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 The Individual’s Value of Time - Implications for Labor Supply 
 
 
 

Raymond J. Ballard 
Texas A&M University-Commerce 

 
 
 
     In this paper we are concerned with the individual’s use of time not associated with leisure time. 
Leisure time is left out of the utility functions so it is not considered as a “good”. Time is viewed here as 
having four uses. The individual is assumed to produce all consumption in a non-market production 
function by combining time outside of work time and goods purchased in the market. The usual approach 
has been to view utility attainment as depending on wage income and leisure time.  
     The usual approach results in an income and substitution effect. However if we include the concept of 
transaction time, additional substitution effects are shown to exist. Below we show the implications for 
behavior of where transactions time is accounted for. 
Model 
     We will assume the individual is involved in market activity to sell labor time and to purchase goods 
and services. By market time we mean time used to earn an income plus transactions time related to 
earning an income and transactions time related to purchasing goods and services. All other time available 
is viewed as being used in the individual’s non-market production function. We will assume that a 
positive amount of time is initially allocated to all the above uses.  
     We assert that the individual attempts to maximize utility by allocating time between selling his/her 
time for an income (market activity) and non-market production and purchasing goods and services 
(market activity). We note that transactions time is not independent of these choices. We assert that the 
individual attempts to maximize (1) below: 

1) U=U(C), where U represents utility attainment and (C) represents real consumption. This utility 
function is assumed to the twice differentiable. The consumption bundle (C), is produced by 
combining market purchased goods and services (G). With non-market time (N) in a non-market 
production function.This is shown in (2) below: 

2) C=C (G, N), where (G) represents the composite of purchased goods and services and (N) 
represents non-market time. We view all consumption as being produced in (2) above. For 
example in producing transportation, the individual can choose combinations of market purchases 
and non-market time. He/she can purchase an old car and do maintenance and repairs. Or they 
can purchase a new car every year and purchase maintenance in the market (take the car to the 
dealer).The first choice implies that the individual chooses to combine a large amount of non-
market time with market purchases (the old car) to produce transportation. The individual’s 
choice of a particular combination of purchased goods and services and non-market time in 
producing the consumption bundle depends upon economic valuables such as wage rate, skill’s 
possessed by the individual, etc.  
     The individual is viewed as being subject to an income constraint (3) and a time constraint (4). 

3) W (1-t) L + γ = PG (1+σ) 
4) 1= L + N + T  

     Where (W) is the wage rate, (t) is the income tax rate on wages, L is labor time sold in the 
market, (γ) is an income shift parameter, (P) is a price index for goods and services purchased, (σ) 
is sales tax on goods and services purchased in the market, (N) is non-market time and  (T) is 
total transactionstime. TLtransactions time associated with selling labor andis a positive function 
of (L) and a constant (α), where (α) is a shift parameter used to show changes in theefficiency of 
transactions time related to selling labor time. Note, a positive change in (α) indicates a decrease 
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in efficiency (i.e. a given number of labor hours sold are associated with moretransaction 
time)(information costs , road congestion, etc.). TG

     (T

 is transaction time related to purchases of 
goods and services. 

G

5) T = T

) is transactions time associated with purchasing goods and services and is a positive 
function of goods and services purchased and a constant (β), a shift parameter used to indicate 
changes in the efficiency of transactions time related to purchasing goods and services. A positive 
change in (β) indicates a decrease in efficiency, since a given amount of goods and services 
require more transactions time. Note, (β) is a function of market condition, such as the cost of 
information. These conditions are related in (5-7) below: 

L+ TG

6) T
, 

L = TL

7) T
(L, α),  

G = TG

Equations (5-7) are constraints and can be combined to get equation 8 below: 
 (G, β), 

8) w(1-t){1-N-[TL(L, α)+TG

To maximize utility, the individual attempts to maximize the Lagrangian function (9) 
(G, β)]} + γ – PG (1+ σ) = 0 

9) U [C (G, N)] +λ {w (1- t) [1- N- [TL(L,  α) + TG

     Necessary conditions for maximization of equation (9) are the following: 

(G, β)]} + γ – PG (1 + σ) = 0, where choice 
variables are N, G and L. 

(a)      The marginal utility derived from goods and services (G) through their effect on 
consumption must equal then marginal opportunity cost in terms of the market price of goods 
and services (P) including sales tax, plus foregone purchases valued in terms of the marginal 
utility. 

     Income and substitution effects of the inclusion of transactions time can be derived. 
     An increase in wage rate can be shown to produce an income and “two” substitution effects.  
     There is a cross substitution effect relative to non-market time. 
     An increase in wage rate increases the implicit component of the price of goods and services. 
Since transactions time is now valued based on a higher wage. This implicit increase in the price 
of goods causes a substitution away from goods toward non-market time. The own substitution 
effect is produced by changing the price (opportunity cost) of non-market time relative to the 
price of goods. The inclusion of transactions time has implications for low wage areas vs. high 
wage areas which have implications for retail locations, type of retail, etc.  

     It can be shown that an increase in the individual’s wage rate raises the price (opportunity cost) of non-
market time relative to the price index for purchased goods. The net effect of these two substitution terms 
can be shown to the negative. Because goods purchased and non-market time are substitutes, the signs of 
the two substitution effects are the expected signs. Assuming non-market time is a “normal” input in 
producing the individual’s consumption bundle, then the income effect of an increase in wage rate will be 
positive. If the positive income and cross substitution effects are of larger magnitude, the larger will be 
the purchased goods input in the individual’s production function. But, the net substitution effects are not 
known a priori, so it is an empirical question as to whether the positive income effect (due to wage rate 
increase) or the negative net substitution effect will be dominate. If magnitudes are similar in value, we 
expect to find that measured wage elasticities of demand for non-market time are not very sensitive to an 
increase in wage rate. From casual observation of trends in the economy (U.S.) an inverse relation can be 
seen between real wage rates and the mean amount of labor time sold in the market. In countries that have 
relatively low per capita wages, we see that as the real wage rate rises, labor time sold in the market 
begins to decline sooner than we would expect. That is, it appears that individuals in countries that have 
relatively low per capita incomes, begin to substitute non-market production for market production 
(selling labor time) at a lower wage rate than the wage rate at which individuals in countries having 
relatively high per capita wages begin to substitute non-market production for market production. 
     In terms of the model, these observations imply that for individuals in countries with relatively low per 
capita wage, as the real wages begins to rise, the negative own substitution effect at first dominates the 
positive income and cross substitution effects. Then beyond some real wage rate, the positive income and 
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cross substitution effects begin to dominate. If relatively low real wage rates reflects relatively low market 
productivity, we can say that individuals in countries that have relatively high real wage rates are more 
productive in market production (labor time) than are individuals in countries that have relatively low 
wage rates. But, this does not explain why individuals in countries with relative low real wages tend to 
substitute non-market production for market production (labor time) at a lower wage rate. The 
explanation must be that the difference in market productivity and non-market productivity is less in 
countries having relatively low wages and that the difference in market productivity and non-market 
productivity is greater in countries having relatively large real wages. 
     Traditional labor supply theory attributes the change in the individual’s hours of market productivity 
(selling labor time), due to an increase in real wage rate to the net effect of a positive income and a 
negative own substitution effect. The negative own substitution effect is produced because an increase in 
the real wage rate raises the price (opportunity cost) of leisure. 
     In terms of labor supply (labor time sold in the market), as the real wage rate rises we expect that 
individuals with a relatively large purchased goods input relative to non-market time input, to decrease 
labor time sold in the market by a larger amount than individuals with a relatively small purchased goods 
input when positive effects dominate. When a negative effect is dominant for both groups of individuals, 
we expect individuals with relatively large purchased goods input to increase market production (labor 
time sold) by a smaller amount than individuals who use a relatively small goods input. 
     If transactions time is ignored, the distinction between the magnitudes of response by individuals with 
relatively large goods input to their production function and individuals with relatively small goods input, 
when both respond in the same distinction is obscured. We suggest not only that the inclusion of 
transactions time means that a change in real wage rate not only affects the individual’s location on their 
individual labor supply curve, but also, that the inclusion of transactions time affects the wage rate 
elasticity of individual labor supply between the two groups (or wage rate elasticity of the demand for 
non-market time). This is the case become the inclusion of transactions time results in three effects on the 
individual’s demand for non-market time (supply of labor) when the real wage rate increases or decreases. 
It should be clear what the effect of an income tax rate increase as a sales tax income (t + σ) would have 
on the behavior of the individual’s allocation of time to labor time and to non-market time. 
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The Constitutionality of Obamacare: 
A Pre U.S. Supreme Court Review 

 
 
 

Sue Burum 
Minnesota State University, Mankato 

 
 
 
     Election results for 2011 are now in (Trumbull, 2011). Ohio, usually a big swing state in elections, saw 
its voters dish up big servings of humble pie for both parties to chew on this holiday season.  The 
Republicans cannot be cheering. One of their prescriptions for cutting government spending and curing 
budget deficits was to curb the power of unions. The voters overturned a proposal to curb the bargaining 
power of public-sector labor unions. Those exact same voters did not boost President Barack Obama’s 
reelection hopes. They also passed a ballot initiative that would not allow a government to force people to 
buy health insurance. If public opinion polls governed, the federal appellate courts would feel out of step 
with the voters. In Virginia, the Republicans picked up at least one Senate seat. In another other state 
Senate race, it appears Republican Bryce Reeves has a lead of 226 votes. The closeness of this election 
could result in a recount. If the Republicans win two new seats in the Virginia Senate, they will be the 
majority party in that body. At the same time the voters in Virginia may have made the Republicans the 
majority party in their state Senate, a federal appeals court in Washington DC upheld “Obamacare.” This 
contained the very individual mandate that the Ohio voters rejected. The voters in Virginia were also most 
likely the justices’ neighbors. The country is still closely divided. Some issues even seem to divide people 
within their party. The individual mandate appears to be one of these closely watched and divisive issues. 
People do not like being told they must purchase health care of face a monetary penalty. If the U.S. 
Supreme Court decides to hear a case on health care, the case could be the most politically divisive case 
since the Bush-Gore election. The stakes in the case would be large. The case would determine how much 
power the federal government has to control individual actions and lives in modern times.  
     Congress passed the Patient Protection and Affordable Care Act (ACA) on March 23, 2010 (Patient, 
2010). President Barack Obama signed the act in to law on March 30, 2010. This law provided for 
sweeping reform of this country’s healthcare system. This was the first legislation to provide for more 
universal health insurance. This was accomplished by requiring people to purchase insurance or pay a 
penalty. Despite the fact that the vast majority of the provisions in the act would not take effect for quite 
some time, court challenges to the Act’s constitutionality began immediately. While some people saw the 
act as long overdue and a way to control healthcare costs while expanding coverage, others saw this act as 
an unconstitutional power grab by the federal government. This paper will primarily focus on the 
following two cases: Liberty University, Inc. v. Geithner (Liberty, 2011) and Thomas Moore Law Center 
v. Obama (Thomas, 2011). The U.S. Appellate Courts reviewed five cases involving the ACA. The 4th 
Circuit rejected two cases for lack of standing. The two cases were similar. This paper will focus 
on Liberty. In Liberty, the appellate court decided that federal courts do not have jurisdiction to hear the 
case challenging the ACA at this time. The challenged aspect of the ACA, the individual mandate, does 
not take effect until 2014. The penalty for not complying with the act is not collected until 2015. The 
Anti-Injunctive Act (AIA) of the tax code also bares cases until taxes are actually collected (Anti, 1867). 
Three U.S. Courts of Appeals found standing and decided whether the ACA was constitutional. Two of 
the courts upheld the constitutionality of the ACA, while one court found the individual mandate 
unconstitutional. The arguments in the three cases were similar. The court in Thomas Moore focused on 
the challenges to the ACA’s individual mandate under the Commerce and Taxing Powers of Congress 
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and found the ACA to be constitutional. This case will be examined and the other two incorporated where 
necessary.      
     The first issue federal courts must consider is whether federal courts even have subject matter 
jurisdiction over cases currently arising under the ACA.  In Liberty University, Inc. v. Geithner, Fourth 
Circuit Court Judge Motz wrote the majority opinion for the appellate court. The ACA amended the 
Internal Revenue Code by adding an individual mandate. This mandate requires individuals to maintain 
minimum essential coverage either from their employer or by purchasing the coverage. They are assessed 
a penalty if they refuse to do so. Large employers will have to pay a penalty if at least one full-time 
employee receives a tax credit to pay for their premiums or an employee receives a subsidy to pay for 
their health care costs. The day the President signed the ACA into law, the plaintiffs in Liberty

     At the district court level, the government moved to dismiss the case. The government argued that the 
Anti-Injunction Act (AIA) bars the district court from deciding the case on the merits. The AIA says “no 
suit for the purpose of restraining the assessment or collection of any tax shall be maintained in any court 
by any person.” The act only forbids pre-enforcement actions. People can always pay the assessment, 
seek a refund, and then bring an action in federal court if the refund is refused. The US District Court 
reached the merits of the case by concluding that federal courts have jurisdiction to review the case now. 
They concluded that the AIA only applies to taxes, not penalties. Taxes are designed to collect revenues. 
Penalties are designed to change behavior. Any revenue collection under a penalty is merely incidental.  
Congress did not specifically extend the term “tax” in the AIA to include the challenged penalties. The 
failure to comply with the individual mandate imposes penalties, not taxes. The District Court then 
concluded the penalties were a valid exercise of federal power under the Commerce Clause. 

 filed an 
action to enjoin the government from enforcing the act. Two people said they made a personal choice not 
to purchase heath insurance and do not plan to do so in the future. They claimed Congress only has the 
power to tax certain purchases, not to tax citizens who choose not to purchase something. They also argue 
that the law exceeds Congress’s power under the Commerce Clause. Liberty, a private Christian 
university in Lynchburg Virginia, said the employer mandate would impose tax penalties on the school 
because it has employees who will not comply and will either receive a tax credit or cost-sharing 
reduction. The penalties will cause the school financial hardship. The school claims the employer 
mandate is an improper tax and exceeds Congress’s authority under the Commerce Clause. The plaintiffs 
seek an injunction to stop any implementation or enforcement of the Act, and a declaration that the Act is 
unconstitutional.  

     The plaintiffs appealed to the US Court of Appeal. They claimed the court erred in concluding 
Congress could pass the ACA under the Commerce Clause Power. On appeal, the government did not 
argue that the AIA barred the lawsuit. Instead the government only argued that both the Commerce 
Clause and Congress’s Taxing Powers allowed for the individual mandate. The US Court of Appeal 
required supplemental briefs on whether the AIA may bar the hearing of the case. The US Court of 
Appeals concluded the Anti-Injunctive Act barred federal courts from hearing cases challenging the ACA 
at this time. First, the Court noted that federal courts are courts of limited jurisdiction. They possess only 
that power authorized by the Constitution and statute. Federal courts have an independent obligation to 
investigate the limits of its subject matter jurisdiction. This means a court must examine whether it has 
jurisdiction to decide a case regardless of whether the issue is raised by the parties on appeal or not. 
Second, the Court concluded the AIA bars consideration of the merits of the case because of the plain 
language of the statute. A tax is money for the support of the government. Money qualifies as a tax even 
if what is collected is small and the primary purpose of the collection is to enforce a regulation and not to 
generate money for the government. The AIA’s goal is to ensure prompt collection of revenue. Taxpayers 
cannot swamp tax collectors with pre-enforcement lawsuits over disputed sums. Third, the US Supreme 
Court, in Bailey v. Drexel Furniture Co., called the collection of money a tax to bar pre-enforcement suits 
and called the same provision a penalty to conclude it was beyond Congress’s Taxing Power (Bailey, 
1922). The collection of money was, in the broadest sense, a tax for AIA analysis so there could be the 
prompt collection of revenue.  Thus whether the collection here is a tax or penalty, the ACA bars the suit 
at this time. 
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     Justice Wynn concurred with Justice Motz that the AIA applies to the case. However, he concluded 
their court, as the US Supreme Court did in Bailey

     Justice Davis, in dissent, concluded that the AIA does not bar the case from being heard on the merits. 
He noted that nine federal judges expressly considered the application of the AIA. All of those judges 
concluded that the act did not apply to the individual mandate. Penalties and taxes are different. Congress 
spoke of taxes in the AIA. Seventeen times in the ACA, the amount owed for violations of the individual 
mandate was called a penalty. Thus the mandate is a penalty. Congress considered and rejected earlier 
drafts that called the mandate a tax. Courts should not now call it a tax and do what Congress rejected. 
Also he concluded that nowhere in the legislative history of the act does it show that Congress even 
considered the application of the act. Immediate review would also not frustrate the AIA. The AIA was 
supposed to protect revenue.  Revenue from the individual mandate’s penalty will not be assessed or 
collected until 2015. Congress also forbad the IRS from employing its primary enforcement mechanisms 
to collect the penalty. Thus Congress was not overly concerned with the expeditious collection of revenue 
in the ACA. Thus taking the time now to decide individual mandate cases on the merits will not affect 
revenue collection. No revenue will be collected for several more years. Failing to immediately review 
the ACA will, however, undermine the Act’s real purpose, which is to get near universal insurance 
coverage.  People may see the confusion, decide for themselves that the act is unconstitutional, and ignore 
the act. Judge Davis then concluded that the Commerce Clause gives Congress the power to enact the 
ACA. 

, could still decide the merits of the case. He concluded 
not reaching the merits of the case would wreck havoc on the government’s ability to collect revenue. 
There have been many challenges to the ACA. Some people will conclude on their own from the 
unresolved challenges that the Act is unconstitutional. They may then not comply with the Act. This 
would further cause confusion and lessen revenue. Thus the question of the constitutionality of the 
individual mandate needs to be promptly resolved. He then concluded that Congress has the power to 
enact the ACA under its plenary (full and complete) Taxing Power. He agreed with the dissent on the 
Commerce Clause. 

     Justice Motz, in his opinion, responded to the other justices. Their court should not decide the case on 
the merits. The AIA bars both tax and penalty cases. Courts cannot divine the intent of Congress. The 
only job of the courts is to look at the text of the AIA and consider US Supreme Court interpretation. 
Once it is clear the AIA considers and treats taxes and penalties the same, their court’s job is done. 
Concluding the individual mandate’s penalty is not covered by the AIA will have steep ramifications. The 
Congressional Budget Office projects 34 million people will be uninsured in 2014 and then subject to the 
collection of the penalty in 2015. To exempt the individual mandate from the AIA invites millions of 
taxpayers each year to refuse to pay the tax. Thus substantial revenue will be uncollected if people decide 
to challenge the act without first paying. Also repeal by implication is not the favored method of review. 
If Congress wishes to allow for individual mandate challenges now, it can simply draft a specific AIA 
exemption for the individual mandate if it so chooses. Until it does, the court should not be deciding the 
case on the merits. 
     Florida ex rel. Bondi v. U.S. Department of Health & Human Services poses additional jurisdictional 
questions (Bondi, 2011). These additional concerns, while not addressed in Liberty, may pose concerns to 
the U.S. Supreme Court should the Court choose to review a case that also includes states as 
plaintiffs. Bondi includes as plaintiffs more than half of the states, two citizens and the National 
Federation of Independent Business, a small business trade association. Senior District Judge Roger 
Vinson wrote the initial opinion in the case. He said it was not his duty to explore the wisdom of the law. 
His job, at the initial motion-to-dismiss stage was merely to decide whether the court had jurisdiction to 
hear the case. The trial judge concluded the court had jurisdiction. The citizens had standing. They would 
suffer a direct economic burden by having to reorganize their finances now to be able to purchase 
insurance by 2014. The burden was not too distant or hypothetical because the penalty was fixed in time, 
pending, and the insurance had to be purchased. They also suffered a non-economic burden by having to 
purchase insurance, which is something they did not wish to purchase. One of the citizens was a small 
businesswoman. The minimum coverage provision would force her to divert resources from her other 
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business concerns to obtain coverage. The other individual was financially self-sufficient and believed he 
was being forced to purchase something he did not need. The judge also concluded the AIA did not apply 
because the individual coverage provision was a penalty, not a tax.  
     The district court in Bondi

     Most courts, at either the district or appellate court levels, are finding jurisdiction and then reaching 
the merits of the cases on the issue of the individual mandate. Each court has to determine whether the 
parties bringing the case have standing. Parties cannot give federal courts standing by not raising the 
issue, and appellate courts must independently review lower courts’ determinations of standing using a de 
novo (as if never decided before) standard of review. Only one plaintiff needs to have standing for courts 
to be able to reach the merits of the case. Most courts that find jurisdiction to hear the case find that 
citizens or an organizational entity have a present economic injury. They must change their behavior and 
reorganize their finances so they can purchase the insurance that qualifies under the act by 2014. This 
causes present financial strains. Arguments based on non-economic injuries may not be sound. Plaintiffs 
state that they are being compelled by the federal government to purchase insurance and they do not 
consent to being forced to comply. This argument is in essence manufacturing standing by refusing to 
consent to the law. This argument, if successful, could open the floodgates and allow anyone to challenge 
any laws simply because they do not like the laws. Standing requires a plaintiff to have something to gain 
or something to loose through the lawsuit. This is the only way for courts to be certain that the case will 
be argued strongly and with the best arguments. Courts can only arrive at correct outcomes if issues are 
presented well to the court. If present economic injury is not found, plaintiffs need to show a future 
injury. The federal government has stronger challenges against standing in these arguments. Here 
plaintiffs claim that they are currently uninsured and do not plan to purchase insurance in the future. The 
problem for standing based on future injury is the plaintiff could take a different job and thus have 
employer provided insurance in 2014, the plaintiff could have a change of mind and purchase insurance, 
the plaintiff could qualify for Medicare before 2014 or in some other way be exempt, or the plaintiff 
could die by 2014 and thus never be subject to the penalty. It is too uncertain that the penalty will apply. 
As noted above in Justice Motz’s opinion, some courts find a future economic impact because the penalty 
will definitely take affect in 2014, as the act is a final government decision unless the courts intervene. 
Courts do not have to be certain the person will face the penalty in 2014, plaintiffs just have to show a 
substantial, realistic probability that that the penalty will be imposed. 

 also was able to review whether the states had standing to bring the case. 
The states had standing because the states were employers who, like other businesses, have to comply 
with the provisions of the AIA or pay a penalty. The states, like other businesses, have to take steps well 
before 2014 to meet the required minimum level of coverage.  On the merits, the court rejected the state’s 
argument that the minimum-coverage provision would disturb the state’s sovereignty as employers and in 
carrying out other governmental functions. The provisions of the law were of general applicability that 
applied to public as well as private employers. The potential adverse impact to state treasuries was in their 
capacity as employers, not an imposition on their sovereignty or state functions. The setting up of health 
care exchanges, where consumers could compare and shop for health insurance, did not violate the states’ 
sovereign powers. States had the choice of setting up the exchanges or allowing the federal government to 
do this for them. The states also complained that they were short of cash. The act put them in the difficult 
position of having to comply with the overhaul of Medicaid or opt out of the system and loose federal 
matching funds. The court doubted whether this coercion amounted to much, but left the door open for 
further consideration in later proceedings. 

     States as plaintiffs pose different challenges.  States can have standing if they claim an injury to a 
sovereign or propriety interest. A state does not have standing to settle private individual rights of people 
unless the state can bring the suit under parens patriae (parent of the country).  In a parens patriae suit, the 
state would argue that it has as a quasi-sovereign interest in the health and well being of its citizens. 
However, there is a limit to parens patriae suits. A state cannot bring a suit to protect citizens of the U.S. 
from federal statutes. States can only bring the suits to protect citizens from state statutes or actions. The 
federal government would have to protect its citizens through parens patriae in this situation. This rational 
is justified under federalism. Some states have tried to strengthen the chances of standing by passing 
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statutes clarifying that no residents of the state are required to obtain insurance. The state would then not 
only be representing its citizens, it would also be defending the constitutionality of its legally enacted 
laws. The state would be arguing that it is protecting itself from an unconstitutional attack on its 
sovereignty. Virginia was successful with this approach in one case. However, with further scrutiny, other 
states may not succeed. These anti-mandate laws are more declaratory in nature and do not impose any 
obligations on the state. This may not be enough to give a state standing where the federal law would 
preempt the state law. If this were allowed, then any state would merely have to declare that a particular 
federal law does not apply inside the state to have standing to challenge any federal law it did not like. 
The only purpose of the state law in these cases is to bar the application of a federal law inside the state. It 
does not make sense to allow standing in that the Supremacy Clause makes it constitutionally impossible 
to win any type of case where the state argues it should be exempt from lawfully enacted federal law.                     
     The second issue federal courts must consider is whether Congress has the power to enact the ACA 
under the Commerce or Taxing Powers. This writer’s chosen case to analyze this issue is Thomas More 
Law Center v. Obama. Justice Boyce wrote for the majority and concluded the ACA is constitutional 
under the Commerce Clause. He noted that the act was hotly debated in Congress and is still debated in 
the country. However, it is not the Court’s role to decide the wisdom of the act. The ACA is entitled to 
the presumption of constitutionality and should be invalidated only upon a plain showing that Congress 
exceeded its constitutional bounds. The judge concluded the ACA is constitutional because Congress has 
broad authority to regulate under the Commerce Clause. First, the court noted that Congress has the 
power to regulate economic activity, even if wholly interstate, if it substantially affects interstate 
commerce. The court previously clarified this in Wickard v. Filburn (Wickard, 1942). In this case the U.S. 
Supreme Court upheld regulations limiting the amount of wheat farmers could grow even if the wheat 
was only for their own non-commercial purposes. The farmers in Wickard would be fulfilling all of their 
need for wheat from what they grew. They would not be buying wheat that that exceeded their growing 
quota on the open market. Not buying wheat on the open market would thwart Congress’s efforts to 
stabilize the wheat market. The Wickard

     Alternatively, Justice Boyce concluded Congress could regulate because the regulation is an essential 
part of a broader economic regulatory scheme. The court considered the prior U.S. Supreme court case 
of 

 rational applies to the individual mandate. Self-insuring the cost 
of health care services is also an economic activity that has a direct and substantial affect interstate 
commerce. Congress wants individuals to maintain minimum coverage, not as an end in itself, but 
because of the economic implications on the broader health care market. All people at some point will 
participate in the health care market because everyone, at some point in their life, will need health care 
services. The decision not to buy health insurance is an affirmative, active choice to cover one’s medical 
costs through something other than insurance.  Congress can rationally conclude that the regulation would 
reform the interstate markets in health care and health insurance by making the cost more affordable and 
lessening cost shifting. Costs are high and rising now because everyone is given health care regardless of 
the ability to pay. Uncompensated care is passed on to insurance providers. Their cost is passed on to 
those who then must pay rising premiums. Thus those who do not buy health insurance manipulate the 
entire health care market by shifting the costs onto other market participants and driving up the cost of 
insurance policies.  

Gonzales v. Raich (Gonzales, 2005). In that case, the Court held that the federal Controlled Substances 
Act could be applied to prohibit the local cultivation and possession of marijuana authorized under 
California law. Leaving the home grown and consumed marijuana outside federal control undercut 
Congress’s broader regulation of interstate economic activity. The regulation in the case was considered 
just one of many parts in a larger regulation of economic activity. Applying the principle to the individual 
mandate, the failure to regulate those who self-insure would undermine its overlying regulatory scheme. 
The regulatory scheme in this case is the regulation of the interstate market in health care delivery and 
health insurance. By reviewing Congress’s statutory findings, the harms that would occur without 
regulation are exactly the harms that Congress tried to address through the ACA.  The ACA regulates 
prices and protects purchasers by banning practices such as medical underwriting which, in the case of 
pre-existing conditions, denies insurance to some and offers others only limited coverage that excludes 
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the preexisting condition. To ban this practice, the cost of insuring people is spread out to all who are 
insured. Without this provision, the cost of health care would increase and insurance companies might 
leave the market if they were forced to cover people with pre-existing conditions. The penalty under the 
individual mandate is a legitimate enforcement provision because it compensates the system when a 
person refuses to participate.   
     Regulating inactivity, such as not purchasing something, is also acceptable. The text of the Commerce 
Clause makes no distinction between activity and inactivity. The U.S. Supreme Court has also never made 
this distinction. Justice Boyce also concluded that the provision actually regulates individuals who are 
active in the health care market. Everyone needs health care services at some point, and people receive 
health care services regardless of the ability to pay. Thus everyone is actually active in the health care 
market. 
     Justice Graham concurred with the majority that the AIA does not bar hearing this case. He concurred 
with Justice Sutton who wrote a concurring opinion concluding that the act is not constitutional under the 
taxing power. However, Justice Graham disagreed with the conclusions of Judge Martin and Judge Sutton 
that the ACA is constitutional under the Commerce Clause. Congress is a body with limited powers. Thus 
it is the federal courts’ job to find and enforce the outer limits of congressional power. He concluded that 
no exercise of the Commerce Clause ever required someone to purchase a good or service. Even under the 
Supreme Court’s most expansive Commerce Clause jurisprudence, the Court always required some form 
of action set in motion by an individual or legal entity. In U.S. v. Lopez, the Court struck down the Gun 
Free School Zone (Lopez, 1995). In U.S. v. Morrison, the Supreme Court struck down the Violence 
Against Women Act (Morrison, 2000). In both cases, Congress went beyond what was allowed under the 
power granted to it under the Commerce Clause. The statutes regulated non-economic activity. 
Congressional findings on the effects of the acts on interstate commerce were not sufficient. Accepting 
the statutes under the Commerce Clause would have allowed Congress to regulate matters left to the 
states. In cases like Thomas More

     The act also does not regulate an activity that substantially affects interstate commerce. Congress 
stated it was regulating the insurance market when it enacted the statute. However, individuals must carry 
insurance regardless of whether they actually entered the market for health services. Thus the act only 
regulates the status of being insured. The government then tried to argue that the activity regulated is 
really the entire market for health care. Forcing all to purchase a product not all would otherwise purchase 
will substantially affect commerce and the overall regulatory scheme. However, Justice Graham 
concluded that this interpretation gives Congress the ability to justify its power by creating its own 
substantial effect. It gives Congress too much incentive to legislate in an overly broad manner by creating 
broad regulatory schemes and creating substantial effects. He decided that the focus for deciding whether 
the substantial effects test is met must be on the existing market, not the impact the regulation would have 
if enacted. Here the decision not to enter a market cannot substantially affect the existing market.  

, the individual mandate regulates the decision not to purchase health 
insurance. This is outside of the ordinary sense of the word commerce and thus not commerce. 

     The majority did not consider the constitutionality of the ACA under the taxing power of Congress 
because it was found constitutional under the Commerce Clause. Justice Sutton, in a concurring opinion, 
considered the constitutionality of the individual mandate under the taxing power of congress. He 
concluded the taxing power would not support this act because the individual mandate was clearly a 
penalty and not a tax. The taxing power, while plenary (full and complete), only applies to taxes, not 
penalties. First he noted that Congress specifically changed the term in different drafts of the statute from 
tax to penalty. The term tax was used in other areas of the act for different collections of money. Thus 
Congress did not intend for collections from not purchasing health insurance to be taxes. In addition, 
traditional IRS enforcement methods for collecting taxes were specifically precluded from being used. 
Finally, Congress failed to identify any revenue that would be raised from the failure to follow the 
individual mandate despite specifically identifying seven other provisions in the act as revenue generating 
provisions. These factors taken together indicate that the individual mandate is not a revenue raising 
measure under the Taxing Power of Congress. Also, in the act, Congress specifically relied on the 
Commerce Power and not the Taxing Power as authority for passing the act.  
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     In Liberty

     On Sept. 28, 2011 the Obama administration asked the Supreme Court to hear the case of 

, Justice Wynn concluded the individual mandate would be constitutional under the Taxing 
Power of Congress. Neither a collection’s label nor its regulatory intent is important to constitutional 
inquiry. Instead the Supreme Court requires courts to focus on what the collection actually does. As long 
as the individual mandate produces some revenue, it will be a tax even if the individual mandate also has 
the additional effect of regulating behavior. Even though the label is not important, Justice Wynn noted 
that the individual mandate is in the tax code, which refers to taxpayers and their returns, people who are 
not required to file taxes are not required to pay the penalty, the penalty is calculated by referencing 
household income, and, with some exceptions, the provision is enforced like other taxes by the Secretary 
of the Treasury. Also, the employer mandate even uses terms like “assessable payment” and “tax.” Three 
conditions must be met for a tax to be constitutional. First, the tax must bear a reasonable relationship to 
raising revenue. The amount raised can be negligible and the purpose of raising revenue can be 
secondary. Citing the Congressional Budget Office, the judge noted that by 2019 the penalty for the 
individual mandate was expected to generate $4 billion annually, and the employer mandate an additional 
$11 billion annually. The revenue raised is expected to cover the government’s cost for the uninsured. 
Second, for a tax to be constitutional, the tax must be imposed for the general welfare. The ACA was 
designed to reduce the number of uninsured and reduce the costs of those who will still be uninsured. 
Nationwide in 2009 hospitals provided $43 billion in uncompensated care to the uninsured. Some of these 
costs were then shifted to the insured increasing family premiums on average by over $1000 per year. 
Significantly reducing the number of the uninsured, along with other provisions in the act, will lower 
health insurance premiums for all thus improving the general welfare. Finally, the act must not infringe on 
other constitutional rights to be valid. Judge Wynn found no other rights to be violated by the act. The 
judge gave an example of what would cause problems under this requirement. In the context of a criminal 
case, a tax could not infringe on a person’s right to be free from double jeopardy by further punishing the 
person’s criminal conduct through the tax. The individual mandate was not considered to have the same 
type of other punitive characteristics as other measures the Supreme Court held to infringe on other rights, 
and no one has some right to be free from taxation. The penalty here is only imposed on taxpayers who 
can afford, but fail to get, health insurance or on employers who fail to provide adequate and affordable 
insurance.  

Florida et al. 
v. U.S. Department of Health and Human Services (Florida, 2011).  This is the appellate court case from 
the 11th Circuit that reviewed the lower Bondi district court case discussed above. The issues in the case 
were the same as the issues in Liberty and Thomas More. The court found that the parties had standing, 
and the court considered the individual mandate to be a penalty and not a tax. This case had the most 
plaintiffs as it had states as well as individuals and the National Federation of Independent Businesses. 
However, the 11th Circuit, with a 2-1 vote, found the individual mandate to be unconstitutional under 
either the Commerce Clause or the Taxing Power for the same reasons discussed previously. A new issue 
raised by the case, since the individual mandate was found unconstitutional, was whether the entire ACA 
had to be struck down, or whether just the mandate could be struck from the act. The court did not strike 
down the entire law. Instead the court let the act stand except for the individual mandate provision. There 
was no severability clause in the ACA. In fact, Congress had a severability clause in early drafts of the 
act, but specifically took the clause out. Despite the language and history, the 11th Circuit decided the rest 
of the act could exist without the individual mandate. Courts usually try to just sever unconstitutional 
parts of acts rather than strike down entire acts. The government could only ask for a review of this case, 
as it was the only appellate court case to strike down the individual mandate. The Supreme Court could 
just accept this case, or it could consolidate the cases from the 11th, 4th, 6th and DC circuits and reach a 
decision, especially since the issues are basically the same in all the cases. If there is a consolidation, here 
is a quick review of the other cases and outcomes on the issues. The 4th Circuit Court of Appeals 
reviewed Liberty University, Inc. v. Geither and Virginia v. Sebelius (Virginia, 2010). In both of these 
cases the appellate court found that there was no jurisdiction to hear the cases. The 6th Circuit Court of 
Appeals in Thomas More Law Center v. Obama found standing to hear the case and decided the 
individual mandate was constitutional. A fourth case, Seven-sky, et.al v. Holder, et.al, was also heard near 
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the end of September by the U.S. Court’s of Appeal for the District of Columbia (Seven, 2011). The 
decision was published on November 8, 2011. This court is considered a conservative court. People 
assumed the case would focus on whether the individual mandate can be severed from the remainder of 
the ACA or whether the entire ACA needs to be declared unconstitutional. To everyone’s surprise, the 
appellate court decided that the individual mandate was constitutional. Judge Silberman, a Regan 
appointee, wrote the majority opinion. Judge Edwards, a Carter appointee, joined this majority opinion.  
The majority concluded the Commerce Clause was broad enough to support the ACA. While the 
Rehnquist Court had suggested the clause should have limits, the Supreme Court has not yet clearly 
articulated these limits. The absence of a limit on Congress’ ability to require people to purchase any 
product or service, while troubling, was not fatal. Without limits, the appellate court concluded the 
Commerce Clause supports the ACA following arguments used by the other appellate courts. The right to 
be free is not absolute. Congress must be free to develop national solutions to national problems. Judge 
Kavanaugh would not have reached the merits of the case. He concluded the parties did not have standing 
to bring the case for reasons already addressed in this paper.  
     At the time this paper was written, the Supreme Court had not yet accepted any ACA case for review. 
However it seems highly likely that the Court will do so. The Supreme Court is scheduled to decide how 
to handle the ACA challenges in a private conference on November 10, 2011. The Court could announce 
that they will review the ACA as early as November 10 or 11.  Many parties are requesting a review of 
these cases. The government wants a review of these cases as soon as possible so states, insurers, and 
health care providers will begin work on implementing the ACA’s provisions.  Several plaintiffs in the 
cases would also like to see the resolution of the issues so they personally can plan financially. As 
appellate courts have split on the issue of the constitutionality of the individual mandate, and the 
government declined to ask the entire 11th Circuit to rehear the case, it is likely the Supreme Court will 
accept the case this term. However, if the Supreme Court accepts the case or combines and hears all of the 
cases, then it is also likely the case will be decided in June. This would place the decision in the heart of 
the presidential election. The government did not have to do this. They could have asked for the 
rehearing. This would have stalled the case until next year. A decision then would have come after the 
election. Why ask for Supreme Court review now and allow a decision in the heart of the election? One 
would think a decision that the ACA is unconstitutional would be a blow to the President as the act is one 
of his first term’s great legislative successes. A negative decision could also cause the public to negatively 
answer questions about Obama’s judgment and his abilities as a leader.  Should the Court split 5-4, decide 
the individual mandate is unconstitutional, and decide the case on ideological grounds, the decision could 
energize his base and increase fundraising at an important time. If the Court upholds the law, this would 
vindicate the President. However, this decision would also energize his opponents and renew calls for the 
law’s repeal. This is possible as judges hearing these cases are not always deciding the cases based on the 
political ideologies of the presidents who appointed them. President George W. Bush appointed Justice 
Sutton to the bench. Despite being appointed by a republican, he joined the 2 to 1 majority decision and 
upheld the law. President Bill Clinton appointed Justice Hull who wrote the opinion of the 11th

     What could the Supreme Court do with this appeal? First, they do not have to take the case even if the 
government and others would like to see the case reviewed. Four justices out of the nine must agree to 
have the case accepted. If the justices believe the court is just being used for some political advantage, the 
court might decide not to accept the case this year. If another of these cases is appealed to the Court next 
year, they could always accept the case and hear the case after the election. If the Court does accept the 
case, the Court could decide they do not have jurisdiction to hear the case. They might not find that any 
plaintiffs have standing, as any penalties will not be collected until 2015. They could accept the case, find 
that at least one of the plaintiffs has standing, and decide the case on the merits. If the Court chooses to do 
this, they will follow Justice Vinson’s philosophy as expressed in the 

 Circuit 
that found the law to be unconstitutional. 

