: 1) 
They reported a heightened ability to discern risk situations, 2) a decrease in obsessive fear and worry 
about assault without believing themselves to be invulnerable, 3) an increased sense of personal safety 
and increased confidence in their self-defense skills, 4) improved confidence in their  ability to be 
assertive and to set appropriated interpersonal boundaries, 5) decreased depression, 6) decreased PTSD 
avoidance and hyperarousal symptoms, and 7) increased willingness to participate in community 
activities.  Furthermore, participants did not endorse negative psychological effects of training, such as 
increased anger or hostility.  They concluded that self-defense training could be a viable and feasible 
treatment adjunct in addressing disabling psychiatric symptoms and bolstering community involvement 
for female veterans engaged in PTSD treatment.  
Objections to Self-defense Training for Women  
     Despite emerging research on women’s capacity for successful resistance and the benefits of self-
defense training for women, “resistance” to the idea of women’s resistance remains high (Cermele, 2010; 
Hollander, 2009).  Some of this opposition to training women to “fight back” could be rooted in the 
challenge to gender socialization and inequalities that makes physical and verbal self-defense difficult for 
many women.  As Searles and Lollansbee (1984) observed:  

Traditionally women have been socialized to believe that they are the “weaker sex.”  Females 
socialized into the conventional feminine role have been taught to be passive, dependent, 
emotional, helpless, inadequate, ladylike, inactive, and incapable of protecting themselves.  In 
order to avoid being victimized, they have been encouraged to limit their mobility and to rely for 
protection on men – fathers, boyfriends, husbands, police officers – or other external agents such 
as large barking dogs or burglar alarms.  The emphasis on being soft, gentle, and ladylike has 
further  hampered women as it has discouraged them from developing their physical potential and 
from expressing anger or  aggression in any active or physical way. Taught not to rely on 
themselves and discouraged from developing the capabilities to be able to do so, females have 
been trained to be good victims and prevented from developing their physical potential (p. 66). 

     Virginia Woolf (1931), British author and feminist essayist wrote in “Professions for Women” that for 
women to succeed professionally they would have to symbolically kill the “angel in the house” – that 
selfless, sacrificial, women in the nineteenth century whose sole purpose in life was to soothe to flatter 
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and to please the male half of the world population.  Debra Anne Davis would describe in her essay, 
“Betrayed by the Angel” (2004) her personal ordeal of being raped by a stranger and how her own “angel 
in the house” socialization contributed to her victimization: 

     I’m 25 years old.  I’m alone in my apartment.  I hear a knock. I open the door and see a face I 
don’ t know.  The man scares me.  I don’t know why.  My first impulse is to shut the door.  But I 
stop myself.  You can’t do something like that.  It’s rude. 
     I don’t invite him in, but suddenly he is pushing the door and stepping inside.  I don’t want 
him to come in; he hasn’t been invited.  I push the door to close it, but I don’t push very hard; I 
keep remembering that it’s not polite to slam a door in someone’s face.   
     He is inside.  He slams the door shut himself and pushes me against the wall.  My judgment: 
he is very rude.  I make this conscious decision:  Since he is being rude, it is okay for me to be 
rude back.  I reach for the doorknob; I want to open the door and shove him outside and the slam 
the door in his face, rude or not, I don’t care now.  But frankly, I don’t push him aside with much 
determination.  I’ve made the mental choice to be rude, but I haven’t been able to muster the 
physical bluntness the act requires. 
     Or maybe I realize the game is lost already.  He is stronger than I am, I assume, as men have 
always been stronger.  I have no real chance of pushing him aside.  No real chance of it unless I 
am very angry.  And I’m not very angry.  I’m a little bit angry. 
     But, despite the fact that I didn’t shove with much force, he is angry with me.  I know why; 
it’s because I’ve been rude to him.  He is insulted.  I am a bit ashamed.  
     We fall into our roles quite easily, two people who have never met each other, two people 
raised in the same culture, a man and a woman.  As it turns out, a rapist and his victim (p. 1). 
     “It’s big,” I say.  I turn my head up.  Why do I say this?  I ask myself, even then.  Well it is 
big.  (And, unfortunately, he will be shoving it up my ass in a few minutes).  And I want to flatter 
him, so he want hurt me any more than he already plans to.  I, yes, I am trying to flirt with him.  
I’ve learned about flirting and how it works and what it can do.  (It can get people to like you, to 
do things for you, to treat you well.)  It’s a skill I have honed.  And I’m using it now.  To save my 
life. (And, hey, it worked!  Unless of course he hadn’t planned to kill me in first place.) (p. 2). 

     This gender socialization has led to the past emphasis on avoidance strategy to rape  (e.g., don’t walk 
alone, don’t be out late at night, and don’t wear revealing clothing), the traditional advice that limits 
women’s freedom and discourages them from active resistance to personal assault, which can be seen as 
social control mechanisms that keep women down and dependent.  According to Bart and O’Brian 
(1985): 

Encouraging women to learn dirty street fighting, to kick and yell and gouge, to be rude to men 
on the street and refuse requests for help is, in fact, encouraging them not to act as women are 
expected to act (p. 113). 

     Hollander (2009) identified as the most prevalent barrier to her attempts to secure funding for research 
on women’s self-defense programs as the “it’s impossible’ reaction – the belief that women are not 
capable of defending themselves against men’s violence.  The author of this paper was subjected many 
times to this same objection to his efforts to develop a specialized self-defense program for women. Even 
within the martial arts community many argued that it would be difficult for women to defend themselves 
even with years of training much less a short course of instruction. But women do successfully resist at 
least 75% of all sexual assaults and often with no formal training at all (Bart& O’Brien,1985; Gordon & 
Riger, 1989;  Hollander, 2005; Ullman 1997).  
     Part of the concern is that not only would a women be unable to successfully defend herself  but that 
her attempt to resist would escalate the attack resulting in putting her in jeopardy of greater physical 
injury. There is some equivocal findings regarding the relationship between using physical resistance and 
experiencing physical injury during sexual assault.  Some studies suggest that physical resistance is 
associated with increased physical injury (Bachman & Carmody, 1994; Prentky, Burgess, & Carter, 
1986).  However, these studies do not take into account the sequence of events that lead to assault and 
injury.  As Ullman (2007) observed, “Specifically positive correlations of forceful fighting by victims 
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with physical injury appears to be spurious, resulting from the fact that victims were being violently 
attacked in these situations before they resisted” (p. 413).  When the sequence of attack-resistance-injury 
has been taken into account, studies show that fighting leads to less completed rape and no increase or 
and in some cases a decrease in physical injury (Quinsey & Upfold, 1985; Ullman, 1998; Ullman & 
Knight, 1992). Kleck and Sayles (1990) analyzed a nationally representative sample of rape incidents 
reported in the National Crime Surveys for 1979 to 1985 to study the consequences of rape victims 
resisting rapist.  They concluded that the best course of action for most rape victims is to resist, preferably 
with a weapon. They proposed the following rebuttal related to resistance increasing the severity of 
injury: 

Suppose for the sake of argument that where resistance precedes injury, it was the resistance that 
provoked the injury.  Would this provide decisive support for advice to prospective rape victims 
that they refrain from some forms of resistance?  Advice to not resist depends on the belief that 
the nonresistant rape victim trades off an increased likelihood of rape completion for a reduced 
likelihood of injury.  Such a trade-off makes sense only if one assumes the additional injury is in 
some sense a more serious harm to the victim than the completion of the rape itself.  NCS data for 
1979-1985 indicate only 39.9 percent of rape incidents involved any additional injury and that 
only 7.7 percent of the additional injuries suffered by rape victims could be describes as serious, 
i.e., involving a gun or knife wound, broken bones, teeth knocked out, internal injuries, or loss of 
consciousness.  This means that only 3 percent of the incidents involved an additional serious 
injury.  In short, the most serious injury the victim faced, in all but 3 percent of the rapes, was the 
rape itself.  Even in the remaining 3 percent, injuries such as teeth knocked out or broken bones 
would be regarded by many victims as less serious than the rape itself.  Therefore the real tradeoff 
that nonresistance involves, even if one assumed that resistances sometimes provokes offender 
attack, is an increased probability of the very serious harm of a completed rape versus a reduced 
probability of  other injuries, which are almost always far less serious that the rape. 

     Nicholas Groth, an American clinical psychologist working with both victims and offender 
populations, published a study of over 500

      Closely related to the “ it’s impossible” argument Hollander (2009) found that some detractors  
suggest that teaching women self-defense is too dangerous – women will become overconfident and will 
proceed to go out and “put themselves in risky situations” are/or start “beating up men”.  However, in her 
subsequent interviews of more than 125 women about their experiences of learning self-defense none 
mentioned that they had become more violent or took more risk.  Weitlauf, Smith, and Cervone (2000) 
found that although training increased women’s ability to identify danger and physically defend 
themselves, “the intervention did not desensitize women to the real threat of assault or promote 
overconfidence in their ability to defend themselves.  Thus, the women did not feel less vulnerable to an 
assault attempt, but they felt far more capable of dealing with it should it occur” (p. 632).   

 rapists. From his studies of rapist motivation he classified 
offenders by behavior into one of three typologies– Power reassurance rapist, power assertive rapist, 
anger retaliation rapist and anger excitation rapist (Groth, 1979).  Anger retaliation rapist and anger 
excitation rapist are characterized as using violence much more gratuitously than the power assurance or 
power assertive rapist.  Some have warned that these types of rapist are more likely to respond to victim 
resistance with increased physical violence.  However, the only study of resistance using an empirically 
validated rapist typology shows no differences in the effectiveness of women’s different resistance 
strategies for avoiding rape and injury according to rapist type (Ullman & Knight, 1995).  

     Another less intuitive objection comes from feminist who argue that interventions targeting women 
that either teach self-defense or educate them about effective resistance strategies hold women 
responsible for rape prevention - amounting to blaming the victim. Available evidence would suggest the 
contrary. Bart & O’Brien (1985) found that women felt better about themselves and less depressed if they 
resisted rape, even if they were unable to avoid rape completion.  Ullman (2007) makes the following 
case: 

Arguing for resistance and self-defense training based on existing scientific evidence does not 
mean that women are responsible for rape prevention, which is a pitfall of interventions aimed at 
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women.  However, there is a distinction between prevention that restricts women’s freedom (e.g., 
telling them to not go out at night or to not drink alcohol) and prevention that enhances women’s 
freedom (e.g., providing information about risk, teaching self-defense skills).  Failing to provide 
empirical information about effective resistance strategies and training in self-defense techniques 
allows men to continue completing more rapes of women, which causes serious psychological 
and physical harm.  Rapists admit planning their attacks and looking for easy targets.  Thus, 
women who act assertively can thwart them by resisting attack.  Assailants may be surprised 
when women actively resist, as they may expect women to submit.  Educators should help 
women to identify barriers to their own self-protection, such as feelings of unworthiness, and help 
them to define men’s sexual aggression as wrong and the responsibility of men, not women (p. 
426). 

