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Abstract 
     Every year since 1935, the Heisman Trophy has been awarded by the Heisman Trust of New York 
City to “an individual who deserves designation as the most outstanding college football player in the 
United States.” The award has become the symbol of achievement in college football and is the single 
most recognizable award in collegiate athletics. This award is also, arguably, the most prestigious 
individual award in any American sport.  Though expectations are set high, not all Heisman Trophy 
winners have professional careers that parallel their collegiate ones. The purpose of this research was to 
select every Heisman trophy winner from 1946 to 2004 and evaluate the success of their professional 
careers. Each Heisman Trophy winner was placed in one of four categories based on objective data from 
their professional career. These categories were labeled; Outstanding, Commendable, Disappointing, and 
Non-Existent. Once each player’s career was analyzed and categorized, we attempted to answer the 
question: Does collegiate success translate into success at the professional level? Based on the analysis of 
data, from the last fifty-eight Heisman Trophy winners, twenty-five of these (43%) had NFL careers that 
were deemed “disappointing.” Ten of the fifty-eight Heisman Trophy winners (17%) had “outstanding” 
professional careers. 
Introduction 
     It is a common belief, in American society, that the best and the brightest will assume the top positions 
in corporate, educational, political and economic life. In Malcolm Gladwell’s international bestselling 
book Outliers (2008), he discusses the Terman Experiments. In brief, this was a longitudinal study started 
in 1921 that followed 1,470 “gifted” students throughout their school years, careers and marriages. 
Terman hypothesized that these extremely bright individuals would end up being some of the most 
successful people in our society. Terman found this was not the case. Gladwell, in citing Terman, 
maintains that “intellect and achievement are far from perfectly correlated” (p. 90).  
     Is this also true of young elite athletes? Do they become the most successful athletes in our culture? 
This study focuses on Heisman Trophy winners and asks the question: Does winning the Heisman Trophy 
lead to success in the National Football League?  
     The biggest revenue generating and most popular sport in America, both collegiate and professional, is 
football. The National Football League (NFL) generated $7.8 billion in revenue in 2010, and the overall 
operating income was $1.034 billion in 2008-2009. The most valuable franchise in the league, the Dallas 
Cowboys, is worth a staggering $1.8 billion (“Sports industry overview,” 2010). In 2010, all college 
football programs combined, earned a profit of over $1 billion.  From 2009 to 2010 the profit of the 68 
teams that play in the six major conferences went up 11 percent. The University of Texas at Austin 
generated almost $94 million in revenue, earning nearly a $69 million profit (Isidore, 2010). 
     Since 1935, the Heisman Trophy has been awarded by the Heisman Trust of New York City to “an 
individual who deserves designation as the most outstanding college football player in the United States” 
(Heisman Trophy). The award has become the symbol of achievement in college football and is the single 
most recognizable and sought-after award in collegiate athletics. The award is also arguably the most 
prestigious individual award in all of American sports.  
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     The award was named after John Heisman, who made significant contributions and innovations to 
football strategy and the game itself. The history of the Heisman Trophy and its namesake, John Heisman 
is well documented (Heisman Trophy).  
     The Heisman Trophy Trust governs the policies and procedures by which the balloting process is 
conducted. The United States is divided into six sections, and each section has 145 media votes, totaling 
870 media votes across the country. Additionally, every former Heisman winner has a vote as well. In 
1999, the Heisman Trophy agreed to develop a special program to allow the public to become part of the 
balloting process. Whoever wins the overall public fan vote gets one vote in the overall tabulation. This 
brought the total number of voters for the 2009 Heisman race to 926 (Heisman Trophy). 
     There is considerable attention given to the recipient of this award; and a considerable amount of 
money NFL teams spend in signing this individual to a professional contract. Needless to say, high 
expectations are set for their professional football careers. However, not all Heisman trophy winners have 
careers that parallel their collegiate ones. The purpose of this research is to select every Heisman trophy 
winner from 1946 to 2004 and analyze their professional career to determine how successful it was. We 
chose 1946 as the starting point for our study since this is widely accepted as the dawn of the modern era 
of college football (Verstegen & Wilson, 2008).  The G.I. Bill provided college or vocational education 
for returning World War II Veterans, and this led to a dramatic increase in college enrollment. One could 
also argue that the G.I. Bill helped foster the popularity of college football. 
     Many sportswriters and sports networks have their lists of the greatest Heisman Trophy winners, or the 
most overrated or underrated, or the biggest flops. These lists can be found among media outlets, such as 
ESPN, Sports Illustrated and The Sporting News. These usually are framed or titled as “The Ten Biggest 
Heisman Trophy Disappointments/Flops” or “The Ten Best Heisman Trophy Winners.”  However, a 
detailed, systematic analysis of Heisman trophy winners as a group is missing. The purpose of this study 
is to analyze the professional football accomplishments of every Heisman Trophy winner from 1946 to 
2004.  
Literature Review 
     Research on the impact of winning the Heisman Trophy on football player’s professional careers is 
non-existent in the social science literature. However, there are some published pieces of journalistic 
accounts on this topic. Bill Pennington’s 2004 book “The Heisman: Great American Stories of the Men 
Who Won” gives detailed profiles of the lives and careers of a number of Heisman trophy winners 
spanning several decades. For each player, the college career is explained in depth, with special emphasis 
on the season that player won the award. Specific games in which the Heisman trophy winner played 
exceptionally well are examined in depth, with quotes from some of these individuals about a particular 
game and season. Pennington puts the trophy winner’s season in historical perspective. In doing so he 
connects historical events occurring in society with what was transpiring in sports.  Also, the professional 
career of the player is examined, as well as their life after college. Some of the players profiled include 
Paul Hornung, Ernie Davis, Jim Plunkett, and Roger Starbauch. The Heisman Trophy is compared to all 
other most valuable player awards in professional and collegiate sports. Pennington notes that no other 
award in sports symbolizes excellence like the Heisman Trophy. 
     Layden (2006) notes specific differences between collegiate and professional football. These 
differences help explain why some Heisman Trophy winners do not fair so well in the NFL (i.e., opposing 
players abilities in the NFL vs. opposing players abilities in the collegiate game). In a similar vein Barra 
(2009) cites various reasons why success in collegiate football does not translate into similar success at 
the professional level. For instance he cites the physical maturity of Heisman Trophy winners – they may 
physically mature earlier than the majority of collegiate players. Also there may be a built in selection 
bias against defensive players – acknowledging the fact that defensive players (who are often the best 
athletes in college football) do not receive the accolades offensive players do.  
     Maisel (2008) also cites college football’s most overrated and underrated players. Included in this is 
who he suggests are the most overrated Heisman Trophy winners in history (e.g., Paul Horning, Eddie 
George). 
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Purpose of the Study 
     This study aims to answer the question: Do the most successful college football players, Heisman 
Trophy Winners, also have successful professional careers? This study examined how successful or 
unsuccessful each player’s professional career was, and then analyzed them as a group.  The study also 
suggests that there are other factors that have influenced the professional success of these players. For 
example, do quarterbacks who win the Heisman Trophy have more successful professional careers than 
running backs?   
Methodology 
     This research is a population study, where every Heisman Trophy winner’s professional career from 
1946 to 2004 was analyzed.  Even though the Heisman Trophy was first presented in 1935, the data 
collection process begins with the Heisman Trophy winner of 1946 since this is widely considered the 
beginning of the modern college football era (Verstegen & Wilson, 2008). No Heisman Trophy winners 
after 2004 were included in this analysis since they have not had sufficient amount of time to develop 
their professional careers.  The professional career statistics of each Heisman Trophy winner was 
analyzed, as well as the statistics of each individual season to determine the predefined category they 
were placed in.  We analyzed their professional football careers using data found on the NFL Players 
website. This website provides comprehensive data, including career highlights, game logs and media 
profiles on each NFL player. While some of these players may have played in other professional football 
leagues, such as the Canadian Football League and/or NFL Europe, only a career in the National Football 
League or the American Football League (which would eventually merge into the current National 
Football League) was analyzed. The NFL is considered the pinnacle of professional football and is also 
considered a level playing field for all of the players. 
     Each Heisman Trophy winner was placed in one of four categories based on objective data from their 
professional career. These categories are labeled; Outstanding, Commendable, Disappointing, and Non-
Existent. These categories are defined this way so that any knowledgeable person can look at the careers 
of the players and would be able to identify which category a player belongs in. In doing so the 
researchers attempted to establish a certain level of face validity for these categorizations. Once each 
player’s career was analyzed and properly categorized, we tried to answer the question: does collegiate 
success translate into success at the professional level?   
     An Outstanding rating was given to those players whose NFL careers are among the best in NFL 
history. Their career statistics for their positions should rank among the best in NFL history. They have 
produced many high quality seasons, which can include Most Valuable Player awards. They will have 
been selected for numerous Pro Bowl appearances, be selected to numerous All-Pro teams, and they will 
have had a career that would lead to nomination and possibly selection to the Pro Football Hall of Fame.  
     A Commendable rating was given to those players who had a consistency of seasons that contributed 
to the team they played for. They were starters for most of the seasons they played, and could have been 
selected to one or two Pro Bowls. They were not among the best players in the NFL history, but were 
among some of the better players in the league at the time they played. 
     A Disappointing rating was given to those players who played a number of seasons in the NFL, but did 
not make great contribution to their teams. They played as back-ups and/or did not consistently play 
during each season. Their statistics were mediocre and their career could have ended early due to injury or 
other reasons. These players could have one of two high quality seasons, but their other seasons were not 
impactful. 
     A Non-Existent Ranking was given to those players who, for whatever reason, did not play in the 
NFL. 
     This research also employs inter-rater reliability to test the consistency of player categorization. 
Reliability is the consistency and/or stability of a measuring instrument. Inter-rater reliability is the extent 
to which different raters rate the same material similarly (Chambliss and Schutt, 2010). This study 
utilized two raters, who are much more knowledgeable than the average fan about college and 
professional football. These raters independently rated the professional careers of each Heisman Trophy 
winner from 1946 to 2004. An analysis was conducted on the consistency of the categorizations of each 
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rater. Both raters were fairly consistent on rating the players and then placing them in one of the four 
categories. The raters were in agreement, concerning their ratings, 94.8 percent of the time. Two players 
who were rated in the commendable category by one rater were rated outstanding by the other. One player 
who was ranked disappointing by one rater was rated commendable by the other rater. In those few cases 
where there was disagreement, we decided to assign the higher rating to a player’s NFL career. 
Data Analysis and Findings 
     In total, the professional careers of 58 Heisman Trophy winners were analyzed.  Ten of them, about 17 
percent, had outstanding careers. Seventeen of them, about 29 percent, had Commendable careers. 
Twenty-five of them, about 43 percent, had Disappointing careers. Six of them, about eleven percent, had 
Non-Existent careers. 
     Two of the players who had outstanding careers won the trophy before 1960. Two of them played 
during the 1960s, two of them won the trophy during the 1970s, three of them won the trophy in the 
1980s, and one during the 1990s.  
     Out of the seventeen winners with a commendable career, six won the award before 1960, one won the 
award in the 1960s, two in the 1970s, four in the 1980s, three in the 1990s, and one in the 2000s. 
     Out of the twenty-five with disappointing careers, four won the trophy before 1960, six won the trophy 
in the 1960s, five won the trophy in the 1970s, three won the trophy in the 1980s, five won the trophy in 
the 1990s, and two won it in the 2000s. 
     Three of the winners who had Non-Existent careers won the trophy before 1962. One won the trophy 
in 1993 and the other two won the trophy in the 2000s. 
     Thirty-two of the Heisman Trophy winners were running backs, which is more than half of the current 
sample. These players either played running back, halfback, or tailback. Five of these players had 
outstanding careers (about 15 percent), 11 had commendable careers (about 33 percent), 13 had 
disappointing careers (about 39 percent), and three had non-existent careers (about 9 percent). 
     Twenty-two of the Heisman Trophy winners were quarterbacks. Three of these players had 
outstanding careers (about 13 percent), four had commendable careers (about 18 percent), twelve had 
disappointing careers (about 55 percent), and three had non-existent careers (about 13 percent).  
     Four other players played positions other than quarterback and running back, they are: corner back, 
wide receiver (two), and lineman. Two of these players had outstanding careers and two had 
commendable careers. Full results of the analysis can be found in Table 1.  
     From the data it is clear that the Heisman Trophy is rarely awarded to anyone other than a running 
back or quarterback. However, the data shows that running backs who win the Heisman Trophy have 
more success in the NFL than quarterbacks. Forty-eight percent of the running backs who won the 
Heisman Trophy either had an outstanding or commendable career, while 68 percent of quarterbacks who 
won the trophy either had disappointing or non-existent careers.  One possible reason may be that during 
a game, running backs are rotated in and out of the playing field while the starting quarterback will often 
play the entire game. This may serve to shorten the careers of some quarterbacks and lengthen the careers 
of some running backs.  The data collected shows that quarterbacks who won the Heisman often found 
themselves serving as back-ups to start their careers. Those who had outstanding or commendable careers 
did not start having an impactful career until a couple seasons into their career. For backs, half of the 
winners had either outstanding or commendable careers and half had either disappointing or non-existent 
careers. 
     The six Heisman Trophy winners who had non-existent careers were unique cases. Richard Krazier 
(1951) decided to enter graduate school and pursue an academic career, Ernie Davis (1961) was 
diagnosed with leukemia, Charlie Ward (1993) decided to pursue a career in the National Basketball 
Association (NBA), Eric Crouch (2001) was dissatisfied with his position on the NFL team he is drafted 
by and retired before he played, Jason White (2003) retired because of knee problems (Pennington, 2004) 
     Ward, Crouch, and White are prime examples of how tough it is to be a quarterback in the NFL. Even 
though all three won the Heisman Trophy as quarterbacks, neither of them were projected to have solid 
NFL careers, and as a result, didn’t play a single game in the NFL. 
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     Overall, the data shows that winning the Heisman Trophy and success in collegiate football does not 
guarantee success at the professional level. The combination of outstanding and commendable careers 
that have come from Heisman Trophy winners from 1946-2004 are slightly more (two) than the total 
number of disappointing careers that has been produced by Heisman Trophy winners. Even the most 
successful college players aren’t guaranteed a successful career in professional football. An instance of 
this would be Archie Griffin. He is the only player to have won the Heisman Trophy twice, in 1974 and 
1975, while playing running back at Ohio State University. He played seven seasons in the NFL for the 
Cincinnati Bengals, and never made a Pro Bowl or had more than 200 touches in a season. In his four 
seasons at Ohio State, Griffin ran for 5,589 yards, which is almost double his NFL total of 2,808 yards, 
even though he played three more seasons in the NFL than college. 
Recommendations for Future Research 
     The Maxwell Award, like the Heisman Trophy, is also given to the best collegiate football player in 
America. Even though it was first given in 1937, two years after the Heisman Trophy was first awarded, it 
is not as prestigious as the Heisman. The award is given annually by the Maxwell Football Club (“The 
Maxwell Football Club,” 2011). The Heisman Trophy and Maxwell award do not always go to the same 
individual. For example, in the past ten years, both awards were given to the same player on three 
occasions.  Future research could analyze the professional careers of Maxwell Award winners and 
compare them to the careers of Heisman Trophy winners. In doing so, one could also analyze which 
award is a better predictor of NFL success. Also, there could be several research projects focusing on the 
professional success of football players and other successful young athletes. For instance, research could 
focus on the professional success of first and second round NFL draft picks. Research also could focus on 
success in the NBA of the Naismith Award winner, the trophy that goes to the best collegiate basketball 
player. 
     While this study focused on whether or not a player had a successful NFL career, it did not focus on 
the overall non-football professional careers of Heisman Trophy winners. Winning the Heisman Trophy 
means that that player will always be synonymous with the award. Because of this, sports writers, for the 
most part, focus on the past, present and future success in the NFL of these individuals. However future 
research should take into consideration, not just the professional football careers of Heisman trophy 
winners, but should also include a more comprehensive analysis of their lives and careers outside of 
professional football. One possible research study could focus on the non-football careers of Heisman 
Trophy winners compared to the non-football careers of “regular” football players. 
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Table 1 
Heisman Trophy Winners by Position Played and NFL Performance 

Position Outstanding  Commendable  Disappointing  Non-Existent 
Quarterback 3 4 12 3 
Running back 5 11 13 3 
Othera 2 2 --- --- 
Total 10 17 25 6 
Note. aDefensive and wide receiver positions 
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Abstract 
     For the past five years we researched the literature and multi-media resources on the pedagogy of race 
and ethnicity and consulted with experienced faculty who have successfully created effective learning 
environments for discussing race and ethnicity issues.  We also devised and implemented experiential 
pedagogical strategies for enhancing effective interaction in the class that included peer assessment and 
peer feedback that were tailored to address issues of emotion and loyalties while minimizing reactions of 
anger and defensiveness during discussions of race.  We developed and implemented new models of 
group learning to enhance active learning through collaborative work efforts, and learning-by-doing.  
Additionally, we revised our course syllabi, conducted assessment of outcomes, and disseminated the new 
pedagogical strategies with other faculty at our university, and colleagues in the wider academic 
community.  The innovative approaches to teaching and learning that foster inclusiveness, and which are 
reflected in our curriculum, aid in helping students to better grapple with issues of race in the classroom 
and with the prospect of enhancing their understanding of racism as a system of oppression in which they 
are implicated. 
Introduction 
     We have been teaching in Gender and Women’s Studies departments in state universities and colleges 
for over a decade.  The student composition in our Gender and Women’s Studies classes is comprised 
mostly of young females, but we find our classes are also diverse in terms of race, ethnicity, class, 
sexuality, nationality, and also for students who are differently abled.  The curricula in all our courses 
incorporates an extensive critical analysis of women’s social realities, and it includes issues of difference 
around gender, race, sex, sexuality, and class.  The role played in promoting social change and social 
justice for women and other marginalized groups in our society is also emphasized in our curricula.  We 
draw from a wide array of teaching and learning methodologies and, we employ multiple lenses in our 
effort to enhance students understanding of patriarchy and the sexist, racist, homophobic and colonialist 
ideologies and practices that create the most challenges to achieving a just and democratic global 
community.  Nevertheless, over time we observed that while students in our classes participate and 
effectively engage in class discussions when the topics involve issues of gender and class, they are not 
always so forthcoming in discussions on race, racism and sexuality.  In this article we discuss specific 
tools and pedagogical strategies we have used to aid in charged discussions on race, and to discuss 
techniques and tools that are helpful in assisting students to adequately address issues of race and racism. 
Discomfort in Discussions on Race 
     During the earlier years of our teaching experience we observed a distinct level of discomfort for 
students who are grappling with issues of race and sexuality.  When engaged in discussions on sexuality, 
race and privilege many students felt threatened.  In other cases, students did not read the required course 
materials related to race issues prior to coming to class, and did not adequately complete assignments 
designed to promote introspection on issues of race.  On some teaching evaluations some students noted 
that they felt uncomfortable speaking up in class because of their Anglo status, and did not want to be 
considered racist.  Other students continue to indicate that too much class time is spent on discussions of 
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race and sexuality.  As a result of this discomfort, the possibility of constructive intellectual dialogue on 
issues of race and sexuality can be impeded and even undermined, particularly for the few 
aforementioned students we have encountered.  In addition, we have found that in politically charged 
election years and for special voter initiatives on controversial ballot issues, the problem is exacerbated as 
evidenced by the hostile overtones and resistance associated with grappling with issues of race in our 
classrooms.  We have also found some students’ management of difference is simply to ignore it by not 
attending class during discussions focused on race and white privilege in particular.  This latter 
observation is illustrative of the late feminist philosopher and poet Audre Lorde’s (2007) contention that 
difference is indeed managed in one of three ways whereby we “…ignore it, and if that is not possible,” 
we “copy it if is dominant, or destroy it if we think it is subordinate” (p.704).  Two of Lorde’s 
components for managing difference have been applicable in our classes when broaching the topic of 
racism, and privilege.  Not only will some students be visibly absent from discussions on race and 
privilege, others will attempt to conflate affirmative action, and what they see as reverse racism.  For 
these students, there is an attempt to quash discussions on racism as a historical construction on its face.  
Instances such as these have contributed to our awareness that effective learning and a comprehensive 
education is not complete unless students have acquired the ability to have civil and constructive 
dialogues in the classroom so that they are able to understand the ways in which issues of race, gender, 
ethnicity, class, and sexuality are embedded in ordinary daily life.  We believe such discussions can 
enhance not only their understanding of their own lives, but also the lives of others, and will help them in 
devising strategies for creating and promoting democracy and social justice.    
     We acknowledge that many students who take our classes major in disciplines such as the natural and 
hard sciences that do not necessarily focus on issues of difference on a regular basis; and also some 
people in our profession may experience challenges dealing with difference.  At a faculty workshop on 
race that we attended a couple of years ago, we were surprised that some veteran and newly initiated 
faculty in attendance made comments that suggested they were completely oblivious to the operations of 
race in our society, and in their own lives and classrooms.  One veteran white female professor indicated 
that she was unaware that racial biases and tension could exist in her classroom.  This was an assessment 
she came to after previously being challenged by a student of color in her class who apparently had called 
attention to the degree of privilege she held due to her white skin.  This professor suggested that even 
though her ancestors were from Europe, she should not be held accountable for racial privilege because of 
her skin color.  Echoing this sentiment, another white female faculty member who had just started 
teaching, suggested that she too should not be deemed responsible for racism.  She indicated that she 
grew up in a lower social-economic stratum, and even recalled being homeless for a time.  In the latter 
case, class trumped race for this faculty member.  In the former case, as Peggy McIntosh (2008) surmises, 
unearned assets are in the knapsack of those who have benefited from white privilege and for which they 
are oblivious to particularly, when they have been taught to ignore them.  In either event, we alarmingly 
wondered if our colleagues are as much in the dark about the operations of race, what does this say about 
the students we are teaching, and moreover some faculty who teach them? And, while we realize there is 
no hierarchy of oppression as Lorde (2009) surmises, we believe these are important questions to ponder. 
Project Objectives 
     The learning pedagogical tools and strategies that we developed and implemented in our classes were 
designed to stimulate student participation and encourage them to become active learners and 
simultaneously to enhance intellectual dialogue around issues of race and sexuality.  In this effort we 
sought to call attention to insensitivity that remains all too familiar in our society around gender, race and 
sexuality.  We strive to give voice to women and other marginalized groups’ experiences and 
perspectives, and to remedy the omissions and misrepresentations in traditional scholarship and curricula 
due to ideological differences and values.  We strive to teach Gender and Women’s Studies in ways that 
are inclusive and that promote critical thinking, intellectual growth and social development.  Finally, we 
hope these pedagogical strategies and tools that enhance student learning around issues of race, class, 
gender and sexuality will be utilized by our colleagues and others in the wider academic community.   
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Methodology 
     In 2007, we began exploring and developing innovative pedagogical strategies that would enhance 
students’ knowledge of the various dimensions and intersections of race, ethnicity, gender, class and 
sexuality with a particular focus on the dynamics of race and social justice.  We met regularly to share our 
experiences in the classroom to discuss two core themes: What is necessary to improve the quality of our 
teaching? How can we proceed to improve or change the dynamics of our pedagogy particularly around 
issues of race and racism?  We researched publications and multi-media resources on the pedagogy of 
race and ethnicity, and those that could be used as pedagogical tools about teaching issues of race, gender 
and sexuality and class.  The films, videos and audio tapes we obtained during our investigation aided in 
the realization that these elements play an important role in classes that deal with topics that challenge 
students understanding of issues of difference and our social reality, and particularly in regards to how 
gender, race, class, sexuality impact our the lives.  Films and videos are helpful in clarifying those things 
that we are not able to see or struggle to explain.  As films show things in motion, they highlight real life, 
and emotion in a dramatic fashion.  We were able to make immediate use of these pedagogical aids in 
teaching race and diversity.  In addition to finding these teaching materials, we consulted scholars who 
have advanced experience in teaching race and dealing with controversial issues in the classroom.  These 
scholars provided innovative teaching strategies, reading materials, and suggestions for the kind of videos 
on race that are immensely invaluable for use in the classroom.  We also consulted with senior faculty 
directing faculty development on assessments that provided advice and resources on how to better assess 
student learning outcomes.  We strived to ensure that the curriculum reflects multiple perspectives and 
experiences of a pluralistic society.  The texts, readings and media resources reflect new scholarship and 
research about the experiences of previously underrepresented groups, innovative dominant culture 
perspective particularly around issues of privilege.  Additionally, we attended faculty development 
workshops that were geared to enhancing teaching and student learning and focused on pedagogical 
strategies for teaching race, gender, ethnicity, class and sexuality.  Utilizing these resources combined 
with the trainings and workshops, generated innovative tools and techniques that we believe have 
improved the quality of our teaching and has enhanced student learning in our classes. 
Effective Experiential Pedagogical Strategies 
Setting the structure of the class 
     We have learned that the first stage in employing experiential pedagogical strategies that enhance 
interaction in the classroom is to create a structured classroom environment.  During the first week of the 
semester we carefully review the syllabus with students to clarify the course requirements and policies in 
addition to explaining the format and methods of teaching and learning in our classroom.  Following is an 
example of an excerpted statement from one of our syllabi:  

This course emphasizes active student participation, peer learning, and linking cultural 
analysis with life experiences.  This will NOT be a course in which you will simply listen 
to lectures and repeat the content of the lectures or readings back on exams… All the 
methods employed in this class will enhance your knowledge and skills in collaborative 
learning, active participation, and open exchange of ideas, writing and critical thinking…  

Creating a safe classroom environment to address challenging topics 
     We are aware that some of the topics on difference we cover in our courses can be challenging for 
students.  Thus, we attempt to create a classroom environment and space that is hospitable, and is one that 
students can feel safe and comfortable to speak in.  We explain the expected norms by which students are 
expected to interact with each other in the classroom.  We explain this requires that all class members 
work towards the goal of a comfortable, warm and friendly classroom environment.  We suggest that for 
instance sitting in a wide circle is one way we can create this environment since we get an opportunity to 
actually see the person we are having a discussion with.  Other strategies we share with students that 
achieve this end include small group discussions and collaborative exercises.  We suggest this helps to 
foster effective learning, including peer learning.  Since students in our classrooms are from diverse 
racial, ethnic and socio-economic backgrounds, we indicate the importance of having effective interaction 
in the classroom setting, and the need to respect their peers.  For example, we explain that for some 
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students, college may be their first opportunity to come in close contact with people of different 
backgrounds.  We suggest to the students that it is very important in our class to provide individual 
support to one another.  This initial class setup for students is in line with Nancy Chism’s (1994) 
suggestion that “Teachers who acknowledge diversity at the beginning of a course by indicating that they 
welcome different perspectives and want to accommodate different needs” (p.  227), help to set the tone 
that students need to feel in order to freely communicate with the teacher and we would add, with each 
other.  At the outset of the semester, we indicate that while we will not always agree during our open 
discussions on challenging and sensitive issues.  Nonetheless, by facing sensitive issues as opposed to 
ignoring or shying away from them, ultimately puts students in a place where they can learn the most.  
We suggest that it is not very often that we grow when we stay in our comfort zones.  We ask students to 
think of a challenging situation that they have been able to overcome, and if they think they are better 
people as a result of the experience.  We explain the class will work the same way, and that students will 
be challenged, but they will be able to get through the course material and that by the end of the semester, 
they will have gained a new understanding for thinking about issues associated with race, class, gender 
and sexuality, with the end goal of appreciating our differences.  We emphasize that a classroom 
environment that facilitates meaningful dialogue about our differences is conducive to learning.  We 
stress that it is our goal as instructors to create a comfortable and supportive classroom environment for 
everyone, and that language, comments, and behavior deemed offensive or discriminatory will not be 
tolerated. 
Trust and respect as classroom resources 
     During the next few classes we talk about the resources that are needed to help us bridge our 
differences so we can provide support for each other.  Some of the resources we have focused on are 
“trust” “respect” and “personal experiences.”  Ellen Smyth (2011) asserts that “students love feeling 
important, valued, respected, and honored.” She adds, “Through the resulting faculty-student connection, 
students willingly transform into vessels of learning” (p.1).  In fact Smyth (2011) suggests respect is more 
important than knowledge, the ability to communicate and engage, and dominates all other characteristics 
in effective teaching from a student’s perspective.  We ask students to reflect on how “trust,” “respect,” 
and “personal experience” resources are essential especially in our effort to talk about and understand the 
effects of racism, sexism, class issues and homophobia in our society.  We explain that to do so enables 
us to affirm the positive contributions of our differences to society.  We emphasize the benefit in the 
virtues of students being thoughtful and sensitive.  We ask students to reflect on the concept of being a 
good and responsible citizen and the importance of honesty in our class discussions.  We note that 
students enrolled in our course will review topics that deal with race, class, gender that will help them to 
discern how these matrices of power are socially constructed.  As a starting point, we also provide 
definitions for key terms that will be used throughout the course.  Race, racism, white privilege, 
internalized racism, racial formations, prejudice, white supremacy, and whiteness are among the key 
terms we broach in our courses. 
Breaking the ice exercises for discussions on difference 
     We have found that once a structured environment conducive to learning has been staged, a safe 
classroom environment has been established, and trust as a resource has been introduced, experiential 
pedagogical strategies can be deployed.  To this end, we utilize several icebreaking exercises designed to 
encourage optimum participation early on in the semester.  McKeachie (1994) suggest that "Breaking the 
Ice" exercises allow instructors to use the first period of classes for getting acquainted and establishing 
clear goals.  Icebreaker activities aide in not only helping students to be engaged learners but also preps 
them for entering discussions that centrally focus on issues of difference.  In “Tips for Creating a 
Participatory Classroom Environment,” Mary Bart (2011) explains that “Icebreakers and energizers help 
set the tone for the semester by creating a welcoming and collaborative spirit in the classroom” (p.1).  In 
order to enhance the quality of interaction across the differences in the classroom, we prefer to start by 
acknowledging the diversity of our experiences so as to reduce the risk of our social realities getting in the 
way of the progress we make in the class.  We tell our students that our social reality is tied to gender, 
race, class, sexuality and culture, and influences our perceptions, and how we interpret and understand 
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other people’s actions and words.  We suggest the benefits of taking advantage of and sharing the 
diversity of our experience across our difference can be a mutually satisfying.  It is one that can broaden 
our understanding of our society and, that contributes to an advanced understanding of our lives and the 
lives of others.   
     The “Mingling Exercise” is one such tool we have used that is designed to create a comfortable 
environment for the students by providing student interaction through a series of brief introductions that 
they make with one another around issues of difference.  Questions focusing on summer or winter 
activities, vacations or unusual hobbies are among those shared, and can even include students bringing 
objects from home to describe some facet of their lives.  The exercise is most effective if used during the 
first week of classes.  Another icebreaking exercise useful for helping to appreciate diversity is the 
“Circle of Objects” developed by the Fetzer Institute and suggested by Stephen Brookfield & Stephen 
Preskill (2005).  In this exercise students are instructed to bring an object to class that reflects something 
about their culture heritage or ancestry.  Students take turns placing their objects in front of the class and 
talk about their object and its links to their background, sharing its significance and importance to their 
culture or ancestry.  The rest of the class is instructed to attentively listen and to reflect on what they have 
learned from the presentation.  They must be able to indicate what role the object will play in how they 
interact and or communicate across difference.  We believe this circle of objects exercise is empowering 
to the presenter, and mutually satisfying for the audience.  In drawing on the “Circle of Objects” exercise, 
Brookfield and Preskill (2005) explain the exercise promotes discussions which are richer, are more 
reflective, and are an outgrowth of honest deliberation.  We believe all of these exercises are helpful in 
particular for discussions around difference.   
Small groups as impetus for student learning, confidence and engagement 
     We use small groups for students to brainstorm and share experiences in addressing questions such as 
a moment in their lives they are most proud of and, factors in their lives that they wish they could change 
or experiences that they wish never occurred.  Talking about these issues in a small group of three-to-four 
classmates provides a safer non-threatening environment especially for shy students who do not feel 
comfortable in opening up in larger groups.  This strategy allows them to gain confidence in the context 
of a small group and later in larger class discussions.   Small groups also contribute to the minimization of 
angry reactions and defensiveness during discussions of race.  In addition small group projects that 
include peer assessment and peer feedback and which are tailored for critical assessments regarding group 
exercises and research paper drafts are also helpful.  The activities and exercises we incorporate to 
promote small group learning are designed to help students gain confidence and feel secure in sharing 
their experiences.  Students must feel acknowledged and affirmed, as noted earlier by Smyth (2011).  
McKeachie (1994) discusses the benefits of peer learning work suggesting that the method promotes 
interaction amongst students, and the opportunity to mutually support one another.  He adds that other 
benefits include a reduction of absenteeism, and an opportunity for students to begin to use the language 
of the discipline.  McKeachie suggests that an extra added benefit is that “An effective partner can act as a 
model of useful strategies as well as teacher” (p.  149). 
     The “Conversation and Listening” exercise starts with a group of two (dyads) who take turn to speak 
and listen to each other with great intensity.  The speaker talks about something personal.  The listener 
cannot interrupt but listen intensely while using body language (nodding, verbal interjections like uh-huh 
and so on) to demonstrate that she/he is listening and understanding.  The exercise enhances students’ 
confidence and helps them to be more open and to embrace a willingness to learn from others.  According 
to Brookfield and Preskill (2005), the “Conversation and Listening” exercise “not only enhances 
communicative accuracy but also gives students variable practice in empathizing with others and in 
simply accepting what is heard without imposing interpretations or making premature judgments” (p. 92). 
Similar to Smyth, the authors suggest “…the exercise is a simple way to affirm others” and “to show 
them that what they say and think matters a great deal” (p. 92).   
Use of reasoned arguments and embracing diverse points of view 
     We encourage students to provide reasoned arguments in defense of positions they take on issues and 
try to establish the understanding that each student’s opinions, ideas and insights should be respected and 
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are of equal value in the class.  We explain the value of open class discussions on the issue of race among 
other matrices or matrixes of power, and that reasoned arguments help students move past mere 
conjecture.  McKeachie (1994) suggests that discussion benefits student learning in helping them to 
evaluate the logic of, and evidence for their own and others’ positions, in addition to learning to formulate 
problems using class readings and lectures.  Debates on charged and controversial topics allow students to 
gain a wider perspective, and help students learn the benefits of effective argumentation particularly in 
presenting their views.  According to McKeachie (2002), classes can be enlivened with debates between 
faculty members or student teams.  He notes, “If you use student debaters, you need to provide a clear 
structure, probably using a handout describing the issue, the length of talks, opportunity for rebuttal, and 
the goal of debate as a learning device” (pp. 228-229).  We have found, debates work quite well 
particularly in charged political elections that relate to our course content around difference, race and 
diversity.  For instance, examinations of the increasing restrictions on abortion and correlation to the way 
in which different racial bodies are impacted, can be incorporated into such debates utilizing course 
readings and materials. 
     Throughout the semester we actively solicit alternate viewpoints and this helps to prevent a few 
students from monopolizing the discussion.  We encourage students to listen to and value comments from 
the perspectives of other people, and to think critically about the theoretical constructs that underpin 
discussions on gender race, class and sexuality.  We also encouraged students to reflect on and evaluate 
their point of views and beliefs.  The importance of this reminder helps students to understand that their 
individual perspective is not the only way of seeing the world, and that people from different backgrounds 
may have other interpretations.  In other words, we suggest students should anticipate criticisms of their 
viewpoints and that they must learn to express their viewpoints persuasively or formulate responses to 
criticisms or arguments and make a convincing case of their viewpoints.  We remind them that 
incorporating the course readings will aid in this effort.  “Crossing-the-Line” is an exercise that allows 
students to physically experience dimensions of privilege across all matrices of power.  For example, 
participants can be asked to cross/stand on one side of a line facing other participants if they have been 
discriminated against on the basis of race, ethnicity, gender, religion, sexual orientation, nationality and 
so on.  The exercise aids in creating the space to discuss and share their feelings as a participant in the 
exercise when the class members reconvene as a group to discuss their experiences with the large group  
(http://www.freechild.org/Firestarter/CrossingTheLine.htm). 
Dealing with a charged classroom 
     Often we have charged and passionate discussions about racism and homophobia.  These discussions 
have been major impetus behind exploring ways to best manage the conversations that ensue.  In 
discussions about white privilege, some white students refuse to acknowledge any benefit they have 
accrued by virtue of their whiteness.  Instead, some try to turn the class discussion to one about how they 
were victims of reverse discrimination, while others refuse to lend credence to the stories of racism 
expressed by several ethnic minorities in the class, as illustrated in the following situation: Upon hearing 
a few stories about racial profiling, one white female student attempted to neutralize the examples by 
suggesting she had also been stopped by the police for a moving violation.  She indicated the best way to 
handle a situation when stopped by the police is not to become angry with the officers.  Needless to say, 
her statement elicited several adverse reactions from many perturbed African-American and Hispanic 
students.  A number expressed outrage that the student’s isolated experience negated and conflated their 
experiences with racial profiling by the police, or while leisurely shopping and the view that they were 
routinely being followed by store personnel.  Others expressed that they were offended by the remark 
particularly given the dailyness of racial discrimination in their lives that was not just a figment of their 
imagination.  From their perspective to suggest they were simply “angry,” and in need of adopting better 
attitudes when confronted by the police, and in instances of experiencing racism, was not only insensitive 
but extremely offensive.  All students are given a fair hearing in expressing diverse views in our classes.  
At the same time, they are asked to remember the course themes, readings and films that help to provide 
context for the discussions and evidence of the routine discrimination that students of color attest to, and 
which white students might be oblivious to. 
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     As their teacher and leader we often share our own experiences with racial discrimination.  For 
instance Professor Bartlow points to the notion that while she holds a doctorate, and is an Emmy-Award 
winning producer, writer and director, she too has a war chest of stories about racial and sexual 
discrimination.  She cautions students to remember that while all may have particular experiences that 
they think are examples of discrimination, isolated instances cannot be conflated with the way in which 
large social structures contribute to promoting division.  Moreover, we help students see that racism is 
systemic and, is part of a larger system that promotes division rather than unity amongst people 
(Davidson Buck, 2010; Omi and Winant, 2010) and, while all may be racially differentiated, they have 
much in common as a majority and particularly, if they are not members of the power elite. 
     Spending ample class time, and as much as few weeks to address the social construction of race and 
racism, is often helpful to students in reflecting on the themes of racial difference.  A few times we have 
found it necessary to conclude the class by explaining to students that feelings of discomfort around 
issues of difference are normal which is why we must continue with the dialogue.  We have suggested 
that the more we do this the more we stand to gain and that if we are afraid to acknowledge our 
differences, we diminish our education and inadvertently sabotage our ability to understand the world in a 
meaningful way.   Anonymous “One-Minute” papers are useful in concluding class discussions on race 
and racism in encouraging students to reflect on what they have learned, how they feel and, helps the 
instructor to measure what is clear to the student, and what is still murky.  The subsequent class can be 
used clarify any questions students may have about the previous discussion.  Instructors can read student 
comments verbatim in class which lets students know professors care about their feelings. 
     Other useful strategies that help facilitate student engagement particularly in charged environments 
include addressing the students by name and making eye contact with them when they are talking to send 
the message to students that the instructor acknowledges them and cares.  Additionally, we stress the 
importance of noticing student non-verbal communication in accessing the level of student discomfort 
with regard to issues of difference, and utilizing such occurrences as teachable moments, that is, the 
instructor can call on the student and ask why they may have a surprised look on their face.  Asking 
prodding questions is a useful strategy for dealing with a charged environment in that it helps to keep the 
discussion moving forward, as opposed to avoiding it.  We have found it is important to continue to allow 
for the existence of difference in the room when it occurs.  Such conversations produce teachable 
moments for helping students to see difference. 
     In explaining students’ challenge in acknowledging discrimination and the significance of encouraging 
students to express their feelings about difference and privilege, Brookfield and Preskill (2005) states 
that:  

[I]f we want people to express themselves honestly and openly, tolerating and even 
respecting expressions of strong feeling may be an important part of talking across 
difference.  People who have not experienced day-in, day-out discrimination don’t really 
understand its power to breed hostility and bitterness.  Providing an outlet for anger about 
racism allows victims to reveal their honest feelings and gives witness opportunities to 
appreciate the impact of bigotry more concretely and deeply (p. 136-7). 