Bondi case.  “This case is not about 
whether the Act is wise or unwise legislation, or whether it will solve or exacerbate the myriad problems 
in our health case system. It is principally about our federalist system, and raises very important issues 
regarding the Constitutional role of the federal government.”  Even if a justice wanted to follow a 

11



conservative philosophy, the justice would encounter two conflicting schools of thought. On the one 
hand, there is a desire to protect principles of federalism and individual liberty. On the other hand there is 
the belief in judicial restraint and the desire to assume laws from legislative should be upheld.  One 
cannot predict how the justices will decide these issues based on whether the judges are republicans or 
democrats.  The time for political discussions was while the act was being debated before it was passed 
and signed into law. Courts do not debate the wisdom of laws or consider whether the laws will 
accomplish their goals. The Courts will now focus on legal issues.  
     Congress never before required citizens to purchase a good or service. When asked by a reporter if the 
health reform proposal was constitutional, then House Speaker Nancy Pelosi, when dismissing the 
question in 2009, said “Are you serious?” (Lambro, 2009). She may be correct in her assumption that the 
ACA is constitutional. The states may not have standing. Individual plaintiffs, who argue the financial 
hardship of having to reorganize their finances now to prepare for the ACA’s changes, may have 
standing. The court could decide the individual mandate is a penalty for AIA analysis, but a tax when 
analyzing the case on the merits. The Court could decide not to make an activity/non activity distinction 
under Commerce Clause analysis. While states have usually been concerned with the health of it’s 
citizens, not all things can be left to the states. Medical insurance and the health care system is nation 
wide. It is hard to make changes unless things can be done nationally. States never had exclusive 
jurisdiction over these areas. The Taxing Power can justify the ACA. The penalty/tax distinction is not 
clear and may be an unworkable distinction. Even if the distinction is used, the individual mandate may 
be more like a tax. Penalties are usually assessed after some hearing or court trial. This looks more like a 
choice to buy insurance or pay an additional tax. The Necessary and Proper Clause can always be used to 
justify any means the government needs to carry out any constitutional ends that the government has the 
power to accomplish. If the government can regulate healthcare or raise revenue, then the ACA may just 
be the means to carry out those constitutional powers. However, as this paper illustrates, there are many 
arguments that can be used to decide the ACA’s individual mandate is unconstitutional. The federal 
government was always supposed to be one of limited powers. This case begs for a court to consider 
limitations to the scope of the Commerce Clause and the Taxing Power. If Congress can do this, then 
Congress can make people buy anything. There is nothing constitutionally unique about health care. Left 
unchecked, these sources of congressional power pose threats to federalism and the balance of power 
between the states and the federal government. If the individual mandate is unconstitutional, then the 
Supreme Court will have to consider whether only the individual mandate is void, or whether the entire 
ACA must be struck down. Congress said the individual mandate was essential to the act. The 
government is saying the entire act must be upheld or the entire act must be voided. If only the individual 
mandate is voided, then the country will have to decide if the rest of the ACA can continue to operate. If 
the individual mandate is gone, the act may become more popular as the most offensive provision will be 
removed. However, insurers will have to decide if there will be enough healthy people voluntarily in the 
insurance pool to operate.  The question of whether the ACA is constitutional cannot be dismissed as 
easily as was done by Former Speaker Pelosi. As this writer hopefully illustrated, there are serious 
constitutional issues here. The Supreme Court, during the Rehnquist years, began to consider whether the 
Commerce Clause had meaningful limits. If the Court is still inclined to limit Congress’ power, this case 
provides an opportunity. By determining the outcome of the Bush-Gore election, the Supreme Court was 
considered by some to be determining the direction this country should take. There were major 
differences between the candidates. Achieving a national comprehensive medical plan with new funding 
methods also resulted in Obama leading the country in a new direction. Now it is again up to the Supreme 
Court to determine the meaning of the Constitution and indirectly affect the direction the nation will take.    
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Introduction 
     Gone are the days when school principals remain in their offices without thinking about their school 
libraries and librarians.  In the not so distant past, school principals chose to not “worry” about the school 
library because they believed the library would take care of itself and nothing really went on in there but 
some students quietly checking out books to take back to the classroom to read.  The school librarian was 
in charge of ordering, shelving, and checking books in and out of the library, with an added responsibility 
of looking for and finding lost late or stolen books.  The time has come that school principals should not 
only become a part of what happens in their school library, but to become concerned with the quantity 
and quality of library materials that are available for students, families, and stakeholders to use.  The time 
and effort for the school principal to become an instructional leader can be valuable to the school when a 
family member or stakeholder challenges any book or material found offensive in the school library. 
     Doyle (2004) asserts that censorship and removal of materials from school library collections has risen 
significantly in recent decades.  The Internet, its growth, and the attempts by the American federal 
government through legislation to control the types of materials made available to youth through school 
and public libraries by Internet transmission has expanded this pressure.  It is because of these issues that 
censorship of school library collections has become a matter for public and legal policy debate (Simmon 
& Dresang, 2001). 
     It is clear that mixed messages about the importance of school libraries and librarians are currently 
being sent to the public.  Wilson and McNeil’s (1998) research of the National Council for Accreditation 
of Teacher Education ( NCATE) accredited principal preparation programs revealed that over 75 percent 
of those programs do not include any information about school library media programs in their 
coursework.  This absence of information includes the role of the principal when a censorship challenge 
arises in their school.  Aspiring principals and current principals are not sure of their role with the school 
library and the process the principal should follow when a parent comes to the school with an objection of 
materials from the school library. 
     The American Libraries Association (2006a) reminds us that the No Child Left Behind (NCLB) Act 
includes the Improving Literacy Through School Libraries program, which promotes literacy and reading 
through funding to school libraries and , rightfully so, includes school library media specialists in the 
definitions of instructional staff.  On the flip side of this positive portion of the NCLB Act does not 
require that school libraries be staffed by highly qualified library media specialists and does not address 
the qualification for school library media specialists (ALA, 2006a).  This lack of information promotes 
confusion in principals and aspiring principals because the principal is not certain in the school leader’s 
role with the library and the library media specialist. 
     This study will describe and explain what a censorship challenge is, the number of challenges on 
record in 2010 -2011, who challenges these books, and what is challenged.  Procedure and policy will be 
examined as we look at reconsideration procedures that include the role of the principal and the role of the 

14



school board.  The background of legal cases involving school library materials will be discussed in 
conjunction with suggestions for principals in order to prepare for objections. 
Censorship Challenge 
     The mission of the school library, today, is to support student learning and growth, manage costs and 
innovation, and enhance teaching effectiveness. (Maycock, 2012).  In years past, the school librarian was 
expected to build well-rounded library collections and to be an effective circulator and manager of library 
resources.  An analysis of research and standards in the field across the past fifty years shows that the 
instructional role of the librarian has steadily evolved from passive to static to active (AASL, 1998; 
Craver, 1986). 
     Challenges have become a part of the twenty-first century school librarians’ instructional role and are 
formal requests for a library or school to remove or restrict access to materials (ALA, 2011).  The 
challenge process begins when someone objects to materials.  “Intellectual freedom is the right of every 
individual to both seek and receive information from all points of view without restriction” (ALA, 2012). 
     The definition of censorship from the American Library Association (ALA) 
 is, "The change in the access status of material, made by a governing authority or its representatives. 
Such changes include: exclusion, restriction, removal, or age/grade level changes” (ALA, 2012).  The 
American Library Association (ALA) also describes censorship as the suppression of ideas and 
information that certain persons—individuals, groups or government officials—find objectionable or 
dangerous. It is no more complicated than someone saying, “Don’t let anyone read this book, or buy that 
magazine, or view that film, because I object to it!” Censors try to use the power of the state to impose 
their view of what is truthful and appropriate, or offensive and objectionable, on everyone else. Censors 
pressure public institutions, like libraries, to suppress and remove from public access information they 
judge inappropriate or dangerous, so that no one else has the chance to read or view the material and 
make up their own minds about it. The censor wants to prejudge materials for everyone (ALA, 2012). 
     Most challenges are resolved simply and at the onset of an objection. More often than not, the 
complainant will fail to return the written complaint form. But when the objection escalates into a full-
blown hearing, there are several do’s and don’ts that need to be followed. Never attempt to keep the 
hearing quiet. This only compounds the problem. Announce the meeting well in advance to assure good 
attendance. Social networking is also impacting challenge outcomes. In West Bend, Wisconsin, when a 
request had been made to remove several young adult books, a group of parents created a blog that 
successfully opposed the removal. When Laurie Halse Anderson’s “Speak” was challenged in Republic, 
Missouri, supporters flocked to social media sites to express their outrage (Maycock, 2012).  
Number of Challenges 2010 – 2011 
     The number of books challenged, restricted, removed, or banned in 2010 and 2011include 39 
selections as reported in the American Library Association’s publication, Newsletter on Intellectual 
Freedom, from May 2010-May 2011( ALA, 2011) : 

• Betrayed       P. C. Cast and Kristin Cast   
• The Perks of Being a Wallflower    Stephen Chbosky 
• The Awakening      Kate Chopin 
• The Hunger Games     Suzanne Collins 
• Staying Fat for Sarah Byrnes    Chris Crutcher 
• Nickel and Dimed:  On (Not) Getting by in America Barbara Ehrenreich 
• Extremely Loud and Incredibly Close   Jonathan Safran Foer 
• Anne Frank:  The Diary of a Young Girl  Anne Frank 
• Water for Elephants     Sara Gruen 
• Snow Falling on Cedars                David Guterson 
• The Curious Incident of the Dog in the Night-Time Mark Haddon 
• The Dead Man in Indian Creek               Mary Downing Hahn 
• Get Well Soon     Julie Halpern 
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• Snakehead      Anthony Horowitz 
• Brave New World     Aidous Huxley 
• Stolen Children                 Peg Kehret 
• The Koran      
• Great Soul:  Mahatma Gandhi and   Joseph Lelveld 

His Struggle with India 
• Vegan Virgin Valentine               Carolyn Mackler 
• What’s Happening to My Body?  Book for Boys:   Lynda Madaras  

A Growing-up Guide for Parents & Sons  and Dane Saavedra    
• Kaffir Boy:  The True Story of a Black  Mark Mathabane  

Youth’s Coming of Age in Apartheid South Africa  
• Shooting Star      Fredrick McKissack, Jr. 
• Writer’s Voice:  Selected from Borrowed Time:   Paul Monette 

An AIDS Memoir   
• Tweaked:  A Crystal Meth Memoir   Patrick Moore 
• Song of Solomon     Toni Morrison 
• ttyl       Lauren Myrache 
• Twenty Boy Summer     Sarah Ockler 
• The Body of Christopher Creed               Carol Plum-Ucci 
• The Catcher in the Rye                J. D. Salinger 
• Push       Sapphire (Ramona Lofton) 
• Pit Bulls and Tenacious Guard Dogs   Carl Semencic 
• We’ll Be Here for the Rest of Our Lives              Paul Shaffer 
• The Heroin Diaries:       Nikki Stix 

A Year in the Life of a Shattered Rock Star 
• Bone       Jeff Smith 
• One of Those Hideous Books    Sonya Sones 

Where the Mother Dies  
• Revolutionary  Voices:  A    Amy Sonnie  

Multicultural Queer Youth Anthology 
• Slaughterhouse Five     Kurt Vonnegut 
• Jubilee                   Margaret Walker 
• Paint Me Like I Am:  Teen Poems   Writers Corps      

Who Challenges? 
     It can be intriguing to many librarians and principals when trying to figure out who is the typical 
person to challenge library books or materials and if these people who challenge materials can “fit” in a 
certain category such as “concerned parent”, or person who could be looking for a lawsuit against a 
school.  The American  Library Association (ALA) (ALA, 2002) asserts that: 

     Most challenges to library materials and services come from well-meaning individuals, often 
parents, who find something offensive or objectionable in their local school library.  Although 
such challenges can be difficult and stressful, library staff can rely on their library’s selections 
and review policies to respond to the complaint.  In these cases, essential preparations the library 
has taken before the challenge will greatly increase the likelihood of retaining the materials or 
protecting library services.  

     There is also the possibility that challenges become more organized and are brought to the principal 
from organizations in the community or stakeholders in the school.  Groups of concerned parents, 
religious representation, political groups and the media have been known to submit objections to local 
school library materials. 
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What is Challenged? 
     Materials that are typically challenged in local school libraries are chosen by concerned citizens who 
are motivated by one or more of the four basic factors that may lie behind a censor’s actions (ALA, 
2002): 

• Family values 
• Religion 
• Political views 
• Minority rights 

     There is the possibility that people who choose to challenge library materials are confused about how 
and why they are stating an objection and they are not clear on the First Amendment rights that protect 
the rights of the library users.  In the United States, under the First Amendment, no citizen and no 
librarian can properly assume the duty or right to restrict or suppress legally protected expressions of 
ideas. The censor may not understand that a request that certain works be labeled or restricted, if fulfilled, 
would lead to an abridgment of the rights of other library users (ALA, 2002). 
Situational Challenges 
     “It’s A Book” by David Shannon is a picture book that cleverly tells how a book is different from 
technology because it doesn’t have to be recharged, it doesn’t require a password, etc. There are only two 
characters in the book, a monkey and a jackass. The last page of the book ends with, “It’s a book, 
Jackass.” The intended audience for the book is PK-2. Inevitably, someone will discover the book and 
lodge a complaint that the book is inappropriate for the school library because of the word “jackass.” 
     Despite one father’s attempt to remove And Tango Makes Three, by Justin Richardson and Peter 
Parnell, from his city’s school system, the North Kansas City Schools Board of Education recently voted 
3 to 2 to keep the story of two male penguins and their baby chick on school shelves (Barack, 2010).  The 
parent of a child at Bell Prairie Elementary School submitted a written request for the removal of the 
picture book in 2009 (Barack, 2010): 

“This book is completely offensive to parents wishing to shelter their child as much as 
possible from immoral behavior.  Even parents we have spoken with who are not as 
conservative were offended by the content.” 

     An internal committee and school board voted to keep the book on school shelves.  This story is based 
on a true tale of two male chinstrap penguins from New York City’s Central Park Zoo who lived as 
couple, hatched a spare egg, and raised a female chick named Tango.  The American Library Association 
(ALA) named the story the most challenged book for 2008, 2007, and 2006 (Barack, 2010). 
     School library books are open season to some people as a way to make known their personal feelings 
about particular books.  This is an issue that will not disappear soon, as the concern for individual rights 
escalates in today’s society.   It is necessary for the school principal and librarian to work collaboratively 
to assure that students’ First Amendment rights are being guarded.  A very important tool in this 
protection of students’ rights is a school reconsideration policy and the procedure in place to follow that 
policy.  
Policy 
     Every school should have a board approved selection and reconsideration policy. Without board 
approval, the policy is a mere guideline and does not reflect the collective voice of the board (ALA, 
2012).  The approved policy becomes a legal document that guides the decisions. Approval of the policy 
familiarizes the board with the mission and purpose of the school library.  It defines procedures for 
dealing with objections so it proactively guides the board as to the board’s role for these events. 
     Before any action occurs, a prescribed set of procedures should be followed. The complainants must 
submit a formal complaint in writing. They should identify themselves and their interests in the material. 
Complainants must also have read or viewed the resource in its entirety, not small, exerted portions. The 
complainant should suggest a remedy, especially an alternative assignment.  
     The policy needs to include 
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1. Who is legally responsible for selection and who becomes the delegated 
representative to make selection 

2. What is the criteria for selection – why resources are chosen and why resources will 
not be excluded e.g. because of language or religious beliefs 

3. What sources are used to make selections 
4. What is the purpose of the collection 
5. Language that indicates that certain kinds of objections do not provide a legally 

permissible ground for removal, exclusion or restriction (First Amendment in 
Schools, 2012). 

6. Library Bill of Rights (a policy statement adopted by the American Library 
Association to protect the right of all library users to choose for themselves what they 
wish to read or view ALA 

7. Reconsideration form 
Censorship 
     Censorship is defined as a change in the access status of material, based on the content of the work and 
made by a governing authority or its representatives.  Such changes include exclusion, restriction, 
removal, or age/grade level changes (ALA, 1986). 
     A censor may want to state publicly that he/she has found “objectionable” materials in the library and 
may attend a meeting of the library board to announce his/her “discovery.”  Those sections of the work 
that are considered especially offensive may be read aloud or distributed in writing to the library board, 
the local press, and the public.  The censor may also go one step further and organize an ad hoc 
censorship organization (ALA, 2012).  Even if an ad hoc group is loosely organized, the censors could 
use it effectively to promote a statement of purposes among other community groups, to conduct a letter-
to-the-editor campaign, and to circulate petitions.  The organization could also influence public funding, 
the appointment of the library director, and the appointment or election of library board members (ALA, 
2012). 
     It is necessary for the school principal and librarian to understand that even though a school district has 
done everything in their power to resist censorship, the outcome can be unsuccessful and book may have 
to be removed from the shelves.  Sound preparation is a necessity for all school districts in order to 
contribute to establishing the library as an institution for free citizens in an open society (ALA, 2012). 
Reconsideration Procedure 
     The America Library Association (ALA) offers many helpful suggestions that can assist the school 
principal and librarian in helping all stakeholders of the school understand the reconsideration process 
(ALA, 2012).  If these guidelines are followed, censorship challenges will benefit from a more efficient 
process: 

•  Be clear that materials under reconsideration will not be removed from use, or have 
access restricted, pending completion of the reconsideration process. 

• Emphasize that parents can request only that their child be denied access to materials 
being reconsidered. 

• Develop a time frame to guide the reconsideration process. 
• Emphasize that the reconsideration process is to collect information in order to make 

thoughtful decision. 
• Keep careful and accurate records of all requests for reconsideration, even those settled 

informally. 
• Report all requests for reconsideration to the superintendent and other staff members.  It 

is important to demonstrate the ability and commitment to protect the rights of students 
and staff and still provide due process for those registering their concern. 
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• Provide clear instruction to the appointed reconsideration committee.  Have the 
committee focus on principles rather than attempt to define or interpret materials or parts 
of materials. 

• Keep the request for reconsideration form uncomplicated and non-threatening. 
• Direct the reconsideration committee to prepare a report presenting both majority and 

minority opinions.  Present the report to the principal when the process is completed. 
• Keep staff and administrators informed about the reconsideration process and progress 

toward resolution.  Rumors and speculations can distort everyone’s perceptions of the 
situation. 

• Explain the benefits of a board-approved materials selection policy, which guides staff 
in the selection of materials and minimizes the arbitrary and personal element.  Such a 
policy also clarifies to the community how the school decides what materials will be 
used. 

• Practice “active listening.”  Take time to really listen and acknowledge the individual’s 
concern.    

• Stay calm and courteous.  Avoid using library jargon. 
• Distribute facts, policy and other background materials in writing to all interested 

parties.  Avoid giving personal opinions. 
• Be prepared to give a clear and non-intimidating explanation of the library’s procedure 

for registering a complaint and be clear about when a decision can be expected. 
     The United States, under the First Amendment, no citizen and no librarian can properly assume the 
duty or right to restrict or suppress legally protected expressions of ideas.  The censor may not understand 
that a request that certain works be labeled or restricted, if fulfilled, would lead to an abridgment of the 
rights of other library users (ALA, 2012). 
Perceptions of Aspiring Principals 
     A short essay question was given to a beginning class of aspiring school principals in a principal 
preparation program at the University of Central Oklahoma in spring 2012.  This course was 
Fundamentals of Public School Administration, and was the first class to be taken in the graduate 
educational leadership program.  Nineteen responses were submitted with 8 males and eleven females in 
the course.  The short essay question was, “A parent brings a book to you that her child has checked out 
from your school library. The parent does not like the book and believes it to be offensive.  She demands 
that you remove the book from your library.  Please describe the action you would take with this 
censorship issue.” The answers that candidates provided depicted a variety of solutions.  A data analysis 
of those qualitative solutions provided a very clear picture of an absence of knowledge about what to do 
with a censorship issue. 
     One female candidate, in her late 50’s, and worked at a career technology center, provided this 
intriguing problem-solving answer: 

     …I would inform the librarian that there had been a complaint, and that I would check 
with administration to determine the appropriate steps to take.  My guess is 
administration would confer with school counsel, and I would subsequently proceed 
according to their direction.  I would get back with the parent as I had promised as well 
as the librarian and let them know what steps, if any, were being taken and why.  At all 
times during this issue, an attempt would be made to keep this as low key as possible.  
This might be a teachable moment for staff, and the next staff meeting would include 
discussion about how to best handle these types of situations in their classroom should a 
similar situation arise.  The best way to handle this would be to keep everything as low 
key as possible. 

     This selection proved that this candidate was not aware of a reconsideration policy and the procedure 
to follow.  She was ready to hand the challenge over to someone else as quickly as possible.  It appeared 
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that she wants to keep this issue very quiet and had no mention of a necessary committee being in place 
for the school. 
     Three assistant principals also provided answers in this class that included the need to consult legal 
counsel, meet with librarian, get advice from superintendent, prevent the child from checking out the 
book, and ask advice from other principals.  These surprising answers came from assistant principals 
already out in the schools, but were clearly unprepared for this censorship issue.  
     The majority of candidates believed it was necessary to meet with the librarian and let the librarian 
deal with this issue while placing the book in question on reserve in the school library.  Another female 
stated, “Adults can censor what they read, but children are at our mercy and they need our help to censor 
these materials as needed.” 
     An analysis of all data depicted a need for the principal preparations programs to include important 
information about school librarians, school libraries, censorship, and challenges.  Policy and procedures 
should be stressed in a way that aspiring principals know they should be prepared with this knowledge 
before a school stakeholder comes in with a censorship challenge. 
Role of School Principal 
     As the school administrator, how will you respond to this challenge? Will you agree with the objector 
and resolve the issue by removing the book? What will be your rationale for the decision you make? How 
should your personal bias influence the decision you make?  What are your legal guidelines? Who will be 
the loser and who will be the winner? 
     Educational leadership scholarly materials have not typically addressed school libraries and librarians 
(Hartzell, 2002a).  Very few principal preparation programs include the school library subject in their 
coursework or field experiences (Hartzell 2002a; Veltze, 1992; Wilson & McNeil, 1998).    According to 
the Standards for Advanced Programs in Educational Leadership for Principals, Superintendents, 
Curriculum Directors, and Supervisors (NPBEA), school libraries are not mentioned in the seven 
standards or in the twenty-seven elements ( NPBEA, 2002).   
     The call for reform in principal preparation programs has emphasized the need for the school principal 
to be an instructional leader in their schools.  The instructional leader knows and is aware of what is 
imperative to have in a successful school when it comes to instruction that meets the needs of all students.  
School principals should establish school climate, determine performance expectations, and set priorities 
for effective teaching and student learning (Campbell, 1991).  
     Principal advocacy is key to the development of a strong school library media program that supports 
and enhances teaching and learning (Haycock, 1989; Henri, Hay, & Oberg, 2002).  Principals should 
foster effective library programs through budgetary decisions that affect collections and staffing, through 
organizational decisions that affect scheduling, and through the expectations that they set for library us by 
students and teachers (Hartzell, 2002b).  Dickinson (2007) asserts that library media specialists play an 
important role in student learning, and principals are the key. 
     Campbell (1991) proposed that the relationship of the principal to the school library media program 
was critical to its success, that the principal must understand clearly the role and purpose of the school 
library media program in the context of the entire school, must set high expectations for the program, 
must support the program through personal commitment and sufficient funding, and must communicate to 
teachers and students the importance of the program.  
     When a school principal is faced with a censorship challenge from a parent or a school stakeholder, 
there are some important items that should be in place before a challenge happens.  The principal should 
know and understand the First Amendment Rights of students and parents and be aware of past legal 
cases and outcomes that are relevant and affect the censorship of library materials.  The school librarian 
should be involved in all library issues and decisions made.   
     A school and/or district materials reconsideration policy should be developed and in place and 
followed.  A required standard reconsideration form should be available and in place when needed.  All 
faculty and staff should be aware of the school materials reconsideration policy and form.  A school 
materials censorship committee should be developed and in place at the beginning of the school year for 
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any censorship challenges that may be presented.  The committee should be composed of a parent, a 
teacher, a community member, a librarian from another district, and a principal from another district. 
     When a parent brings a censorship challenge to the principal, the key to a successful resolution is for 
the principal to listen respectfully to the parent who is bringing the challenge to the table.  The principal 
can diffuse a large part of a bad situation by listening intently and providing suggestions on how to solve 
the problem.  If the parent would still like to challenge the materials, the principal can provide the 
required reconsideration form for the parent to complete and submit to the materials reconsideration 
committee for deliberation and their decision.  The principal should be responsible for informing the 
parent with the challenge concern of the decision made by the committee.  If the parent is unhappy with 
the decision, he/she can submit their challenge to the school board for their review and decision. 
Role of School Board 
     The role of the school board is to define an educational philosophy that serves the needs of the 
students and reflects community goals (ALA, 2012). School officials also have the constitutional duty to 
ensure that curriculum development and selection decisions are not made with the aim of advancing any 
particular ideological, political, or religious viewpoint (ALA, 2012 ).  It is the obligation of the school 
district to provide intellectual and physical access to resources that provide a wide range of abilities and 
differing points of view. Intellectual access includes the right to read, receive and express ideas and the 
right to acquire skills to seek out, explore and examine ideas. Physical access includes being able to locate 
and retrieve information unimpeded by fees, age limits, separate collections or other restrictions (ALA, 
2012). 
     Being prepared can alleviate many headaches and defuse a potential media circus. Procedures should 
be in place before a challenge ever occurs.  School administrators and librarians need to work in tandem 
to have an understanding about how a response will be made to an objector. The American Library 
Association (ALA) provides sample policies (ALA, 2012). 
     Every school should have a board approved selection and reconsideration policy. Without board 
approval, the policy is a mere guideline and does not reflect the collective voice of the board (ALA, 
2012).  The approved policy becomes a legal document that guides the decisions.  The approval of the 
policy familiarizes the board with the mission and purpose of the school library.  It defines procedures for 
dealing with objections so it proactively guides the board as to the board’s role for these events. 
     Local school boards have multiple responsibilities to understand not only legal cases that deal with 
censorship, but also need to understand the rights of students.  School board censorship of library books 
and of curriculum materials and methodology can infringe on fundamental constitutional rights (ALA, 
2012).  The right to read and be exposed to controversial thoughts is guaranteed by the First Amendment.  
In matters related to board control over instructional materials and techniques, the courts have attempted 
to balance the rights of teachers to use discretion in performing classroom duties with the school board’s 
interest in safeguarding the education and welfare of students (ALA, 2012). 
Legal Cases 
     Legal cases that affected school library collections include Tinker v. Des Moines Independent School 
District (393 U.S. 503), where in 1969 the Supreme Court recognized that students hold First Amendment 
rights, but a school board for good cause, based on conduct that is disruptive to work and discipline of the 
school, can place limits on those rights (AASL, 2009). 
     This ruling was examined by the federal government in March 2007 in Morse and the Juneau School 
Board et al. v. Frederick (06-278). The government's argument as presented to the U. S. Supreme in 
March 2007 was that a school board can place restrictions on certain areas of speech within a school 
environment. In this case it involved a statement by a student seemingly in support of drugs. During a 
public celebration, a student displayed, off campus but across the street from the school, a fourteen-foot 
sign reading "Bong Hits 4 Jesus." The government claimed that illegal drugs and glorification of the drug 
culture as exhibited by the sign display was not constitutionally protected. Some of the jurists on the 
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Court questioned just how far a school board could go in determining what was proper speech within the 
context of school and the school's social mission (Greenhouse 2007). 
     In 1972 in Presidents Council, District 25 v. Community School Board No. 25 (457 F 2d 289), a U.S. 
court of appeals upheld the rights of a school board to remove Down These Mean Streets by Piri Thomas 
from libraries in the district. This court saw no infringements on First Amendment rights of students and 
considered that the board had acted in its role as guardian of public education. This ruling was important 
because it gave much power to local school authorities to control the contents of library collections. Later, 
a different court took another line of reasoning when it stated in Minarcini v. Stongsville City School 
District (541 F 2d 577) that the school board had overstepped its authority when it ordered the removal of 
Joseph Heller's Catch-22 and Kurt Vonnegut's Cat's Cradle from its school libraries. This court saw the 
school library as a storehouse of knowledge and a privilege that had been created for students by the state, 
and that such a right could not be taken away from them through the removal of books based on the 
board's displeasure with them (AASL, 2009). 
     Not long after the previously discussed case, in Right to Read Defense Committee v. School Committee 
of the City of Chelsea (454 F Supp. 703), a federal court ruled that the board had no right to remove Male 
and Female Under Eighteen: Frank Comments from Young People about Their Sex Roles, edited by 
Nancy Larrick and Eve Merriam, from the school library. In this ruling, the court stated that the school 
board did not have an absolute right to remove books from the library; that there were good public policy 
reasons for the school board not to have unquestioned power to censor; and that students have a right to 
read and to be exposed to controversial thoughts and language. This court held that such rights were 
subject to First Amendment protection (AASL, 2009).  
     In 1982, the United States Supreme Court handed down an important ruling concerning the removal of 
books from school libraries. Board of Education, Island Trees, New York v. Pico (457 U.S. 853, 867 
[1982]) is considered one of the most important cases directly involving school libraries to reach the U. S. 
Supreme Court. The argument brought to the Court on March 2, 1982, involved a situation in which the 
Board of Education of the Island Trees School District in New York's Long Island area had removed 
several books from a high school library in the district without consideration of existing school policy 
(AASL, 2009).  The central question presented to the Court was: 

     Can a school board remove books from a school library in promoting moral, social, 
and political values and be consistent with the First Amendment? 

     There are 4 R’s that can happen.  The first R would be the item can remain on the shelf with no 
restrictions of who can and cannot use the resource. The second R reflects the extreme action  to remove 
the item. This is the least desirable choice because this becomes censorship and the decisions of the few 
have made the decision for all. Occasionally, the third decision is made to restrict the resource’s use. This 
could mean that students would have to have the parent’s permission; the student would have to be in 
certain grade levels to use the book or some other restrictive measure. The fourth R is reassigned. This is 
a result that frequently happens. The item will be reassigned to a higher grade level library. For example, 
Stephanie Myer’s Twilight might not be considered by some to be appropriate for middle school students 
so the book would be relocated to the high school library. 
     Issues raised by this question centered on the motivation of the school board and the students' rights to 
receive information. In a 5-4 decision (a plurality), the Court ruled in favor of the plaintiffs by declaring 
that a board of education cannot simply remove books because of the ideas, values, and opinions 
expressed in them (AASL, 2009). 
     In this ruling, the Court defined the right of students to receive ideas and the right to learn as an 
"inherent corollary of rights of free speech and press," and it affirmed the right to receive information in a 
number of contexts. Through this ruling, students became beneficiaries of First Amendment rights 
ensuring access to information in school libraries. Pico further gives support to students' right to learn 
from materials already available, and it lends approval to such educational goals as encouraging 
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individual autonomy and the appreciation of diverse points of view. As such, the ruling protects against 
the removal of books based on ideological content (Van Geel 1983). 
     The Court did allow books to be removed by boards of education for sound educational reasons and 
for legitimate purposes of limiting students' exposure to vulgarity. Nevertheless, the board's reasons for 
removal of books from libraries must be based on educational grounds that, if challenged, must stand up 
under court review (AASL, 2009). 
     Writing in the Texas Law Review in 1983, Van Geel (1983) outlined some of the issues and judicial 
conflicts and interpretations that faced the court in deciding this case. For example, the justices at both the 
Supreme Court and in lower courts had to face the three basic points: 

1. the students' rights regarding freedom of belief; 
2. the rationale for the government's desire to indoctrinate students; and 
3. the role of the judiciary in protecting First Amendment rights within the context 
of public education. 

     In an earlier ruling, the Supreme Court had recognized and protected students' rights to free speech and 
had insisted that schools remain a marketplace of ideas rather than an institution to foster a homogenous 
nation. The Court also had insisted that public school official cannot impose a "pall of orthodoxy" on the 
classroom (Van Geel 1983). 
     On the other hand, both the Supreme Court and lower court rulings had likewise recognized the 
legitimate function of public schools to properly inculcate students. Such indications from the courts give 
support to those who wish to have the rights of school authorities enforced and protected in overseeing 
policies and procedures, such as the selection of materials for classrooms and libraries (Van Geel 1983). 
     First Amendment rights and challenges to government officials' decisions to remove materials from a 
school library could not be easily approached by the Court in Pico using the traditional means of 
resolving First Amendment conflicts. The central test presented to the Court was whether an order by a 
governing board to remove books is based on reasonableness and legitimate pedagogical concerns. The 
Pico decision also underscored the Court's view that students not only have a right to receive information, 
but also to learn and to be taught (AASL, 2009) 
     Although the Court was clear to say that this ruling concerned only the removal of books from a 
school library by a board, it did present other constitutional issues. The role of government in restraining 
free speech of individuals is not clear or obvious when government refuses to purchase a book for a 
library. As mentioned earlier, with Pico and other rulings, the Court indicated that governmental boards 
may not prescribe orthodoxies to be adhered to within a school by the withdrawal of unacceptable books 
from a school library( Van Geel, 1983). The removal of books from libraries may be challenged on this, 
as well on grounds that such removal is a violation of the right to receive information. The selection and 
acquisition of materials also might be challenged if it is clear that the refusal to purchase certain items is a 
clear and persistent practice that in effect prevents certain ideas from being made available to students 
(Van Geel, 1983). Courts have recognized that a school cannot buy all books or materials relating to a 
topic or idea, and that officials must make decisions about what will be acquired, but Pico implied that 
constitutional rights have been violated if it can be shown that a persistent pattern of refusal to purchase 
certain types of materials is present. Records of selection decisions and official selection policies can 
possibly be used by courts in deciding whether unconstitutional practices have been systematically 
practiced (Van Geel, 1983). 
     In line with rulings in Pico, Van Geel (1983) argued that to test whether government has 
impinged upon First Amendment rights of free speech, courts must consider the motives of boards when 
they refuse to allow the purchase of materials, and whether those motives present governmental restraint 
on the right of free speech for private individuals (Munic, 1983). Courts also have implied that if a book 
has been removed from a library and as a result of this removal students cannot gain access to the book 
through other means, then in effect they have been denied access to this material and their constitutional 
rights may have been violated (Van Geel, 1983). 
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     Pico is now a legal standard set by the Supreme Court that lower courts follow in their determination 
of whether students' First Amendment rights regarding library collections have been violated, although 
for some years after the ruling, some observers felt that the educational justification for removal of books 
from libraries was so broad or "camouflaged" that the ruling would be of little help in the fight against 
school library censorship (Dorrell and Busch 2000).  The impact of Pico has begun to have a place in 
court rulings and legal reviews pertaining to both school libraries and other information access issues. 
     In 1995, a federal District Court found that the school board of the Unified School District no. 233 in 
Kansas had violated the First Amendment rights of its students by ordering the removal of Annie on My 
Mind by Nancy Garden from a school library in the district (Case v. Unified School District No. 233, 908 
F Supp. 864, 1995). The court ruled, based on Pico, that books may be removed if they are "pervasively 
vulgar" or lacking in "educational suitability," but it is unconstitutional to do so if such removal will deny 
student access to ideas with which school officials disagree (AASL, 2009).  In this case, school board 
members claimed that the book was removed by board vote because it was "educationally unsound," but 
testimony in the four-day trail convinced the court that the board had violated First Amendment rights 
because the court found considerable evidence of "viewpoint discrimination" on the part of the board. The 
court reasoned that the board had interpreted "educational unsoundness" to mean anything "other than 
their own disagreement with the ideas expressed in the book." The book in question had received 
numerous literary recognitions, including being selected by ALA as one of the Best of the Best books for 
young adults. This judgment against the school district cost them more than $85,000 in court costs and 
fees (Munic 1983; Recent cases briefly noted 1996). 
     Pico was cited in Monteiro v. The Tempe Union High School District (159 F/3d 1022 U.S. App.) in 
considering whether the classroom use of The Adventures of Huckleberry Finn by Mark Twain and "A 
Rose for Emily" by William Faulkner violated the Equal Protection Clause of the Fourteenth Amendment 
and Title VI of the Civil Rights Act of 1964. The Ninth Circuit Court of Appeals ruled in favor of the 
school district. The court wrote that Pico was particularly helpful in identifying First Amendment issues 
involved in the case (AASL, 2009). The court noted that that the "function of books and other literary 
materials ...is to stimulate thought, to explore ideas, to engender intellectual exchanges." The reasoning 
used in Pico also was cited by the federal court of the Western District of Arkansas, Fort Smith Division, 
in 2003, when ordering the Harry Potter series of books to be placed back on the shelves of Cedarville 
School District school libraries after their removal by the school board of that school system (Counts v. 
Cedarville School District 2003) (AASL, 2009). 
     Pico continues to be discussed in legal literature regarding the role of government in 
controlling access to information and freedom of speech for youth (Blitz 2006; Dailey 2006; Koenigsberg 
2006; Peltz 2005). 
Preparation for Objections 
     School principals, librarians, superintendent, and school boards should be prepared well for objections 
that will be made in the future.  This preparation information should be provided at the university level in 
principal and superintendent preparation programs, school librarian programs, and the opportunity for 
professional development trainings to be provided for school boards.  It is an obligation to all school 
students that preparation for objections be recognized and followed through: 

• Develop rationales for the use of required materials in each department and/or grade.  
• Introduce the rationales at Parent’s Night or open houses or through the school newsletter 

to help parents understand what materials are being taught and why.  
• Work with administrators, teachers and librarians to prepare a list of alternative materials 

for instructional activities.  
• Prepare a packet of materials, including the school district’s educational goals and 

materials selection policy, to give to those registering concerns.  
• Review all policies dealing with access to ensure that school rules are conducive to free 

and open access to the library (ALA, 2012). 
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• Prepare an audiocassette that explains principles of intellectual and academic freedom 
contained in the materials selection policy and reconsideration process for staff members 
to listen to at home or in their car.  

• Inform staff and board members that complaints and requests for reconsideration made by 
them will get the same due process as from a parent or community member.  

• Engage students in discussions and activities related to intellectual freedom. An educated 
and informed student body can provide a strong support group for the school when 
educational resources are challenged.  

• Remind school administrators that to ignore or override a board-approved materials 
selection policy can place them in legal jeopardy.  

• Unite with other groups in your community that are concerned with intellectual freedom 
issues. Make them aware of the rights of children and young adults.  

• Educate administrators, teachers and other school personnel to the importance of the school 
library and the role it plays in the education of the student as part of in-service training.  