    Hollander (2009) would concur: 
Attempts to protect women from knowledge about self-defense and the efficacy of resistance 
presumes that women are not smart enough to parse the complex logic that perpetrators are 
responsible for violence regardless of victims’ behavior.  This kind of paternalism seems to be 
used most frequently when women and children are concerned.  Would anyone seriously suggest, 
for example, that men be shielded from information about how to deter muggers because it might 
make them blame themselves for past muggings?  Or should we not inform people about dental 
care because they may blame -themselves for past cavities?  Such suggestions seem nonsensical, 
yet this is precisely what is implied when people suggest that learning or advocating self-defense 
promotes victim self blame (p. 588). 

     Other feminist have denounced self-defense training purely because of its connotations of violence.  
Unfortunately, it would appear that it is just this association of women with nonviolence and passivity 
that bolsters men’s’ confidence to perpetrate violence on them.  As Judith Angelo noted, “It’s certainly 
easier to terrorize women if even the most alert, discriminating, and critical ones in the bunch can’t 
imagine perpetrating physical violence against their oppressors without their souls splitting in two” 
(quoted in Hagan, 1993, p.122).             
     Another source of concern comes from the public education sector and relates to whether offering self-
defense courses exclusively for women in secondary schools or Colleges/Universities would constitute a 
Title IX violation.

     (Title IX) does not prohibit affirmative action and requires steps to overcome discrimination at 
the institution, so that all-female programs and courses may be allowed.  It further states that, in 
some instances, all-female courses or programs may be justified when they exist to remedy the 
effects of past discrimination and they are appropriately tailored to justify the all-female program 
or course (p.21). 

  Lawrence Nadeau (2006) the founder of the Rape Aggression Defense Systems (RAD) 
program which is offered on 400 university/college campuses has suggested the following defense:  

      A woman’s past and present experiences with the threat and actual occurrences of sexual 
violence and harassment, in addition to the widespread socialization of women not to fight or be 
assertive, supports the program as a single sex offering.  The program’s academic, deeply 
personal and tailored physical strategies are integral and inseparable if the program is to be 
effective for women.  Allowing both men and women to train together could also have 
detrimental psychological effect on participants who are in fact survivors of previous or current 
domestic, sexual violence and/or harassment (p. 21).   
     Title IX regulations specifically allow covered institutions to adopt voluntary affirmative 
remedial measures to counter the effects of sex discrimination.  It is clear that on-campus sexual 
discrimination, harassment and violent incidents are disproportionately targeted against women, 
which have always affected the opportunities for women in educational environments.  Self-
defense courses can serve to remedy the effects of these discriminatory conditions and realities 
(p. 21).  
     Title IX also provides for the separation of students by sex in physical education classes, 
during which the major activity involves bodily contact.  Since assaults against women are 
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frequently abductive in nature, self-defense programs must emphasize physical techniques that 
focus on the avoidance of, and the escape from abductive attempts.  This type of instruction will 
necessitate the development of strategies, and techniques through bodily contact oriented drills 
and practice sessions.  The inclusion of men during these training exercises will further inhibit 
participation by women who have a right to this information (p.22) 

Evolution of Self-Defense Programs for Women 
      Searles and Berger (1987) describe three approaches that have developed in the evolution of women’s 
self-defense. They identified the first approach as the more traditional police-sponsored programs which 
have tended to encourage women to limit their mobility and avoid potentially dangerous situations.  
Police were generally cautious about advising women to “fight back” and often recommend “passive 
resistance” (telling the offender you have your period, playing along until you have a chance to escape) 
before or instead of “active resistance.   
     The next development consisted of self-defense based on the martial arts taught by men (and later by 
women) which is built on traditional martial arts maneuvers. Although many of the techniques are 
considered effective, they are often highly stylized and take years of practice to master.  And 
unfortunately three quarters of martial arts students in the United States quit after one year of training 
(Johnson, 1985).  
     Finally, the feminist self-defense movement emerged which have involved courses that focus 
exclusively on practical, self-defense skills, sometimes called “street fighting” techniques.  Absent are the 
artistic stylized maneuvers of traditional approaches although some of the street-fighting skills have been 
adapted from the kicks and strikes of the martial arts.  Feminist self-defense courses are much more likely 
to focus explicitly on psychological skills, assertiveness training, and the early detection and avoidance of 
danger (Kidder et al., 1983).  They assume that even highly developed physical skills provide little 
protection if women do not have the mental preparedness that would enable them to put the physical skills 
to use.  Courses of this type are also rooted in a feminist perspective.  These courses explicitly try to help 
women understand how traditional gender-role socialization can make the easy victims by teaching them 
to be passive and nonassertive, to take responsibility for other’s feelings, to feel uncomfortable and 
unfeminine when exerting themselves physically, and to feel embarrassed or guilty about being 
victimized.  Women frequently hesitate to “make a scene” and are often unable to yell even in attack 
situations (Sanford & Fetter, 1979).  Feminist self-defense attempts to disrupt these effects of traditional 
gender-role socialization.  It is designed to help women develop the self-confidence and sense of self-
worth that would enable them to act effectively in their own defense, and it teaches women that they have 
the right to harm an assailant who is trying to harm them (Searles & Follansbee, 1984).  
     According to Searles and Berger (1987) the feminist self-defense movement has not grown as rapidly 
as some other branches of the feminist antiviolence campaign. However several nationally recognized 
women’s self-defense programs have emerged.  Two examples are Model Mugging and Rape Aggression 
Defense Systems (RAD).  
     In 1971, a woman from Palo Alto, with a black belt in karate, was raped and beaten.  Following the 
assault the question was raised as to why a trained martial artist was not prepared to handle an attack.  
Over the next fourteen years, an ever increasing group of individuals nationwide developed a new form of 
self-defense by researching police records, speaking to survivors and perpetrators, as well as experts in 
education, psychology, sociology, martial arts and physiology that would better prepare a woman for real-
life attack situations.  This method of self-defense developed into a program which came to be known as 
Model Mugging.  The program was unique in that it was specifically designed for women; it attempted to 
strengthen the students natural abilities, addressed the emotions experienced in an attack, and allowed 
full-force practice against a padded opponent.  In 1989, some instructors nationwide agreed to change the 
name of the system of training to Impact (Bay Area Impact, 2011).    
     The Rape Aggression Defense System (RAD) was founded in 1989 by Lawrence N. Nadeau, a former 
campus police officer and police tactics instructor.  He based the program on research provided from a 
variety of self-defense sources, in conjunction with his own personal experiences as a long time trainer 
and practitioner of confrontational strategies. The program has continued to evolve as a result of the 
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contributions of many RAD instructors across the United States and Canada.  The RAD System is 
described as a comprehensive, women-only course that begins with awareness, prevention, risk reduction 
and risk avoidance, and progresses to the basics of hands-on defense training.  After thoroughly 
discussing all of the above in a classroom setting, the students are introduced to specific physical drills 
that are practiced and employed. As was described in relation to the Model Mugging concept, dynamic 
simulation training against padded attackers is also incorporated into the program (RAD, 2006).  The 
RAD curriculum is taught at over 400 colleges/universities and police departments across the United 
States. and Canada (RAD, 2008).          
 Recommendations and Conclusion 
     As Heyden et al. (1999) recognized sexual assault is a complex phenomenon that has no simple 
solution. Legal reform, a generational change in attitudes, the uprooting of rape supportive myths and 
much else will be required to permanently reduce the incidence of this crime.   
     There has been some recognition that since men and women have different needs and socialization 
experiences, programmatic goals need to be developed that reflect these unique and different needs 
resulting in some consensus emerging among experts that sexual-assault prevention is most effective 
when conducted in a gender specific manner. Reviews of the evaluation literature on sexual assault 
prevention programs, outcome studies, and testimonies of participants in all separate gender workshops 
have provided an extensive discussion of the theory, research, and rationale for working with men 
separately from women (Kilmartin & Berkowitz, 2001).  In preventing rape Ullman (2004) has suggested 
a two pronged approach.  Women should receive information and training concerning risk reduction, 
perpetrator characteristics, and effective resistance strategies, including actual self-defense training 
presented in the context of gender role socialization and social psychological barrier to self-protection.  
Interventions with women should address social psychological barriers such as embarrassment, fear of 
social rejection by peers, and belief they are unable to resist rape or being unworthy of being free from 
sexual assault. Risk reduction programs should be tailored to women with different victimization histories 
such as child and adolescent sexual assault.  Men should be educated as to what rape is (definitions, rape 
myths, impact of rape) and how to interact with women respectfully without ignoring their needs and 
refusals of sexual advances.  Men also need to know that drinking is not an excuse for rape and that 
getting women drunk and having sex with them could constitute rape.  Both men and women may benefit 
from information about rapes statistics gender role, attitudes, socialization, and rape myths.  Integrate 
bystanders into community based prevention – evaluate whether community members can be encouraged 
to prevent sexual assault.  Studies should include long term follow-up assessments to determine whether 
positive attitudes persist and whether future risk of actual victimization is reduced. 
     Berkowitz (2001) has also recommended that sexual assault programs should be gender specific with 
some common components as outlined:   
For both sexes  

• Emphasize that sexual activity is a choice, and that all people, at any time, are free to choose 
whether to be sexually active nor not. 