Results 
     Since implementing the aforementioned pedagogical strategies for helping to deal with sensitive issues 
of difference in our classrooms, we have observed the following: Increased attendance evidenced by 
students who indicated they generally enjoyed coming to class to engage with one another; improvement 
in the quality of student papers and an improved command of diversity issues; enhanced critical and 
analytical thinking about dimensions of race and other dimensions of difference by connecting theory to 
personal everyday experiences; and improvement in the communication and interaction in the class – 
students felt free to openly participate in class discussions on critical issues in the process of sharing 
personal experiences.  Additionally, student evaluations indicate they appreciate these pedagogical tools 
and strategies. 
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Discussion and Conclusion 
     Dealing with discussions on race can be challenging for students, but also for instructors themselves, 
and particularly for women of color instructors who may be perceived as the “other.”  In her article, 
“When the Other” Is the Teacher: Implications of Teacher Diversity in Higher Education,” that draws on 
and illuminates one of this chapter’s author’s previous work in this regard, Lucilla Vargas (1999) 
indicates that there can be “…multiple sources of anxiety for women of color in academia,” particularly 
when these faculty are newly initiated as we once were, amongst other factors (pp. 377-378).  While 
conducting this project we reflected on what we found both in the research and the implementation of 
teaching strategies, particularly, about how complex, sensitive and challenging teaching difference is.  We 
wondered about the following: To what extent does student resistance or hostility cause professors to 
retreat from challenging students about issues of difference (race, gender, class, sexuality)? To what 
extent does the perceived possibility of negative evaluations cause professors to retreat from challenging 
students about issues of difference? Does student discomfort with sensitive diversity issues correlate with 
course evaluations?  The nature of the dynamics in the classrooms of professors of color or who are queer 
as opposed to white heterosexual professors. 
     In our classes we have observed the pedagogical strategies and exercises we discussed above help 
students (and the professor) to develop a sense of understanding, patience and sensitivity that is necessary 
for communicating across ethnic, racial, sexuality or class differences.  For instance, students share 
important information including how they identify themselves, what they want to be called as individuals 
or as a cultural or ethnic group.  We believe that when students become active participants in discussions 
that may be challenging or sensitive in nature, they learn how to stand up to those who challenge their 
perspective.  We do not want them to feel “silenced.”  We want to teach our students the skills to deal 
with what is going on in our world but not to protect them from it.  In addition, over the years we have 
occasionally observed that lively, unbound and often challenging discussion on topics of significance in 
our daily lives can be an effective way to grab students’ attention and inspire their interest and curiosity.  
We believe discussions on difference are sorely needed in our classroom to help students move past 
ignorance.  We are convinced that the implementation of the innovative pedagogical strategies helps to 
enhance students’ communication, analytical and critical thinking skills as students interweave issues of 
race, ethnicity, sexuality, class and gender through dialogue and honest expression of thought, opinion 
and attitudes.  Fortunately, this is a tenant that our department prizes, and mandates that faculty master.  It 
is a mandate that has certainly helped us to improve upon our pedagogy. 
     Our benchmark goals were achieved and the pedagogical strategies we employed have been 
disseminated through conference workshops that we conducted at our campus and at national academic 
conferences.  We hope faculty who teach a cadre of diverse students will also find some benefit here.  
This is important because scholarship and curricula that misrepresents the experience of diverse groups of 
people in our society produces distortions that impede the development of respect and justice for all 
human beings.  The task for Gender and Women’s Studies and other Ethnic and Queer Studies is to help 
students who may have been socialized with sexist, racist, homophobic and colonialist ideologies to 
consider alternative viewpoints.  This effort can be challenging but is one that is necessary particularly in 
light of those educational systems that have traditionally focused on homogeneity, and which have been 
oblivious to difference. 
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     James Madison, in The Federalist No. 51, said, “In republican government, the legislative authority 
necessarily predominates” (Madison, 1788). This may have been true back in the latter 1700’s, but the 
times and people’s expectations for government have changed. Executive power has grown. Often this 
growth has come from presidents responding to domestic or international times of crisis. However, 
executive power has sometimes grown through different interpretations of the Constitution. Most people 
would agree our form of government is not secure if this country cannot respond to a crisis. Unlike 
congressmen, the presidents are the only elected officials who face nationwide election. The president 
may be the very person who should ultimately be called upon to exercise extraordinary powers. However, 
sometimes “crisis” is nothing more than interparty wrangling. This paper questions whether presidents 
should exercise extraordinary and, very possibly, unconstitutional powers simply because elected leaders 
cannot compromise.    
     On January 4, 2012, President Obama made three “recess” appointments to fill preexisting vacancies 
on the National Labor Relations Board (NLRB). The Senate convened the day before to begin the Second 
Session of the 112th Congress. The Senate also convened again two days later for a session on January 6. 
The “recess” appeared to be a three-day break during the Senate’s session. This prompted several legal 
challenges including Noel Canning v. NLRB. A Pepsi bottler challenged the validity of an NLRB order 
entered at the time the board included those recess appointees. On January 23, 2013, a panel from the 
U.S. Court of Appeals for the D.C. Circuit held that the appointments were invalid, as they did not follow 
the recess appointments power in the Constitution. The judges unanimously concluded recess 
appointments could only be made between sessions of Congress (intersessions). Two of the three judges 
would go even further and also interpret the recess appointments power as applying only to positions that 
become vacant between sessions of Congress (Noel, 2013). This decision calls into question the legality 
many actions of federal officials since the Reagan era. Over 300 federal officials since 1981 have 
received such appointments during congressional sessions (Shane, 2013). The executive branch sought 
certiorari from the decision. The US Supreme Court accepted the Noel Canning case on June 24, 2013.  
     The President and the Senate hold the constitutional appointment power jointly. Alexander Hamilton, 
in The Federalist No. 67, wrote, “The ordinary power of appointment is confined to the President and 
Senate jointly, and can therefore only be exercised during the session of the Senate” (Hamilton, 1788). 
The appointment power was a reaction to what many considered to be the monarch’s widespread abuse of 
appointments. Requiring both branches of government to appoint people to public office would serve as a 
check on favoritism and prevent unfit people from holding high public office (Wolf, 2013).  The recess 
appointment power was a necessity. It was needed to keep the government operating during the Senate’s 
lengthy annual intersession break. Throughout the early years of the country, short sessions and long 
recesses of six to nine months were common. Congressional sessions often lasted less than half the year. 
Methods of transportation and communication did not allow the Senate to conveniently come back into 
session or for senators to communicate with each other quickly (Schwartzberg, 2013). The recess 
appointment power was never intended to give presidents an absolute power of appointment. The 
Constitution authorizes the President “to fill up Vacancies that may happen during the Recess of the 
Senate, by granting Commissions which shall expire at the End of their next Session” (Constitution 1, 
1787). There are “intersession” recesses, which occur between two sessions of Congress. Some would 
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also argue there also are “intrasession” recesses that occur within one session of Congress. People who 
assume office through a recess appointment have the same standing and authority as people who take 
office as a result of Senate confirmation. The only difference is that the person’s term is temporary 
because it expires at the end of the next session of Congress. The Adjournment Clause states that “neither 
[chamber] during the Session of Congress, shall, without consent of the other, adjourn for more than three 
days . . .” (Constitution 2, 1787). For one chamber to adjourn, both chambers must agree and pass a 
concurrent resolution. If one chamber wishes to adjourn, but the other chamber does not agree, the 
chamber wishing to adjourn can hold brief pro forma sessions every three days in order to meet the three 
day rule in the Adjournment Clause.      
     The Senate and the executive branch have long fought over recess appointments. In 1863 the Senate 
attempted to end recess appointments by passing legislation that prohibited the payment of salaries to 
certain recess appointees until the Senate confirmed them. This legislation was amended in 1940 to 
provide some exceptions.  Some argue this change shows that the Congress has agreed that intrasession 
appointments by the President are Constitutional since Congress is now willing to pay these people. 
     More recently pro forma sessions have been used to limit the use of recess appointments (VanDam, 
2012). In a pro forma session, one Senator gavels in the session and then promptly ends the session. The 
session satisfies the requirement of not adjourning without the other chamber’s consent. Since 1985 the 
Senate has used pro forma sessions for the specific purpose of preventing recess appointments. Senator 
Robert Byrd even got President Reagan to promise in writing that he would not make intrasession recess 
appointments. Implicit in this compromise is the premise that the Senate could have prevented him from 
making recess appointments by convening pro forma. Current Senate Majority Leader Harry Reed (Dem. 
Nev.) was the first to use these sessions in 2007 to keep President George W. Bush from using breaks 
longer than three days to make recess appointments. President Bush respected the Senate’s power to 
prevent recess appointments and did not make any when the Senate was in regular session (Wolf, 2013). 
On July 9, 2009, President Obama nominated labor attorney Craig Becker to the NLRB. Senate 
Republicans filibustered the confirmation vote. On March 28, 2010, Becker got a recess appointment to 
the board. Becker’s nomination was resubmitted to the Senate on Jan. 26, 2011. The Republicans 
continued to filibuster. A second nominee, Terrence F. Flynn’s nomination, was also filibustered. 
     As a result of these filibusters, the NLRB faced a problem. The Supreme Court’s decision in the 2010 
case of New Process Steel v. NLRB held that the Board could not act unless at least three lawfully 
participating members were present (New, 2010). The expiration of the 2010 Becker recess appointment 
left the Board with only two members. Obama withdrew the Becker nomination and forwarded the Senate 
the nominations of Sharon Block and Richard F. Griffin Jr. The Senate did not act on these nominations 
by the end of the first session of 112th Congress. Between Dec. 17, 2011 and Jan. 23, 2012, the Senate met 
only during ten pro forma sessions. House Republicans would not agree to an adjournment in order to 
block recess appointments. Majority Leader Reid now became a supporter of recess appointments during 
pro forma sessions. Obama then gave recess appointments to Block, Griffin, and Flynn on Jan. 4, 2012 
(Wolf, 2013).   
     Noel Canning is a Pepsi bottling company in Yakima, Washington. The company asked the D.C. 
Circuit to overturn the NLRB’s order finding that the company’s management unlawfully refused to enter 
into a collective bargaining agreement with the Teamsters, who represented their employees. The three-
judge panel held that the NLRB’s finding may have been legally supportable, but the finding was not 
enforceable. The recess appointments were invalid. Without the recess appointments, the NLRB lacked 
the quorum necessary to conduct business. The panel determined that the phrase, “the recess” in the 
Recess Appointment Clause in the 18th century would have only meant the period of adjournment 
between two sessions of Congress. The second session of the 112th Congress convened on Jan. 3, 2012. 
The Jan. 4, appointments were impermissible “intrasession” appointments. Two judges went further and 
argued that the original meaning of “happen” in the Recess Appointment Clause meant, “to occur”. Thus 
the only vacancies presidents can fill during times of recess are ones that open up while the Senate is in 
recess, not vacancies that occurred while the Senate was in session, but not yet filled at the time of a 
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recess. The three-judge panel concluded a strict reading of the Recess Appointment Clause was necessary 
to preserve the Senate’s role in the confirmation process (Noel, 2013).   
     Three main arguments have been raised as to why the recess appointments are invalid and the 
appellate court decided the case correctly (Shane, 2013). First, the Senate was not in recess on January 4, 
2012 when the NLRB appointments were made. This will be analyzed in depth.  Since the founding of the 
Constitution, no President has ever attempted to make a recess appointment during a break of less than 
three days (Francisco, 2013). Such breaks do not constitute “the recess” within the meaning of the 
Constitution. Under the Constitution, neither house can adjourn for more than three days without the 
consent of the other. The recess appointment power has to have some limits. Attorney General Harry 
Daugherty first articulated this limit in an opinion seeking to expand the power. He argued that no one . . . 
would for a moment contend that the Senate is not in session “unless it adjourns for more than three days”  
(Francisco, 2013). 
     The Obama executive branch tried to justify the January 4, 2012 appointments by arguing that the 
Senate’s sessions did not count. The sessions were only “pro forma”. Historically pro forma sessions were 
used to keep a House of Congress in session and comply with the Adjournment Clause. Since at least 
1985 they have been used by the Senate specifically to prevent recess appointments. The Senate was 
meeting regularly and the Senate was available to do business. Short breaks do not count as “the recess” 
or every weekend could count as “the recess.” Opponents of the appellate court’s opinion argue that the 
ability to make intrasession appointments has been asserted by presidents since 1921. Since the first 
Reagan administration, intrasession appointments have been as common as intersession appointments 
(Shane, 2013). This interpretation, however, looses persuasiveness when one realizes this interpretation 
could change the recess appointment process into the primary method of appointment.  
     Supporters of intrasession appointments sometimes call for the adoption of a more functional approach 
as first suggested by Attorney General Harry M. Daugherty. The Senate is in recess when “its members 
have no duty of attendance; when the Chamber is empty; when it cannot receive communications from 
the president or participate as a body to make appointments” (Wolf, 2013). This argument is not 
persuasive in this situation because on December 23, 2011, during the same series of pro forma session in 
which the Noel Canning appointments occurred, the Senate passed the Temporary Payroll Tax Cut 
Commission Act of 2011 by unanimous consent and the president signed it into law. This implies that the 
Senate also could have acted on the confirmation of nominees if it chose to do so. In this era of accessible 
communication and travel, the old “functional” definition of when a body is available would not seem to 
settle the question if adopted.      
     Second, the President may only make recess appointments during intersession breaks, not intrasession 
breaks (Shane, 2013). The text of the Recess Clause states appointments can only be made during “the 
Recess” of the senate. The clause’s history and text interpret this as being the break between sessions, not 
breaks during sessions. The Obama executive branch has attempted to interpret this as meaning 
appointments can be made during any break at any time. The Obama administration would also like these 
appointments to last through the Senate’s current session as well as the end of the Senate’s “next 
Session.” This would mean intrasession appointments would last twice as long as those made during 
intersession breaks. Also, if “the Recess” means any break, then “their next Session” would have to mean 
any morning session or any afternoon session. It could not mean the Senate’s single, annual session. The 
two phrases have to be read together and they have to be consistent in meaning.  
     Third, the President may make recess appointments only to fill vacancies that “happen” during the 
Senate’s recess. This means only openings that become available during a recess, not openings that have 
been available before the recess. Happen means to “come unexpectedly or by chance.” Ongoing vacancies 
do not continue to exist by chance. If the phrase “happen during” means, as argued, “happen to exist,” 
then the phrase adds nothing and just creates ambiguity (Shane, 2013). President Washington’s Attorney 
General Edmund Randolph wrote an opinion that stated Presidents do have the authority to fill existing 
positions that arise during a session of the Senate through The Recess Clause. Despite being a supporter 
of executive power, Alexander Hamilton rejected the ability to fill preexisting vacancies through recess 
appointments (Wolf, 2013). Two of President Obama’s appointments filled vacancies that had existed for 
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several years. The other position had been filled by an intrasession appointment that expired prior to the 
January 2012 “recess.” 
     Additional arguments against the lower court’s opinion are, first, that the opinion is too broad. It does 
not follow principles of judicial restraint. The lower court could have decided Noel Canning on narrower 
grounds. If the panel of judges wished to strike down the appointments, they could have simply 
concluded that an adjournment of three days is too short to count as a “recess.” The 2012 pro forma 
sessions divided the 20-day period into a series of three-day breaks. It would have left the broader 
constitutional question of intersession and intrasession appointments for another day and case when the 
resolution of the issue may be absolutely necessary for the resolution of the case. Judicial restraint may be 
important in bringing the country along in times of deep polarization. The courts should not be seen as 
rushing into political positions that take sides, especially when lower courts are likely to disagree on the 
issue (Shane, 2013).  
     A second argument that can be used in favor of the appointments is that the President must faithfully 
execute the laws of the country. If the President is denied the people necessary to work in the executive 
branch, this duty cannot be fulfilled. There is a simple practical argument in support of this position. The 
relationship between Congress and the executive branch has changed over time. At the time of the 
drafting of the Constitution, the Founding Fathers did not anticipate political parties like Republicans and 
Democrats. They could not have anticipated fights between these parties so great that the party that did 
not hold the presidency would use its Senate power to keep the President from doing the job the people 
elected him to do. Some now argue the President should have the leading roll in staffing the executive 
branch. The Senate’s role should be to guard against political corruption, not to impede the President’s 
policy agenda. Supporters of this position would argue that too literal an interpretation of the Constitution 
would cause the spirit of the document to be achieved (Wolf, 2013). For example, no one would read the 
Constitution and assume the House should have any role in choosing candidates for appointments. Yet the 
House can affect the use of the Appointment Clause today by refusing to allow the Senate to adjourn. If 
the Senate cannot adjourn formally, the Senate is forced to use pro forma sessions to take a break longer 
than three days as happened in 2011. The House could refuse to allow the Senate to go on a longer recess 
to avoid the possibility of recess appointments in the Senate’s absence. Yet the Constitution does not give 
the House a role in this process and certainly not the role of blocking the executive in carrying out the 
duties the people elected him to perform. As times have changed, maybe the interpretation of the clauses 
involved in appointment also needs to change to bring current practices closer to the Founding Fathers 
intentions when they wrote the Constitution. This could be a persuasive argument if the Founding Fathers 
did not believe in checks and balances or they did not see the branches overlapping and interacting. To 
this writer, the Founding Fathers expected the power of appointment to be held jointly. Neither branch of 
government was seen to be in the lead. The Senate may prevent appointments. They may insist that all 
appointments receive their advice and consent. The Constitution should not be rewritten through judicial 
opinions. The appellate court did not do this. They interpreted the document the way it would have been 
interpreted when written. If times have changed and the document needs to be changed, it should be done 
through constitutional amendments. It should not be done through unelected judges. If some version of 
the appellate court’s opinion stands, what message is being sent? This writer believes the Founding 
Fathers intended for the people in the different branches of government to compromise in order to work 
out differences. Things that are achieved by the use of sneaky technical maneuvers looked too much like 
Great Britain in colonial times. Open debate where all could express their ideas and have their vote on 
matters was how things were supposed to work. Coming to consensus and compromise for the higher 
good seems to be a lost art, but an art that needs to be revived for this government to be successful. 
     Since the Supreme Court accepted this case, some limited compromise has occurred. To preserve 
existing filibuster rules and not have the “nuclear option” used, Senate Republicans agreed to allow a vote 
on nominees to the NLRB (and the Consumer Financial Protection Bureau) provided Richard Griffin and 
Sharon Block’s nominations were withdrawn. The new members to the NLRB confirmed in August of 
2013 were Nancy Schiffer, an associate general counsel at the AFL-CIO; Kent Hirozawa, chief counsel to 
NLRB Chairman Mark Gaston Pearce; Chairman Pearce; and Harry Johnson and Philip Miscimarra, both 
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labor lawyers. The Board now has five members and the filibuster rules are intact. Despite falling into a 
shutdown over the budget, a compromise was also reached to resolve this issue. 
     Is the case now over? No it is not. The Supreme Court heard oral arguments for this case in October 
2013. Some commentators thought the case possibly would be moot and dismissed after the two parties 
reached a compromise. The NLRB lost jurisdiction over the Noel Canning case when the case was 
appealed to the D.C. Circuit (Elwood, 2013). During the October 2009 term of the Supreme Court the 
question was raised (in New Process Steel v. NLRB) as to whether two members of the board could 
exercise the Board’s authority when three members of the Board were required for a quorum. Shortly 
after argument to the Court, the President made two appointments to the Board. Then solicitor General 
Elena Kagan was asked by the Court to brief the affect, if any, on the disposition of the case. She argued 
that the two new appointments to the Board should have no effect on the disposition of the case. The 
Board had decided nearly 600 additional cases with only two members and those decisions were still in 
question. She did not believe the new board members could ratify what the prior two members did 
without reviewing all of these cases individually. Also she argued that the Board no longer had 
jurisdiction over the case once the case was appealed to the courts (Elwood, 2013).  
     What might the Supreme Court do in the Noel Canning case? The Court may not adopt the D.C. 
Circuit court’s reasoning in the case. The interpretation of the Constitution concerning intersession and 
intrasession appointments might not have been necessary at this time. The Court also might not have to 
decide whether a vacancy has to actually become vacant during a recess to be filled, or whether a vacancy 
simply can be ongoing to be filled. The Court, if it wished to reject the recess appointments, could simply 
rely on history and past practice and conclude that three-day breaks are not long enough to be recesses, 
and the Recess Appointment Clause does not apply during this period. The January 3-23 period was a 
series of three-day breaks. If the Court wished to uphold the recess appointments, the Court could 
conclude a three-day break is a recess or it could conclude pro forma sessions do not affect the fact that a 
20-day recess is one recess and longer than three days. The Court could also do something unexpected 
such as decide not to give an opinion on the merits. The court could conclude the meaning of a “recess” is 
more a political question and thus left to the President and Congress to resolve. The court could also 
decide the case is now moot as the Board now has five members. This approach would leave unresolved 
the legitimacy of the prior Boards decisions in other cases.  
     The D.C. Circuit used textualist methodology to decide the case. This approach may appeal to Justices 
Scalia and Thomas. Chief Justice Roberts as well as Justices Alito, Kennedy, Scalia, and Thomas will all 
be very aware that the decision in the case will have broad consequences in many cases and across many 
agencies. This is not the only agency or case by the Board where there was only a quorum for business 
because of agency members who came to the agency through recess appointments. Justice Breyer could 
surprise people and come to some decision agreeing with the above justices. He is a veteran of the Senate 
who served as Special Counsel and later Chief Counsel to the Senate Judiciary Committee. While using a 
more pragmatic form of constitutional interpretation, he may desire to preserve a joint role for the Senate 
in appointments through the confirmation process. Justice Kagan has recused herself. It will be interesting 
to see how Justices Stotmayor and Ginsberg analyze the case and whether they will stand-alone or 
persuade others to join them in an alternative position. Of course, this writer could be wildly off in 
predictions on the outcome of this case and the reasoning of this Court.  
     How this case is resolved will have consequences beyond this case. It will affect many other past cases 
the NLRB decided in which the recess appointments needed to be included to form a quorum, as well 
other agencies with boards in similar positions which decided cases. The decision will also affect the 
future relationship between the Senate and the President for years to come. The Constitution is the 
framework of the land, but that framework needs informal norms and customs to fully operate. The use of 
recess appointments is a method for presidents to respond to a Senate trying to stop a President from 
carrying out the law of the land as he sees fit. Presidents do need to be judicious in making recess 
appointments for fear of antagonizing Senators, as the President may need support from on other issues. 
Governmental officials on both sides of the political isle need to relearn the fine art of compromise and 
deal making. The party in power now will again be out of power in the future. Clever tricks to get around 
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constitutional requirements would be available to the opposition party in the future. Compromise within 
the framework of the Constitution is what is needed for this government to work properly and be a 
blessing to people of this country and the world. 
 
References    
Constitution, (1787, September 17). 1. Article II, Section 2, Clause 3. 2. Article I, Section 5,   Clause 4. 
Elwood, J., (2013, July 16). Commentary: will the filibuster deal moot noel canning? Retrieved from 

http//www.scotusblog.com. 
Francisco, N., & Burnham, J., (2013, May). Essay: noel canning v. nlrb – enforcing basic constitutional 

limits on presidential power. 99 Virginia Law Review in Brief, p. 17. 
Hamilton, A., (1788, March 11). The executive department. New York Packet.  Retrieved from 

http//www.constitution.org/fed/federal67.htm.    
Madison, J., (1788, February 6). The structure of the government must furnish the proper checks and 

balances between the different departments. Independent Journal. Retrieved from 
http//www.constitution.org/fed/federal51.htm. 

New Process Steel, L. P. v. NLRB, (2010, June 17) 130 S.Ct. 2635. 
Noel Canning v. NLRB, (2013, January 25). 705 F.3d 490 (D.C. Cir.), Supreme Court Docket 12-1281. 
Schwartzberg, N., (2013, Spring). Article: what is a recess: recess appointments and the framers’ 

understanding of Advice and Consent. 28 The Journal of Law & Politics, p. 231. 
Shane, P., (2013, September 21). The future of recess appointments in light of noel canning v.nlrb. 

Retrieved from http://about.bloomberglaw.com. 
VanDam, J., (2012. Fall). Note: the kill switch: the new battle over presidential recess appointments. 107 

Northwestern University Law Review, p. 361. 
Wolf, A., (2013, March). Note: taking back what’s theirs: the recess appointment clause, pro forma 

sessions, and a political tug-of-war. 81 Fordham Law Review, p. 2055. 

21

http://about.bloomberglaw.com/


Teaching Social Studies Concepts Using Children’s  
Literature to meet Common Core Strands 

 
 
 

 Susan Davis 
Drury University 

 
Dianne Lawler 

Arkansas State University 
 
 
 

Introduction 
     The purpose of this paper is to provide a model that integrates children’s literature to teach social 
studies standards.  As of publication, the Common Core State Standards (CCSS) only identify strands in 
English Language Arts and Mathematics; however, it is the authors’ belief that within the next two years, 
strands will be identified for social studies and science. While reviewing components of effective literacy 
instruction and the Social Studies standards as identified by the National Council for Social Studies 
(NCSS), the question of how the Common Core Standards affect Social Studies instruction are explored. 
Finally, the big idea of the paper is that children’s literature is an important component in teaching Social 
Studies content.  
Literature Review 
What do we know about CCSS? 
     The Common Core State Standards, which have been adopted thus far by 45 states, Washington, D.C., 
four territories, and the Department of Defense, are learning goals developed to ensure students have the 
knowledge and skills needed to be college and career-ready. The CCSS’ online mission statement 
explains that they provide a “consistent, clear understanding of what students are expected to learn, so 
teachers and parents know what they need to do to help them” (2013). The standards for English language 
art (ELA) and mathematics outline what is expected of students at each grade level; however, there are no 
standards for specific content area learning in Science and Social Studies.  The authors believe that the 
standards set forth by the NCSS will be adapted to become the CCSS for Social Studies. As Clifton 
(2012, p. 9) points out, “the standards are not a teaching curriculum; they are goals and expectations for 
students.” The responsibility of planning engaging lessons, rich in content that meets the needs of today’s 
students, falls to teachers and educational leaders. One might ask what the needs are of today’s students. 
The CCSS call for incorporation of 21st century skills through the use of exemplar texts to meet these 
standards.   
     According to the Partnership for 21st Century Skills (2013), 21st century skills encompass core 
academic subject knowledge, critical thinking, effective communication, and collaboration, which are 
necessary for success in today’s world. The core subjects include English, reading or language arts, world 
languages, arts, mathematics, economics, science, geography, history, government, and civics. 
Interdisciplinary themes are: global awareness; financial, economic, business and entrepreneurial literacy; 
civic literacy; health literacy; and environmental literacy.  
     Learning and innovation skills encompass creativity and innovation; critical thinking and problem 
solving; and communication and collaboration. Because of our current state of technology, students must 
be skilled in gathering and using information, media, and technology. Information literacy; media 
literacy; and information, communications, and technology (ICT) literacy provide the knowledge base to 
accommodate for the rapidly changing world. Students must also develop life and career skills, including 
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the ability and flexibility to adapt; self-direction; social and cross-cultural skills; skills that allow for 
productivity and accountability; and a sense of leadership and responsibility.  
     A major component of the CCSS, exemplar texts have been identified which meet criteria set forth by 
the Standards initiative committee. The examples are guideposts in helping educators select texts of 
similar complexity, quality, and range for their own classrooms. “They expressly do not represent a 
partial or complete reading list” (Appendix B, p.2). The Standards initiative, therefore, has left the 
identification of quality, children’s literature in the hands of teachers and curriculum leaders. In grades 
Pre-K through 2, Coleman and Pimental (2102) explain that one of the criteria for identifying exemplar 
texts require literature selections be linked meaningfully to content area learning and that there is a need 
for using explicit instruction to teach children how to read informational text. In grades 3–5, the CCSS 
specifically identify that literary texts are to be read 50% of the time and informational texts are to be read 
50% of the time. “These texts are to include reading in ELA, science, social studies, and the arts” 
(Coleman, et.al., 2012, p. 5). The tremendous benefit of using high-quality literature is that it will 
encourage students and teachers to dig more deeply into their meanings than they would with lower 
quality material.  
What do we know about effective reading instruction? 
     Globally, educators are aware of how crucial reading is to student achievement. “While the best 
predictor of reading success is the amount of time spent reading, reading achievement is also influenced 
by the frequency, amount, and diversity of reading activities” (Neuman, 2006, p. 7).  Wenglinsky (2003) 
reiterates in his study that “Students who are exposed to real texts—books and stories rather than short 
passages in basal readers—and who respond to what they read perform better on standardized tests of 
reading achievement” (p. 19). Highly effective teachers also incorporate high-quality trade books that 
accurately portray diversity into their curriculum, while introducing students to a wide range of genres, 
authors, and topics. Students who read a diverse range of reading materials are more proficient readers 
than those who read a narrower selection of texts. “Effective teachers of reading know that reading aloud 
books that are more difficult than their students are able to read independently bridges the gap for those 
students with limited language experiences in their background” (Neuman, 2006, p. 9). Reading aloud to 
students allows teachers to model reading strategies. Effective teachers understand that the modeling of 
reading strategies through reading aloud supports readers in learning how to make meaning from diverse 
types of text from all genres, including informational and narrative texts. Teachers must model the steps 
in reading including reading fluently. “You can help your students become more fluent readers by 
providing them with models of fluent reading.” (Armbruster, Lehr, & Osborn, 2001, p. 26).   
What are the social studies standards? 
     Updated in 2010, the National Council for the Social Studies created national curriculum standards, a 
set of principles that provides a framework for selection and organization of content used to build a viable 
and valid social studies curriculum for grades pre-K through 12. These curriculum standards provide a 
framework for the implementation of content standards and address issues that are broader and deeper 
than merely identifying content specific to a discipline. The curriculum standards are organized by ten 
themes that identify concepts for each grade level. The social studies curriculum standards address the 
overarching purpose of social studies programs, which is “to help young people make informed and 
reasoned decisions for the public good as citizens of a culturally diverse democratic society in an 
interdependent world” (NCSS, 2012, p. 3). The standards are organized by ten themes: 1) Culture; 2) 
Time, continuity, and change; 3) People, places, and environments; 4) Individual development and 
identity; 5) Individuals, Groups, and Institutions; 6) Power, authority, and governance; 7) Production, 
distribution, and consumption; 8) Science, technology, and society; 9) Global connections; and 10) Civic 
ideals and practices.  
     Social Studies instruction is imperative to maintaining our culture. Even though standards are not 
identified in the CCSS, teachers must endeavor to foster a knowledge base about the very premise our 
society is based upon. “Students must use creative and critical thinking skills for problem solving, 
decision making, and resolving differences” (Farris, 2007, p. 24).  In order to enhance these skills, 
students need exposure to each of the themes of social studies with emphasis on 21st Century Skills. For 
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example, economics is identified as a core subject of 21st century skills and by the NCSS under the theme 
of Production, Distribution, and Consumption. Rodger, Hawthorne, and Wheeler (2007) point out that 
many teachers are too busy with other content to teach economics. They encourage the use of children’s 
literature to emphasize the theme of economics in literature selections. “A common approach is for 
teachers to integrate literature with economics content into classroom time devoted primarily to reading 
aloud to children or to reading instruction with a relatively short discussion of the main economic ideas” 
(Rodger, Hawthorne, & Wheeler, 2007, p. 45). Teachers must utilize the texts not only for teaching the 
skills and strategies for reading, but on the valuable content provided.  
How can teachers effectively infuse the social studies themes into the curriculum? 
     The use of high-quality exemplar texts is a principle requirement of the standards for ELA and 
Literacy in History/Social Studies, Science, and Technical Subjects. When teachers choose literature, they 
should examine the value of the content offered in the text.  One of the criteria for identifying exemplar 
texts is meaningful connections to content area learning. Students will need explicit instruction on how to 
read informational text and identify content information. “Teachers must instruct students in strategies for 
extracting and organizing critical information from text…Thus, whether children will make rapid or slow 
progress in becoming skilled readers depends upon the content and method of instruction” (Anderson, 
et.al., p. 80). “The teacher emphasizes reading and discussion of authentic texts, including exposition and 
narrative. Knowledge-rich topics in social studies and science, as well as literature, are used as the content 
for reading and writing instruction” (Guthrie, Schafer, Von Secker, & Alban, 2000, p. 216). By using 
high-quality literature, students and teachers delve more deeply into texts to attain a higher-level of 
thinking rather than the standard knowledge base. 
     By using read-alouds, teachers model skillful oral reading, reading strategies, and provide direct 
instruction on content. “Opportunities to read-aloud and listen to others read aloud are features of the 
literate environment” (Anderson, et. al., 61). “As proficiency develops, reading should be thought of not 
so much as a separate subject in school but as integral to learning literature, social studies, and science” 
(Anderson, et.al., p. 69). 
     Teachers strive to reach all learners while considering students’ abilities, interests, and motivations. 
Teachers endeavor to use strategies and methods that will reach all children.  Students need exposure to 
literature of all genres, as well as, demonstrations of appreciation for the “background experience of 
culturally diverse students, bridges the gap between home and school, and enhances their engagement in 
reading” (Neuman, 2006, p. 6). All students develop language through exposure and practice. Teachers 
must and make reading and writing appealing and significant to students (McLaughlin, 1995).  Effective 
teachers know that students who read a wide range of material are more proficient readers; therefore, 
teachers incorporate diverse trade books into their curriculums. 
     Coleman and Pimental (2012) encourage that science and social studies be taught in such a way that 
students have access to the concepts and vocabulary through read-alouds beyond what they can read on 
their own. Material for teaching social studies should include a wide variety of children’s literature 
including picture books and read-alouds. “Picture books in content areas are extremely helpful for less 
able readers as well as visual learners” (Villano, 2005, p. 125). “Teachers who are likely to have students 
with relatively high reading achievement use narrative and information books in social studies, science, 
and literature in a wide range of difficulty levels that match students' reading levels” (Guthrie, et.al., 
2000, p. 213). “Today, as never before, educators are directly their attention to the importance of 
encouraging content area literacy instruction at even the earliest levels” (Moss 2005, p. 46).Through the 
use of children’s literature and read-aloud experiences, Teachers teach skills and strategies related to 
reading, while explicitly uncovering concepts embedded in the text.   
Using children’s literature selections to teach NCSS standards and CCSS 
     The author reviewed three children’s texts; each at a different reading level for grades K-6. In 
Appendix A of this paper, correlations are provided between each of the social studies themes and 
supporting text from How are we the same and different?; Because of Winn-Dixie; and Holes.   
     How are we the same and different? is an informational text that provides an underlying theme of 
diversity that is easily aligned with the NCSS themes for social studies. By offering the story as a read-
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aloud to kindergarten and first grades and incorporating group discussions and writing activities, teachers 
effectively teach students the importance of the themes. The following standards from the CCSS in ELA 
support history/social studies for grades K-1: RI.K.10; W.K.2; RI.1.10; W.1.2; LS.K.6; LS.1.6. For 
example, under the theme of People, Places, and Environment teachers might point out the earth in the 
solar system and then explore a globe, while incorporating reading and writing standards as part of the 
learning. This could also easily align with science standards lending to an interdisciplinary unit of 
instruction. The appendix provides more examples aligning each theme with an example activity.  
     Because of Winn-Dixie, a literary text, was identified by the CCSS as exemplar. This literary text 
provides real-world situations for children to make text-to-self connections. The story is rich in detail and 
allows for easy alignment with each of the ten themes of social studies. Because of Winn-Dixie can be 
utilized as a read-aloud for lower grades or could be read independently by students in 2nd or 3rd grade. 
Along with group discussions and writing activities, teachers effectively teach students the importance of 
the themes and opportunities to delve deeply into social studies content. Other activities may include 
research in the settlement of Florida, study of the Civil War, and the production of candy. The following 
standards from the CCSS ELA support history/social studies for grades 2-3: RI.2.10; RI.3.3; RI.3.10; 
LS.2.6; LS.3.6. 
     Holes, a well-known literature selection, that has won many literary awards, offers two different 
historical themes, but is set in present day. This book could be used as a read aloud in 4th and 5th grades. 
In addition to discussions and writing, students may create timelines, research global connections, and 
engage in study of civic practices. The following standards from the CCSS support history/social studies 
for grades 4-5: RI.4.3; RI.4.10; RI.5.3; LS.4.6; LS.5.6. 
Summary 
     According to the National Commission on Reading (Anderson, et.al., 1985), children’s literature is an 
important component in social studies content. The CCSS clearly afford the responsibility of identifying 
exemplar texts to the teachers based on professional judgment and students’ interests, motivations, and 
abilities. Using the guidelines set forth by the CCSS to identify exemplar texts, teachers identify content 
rich trade books and align these books with the NCSS social studies standards. Teachers then integrate 
these with standards infused in the English Language Arts and Literacy in History/Social Studies, 
Science, and Technical Subjects. Anderson et.al. (1985, p. 82) remind us, “The idea that reading 
instruction and subject matter instruction should be integrated is an old one in education.” With read-
alouds, exploration of the content, and reading and writing activities, students will have meaningful 
experiences with literature. By incorporating 21st century skills, teachers enhance depth of learning to 
provide opportunities to move students into the global market. Teachers who integrate content area 
learning with reading provide the opportunity for in-depth learning and real-world connections. Guthrie 
reports in his meta-analyses of the effects of instructional practices in reading support that “Positive 
effects were observed for the integration of reading instruction with writing and learning in content 
domains such as science and social studies” (2000, p. 221).  Based on the identification of 21st Century 
Skills and the themes of the NCSS, social studies instruction is paramount to the success of today’s 
students. The information provided in Appendix A lends itself to further interdisciplinary connections, 
that aligned with CCSS ELA standards and NCSS themes, allow for in-depth learning for students. 
     The inclusion of social studies standards in the CCSS is crucial to the education of students. “If today's 
teachers are to help students meet the literacy demands of the 21st century, it is essential that the 
elementary curriculum reinvent itself in ways that give content area literacy a place of greater 
prominence” (Moss, 2005, p.53). Only by exploring the social studies standards will students understand 
that knowledge of the past is necessary to create a better future. In order for today’s students to be 
successful in their goals and dreams, learning about Social Studies concepts-History, Civics, Economics, 
etc. through literacy, writing, listening, and interactions with quality literature is necessary. Teachers and 
teacher educators must advocate for what is best classroom practice: addressing the standards through in-
depth study, teaching deeper meaning, and integrating the curriculum. 
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Appendix A: Social Studies themes-to-text correlation 
How are we the same and different? Grade K-1 
Culture-p. 68--Concepts such as: similarities, differences, beliefs, values, cohesion, and diversity; Explore 

and describe similarities and differences in the ways various cultural groups meet similar needs and 
concerns 

Text p. 14, 15-what we need; p. 16,17-different cultures. Example: We all need air. We all value a sense 
of belonging.  