Conclusion 
     A question that should be asked of all school librarians, principals, and school boards is who loses in 
the censorship challenge?  National accrediting agencies for educational leadership should include the 
school library within the required standards to be met for future principals, superintendents, supervisors, 
and curriculum directors.  The research data provided indicates that principal preparations programs must 
include information about the school library in coursework, textbooks, and field experiences.  More 
research should be conducted in these subjects being included in the curriculum of principal preparation 
programs nationwide.  These future school leaders and school librarians will need to know and understand 
more about constitutional law and what their obligations are under those laws.   There is a call for these 
candidates to be able to defend freedom of speech issues in relation to school library materials within the 
schools.  It is imperative that our children’s rights are protected and they become the Biggest Winner 
instead of losing those rights and becoming the Biggest Loser of their First Amendment rights. 
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Introduction 
     Paulo Freire ([1970] 1989: 68-69) wrote about the importance of educators moving from a “banking” 
approach to a “problem posing” model of education. In a banking approach, professors utilize traditional 
forms of educating students such as lecture, a question-and-answer format, and discussions. The banking 
approach relies more on the professor as the provider of knowledge and the student as the receptacle for 
such knowledge. Inherent in the banking approach are the focus on memorization and regurgitation of 
material from lecture and the textbook. The problem posing approach, on the other hand, requires the 
student to actively engage in an out-of-classroom experience, critical thinking, reflection, and social 
action (Jakubowski and Burman, 2004). Internships and other types of experiential learning fully illustrate 
Freire’s problem posing approach to education. 
     Internships allow students the opportunity to experience a type or types of careers in which they are 
interested. Students are required not only to participate in work at the agency or company in which they 
are interning, but are also required to record and reflect on their experiences. A combination of previous 
sociology classes and the ongoing internship experience necessitate that the students question what is 
being learned in both the agency setting and the classroom. Daily logs and a final paper seek to fully 
engage the student in the internship and educational processes by documentation of and reflection on 
specific situations. Further, students may be prompted toward social action based upon experiences 
during their internships. For example, a student begins an internship at a domestic violence shelter 
believing she will be able to make a huge difference in the lives of those who seek help from the shelter. 
After working there a few weeks she becomes disappointed in the realization that much more is required 
to assist people with their problems than simply the desire to help them. She begins to question her 
previous assumptions and society’s stereotypes about victims of domestic violence. Further, she is 
disheartened when she realizes how little funding the shelter receives each year and that those meager 
funds are in danger of being reduced. Based on her experience in the internship, her critical analysis of the 
issue of domestic violence, and her reflection on how a non-profit agency really works, the intern is 
motivated to write to her state legislators and attend legislative sessions to advocate for the rights of 
domestic violence victims.  
     While the ideas and the goals behind the internship process seem simple enough, not all internship 
experiences are created equally. This paper addresses steps for a successful sociology internship at a small 
university. Student success might be defined for as a meaningful learning experience that expands the 
student’s understanding of the field in which he/she is interning. The agency or company’s definition of 
success would likely include bringing energy and a fresh perspective to the workplace as well as 
assistance in daily duties or on-going projects. Finally, success for the university is defined as building a 
bridge between itself and the community. 
Successful Internships: The Student Perspective 
     Students tend to find an internship beneficial if it provided them with meaningful hands-on work 
experience. Rather than only answering the telephone or entering data into a computer, a student wants to 
participate in the actual work of the agency. For example, a student interning at a police department may 
be able to actively participate in crowd control at a parade, security at a community event, and transport 
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of suspects to the police station. Experience in areas such as these, provide students with a more well-
rounded interpretation of the realities of police work. Although a student could gain information on all of 
these activities through the reading of a textbook or listening to a lecture, the hands-on experience is 
invaluable in teaching what it really means to “do” police work. According to Hedley (2004), students 
benefit from the internship by having it formally recognized on their transcripts and also by directly 
participating in community action that is formed by the discipline of Sociology. 
     In addition to expanding the student’s knowledge in a particular area, internships often provide 
important networking. A student will become familiar with the professionals in the agency and, in the 
process, learn the norms and culture of the workplace. These professionals may serve as mentors during 
and after the internship. They may also provide a valuable reference about the intern’s strengths and 
abilities when the intern applies for work, either at that particular agency or another. Networking also 
occurs when interns meet professionals in other careers through the internship. For example, an intern at a 
domestic violence shelter may become professionally acquainted with a social worker. Upon learning 
more about the duties of the social worker, the intern decides to explore social work as an option for 
either another internship or a future career.  
     Finally, students find that internships help them to clarify their career goals. A student with a long 
interest in working with young people may now confirm her beliefs after interning in a juvenile group 
home. On the other hand, a student may learn that a career is not a good fit for them based on their 
internship experiences. Either way, the internship has allowed the student, through experience and 
observation, to role play the part of social worker, police officer, or domestic violence shelter worker. 
Such experience can confirm or deny the student’s original plans for work in that career. Knowing what 
you do not want to do is just as important as knowing what you do want to do. 
Successful Internships: The Agency Perspective 
     An agency may agree to supervise an intern for a variety of reasons. One is for altruistic reasons. An 
individual at an agency may positively reflect back on the internship he/she did as a college student and 
wants to help a student in a similar manner. This “pay it forward” approach seems to frequently come into 
play when the internship supervisor is an alumni of the university in which the student is attending. 
     Agency supervisors may see the value in training an intern in that said training will pay off in a few 
weeks when the intern can be given more responsibility and tasks. An intern at a state correctional facility 
can eventually be given the task of conducting cell checks and “walk-throughs”, while at first she is 
supervised in all aspects of her duties by other staff members.  
     In addition to performing duties pertaining to the daily workload of the agency, an intern can also 
work on special projects that regular paid employees have not had the opportunity to finish or even start. 
For example, a student interning at state senator’s branch office was responsible for cataloging and 
archiving information from the local newspaper. This was a project that needed completion but regular 
staff members did not have the time to complete it. Both the intern and her supervisor noted that the 
project was of importance, but since there was not a deadline, the regular staff had not taken the time to 
tackle it. 
Successful Internships: The University Perspective 
     Ideally, the internship experience will be mutually beneficial to the student, the agency, and the 
university. The university internship coordinator acts as a liaison between individual students and 
individual agencies; pairing them up in order to best meet the needs of both parties. In addition to acting 
as an organizer, the university internship coordinator, on behalf of the Sociology department, seeks a 
broadening of the student’s educational experience. This is one of the main measures of success from the 
departmental and university perspective. It is this author’s observation that past and present interns are 
more engaged in class discussions and have more questions that delve beyond the surface of the issues 
being discussed. Further, they are able to offer real-life examples to supplement class discussions of 
issues such as feminization of poverty or police discretion.  
     Using Sociological theory, research methods, and skills, interns can collect and analyze data which 
benefit the overall goals of the agency (Lehnerer, 2007). This information then serves to help people with 
their problems. Application of Sociological theory, research, and skills during the internship is one of the 
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primary goals of the Sociology department. For example, an intern working at our Counseling Center was 
able to assist in research that found students on our campus actually consumed less alcohol and less 
frequently than was the perception of the student body. The idea behind this Social Norms campaign was 
that once students realized others were drinking less than students generally perceived, it would take the 
pressure off of those who feel the need to “keep up” for social appearances at parties and bars.  
     The Sociology department would deem a successful an internship which ignites in students not only a 
quest for additional knowledge, but also a call to social action. A student that interned for a state Senator 
became concerned when she learned over two million dollars was being spent to build a new jail on the 
Rosebud Reservation. She felt the funds should have been applied to something proactive rather than 
reactive. This intern went on to advocate for using the money on the Rosebud Reservation for a teen 
center, swimming pool, and to bring industry to the community so as to decrease unemployment. She 
advocated for the building of a recycling plant in the community as a means of employment in the area as 
well as a way of preserving the environment. 
Steps for Success 
     It is instrumental that the university internship coordinator develops a strong relationship with 
agencies in the community, the state, and surrounding areas. Maintaining the connections between the 
university and the agencies allows the university internship coordinator to stay abreast on policy 
modifications, work duties, and personnel changes at specific agencies. Having this information in hand 
allows the university internship coordinator to make an intern placement at an agency that is a “good fit” 
for both the student and the agency.  In addition to strengthening existing agency contacts, the university 
coordinator needs to constantly cultivate new relationships. These contacts can be made at professional 
meetings, through referrals from known agency supervisors, or from former students who went on to 
work in a new agency. Securing new agencies in which students can complete internships may be as easy 
as making a few telephone calls or dropping by the agencies to make a personal introduction. 
     It is essential that a document specifying the expectations of the university should be provided to the 
internship agency supervisor. This document will generically outline what the university requires in order 
to give the student credit for the internship. Most importantly, this document indicates that students 
should be engaged in meaningful work to broaden their understanding of the agency. In other words, the 
intern should not be utilized just for secretarial or data entry duties. The internship is learning the work of 
the agency; in essence, it is on the job training (Northern State University; 2010). The document also 
requires that a supervisor be assigned to the intern to guide them through the learning process and provide 
feedback on the intern’s progress.   
     In addition to a document specifying university expectations of the agency, a contract between the 
student, the agency, and the university is crucial to the successful completion of the internship. The 
document sets forth the duties agreed upon by all three parties. By signing the document, the student 
agrees to perform a set number of hours of work in exchange for a number of credits. The intern also 
agrees to act in a professional manner, provide the university with daily logs and periodic status reports, 
and to submit a final paper on the internship experience. The agency agrees to provide a meaningful work 
experience for the intern, provide constructive feedback for the intern and the university, and complete a 
final evaluation of the student. Finally, the university’s internship coordinator agrees to administer the 
internship and hold the student and agency accountable to the standards; initiate contact with the intern 
and the agency supervisor; review daily logs, status reports, and the final paper; and assign the student a 
grade for the internship (Northern State University, 2009). This Internship Agreement between all 
interested parties sets forth the requirements to avoid misunderstandings during the internship process. 
     Regular meetings between the intern and the university internship coordinator are a vital part of the 
program. The meetings may be in person, on-site, telephonic, or via e-mail. A quick meeting after 
completion of the first few internship hours can serve as verification that the student has indeed begun the 
internship; clarify the goals and requirements for the student; discuss any concerns or problems; and 
provide the university internship coordinator a chance to ask questions about the nature of the work. 
During further meetings, the university internship coordinator can provide thought-provoking questions to 
the intern that will require him/her to link internship experience with relevant course work. Reflection and 
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critical analysis of the agency, the work at the agency, and the coursework are necessary for the intern to 
fully integrate their learning experiences.   
     Verification with agency supervisors is important for a variety of reasons. First, the university 
internship coordinator needs to be certain that the student is indeed working at the agency for the amount 
of hours necessary to fulfill the credit requirement. Second, this is an opportunity for the university 
internship coordinator to not only get an update on the intern’s progress, but also discuss any issues or 
concerns with the agency supervisor. For example, although the agency supervisor indicated an intern was 
doing well, she expressed concern that the intern frequently made last minute changes to his work 
schedule. This placed a burden on the agency supervisor, as the work still needed to be completed at a 
particular day and time. After hearing this, I later had a quick meeting with the intern and stressed that the 
original schedule needed to be followed unless there was an emergency. He complied and there were no 
further concerns from the agency. Finally, agency supervisors need to know that the university has not 
just “dumped” the student on the agency for the duration of the internship. A call or an on-site visit will 
demonstrate to the agency that the university is an active partner in the internship process. 
     Another way in which the university internship supervisor can follow the day-to-day duties and 
progress of the intern is through careful reading of daily logs and interim reports. These documents can 
provide a wealth of information on the intern, such as the actual work being done, the intern’s frustrations 
and elations, problems encountered and solutions devised, and a deeper understanding of material learned 
in classes. Information in the daily logs and interim reports may provide good discussion points during 
future meetings with the intern. Some of the issues addressed in these reports may give rise to unplanned 
meetings between the university internship coordinator, the student, and the agency supervisor. It is 
essential that any problems or conflicts be addressed early in the internship rather than waiting to see if 
the matter will resolve itself. A matter left unresolved may result in an unsatisfactory internship 
experience for the student and dissatisfaction with the intern and/or the internship program for the agency. 
It is to the university’s detriment if students and agencies alike are unhappy with the outcomes of the 
internships. 
     At the completion of the internship, the student is required to write a report in which they detail the 
work completed and what was learned during the experience. The bulk of the paper; however, should 
focus on linking what was learned in Sociology courses with the internship experiences. The connection 
between the two branches is the heart of the paper and should illustrate the actual learning that has taken 
place. The paper is submitted to both the university internship coordinator and the agency supervisor.  
     One of the last steps in this process is to follow-up with the agency supervisor. Typically, a form is 
sent asking for comments about the intern’s progress, work ethic, ability to carry out tasks, ability to 
improve, etc. In addition, the agency supervisor is asked to provide the student with a letter grade, based 
on his/her observation of the intern. Although this suggested grade from the agency is not necessarily 
binding on the university internship coordinator’s grading decision, it is useful information to have when 
evaluating the intern’s work.  
     Finally, holding a reception for the interns and the agency supervisors near the end of the school year 
is a way to commemorate the internship experience for all involved parties. For example, I recruited ten 
current and past interns to speak about their internships. Invited to this reception were other students who 
were interested in internships, faculty, administrators, and current and past agency supervisors. The 
purpose of the internship reception was threefold. First, it allowed students a chance to speak about their 
experiences at agencies such as domestic abuse shelters, non-profit agencies, the state legislature, and 
juvenile detention centers. The interns were excited to share their experiences and insights with the 
audience. Secondly, the internship reception was used as a recruiting tool for the internship program. 
Students in my classes and classes led by other professors were given extra credit for attending the 
reception. It has been my experience that students may not consider an internship because they have 
limited knowledge of it. The internship reception provides information to the students in the audience 
from the university internship coordinator, student interns, and agency supervisors. Finally, the internship 
reception can be a time to recognize and thank the agency supervisors in attendance for the work they do 
in mentoring our students. This serves to solidify the positive working relationship between the university 
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and the agencies. Many of the agency supervisors took the opportunity to make brief comments at the 
reception, including encouraging students to apply for internships at their respective agencies. 
Problems and Pitfalls 
     When a student begins an internship, it typically takes several hours to train them regarding the norms, 
the values, and the actual work of the agency. If a student is only interning for a few credits, the agency 
may feel as though there is no benefit in taking on an intern. After agency personnel takes several hours 
out of their work schedule they typically expect some “payback” in the form of the intern being able to 
complete some ongoing work tasks or special projects. If the “payback” is not seen as outweighing the 
training time, then the agency may refuse to take an intern who only wants a few credits.  
     The intern and the agency may not be a good fit for each other. This may be due to a variety of 
reasons. For example, personality differences may exist between the intern and his/her supervisor. In 
addition, the intern may have a lack of understanding about the work and expectations. Finally, the 
student may not be mentally and emotionally prepared for the internship. For example, one of my students 
was accepted for a summer internship at the local police department. In less than one week, his internship 
was terminated by the agency due to “maturity issues” and “poor judgment.” Unfortunately, situations 
exist in which a student must be pulled from the internship by the university coordinator or be terminated 
by the agency supervisor. When this occurs, it is imperative that the university internship coordinator take 
the time to listen to the concerns of both parties. If the matter is ignored, it may burn a bridge with the 
university and that particular agency. In addition, lack of success at one agency does not automatically 
mean the student will fail elsewhere. These matters need further examination by the university internship 
coordinator. 
     In rare instances, agencies have not provided meaningful learning experiences for students. The intern 
is given the tasks of answering the telephone, handling incoming and outgoing mail, and running errands. 
While some of these duties are part of many real work experiences, they should not comprise the bulk of 
the intern’s day. Meetings with the student as well as careful review of the daily logs and interim reports 
should alert the university coordinator to such abuses. 
     Lack of clarification and communication on the part of the university internship coordinator, the 
intern, and/or the agency will result in problems. It is the responsibility of the university internship 
coordinator to see that all parties have the information they need on the internship program. Occasional 
updates and reinforcement of requirements are necessary so that the agency supervisor and student are 
carrying out the expectations included in the contract. The university internship coordinator also needs to 
tactfully discuss any shortcomings with the intern and/or the agency. 
     One of the primary problems with internships is the failure of the intern to adequately reflect on 
experiences. It is expected that they detail not only their daily activities, but also reflect on how their work 
experiences connect with what was learned in Sociology classes. Additionally, interns should critically 
analyze both their coursework and what they learned through the internship at the agency. Does what was 
taught in class measure up in the “real world?” Is the “real world” utilizing empirical evidence in making 
policy decisions? If a student does not adequately reflect and critically analyze their experiences, I do not 
reduce his/her overall grade. Rather, I return the paper to the intern with questions intended to elicit their 
reflection and critical analysis. A grade is then assigned after the student has rewritten the paper. After all, 
an internship is about experience, careful reflection, and critical analysis. Assigning a lower grade for a 
paper that does not fully address reflection and analysis seems short sighted when those two things can 
still be accomplished. 
     The lack of an internship seminar is a downfall to an internship program. A seminar comprised of 
students who will be interning or are currently interning allows the student an opportunity to interact and 
learn from other students. For those who are currently interning, students can share experiences, 
commiserate, and expand each other’s learning by asking questions and sharing insights. An internship 
seminar has been attempted at my university before, but with little success. The main problem has been 
setting up a time that is workable for students. Most of our students work either full time or part time and 
several have children. The load of classes, child care duties, employment, and an internship take an 
enormous amount of time and so there is little time for meeting. Unfortunately, making the seminar a 
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requirement of the internship would most likely deter a number of students from taking the internship. 
One possible solution is to set up an online chat room and require students to participate weekly at a time 
of their choosing. In addition to sharing information with other interns, students would respond to 
questions that would hopefully enhance their careful reflection and critical analysis of the internship 
experience.  
Conclusion 
     By using the problem posing approach to education, as advocated by Paulo Freire ([1970] 1989: 68-
69), students become actively engaged in a learning experience outside the classroom. Internships are one 
such example of the problem posing approach. Internships combine previous and current classroom 
learning with hands-on experience in an agency. 
     This paper addressed the importance of a successful working relationship between all three parties 
involved in the internship; the student, the agency supervisor, and the university internship coordinator. 
Success, although it was defined very differently for each party, had multiple threads of similarity. Interns 
sought a meaningful learning experience in a possible future career; agencies were willing to provide the 
training for interns given that they would receive some assistance with work duties; and universities 
wanted to put Sociology into action. Further, the paper outlined steps for success in designing an 
internship program in a small university setting. While these steps are not exhaustive, they provide some 
guidelines that this author has found to make the internship experience more satisfying and beneficial for 
interns, agencies, and the university. Finally, problems and possible solutions are examined with this 
internship program. It is the belief of this author that internship programs need to expand into new areas 
and take on new challenges. One such example would be implementation of an online seminar component 
to the internship program. When a failure is encountered then the plan needs to be reworked. It is only 
through attempting new innovations that the internship program will remain relevant and continue to 
attract additional students.  
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Abstract 
     Identity theorists posit that people derive their sense of self from their ability to successfully enact 
identities. Behaviors are guided by the meanings of one’s identity standard, which is formed through 
previous identity performances. Here, I explore how self-attributions of one’s worker and academic 
identities lead to reports of mastery and self-esteem. Self-attributions implicate whether or not the actor’s 
actions are deemed consequential for self-verification. When self-attributions are consistent with prior 
experiences they positively influence self-views; when they are inconsistent, they negatively affect self-
views. Consistent with theoretical expectations, results show that self-attributions make a unique 
contribution to respondents’ self-feelings separate from reflected appraisals. Both internal and externally 
oriented attributions are found to influence respondents’ feelings of mastery and self-esteem. These ideas 
are tested with a random sample of adults from Southern California. 
Introduction 
     How sociologists think about and utilize the term “identity” is rooted in symbolic interactionism 
(Serpe & Stryker, 2011). Symbolic interactionism posits that much of what we come to know about the 
self comes from our interactions with others. Identity theory (IT) builds on this social emphasis that we 
acquire and internalize self-meanings—identities—shaped by the various statuses, social groups, and 
positions held within the existing social structure (Owens, Robinson, & Smith-Lovin, 2010; Stryker & 
Burke, 2000).i

     The various statuses and positions held within society affects nearly every facet of one’s life. Social 
positions either facilitate or constrain the sorts of things one would like to do and what is even perceived 
as possible (Gecas & Seff, 1990; Rosenberg & Pearlin, 1978). Some of the statuses stratifying people are 
gender, education, and age. Those with high statuses are afforded greater deference than those with lower 
statuses, leading higher status individuals to have an easier time verifying their identities (Cast, 2003; 
Cast & Cantwell, 2007; Cast, Stets, & Burke, 1999).  

 Thus, an identity reflects a set of internalized meanings or self-schema, attributed to the 
self. Using these self-schemas, people make behavioral choices and engage in identity relevant behaviors 
supportive of their identities (Serpe & Stryker, 1987).  

     As we interact we learn and share common assumptions and expectations about how society operates 
and the importance of social positions; these common understandings make interaction and society 
possible (Stryker, 1980). Among other things, people learn how statuses are linked to the holder’s 
perceived abilities and skills, and from these, people learn how to treat others by using these 
characteristics as cues during interactions (Berger et al. 1977; Ridgeway 1991; Stets 1997). Actors’ initial 
experiences of role-making and role-taking, added to the shared expectations of status, all influence how 
self is seen and the corresponding identity meanings one attempts to maintain during interactions (Fiske 
& Taylor, 1991; Gecas, 1989; Turner, 1978).  
     Identity meanings lead people to act in patterned ways, but people must remain attuned to their 
ongoing identity performances (Burke, 1991; Gecas, 1982; Rosenberg, 1979). To evaluate their identity 
performances, people rely on multiple sources of information. For example, Wells (2001) highlights four 
distinct processes used to evaluate identity performances: reflected appraisals, social comparisons, 
identifications, and self-attributions. Reflected appraisals refer to an actor’s perceptions of how others are 
evaluate their identity performance (e.g., how you think someone else judges you). Reflected appraisals  
have been extensively utilized in prior IT research (Burke & Stets, 2009). Social comparisons allow 
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someone to compare their behaviors against a group’s shared norms, thereby determining the 
acceptability of their actions (e.g., how co-workers are reacting within a meeting). Identifications allow 
for associating with highly esteemed others (e.g. winning sports teams) thereby gaining increased self-
esteem. Finally, and most relevant here, are self-attributions. These are important because they reflect 
one’s perceptions of how and why events unfolded (Crittenden, 1983). Moreover, self-attributions reflect 
whether or not the actor’s own actions are seen as responsible for an outcome, regardless of whether 
others are there to provide identity feedback (Crittenden & Wiley, 1980; Gecas, 1989; Gecas & Schwalbe, 
1983).  
     Recently, Stets and Burke (2005) presented a theoretical elaboration of how self-attributions function 
within IT. Identity theory argues that people are motivated to have others to accept their identity 
performances (Burke & Stets, 2009; Merolla, Hunt, & Serpe, 2011; Stryker, 1980). Within IT, the 
acceptance of one’s identity performance is called identity verification; failure to have others accepting 
one’s identity performance is identity non-verification. When one’s identity performances are not 
accepted, or fail to lead to an expected outcome, an actor wants to determine why. Stets and Burke (2005) 
argue that the perceived source of the identity non-verification is important. When the one attributes 
responsibility for the non-verification to one’s own actions, it leads to self-directed emotions like 
disappointment or sadness. However, if responsibility is directed externally (e.g., other people or 
situational circumstances) it leads to negative emotions directed outwardly, like anger or hostility. 
Beyond the immediate emotional reactions, IT researchers have shown that over time identity verification 
leads to an increase in positive self-views (e.g., mastery) and identity non-verification leads to negative 
self-views (e.g., decrease in self-esteem) (Burke & Harrod, 2005; Cast & Burke, 2002; Cast, et al., 1999).  
     Stets and Burke’s (2005) theoretical extension is important for several reasons. First, they emphasize 
the importance of self-attributions for an actor’s emotional and psychological well-being. Second, they 
argue that these self-attributions are part of the on-going, perceptual control process triggered when an 
identity is activated. This is different from much of the attribution literature positing that people witness 
an event and then determine its cause. Thus, Stets and Burke (2005) posit, the source of discrepancy is 
important because it implicates the actor’s own self-perceptions of his/her ability to perform the identity, 
and by extension, achieve identity verification. Despite the recognition of the potential of self-attributions 
for IT, there have been no empirical efforts to empirically assess how self-attributions affect the identity 
control process. Here, I examine respondents’ self-attributions for their occupational and academic 
attainment, and by extension, those two identities. Both identities require a clear progression from initial 
positions (grade school or entry level jobs) requiring evidence of increasing proficiency to progress. 
Repeated successes within these contexts reflect one’s skills and abilities to perform within these and 
similar contexts (Gecas, 1982, 1989). Conversely, repeated setbacks have the opposite effect; leading to 
self-perceptions that one lacks the abilities to perform well, ultimately leading to negative self-feelings.  
     Prior behavioral experiences are important for the self, because as attribution theorists point out, prior 
experiences influence subsequent information processing (Kelley, 1972; Weiner, 2010). Within IT, these 
prior identity experiences are held within the identity standard. Building on this, I propose that these 
earlier experiences, and the corresponding self-attributions, shape how one sees the self. When one 
attributes responsibility for their educational and/or occupational attainment internally, it affects their 
sense of self positively (e.g., an increase of mastery and self-esteem). Conversely, when one believes that 
external forces (e.g., family connections or economic conditions) are responsible it will have an adverse 
effect on their sense of self (e.g., reduction in mastery and self-esteem).  
THEORY 
Identity Theory 
     Identity theory focuses on the internalization of societal positions as identities, and how these 
identities, in turn, influence behavior (Burke & Stets, 2009; Owens, 2003). Identities reflect the stable 
self-meanings carried by people across situations. People experience life via their social positions and 
what it means to hold these statuses.ii During interaction, we learn about the shared meanings of others 
within society (McCall & Simmons, 1978; Rosenberg, 1979; Thoits & Virshup, 1997). As part of the 
socialization process, we learn about society’s individualistic explanation for outcomes, where each 
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person is believed responsible for their positions in society (Feagin, 1972; Hunt, 2004; Kluegel & Smith, 
1986). It holds that if one works hard enough, anything is possible, and by extension, one’s relative 
successes and failures should be attributed to the self.  
     Following its symbolic interactionist roots, IT posits that actors derive self-relevant meanings by 
taking the self as an object as others would see them. Through this self-reflective process, the self is 
understood by taking oneself as a social object as others see them (Cooley, 1964 [1902]; Mead, 1934). 
These definitions and meanings are internalized as identities and shape behaviors during interactions as 
one attempts to confirm their identity.  
     IT connects much of sociology (e.g. differential outcomes based on gender, race/ethnicity and social 
class) to how these differences impact individuals. IT emphasizes that everyone is born, raised and lives 
within a pre-existing social structure which provides a framework constraining and/or facilitating 
interactions and the options tied to one’s social positions (Faunce, 1989; Hill Collins, 2000; Stryker, 
1980; Stryker, Serpe, & Hunt, 2005). Membership in these various roles and groups leads to internalizing 
these meanings and expectations in identities that, in turn, inform the self and others about whom the 
individual is or is not. Expectation States Theory (EST) and IT share the assumption that status 
characteristics influence how people are seen and treated (Burke & Stets, 1999; Ridgeway, 2006; Stets & 
Burke, 1996). Using diffuse status characteristics, IT posits that those holding high status positions 
achieve identity verification more often than low status actors do (Cast, et al., 1999; Stets, 1997). In other 
words, high-status actors (e.g. men or holders of a high prestige job) are viewed as having the resources 
and skills that their low status counterparts (e.g. women or holders of a low prestige job) lack, leading 
people to treat them differently. Implicitly, statuses are taken as indicative of the relative skills and 
abilities one has and how they ought to be treated (Berger, Ridgeway, & Zelditch, 2002). Using status 
characteristics, people develop perceptions of skill, which creates contexts and conditions leading high 
status actors to have an easier time with identity verification (Cast, et al., 1999; Stets & Cast, 2007; Stets 
& Harrod, 2004).  
     Each identity contains meanings that guide behaviors, held in what IT calls an 

     Considerable theoretical and empirical effort has been spent elaborating the internalization of an 
identity during interaction and how the goal of self-consistency affects people’s behavior. IT posits that 
once an identity is active, it is regulated by an ongoing perceptual control process determining how well 
the identity performance matches the identity standard (Burke, 1991; Burke & Cast, 1997; Tsushima & 
Burke, 1999). When activated, the identity is regulated by a feedback loop with four parts: 1) the 

identity standard. 
Identity standards are developed and honed through our prior experiences performing an identity. Each 
time one performs an identity, the feedback received suggests to self and others whether the performance 
was successful or not. Over time, actors gain a firm sense of their ability to perform the identity. Positive 
experiences, where others accept the performance, produces positive emotions and a sense of 
efficaciousness as well as increasing the probability the identity will be enacted again in the future 
(McCall & Simmons, 1978; Stryker, 1980). Conversely, unsuccessful identity performances lead to 
negative emotions and a reduction of self-esteem, decreasing the probability of the identity being enacted 
again (Burke & Stets, 1999; Cast & Burke, 2002).  

identity 
standard; 2) perceptual input of self-relevant meanings from the situation; 3) comparator which 
compares a person’s perceptions of meanings in a situation with one’s identity standard; and 4) the 
output(Burke 1991). 
     When the inputs match the meanings of the identity standard, people continue their actions. 
Determining how well situational inputs match the meanings of the identity standard is accomplished by 
the comparator. When situational meanings match the identity standard, no behavioral adjustment is 
necessary and the actor experiences positive emotions and increased feelings of self-esteem and mastery 
(Burke & Harrod, 2005; Burke & Stets, 1999). However, when situational meanings fail to match the 
meanings in the identity standard, an error is registered, referred to as an identity discrepancy. Identity 
discrepancies alert the actor that their current behaviors are ineffective in matching the identity standard. 
This error leads to negative emotions and feelings such as depression and decreased self-esteem (Cast & 
Burke, 2002). Because people strive to achieve self-consistent self-views, they attempt to resolve, or at 
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least reduce, the negative feelings as quickly as possible (Burke 1991; Cast and Burke 2002). IT makes no 
explicit predictions regarding how resolution of the discrepancy will occur just that one takes steps to 
reduce the error (Burke, 2006).  
Attributions, Cognitive Processes and Identity Theory  
     Because much of life is routinized, we rely on existing schemas and cultural scripts to interpret 
experiences without deeply considering events (Crittenden, 1983; DiMaggio, 1997; Howard, 1990, 1995). 
Information processing from, and during interaction, is a complicated process, one further complicated by 
the fact people are cognitive misers who fail to gather all relevant and necessary information to fully 
understand events. Instead, people rely on preexisting expectations (e.g. race/ethnicity or gender) as 
stand-ins for one’s abilities and experiences and only select a sample of potentially relevant information 
to decipher events (Howard and Renfrow 2003:266). People make inferences about the situation once 
sufficient information has been gathered. But what constitutes sufficient information depends on how 
events unfolded; when events occur as expected, little additional cognitive effort is required. However, 
when events unfold unexpectedly, actors utilize additional cognitive effort striving to understand the 
expected outcome. As such, attributions reflect an important type of inference about events (Howard, 
1995; Weiner, 2010). 
     The processing of information is important for IT because it determines whether one’s behaviors are 
implicated in the outcome. On the one hand, when one’s identity performance and the subsequent 
outcome are consistent with prior experiences and expectations, the individual utilizes existing event 
schemas to interpret events. This means that an actor falls back on prior experiences believing that their 
identity performance is responsible for the outcome, like in the past, reflecting identity verification. 
Moreover, believing that one’s identity performance is responsible for the outcome reflects an internal 
attribution of their skills. Alternatively, when events do not unfold as expected, people will expend 
additional cognitive energy to explain what happened. This additional cognitive energy is spent trying to 
determine why their actions didn’t have the anticipated result. In this way, research focusing on 
cognitions can be used to explain people’s behaviors within IT.   
     Attribution theory has a long and well-developed history to explain the cognitive processes used to 
explain how and why events unfolded (Cook & Hegtvedt, 1983; Weiner, 1974). Attributions are oriented 
towards understanding another’s motivation for actions or for understanding one’s own successes and/or 
failures. The focus of this research is on the latter. A central function of attributions is to provide a sense 
of control and predictability to the world which is shared with IT (Heider, 1958; Stryker & Gottlieb, 
1981; Walster, 1966). To whom or what an attribution is made affects one’s sense of self. For example, if 
one attributes their performance on an exam to luck, an external source beyond their control, it should not 
impact their sense of mastery. On the other hand, if the performance is attributed to ability, an internal 
attribution within the actor’s control, it impacts their sense of efficaciousness because the actor’s ability 
led to the positive outcome. Linking self-attributions to respondents’ perceptions of their identity 
performances represents an important avenue for development.  
     Building on the work of Stets and Burke (2005), I argue that self-attributions represent an actor’s 
perception of how and why events have unfolded. These self-attributions are part of the ongoing 
evaluation of one’s identity behaviors influencing the environment. Prior researchers theorized that self-
attributions reflect a source of information about one’s identity performance, but until Stets and Burke’s 
(2005) discussion of their operation within the control process, the precise mechanisms of how self-
attributions operate was somewhat unclear (Crittenden, 1983; Rosenberg, 1979; Wells, 2001). 
Conceptualized as part of the ongoing evaluation of one’s identity performance, they provide insight into 
why successful identity performances lead to a positive self-view and failures lead to negative self-
feelings (Burke & Stets, 2009; Gecas, 1989, 2001). By this, I mean, IT assumes that people act in ways 
supporting the active identity. When their actions are successful, it reaffirms their abilities and skills. 
When their actions are not successful, especially when this non-verifying feedback is repeatedly 
experienced, it leads to negative self-feelings. Self-attributions, in addition to reflected appraisals, are 
believed to be used by actors to judge the successfulness of their identity performances. It is important to 
reiterate that self-attributions envisioned by Stets and Burke are quite different from how they are used in 
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attribution theory. Self-attributions are part of the inputs used to evaluate one’s ongoing identity 
performance; within attribution theory, self-attributions occur after the fact to explain the observed 
events.  
     Here I investigate how self-attributions affect respondents’ sense of self. Specifically, how actors’ self-
attributions of their current worker and academic identities affect reports of mastery and self-esteem. 
These identities were chosen because they are important within American society. One’s educational 
attainment is strongly correlated with the occupational opportunities available. Moreover, these identities 
affect most other facets of one’s life, thereby making them central. Attributions of responsibility for one’s 
current worker and academic identities should affect their feelings of mastery and self-esteem because 
they reflect their sense of competence and worth, leading to an increase of self-esteem (Cast and Burke 
2002). Attributions of effort and abilities as responsible for one’s worker and/or academic identity reflects 
a belief that one has the skills and puts forth a sufficient effort to have achieved these positions. Internal 
attributions should also lead to positive feelings towards the self (e.g. increased mastery and self-esteem) 
because one feels their behaviors affected the outcome—identity verification assuming that one’s 
evaluation of ability and effort are high. Alternatively, external attributions reflect one’s belief that their 
behaviors were moderated by the environment outside of their control, and therefore, were less 
consequential for their identities. Attributing one’s worker and/or academic identities to external forces 
should lead to negative feelings (e.g. lowered mastery and self-esteem) because one feels their identity 
performances were not responsible for their identities leading to an adverse effect on the actor’s self-
views (Burke and Harrod 2005; Cast and Burke 2002).  
     Following the discussion above, I present the following hypotheses related to one’s attributions of 
responsibility and corresponding levels of mastery and self-esteem. I first present the following 
hypotheses regarding self-attributions and self-feelings: 

H1: Actors who make internal attributions about their current worker/academic identity will report 
higher mastery. 
H2: Actors who make internal attributions about their current worker/academic identity will report 
greater levels of self-esteem.  
H3: Actors who make external attributions about their current worker/academic identity will report 
lower mastery.  
H4: Actors who make external attributions about their current worker/academic identity will report 
lower levels of self-esteem. 
     I do not propose hypotheses of how these initial perceptions of responsibility for one’s worker and 
academic identities might influence actors’ identity discrepancies. At this point, IT offers no 
theoretical justification for doing so. I have no reason for believing that these earlier attributions are 
substantively different from the meanings held in the actor’s identity standard. Moreover, these 
attributions are likely part of the identity standard meanings used during interactions. The following 
hypotheses represent the expected relationship between identity discrepancies and respondents reports 
of mastery and self-esteem following identity theory:  
H5: The greater one’s worker/academic identity discrepancy, the lower their level of mastery. 
H6: The greater one’s worker/educational identity discrepancy, the lower their level of self-esteem. 

DATA 
     These data come from a larger project conducted by the Social and Behavioral Research Institute 
(SBRI) at California State University, San Marcos between May and September 2000. Among the several 
foci of the survey was to understand how people view themselves. Households were chosen randomly 
using random digit dialing with data collected using computer assisted telephone interviewing software. 
Respondents are persons 18 years or older residing in Los Angeles County. Interviews averaged 
approximately 30 minutes. 
     The complete study obtained 1,107 completed interviews. The racial/ethnic breakdown of the sample 
is as follows: 308 white respondents, 329 Latino respondents, and 370 African American respondents. 
The remaining racial/ethnic composition of completed interviews is: 49 Asians, 14 American Indians, 16 
unclassified by their racial/ethnic heritage, and 21 persons either refusing to answer the question or 
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responding “don’t know.” Given the relatively small number of people within the other racial/ethnic 
groups, I have chosen to exclude them. The remaining sample allows for an analysis of the three largest 
racial/ethnic groups: African Americans, Latinos and Whites.iii

     Interviews were conducted in either English or Spanish according to the respondent’s wishes. The 
questionnaire was originally developed in English and then back-translated into Spanish to maximize the 
equivalence of the two instruments.

 The final sample is 32% Latino, 38% 
African American and 30% White. 

iv The AAPOR response rate is 64%v

DEPENDENT VARIABLES 
 

     Mastery

     Self-Esteem is a latent construct comprised of ten items measuring self-esteem (Rosenberg 1979). 
Respondents were asked to rate their agreement with the statements using a scale of 0-10 where 0 = “none 
of the time” and 10 = “all of the time.” Responses are reverse coded as appropriate, and combined into a 
scale with a higher value indicating a greater sense of depression. The alpha reliability of the self-esteem 
measure is .83. The exact wording can be found in the appendices. 

 is a latent construct comprised of Pearlin et al.’s (Pearlin, Lieberman, Menaghan, & Mullan, 
1981) mastery scale. Responses were coded 1 = Strongly Agree to 4 = Strongly Disagree. Items were 
reverse coded where appropriate so that a higher value reflects greater mastery. The alpha reliability for 
this latent variable is .79. The exact wording can be found in the appendices. 