• Provide information about the definitions and severity of the problem of sexual assault. 
• Inform participants about relevant campus and/or local laws and policies. 
• Explore characteristics of risky situations. 
• Understand that sexually coercive behavior takes place on a continuum. 
• Address the role of alcohol and other drugs from the perspective of both victim and perpetrator. 
• Distinguish issues of miscommunication from abuse of power or coercion. 
• Educate about heterosexist or ethnic assumptions about sexuality and sex. 
• Understand consent had how to be sure that both parties are fully consenting. 
• Explore relevant aspects of male and female gender socialization and the role of sexism in 

facilitating sexual assaults. 
• Challenge rape myths and reduce victim blaming. 
• Provide information about campus and community resources and services.              
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For men 
• Emphasize men’s responsibility for preventing sexual assault. 
• Understand the range of coercive behaviors that men are socialized to employ. 
• Challenge myths and assumptions regarding the role of sexuality and sexual activity in men’s 

lives. 
• Address men’s false fear of false accusation. 
• Reduce enabling and bystander behaviors among men. 
• Increase empathy for victims and understanding of the impact of rape. 
• Acknowledge male victimization. 
• Explore opportunities for men to take social action to raise other men’s awareness about the 

problem of sexual assault. 
For women: 
• Educate women about the characteristics and operation styles of different types of perpetrators. 
• Reduce enabling and bystander behaviors among women that encourage women to take unsafe 

risks and/or overlook friend’s risk taking. 
• Reduce victim-blaming, increase understanding and support for women who are victimized. 
• Encourage women to access support services specific to the different types of assault. 
• Discuss the effectiveness of different responses to coercive behavior. 
• Understand and overcome cultural norms and socialization experiences that reduce self-efficacy 

and cause women to overlook internal and external cues about danger. 
• Discuss the different emotional reactions that women may have to assault and emphasize 

protective behaviors that may reduce vulnerability to assault. 
• Understand risk behaviors that may increase vulnerability to assault and emphasize protective 

behaviors that may reduce vulnerability to assault. 
• Learn self-defense techniques and skills. 
• Explore opportunities for social action to educate about and prevent sexual assault (p. 83-86). 

     In conclusion self-defense training alone will not solve the problem of sexual assault. More 
comprehensive programs as outlined above need to be developed, implemented, and evaluated.  However, 
fighting, fleeing, and screaming/yelling are all associated with decreased odds of completed rape (Ullman, 
2007). Research shows that women can effectively resist and avoid rapes, which provide evidence that 
risk reduction programs should focus on teaching women about risky situations, effective resistance 
strategies, and formal self-defense training. Although society and even feminists may feel uncomfortable 
teaching women resistance strategies and self-defense, such intervention is needed (Ullman, 2004).  Self-
defense training is one of the few interventions that empower women rather than frightening them and 
encouraging them to restrict their behavior and constrain their lives (Hollander, 2009).   

When women learn or practice self-defense, they use their bodies in forceful ways.  They kick, 
they pound, they elbow, and they strike.  They yell – not feminine screaming but deep, powerful 
yells.  And that they yell is also unexpected. Instead of screaming “Help!” or “Please no!” in a 
high, scared, feminine tone – as in “Please, don’t hurt me!” – They yell “Back off!” and “Leave 
me alone!” and sometimes “Fuck off!”  Perhaps most important, they assert their right to safety, 
to self-determination, and to making their own choices – to agency.  They declare, through their 
body language, their words, and their tone, that they are valuable and worth defending (p. 539).  
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Abstract 
     A review of the literature to answer the question “What anti-bullying programs exist for middle/high 
schools?” The research indicates there are a variety of commercially available programs and numerous 
school based programs. The article outlines a select group of these programs. 
     The courts are very clear that all facets of the school community must police and report any bullying 
behavior that is observed.  Policies and programs to reduce bullying in schools are anchored in a common 
misunderstanding of the notion of bullying. Such policies and programs are utilitarian but misguided 
(Walton, 2005). It is no longer OK for administrators, teachers, students, parents, and the community to 
call bullying “horse play.” 
     Are there anti-bullying programs in existence for middle/high schools? The answer to the question is 
yes; there are existing anti-bullying programs. The following discusses twenty six anti-bullying programs 
found by the authors to have viability in toto, in combination or with modifications to fit the specific 
school/school system. 
     One of the most famous anti-bullying programs is the Olweus Bullying Prevention Program (OBPP). 
OBPP is the granddaddy of the programs and has the most written about it. The OBPP is a whole-school 
approach implemented and studied in Europe and the United States at all grade levels (Werle, 2006). This 
program was first established in Bergen, Norway, in 1983 – 1985. The results from 2500 elementary and 
junior high school students indicated a 50% reduction in the frequency of students reporting being 
bullied.  Documented results from the U. S. have not been “uniformly consistent.” (Olweus & Limber, 
2010) One example is in the United States where there was a 25% reduction in rates of bullying behavior 
but zero percent reduction for victims (Evers et al., 2007). In a study performed in Seattle, Washington, 
OBPP does have some positive effects based on gender, ethnicity, race, and grades in elementary schools, 
but it did not have an overall effect in middle schools. (Bauer, Lozano, & Rivara, 2007) 
     The OBPP program follows the steps of a model that includes performing a needs assessment, 
identifying problems, planning interventions, performing the intervention, evaluating the intervention, and 
modifying the plan based on evaluation results. The OBPP is truly a school-wide model as it involves all 
members of the school community. The school community includes administrators, teachers, students, 
staff, custodians, PTA or PTO, bus drivers, cafeteria personnel, and parents. The OBPP requires 
multilevel interventions: school, classroom, and individual (Black, Washington, Trent, Harner, & Pollack, 
2010). These include planning and implementing the program, surveying all involved groups, establishing 
and enforcing rules, consistent consequences, positive reinforcements, increased communication, and 
curriculum development. Advantages of the OBPP model include promotion of a positive learning 
environment, respect for normal childhood development, and flexibility. 
OBPP places major demands on the staff and curriculum of schools.  As stated earlier the perception of 
bullying is a major factor in the implementation of any anti-bullying program. Newgent et al. (2009) 
found that approximately 70% of elementary school staff thought that 10% or less of their students were 
victims of frequent bullying. In contrast, 33% of the students reported being victims of frequent bullying. 
     Today Zero tolerance is a school-wide method that sends a message to students that certain behaviors 
will not be tolerated and alternative school, suspension, expulsion, or meetings with law enforcement are 
the consequences for these behaviors. Zero tolerance is not only used to reduce bullying and violence; it is 
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also enforced when drugs and weapons are found on school grounds. The zero tolerance policy has been 
viewed with mixed emotions from parents, communities, and school staff. An example of these mixed 
feelings according to Brownstein (2009) can be illustrated by a thirteen year old boy. He was being 
bullied and under his school’s strict zero tolerance policy that all students involved in a fight received the 
same punishment. After several fights, the boy got so far behind in school that he failed the 7th grade and 
eventually dropped out when he got to high school. Zero tolerance is not working according to 
Chamberlain, (2003). The zero tolerance policy is punitive discipline. Zero tolerance is defined by harsh 
disciplinary policies which include out-of-school suspensions, expulsions, and transfers to alternative 
schools. Brown-Dianis (2011), however, lends credence to zero tolerance as a disciplinary policy that can 
often disrupt the trust between students and adults in school. Gerald Walton (as cited in Bloom, 2008) has 
reportedly commented that punitive "zero tolerance" approaches to bullying in schools fail to address the 
cause of bullying, Bullying policies often miss the point.
     There have been attempts to establish alternatives to the zero tolerance policy. Alternative school, 
suspension, expulsion are seen as the push-out problem. Positive Behavior Supports (PBS) is an 
evidence-based, data-driven approach proven to reduce disciplinary incidents, increase a school’s sense of 
safety, improve attendance rates, and support improved academic outcomes (Brownstein, 2009). Another 
alternative to zero tolerance is the implementation of behavior contracts that list behaviors that are 
expected from students and the consequences for other disciplinary behaviors. For offences deemed not 
severe, after-school detention is another alternative instead of suspension and expulsion. 

  