Time, Continuity, and Change-p. 70--Key concepts such as past, present, future, similarity, difference, 
and change 

Text p. 8, 9-growing and change. Example: As we grow, our bodies change and will continue to change.  
People, Places, and Environment-p. 73--Involves the study of location, place, and the interactions of 

people with their surroundings 
Text p. 10-Earth is our home. Example: Point out the earth in the solar system and then explore a globe.  
Individual Development and Identity- p. 76--Individuals have characteristics that are both distinct from 

and similar to those of others; individuals bring specific abilities, interests, and talents in working 
with others to make decisions and solve problems.   

Text p. 4-same and different; p. 20-different talents; p. 24, 25-we can change; p. 30- different is beautiful. 
Example: If we all liked the same things, life could be very boring.  

Individuals, groups, and institutions-p. 78--Concepts such as: community, culture, role, competition, 
cooperation, rules; and norms; Characteristics that distinguish individuals 

Text p. 13-we are connected. Example: Questioning that involves about relatives in different parts of the 
world and their friends.  

Power, Authority, and governance-p. 80--Rules and laws can serve to support order and protect individual 
right 

Text p. 15-to feel safe. Example: We have a right to be safe in our classroom, school, and community.  
Production, Distribution, and Consumption- p.82--The goods and services produced in the market and 

those produced by the government. 
Text p. 14-what we need. Example: Who grows vegetables? Do you know someone who makes crafts or 

marketable goods?  
Science, Technology, and Society-p. 85--That media and technology are a part of every aspect of our 

lives 
Text p. 15-picture with laptop. Example: We use computers every day. What are other tools or ways we 

find out information?  
Global connections-p. 87--Global connections affect daily life for individuals and those around them 
Text p. 28-making a difference. Example: What can we do in our community to make a difference? 

Follow “pay it forward” example and make a global connection.  
Civic Ideals and Practices-p. 90--Concepts and ideals such as individual dignity, fairness, freedom, the 

common good, rule of law, civic life, rights, and responsibilities 
Text p. 24, 25-we can change. Example: What is the common good?  
Because of Winn-Dixie Grades 2-3 
Culture-p. 68: Concepts such as: similarities, differences, beliefs, values, cohesion, and diversity; Explore 

and describe similarities and differences in the ways various cultural groups meet similar needs and 
concerns 

Text p. 176: “I looked around the room at all the different faces, and I felt my heart swell up inside me 
with pure happiness." Example: Focus on differences in values.  
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Time, Continuity, and Change-p. 70: That we can learn our personal past and the past of communities, 
nations, and the world by means of stories, biographies, interviews, and original sources such as 
documents, letters, photographs, and artifacts 

Text p. 23: “…He won’t talk to me about her at all.” and p. 43: “Well,” said Miss Franny, “it is a very 
long story.” Example: Focus on secondary sources—story of Miss Franny’s grandfather and father.  

People, Places, and Environment-p. 73: Concepts such as location, direction, distances, and scale 
Text p. 13: “…me and the preacher moved to Naomi, Florida…”; p. 21: “…when we moved to Watley.”;  

p. 45: ‘Back when Florida was wild…” Example: Plot journey from Watley to Naomi, FL.  
Individual Development and Identity- p. 76: Concepts such as growth, change, learning, self, family, and 

groups; Physical, intellectual, and emotional growth affect individual identity, growth, and 
interactions with others 

Text p. 165: “You always give up!” I shouted. “You’re always pulling your head inside your stupid old 
turtle shell.” Example: Focus on how people change and how others’ effect change.  

Individuals, groups, and institutions-p. 78: The impact of families, schools, religious institutions, 
government agencies, financial institutions, and civic groups on their lives 

Text p. 95: “I’m the one who drank what was in ‘em.” “My mama drank,” I whispered. Example: The 
impact of family issues in one’s life.  

Power, Authority, and governance- p. 80: Rules and laws can serve to support order and protect 
individual rights; the basic elements of government in the US: executive, legislative, and judicial 
authority 

Text p. 131: “I knocked him out. Then I went to jail.”; p. 83: “I have been in jail,” Otis said. Example: 
Judicial concepts.  

Production, Distribution, and Consumption- p. 82: The characteristics and functions of money and its 
issues; what people and communities gain and give up when they make a decision 

Text p.  54: “An installment plan,” I said, ignoring the parrot, “you know, where I promise to give you my 
allowance every week and you give me the leash and the collar now.” “Or I could work for you, I 
said.”;  p.111: “It was there that my great-grandfather manufactured the Littmus Lozenge, a candy 
that was famous the world over.” Example: Aspects of supply and demand; barter and trade; how a 
manufacturer makes global connections.  

Science, Technology, and Society- p. 85: How society turns to science and technology to solve problems 
Text p. 41:“The Herman W. Block Memorial Library sounds like it would be a big fancy place, but it’s 

not. It’s just a little old house full of books, and Miss Franny Block is in charge of them all.” 
Example: How time and technology have changed comparing libraries of the past and present.  

Global connections- p. 87: Global connections may be various types (e.g., cultural exchange, trade, 
political, economic, or travel) 

Text p. 111: “It was there that my great-grandfather manufactured the Littmus Lozenge, a candy that was 
famous the world over.”; p. 79: “There were rabbits and hamsters and gerbils and mice and birds and 
lizards and snakes, and they were all just sitting there on the floor like they had turned to stone…” 
Example: Research a candy company that has international sales. Research locations where animals 
for pet shop were imported.  

Civic Ideals and Practices- p. 90: Democratic ideals and practices are often represented in excerpts from 
contemporary and historical sources, quotations, and stories 

Text p. 101: “Do not tell me you have never heard of the Civil War?”; p. 104: “Litttmus V. Block was just 
a boy when the firing on Fort Sumter occurred,” Miss Franny Block said as she started in on her 
story. Example: Explore Civil War concepts and locations of battles mentioned in text.  

Holes Grades 4-6 
Culture-p. 95: That culture may change in response to changing needs, concerns, social, political, and 

geographic concerns. That language, behaviors, and beliefs of different cultures can both contribute 
to and pose barriers to cross-cultural understanding 
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Text p. 109: “Sam wasn’t allowed to attend classes because he was a Negro, but they let him fix the 
building.” Example: Explore culture and treatment of African-Americans during the era of Sam and 
Kate Barlow.  

Time, Continuity, and Change-p. 98: The contributions of key persons, groups, and events from the past 
and their influence on the present. 

Text p. 28: “Stanley’s great-great-grandfather was named Elya Yelnats. He was born in Latvia.” p. 101 
“One hundred and ten years ago, Green Lake was the largest lake in Texas.” Example: Explore how 
Elya Yelnats’ choices affected future generations—timeline. Explore then and now of Green Lake.  

People, Places, and Environment-p. 101: The theme of people, places, and environments involves the 
study of the relationships between human populations in different locations and geographic 
phenomena such as climate, vegetation, and natural resources; past and present changes in physical 
systems, such as seasons, climate, and weather, and the water cycle, in both national and global 
contexts 

Text p. 3:  “There is no lake at Camp Green Lake. There once was a very large lake here, the largest lake 
in Texas. That was over a hundred years ago. Now it is just a dry, flat wasteland.”; p. 129: “But the 
image of the fist and thumb remained in Stanley’s head.” Example: Explore how climate and 
changes of Camp Green Lake then and now.  

Individual Development and Identity- p. 105: How personal, social, cultural and environmental factors 
contribute to the development and the growth of personal identity. That perceptions and 
interpretations of information about individuals and events, and can be influenced by bias and 
stereotypes. 

Text p. 19: “You know why his name’s Zero? Because there’s nothing inside is head.” Example: Explore 
how the actions of others affect personal development.  

Individuals, groups, and institutions-p. 108: That groups and institutions change over time; that 
institutions may promote or undermine social conformity;   

Text p. 25: “The judge said that there was an opening at Camp Green Lake, and he suggested that the 
discipline of the camp might improve Stanley’s character.” Example: Discuss the judicial system and 
how the premise behind the Camp.  

Power, Authority, and governance- p. 110: Fundamental values of constitutional democracy (justice) 
[theft of property, murder]; Compare and analyze the ways in which groups and nations respond to 
the richness of unity and diversity, as well as tensions and conflict associated with unity and 
diversity 

Text p. 114: “It ain’t against the law for you to kiss him,” the sheriff explained. “Just for him to kiss you.”  
Example: Explore how governance has changed over time to include people of all races.  

Production, Distribution, and Consumption- p. 112--The economic choices that people make have both 
present and future consequences. 

p. 109: “They made a deal. He agreed to fix the leaky roof in exchange for six jars of spiced peaches.” 
Example: Explore supply and demand and the barter system.  

Science, Technology, and Society- p. 115: Our lives today are media and technology dependent 
 p. 231: “The commercial showed a baseball game.” Example: The use of propaganda to produce 

profit.  
Global connections- p. 118: Global connections have existed in the past and increase rapidly in current 

time. 
p. 7: “It was all because of his no-good-dirty-rotten-pig-stealing- great-great-grandfather.” Example: 

Trace history of Stanley’s great-great-grandfather and how his choices later affected him in America.  
Civic Ideals and Practices- p. 122:Key practices involving the rights and responsibilities of citizenship 

and the exercise of citizenship (respecting the rule of law, and due process) 
 Text p. 24: “The judge called Stanley’s crime despicable.” Example: Explore due process and delve 

deeply into judicial system. 
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Co-Teaching: From K-12 Teaching to Teaching in Higher Ed 
     Since the passage of 94-142, Education for All Handicapped Children’s Act in 1974, professional 
educators and schools have been scrambling to determine the best methods and strategies for effectively 
educating students with special needs (Polloway, Patton &Serna, 2008).  Historically, two very common, 
yet philosophically different, methods have been used: collaboration and co-teaching. Although many 
professionals use the terms interchangeably, the two strategies are uniquely different in their goals and 
ultimate outcomes (Friend, 2011). 
     Collaboration as defined by Friend and Cook (2010) is “a style for direct interaction between at least 
two co-equal parties voluntarily engaged in shared decision making as they work toward a common goal” 
(p. 7).  Collaboration is a teaching or style of interacting with another educatorin the planning, design, and 
assessment of learning.  Successful collaboration requires more than simultaneous presentation.   
     Friend (2011) notes that successful collaboration includes several critical factors: teacher compatibility 
and willingness to collaborate, defined roles and responsibilities, mutual goals, shared decision making, 
and shared accountability.Education is not successfully completed in isolation. Collaboration is necessary 
for the success of all students, especially those with special needs. 
     Co-teaching offers a common delivery methodology. Two or more licensed professionals jointly plan, 
deliver and assess instruction in a shared space with a diverse group of students (Friend, 2011).  In a 
positive co-teaching model, the combined strength of two licensed and highly qualified educators can 
supply additional sources of support that may not be available in a traditional classroom setting.  This 
form of uniquely planned and executed instruction can result in improved learner outcomes for all 
students, benefiting all the students in the classroom through two dynamic individuals with unique 
strengths and expertise.   
     The rise of inclusionary education (educating students with special needs alongside their general 
education peers) has mandated that co-teaching be used as an effective and productive teaching method 
(Smith, Polloway, Patton, J., & Dowdy, 2012).  Like all teaching methods, there is no one size fits all 
approach.  Various co-teaching formats are currently represented within the public school setting.  Friend 
(2011) shares that educators and school administrators must find the type of co-teaching which bestfits 
the needs of the students, the educators and ultimately the mission of the school.  The most common 
styles of co-teaching are: 

• One teach, one observe; where one teacher in in charge of the  
teaching while the second teacher may gather and record data. 

• Parallel teaching consists of two teachers splitting the classroom students into two groups and 
simultaneously teaching similar material to both groups. 

• Station teaching provides the students with the movement from one academically theme station to 
another.  Each station would have an education outcome attached with oversight by the classroom 
teachers.  
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• Alternative teaching involved the teaching of an overall lesson and then the separation of the 
students into groups where the lesson will be differentiated based on their needs and academic 
abilities.   

• One teach, one assist; is the most rudimentary of co-teaching models and consist of one main 
teacher while the other educators places themselves in the classroom to assist the main teacher 
and the students.   

• Teaming is the most evolved and collaborative in the models of co-teaching.  When engaged in 
teaming both educators must have trust in their co-teacher and their skills as they weave teaching 
and assessment together seamlessly.   

     Historically, co-teacher “pairing” has been based upon teacher experience.  In experienced novice 
teachers have been paired with school “veterans”.   However, novice teachers graduating from teacher 
preparation programs that value co-teaching may actually have had more experience with the model than 
their “veteran”colleagues.  Consequently, teacher training may result in the “novice” becoming the 
educational leader within the co-teaching team.  
     Universities are tasked with the responsibility of preparing teachers to enter the workforce armed with 
strategies and instructional models that result in improved student performance.  Teacher education 
programs must embrace, demonstrate and model the most effective, and often evolving, methodologies.  
“Co-teaching university courses is one way to effectively model and develop the collaborative skills of 
teacher candidates” (Bacharach, Heck, & Dahlberg, 2008).This paradigm shift offers ready benefit to the 
classrooms of the future.   
     The idea of co-teaching in higher education is intriguing, yet filled with many questions.  While public 
school teachers and university faculty may both be receptive tothe idea and philosophyunderlying co-
teaching,both share common concerns that are often viewed as obstacles to success: willingness to 
collaborate, common planning time, grading issues, teacher accountability, and administrative support. 
     Teachers in the K-12 public schools cite thelack of administrative support as their primary obstacle.  
Administrators are often unwilling, or unable to provide teachers willing to co-teach with a common 
planning time during the school day.  At the higher education level, faculty members also cite the lack of 
administrative support, yet use the term to reflect a perceived administrative inflexibility (Villa, 
Thousand, &Nevin (2004).   
     Attitudes and egos often hinder a successful collaboration and ultimately could negatively impact the 
co-teaching model.  Teachers in the K-12 public education setting often demonstrate the “my kids, your 
kids” attitude in regard to students with and without special needs (Smith, Polloway, Patton, &Dowdy, 
2012). Classroom teachers may be reluctant to relinquish responsibility for “their students” to a co-
teacher in another discipline and may assert a special allegiance to the students listed on their own class 
roles. 
     Perceptions of “ownership” are also reflected in higher education.  However, unlike their K-12 
colleagues, faculty perceptions of ownership are more closely linked to specific course content. In 
addition, university faculty is accustomed to teaching from the perspective of “accomplished leadership”.  
Consequently, egos and attitudes may influence willingness to collaborate with others in a shared arena of 
responsibility.Like K-12 educators, faculty in higher education must put aside their credential-based 
arrogance when it comes to ownership of the course and the material to be taught in the course.  It is vital 
that potential co-teaching faculty agree on the course design, use of materials, and have a “property” plan.  
Faculty must see the value in both fields of study and plan instruction to highlight each aspect of faculty 
expertise with in the co-teaching classroom.  The idea that two heads are better than one can open the 
door for a different approach to a common curriculum.   Faculty must be willing to share their expertise as 
they develop a unified approach to a common curriculum. 
     Most recent obstacles in co-teaching collaborative partnerships are related to the K-12 public 
education teacher evaluation system that links student test scores with teacher performance ratings. 
Teachers are becoming more and more unwilling to let go of any control which could come back to 
negatively impact their own teaching evaluations  (personal communication with Jackie Burns, Special 
Education Director, Portales Municipal Schools September 6, 2012.). 
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     University faculty encounter anequally problematic scenario.Teacher evaluations in higher education 
are aligned with tenure and promotion decisions.  Comments from students enrolled in coursework are 
considered as an integral aspect of the evaluation system. While university faculty evaluations are not 
currently tied to student test scores, faculty are aware of the practice and fear that higher education may 
follow a similar model. Like their K-12 colleagues, university faculty might be reluctant to participate if a 
co-teacher’s performance could negatively impact their semester teaching evaluations. 
     Faculty load-defined as the number of courses that an individual teaches during the academic year-
determines teaching schedules and faculty responsibilities. Similar to their K-12 counterparts, university 
co-teachers must consider the question of divided responsibilities. How will load be divided among 
faculty who are teaching the same course?  Administrators must be imaginative and forward thinking 
when viewing faculty load in regard to best practice.Faculty volunteering to co-teach should not be 
penalizedby having their “load” reduced when they choose to co-teach.  
     Teaching in higher education is often viewed as half-time work for full-time pay.  More than just 
teaching schedules and office hours must be taken into consideration when it comes to co-teaching in 
higher education.  The requirements of the faculty evaluation system dictate that faculty engage in, not 
only teaching, but service and scholarship as well.  Planning time for co-teaching has to fit in between the 
mandatory committee meetings, conference presentations, course grading, mandatory student advising 
sessions and the actual teaching of courses (Platt, Walker-Knight, Lee, & Hewitt, 2001).   
     Like the curriculum, the dance of grading must be discussed and decided proactively.  Will each 
faculty member be responsible for grading the work in their expertise area?  Are there assignments that 
will require grading input from both co-teaching members?  If so, is there a grading plan in place to 
ensure, or at lease level the idea of, inter-grader reliability?   
     In line with the common obstacles of co-teaching in both K-12 and higher education are the shared 
benefits in co-teaching both levels share.   Bacharach et al., (2008) share that a classroom which evolves 
from an isolated island of learning to an “all students can learn” classroom demonstrates one of many 
positive results found in co-teaching.  Co-teaching combines the talents of two professional educators 
along with the diversity each teacher’s background brings to the classroom and ultimately learning within 
the classroom. 
     Friend and Cook (2010) remind us that co-teaching provides all students (those in K-12 public 
education and in higher education) access to two teachers, two points of view, two teaching styles and 
experience in a classroom with a lower student to teacher ratio.   The students are not the only people who 
benefit from a successful co-teaching experience.  The educational professionals reap the rewards in a co-
teaching classroom as well.   Bacharach et al., (2008) stress the added value in successful co-teaching 
includes class coverage; the class can and will go one even if one teacher is out for the day.   
     The unparalleled professional development gained by all educators in the co-teaching experiencemay 
be one of the most beneficial aspects of co-teaching.Bacharach et al., (2008) note that co-teaching faculty 
reported,  

I would co-teach again in a heartbeat,” “I would love to co-teach  
again.  I learned so much in the process; planning, sharing, 
general information, and current studies/research,” and, “after  
teaching ‘solo’ my whole career, I found consulting with a peer  
on all decisions (small and large), really forced me to be  
conscientious about all that I do and say.  I also relearned the  
art of listening to another’s perspective when it comes to making pedagogical decisions.  
In some ways, this experience felt like  
I was student teaching again” (13). 

     The preparation of all students can be enriched through a successful co-teaching model.  Teacher 
candidates in higher education have the benefit of watching and being mentored by two highly qualified 
experts. Two expert practitioners only enhance and support teaching and learning in the co-teaching 
classroom (Villa et al., 2004).  The university student can learn successful strategies for emergent literacy 
from a faculty member experienced with the general education curriculum, while at the same time 
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learning how to modify reading strategies for struggling readersfrom the faculty member knowledgeable 
of special education .The resulting methodology successfully integrates the constructivist and behaviorist 
philosophies envisioned by both disciplines. 
     The benefit of multiple instructors may extend beyond the classroom. Varied teaching schedules may 
make it more difficult for university students to meet with their faculty mentors.  The practice of having 
two professors in the same course provides students with access to two professors for advising, 
assignment questions, collaboration and mentorship.   
     Two professors also provide for the continuity of coverage if one professor must be out of the 
classroom.  Unlike K-12 education, substitute teachers are not available at the collegiate level; when a 
professor must miss class, students miss out on the class time as well.  In a co-teaching environment one 
teacher being absent would not have to negatively impact the class with a cancellation.  While the 
expertise of the absent professor would be missed, the class could continue as planned.   
     Teacher candidate training classes, orfield service, arevital components of teacher preparation.Having 
two professors sharing the observation and data collection burden during field service work only provide 
a more positive outcome (York-Barr, Bacharach, Salk, Frank, & Beniek, 2004).  In addition, co-teaching 
supports lower student –teacher ratios in the classroom.  While 30 university students in an elementary 
education methods class may be viewed as problematic,two professors sharing the load, result in a more 
appealing 15:1 ratio.   
     As in all professional collaborative experiences, time must be expended initially to help ensure success 
of the project.  If the co-teachers are aware of the obstacles they face, together they can proactively 
strategize to plan for the obstacles as they move toward a successful co-teaching experience (Cook & 
Friend, 1995).  Research can provide proven strategies and methods for success.  However, research must 
be expanded beyond written, historical data and include ongoing qualitative experiences. Potential 
collaborators should be mindful of the following strategies for success (Bacharach et al., 2008; Rehmeyer, 
2008; Murawski, 2002; and Murawski & Dieker, 2008): 
     Know your co-teacher.  Never enter into a co-teaching situation without personally and professionally 
knowing your co-teacher. You must understand your partner; emotionally and intellectually.   
     Commonly develop teaching and classroom routines.  One person’s style cannot overwhelm of engulf 
the others.  Time must be spent proactively to determine common routines in planning, teaching, 
assessing, and debriefing each class session.  While the co-teacher should not lose their individuality, 
compromise must be forefront with setting up the co-teaching classroom.   
     Communicate honestly and with kindness.  Co-teachers must be honest yet remember that everyone is 
vulnerable in a co-teaching situation.  Partners must be reflective practitioners, aware of classroom 
dynamics and willing to offer both praise and criticism.  Always look for the third solution:  not yours not 
mine, but ours.   
     Share your strengths.  The training and experiences of co-teachers may be very different.Strengths are 
easy to share but co-teachers may find it difficult in an arena where perceived weaknesses are evident.  
Successful co-teaching requires full disclosure.  While curricular weaknesses may be inevitable, faculty 
must also remember to celebrate the strengths that they bring to the blended instructional environment. 
Optimally, the strengths of one will help to fortify the weaknesses of the other (Vaughn, Schumm, & 
Arguelle, 1997).Be honest with the strengths and use them to the advantage and success of your 
classroom and your students.  Remember, their success is your success (both of yours).   
     Present your needs.  What do youneed to be successful, supported and celebrated?  Share your needs 
with your co-teaching partner.  Co-teaching cannot and should not be confused with mind-reading.  You 
must present what you need and expect from your co-teacher.   
     Watch and learn.  Be a focused observer.  Watch your co-teacher and learn from their strengths.  Ask 
questions and be a life-long learner in your own classroom; consider co-teaching as a form of professional 
development. 
     Get up, don’t just sit.  Have the agreement that both of you will get up and be continually engaged in 
the classroom.  If one teacher chooses to always sit, the student mayview this passive behavior as an 

33



indicator of unequal leadership.  When one partner is teaching, the other should walk around the 
classroom, observe the students, and engage in the lesson. 
     Model positive professional behaviors.  Make organization part of the teaching routine.  Together 
decide on the processes theclassroom will follow.  Spend the time upfront organizing the room and the 
routines within the classroom.  Model the professional teaching behaviors you want to observe in your 
own students.   
    Be reflective.  Make time and plan for debriefing after each class session, project, and observation.  
Both teachers should each know thestudents. Frequent sharing promotes strong relationships and the 
possibility of strong mentorship for students.  Remember, while you may not reach the needs of one 
student, your co-teacher might make the connection.   Discuss the outcome of the class or the project, it is 
what you expected.  While we often spend a lot of time on preparation, do not neglect the reflective, 
debriefing aspect of teaching and learning.  
     Openly compliment and feed the ego.Openly and publicly take opportunities to compliment your co-
teaching partner in front of students, colleagues, public school partners, administrators and anyone else 
who will listen.Positive public comments help to build a productive work environment . 
     Advocate for co-teaching. Co-teaching is relatively new to higher education.  Publicly celebrate 
experiences in co-teaching.  Talk in the hallway about something great that happened in class.  Use the 
mailroom as a collaboration space so other can hear you at work.   For co-teaching to be successful and 
have potential expansion in higher education, faculty must see co-teaching as a positive, professional 
experience.  
     While collaboration and co-teaching are often viewed astwodistinctly different strategies for teaching 
students, co-teaching cannot be successful without strong and positive collaboration.    The model of co-
teaching chosen is not as important as the fidelity used when actually co-teaching (Friend, 2011).  Co-
teachers must choose a model that works for their teaching assignments, case loads, students, district 
mission, and the content to be taught. Agood fit must be developed between the co-teaching model and 
the co-teachers.   Administration, in both K-12 and higher education, must celebrate the dedication and 
recognize the vulnerability experienced by co-teachers.  Furthermore, university and public school 
administrators alike must acknowledge the professional risk teachers are willing to take for the success of 
their students.  
     Higher education has recognized the potential value ofco-teaching since the mid-1970s (Friend 
&Cook, 2010); however, universities are just now beginning to embrace the practice.  Friend (2011) 
reminds us that successful co-teaching takes more time, energy, planning, direction, dedication and open 
mindedness than teaching in an isolated classroom.  Educators are putting their reputations on the line 
daily when working in a co-teaching venue.Villa et al.,(2004) warn that obstacles must be identified up-
front and solved before co-teaching begins.  While problems will occur that were not proactively 
anticipated, it is imperative that known obstacles and roadblocks be eliminated. Many questions remain 
unanswered and roadblocks must be uncovered and overcome. University leaders must be willing –and 
prepared- toput our lectures, theory, and philosophy into practice. 
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Abstract 
     After a science and math field experience, preservice elementary and middle level teachers reflected 
on their “Moments of Joy” – events or circumstances that affirmed their career choice and resulted in a 
sense of professional efficacy.  Themes from reflective essays and online discussion forums in two 
settings and times are identified and compared.  Results fall in three general categories – External Input, 
Internal Responses, and Interrelational.  The greatest source of joy came from evidence of student 
learning, particularly by children who struggled.  Preservice teachers also experienced joy when their 
students were enthusiastic or gracious about the teaching-learning interactions, and when self-esteem was 
fostered.  Implications for teacher education are discussed, including the need to hold Moments of Joy to 
prevent burnout. 
         Keywords:   moments of joy, professional efficacy, field experience, preventing burnout 
     The concept of teachers’ sense of efficacy has gained increasing attention in the past two decades 
(Pajares, 1992; Bandura, 1997).  Bandura (1977) described the concept of self-efficacy as an individual’s 
beliefs about his or her ability to successfully perform the task that produces a desired outcome. Teacher 
efficacy is defined as “teachers’ beliefs about their capability to impact students’ motivation and 
achievement” (Tschannen-Moran & Woolfolk-Hoy, 2001, p. 2).  Research by Bandura, Barbaranelli, 
Caprara, & Pastorelli (2001) suggests that perceived efficacy rather than actual academic achievement is 
the key determinant of a person’s preferred choice of work-life.  High teacher efficacy correlates with 
positive teacher attitudes and behaviors.  Teachers with higher efficacy display more enthusiasm (Guskey 
1984), and are more willing to try new teaching methods and technologies (Guskey 1988).   Chang’s 
(2009) study in Taiwan verified that the construct of internal and external factors played a significant role 
in cyclically contributing to continuous efficacy development in beginning mathematics teachers. The 
high rate of attrition of teachers in the first few years is a continuing concern in the United States.  As 
Brock and Grady (2000) report, teachers begin their career eager and enthusiastic, and the early stages of 
burnout are usually only vague. “Burnout is not an event, but rather a process, a chronic syndrome that 
becomes progressively worse.” (p. 4). Gold and Roth (1993) contend that “The pressures of the [teaching] 
profession manifest themselves early.  They are evident in the teacher preparation process well before 
students become teachers in their own classrooms” (p. 2).   
Data Collection and Analysis 
     Beginning in 1994 and over the following eighteen years as a professor in teacher education, the 
preservice teachers in my science and math methods block participated in a supervised practicum in 
which they plan, prepare, facilitate and assess hands-on/minds-on science and mathematics lessons with 
children in intermediate (typically grades 4 – 7) classrooms.  A minimum of 25 hours of active teaching 
and learning involvement must be logged, but the requirements typically require more hours, with an 
average of 36 hours.  This experience typically occurred the semester immediately preceding student 
teaching.  Most practicum participants worked alone; occasionally students worked in pairs. At the 
completion of the practicum, I had students share in writing what I termed “Moments of Joy” – events or 
situations in their practicum experiences that affirmed their choice to become an elementary teacher. 
Students were assigned to write about “A moment of joy.”  Most wrote about a single incident or 
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circumstance, but a few wrote extended essays pouring out several events or circumstances that brought 
them professional efficacy.  All incidents were tallied, but not ranked. Students received a set number of 
points towards the course grade for submitting their reflective essay, but the contents were not graded.  As 
I read these assigned reflections each semester, I recognized themes emerging.   I began to collect these 
sets of reflective essays as raw qualitative data that could potentially give insight into specific 
circumstances, triggers or feelings that preservice elementary teachers find personally rewarding in the 
experience of teaching science and mathematics with elementary children.  The results share valuable 
insight to those concerned with teacher preparation and retention.  
     Sets of responses from fall and spring semesters of academic years at 2 different institutions, 15 years 
apart were analyzed and compared for themes and their frequency. Setting 1 was a small Christian 
denominational college in a midsize Midwestern city, with 90% of the students from the state, during the 
1996-1997 academic year. Practicum experiences occurred in urban low to moderate socioeconomic 
status (SES) public schools. At that time, themes were communicated only to the instructor in a written 
essay. Setting 2 was a private Jesuit institution in a larger city in the same state, with students from many 
regions of the United States during the academic year 2011-2012.  Practicum experiences occurred in 
inner-city low SES public and parochial schools. Moments of Joy were communicated to the instructor 
and to classmates through an online discussion forum.   

[Insert Figure 1 here] 
From an analysis of these themes I seek to address these questions: 
1.What circumstances or events develop a sense of professional efficacy for preservice teachers in science 
and math teaching field experiences?   
2. How similar or different are the themes at the two institutions 15 years apart?   
3. What do these findings suggest or imply for a teacher preparation program?   
4. How might the findings be used to prevent burnout and improve teacher retention? 
Findings 
     An analysis of the responses resulted in development of three general interconnected categories, with a 
number of clear themes emerging in each category.  To insure internal validity in my investigation of 
themes, I employed member checks and peer examination. Two preservice teachers in the masters-level 
initial teacher certification program read the transcriptions, and independently identified, clarified and 
verified or confirmed themes and subthemes to polish or supplement my interpretations. 

[Insert Figure 2 here] 
Category 1:  External Input - Reactions of Others 
     In both settings, the largest proportion of reported Moments of Joy addressed events or circumstances 
generated outside the preservice teacher.  (Setting 1 = 51%, Setting 2 = 71%)  Preservice teachers most 
frequently shared incidences or responses from the elementary and middle-level students they were 
teaching as their Moments of Joy.    The most common theme was related to Evidence of Student 
Learning.  Preservice teachers found affirmation in their teaching effectiveness as evidenced by either 
individuals or by the entire class.  Their reflections frequently indicated a sense of efficacy when 
overcoming learning challenges with students who found the content or concept difficult. These Moments 
of Joy were described as witnessing the “light coming on,” or an “Ah-ha! Moment.”   For whole-class 
learning, the preservice teachers were affirmed by evidence of learning as indicated on in-class and 
homework assignments, formative and summative assessments, and class projects and presentations. 
Samples from Setting 1 
     In spring semester 1997, Melanie wrote: 
        The first day that we taught a unit on fractions I was wondering if the students   
        understood what we were telling them.  Later I asked a student to help me    
       clean off a table.  I said, ‘you clean this half and I’ll clean the other half.’ To  
       my surprise, he answered,  ‘Hey, that’s a fraction.’ I was glad to see that he  
       did understand the lesson. 
Stephanie wrote: 
       It was nice to see that they (the students) did learn the five senses.  This  
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       showed us that they were really listening and we can teach! 
Amy also spoke to teaching success: 
       The greatest accomplishment for me was when we assessed every student on  
       telling time and they all knew how to both write the time using numbers and  
       draw it on a clock face!   
Samples from Setting 2 
     During the academic year 2011-2012 in the second setting, the predominant response (71%) remained 
teaching effectiveness.  Responses again ranged from making an impact to individuals with differing 
abilities to whole-class accomplishment.   Success-after- struggle is frequently cited as a Moment of Joy. 
     In fall 2011, Deana describes success-after-struggle with math in the online discussion forum:  
       This semester I had a few moments of joy in working with the students, but the  
       most memorable was working with a small group for remediation.  The group 
       was a mixture of the students that were in the special needs program and 
       students that were just struggling with the topic at hand.  The moment came  
       for me when one of the students, who struggled in multiple areas, finally    
       understood how to do the problem.  She had spent the entire time struggling  
       with it and it hurt just to watch her struggle and be frustrated.  And once she   
       figured out how to solve the problems, a wave of relief and excitement came   
       over her.  She started getting multiple answers right and she began to smile   
       and laugh. 
     In spring 2012, Mary also writes about individual math accomplishment after a struggle:   
       My moment of joy happened one day when I was helping a student one on one. She  
       just needed a little extra help with one of the math concepts they were working on 
       that day.  After I had re-explained the concept in a different way she seemed to  
       understand.  Just by giving her that little extra amount of attention she was able to 
       complete the problem on her own, as well as the next few problems that followed that. 
        I could tell that once she finally got it she was very pleased with herself. It is really an 
       awesome feeling when you see that even the few extra minutes you spend with one  
       student can make such a huge impact. 
     After expressing the joy of success with students who found the math concepts challenging, a Spring 
2012 student stated: 
        My other moment of joy was with high ability learners.  There were two     
        students who finish their work incredibly fast. I normally give them a ‘challenge’   
        problem. When they figure out the challenge problem they are so proud of   
        their work and cannot stop smiling. 
Numerous students in Spring 2012 independently spoke to the joy of teaching effectiveness, many citing 
episodes of success-after-struggle.  Tommy wrote: 
          One moment of joy that I experienced in my practicum was when I was able to  
          explain adding, subtracting, multiplying and dividing fractions to a student  
          when she was so confused.  I love seeing those ah ha moments in young kids.   
          It is exciting to see when they are really able to grasp an understanding of  
          something. 
Katey shared: 
          Every teacher will tell you that they love seeing the light bulb turn on. This may  
          sound cheesy, but it is so true.  Every time I see a look of understanding on a  
          child’s face, I am filled with joy.  When a child finally understands something  
          that he or she had not been able to understand until I taught them, it makes me  
          so happy. 
Laura’s practicum experience included teaching physical science with a difficult class of unmotivated 
high-energy students who were a challenge both academically and behaviorally.  Laura shared in her 
online discussion: 
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           I was asking questions about the concepts we had learned about earlier and  
           experimented with throughout class, such as matter, mass, volume, and    
           density. As I asked follow up questions to assess their understanding there  
           was  a good number of hands raised, waving excitedly to answer.  Not only  
           were they excited about answering, but they understood the concepts we were   
           It was great to see them excited about science, and actually understanding the  
           concepts! 
Nora shared her reflections, enthusiastic about her triumph over struggle: 
           It’s hard to pick just one moment of joy because I feel like there’s been  
           so many! The one that really stands out was when I was teaching them a      
           lesson on adding fractions.  The day before,  [the cooperating teacher]  
           introduced the topic and the kids really struggle with it.  The next day, I came  
           in and taught a whole different way of doing it with a completely different   
           method than she used, and all of a sudden more than half the class yelled out  
           a huge ‘OHHHHH NOW I GET IT!’ This immediately reminded me of all the  
           reasons why I chose this profession! It made me so happy that my teaching     
           skills are actually working and made sense to this group of students!  I look  
           forward to many more of these “AHA” moments in my future! 
     A notable difference between 1996-97 and 2011-12 was that by the latter academic year, teaching 
effectiveness was more likely determined by results on assessments, whether classroom products or unit 
tests. By 2011, he preservice teachers were expected to document their practicum teaching effectiveness 
in terms of student learning.  For this requirement, the preservice teacher typically reported results of 
posttests or district- or state-mandated testing done over the concepts they covered. Though the results of 
the standardized tests consistently affirmed their teaching effectiveness, it is noteworthy that those test 
results were not identified as incidences of Moments of Joy for them.  Expressions of teaching 
effectiveness based on assessments were far more likely to be generated by the preservice teacher, and on 
a one-to-one, lesson-by-lesson, or concept-by-concept basis rather than summative standardized test 
results.  Successes by individual students who struggled made very strong impacts on the professional 
efficacy of the preservice teachers. 
In fall 2011, Jeffrey shared:  
          It was great to see the finished products (life-size models of the digestive  
           system on butcher paper) hanging on the walls of the school hallway.  It looks     
           like I  actually taught them something… 
Spring 2012, Monica said:    
          My moment of joy this semester was when a girls that usually does not seem to  
          be paying attention did well on the posttest we gave over our unit on  
          measurement. To me this was a moment of joy because it showed she was actually  
          learning ….  
     Further examination is suggested to explore if and when teachers develop a sense of professional 
efficacy from results of high-stakes testing. Do preservice teachers perhaps recognize there are too many 
intervening variables between their limited teaching and the summative nature of the required test? Do 
they not feel a sense of ownership or yet personally experience the consequences of high-stakes 
accountability testing prior to their own permanent placement?  
     Bandura (1997) also identified first-hand teaching experiences as the most powerful source of teacher 
efficacy.  Teacher perceptions of changes in student performance gleaned from student utterances, work 
on classroom assignments, homework, and formal assessments all provide information to teachers that 
informs their self-judgments. According to Bandura, successful teaching accomplishments lead to a 
development of a positive and robust belief in a teacher’s efficacy, which then contributes to the 
expectations of future proficient performance.  On the contrary, efficacy was lower if a teacher sensed the 
teaching performance as a failure, contributing to the expectations of future unsuccessful performances.   

 Unless people believe they can produce desired outcomes by their actions, they have little 
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incentive to act or to persevere in the face of difficulties.  Whatever other factors may operate as 
guides and motivators, they are rooted in the core belief that one has the power to produce effects 
by one’s actions.  Perceived self-efficacy is, therefore, posited as a pivotal factor in career choice 
and development. (Bandura, Barbaranelli, Caprara, Pastorelli, p. 187).  