INDEPENDENT VARIABLES 
     Personal Income is captured with income ranges rather than precise dollar amounts. Respondents were 
asked to indicate the range that fit their personal income level. Categories were: 1= Less than $10,000; 2 
= Between $10,000 but under $15,000; 3 = Between $15,000 but under $20,000; 4 = Between $20,000 
but under $25,000; 5 = Between $25,000 but under $30,000; 6 = Between $30,000 but under $35,000; 7 = 
Between $35,000 but under $40,000; 8 = Between $40,000 but under $50,000; 9 = Between $50,000 but 
under $60,000; 10 = Between $60,000 but under $75,000; and 11 = Above $75,000.  
     Occupational Prestige was recorded by the interviewer who asked the respondent to describe, in 
detail, what s/he was currently doing for work. Respondents’ answers were recorded verbatim by the 
interviewer. Occupational prestige scores were then assigned using the 1990 Census Bureau’s 
occupational classification scheme using the description provided by the respondent. Higher scores 
represent occupations with greater prestige.  
     Educational Attainment was measured by asking respondents to report the highest year of schooling 
completed. When respondents reported the highest degree obtained, interviewers recorded the reports 
using the following numeric values: grade school or less = 8; high school = 12; community college = 14; 
college degree = 16; master’s degree = 18; doctorate or professional degree = 20.  
     Identity Standard is determined by asking each respondent to indicate how s/he sees the self in his/her 
occupation and education. To capture the respondent’s worker identity standard each respondent was 
asked to respond to the following question: “On a scale of 0-10, where 0 is not at all good, and 10 is very 
good, how would you rate yourself at your job?” This process was repeated for the academic identity with 
the poles modified accordingly for the academic identity. The exact wording of these items can be found 
in the appendices. 
     Identity Discrepancy

     The amount of identity discrepancy was calculated by generating the absolute value of the difference 
of the identity standard and the reflected appraisal from each significant other. Taking the worker identity 
as an example, I subtracted the reflected appraisal of their co-workers’ perceived evaluation of them from 
the respondent’s self-perception of themselves in the identity. I then calculated the absolute value of this 
deviation as the discrepancy. The process was repeated for each significant other and identity. Identity 

 to calculate the amount of identity discrepancy, each respondent was asked to 
report how they think that selected significant others view them in terms of each identity. For the worker 
identity, respondents reported their perception of how family members, co-workers, friends, and if 
applicable, their partner would rate them. For the academic identity respondents were asked to report how 
satisfied they perceive family members, friends, and when applicable, partners rate their academic 
achievement. Respondents were instructed to use the same 0-10 scale, where 0 = not at all good and 10 = 
very good at their work/education. The complete list of the items can be found in the appendices.  
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theory posits, and has subsequently found, that the direction of the discrepancy (over-evaluation or under-
evaluation) is irrelevant for people experiencing negative outcomes as a result of identity discrepancies 
(Burke 1991; Burke and Harrod 2005). The alpha reliability for the worker discrepancies is .78. The alpha 
reliability for the academic discrepancies is .74.  
     While the current study utilizes an identity standard with an evaluative dimension, it is not unique in 
this regard. IT is interested in the meanings of the identity as motivating one’s behavior (Burke 2006). 
The goal here is the same and this or similar measures have been used in other research (Burke & Stets, 
2009; Marcussen, 2006; Stets & Harrod, 2004). While the identity standard measure used here is 
evaluative in nature, identity theory does not delineate among dimensions of meaning like other theories, 
such as Affect Control Theory (MacKinnon, 1994; Robinson & Smith-Lovin, 2006). Instead, IT is 
interested in meaning for how it defines whom one is providing motivation to behave in ways confirming 
these self-meanings (Burke 2006). 
     Internal Occupational Attributions is a latent variable of two items. Respondents were asked to report 
how important they felt their own abilities and effort were for their current occupational attainment. 
Respondents reported their level of agreement using the following scale: 1 = Very Important to 4 = Not at 
all Important. Items were recoded so that higher values represent greater agreement. Items were factor 
analyzed using a principle components analysis, yielding a single factor. The factor loadings and the 
eigenvalue of the measure and the exact wording of these items can be found in appendices.  
     External Occupational Attributions is a latent variable of two items. Respondents were asked to report 
how important they felt opportunities and luck were for their current occupational attainment. 
Respondents reported their level of agreement with the following scale: 1 = Very Important to 4 = Not at 
all Important. Items were recoded so that higher values represent greater agreement. Items were factor 
analyzed using a principle components analysis, yielding a single factor. The factor loadings and the 
eigenvalue of the measure can be found in appendices.  
     Internal Academic Attributions is a latent variable comprised to two items. Respondents were asked to 
report how important their abilities and effort were for their academic achievement. Respondents reported 
their level of agreement using the following scale: 1 = Very Important to 4 = Not at all Important. Items 
were recoded so that higher values represent greater agreement. Items were factor analyzed using a 
principle components analysis, yielding a single factor. The factor loadings and the eigenvalue of the 
measure can be found in the appendices.  
     External Academic Attributions is a latent variable comprised of two items. Respondents were asked to 
report how important they felt opportunities and luck were for their current academic achievement. 
Respondents reported their level of agreement with the following scale: 1 = Very Important to 4 = Not at 
all Important. Items were recoded so that higher values represent greater agreement. Items were factor 
analyzed using a principle components analysis, yielding a single factor. The factor loadings and the 
eigenvalue of the measure can be found in the appendices.  
     I use respondents’ self-attributions for their current occupational and educational attainment as 
reflecting these identities. Respondents’ attributions of their performance in each of these identities reflect 
the impact of their self-explanation for their worker and academic identities. Self-attributions reflect 
identity relevant feedback about their identity performance, and thus, are part of their identity as theorized 
by prior researchers. Moreover, this conceptualization of identities has been used in prior research (Burke 
and Stets 2009; Stets and Harrod 2004).  
     Age was captured by asking the respondent the year of their birth. Interviewers recorded the last two 
digits of the year (e.g. 73 for a respondent born in 1973). This year was then subtracted from 100 to 
calculate the respondent’s age at the time of the interview.  
     Race/Ethnicity is measured by the respondent’s self-report of the racial/ethnic background. 
Specifically, respondents were asked, “How would you describe your racial background?” Answer 
categories were White, Hispanic, African-American or Black, Asian, American Indian and Other. 
Responses to the “other” category were then recoded back into the preexisting categories where possible. 
Because of sample sizes and concerns about heterogeneity of some racial/ethnic groups, only three 
racial/ethnic groups are used. Dummy variables were constructed for African-Americans, Latinos and 
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Whites where 1 = membership in the group (e.g. Latino) and 0 = for all others. For all analyses, Whites 
represent the excluded category.  
     A heuristic of the theoretical model analyzed is presented in Figure 1. Moving from left to right, we 
see the exogenous control variables comprising the basic demographic variables of age, gender, and the 
respondent’s race/ethnicity, with whites reflecting the comparison group. Additionally, we see that the 
respondent’s personal income, academic achievement and occupational prestige scores are also 
exogenous. These SES items are included because prior research has emphasized the importance of an 
actor’s SES influencing their ability to achieve identity verification. Moving to the right, we see the 
endogenous variables of the respondent’s attributions (both internal and external) for their worker and 
academic identities impacting reports of identity discrepancies (both worker and academic). While I have 
no theoretical reason to believe that attributions will alter the identity discrepancies, I similarly have no 
theoretical justification for not allowing them to impact identity discrepancies. So to be cautious I allow 
the attribution measures to impact respondents’ reports of identity discrepancies. Next, we see that 
identity discrepancies will influence the respondent’s reports of mastery and self-esteem as the dependent 
variables.  

[Figure 1 About Here] 
Results 
     Table 1 holds the means and standard deviations of each variable included in the analyses. Table 2 
contains the zero-order correlations among variables. 

[Table 1 About Here] 
[Table 2 About Here] 

     Table 3 contains the results of the structural equation model analysis of the impact that internal and 
external attributions have on respondents’ reports of mastery and self-esteem. Beginning with the 
endogenous variables in the middle of Figure 1, we see support for Hypothesis 1. Respondents making 
internal attributions for their worker (β = .092) and academic identities (β = .074) report greater mastery 
as predicted. Hypothesis 2 posits that those making internal attributions for their worker and/or academic 
identities will report a greater sense of self-esteem and it is supported within these data. Those making 
internal attributions of abilities and effort for their worker (β = .058) and academic (β = .059) identities 
report greater self-esteem. Looking again to Table 3, we find results supporting Hypothesis 3. 
Respondents making external attributions for their current worker (β = -.115) and academic identities (β = 
-.142) report lower mastery. There is mixed support for Hypothesis 4 positing that those making external 
attributions for their worker and academic identities will report lower levels of self-esteem. Respondents 
making external attributions for their worker identity (β = .142) report lower self-esteem as expected, but 
not for the academic identity.  

The remaining hypotheses also focus on the endogenous variables, but shift to how identity 
discrepancies affect respondents’ reports of mastery and self-esteem. Hypothesis 5 receives mixed 
support within Table 3. Hypothesis 5 posits that the greater the worker and/or academic identity 
discrepancy the lower the mastery. However, Hypothesis 5 receives mixed support in that only reports of 
an academic identity discrepancy leads to a reduction of mastery (β = -.122). Table 3 also bears on 
Hypothesis 6 which also receives mixed support. Hypothesis 6 posits that the greater one’s identity 
discrepancy for their worker and/or academic identities would report reduced self-esteem. However, 
Hypothesis 6 it is only supported for identity discrepancies for those respondents reporting a discrepancy 
of their academic identity (β = -.117).  
     Although no hypotheses are offered for the exogenous variables, there are some patterns worth noting. 
Consistent with prior IT research, there is a clear relationship of higher resources helping people achieve 
identity verification. Specifically, personal income (β = .158), occupational prestige (β = .153) and 
educational attainment (β = .095) all positively affect respondents reports of mastery. A similar pattern is 
observed for resources affecting self-esteem. Respondents reporting greater personal income (β = .137), 
occupational prestige (β = .247), and educational attainment (β = .085) all report greater self-esteem. 
Table 3 also shows that older respondents report lower levels of both mastery (β =-.124) and self-esteem 
(β = .091).  
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     Table 3 also shows some interesting patterns of how the exogenous variables are related to the 
endogenous variables of this model. Older respondents report lower identity discrepancies for their 
worker identity (β = -.081). Those reporting greater occupational prestige tend to report lower identity 
discrepancy scores (β = -.114). The greater the educational attainment one has earned, the lower the 
identity discrepancy reported for their academic identity (β = -.215). Also noteworthy, is the fact that 
there are no significant gender differences in the results.  
     Lastly, we see that Table 3 shows an interesting pattern of race/ethnicity related to the attributional 
measures. We see significant differences in how the Latinos and African Americans attribute 
responsibility for their current worker and academic identities compared to Whites. Latinos are more 
likely to report external forces are influential in affecting their worker (β = .152) and academic identities 
(β = .187), compared to Whites. Latinos are also more likely to make internal attributions for their 
academic identity (β = .154) compared to Whites. African Americans are more likely to make internal (β 
= .132) and external attributions (β = .120) for their academic identity compared to Whites. We can also 
see that African Americans report greater mastery (β = .108) and self-esteem (β = .093) than Whites.  
Discussion and Conclusion 
     Identity theorists posit people derive their sense of self by successfully enacting identities in ways that 
self and others recognize. Following Mead (1934) and other symbolic interactionists, information about 
identities are honed through socialization and our interactions with others. Using this information people 
behave in ways they feel will support the identity meanings held within their identity standard. When 
identities are successfully performed leading to identity verification, people experience positive emotions 
and self-feelings (Burke and Stets 2009; Cast and Burke 2002). Historically, researchers have relied on 
reflected appraisals to measure how well one’s identity is performed. However, as these results show, 
actors utilize self-attributions to evaluate their identity performances and corresponding self-feelings. 
These results show self-attributions and identity discrepancies are both consequential for reports of 
mastery and self-esteem.  
     Following Stets and Burke (2005), self-attributions are conceptualized as an additional source of 
information actors’ use when evaluating their identity performances. Identity theory makes clear that our 
experiences performing an identity come to be internalized as part of our identity standard. The meanings 
and experiences contained in our identity standard shaping our future behaviors. When these self-
attributions suggest our behaviors affected the outcome as expected, it leads to self-verification and 
positive self-feelings. On the other hand, when our self-attributions contradict or undermine the role our 
behaviors played in influencing the outcome, it leads to identity non-verification causing negative self-
feelings, including reductions of self-esteem. It was expected that an actor’s attributions for their worker 
and academic identities would be used in addition to identity discrepancies affecting reports of mastery 
and self-esteem. However, the results are mixed between the two identities investigated.  

Beginning with the academic identity, the pattern follows the expected pattern. Respondents 
making internal attributions for their academic identity report increases in their mastery and self-esteem. 
Respondents reporting that external forces were responsible for their academic identity also report 
reduced levels of mastery, but not self-esteem. The results also show that the greater the identity 
discrepancies reported for their academic identity, the more likely they are to report reduced levels of 
mastery and self-esteem. Thus, for the academic identity, the results support the argument advanced by 
Stets and Burke (2005) that actors will utilize both identity discrepancies and self-attributions to 
determine identity verification. 
     Turing next to the worker identity, the attributional measures operated as predicted by Stets and 
Burke’s revisions, but the identity discrepancies did not. Respondents making internal attributions for 
their worker identity also report increased mastery and self-esteem. Those making external attributions 
report decreased levels of mastery and self-esteem. Unexpectedly, identity discrepancies had no effect on 
either mastery or self-esteem. A potential explanation for this comes from the fact that those making 
internal attributions for their worker identity report lower levels of identity discrepancies for this identity 
(β = -.157). Respondents who feel their own abilities and efforts led to their worker identity report lower 
levels of identity discrepancies for this identity. If one believes strongly that his/her actions led to their 
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occupational attainment, it is not unreasonable to believe they feel as though others share their view. In 
effect, by attributing responsibility to one’s own actions, the actor is relying on past objective and 
subjective evidence that they are competent performing their identity.  
     An alternative explanation, completely consistent with the argument above, suggests that people’s 
initial performance expectations affect how subsequent information is interpreted (Campbell & Sedikides, 
1999; Tolli & Schmidt, 2008). These studies envision one’s initial performances as baseline expectations 
affecting one’s behavioral choices. When initial performances are successful, the actor is more likely to 
continue trying in the face of difficulties and/or disconfirming feedback. Researchers found that when one 
has initial successes, but are faced with subsequent difficulties, they adjust their performance expectations 
as they gain experience with the activity at hand. Whereas when initial performances are unsuccessful, 
people were found to discontinue their efforts more quickly when facing challenges to their efforts. While 
it is impossible to determine how much experience respondents have in their occupation, the average age 
of the sample (µ = 42.72) supports the proposition that they have considerable work experience. Given 
these past experiences, respondents should have a fairly stable sense of their abilities which allow them to 
discount or ignore any negative feedback from others. Regardless, this is an interesting finding begging 
for additional theorizing and research to untangle the moderating relationship between internal 
attributions and the insignificant finding of identity discrepancies for the occupational identity.  
     While not hypothesized, results are consistent with prior research that one’s SES is associated with 
(personal income, educational attainment and occupational prestige) reports of increased mastery and 
self-esteem (Burke & Stets, 1999; Cast & Burke, 2002; Stets & Harrod, 2004). These results are 
completely consistent with IT’s expectation that those with more valued status characteristics will have an 
easier time achieving identity verification. I have utilized SES measures of achieved as opposed to 
ascribed statuses. Although research has not suggested this as an important distinction, within the current 
context it may be relevant because achieved statuses are linked to one’s behaviors as responsible for these 
positions. The distinction may be important because achieved statuses imply that one’s identity 
performances are linked to the meanings of one’s identity standard. In turn, this is linked to a greater 
feeling of being able to control the world around them as well as boosting their sense of worth. Feelings 
of control and predictability are carried with them cross-situationally and are associated with greater 
mastery and feelings that one is a person of worth. Ascribed statuses, on the other hand, are socially 
imposed and aren’t necessarily linked one’s abilities (e.g. gender, race/ethnicity, or parental social class) 
but they still influence how people see themselves. These statuses influence how one sees the self as well 
as how others react towards them, which facilitates or hinders the ability to achieve identity verification. 
Unfortunately, the current data do not allow for an examination of how the respondents perceive 
themselves and how other people’s treatment of them comes to affect the respondent’s sense of self. 
Therefore, this is something that must be left to future research.  
     While not a focus of the study, the inclusion of the various demographic groups is an attempt to 
capture the lived experiences of respondents (Martin & Yeung, 2003). Results show no significant 
differences by gender, but there are significant differences by age and race/ethnicity. These significant 
differences suggest that simply capturing categories may not sufficiently allow us to capture the lived 
experiences of their ability to perform their identities and how other people treat them. Beginning with 
age, results show older respondents are more likely to report decreased mastery and self-esteem. This is 
consistent with earlier research that as we age there is an ebb and flow to our social and work obligations, 
ultimately culminating in retirement from work (Mirowsky & Ross, 2003; Schieman, Gundy, & Taylor, 
2001). Older respondents also report both internal and external attributions affecting their worker identity. 
However, the coefficient of internal attributions is more than three times as large (β =.232) as the external 
attributions coefficient (β =.07) suggesting that those with more experience performing their occupation, 
feel their own actions are responsible for their worker identity. Moreover, this finding supports the 
position that one’s social position affects how the self and others respond to the actor. In other words, 
older respondents have more work experience upon which to draw when evaluating their worker identity. 
Over time, most workers steadily rise into positions of increasing responsibility which not only affirms 
their abilities, but also alters how others view and treat them leading others to be more deferential (Burke 
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& Stets, 2009; Stets, 2004). But, as most people have experienced, as important as hard work is, being in 
the right place at the right time is also important which helps explain the significance of external forces 
for the worker identity.  
     Results also show there are significant racial/ethnic differences among the respondents. The 
experiences of the Latinos and African Americans within this sample are significantly different from 
Whites. We can clearly see that Latinos and African Americans are different from Whites in how they 
attribute responsibility for their educational attainment. At first glance this seems opposite the 
attributional literature that these are orthogonal, but a similar pattern has been observed by Hunt (1996, 
2001) when investigating these same three racial/ethnic groups beliefs’ of social stratification. To explain 
this seeming contradiction Hunt argues that for African Americans and Latinos, there is no inherent 
contradiction. Instead, Hunt argues that for those who have achieved successes (e.g. good jobs and 
educational attainment) that their own actions were responsible. These individuals also understand that 
other members of their racial/ethnic group are typically viewed and treated poorly by society. In effect, 
the African Americans and Latinos understand the structural barriers facing co-ethnics, and those who 
have been successful did so in spite of these barriers.  
     Finally, African Americans are more likely to report greater mastery and self-esteem than Whites do. 
Differences across racial/ethnic groups are perhaps most easily explained for African Americans given 
the ample research. The amount of research with Latinos, while growing all the time, is less copious 
making generalizations more difficult, and fraught with error. The finding that African Americans report 
higher levels of mastery and self-esteem compared to Whites is not unique to this study (Hoelter, 1983; 
Hughes & Demo, 1989). While speculative, a partial explanation might lie with the social comparisons 
being made by the respondents. Krause (1983) argues African Americans tend to compare themselves to 
other African Americans rather than Whites. Moreover, Hughes and Demo (1989) argue, that the 
reference point for African Americans is not tied to social structural success, but rather, interpersonal 
relationships. In any case, it is clear that mastery and self-esteem for these African American respondents 
is different from Whites, and possibly Latinos too. But a detailed analysis of differences is beyond the 
scope of this project.  
     The differences between racial/ethnic groups seen here suggest that we ought to take seriously calls 
that researchers look more closely for differences among different racial/ethnic groups. Much of the 
extant literature has demonstrated how one’s position in society (e.g. race/ethnicity or gender) affects 
people (Owens & Serpe, 2003; Stets & Harrod, 2004; Stryker, et al., 2005). The time appears appropriate 
for a deeper examination of how and why social structural positions function to affect people’s 
perceptions and actions. Clearly, there is much more to be done to fully develop how and why these 
differences exist. Future studies should design research with an eye towards exploring potential 
racial/ethnic differences in social psychological processes (Hunt, Jackson, Powell, & Steelman, 2000).  
     Ultimately, this study examines how self-attributions and identity discrepancies function within 
identity theory. Results suggest that self-attributions have much to offer identity theory. Self-attributions 
are clearly an additional source of information actors’ use while trying to determine how effective their 
identity behavior. Using attributions can go a long way in helping better understand people’s behavior and 
how they come to construct their sense of self as previously theorized. 
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Table 1. Means and Standard Deviations (N = 962) 
Variables Mean Std. Dev. 
Latino .32 .47 
African American .38 .48 
White .30 .46 
Age 42.72 16.62 
Gender, 1 = Female .60 .49 
Personal Income 4.44 2.63 
Educational Attainment 13.51 3.49 
Occupational Prestige 39. 88 15.28 
Internal Attribution, Worker 0 1 
External Attribution, Worker 0 1 
Internal Attribution, Academic 0 1 
External Attribution, Academic 0 1 
Identity Discrepancies, Worker .46 .74 
Identity Discrepancies, Academic 1.60 1.60 
Mastery 21.47 3.27 
Self-Esteem 32.40 4.32 
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Table 2. Zero-Order Correlations (N = 962) 
Variable 1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 
1. Latino 1.00                
2. African 
American 

-.54* 1.00               

3. White -.45* -.51* 1.00              
4. Age -.29* .04 .25* 1.00             
5. Gender -.09* .08* .01 .11* 1.00            
6. Personal 
Income 

-.26* -.04 .30* .06 -
.08* 

1.00           

7. Educ. 
Attainment 

-.42* .16* .26* .10* .01 .41* 1.00          

8. Occ. 
Prestige 

-.20* .01 .19* .13* .06 .27* .34* 1.00         

9. Internal 
Att., 
Worker 

-.04 -.02 .07* .08* .02 .10* .09* .22* 1.00        

10. 
External 
Att., 
Worker 

.15* -.08* -.06 -.02 -.00 -.09* -.12* -.11* .11* 1.00       

11. 
Internal 
Att., 
Academic  

-.01 .08* -.07* .01 -.04 .06* .17* .07* .16* .00 1.00      

12. 
External 
Att., 
Academic. 

.19* .01 -.20* .04 .00 -.28* -.22* -.18* .05 .35* .09* 1.00     

13. 
Identity 
Disc., 
Worker 

.06 -.01 -.05 -.13* -
.09* 

-.01 -.04 -.16* -.14* -.01 -.01 -.01 1.00    

14. 
Identity 
Disc., 
Academic 

.01 -.01 .00 -.03 .05 -.07* -.16* -.01 -.07* .04 -.06* .01 .04 1.00   

15. 
Mastery 

-.20* .12* .07* -.01 -.04 .28* .31* .19* .09* -.14* .13* -
.26* 

-.01 -
.14* 

1.00  

16. Self-
Esteem 

-.28* .15* .12* .06 -.03 .29* .36* .25* .09* -.15* .13* -
.21* 

-.04 -
.12* 

.71* 1.00 

Note: * p ≤ .05 
 
 
 

48



Table 3. Standardized Coefficients and T-Values in Parentheses From a Structural Equation Model of 
Attributions and Mastery and Self-Esteem (N = 962) 
         
Exogenous 
Variables 

Internal 
Att., 
Worker 

External 
Att., Worker 

Internal 
Att., 
Academi
c 

External 
Att., 
Academi
c 

Id. 
Disc., 
Worker 

Id. Disc., 
Academi
c 

Master
y 

Self-
Esteem 

Latino .029 
(.673) 

.152* 
(3.488) 

.154* 
(3.504) 

.187* 
(4.450) 

.046 
(.931) 

-.091 
(-1.817) 

-.015 
(-.333) 

-.071 
(-1.641) 

African 
American 

-.020 
(-.524) 

-.010 
(-.266) 

.132* 
(3.417) 

.120* 
(3.255) 

.007 
(.168) 

-.011 
(-.242) 

.108* 
(2.671) 

.093* 
(2.451) 

Age .232* 
(6.928) 

.070* 
(2.069) 

.010 
(.300) 

.171* 
(5.204) 

-.081* 
(-
2.010) 

-.005 
(-.126) 

-.124* 
(-
3.293) 

-.091* 
(-2.601) 

Gender .045 
(1.045) 

.007 
(.232) 

-.037 
(-1.118) 

-.026 
(-.820) 

-.061 
(-
1.660) 

.045 
(1.231) 

-.006 
(-.191) 

-.016 
(-.492) 

Personal 
Income 

.084* 
(2.265) 

-.102* 
(-2.712) 

.046 
(1.224) 

-.148* 
(-4.078) 

.135* 
(3.104) 

-.041 
(-.955) 

.158* 
(3.867) 

.137* 
(3.583) 

Occ. 
Prestige 

.111* 
(2.614) 

-.043 
(-1.004) 

.018 
(.421) 

-.163* 
(-3.897) 

-.114* 
(-
2.299) 

.015 
(.312) 

.153* 
(3.291) 

.247* 
(5.537) 

Educ. 
Attainment 

-.019 
(-.458) 

-.051 
(-1.195) 

.179* 
(4.187) 

-.019 
(-.464) 

-.013 
(-.278) 

-.215* 
(-4.326) 

.095* 
(2.094) 

.085* 
(1.987) 

Endogenou
s Variables 

        

Internal 
Attribution
s, Worker 

          --                   -
- 

          --            -- -.157* 
(-
3.925) 

-.047 
(-1.199) 

.092* 
(2.489) 

.058† 
(1.685) 

External 
Attribution
s, Worker 

          --                   -
- 

          --            -- -.010 
(-.235) 

.021 
(.500) 

-.115* 
(-
2.900) 

-.142* 
(-3.773) 

Internal 
Attribution
s, 
Academic 

          --                   -
- 

          --            -- .036 
(.951) 

-.016 
(-.428) 

.074* 
(2.099) 

.059† 
(1.775) 

External 
Attribution
s, 
Academic 

          --                   -
- 

          --            -- -.021 
(-.484) 

.005 
(.107) 

-.142* 
(-
3.421) 

-.039 
(-1.014) 

Id. Disc., 
Worker 

          --                   -
- 

          --            --         --         -- -.026 
(-.686) 

-.020 
(-.554) 

Id. Disc., 
Education 

          --                   -
- 

          --            --         --         -- -.122* 
(-
3.204) 

-.117* 
(-3.258) 

Fit Statistics: Chi-Square = 941.464, df = 435, χ2

Note: * p ≤ .05, two-tailed; † = .05, one-tailed 

/df = 2.164, p > .05, CFI = .948, TLI = .929, RMSEA = 
.035, SRMR = .04 

 

49



Appendix A. Pearlin et al. (1981) Mastery Scale 
Pearlin et al. Items 

I have little control over the things that happen to me. 
There is really no way that I can solve some of the problems I have. 
There is little I can do to change many of the important things in my life. 
I often feel helpless in dealing with the problems of life. 
What happens to me in the future mostly depends upon me. 
I can do just about anything I really set my mind to do. 
Sometimes I feel like I am being pushed around in life. 
α = .79 
 
Appendix B. Depression Items 
I felt that I could not shake off the blues even with help from my family or friends. 
I had trouble keeping my mind on what I was doing. 
I felt depressed. 
I was happy. 
I felt lonely. 
I enjoyed life. 
I felt sad. 
α = .84 
 
Appendix C. Worker Identity Measures 
On a scale of 0-10, where 0 is not at all good, and 10 is very good, how would you rate yourself at your job? 
(Identity Standard) 
On a scale of 0-10, where 0 is not at all good, and 10 is very good, how do you think that your family members 
rate you at your job? 
On a scale of 0-10, where 0 is not at all good, and 10 is very good, how do you think your co-workers rate you 
at your job? 
On a scale of 0-10, where 0 is not at all good, and 10 is very good, how do you think your friends rate you at 
your job? 
On a scale of 0-10, where 0 is not at all good, and 10 is very good, how do you think your partner rates you at 
your job?  

α = .78 
 
Appendix D. Academic Identity Measures 
On a scale of 0-10, where 0 is not at all satisfied, and 10 is very satisfied, how satisfied are you with the level 
of education you have attained? (Identity Standard) 
On a scale of 0-10, where 0 is not at all satisfied, and 10 is very satisfied, how satisfied do you think your 
family members are with the level of education you have attained? 
On a scale of 0-10, where 0 is not at all satisfied, and 10 is very satisfied, how satisfied do you think your 
friends are with the level of education you have attained? 
On a scale of 0-10, where 0 is not at all satisfied, and 10 is very satisfied, how satisfied do you think your 
partner is with the level of education you have attained? 
α = .74 
 
Appendix E. Internal Attribution Measures 
How important would you say your abilities, things like talents, intelligence, and skills were in determining 
your current job? 
How important would you say your effort, things like desire, dedication, and motivation was in determining 
your current job? 
How important would you say your abilities, things like talents, intelligence, and skills were in determining 
your educational level? 
How important would you say your effort, things like desire, dedication, and motivation was in determining 
your educational level? 
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Appendix G. External Attribution Measures 
How important would you say your opportunities, things like your family background and other life 
circumstances, were in determining your current job? 
How important would you say luck, that is fate or chance, was in determining your current job? 
How important would you say your opportunities, things like your family background and other life 
circumstances, were in determining your educational level? 
How important would you say luck, that is fate or chance, was in determining your educational level? 

 
Appendix H. Principle Components Analysis of Attribution Measures 

Items Factor Loadings 
Internal Job Attributions  
Effort .86 
Abilities .86 
Eigenvalue 1.46 
External Job Attributions  
Opportunities .76 
Luck .76 
Eigenvalue 1.15 
Internal Academic Attributions  
Effort .61 
Abilities .61 
Eigenvalue 1.35 
External Academic Attributions  
Opportunities .79 
Luck .79 
Eigenvalue 1.24 

