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     Government and policy internships have long been a common component of undergraduate political 
science programs.  More recently, service-learning projects and other experiential learning opportunities, 
such as model UN’s and mock legislatures, have also become familiar extracurricular offerings on college 
campuses.  Collectively these activities hold significant opportunities to develop not only students’ 
political knowledge but also their engagement, efficacy, trust, and other civic attitudes.  Researchers have 
been particularly responsive to the growth of service learning activities over the last fifteen years or so.  
The literature has already begun to paint a broad picture of how service learning projects can (and cannot) 
be used by educators to promote knowledge, engagement and social capital, and we are beginning to see 
how these activities, when applied to a broad and diverse student population, affect students’ attitudes and 
overall political socialization.  This recent academic interest is both understandable and valuable.  Service 
learning activities are often utilized to engage students who are otherwise not particularly politically 
active or informed.  From a research standpoint, there are potentially huge changes to be measured in how 
these engagement activities impact the attitudes and behaviors of relative political novices.   
     The purpose of my article is to continue to acknowledge the potential impact of experiential learning 
activities on undergraduates, but I am choosing to redirect the focus back to one of political scientists’ 
“core constituencies”: political science majors and other politically engaged students.  For many of us 
who are teaching political scientists, mentoring political internships and political simulations is a routine 
(and rewarding) part of our duties.  In comparing notes with other such mentors over the years, I have 
regularly found that each of us can point to at least one example of a particular student whose internship 
experience resulted in a significant shift in that individual’s perceptions of the political system.  Despite 
this anecdotal evidence, there is relatively little literature devoted to the impact of such experiences on 
efficacy and other civic attitudes.  There are certainly logical explanations for this void, not least of which 
is the fact that the relatively small number of interns are obviously not conducive to sufficiently large 
sample sizes for quantitative research.  Further, interns, whether majoring in political science (and related 
fields) or not, tend to be relative “elites” in terms of political knowledge, engagement, efficacy, and other 
civic attitudes.  The justifiable assumption is that their internship experiences will yield little in the way of 
measureable changes in their attitudes or behavior (particularly when compared to the significant changes 
measured in political novices engaged in the service-learning projects mentioned above), despite this 
apparent conflict with our anecdotal evidence that some interns are, in fact, deeply affected by their 
experiences.  Freie (1997), Elder, Seligsohn and Hofrenning (2007), and Mariani and Klinkner (2009) 
have all studied the impact of campaign-related internships on attitudes.  Collectively, their results were 
mixed.  Freie found attitudinal changes closely related to how positive the experience was for the intern 
(e.g., how welcome they were made to feel as part of the campaign effort).  Elder, et al. found that 
campaign participants demonstrated higher levels of engagement and expressed greater interest in 
pursuing a career in politics; however, they found little evidence of differences in levels of efficacy or 
trust.  Mariani and Klinkner found that campaign interns demonstrated higher levels of internal efficacy 
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and trust in officials, but their data suggested lower levels of external efficacy (i.e., the responsiveness of 
institutions and authorities to citizen demands).   
     With this article I hope to contribute to two distinct dialogues: first, an effort to devote more attention 
to the study of students who participate in political internships and other experiential learning projects, 
and second, an attempt to derive lessons for those who mentor students in these activities.  For this project 
I interviewed two groups of undergraduates.  One group had recently participated in a statewide 
intercollegiate mock legislature.  As part of this program, undergraduates from approximately thirty-five 
colleges and universities spend four days simulating the legislative process using substantive legislation 
they themselves have drafted.  Students assume the roles of legislators and lobbyists as bills are argued in 
committees and in floor debates.  Participants are encouraged to negotiate with peers and to form 
coalitions and caucuses in what ultimately becomes a remarkably thorough simulation of the legislative 
process.  The other group of students I interviewed was composed of students serving as interns to the 
actual state legislature.  At the time of the interviews they had completed three months of a five-month 
assignment to leadership and committee offices in the state legislature.    
     I spoke with a total of thirteen students as a part of my focus group; ten had participated in the mock 
legislature, and three were legislative interns.  Each completed a written questionnaire that included both 
common closed-ended questions related to trust and efficacy and open-ended prompts inviting 
observations and reflections about their respective experiences.  Participants were asked how their 
experiences affected not only their views of governmental processes and actors but also their personal 
aspirations for future involvement in politics. 
Survey Data 
The Participants 
     Given the significant time and effort involved in participating in these particular experiential learning 
projects, it should come as no surprise that the participants uniformly expressed a high interest in politics 
generally and scored highly on an index of knowledge of current events and figures in American politics.  
(On a 15-point scale, the average political knowledge score was 14.)  They were, predictably, relative 
“elites.”   While most were majoring in political science, students from communications, history, and 
education were also represented.  Republicans outnumbered Democrats 5 to 3, with a third of the 
participants claiming an independent or other affiliation.  The group was an ideologically moderate one; 
on a 10-point ideology scale (-5 to 5, liberal to conservative), the average was just under 1.0, with a 
standard deviation of 2.46. 
The Data 
     Not surprisingly, all of the participants’ attitudes in the area of efficacy and trust in government in 
general were quite positive.  When asked a general question about whether passing legislation through the 
current system was too easy, too difficult, or about right, the vast majority said it was “about right,” with 
too easy and too difficult receiving only one response each.  Those expressing doubts about the system 
generally were primarily concerned by partisanship and the ability of narrow interests to derail right-
minded initiatives.  One participant noted that the one-party dominance in the state limited the scope of 
ideas being considered.  Lamented one:  “What may be right might get shot down due to politics.”  