     In Chang’s 2009 study, mastery experiences and successful performance attainment remained the most 
powerful sources of efficacy information.  Research with adults confirms that beliefs of personal efficacy 
play a highly influential role in occupational development and pursuits (Bandura, 1997; Betz & Hackett, 
1986; Hackett, 1995; Lent, Brown, & Hackett, 1994). 
      The second external affirmation theme I term Emotional Expressions.  Preservice teachers identified a 
variety of emotions and reactions evidenced to them vocally or in writing, during and near the end of their 
practicum experience as Moments of Joy.  During the course of their teaching of science and math 
concepts, preservice teachers found joy when their students indicated their excitement, enthusiasm, 
enjoyment, or welcoming.  As the practicum experience drew to a close, preservice teachers found joy in 
expressions of appreciation, including thank you notes and cards from the students.  Preservice teachers 
who wrote about more than one moment of joy typically started with incidences of teaching effectiveness, 
followed by expressions of appreciation by students.  This theme remained popular in both settings and 
times. 
Samples from Setting 1 
     In spring 1997, numerous preservice teachers shared their students’ excitement in doing hands-on 
science or math activities. Jenny wrote:  
   I was very excited the day we made the class terrarium and when we did the  
   movement activity when we pretended to be seeds growing.  The kids were  
   very excited to do these activities – anything hands-on they enjoyed!  I loved to  
   see them excited about doing an activity and learning new things – they were  
   motivated! 
Sara M:  
   I loved the excitement these kids showed towards me and my activities.  They  
   would ask me what fun math we were doing today and if I would be the one to  
   help them if they needed it! 
Amy C: 
   When we studied the flowers, it went absolutely wonderful.  The children and  
   teacher gave us wonderful compliments.  One of my students asked if I would  
   be coming from now on everyday and be his teacher.  It feels good to be  
   appreciated and walk out of the classroom knowing I did a good job. 
Melanie wrote:  
   During my experience with a class of 5th graders a moment of bittersweet joy  
   was on the last day.  A particular little girl gave me a hug just about every day  
   and always wanted me to help her with something.  On my last day she asked  
   when I would be back and she was quite sad. I really like this little girl – she  
   always was eager and cheerful.  It’s these little things that I feel make teaching  
   such a fulfilling career. 
Samples from Setting 2 
     In spring 2012, Laura H. wrote of her challenging students who started out unmotivated: 
        Students are coming into science class excited to learn now.  Students who are 
        moving to another class are jealous they can’t be a part of the experience … 
Mary, after expressing the joy of her teaching effectiveness with sets of challenging children, shared: 
       Another professional efficacy that makes me smile is simply going to [a lower  
       SES practicum setting] and seeing how happy the students are that [my   
       partner] and I are there.  It makes me so happy to know that these students   
       are excited to see us.  I am so sad that my time at [this school] is ending, it has  
       been a great semester! 
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In fall 2011, Hillary shared:    
       … I was really making a difference in science for my kids.  The other thing that  
       really stood out to me was on my last day.  My students surprised me with a   
        book that contained a note from each of them thanking me.  The really  
        heartwarming part was that I had some students tell me that because of me  
        they enjoyed science, and that is now their favorite subject! 
     In addition to vocal and written expressions, the preservice teachers shared a number of Physical or 
Body Language Expressions of Appreciation as Moments of Joy.  These include smiles, hugs, eyes 
lighting up, and having the door held for them.  Both female and male preservice teachers, particularly in 
the 1990s, reported receiving spontaneous hugs from children as momentous.  Hugging reports were 
generated primarily in classrooms with children in the younger grade range for the experiences, which 
occurred more frequently in Setting 1.  A possible explanation for the predominance in Setting 1 include 
not only the age of the children, but also the smaller town.  Plus, as years have passed, physical contact by 
teachers with students, and by students with authority figures, has grown increasingly more taboo.   
Samples from Setting 1 
Jill R: 
       When it came time to leave [at the end of the practicum experience], [the  
       children] gave us lots of hugs and said they didn’t want us to leave.  It was fun  
       and it made our experience worthwhile!  
Matt O: 
       During this practicum I felt good about being a teacher because every time  
       I walked into the classroom I was met by a group of students who gave me   
       hugs. That made me feel really good.  Also I could tell that I was getting    
       through to some of the kids who needed extra attention and help.  They started  
       to really want to learn.  That was really encouraging for me.  
After sharing her joy related to her teaching effectiveness, Kelly B. stated, “The hugs I got each day also 
made me happy and know I am in the right field.” 
Samples from Setting 2 
Merijke C.  In a 4th grade parochial classroom:  
       I have found that every semester the students find a way to melt my heart on  
       the last day that I am there.  … The students each wanted to give me a hug on  
       their way out to the playground and they were willing to be late to recess to do  
       so.  … This has been a great semester and I am sad to be leaving my class,  
       but excited for what is yet to come. 
Laura C. in an all male parochial setting, responded to classmates’ online descriptions of hugging 
incidents:  
       I can say quite honestly that I did not receive any hugs from the 7th grade boys,  
       but I felt the same way when they would open doors for us and bow.  
       ADORABLE! 
Becky K. also worked in the parochial all-male middle school: 
       My moment of joy was from a particular card I received on my last day.  One  
       of the students was always very attentive, polite, and kind.  He was always  
       trying his best and seemed genuinely interested.  He was the first with his hand  
       up and the one always on task but he did all of it in a genuine and noble matter,  
       which struck me.  He always had a pleasant smile on his face and was the one  
       to hold the door.  Today he gave me a card saying how much he loved our unit  
       and enjoyed having us and even suggested that when I become a teacher in 2  
       years to come back and teach their class again.  It was so cute and I know I will  
       hold on to that card! 
     External validation also came from feedback from authority figures in the practicum setting, 
particularly the instructor who observed and provided feedback. 
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Sample from Setting 1 
Susan B: “When Dr. Houtz said I ‘shined’ in front of the classroom.”  
Sample from Setting 2 
Laura C: “I’d say my biggest moment of joy came after completing all of our lessons on Genetics and I 
got a solid review from Dr. Houtz.” 
     Bandura (1997) termed this major source of teacher efficacy “verbal persuasion.”    Verbal persuasion 
refers to verbal interactions in which a teacher obtains feedback that their teaching performance was 
successful, from important others such as colleagues, administrators, parents, etc. (Tschannen-Moran & 
Woolfolk-Hoy, 2001).  A study by Bruce & Ross  (2008) suggests that when a teacher receives positive 
and constructive feedback from a respected peer, there is even greater potential for enhanced goal setting, 
motivation to take risks, and implementation of challenging teaching strategies. 
Category 2: Internal Responses within the pre-service teacher  
No firm line can be drawn between external and internal validation the preservice teachers experienced 
regarding their professional efficacy.  However, some of the shared Moments of Joy indicate their 
feelings of competence came more from within rather than from without.  Expressions of feelings of 
competence and confidence were expressed with a higher proportion in Setting 1 (22%) than in Setting 2 
(13%): 
Samples from Setting 1 
Cassie stated: 
         It was a joy to see that I am actually remembering the techniques I’ve learned  
         from methods classes.  I feel it is starting to come naturally that I modify and  
         look to each student’s needs. 
Amy N. reported her feelings: 
          S. and I introduced this unit without the help of our teacher and it made me      
         feel very worthwhile and effective as a teacher! 
In the fall of 1996, Ben shared: 
        The first class I taught didn’t go as smoothly as I hoped, but the second class  
        was where I received my ‘moment of joy’.  When I started to go in front of the  
        class everything felt so different.  Instead of being a student, I felt like I was  
        ‘Mr. M.’. 
And Tanya stated: 
        I felt confident as I went through the lesson and was encouraged and  
        reassured when several students showed their eagerness to participate.  I was  
        surprised, but pleased, that the majority of the students respected my authority  
        despite my age. 
This resonates with Bandura’s fourth source on which a teacher’s efficacy depends, which he termed 
“physiological arousal.” The affect or feelings of happiness or pleasure a teacher perceived from a 
successful teaching performance may elevate their efficacy. 
Category 3 – Interrelational 
     My third category evidences Developing Relationships between the preservice teacher and his or her 
students. These joyful circumstances often involve bolstering of self-esteem either of the student or the 
preservice teacher or both.  Preservice teachers found it personally rewarding to help students or the class 
overcome a problem, deal with a challenge, or reach a goal.   Preservice teachers found it joyful when 
students indicated they wanted to maintain a bond, keep in touch, or have them as a teacher in the future.  
These Moments of Joy spoke to carry-over into other in-school and out-of school settings.  Preservice 
teachers enjoyed opportunities to go beyond the practicum expectations, including active supervision of 
science fairs and field trips. 
Samples from Setting 1 
     In spring 1997, Kim J. wrote: 
          I was in a classroom with little classroom management and I got the students  
          to follow directions and behave.  I came up with a signal, which meant that  
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          I needed their attention and wouldn’t go on until I had it.   After my lessons  
          were over, I saw kids using this signal in the music room and in the hall and I  
          felt like I made a difference. 
Kim has since earned her masters degree and remains an educator.   
In the fall of 1996, a male preservice teacher wrote:    
           While I was home over fall break one of the children in my class came over 
           to me at a football game.  He was with some of his friends and told them 
           how ‘cool’ I was. It made me happy to know that I taught him and got  
           through to him and he still thought I was cool. It seems kind of funny,  
           but it really made me feel good.  My parents were sitting with me and  
           really thought that was neat also. 
And Jenny R stated: 
           … I felt proud and kind of excited that  [a girl student] was comfortable   
           enough to come over to sit with me at the table.   I then also learned that  
           she was from Mexico, same as my grandfather.   … I’m very excited for next  
           Thursday when I’ll see her … 
     In the 1990s, boosting student self esteem was an important trend.  In fall 1996, Ashley reflected:  
          To me, it is the little things that cause joy.  Knowing I have boosted a student’s  
          self-esteem is one of the main reasons why I want to become a teacher. 
Another student in 1997 reported: 
          [A certain boy] tends to be a oppositional child, and he was so frustrated that 
          he quit working on his project.  I went over to him and patiently boosted his  
          self-esteem, aiding in his project.  He was finally able to join the group. 
Sample from Setting 2 
     A student in Fall 2011 also spoke to developing relationships beyond the classroom practicum 
experience: 
          Going with the students on their field trip was really fun!  It was a great way to  
          get to know the students and their personalities outside the classroom.  
     Many researchers report that perceived social efficacy promotes satisfying and supportive 
interpersonal relationships (Bandura et al., 1996; Holahan & Holahan, 1987a, 1987b; Leary & Atherton, 
1986; Wheeler & Ladd, 1982).  Educators have long known that an ethic of caring is critical to guiding 
instruction and managing a classroom. Collier (2005) states:  

The relational nature of caring provides a reciprocal reinforcement of well being which nurtures 
and sustains positive interactions between teacher and student.  The act of caring and being cared 
for forms a loop, which provides needed support to enhance student growth, development and 
performance while refueling teachers with experiences of gratification and appreciation, 
increasing satisfaction with teaching and commitment to teaching as a profession.  Student and 
teacher success experienced within communities of caring increases confidence or efficacy in 
teaching skills and student ability to learn.  In essence, caring is the fuel for teacher efficacy 
working in tandem to create the stable, capable and committed teaching force required for the 
effective education of our nation’s children.  

     Another small but mentionable category of Moments of Joy I term Humor, or funny incidents.  
Preservice teachers enjoyed sharing their own sense of humor with children, diffusing tense classroom 
management situations with humor, and enjoying funny situations as they occurred in the classroom 
setting.  In Setting 2, the preservice teachers could share and find the humor together in things that 
occurred in their practicum settings on the Discussion Forum.  In Setting 1, spring 1997, Darcy V. shared: 
          We were talking about kinds of graphs and the kids were trying to think of what  
           to call a circle or pie graph.  One of the kids yelled out, ‘ a pizza graph.’ It was  
           just so funny at the time – 
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Discussion and Implications for Teacher Education  
     I began collecting Moments of Joy reflections and recognizing recurring themes before many of 
Bandura’s writings were published.  My findings with preservice teachers, though described or articulated 
differently, corroborate and mesh with Bandura’s research. My themes were derived from fairly brief  
preservice field experiences, and may not be generalizable to other settings or teaching experiences.     
     Tschannen-Moran, Hoy & Hoy (1998) represented the formation of teacher efficacy as a cycle in 
which teachers glean information from experiences, process this information, and use it as a basis to 
assess the influence of both internal and external factors on their ability to teach successfully.  Self-
perception of teacher efficacy has consequences for motivation, planning, persistence, enthusiasm, and 
effort toward teaching.  Teacher efficacy has been defined as both context and subject-matter specific.  
Teachers may feel very competent in a specific area of study or when working with one particular kind of 
student and feel less able in other subjects or with specific populations of students (Tschannen-Moran, 
Hoy & Hoy, 1998).   In my study, joy was frequently associated with creative lessons that generated 
student enthusiasm.  Research indicates that teacher self-efficacy is an adaptive dynamic construct and 
that it can possibly be “enhanced through a given performance domain, particularly in those with lower 
levels of self-efficacy and if they are provided with the proper environment and motivation” (Turner, 
Cruz, & Papakonstantinou, 2004, p.1).  Brock & Grady (2000) report: 

Teachers at risk for burnout are the hard-working, passionate, master     teachers who dedicate 
themselves to students and to the pursuit of teaching.  They make learning enjoyable for students.  
Their continued interest in their students and consistent professional growth are inspirational.  
Often their work becomes the focus of their lives and their identities.  The factor that creates risk 
for burnout is the same factor that makes them good teachers – their passionate dedication to their 
work.  When they are not rewarded or recognized for their extraordinary effort, disillusionment 
can lead to burnout. (p. 9) 

Individuals develop burnout indicators over time, and the initial experiences of burnout may be felt as 
early as student teaching (Bowers, Eicher, & Sacks, 1983; Chan, 2003; Gold & Michael, 1985; Greer & 
Greer, 1992; Javis, 2002). Preservice teachers in practicum and student teaching experience an ambiguous 
role as both student and teacher, and must meet the expectations of the university supervisor and their 
cooperating teachers.  Student teachers may have few or limited coping strategies on which to draw.  
Fives, Hamman & Olivarez (2007) studied the relationship between teacher efficacy, burnout, and levels 
of support during student teaching.  Results suggest the relations among efficacy, burnout, autonomy 
support, and interaction support are somewhat fluid during the student-teaching practicum.  The need for 
support from the cooperating teacher and supervisor transitioned over time to confidence in their abilities 
to engage students and meet instructional needs generating greater feelings of accomplishment or 
satisfaction with their teaching experience.  Their findings imply that one potential means of decreasing 
teachers’ burnout is to provide them with efficacy –enhancing opportunities – including high guidance 
interaction with their teacher training instructors and cooperating teachers.  As Hemric, Eury & 
Schellman (2010) state: “It is imperative that leaders in education recognize the significance of protecting 
and supporting the self-efficacy of their teachers.” Studies with preservice teachers in Taiwan (Chang, 
2003; Chang & Wu, 2006) also noted that a teachers’ sense of efficacy serves as a warning of critical 
problems faced by a teacher education program and an orientation for future directions of its reform.  
     Brock & Grady (2000) recognized that teachers value personal, job-related compliments from their 
superiors.  

   Praise is a powerful strategy in influencing teachers’ work and level of satisfaction. It enhances 
teacher morale, attitudes toward students, instructional practices, and the amount of effort put 
forth.  Praise, however, needs to be personalized, specific, related to a professional role, and 
sincere. 

Preservice teachers may experience stressors and vulnerability as they are expected to implement new, 
innovative, or  district-specific approaches for which they were not prepared.  In essence, they are 
“teaching blind” having neither personal experience nor professional preparation for the role they are 
expected to undertake (Fives et al, 2007). In the teaching profession, measures of quality rarely exist at 
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the end of a hard day.  Reinforcement may be limited to self-assessment, an occasional glimpse of success 
in a student’s response, and infrequent praise from administrators, colleagues or parents.  Recognize that 
it is essential to teachers to know the impact they have on students, both in terms of learning and 
personally. My research findings suggest that teacher training programs emphasize professional efficacy - 
Moments of Joy - with preservice teachers. 
      Preservice teachers are understandably placed with master teachers in field experiences with skills to 
emulate. Field experience placement coordinators should also strive to select nurturing environments and 
cooperating teachers who guide their student teachers and provide them with greater opportunities to 
enhance and build their efficacy beliefs.   In this study’s settings, preservice teachers received extensive 
feedback on their teaching performance from these master teachers, which is appreciated by both the 
preservice teacher and the teacher training program. However, not a single preservice teacher in the study 
mentioned feedback from cooperating teachers or authority figures within the practicum setting as their 
Moment of Joy. According to Bandura (1997) an additional source of teaching efficacy is “partly 
influenced by vicarious experiences mediated through modeled attainments” (p. 86).   When a model with 
whom the observer closely identifies performs well, the observer’s efficacy could be enhanced. However, 
when the model was not salient to the observer in terms of similar levels of experience, training, or 
gender, the observer’s efficacy might not be promoted even though they had observed a very effective or 
successful teaching performance.   As part of teacher preparation programs, preservice teachers often 
have opportunities to observe lessons demonstrated in the college classroom by and with their peers, but 
unless they work with a peer partner, they have little opportunity to see the salient models Bandura 
describes. To develop professional efficacy, teacher education programs may want to consider giving 
preservice teachers opportunities to observe and give feedback to peers within actual classroom teaching 
settings.        
     As a leader within my teacher education program, I have often expressed my concern about the high 
rate of burnout, often by our best and brightest.  What tools can we give them as part of their preservice 
training to maintain their zeal and endure the inevitable stresses that can lead to discouragement? Yes, we 
equip them to organize their classroom, structure and assess learning experiences, and deal with 
challenging behaviors. Yes, we stress the importance of finding balance, but sometimes that notion is 
stressful in itself, suggesting that the teacher is not living up to a reasonable expectation if she or he can’t 
manage to incorporate exercise, quality time with family, diverse interests, socializing with friends, 
journaling, meditating, etc. on top of the demands of the teaching week. 
Teacher trainers recognize the importance of field experiences not only as opportunities for preservice 
teachers to practice teaching skills in a number of content areas and environments but also to assess their 
career choice.  As Derek, a preservice teacher summarized in his fall 1996 Moment of Joy musings, 
“Field experience has been challenging, exciting, and helpful in confirming my decision to become a 
professional educator.”  
     Individuals in teacher training programs involved with field experiences, including field experience 
coordinators, course instructors, and seminar directors, need to teach preservice teachers to recognize, 
focus on, and remember their Moments of Joy.  Direct them to reflect and recognize what events or 
circumstances provide them a sense of professional efficacy, and to steer their careers in those directions. 
Encourage them to recognize their moments of joy and focus  on them.  My results reveal that teaching 
effectiveness is extremely important to preservice teachers, as well as to the rest of the education 
community.  In this era of assessment, the pressures of high-stakes accountability  serve as stressors that 
may influence feelings of teaching efficacy and the experience of burnout.  For their own efficacy, 
teachers need to recognize the significance of small learning successes along the way.   Does she or he 
find joy in teaching effectiveness measured in baby steps with students with learning challenges?  Is their 
joy found in the enthusiasm children exhibit when they explore using science inquiry?  Is it their knack 
for making mathematics concepts relevant and understood?  Is it the opportunity to form appropriate and 
lasting relationships with young people?  Is developing social bonds within the teaching and learning 
community important to them? 
     In the 1980’s, the widely popular Teacher Expectations and Student Achievement (TESA) (Kerman & 
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Martin, 1980) encouraged teachers to offer equitable opportunities to children for appropriate touch. In 
recent years teacher trainers have had to advise preservice teachers that legally a totally “hands off” 
policy is best.  My findings suggest that spontaneous and appropriate hugs are important to the 
professional efficacy of teachers as well as affirming to youngsters. 
     Teachers should seek the circumstances that provide them opportunities for moments of joy.  Because 
teaching effectiveness is paramount for professional efficacy, train preservice teachers that this may need 
to be vocal in their efforts to have the appropriate class size, environment, time, and tools to make a 
positive impact. 
     Teach preservice teachers to share their moments of joy. 

• With themselves through positive self-talk and in reflective journals. Pat themselves on the back, 
as well as giving praise to the individual child.  

• With the students: as you praise the struggling student for overcoming a learning hurdle, let them 
know their progress brings you joy.    

• With peers – Opportunities for preservice teachers to discuss, whether in course online discussion 
forums, in class discussions, or in informal sharing sessions, may lead to social efficacy. Chang 
(2009) suggests that even with frustrating moments while teaching, positive peer interaction 
equips a preservice teacher with experiences that can lead to efficacy development. Encourage 
preservice teachers to help set a positive tone in the teachers lounge by sharing moments of joy, 
whether individual learning successes, the enthusiasm the students demonstrated for an activity, 
warm and fuzzy comments or notes that made your day or melted your heart, or the funny things 
kids say. Encourage preservice teachers to proactively foster interpersonal skills, particularly 
listening, and warm but professional relationships between teachers and students, and teachers 
with fellow teachers.   

• With their administration – in this era of testing, communicate to authority figures how well 
students are performing on authentic and formative assessment approaches, leading up to likely 
success on summative accountability strategies. 

• With their friends and loved ones – relate the incidences, events, and circumstances that bring 
you joy. Limit venting about negatives. 

Teach preservice teachers to hold the joy.  Keep and reread their positive journal entries.  Retain the 
drawings, notes and cards that affirmed their choice to dedicate their life to teaching children.  Recognize 
that a happy teaching career is an ongoing sequence of treasured Moments of Joy! 
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Figure 1.  Settings, Time Frame, Respondents, Responses 
 
Institution Semester Number of Respondents Total Number of 

Moments of Joy Mentioned 
Setting 1 Fall 1996 13 25 
 Spring 1997 35 45 
Setting 2 Fall 2011 7 12 
 Spring 2012 15 26 
 
 
Figure 2. Major Categories of Responses 
 
Semester  External Input - 

Reactions of Others 
Internal Responses - 
Reactions from 
within the Preservice 
Teacher  

Interrelational - 
Relationships with 
the students   

Fall 1996 9 9 7 
Spring 1997 27 13 5 
Totals/percentages 36/51% 22/ 31% 12/17% 
Fall 2011 6 3 3 
Spring 2012 21 2 3 
Totals/percentages 27/71% 5/13% 6/16% 
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Abstract 
     Despite the scientific evidence of climate change, in the arenas of public opinion and policy decision-
making, climate change is portrayed by the news media as a contentious issue. Previous studies 
examining the influence of global warming climate contrarians on news coverage of climate change have 
focused on such aspects as the frequency of interviews, sources of funding for global warming contrarians, 
and analyses of the arguments put forth by them. The purpose of this study is to examine the extent of 
their influence in creating a news frame of global climate change, using a combination of content analysis, 
frame analysis and ordinal regression. Data from English-language print media from news sources from 
nine countries were analyzed. The study finds that inclusion of climate contrarians in news stories about 
global warming has a significant impact on the framing of the issue, and that scientists promoting the 
consensus view on climate change need to employ linguistic devices such as metaphors to counter the 
climate contrarian frame. 
Key words: news media framing, climate destabilization, global warming, ordinal regression, content 
analysis, frame analysis 
1. Introduction 
     Regarding the news media and their portrayal of global warming, different groups (interest groups, 
stakeholders) attempt to either perpetuate a fragmentary understanding of reality, or attempt to establish 
connections between phenomena and the systems in which we live. These attempts manifest as a public 
debate, wherein the different groups attempt to influence the media, public opinion, and policy decision-
makers through the framing of the issue of global warming. Within this study, we look at those agents 
who represent stakeholders’ interests, as they are quoted and used as sources by the media, the content of 
the media messages found within the major forms of media within the U.S., and the coverage of global 
warming from a sample of the major daily English-language newspapers from around the world. For the 
purposes of this study, the various stakeholders featured within the media fall into five categories: the 
scientific consensus on global warming, the ‘climate contrarians’ (Boykoff, 2007), the economic, the 
political, and the non-expert opinion makers (those ordinary individuals or groups who are not considered 
experts in a field of relative importance to the issue of global warming).  
     Pertaining to the verbiage revolving around global warming, which is itself an important aspect of 
framing, this study uses the phrases ‘global warming,’ ‘climate change,’ and ‘climate destabilization’ to 
describe the same global phenomenon, even though these phrases have become politicized. ‘Global 
warming’ entered the news media lexicon after 1988 (Carvalho, 2005) and is still used by many 
politicians affiliated with the Democratic Party (Bolstad, 2007). Politicians affiliated with the Republican 
Party originated the phrase ‘climate change’ (Bolstad, 2007) specifically to frame and dominate debates 
about environmental issues. Both phrases are problematic in conveying accurately, the phenomenon of 
anthropogenic climate alteration, while ‘climate destabilization’ is a more accurate descriptor (IPCC, 
2007). 
 
 

49



1.1 Theoretical context 
     Mass media affects how we learn about our world and interact with it. Media help shape our world 
view (Patterson, 1994).  Mass media serve as a mediator of relations between different social groups 
through the use of news stories. The parameters of this social relationship are defined largely through a 
nexus of journalistic norms and structural impositions that both affect what is considered news and 
influence how information is presented as news (Miller and Riechert, 2000). Global warming has a low 
level of priority as an environmental issue, in spite of high levels of public acknowledgement of it as a 
serious problem (Leiserowitz, 2007). As frames can be very powerful in impacting in public 
understanding of environmental issues (Nitz & Ihlen, 2006), news media must frame climate 
destabilization as being a serious problem worthy of consideration and action. 
     This study employs strategic frame analysis, subsumed under political economy of mass media, in 
examining the news media’s portrayals of global warming. Underlying any analysis of news presentation 
within mass media, as a matter of entailment, is the issue of different interest groups attempting to 
influence public policy debates and outcomes in order to maintain and further their own interests. Interest 
groups or stakeholders, as some label them, in a public debate attempt to influence the media, public 
opinion, and policymakers, by framing an issue in such a way as to make the public and policymakers see 
the issue from a position that is conducive to stakeholder interests (Entman, 2007; Gross & D’Ambrosio, 
2004; Kim, Scheufele, & Shanahan, 2002; Iyengar & Simon, 1993). Within the conventions of the 
political sphere, this effort is known as spin, political spin, or “spin doctoring.”  The field of public 
relations refers to this process as “issues management.”  Within political science, it is referred to as 
second-level agenda setting (McCombs, Shaw & Weaver, 1997) or “priming” (Iyengar & Kinder, 1987). 
Regardless of the label employed, all perspectives acknowledge a conscious effort on the part of groups 
with power to shape and influence public consciousness on issues that impact their power and advantage, 
through the vehicle of mass communications. 
     To date, there exists a plethora of conceptualizations of framing, across a multitude of academic fields. 
Frame analysis is considered by many scholars to have started with Gregory Bateson (Rieber & Vetter, 
1995, Harries-Jones, 1995, Rieber, 1989, Lipset, 1980), who used the metaphor of a picture frame to 
describe a class or set of messages as being part of a frame (1972). Others posit the beginnings of frame 
analysis with Lippman’s work, Public Opinion, wherein he asserts that we do not see and then define, but 
rather “we define first and then see” (1922). Many scholars credit the development of frame analysis to 
Goffman, who depicted the theoretic framing of reality as a “stage,” where performers act out a fictional 
representation of reality and audience members interpret and respond to that representation (1974).    
     Beyond these initial conceptualizations, framing becomes enmeshed with other forms of analysis. 
Entman described frames as “clusters of messages,” meaning roughly the same as frame, framing, and 
framework, and that the way these clusters are presented can influence political communication (1993). 
The process of framing the clusters of messages – focusing attention on some aspects of reality while 
ignoring others – can be conscious or unconscious, primarily conscious by public figures and stakeholders 
(interest groups), but unconscious on the part of most journalists and the recipients (audience) of news 
media messages. This is similar to Gitlin’s (1980) assessment of frames, in which he observes that frames 
serve as organizers of the world for both journalists, and for those who rely on journalists’ presentations 
of news information. Entman also notes that framing lacks a coherent conceptualization, observing that 
the various studies that employ frame analysis are often context-specific and lack generalizability in their 
analyses. Furthermore, he observes two basic categories of frames: individual frames, which involve 
subjective information-processing, and media frames, which focus on the attributes of news information 
(1991 p.7). 
     Adding a more psychological approach, Riechert takes framing to mean the same as “frame of 
reference, or frame of mind, as well as framing of issues and messages in communication” (1996). 
Gamson, also employing a psychological paradigm, views framing as a conceptual ‘bridge’ between 
culture and cognition (1985) and defines an issue frame as the central concept or idea which provides 
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meaning for an unfolding phenomenon or event and creates a coherent story (Gamson & Modigliani, 
1987 p. 143). From a political sociological approach, Ghanem asserts that framing “deals with the 
selection of elements within a particular issue” as a form of second-level agenda setting (1997). 
     What the above discussion illustrates is a lack of coherence or cohesiveness in discussing framing, or 
at the very least an inability to achieve a unified vision of what framing entails. However, some scholarly 
effort has been put forth in attempting to present framing as a unified theoretical model from which to 
analyze meta-information and its impacts on social consciousness (addressing both individual and media 
frames noted above). In analyzing previous studies that incorporate some variant of frame analysis, 
Friedland and Zhong (1996) note that all share a common theme: frames operate as a connector, bridging 
the macro-social and cultural realm with individual, subjective interpretations of everyday social 
interactions. Their analysis indicates a need for a consistent linkage between individual and media frames 
in conceptualizing frame analysis as a theoretical model (Scheufele, 1999). 
     To understand why the public lacks any substantial understanding of the phenomenon of global 
warming, one must examine the news media framing of it, in terms of both the media frame and the 
individual frame. As Michael Parenti states, in relation to the media frame, “Much news media framing is 
designed not to excite or incite but to neutralize. While we think of the press as geared to crisis and 
sensationalism, often its task is just the opposite, dedicated to the greying of reality, blurring popular 
grievances and social inequities (Parenti, 1986 p. 222).” Stuart Hall argues the media reproduce a 
hegemonic world view by “selecting and presenting, of structuring and shaping; not merely transmitting 
of an already-existing meaning, but the more active labor of making things mean” (Hall, 1982 p. 64). 
Parenti further argues the media give disproportionate attention to counter arguments and unsympathetic 
authorities, under the guise of journalistic objectivity and “even handedness.” In portraying political 
protests, the tactic is to provide footage of the protestors, followed by an interview with a panel of 
“experts” and authorities who proceed to counter the sentiments and arguments being articulated by the 
protest movement.  The “fair and balanced” coverage gives greater emphasis to those attempting to 
undermine the protest movements’ messages. With global warming, emphasis has been placed on the 
claims of climate change climate contrarians, creating a definite bias in favor of the views of a small set 
of opinion-makers employed by the fossil fuel industry (Boykoff & Boykoff, 2004; Gelbspan, 1998; 
Gelbspan, 1997). 
     In addition to news media framing being subject to the forces Parenti and Hall describe, it is also 
subject to stakeholder interests. As Dispensa and Brulle note, “journalists/reporters only hold one piece to 
the three pieces that shape news coverage. They are in turn dictated by the other two pieces of the news 
world: advertisers and corporate owners” (2003, p. 83). With names such as the ‘Cooler Heads Coalition’ 
and use of linguistic devices that create doubt as to the veracity of scientific findings, stakeholders such as 
the fossil fuel industry seek to lower public consciousness about environmental problems (Schnaiberg, 
1994) which lead to them being defined or redefined (framed) as non-problematic (McCright & Dunlap, 
2003; Freudenburg, 2000). That this may be achieved is a result, in part, of human thought processes that 
are very much influenced by individual framing. “One of the fundamental findings of cognitive science is 
that people think in terms of frames and metaphors...the frames are in the synapses of our brains, 
physically present in the form of neural circuitry. When the facts don’t fit the frames, the frames are kept 
and the facts ignored” (Lakoff, 2004 p.73). 
     However, the interaction of media and audience is far more dialectical than what Lakoff conveys. As 
Gamson and Modigliani observe, “...individuals construct meaning, and public opinion is part of the 
process by which journalists...develop and crystallize meaning in public discourse” (1989 p. 2). The 
media frame may influence the creation of individual frames, which in turn may cause audiences to 
accept or reject the dominant media frame, based on the individual frame employed. Mass media 
“actively set the frames of reference that readers or viewers use to interpret and discuss public events” 
(Tuchman, 1987 p. ix) while audiences create a frame paradigm or world view, “built from personal 
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experience, interaction with peers, and interpreted selections from the mass media” (Neuman, Just, & 
Crigler, 1992 p. 120). 
2. Methods 
     Examining the news media framing of global warming involved a combination of content analysis, 
frame analysis, and statistical analysis of the data attained for the study.  
2.1 Content analysis 
     Content analysis, as a research method, is a technique for compressing many words of text into fewer 
content categories based on explicit rules of coding (Weber, 1990; Krippendorff, 1980; Berelson, 1952). 
In the past, content analysis has been portrayed as a simple system that engages in word-frequency counts 
or, in the case of newspaper content, the inches of space dedicated to a particular issue (Franzosi, 2004). 
The assumption made is that the words that are mentioned most often are the words that reflect the 
greatest concerns. This is an overly simplistic conceptualization of the method. As one aspect that 
demonstrates its complexity as a method, content analysis allows one to “infer from symbolic data what 
would be either too costly, no longer possible, or too obtrusive by the use of other research techniques” 
(Krippendorff, 1980, p.51). Additionally, it enables a researcher to discover and describe the focus of 
individual, group, institutional, or social attention (Weber, 1990).  
     In using content analysis, there are three basic applications: 1) to describe the characteristics of 
messages being analyzed; 2) to make inferences about the sender of the message and about its causes; and 
3) to make inferences about the effects of messages on recipients (Frankfort-Nachmias & Nachmias 1996, 
p. 327). For the purposes of this study, all three applications were employed.  
      “Content analysis involves the interaction of two processes: specification of the characteristics of the 
content that researchers are to measure and application of the rules researchers must use for identifying 
and recording the characteristics appearing in the texts to be analyzed” (1996, p. 327). To avoid the 
problem of de-contextualization of the data requires the creation of both recording units and context units. 
The context units provide both the specification of the content and the application of the rules for 
identifying and recording the characteristics of the data. For the purposes of this study, the context unit is 
the news story. The recording unit is any phrase, sentence or paragraph that deals with the concept of 
global warming. 
2.2 Frame analysis   
     Frame analysis, also known as strategic frame analysis, investigates the linguistic and visual devices 
used in story-telling that influence how humans think about issues and phenomena presented to them 
through a given medium. Framing refers to how messages are imbued, or encoded, with meaning that 
allows them to be interpreted in relationship to existing systems of belief or ideologies. The 
anthropologist Gregory Bateson used the term “frame” in reference to two aspects of human 
communication. First, he indicated that frames are cognitive models that allow humans to interpret and 
evaluate messages. Second, that frames are messages about messages, or “meta-communications.”  For 
example, the use of the phrase “tax relief” as opposed to “tax cut” by government officials brings to mind 
cultural models of oppressive government taxation policies, whereas use of the latter term might bring to 
mind an unfair advantage being offered to privileged classes (Lakoff, 2004).  
     This study examines both individual frames and media frames and their use in portraying global 
warming. Media framing is the process through which an issue or phenomenon is portrayed by the news 
media. The media frame provides the boundaries that determine what is important and newsworthy about 
an issue or phenomenon (and conversely, what is deemed unimportant and/or to be omitted). The research 
of Shanto Iyengar has developed two basic media frames, which he has labeled episodic, and thematic 
(Iyengar & Kinder, 1987). Episodic news frames, as the label suggests, focus on particularities of time 
and place, and decontextualize an issue or phenomenon, rendering the event an individualistic, discreet 
episode, devoid of any connection to social, political, or economic systems. Thematic news frames, by 
contrast, focus more on the broader social context of an event or phenomenon, reporting on the conditions 
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and consequences of the event/phenomenon, and convey its connection to social, political, economic and 
environmental systems. 
     This study incorporates Iyengar’s operationalization of media frames, and further specifies them, 
making the distinction between strong and weak frame categories. It is possible for a story to contain 
more than one interpretive frame, and thus requires a determination as to which frame is predominant, if 
any, and which is ancillary. For example, a multi-frame article might refer to anthropogenic causes for 
global warming, but state that the effects will be limited to polar ice melt. Such an article would classify 
as weakly episodic, as it conveys an environmental effect of global warming, but lacks context. 
Specifically, polar ice melt is not conveyed as having any consequences for environmental or social 
systems. By contrast, a story referring to polar ice melt, with no reference to causal forces would be 
strongly episodic. In this instance, the phenomenon would be occurring in a seemingly spontaneous 
fashion, as no causal agent is referenced, thus rendering the event completely decontextualized. 
     Potentially, some articles may have no clear frame, and will be classified as ‘indiscernible.’  Such 
stories would be those nominally about global warming, but would contain nothing substantive in the way 
of information about the causes of, effects of, or solutions to global warming, nor any quotes from experts 
or other opinion makers relevant to the phenomenon. An example would be a story referring to efforts at 
policy development to mitigate global warming that focuses on the political battles, rather than the 
substance of the policy over which the political battle is being fought. In this example, there is neither an 
episodic nor thematic presentation of information on global warming, thus rendering it indiscernible. 
Likewise, an article with both episodic and thematic elements, wherein neither appears to be predominant, 
would classify as neutral or indiscernible. 
     In addition to the qualitative analysis of media frames, the study also employs a quantitative measure 
of media frames, using a variable created for the study, the media frame. The media frame is an 
expression of Iyengar’s conceptualization of framing as a scalar variable, with a value of negative two (-
2) representing a strong thematic frame, zero (0) representing a neutral or indiscernible frame, and a value 
of positive two (2) representing a strong episodic frame. This variable allows for a comparison of means 
test, to assess whether there is significant variance in the framing of global warming among the 
publications studied, and a regression analysis to assess what factors may influence the media frame. 
     The above discussion centers on a quantitative analysis of the content of media frames. Analyzing 
individual frames entailed an examination of the metaphors and other linguistic devices employed by 
opinion-makers within the news stories. This involved an analysis of quotes used in news stories, 
assertions made within editorials, and comments made by television newscasters and radio news reporters.  
2.3 Data collection and coding 
     We collected data via an archival search of textual accounts of stories involving global warming for 
the time period of January 1, 1993 through December 31, 2003. The choice of beginning with 1993 as a 
starting point stems from two reasons: first, the Rio Summit of 1992 had just concluded, with 
industrialized nations having made tenuous commitments to reducing GHG emissions; and second, the 
availability of archival materials for the study, at the time data were collected, was only to the beginning 
of 1993 for all the news outlets incorporated in the study.  
     We acquired textual accounts through on-line searches of newspaper Internet archives, through on-line 
search engines for text, specifically Lexis-Nexis. Stories were compiled by using the search term ‘global 
warming’, in conjunction with ‘IPCC’, ‘causes’, ‘effects’, and ‘solutions’ in the Lexis-Nexis advanced 
search engine. The choice of terms for the search stems from the fact that ‘causes’, ‘effects’, and 
‘solutions’ are common words that should conceivably be included in any news stories that, in relation to 
global warming, address: 1) reasons for, sources, factors contributing to, (causes); 2) consequences, 
impacts, (effects); and 3)  resolutions, rectifications, remedies (solutions). The term ‘IPCC’ 
(Intergovernmental Panel on Climate Change) was used, as this is the principle body that has examined 
and researched the issue of global warming since its inception in 1988.  
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     Of immediate note is a potential problem involving bias within the sample of stories we obtained for 
the study. By using such terms as ‘causes’, ‘effects’, and ‘solutions’ as search parameters, the sample 
could be skewed heavily toward thematic stories. However, given that the 11 year period we used for the 
study had approximately 26,856 news stories that nominally addressed global warming for the news 
outlets selected, and data coding was done manually, some type of limiting device was needed to reduce 
the sample size. As news portrayals of global warming are the focus of the study, we determined such a 
bias to be non-problematic for the analysis. 
     For the time period of 1993-2003, approximately 7,824 news stories involving global warming, using 
the search criteria explained above appeared in the news outlets under examination in this study. For 
purposes of achieving a random sample, the study employed systematic random sampling (which 
involves selecting every Kth unit of the story list for each news outlet into the sample after determining the 
starting point of the sequence at random). Systematic random sampling may lead to biased samples, 
especially in newspaper analysis if the interval length K coincides with rhythms such as seasonal 
variations and/or weekly or monthly cycles, the study could derive a biased sample through the use of this 
technique. This problem can be avoided by selecting an interval length of less than seven (Krippendorff, 
1980). After randomly selecting the starting point for each news source, every fourth story from the news 
outlets selected was chosen for the sample. Though random, this procedure produced cluster sampling, as 
coverage increased during key events, such as the Kyoto Climate Summit in December, 1997, other 
climate change conferences, and release of IPCC reports on global climate change. The use of the above 
search terms and collection criteria derived an initial sample of approximately 1,900 news stories, or 25 
percent of the total possible stories (using the search criteria described above) for that time period.  
     After deriving the initial sample, data cleaning was employed to eliminate duplicate stories (e.g., 
stories repeated in both daily circulation/programming and weekend editions). Data cleaning also 
involved the removal of letters to the editor and those stories which contained the terms ‘global’ and 
‘warming’ that did not in fact address the issue of global warming. Upon completion of data collection 
and cleaning, it was decided prior to coding the data to create three separate data subsets: U.S. media, 
international media, and opinion-makers. This article focuses on the international media subset, which 
consisted of The New York Times, The Dominion, The Mercury, The Independent, The Irish Times, The 
Mainichi, The New Straits Times, The Toronto Star, and The Straits Times.  
     The limitations of computer software for analyzing text, in relation to the variables employed within 
this study, required a thorough reading of each context unit by the researcher. This presented a reliability 
issue regarding the subjectivity of the researcher in coding the data. Controlling for coding errors 
involving researcher bias involved the creation of an elaborate code book that stipulates how each 
element of each variable is to be assessed and coded. Coding error was potentially more of an issue for 
the latent content (Gottschalk, 1995) and it was assumed that a detailed coding scheme with exclusive and 
exhaustive categories for each variable would help minimize any potential error related to reliability.  
     Likewise, with respect to validity, developing rules that allow one to categorize and code the same 
data in the same way over a period of time, for both manifest and latent content, ensured greater 
reproducibility of the studies results and findings, thus enhancing the soundness of the research. Validity 
was potentially an issue for latent content, as there is an inherent element of subjectivity in assessing such 
content. However, as the study established classifications of variables using definitions that have a 
scientific consensus, concerns regarding subjectivity and validity were kept to a minimum, with respect to 
both the content analysis and frame analysis. 
     After an initial coding of 40 stories, a coding reliability test was performed, which involved employing 
three individuals to serve as coders. Each coder was given a random set of 12 of the 40 already coded 
stories, along with the code book, and instructed to code the stories according to the code book criteria 
and protocols. Aggregating the results of their coding produced a reliability coefficient of .991 for the 
frame variable, indicating that the data coding scheme developed for the study has a high degree of 
validity and reliability. 
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2.4 Definitions of variables and terminology 
     To address the content of the media’s presentation of global warming, the following variables were 
used to examine manifest content within the international media subset: 1) the type of medium story 
appears in (English-language newspapers); 2) the publication in which story appeared; 3) whether the 
news source is domestic or international; 4) the publication date of the news story; 5) the month in which 
story appeared; 6) the day of the week story appeared; 7) the page number on which the news article 
appears; 8) the year in which the story appeared; 9) the number of words contained in story; 10) any 
environmental issue or other issue addressed in story in addition to global warming (the “environment,” 
genetic modification, deforestation, potable water, species extinction, air pollution, business, tourism, 
lifestyle, politics, culture, public policy, disease); and 11) the type of story (news, opinion, feature). 
     For latent content, the following variables were used: 1) the intensity of focus on the issue (whether it 
is tangentially related, somewhat related, related, focused or totally focused on the issue of global 
warming); 2) the headline content of the news story (whether the content is attention-getting or bland); 3) 
an assessment of opinion content in the story (whether global warming is considered a benefit to society, 
not to be a problem, requires further study, or is deemed a problem that needs addressing); 4) the tone of 
the opinion contained in the article (whether it is humorous, mocking, climate contrarian or serious in the 
treatment of the issue of global warming); 5) an assessment of news content in terms of whether the news 
story addresses causes, effects, solutions or some combination of those three; 6) whether the news story is 
written in the active or passive voice in stories which address causes to global warming; 7) what source 
the story relies on for information and perspective (scientific consensus, climate change climate 
contrarians, economic interests, political interests, or other perspectives). 
     For the frame analysis, the following variables will be used:1) an assessment of news content (also 
used for the content analysis); 2) the way global warming is portrayed spatially within the news story (is 
it affecting the geographic locale of story origin or affecting locales outside of the geographic area of 
story origin?); 3) the way global warming is portrayed temporally within the news story (is global 
warming taking place now, will it be an issue within this century or will it be an issue in the distant 
future?); 4) the ideological stance taken within the story (is it biased towards neoliberalism or does it 
contain a non-market ideology?); 5) the framing trend within the news story (is global warming portrayed 
as an episodic phenomena or part of a thematic problem stemming from social structures and social 
systems such as capitalism or part of a transformation of a natural system?) 6) the dominance of the 
framing trend within the news story; 7) the frame of the news story (a combination of the six previous 
variables). 
     Prior to doing the frame analysis, nine frame trends appear possible: 1) thematic-current-near, in which 
global warming phenomena are linked to world systems of production and consumption, and are spatially 
and temporally already occurring or are in the process of occurring within the geographic locale in which 
the given publication is situated; 2) thematic-future-near, in which global warming phenomena are linked 
to world systems of production and consumption, and are spatially and temporally going to occur at some 
future time within the geographic locale in which the given publication is situated; 3) thematic-current-
distant, in which global warming phenomena are linked to world systems of production and consumption, 
and spatially and temporally global warming phenomena is occurring now and affecting far-off 
geographic locales;  4) thematic-future-distant, in which global warming phenomena are linked to world 
systems of production and consumption, and spatially and temporally global warming phenomena will 
occur in the future and affect far-off geographic locales; 5) episodic-current-near, in which global 
warming phenomena are isolated incidents that are spatially and temporally already occurring or are in 
the process of occurring within the geographic locale; 6) episodic-future-near, in which global warming 
phenomena are isolated incidents that are spatially and temporally going to occur in the future within the 
geographic locale; 7) episodic-current-distant, in which spatially and temporally global warming 
phenomena are occurring now and affecting far-off geographic locales; 8) episodic-future-distant, in 
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which spatially and temporally global warming phenomena will occur in the future and affect far-off 
geographic locales; and 9) no clear frame. 
     In cases involving one of the first eight possible frames, a further distinction may be made between 
strong and weak frames in instances where a news article may contain more than one interpretive frame 
(with the strong frame being the predominant one, and the weak one the more ancillary frame). In all 
likelihood, through the course of data analysis other frame trends may emerge which will require the 
creation of new code schemas. The creation of the frame variable allowed for an analysis of a scale of 
possible media frames, and enabled a comparison of news media from different countries. 
     For the cross-national comparison of news media, the study utilized a comparison of means test for 
news coverage of global warming causes, effects and solutions, and for news media frames by publication. 
The news media frames variable was also analyzed using a frequency distribution. To assess the 
differences in the portrayal of global warming cross-nationally, regression analysis was employed on the 
frame variable.  
3. Results 
3.1 Regression analysis 
     As there was variance within the frame trends across the different news sources in the international 
comparative sample, multivariate analysis in the form of ordered logistic regression was performed to 
assess, within the limits of the study, what factors were potentially involved in the development of the 
different media frames. 