 
Endnotes 

iI use the term identity theory to include both the structural version of the theory typically associated with Stryker, Serpe 
and colleagues as well as the identity control theory version of identity theory typically associated with Burke, Stets and 
colleagues. While I appreciate that these theories have typically been thought of as unique, recent scholarship posits that the 
two approaches are the same theory with different emphases (cf. Burke and Stets 2009; Burke and Stryker 2000; Owens, 
Robinson and Smith-Lovin 2010). 
iiA case can be made for the inclusion of additional perspectives that share much in common with identity theory as 
described here. However, I focus on the dominant approaches currently actively engaged by researchers (cf. Owens et al. 
2010). 
iiiBecause of listwise deletion of cases, the multiple imputation was used to predict the missing values. Analyses using the 
imputation of cases show no substantive differences compared to those without the imputation, so the results using the 
imputed data is presented. 
ivThe translation and back-translation was accomplished with native speaking interviewers working at the call center. 
vCalculated using RR3 (American Association for Public Opinion Research 2002). 
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Abstract 
     Over the years, there have been debates in feminist literature over the terms ‘sex work’ and 
‘prostitution’. At policy level there are discourses about prostitution being an illegal activity and exotic 
dance bars being awarded the legal status. There are strong feminist arguments ‘pro-choice’ and equally 
strong arguments about exploitative nature of prostitution which reasons the prohibition of sex industry as 
it promotes slave trade. This study examined the reasons that contributed for ‘exotic dancers’ to work in 
the exotic dance bars as belly dancers, topless dancers and Bollywood dancers. The study explored the 
link between exotic dancing and prostitution to resolve the polarized views on exploitation of women 
versus choice of employment. The study also examined the differences and similarities between the three 
exotic dance bar settings Mediterranean, South Asian and Western. The findings revealed a combination 
of choice and exploitation that exist in different degrees in the three cultural settings. Economic model 
followed by each setting was another important contributor to the choice of ‘bar dancing’ as an 
occupation. The reasons explored indicated four primary categories (1) rebels (2) dancers (3) coerced (4) 
abused. This article discusses the limitation of judgmental arguments creating dichotomy in theory 
without much research.  
Key Words: Exotic dancing, Prostitution, Human Trafficking, Qualitative research, Women 
     There is much confusion in literature about the exploitation of women in sex-trade industry. There are 
arguments against objectification of women who work as strippers or exotic dancers (Farley, 2003; 
Malarek, 2004) and there is rejection among sex-workers who claim their right to choose to work industry 
without stigmatization (Sloan & Wahab, 2004). Sex-trade is widely misrepresented as a holistic term for 
all kinds of activities that engage in some kind of exchange of a sexual activity with monitory 
compensation of some kind. In reality there are different types of sexual activities, some of which are 
legal in most states of the United States and some illegal. Some of the legal activities involve no physical 
contact with the client ( example - online sex), some involve limited physical contact with clients but not 
sexual intercourse (example- lap dancing, stripping, and exotic dancing). Most illegal activities in sex 
trade involve (example-sexual massages, prostitution, nude modeling and working as pornography 
models) (Sloan & Wahab, 2004). Having spent around six years in understanding the differences and 
similarities in the sex-trade, the author had the opportunity to observe a segment of this industry for a 
long period of time which provided the author with rich data to generate a socio-economic and cultural 
model that thrives in recruiting women in the exotic dance bar settings. In this study the author was 
particularly interested in exploring the notion of choice that is debated extensively in social science 
literature for the study population. 
     This exploration was based on interviews with fifteen women who worked in different dance bars, 
Mediterranean, South Asian and American. The author had formerly worked closely with law 
enforcement and human trafficking task force to make a documentary on this subject. This experience and 
familiarity with the settings allowed access to the exotic dancers who agreed to be interviewed in this 
study. A component of sex industry was studied which is legal in most states in the United States. Exotic 
topless dancers who worked in strip clubs, belly dancers who worked in Mediterranean exotic dance bars 
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and Bollywood dancers who worked in South Asian bars and restaurants were chosen for this study as 
these activities typically do not involve sexual intercourse or intimate contact with clients.  
     The literature on Exotic dancers is sparse compared to literature on prostitution and sex trafficking. 
Some literature exists on striptease artists, go-go dancers and topless dancers. These are historic 
progressions of a similar kind of job (Sloan & Wahab, 2004). “Beginning with burlesque and the 
striptease, out of which go-go dancing emerged, and then quickly followed by topless dancing” (Sloan 
and Wahab, 2004, p.19).  The United States of America consists of immigrants from all over the world. 
The sex industry caters to all different types of clients. There are nightclubs and exotic bars and grills that 
employ women from Eastern Europe or the Middle East. They may perform once, or possibly several 
short routines throughout the night. These dancers are expected to dance close, sit with the clientele and 
encourage guests to buy them cocktails. For every cocktail a guest buys the girls earn a percentage of the 
sale. Often hustling drinks is a front for hustling period (Romania, n.d.). There were hardly any studies 
conducted on Mediterranean exotic dancers. Similarly, not much is written about the Bollywood dancers 
who work as entertainers in South Asian dance bars. These dancers wear exotic cloths and dance on a 
stage surrounded by clients. The clients view them as sex objects for the most part. Similar to strip clubs 
they throw money of the dancers and dancers get a small percentage of the money thrown on the floor 
(Jani, 2009).    
     Skipper and McCaghy (1970) conducted formal interviews with 35 strippers and informal interviews 
with 40 other strippers. Their study identified three conditions that contributed to women becoming 
dancers (1) exhibitionism for gain (2) stripping as an accessible occupational alternative and (3) sudden 
awareness about easy economic rewards (p.402). Gonos (1976) found in his research that go-go dancers 
chose it as a part time occupation to make more money than regular jobs. His finding was that dancers 
used it as means for some end which was not typically related to dancing or prostitution. Literature has 
established that a dancer is likely to make more money as a sex worker (Addams, 1912; Forsyth & 
Deshotels, 1998; Gonos, 1976; MacKinnon, 1987; Pheterson, 1989; Thompson & Harred, 1992). 
Thompson and Harred (1992) conducted structured interviews with 40 topless dancers. The study results 
found that most dancers were highly intoxicated and challenged to do it. This study also like most other 
studies found that it was a better paying profession and recruitment happened through friends and 
acquaintances. Sloan and Wahab (2004) interviewed 30 topless dancers and found four categories of 
women who joined the profession. (1) Survivors (2) workers, (3) non-conformists, and (4) dancers. 
     Belly dancing has become an icon of the Arab world in the West in recent years. However, the exotic 
cabaret style belly dancing performed by Middle Eastern and Eastern European women is hardly studied 
in literature. The study conducted on South Asian bar dancers in the United States by Jani (2010) revealed 
three reasons why women joined the bars as dancers. (1) Structural factors such as poverty and gender 
biases in South Asia (2) Lack of social support (3) better prospects. This study also highlighted another 
factor of a sudden policy shift that made bar dancing in Mumbai, India illegal that resulted in more stigma 
and less options available for dancers which lead them to look for employment outside of India. South 
Asian dance bars operate under the pretext of restaurants similar to the Mediterranean restaurants and bars 
that offer exotic dancing and thus the phenomenon is hardly captured by researchers or journalists (Jani, 
2010).  
Feminist debates over sex work and Study Significance 
     There are two schools of thought among feminists who have debated the issue over three decades. (1) 
Those who want to abolish all forms of sex work and (2) Those who want all forms of sex work legalized 
and decriminalized. The debate centers predominantly around prostitution and pornography. In recent 
years, the abolitionists have added sex trafficking to strengthen their argument. Abolitionist perspective 
considers all forms of sex trade as inhuman and violence against women. Objectification of women as per 
this approach should not be tolerated in equality of rights based society. However, the popular notion that 
all feminists are abolitionists is not accurate (Barry et.al., 1984; MacKinnon,1987). On the other end of 
this debate some feminists and writers believe that sex work is like any other occupation and women 
engaged in sex work are businesswomen who should have the same rights and freedom as any other 
employee or businessman (Bell, 1987; Delacoste & Alexander, 1987; Jenness, 1993; Pheterson, 1989).  
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     The author presented in a conference on sex trafficking in 2004 and presented both sides of this 
phenomenon. The conference consisted of eminent writers who believe in abolitionist approach. The 
human trafficking laws are heavily influenced by this school of thought. This triggered a search for more 
informati0n that lead to this conclusion. Little scientific research was available on this subject. This study 
emerged from that need for research in this area.  
Methods 
     Qualitative methodology was used to understand the lived experiences of exotic dancers in relation to 
where they came from and why or how they became exotic dancers. The author formerly worked closely 
with law enforcement on human trafficking cases. She had spent over a year visiting and observing 
several night clubs and bars. This made it possible to select three culturally different bars that offered 
exotic dancers as entertainers. Initially, ten exotic dancers were selected per site. Respecting the 
confidentiality of information and the scope of the study five participants were selected from each of the 
three bars selected for this study. Semi-structured face to face interviews were conducted with fifteen 
dancers. In order to protect the identity of participants, the demographic details were limited to dance bars 
operating in the United States and the names of cities or states have not been disclosed. Similarly, since 
exotic dancing is a stigmatized profession, protecting the identity of dancers is crucial. Pseudonyms have 
been used in publications and the real names of participants are kept confidential.   
Research Sites 
     This research was conducted in a culturally diverse city with significant South Asian, Middle Eastern 
and Eastern European population. At the time this study was conducted the city had population of 
1,188,500 people. The city had 50.8% White, 25.9% African American, 2.7% Asian, 0.1% Pacific 
Islander, 17.2% from other places. The median income Males was  $31,149 versus $28,235 for females. . 
About 14.9% of families and 17.8% of the population were below the poverty line, including 25.1% of 
those under age 18.  The city also contained localized populations ghettos of Chinese, Korean, Indian, 
Bangladeshi, Pakistani, German, Arab, Polish, and Russian people. The city at that time had over 30 
places that offered exotic dancers including topless dancers. At first four research sites were decided 
including a night club that offered predominantly Latina dancers. However, realizing the limitation of 
language three dance bars were chosen for this study.  
     First topless bar was a chain that operated in several parts of United States. In this chain dancers often 
moved from one state to the other. However, they were offered a choice to stay in the same city. This strip 
club was located in a popular area for adult entertainment where majority of the night clubs operated. The 
dancers in this site were predominantly white with some exceptions of Hispanic dancers.  
     The second research site was a Mediterranean bar and grill. This place offered belly dancing on 
Monday, Thursday, Friday and Saturday. These were the days with more business as per the owner of that 
bar and the place had several Americans who were frequent visitors alongside people from the 
Mediterranean region. This place had six belly dancers on rotation and the bar was part time employment 
for the dancers. The dancers were both American as well as from Eastern Europe. They all spoke English 
and also worked with other night clubs on commission basis. 
     The third research setting was the South Asian bar, located in the middle of the city. This place used a 
picture of bollywood dancers in its advertisement and was listed on the city website as a restaurant. This 
place had fifteen full time dancers who danced through the night. These dancers migrated from India and 
were paid monthly salary in Indian rupees.  
Sampling 
     Purposive availability and snowball sampling was used for the study. Three bars were chosen catering 
to different ethnicities. Women over the age of 19 were invited to participate in the study. Five 
participants per dance bar agreed to participate in the study. Original sample was of twenty women which 
later reduced to fifteen as it was difficult to find participants from a Latina dance bar where the dancers 
were moved from that setting every fifteen to twenty days and new dancers were replacing the dance 
floor. Also, some of the girls did not meet the age requirement and they were excluded from the study.  
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Participant Recruitment 
     The author had spent two years, in relationship building and gaining trust of the bar managers and 
dancers who agreed to participate in the study. This process required convincing the bar managers, 
dancers, disc Jockeys, house mums and bar tenders to allow access to frequent the bars and eventually 
interact with the dancers. The author personally knew two dancers one of which worked in the 
Mediterranean bar and the other worked in the American bar. So, recruiting participants happened more 
easily in these bars where the author introduced herself as a classical dancer and a researcher. The 
researcher’s association and knowledge about different styles of dances helped in recruitment. The author 
did not know a particular dancer in the South Asian bar. However, language was an advantage at that bar 
because the manager and dancers spoke Hindi which the author could speak fluently. Urdu (Hindi) was 
the language which most women at that bar were comfortable with. It took a long time to convince the 
bar’s manager to allow a female researcher on his bar’s premises for a longer period of time. After several 
attempts the manager refused the researcher to interact with the dancers. He finally allowed interaction 
when the researcher offered the dancers an incentive to perform on a charity event which gave them a 
certificate for participation. Once permitted, the dancers agreed to participate in the study.  
Data Collection 
     Quantitative demographic and in depth qualitative data was collected. Data was collected by the 
researcher due to her familiarity with the settings. Data was collected over a period of two months from 
fifteen participants based on participants’ availability of time. Semi-structured interviews were conducted 
with the participants. Face to face interviews were conducted in private with the participants after 
obtaining oral consent from these participants using their stage names. In-depth qualitative interviews 
were conducted with fifteen dancers who worked as exotic dancers in dance bars. Observational notes 
were recorded. Demographic data was collected on seven variables (1) age (2) birth region (3) education 
(4) first job (5) salary in the first job (6) current salary (7) family support.  
     Qualitative data collection involved a series of questions ranging from questions about early life 
experiences, how they decided to become a dancer , how do they perceive their job, if there is any kind of 
abuse or violence at any stage in dancing and their future plans. 
     Interviews: An interview guide was prepared to explore intense life stories. Average time for the 
interviews was three hours with an exception of one interview which took place over a period of two days 
for one hour each day. The interviews aimed to gain an understanding about the participants’ early life 
experiences, exploring their family circumstances and personality factors, the reasons why they chose to 
or were forced to become dancers and what do they perceive their profession as? The most important 
aspect explored in the interviews was if the dancers chose dancing as a career or it was a result of 
something else. Also, some questions were asked to explore if the dancers were using dancing as means 
to an end which was not related to dancing. At any point when the participants felt uncomfortable in the 
interview they were asked if they would prefer discontinuing the interview. The participants also had the 
liberty of opting out of the study if at any point in the interview they felt uncomfortable. These interviews 
were intense and gathered varied responses. For the most part, the flow of conversation was left 
uninterrupted except in four interviews when the researcher had to moderate the interviews. 
     Observation: Qualitative studies involve everything from just being there in the field setting, 
observation and interaction. Observation was a crucial aspect of my study. The researcher had spent 
extensive time in the three bars before this study was undertaken. In the South Asian bar and the 
Mediterranean bar majority of the clients were men. However, women were allowed an entry especially if 
they had a male accompanying them. On the other hand, in the American bars the researcher was seen 
with a lot of suspicion during the orientation period. In order to break the suspicion the researcher always 
went to the American bar with an American male. Immersing in the culture was crucial to this study. Over 
a period of time, the researcher had learnt the mannerisms, dos and don’ts about behavior in these bars. 
Field notes were a valuable asset in data analysis. The interviews could not capture the cultural 
differences, behavior of dancers on stage and in the bar, the client’s behaviors and overheard 
conversations, the details about every individual in the setting and most importantly the economic 
exchanges. Several gaps were filled with detailed field notes. Field notes were recorded in the cell phone 
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because texting was a normal behavior in these settings and carrying a notebook or a computer was not a 
possibility. 
Data Analysis 
     Quantitative descriptive statistics was used to analyze demographic data and some data from the field 
notes. Immersion and crystallization was used for analyzing the qualitative data collected.  Twenty three 
variables emerged from coding the transcripts and field notes that could be quantitatively analyzed. 
However, the most significant variables included (1) age (2) birth region (3) education (4) first job (5) 
salary in the first job (6) current salary (7) family support (8) drug use (9) history of childhood abuse (10) 
societal stigma. The four categories explored qualitatively in the study included reasons that impacted 
participants’ decisions to become dancers were (1) rebel (2) dancer (3) coerced (4) abused. While most 
transcripts had one or a couple of these themes emerging from their interviews, there were two interviews 
that had unique reasons to become a dancer. All the participants spoke succinctly about the impact of their 
dancing on their physical and mental health. Some also described how it impacted their lives in general. 
The final analysis provided differences and similarities in the reasons why women became exotic dancers 
in different regional dance bars. The analysis also provided information on different reasons based on 
cultural backgrounds that resulted in the participants’ becoming exotic dancers either by choice or by 
force.  
Important Findings 
     The age range of study participants was 18-36 years. The girls who danced in the South Asian bars 
were temporary visitors to the United States and originally belonged to India, Nepal and Bangladesh. 
These girls had spent significant time dancing in the dance bars in India before coming to the United 
States. The girls who worked in the Mediterranean bars were from Bulgaria, Albania, Ukraine and United 
States. The girls who worked in the American bars were from different states within the United States 
with an exception of one girl who was from Vietnam. The median education level was high school 
completed. However, there were outliers on both ends. 16% of the subjects dropped out after primary 
school and 28% of the total sample studied had completed undergraduate degree. First jobs varied for 
sample collected in all the three settings. The average job category for dancers from South Asian bars was 
that of  daily wage worker (maid, newspaper distributor, cook etc.). In the Mediterranean bar the median 
on this variable was a dancer. In the American bar the dancers’ first job was an odd job (waiter, secretary, 
assistant photographer etc.). It was difficult to produce a mean or median salary from this subject 
population as the salaries had huge variation. The range of monthly full time salary for participants from 
the South Asian setting on their first job was 10 to 40$ a month. The first monthly salary of dancers in the 
Mediterranean bar ranged from 800-1000$ working part time and for range of monthly salary from the 
first job of women who worked in the American bar was 1500-2800$ a month.  
     As dancers in South Asian bar, the women were paid in Indian currency. These dancers were on 
monthly salary in Indian rupees. The dancers worked seven days a week from 10.00pm to 4.00am in the 
morning. They were paid 300-400$ a month with free accommodation. All the dancers lived in one a four 
bedroom house that was shared by fifteen of them. The dancers who danced in the Mediterranean bar 
earned in the range of 1500-3000$ a month working part time, three to four days a week from 8.30pm to 
3.00am in the morning. These dancers worked on a commission bases. So, their salaries range was wide 
as the tips impacted their salaries. Those girls who danced in the American bars earned the highest 
amount. Three participants from the five interviewed worked full time and two of them worked part time. 
They worked as contractors and earned from the tips. Those girls who had joined the bar within a couple 
of years, earned around 4000-5000$ a month and those who had worked in the same bar for a period of 
more than six years, earned around 3000$ a month. 88% of the study participants said that their families 
(parents) did not approve of their working in the bars. From the total sample 72% of the dancers were 
addicted to drugs or alcohol. 40% of the respondents had a history of childhood abuse either by family 
members or by employers. Abuse by family members was reported by dancers that worked in American 
and Mediterranean bar and childhood abuse by employers was reported by dancers that worked in South 
Asian bars. 94% of the total sample size thought that their job as a dancer is heavily stigmatized in the 
society they belong to. The total sample consisted of women who followed Islam, Hinduism and 
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Christianity. It was observed that in Mediterranean and South Asian bars, the dancers started with lower 
salaries and their salaries increased with more number of years spent as a dancer. However, in the 
American bars, the dancers started with more income and their income gradually reduced as they started 
paying a percentage to the house mum, DJ, and the waiters in tips. Also, the level of stigma was 
significantly different in every cultural setting. The dancers that danced in South Asian bars were heavily 
stigmatized and were completely rejected by their parents. However, their husbands approved of it. In the 
Mediterranean bars the women who worked were equally stigmatized in society. However, their families 
did not approve of their dancing in the bars, they were more accepting of bar dancing as a career choice. 
The dancers who worked in the American bars were also stigmatized. Their parents did not approve of 
their dancing with two exceptions and their boyfriends approved of dancing as a career. However, none of 
the girls working in this setting were married at the time this study was conducted.   
     The primary goal of this paper was to find out reasons that influence women’s choice to become exotic 
dancers. The data analysis shed some light on the fact that there is not a definite answer to this question. 
Based on the life experiences of fifteen women interviewed for this study, four themes emerged that 
explained why women joined dance bars as exotic dancers. The second aspect explored in this study was 
if there were cultural differences that impacted the choice of becoming an exotic dancer. Qualitative 
inquiry as the capacity to generate new information that can be later tested quantitatively. Some of the 
unanticipated information generated from this study resulted being very significant outcomes of this 
study. The impact of dancing in the bars on exotic dancers was a running theme in all the transcripts. 
Again, culturally women from different source regions had extremely different implications of the impact 
exotic dancing had on the dancers’ lives. Drug use was another significant finding that emerged from this 
study. The sample size in this study was limited and convenience sampling was used. Thus, the study 
findings have limitations and the sample may not be a representative sample for the population. However, 
the study results become important as they provide some insight in the world of exotic dancers whose life 
decisions often depend on policies that are formed without much scientific evidence. Narratives from 
thematic analysis are quoted below to better understand the feminist rhetoric. 
Rebel 
     From the total sample, 27% of women were rebels. All the three cultural settings had women who 
belonged to this category. These were women who were interested in being different, who lived an 
unusual lifestyle. They did not see any meaning in the stigma attached to exotic dancing. The participants 
whose responses were categorized as rebel included women who had completed high school and who 
belonged to middle class families. This category ran across the three cultural settings. Women from all the 
three bars belonged to this category. Gina lived a completely different life than usual girls in that young 
age.  
     “ My mother is a high school teacher. We never got along. She has her own views that she throws on 
everyone in my family. I am not saying that I am not religious. I am, but you see I am more in love with 
god than I would worship him. It’s a totally different story here…I think I was early in everything. My 
mum said I walked faster than usual kids do, I entered puberty faster than my friends, had my first 
boyfriend faster than anyone that age…My first drink was when I was in middle school and I think I am 
fast even here. I think I am different. I believe in being free. When I first did coke, I was in extacy.  My 
mom and I had an argument once and I left…I just left…went to Canada with a guy…he was a truck 
driver…he was cool. “ 
     Maria was another participant from American bar whose transcript pointed towards her being a rebel 
was an A student in high school. She started as a bikini model and never believed in any profession 
including prostitution as ‘bad’. 
     “Well! My father is a CPA and my mother is a nurse. I don’t know why but I am none of the two. 
(laughed).  I think my parents did a good job raising me very well. I was throughout an A student. I had a 
few friends I loved and they loved me. But, I was never a group person. In school you won’t believe but I 
was kind of a nerd. I wanted to be a doctor at some point and then a hair artist and I ended up being a 
body artist. It was just my destiny I think. My parents refused to give me money for college as they had 
supported two of my elder sisters and they said that they were done when it was the time for me to go to 
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college. I told them I would not work at a restaurant and they forced me into one. I was sick and tired of 
that restaurant where I slogged without any respect. I was looking for other jobs and I found an ad to be a 
bikini model for some photo shoot in my city. I thought that was kind of cool. They were paying much 
better. So, I joined there and became a good friend with the photographer. My first real job was assisting 
the photographer. We dated for some time and when we broke up it was time for me to leave home. I 
knew a friend who worked in a topless bar and she was very happy. So, I decided to do the same. I call 
myself a body artist. I have a beautiful body and I think my job is a sort of art. Like a body art”.  
There were some similarities between dancers who worked in all the three settings.  Alicia from 
Mediterranean bar had a different notion of existence which she shared in the interview.  
     “I have done everything, pot, grass, pipe…you name it …I’ve been convicted, told I’m a criminal 
…whatever!  But, I think …belly dancing for me is existence. I don’t think I’d be living if I was not 
dancing. This is life, you see! This is life. What most people live –go to school, do a mundane job…that 
is not life…that is an illusion they are living. I Live”.  
     Meena who worked in the South Asian bar was also a rebel as she pointed out herself. She was a rebel 
since she was a child. She did not confirm to anything that was normal she said. 
     “People in my country have rules for everything. If you break the rule you get punished. I am used to 
those punishments. Since I was a child I have been doing things in a way that make people angry and I 
don’t think I can ever adhere to those rules. I question rules that if there is a rule there must be some 
reason why there is…if I don’t see a reason I don’t follow what people say. I was told I  had to marry, I 
did not. I was told that I had to learn cooking and child rearing and all that. I did not see any point in it.  
So, I did not. When my family pressured me too much on living a life they had planned for me, I left. I 
left my home with nothing but a pair of cloths I was wearing. I am smart. Look at me, I am in America”.  
One of the quality that was observed in women who were rebels was that they were non-conformists and 
significantly different from the norm. The two attributes that were common among the dancers who were 
rebels were the education level of themselves and family backgrounds. These women had the ability to 
think differently and when that was questioned there was a breakthrough. 
Dancers  
     This was a theme that crossed boundaries again and was common across all the three research settings. 
For some women dancing was just a job. However  53% of girls identified themselves as dancers from the 
total sample. The girls who were formerly trained on any form of dance or belonged to families where 
dance was recognized as an art, joined exotic dancing as a career just like any other career. They saw 
dance as a form of art. Even the girls who worked as topless dancers saw that form of dancing as an art 
form. The girls who contributed to this theme belonged to economically poorer family backgrounds and 
the range of education was from middle school completed to undergraduate degree completed. 
Abigail from the American bar had high respect for dancing and she said that was one thing she was 
always good at. 
     “I don’t feel any shame in dancing.  When I first joined the dance bar, I was young and naïve. I had no 
idea what to expect from this job. I was trained on ballet dancing. I never saw dancing as a career though. 
I danced on several occasions when I was growing up... I had a decent job before this. It was not well 
paying but it was not bad.  In fact, I had no idea that a dancer can make more than what a person with 
business degree can make. I just saw the advertisement and asked around. I knew someone whose friend 
worked as a topless dancer and the first thing I noticed was that she had a BMW. She was young like 23 
or something and was independent. I thought why not use the art I was gifted with to make money”. 
One of the girls in this category that worked at the American bar was a dancer before she started working 
as a topless dancer. However, what brought  Lucy to the topless dancer bar was an unexpected pregnancy.  
“My mother was a dancer. She loved singing and dancing. I don’t really think she learnt. You see what 
I’m saying! She was just one of those wives who could not cook without listening to music. So, I guess it 
was in my blood. I took dance lessons as a child and have my pictures of different stage performances I 
gave. In fact, I left school to become a dancer. But, dancing for the performing arts company meant 
spending more money with little expectations. Like we would pay the fees to be in those performances. It 
was ridiculous. Also, honestly, I feel like I feel more desired and wanted here than there…One night we 
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went to a strip club with a friend of mine. We were teasing him and three of us girls who would never go 
out alone that late in night were with him as he’d challenged us on stripping. We went to this club and I 
chickened out. I was like ‘Wooh’. This is crazy. I mean…there was no dancing going on there with those 
big buts and padded breasts. The other two friends of mine were the same. Misty said we had to do it. It 
was just crazy…It took about twelve shots to get us crazy enough to strip. That was mad! But, I think of it 
now it seems completely normal. Its like you wear performance dresses if you work for a dance company 
and here you wear some less. I think if you are a dancer, you can forget the cloths and enjoy your job 
here”.  
     Lucia who danced at the Mediterranean bar was originally from Bulgaria. She had learnt dancing in 
her country but not belly dancing which she performed at the bar. She said that dancing was much better 
the United States. It was bad in her country. In broken English she said, 
     “dancing…em…I danced in a restaurant before I came to the US in Bulgaria. It was totally different. 
All the girls all us danced. We danced so many hours…I actually learnt belly dancing while working. I 
had a good figure for it. You have seen me dance. You cannot believe but I never took belly dancing 
lessons. I just saw others and I learnt…You know why it is better here? Lot of money for dancing here. 
People don’t call dancers ‘whores’. They can’t harm you. If you are a dancer, you are a dancer here”.  
The dancers from South Asian bars seemed naturally talented as not many of them learnt formal dancing. 
Dancing is a culture in South Asia. As one of the dancer Pinky said, 
     “All women in India can dance. So, even I could dance. If you see movies, you learn how to dance. 
But, not everyone is a good dancer. A good dancer makes much more money in Mumbai and bad dancers 
just end up doing other stuff. I am a dancer. A natural dancer. So, I used to make a lot of money before I 
came here. Over here it is on fixed salary. So, there is no competition. Respect…Umm…I think no where 
there is respect for dancers. I think dancing should be respected because it is like painting, like singing. It 
is not like I am doing something wrong by dancing. Some girls do those things but not dancers. Dancers 
don’t have to. People shower enough money if you are a good dancer that you can run your livelihood 
without any problem”.  
Coerced 
     Most women were coerced into exotic dancing. Some of them were aware about the fact that they were 
coerced and some were not. However, the interviews revealed details that delineate that the dancers were 
coerced into dancing. In most transcripts there were statements like “ I had no idea”, “ My friend said that 
it was no different from any other job”. Liz from the American bar said, 
     “I was new to this country. I grew up in Vietnam. This kind of dancing is only done by prostitutes in 
my country. I had seen those magazines my father would bring home sometimes with pictures of women 
with just thongs. But, I never thought I will ever work here. When I came here, no one was hiring me. I 
did not have the visa papers to work. I am legal now to work. I worked at a nails salon. My child was 
diagnosed with cancer and we had no money to treat him. I was crying at the salon one time when my 
manager said…she was also from my country…that you can speak good English. If you want to save 
your child, you may have to do things you don’t like but you will make a lot of money. She took me to 
meet the manager at the bar here …the manager is changed now. But, that man said that I was very preety 
and I had the perfect body to become a dancer. I was so scared when I saw those naked women. I could 
not believe that I was going to do stripping. I started crying when I was talking to the manager. He was 
very nice. He said you take your time…we don’t need any papers. You are a contractor with us. So, I 
don’t want to pressure you but you have that in you. I can see that you will be making so much money so 
soon…I can’t tell you. So, it was a necessity that time and I thought not many Vietnamese people go here. 
So no one will know”.  
     The part time belly dancer who went to school part time was also coerced into dancing while she 
constantly kept saying, it was my decision. 
“If I don’t come one night the restaurant makes a lot of losses. So, I am important to this owner…I did not 
never wanted to become a belly dancer. I did not know what belly dance was. I am not sure if I know it 
even now. I know my moves and I know my steps. But, this is necessity for me. I don’t have a degree 
from here. So, no job will get me so much money…I came here through my friend who worked here. She 
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said that if I learnt this style I was going to make a lot of money. I was working with McDonalds at that 
time. I was making very little money. I could hardly pay my apartment rent. All was on credit card. I had 
over 60,000$ debt on credit card at that time. I came here. The owner said I was so pretty…just like his 
wife was when he got married. He kissed me really hard on my lips. I still remember that kiss. I was 
disgusted. But, he said that he was going to make me popular and I am going to be easily able to pay off 
my debt. He said that he will give me 20,000$ to pay the minimum I had to pay off. So, I signed a 
contract that I will work with him till he makes 20,000$ and then he will pay me the tips. He said it will 
take a few months to pay it off. So, I paid my debt in three years. I don’t think I could ever pay it with the 
other job I had”.  
     One of the dancer at the South Asian bar said that I thought I would have to dance to work in a dance 
bar and I learnt on the job that all you need to know is how to flirt. 
     “I thought I knew what bar dancing was. I mean everyone knew that girls who danced in those bars 
were prostitutes. But, I was wrong. I had my reasons for quitting the job I was in. I was a technical 
assistant in a factory and I wanted to leave that job. I had to earn more money as I was the only one to 
feed the family of five. My husband did nothing. He still does nothing. But, I would never take up bar 
dancing. At that time I thought I should die hungry with dignity than work in a bar. But, my aunt worked 
in a bar for all her life. She said that it is not bad at all. She said if I joined she will give me advance of 
two month’s worth my salary. She promised me that I will not have to prostitute as she knew the owner 
very well. She said to me that bar dancing is not about dancing or prostitution. It is about flirting. She 
taught me how to flirt with customers and get money out of their pocket. So, I am not a dancer. I am not a 
prostitute. But, I know the tricks of emptying their pockets”.  
Abused 
     Abuse took place at two levels with the dancers. For some dancers, they had a history of abuse at a 
young age that they talked about during their interviews. For some other, they had experienced abused 
while they were working with the bar as exotic dancers.  The women who worked in the American bar 
had experienced abuse in early life from family members. Those who worked in the South Asian bars had 
experienced abuse in early life at the places they worked. To some extent all the dancers talked about 
possibility of abuse as a bar dancer. Ashley said that she was abused by her step father. 
     “My mother was a prostitute. I mean a real … She screwed my life. If there is anyone who is 
responsible for who I am that is her…she took us (me and my brother) to live with her new boyfriend 
who eventually she married. We had no place to go…so anyone who offered her a house to live became 
my father for the time being. I had seen her do everything. So, dancing here is much better. That Mr. 
Boyfriend who was my step father for four years was just a bastard. He would give me gifts and tell me to 
do what my mother did to him. I had no idea ….and he abused me. He definitely ruined my life. Silence 
for about ten minutes. No tears just anger on her face”.  
     Leila who worked at the Mediterranean bar had a history of childhood abuse because she started 
working at a young age.  
     “My father always preferred that I wear miniskirts and minimum cloths unlike other fathers who 
would tell their daughters not to wear those things… He wanted me to work at the house where he 
worked as a driver. I worked for them and that aunty would make me clean the same things over and over 
so many times. I don’t think anything was clean for her…the owner once asked me to bend down and 
touched me and did those things…That was the first time someone did that to me. I did not know what to 
do? I did not say anything. I was getting raped in a way and I did not even know…I could tell this to 
nobody. I was too shy”.  
     There was more hesitation to talk about childhood abuse among the dancers that worked at the South 
Asian bar. This could be cultural not to talk about it. However, there were statements that implied abuse.  
“I worked as a maid servant in a neighboring house. My sister worked there before. But, when I left 
school I had to work. So, that old uncle was always watching me when I would go to the bathroom from 
that window. He would see me when I was changing cloths…one day he asked me to sleep with him and I 
got angry. I said, ‘are you mad?’ he gave me 500Rupees which was like my six month’s salary and I 
could not say anything”.  
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     Participants were more open talking about their past abuse than they were about where they were 
working. The girls who worked in the topless bar were more open and shared more details compared to 
the girls who worked in the other two bars. 
     “I started as a dancer. I would just go up on the stage when my turn comes and dance on one song and 
move on to the next. People would watch and drink. Sometimes they will tip me here and there…like you 
know how it is!  Time and again they will ask for a lap dance. We make the most money by giving lap 
dances. There is no client contact as such in this. But, they always touch you here and there. You become 
immune to those things after a while. Initially, you feel like you are getting exploited”.  
     Another dancer said, 
     “What you have seen is what most people come to a topless bar for. But, there are special interior 
rooms. I mean there were in the first bar where I worked. Over here there is nothing like that. So, those 
rooms are private rooms where a client can take you. That is a place where I felt most harassed. I was 
alone inside and there was one of the steward waiting outside. I could not open the door till the job was 
done. I am also a claustrophobic. So, that was torture for me. Especially, because when I joined I had no 
idea that eventually I will end up doing all kinds of things. My plan was to earn some money and leave. 
But, once you are addicted, it is not easy to leave”.  
     The dancers who worked with the Mediterranean and South Asian dance bar said some things that 
were not blatant abuse but showed possibilities of abuse. Zeba during the interview mentioned, “Yes, 
sometimes clients approach me and say if I want to go to the hotel with them. But, I am a dancer. That is 
not my job”.  
     A South Asian dancer said, 
     “That night I was so tired and exhausted. I had danced till 5 in the morning and I wanted to sleep. I felt 
like slapping him and telling him that you may have a daughter of my age and you want to take me out to 
New York for fun!” 
Conclusion and Discussion 
     Subjects like exotic dancers and topless dancers are overlooked in social work literature. The rich data 
that emerged from fifteen in-depth interviews with exotic dancers reveal that these women are not any 
different from other vulnerable groups that social workers cater to. From a post modern radical sexual 
pluralist theory these groups general acceptance of these women’s truth; however the objective of this 
article is to involve this marginalized population in social work research.  
     The themes emerging from this article question the abolitionist approach gaining prominence in 
working with women engaged in the sex trade. This article clarifies that there are several facets of sex 
industry. Women working in exotic dance bars are perceived in general as prostitutes or sex workers. Life 
stories of exotic dancers break the myth that ‘all exotic dancers are prostitutes’. The realities that were 
shared by dancers in this study indicate that for many women working in the sex industry can be a choice. 
However, it was clear that their choice was impacted by their socio-economic backgrounds and 
circumstances. Again, societal norms are different in different cultures. Due to socio-economic or cultural 
circumstances when women are lesser educated, they are faced with difficult choices in life. The choice 
for most women in this study was between working as a minimum wage and being marginalized 
economically or working as an exotic dancer and being marginalized socially. In both circumstances, the 
women would face implications. Another strong theme that ran across transcripts was about ‘sexual 
harassment’.  One of the dancer said, ‘I was raped working for little money, at least here I have some 
power and I earn enough to give my daughter a good life’.  To conclude, this article argues for validation 
of facts before reaching any conclusions about women who have made difficult life choices. It is 
important to be objective and conduct research in this field to realize ‘what constitutes a woman’s choice 
to work as an exotic dancer or a sex worker’. Analysis of data suggested that exotic dancing was simply a 
better economic choice. Women chose to work in these settings to stay alive, to provide for their families, 
and to protect themselves from possible physical, emotional and sexual and verbal abuse working at in 
places like South Asia and Eastern Europe at minimum wages.  
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Implications for Social Work 
     There is space literature on sex workers or exotic dancers that work in night clubs in social work. The 
only kind of theoretical literature available in this field is about abolitionist policy literature and some 
pro-choice feminist literature.  This research suggests that the real need for change lie between the two. 
More research is needed to validate the themes that emerged in understanding what makes a woman ‘an 
exotic dancer’.  Also, cultural implications of working in exotic dance bars are significantly different. In 
South Asia and the Middle East, honor killings of women who worked industry are not uncommon. 
Similarly, in America, working in these settings is looked down upon in society. In social work research it 
is very important to understand ‘constitution of choice’ for women who work in the sex industry. Unless, 
there is research there will be policies without scientific information, that can be harmful to a segment of 
population which is deprived of services that can offer these women a better choice.  
     Data analysis revealed that the girls who worked in exotic dance bars have been abused at different 
stages of their lives. They have been faced with difficult life circumstances both socially and 
economically. Not even one percent of the total sample mentioned anything about going to a social 
worker or a psychologist to deal with the trauma. These women have had traumatic situations in their 
lives that lie way behind their stage appearances. Counseling and therapy can certainly help this 
population. Also, understanding the needs of this population instead of ignoring it might serve as an 
opportunity to serve this heavily marginalized and misunderstood population of women.  
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The Problem 
     Sustaining a well trained and experienced teacher labor force is expensive. Low teacher retention and 
high teacher attrition cost the United States billions of dollars each year in teacher preparation programs, 
professional development training at school districts, recruitment, loss time, and especially in student 
achievement (Andrew 2009; Carroll & Foster, 2010; Darling-Hammond, 2003; Guarino, Santibanez, & 
Daley, 2006; Ingersoll, 2002). One thousand teachers leave the profession every day and another 
thousand change schools pursuing better working conditions (Alliance for Excellent Education 2005; 
Shockley, Guglielmino, & Watlington, 2006).  Retaining experienced teachers is a problem in the United 
States along with recruiting traditional students with high academic standing into teaching programs.  
     It is no secret there are many other professional opportunities for these teachers and potential teachers 
with high academic standing to earn greater salaries and obtain jobs of higher status.   These factors make 
it challenging to ensure the experienced and best teachers are selected and retained. We know many new 
and young inexperienced teachers leave the teaching profession within five years as reported by the 
Alliance for Excellent Education (2005) and the National Commission on Teaching and America’s Future 
(2007).  Even if the attrition of teachers may have recently decreased due to the current recession, it is in 
our nation’s best interest to gear up for recruiting new teachers with a new set of qualification to teach the 
current and future student population, especially with student demographics changing.  
     The population in the United States is growing. It is expected that an additional 140 million new 
American will be added to the United States population by 2050 and 50 million of these new individuals 
will be U.S. born children or grandchildren (Passel & Cohn, 2008).  The current immigration trend builds 
on previous immigrations over recent decades and a century ago. Most of the current growth will be in the 
Hispanic population. It is expected to triple and make up 29 % of the U.S. population in 2050. The United 
States has the largest foreign born population than any other county (Ibid). We currently have millions of 
first generation students entering our public schools now, each year, and this will continue. 
     To add to the teacher retention and attrition issue, the teacher workforce is graying and simultaneously 
getting younger. The age of teachers is now bi-modal and no longer has a singular age mode (Chart 1). 
The bi-modal ages were 55 and approximately 26 years of age during 2007-2008, while during 1997-
1998, the modal age was 41 years of age.  The average age for teacher retirement is 59 years of age.  We 
have hundreds of thousands of experienced teachers entering retirement age.  On the other side of the 
spectrum, the 24 to 26 year old teacher is in his or her first or second year of teaching and an 
inexperienced beginning teacher.  In 1987-1988, the modal’s teacher age was 41 and the teacher had 15 
years of experience (Ingersoll & Merrill, 2010).  With the population growing and the older teachers 
retiring, millions of new teachers will be needed over the next 40 years.   
New Teacher Preparation Models Needed 
     New teacher mentoring programs have been beneficial, but still newly trained teachers are leaving the 
profession, which suggests there are other serious issues (Alliance for Excellent Education, 2005; Dill & 
Stafford, 2008;  Kopkowski, 2008)   One problem is new teachers are not fully prepared for the reality of 
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working as a classroom school teacher, even with many hours of classroom observation, student teaching 
experiences, and the completion of courses needed to earn a degree and pass state certification exams.  
The graying of the teaching profession and the high departure of younger teachers presents a problem in 
sustaining a quality education for all students. The current teacher certification and recruitment models 
are not working well.  
     One overlooked model needing attention is the large untapped resource of teacher candidates, the 
education paraprofessionals (Genzuk & French, 2002; Martz, 2006; Smith, 2003).  There are nearly one 
million paraprofessionals working in elementary and secondary schools (U.S. Labor Statistics, 2012) and 
many of these would be excellent recruits into the teaching profession with their education work 
experience and academic standing.  Education professionals have experienced the day to day school 
regimen; they have observed instructional practices, assisted teachers in their delivery of instruction, and 
are aware of the issues confronting teachers every day. 
     Paraprofessionals are an important work force group that can provide a rich market of teacher 
candidates with cultural diversity and prior work experiences that have prepared them to be successful 
teachers.  In addition, paraprofessionals tend to be anchored in the local community and reflect a more 
diverse ethnic population (Villegas & Clewell, 1998; Clewell & Villegas, 2001). Even with an uncertain 
economy, the need for highly qualified teachers and teachers that will stay in the classroom teaching is an 
important concern across the nation.  The United States population is growing and the demographic 
profile is changing requiring the need for a more diverse teacher work force. Having a good experienced 
teacher is an important key to student success in school and all our children deserve one.  
     Recruiting the education paraprofessional to become a classroom teacher has been largely 
unacknowledged and unconsidered in the United States.  There are a few state programs that offer 
financial aide to paraprofessionals, such as Texas, California,  North Carolina, South Carolina, Louisiana, 
Florida and others (Smith, 2003), although these and other states have cut-back on financial aide or cease 
funding altogether due to economics resulting from the recession that began in 2008.   
History of Access to Success Program 
     In 1994, the School of Education at the University of Houston-Victoria in collaboration with the local 
independent school district and a local community college developed the Access to Success program.  
Initially several university contributors donated funding to jump start the program.  Three years later, the 
Texas Legislature passed legislation to assist instructional aides through tuition exemptions at state 
funded colleges and universities. This funding, along with a three year grant from the Greater Texas 
Foundation, created excellent opportunities for these instructional aides to become certified. 
Unfortunately, the state no longer has the educational aide exemption.  Students are currently supported at 
a reduced level with funding from local donors.  We hope to secure additional funding in the future for 
this important program. 
     The premise of this program was education paraprofessionals would know what they are getting into 
and not as likely leave the profession as a certified teacher without prior education work experience. The 
concept of providing routes to a Bachelor’s degree and teacher certification for these individuals made 
sense to pursue gaining financial and state support for the effort.  Besides the obvious benefits to the 
individual, schools stood to gain certified teachers who were more diverse, more devoted to their careers 
due to years of experience, and more committed to local communities. This program is an example that 
makes a contribution to stemming the tidal wave of teacher drop outs.   
Research 
     To help determine if education paraprofessionals teach longer in the classroom a study was conducted 
at the University of Houston-Victoria to investigate if education paraprofessionals with education work 
experience, teaching certificates, and degrees have greater teacher retention rates and less teacher attrition 
rates than teachers who did not have prior education work experience other than observation and/or 
student teaching experiences, teaching certificates, and a degree.  
Methods and Procedures  
     This research examined education paraprofessionals with education work experience, teaching 
certificates, and degrees have greater teacher retention and less teacher attrition rates than teachers who 
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did not have prior education work experience.  An extensive literature review was conducted and an 
alumni survey was administered during July 2010. The survey was disseminated to approximately 2,790 
UH-Victoria School of Education and Human Development (SOEHD) alumni to determine which factors 
and/or characteristics contributed to retaining teachers. Three hundred and four surveys were returned, 
yielding an approximate 12 % response rate.   In addition, the researchers conducted several case studies 
to help explore the personal experiences of the paraprofessional earning a degree with teacher 
certification and answer the research questions.                                                                                                                                                       
Research Questions 
     This investigation sought to answer the following two research questions: 

1. What are the teacher retention rates of alumni without previous experience in the public schools 
who become certified teachers through University of Houston-Victoria versus the Access to 
Success students who graduate and become certified teachers through University of Houston-
Victoria? 

2.   What impact does graduating with a university degree and obtaining teacher certification have on 
the Access to Success alumni? His/her family? His/her community school? 

Limitation of Generalizing Results of Survey                                                                                                               
     The survey results are dependent on the 304 surveys received as of the date this data was compiled 
during the fall of 2010.  2,790 alumni over the previous 15 years were mailed surveys.  Twenty-five 
percent (59/239) of the Access to Success program completers responded, while 10 % (244/2551) of 
alumni not receiving Access to Success funds responded.  Total response rate to the survey was about 12 
% as mentioned above. 
Treatment of Data 
     Data were compiled into PASW 18 (Predictive Analytics Software) formally Statistical Package for 
Social Sciences (SPSS) for statistical treatment and descriptive comparisons. The University of Houston-
Victoria School of Education and Human Development (SOEHD) total alumni respondent data were 
analyzed and then compared to the Access to Success scholarship recipients (paraprofessionals receiving 
financial aid).  Since most of the data were categorical, frequencies were used to help understand 
relationships and test whether the variables were independent.  Cross tabulation, Pearson Chi-Square, 
Likelihood Ratio, and Linear-by-Linear Associations were generated to compare Access to Success 
paraprofessional alumni to the non Access to Success alumni.  
Study Results  
Gender 
     There were gender differences between the Access to Success alumni and the alumni that did not 
receive funding.  There was a significant association between gender and Access to Success alumni, with 
a Pearson chi-square value of 7.194, 1 degree of freedom, and p = .007, although there were due to fewer 
males in the alumni that did not receive Access to Success funding and there were no males in the Access 
to Success group as shown on the chi-square tests produced on Table 1. The majority of the alumni in the 
non-access to success group were females as can be seen on Chart 2 on gender.   
Age Groups  
     Significant differences were approached between age and the two groups of alumni with a Pearson chi-
square value of 7.906, 4 degrees of freedom, and p = .095 as shown on Table 2.  The Access to Success 
group did have a greater count and percentage of older students within the age 40-49, age 50-59, and over 
60 years. The Access to Success expected age counts were higher for the younger age groups and lower in 
the older age groups. 
Ethnicity 
     There were significant ethnic differences between the two groups of alumni with a Pearson chi-square 
value of 14.982, 5 degrees of freedom, and p = .010 as shown on Table 3. The Access to Success group 
had more Hispanic and Black Non-Hispanic alumni than the non access alumni that did not receive 
scholarship funds as produced on Chart 3.   
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Years of Teaching  
     There was a significant difference in the educator years of teaching between the Access to Success 
alumni and the non Access to Success alumni. A Pearson chi-square value of 12.758, 5 degrees of 
freedom, and p = .026 was produced as shown on Table 4.  The Access to Success alumni had more than 
expected counts in the 4 to 7 year range and the non Access to Success alumni had less than expected. 
Length of Time Participant Foresees Themselves as Educators 
     There was a significant difference between the Access to Success alumni and the non Access to 
Success alumni on how long they foresee themselves as educators. A Pearson chi-square value of 6.523, 2 
degrees of freedom, and p = .038 was produced as shown on Table 5.  An interesting difference in 
expected counts was revealed in the cross tabulation. The Access to Success alumni had less than 
expected counts as a life-long educator than the non Access to Success alumni. A possible explanation is 
that the paraprofessional alumni were older when seeking certification and may expect to retire earlier 
than the non Access to Success professional.  Further analysis would be interesting and investigated in 
future research. 
Case Study Summary 
     Approximately thirty students were identified as possible participants to be included in the 
paraprofessional multi-case study. Of this group, five Access to Success alumni were able to participate 
and were interviewed in depth. The participants were given several basic questions to keep the data as 
consistent as possible, but each was allowed to elaborate freely on any of the aspects of the program 
he/she wished to discuss. 
     Background information on case study participants: 
All the participants were female; Ethnicity-Three white, one Hispanic, one Black; Ages-One, age 41-45; 
one, age 46-50; three, age 51 or over; Marital status-Four married, one widowed; and 
Number of children-One has 4 children, two have 3 children, one has 2 children, and one has 1 child. 
     All the subjects felt the Access to Success program allowed them to receive a degree which would not 
have been possible otherwise. Each reported very limited monetary funds in their family budget and at the 
time, dollars for anything extra including education was just not a possibility. In addition, each reported 
she had a very strong family support system. All the subjects felt that they could not have been successful 
without both the monetary support from the program and family support. Families stepped in to provide 
child care, household assistance and morale support. Each student reported that working full time, taking 
several courses each semester as well as having a family proved to be challenging and difficult. However, 
each indicated they were able to meet the challenge and it did not prove to be a greater task than each 
could conquer. The paraprofessionals were able to complete their degrees’ in remarkable time with many 
taking no longer than traditional students. Each subject reported that her family’s lifestyle has improved 
and stress from tight budgets was lightened. Overall, the information gained from the case studies was 
very positive as the Access to Success program was fruitful for all who were in the program. 
Conclusions  
     Education paraprofessionals have been long overlooked and under recruited by many education 
preparation programs and by school districts.  Our results show degreed certified education 
paraprofessionals and traditional certified degreed teachers have significant differences in years teaching, 
age, gender, and ethnicity. Paraprofessional educators have community ties and are likely to be teaching 
in the community where they live. In addition, they have greater multi-cultural diversity, and as qualified 
teachers, they stay in the classroom longer than the teacher without prior education work experience. It 
takes several years for a teacher to gain experience to be effective.   
     If 50 percent of new teachers are leaving the profession within five years, the education quality of our 
children is diminished with new less experienced teachers in the classroom every year.  Recruiting future 
teachers with specific attributes such as prior education work experience will result in greater stability in 
the profession (Dill & Stafford, 2008). Helping the education paraprofessional become a degreed certified 
teacher is a solid financial investment for our nation, our states, and our schools with the bonus of 
employing a teacher with prior education work experience and a teacher that is committed to teaching.  
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Tables and Charts 
 
Chart 1 The Teaching Force Becomes Older—And Younger 

 
Ingersoll, R. & Merrill, L. (2010).Who is teaching our children 
 
 
Table 1. Gender* Access to Success Chi-Square Tests 
 Value Df Asymp. Sig. (2-sided) 
Pearson Chi-Square 7.194 1 a .007 
Likelihood Ratio 12.316 1 .000 
Linear-by-Linear Association 7.169 1 .007 
N of Valid Cases 293   
a. 0 cells (.0%) have expected count less than 5. The minimum expected count is 5.24. 
b. Computed only for a 2x2 table 
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Chart 2.  Gender Access to Success 

 
 

‘ 
 Table 2.  Age Group Chi-Square Tests 
 Value Df Asymp. Sig. (2-sided) 
Pearson Chi-Square 7.906 4 a .095 
Likelihood Ratio 7.788 4 .100 
Linear-by-Linear Association 7.024 1 .008 
N of Valid Cases 288   
a. 0 cells (.0%) have expected count less than 5. The minimum expected count is 5.94. 
 