     Bryn (2011) says the two-year anti-bullying program, "Stop Bullying Now and Lend a Hand," has been 
"an overwhelming success" both in increasing public awareness and preventing bullying. The program 
teaches students that bullying is not simply a rite of passage, but there are acceptable codes of conduct 
and consequences for violating those codes. 
     Stop Bullying Now! is a program to increase awareness of the problem of bullying and related research 
findings, and to disseminate evidence-based approaches to prevention.  The program draws on special 
issues as the way to explore the social context of bullying. Bryn (2011) describes the process used to 
develop the Stop Bullying Now! campaign as an interagency approach to bullying prevention, and 
explores social marketing and media activities aimed to prevent bullying on a national scale.  
     Davis and Nixon (2011) report the Youth Voice research project asked frequently bullied students in 
middle schools and high schools what strategies helped them to prevent bullying and deal with the 
bullying in a positive way. The students said the best ways to prevent bullying usually involves seeking 
help from friends and adults. Less effective methods included managing the problem on one's own and 
reminding one’s self that fault lies with the bully and not the victim. School staff members and peers can 
help prevent bullying. Mah’s Ninety-Second-a-Day Self-Esteem Prescription Plan (2009) improves 
children’s self-views by increasing the sensitivity and expertise that educators need to help children with 
students with exceptionalities be successful in school. 
     Getting Beyond Bullying and Exclusion, PreK-5 (Mah, 2009) is a book to help teachers' understanding 
of common challenges of how children with students with exceptionalities can become easy targets for 
bullies. The reason for this approach is to show how adults can inadvertently unintentionally foster the 
development of victim behavior in students with exceptionalities children. They can also contribute to the 
development of bullying personalities.  Methods for helping children manage emotions and build on their 
strengths through the program is described in the book. It also discusses the following issues:  bullying 
styles of males and female; how teachers can prevent and stop bullying; ways for early intervention; and 
how a negative dynamic can progress into middle or high school.  
     Stansberry-Brusnahan and& Neilsen-Gatti (2009) discusses the anti-bullying program Schoolwide 
Positive Behavior Supports (SWPBS). This program addresses parental concerns that their children with 
students with exceptionalities are put at risk of being bullied and how the schools will protect their 
vulnerable children. Parental concerns of children who exhibit challenging behaviors being disciplined 
unfairly is also addressed. SWPBS creates an environment that increases the effectiveness of teaching and 
learning. The program is based on the team approach. The team includes parents and develops culturally 
responsive proactive strategies to teach students positive behaviors. Bystanders are the most pivotal group 
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of bullying influencers since youth are so heavily influenced by their peers according to Slaby, Wilson-
Brewer, andDash (2011). When you are standing by and watching bullying you are letting it happen in 
your community; but if you stand up, bullies do not have a chance. Bullies would not even consider 
harassing others if they thought it would not go over well Slaby, Wilson-Brewer, and Dash says he has 
many reports of students who have been trained in Aggressors, Victim and Bystanders  curriculum that 
helps defuse bullying situations.  
     Beale and Scott (2001) present the anti-bullying program Bullybusters initiated by counselors and 
drama staff in a middle school. Bullybusters is a play to educate both teachers and students on the 
recognition and effects of bullying. Students are given an opportunity to discuss their feelings and provide 
alternate ways of handling bullying situations after the play. The results are attributed to a whole school 
approach where the principal, teachers, parents, and students are all involved in data collection and the 
implementation of a zero tolerance policy.  The flexibility of the program allowed it to be tailored to the 
school’s individual needs. The program showed a 20% reduction in the number of bullying incidents at 
the middle school. 
     Carney and Nottis (2008) constructed a Bully Busters Program to be used in a summer day camp. 
Bully Busters is a group-based, teacher-targeted bullying reduction program that meets the educational, 
cultural, and fiscal needs of the school systems in the United States (Raczynski, Bell, & Horne, 2008). 
The Bully Busters program is based on the fact that aggression and bullying are behaviors born of social 
skills deficits. The best way to reduce aggression and bullying behaviors in schools is through increased 
awareness, knowledge and efficacy of teachers regarding how they deal with school based aggression and 
bullying. The results from the summer camp showed a decrease in total bullying behavior as the summer 
progressed.  
     Walk away, Ignore, Talk, Seek help (WITS) is another program to change the culture of bullying 
according to Leff, et al, (2010) discusses the program Friend to Friend that also is based on changing the 
culture of bullying. 
     The Preventing Relational Aggression in Schools Everyday (PRAISE) Program was developed within 
the same context as the “Friend to Friend Program (F2F) intervention”. Both of these programs make use 
of “culturally specific cartoons” in a small group setting with relationally aggressive girls. In transitioning 
from F2F to PRAISE, there were several challenges involved according to Leff, et. al, (2010). 
     Vannini et al (2011) examined a new immersive learning intervention called FearNot! (Fun with 
Empathic Agents to achieve Novel Outcomes in Teaching) that can be used in school and during the 
summer. Outside of school children spend time in relatively unstructured community environments, with 
minimally trained staff. FearNot! is designed to enhance the problem solving skills of current or potential 
victims of bullying through the encouragement of students to generate and evaluate a wide range of 
responses to bullying. FearNot! shows that virtual learning can reduce victimization, especially among 
children who are already experiencing repeated bullying. The advantages of the program are safety, 
engagement, and a low-cost and time-efficient way of coaching children to cope with different situations.  
     McGraw (2011) details the Band Around Sevies program primarily used with eighth graders who sign 
a pledge that they will not bully or harass others; nor will they support it.  They commit to wear a bracelet 
which identifies them as someone who will assist their school in being a safe and supportive place.  
Steps to Respect: A Bullying Prevention Program is a school-wide program that explicitly addresses 
relational aggression. Malicious gossip and social exclusion are two examples of relational aggression. 
The program deals with the development of universal intervention, retaliation beliefs, and supportive 
friends. (Low, Frey, & Brockman, 2010).  
There is a program for at-risk kindergarten children called First Step to Success. It provides a 
collaborative home-school intervention that engages parents and caregivers, teachers, and peers or 
classmates in preventing antisocial behavior. (Walker, Stiller, & Golly, 1999).  
Wood Oaks Junior High School’s Using Literature to Fight Bullying defines literacy as the ability to use 
written and spoken language to help understand the bullying behavior of individuals through literature 
that also improves reading comprehension and peer relationships. The program uses the classroom, the 
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subject matter, and readable and relevant literary stories as a means to undercut the power and presence of 
bullies at school (Hillsberg & Spak, 2006) 
     A similar approach is to use a literary unit using a novel titled Crash that deals directly with the issue 
of bullying as told from the perspective of a bully.  Bullying is able to be brought up directly in the 
classroom. Crash was well received by the students who were assigned to read it, and most reported that 
the level of bullying that took place in the classroom was reduced significantly after being exposed to the 
material. While the unit was used in a drama class it was also used in a summer camp setting. (Quinn, 
Barone, Kearns, Stackhouse, & Zimmerman, 2003)  
Group treatment of bullies, like group treatment of children with conduct disorders in general, is usually 
ineffective. Whether they encourage one another or blame and confront one another, their behavior rarely 
changes. Groups of victims may be more helpful because they are consoled and may gain confidence by 
learning their experiences are not unique and they are not uniquely deficient. (Harvard Medical School 
Health, 2001).  
     According to Lines (2005) A Peer Counseling Service in a Secondary School to Combat Bullying: 
Issues in Planning and Ongoing Management is a program that explores the role of a peer counseling 
service, the selected model, the most suitable room location, and the most appropriate time for counseling 
to take place in secondary schools. In addition, counseling for parents may help them to listen both to 
what the child says and to what he or she cannot express. (Mishna, 2003).  
     Glasgow and Whitney (2009) emphasize that students learn best when families and schools work 
together to promote student achievement. Families are the focus of What Successful Schools Do to Involve 
Families and offer how to effectively partner with nonmainstream or nontraditional family groups and the 
school. The book offers how-to applications, tips, precautions, and additional resources that go beyond 
open houses, parent-teacher conferences, and fundraising efforts.  
     The federal government would want to add to the prevention/intervention programs already listed. 
Bully Proofing Your School is designed for elementary and middle school settings. A comprehensive 
school climate program to shift the power away from bullies and into the hands of the caring majority of 
students. BullySafe is a comprehensive and provides common terminology, concepts, and strategies for 
bullying prevention and intervention for all involved. The Don't Laugh at Me Program (DLAM) is 
designed to reduce the emotional and physical cruelty children can inflict on one another. Peaceful 
Schools Project/Menninger Clinic  focuses only on the elementary level grades (K-5). Promoting 
Alternative Thinking Strategies (PATHS) a comprehensive multiyear format curriculum to promote 
emotional and social competencies and reducing aggression in elementary school-age children.  
     According to the CQ Researcher (2005) the key to the success of any program is a change in the 
behavior of school bullies and the culture within the school. Experts agree that no matter what program is 
used, its effectiveness depends on school administrators' level of commitment. Success is not dependent 
upon correct content of the programs. What does seem to make a difference is how thoroughly the 
program is supported and implemented.  A lot of work is still needed to motivate the schools to address 
this problem. 
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Abstract 
     “An Empirical Examination of the Relationship between Bilingual Acculturation, Cultural Heritage to 
Identity, and Self-Esteem” 
     Research questions pertaining to the relationship between bilingual acculturation, self-esteem, and the 
importance of cultural heritage to identity are addressed in this paper. Utilizing an instrument drawn from 
the work of Marin and Gamba (1996) and Rosenberg (1989), data are culled from a sample of bilingual 
college students. The Bilingual Acculturation Scale (BAS) is adopted to assess the degree to which 
respondents have acculturated to English and Spanish speaking cultures. Self-esteem is measured via a 
Likert-based scale adapted from Rosenberg (1989) and importance of cultural heritage to identity using a 
single phenomenological question containing Likert response choices. Data reveal the more respondents 
are biculturally assimilated, the greater their levels of self-esteem. The higher the level of self-esteem, the 
greater importance is placed on cultural heritage for identity. Lastly, incorporating cultural heritage into 
sense of self is associated with levels of bicultural assimilation. ‘Non-bicultural’ respondents are less 
likely to rate cultural heritage as important to identity relative to those classified as ‘biculturally 
assimilated’. The psychometric properties of adopted scales are assessed, findings discussed, and 
suggestions offered for the direction of future research examining bilingual acculturation and the major 
study variables.  
Introduction 
     Persons residing along the United States/Mexican border often function in disparate cultural 
frameworks, ‘Anglo’ and ‘Mexican’. The concept of biculturalism attempts to specify this socio-cultural 
context and recognizes that persons living in border areas are likely assimilated into dissimilar cultures. 
Each culture comprises varied cultural artifacts including language, customs, rituals, beliefs, and behavior 
norms. Persons situated in a bicultural context potentially learn to speak, write, and think in two 
languages and are correspondingly socialized into dichotomized customs and belief.   
     Acculturation is typically an involuntary process (Smither, 1982).  That is, persons assert little or no 
influence over choice in terms of socialization into the host culture. Acculturation also incorporates 
ascriptive processes (Padilla, 1980). Discussed below, the acculturation process contains five dimensions: 
language familiarity, cultural heritage, ethnic pride and identity, interethnic interaction, and interethnic 
distance.   
     Persons may cultivate bicultural competence, but this necessitates an extensive degree of personal 
integration.  Triandis (1980) suggests that two factors contribute to determining effective adjustment to 
the majority culture: self-awareness and ability to analyze social behavior. In the context of this study, the 
majority or ‘dominant’ culture is termed ‘American’ (termed locally ‘Anglo’) and the minority or 
‘secondary’ culture termed ‘Mexican’ (termed locally ‘Mexican American’). 
     Bicultural competence is directly related to development of a sense of self. Erickson (1968) supports 
the idea that a sense of self develops as the individual moves through psychosocial experiences. Sense of 
self interacts with culture in a reciprocally deterministic manner to develop ethnic identity. The strength 
or weakness of personal identity and self-esteem subsequently affect the development of ability to acquire 
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bicultural competence. Self-esteem is typically defined as one’s overall sense of worthiness as a person 
(Rosenberg, 1979).  This research examines the relationship between bilingual acculturation and self-
esteem. 
Theory 
     Acculturation 
     The acculturation model implies that the individual, while becoming a competent participant in the 
majority culture, is identified as a member of the minority culture (LaFromboise et al, 1993). Smither 
(1982) contends that the acculturation process is involuntary in nature.  It is through exposure to the new 
social, political, cultural and economic patterns, as well as personal experiences that identification and 
internalization emerge. Until the 1990’s, acculturation was viewed in terms of a bipolar model with strong 
ethnic ties at one end and strong mainstream cultural ties at the other. The bipolar model places less 
acculturated ‘traditional’ Hispanics at one end of the continuum and more acculturated Hispanics at the 
other.   
     Olemedo (1978) focuses on cultural awareness and ethnic loyalty of individuals to determine the status 
of acculturation. The model suggests that preference for the minority culture provides a measure of 
acculturation. The acculturation process exists in five dimensions: language familiarity, cultural heritage, 
ethnic pride and identity, interethnic interaction and interethnic distance. Padilla (1980) maintains that it 
is necessary to have multidimensional understanding of the cultural acquisition process. 
     Phinney (1990) proposed a two-dimensional process as an alternative model. The two-dimensional 
model allows for strong or weak identification with the culture of origin or the mainstream. A strong 
identification for both indicates integration or biculturalism. People living along the U.S./Mexican border 
function in both cultures. The concept of biculturalism incorporates this dichotomized cultural context. 
     Olmedo and Padilla (1978) focus on cultural awareness and ethnic loyalty to determine the status of 
acculturation. The model suggests that the preference for the elements of minority culture (i.e., language, 
customs, beliefs) verses these same aspects of the majority culture provides a measure of acculturation. 
The acculturation process exists in five dimensions: language familiarity, cultural heritage, ethnic pride 
and identity, interethnic interaction and interethnic distance. Padilla (1980) necessitates multidimensional 
understanding of the cultural acquisition process. La Fromboise (1993) suggests that living in two 
cultures may be more beneficial than living in a mono-cultural context. A facet of psychological well-
being subsequently may be heightened ability to develop and maintain competence in both cultures. 
     According to Burnam (1987) bicultural competence requires a substantial degree of personal 
integration. Triandis (1980) suggests two factors contribute to determining effective adjustment to the 
majority culture: self-awareness and ability to analyze social behavior.  Individual personality is therefore 
essential to the development of bicultural competence.  Bicultural competence is directly related to 
development of a sense of self. According to Erickson (1968), sense of self develops as the individual 
moves through the psychosocial experiences. The healthy individual has a secure sense of both who he or 
she ‘is’ and ‘is not’. Also posited is that sense of self interacts with culture in a reciprocal manner in the 
development of ethnic identity (Mego, 1988). The strength or weakness of personal identity and self-
esteem affects the ability to acquire bicultural competence. 
     Self-esteem 
     Self-esteem is a cross-disciplinary concept in that is utilized widely by researchers in Psychology and 
Sociology. It is often employed as a “hypothetical construct (and) is quantified…as the sum of 
evaluations across salient attributes of one’s self or personality” (Blascovich and Tomaka, 1991 p.115). 
That is, self-esteem is examined in terms of distinct self relevant attributes (c.f., Rosenberg, 1979) such as 
ability to play a sport such as football, talent as a teacher, and ability as a bilingual to converse in English 
and Spanish. An empirical issue is whether or not, and to what extent, a “cognition about the self may or 
may not influence self-esteem” (ibid). That is, one may perceive oneself to be a competent bilingual 
speaker, yet this may potentially have little or nothing to do with overall feelings of self worth (self-
esteem).   
     Whether self-esteem is relatively stable and fixed over time or is “open to momentary changes” is a 
theoretical issue.  It has been argued that “over time, consistency in (self) judgments results in a relatively 
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stable affective appraisal that is readily accessible to the individual because of the salience of the self in 
everyday life” (Blascovich and Tomaka, 1991 p. 115).  In the context of the present study, the issue 
becomes whether being bilingual in terms of thinking and speaking in English and Spanish impacts self-
esteem and, if so, the magnitude or strength of impact.  Specifically, the question becomes, is the degree 
to which persons are biculturally assimilated associated with levels of self-esteem?  
Research Questions 
     Given the previous discussion, three research questions are addressed in this research and pertain to 
the relationship between the major study variables. The research questions are: 