Based on previous research, at least five factors may potentially influence how journalists 
frame a given issue: social norms and values, organizational pressures and constraints, 
pressures of interest groups, journalistic routines and ideological or political orientations 
of journalists (Scheufele, 1999, p. 109). 

     This study incorporated variables that address organizational pressures and constraints, pressures of 
interest groups, journalistic routines, as well as ideological influences, such as political geography. 
     The factors tested were: inclusion of scientific consensus perspective, inclusion of climate contrarian 
perspective, inclusion of economic perspective, inclusion of political perspective, inclusion of 
perspectives other than the previous four, publication source (the newspaper itself), voice used for 
conveying information (active or passive), month of publication, year of publication, news issue covered 
as the main focus of the news article (story content), and number of words used (story length).  
3.2 Comparing content means 
     To assess how substantial each publication’s coverage of global warming was, the study incorporated a 
series of variables that captured the cumulative causes, effects, and solutions covered in each individual 
news story on global warming.  Data was coded for the presence of phenomena connected to global 
warming with a value of one. Cumulatively, there were 25 distinct causes presented in news media 
coverage of global warming, 14 effects, and 24 solutions. A publication with substantive coverage of 
global warming would have a higher cumulative number of causes, effects and solutions present within its 
news stories. The results are presented in Table 1. Each column indicates the mean and standard 
deviations for causes, effects, and solutions presented within the total number sampled of news stories for 
each publication.  
     The data reveals the New Straits Times as having the most substantial coverage of global warming, and 
the Dominion as having the least substantial (in terms of the cumulative coverage of causes, effects and 
solutions to global warming). Publications within three nation-states (the U.S., Australia and New 
Zealand) that are most opposed to global efforts at mitigating climate change have the least substantive 
coverage of global warming.  
3.3 Comparing framing means 
     For purposes of comparing the framing trends of different news media outlets, a comparison of means 
test was employed. The minimum value possible, -2, indicates a story with a strong thematic frame, while 
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a maximum value of 2 indicates a story with a strong episodic frame. A value of zero (0) indicates no 
discernable frame trend. 
     Table 2 illustrates the comparison of frame means for the publications in the study.  
     The Toronto Star appears to have no clear framing trend, indicating a complex interplay of both 
episodic- and thematic-framed stories on global warming for this publication. The Mainichi, The 
Independent, The Irish Times, The Mercury, The New Straits Times and The Straits Times all have weak 
thematic frames, while The New York Times and The Dominion have weak episodic frames, though both 
border on having no clear trend, given their low mean values. 
     The dominant trend among the publications sampled appears to be weak, thematic-current-near, 
indicating global warming phenomena are linked to world systems of production and consumption, and 
are spatially and temporally already occurring or are in the process of occurring within the geographic 
locale in which the given publication is situated. An analysis of crosstabs indicates 83% of the frames, 
both episodic and thematic, portray global warming as a phenomenon taking place now. Spatially, 58% of 
frames, again both episodic and thematic, portray global warming as an internal phenomenon occurring 
within the geographic locale in which the given publication is situated. Combined, 49.4% of stories 
contained the above-mentioned spatial and temporal ordering of global warming within their framing of 
the issue. Thirty-four percent indicated that global warming is taking place now, but spatially, portrayed it 
as taking place in distant geographic locales.  
3.4 Regression analysis of media frame 
     What accounts for the differences in framing trends among the publications sampled for the study? 
Ordered logistic regression analysis presents the probability of influence and relative importance of the 
factors involved in framing global warming. Data involving relevant factors for the years 1993 through 
2003 were used.  The factors tested were inclusion of scientific consensus perspective, inclusion of the 
climate contrarian perspective, inclusion of economic perspective, inclusion of political perspective, 
inclusion of perspectives other than the previous four, publication source, number of words contained 
within the news story, issue covered in the news story, time, and ideological stance. In equation form, the 
model is thus: 
 media frame (Y*) = α + β1X1 + β2X2 + β3X3 + β4X4 + β5X5 + ...+ βkXk + e 
 
     Media frame (Y*) represents a latent, continuous dependent variable that is expressed through the 
observed scalar variable, having values of strong thematic, weak thematic, indiscernible, weak episodic, 
and strong episodic. As a latent, continuous variable, regressing factors on the media frame indicates 
directionality and movement along the frame continuum, with each factor representing a partial change in 
predicted probabilities. Alpha (α) represents the Y intercept of the model, ‘βnXn’ represents the 
independent variables on which media frame is regressed, and ‘e’ represents random error. We created 
dummy codes for the year, month, publication, and issue variables. An initial regression indicated 
problems with the dependent variable, in terms of the ancillary parameter estimates. The cut points for the 
initial categories of the frame variable lacked consistent distances between them, indicating that the weak 
thematic and weak episodic categories were too close to the category ‘indiscernible’ to serve as 
distinguishable categories.  Thus, we recoded the frame variable, collapsing the weak thematic and weak 
episodic categories into ‘indiscernible’. The results of the regression analysis are reported below in Table 
3. 
     Regressing the media frame on the factors mentioned above produced significance and positive 
coefficients for the year 1993, several of the months as time intervals, three publications, the use of 
passive voice in stories and the inclusion of the climate contrarian paradigm. Of the factors analyzed, 
voice and inclusion of the climate contrarian paradigm were significant and positive in their association 
with media framing, indicating that writing in the passive voice and including a climate contrarian 
viewpoint on global warming increases the likelihood of a story being episodic in terms of its framing of 
global warming. With a one unit increase in climate contrarian (in other words, the inclusion of a climate 
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contrarian source in the news story), the story’s frame moves towards the episodic end of the continuum 
by 2.00. In other words, a story with a potentially weak thematic frame would be moved towards a weak 
or strong episodic frame with the inclusion of a source promoting the climate contrarian paradigm. 
Writing in the passive voice moves the story by 2.38, meaning that stories which leave out human agency 
are more likely to have an episodic framing of global warming. Also positive and significant were the 
publication sources The New York Times, The Dominion, and The Toronto Star, indicating that an 
interplay of organizational pressures and constraints, pressures of interest groups, journalistic routines, 
ideological influences, and political geographic considerations increase the likelihood of episodic framing 
of stories on global warming for those publications with movement towards episodic of 3.01, 1.39, and 
1.15 respectively. Though some of the time period variables attained significance, an analysis of crosstabs 
for month and hemisphere did not illustrate any substantive difference between Northern and Southern 
incidence of coverage of global warming. Thus, as they are, the year and month variables have no 
theoretical significance in the model, and are treated as control variables. 
     Regressing the media frame produced significance and negative coefficients for the scientific 
consensus and political paradigms, story length, and several of the issues covered within the news stories. 
Story length, represented by the number of words contained within the news story, is negatively 
associated with a story’s tendency towards episodic framing. For a one unit increase in story length, the 
story moved to a more thematic frame by -.001. Inclusion of the scientific consensus paradigm produced 
movement of the story’s frame by -.817, while inclusion of the political paradigm moved it by -.895. 
Though the scientific consensus paradigm’s inclusion increases the likelihood of the story being thematic 
in its framing, a coefficient of -.817 indicates that it is less influential than the climate contrarian 
paradigm’s inclusion, given its coefficient of 2.00. The same is the case for the political paradigm, with a 
coefficient of -.895. However, from an analysis of crosstabs, the scientific consensus frame was present 
with the climate contrarian frame in only 3.6% of stories in the sample (the political frame paradigm 
overlapped with the climate contrarian paradigm in only 2.7% of stories). Thus, there is a lack of 
competition between the climate contrarian and scientific frame paradigms for hegemony within the news 
stories on global warming. There appears to be near exclusivity in the incorporation of either climate 
contrarian sources or scientific consensus sources within the news stories of the publications sampled. 
Table 4 provides a summary of the various sources cited within the news stories for the study’s sample. 
The prevalence of climate contrarian sources within The New York Times, The Dominion, and The 
Toronto Star, coupled with the low level of inclusion of scientific consensus and political sources may 
partially explain why those publications are more likely to produce stories with an episodic frame of 
global warming. 
     As for the issue variables, lifestyle/energy use, politics, policy, global warming, and science are 
negatively associated with media frame. Focusing on lifestyle/energy use as the main issue of the news 
story moved the story’s frame thematically by -4.13. Focusing on politics moved it thematically by -3.58; 
policy (which mainly focused on efforts revolving around passage and implementation of the Kyoto 
Protocol) decreased the expected log odds by -4.40; focusing on global warming decreased the log odds 
by -4.12; and focusing on science decreased the log odds by -2.86. Additionally, having 
business/economics matters as the main focus of a story on global warming decreased the expected log 
odds by -2.53; air pollution as a focus decreased the log odds by -4.79; deforestation, by -3.72; and 
focusing on the environment, by -2.28. 
     After running an OLS regression model to derive variance inflation factors (VIF) for the independent 
variables specified above, the results of the VIF indicated a problem with some of the news issue 
categories that were found to be significant. Lifestyle, politics, policy, global warming and science had 
VIF values greater than 10, and the mean VIF value was over 5, indicating a possible issue with 
multicollinearity. A solution to this problem may be untenable, given the various news issues subject to 
the multicollinearity and the fact that those variables all attained significance within the model. 
Collapsing the news issue variable into a dichotomous variable would result in a loss of specificity within 
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the model, as dummy coding for global warming would select out those issues for which there is 
increased likelihood of thematic framing. Given the choice between maintaining a better prediction model 
and correcting for possible multicollinearity in this case, it would appear that the former outweighs the 
latter as the logical choice (Hamilton, 2006, p. 212). 
4. Discussion 
     Pertaining to the framing of global warming, the results of the regression analysis are far from 
conclusive for showing a definite relationship between global political-economic factors and how the 
news media frame global warming. The data does indicate that the most prevalent media frame of global 
warming within the sample provides a weakly thematic framing of the issue, which is inconsistent with 
other studies that have examined episodic/thematic framing (Hutchison, 2008; Boykoff & Boykoff, 2007; 
Nitz & Ihlen, 2006; von Storch & Krauss, 2005). This inconsistency may be the result of the time frame 
analyzed or the news sources sampled for the study.  The comparison of means test results conveyed in 
Table 2, and the results of the regression analysis, with respect to publication sources and ideological 
frame paradigms, indicate that there is competition between different frame paradigms along the 
continuum of thematic to episodic for ideological hegemony with respect to presentations of global 
warming. 
     Of interest is the association between news media relying on sources for news stories and the media 
framing of global warming. Those publications that relied less on news sources for stories had more 
thematically-framed coverage of global warming and more substantive content in their news articles, the 
upshot of this being non-Western news media sampled for this study have more substantive coverage of 
global warming as an environmental issue. 
     The influence of climate contrarians indicates a need, on the part of members of the scientific 
consensus, for developing linguistic expressions (metaphors and analogies) to assist them in effectively 
conveying scientific information pertaining to climate destabilization to the public. One of the factors as 
to why the framing of global warming fails to reflect material reality is that science lacks the metaphoric 
language and other descriptors necessary to convey the seriousness of the problem of global warming to 
society. If, as Lakoff states, humans process information through framing and through metaphor, then the 
proponents of the scientific consensus on global warming demonstrate a deficiency in this regard. Simple 
statements of fact and assertions of global warming’s reality are insufficient for the development of a 
coherent frame. By contrast, proponents of the economic and climate contrarian paradigms are well-
versed in the use of metaphors and other linguistic devices aimed at influencing human perception and 
cognition involving global warming. 
     As news media outlets have become less of a force of investigative journalism regarding 
environmental issues (McChesney2004; Alterman 2003; McComas, Shanahan, & Butler 2001), and more 
focused on social features and celebrity, they have come to rely more on public relations for news 
information. The result of that influence has been detrimental to media coverage of global warming, 
which in turn has had deleterious effects on public understanding of climate change, and on the ability of 
governmental organizations to effectively address policy matters aimed at mitigating and adapting to the 
effects of climate destabilization. 
     The framing of global warming and the content conveyed by news media is highly problematic, thanks 
to the inclusion and influence of climate contrarian and economic paradigms. As a result of economic 
elites’ and climate contrarian opinion-makers’ arguments, the public, especially within Western, 
industrialized nation-states, is left with an understanding of global warming that is at best framed as a 
contentious issue; at worst, a phenomenon for which nothing can be done, given the negative economic 
impacts efforts to rectify it would curtail. 
     Climate contrarianism becomes less relevant in the face of framing global warming as either a simple 
matter of formulating international agreements (regardless of whether or how they will be implemented), 
or dictating that the course with which global warming is to be addressed must operate through market 
forces in line with the logic of capitalism. The economic individual frame paradigm removes the 
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possibility of discussions that revolve around fundamental transformations in human society as an effort 
to both mitigate – and adapt to – the effects of global warming. The political individual frame paradigm 
treats global warming as a matter of public policy which, while more thematic in its orientation, also 
removes discussions of fundamental transformations of economic production from consideration as both a 
means of mitigation and adaptation. 
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TABLE 1 Comparison of means: news coverage of global warming causes, effects,  and solutions 
 
 
 
Publication 

 
Cumulative 
causes presented 
in news coverage 

 
Cumulative 
effects presented 
in news coverage 

 
Cumulative 
solutions 
presented in 
news coverage 

Cumulative 
causes, effects, 
and solutions 
presented in 
news coverage 

Mainichi Mean = 1.21/St. 

Dev = 1.559 

Mean=.99/St. 

Dev= 1.843 

Mean= 2.41/St. 

Dev= 2.134 

Mean= 4.63/ St. 

Dev = 3.398 

New York Times .96/1.582 1.05/1.803 1.78/1.931 3.79/3.050 

Independent 1.11/1.546 2.89/2.278 1.07/1.697 5.10/3.263 

Dominion .55/1.278 1.54/2.046 1.35/1.700 3.45/2.783 

Toronto Star .86/1.364 2.31/2.531 1.25/1.945 5.41/3.208 

Irish Times .82/1.467 3.09/3.038 1.19/2.154 5.13/4.512 

New Straits 

Times 

1.82/2.106 2.71/3.350 2.36/2.341 6.88/5.950 

Mercury .69/1.285 2.31/2.285 .68/1.260 3.68/3.002 

Straits Times 1.02/1.495 2.25/2.365 1.29/1.455 4.55/3.108 

Total .98/1.544 2.14/2.488 1.41/1.906 4.54/3.707 

 
 
TABLE 2 Comparison of means: international news media frames 
________________________________________________________________________ 
  Publication   Mean       Std. Deviation 
  The Mainichi     -.77  1.060 
  The New York Times     .11  1.345 
  The Independent    -.37  1.297 
  The Dominion      .11  1.253 
  The Toronto Star    -.02  1.354 
  The Irish Times     -.26  1.380 
  The New Straits Times  -1.01  1.087 
  The Mercury     -.24  1.133 
  The Straits Times    -.46  1.426 
 
  Total      -.31  1.294 
________________________________________________________________________ 

63



TABLE 3  Ordered Logistic Regression of Media Frame 
________________________________________________________________________ 
 
 mediaframea   Coef.              Std. Err.b      
     
 New York Times               -.096       .435  
 Dominion              3.011        .506 *** 
 Mercury               -.109       .420   
 Independent             1.386         .467 *** 
 Irish Times             1.146       .454 *  
 Mainichi      .778       .469    
 New Straits Times             -.532      .446   
 Toronto Star      .258       .416     
 Environment            -2.281    1.121 * 
 Agriculture            -1.707    1.261  
 Deforestation            -3.719      1.813 *  
 Water conservation          -3.089    1.592   
 Species vulnerability           -1.433    1.185   
 Air pollution            -4.789    1.239 *** 
 Business/economics           -2.531    1.185 * 
 Tourism/entertainment  -1.235    1.380   
 Lifestyle/energy usage  -4.131    1.162 *** 
 Politics             -3.588    1.126 *** 
 Culture             -2.291      1.439   
 Policy             -4.403    1.142 *** 
 Global warming           -4.127    1.117 *** 
 Disease/human health          -2.067    1.241   
 Science             -2.856    1.155 * 
 Weather phenomena           -2.107    1.192   
 Words                 -.001       .000* 
 Voice               2.386        .267 ***  
 Scientific consensus paradigm     -.8170      .226 *** 
 Climate contrarian paradigm       2.003        .400 ***  
 Economic paradigm            .617       .355    
 Political paradigm                -.895       .284 ** 
 Other paradigm               .492       .399    
 Ideology                .047       .138 
 
 _cut |  -.529 
 _cut | 5.313 
________________________________________________________________________ 

a Some dummy codes for time periods month and year produced significance, but have been left out of the 
results, given they lack theoretical significance for the model and were used as control variables.    
b A single asterisk (*) indicates significance at the .05 level; two indicates significance at the .01 level; 
three at the .001 level. 
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TABLE 4 Source Incidence within News Media Outlets 
___________________________________________________________________________ 
 Source            Scientific                Climate 
News Paradigm        Consensus  Economic Other     Political       contrarian       Totals  
Outlet 
The New York Times    43           25    0           8    19         95 
The Dominion     29           13    4         16                15             77 
The Mercury     84           18    9         24                  6            141 
The Independent    66             5    4         16                  7              98 
The Irish Times     23             5    6           5                  1              40 
The Mainichi       8             0    2           9                  0              19 
The New Straits Times     29             2    3         25                  0              59 
The Toronto Star               27             7    5           5                  3              47 
The Strait Times      8             1    5           4                  0                    18 
 
Totals    317           76  38       110                 57_____________ 
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Introduction 
     A Syrian Defense Ministry Official warned “We’ve been preparing for the worst for the past forty 
years” (“Some lessons in barbarism,” 2012, p. 1). Unimaginable horror followed the worst: 100,000 
killed, 1,900,000 refugees, 4,500,000 displaced, U.S. involvement, and a prolonged civil war that could 
spread to adjacent countries. Only the dead have seen the last of this conflict. 
     An examination of this argument starts with a survey of the literature on the theories of revolution, an 
analysis of the long range and immediate causes of the Syrian revolution, an inquiry into the role of social 
media in the process of mobilization during the insurgency phase of the revolution, and a discussion of 
the accelerant effect of weaponry on the civil war that followed. 
     This paper provides evidence to support three assertions. (1) Excessive and indiscriminate violence by 
the security forces of the Assad regime caused the Syrian revolution. (2) The ideological mindsets of the 
government and the rebels nurtured hatred, legitimized violence, and made compromise difficult. (3) The 
mobilization of support by social media and the presence of countries eager to supply weapons led to the 
acceleration of violence –– and guaranteed a long and bloody conflict. 
I. Survey of the Literature  
      “The study of revolutions has thus blossomed into a multifaceted exploration of a panoply of diverse 
events,” commented Jack Goldstone (2001), a professor at the George Mason School of Public Policy (p. 
139). This survey of the literature employs the structure that Goldstone used in his article. 
     Karl Marx, a first generation theorist, espoused two divergent ideas on the causes of revolution. He 
insisted that degradation of the proletariat would eventually reach a point where it revolted. He also 
claimed that revolution occurred when improvement in the conditions of workers did not keep pace with 
their expectations. Alexis de Tocqueville agreed with the latter argument. He believed that rebellions 
break out when the yoke of oppression grows lighter. 
     Second generation theorists added their expertise to the work of these giants. Crane Brinton (1938), 
Professor of History at Harvard, maintained that economic and political structural weaknesses caused 
revolutions. He outlined eight stages of revolution in his seminal work, The Anatomy of Revolution (p. 
27). 
     James Chowning Davies (1962), a sociologist at the University of Oregon, elaborated upon the notion 
of relative deprivation (p. 5). He argued that revolutionary tendencies follow a J curve. “The level of 
radical sentiment, and resulting violence, increases exponentially when a period of perceived progress 
yields to a short drastic downturn” (Small, n.d. Power Point Presentation). 
     Third generation scholars produced multi-casual approaches grounded in history.  
Ted Robert Gurr (1970), a political scientist at the University of Maryland and author of Why Men Rebel, 
examined why people engage in violence and how regimes respond. He considered a number of variables: 
active grievances, repressive control, and group identity. Gurr termed his hypothesis, “relative 
deprivation,” i.e. the discrepancy between what people think they deserve and what they get (p. 24).  
     Ronny Lindstrom and Will H. Moore (1995) of the University of California, Riverside replicated 
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Garr’s statistical comparison of 200 ethnic conflicts and concluded that it was “non-trivially flawed.” 
They challenged Gurr’s conclusion that deprivation has a direct impact on ethnic conflict behavior. They 
argued “deprivation has a positive impact on mobilization which, in turn, influences ethnic conflict 
behavior” (p. 167). 
     Mohammed M. Hafez (2004), a professor at the Naval Post Graduate School, challenged theories of 
relative deprivation in his work, Why Muslims Rebel: Repression and Resistance in the Islamic World. He 
contended that indiscriminate repression is the primary cause of Islamist rebellion (p. 23). He explained 
the role of ideological frames, the mutual understandings and values held by exclusive groups in 
increasing radicalization, legitimizing violence against civilians, and prolonging conflicts (p. 155). Hafez 
offers effective tools for analysis of the rebellion and civil war in Syria.  
     The Political Stability Task Force, a CIA collaborative effort to build a database of major political 
conflicts, set the standard for fourth-generation theory. Goldstone and a host of others, including Gurr, 
concluded that four independent variables signal the outbreak of revolution: regime type, infant mortality, 
conflict in neighboring states, and political/economic discrimination (Goldstone et. al, p. 94). 
     Max Boot (2013), a neoconservative military historian, highlighted the importance of media to 
revolutionaries in his bestseller, Invisible Armies. “Just as nineteenth century anarchists took advantage of 
the spread of newspapers, and the Vietcong and PLO took advantage of television,” observed Boot, 
“twenty-first century insurgents took advantage of cell phones, computers, and social media” (p. 531). 
Boot’s argument directs attention to a significant innovation of the Syrian rebels, the use of social media. 
The sharing of information in virtual communities took place within the confines of Syrian society as 
defined by history and influenced by the Assad family. 
II. Structural Causes of the Revolution 
     Brinton (1938) directed researchers to the “revolutionary prodrome for a set of preliminary signs of the 
coming revolution” (p. 27). Two symptoms presaged revolution in Syria. First, Syria consists of a collage 
of cohesive groups that speak the same language and practice the same religion. Most significantly for 
understanding the situation in Syria, they tend to live in specific geographical areas. Each grouping 
nurtures a set of shared values that promotes loyalty to the group, but not necessarily to the nation. 
Second, the Assad regime built a structure of repression that enabled a minority of the population to 
control the majority. 
     Demographics - The two major subgroups of Islam in the Syrian Arab Republic are Sunni (65%) and 
Shia (13%). They share fundamental beliefs but, over time, political differences have produced variations 
in doctrinal and procedural practices. Sunnis consider themselves the most orthodox of Moslems They 
predominate in most Moslem countries. The Shia control Iran, Iraq, and Bahrain.  
     Bashar al-Assad described Syria as a sectarian state that guarantees freedom of religion, but prefers 
moderate Islam (Haber, 2012). Sunnis live everywhere in Syria and hold every social status. In their view, 
the Shias conspired with Iran to occupy Syria and marginalize members of their group.  
     Shias are the poorest and least educated of the religious groups in Syria. They look to Iraq and Iran for 
spiritual and political guidance. Hezbollah, a Shia Islamic militant group and political party, entered Syria 
from Lebanon under the guise of protecting Shia shrines. Many Shias reside in the region of Aleppo, 
Syria’s largest city. 
     Alawais, also known as Nusayris, comprise twelve percent of Syria’s population. They embrace an 
offshoot of Shia Islam that emphasizes the return of the Mahdi or Redeemer. This syncretistic religion 
celebrates both Christmas and the Persian New Year. Only men participate in worship. The Alawais 
reside in the ports of Latakia and Tartus and the coastal mountains that overlook the Mediterranean Sea. 
     Christians make up ten percent of the Syrian population. They lived in Syria before the advent of 
Islam. They represent a number of different denominations including Orthodox, Uniate, those in 
communion with Rome, and the independent Nestorian church. They are united in support the Assad 
regime and the notion of a secular state. They dwell in the cities of Damascus and Aleppo. Significant 
numbers find security in the mountains of northeastern Syria. 
     The Kurds constitute nine percent of the Syrian people. This fiercely independent tribal group occupies 
areas in the north of Syria. Most practice Sunni Islam, although a few are Christians or Alawais. They 
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prefer to defend territory they consider their own, rather than taking sides in the civil war. However, 
Kurdish militias have recently fought pitched battles with rebel fighters linked to al-Qaida. 
     The Druze, a tenth century offshoot of Islam, encompass three percent of Syria’s population. They 
emphasize secrecy and deception to safeguard their religion. They live in the rugged Jabal al-Arab 
Mountains of southwest Syria. Other minority groups in the country such as the Ismalis, Yazadis, and 
Jews make up one percent of the country’s population (Federal Research Study, 2002, p. 63). 
     The Assad family perfected a system that gave minorities access to the institutional resources of the 
state at the expense of the Sunni majority. After World War I, the League of Nations ceded control of the 
Levant to the French. They found few friends among the majority Sunnis, but willing accomplices in the 
Alawais. The French secured positions of influence for them in the military and the government. 
     The Assad Regime - Hafez al-Assad gained power in a bloodless military coup in 1970. He relied on 
five circles of power: his family, the Alawais, the military, the Ba’ath party, and the Sunni business elite. 
He appointed members of his family to positions of power in the military, security forces, and 
government. He directed that a large part of the state’s budget go to the military, ensured they possessed 
the latest Soviet (later Russian) weaponry, and enjoyed a privileged place in society. He incorporated the 
ruling principles of the Ba’ath party as far as nationalism, sectarianism, and pan-Arabism, but loosened 
socialist economic restrictions to create a bourgeoning business class which included members of his 
family and the old Sunni elite.  
     Hafez al-Assad developed the means to control and oppress his enemies. He established military bases 
near restive Sunni enclaves. He used the Military Intelligence Directorate, the Mukhabarat, to torture, kill, 
and imprison those who opposed his regime. This much-feared intelligence unit executed soldiers who 
failed to obey orders during the civil war. Assad used the paramilitary arm of the Ba’ath Party, the black-
clad Shabiha (ghosts) to threaten, intimidate, and brutalize his opponents.  
     Syrian minorities looked to Hafez al-Assad for security. He developed an ideological mindset to 
legitimize his regime and the privileged position of his supporters. He espoused Ba’ath party doctrine that 
called for a socialist sectarian state that guaranteed the rights of minorities. He portrayed the state as the 
protector of religious freedom and a bulwark against anarchy. He championed Syrian national identity. 
     Proactive targeted repression worked. Syria functioned as well as most states in the region, albeit with 
a high level of internal repression. People of different religions and ethnic groups worshiped freely and 
worked side by side. Women stayed out safely past midnight. Tourists marveled at crumbling crusader 
castles, visited the exquisite Umayyad Mosque, and shopped in the al-Hamidiyah souk located in 
Damascus, one of the world’s oldest cities (“The Country,” 2013, p. 25). 
     Bashar al-Assad - Hafez al-Assad picked his eldest son Basil to succeed him. After Basil died, Hafez 
turned to his son, Bashar, a mild-mannered ophthalmologist with five children. Syrians believed that Dr. 
Bashar al-Assad would bring freedom when he took over after the death of his father in 2000. 
     President Bashar al-Assad emphasized the “need for constructive criticism” and launched what he 
called, “our own democratic experience” (“Profile; Syria’s Bashar Assad,” 2011). The quality of life 
improved. Liberalization of the state-run economy brought Coca-Cola, a stock market, a state bank, and 
Internet cafes. The new president released six hundred political prisoners. After his advisors warned him 
that too much reform, too soon, would lead to unrest, he reverted to the repressive policies of his father, 
interspersed with half-hearted attempts at reform (Lesch, 2012, p. 9). 
     Bashar al-Assad gathered intelligence, targeted revolutionaries, and neutralized them. The Arab Spring 
came to Syria on January 26, 2011. Hasan Ali Akleh from the town of Al-Hasakah set himself on fire to 
protest the Assad government. Young people used Facebook and Twitter, to call for a “Day of Rage.” 
Security forces quickly broke up the peaceful protests that occurred throughout Syria.  
     A pattern emerged during this period; a high level of repression marked by periods of slightly 
increased or decreased violence. Appendix A shows that these repressive measures employed by the 
Syrian government succeeded. There was no revolution of rising expectations. The explosive events at 
Daraa caused a “J” curve that ended what Al Jazeera called the “kingdom of silence” (Wikstrom, 2011). 
III. The Immediate Cause of the Revolution (6 March 2011) 
     Daraa - The spark that started the Syrian conflagration occurred in the predominantly Sunni town of 
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Daraa, a dusty agrarian settlement of ninety thousand, located in southwest Syria near the border with 
Jordan. Local security forces arrested fifteen boys between the ages of nine and fifteen. The youngsters 
spray-painted the slogans “The people want to topple the regime!” and “It’s your turn, doctor” on a wall 
and a grain silo (Remnik 2013, p. 51). They copied slogans they had seen on television during the Arab 
Spring and provocatively referenced President al-Assad’s training as an ophthalmologist. Security police 
locked them in interrogation cells where they beat, burned, and tortured them.  
     A few days later, after Friday prayers, family and friends of these children marched to the home of the 
governor to demand the release of their children. Hugh MacLeod (2011, b) a British journalist for the 
Guardian, quoted sources in Daraa that the governor told the families to forget about their sons, go home 
and sleep with their wives and make more children (p. 3). 
      The crowd grew to several hundred when people learned of this response. The governor’s guards 
called in riot police who used water cannons and tear gas to break up the crowd. Armed security forces 
fired their weapons into this peaceful gathering (p. 1). One bystander complained, “We were asking in a 
peaceful way to release the children, but their reply to us was in bullets” (p. 2). 
     President Bashar al-Assad sent a high-ranking delegation to quell the anger of the people. He fired the 
governor, cut taxes, and raised salaries for government workers. Security forces released the boys after 
two weeks in jail. The sight of their swollen faces and bruised bodies enraged local tribal leaders. 
Thousands gathered in protest. A large number of security forces arrived, fired their weapons into the 
crowd, and killed four people.  
     Subsequently, security forces stormed the Omari mosque, headquarters for the growing protest 
movement. They killed five people including a physician who was treating injured protestors. Footage on 
YouTube showed black-clad gunmen painting pro-government slogans on the walls and desecrating the 
mosque. 
     Five days later, twenty thousand people gathered for the funerals of their friends and loved ones. Men, 
women, and children carrying olive branches marched. They chanted, “We do not want your bread, we 
want dignity” (MacLeod, 2011, a, p. 1). Regular army soldiers shot and killed fifteen demonstrators. The 
government forces warned people to stay at home. They burned shops and pharmacies. They cut off all 
water, electricity, and mobile phone networks. Lesch (2012), a professor of Middle-Eastern history at 
Trinity College, reported that the government confiscated food and flour, forbad religious services, and 
banned funerals (p. 57). There were mass arrests and widespread reports of torture (Remnik 2013, p. 51). 
     Hamza Ali Al-Khateeb - Saida is a farming village ten kilometers from Daraa where farmers struggle 
to make a living growing tomatoes and wheat in the parched soil. Villagers joined thousands of others 
across Syria, to protest the actions of the government in Daraa. Air Force Intelligence officers arrested a 
thirteen-year-old boy named Hamza Ali Al-Khateeb. They burned his chest; broke his neck, cut off his 
penis, and shot him. A month later they released his mutilated body to his parents. His family distributed 
photos and a video to journalists and activists. A Facebook page drew 105,000 followers.  
     Hillary Clinton said that this was the turning point in the revolution (McLeod, 2011, c, p. 2). A rebel 
from Aleppo observed that when violence is indiscriminate “It doesn’t matter who you are, or what you 
do, death is close to you” (Mogelson, 2013, p. 49). He considered Daraa and Saida “Hero Cities,” where 
the revolution began. 
     Brinton (1938) points out that the government and the rebels characterize the incident that starts the 
insurgency in different ways. “The government maintains that these first steps are the fruition of a series 
of interlocking plots initiated by small but determined groups of malcontents” (p. 79). President al-Assad 
confirmed this view in an interview with Sophie Shevardnadze (2012). He blamed the “crisis” on the 
actions of militants who shot civilians and soldiers from the safety of the crowds that gathered at Daraa. 
He claimed that it was not a civil war and that there could be no reconciliation with terrorists, convicted 
criminals, and foreign fighters. 
     The rebels portrayed Daraa as a spontaneous reaction of the masses against a cruel and authoritarian 
regime. The YouTube video “The Syrian Revolution 2011 – Freedom” states their version of events. “In 
2011, Syrians realized oppression had to end. Bashar gathered his thugs and started shooting innocent 
civilians. They didn’t even spare the little kids, but that drove it bigger and bigger” (The Syrian 
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Revolution). 
 