 
Table 3.  Ethnicity Chi-Square Tests 
 Value df Asymp. Sig. (2-sided) 
Pearson Chi-Square 14.982 5 a .010 
Likelihood Ratio 14.626 5 .012 
Linear-by-Linear Association 3.344 1 .067 
N of Valid Cases 292   
a. 3 cells (25.0%) have expected count less than 5. The minimum expected count is .20. 
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Chart 3.  Ethnicity 

 
 
 
 
Table 4.  Educator Years of Teaching Chi-Square Tests 
 Value df Asymp. Sig. (2-sided) 
Pearson Chi-Square 12.758 5 a .026 
Likelihood Ratio 12.588 5 .028 
Linear-by-Linear Association 1.398 1 .237 
N of Valid Cases 271   
a. 0 cells (.0%) have expected count less than 5. The minimum expected count is 5.58. 
 
 
Table 5.  Length of Time You Foresee Yourself as an Educator Chi-Square Tests 
 Value df Asymp. Sig. (2-sided) 
Pearson Chi-Square 6.523 2 a .038 
Likelihood Ratio 5.324 2 .070 
Linear-by-Linear Association .547 1 .460 
N of Valid Cases 274   
a. 1 cell (16.7%) has expected count less than 5. The minimum expected count is 2.50. 
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Introduction 
     The new in-word today is “Retention, Retention, Retention.”  Across this nation higher education is 
threatened and underattack.   Regents or Boards of Governors, state governing agencies and state 
legislators are demanding more while failing to fund colleges and universities at formula levels, 
demanding tuition become the major source for income.  The new national initiative is funding colleges 
and universities based on performance outcomes. Not only is higher education under threat from external 
agencies but also by virtue of the amount colleges and universities vying for the same population.  Add to 
this is the ever growing list of online for-profit institutions now being accepted by most regional 
accrediting agencies.  
     Systems across the nation are being so over regulated that 1) there is paralysis in program development 
and 2) there are limitations on tuition increases and other means for find funding.  Given these realities is 
the ever so deafening voice that we must retain what we have in student population without lowering 
standards.  As with the real estate market these days, it is a buyer’s market.  It has recently been said, 
“Higher Education is the one product people pay not to receive.”  Students want a guarantee of success 
without always understanding success comes with a price. 
     The implications require a paradigm shifts in the way we structure colleges and universities but also in 
the way we deliver instruction.   To that end, college professors are being asked to redesign the way they 
teach and assess.   The days when the professor was master and authority over his students has long since 
disappeared.  The days of high failure rates is no longer tolerated.  The days of presenting a concept and 
then testing it is as antiquated as the Old Latin Schools. Again, the in-word is “Retention, Retention, 
Retention.” 
     This article’s intent is to address how the rethinking of the manner in which a college professor 
delivers instruction correlates to the retention of students, via the Engaging Instructional Model.  There 
are four “M”s of change to an Engaging Student Model, 1) Motivate, 2) Master3) Measure, and 4) 
Modify. 
Motivation 
     Educators are committed to the fundamental axiom, “All students can learn,”however, it might be 
more accurate and appropriate to amend this statement to reflect the conditions of learning that we know 
to exist.  “When effectively motivated, all students will choose to learn” provides a more accurate 
description of the 21st

     According to the research of Dr. Christy Price (2009), Professor of Psychology and recipient of the 
University System of Georgia 2008/2009 Teaching Excellence Award,  millennial students value 

 Century learner.  Students in our classrooms today, no matter the demographic, 
come to class with many distracters vying for their attention.  Instant access to thousands of knowledge 
databases, social networking, interactive games, and breaking news are all available in a device that fits in 
the palm of the hand.  Learners can check our facts as well as our student ratings as they text, Tweet, or 
Facebook through our lectures.  As a result, as teachers our greatest challenge is to motivate students to 
the extent that they are willing and able to choose to engage in the content and concepts that we determine 
are essential to a particular course of study. 
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classrooms that are interactive and participatory, have relevance to the real world, utilize multimedia 
instruction, provide a relaxed, enjoyable environment, and provide opportunities for students to work 
collaboratively.  Her research further indicates that the same students equate teacher – student rapport 
with motivation to learn.  This is in alignment with the characteristic of the millennial learner as relational 
and valuing a connection with a professor that is within an appropriate professional context.   
     But how to begin to accomplish the task of effectively motivating students from a technologically 
interactive, socially networked culture within the confines of a classroom and the constraints of a student 
– teacher ratio of possibly several hundred to one?  The first and most important step may be just in the 
realization that we no longer exist in an authoritarian, “because I said so” world of academia.  Through 
her twenty-five year career working with college and graduate students Phyllis Blumberg (2009) has 
developed a philosophy and strategies for implementing learner-centered teaching. One of her basic 
premises is fundamentally grounded in the philosophies of Dewey and Vygotsky.  Human beings learn by 
doing and learning is a social construct.  Blumberg’s work confirms that learning increases when 
accomplished in social situations where students interact and are responsible for their own learning. 
     The role of the instructor is to identify the learner outcomes, choose an appropriate method of 
instruction, provide guiding questions, monitor the process, and evaluate the results.   This can be 
accomplished with a variety of strategies.  Lecture is still a viable means of presenting content, especially 
if students have relatively little background information with which to internalize the concepts.  However, 
the adult attention span has its limits as any good preacher or speaker knows!  An effective presentation 
can be developed with student interaction and engagement in mind.  Technology offers us many 
opportunities to enhance content presentation ranging from student response systems, short video clips, 
thought provoking cartoons and graphics, to posing questions requiring critical thinking.  Interjecting 
opportunities for think time is important to insure learning at the highest levels of Bloom’s taxonomy.  
Inserting questions and providing a means for conversation among students with a specific purpose 
established can accomplish this.  Students, in general, are far more confident in discussing their ideas and 
generating questions with a partner or small group of peers than before the class and the professor.   
     It is important to coordinate the instructional strategy with the purpose for learning.  While interactive 
lecture can be an effective tool for developing and understanding content information, other methods 
should be considered to further accomplish the goals of student engagement, responsibility for learning, 
and application of critical thinking within the content area.  The Power of Protocols, an Educator’s Guide 
to Better Practice

     Daniel Pink (2009) identifies autonomy, purpose and mastery as the three conditions necessary for 
human motivation.  As facilitators of instruction we create an environment that shifts more control and 
responsibility for learning to the student.  As we undergo course redesign to create learner-centered 
teaching environments, we should plan to communicate how the desired outcomes are aligned with 
instruction and how assessments evidence whether the intended learning has occurred.  This is most 
effectively accomplished with authentic assessment because students can readily recognize the value of 
real world application.  

 (McDonald, Mohr, Dichter, and McDonald. 2007) contains a collection of easy-to-use 
strategies for facilitation.  The protocols provide opportunities to interact with peers through application, 
analysis, and evaluation.   Interactive instructional games are another powerful means of engaging 
students, as the inherent competition is intrinsically motivational.  The role of the instructor is even more 
critical as we move away from transmitter to facilitator, in that we must structure the class time, 
assignments, and assessments as a means of guiding students through the levels of Bloom’s taxonomy 
from understanding, to applying, analyzing, evaluating, and creating while insuring alignment with 
determined learner outcomes.   

Mastery 
     According to Pink (2009) mastery is a mindset, a pain, and an asymptote.  In other words, one must 
acquire some level of self-efficacy to maintain interest, devote enough effort and energy to feel pride in 
the result, and continue to progress toward a high level of accomplishment.  Therefore, if a student 
initially has difficulty with the content or concepts, he is not likely to persevere after failing to perform 
well on an assessment if no opportunity to achieve mastery exists.  It is important to remember that Pink 
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includes the requirement of effort on the part of the learner as a key component of mastery, as well as a 
desire to achieve at a high level.  Mastery learning is not multiple opportunities for students to 
procrastinate or guess for success.  
     The extent to which effective instruction is aligned with learner outcomes is evidenced by assessment 
results.  Benjamin Bloom advocated mastery learning based upon a cycle of feedback and revision.  He 
concluded that without formative assessment and opportunity for correctives, assessment simply served to 
identify which students had benefitted from the initial instruction and which had not (Guskey). 
Historically, the longer one remains in school, the less likely is the opportunity for feedback with the 
opportunity for revision.  At the college level assessment is usually finality and while feedback is 
provided there often is not any additional provision for students to demonstrate growth towards mastery.  
     Blumberg (2009) advocates authentic assessments or projects that attempt to simulate what 
practitioners do along with the importance of providing feedback and the opportunity for improvement.  
Her rubric for self-assessment towards learner-centered teaching is a continuum from instructor-centered 
to learner-centered approaches.  The criteria for learner-center approaches include “instructor is flexible 
on assessment methods, deadlines, learning methods, instructor determines course content and encourages 
exploration of additional content, instructor uses either mastery (students may retake exam until reaching 
acceptable performance standard) or contract grading (students contract for their grade based upon how 
much acceptable work they do), and instructor routinely uses assignments that are open ended or allow 
alternative paths and test questions that allow for more than one right answer.”  In conclusion, Blumberg 
recognizes that “not all courses can be learner-centered on all components, but nearly every course can be 
learner-centered to some degree.” 
Measure 
     Generally when a content specialist is asked about how they formatively and summatively measure 
critical assignments, the common response is more than likely going to be some form of written test, a 
quiz or at best a paper.  The ambiguity of identifying a paper as a summative test belies the fact that most 
do not see this as a potential critical assignment nor understand that the grading of needs to focus on both 
content and process.  The intent of this section to first define critical assignments and then suggest ways 
to measure the process of learning, formative assessment, and product of learning, summative assessment. 
     First, what is a Critical Assignment?    No matter what the content, what methods we use to teach the 
content, the ultimate goal of any learning experience is to insure a concept is conceptualized.  That simply 
means, it is understood.  Written short answer tests at best measure the lowest level of learning, 
Knowledge.   However if a student cannot leave the learning experience without understanding how to 
apply, analyze and ultimately make judgments about it, true learning has not taken place.  To that end, 
every course or learning experience needs to identify at least one final, capstone or culminating 
experience that measures the upper levels of learning. That is then the Critical Assignment.  A vital 
question upon the conclusion of a course or lesson is, when the student completes this work will he/she be 
able to transfer it to a new concept?  If not, then a Critical Assignment has been left out of the process.  
Many use a research paper to culminate a course but the larger question is how it is measured.  Provided 
below is a sample Rubric for measuring such a potential research paper, presented in written form 
followed by a PowerPoint presentation: 

(SEE PART I & II) 
     Second, what is Formative Assessment?  Once on a trip to China, the author spoke to professors at 
Beijing Normal University about the importance of Formative Assessment.  In response, one professor 
asked, “What do you mean?  Our schools test at the end of grade 9 and determine the classification of 
their next step of education?”   In the concept of that professor, he was clearly articulating that some high 
stakes test which determined a student’s future was sufficient.  Unfortunately, this gentleman didn’t 
understand the difference between formative and summative assessment.  When it was explained that 
formative assessment measures the process of learning as it takes place, while still confused, my Chinese 
colleague realized there was a difference.   So what is Formative Assessment and why is it necessary. 
     Simply stated, formative assessment measures the progress being made during the learning experience.  
Black and William (1998b) define assessment “to include all activities that teachers and students 
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undertake to get information that can be used diagnostically to alter teaching and learning. Under this 
definition, assessment encompasses teacher observation, classroom discussion, and analysis of student 
work, including homework and tests.  Assessments become formative when the information is used to 
adapt teaching and learning to meet student needs.  Within the college classroom, the professor must first 
ask what are the needs of the students in this class, simply what am I as their professor providing in this 
learning experience that will equip them to meet their goals.  Is the manner in which I am teaching this 
course going to lead them to those goals and how will I know it?  For example in teaching a course in 
Political Science, what experiences are used to insure students are conceptualizing political processes?  
Are there group activities, simulations, case studies, problem-solving experiences etc.?  If so, how do I 
know learning is taking place and what must be done to adjust my teaching to insure learning?”  The 
value of formative assessment is that it provides an intervention opportunity to reassess our teaching.   
     Black and William (1998b) encourage teachers to “use questioning and classroom discussion as an 
opportunity to increase their students' knowledge and improve understanding. They caution, however, that 
teachers need to make sure to ask thoughtful, reflective questions rather than simple, factual ones and then 
give students adequate time to respond. In order to involve everyone, they suggest strategies such as the 
following: 

• Invite students to discuss their thinking about a question or topic in pairs or small groups, and 
then ask a representative to share the thinking with the larger group (sometimes called think-pair-
share).  

• Present several possible answers to a question, then ask students to vote on them.  
• Ask all students to write down an answer, and then read a selected few out loud.” 

     Third, what is Summative Assessment?    Dawe (2011) states “a summative assessment is a more 
formal method of testing student knowledge about a previously learned concept or unit of study. This type 
of evaluation is also commonly given at the end of the quarter, during the middle of the year and as a 
final, cumulative exam. Summative assessments give the instructor an idea of how much content the 
students have retained and may use the results to determine effective learning and teaching techniques for 
the class.”  To that end, Summative Assessment is very distinctive from Formative Assessment in that it 
measures the end product of learning.  If tells us where the voids are in the content.   It leaves the 
professor to ask if a content concept skill was taught to the point the intended learning outcome was 
achieved.  
Modify 
     There are really four steps in each act of teaching: 1) Motivation – what is set in motion to insure the 
neural patterning process has been initiated via a neuron seeking relationship with some aspect of 
previous learning.  If that process is not begun via a viable attention grabbing experience then the learning 
process doesn’t even begin.  2) Reinforcement - The activities designed to insure the learning process 
continues must also insure motivation is maintained so the neural connectedness continues. Simply the 
method in which instruction is delivered is directly correlated to the degree in which learning continues to 
be motivated to continue the process.  3). Retention - At some point the professor must measure if the 
learning is being retained.   That generally is the purpose of formative assessment, mentioned above, and 
during the summary or closure stage at the end of the lesson.  4). Finally, Transferability.  The professor 
must determine if the concept or skill has been mastered to a level in which the student can move onto the 
next concept or skill.  Generally, an appropriately designed summative assessment is the determinant.  
However, if in that summative assessment it is determined the student(s) failed to conceptualize and thus 
there is no confidence this concept can be transferred, learning has stopped.   At that point the professor 
must modify and/or reteach elements of the lesson before pursuing the next lesson. 
     E3T (2012) implies that in considering modification a professor needs to: 

• Examine the percentage of students who appear to have conceptualized the material 
• Create pairs/small groups for re-teaching a new way. 
• Examine student thinking behind the answers they provided and what needs to be done to 

correct it via a reteaching exercise. 
• Utilize co-teaching groups to reexamine the materials.  
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• Provide enrichment opportunities for the whole class or on an individual basis. 
     Whatever process is used the critical point is to insure that if the learning was critical to the overall 
concept of the lesson or unit, it is the professor’s responsibility to insure every opportunity is available to 
master it.  If not, then learning has failed to take place, regardless of how effective the professor may 
consider his/her methods.  Recently, the author was invited to a presentation wherein a political science 
professor pontificated on his views of an international issue. While extremely controversial and in so 
being somewhat interesting, the methods used was 20 year old transparencies that were poorly designed 
and continuous lecture until the end the time period.  This professor was resting on his laurels.  While 
challenged by the anger felt over such a biased and unbalanced presentation, the ability to recall facts, 
challenge the presuppositions and analyze were simply not provided.  To that end, the learning experience 
challenged emotions but not much more.  A learner would have only been left with some sense that the 
professor could expound long on his own biases.  It was truly not an effective learning experience thus 
some reteaching would certainly have been in order if such knowledge was critical in developing the 
thinking skills of students. At the college level, if retention is to occur then some effort must be made to 
insure true learning is taking place, even if it requires considerable re-teaching and modification. 
Conclusion 
     While there is a plethora of work supporting best practices for K-12 educators, little has been directed 
toward higher education and post graduate education.   Yet, based on what we know from brain-based 
learning, the way we learn is a constant be it elementary school or college level effort.  College/university 
professors are hired on the basis of their expertise in their content without much regard for their ability to 
teach.  None-the-less, promotion/tenure is in major part dependent on student course evaluations.  We do 
disservice to higher education level educators and to their students if we ignore the fact that teaching is an 
art and learning is a science.  To that end, this article has attempted to focus on the issue and present some 
direction to insure success in the college classroom and in so insuring improves retention rates within 
colleges/universities. 
“A good teacher is a good student first. By repeating his lessons, he acquires excellence." (Author 
unknown – Collected by M.H. Soni) 
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NAME      Total Number Points     
TOPIC         
 
Part I – Research Paper Rubric 

 
  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

Criteria 0 Point 
Weak 

3 Points 
Adequate 

5 Points 
Excellent 

Total 
Points 

Quality of 
Research Paper 

Weak coverage of 
topic and poor 
organization 

Some major aspects of 
topic not covered, weak 
organization 

Thorough coverage of 
topic, well organized  

 

Standard English Many Errors 
(8 or more) 

Few errors 
(1 to 7) 

No errors  

APA Format Many errors in 
APA style for text 
format, 
citations within 
text, running head 
and reference page 
(7 or more) 

Few errors in APA 
style for text format, 
citations within text, 
running head and 
reference page 
(1 to 6) 

No errors in APA style 
for text format, 
citations within text, 
running head and 
reference page 

 

Reference 
Requirements 

Less than required 
number of 
references used 
AND some are not 
from professional 
sources 

Less than required 
number of references 
used OR some are not 
from professional 
sources 

Required number of 
references (minimum 
of 3) used from 
professional sources 

 

   Sub Total:  
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Part II – PowerPoint Presentation Rubric 
 
Criteria   0 Points  

Weak 
3 Points  
Adequate 

5 Points 
Excellent 

Total Points 

Organization and 
Depth of 
Information 

Weak coverage of 
topic and poor 
organization of 
information 

Some major 
aspects of topic 
not covered, weak 
organization of 
information 

Thorough 
coverage of topic, 
information is well 
organized for 
presentation 

 

Font, Color and 
Visuals 

Font, color and 
visuals distract 
from presentation 
of the content and 
information 

Font, color and 
visuals are used 
sparingly and 
provide little 
enhancement to 
the presentation 

Font, color and 
visuals are used 
effectively to 
enhance 
presentation 

 

Standard English More than 3 errors 
in standard English 
in PowerPoint and 
oral presentation 

3 or less errors in 
standard English in 
PowerPoint and 
oral presentation  
 

No errors in 
standard English in 
PowerPoint and 
oral presentation 

 

Overall 
Presentation of 
PowerPoint and 
Time Requirement 

-Articulates few 
points well  
- Maintains 
infrequent eye 
contact with 
audience 
-Exceeds time 
requirement or 
presentation is too 
brief 
 

-Articulates some 
points well  
-Maintains some 
eye contact with 
audience 
-Exceeds time 
requirement 
 

-Articulates points 
well and 
 -Maintains good 
eye contact with 
audience 
-Honors time 
requirement 
 

 

   Sub Total:  
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Abstract 
     A review of the literature to answer the question “How frequently do those who have been bullied 
become bullies?” The research of the literature indicates that victims become bully-victims who are much 
harder to rehabilitate than a bully or a victim. 
     Bullying is a well-known adversity among school-age children. Bullying has been accepted as a "rite 
of passage" which built "character." Today, however, it's no longer regarded as” rite of passage” just 
something that happens during playground routines. 
     Bullying is a strategy to gain control or power at the expense of others. Name-calling, threats, physical 
attacks and property damage, or peer pressure can all be forms of bullying. The research establishes four 
groups that are involved in bullying. The bully (authors definition of bullying is defined as purposeful 
aggressive behavior that is used repeatedly, with the intent to cause some form of harm, and generally 
committed by a person who holds a form of power over the victim in a permissive environment), victim 
(a student with negative attitudes and beliefs about  themselves and others, is low in social competence, 
does not have adequate social problem-solving skills, performs poorly academically, and is not only 
rejected and isolated by peers but also negatively influenced by the peers’ with whom he or she interacts), 
bully-victim (are those who engage in aggressive behaviors and are also victims of aggression), and the 
uninvolved (nonbully/nonvictims; peer onlookers who treat victims of bullying based on their status 
within the population).  
     Up to 75% of American children have been a victim of bullying, according to the Third Way. (2008).  
On an average school day, three out of 10 American youngsters in grades six through 10 are involved in 
bullying - as perpetrators, victims or both - according to the National Institute of Child Health and Human 
Development (Harvard Medical School Health, 2001). 
     According to data from Sansone and Sansone (2008), approximately 10% of US children and 
adolescents are the victims of frequent bullying by peers. Holt and Espelage (2007) classified youth as 
uninvolved (61.6%), as bullies (14.3%), as victims (12.5%), and as bully-victims (11.6%). Lovegrove, 
Henry, and Slater (2012) studied four classes and found that the class was composed of victims (15%), 
bullies (13%), bully-victims (13%), and noninvolved (59%). Aoyama and Baylor (2011) found results of 
group classification to be 2.3% of the participants were categorized in the victim group, 2.0% were in the 
bully group, 10.9% were in the bully-victim group, and the rest of the students (84.9%) were categorized 
in the not-involved group. Juvonen’s, Graham’s, and Schuster’s (2003) figures showed 22% of their 
sample was classified as involved in bullying as perpetrators (7%), victims (9%), or both (6%). 
     There were far more boys than girls in the bully-victim group. Bully-victims resembled victims only 
(pure victims) in terms of age-trends and bullies only (pure bullies) in terms of sex composition. The 
overlap of bully-victims with the total victim group was fairly small (10-20%) in all grades. In primary 
grades, bully-victims constituted 30-50% of the total bully group, whereas in higher grades these 
proportions were considerably lower. Our analyses and overview of previous research suggest that the 
bully-victim group is small, and that the large variations across studies are mainly due to differences in 
choice of cutoff age (Solberg, Olweus, & Endresen, 2007).  An interesting counterpoint is Sutton’s (2008) 
study of two schools that were very different in terms of socioeconomic status, ethnicity, and school and 
class size, but found no significant difference in the proportion of bullies, victims, bully-victims, or 
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nonbully/nonvictims. As you can see the percentages vary widely among group classifications. However, 
traditionally the category of bully–victims also called provocative, aggressive or anxious victims 
represent the smallest and most vulnerable group of children.  
     Bully-victims experience more total bullying. They are also more likely to experience name-calling, 
teasing, physical assault, having money and/or items taken or damaged. They experience many of these 
behaviors with greater frequency than nonbullying victims. (Dulmus, Sowers, & Theriot, 2006). The 
bully-victim shows a more aggressive approach in their patterns of reaction.  These children are likely to 
fight back when bullied but are not very effective. These children are viewed by others as offensive and 
rude. This group or subgroup of children are highly rejected and highly disliked by their peers. Females 
were more likely than males to be bully–victims in contrast to research on traditional bullying, which 
indicates more males than females are typically involved as bully–victims (Mishna, Khoury-Kassabri, & 
Tahany, 2012). Bully-victims were the most troubled group displaying the highest level of conduct, 
school, and peer relationship problems (Juvonen, Graham, & Schuster, 2003). Bully-victims are 
provocative victims that use bullying as a coping strategy to prevent themselves from being victimized. If 
a child is bullied himself, he is more likely to bully  
     School adjustment difficulties including internalizing and externalizing behavior problems were most 
pronounced in students who were identified as bully–victims. In contrast, bullies tended to have more 
positive interpersonal characteristics and fewer negative ones than youth who were identified as victims 
or bully–victims. Furthermore, compared to their nondisabled peers, students who received special 
education services had elevated rates of involvement as victims and bully–victims, but not as bullies. 
Implications for intervention are discussed. (Farmer, Petrin, Brooks, Hamm, Lambert, & Gravelle, 2012). 
     Results of a discriminate function analysis demonstrated that a group of psychosocial and behavioral 
predictors - problem behaviors, attitudes toward deviance, peer influences, depressive symptoms, school-
related functioning, and parenting - formed a linear separation between the comparison group (never 
bullied or victimized), the victim group, the bully group, and the bully-victim group (Haynie et al, 2001). 
     Parenting plays an influential force in bullying. Olweus (1998) found families of bullies have a high 
degree of conflict that may include violence; a lack of warmth, affection, and involvement; and 
inadequate limits. Chamberlain (2003) supports the connection between bullying and people who grow up 
to be abusers in other ways. The majority of bullies come from homes that are abusive and violent, where 
parents are authoritarian, inconsistent, negative or indifferent, and where there is "too little love and too 
much rejection” (CQ Researcher, 2005). 
     Bully-victims comprise 5-15% of those children who are bullied. However, these children tend to be 
quick tempered and try to fight back if they feel they have been insulted or attacked. These children are 
likely to fight back when bullied but are not very effective (LPCethics, n.d.). They are more likely to 
alienate their peers and teachers. When they are bullied, they tend to be bullied by many students or the 
entire class. 
     Bully-victims were generally younger, sicker, weaker, more submissive, had fewer leadership skills, 
were more withdrawn, were more aggressive, were more isolated, were less cooperative, were less 
sociable, and frequently had no playmates than non-involved children. The victim of bully-victims are 
usually loners and “different” (e.g. gay, lesbian, bisexual, less physically attractive than peers. Race, color 
and receiving special education services also are part of difference) (Perren & Alsaker, 2006). 
     There are both similarities and differences depending whether one is a bully, a bully-victim or a victim 
(Özdemir & Stattin, 2011). Several risk factors common among the three groups include the amount of 
hours per day students use the computer and giving passwords to a friend. These results point to the need 
for further examination and to focus on the risk factors for students involved in each of the three 
categories (Mishna, Khoury-Kassabri, Tahany, & Daciuk, 2012). The following is a list of characteristics 
most associated with bully victims:  

• Have school adjustment difficulties (Farmer, Petrin, Brooks, Hamm, Lambert, & 
Gravelle, 2012). 
• Significantly less intellectualization and displacement than nonbully/nonvictims (Sutton, 
2008). 
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• Bully victims are restless, hyperactive, impulsive, and create tension, are clumsy, 
immature, and exhibit irritating habits , and are sometimes disliked by adults, including teachers 
(Safe School Action Team, 2005)..  
• Feel unsafe and disconnected from their schools (Bradshaw, O'Brennan, & Sawyer, 
2008). 
• Have behavior problems (Inoko, Aoki, Kodaira, & Osawa, 2011). 
• Have low self-esteem. 
• Are more temperamental (Georgiou, & Stavrinides, 2008). 
• Are isolated socially/less sociable (Georgiou, & Stavrinides, 2008; Perren, & Alsaker, 
2006). 
• Are depressed, have anxiety and stress/emotional distress (Aoyama, & Baylor, 2011; 
Özdemir & Stattin, 2011). 
• Have internalize and externalizing problems (Aoyama & Baylor, 2011; Farmer, Petrin, 
Brooks, Hamm, Lambert, & Gravelle, 2012; O'Brennan, Bradshaw, & Sawyer, 2009; Özdemir & 
Stattin, 2011). 
• Have been recognized having poor mental health and more extreme violent behavior. 
(Juvonen, Graham, & Schuster, 2003). 
• Have emotional and behavioral problems. (Inoko, Aoki, Kodaira, & Osawa, 2011). 
• Are aggressive and victimized (Schwartz, Proctor, & Chien, 2001; Mouttapa, Valente, 
Gallaher, Rohrbach, & Unger,
• Poor peer interactions/no playmates/peers friends (Didaskalou, Andreou, & Vlachou, 
2009; O'Brennan, Bradshaw, & Sawyer, 2009; Perren & Alsaker, 2006). 

 2004; O'Brennan, Bradshaw, & Sawyer, 2009). 

     One of the non-solutions of bully-victims who often create problems for the entire school community 
and are more likely than passive victims is to be referred to special education services. Unfortunately, 
special education placement, while often necessary, often exacerbates the bullying because students who 
receive special education services are more likely than students in regular classes to be bullied. 
Conclusion 
     There is a large percentage of victims that become bullies. It was found from several sample 
populations throughout the research that the victims had a high probability of transitioning into bullies. 
The characteristics found in bully-victims at many times mirrored those of bullies. It was recorded that 
both bullies and victims share a negative perception of well-being in their lives. This also verified that 
students not engaged in bullying received greater support from teachers and peers.   
     Bully-victims suffer much greater emotional impairments, lower self-esteem, and a lower support 
structure than any bully subgroup.  Research did show several changes from primary school to secondary 
school pertaining to age, peer acceptance, as well as other indicators.  The main change was that of 
bullying and their acceptance by peers and what was deemed as “popular”.  It was found that the early 
beginnings of bullying in primary school created an increase as high as four times a greater risk for 
continual rejection in secondary schools for victims.  This was further illustrated in a study that showed 
over 50% of victims claimed that they were continued to be bullied throughout childhood.   
     Another deduction observed was the contrast in students who had adult supervision and those who did 
not have a physical disciplinarian in their lives were more likely to bully. A mutual agreement by multiple 
researchers is the need to conduct future research in psychological disturbances as a reason for bullying.  
In the end, multiple conclusions can be drawn from this research.  The relationships and similarities 
between all subgroups give a better insight into the problem of bullying as well as the potential solutions.  
The above enumerated characteristics should be taken into account when formulating any prevention and 
intervention strategy.  
     Finally from all research the best way to help victims and bully-victims is to stop the initial bullying. 
The bully prevention and intervention program must be systemic, has input from all groups involved, 
applied across the school system, training for all involved, financed, and implemented over multiple 
years. 
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Abstract 
     A review of the literature to answer the questions “What are ways to stop bullying? How do secondary 
teachers handle bullying? How do most middle/high schools deal with bullying?”  The research indicates 
there must be a collaborative effort of all stakeholders to assess and develop a program to overcome the 
issues associated with bullying behaviors. Ideas are provided for the development of a bullying 
prevention/intervention program. 
     The information in this article shows an effective prevention and intervention program must be based 
on a careful assessment of student problems, including bullying, teasing, and harassment. Strong 
leadership, caring faculty, and parent and community involvement should make schools safe and effective 
places to learn. (Will, & Neufeld, 2003) 
     Throughout the literature review, the terms school climate (Garandeau, Wilson, & Rodkin, 2010); 
Frey, Edstrom, & Hirschstein, 2010; Pellegrini et al., 2010; Rodkin & Gest, 2011; Gendron, Williams, & 
Guerra, 2011; Leff, Thomas, Shapiro, Paskewich,  ilson, Necowitz-Hoffman, & Jawad, 2011); 
environment (Urbanski,& Permuth, 2009); climate and culture (Urbanski & Permuth, 2009); school 
context (Bradshaw & Johnson, 2011; Carney, 2005); and school setting (Santinello, Vieno, & De Vogli, 
2011).) are used interchangeable.  The authors have chosen to use the term school climate in the article.  
     After reviewing the various existing programs it can be concluded that there is no one way to prevent 
bullying behaviors.  The literature described shows most programs are ineffective due to inconsistent 
implementation, lack of staff training and knowledge, lack of whole school participation, lack of social 
skills training for victims, lack of parental and student involvement in establishing rules, and lack of clear 
policy and procedures. (Flynt & Morton, 2004).  One continuous theme is that the program should be 
developed for a school system and its school climate. In order for a proactive school-wide bullying 
prevention program (Heinrichs, 2003) to be successful, a school needs to be governed in an inclusive 
manner where intolerance, prejudice, bullying and cruelty are not tolerated (Hougaard, 2007).   
     A caution is needed before we proceed further.  In some schools, administrators and teachers want to 
see results immediately before they will truly buy into a program. The implementation of bullying 
prevention programs is worth the time and effort they require since they are yielding the two important 
benefits of reducing incidences of bullying and creating bystander awareness.  
     The first step in developing an anti-bullying program is a needs analysis. An effective needs 
assessment sets the stage for support of the anti-bullying program based on all community agencies, 
parents, teachers, administrators, and students and should contribute to the efforts to address bullying 
among students (Jimerson, Swearer, & Espelage, 2010).  A needs assessment is important to see how best 
a school could tackle bullying more effectively by taking a step back and employing a wider perspective 
on the problem. Discipline policies, student conduct codes, and school climate strategies have long been 
in place in most schools to prevent bullying incidents. School leaders can refine their approach more 
effectively by taking a comprehensive leadership approach versus simply creating a new policy or 
implementing a new bullying prevention plan. (Trump, 2011)  
     Therefore, the school climate should be the first part of the analysis. The school climate should be 
understood to include individual schools, school systems, and school climate from which the students are 
drawn. The statement - school climates may influence victimization (Bradshaw & Johnson, 2011) – can 
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be seen as a hypothesis.  The following comments lead to the yes side of the hypothesis. For those 
children not of school age their school climate is shaped by their parents and caregivers. When they are of 
school-age, the adults in their school climate are as influential as their parents and caregivers. It can be 
noted of the first 18+ years of a human's life, adults shape and influence the social ecology in which 
children and adolescents develop. The school climate is determined by a combination of teacher practices 
and peer processes that determine for students their psychosocial functioning and is a primary factor 
affecting bullying and victimization. (Leff, et.al 2011) A new classroom environment observation 
assessment tool should be developed and validated.  
     Secondly, an evaluation of discipline policies and school climate strategies is a key component to a 
needs assessment because they are the framework of the school climate. Questions that should be asked 
include:  Are current discipline policies adequate to address bullying behaviors? Is your district 
complying with state anti-bullying laws? Are school climate strategies in place to address respect, 
diversity, peaceful resolution of conflict and belonging? Is a bullying prevention program needed, or do 
school climate strategies adequately address underlying bullying behaviors? (Trump, 2011) 
     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).  School 
professionals wrongly appear to cognitively construct bullying severity in terms of the nature of the harm 
incurred (Carney, 2005). Because of this fact, when conducting a needs analysis estimating the effects of 
individual normative beliefs, self-esteem, and school climate of bullying among students within schools 
are crucial. Policy creation makes some difference to school experiences for pupils but ongoing revision 
is needed. The fundamental culture of the school is more important than the policy in securing change 
(Glover, Cartwright, Gough, & Johnson, 1998). This supports the need for the school climate to be 
assessed. 
     One well-accepted solution for creating a safe climate is a systemic approach that includes clear and 
comprehensive definitions and policies that strive to make students feel respected and protected (Will & 
Neufeld, 2003). The systemic approach must provide opportunities for class mates and teachers to 
recognize the targeted students as valuable members of their class and school (Pearl & Bay, 1999). It is 
especially timely and crucial that teachers and other educational personnel intervene in the group process 
as it unfolds. (Mishna, 2003) 
     When student perceptions of the school climate were negative (indicating a poor school climate), high 
self-esteem predicted higher levels of bullying perpetration. In contrast, when perceptions of a school 
climate were positive, high self-esteem predicted lower levels of bullying perpetration. The findings are 
discussed in terms of the need to consider individual and contextual factors and how they interact in 
understanding and preventing bullying in schools (Gendron, Williams, & Guerra, 2011). 
     Thirdly, another component of the needs assessment is effective support of classroom management. 
Are teachers aware of school-conduct codes and behavioral expectations? Have discussions been held 
with teachers, and are teachers given support on classroom management strategies? (Trump, 2011; Lenzi, 
et al, 2011) all give credence to the statement by Leff, et al (2011) that teacher unfairness can lead to 
student involvement in bullying behavior among early adolescents. It is important that teachers do not 
underestimate the severity of the perpetration that is reported or observed. Recognition of verbal and 
passive bullying will help to reduce further incidents.  
     Society’s acceptance of bullying as a means of establishing and securing social position and as a way 
to cement power differences is one reason why bullying has persisted through history.  One way to tackle 
the problem is by encouraging teachers to consider bullying a common behavior management issue in the 
school climate (Crothers & Kolbert, 2008).  
     It’s well worth asking whether today's schools are characterized by a democratic or autocratic social 
climate and whether differences in school climates are related to bullying. (Garandeau, Wilson, & 
Rodkin, 2010); Frey, Edstrom, & Hirschstein, 2010; Pellegrini et al, 2010; Rodkin & Gest, 2011).   This 
is important because even students who are not bullies themselves will form pro-bullying attitudes in 
classrooms where bullies are popular (Dijkstra, Lindenberg, & Veenstra, 2008).  Consistency in policy 
application is paramount (Glover, Cartwright, Gough, & Johnson, 1998). It is essential to be aware of 
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how family patterns and characteristics affect children's involvement in bullying, either as victims or as 
bullies (Oliver, Hoover, & Hazler, 1994; Smith & Myron-Wilson, 1998 as cited in Mishna, 2003).  
     Next a school’s needs assessment should address the components of the school’s safety plan.  While 
effective classroom control, proper authority and behavior, and flexibility of course material all provide 
effective methods of managing bullying on a classroom scale, further bullying protection will be needed if 
the problem is to be managed on an effective scale. Anti-bullying strategies should be an integral 
component of a school’s safety plan. Campus and school-wide policies must be implemented by the 
different school systems in order to ensure that the bullying problem is managed effectively by all 
educators and faculty members involved. However, not all systematic approaches work equally well. 
Simply ascertaining the identity of the culprit who is responsible for the violence will not address the 
causes of violence (Will & Neufeld, 2003). 
     Location, location, location is very important in anything we do. Coates and Vickerman (2010) 
provide a lead into where bullying takes place. To stop bullying you must assess security and supervision. 
Bullying often occurs in places where there is less adult supervision such as restrooms, hallways, 
stairwells, playgrounds, gyms, cafeterias and bus drop-off and pick-up areas, parking lots, and the back of 
a school bus. The reason for these places being choice areas for bullying is supervision and security is not 
adequate in these areas (Trump, 2011). Blosnich and Bossarte (2011) support Trump with their findings 
that having adults in the hallways, playgrounds, and cafeteria had the greatest impact on the reduction of 
bullying incidents.  
     Researchers agree that regardless of the integrated, systemic intervention program used it must be 
implemented school-wide. In a study of school safety measures impact on incidents of bullying, Blosnich 
and Bossarte (2011) found that having adults in the hallways, playgrounds, and cafeteria had the greatest 
impact on the reduction of bullying incidents. Also, the parking lots, school buses, locker rooms, 
restrooms, athletic and band facilities are all venues where bullying often occurs. With a school-wide 
intervention effort social-emotional well-being would be encouraged to promote supportive relationships 
to protect others from bullying. A school-wide model must involve all members of the school community.  
This includes administrators, teachers, students, staff, custodians, PTA, bus drivers, cafeteria personnel, 
parents, and outside agencies (Black et al., 2010; Dixon & Smith, 2011). The team approach is most 
effective (Garcia, Simpson, & Gaus, 2010). 
     With student input, schools must develop procedures for staff to follow when witnessing or hearing 
about specific negative student behaviors – which behaviors teachers should deal with themselves, which 
behaviors they should track so that they can refer students who do them habitually to administrators, and 
which behaviors they should refer to administrators immediately. Staff should be trained on laws, district 
policies, student conduct codes, school climate strategies and processes to follow in preventing and 
responding to bullying. 
     One of the factors necessary for anti-bullying program success is structure. Structured programs are 
more successful programs and those schools with less structure (Carney & Nottis, 2008). This structure 
must be consistent throughout the school system and implemented in each school. Anti-bullying rules 
must be posted school system wide, and sanctions against these behaviors must be consistent from school 
to school. Administrators and teachers need to find ways to “stress the right behavior instead of 
reprimanding and focusing on punishing wrong behavior.” (Arnette & Walsleben, 1998) First-year 
teachers need more training in bullying as is evidenced in the numbers of referrals (Bauman & Hurley, 
2005).  
     An important component in a school-wide bullying program is the students.  Therefore, an assessment 
of students’ knowledge and training must be determined. Training for teachers and staff has already been 
emphasized. Students need training on school policies, conduct codes, reporting mechanisms, and 
prevention and intervention strategies on bullying. Social skills training and violence prevention efforts 
targeting highly aggressive students may effectively reduce the aggressive behaviors of their friends. Such 
training may help students defend themselves and their friends effectively from aggressors using 
nonviolent strategies (Mouttapa, Valente, Gallaher, Rohrbach, & Unger, 2004).  
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     The raising of a student's awareness of when he or she is being bullied or when teasing constitutes 
abuse includes conflict resolution training, education to prevent prejudice based on sexual orientation, 
race or ethnicity (Fried & Fried, 1996). It must be understood that a small percentage of students may be 
bullied for a long period of time and that this more persistent bullying may need focused, long-term 
solutions to resolve it (Sharp, Thompson, & Arora, 2000).      
     Any intervention can choose to focus on reducing anti-social behavior or on increasing pro-social 
behavior (Sutton and Keogh, 2000).  The importance of pro-social skills and their relationship with 
language development, particularly pragmatic impairment, are a must in any prevention program 
(Lindsay, Dockrell, & Mackie, 2008). A specific focus on the behavior of students who bully and those 
who are victimized may be justified in certain cases, but a more positive constructive approach may be to 
include more work in reducing the possibility of peer rejection and marginalization – a social 
phenomenon that reinforces the creation of both bullies and victims. The raising of awareness of the 
physical and psychological harm caused by bullies' dominance and of the effects of their attitudes and 
actions in reinforcing or reducing aggressive behavior must be addressed (Andreou, Vlachou, & 
Didaskalou, 2005).  The key to the intervention needs to be long term and not shortsighted. Too often 
administrators look for quick results. A good intervention plan takes several years. 
     Serious talks with the bully and/or the victim, involvement of parents, action by school staff, action by 
other students, improvement of victims’ coping strategies, improvement of the bully’s empathy for the 
victim, separation of the bully from the victim, and preventive anti-bullying strategies can assist the bully 
to curb the desire to be a bully.  It is also noted there needs to be an improvement of the victims’ coping 
strategies (Frisen & Holmqvist, 2010). 
     One way to develop empathy is to get the bully to see how those who are victimized are not satisfied 
with their lives and believe that they have less support from their social peers.  It is apparent that victims 
do not feel enough support from teachers and this creates a need for change. Schools across the United 
States are responding to this knowledge by strengthening student-staff and student-student connections, 
developing students' social and emotional skills, supporting students who have been mistreated, and 
helping students who mistreat their peers change their behavior. All these approaches can be beneficial, 
but they will be most effective if carried out within the context of listening to students themselves (Davis 
& Nixon, 2011). Farrington and Ttofi (2009) found that interventions that involve peers, such as using 
students as peer mediators or engaging bystanders to disapprove of bullying and support victims of 
harassment, were associated with increases in victimization.  
     To make it easier for students to report bullying incidents to adults, make retaliation or threat of 
retaliation for "telling" a serious offense against the school community, just as witness tampering by 
adults is a felony in some states (Davis & Nixon, 2011). Victims can manage the situation better if they 
break their silence. It may be enough to gain the sympathetic ear of a mental health professional or school 
staff member. The adult may also provide practical advice and find out whether the victim needs 
professional help, such as assertiveness and social skills training or treatment for anxiety and depression. 
When asked what was important to a victim he answered, "He listened. I was able to come to my own 
conclusion by talking about it." (Davis & Nixon, 2011) 
     Developing a communications plan is necessary to inform students how to manage and report bullying 
incidents, to educate parents on what they can do and what to expect from schools if their child is bullied, 
and to inform the community of the district’s bullying prevention, intervention and enforcement efforts. 
Exercise caution so as not to feed into media, political and public discourse that could contribute to the 
failure of the program. Consistent, well implemented school-wide anti-bullying programs combined with 
communication between schools and community stakeholders will assist each individual student with 
their needs (Lapidot-Lefter & Reiter, 2007). Media reports on bullying challenges educators’ genuine 
efforts to address bullying because of distorted public perceptions and politically driven, overreaching and 
overly prescriptive outside mandates on bullying issues. 
     Another must in the needs assessment is reviewing federal civil rights laws.  This requires you to 
confer with legal counsel and assess district policies to be sure the anti-bullying program does not run into 
complaints and lawsuits. The Department of Education recently issued a 10-page “Dear Colleagues” letter 
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to schools outlining Title IX and other civil rights laws the department can use to initiate investigations 
against school districts in response to complaints made by parents and others about how schools do or do 
not address bullying incidents Train staff and faculty on federal civil rights laws (Trump, 2011).  
     Davis and Nixon (2011) speak to the need of developing a process for dealing with more serious 
actions that includes progressive discipline steps, parent notification, and interventions to help the 
offending student learn more positive behaviors.  Engaging law enforcement when appropriate for 
bullying offenses such as assault, extortion, sexual assault, threats and menacing, and/or hazing may 
constitute violations of criminal law and is occurring more frequently. School systems and schools must 
examine procedures and staff training on engaging law enforcement and reporting crimes (Trump, 2011).  
     Schools must assess if an incident should be handled by law enforcement and the courts. Written 
documentation covering the anti-bully policy is a must if these agencies are involved. Parents do not like 
the idea of schools sending violators to court. Parents often feel that when a bullying incident gets sent to 
court, the school is being negligent toward their child. That is one of the major reasons for inclusion of 
parents in plan development. The court system will almost always take the side of the schools in these 
incidences unless they do not have proper documentation (Diamantes, 2010). When possible, use smaller, 
consistent consequences instead of large consequences. The latter tends to lead to resentment and 
retaliation rather than acceptance of responsibility and behavior change (Davis & Nixon, 2011). 
     One more consideration in establishing an anti-bully intervention program is finance. Finance can be a 
limiting factor of school prevention programs. Budget cuts, decreased local and federal funding, 
personnel shortages, and various other factors have caused a drastic restructuring of methodologies in 
school systems.  Due to these factors, schools are being forced to make some tough decisions.  The 
financial bottom line is the determining factor in what programs stay and which must go by the wayside.  
One of these deletions is the addressing of school violence issues.  Many schools are providing minimal 
training or none at all according to Werle (2006); however, schools have a responsibility to develop 
programs and interventions that promote the safety, health, and well-being of the school community.   
     The success of any intervention program is not dependent upon correct content of the program. What 
does seem to make a difference is how thoroughly the program is supported and implemented. This is one 
of the most difficult aspect for all those concerned (CQ Researcher, 2005). Most educators and parents are 
blind to the behind-the-scenes politics of bullying. Recognizing that there are more agendas in play than 
simply bullying itself is critical (Trump, 2011). 
     Educating legislators and leaders of professional associations is necessary in the battle again bullying. 
Special interest groups should not have the only voice in dictating new laws. Superintendents, principals 
and school board members should develop a stronger voice to make known their perspectives, needs and 
opinions on laws and funding shifts proposed by state and federal legislators. School leaders should also 
communicate more strongly to state and national professional education associations that lobby for them. 
Schools should incorporate bullying into their comprehensive school safety plans. Being aware of the 
politics, determining if new steps need to be taken, and communicating with the school and community 
will help focus on the best interests of student safety. Kenneth S. Trump, the president of National School 
Safety and Security Services, blogs on school safety issues at www.schoolsecurityblog.com] It cannot be 
said enough times that partnerships outside the school are important to the success of anti-bullying 
programs. Anti-bullying programs that include individual, peer, family, school, and community efforts are 
shown to be more effective models of prevention. It is also shown that thinking of bullying as part of a 
larger focus on better social and emotional development of students should become an important part of 
any program. It is also shown that thinking of bullying as part of a larger focus on better social and 
emotional development of students should become an important part of any program (Swearer, Espelage, 
Vaillancourt, & Hymel, 2010). The partnerships are one of the many ways to understand the politics of 
bullying and finding resources for implementation of an intervention program. 
     Bullying is a major cause of mental distress. Schools must assess the adequacy and coordination of 
their district’s internal resources, identification and referral processes and programs for student mental 
health, including suicide awareness and prevention (Trump, 2011; Dixon, Smith, & Jenks, 2004).  
Conclusion 
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     A good anti-bullying program requires a needs assessment of the school climate and politics. It also 
requires a commitment by the community and its partnerships. A communication plan will foster that 
commitment. A program that uses a wider perspective of the problem and is systemic will provide a 
structured, comprehensive program that is enforced equitably. Understanding of bullying and its 
consequences and training for all administrators, teachers, students, staff, custodians, PTA, bus drivers, 
cafeteria personnel, parents, and outside agencies can be accomplished by a team approach which can be 
very effective. The training must have an emphasis on improvement of the social functioning and peer 
relationships of students to combat bullying. 
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Role-Identity Prominence:  
An Alternative Hierarchically Arranged Self Configuration 
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Introduction 
     The concept of identity is utilized throughout the social science disciplines of Psychology, Sociology, 
Anthropology, and Political Science.  As a cross-disciplinary theoretical construct, it is not used 
exclusively by any of the human sciences. Operating as a primitive term within each discipline, identity, 
like most social science concepts, does not have uniform conceptualization or empirically-based 
operationalization. Regardless of the particular social science discourse in which it is embedded, 
“identity” functions as a “conceptual bridge between individual and group levels of analysis” and 
“provides a link between the psychology of the individual…and the structure and process of social groups 
within which the self is embedded” (Brewer, 2001, p. 115).  Identity and its corollary concept “role” 
provide a link between individual social functioning and the larger social structure (cf., Stryker, 1980; 
Stryker and Serpe, 1994; Reid, Epstein, and Benson, 1994a, 1994b).  
     Identity is a central explanatory variable within the framework termed identity theory within 
Sociological Social Psychology. Building on the work of Stryker and Serpe (1994), McCall and Simmons 
(1978) and Reid, Epstein, and Benson (1994a, 1994b), this paper bridges the gap between the social 
sciences and offers a theoretical refinement of identity theory by conducting the first systematic 
examination of the hierarchical self conceptualization termed “prominence” within an identity theory 
context.  This paper defines and delineates the construct of prominence as originally developed by McCall 
and Simmons (1978) and examines how this hierarchical self conceptualization contributes conceptually 
to identity theory.  Conferred is the theoretical rationale and measurement protocol requisite for 
prominence’s incorporation into identity theory research. 
Theory 
     Stryker and Serpe (1994), in the article entitled “Identity Salience and Psychological Centrality: 
Equivalent, Overlapping, or Complementary Concepts?”, note that theory in social psychology currently 
accords a pivotal place to the concept of self and that there are, at present, three differing hierarchical 
conceptualizations of self that are applicable in the context of the theory.  They note that terminology 
denoting the hierarchical arrangement of self components differs among theorists, termed “salience” by 
Stryker (1968, 1980), “prominence” by McCall and Simmons (1978), and “psychological centrality” or 
“importance” by Rosenberg (1979).  The researchers surmise that despite variations in conceptualization 
and nuances of terminology, each espouses that the identities that comprise the self are ordered in terms 
of whether they “have more (or less) of some quality or characteristic” (Stryker and Serpe 1994, p. 18) 
and employs the hierarchically arranged self as “a means of making theoretically based predictions as to 
which self component, or which identity, will take precedence in some self-relevant outcome” (ibid.). 
     The three hierarchically based depictions of self differ somewhat as to their assumptions regarding the 
reflective capacities of social actors, but each converges on the notion of hierarchically arranged self 
components to generate theoretically anchored predictions about behavioral outcomes.  Stryker and Serpe 
(1994) note, however, that the literature is in a state of disorientation primarily because identity salience 
and centrality have been occasionally “attached to different underlying conceptions” (p. 19).  
Compounding is that scholars deliberating the two hierarchical self conceptualizations have sometimes 
considered them “conceptually equivalent.”   