1. Is there an association between bilingual acculturation and self-esteem?; 
2. Is there an association between self-esteem and importance of cultural heritage to identity?; 
3. Is there an association between bilingual acculturation and importance of cultural heritage to 

identity? 
Methods 
     Procedure 
     Students from two Introductory Sociology courses were asked to participate in the research.  A total of 
160 (n=160) respondents completed instruments comprising measures of the major study variables and 
demographic items. In order to safeguard respondent anonymity and augment the return rate, no markings 
of any kind were contained on the questionnaire that could in some way identify individual respondents. 
Respondents were also presented an informed consent form explaining their rights and responsibilities.   
     Instrument 
     Acculturation is measured via the “Bilingual Acculturation Scale” (BAS) adapted from Marin and 
Gamba (1996) and assesses the degree to which respondents have acculturated to English and Spanish 
speaking cultures. The Bilingual Acculturation Scale (BAS) is a forty-eight item scale. Principal 
components factor analysis is used to determine whether the items represent three dimensions in this 
sample. Results, using varimax rotation, assess whether or not three factors reveal eigenvalues over unity. 
The factor loading for each of the items comprising the measure is also assessed.  Finally, the alpha level 
for the scale is calculated.  
     The measure of self-esteem (see Table 1) is a ten-item scale adapted from Rosenberg (1989) and 
typically demarcated as the ‘Rosenberg Self-Esteem Scale’ in the literature. For each item comprising the 
measure, respondents are presented with four Likert response choices ranging from ‘strongly agree’ 
(scored 4) to ‘strongly disagree’ (scored 1). The items consist of uncomplicated language such as “I feel I 
am a person of worth, at least on an equal plane with others” and “At times I think I am no good at all.” 
The resulting self-esteem scale ranges from a score of forty (very high self-esteem) to ten (very low self-
esteem). Principal components factor analysis was used to determine whether the items represent one 
dimension in the sample. Results, using varimax rotation, indicated that only one factor with eigenvalues 
over unity was present 
     Demographic data of persons comprising the sample are also collected and consist of gender, age, year 
in college, marital status, and number of children. 
Results 
     Sample Characteristics 
     One hundred and sixty (n=160) undergraduate students enrolled in two Introduction to Sociology 
courses participated in the study.  Respondents had the following demographic characteristics (see Table 
2 for the demographic data presented in tabular format).  In terms of gender, 60% (n=96) were women 
and 40% (64%) were men.   Their ages ranged from seventeen to thirty-five with a mean of twenty point 
seven four (20.74).  Year in College were “Freshman” (n=75; 46.9 percent), “Sophomore” (n=63; 39.4 
percent), “Junior” (n=19; 11.9 percent), and “Senior” (n=3; 1.9 percent).  Results for marital status were 
“Single” (n=129; 81.1 percent), “Married” (n=19; 11.9 percent), “Divorced” (n=6; 3.8 percent), 
“Separated” (n=1; 0.6 percent), and Cohabitating (n=2; 1.3%).  Number of children ranged from zero to 
three with the modal category being “no children” (n=135; 84.9%).  
     Ninety-one percent of the respondents (n=144; 91.1 percent) went to elementary school in the United 
States and nine percent (n=14; 8.9%) in Mexico. Seventy-nine percent (n=128; 78.8%) reported that they 
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were full-time (12 credit hours or more) college students and twenty percent (n=32; 20%) part-time (less 
than 12 credit hours). In terms of work related experience, the results were ‘never had a job’ (n=22; 
13.8%), ‘less than a year’ (n=31; 19.4%), ‘1 to 2 years’ (n=36; 22.5%), ‘3 to 5 years’ (n=47; 29.4%), and 
‘6 or more years’ (n=24; 15%).  For hours currently working, the results were ‘0 hours’ (n=59; 37.1%), ‘1 
to 10 hours’ (n=9; 5.7%), ’11 to 20 years’ (n=30; 18.9%), ’21 to 40 hours’ (n=51; 32.1%), and ’more than 
40 hours’ (n=10; 6.3%). 
Research Questions 
     Research Question One 
     In terms of the first research question, respondents displayed a ‘high level’ of bicultural assimilation 
with a mean score of 74.47. Ninety-four percent of the respondents (n=147) revealed ‘high’ levels of 
English acculturation and six percent (n=10) ‘low’ levels. Sixty-two percent of the respondents (n=95) 
revealed ‘high’ levels of Spanish acculturation and thirty-eight percent (n=59) ‘low’ levels. Respondents 
revealed, on average, a ‘high’ level of self-esteem. The zero-order data suggest that the degree to which 
respondents are biculturally assimilated is significantly and positively (.181, p <  0.05) related to levels of 
self-esteem. The more college students are biculturally assimilated, the greater their levels of self-esteem.  
     Research Question Two 
     Factor analysis is used to construct the self-esteem measure for examination of the second research 
question. The resulting scale reveals a high Cronbach’s alpha (.811) indicating a reliable scale. The high 
alpha value is indicative of excellent internal consistency (reliability).   
     In terms of importance of cultural heritage to identity, respondents possessed a mean score of 2.93 
(‘important’). The zero-order data suggest that levels of self-esteem are significantly and positively (.178, 
p <  0.05) related to the importance of cultural heritage to identity. The higher the level of self-esteem, the 
greater importance placed on cultural heritage to identity.  
     Research Question Three 
     For the third research question, the data suggest that the degree to which students are biculturally 
assimilated is significantly and positively (.221, p <  0.05) related to the importance of cultural heritage to 
identity. The more students are biculturally assimilated, the greater importance placed on cultural heritage 
to identity. Chi-square analyses are also performed to examine this research question and found 
significant. Thus, incorporating cultural heritage identity into sense of self is associated with levels of 
bicultural assimilation. Respondents rated as ‘non-bicultural’ are less likely to rate cultural heritage as 
important to identity relative to respondents classified as ‘biculturally assimilated’.  
Discussion 
     This study confirmed the relationship between bilingual acculturation and self-esteem. It was 
empirically demonstrated that the more college students are biculturally assimilated, the greater their 
levels of self-esteem. Also found was that levels of self-esteem are associated with the importance of 
cultural heritage to identity. The data indicate that the higher the level of self-esteem, the greater 
importance placed on cultural heritage for identity. Lastly, this study found that the degree to which 
students are biculturally assimilated is associated with the importance of cultural heritage to identity in 
that the more students are biculturally assimilated, the greater importance placed on cultural heritage for 
identity. These results lend support to the contention that bilingual acculturation is related to the overall 
level of the self-esteem of persons in a bicultural social environment such as a ‘border’ region.  Discussed 
below are the results pertaining to each of the three posited research questions. 
     Research Question One 
     The first research question pertained to whether there is a relationship between bilingual acculturation 
and self-esteem. The data suggest that the degree to which respondents are biculturally assimilated is 
significantly and positively related to levels of self-esteem. That is, the more college students are 
biculturally assimilated, the greater their levels of self-esteem. Examination of the data disclosed 
additional information about the relationship between the study variables. In that the correlation between 
bilingual acculturation and self-esteem is significant (.181), 3.27 percent of the variability in bilingual 
acculturation is explained by variability in self-esteem.   
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     Research Question Two 
     The second research question asked whether there is a relationship between self-esteem and 
importance of cultural heritage to identity. The data suggest that levels of self-esteem are significantly and 
positively related to the importance of cultural heritage to identity. The higher the level of the student’s 
self-esteem, the greater importance placed on cultural heritage to identity. In that the correlation between 
self-esteem and importance of cultural heritage to identity is significant (.178), 3.16 percent of the 
variability in self-esteem is explained by variability in importance of cultural heritage to identity. 
     Research Question Three 
     The third research question asked whether there is an association between bilingual acculturation and 
importance of cultural heritage to identity. The data suggest that the degree to which students are 
biculturally assimilated is significantly and positively related to the importance of cultural heritage to 
identity.  The more students are biculturally assimilated, the greater importance they place on cultural 
heritage to identity. In that the correlation between bilingual acculturation and importance of cultural 
heritage to identity is significant (.221), 4.88 percent of the variability in bilingual acculturation is 
explained by variability in importance of cultural heritage to identity.   
     Chi-square analysis was also performed to examine this research question and was found significant. 
Thus, incorporating cultural heritage into sense of self is associated with levels of bicultural assimilation. 
Respondents rated as ‘non-bicultural’ were less likely to rate cultural heritage as important to identity 
relative to respondents classified as ‘bi-culturally assimilated.’ 
     The bivariate analysis presented in this paper appraised the relationships between the major variables 
of the study, bilingual acculturation, self-esteem, and importance of cultural heritage to identity. The data 
suggest that the degree to which respondents are biculturally assimilated is positively related to levels of 
self-esteem. This means that the more the college students in the sample are biculturally assimilated to 
‘American’ and ‘Mexican’ culture, the greater levels of self-esteem. These findings make sense both in 
the context of the theoretical framework incorporating the two theoretical concepts (bicultural 
assimilation and self-esteem) and the socio-cultural context.    
     Future research can now begin to ascertain the extent to which these relationships are present in other 
socio-cultural contexts and alternative border regions. For example, the border region between the United 
States and Canada, is idyllic for comparable analysis. In that native French speaking Canadians reside on 
both sides of the border, though certainly not to the same proportion as Spanish speaking citizens along 
the United States/Mexican border, similar research could be designed and implemented. Whether or not 
the relationships delineated in this study are present to the same degree and extent in the United 
States/Canadian border region should be empirically assessed.    
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Table 1 
Rosenberg (1989) Self-Esteem Scale  
Items followed by four ordinal response-choices in Likert format, ranging from ‘Strongly Agree’ to 
‘Strongly Disagree.’  
*Indicates a reverse coded item 
(1). I feel that I am a person of worth, at least on an equal plane with others. 
(2). I feel that I have a number of good qualities. 
(3). All in all, I am inclined to feel that I am a failure.* 
(4). I am able to do things as well as most other people. 
(5). I feel I do not have much to be proud of.* 
(6). I take a positive attitude toward myself. 
(7). On the whole, I am satisfied with myself. 
(8). I wish I could have more respect for myself.* 
(9). I certainly feel useless at times.* 
(10). At times I think I am no good at all.* 
 