IV. Insurgency (March 2011 – June 2012) 
     Social media - Local Coordinating Committees (LCC) emerged in the major cities of Syria. They used 
computers, social media, Skype, and cell phones to develop an ideological framework that motivated 
every citizen to become an activist. They shot videos on their cell phones and uploaded them to YouTube. 
The world witnessed the indiscriminate violence of the Assad regime in real time. By the summer of 
2011, the number of protesters in the major cities of Syria grew to hundreds of thousands. Global opinion 
sided with the revolutionaries. Bahrain and Saudi Arabia sent funds and weapons to the Free Syrian 
Army. The United States provided non-lethal aid. 
     President al-Assad cited the use of “advanced telephones” in the hands of “saboteurs” as proof of a 
conspiracy against his regime (Channel 4 News, 2011). The Syrian Electronic Army, a counter-
intelligence unit, alerted the secret police to the locations of senders and receivers of email (Bloomberg, 
2012, p. 3). They hacked into the accounts of LCC members and sent out disinformation. The rebels 
turned to satellite phones furnished by the United States, United Kingdom, and Saudi Arabia when the 
government shut down mobile phone networks and the Internet.  
     The revolutionaries formed new institutional sources of power. A group of delegates established the 
Syrian National Council (SNC), based in Cairo as a government in exile. This fractious coalition of 
opposition groups sought aid from other countries in the forms of money, weapons, and non-lethal 
supplies. They organized the Syrian Military Council to funnel supplies to the resistance. 
     Assad hesitated, but on the advice of his inner circle of advisors, escalated the violence. He called in 
regular army troops and tanks. The protestors hoped that the army would break ranks and defect, but no 
general mutiny occurred. Soldiers knew that, if they did not follow orders to fire into crowds, the 
Mukhabarat would execute them (Neisat, 2001, p. 1). When demonstrators sought shelter in nearby 
buildings, they came under fire from tanks and air strikes.  
     President Bashar al-Assad chose disproportionate indiscriminate violence to deal with the protests in 
Daraa. He repeatedly stated that the protesters were terrorists aided by foreigners. As such, he could use 
any means at his disposal, however horrific, to preserve the peace and security of Syria. As a result, a 
revolution that began as a mostly secular call for democratic reform morphed into a bitter civil war, with 
communities split along religious and ethnic lines. 
     Things went from bad to horrendous. President al-Assad now had to deal with a full-fledged 
insurgency. The objective of the rebels changed from protesting the injustices of the Assad regime to 
gaining control of the government. Six thousand people died in February 2012. Government forces 
burned souks, damaged water supplies, and indiscriminately attacked civilians. The sour odor of death 
replaced the sweet scent of jasmine as government tanks and air strikes turned vibrant neighborhoods into 
rubble. 
     The Shia–Sunni divide further accelerated the fighting. The rebels received funds and weapons 
through Turkey from Sunni governments in Saudi Arabia, Qatar, and Bahrain. Sunni fighters from 
Afghanistan, Libya, Turkey, and Chechnya joined them. Jihadist groups affiliated with al-Qaeda, like the 
al-Nursa Front, provided fierce and effective fighters complete with a media arm that broadcast videos of 
their exploits. 
     Government forces include the Syrian Armed Forces; the black clad militia of the Ba’ath party, as well 
as regional religious militias. They have received weapons from Russia, Iran, and China. Hezbollah has 
crossed the border from Lebanon and played an important role in recent battles. Iran sent regular army, 
Revolutionary Guard, and paramilitary troops to Syria. Free Syrian Army rebels claimed they killed an 
Iranian general. Shia militia groups, including the Abu al-Abbas Brigade, from Iraq are fighting for the al-
Assad government. The presence of these outside groups has turned the tide of battle against the rebels. 
(See Appendix B).  
V. Civil War (June 2012 to Present) 
     Syria lurched into an intense, sustained, internal war in June 2012. The term “civil war” more 
accurately described the state of affairs: a fight for control of the country, involving the state, one or more 
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non-state actors, and at least 1,000 casualties (Murphy, 2012, p. 1). Bashar al-Assad committed all the 
conventional weapons at his disposal: attack helicopters, jet fighters, SCUD missiles, and chemical 
weapons. Opposition forces countered by obtaining advanced weaponry from countries that supported the 
revolution.  
     Weapons - Russian armaments intensified the conflict. Syria has purchased billions of dollars worth of 
military equipment from Russia since the 1950s. Two Russian Navy ships visited Tartus in June 2012. 
They brought technical parts for weapons, a special operations unit, and sent a signal to the United States 
that Russia supports the Syrian government. 
     There are few limits in war. Both sides believe that bigger and more lethal weapons will determine the 
outcome. Syrian forces deploy tanks, helicopters, high performance aircraft, and tactical missiles 
purchased from Russia. The rebels primarily depend upon small arms. After the Obama Administration 
decided to send them military aid, the rebels’ first request was for anti-tank and anti-aircraft missiles to 
counter the superior weaponry of their opponents.  
     The introduction of Russian made sophisticated missile systems into the conflict threatens to involve 
other countries in the civil war. Aircraft from the Israeli Air Force (IAF) struck multiple targets in Syria 
four different times. Two of these attacks were against SA-17 surface-to-air missiles destined for 
Hezbollah fighters. This medium-range surface-to-air missile targets aircraft, tactical ballistic missiles, 
cruise missiles, guided bombs, and helicopters. The Israeli government feared these weapons could 
seriously erode their air superiority.  
     Israeli jets also hit a storage facility for Iranian Fateh (110) surface-to-surface missiles. These single 
stage, solid propellant, medium range, missiles are capable of delivering nuclear, chemical, and biological 
weapons. They carry a 1,100-pound warhead at Mach 3.5. The Syrian Army fired two of these missiles at 
rebel positions.  
     Israeli forces destroyed Yakhount (P-800) mobile anti-ship cruise missiles located in a warehouse in 
Latakia. The Yakhount travels at 2.5 times the speed of sound, approximately one mile every five 
seconds. It carries a 660-pound warhead. It’s nickname is the “carrier killer” (Ratner, 2013, p. 1). General 
Dempsey, Chairman of the U.S. Joint Chiefs of Staff, worried that these missiles would embolden Assad.  
     A few weeks later, Russia sold twenty-five Iskander (9K720) anti-patriot missiles to Syria. The 
Russians designed these single-stage solid-propellant missiles that travel at 6-7 Mach to counter U.S. anti-
missile defenses. Israel warned that they would take decisive action if Syria’s allies introduced “game-
changing” weapons into the conflict (“Israeli officials,” p. 1).  
     The Free Syrian Army (FSA) made advances in the waning months of 2012. They controlled over fifty 
percent of Syria, mostly in the north and east of the country. They held the suburbs of Syria’s two largest 
cities, Aleppo and Damascus. They captured the provincial capital of Ar-Raqqa, military bases, and dams 
along the Euphrates River. One U.S. state department official termed the Assad regime “a dead man 
walking” (Ajami, 2012, p. 173).  
     Many of the forces of the FSA, like the al-Nursa front, fly the black flag of jihad They are better 
trained, supplied, disciplined, and motivated than their more moderate counterparts. They have a record of 
success on the battlefield. They provide security and services to civilians in cities like Aleppo and thus 
gain their support. Lastly, they hold positions of power in the Supreme Military Council.  
     Ideological mindset - President al-Assad appeared in two TV interviews on 1 May 2013. He noted that 
the situation was better than it was at the beginning of the crisis, because people realized that the rebels 
were terrorists backed by foreign mercenaries (Karam, 2013, p. 1). In May and June 2013, the Syrian 
army regained territory around Damascus. Government forces captured the strategically important city of 
Qusair near the Lebanese border. Hezbollah troops played an important part in this victory. SANA invited 
reporters back into the country and tried to convince them that the choice for the world was al-Assad or 
terrorism. The head of the most effective jihadist group in Syria, al-Nursa, bolstered these claims by 
pledging loyalty to al-Qaeda.  
     Increased violence hardened sectarian differences. Opposition forces survived by forming small 
groups or cells. Hafez (2004) described the resultant exclusiveness “spirals of encapsulation” (p. 113). 
Group members have no means of judging their values and goals, save the ideology of their group. They 
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repressed norms against brutality that made “anti-civilian violence a permissible, indeed legitimate, mode 
of contention” (p. 156).  
     Both sides lost their moral compass as the horrors of war continued. Government supporters touted a 
gruesome video that surfaced in May 2013 in which the leader of the al-Farouq Brigade, a rebel unit, ate 
the heart of his dead enemy (Muir, 2013, p. 1). Human rights activists pointed to evidence of ethnic 
cleansing in Tartus, the home of the Alawais by pro-government militias. Assad supporters, especially 
Christians, are engaged in a media campaign to convince the American people that the U.S. government 
is intervening on the wrong side. This propaganda and viciousness makes international efforts to end the 
fighting all the more difficult.  
      The accession of extremists poses a dilemma for the United States. President al-Assad must go, but 
there is no one among the fissiparous rebels that the U.S. trusts (Hubbard, 2013, p. 1). The U.S. definitely 
does not want to aid al-Qaeda and its affiliates. This situation makes it difficult for the United States to 
influence developments in Syria. Even so, in June 2013, President Obama announced that the U.S. would 
send military aid to the rebels in response to the use of chemical weapons by the Assad regime. Later in 
June, the rebels validated U.S. fears by feuding over which faction should receive a shipment of anti-tank 
and anti-aircraft missiles from their Persian Gulf allies (Deeb, 2013, p. C5).  
Conclusion 
     A mild mannered, but brutal dictator, ruled Syria using a system of repression bequeathed by his 
father. A coalition of minorities denied the majority access to power and advancement. Troublesome 
neighbors forcibly intervened in the internal affairs of Syria. Israel defeated Syria in three wars, yet 
revolution did not occur. The police-state methods of the Assad regime brought relative stability for 
years. The accession of Bashar al-Assad and Arab Spring engendered no lasting change. The people of 
Syria rose up against their government only when security forces and the military brutalized and killed 
their children. 
     History will remember the Syrian revolution as “the revolution of YouTube” (Ziadeh, 2011). 
Computer savvy youths used modern technology to mobilize the insurgents and win support from the 
world at large. Violence escalated in 2012. The Assad government employed the weapons of conventional 
warfare against the rebels when peaceful protests turned into an insurrection. The rebels counter-attacked 
with infantry weapons and terrorist tactics like assassinations, abductions, suicide bombs, and improvised 
explosive devices. Al-Qaeda affiliated fighters emerged as the most effective among a collage of 
ideologically different rebel groups. Countries favoring the rebel cause provided much-needed anti-tank 
and anti-air missiles.  
     Military analysts thought the Assad regime would fall in 2013. However, the Syrian government, with 
the help of Hezbollah, regained the initiative and captured key towns and neighborhoods. The U.S. and 
Russia proposed a peace plan to bring both sides together for talks on the formation of an interim 
government. However, both sides eschewed negotiation in favor of victory on the battlefield. Assad 
vowed no dialogue with terrorists. A representative of the Syrian National Council emphasized that any 
plan must begin with the departure of Assad. 
     A peaceful solution to this conflict may be impossible. Too many people have died. Hatred and 
revenge predominate in the minds of both sides. The United States has few options in a conflict that pits 
Hezbollah on one side against al-Qaeda on the other. The Obama administration sent the rebels anti-tank 
and anti-air missiles in light of the Syrian government’s use of chemical weapons on their own people,  
     The continuing horror of a civil war and the sale of sophisticated missile systems to Syria by Russia 
mean an escalation of involvement by the Americans and other interested parties. These countries must 
cautiously and carefully consider the causes and course of the Syrian revolution before making that 
decision. Russia, Iran, and Hezbollah support Assad. The U.S.A., Saudi Arabia, and al-Qaeda support the 
rebels. These coalitions, linked in support of the combatants, resemble the alliances that pulled the 
countries of Europe into World War I, a war no one wanted or thought could happen.  
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1. 1966 – Syria under state of emergency 26. 1992 – Syria competes in Olympics. 
2. 1967 – Arab-Israeli war    27. 1993 – Security Council Resolution 
3. 1968 – Syria in Summer Olympic games 28. 1994 – Basil Assad killed in wreck 
4. 1969 – Hijacked TWA flight   29. 1995 – Assassination of Rabin. 
5. 1970 – H. al-Assad overthrows President. 30. 1996 – Kurds considered stateless. 
6. 1971 – H. al-Assad President.   31. 1997 – Russia sells Scud missiles. 
7. 1972 – Syria adopts new flag.   32. 1998 – VP sacked 
8. 1973 – Syria and Egypt at war with Israel. 33. 1999 – Golan Heights talks   
9. 1974 – Disengagement agreement.  34. 2000 – Bashar al-Assad takes over 
10. 1975 – Peace offer to Israel   35. 2001 – Arrests and Amnesties 
11. 1976 – Syrian Army invades Lebanon. 36. 2002 – Syria member of Axis of evil. 
12. 1978 – Syria seeks parity with Israel.  37. 2003 – Air strike Palestinian Camp 
13. 1979 – Assassination    38. 2004 – US Sanctions 
14. 1980 – Syria reaffirms adherence to Islam. 39. 2005 – Assassination Lebanese PM 
15. 1981 – Israel annexes Golan Heights. 40. 2006 – Attack US embassy 
16. 1982 – Suppression Muslim Brotherhood 41. 2007 – Israeli air strike mystery sit 
17. 1983 – Hafez Assad has heart attack. 42. 2008 – B. Assad meets with Sarkozy 
18. 1984 – Rifaat promoted to vice-president. 43. 2009 – Stock exchange opens. 
19. 1985 – H. Assad elected President.  44. 2010 – U.S. renews sanctions. 
20. 1986 – Series of deadly bombings  45. 2011 – Daraa, Cyber war begins.  
21. 1987 – Syria sends troops to Lebanon. 46. 2012 – Civil war escalates.   
22. 1988 – Syrians participated in Olympics. 47. 2013 – Stalemate in civil war 
23. 1989 – Grim human rights situation 
24. 1990 – Iraq invades Kuwait 
25. 1991 – Syria holds talks over Golan Heights 
 

Adapted from “Syria Profile.” BBC News. 
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Appendix  B – Belligerents 
 
Government 

 
 
Government  
Syrian Armed Forces – 120,000 
Jaysh al-Sha’bi – various loyalist militias 
Shabiha– paramilitary members of the Ba’ath 
party – 10,000 
Mukhabarat – military intelligence      service – 
8,000 
 

 
 
Iran – 15,000 Soldiers 
The Revolutionary Guards – a branch of the 
Iranian military 
Basji – Paramilitary military group supported by 
Iran 
 
Other Foreign Militants 
Hezbollah – a Shi’a militant group based in 
Lebanon, 1,500-5000 
PFLP-GC – Palestinian Nationalist group based 
in Syria 
Iraqi Shia Militia – 500 including Abu al-Abbas 
brigade 
  
 
 
 
 
 
 
 
 

 
 
 
 
Rebels 

 
 
Syrian National Coalition 
Syrian Free Army 70.000-100,000 

 
 
Mujahideen – Jihadist groups 
Jabhat Al-Nursa front 6000-10,000,  
Al Qaeda affiliate 
Ahrar al-Sham – 60 different Islamist groups 
Foreign Jihadist groups - 1500-3000 includes 
Ghuraba al-Slam, Turks and fighters from the 
former Soviet Union 
 

 
 
Kurdish Democratic Union Party - Popular 
protection units 4000-10,000 
Adapted from Syrian Civil War 
http://en.wikipedia.org/wiki/2011–
2012_Syrian_uprising 
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Abstract 
     Many rural and metropolitan areas are working to revitalize their downtown districts.  Since the late 
90’s Kentucky began a push to place Farmer’s Markets in most counties across the state (Woods, 
Hoagland, Rowell and Mansfield 1999).  The inclusion of a Farmers’ Market may provide one avenue to 
encourage the downtown revitalization process.  As downtown Farmers' Market customers spend money 
at the market, increased revenues help local economies, and this increase in turn benefits local existing 
businesses as well as consumers who live in the area.  
     The majority of research seeks to determine the economic benefit of either metropolitan area Farmers’ 
Markets or the aggregate impact of the Farmers’ Markets state-wide.  The purpose of this research is to 
examine the economic impact a downtown Farmers’ Market has on the local community located in 
micropolitan statistical areas. The City of Murray, located in Calloway County, Kentucky, has a city 
population of 17,741 and micropolitan county population of 37,191.  Calloway County is one of 576 
micropolitan areas according to the 2010 census. The major focus of this project is to determine how 
money spent at the Murray, Kentucky, Downtown Saturday Market provides an economic benefit as a $1 
of market revenue multiplies throughout the community. 

     During the 2011 Murray Saturday Market Season, sixty-one vendors sold produce, crafts, 
baked goods, plants, meat and seafood.   That season, the average revenue per vendor, by category, 
ranged from $1,700 to $13,800 with an average profit, by category, ranging from $860 to $6,900.  The 
economic impact of the Saturday Downtown Market for the 2011 market season is estimated at $209,493 
calculated from total Saturday Market profit and a multiplier of 1.3. 
I.  Introduction 
     From grocery stores to television ads, consumers are faced with numerous choices when deciding 
when, where, and how much food to purchase for themselves and their families.  If budget was the only 
consideration, shopping would be an easy task:  find the lowest price and stretch the budget as far as 
possible.  Choices become complicated because budgets are rarely the only consideration.  Many 
consumers want to know where food is grown along with other issues such as quality and freshness 
before making a purchase. (Gifford and Bernard 2006)  

In order to meet consumer demand, farmers, Farmers’ Market vendors, and researchers want to 
adequately understand who consumers are, how food purchases are made, and how much a consumer will 
pay for fresh produce and other products sold in local communities.  The U.S. Department of Agriculture 
Economic Research Service presented a combined overview of state-wide findings on local food systems 
in a May 2010 Economic Research Report. Results suggested both demographic and consumer 
willingness to pay results vary between states and studies (Martinez, et al. 2010). Previous research also 
indicates there is no clear, accepted definition for ‘local foods’ for producers, consumers, or researchers 
(Martinez, et al. 2010) (Zepeda and Li 2006). 
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     Many rural and metropolitan areas are working to revitalize their downtown districts.  Since the late 
90’s Kentucky began a push to place Farmer’s Markets in most counties across the state (Woods, 
Hoagland, Rowell and Mansfield 1999).  The inclusion of a Farmers’ Market may provide one avenue to 
encourage the downtown revitalization process.  According to the National Trust for Historic 
Preservation:  

“Economic restructuring strengthens your community's existing economic assets while 
diversifying its economic base. This is accomplished by retaining and expanding successful 
businesses to provide a balanced commercial mix, sharpening the competitiveness and 
merchandising skills of business owners, and attracting new businesses that the market can 
support. Converting unused or underused commercial space into economically productive 
property also helps boost the profitability of the district. The goal is to build a commercial district 
that responds to the needs of today's consumers (www.preservationnation.org).  

     As downtown Farmers' Market customers spend money at the market, increased revenues help local 
economies, and this increase in turn benefits local existing businesses as well as consumers who live in 
the area. The June 2010, Farm Aid reports: 

 “Every time money changes hands within a community, it boosts income and economic activity, 
and fuels job creation. This is because locally owned businesses are more likely to re-spend their 
dollars locally. A growing body of evidence demonstrates a dollar spent on a locally owned 
business circulates two to four times more in the community compared to that same dollar spent 
on an equivalent non-local business (www.farmaid.org). 

     The majority of research seeks to determine the economic benefit of either metropolitan area Farmers’ 
Markets or the aggregate impact of the Farmers’ Markets state-wide.  The purpose of this research is to 
examine the economic impact a downtown Farmers’ Market has on the local community located in 
micropolitani statistical areas. The City of Murray, located in Calloway County, Kentucky, has a city 
population of 17,741 and micropolitan county population of 37,191.  Calloway County is one of 576 
micropolitan areasii according to the 2010 census.iii The major focus of this project is to determine how 
money spent at the Murray, Kentucky, Downtown Saturday Market provides an economic benefit as a $1 
of market revenue multiplies throughout the community. 
     During the 2011 Murray Saturday Market Season, sixty-one vendors sold produce, crafts, baked goods, 
plants, meat and seafood.   That season, the average revenue per vendor, by category, ranged from $1,700 
to $13,800 with an average profit, by category, ranging from $860 to $6,900.  The economic impact of the 
Saturday Downtown Market for the 2011 market season is estimated at $209,493 calculated from total 
Saturday Market profit and a multiplier of 1.3. 
II. Literature Review 
Consumer Characteristics 
     A number of state-wide research projects designed to measure consumer characteristics have been 
conducted across the U.S. in states such as Iowa, Indiana, Michigan, Tennessee, South Carolina, and 
Kentucky.  Iowa consumers, aged 36 to50, spent more money than other age groups, and were willing to 
travel farther to markets with more than 40 vendors.  For markets with 21-40 vendors, consumers between 
the ages of 51 to 65 made more market visits (Otto and Varner 2005).  In Indiana, women were more 
likely to puchase local products, and consumers did not want to give up extra time or money to find those 
products.  Higher levels of education had a negative effect on local purchases as increased education 
appeared to decrease the impact of Buy Local progams (Jekanowski, Williams and Schiek 2000).   One 
Michigan study found consumers in local focus groups were very committed to eating local foods, but 
saw year round avialabiltiy as a definite problem (Bingen, Sage, and Sirieix 2009).  In Tennessee, women 
consumers over the age of 45 with some college education, were most likely to purchase local foods 
(Eastwood, Brooker and Gray 1999).  In South Carolina, consumers were willing to pay 11% more for 
local products if the products were considered better quality (Carpio and Massa 2008).  Age, income, and 
education level had a significant effect on preferences for blueberry products by Kentucky consumers 
(Hu, Woods and Bastin 2009). 
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     When considering consumer preferences, results are rarely consistent.  For example, while the results 
from preference surveys often find income significantly impacts consumer preference, one national data 
base survey found income had no significance (Bond, Thilmany and Bond 2009).  However, using 2004 
Nielsen Homescan data, Dettmann and Dimitri found both education and income had a positive and 
significant impact on the consumer purchase of organic vegetables (Dettmann and Dimitri 2010).  
Although 55% of Kentucky Consumers in a Kentucky Food Consumer Panel Survey said high cost was a 
barrier to fresh product consumption, both Kentucky Farmer’s Markets as well as the number of Farmers’ 
Market Vendors continue to increase each year (Woods, Hu and Williamson 2008) (www.kyagr.com ). 
During a 2010 test market study in eleven Kentucky Counties, consumers visited their county market 
more than 10 times and averaged more than two visits to other markets (Woods 2010). 
     Farmers’ Markets are more than just buyers and sellers of local produce and benefit local communities 
in several ways.  These markets help build friendships and community relationships as well as offer 
healthy food to mothers and children (through the WIC program), and also to senior citizens. (Schmitz 
2010) (www.ers.usda.gov)  (Martinez et al. 2010) Also, when consumers shop at local markets located 
downtown or other similar locations, other businesses can benefit.  Forty-five percent of Eugene, 
Oregon’s mid-week Farmers’ Market shoppers shop downtown because they were already in the area.  
Consumers from markets in Beaverton and Grants Pass Oregon spent between 33% and 65% more at 
nearby shops (Lev and Stephenson 2003). 
Multiplier Effect 
     The Kentucky Community Farm Alliance suggests large and small communities can benefit from 
locally integrated food economics which they refer to as LIFE.  By spending $1 locally, the multiplier 
effect provides more than $1 in value for the community through reduced costs and increased 
employment, so that all members of the local area, not just farmers, receive the benefit (Community Farm 
Alliance 2003).  In a 1996 Purdue University study, David Broomfield, defined multiplier affect “…as the 
relationship between some initial change in an economy and the succeeding economic activity that is 
generated as a result of that initial change (Broomhall 1996). 
     Several states, among them Iowa and New York, used a multiplier effect as a foundation to develop 
state-wide research projects in order to measure the economic impact of increased local food spending.  
Using an IMPLAN Input-Output model, a 2009 study measured the economic impact of Iowa Farmers’ 
Markets.  Results indicate the economic impact of $38.4 million in overall market sales using a multiplier 
of 1.55 increases to $59.4 million and increases employment by 200 additional jobs (Otto 2010).  One 
2007 New York study considered the economic impact of three categories of public markets: large city 
(population greater than one million), small city (population greater than 250,000), and small town 
(population greater than 70,000).  Examples of cities/towns that were included in the study are Seattle, 
Washington, Little Rock, Arkansas, and Silver City, New Mexico.  Vendor categories for public markets 
were defined as producers (meat, fruit, vegetable, fish), non-producers (re-sellers, butchers, bakers), and 
other (crafts). While undertaking this project the authors of this study faced the following difficulties: 

Overall, the process of data collection to conduct the economic impact analysis proved to be 
difficult. In particular, vendors were often unwilling to provide accurate expenditure data for 
analysis. This suggests that developing credible multipliers specific to vendor, market, and 
community type might be even more useful since they could be used in conjunction with 
customer purchase survey data in order to estimate economic impacts, rather than having to 
obtain business expenditure data directly from the vendors. (Project for Public Spaces 2007) 

     When looking for ways to improve the outlook for farm income, research is often directed at 
metropolitan areas because the large populations can offer a greater potential when generating new 
income strategies.  Over the last ten years, cities such as Louisville, Portland, and Milwaukee contracted 
with Market Ventures Inc., an economic development firm, to look for new ways to grow new, larger 
public markets and/or revitalize downtown areas.  Market Ventures, Inc. used RIMS II multipliers from 
the U.S. Bureau of Economic Analysis (BEA) for each region and product as part of the development of 
the economic plan for these cities (www.marketventures.com) (www.bea.gov). 
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     The BEA is a well know source for providing free information regarding Industry Multipliers, 
however, there is a cost for providing regional multipliers for those same industries (www.bea.gov ). 
When seeking to increase the economic benefit of a public market, large metropolitan areas often hire 
outside agencies to research the ‘how’, ‘why’, and ‘predicted revenues’ of an expansion 
(www.marketventures.com ).  However, it is not economically feasible for smaller micropolitan areas to 
hire those same agencies, and smaller cities and towns must frequently rely on state-wide studies to gain 
this type of information (Broomhall 1996). 
III. Method 
     Surveys were conducted in Murray, Kentucky, at the Saturday Market throughout the summer and fall 
during the Saturday Market hours of operation.  Two separate surveys were used to collect data necessary 
to measure the average profit of the sixty-one Saturday Market Vendors.   In mid-July, vendors were 
asked to participate in an initial survey.  Although participants were asked about their estimated weekly 
profit for vendor sales during the Saturday Market, the major purpose of this survey was to ask vendors to 
participate in a second survey when the market season ended in October. 
     After completing the initial survey, the purpose of the project was explained in greater detail.  First, 
vendor participants were given a short explanation of the potential, positive impact on the local 
community when $1 is spent at the Saturday Market.  Next, participants were asked to take part in a 
second survey to provide the information necessary to measure the market impact.  Those willing to 
participate provided their contact information for a phone survey to be conducted at the end of the market 
season.   Questions in the second survey were designed to identify vendor categories and the total profit 
per vendor for the entire market season. 
     Vendor survey results were compiled by category for use in an Impact Analysis Study of the 
Downtown Saturday Market on the local community.   Surveys results were separated into the following 
five categories: Produce, Plants, Baked Goods, Crafts, and Seafood/Meats and revenues totaled by 
category.  Both surveys were designed to calculate each vendor’s profit - total revenue less labor and 
other business related costs. 
     Similar to the difficulty that the Project for Public Spaces encountered, as noted above,  when 
surveying Farmers’ Market vendors for a 2007 economic impact study, some vendors for this study were 
also unable or unwilling to divulge accurate revenue and cost information (Project for Public Spaces 
2007).  For example, in the first survey, when Murray venders were asked about the revenue for a typical 
Saturday Market, many vendors answered the question with an expected percentage of profit rather than a 
dollar figure for expected revenue.  Fifty-four percent of those surveyed answered with a percentage of 
expected profit, while 27% stated were unable to estimate expected profit.  Only 19% of survey 
participants provided a dollar amount when asked about their expected market revenue. 
     Conversely, in the second survey, the majority of vendors stated they were unsure about costs 
associated with selling their product at the Saturday Market.  In fact, numerous vendors were unable to 
give even an estimate of their costs. Nevertheless, the combined survey results provided an avenue to 
estimate the average revenue per vendor category as well as a cost percentage per category.  Because a 
majority of participants answered a survey question that asked for the vendors’ profit percentage, an 
average cost percentage for each vendor category was able to be determined. 
     These difficulties in collecting revenue and cost information and the solutions used to solve over the 
problems for this study, are very similar to those in the Project for Public Places study.  Initially, that 
2007 study created a more detailed vendor survey.  However, because of the lack of vendor response, a 
simpler survey was created asking questions much like those used for this study.  Also, Project for Public 
spaces used a similar method to estimate vendor revenue and cost averages from data collected from 
vendor surveys (Project for Public Spaces 2007).  For the Murray study results indicated the average 
percentage cost for the Craft category was 30%, while the majority of Produce, Plants, Baked Goods and 
Seafood/Meat vendors expected their costs to be 50%.  Given that most vendors were able to provide 
revenue information survey, it was possible to estimate the average revenue and average profit per vendor 
category. 
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IV. Data and Results 
Average Revenue and Profit 
     Average revenue is defined as the total 2011 revenue per Saturday Market Vendor category divided by 
the number of market vendors per category.  Estimates for Total Revenue were calculated from data 
collected in the survey. To compute the average revenue for each vendor category, the total revenue per 
category was divided by the number of survey participants per category.  Results are presented in Table I.  
Economic Impact Analysis  
     Previous research indicates choosing or calculating a multiplier is not a simple process.  However, the 
process is a necessity in order to fully understand the economics of farming and the local community 
(Community Farm Alliance 2003) (Broomhall 1996) (Miller 2006).   Based on a 1980 Cornucopia report, 
which used the multipliers 1.3 and 1.5 for agricultural production and local food processing respectively, 
a Kentucky Community Farm Alliance report considered 1.3 and 1.5 as valid multipliers for 2003 
(Markley and Hilchey) (Community Farm Alliance 2003). 
     For this Impact Analysis Study of the 2011Downtown Saturday Market, the average profit by vendor 
category and a multiplier of 1.3 were used to calculate the economic impact of the market on the local 
Murray community.  Market vendor fees are also included as part of the total economic impact.  Murray 
Main Street organization hosts the Downtown Saturday Market located on the Murray Court Square.  
Each Farmers’ Market vendor is required to pay a $25 annual registration fee as well as a weekly set up 
fee.  Murray Main Street collected $7,286 in fees from the Saturday Market vendors 
(www.murraymainstreet.org).  The Downtown Saturday Market is an outdoor market and has no paid 
employees. The total economic impact of the 2011 Downtown Saturday Market is $209,403.20.  Impact 
analysis results are presented in Table V. 
V. Conclusion and Future Study 
     As metropolitan and micropolitan areas seek to improve local economies, including a downtown 
Farmers’ Market is an excellent way to revitalize a downtown district.  Not only can a downtown farmers’ 
market increase the local economy as market revenues multiply through communities, there are also many 
social benefits.  Researchers continue to study the positive economic and social impact of these markets.  
Although the majority of research is centered on metropolitan areas as well as numerous state-wide 
studies, many farms and farmers’ markets are located in small, rural towns, and cities. 
     In tight economic times large and small communities are looking for ways to increase local economies.  
Murray, Kentucky, located in Calloway County is one of 576 micropolitan statistical areas with a 
population between 10,000 and 50,000.  Last season the Saturday Downtown Market provided an 
economic impact of over $209,000 for the local community. .  Given that some survey respondents were 
unable or unwilling to provide more complete revenue data, these estimates of revenue, profit, and the 
calculated economic impact are necessarily conservative.  Consumer surveys such as those in the Project 
for Public Spaces yielded much higher revenue results than vendor surveys in the same market (Project 
for Public Spaces 2007).  It is possible, perhaps likely, that a consumer survey in Murray, Kentucky might 
show a similar trend.  However, even if our economic impact estimate is low, imagine the possible growth 
if there were more coordination between the Saturday Market and downtown businesses.  Last year there 
were more than 80 businesses associated with Murray Main Street which included several restaurants, 
banks, and other types of business, although only a few open on Saturday (www.murraymainstreet.org ).  
Lev and Stephenson’s 2003 study found Forty-five percent of Eugene, Oregon’s mid-week Farmers’ 
Market shoppers shop downtown because they were already in the area.  Consumers from markets in 
Beaverton and Grants Pass Oregon spent between 33% and 65% more at nearby shops (Lev and 
Stephenson 2003).  This could be a focus for the Murray Main Street which organizes the Farmers’ 
Market and local businesses.  
Future Study 
     As one of 576 micropolitan areas, it is likely there are many other small communities like Murray, 
Kentucky.  Through a downtown revitalization that includes adding a downtown Farmers’ Market, or by 
increasing the economic and social influence of an established market, small communities can increase 
their local economy.  For Murray and other small communities, further research may be necessary to 
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identify a true estimate of the economic impact of a downtown market.  By following the example of the 
2007 Project for Public Spaces study, completing a survey of market customers as well as vendors will 
provide a more accurate measure of market revenue.  
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Table I - Average Vendor Revenue, by Category, 2011 Saturday Market Season 

Category Avg. Revenue 
Produce $   5,450 
Crafts $   2,956 
Baked Goods $   1,725 
Plants $  8,025 
Seafood & Meat $13,800 

 
     Average vendor profit is defined as average revenue (Table I) less the category percentage cost, 
divided by the number of participants in each vendor category.   Thirty-seven vendors participated in the 
first survey.  Of those 37 vendors, 10 Produce Vendors, 15 Craft Vendors, 1 Plant Vendor, 1 Meat 
Vendor, and 1 Baked Goods Vendor participated in the second survey. Results are presented in Table II. 
 
 
Table II - Average Vendor Profit, by Category, 2011 Saturday Market Season 

 

During the 2011 Saturday Market Season, sixty-one vendors participated in the Murray downtown market 
as: Produce Vendors (25), Craft Vendors (21), Baked Goods Vendors (7), Plants Vendors (6), and 
Seafood/Meat Vendors (2), with an estimated $286,301 in total market revenue.  Results for Revenue 
Totals by vendor categories are presented in Table III. 
 
 
 
 

Category 
 Avg. Profit 
Produce $2,725 
Crafts $ 2,068 
Baked Goods $    863 
Plants $4,025 
Seafood & Meat $6,900 
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Table III – Total Revenue, by Vendor Category, 2011 Saturday Market Season 
Vendor Average No. of Revenue 
Category Revenues Vendors  Totals 
Produce  $                5,450  25  $      136,250  
Plants  $                8,050  6  $        48,300  
Baked Goods  $                1,725  7  $        12,075  
Crafts  $                2,956  21  $        62,076  
Seafood/Meat  $              13,800  2  $        27,600  
 Total Revenue   

 
 $      286,301  

Using the average profit per vendor calculations presented in Table II, results indicate the total profits from the 
Downtown Saturday Market were approximately $155,600.  Overall profits for the market are estimated at 54.3% of 
total revenues.  Results for the average profit by vendor category are presented in Table IV. 
 
Table IV – Total Profit, by Vendor Category, 2011 Saturday Market Season 

 
Average Profit 

  Vendor By  No. of Profit 
Category Vendor Category Vendors  Totals 
Produce  $                2,725  25  $        68,125  
Plants  $                4,025  6  $        24,150  
Baked Goods  $                   863  7  $          6,041  
Crafts  $                2,068  21  $        43,428  
Seafood/Meat  $                6,900  2  $        13,800  
    

 
 $      155,544  

 
Table V – Total 2011 Economic Impact, by Vendor Category 

Vendor Profit 
 

Economic 
Category Totals Multiplier Impact 
Produce  $              68,125  1.3  $       88,562.50  
Plants  $              24,150  1.3  $       31,395.00  
Baked Goods  $                6,041  1.3  $         7,853.30  
Crafts  $              43,428  1.3  $       56,456.40  
Seafood/Meat  $              13,800  1.3  $       17,940.00  
Sub-Total  $            155,544  1.3  $     202,207.20  
Murray Main Street Vendor 
Fees 

  
 $         7,286.00  

Total Economic Impact 
 

 $     209,493.20  
 

i “Metropolitan and micropolitan statistical areas—metro and micro areas—are geographic entities defined by the 
U.S. Office of Management and Budget for use by federal statistical agencies in collecting, tabulating, and 
publishing federal statistics. Metro and micro areas are collectively known as core based statistical areas (CBSAs). 
A metro area contains a core urban area population of 50,000 or more. A micro area contains a core urban area 
population of at least 10,000 (but less than 50,000). Each metro or micro area consists of one or more counties and 
includes the counties containing the core urban area, as well as any adjacent counties that have a high degree of 
social and economic integration (as measured by commuting to work) with the urban core.” 
http://www.census.gov/prod/cen2010/briefs/c2010br-01.pdf, pg 4. 
ii Ibid, pg 4. 
iii http://quickfacts.census.gov/qfd/states/21/21035.html. 
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     In a scenario that is all too typical in high school social studies classes, a teacher asks the students to 
take out their history textbook and turn to a certain page.  Teachers can probably guess the reaction 
(groans) of many students.  Before the location in the textbook is even announced, many students in the 
class have tuned out.  We have lost them before we have begun! 
     The majority of information students receive in high school social studies is from textbooks.  Students 
tend to have difficulty comprehending the significance of what they are learning.  National and state test 
scores include low scores in social studies. Educators need to find approaches that will enhance student 
comprehension. One such approach is using current events. 
     Many students have problems connecting past issues with present issues. When students are aware of 
the local, national, and world news, they can connect it to their social studies topics. Teachers should 
model how to connect events in the present to those of the past by implementing examples throughout 
their lesson plans. 
     Teachers should teach recurring themes and encourage discussion about how a new history lesson 
relates to broader concepts. In math we teach how fractions and decimals are similar, or how addition and 
subtraction are related, but teachers often fail to make these associations with history. The more mental 
connections students can make, the more learning will make sense and retention will improve. 
     What follows are seven topics that students may study as part of a high school social studies 
curriculum, and examples of current events that can be incorporated into each of these topics. In so doing, 
events of the present are connected to events of the past, the study of history becomes more interesting 
and relevant, and students can increase their critical thinking and retention skills. 

1. “Strict” versus “Loose” Interpretation of the Constitution 
a. Gun Control.  The Second Amendment reads as follows: “A well regulated militia, being 

necessary to the security of a free State, the right of the people to keep and bear Arms, shall 
not be infringed.”  Gun control advocates argue that this amendment applies only to militias, 
not to individuals, and thus does not give everyone the right to own a gun or an assault 
weapon. They favor a “strict” interpretation of the Constitution.  

b. Right to a Lawyer. In Gideon v. Wainwright (1963), the Supreme Court ruled that a lawyer 
had to be provided if the accused could not afford one. The Constitution merely states that a 
citizen’s RIGHT to lawyer cannot be infringed. The Court interpreted this to mean that the 
state had to provide one if you cannot afford one (Bartholomew & Weil, 1990). This would 
be an example of a “loose interpretation of the Constitution.” 

c. Abortion Rights. In Roe v. Wade (1973), the Supreme Court established a legal right to 
abortion. Justice Blackmun claimed that women had a "right to privacy" and that, as a result, 
the state could not pass laws restricting women from having abortions. However, nowhere in 
the Constitution is this "right to privacy" expressed. Blackmun and others determined via 
interpretation that it was understood. They felt that the umbrella of Constitutional protections 
in the Bill of Rights created an unstated right to privacy, such as the Fourth Amendment 
protections against unreasonable searches and seizures (Bartholomew & Weil, 1990). This 
would be an example of a “loose interpretation of the Constitution.” 

d. Health Care. In 2010, President Barack Obama signed the Patient Protection and Affordable 
Care Act, commonly known as Obamacare. It represented the most significant regulatory 
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overhaul of the nation’s health care system since the passage of Medicare and Medicaid in 
1965. In part, it mandated the purchase of health insurance by individuals to increase 
coverage and affordability. In 2012, the Supreme Court upheld the constitutionality of 
Obamacare, based upon Congressional power to collect taxes (Liptak 2012).  This would be 
an example of a “loose interpretation of the Constitution.” 

e. Critical Thinking Question:  
Should the Constitution be interpreted “strictly” or “loosely” for each of the issues listed 
above? 