91



     While the concepts of salience and psychological centrality (Stryker and Serpe 1994 and Reid, 
Epstein, and Benson, 1994a) have been examined in research designs within the context of identity 
theory, the construct of prominence has yet to be measured and psychometrically assessed. This research 
serves as the first systematic effort to acknowledge, define, and ameliorate this lacuna.  Assessed are the 
psychometric properties of two prominence scales (analytic and global) and the empirical “goodness” of 
the theoretical refinement calling for the adoption of prominence as an alternative hierarchically ordered 
self conceptualization. The concept of prominence is thus entered into extant identity research of 
alternative hierarchically based conceptions of self components.  
Identity Salience 
     A central question of identity theory, “phrased illustratively, is, why is it that one person, given a free 
weekend afternoon, chooses to take his or her children to the zoo while another opts to spend that time at 
a golf course with friends?” (Encyclopedia of Sociology, 1992, p. 871).  For identity theory, answers to 
this illustrative question are not looked for in idiosyncratic or situational contingencies but, in the notion 
of “role choice.”  That is, identity theory looks to role choice for an explanation and correspondingly asks 
why one person opts to engage the parent role and associated role behavior (e.g., attending a school 
function) while another, in a similar situation facing roughly equivalent options, chooses instead to enact 
a recreational role (e.g., running).   
     As an answer, identity theory offers the concept of  “identity salience” (Stryker 1967, 1980) which 
construes the self  as consisting of multiple role-identities or “internalized role designations” (Stryker, 
1987a, p. 89) arranged hierarchically “by their differentiated probabilities of coming into play within or 
across situations” (ibid., p. 90).   Thus, when role choice is possible, it is the ordering and relative position 
of the identities within the self hierarchy that forms the basis for making behavioral predictions in that 
role choice is depicted as reflecting “the differential location in the identity salience hierarchy of identities 
related to those alternatives” (ibid.).  Thus, for identity theory, persons are construed as possessing a 
multiplicity of identities, the number of which is determined by the roles occupied by the person in the 
social structure. 
     An identity's relative location in the salience hierarchy is termed its “salience level.”  The salience 
level of an identity determines its magnitude or strength of impact on the role occupant's self concept.  
Identities with the highest “call up threshold” (Stryker, 1980) and that most impact the role occupant's 
definition of self are correspondingly located at the top of the hierarchy and those with the lowest call up 
threshold and that are “less representative of the self are positioned closer to the bottom” (Callero, 1985, 
p. 203).  Thus, role-identities that are highly salient are defined as more representative of the self and 
therefore “self-definition will more likely reflect salient role-identities” (ibid., p. 204). 
     Types of Commitment.  Originally advanced by Foote (1951), the concept of commitment is utilized 
within identity theory as an independent variable affecting role behavior.   The relationship between 
commitment and role behavior is conceptualized as mediated by identity salience.  Therefore, the 
hierarchically arranged self (identity salience) is depicted as moderating the relationship between 
commitment and role behavior.  That is, “commitment affects identity salience which in turn affects 
behavioral choices” (Stryker and Statham, 1985, p. 346).  In the identity theory usage, commitment is 
seen “as one of the ways in which individuals infuse self and subjective meaning into roles” (Burke and 
Reitzes 1991, p. 241) and it is through commitment that individuals impart a uniquely subjective 
component to roles.   
     The identity theory construct of commitment is defined as the “the 'costs' of giving up meaningful 
relations to others should alternative courses of action be pursued” (Stryker, 1968, p. 560).  Stryker (ibid.) 
offers two forms of commitment: extensive and intensive.  By extensive commitment is implied the 
number of relationships a person has based on the possession of a given identity.  Intensive commitment 
refers to “the depth of relationships entered by virtue of an identity” (Burke and Reitzes, 1991, p. 241).   
 Commitment, in the identity theory usage, is also construed as consisting of two varieties: 
interactional and affective.  Interactional commitment refers “to the extensiveness of relationships that 
would be foregone were one to no longer play a given role” (Stryker, 1987, p. 98). Affective commitment 
consists of “the emotional costs attached to the departure of a given role” (ibid.). 
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     Several hypotheses flow directly from this discussion of identity salience and types of commitment.  
Specifically, Identity theory postulates a positive relationship between the types of commitment and 
identity salience.  This is because, for identity theory, if an identity is highly salient for an individual, the 
person will seek out a source of validation of that identity and value highly those individuals who provide 
the source of the validation.  These relationships, as elucidated by identity theory, are offered in the 
following: (1) The greater the commitment premised on an identity, the higher that identity will be in the 
salience hierarchy; (2) The greater commitment premised on an identity and the more positive the 
evaluation of that identity, the higher the identity will be in the salience hierarchy; (3) The more a given 
network of commitment is premised on a particular identity compared with other identities which may 
enter the network of commitment, the higher that identity will be in the salience hierarchy (Stryker 1980). 
     Identity theory also postulates a positive relationship between identity salience and role performance in 
that high salience fosters efforts to be with others with whom the salient identity can be legitimately 
enacted.  Also, high salience causes persons to seek out situations in which the role-identity can directly 
be enacted and validated.  The following hypotheses concerning the relationship between identity salience 
and role performance are thus formulated by Stryker (1980): (1) The higher an identity in the salience 
hierarchy, the greater the probability that a person will perceive a given situation as an opportunity to 
perform in terms of that identity; (2) The higher an identity in the salience hierarchy, the greater the 
probability that a person will actively seek out opportunities to perform in terms of that identity.  
Role-Identity Prominence 
      “A close counterpart” to identity theory is the role-identity model (Stryker and Statham, 1985, p. 346) 
proposed by McCall and Simmons (1978).  The construct of role-identity is utilized in the role-identity 
model as “as the character and the role that an individual devises for himself as an occupant of a 
particular social position (and it is) his [sic] imaginative view of himself as he likes to think of himself 
being and acting as an occupant of that position” (ibid., p. 65). Additionally, it is “a particular social 
object that represents a dimension of self [that is] shared, socially recognized, and defined by action” 
(Callero, 1985, p. 204).   The role-identity model offers prominence or “relative importance” as a 
hierarchical conceptualization of the relative arrangement of role-identities that collectively comprise the 
self. 
     Prominence, as a “somewhat plastic” hierarchical ordering of role-identities, like the construct of  
psychological centrality introduced by Rosenberg (1979), assumes individuals are introspective and aware 
of the identities that compose the self structure and their relative ordering of importance.  McCall and 
Simmons (1978) write, “The essence of selfhood . . . is the reflexiveness of one's thought and action; one 
is able to evaluate, and to act toward, one's own person in essentially the same manner as does any other 
person” (p. 83). For the role-identity model, individuals are construed as introspective and aware of the 
role-identities that collectively comprise the self structure. They are not, however, necessarily objective in 
their perceptions of self.  Meant here is that individuals potentially may, within a role, define themselves 
as possessing qualities and characteristics that interactive others do not define them as embracing.  
McCall and Simmons (1978) note that individuals are best conceived as idealistic in terms of their self 
perceptions regarding role-identities and the associated behavioral characteristics they view themselves as 
possessing. They write, “This imaginative view of oneself in a position is usually rather idealized, 
incorporating standards of conduct and achievement that are unlikely to be consistently attained  . . .  (as 
well as ) heavily frightened with all manner of more or less fantastic embellishments and exaggerations” 
(ibid., p. 65-66). 
     Accepting the symbolic interactionist dictum that the self is a social product, McCall and Simmons 
denote the critical importance of successful role-identity performances.  That is, if identity claiming 
performances are not successful, the individual “is right back where he started--with no identity but in 
need of one” (ibid.).  Taken further this idea, echoing Cooley, implies that persons derive a sense of self 
from within their imagination. Still retaining the premise that the self is a social product, persons also 
knowingly exist as a facticity in the imaginations of others.  The underlying assumption of the role-
identity model is that persons are in need of acquiring, legitimating, and maintaining role-identities both 
for themselves as a reflective audience as well as the external audience of interactive participants.  
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Analytic Prominence: Six Determining Factors  
     In the role-identity model, the ideal self or prominence hierarchy is conceptualized as arranged as a 
function of six determining factors.  McCall and Simmons (1978) note that the relative weight of each 
factor cannot be determined a priori as the weighting “almost certainly varies from person to person and 
would have to be empirically determined for each person under study” (p.76).  In other words, a role-
identity’s magnitude of impact on the ideal self is the result of the subjective weighting of each of the six 
determining factors with each factor’s weight varying from individual to individual due to the subjective 
importance the individual places upon each. Individuals are also construed as importing differing levels of 
importance to each role-identity.   
     Factor One.  The first determining factor of a role-identity’s position in the prominence hierarchy is 
termed “self support” and is defined as “the degree to which the person himself supports his own 
imaginative view of his qualities and performances as an occupant of the given position” (McCall and 
Simmons, 1978, p. 74).  Thus, the role-identities that an individual defines himself or herself as 
performing well will be correspondingly higher in the prominence hierarchy as a result of the self support 
factor.  The self support factor adds a subjective dimension to the prominence hierarchy in that it takes 
into account individuals’ self perceptions regarding role-identities.  It is important to note that role-
identity self definitions are not here construed as radically changeable because of situational 
contingencies.  Alternatively, they are seen as relatively static over time and across situations thus termed 
“plastic.”  
     Factor Two.  The second determinant of the prominence of a role-identity is termed “social support” 
and is the “degree to which one's view of self has been supported by relevant others” (ibid., p. 75).  
McCall and Simmons note that not all persons who offer support for a particular role- identity “carry 
equal weight.”  That is, some persons are perceived as “more competent judges” by the individual and are 
in this sense more valuable to the individual in terms of self definition.  For this reason, a “weighted 
average” must be assessed that takes into account “the degrees of support from all these various 
audiences” (ibid.). 
     Factor Three.  The third and “paramount” determining factor of the prominence level of identities is 
termed “commitment” and is the “degree to which an individual has committed himself to the particular 
contents of (the) role-identity” and has “gambled his regard for himself on living up to certain 
imaginations of self” (ibid., p. 75).  The commitment factor again offers a subjective dimension to the 
prominence hierarchy in that an individual’s imagination of self is taken into account in determining the 
prominence of a given role-identity.  That is, individuals are depicted as trying to “live up to” or meet self 
expectations created in a subjective imaginative process.  In other words, the prominence level of role-
identities is not only determined by the social support provided by others in the interactive process but 
also by the role occupant herself in a reflective imaginative process. 
     Factor Four.  The fourth determining factor is termed “extrinsic gratifications.”   Extrinsic 
gratifications include the material benefits gained via the performance of a particular role.  Included are 
commodities such as “money, labor, goods, favors, prestige, and the necessities of life” (ibid., p. 75). 
     Factor Five.  Related to the factor of extrinsic gratifications is the fifth factor termed “investment 
resources.”   McCall and Simmons (1978) write, “If one stakes his entire fortune or life's work on 
fulfilling a particular view of himself, that identity will be more prominent in the hierarchy, for one does 
not live by imagination alone” (p. 75).  Included in this factor are efforts made by the role occupant in 
service of a given role-identity such as time, energy, and resources (money for training, etc.).  
     Factor Six.  The sixth determining factor is termed “intrinsic gratifications” and consists of self 
pleasures obtained by the enactment of a particular role-identity.  Unlike objective and subjective 
extrinsic material benefits discussed above, intrinsic gratifications “are not contingent concomitants of 
adequate performance” (ibid., p. 76).  Rather, intrinsic gratifications are derived by simply completing a 
role-based task with reasonable competence.  Intrinsic gratifications include such rewards as “sexual 
pleasure involved in certain roles, the pleasant body tone associated with athletic performance, and the 
soothing sensation of a cold drink consumed in connection with some sociable role performance” (ibid.). 
Intrinsic gratifications may also include subjective phenomena such as feelings of accomplishment, pride, 
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pleasure, belonging, and satisfaction upon the enactment of a given role-identity. 
Hypotheses 
     Three hypotheses are addressed in this research and pertain to whether prominence is reliably and 
validly measured and, if so, prominence’s relationship to theoretically related variables.  The hypotheses 
are: (1) The measures of “prominence” are reliable and valid; (2) A: Levels of affective commitment are 
related to levels of prominence for a role; B: Levels of interactional commitment are related to levels of 
prominence for a role; (3) Levels of prominence for a role are related to time in role measures. 
Methods 
 Sample 
     A sample (n=169) was culled from exotic dance clubs in the southwest: Phoenix (n=4) and Tucson 
(n=7), Arizona; Las Vegas (n=8), Nevada; and San Diego (n=7), California.  Instruments (n=380) were 
distributed by the researcher or liaison to those clubs (n=26) that agreed to participate and resulted in a 44 
percent return rate.  For purposes of expediency and ensuring maximum anonymity, some instruments 
were distributed through liaisons in each club rather than to individual dancers.  Typically liaisons were 
dancers employed by the club, bar owners, or bar managers. 
     Measures 
     To examine the three deductive hypotheses, a quantitative strategy was utilized that enabled sufficient 
covariance in the study variables.  The first stage in the process required the construction of scaled 
indexes designed to tap each of the six theoretically derived determinants of the analytic prominence.  In 
that McCall and Simmons (1978) enumerate only single indicators of each determinant, two additional 
items were designed to tap each of the six determinants.  The criterion termed “face validity” was 
employed to direct the construction of each item in the analytic prominence scale.   
     The global prominence measure was imperative to the theoretical aspirations of this study.  Though a 
“less arduous approximation” (McCall and Simmons, 1978, p. 262), the global measure necessarily 
entails the ability to generate sufficient variation in levels of the underlying construct (prominence) for 
hypothesis testing (e.g., factor analysis, reliability analysis utilizing Cronbach’s alpha, and multiple 
regression techniques).  Modified from the work of McCall and Simmons (ibid.), Stryker and Serpe 
(1994), and Reid, Epstein, and Benson (1995) the Thurstone Paired Comparison procedure was adopted 
for these purposes.  The second stage involved implementation of the scaled indexes tapping the 
theoretically pertinent variables of affective and interactional commitment and the time in role.  These 
measures were modified from the work of Stryker and Serpe (1994) and Reid, Epstein, and Benson 
(1994a, 1994b). 
     Hypothesis One Measures.  Hypothesis one postulates that the prominence measures are reliable and 
valid. Prominence of the exotic dancer role-identity was measured analytically and globally.  
     Modified from the work McCall and Simmons (1978), prominence of the exotic dancer role-identity 
was measured at analytically.  The analytic measure was comprised of an eighteen-item scale in Likert 
format each embodying five response choices ranging from “strongly agree” (coded 5) to “strongly 
disagree” (coded 1).  As will be discussed, five response choices were utilized to ensure that respondents 
could effectively discriminate between alternative Likert format choices. 
     For the analytic prominence scale, each theoretically derived dimension was created using face 
validity so that the operational definition of each dimension was linked to corresponding items that, taken 
collectively, comprise the scale.  Itemized below, the subsequent analytic prominence scale ranged 
between 18 (low prominence) and 90 (high prominence): 
     Determinant One: Self Support  
 (1) “On average, I do well at being the sort of exotic dancer that I like to think of myself as being.”  
 (2) “On average, I consider myself as having the important characteristics that I feel a good exotic dancer 
should possess.”  
 (3) “On average, I feel I do well at being a good exotic dancer.”  
     Determinant Two: Social Support 
(1) “On average, others think I do well at being the kind of exotic dancer I like to think of myself as 
being.”  
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 (2) “On average, others consider me to posses the important characteristics that make a good exotic 
dancer.”  
 (3) “On average, others think I do well at being the sort of exotic dancer that they feel makes a good 
one.” 
     Determinant Three: Commitment 
 (1) “I feel that I have devoted most of myself to being the kind of exotic dancer that I like to think of 
myself as being.”  
 (2) “I feel that I have committed most of myself to living up to my image of how a good exotic dancer 
should be.”  
 (3) “I feel that I have devoted much of myself to be able to view myself as a good exotic 
dancer.” 
     Determinant Four: Extrinsic Gratifications 
 (1) “On average and aside from pure enjoyment, I get a lot of rewards from being an exotic dancer.”  
 (2) “On average, I feel I make a satisfactory income as an exotic dancer.”  
 (3) “On average, I feel that being an exotic dancer enables me to purchase the material things I need and 
desire.” 
     Determinant Five: Investment Resources 
 (1) “I have devoted most of my available time to being the sort of exotic dancer that I like to think of 
myself as being.”  
 (2) “I have devoted most of my available resources to being the sort of exotic dancer that I like to think 
of myself as being.”  
 (3) “I have granted persons many favors in order to be the sort of exotic dancer that I like to think of 
myself as being.” 
     Determinant Six: Intrinsic Gratifications 
(1) “On average, I enjoy doing the things I do as an exotic dancer.”  
 (2) “On average, I get a good feeling while exotic dancing.”  
 (3) “On average, I feel good about myself while exotic dancing.” 
     Factor analysis with Varimax rotation revealed four extracted factors.  Intermediate consistency was 
revealed between the items comprising the theoretical determinants and the extracted factors.  Subsequent 
to extraction, two sets of items abided to their theoretical factor (factors three and four) and two sets of 
items, while remaining concurrent with their theoretical determinants, each converged to create the first 
and second extracted factors.  The two theoretical determinants that converged on the first and second 
extracted factors were folded onto those factors to create a four-factor analytic prominence measure.   
     The resulting four-factor analytic prominence scale revealed a high Cronbach’s alpha = .9082 for this 
sample.  The Kaiser-Meyer-Olkin (KMO) measure of the degree to which the distribution of values is 
adequate for conducting factor analysis ( also termed “sampling adequacy”) for this factor analysis was 
.868, indicating “good” adequacy.  The Bartlett test of Sphericity substantiated that the measure was 
reliable (chi-square = 1803.196, df = 153, p < .000). 
     Hypothesis Two Measures.  The two-part, second hypothesis posits that the higher the levels of 
affective and interactional commitment, the higher the prominence of the exotic dancer role-identity.  
Modified from the work of Stryker and Serpe (1994), affective commitment was measured by four ordinal 
closed-ended questions: (1) “How important is it to you that your parents think of you as being involved 
in activities related to your occupation of exotic dancing?” (2) “How important is it to you that your best 
friend thinks of you as being involved in activities related to your occupation of  exotic dancing?”  (3) “If 
your parents know that you are an exotic dancer, how good do they think you are at being an exotic 
dancer?” and (4) “If your best friend knows that you are an exotic dancer, how good does he or she think 
you are at being an exotic dancer?”  Response categories for the first two items were in Likert format and 
ranged from “very important” (coded 5) to “not at all important” (coded 1).  Response categories for the 
third and fourth items were also in Likert format and ranged from “excellent” (coded 5), “average” (coded 
3), to “below average” (coded 1).  
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     Modified from the work of Stryker and Serpe (1994), interactional commitment was measured by two 
open-ended items: (1) If because of your occupation of exotic dancing you have you joined any 
organizations or clubs, how many have you joined? (2) If you have met or made any friends through your 
occupation of exotic dancing, how many have you made? 
     The six items that collectively comprise the affective commitment and interactional commitment scales 
were factor analyzed with Varimax rotation and resulted in the confirmation of three factors.   
     Hypothesis Three Measures.  The third hypothesis posits that the higher the level of prominence for 
the role-identity of exotic dancer, the more probable the occurrence of behavior corresponding to the 
exotic dancer role-identity.   
     Time Spent In the Role of Exotic Dancer was measured with two  items. The first was an ordinal 
closed-ended item, termed “rolehour” and asked, “How much of your available time do you spend in the 
role of exotic dancer?”  Termed “avtime”, the second was an open-ended item which asked, “On average, 
how many hours do you spend in the role of exotic dancer in a week?”  A third item assessing the 
perception of future time spent in the role asked, “In the near future, how much of your available time 
will you spend in the role of exotic dancer?”    
     The first and third questions contained five response choices in Likert format ranging from “not very 
much time” (coded 1) to “almost all the time” (coded 5).  The second question measuring time spent in 
role was in open-ended format. The indexes were summed and divided by two to create the Time Spent in 
the Role measure.  Principal Component Factor Analysis with Varimax rotation confirmed the existence 
of a single factor and reliability analysis revealed a Cronbach’s alpha = 0.6570.  The Kaiser-Meyer-Olkin 
(KMO) measure of sampling adequacy for this factor analysis was 0.500 and the Bartlett’s test of 
Sphericity resulted in (chi-square =  40.450,  p < 0.000).  
Results 
Sample Characteristics 
     One hundred sixty-nine (n=169) exotic dancers from the southwestern locations of Phoenix and 
Tucson, Arizona, Las Vegas, Nevada, and San Diego, California comprise the sample.  Exotic dancers in 
the sample had the following demographic characteristics.  Their ages ranged from 17 to 45 with a mean 
of 23.72.  Levels of education were “Less than High School” (n=20; 11.8 percent), “High School 
Graduate” (n=50; 29.6 percent), “Some college” (n=70; 41.4 percent), “Some Graduate Work” (n=6; 3.6 
percent), and “Graduate Degree” (n=0; 0 percent).  Results for marital status were “Never Married” 
(n=106; 63.1 percent), “Married” (n=24; 14.3 percent), “Divorced” (n=31; 18.5 percent), and “Separated” 
(n=7; 4.2 percent).   
     In terms of “racial/ethnic characteristics” the respondents were “White” (n=121; 71.6 percent), 
“Hispanic” (n=13; 7.7 percent), “Black” (n=9; 5.3 percent), “American Indian” (n=1; .6 percent), “Other” 
(n=23; 13.6 percent), and “Missing or Unreported” (n=2; 1.2 percent).  The item assessing “religious 
preference” shows that the sample was “Catholic” (n=45; 26.6 percent), “Protestant” (n=12; 7.1 percent), 
“Jewish” (n=3; 1.8 percent), “Agnostic” (n=8; 4.7 percent), “Atheist” (n=9; 5.3 percent), “None” (n=46; 
27.2 percent), and “Other” (n=46; 27.2 percent).  The respondents’ income from exotic dancing ranged 
from “under $10,000.00" to “over $70,000.00” with the median category “$25,001 to $30,000” and a 
bimodal distribution of “$25,001.00 to $30,000.00” and “30,001 to $40,000” per year.   
     Regarding the item assessing “sexual preference” the respondents described themselves as 
“Heterosexual” (n=119; 70.4 percent), “Homosexual” (n=4; 2.4 percent), “Bisexual” (n=35; 20.7 
percent), and “Other” (n=10; 5.9 percent).  In terms of political preference, the sample was “Democrat” 
(n=43;25.4 percent), “Independent” (n=33;19.5 percent), “Republican” (n=27;16.0 percent), “Libertarian” 
(n=9; 5.3 percent), “None” (n=51;30.2 percent), and “Other” (n=6; 3.6 percent).  The proportion of the 
sample that “currently smokes” cigarettes was (n= 49; 59.8 percent) and those who did not “currently 
smoke cigarettes”, termed “nonsmokers” was (n=33; 40.2 percent). 
     The demographic data indicate that the “typical” respondent is currently employed in a “topless” or 
“nude” exotic dance club located in a southwestern city.  Furthermore, she is a twenty-four year old, 
Caucasian, heterosexual who has never been married and who has obtained some college education.  She 
is likely to either be Catholic or to possess no religious preference and earns an annual salary ranging 
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between $25,001 and $40,000.  In terms of political orientation, she is typically Democrat or embraces no 
political preference.  
Analysis Of Hypotheses 
     Table 1 presents the results of the zero-order relationships for the major variables of the study with the 
two measures of prominence, analytic and global.  As can be seen by inspection, the data reveal that all of 
the relationships are significant and in the predicted direction except the relationship between levels of 
prominence and levels of affective commitment.  The zero-order relationships provide moderate support 
for each of the three study hypotheses. 
     Analytic and global prominence are similarly correlated with interactional commitment (.166 and .233 
respectively) and both reach the 0.05 level of significance.  Additionally, analytic and global prominence 
are each correlated with time in role (.359 and .494 respectively) and future time in role (.438 and .540 
respectively) to analogous degrees. 
     Hypothesis One.  The first hypothesis posits that the analytic and global measures of “prominence” are 
reliable and valid.  As theoretically derived, this hypothesis necessitates the development and use of two 
related, yet distinct, measures of prominence.  Examination of the first hypothesis also requires the 
measures to be psychometrically evaluated.  Toward this end, the reliability of the analytic measure will 
be inspected using Cronbach’s alpha, Kaiser-Meyer-Olkin, and Bartlett test of Sphericity statistics.  The 
equivalence reliability of the analytic measure will be assessed by a modified version of the “split-half” 
procedure.  Additionally, the analytic measure’s face, construct, and convergent validity will also be 
examined. 
     Analytic Prominence Scale Construction.  The analytic prominence of the exotic dancer role-identity 
was originally measured on six theoretically established determinants: self support, social support, 
commitment, extrinsic gratifications, investment resources, and intrinsic gratifications.  The measure 
assessed each of the six determinants by three items in Likert format totaling an eighteen-item scale.  
Items each contained five Likert response choices ranging from “strongly agree” (coded 5) to “strongly 
disagree” (coded 1).  The results were summed and divided by four to create a scale that ranged between 
18 (low prominence) and 90 (maximum prominence). 
     Factor analysis with Varimax rotation was also used to construct the analytic prominence measure as 
well as implemented for examination of the second and third hypotheses.  The results of the factor 
analysis revealed that rather than the six theoretically based determinants (e.g., factors), four factors were 
alternatively extracted.  Additionally, intermediate consistency was revealed between the items 
comprising the six theoretical determinants and the extracted factors.   
     Subsequent to extraction, two sets of items remained with their theoretical determinant (factors three 
and four) and two sets of items, while concurrent with their theoretical factor, each converged to create 
factors one and two.  As detailed below, the two sets of items that converged on factors one and two were 
“folded” onto those factors to create an analytic prominence measure consisting of four factors.  
     The three items comprising the theoretical determinant “self support” loaded highly on the first 
extracted factor (.706, .772, .790 respectively).  The three items comprising the theoretical determinant 
termed “social support” also loaded highly on this factor (.759, .777, .698 respectively).  The two 
extracted theoretical determinants were folded to create a single factor designated as “support.”   The 
label “support” was used because they are both indicative of this single, underlying determinant (e.g., self 
support and social support).   
     The three items from the theoretical determinant termed “commitment” loaded highly on the second 
factor (.737, .657, .726 respectively) along with the items from the “investment resources” theoretical 
determinant (.813, .843, .873 respectively).  The second extracted factor thus comprised the theoretical 
determinants of “commitment” and “investment resources” and were folded to create a single factor 
termed “devotion.”  
     Reliability Assessment of the Analytic Measure of Prominence.  The resulting eighteen-item analytic 
prominence scale revealed a high Cronbach’s alpha = .9082 for this sample.  The high alpha value is 
indicative of excellent internal consistency (reliability).  Furthermore, the total variance accounted for by 
all (four) factors was 69.767 percent.  
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     The Kaiser-Meyer-Olkin (KMO) measure of the degree to which the distribution of values is adequate 
for conducting factor analysis ( also termed “sampling adequacy”) for this factor analysis was .868, 
indicating “good” adequacy.  Also, the Bartlett test of Sphericity substantiated that the measure was 
reliable (chi-square = 1803.196, df = 153,  p < .000).   
     On the basis of these statistical techniques, the analytic measure of prominence, subsequent to folding 
two of the six theoretical factors, is determined to be highly reliable, thus confirming the reliability 
component of the first hypothesis.  Table 2 summarizes the 18 items that comprise the resulting 4 factor 
measure: 
     Equivalence Reliability of the Analytic Measure of Prominence.  The 4 factor analytic measure 
contained 18 items.  The first and third items in each set were adopted to create two separate measures of 
analytic prominence.  The two analytic prominence measures were then assessed by the Pearson’s r 
correlation to perform a modified version of the split-half reliability procedure.  
     Inspection of the resulting measures of analytic prominence reveals a strong positive correlation (.813, 
p < 0.01) between the first measure and second measure. In that the coefficient between the two measures 
is strong and in the predicted direction, the analytic measure of prominence, in support of the reliability 
component of the first hypothesis, is determined to possess a moderately high degree of internal 
consistency (reliability).    
     Face Validity of the Analytic Measure of Prominence.  In support of the validity component of the first 
study hypothesis, each of the items making up the determinants of the analytic prominence scale were 
discerned to possess a high degree of face validity for tapping the underlying determinant.  
Fundamentally, the analytic prominence measure genuinely measures the construct as conceptualized by 
McCall and Simmons (1978).  Furthermore, by the application of multiple (e.g., three or six) items to 
assess each of the determinants, the analytic measure confers a sufficient sample of the characteristics that 
theoretically comprise each determinant.  
     It is concluded, by inspection, that each of the items appears to sample its associated determinant.  
Inspection and review of the individual items devised to appraise each of the determinants qualifies their 
adequacy to validly sample the underlying determinant. 
     Construct Validity of the Analytic Measure of Prominence.  As displayed in Table 1, the zero-order 
correlations between analytic prominence and the major study variables suggest that the degree to which 
exotic dancers regard the dancer role as analytically prominent are significantly and positively related to 
all study variables.  That is, as predicted by identity theory the analytic measure of prominence is 
significantly and positively related to affective and interactional commitment, time spent in role, and 
perception of future time in role.  These results provide support for the validity component of the first 
hypothesis.  That is, the results represent high construct validity of the analytic measure of prominence.  
     Analytic Prominence and the Study Variables.  Examination of the significant correlation coefficients 
reveals additional information about the relationship between the study variables.  In that the correlation 
between analytic levels of prominence and levels of affective commitment is significant (0.330), 10.89 
percent of the variability in analytic levels of prominence is explained by variability in affective 
commitment levels of the dancer role-identity.  Since the zero-order correlation between analytic levels of 
prominence and levels of interactional commitment is significant (0.166), 2.75 percent of the variability 
in analytic levels of prominence is explained by variability in interactional commitment levels of the 
dancer role-identity. 
     The correlation between analytic prominence and time in role is significant and 0.359 indicating that 
12.88 percent of the variability in available time spent in role is explained by variability in analytic 
prominence levels of the dancer role-identity.  In that the correlation between analytic levels of 
prominence and perception of future time in role is significant and 0.438, this indicates that 19.18 percent 
of the variability in perception of future time in role is explained by variability in analytic levels of 
prominence of the dancer role-identity.  Therefore it is empirically established that levels of prominence 
accounts for 32.06 percent of the variance in time in role measures. 
     Global Prominence and the Study Variables.  Examination of the significant correlation coefficients in 
Table 4 also conveys information about the association between global levels of prominence and the 
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major study variables. In that the correlation coefficient between global levels of prominence and 
interactional commitment is significant and 0.233, 5.42 percent of the variability in global levels of 
prominence is explained by variability in levels of interactional commitment of the dancer role-identity.   
     The correlation between global levels of prominence and time in role is significant and 0.494 
designating that 24.40 percent of the variability in available time spent in role is explained by variability 
in global prominence levels of the dancer role-identity.   
     The correlation between global levels of prominence and perception of future time in role is significant 
and 0.540, denoting that 29.16 percent of the variability in perception of future time in role is explained 
by variability in global levels of prominence of the dancer role-identity. Global levels of prominence thus 
explains 53.56 percent of the variance in “time in role” measures. 
Summary of Findings 
     The analysis presented appraised the relationships between the major variables of the study with the 
two measures of prominence--analytic and global.  The data revealed that all of the posited relationships 
were significant and in the predicted direction except that between levels of prominence and levels of 
affective commitment.  More specifically, analytic and global prominence were each correlated with 
interactional commitment to equivalent degrees (.166 and .233 respectively), time in role (.359 and .494 
respectively), and future time in role (.438 and .540 respectively). Consequently, the data provided 
moderate support for each of the three study hypotheses. 
Contributions to the Literature  
     Building on the work of McCall and Simmons (1978), Reid, Epstein, and Benson (1994a), and Stryker 
and Serpe (1994), this study attempted the advance of identity theory and the current state of the literature 
by attending the first systematic examination of the hierarchical self conceptualization termed 
“prominence” within the theoretical context.  To facilitate this effort, prominence was utilized as an 
alternative hierarchical self conceptualization in the study of the relationship between role-identity 
structuring processes and theoretically derived independent and dependent study variables.   
     To help the current state of the literature, this research defined prominence, as originally introduced by 
McCall and Simmons (1978) and examined how this distinct hierarchical self conceptualization “works” 
in an identity theory context.  This was the first effort to empirically assess the degree to which 
prominence is associated with the theoretically associated predictor variables of commitment (affective 
and interactional) and dependent role behavior outcomes (time spent in the role and perception of future 
time that will be spent in the role).    
     Prior to this work, while the hierarchical self conceptualizations termed salience and psychological 
centrality (cf., Stryker and Serpe, 1994 and Reid, Epstein, and Benson 1994a, 1994b, 1995) had been 
examined psychometrically and utilized in research designs within the context of identity theory, the self 
construct of prominence had yet to be psychometrically appraised or employed.  This work offered 
prominence as an alternative hierarchical self conceptualization and augmented the work of McCall and 
Simmons (1978) by providing two measures of the construct.   
     Once constructed, the prominence measures were each employed via a sample of female exotic 
dancers and psychometrically evaluated in terms of reliability (i.e., Cronbach’s alpha, Kaiser-Meyer-
Olkin, and the Bartlett test of Sphericity) and validity (face, construct, and convergent).  Specifically, the 
analytic and global measures of prominence were appraised, relative to one another, in terms of face, 
construct, and convergent validity.  Pertaining to construct validity, the two hierarchical self measures 
were examined via their theoretically posited relationships to measures of commitment and time in role 
behavior outcomes.  Additionally, the measures were assessed in terms of their convergent validity via 
zero-order coefficients.  The internal consistency (reliability) of the analytic prominence measure was 
also inspected using Cronbach’s alpha as well as two ancillary statistics, the Kaiser-Meyer-Olkin and the 
Bartlett test of Sphericity. 
     Relative to identity salience and psychological centrality indexes published in identity theory 
literature, analytic prominence was found to be a highly reliable measure.  That is, the scale revealed a 
Cronbach’s alpha value superior to those disclosed in most studies using alternative, hierarchically 
ordered self measures.  Furthermore, and relative to extant literature, both the analytic and global 
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prominence indexes were discerned to be moderately valid (construct and convergent validity) measures 
of the hierarchically ordered self.  
     This research thus serves the development of identity theory by performing the first systematic effort 
to acknowledge the existing literature lacuna in the area of alternative, hierarchically based self 
conceptualizations.  Introduced were two conceptually distinct measures of prominence self ordering 
(analytic and global) and their relative psychometric properties and empirical fit evaluated.  As a result, 
the concept of prominence is entered into identity theory research using hierarchically based conceptions 
of self components. 
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Table 1: Zero-Order Correlations, Means, and Standard Deviations for Study 
Variables. 
 