 
Table 2 
Demographic Data in Tabular Format: 

Demographic data 
Gender: Women  60% 
  Men    40% 
Age:  17years to 35 years 
  Mean of 20.74 
Year in College:  

Freshman 46.9% 
  Sophomore 39.4% 
  Junior  11.9% 
  Senior    1.9% 
Marital Status: 
  Single  81.1% 
  Married              11.9% 
  Divorced   3.8% 
  Separated    .6% 
  Cohabitating   1.3%  
Number of Children: 
  Range from 0-3 

Modal category, ‘no children’ (84.9%) 
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     Many college students, from across the United States, will have the opportunity to experience other 
cultures through overseas programs that are offered at their respective colleges and universities during 
their tenure on campus. 
     These educational and service programs (often called “Travel Abroad” or “Semester Abroad”) have 
the potential to be beneficial for both the students and the cultures/peoples they come into contact with. 
However, the opposite may also be true; the experience could be detrimental and even dangerous for 
those same people if adequate preparations are not considered.  Preparing students for the mental and 
physical challenges that they will encounter during their travel abroad must be a top priority for the 
administrators of international programs.  A mandatory preparation phase, that occurs before the trip 
commences, can alleviate anxiety and prevent problems that may arise. The depth and quality of such 
preparatory programs is a critical element to the success for all those involved.  
     Facilitating 12 years of international travel programs for college students, and conducting research on 
the perceptions of student readiness led to the writing of this paper. Insights and data from four 
international travel destinations (India, Ecuador, Peru and Bolivia), along with current research, were 
used to facilitate important considerations regarding our pre-departure travel abroad programs. 
     The goal of this paper is to share data, insights, and findings with others who are interested in being 
intentional about building a sound program for travel abroad that is mutually beneficial to all those 
involved. 
Going Global: Preparing College Students for Travel Abroad 
     Sending students around the world through study-abroad travel programs has been a popular and 
highly valued option at Alma College. Most participants later note that their experiences in these 
multicultural locations leave a lasting impact on them and change their perspective of the world. These 
programs also allow students to gain an international perspective that is impossible to duplicate in any 
classroom setting or virtual tour. Boyd (2004) concurs, “Simulations cannot be compared to study abroad 
courses…” (p. 67). I firmly believe that studying abroad is an extremely effective way to improve a 
student’s ability with foreign language, develop a deep understanding of other cultures, and awaken an 
awareness and appreciation for life in our own country.  
     This paper endeavors to help individuals who are interested in improving or developing a pre-
departure program for students interested in traveling abroad. I start by providing the reader with points 
and/or issues that help lay a solid foundation for any travel abroad program. Lastly, I offer a pre-departure 
schedule, complete with eight sessions, that has worked well for me over the past 12 years in my short 
and long term travel abroad experiences.  
     My international studies experience has overwhelmingly shown that students who travel abroad gain a 
better grasp of the world in which they live and their place in it. Countless times, I hear personal accounts 
from students who explain that their travel experiences helped them realize how fortunate they are to live 
in the United States, and that they no longer take things for granted like family, food, safety, and 
sanitation conditions. At the same time, students often realized that their perspective of the world was 
very limited, and this change in thinking often changed their lives. In essence, life no longer revolved 
around the students themselves, or was focused on the American habits they had grown accustomed to; 
their experience provided them with a new understanding and appreciation for the life they live, and built 
a greater sense of openness and acceptance for others in this world (McGowan, 2007). Zhai and Scheer 
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(2002) concur and state that students often, “…saw how much the United States influences other 
countries” and “…gained appreciation, respect, and understanding of their host country and culture” 
(p.26). They go on to claim that “ 75% of the students believed that their study abroad experience was a 
great confidence builder for them; the confidence came from being able to survive in such different 
countries, the coping and travel skills they gained, and the ability to share their experience and knowledge 
with others.” (p.25) There is no question that increasing college students’ global awareness through travel 
abroad programs has benefits for those involved.  
     Offering our students these incredible opportunities can be valuable and rewarding, however, we must 
be very intentional about our preparatory programs in order to insure that our students get the most out of 
their experience. If we fail to adequately prepare our students, the trip may lack purpose and also be 
potentially detrimental or even dangerous for the student, their host family and others as well. Tritz 
(1997) understands this point and suggests that the success of the international experience is highly 
dependent upon the preparation that students receive before they travel abroad. Carey (2002) goes on and 
notes that we must have “intelligent preparation” to make sure that the students’ experiences are 
successful and satisfying.  I whole-heartedly agree with both Tritz (1997) and Carey (2002) and suggest 
that “intelligent preparation” must begin with a close look at the specific resources we have access to in 
our own International Studies Office on campus. 
     A solid pre-departure program should initially begin with an investigation into what types of resources 
are available at our own institutions. Many faculty members or group leaders are unaware that specific 
resources are available on campus, but most colleges do have some sort of  “International Office” that 
may have already developed an appropriate foundation for any pre-departure program. At Alma College, 
the International Office has a seven-step procedure that can be used by students who travel abroad. 
Students will: 
     Research and select a program of interest and officially registrar 

a. Complete initial forms (basic information) 
b. Give detailed information regarding eligibility and safety: emergency contacts, GPA, 

financial considerations, medical release,  disability and background check to identify 
problems such as alcohol/drug abuse or mental health issues (while on campus) 

c. Meet with director of Off Campus Program to initiate application process 
d. Attend a mandatory orientation 

     Utilizing the International Studies Office has helped me to identify and prevent many potential 
problems in other ways than those mentioned above. At times, some countries are placed on a travel 
advisory list, indicating that there may be a potential danger for American citizens, and the International 
Office is constantly updated with this important information. Another potential problem, that leaders may 
overlook, is the mental health of students who travel abroad. College students may seek assistance in this 
area during their travel time, and it is critical that we are prepared to help. Christiana Groth, a risk analyst 
for United Educators, which insures more than 800 colleges and providers, claims that when students go 
abroad “stresses are likely to intensify and access to quality (mental health) care may be limited”. In fact, 
in some countries, certain medications (such as Adderal which treats attention deficit/hyperactivity) are 
banned. Therefore, anyone traveling abroad with a preexisting medical problem should always carry a 
letter from the family doctor that explains the condition and lists prescription medications and the generic 
alternative to those drugs. During travel abroad, medications must be packed in their original containers 
and clearly labeled. Students and their families should also check with the foreign embassy of that 
country to be sure required medications are not considered narcotics and are therefore illegal. The 
following sites can be very useful for finding more information about medical concerns.  
• http://travel.state.gov/travel/tips/brochures/brochures_1215.html  (For general information about each 

country regarding medical treatment, filling a prescription, and access to a U.S. consular to help assist 
in locating medical services.) 

• http://www.state.gov/s/cpr/rls/dpl/32122.htm  (For information regarding preexisting medical 
problems and if required medications are considered illegal.) 
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     Medical concerns must be an issue that group leaders are prepared for, and the International Studies 
Office can be a tremendous help. Another valuable role is that of crisis management. One recent example 
was during my May 2011 trip to Peru; a female student became extremely dehydrated and needed 
immediate medical attention including an IV. Our International Studies Office was paramount in 
communicating with insurance companies and keeping parents informed during this difficult time.  What 
was especially helpful was the plan of action that had been developed before

     Considering the growing popularity of short-term study abroad trips, and the potential pressures to 
quickly recruit students into these programs, there may be a tendency for leaders to develop travel abroad 
programs without adequate preparation. Patricia Martin, associate director of study abroad at the 
University of Pennsylvania has seen this tendency and states, “there is such a rush to do things…without 
looking at the infrastructure…you have to support it.”  The importance for leaders to give full 
consideration to adequate preparation, starting with on-campus infrastructures like an International 
Office, is vital. Being fully prepared, before leaving the country, is a great place to start, even before the 
packing begins. 

 we left. This put all of our 
minds at ease in knowing that lines of communication were open, there was an effective plan in place, and 
that anyone involved could get the help they needed. I have greatly benefited from the expertise and 
wealth of knowledge that the International Office provides, and strongly recommend that any trip leader 
examine this resource first.  