2. State versus Federal Powers 
a. Same-Sex Marriage. In 1996, a federal law known as the Defense of Marriage Act (DOMA) 

was passed, which defined marriage as the legal union between one man and one woman.  It 
established federal non-recognition of same-sex marriages.  Thus, even though same-sex 
couples may have been legally married in a state, they were denied federal benefits, including 
insurance benefits for government employees, Social Security survivors' benefits, and the 
filing of joint tax returns.  In 2013, the Supreme Court ruled DOMA unconstitutional, 
declaring it “a deprivation of the liberty of the person protected by the Fifth Amendment” 
(Liptak, 2013). However, the Supreme Court did not rule on the constitutionality of same-sex 
marriage. Without such a ruling, states maintain the right to determine the legal status of 
same-sex marriage within the state.  

b. Legalization of Marijuana by States. In 2012, referendum votes in Colorado and 
Washington legalized the recreational use of marijuana, thereby becoming the first states to 
do so under state law (Healy, 2012). However, marijuana is still classified as a controlled 
substance under federal law and subject to federal prosecution.  

c. Immigration Laws. In 2010, Arizona passed a law that required state law enforcement 
officers to determine an individual's immigration status during a "lawful stop, detention or 
arrest" when there is reasonable suspicion that the individual is an illegal immigrant 
(Archibold, 2010). Federal law requires all aliens to have registration documents in their 
possession at all times. Thus, the Arizona Act went beyond the requirements of federal 
immigration laws.  

d. Critical Thinking Questions:  
(1) The “Supremacy Clause” of the Constitution mandates that all states must follow federal 

law when a conflict arises between federal law and state law. The use, sale and 
possession of marijuana in the U.S. is illegal under federal law. Should the government 
enforce federal law in Colorado and Washington? 

(2) Do states have the right to require immigration status checks during law enforcement 
stops? 

3. The Fourteenth Amendment 
a. The Fourteenth Amendment reads as follows: "All persons born or naturalized in the United 

States, and subject to the jurisdiction thereof, are citizens of the United States and of the State 
wherein they reside." Thus, the Fourteenth Amendment specifies that all children born in the 
United States are automatically U.S. citizens.  This has led to complaints about granting 
automatic citizenship for the U.S.-born children of illegal immigrants.  

b. Opponents of illegal immigration claim that a large number of illegal immigrants come to the 
U.S. specifically to have a child, or a so-called "anchor baby," so that the parents would be 
able to remain in the U.S., being the parents of an American citizen. 

c. Those that argue for a change in current laws claim that there are a large number of children 
born to illegal immigrants within U.S. borders each year. They point to 2008 data that shows 
that one out of every 12 children born in the U.S. were born to illegal immigrants, according 
to a study by the Pew Hispanic Center, a nonpartisan research organization. This translates 
into approximately 340,000 babies who were given automatic U.S. citizenship out of the 4.3 
million babies born in the U.S. that year (Pew Hispanic Center, 2009).  They also point to the 
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large economic costs of anchor babies for U.S. taxpayers, including the costs of providing 
health, education and, often, government assistance.   

d. As of 2009, more than 75 percent of illegal immigrants in the U.S. were Latinos (Pew 
Hispanic Center, 2009). As the law stands now, if the parents of U.S. citizens are found to be 
in this country illegally, the parents are to be deported to their country of origin, thus 
breaking up the family. At the age of 21, these children of illegal immigrants who were given 
automatic citizenship then have the opportunity to act as a sponsor for family members for 
entry into the U.S.  

e. Those who challenge this provision in the Fourteenth Amendment are advocating for a 
constitutional amendment asserting that one or both parents must be U.S. citizens or at least 
lawful permanent residents for a baby to qualify for citizenship.  

f. Critical Thinking Question:  
Should a constitutional amendment be passed requiring that one or both parents are U.S. 
citizens or at least lawful permanent residents for a baby to qualify for citizenship?  

4. The Role of Government in Society 
a. Democratic versus Republican Party. 

(1) The Progressive Movement of the early 20th century believed that government action was 
the only way to correct the many social and economic problems associated with 
industrialization and urbanization. 

(2) Today, the Democratic Party believes that government should play a role in alleviating 
poverty and social injustice, and generally supports a more progressive tax structure to 
provide more services and reduce economic inequality. Democrats generally oppose the 
cutting of social services, such as Social Security, Medicare and Medicaid, believe in a 
strong governmental role in providing for health care, and believe that the government 
should protect the environment. 

(3) Republicans emphasize the role of free markets and individual achievement as the 
primary factors behind economic prosperity. To this end, they favor less government, 
laissez-faire economics, fiscal conservatism, and the promotion of personal responsibility 
over welfare programs. They believe in “supply-side economics,” a belief that reduced 
income tax rates increase economic growth and thereby generate the same or more 
revenue for the government from the smaller tax on the extra growth. Most Republicans 
believe that the private sector is more effective in helping the poor than government, and 
they oppose a government-run health care system, believing such a system to be 
socialized medicine.  

b. National Security Agency (NSA). 
(1) The controversy concerns the surveillance of persons within the U.S. during the 

collection of foreign intelligence as part of the war on terror. 
(2) Under the Bush administration, the National Security Agency was authorized to monitor, 

without search warrants, the phone calls, Internet activity, text messaging, and other 
communication between any party outside the U.S. suspected of espionage or terrorism 
and their agents, which may include American citizens and permanent residents. 

(3) The U.S. Foreign Intelligence Surveillance Court (FISA Court) oversees requests by 
federal law enforcement agencies for surveillance warrants against suspected foreign 
intelligence agents inside the U.S. Such surveillance warrants are most often requested by 
the NSA and the FBI. 

(4) It is rare for such requests to be turned down. Over the entire 33-year period in which it 
was established, the FISA court has granted 33,942 warrants and 11 denials (Wikipedia). 

(5) In 2013, a top-secret order issued by the court was leaked to the media by Edward 
Snowden, requiring Verizon to provide information on all calls in its system to the NSA 
on an ongoing daily basis, including domestic calls (Savage, Wyatt, & Baker, 2013).  

c. Critical Thinking Questions:  
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(1) What should the role of government be in society?  
(2) How should the government balance the role of providing security while preserving 

liberty? 
5. Spreading Democracy 

a. America's exceptionalism stems from the American Revolution, developing a unique 
American ideology, based on liberty, equality, individualism, and laissez-faire. 

b. American exceptionalism is the proposition that the United States is different from other 
countries in that it has a specific world mission to spread liberty and democracy. This 
observation can be traced to Alexis de Tocqueville, the first writer to describe the United 
States as "exceptional." In 1840, Tocqueville noted that "the position of the Americans is … 
quite exceptional, and it may be believed that no other democratic people will ever be placed 
in a similar one.” (Tocqueville, 1840). 

c. In 1917, President Wilson sought a declaration of war against Germany, pledging to make the 
war “a war to end all wars” and to make the world “safe for democracy.” 

d. Similarly, in 2003, President George W. Bush laid out a broad vision of an American mission 
to spread democracy throughout the Middle East and the rest of the world, saying, “Freedom 
can be the future of every nation.”  He believed that if Iraq could be a democracy – the first 
one in an Arab country – then the people in other Arab countries would see that democracy 
can work in an Arab country and try to bring about democratic rule in their own countries. 
(Sanger, 2003). 

e. Critical Thinking Question:  
Should the United States pursue a foreign policy of spreading democracy? 

6. The Patient Protection and Affordable Care Act (2010) 
a. The Social Security Act (1935) established old-age insurance paid for by a joint payroll tax 

on both employers and employees. The act also established unemployment compensation. 
b. Opponents attacked the Social Security Act, labeling it as socialism.  They argued that the 

federal government had no power to enact such a program.  However, in 1937, the Supreme 
Court upheld the program, ruling that the Social Security tax was constitutional as an exercise 
of Congress’s general taxation powers. 

c. A similar controversy arose when President Barack Obama signed the Patient Protection and 
Affordable Care Act into law in 2010, which mandated the purchase of health insurance by 
individuals in order to increase coverage and affordability. 

d. Opponents have attacked the Patient Protection and Affordable Care Act, labeling it as 
socialized medicine and a government takeover of healthcare. However, in 2012, the 
Supreme Court upheld the constitutionality of the act, based upon the power of Congress to 
tax (Liptak, 2012). 

e. Critical Thinking Question:  
Do you believe that the Patient Protection and Affordable Care Act, mandating the purchase 
of health insurance by individuals, constitutes socialized medicine and a government takeover 
of healthcare? 

7. Congressional Term Limits 
a. In 1940, faced with the outbreak of war in Europe, Franklin D. Roosevelt decided that the 

international crisis was too grave for him to leave office, and he decided to run for a third 
term. Roosevelt was reelected to a third and then a fourth term, putting an end to the two-term 
tradition, which had begun with George Washington. After the war, Congress passed the 
22nd Amendment to limit Presidents to two elected terms.  

b. While the 22nd Amendment limits the U.S. President to two terms in office, members of 
Congress do not face term limits and may serve as long as they keep winning elections.   

c. In the 2012 elections, all 435 seats in the House of Representatives and 33 of the 100 seats in 
the Senate were contested.  The results show that 92.8% of the House members who sought 
re-election were successful.  In the Senate, only one incumbent was defeated. These figures 
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are in line with trends over the past four decades: 90% or more of House and Senate members 
have typically been re-elected over that period. (Ballotpedia). 

d. Critical Thinking Question:  
Should there be term limits for members of Congress? 

     In sum, motivating students in history and making history come alive requires a great deal of creativity 
from teachers to make this critical subject interesting and relevant. Students tend to have problems with 
critical thinking and analyzing data. By incorporating a current event activity into classroom instruction, 
students will be able to increase their time practicing critical thinking and analytical skills. 
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     The center, or core, of teaching and learning is the important consideration of what a student must 
know and be able to do.  Grounded in this emphasis, in the spring of 2009 an effort began to develop a set 
of shared national standards ensuring that students in every state are held to the same level of expectations 
that students in the world’s highest-performing countries are, and that they gain the knowledge and skills 
that will prepare them for success in postsecondary education and in the global arena (Kendall, 2011).  
Since that time, Common Core State Standards for history/social sciences, science, English/language arts 
and literacy have been developed and were released in the 2010-2011 school year, and forty-six states 
have adopted the Common Core State Standards.  Alaska, Nebraska, Texas, and Virginia have yet to 
adopt this national framework of core shared state standards that place an emphasis on what is considered 
to be the essential core of what students should know and be able to do. 
     Initially, educators’ response to the Common Core State Standards . . . “been there and done that.” So 
as the Common Core State Standards evolved, teachers’ reacted with some skepticism related to the 
CCSS’s movement as yet another educational “fad” that would come and then go like all other 
educational “movements” consistent with efforts to reform the current state of education. 
     According to Kendall (2011), under the Common Core, six considerations frame an educator’s 
approach to implementation of the CCSS in the classroom (See Figure 1.1).   
     The evolution of the implementation of standards related to English, math, science and social studies 
has morphed itself into a movement that has gained momentum where there is common agreement on a 
shared set of standards for each grade level and the expectations and responsibilities for all stakeholders 
are made clear.  According to Kendall (2011), “The Common Core provides an established set of 
standards whose mastery will provide each student with the skills and knowledge to advance in study 
whether as a master craftsman, a biochemist, or a pioneer in a field that has yet to emerge” (p. 10). 
Amid the growing movement instigated by the Common Core to implement a universal set of standards 
for public schools in the United States, Nebraska is among the four states mentioned that have not 
adopted the CCSS. Many Nebraska teachers, education officials, and community members are proud of 
the state’s legacy of standing up for states’ rights and not buying into popular movements in education 
that are often viewed as fads. According to Dejka (2013), “Tempted by an Obama administration offer of 
federal Race to the Top grants, Nebraska officials promised to adopt a set of standards purported to be so 
tough and revolutionary, they would help us restore the nation’s standing as an international education 
leader, catching up to perennial powerhouses Finland and Japan. The standards were called the Common 
Core…The grants went elsewhere, and so did the standards.” Because Nebraska refused to implement 
measures dictated by Race to the Top requirements, the grant money was not provided and rather than 
Nebraska adopting the CCSS, it is now in the process of aligning its own standards to the CCSS.  
     If Nebraska is aligning its standards to the Common Core, it may seem that adopting would be an 
easier and less costly choice. In contrast, there are several reasons why the Nebraska Board of Education 
decided that adopting was the wrong choice for the state’s schools and students.  One informed expert on 
education in the state of Nebraska was asked if not adopting because of the “Nebraska Way” would result 
in a lot of pain, hard work, and anxiety, the reply was, “The CCSS began as an initiative that was a state 
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led effort. There were three goals of this initiative, regarding standards, which included: fewer in number, 
higher in rigor, and internationally benchmarked. It is important to remember that schooling is a state 
function, not a federal function. When you look at the standards Nebraska uses, there is minimal 
language. This gives maximum flexibility to the teachers so genuine and meaningful learning can occur” 
(Informed Expert on Education in Nebraska, personal communication, July 2013).  
     Furthermore, when implementing new standards, new assessment measures must also be implemented 
which is a pricy process for states. According to an America Achieves Nebraska official, “Nebraska is 
known for local control. The State Board of Education just sunk millions of dollars into the Nebraska 
State Accountability system (NeSA); and if they adopted, they would have to redo the statewide 
assessment” (America Achieves Nebraska Official, personal communication, September 2013). Even if 
economic implications could be easily absorbed and teachers could find flexibility within the standards to 
teach in a meaningful way, there is still a great lack of understanding of the standards by education 
officials and the public. The wait and see approach is conservative, but is perhaps the best option for 
Nebraska while the kinks of the standards and their implementation processes are worked out by other 
states. 
     Throughout previous education reform efforts such as No Child Left Behind, teachers’ opinions and 
expertise were not prioritized. Teachers will be the ones implementing the standards into their classrooms 
and are experts on what does and does not work in education. Consequently, teachers and education 
professionals are a critical element to an effective rollout of the new standards. The method in which the 
CCSS are implemented will ultimately determine the movement’s success or failure. Teacher leaders in 
Nebraska education were surveyed to discover their insights on current access to professional 
development, knowledge of the standards, and if Nebraska’s standards stack up to the Common Core (See 
Figure 1.2).   
     The results were tremendous in compiling information to predict if Nebraska teachers would have 
access to adequate amounts of professional development to facilitate an effective support system 
throughout a hypothetical rollout of the CCSS. Forty-two percent of respondents indicated that their 
school district provides monthly professional development opportunities. Our respondents take advantage 
of these opportunities with 38.5% indicating that they participate in professional development on a 
monthly basis. The Nebraska teacher leaders surveyed are actively engaged in professional development 
not only through their school district, but also 69.2% of the respondents sought out supplemental 
professional development from sources outside of their school district. This indicates that to advance in 
the profession as a high quality teacher leader, respondents felt it necessary to gain additional resources 
and learning besides what was provided to them by their employer. This set of data becomes very 
important when discussing implementation of new standards in Nebraska whether they be revised 
Nebraska standards or Common Core. Teachers are actively participating in provided learning and growth 
opportunities and a large number of teachers independently access additional support outside of their 
school districts. If school districts are currently not able to provide adequate professional development, 
the strain of additionally required resources for teachers to ensure a successful rollout of new standards 
would prove problematic. If effective implementation of standards is the goal, underserving educators is 
not an option. High quality teacher professional development is an absolute necessity for successful 
standards. It is still unclear, however, what high quality teacher professional development looks like and 
how often teachers need to engage in these opportunities to be adequately prepared for a Common Core 
classroom. According to Dietz and Brooks (2013), “Meaningful education reform is not something you 
can mandate, standardize, or easily measure. It requires a collegial culture in which teachers are 
continually advancing their practice and making adjustments on the basis of their students’ current levels 
of understanding, readiness, and responses to inquiry-based instruction.” If meaningful education reform 
requires a holistic approach centered on teacher preparation, collaboration, and professional development, 
then serious analysis of current resources available to teachers needs to occur. Having competitive and 
rigorous expectations for all of our nation’s students to meet is important, however, the new standards 
need to be viewed as a new tool for teachers to help their students achieve academic success rather than 
the sole solution whose success is independent from teacher quality and preparation. According to 
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Shanahan (2013), “This is not old wine in new bottles. Administrators and teachers are going to have to 
make some real changes in their practices. Changes will happen and they will happen quickly. It is 
important for teachers to have professional development opportunities for successful implementation.” 
The notion that any reform effort in education can be successful without identifying teacher engagement 
and training as a key component is doomed to fail in its initial stages of conception. According to Kendall 
(2011), “Transition support documents and collaborative support among administrators, teachers, and 
staff will be crucial for the success of unpacking the new standards.” 
     The data also demonstrated that teachers who regularly engage in opportunities to learn and grow 
within the profession are more likely to be equipped with knowledge regarding trends in education, even 
reform efforts that do not directly affect them, their classrooms, or their students. 84.6% of respondents 
who are all Nebraskan educators were aware of arguments for and against the CCSS even though 
Nebraska has not adopted. Because issues in education often transcend state boundaries, having highly 
educated teachers who are aware of problems that their colleagues face across the nation is incredibly 
beneficial. According to an informed expert on education in the state of Nebraska, “It is unlikely that the 
state board will turn its back on its standards. The language arts standards will be reviewed and unpacked. 
During this process teachers will engage in professional development to revise curriculum in alignment to 
the new standards. By maintaining state standards this unpacking process will remain much less intrusive 
than if Nebraska were to adopt the CCSS” (Informed Expert on Education in Nebraska, personal 
communication, July 2013). Although Nebraska teachers will not be experiencing the unpacking of 
national standards, their expertise guides them to predict hurdles for other states. When survey 
respondents were asked what they think is the most difficult aspect of the implementation process of the 
CCSS responses ranged from, “Teachers, schools, school districts, parents and especially the students 
won’t be ready for CCSS.”, to “I believe inadequate training is always the biggest hurdle” (Survey 
Respondent, personal communication, October 2013). Even though Nebraska teachers will not be 
implementing CCSS, they are becoming highly aware of not only the impact the new standards will have 
on their colleagues from other states, but they are also feeling the impact as the Common Core reaches 
into their classroom. With 46 states having adopted, publishing companies are aligning all of their 
products to the CCSS. Consequently, Nebraska teachers are having to go through the extra steps of 
aligning CCSS material with the Nebraska standards. Teachers are also feeling the pressure to implement 
more inquiry-based and project-based learning experiences into the classroom. Teachers are being pushed 
to expect students to create inferences and back up their findings with research. Also, inclusion of more 
informational text, especially for younger grades is a key component of the Common Core that is finding 
its way into Nebraska classrooms. 
     Rather than experiencing the indirect impact of the Common Core, some Nebraskan teachers instead 
think that Nebraska should adopt. Several advocates for the national standards welcome the Common 
Core State Standards with open arms and are actively implementing philosophical practices addressed in 
the standards into their classroom. According to an America Achieves Nebraska official, “The difference 
between current Nebraska standards and the CCSS is that the Common Core has fewer standards and 
clearer, more in depth language. This results in higher expectations and more time can be dedicated to 
teaching students how to analyze and synthesize information rather than just memorizing facts to get 
through the extensive amount of standards. Nebraska State Standards, particularly math, are less rigorous 
which will result in less prepared students when compared to their peers from other states. It’s wrong. It’s 
a disservice to Nebraska students to not adopt” (America Achieves Nebraska Official, personal 
communication, September 2013). There are very strong voices that range on the spectrum of for and 
against adoption of the Common Core State Standards. The language arts standards were found to be just 
as rigorous as the Common Core in an alignment study done by the Nebraska Department of Education, 
and although the math standards are not as rigorous, they will be aligned to the Common Core as they are 
revised. Rigorous standards are synonymous with students’ college and career readiness. Through 
alignment studies conducted by the Nebraska Department of Education, whether or not the standards are 
rigorous will not be an issue. Instead, the tension and controversy will remain in the language differences 
between the sets of standards. Nebraska’s standards are less restrictive and provide more concise 
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language with the premise that providing teachers with high expectations but ample flexibility to be 
innovative and artful in their teaching results in higher student engagement and consequentially higher 
student achievement. Proponents for Nebraska’s adoption of the CCSS argue that the lack of language in 
the Nebraska State Standards does not provide enough direction for teachers resulting in lower 
expectations and the intended rigor is lost in interpretation of the standards. They instead offer the CCSS 
as an alternative that has fewer but higher quality standards that explain expectations in their entirety. The 
two sets of standards are very different in language not because of their connection to rigor but instead 
philosophical ideas of how teachers should be directed to teach and what to teach. The differing rationales 
for the two sets of standards’ language are essentially the center of disagreement. Until there is definitive 
proof that one the Common Core’s approach to standards’ language results in higher student success, it is 
doubtful that Nebraska will budge on remaining with its own standards.  
     Although Nebraska refuses to adopt because of the standards’ language, there are several benefits to 
adopting the CCSS according to Kendall (2011), “The standards are fewer, higher, and clearer to best 
drive effective policy and practice. They are aligned with college and work expectations. They are 
internationally benchmarked, research based, and evidence based. The standards describe what students 
should know and be able to do. There are four strands and within each strand, standards are organized 
under a set of topics, which apply across all grades.” A clear presentation of the CCSS makes them 
especially user friendly for teachers. It is also notable that the format and standards’ language may be 
especially attractive to young teachers. The new generation of teachers emerging in the profession grew 
up during the standards movement, No Child Left Behind, and the overwhelming implementation of 
rubrics. Seemingly almost every task throughout these new teachers’ primary, secondary, and collegiate 
educations were assessed based on a thorough set of expectations dictated in a corresponding rubric. New 
teachers are used to, expect, and often require thorough expectations. The Common Core State Standards’ 
specific language does not impede the artful and creative teaching process for these young teachers, 
instead it provides the solid foundation that they expect and desire so they can teach in a meaningful way. 
     The nature of the national movement, however, does have some stakeholders in education concerned. 
According to Brooks and Dietz (2013), “Classroom curriculum, instructional practices, and assessments 
are becoming standardized, identical, and ineffective. CCSS lay the foundation to tie teacher quality to 
student assessment results on a national basis.” For many, the idea of a nationally standardized movement 
is equated with setting teachers up to be vulnerable to malicious political attacks that aim to advance 
merit pay and other unwanted national efforts. Education is traditionally a state’s issue but according to 
Ornstein, Levine, and Gutek (2011), “With the passage of NCLB, the federal government has become 
more involved with the state and local education agencies in taking an active role in implementing 
education policy” (p. 249). The federal government controls the purse strings for federal aid dollars and 
has learned quickly that they can incentivize states into compliance by attaching specific requirements to 
grant funding. This new demonstration of federal authority over states in recent decades is what gives 
cause for concern to those concerned with states’ rights. By states adopting the CCSS, they are laying the 
foundation for other national movements that may not be positive policies for the public education 
system. 
     If the CCSS are to be effective, they need to be not only comprised of high quality expectations but 
also the language needs to be equitable for all learners. According to Schmidt & Burroughs (2013), 
“There has been a ton of focus on the CCSS’s ability to improve the overall quality of education. 
However, learning must be equitable as well. There is a great inequality in instructional content. If a child 
is never exposed to a concept, they will never be able to learn or understand it in the future.” One of the 
great benefits of standards is that they provide an overarching level of high expectations for all learners. 
This ensures that all students have access to rigorous content and have the exposure to the same concepts 
as their peers regardless of race, socio-economic status, gender, or learning level. The challenge for 
teachers is to be able to teach in a differentiated way these high level concepts to students that may 
struggle to attain mastery. With functioning working memory and motivation, all students can learn, 
however, it will be a challenge for teachers to meet the needs of all their students and motivate them to 
take on higher level tasks that were not expected of them prior to implementation of the Common Core. 
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According to Schmidt & Burroughs (2013), “Extensive evidence points to the inadequacy of mathematics 
education in the United States. Only 26% of 12th graders reach the threshold of proficiency in math on the 
National Assessment of Educational Progress. New research indicates that new standards may be the 
answer to math deficiencies.” Throughout the implementation process and alignment process for states 
that did not adopt the CCSS, expectations of students via math standards were subpar. This has had a 
direct and negative impact on student achievement especially when compared to international peers. The 
quality of the CCSS will provide rigorous expectations to put our nations’ students on a level playing 
field with their global counterparts. If the CCSS are implemented properly, their quality and rigor will 
ensure that our students graduate with the ability, achievement, skills, and competencies need to be 
competitive in the global workforce. 
     The Common Core State Standards Initiative claims that the standards will demand higher 
expectations of students resulting in greater student achievement and success. The mantra for CCSS 
supporters is that the standards will prepare our students across the nation to be college and career ready. 
College and career readiness has been equated with high levels of student achievement. According to 
Kendall (2011), “Businesses have complained about high school graduate’s lack of preparedness of the 
work world. A measure of success in the implementation of the CCSS should be a reduction in the 
number of students who need additional help once they enter college or career training.” Remedial math, 
science, and language arts classes are rampant on college campuses. Clearly, there are inadequate 
expectations and a disconnect between what is being taught in high school to prepare students for college 
and what content, skills, and concepts students need to have mastered to truly be prepared for college. 
Some researchers think that the CCSS will not truly address this problem. According to Brooks and Dietz 
(2013), “The crucial 21st century learning skills are being replaced by test preparation curriculum. The 
CCSS threaten to implement more of the same and will exacerbate the problem.” In contrast, there are 
great supporters of the Common Core State Standards Initiative who believe that they will meet the 
growing need to boost student achievement. According to Schmidt and Burroughs (2013), “They will 
provide a widespread standard for students to be exposed to rigorous content across the country. This will 
enable teachers to deepen their teaching and engage students in content that will get them ready for 
college.” Furthermore, an America Achieves Nebraska official claims, “It’s not just a set of standards, it 
is a framework. The CCSS offer a rigorous foundation for instruction. There needs to be an instructional 
shift to get our students college and career ready.” 
     It takes educators an incredible amount of time to teach current state standards. According to Marzano 
and Haystead (2008), “When researchers compared the estimated amount of time it would take to teach 
the content in the standards documents with the amount of time that is available for classroom instruction, 
they found that addressing the mandated content would require 71 percent more instructional time than is 
now available. Schooling, as currently configured, would have to be extended from kindergarten to grade 
21 or 22 to accommodate all the standards and benchmarks in the national documents.” The CCSS have 
been reduced to meet the needs of an exacerbated standards based instruction system. An incredibly 
common complaint among educators is that they are speeding through standards in their classroom to 
cover them for the test, and when they try to teach standards in a meaningful way, they do not have 
enough time to teach them all. According to an informed expert on education in the state of Nebraska, 
“Standards based instruction is a yin/yang process. The greatest variation is not what you teach but who 
you teach it to. The teacher adapts to meet student needs. There is a fear of universality; however, until 
moms and dads start sending identical kids into the classroom, there is no fear that the art of teaching will 
not be relevant or needed for meaningful student learning” (Informed Expert on Education in Nebraska, 
personal communication, July 2013). As teachers across the country are introduced to new standards, 
many worry that they will not have the ability to teach in an artful and creative way that promotes 
meaningful learning. However, each child that comes into the classroom presents their own special 
talents, challenges, and quirks. The CCSS provide new expectations, however, the art of teaching is 
preserved in the daily innovative lessons and interactions with students that exceptional teachers facilitate 
in the classroom.  
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     The positive benefits that the CCSS have to offer are numerous. The reasons for Nebraska to adopt 
may someday soon outweigh the reasons not to take on the CCSS. 81.8% of Nebraska teacher survey 
respondents anticipate that they would have the necessary knowledge, skills, and professional 
development opportunities from their school district and independently sought out opportunities to 
effectively transition to and implement the new standards into their classrooms if Nebraska were to adopt 
the CCSS. Some Nebraska school districts are already implementing the CCSS framework despite the 
state’s refusal to adopt. According to an informed expert on education in the state of Nebraska, “If federal 
dollars begin to be tied to the CCSS, it will be difficult to not adopt” (Informed Expert on Education in 
Nebraska, personal communication, July 2013). For many stakeholders in the Nebraska public education 
system, the decision comes down to finances. 
     Although Nebraska has decided not to adopt the CCSS, the movement has permeated the education 
profession and is directly impacting this state’s classrooms. The debate between the Nebraska State 
Standards and the Common Core is an extremely important piece in this education reform movement. 
There are both valid reasons for and against the CCSS and Nebraska’s refusal to adopt. In education, 
especially among veteran teachers, there is an expectation that education reforms tend to come and go. 
According to a Nebraska teacher survey respondent, “I think it like any other educational movement, it 
will also pass.  Nothing seems to stay in education long and we throw it out for something new” (Survey 
Respondent, personal communication, October 2013). 
     Rigorous and high quality standards have been proven to be key to student success and achievement. 
However, when Nebraska teacher survey respondents put items that impact student achievement in order 
on a scale of 5 being most impactful and 1 being least impactful, respondents rated educators as most 
impactful to student achievement as a 4.64 and rigorous standards and least impactful to student 
achievement with a 1.36. Although the merits of the Common Core State Standards should be scrutinized, 
analyzed, and praised or repealed based on their success at fulfilling their promise to get our students 
ready for their college and career journeys, it is crucial to understand and remember that educators are the 
ones in the classroom implementing the standards. Teachers, their access to professional development, 
and the support that they receive from administrators and the community will be indicative as to whether 
or not the standards fail or flourish.  
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Figure 1.1 Under the Common Core 
Appropriateness of expectations to 
instructional time available 

Standards are designed to require 85 percent of instructional 
time available 

Curriculum Support Standards publication is followed quickly by curriculum 
development 

Methods of describing student 
outcomes 

Cross-state standards; consortia of states 

Source of expectations for students The knowledge and skills required to college and career-ready; 
international benchmarks; state standards 

Primary assessment purposes Accountability; to inform and improve teaching and learning 
Systemic nature of reform Standards, curriculum, and assessment are shared among 

participating states and territories 
 
 
 

Figure 1.2 Survey Respondent & Professional Development Data 

Participants  18 

Highest Level of Education  BA+18 to MA+36  
(MA+00 = largest responding group) 

School Environment 
Indicators  

76.9% Large-Sized District  
23.1% Small-Sized District  
69.2% Significant Low Socio-Economic Status Student Population 
61.5% Significant Racial/Ethnic Diversity Student Population 
46.2% Significant Special Needs Student Population 

Amount of professional 
development opportunities 
offered by respondents’ 
school districts 

46.2% Once a month 

PD opportunities in which 
respondents participate  38.5% Once a month 

Respondents that seek 
professional development 
opportunities outside of 
their school district 

69.2% 

Respondents that are aware 
of the current arguments for 
and against the Common 
Core State Standards  

84.6% 
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Abstract 
     The academic achievement gap between African American students and their Caucasian counterparts 
continues to be a major problem in this country. Finding viable solutions will take more research that 
includes African American students. There has been important research done with students in urban 
settings but not as much with students in low-income, rural areas. Academic achievement is a complex 
process that requires more than just the ability to make good grades. The purpose of this pilot study was 
to examine the beliefs of a group of rural African American students, ages 11-14. The study examined the 
relationships among the following behavioral and psychological variables: hope, supportive relationships, 
school engagement, youth development strategies, and ways of coping. The findings indicate that hope 
plays an important role in these students’ beliefs about their academic abilities and everyday life skills. 
There were strong correlations between hope and supportive relationships, hope and school engagement, 
and hope and coping strategies.  
Examining Academic Achievement Beliefs and the Relations of Behavioral and Psychological 
Variables in African American Adolescents: An Exploratory Study 
     In 2010, according to the National Center for Education Statistics, the high school graduation rate was 
approaching 75%, an increase of 8 percentage points from 2000. The dropout rate was 7.9% overall. For 
black students the rate was 9.1% when compared to white students, the rate was 5.1%. Disturbingly, the 
rate was 10.5% for black males and 19.5% for Hispanic males. Individual livelihood of many of the 
students who drop out of high school is devastatingly diminished, and there is often correlation to health 
problems and social challenges. A large majority of African American students attend public schools in 
urban, suburban, and rural communities. Typically, these schools lack adequate resources.  Although the 
high school graduation rate is increasing, the opportunities for higher education are decreasing. College 
graduates are estimated to make upwards of $10,000 more than those who finish high school. 
Adolescence is a complex stage of rapid change and development. During this period, the school 
environment plays a significant role socially, emotionally, and cognitively. For numerous African 
American students additional stressors exist during this period that often negatively affect academic 
achievement and thus impact their future in terms of health, career options, and financial stability. When 
students believe that they have the ability and resources, or their self-efficacy, there is an improved chance 
that they will have academic and personal success.  As students increase their positive beliefs about their 
academic ability and access to resources, the more they can visualize success. 
     DiPerna and Elliott’s (2000) model of academic enablers argues that students academic ability goes 
beyond their academic skills. The model focuses on 4 items: interpersonal skills, study skills, motivation, 
and engagement. Although later revised, this model provided a framework for exploration of academic 
achievement. The cultural complexity of academic achievement for Blacks in rural settings is an area that 
needs additional research. The purpose of this study was to investigate the beliefs of a group of African 
American students from a rural, impoverished community as related to resources and individual skills for 
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academic success. The pilot study used hope, supportive relationships, school engagement, youth 
development strategies and ways of coping to measure their beliefs and the relationship to their actual 
school performance.  
Hope and Life Satisfaction 
     Hope has been cited as a significant predictor of academic achievement and life satisfaction. Adelabu 
(2008) examined future time perspective, hope, and ethnic identity among African American adolescents. 
The study consisted of 661 adolescents from low-income, rural and urban areas. The researcher concluded 
that adolescents who were focused on the future, determined to reach their goals (hope), and had a strong 
sense of belonging to their ethnic identity tended to academically outperform their peers. Ethnic identity 
was a stronger predictor of academic achievement for urban adolescents when compared to rural 
adolescents. Hope has also been found to predict life satisfaction. In a somewhat similar study, Marques, 
Lopez, and Mitchell (2013) examined the relation among hope, spirituality, religious practice, and life 
satisfaction in a group of students in Portugal. The cross-sectional and longitudinal study consisted of 227 
adolescents ages 15-19. The researchers found that hope significantly predicted life satisfaction and the 
findings remained stable over time. The study concluded that religion did not play as significant role as 
hope in the life satisfaction of the participants (Marques et al., 2013). 
Supportive Relationships 
     Research findings suggest that academic achievement is positively related to supportive relationships, 
including parental relationships. In particular, parenting styles affect academic achievement (Swanson, 
Valiente, Lemery-Chalfant, & O’Brien, 2011). Other researchers have also cited the associations between 
friends’ perceptions of academic achievement and adolescents’ school success (Jones, Irvin, & Kibe, 
2012). In a study of 1,049 African American 10th graders from rural, suburban, and urban settings, 
researchers examined the relationships of the participants’ perceptions of math and their 
behaviors toward it, and their friends’ perceptions of math (Jones, Irvin, & Kibem 2012).  The 
researchers found that having friends with higher academic perceptions of math yielded higher 
math self-concept and performance in the participants. Thus, having friends with positive perceptions of 
academics helped students to do better in school. The academically supportive factors were present in 
adolescents from all geographic locations (Jones et al., 2012). 
School Engagement 
     For students to be successful, they must be engaged in the classroom and in school activities. Irvin 
(2012) examined whether behavioral and psychological engagement in middle school students served as 
protective and promotive factors for contributing to resilience in the study sample. The study consisted of 
335 African American 6th-8th graders youth from low-income, rural communities. The study found that 
adolescents with troubled, tough, and disengaged profiles were at risk for negative academic achievement 
and aggression. School engagement served as a promotive factor for academic achievement (Irvin, 2012).  
     As students are experiencing physiological and social changes accompanying adolescence, they often 
see a decrease in academic scores as the standards for assigning grades become more rigorous. Intrinsic 
motivation becomes important for school engagement and academic success. Jones (2009) introduced the 
MUSIC model of motivation. This model states that students need to believe that they have some control 
over aspects of their learning (eMpowerment); that the content has usefulness in their daily lives; that they 
can have success if they put forth the effort; that the content is of interest to them; and that students 
believe that the instructor cares about whether they meet course objectives.  
Youth Development Strategies 
     It is important for adolescents to development strategies for decision-making as well as cognitive 
processing. In a 2-year follow-up study, researchers used a process-oriented model to examine two 
emotion regulations: development of expressive suppression and cognitive reappraisial (Gullone, Hughes, 
King, & Tonge, 2010). Expressive suppression was defined as “a form of response modulation involving 
the inhibition of ongoing emotion-expressive behavior” (p. 568). Cognitive reappraisal was defined as a 
strategy involving redefining emotional situations in a way that their emotional impact is changed. 
Participants consisted of 1,128 Australian students, aged 9 and 15 years. There was some evidence to 
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support predictions that with age and time, a decrease in the use of expressive suppression and an increase 
in the use of cognitive reappraisal will occur (Gullone et al., 2010). Adolescents can be guided and taught 
appropriate development strategies to help them become more regulated learners in life and in the 
classroom. 
Ways of Coping 
     Adolescence provides a period of expedited development, not only physically but cognitively as well. 
During this period of rapid physical and emotional change, learning to cope in appropriate and effective 
ways is important.  Gaylord-Harden et al. (2008) examined patterns of coping strategies of low-income 
urban African American adolescents. The study found that the sample spent more time at home, involved 
in family activities, and less time participating in sports and extracurricular activities than other ethnic 
groups The researchers concluded that low-income African American youth may be less likely to use 
coping strategies that require outdoor activity. There were high correlations among the three coping 
strategies: active, avoidant, and distraction coping. The researchers concluded that some adolescents may 
not yet have developed specific ways of coping to handle some of life’s stressful experiences. 
Academic Achievement of Present Study Participants 
     Gauging the participants’ academic achievement is important when examining their beliefs about their 
abilities and resources.  The grade point averages for the students in this study ranged from 2.3 to 3.7. The 
only discipline problems reported had to do with two of them being too talkative during class. 
Collectively, they displayed enthusiasm for learning, including science and math. During the two years 
prior to the summer program, the school focused on improving math, reading, and science scores. State 
testing of the group shows that the students are improving. The state test consisted of reading and 
mathematics and examined four levels of achievement: Level 1 (does not meet standards); Level II 
(partially meets standards); Level III (meets standards), and Level IV (exceeds standards). Academically, 
the participants’ scores on state tests in math and reading illustrate the students are meeting the standards 
or exceeding them, overwhelmingly in math. See Chart 1. Eighty-three percent of the females and 31% of 
the males exceeded the standards in math.  

(Insert Chart 1 here). 
     The students were also tested using the Stanford Achievement Test Series in reading, math, and 
language the students. The tests use three categories to rate the performance: Above Average, Average, 
and Below Average. In math, 1 student scored below average, 8 students scored average, and 4 scored 
above average. In reading, 2 students scored below average, 9 scored average, and 2 scored below 
average. In language, 4 students scored above average; 3 scored average, and 4 of the below average in 
language. One student exceeded standards and was rated above average in all subjects on both 
assessments. And one student scored below average in all subjects areas on the Stanford Test Series.  
The Present Study 
     The present study examines the relations among hope, supportive relationships, school engagement, 
youth development strategies, and ways of coping in African American adolescents. The guiding question 
was:  

• To what extent are there significant bivariate relations among the study variables: hope, 
supportive relationships, school engagement, youth development strategies, and ways of coping 
in African American adolescents? 