Variables                            1              2              3              4              5             6 
 
1. Analytic Prominence.    1.00            .442**     .330**     .166*       .359**    .438** 
 
2. Global Prominence         .442**     1.00          .127         .233*        .494**   .540** 
 
3. Affective Comm.            .330**      .127       1.00          -.034          .102       .173* 
 
4. Interactional Comm.       .166*        .233*     -.034         1.00           .217**   .209** 
 
5. Time In Role                   .359**      .494**    .102          .217**    1.00         .587** 
 
6. Future Time in Role        .438**      .540**   .173*        .209**       .587**  1.00 
 
Mean       64.36           2.36     10.15        13.45           1.76       4.13 
 
S.D.                                 13.75           1.41       3.34         7.57             .86        1.04 
 
N = 169 
*   = p<.05 
** = p<.01 
 
Table 2: The 4 Factor Analytic Prominence Measure  
Determinant One: Support  
“On average, I do well at being the sort of exotic dancer that I like to think of myself as being”; “On 
average, I consider myself as having the important characteristics that I feel a good exotic dancer should 
possess”; “On average, I feel I do well at being a good exotic dancer”; “On average, others think I do well 
at being the kind of exotic dancer I like to think of myself as being”; “On average, others consider me to 
posses the important characteristics that make a good exotic dancer”; “On average, others think I do well 
at being the sort of exotic dancer that they feel makes a good one.” 
 
Determinant Two: Devotion 
“I feel that I have devoted most of myself to being the kind of exotic dancer that I like to think of myself 
as being”; “I feel that I have committed most of myself to living up to my image of how a good exotic 
dancer should be”; “I feel that I have devoted much of myself to be able to view myself as a good exotic 
dancer”; “I have devoted most of my available time to being the sort of exotic dancer that I like to think 
of myself as being”; “I have devoted most of my available resources to being the sort of exotic dancer that 
I like to think of myself as being”; “I have granted persons many favors in order to be the sort of exotic 
dancer that I like to think of myself as being.”  
 
Determinant Three: Intrinsic gratifications  
“On average, I enjoy doing the things I do as an exotic dancer.”; “On average, I get a good feeling while 
exotic dancing”; “On average, I feel good about myself while exotic dancing.” 
 
Determinant Four: Extrinsic gratifications 
“On average and aside from pure enjoyment, I get a lot of rewards from being an exotic dancer”; “On 
average, I feel I make a satisfactory income as an exotic dancer”; “On average, I feel that being an exotic 
dancer enables me to purchase the material things I need and desire. 

102



Holding up the Sky: Women in Chinese and Hispanic Cultures 
 
 
 

Virginia Shen 
Chicago State University 

 
 
 

     Since the beginning of mankind, women have been dominated by men.  Their main role in society has 
been, traditionally, to bear children, take care of the household, and to be loyal and faithful to their 
husbands.  Women were considered incapable of performing the tasks of men, they were perceived as 
subjugated to men and were expected to obey and serve their male counterparts.  The male was thus head 
of the family, the authoritative figure of the household.  While men were in charge of all legal and fiscal 
issues, women managed only the household.  Marriages were often arranged to strengthen business and to 
tighten family bonds.  To most women, family life was their only destiny.  
     Women in traditional Chinese society, not unique to this idea, were considered inferior to men.  
Confucian ideals, as the prevailing ideology of Chinese society, have governed social conduct in China 
for nearly 2,000 years, dictating that women remain subordinate to men, confined to the domestic sphere.  
The “Three Obediences” that represent the Confucian ideology prescribed that a Chinese woman obeys 
her father at home, her husband after marriage, and her eldest son when widowed.  The accompanying 
“Four Virtues” required of her, propriety in behavior, speech demeanor, and household duties.  Separate 
spheres for men and women were clearly defined in Chinese society.  As a popular saying puts it, “Men 
are the masters of external affairs, women the mistress of domestic affairs”.  In other words, men rule the 
country, while women stay home to manage the household and raise the children.  Confucius, the greatest 
educator and philosopher of China, believed that education was important for sons but not for daughters 
and that, “the absence of intellect in a woman is a virtue,” and “a woman too well educated is apt to create 
trouble.”  For Confucius, “only women and inferior men are difficult to deal with.” And because it was 
the son--not the daughter--who stayed within the family, worked for its honor and prosperity, continued 
the family lineage, and fulfilled the duties of ancestral worship, so it was that daughters, and rarely sons, 
were sold, abandoned, or drowned during desperate times. (Yung 18-19) 1
     Comparable to Western societies, neither Chinese men nor women had a choice in their selection of 
spouses, but women were further disadvantaged in that they had no right to divorce or remarry should the 
arranged marriage prove to be unhappy,  or in the event of the death of her husband.  Echoing the concept 
of machismo 

  

2 which prescribes double standards for men and women in Hispanic society, men in China 
were also permitted to commit adultery, divorce, remarry, practice polygamy, and discipline their spouses 
as they saw fit.  According to another Chinese proverb, “A married woman is like a horse bought; you can 
ride them or flog them as you like.”  Widows without sons could not inherit property, and women could 
not participate in politics or public activities.  Their proper place was in the house, where their sexuality 
could be regulated and controlled.  Further, the practice of footbinding 3 ensured that women did not 
“wander” too far outside the household gate, let alone go abroad.  Within the household, both Hispanic 
and Chinese women were expected to care for family members, provide moral training for the children, 
observe customs and holidays, do the household chores of cleaning, washing, and cooking.  In spite of the 
social confinement for women, nevertheless, it was common for peasant Chinese women to work both 
inside and outside the home and bring in extra income through handicraft work such as spinning, weaving, 
and sewing.  Some were also hired out as domestic servants or manual laborers. 
     Although Confucius considered a woman to be without intellect, works authored by women played an 
integral part throughout Chinese history.  Poetry was considered a high esthetic and intellectual art form 
in Chinese literature.  Renowned poets were highly rewarded in Chinese culture.  During the Imperial Era, 
which lasted for over 2000 years until 1911 when the republic was founded, numerous women writers 
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were recorded in the history of Chinese literature.  These women writers were respected for their 
outstanding intellectual capacity even if much of their works were considered less important than those of 
men in general.  Some of the most renowned female poets in Chinese history were Xue Tao (768-831), 
Yu Xuanji (n.d.), and Li Ye (n.d.) of Tang Dynasty (618-907), and Li Qingzhao (1084-1151) of Song 
Dynasty (960-1279).  All of these great female poets were noted for their exceptional aesthetic talent in 
dealing with themes such as romance, marriage, gender roles, and feminist politics in a patriarchal society.   
     The traditional role of women can be observed in the novel Bittersweet by Leslie Li, 5 

How wrong I had been to choose Sweet as her name when bitter is all  

grand-daughter 
of Li Zongren, vice president and acting-president of the Republic of China prior to the Chinese Civil 
War in 1940s.  The novel depicts the long life of Leslie’s grand-mother whose name, Bittersweet, reflects 
the mixed sentiment of her father for bearing a female child.  Although the novel explores the intricacies 
of the relationship between marriages, the consequences of Chinese Civil War, friendships, cultural 
dislocations, and identity confusion, the main theme in the novel revolves around the perceived position 
of women in society.  The life of the protagonist is the product of a culture that privileges the Confucian 
ideal of raising women to be passive and silent in the roles as daughters, wives, and mothers.  Cultural 
issues such as female infanticide, rivalries between first wives and concubines are also vividly described 
in the novel.  The story unfolds as protagonist, Bittersweet, was born into a poor peasant family in 1889.  
Owing to the wittiness of her mother who had pretended to be blinded by the fox fairy from seeing the 
true gender of the newborn baby, Bittersweet escaped the female infanticide at birth, then a common 
practice in the impoverished rural China.  Once the truth was revealed days later, Bittersweet’s father Lao 
Li (Old Li) grieves, 

I feel to be cheated of a son, when bitterness is all yet another daughter  
will bring onto our lives.” (li 6) 

And thus, Bittersweet was named.  Lao Li’s disillusion reflects the favoritism of males over females as 
the proverb says, “Bear a son and money flows into a house.  Bear a daughter and money flows out.” (6) 
     Bittersweet defied traditional Chinese customs by disregarding her parents’ initial consent and married 
herself into the Li family at the age of 19, which was considered far beyond the proper marriage age.  As 
Chinese customs go, marriages were arranged between parents through matchmakers and a woman’s 
responsibility was to remain married, no matter how undesirable the match.  Bittersweet arranged her own 
marriage to the second son of the Li Family. According to the precepts of the powerful Confucianism, 
harmony springs from feudal loyalty, filial piety, and unquestioning obedience of elders, a pressure that 
continues to live in modern family life. 6

     When Bittersweet was informed of the second wife her husband had taken in to accompany him to 
attend social functions, given his increasing military and civilian responsibilities, she presented the 
second virtue for a traditional Chinese-woman—reticence, meaning that a woman plays a docile role even 
against her own will.  When Delin asked for Bittersweet’s consent to accept the concubine who had 
brought comfort and consolation into his life, Bittersweet conquered the impulse in her heart and replied, 
“I am as glad for your happiness as I am happy to be.  A family should be together.” (15) 

 As veneration for males and the elderly permeates family life, a 
woman’s father-in-law commands the highest authority and status in the household; her husband 
essentially as authoritative as the mother; and the wife follows.  Bittersweet complies with her role as a 
dutiful daughter-in-law and sister-in-law without questioning the endless house chores imposed upon her.  
To her surprise and amazement, Zongren (Delin, in the novel), an educated cadet at Huang Pu Military 
Academy, was kind to her and gave her the name Xuewen, meaning learn to write.  Grateful that both her 
father-in-law and her husband were enlightened and encouraged her to read and write, and that her 
mother-in-law had encouraged her to go out into the world, Bittersweet realizes that men and women are 
essentially the same and should, therefore, be granted the same level of freedom. 

     As the beautiful, arrogant, and westernized Dejie was making dazzling appearances and witty remarks 
to impress Delin’s colleagues, Bittersweet vowed to give all her attention to bringing up their son Youlin, 
whose birth had assured Bittersweet of her position in the family. Although Bittersweet was forced to 
endure the anguish of being permanently displaced in holding her husband’s affection by his second wife, 
she skillfully exercised the Confucian theory of knowing her place in the scheme of things to maintain 
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authority, with the picture of a dutiful and obedient wife with a single ambition—to see her family safe 
and together again.   
     In 1925 when peace was finally declared after the war between the provinces of Kwangsi and 
Kwangtung, Li Zongren was promoted to the rank of general.  After a period of political turmoil, in 1948 
Chiang Kai-shek became the first elected president of China and Li Zongren was elected the vice-
president.  Later the same year, Chiang resigned and Li Zongren took the office of acting-president.  With 
the Kuomintang troops retreating towards the island of Taiwan, the Communist toke over Nanking.  Left 
in a powerless position and undergoing extreme hardship and pressure, Li Zongren left for the U.S. for a 
stomach operation and a final appeal for last-minute aid.  In 1949, China was engaged in a civil war that 
was tearing the nation apart.  Hundreds of thousands of Chinese citizens fled the country, mostly to 
Taiwan.  Bittersweet was left alone in Hong Kong since her husband could only take one wife with him to 
the U.S., and had chosen Dejie to be his legitimate wife.  Bittersweet finally realized that she had been 
displaced and lost her position in the family throughout her married life in spite of her efforts in fulfilling 
her duties as a virtuous wife.        
     After several years of anguished waiting, Bittersweet was finally granted an immigrant visa in 1954 to 
join her son Youlin’s family in New York after he became a nationalized American citizen.  After China 
opened its border to travelers from the West in the 1970s, elder Chinese emigrants welcomed the 
opportunity to revisit their homeland from which they had been exiled since 1949.  Prime Minister Zou 
Enlai officially invited Li Zongren to return to China. After over sixty years of marriage life, Li Zongren 
finally said apologetically to Bittersweet, “In the past, I haven’t worried about you or cared for you the 
way I should have.  Perhaps in the future you will allow me to fulfill my obligation.” (366) To his 
disappointment, Bittersweet decided to stay with Youling’s family, and the lone and aged Li Zongren had 
to leave alone for China and died at the age of 78 during the Cultural Revolution. 
     The novels ends as Bittersweet celebrated her 100th

I was born at the end of the Qing Dynasty./…/ I’ve lived through  
 birthday.  Bittersweet told her well-wishers,  

the Boxer Rebellion, a few provincial wars, the Northern Expedition,  
the War of Resistance, and the War of Revolution between Kuomintang 
and the Communists.  I have lived under monarchy, anarchy, Western  
imperialism, Japanese imperialism, Sun Yat-sen’s fledgling democracy,  
Chiang Kai-shek’s personal dictatorship, British colonialism in Hong Kong,  
and capitalism in the United States. (375) 

And she continues,  
             Within the common destiny is the individual destiny.   

That destiny is fixed in heaven by the stars in their courses.   
I have not tempted fate/…/ but followed it. /…/ Only as I follow fate  
will the pattern of my life appear.  Only as I live my life will time  
decide if that pattern or pleasing and harmonious.” (388)     

     The novel explores the issues of family relationships-especially between generations, and the bonds 
between husband and wife, love, loyalty, faith and memory as well as identity, and cultural dislocation.  
Until the end, Bittersweet fulfilled her husband’s wishes and complied with her role as a dutiful woman in 
spite of betrayal and upheavals. Her love for her family is an intensive combination of affection, respect, 
loyalty, and companionship.  She not only survived personal tragedies and national upheavals with her 
characteristic forbearance, compassion and wisdom, but also preserved family ties and traditions, customs 
and culture, and prevailed in her singular objective--to keep her family safe and together.   
     Just as women in the Chinese cultures were considered inferior to men, in the Hispanic society a set of 
rules and guidelines has also been clearly delineated for both males and females to follow.   Hispanic 
family has embraced a code of moral conduct that established stringent standards of regulations for 
women, restricted the opportunities for professional careers for women, but honored their role as wives 
and mothers. Comparable to her counterpart in China, a stereotypical Hispanic woman is also expected to 
stay home, bear and rear children, do domestic chores, and be submissive to her husband.  Marriages were 
canonical and performed under Roman Catholic law and regulations.  The concept of purity, loving, and 
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caring, associated with the image of  the Virginia Mary, seemed to have become a source of identity for 
Hispanic women.  Women have been traditionally assigned to an expendable status, as evidenced in the 
Spanish proverb, “Mujer casada, pierna rota.”  (A married woman has a broken leg) which speaks to the 
social expectation of women being confined to the domestic sphere.  As men have been highly valued to 
carry the family name, women have been expected to remain subordinate to men.  This long-term 
inequality originates in the concept of machismo as promiscuity in males is acceptable, while in females 
the same behavior is shunned.  These same practices in women often lead to the label of libertine.  
Women usually take the blame for divorce or abundance by men.  While machismo allows men to enjoy 
special privileges, women are expected to accept and understand this concept.   Because of machismo, 
Hispanic society is fashioned in a patriarchal mode that has been in effect for centuries. 
     Literature was, comparable to that in the Imperial China, a man’s game in the Hispanic society for 
centuries.  The Hispanic world has been run by, and written about by men who, consequently, defined a 
woman’s role and place in the world.  Woman’s literature was considered to break the rules and violate 
the code of silence.  The result is a crude patriarchal myth reinforced by separation and machismo.  
Although numerous female writers entered the world of literacy during the romantic period in the 
nineteenth century, there were exceptional cases of women that wrote during earlier periods.  Santa 
Teresa de Avila (1515-1582), a prominent Spanish mystic, Roman Catholic saint and founder of the 
Carmelitas, wrote her spiritual journey in mystic poems.  The traditional role of women was challenged 
for the first time by Sor Juana Inés de la Cruz (1651-1695, Mexico), a nun of the Order of Sr. Jerome in 
Mexico who has written various volumes of poetry, drama, and essays in a great variety of themes in 
addition to her religious vocation.  Through the power of her words Sor Juana challenged the status quo 
of the patriarchal society and criticized traditional values.  In her renowned poem entitled, “Hombres 
necios que acusáis a la mujer” 

7 

8 

Hombre necios que acusáis 

(Nasty men who accuse women…,) Sor Juana questioned the validity of 
the traditional role of women imposed by men and criticized the contradictory attitude of men toward 
women:    

a la mujer sin razón, 
sin ver que sois la ocasión 
de lo mismo que culpáis; 
si con ansia sin igual 
solicitáis su desdén, 
¿por qué queréis que obren bien, 
si las incitáis al mal? (80-81) 
 
      Nasty men who accuse women for no reason, 
and fail to see that you are what you accuse of; 
if anxiously you long for women’s disdain, 
why do you expect them to behave right, 
if you urge them to wrong?  

     Sor Juana, the first Latin American feminist argued that, since the traditional image of women was one 
of submission to male judgment, women would be judged by men as liberal, frivolous, and libertine if the 
flirt was accepted.  On the other hand, women would be perceived as arrogant, ungrateful and cruel if 
men were rejected. This dilemma was the result of male prejudice against the female who, due to the 
concept of machismo, was traditionally considered inferior to men, and education was thus, a privilege 
only for men.  As a female with exceptional intellectual ability, Sor Juana was forced to disguise herself 
as a man to attend school and became a nun in order to be able to satisfy her passion for knowledge. The 
beauty and attainment of Sor Juana Inéz de la Cruz impressed Viceroy Mancera’s court (1666-1673) in 
Seventeenth-Century Mexico. It was not until the twentieth century that the courage and accomplishments 
of Sor Juana had finally attracted critical attention and reevaluation of her works. 
     During the eighteenth and nineteenth centuries, women writers incrementally gained access to the 
writing world outside the religious context.  Initially they wrote under pseudonyms or anonymously, as 
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from this position they were able to initiate the critique of their own status within heavily patriarchal 
societies.  The image of women they depicted continued the struggle for emancipation from the social 
norms prescribed by the patriarchal society.  Colonialism, slavery, tyranny, and exile inform the work of 
the nineteenth-century women writers starting with the drama of Gertrudis Gómez de Avellaneda (1814-
1873, Cuba).  At the same time, the novels of the feminist activists Juana Manso (1819-1875, Argentina) 
and Juana Manuela Gorriti (1818-1892, Argentina) are witness to the tyranny of Juan Manuel de Rosas 
(1835-1852) in the Río de la Plata region in Argentina.  In Perú, master writers of social realism Mercedes 
Cabello de Carbonera (1843-1909) and Clorinda Matto de Turner (1852-1909) were severely criticized by 
the Peruvian church and society.  It was not until after the publication of Rubén Darío’s (1867-1916, 
Nicaragua) modernism milestone, Azul, in 1888 that a greater number of Latin American women started 
writing.  Delmira Agustini’s (1886-1914, Uruguay) work was crucial for the later development of writers 
across the continent like Gabriela Mistral (1889-1957, Chile), the first Latin American author and 
Hispanic woman to win a Nobel Prize of Literature in 1945, and Alfonsina Storni (1892-1938, Argentina), 
a spokesperson for female injustice.   This group of writers publishing in the 1920s is responsible for a 
fundamental change of tactics in the struggle against a traditionally male-dominated society.  They went 
from being objects of desire to being agents of desire as clearly depicted in Alfonsina Storni’s poem, “Tú 
me quieres blanca” (“You Want Me White”) which echoes Sor Juana’s redondilla, “Hombres necios” 
(“Nasty Men”): 

     Tú me quieres alba; 
me quieres de espumas; 
me quieres de nácar. 
Que sea azucena, 
sobre todas, casta. 
De perfume tenue. 
Corola cerrada. (328) 
      
     You want me to be dawn; 
You want me to be foam; 
You want me to be mother of pearl.  
That I be white lily, 
especially, chaste. 
Of tender perfume. 
Closed crown. 
 
Tú, que en los jardines 
negros del Engaño, 
vestido de rojo 
corriste al Estrago. (328) 
 
You, in the 
dark garden of Deception, 
dressed in red 
and ran toward destruction.  

     In this poem, Storni protests against the social restrictions and cultural norms that have been imposed 
on women who are forced to abide by a set of norms and social conventions.  In another poem of Storni 
called, “Hombre pequeñito” (Little Man), the author takes a stronger position and criticized firmly the 
male mistreatment of women: 

     Hombre pequeñito, hombre pequeñito, 
suelta a tu canario que quiere volar… 
yo soy el canario, hombre pequeñito, 
déjame saltar. (330) 
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    Little man, little man, 
let go your canary that wants to fly… 
I am the canary, little man, 
Let me jump. 

 
    Estuve en tu jaula, hombre pequeñito,  
hombre pequeñito que jaula me das. 
Digo pequeñito porque no me entiendes, 
ni me encenderás. (330) 
 
    I was in your cage, little man, 
little man, you give me the cage 
I say little man because you don’t understand me, 
and will never understand me. 

 
    Tampoco te entiendo, pero mientras tanto 
ábreme la jaula, que quiero escapar; 
hombre pequeñito, te amé media hora, 
no me pidas más. (330) 

 
      I don’t understand you either, but meanwhile 
open the cage, because I want to escape; 
little man, I loved you for half an hour, 
and don’t ask me for more. 

      With resentment, Storni depicts the tragic situation of women in the Argentinean and Hispanic society, 
and defends herself and her counterpart a fair and dignified place in the contemporary world. Her 
sentiment towards her male counterpart, whom she considers inferior, is one of rejection and need at the 
same time.   This contradictory attitude of disdain and love toward men, and defense and reaffirmation of 
female rights, mark the most outstanding characteristics of Storni’s writing.  
     At the same time, Storni’s counterparts in Spain were also writing with a newfound power of 
expression to denounce ancient injustices and to bring about change.  To name a few, Emilia Pardo Bazán 
(1851-1921), also known as Condesa de Pardo Bazán, was accredited for bringing Naturalism to Spanish 
literature, for her detailed description of reality, and for her role in feminist literature of her era.  Pardo 
Bazán also started an important literary revolution in which she championed the free will of the individual.  
Another Spanish woman writer, Ana María Matute (1926-), recipient of numerous national literary 
awards, and internationally acclaimed author, is one of the strongest voices from the Posguerra, the period 
immediately following the Spanish Civil War (1936-1939), and is considered a spokesperson for her 
generation.  Spanish women, who were historically denied a public voice, have discovered an outlet for 
their expression via through literature.  As writers, they are granted the authority to address subjects they 
personally deem important, discuss historical and sociopolitical issues, denounce female subordination, 
and engage themselves in a direct dialogue with their readers.  
     The twentieth century marked a period of growing unrest for women as the feminist movement took 
hold.  Women of this period were faced with the dilemma of protesting oppressive ideals stemming from 
traditions or remaining true to their family and maintaining peace and order. Literary discourse at the time 
was highly influenced by this social movement.  On the American continent, the production and 
publication of women’s writing proliferated during the second half of the century.  Authors such as 
Rosario Castellanos (1925-1974, Mexico), Elena Poniatowska (1933-, Mexico), Victoria Ocampo (1890-
1979, Argentina), and Griselda Gambaro (1928-, Argentina), show how the ongoing critique became 
sharper, more direct, and more feminist.  Other women, influenced by broader political currents sweeping 
across these nations during the time, focused on dictatorial regimes, censorship, and themes of exile, as 
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evidenced in the works of Luisa Valenzuela (1938-, Argentina), Isabel Allende (1942-, Peru), and Cristina 
Peri Rossi (1941, Uruguay).  In Spain, after the death of Franco (1939-1975), the discriminatory permiso 
marital 9 which deprived married women of almost all economic activities, including the employment or 
ownership of property, was abolished.  The law against adultery was canceled in 1978; and divorce was 
legalized in 1981.  During the same year, the portions of the civil code that deal with family finance were 
also reformed.  In the education sector, women rapidly began to achieve parity with men.  In 1983, 
approximately 46 percent of Spain’s universities enrollment was female, the thirty-first highest 
percentage in the world, comparable to most other European countries. 10   In recent years, the role of 
women has largely increased in Spain, not only in politics but also in the labor market and other public 
areas.  New laws have officially eliminated all kinds of discrimination.11 Spanish women are quickly 
approaching their other European counterparts, and the younger generations perceive machismo as an 
outdated ideology. 
     In China when Mao Zedong came to power in 1949, he addressed the issue of women’s rights and 
tried to establish women’s equality through the “iron girls” ideal of national development.  Through this 
philosophy, long-standing practices such as footbinding, prostitution and trafficking of women were 
abolished.  Women were given the opportunity to own land, divorce, and join the military, among other 
fields of employment.  Chinese women have ever since played a crucial role in the national arena as 
revolutionaries, politicians, writers, scientists, and mother/wife models, etc.  Women have served as 
moral exemplars and as ideal cultural archetypes whose lives have been documented and celebrated in 
official histories as well as in vernacular literature for performing their duties with exceptionality on 
behalf of their country and families.  Contemporary women writers’ works reflect the feminist sentiment, 
gender, modernity, individuality, and the issues relevant to the Cultural Revolution.

12 

 13

     In modern Chinese and Hispanic societies more and more women are breaking through the workforce 
and becoming their own bosses.  Women are taking charge and working while still being able to juggle 
child care and other responsibilities of home life.  Although the idea of machismo still runs rampant in 
both cultures, women are taking a stand and making historical changes.  However, both Hispanic and 
Chinese women continue to strive for improvements and status recognition.  After centuries of efforts, 
they are still fighting against deeply rooted traditions that are patriarchal in nature and make their equality 
a difficult goal to achieve.  Female writers shatter myths, and, in so doing, create a broader, freer space 
for their identity and cultural development.  It is through literature that they experience a sense of freedom, 
creativity and power in their language.  They are free to speak out about their desires and their dreams.  
Feminine voices have freed women from traditions and have given them the hope in their own 
authenticity through their actions, and the power of their voices in their language.  The result is, of course, 
that there are more and more recognized women writers who have broken out of the stereotypical 
schemas of child-mother to portray real, rebellious, anxious, and concerned human beings who love, fear 
and hate, and bring new dignity to all women.  After centuries of being omitted from literary critiques, 
women have finally gained a foothold in the literary realm, and the image of the silent Chinese and 
Hispanic women has been dispelled for good. 

 Zhang Ailing 
(1890-1979) and Ding Ling (1904-1985), were among the most influential feminist writers of the time.  

 
Notes 

1. For more information about the traditional roles of women in China, see Judy Yung (1995). 
Unbound Feet. A Social History of Chinese Women in San Francisco.  Berkeley, CA: University of 
California Press. 

2. Machismo is a word that derives from Spanish and Portuguese macho, coming from the Latin 
mascŭlus (male animal) or, when used metaphorically, "masculine" or "very masculine." As an 
attitude, machismo ranges from a personal sense of virility to a more extreme male chauvinism.   It 
often refers to the assumption that masculinity is superior to femininity. It roughly translates as 
"sexism" or "male chauvinism."  Hence, the Spanish and Portuguese adjective machista denotes 
"sexist" or "male chauvinist".   
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3. A symbolic imagery of Chinese woman’s subservience was the practice of binding women’s feet.  
Footbinding was originally introduced in China during the Tang dynasty. (VII-X A.D.), and lasted 
over 1,000 years.  During the Ming (XIV-XVII A.D.) and Qing (XVII-XX A.D.) dynasties, women 
had to bind their feet to be eligible for a husband.  When a girl of middle-class or well-off families 
became three or four years of age her mother would tightly wrap her feet in bandages with her toes 
tucked under the soles.  On top of this excruciating pain, the bandages would be tightened each day.  
If a woman’s feet weren’t bound she was considered unsuitable for marriage.  It was also preferred 
that the feet be around 3 inches in length.   For more information about footbinding, see Howard S. 
Levy (1996). Chinese Footbinding: The History of a Curious Erotic Custom.  New York: Walton 
Rawls, and Rit Nosotro, “Women in China,” 
at http://www.hyperhistory.net/apwh/essays/cot/t3w24womenchinap2kk.htm.  Retrieved 2011-9-10. 

4. Virginia Shen discussed the traditional role of Chinese women in “Holding up Half the Sky: Women 
in Bittersweet by Leslie Li.” Cultural Memory: Ethnicity and Multiculturalism in the Modern World.   
NAAAS & Affiliates 2005 Monograph Series, Part III. 1404-1416, and “Chinese Women through 
Chinese Eyes: Gender and Identity in Chinese Society.” National Conference of the International 
Association of Asian Studies, 2007 Monograph Series. 239- 249. 

5. See Leslie Li (1992). Bittersweet.  Boston: Charles E. Tuttle Company, Inc.  All the quotes in the 
study were extracted from this edition.    

6. For information about the positions for men and women in the Confucian social order, see Judy 
Yung (1986). Chinese Women of America: A Pictorial History. Seattle: University of Washington 
Press.  

7. Virginia Shen discussed the traditional role of Hispanic women in “Simply Maria or       
8. the American Dream: Myth, Identity and Challenge.” A Pilgrimage of Color.  2001 National    
9. Conference Literature Monograph Series. 503-516.   
10. See Raquel Chang-Rodríguez & Malva E. Filer (eds.) (2004). Voces de Hispanoamérica. Antología 

literaria (3rd

11. Permiso marital was a Spanish civil law that discriminated strongly against married women during 
Francisco Franco’s regime.  A wife was prohibited from almost all economic activities, including 
employment, ownership of property, or even travel away from home without her husband’s approval.  
Adultery was less stringent for men than for women.  The permiso marital was abolished in 1975 
after the death of Franco. 

 ed.) Boston, MA: Heinle.  All the quotes in Spanish were extracted from this edition. 

12. See Eric Solsten and Sandra W. Meditz (eds.) (1990).  Social Value and Attitudes.  U.S. Library of 
Congress Country Study on Spain.  Research completed in December, 1988.  

13. For more information on the traditional role of Hispanic women see 
http://en.wikipedia.org/wld/Spanish_society_after_the_democratic_transition#cite_note-Loc-0.  
Retrieved 2011-9-10. 

14. See Molly Moore (2006-10-07).  “After Machismo’s Long Reign, Women Gain in Spain”.  
Washington Post. Retrieved 2011-9-10. 

15. The Cultural Revolution was a socio-political movement that took place in China from 1966 through 
1976.  It was set forth by Mao Zedong aimed at enforcing socialism in the nation by removing 
capitalist, feudalist, traditional and cultural elements from Chinese society, and to impose Maoist 
orthodoxy within the Communist Party. 
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Film Review 
“Bully” 

 
 
 

Ben Miles 
 
 

 
     For those who’ve not been subjected to bullying, Bully is a documentary that will serve as an 
introduction to this frightful phenomenon. For the many of us who have experienced the humiliation of 
being bullied, this candid cinematic glimpse will surely refresh unpleasant memories and revivify for us 
the complex cruelty that bullying amounts to.  
     In the unblinking eye of director Lee Hirch’s camera, we follow a central narrative – that of Alex, a 
kindhearted but self-conscious 12 year-old whom other children refer to as Fish Face. The harassment 
doesn’t stop with hurtful name-calling, however.  
     When Alex is not being threatened, punched, shoved or otherwise tormented, he is ostracized. In fact, 
the abuse inflicted upon Alex is so intense that at one point the movie-makers stopped production and 
showed the filmed evidence to school authorities as well as to Alex’s parents. 
     When Alex’s mother asks her son about his feelings on the matter, Alex responds by saying he doesn’t 
think he feels “anything anymore.” When his mother takes exception to Alex’s contention that the school 
bus bullies are his friends, Alex asks, “If they’re not my friends, then what friends do I have?” Alex’s 
mother is mortified and made silent by the hopelessly begged question.  
     Alex’s barbed scenario unfolds in Sioux City, Iowa, but Hirsh’s documentary goes wider in order to 
demonstrate that bullying exists across our nation’s communities and neighborhoods (and though it’s not 
much of a topic here, bullying has now, of course, penetrated cyber-space). 
     Included in Bully is a side story of a teenager who “comes-out” as a lesbian in a rural cranny of 
Oklahoma. Nearly needless to mention, neither the teen nor her family have had many “beautiful 
mornings” amidst the small-minded minions of this desolate section of the “Sooner” State. The un-
neighborly threats and intimidations unleashed by area residents, not only on the young woman but also 
on her family, are enough to compel them to move to a more metropolitan area.  
     We also witness the unkind consequences associated with bullying in the backwater boondocks of 
Mississippi. A mother here is shocked to be told that her adolescent child faces multiple felony counts 
because she took her mom’s loaded handgun with her to school one day. Why? As the official videotape 
of the incident makes clear, the girl had suffered in silence among, once again, a bus full of relentless 
bullies. She was truly at her wits end – knowing only that she had to bring the incessant badgering to an 
end.  
     Some instances of official obtuseness and/or callousness are also on display in Bully. In the case of the 
Mississippi teen, the local prosecutor refuses to comprehend the grave dimensions of this sordid situation. 
Instead he insists that he “doesn’t care” what it is, “nothing justifies such action.” While that is certainly 
true, the world is often more complex than a simple guilty or not guilty verdict would lead us believe. 
Empathy is in order. 
     In another instance, a hapless Midwestern school administrator forces two middle-school students to 
“shake hands” and maybe even “become friends” one day, not realizing that the boy who initially refuses 
to shake hands had long been the victim of the other guy’s taunts and torment.  
     As if to add more sad spice to this sorrowful cinematic stew, we hear and see in vivid words and 
touching images of two suicides, one an 11 year-old; the other, a 17 year-old – each one had endured 
years of being victimized by bullies.   
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     Though solutions are in short supply in Bully, it fulfills that big but necessary first step: bringing the 
condition into a collective awareness. What’s more the film offers a website in the end credits: 
www.thebullyproject.com. Logon for more information and to explore what you can do to stop bullying.  
Bully is 98 minutes in length and is now playing with a PG-13 rating at selected theaters across Southern 
California. 
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