     A second important aspect of any pre-departure program involves the idea of developing critical 
reflection strategies with the students. Teaching them how to “pack” (being able to develop critical 
reflection skills before they go), and then “unpack” (using those skills to identify key points that enhanced 
the success of their international experience) can make a world of difference. When I talk to my students 
about “packing” and “unpacking” for the trip, I am referring to their ability to critically reflect in ways 
that can positively impact their lives, including future plans. If the students are not given a chance for 
deep and meaningful times of reflection, they may have difficulty expressing the impact that the 
experience made on their lives. These students may claim that it was “fun” and the overseas trip felt like a 
“vacation” and they “learned a lot”, but they have a harder time expressing deeper and more important 
issues. If, however, students are able to connect their travel experience to “contexts” (such as work or 
personal growth areas) and apply what they learned, then the benefit will be to the fullest. In order to do 
this, students must be guided toward pre-established points, and asked key questions during purposeful 
discussion sessions of “packing” before they go in order to clearly focus on a deeper and more 
meaningful purpose. They then engage in an “unpacking” workshop when they return home, so that they 
can critically reflect on those points with a new perspective. These purposeful times of self-reflection can 
relate positively to their personal growth, and even their future employment. 
     A research brief developed by CERI (Collegiate Employment Research Institute  -Research Brief 1-
2008, Michigan State University) rightly claims that many colleges advertise the importance of travel 
abroad for future work opportunities, especially during times of recruiting or hiring. However, current 
findings by CERI also suggest that employers actually put a low

     In a survey, completed by CERI in 2004, 450 employers were asked to identify specific traits that 
made some recent hires (those who had international experience) different from others (those who did not 
have international experience). Four traits were considered highly valuable, including:  

 importance on study abroad as compared 
to other activities. Many assume, including international study abroad offices and trip leaders, that having 
a study abroad experience naturally benefits students on the employment front. CERI’s data, however, 
indicates that most students are unable to articulate their international experience in ways that are 
meaningful to employers and suggests, “study abroad has value to employers but students must unpack or 
critically reflect on their international academic experiences and reframe their stories in the context of the 
workplace” (Pg.2). The focus must be on behaviors and competencies, not just the experience itself.  

• Ability to interact with people who hold different interests/values/perspectives  
• Understanding cultural differences in the workplace 
• Adapting to situations of change 
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• Gaining new knowledge from experiences 
     Employers also suggested that recent hires with

• Ability to work independently, 

 international experiences excelled in the following 
ways, as compared to their peers without the experience: 

and
• Being able to undertake tasks that are unfamiliar/risky 

 yet effectively with others 

• Being able to apply information in new or broader contexts 
• Identifying new problems/solutions to problems 

     Employers were very clear in stating that simply traveling abroad did not guarantee that these 
competencies would develop, but the value of the study abroad program depended on the ability to reflect 
on the experience and apply it to a work situation. In order for this to occur, students must attend 
workshops or seminars where they participate in focused activities that identify and foster appropriate 
behaviors and competencies gained during the travel experiences. CERI’s re-entry program, Unpacking 
Your Study Abroad Experience, is a workshop that lasts for approximately 2 hours. The following 
information is a brief account of a CERI workshop at Michigan State University for those that traveled 
abroad; students were given four items to focus on: 

• 
-Shifting the focus away from academics and toward the workplace 
Skills and competencies that are important to employers (15-20 minutes) 

-Discussion about specific competencies preferred by employers 
-Key skills are defined in the context of the workplace 
-Skills/competencies associated with the study abroad are introduced 

• 
-Brief introduction of authentic reflective practices (10 minutes) 
Authentic reflective practice exercises (time varies, dependent on enrollment)  

-Students are given suggestions for engaging in real, not faked, reflections 
-Groups of students volunteer for a debriefing (unpacking) experience; key skills or competencies 
are practiced (30 minutes per student group) 

• 
 -After connections are made to personal career goals/interests, students typically can create a list 

of items describing knowledge and skills gained that they can incorporate into a resume or 
personal statement. 

Debriefing the unpacking exercises  

 -Each interview is customized to help the student think about their experience in new ways, 
tailored toward their intended career trajectory. 

 -The goal is to probe for depth, to help the student increase conscious learning, to transfer skills, 
and to articulate meaning backed with concrete examples that can be used in interviews with 
employers. 

• 
-Students participate in “unpacking exercises” with their peers. (This mimics the reflective steps 
that were introduced earlier by the leader.)  

Wrap-up exercises (30 minutes) 

-Students are taught ways to present skills/competencies on resumes and during interviews . 
     These workshop ideas challenge the students to consider the deeper meaning of their study abroad 
experience, and analyze how it may have helped them develop academically, culturally, professionally, 
and personally. Though this style of debriefing or unpacking may not fit all pre-departure programs, I 
believe that reflection exercises of some sort are a critical component for any travel abroad experience.  
     Another foundational point for preparation involves clear and effective communication capabilities 
with parents and family members during the travel experience. Knowing that the availability of Internet 
access for email, and phone use for international calling will be different in foreign countries, the trip 
leader must develop a plan, well in advance. One resource that I have found very helpful is to create a 
webpage that can be accessed through Wikipedia. Dr. McNally, computer professor and colleague from 
Alma College, introduced me to this form of communication, and we trained our group of college 
students before leaving for a short-term travel abroad experience to Cusco, Peru. Students set up their 
account before leaving campus by creating a brief information page that included their career focus and 
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goals for their trip. We included an introductory disclaimer stating that Internet access would depend on 
availability at our destination sites. Each day one student was responsible to write a travel log that 
documented our location, our activities, and pictures of things we experienced during the day. Parents 
could log onto the same site to learn what we were doing, view pictures, and read the dialog of what the 
students were experiencing.  It also allowed the leaders to see through the eyes of the student; their 
narratives and pictures showed us what they were learning and revealed their reactions to the country. 
These travel logs initiated daily discussions with our students, and were great opportunities to address the 
“packing” and “unpacking” of information that they were gleaming from the trip. Parents could 
communicate with their son or daughter by making comments on the log, much like posting on a 
Facebook page. Dr. McNally stated,  
     "Probably the most important aspect of the Wiki was giving the students an  opportunity to express 
themselves during the trip, both textually and through the photos they were taking.  Families, friends, and 
the Alma College community could follow along as we participated in South American culture." 
     I found the “Wiki” to be extremely user friendly and very beneficial for all parties involved. You may 
view more specifics and experience our 2007 trip to Peru by visiting the following site: 
www.mcs.alma.edu. You must choose: Spring Term Courses –Peru Spring Term 2009: STC 002: 
Language & Service in the Andes. While everyone is invited to browse the site, editing is restricted to 
class members only. 
     Another valuable information source, that can be easily overlooked, should be the advice of directors, 
educators and liaisons from the destination countries. I have had the pleasure to work alongside four 
different liaisons and directors of programs that we have utilized when traveling abroad in Peru, India, 
Bolivia and Ecuador.  The wealth of information that these experts shared was very helpful to me as I 
planned future trips.  Each director was willing to complete a survey I created, that asked questions like:  

• “What do you see in American students, especially those from Alma College, that may indicate 
inadequate preparation for participation in your programs?  

•  “What concerns do you have about foreign students who come, and appear to be somewhat 
unprepared?” 

• “What advice could you give us for better preparing our students to travel abroad, with special 
consideration for your location?” 

Four main themes, or ‘recommendations’, emerged from these surveys, which impacted our students’ 
success as they traveled, and also spoke to the safety of the local people while our American students 
visited their schools, homes and marketplaces.  

     The first recommendation involved the need for students to know more about the heritage and history 
of that culture, including different behaviors. Cultural values and behaviors exist for good reasons; the 
more we understand them and show tolerance for the differences, the more we learn and grow. Initially, 
students may observe behaviors that differ from their own and react negatively. One example of this was 
evident in India: male friends often walk hand in hand as they converse in public. This made some of my 
students shriek in disbelief, simply because they did not fully understand the cultural norms for behavior. 
Another example was the difference in food habits, such as the Peruvian heritage of eating guinea pigs; 
some students turned up their noses to such an idea, yet others were willing to try new things without 
judging or criticizing. Students must realize that just because things may be different, they are not “bad”, 
“wrong” or “weird”. At the very least students must acknowledge their own personal need to develop 
patience and tolerance for cultural differences, without showing pride or contempt.  
     The second recommendation was being able to “roll with the punches” and practice flexibility during 
stressful times.  Many things can happen unexpectedly or differently than in the United States, and living 
in a different culture provides a great learning opportunity to practice patience. Most of our foreign 
directors indicated that the fast pace of the American lifestyle is often shown in our students’ attitudes. 
Too many times our students held unrealistic, American expectations for foreigners, like taxis that arrived 
late, meetings that didn’t start on time, or food prepared in different ways. Students lost patience, which 
quickly led to frustration and then disappointment. One liaison stated that, “they (our students) might as 
well pack up and go home because they have unfortunately made an expectation we can not meet…we 
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are not America, and we are not fast-tracked American people”.  
     The third recommendation simply focused on the lack of respect. The liaisons gave several examples 
when students did things that shocked their teachers, host families and international peers. The liaison 
from Ecuador stated,  “it is always the American student in our classes that puts feet up on the table, is 
dressed inappropriately, or just sits there while the rest of the class stands to greet the instructor for the 
day”. Another liaison gave the example of a student who went home to their host family in the evening 
and shut the door to their bedroom, isolating themselves away from the family, then went on to say that 
many “American students often complain about the food within ear shot of the host mom or dad in some 
format”. Showing a lack respect, to the point of rudeness, is unacceptable and reflects poorly on our 
country as a whole. 
     The final recommendation revolved around irresponsibility and immaturity with drugs, alcohol or 
unnecessary risks (such as walking alone at night) in unfamiliar locations, or with people they’ve just met. 
The liaisons expressed that most students (not just Americans) took risks with drugs or alcohol to a point 
that jeopardized their own safety, or that of their group. All liaisons and directors claimed that alcohol 
was the main factor in most negative student issues, and unfortunate incidents had occurred so many 
times that they “lost count”. They explained that when they had helped students through traumatic issues, 
like rape, robbery, lost passports, or unannounced visits from strangers, most had occurred due to students 
choosing to take unnecessary risks.  
     In order to minimize, as much as possible, the occurrence of these risk-taking behaviors, I have 
developed trip policies that my students must agree to follow. All of the previously stated research data 
should also be considered when formulating your own pre-departure schedules, which cannot guarantee 
student safety, but encourages them to be alert to certain things during their travels and to heed the 
concerns of experienced people who have seen unfortunate things occur. As you develop your own pre-
departure preparation goals, consider these five by Grove (1989):  

• To help students focus on their own culture (values and behaviors) 
• To help students develop realistic expectations 
• To help ease pre-departure anxiety 
• To describe the program and system of expected behaviors 
• To give practical and logistical information 

I would add four additional ones: 
• To allow students to research, examine, and compare cultural norms and behaviors 

associated with the country we are traveling to 
• To introduce students to some basics about the language spoken in our destination 

country 
• To create reflection time on identified issues, or “unpack” what they have experienced 
• To facilitate student reflection on and appreciate for what they have here in the United 

States of America 
     After setting some clear goals, it is time to consider a schedule that allows ample time to achieve 
things mentioned thus far. I start early enough in the academic year to complete eight workshops that I 
deem as ‘critical’ for the students’ well-being and to build an understanding of the culture they are going 
to be experiencing. It is important to start early enough to allow time for student recruitment, chaperone 
training, travel arrangements, and finalization of trip finances. 
     Once the initial trip logistics are finalized, I begin the 8 sessions and 2 packing workshops (“How to 
Pack” and “Unpacking your Trip”). All sessions are mandatory and are completed before students travel. 
The goal of each sessions is to predict, discuss, reflect, and learn as much as possible before we travel. 
Each session lasts for 2 1/2 to 3 hours, and typically has the following key components: 

• A main topic, including time for questions and answers 
• Guest speaker time may include: trip chaperones, students who have traveled with me in 

the past, the on-campus nurse, or local people who are also citizens of our travel 
destination 
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• Time for language development/acquisition opportunities 
• A slide show, from prior trips, to show visual representations of our destination. 
• A group presentation by the student participants over pre-assigned segments, such as: 

geography, education, flora/fauna, specific sites of interest, economics (the topic usually 
matches each student’s area of interest or career choice) 

The following is a more detailed itinerary that I have used in the past, and is easily achievable if your 
program starts in November and continues in a timely fashion throughout the academic school year. My 
meetings are held later at night (8 – 10 p.m.), due to the time constraints of students’ class schedules. 