Method 
Procedure 
     During spring 2012, researchers and the school principal met to plan and create a summer enrichment 
program for a group of interested students selected by teachers and staff, and based on student completion 
of the application process. The pilot program was designed with the coordinated efforts of the researchers 
and the school administrators to provide academic, health, and cultural enrichment for the participants. 
The two-week program focused on science, math, cultural pride, and health literacy.  A math teacher and 
a science teacher were hired; volunteers and two university faculty members planned and facilitated the 
health literacy activities, cultural education and discussions, and field trips. The state flagship university 
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provided funding for the teacher stipends, academic materials and supplies, field trips, and transportation. 
The school provided classroom space, science, and computer labs, and daily lunches.  
     Teachers administered and scored pretests and posttests in math and science based on school standards 
for 7th graders. The tests were made up primarily of multiple choice and short answer. The researchers 
compared the scores and administered surveys assessing students’ hope (Snyder, Irving, and Anderson, 
1991); supportive relationships (Gambone, Klem, and Connell, 2002), school engagement (Connell & 
Wellborn, 1994), attitudes and behavior on youth development strategies (Sipe, 1996), and individual 
ways of coping (Folkman, Lazarus, Gruen, and DeLongis, 1986) were modified for this study. We 
hypothesized that academic achievement for students, particularly African Americans from rural 
environments, goes beyond the ability to make good grades. Notes from daily discussions and 
observations were collected. Descriptive and inferential data and correlations, using IBM-SPSS software, 
were analyzed. The guiding question  
Participants 
     The participants consisted of 6 (40%) females and 9 males (60%). They were upcoming 6th and 7th 
graders. The group represented 15% of the school population and ranged in age from 11-14. The school is 
made up of approximately one hundred and two, African American 6th, 7th, and 8th graders. Eighty-four 
percent of the students receive free lunch; overall, 95% are eligible for subsidized lunch. The school is 
located in a small town located in the Southeastern part of the U.S., where the population was slightly 
above two thousand people with a median household income of approximately $26,554. The 2010 census 
data show that 51% of the residents were White and 46.73% were African American.  
Measures 
     Hope. A hope scale was administered to examine the students’ feelings of hopefulness.  Hope theory 
suggests that hope is a motivational state in which goals and the route to accomplishing goals, both 
working together, are essential components for achieving success (Snyder, Irving, and Anderson, 1991). 
These components are identified as agency and pathways.  Agency is the setting of the goals and 
pathways involve the steps to meet the goals. Agency thoughts are described as the motivation to 
undertake the challenges of reaching the goals; and the pathways thoughts are the routes one takes to 
achieve desired goals and the perceived ability to succeed. According to the theory, hope equals agency 
and pathways.  Setting relevant goals and devising an effective plan to achieve them is a key factor. The 
Likert-type scale contains items on both components with 6-response choices ranging from “none of the 
time” to “some of the time.”  Agency items include, “I think I am doing well,” and “I think the things I 
have done in the past will help me in the future.” Pathways items include, “Even when others want to 
quit,” “I know I can find ways to solve the problem,” and “When I have a problem, I can come up with 
lots of ways to solve it” (Snyder, Irving, and Anderson, 1991).  
     Supportive Relationships. The response choices ranged from “none” to “6 or more.” Guidance, 
emotional support, and practical support were aspects of the scale to measure supportive relationships.  
Example items for each category to the question “How many adults in your life (parents, teachers, 
counselors, relatives, friends, etc.)” are as follows: guidance- “pay attention to what’s going on in your 
life”; emotional support- “say something nice when you do something good”; and practical support- 
“offer help with schoolwork.”  
     School Engagement. School engagement examined the degree to which the students were prepared 
for school. The students responded to survey items like: “I pay attention in class,” “I work very hard on 
my school work,” and “I do the best I can in school.” The 4-point scale ranged from “never” to “very 
often.” 
     Youth Development Strategies. Engaging students in the learning process in classroom settings is 
necessary to develop, improve, and enhance academic achievement. This scale focused on their attitudes 
and behaviors. Responses measured how important the items were to the students, with responses ranging 
from “not at all” to “very important.” Examples items are: “Telling the truth even when it’s not easy” and 
“Accepting responsibility for my actions when I make a mistake or get in trouble.” 
     Ways of Coping. Understanding the ways adolescents cope with everyday challenges is important to 
acknowledging, developing, and improving their coping skills. This scale assessed the students’ focus on 
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problem-solving, detachment, and social support. The 4-point scale responses range from “not at all 
likely” to “very likely.” Students were asked, When you’re faced with a problem or difficult situation, 
how likely are you to do the following? Items for each category were as follows: problem-focused-  “Go 
over in my mind what I will say or do and Come up with a couple of different solutions to the problem”; 
detachment- “Forget the whole thing and Go on as if nothing is happening”; and social support- “Talk to 
someone to find out more about the solution.” See Figure 1.  
(Insert Figure 1 here). 
Results 
     Descriptive and inferential analyses were run in IBM/SPSS. Examining the data reveals that the mean 
score of hope is higher than supportive relationships, school engagement, youth development strategies, 
and ways of coping: hope (M = 4.66); supportive relationships (M = 3.68); school engagement (M = 
3.04); youth development strategies (M = 3.28); and ways of coping (M = 2.94). The standard deviation 
was as following: hope (SD = .51); supportive relationships (SD = .73); school engagement (SD = .28); 
youth development strategies (SD = .53); and ways of coping (SD = .43). See Table 1. 
(Insert Table 1). 
Research Question 
     We examined the bivariate relationships among hope, supportive relationships, school engagement, 
youth development strategies, and ways of coping in African American adolescents. Hope was positively 
associated with 3 of the 5 study variables: supportive relationships (r = .566) and school engagement (r = 
.546) at the .05 level and ways of coping (r = .697) at the .01 level. Among all of these relationships, 
coping has the strongest relationship with hope. While supportive relationships are not significantly 
correlated with factors such as youth development strategies or coping, it is significantly correlated with 
school engagement. See Table 2 for the correlations of study variables. 
(Insert Table 2 here). 
     Hope. The group perceived their ability to set goals higher than the ways they have to achieve the 
goals. Seventy-seven percent of the time the students answered “most of the time” or “all of the time” to 
describe their beliefs about goal planning and attainment. Two percent of the responses (all males) were 
“none of the time” and “a little of the time.”  Three males responded “none of the time” to “Even when 
others want to quit, I know that I can find ways to solve the problem,” and “I think the things I have done 
in the past will help me in the future.”  
     Supportive Relationships. Eighty-seven percent said that they have 2 or more adults in their lives to 
help with schoolwork. To the question, “how many adults pay attention to what’s going on in your life,” 
6.7% responded “none”; 13.3% responded “one,” 80% answered 2 or more. Overall, the students felt they 
had a support system for guidance and emotional and practical support. Consistent with research findings, 
supportive relationships are positively associated with academic achievement. 
     School Engagement. Sixty-eight percent of the students indicated they pay attention in class “most of 
the time” and 27% chose “often.” All of the students responded that they work hard in school “often” or 
“very often” with no significant differences between males and females. The school academic record 
reflects the positive school engagement of the participants.  
     Youth Development Strategies. Ninety percent of the students responded that it is “important” or 
“very important” to “Tell the truth even when it is not easy.” The responses were about the same for all 
items in this category. While youth development strategies were positively correlated to all study variable, 
none were at a statistically significant level.  
     Ways of Coping.  The mean score (M = 2.94) in this category was lower than the others. For the item 
Make a plan of action and follow it, 33.3% of the answers were “not at all likely,” and 33.3% were “very 
likely.” Ways of coping were positively associated with all of the study variables at the a statistically 
significant level with hope.  
Conclusion 
     In educational settings, the degree of hope one has can predict academic achievement.  On the one 
hand, those possessing high hope view obstacles as challenges to overcome, and results in lower levels of 
stress and depression. Low hope often results in negative outcomes and can affect one’s well-being 
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(Snyder and Anderson, 1991). It is important that planned goals can only be achieved if there are 
resources that allow goal achievement. During the morning discussions, all of the participants identified a 
career goal, but only 3 of them could verbalize a route to achieve the goals. And while they are 6th and 
7th graders, it is an opportune time for them to become aware of the reality of their resources. In some 
states, middle school students choose an academic direction that will not only determine the high school 
diploma they will receive, but by so choosing the direction, students are also choosing career paths. 
Oftentimes, African American students, whether because of a lack of adequate academic guidance or 
because of a well-focused desire, choose secondary education courses that do not equip them for 
enhancing and improving problem-solving and critical thinking skills; developing these skills are 
beneficial because, among other issues, they help with the ability to be more prepared intellectually for 
life after high school. 
     During the study, the students were respectful, protective, and helpful to each other. Their observed 
behavior could reflect the fact that they live in a small community and know each other outside of school. 
This again is related to the fact that these students would seek advice and consultation from parents and 
receive emotional support from adults to better cope with problems in school. It seems that the more 
support students receive from their families and friends, the more they develop hope including academic 
hope to engage in school activities. Moreover, it seems that students with strong support and backing 
from family and peers would use better coping strategies in the face of the problems. In other words, it is 
more unlikely for   students with strong support from family to get disappointed or frustrated. That might 
be the underlying reason for the strong correlation between hope and coping. Also, the results affirm the 
importance of out-of-school environments (mainly family) in giving students hope and motivation to 
engage in school activities.  Also, it may be concluded from the results of this study that youngsters, ages 
11-14, may not have developed sophisticated attitudes and/or behaviors as significant strategies to deal 
with day-to-day challenges and experiences as much as they might from other factors. It might be the case 
that students have not yet acquired cognitive resources required for the development of youth strategies.  
     The participants’ academic achievement is rated average or above average. However, there is evidence 
that students become disengaged beginning in 5th grade. This trend is particularly troubling when looking 
at the high school graduation rates. One of the male participants, an 11 year old 6th grader, scored the 
highest on the state tests as well as improved the most in the math and science scores during the project. 
He displayed advanced cognitive abilities on assessments as well as during discussions and activities. 
Surveys show that he has a tremendous support system and ways of coping with everyday experiences.  
His enthusiasm and willingness to help served to motivate other students, particularly during math 
activities. A concern is that this student’s abilities and potential will not be acknowledged, and he will end 
up not achieving to the best of his ability. 
Implications 
     This was a pilot study, and future research will involve more participants at this or a similar school 
with participants in the same age and grade levels. With the stakes so high for African American students 
to improve academic achievement, extensive research for this group is needed. There is much to be 
gained from studying behavioral and psychological variables that provide protector and promotive factors 
for the academic success of African American adolescents. 
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Figure 1.  
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Table 1.   
Descriptive Statistics 
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Table 2.  
Correlations for Study Variables  
Variables   1  2  3  4  5 
Hope    ___  .566*  .546*  .211  .697** 
Supportive     ___  .540*  .488  .467 
Relationships 
 
School Engagement      ___  .272  .381 
Youth Development        ___  .424 
Strategies 
 
Ways of Coping          ___ 
**p < 0.01 
 *p < 0.05 
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Abstract 
     The once-fringe video game industry has now become a regular part of many people’s lives.  While 
there is popular debate over whether video games detrimentally affect their players, this study 
demonstrates that popular games can facilitate wide-reaching therapeutic effects.  A novel case study, 
using the Mass Effect video game trilogy, describes mechanisms used to alter affect, increase social 
experience level, and improve self-image.  Additionally, popular video games are compared to theories of 
moral development, and the level of expression is ranked.  In the future, video games, combined with the 
guidance of a therapist, could serve as a familiar method of acquiring and improving emotional and social 
skills. 

Introduction 
     While video games are a popular form of entertainment, the depth and complexity of many games 
allow them to take on secondary uses as therapeutic tools.  Many video games deal with mature themes, 
including redemption, friendship, and personal loss.  Video games are a relatively safe way for players to 
encounter these intimidating issues. 
     These video games can serve as a prism through which players can experience challenging situations 
and work through difficult issues.  In this way, video games can be viewed as a fusion of bibliotherapy 
and modern technology. Whereas books merely describe emotional trials and various coping patterns, 
video games demonstrate them.  While readers are passive, video game players are active, allowing 
players to engage in experiential learning.  Players make decisions and experience consequences via their 
character.  Additionally, negative outcomes in video games are buffered.  For example, no one has gone 
to jail for stealing a car in Grand Theft Auto (Take-Two Interactive Software , 2008).  In this way, video 
games create safe virtual spaces where players can practice occupational, social, or emotional skills. 
     While video games’ violent and sexist content have been examined, emerging literature describes the 
positive benefits of playing video games (Greitemeyer & Osswald, 2010). Video games have been used as 
learning tools.  Video games have taught a wide variety of subjects, including typing and foreign 
languages (Prensky, 2006).  Additionally, video games have been used in and developed for treatment of 
psychological issues (Botella, Villa, García, Quero, Baños, & Alcaniz, 2004). 

Literature Review 
Video Game Applications 
     Video games can successfully simulate a wide range of experiences, lending themselves to multiple 
applications in a variety of settings.  Many primary schools incorporate video games into their 
curriculum.  Commonly used educational games include Mavis Beacon Teaches Typing, the Reader 
Rabbit series, and Oregon Trail (Prensky, 2006).  Video games have found much use outside of 
classrooms, as well.  Video games have been used to orient patients to hospital wards, improve patient 
adherence to medication schedules, and train fighter pilots (Lau, Choi, & Chung, 2010; Kato, Cole, 
Bradlyn, & Pollock, 2008; Blain, 2007). 
     Video games are already being employed in the treatment of psychological disorders.  Positive effects 
have been shown regarding panic disorders, PTSD, agoraphobia, and eating disorders (Botella et al., 
2004; Robillard, Bouchard, Fournier, & Renaud, 2003).  Botella et al. (2004) have demonstrated that 
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video games can create interoceptive distress, thereby allowing players to experience distressing 
sensations in controlled conditions.  Other games may teach specific modes of therapy.  According to 
Matthews, Coyle, & Anthony (2007), the game Personal Investigator teaches its players solution-focused 
therapy.  
     Therapy through video games has shown to have multiple advantages over other therapeutic modes.  
Therapists can control the duration and intensity of these virtual experiences, providing clients with 
graded exposure.  Some clients require exposure to stimuli that are not easily obtained (e.g. airplane 
travel).  Video games can provide virtual exposure in an office setting, which is far less costly and time-
consuming than through in vivo exposure (Botella et al., 2004). 
Theoretical Perspectives on Play 
     Much has been written about the importance of children’s play.  According to Vygotsky (1967), play 
is a way for children to satisfy desires that cannot be immediately gratified.  Children generalize these 
specific desires in their mind.  They then use play to address these broader conflicts (Vygotsky, 1967).  
Vygotsky (1978) also wrote that play allows children to experiment and take on difficult challenges. 
Piaget (1962) emphasized the imaginative aspects of play, which allows children to interact with 
concepts.  He also emphasized the importance of rules, stating that they were a way for children to delay 
their gratification (Piaget, 1962).  Groos (1901) argued that rules of childhood games are a source of 
adult’s internal wills. Spinoza (1985) believed that following rules provided more affective rewards than 
satisfying immediate desires would. 
     Storytelling is also used in play therapy.  Storytelling allows children to learn cultural norms and 
process situations (Gardner & Lowenheim, 1983).  Narratives hold importance to people of all ages in 
facilitating playful, creative thinking (Brown & Vaughan, 2009).  
Video Game Psychology 
     Video games create realistic experiences for their players partially through the phenomenon of 
character attachment.  According to Lewis, Weber, & Bowman (2008), players who feel a strong level of 
“suspension of disbelief, identification, sense of control, and sense of responsibility” experience strong 
character attachment.  These players feel connected to their characters and the game (Lewis et al., 2008). 
     Studies have shown the effects on video games’ ability to engender both aggressive and prosocial 
behaviors.  Some research has shown that exposure to video games can increase aggression (Anderson & 
Bushman, 2001).  Other studies have details video games’ effectiveness at transmitting sexist cultural 
norms (Dill & Thill, 2007). Conversely, video games with prosocial aspects can increase prosocial 
behavior in their players (Greitemeyer & Osswald, 2010). 
Bibliotherapy 
     Bibliotherapy is a form of therapy that uses books to increase the reader’s mental health.  The books 
relate to an issue that the reader is dealing with.  The stages of bibliotherapy are identification, catharsis, 
and insight.  In the identification stage, readers will identify with a character in the book (usually a 
protagonist).  Readers in the catharsis stage will relate closely with characters.  These connected feelings 
cause an emotional release.  In the insight stage, readers will gain clarity on a problem they are struggling 
with.  They might feel hopeful that their own issues could be improved or realize steps they could take 
toward its resolution (Hebert & Furner, 1997). 
     Individuals with panic disorders and other issues are able to process their stuggles using narrative 
characters as proxies, which provide adequate emotional distance (Lidren, Watkins, Gould, Clum, 
Asterino, & Tulloch, 1994).  Scogin, Jamison, & Gochneaur (1989) have shown bibliotherapy’s effect on 
mild and moderate depression.  Bibliotherapy, combined with writing therapy, has been shown to aid in 
the treatment of depression (Cuijpers, 1997).  Additionally, bibliotherapy has been used to treat problem 
drinking (Miller & Taylor, 1980).   
Video Game Morality Mechanics 
     Many recent video games include a morality scale.  At certain points in the video games, players are 
required to choose between good, evil, or neutral options.  The sum of all their choices is commonly 
visualized as a point on a spectrum from pure good to pure evil. 
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     The video games Red Dead Redemption (RDR) and Infamous both feature one-dimensional morality 
scales (Take-Two Interactive Software, 2010; Sony, 2009).  They have sold millions of copies and 
therefore can suitably demonstrate morality scales within mainstream video games (Take-Two Interactive 
Software, 2011; Qizilbash, 2009).  In RDR, the main character’s “honor” is ranked on a “desperado” to 
“hero” scale (Take-Two Interactive Software, 2010).  Infamous uses an “infamous” to “hero” morality 
scale (Sony, 2009).   
     These scales reflect non-playable characters’ (NPCs) perception of the main, playable character (PC).  
The phrase “infamous” itself refers to reputation, and the scale reflects public view (Sony, 2009). In RDR, 
“honor” can be earned through shooting bandits and lost through shooting innocent civilians.  When the 
PC wears a bandana, NPCs are unable to identify him.  Therefore, actions while wearing a bandana have 
no effect on the PC’s honor (Take-Two Interactive Software, 2010).  Game elements change as the 
morality score advances towards either pole.  New weapons or skills become available to the player at 
certain morality levels.  In RDR, an honorable rank doubles the bounty for all quests, while a dishonorable 
rank halves bribery expenses (Take-Two Interactive Software, 2010).  Based on the “hero” or “infamous” 
level, the powers used in Infamous can change colors from standard white to shades of blue or red, 
respectively (Sony, 2009). 
     Morality scores can also alter the way NPCs react to the PC. In Infamous, the PC has the ability to heal 
or kill people lying wounded in the street (Krahulik & Holkins, 2009).  If the PC kills the wounded NPCs, 
the player gains negative “karma.”  If the player has shifted into the “infamous” side of the spectrum, 
NPCs will start insulting the PC.  Healing wounded NPCs has the opposite effect, and other NPCs will 
cheer the PCs on the “hero” side of the spectrum (Sony, 2009).    
     Additionally, some morality choices act as decision trees, changing the plot of the game to reflect 
these choices.  In Infamous, the player has to decide whether to rescue a group of people or the PC’s 
girlfriend.  Both choices alter the storyline (Sony, 2009). 
Mass Effect Conversation and Morality Mechanics 
     The Mass Effect trilogy employs a more sophisticated system.  Choices are not represented on a one-
dimensional spectrum.  Instead, decisions can fill one of two morality bars: “paragon” or “renegade.”  
These moral levels only increase; therefore, choices have effects which cannot be undone (figure 1) 
(Electronic Arts, 2007).   
     Paragon and renegade categories do not represent “good” and “evil,” but instead reflect players’ 
personal approaches.  Sympathetic and diplomatic choices within the game increase paragon levels.  
Making aggressive and brusque choices increases player’s renegade levels (Electronic Arts, 2007). 

(See Figure 1) 
     High paragon or renegade levels do not unlock weapons or fighting skills.  Instead, they provide the 
player with new dialogue options.  Some paragon or renegade conversation options cannot be selected 
until the player attains a certain paragon or renegade level.  If players have not achieved the required 
level, the responses are visible, but unable to be selected (figure 2).  Once players reach the dialogue’s 
required paragon or renegade level that dialogue options is unlocked (figure 3).  These unlocked dialogue 
options can act as new branches on decision trees and can change the game’s narrative (Electronic Arts, 
2007; Electronic Arts, 2010, Electronic Arts, 2012). 

(See Figure 2) 
(See Figure 3) 

Video Games and Theories of Moral Development 
     The varied moral options offered in video games can be viewed through contemporary theories on 
moral development.  The players themselves vary in age and level of development.  The games may or 
may not accommodate their current level of thinking. 
     Kohlberg (1976) conceptualizes moral development over three broad stages: pre-conventional, 
conventional, and post-conventional.  Individuals in the pre-conventional moral stage focus on self-
interest and punishment avoidance.  Those in the conventional moral stage are concerned with 
interpersonal and social order.  Those who have moved into the post-conventional stage transcend 
conformity and follow their own ethical principles.   

107



     Gilligan (1982) viewed these stages differently.  The self-interest exhibited by those in the pre-
conventional stage allowed survival in hostile environments. Those in the conventional stage are focused 
on self-sacrifice for the good of others.  Those in the post-conventional stage assume control over their 
lives, and begin to live true to themselves (Gilligan, 1982). 
     The morality scales of both RDR and Infamous limit players to choices within the pre-conventional 
and conventional stages of Kohlberg’s and Gilligan’s theories.  Morality is reflected through NPC 
evaluations of PC behavior, and therefore the moral scales within the games are constrained to other-
centered developmental levels.  Additionally, these two games fail to offer nuanced options where players 
could express post-conventional morality. For example, Infamous’ heal-kill dichotomy may be too narrow 
to accurately reflect choices that players might like to make within the game (Sony, 2009). 
     The Mass Effect trilogy offers players choices along all three morality levels.  Players can play based 
on self-interest, please authority-figure NPCs, and/or assume responsibility for their decisions (Electronic 
Arts, 2007; Electronic Arts, 2010, Electronic Arts, 2012).  The moral scales are less explicitly tied to NPC 
estimations.  Mass Effect players interpret the scales to have multiple meanings (e.g. good/evil, personal 
approaches).  The incredible depth, nuance, and possibility in the Mass Effect trilogy allows players to 
play at a post-conventional morality level (figure 4). 

(See Figure 4) 
 

Method 
Materials 
     All materials used in this paper are commercially available.  The games were played on an Xbox 360 
video game console.  This electronic device is connected to a screen (e.g. television, computer monitor) 
and plays game disks made for this type of console.  An Xbox 360 wireless controller was used.  This 
controller has two joysticks and multiple buttons.   The controller was used to select options on various 
screens and to direct PC action and movement.  The controller vibrates corresponding to in-game events, 
such as explosions. 
     The games played were Mass Effect, Mass Effect 2, and Mass Effect 3.  This is a very popular gaming 
series; each game has sold millions of copies.  Over the 24 hours after being released, Mass Effect 3 sold 
almost a million copies in North America (Lenhardt, 2012) 
     As Commander Shepard, Mass Effect’s players defend Earth and its surrounding planetary systems 
from human and alien menaces.  Players command a changing crew, whose members represent the 
imagined diversity of multiple galaxies. (The titular Mass Effect is a technology that changes an object’s 
mass, which is central to faster-than-light travel. [Electronic Arts, 2007; Electronic Arts, 2010; Electronic 
Arts, 2012.]) 
     Gameplay involves both combat and role-playing elements.  Action segments involve battling a 
variety of NPCs, including robots, aliens (humanoid and non-humanoid), and technologically augmented 
humans.  Players can shoot enemies or engage in melee combat.  In role-playing segments, PCs walk 
through immense cities, alien landscapes, and spaceships.  PCs can interact with hundreds of NPCs: 
diplomats, warlords, merchants, reporters, and ordinary citizens spread out on dozens of planets 
(Electronic Arts, 2010). 
     This case study reflects the experiences of a single individual.  The player is a 25 y.o. female with 
moderate experience with video games.  This individual and the author of the study are the same, which is 
further examined in the discussion section of this paper. 
Gameplay Approach of this Study 
     This study approached gameplay unusually.  Instead of thinking of the Mass Effect trilogy as a video 
game series, the player attempted to use the games as a life simulation. When facing in-game choices, the 
player the choice most likely to be made in real life.  To increase the sense of game-as-life, Commander 
Shepard’s facial appearance was customized to resemble the player’s.  
     Video game players can reload and avoid past mistakes, which is an advantage not found in real life.  
In order for gameplay to be realistic, the player had to forego this practice. Therefore, the player would 
have to endure any negative consequences of in-game decisions.  The only concession related to dying in 
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combat.  While instant reanimation diverges from real life, without this concession, only a few hours of 
Mass Effect would have been studied. 
Results 
     Treatment of PC.  Due to the Mass Effect trilogy’s storyline, many NPCs treated the PC with respect.  
Team members deferred to the PC.  Civilian NPCs generally treated the PC as a character of importance.  
Overall, the characters treated the PC positively at the beginning of Mass Effect. 
     Unexpected criticism from NPCs.  Dealing with criticism is an important skill, and the Mass Effect 
trilogy provided practice.  At the end of the first Mass Effect game, the player was faced with a choice: 
send a spaceship to rescue the intergalactic government or include that ship in an armada fighting a 
creature trying to exterminate all civilization.  The player judged that the fate of billions was worth more 
than the lives of a few government officials.  Therefore, she sent the spaceship to fight the creature.  As a 
result, the intergalactic government perished.  In Mass Effect 2, NPCs expressed anger at the PC.  Some 
NPCs stated that the PC had betrayed them.  They claimed that the PC was untrustworthy and questioned 
her motives. 
     The player did not expect this outcome.  The player made utilitarian choices, not based on any in-game 
political maneuvering or spiteful machinations.  The unanticipated NPC responses made the player feel 
frustrated and embarrassed. 
     Mass Effect 2, as a video game, provided unique coping mechanisms.  While the PC had to continue in 
the newly hostile environment, the player could pause the game.  These breaks allowed for the player to 
reflect and process this experience on a slower timeline.  In this way, the player was both involved and 
distanced from the situation.   
     Providing emotional support.  The Mass Effect trilogy offered many opportunities to provide 
emotional support to NPCs.  Two examples will be discussed in this paper.  Both NPCs are members of 
the six-person crew lead by the PC. 
     Cortez.  In Mass Effect 3, an NPC pilot named Cortez loses his husband, Robert, in tragic 
circumstances.  Enemies invaded their colony while Robert was home and Cortez was away.  In the 
middle of the fight, Robert escaped to call Cortez one final time.  Robert knew he could not be rescued – 
he simply wanted to tell Cortez that he loved him.  Unable to move on after this loss, Cortez spends hours 
crying while listening to this last message. 
     This game allowed the player to practice supportive skills with Cortez.  During one encounter, the PC 
discovers Cortez crying while listening to Robert’s message.  Mass Effect 3 provided the player with 
responses to this situation.  The player chose supportive statements. 
     Cortez shared his feelings of loneliness and his inability to distract himself from his pain.  The PC 
reaffirmed their friendship.  The player advised Cortez to venture outside of the ship’s dark lower level, 
where Cortez spent most of his time.  On this advice, Cortez took shore leave, and explored one of the 
large cities in the Mass Effect universe.  In time, Cortez was able to let go of his final recording of Robert, 
adding it to a memorial for those lost in the war. 
     Kaidan.  Mass Effect 3 contained circumstance where the player could practice providing emotional 
support.  An NPC solider named Kaidan discovers that his father has been killed in action.  Mass Effect 
3’s conversation mechanic offered the player a variety of responses to Kadian.  These choices ranged (in 
wording and tone) from “Deal with it” to “I’m glad you told me about this.  Strength comes from 
empathy and compassion” (Electronic Arts, 2012).  In all four conversation branches, the player selected 
affirming choices, similar to the latter.  At the end of the exchange, Kaidan thanked the PC for comforting 
him.  
     Effects on player.  The interactive elements of this game made these exchanges like a conversation 
and less like a stilted program or passive movie.  The player felt connected to the Cortez and Kadian, 
even though they were only NPCs.  The player judged their responses to be realistic.  She was able to 
suspend disbelief and invest in the exchange. 
     To the player, the Mass Effect trilogy’s dialogue options felt like proving support on training wheels.  
Individuals have to think of their own responses in situations, but the Mass Effect trilogy provides these 
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choices.  Players still select their responses in these games.  Therefore, their decisions are facilitated by 
the game, but the players still have agency. 
     The player was able to see the results of many of her choices.  The games’ virtual setting accelerated 
changes in NPCs.  Additionally, the NPC’s emotional responses were transparent.  NPCs would react 
clearly to PC actions, proving the player with feedback. 
     Failure. In Mass Effect 3, the player was confronted with failure in an unexpected way.  NPCs at the 
intergalactic capital asked the PC to complete 15 various missions.  While completing a task on another 
planet, the PC inadvertently triggered a war on the capital.  All the NPCs who requested help had been 
killed, and their corresponding missions were never fulfilled. 
     Once a mission is accepted, its title is shown on a menu screen.  Missions that could not be completed 
because of this game event remained on list.  Every time the player went to look at current missions, she 
saw those incomplete ones.  That was the first time the player carried a list of all the things that could 
have – but never were – accomplished.  These items felt like virtual reminders of failure. 
     The player had to learn to cope with constant reminders of this failure.  At first, the player reported 
feeling very upset and disappointed in missing what appeared to be a large part of the narrative. 
Eventually, the player found comfort through playing the game differently.  This process demonstrated 
that main missions could affect side missions; therefore, the player completed side missions first. 
     Personality. The Mass Effect trilogy made the player aware of her preferred style.  While the player 
had preconceived ideas about game play, actual choices came as a surprise.  The player was far more 
collaborative than expected.   
     Once a paragon or renegade bar is filled, all paragon or renegade options are unlocked.  If a paragon 
bar were filled, strategic players would make only renegade decisions in order to maximize the number of 
options available.  Players focused on having the most number of choices available would see no benefit 
to continuing to make paragon decisions.   
     Throughout the Mass Effect trilogy, the player chose paragon options even after filling the paragon 
bar.  Renegade choices were no longer of interest.  The player realized a preference for paragon choices, 
and therefore did not mind closing off options. 
Data Analysis 
     This study yielded multiple results.  These findings can be broadly conceptualized along lines of type 
of outcome and level of player participation.  Two main categories emerge: Active Skill Acquisition 
(ASA) and Passive Narrative Effect (PNE).  
     ASA describes episodes where the player actively practices specific skills.  The player is a participant 
in developing the related skills. ASA can increase competency.  Exchanges with Cortez and Kadian 
demonstrated ASA.  Providing emotional support to these NPCs made the player more adept at this skill.  
These feelings were generalized, without effort, to increase the player’s feelings of social competence.   
     PNEs provide more general results from in-game situations and environments.  PNEs from the Mass 
Effect trilogy impacted the player’s mood, affect, and self-concept.  NPC treatment of the PC, 
Commander Shepard, provided several PNEs.  When NPCs treated the PC in a positive way, the player’s 
mood became happier.  The player felt more proud and accomplished.  When NPCs reacted negatively to 
the PC, the player’s mood became more depressed and frustrated.  Other PNEs included insights to 
personality.  

Discussion 
     As previously stated, the single player and the author of the case study are the same.  In rigorous 
experimental studies, this could be a liability.  Rather, this study aimed to explore new frontiers of therapy 
and create theoretical models.  This paper is virtually the only of its kind – applying mainstream video 
games in therapeutic modalities and categorizing varying effects.  With that consideration, this study uses 
introspection in the tradition of Freud, Jung and Ellis. 
     Self-prediction, such as choices made in-game, is notoriously unreliable.  While the player might not 
be able to predict her reaction to an alien invasion, accurate prediction might not be important.  Instead, 
the process of viewing those choices may be more valuable.  Regardless of whether or not a certain skill 
would be employed, that skill was practiced.  The player is able to explore the result of her choices and 
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use that information to make future choices, in and outside of the games.  In this way, ASA is more 
important than prediction. 
     Many theories of play involve unconstrained, physical play not found in electronic mediums.  Video 
games are constrained by programmed narratives and controllers.  While some controllers use body 
position, movement, and voice, the standard hand-held controller is far more common. Through these 
controllers, the action of the PC is accomplished through hand movements, not corresponding body 
movements.  Dialogue is achieved through button presses and not vocal activity.   
     Many of the results of the Mass Effect trilogy relied on a paradox of realism and fantasy.  Less detailed 
characters allow for greater projection, but highly detailed interactions provide greater ASA.  In this way, 
creators of therapeutic video games may have to find a specific balance. 
     The results would have been much different if the Mass Effect trilogy differed greatly from life.  Much 
of the social learning that occurred is based on the accuracy and complexity of NPC responses.  If PCs 
were met with rejection no matter what decision was made, then differences in choices would not be 
conveyed.  If NPCs were simpler characters, without layered issues and nuanced responses, then any 
interactions would be much flatter and far less lifelike.  Therefore, not every video game is appropriate 
for social learning. 
     While this imaginative play is constrained, storytelling aspects can facilitate insight.  The imaginative 
realm can engender creativity in the players.  Also, the players may feel freer to try different approaches 
and deal with intimidating issues in a fantasy setting. 
     While adults and children may play in different ways, internal processes could be similar.  Children 
transplant the meaning of one object on another.  In video games, adults are asked to transfer concepts 
onto virtual representations.  As adults have greater cognitive ability than children, it is possible that they 
are able to generalize these actions through a more distant form of play than children can. 
     The rules of video games may also provide benefits.  Players do not participate in creating rules within 
video games.  Still, the rules delay gratification.  Players cannot finish a game if they disregard its rules.  
Additionally, players may create additional rules for themselves beyond what the game provides. 
     While the results are not generalizable beyond the player, future research could investigate the 
reactions of a larger population.  The player in this study made a mental commitment to play the game as 
if it were real life, which is not a characteristic shared by all players.  Therefore, different individuals 
could receive different benefits.  Some members of the population may mostly experience PNEs, while 
others could be apply to generalize ASA benefits to multiple situations. 
     Future studies can involve multidisciplinary investigations of video games.  Mechanisms to increase 
narrative effects could be determined.  Populations who would receive benefits from video game therapy 
could be identified.   Additionally, further results of video game therapy could be identified and 
categorized.  

Implications 
     It is unlikely that anyone alive today will encounter an enormous spacecraft that turns out to be a self-
aware organic/inorganic being who wants to perpetuate an ancient cycle of exterminating all sentient life 
every 50,000 years.  What, then, is the use of the Mass Effect games?  The answer is plenty. 
     If video games facilitate growth and help increase coping skills, they could greatly impact mental 
health services.  Currently, the number of service providers cannot sufficiently address the need for 
mental health.  Video games could help bridge this gap.  New video games could be created to 
incorporate theoretical and evidence-based treatment models. 
     If video game therapy becomes a mode of therapy in itself (similar to bibliotherapy), service providers 
have new possibilities.  Populations in rural areas might not have therapeutic resources available in the 
area.  They could use video games regularly and work with a therapist either remotely or on sporadic 
visits.  Social work agencies could use video games with those on waiting lists for counseling services. 
Therapeutic video games might decrease the number of sessions needed to create improvements, which 
could lessen the per-capita cost of mental health.  Additionally, having a familiar medium to explore 
feelings might speed up therapeutic insights in certain populations, such as adolescent boys and girls.  As 
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with all therapies, the practitioner would need to use discretion to determine what method would work 
best for individual clients. 
     If video games are recognized as facilitating therapy, many organizational and political changes could 
occur.  The aforementioned service organizations would undoubtedly restructure their policies.  Service 
delivery could change to a less paperwork-based and more game-based system.  Case management 
agencies could have players learn how to deal with multiple agencies and locate services by achieving 
similar outcomes in gaming challenges. Training programs would be created for practitioners of video 
game therapy.  New departments inside video game developers would focus on creating therapeutic 
games.  Formal or informal bodies to rate the therapeutic content could arise.  Depending on the extent of 
formal recognition, video game therapy might even receive insurance coverage.  This field has a great 
number of possibilities for the future. 
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Figure 1. NPC-PC-NPC conversation diagram 

 
 
 
 

 

Figure 2. NPC-PC NPC conversation diagram early in a game 
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Figure 3. NPC-PC-NPC conversation diagram later in a game (high paragon level) 

 
 

 

Figure 4: Morality levels among games 
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Growing Up in the Last Small Town: A West Virginia Memoir  
By Bob Barnett 

 
Reviewed by Ronda Sturgill, The University of Tampa 

 
     Graduating from high school in the 1950’s and 1960’s and knowing the name of every classmate is a 
part of the past. The days are gone when kids found pleasure in playing in the town dump, going to Friday 
night dances, and watching the annual Fireman’s parade. Bob Barnett, a retired professor of sports history 
from Marshall University, reflects on these events as he recalls his experience growing up in the small 
Appalachian pottery manufacturing town of Newell, West Virginia. His account of his Appalachian 
upbringing in Growing Up in the Last Small Town:  A West Virginia Memoir is a warm description of 
family, friends, sports, school, and community. He uses humor, personal experiences, and insightful self-
reflections as he chronicles growing up during a time of uncertainty and change. “There are still little 
towns, but they are tied to a culture in a way that small towns never were. The world has come into 
today’s little towns through television and the internet, on the interstates, with the McDonalds and Wal-
Marts; and the unique character of each small town has vanished,” he writes.   
     The book opens, as all Appalachian books should, with stories of Barnett’s home place and family. 
The largest pottery factory in the world was located in Newell.  Homer Laughlin China Company, the 
factory and maker of Fiesta dishware, provided both an industry and jobs to a town that contained only 
one traffic light. Barnett’s reminiscing leads the reader through a delightful series of life events from 
challenging elementary school teachers, to local annual carnivals and high school proms. In “small town 
America”, these were annual highlights for all.  Growing up in a small town truly was a place where 
everyone knew your name.   
     Each chapter covers a new topic while maintaining the feeling that living in rural America in the 
1940’s-1960’s really was a good life. Several chapters are dedicated to sports, clearly illustrating how 
sports function as a unifying force in such small towns. With box seat tickets to the World Series in 
Cleveland, the Summer of 1954 and bringing home a foul ball proved to be one of the most memorable 
baseball seasons for the author. The 1951-1952 Class B West Virginia State Basketball Championship at 
Newell High School resulted in a surprising victory by the local high school and became, “a huge point of 
pride for the people of Newell.” Despite a losing season in 1958-1959 and being described as “the worst 
team ever”, sports in this small town provided lessons of responsibility, teamwork and dedication.   
     The advent of television provided a link to the outside world but also can be viewed as the beginning 
of the end of traditional small town life. Watching the national news and popular evening shows slowly 
began to take the place of earlier forms of interaction and entertainment. In today’s technology enhanced 
environment, small town neighborhood gossip has been transformed into an information highway that can 
transmit stories around the world with the click of a button.   
     The author closes with chapters about first love, dances and high school proms. Stories of the Newell 
Prom matchmaker, the junior class prom decorating committee, and the year leading up to the “most 
wonderful night of our life,” causes the reader to loan for the simplicity and innocence that have been lost 
in today’s high schools. Even if your small town is not Newell, you can relate to the loss of industry, 
school consolidation, the outflux of residents in search of employment and the commercialization of what 
was a great place to live and grow up. The development of mobility in Americans does have a bittersweet 
feeling. In the end, the book brings you full circle from the author’s move to rural Newell in 1951, to the 
meeting of his future wife from the rival town of Chester, to the dedication of the new Laurel Park in 
Newell in 2008.   
     Whether you did or did not grow up in a small town, this book is worth reading. 
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