Session # 1: Main Topic: Purpose and Logistics.  
-Costs, locations, detailed schedule of trip, options and choices  
-Meet the chaperones and discuss their roles 

“Packing Workshop

Session #2: Main Topic: Passports/Visas/Immunizations 

”: This 1-hour workshop encourages students to look at key questions they 
should try to answer during their travels abroad.  Students are encouraged to develop “contextual” 
questions about specific issues (what they want to understand about themselves or their future 
throughout this experience).  These questions may help a future employer see an added value in 
them, if hired.  

  -Trip rules and Host family group selections 
  -Student Group Presentation #1 - Geography, Flora and Fauna 
  -Guest Speaker: “Use of free time”  
  -Language Acquisition Exercise 
 Session #3: Main Topic: Selection Service/Free Time Options/Culture   
 -Student Group Presentation #2 - History and Cultural Specifics 
  -Guest Speaker: “Volunteer service opportunities and trip options” 
  -Language Acquisition Exercise 

Session #4: Main Topic: Currency/Spending Money/Tipping 
  -Student Group Presentation #3 - Economics and Political Highlights 
  -Guest Speaker: “Obtaining and spending money, and tipping” 
  -Language Acquisition Exercise 
 Session #5: Main Topic: Safety, Health/Sickness, Diet/Clothes  
  -Student Group Presentation #4 - Education and Family Issues 
  -Guest Speaker: “Safety, food, water, and clothes” 
  -Language Acquisition Exercise 
 Session #6: Main Topic: Transportation Issues (Car/Taxi/Bus/Horse) 
  -Student Group Presentation #5 - Native People Groups  
  -Guest Speaker: “Host family living” 
  -Language Acquisition Exercise 
 Session #7: Main Topic: Host Families and Living Arrangements 
  -Student Group Presentation #6 - Specific Trip Sites 
  -Guest Speaker: “Perceptions of trip sites” 
  -Language Acquisition Exercise 
 Session #8: Final Topic: Culture Shock/Packing/Final Details     
  -Guest Speaker: “Culture Shock and Home Sickness” 
  -Language Acquisition Exercise 
 “Unpacking Workshop”:

situations (i.e. future job, graduate school, etc.). Whole group discussions take place where each 
student has the chance to share their reflections and apply them 

 This workshop takes place after the student returns  to campus. It is 
critical to allow time for the student to reflect on the experience.  We want to “unpack” what they have 
learned and be able to apply it to contextual  

to their future.  Ideas are generated about ways to use the experience they’ve 
gained on a resume, during a job interview, or in their area of employment. 
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     In summary, there is no question we are becoming a more travel-orientated society. In my estimation, 
as our students become more globalized it is vitally important that they have a beneficial knowledge of 
other cultures other than just having “fun” by experiencing intentionally designed travel abroad programs. 
While both short and long-term situations can be incredibly impactful on our students by providing life-
changing experiences, we must also realize the potential of overwhelming, daunting and dangerous 
situations if appropriate preparations are not made.  
     Our students need more than just a “fun vacation” where they learn and see “ tons of neat stuff”. 
Growing personally, academically and professionally doesn’t occur by happenstance. We must have a 
well thought out pre-departure program that: helps our students learn specifics about the culture they plan 
on visiting, teaches basic language acquisition, and allows time for personal reflection. Our time abroad 
must be intentional toward the goals that we identified, and must take into consideration the wise counsel 
of our international liaisons and directors. Upon returning to our home campus, we must allow time for 
reflection, articulation, and application of what was learned to our future goals. In essence, travel abroad 
programs must be purposeful during the preparation stage, enjoyable during the travel stage, and 
reflective during the return stage. In this manner, after “going global” and taking groups of students 
abroad, we can rest in knowing that we have done our best to assure the safety and growth of everyone 
involved. 
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     Richard Gargiulo illustrates the general categories of special education found in regular education 
classrooms in the textbook Special Education in a Contemporary Society. This undergraduate/graduate 
textbook surveys the various categories of exceptional children found in the inclusive classroom. It is an 
excellent resource illustrating the diversity that exists in public school classrooms for pre-service/graduate 
level general and special education teachers currently working in the field. 
     Gargiulo’s textbook consists of fourteen chapters, all of which describe categories of individuals with 
special needs. Each chapter provides information for the reader that relates specifically to particular 
categories of exceptional children. This textbook provides specifics related to higher incidence and lower 
incidence categories of exceptional children, details information about each one relating to their 
definition, prevalence, etiology, characteristics, assessment, instructional approaches, and the trends, 
issues, and controversies relevant to each one. This book also touches on how different categories of 
exceptional conditions affect the individual and their families. 
     Most students who read this textbook will begin the text with little knowledge of special education. 
Gargiulo’s discussion is readable and accessible. His purpose is twofold: to educate about the different 
categories of exceptional children in inclusive classrooms, and to include the personal experiences of 
parents and students, which provides a humanistic account for the reader. Garguiulo engrosses the reader 
using first person narratives and chapter opening vignettes.  
     Gargiulo has a rich background in teaching which helps establish his foundation for Special Education 
in a Contemporary Society. His early teaching background consisted of three years in early childhood 
special education, followed by the completion of a Ph. D in human learning, child development, and 
behavioral disabilities at Madison. Most influential to Gargiulo’s book is the humanistic side of 
exceptional children he explores. He admits early on that special education and teaching is his “passion” 
in large measure because he has four daughters who were exceptional: three have talented and gifted 
learning needs, and one has a disability. Using his personal experience and professional knowledge of 
exceptional children, Gargiulo builds his text on the foundations of special education which provide a 
framework for his exploration of the categories of exceptional children. 
     The book is divided into two parts: “Foundations of Special Education” and “ A Study of Individuals 
with Special Needs.” Each chapter starts with anticipated learning objectives and concludes with a series 
of a chapter- in- review questions, key terms, and learning activities.  Chapters 1-4 provides the 
framework for understanding special education. These chapters provide the definition, prevalence, key 
laws and educational reform, assessment process, and educational placement. Special features in these 
first four chapters are the first person stories about actual individuals with exceptional learning needs, and 
an included timeline with important key historical dates in special education in the United States. Video 
clips are also included on the open access study site for the topic of Co-teaching which is in chapter one. 
     Part II of the book consists of the chapters 5-14. Each chapter describes a particular type of 
exceptional child. These chapters are higher and lower incidence exceptionalities. The chapters contain 
information about diverse topics of individuals with exceptionalities and include: intellectual disabilities, 
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learning disabilities, attention deficit hyperactivity disorder, emotional behavioral disorders, autism 
spectrum disorders, speech and language impairments, hearing impairments, visual impairments, physical 
disabilities, health disabilities/low-incidence disabilities, and individuals who are gifted and talented. The 
categories are organized in a consistent format within each chapter. 
     Chapters 5; through 8, and 10 discuss the higher incidence exceptionalities. These are the categories 
of: intellectual disabilities, learning disabilities, attention deficit hyperactivity disorder, 
emotional/behavioral disorder, and speech and language impairments. These are the categories of 
exceptional children found most often in the general education classroom. Some highlights are the 
differences between the different types of emotional/behavioral disorders using Quay and Peter’s 
Dimensions of Problem Behaviors, the section describing the diversity of the types of students in the 
category, and the inclusion of trends and issues section which mentions the value of technology for 
managing behaviors.  
     Chapters 9; through 14 focus on the categories of autism spectrum disorders, hearing impairments, 
visual impairments, physical disabilities, and health disabilities which are low incidence exceptionalities, 
or individuals that are infrequently included the inclusive classroom. Some highlights from the chapters 
on lower incidence disabilities include the section from chapter 9 that dispels the myths and defines the 
characteristics associated with the largest growing category of exceptional students, autism spectrum 
disorders. This chapter also includes a Suggestions for the Classroom Section with valuable tips and 
strategies for including students with high functioning individuals. Chapter 14 remedies misconceptions 
about what constitutes a gifted and talented student. The Insights section in Chapter 14 addresses the 
Myths and Truths about Gifted Students. 
     This textbook stood out from other textbooks of this genre because of Gargiulo’s inclusion of the 
chapter opening vignettes by parents of children with disabilities, and the inclusion of the first-person 
feature stories which are written by actual individuals with  exceptionalities. These two additions to this 
text provide a humanistic connection to the reading and give the reader a deeper understanding of the 
feelings associated with having an exceptional learning need.  
     The only difficulty with this textbook is the organization. The textbook would be easier for a pre-
service student with little background in special education to understand if it were organized around 
higher and lower incidence disability categories. If it were divided with the higher incidence disabilities in 
one section or group of chapters, and the lower incidence disabilities organized together in another set of 
corresponding chapters, the material would be easier to indentify.  
     The terminology or jargon in the text is also advanced for pre-service students with little or no 
experience with special education, especially if the text were used at the undergraduate level. Based on 
the structure of the book and the technical difficulty associated with the jargon used throughout the 
chapters, it would be a nice fit for pre-service/graduate students majoring in special education. These 
students are generally more serious about understanding the terminology and have an interest in 
synthesizing and applying the information contained in the chapters. This textbook is useful for providing 
special education majors a rich, humanistic understanding of the diversity which exists within the 
categories of exceptional learners in contemporary inclusive classrooms from multiple perspectives. 
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