(Interestingly, those expressing doubts about the system would be considered relative “elites” on 
knowledge of the political system, as they were upperclassmen majoring in political science and scored 
highly on the political knowledge index.) 
     The students’ support for the officials and other actors in government, while still relatively strong, was 
less impressive.  Respondents were asked the familiar question, “How much of the time do you think you 
can trust the [state legislature] to do the right thing?”  No one gave the “Always” response, though seven 
of the twelve (58%) gave the optimistic “Most of the time” response.   Four students (33%) indicated the 
legislature could be trusted only “Some of the time,” while only one responded “Never.”   
     When it came to the confidence in the legislature’s problem-solving abilities, responses were 
distributed across a near-perfect normal distribution (see Figure 1).  Participants were asked “How would 
you say your experience affected your confidence in the state legislature’s ability to solve problems and 
make the state a better place to live?” One student indicated that he had “significantly less confidence” 
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than before their experiential learning project, while one professed “significantly more confidence.”  
Three (25%) indicated that they had “slightly less confidence” than before, while three others expressed 
“slightly more confidence.”  Four expressed no change in their confidence.   
     These changes in confidence, both positive and negative, should again be viewed with an eye to the 
particular students involved.  These participants already enter these projects with a high sense of external 
efficacy; in that light, it is perhaps surprising that there was as much of an increase in confidence as there 
was.  Those who lost confidence may have emerged from their experiences with, to quote Mariani and 
Klinkler (2009, 287), “a better, but less rosy and idealistic, sense of how the American political system 
actually works.”  Faculty mentors cannot predict a priori which of their students will experience such a 
loss of confidence, but the fact that they exist in significant numbers does underscore the need for faculty 
members to create realistic expectations for their students prior to their projects. 
     The survey results were noticeably more optimistic when respondents were asked specifically about 
the trust they had in individual legislators.  Almost half of the panel (five of the twelve) indicated no 
change in their level of trust, and four actually indicated a slight increase in their level of trust.  Two 
respondents did indicate a significant loss of trust; both of these were participants in the mock legislature, 
not in internships.  These negative responses should not cause any particular legislator to worry about his 
approval rating, but clearly this “transference” suggests that these students drew some type of negative 
inference about how legislators behave, and this inference was based upon their experience in the 
simulation.  It is perhaps encouraging to note that of the three interns who had worked with actual 
legislators, two felt a slight increase in trust while one felt no change.  Previous research (see, e.g., Freie 
1997) suggests that such positive feelings toward legislators generally could emanate from serving in a 
welcoming and receptive experience in the intern’s particular host office.  These apparent feelings of 
“transference” and “empathy” merit further study in the future, but in the short term, we again see that 
faculty mentors clearly have an interest in creating and maintaining reasonable expectations about what 
their students will experience during their projects.  
     The final topic of the survey dealt with the participants’ political aspirations, and there are few 
surprises in the responses.  All of the respondents had considered running for office prior to their project, 
and nine of the thirteen said they were either slightly or significantly more likely to run after the 
experience.  Indeed, only one respondent claimed to be less likely to run for office (“significantly” so, in 
fact).  Outwardly this statistic seems to both validate expectations about the subject group and affirm the 
educational promise of projects such as these.  There is, however, an interesting caveat that can be drawn 
from the lone “disaffected” of the group.  In the interest of confidentiality I am limited in my ability to 
elaborate on that respondent’s traits and background, but it is sufficient to say that this student was an 
elite among this group of elites.  In terms of political knowledge, interest, and experience, the student was 
unsurpassed within this cohort.  While expressing only a “slight” loss of trust in confidence in the system 
and in officials, the student emphatically rejected the idea of personally running for office after her 
experience.  In terms of evaluating the data, this student may easily be dismissed as an outlier.  The 
student may, however, represent an important lesson for those who mentor internships and other 
experiential learning projects, and it is to that group that I wish to direct my concluding remarks. 
Discussion 
Gauging Expectations:  Mr. Smith or House of Cards? 
     From the evidence presented here, I assert that while students interested in experiential learning 
projects such as internships and legislative simulations tend to be largely uniform in many important 
attitudinal respects (e.g., internal and external efficacy, trust), the nature of their expectations may vary 
significantly.  As a result, the impact that these experiences have on the participants’ attitudes may also 
vary significantly, and for some, the lessons they learn may be disheartening ones.  Most of these students 
perceive these experiences as opportunities both to learn and to develop resume-enhancing experience, 
and my colleagues and I enthusiastically encourage these perceptions on a regular basis.  My colleagues 
and I also know from experience, however, that some of these students will have their faith in the system 
and in their leaders weakened (and for a few of those in a life-altering way, at least in terms of their career 
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plans).  The data presented here and elsewhere confirm that this outcome, while fortunately not prevalent, 
is a persistent one. 
     How then, should a faculty mentor prepare students for internships and other experiential learning 
projects?  There are obviously countless environment factors that he or she cannot control.  The students’ 
knowledge, trust, and sense of efficacy have been years in the making.  What the students see and hear 
during their experiences is just as uncontrollable; when mentors loose their mentees into the political 
wilderness, they cannot (and for honesty’s sake, should not) shield students’ eyes from instances of 
gridlock, conflict, or even misconduct that are very real elements of modern political processes.  
Ultimately what mentors can do is (1) be aware of their students’ expectations and (2) foster more 
realistic expectations of what their students’ experiences might entail. 
     There is little research to concretely identify what interns’ expectations are prior to their experience.  
However, one need only take a perfunctory look at the data here or in the research cited earlier to identify 
potential “problem areas” relating to students’ expectations which could lead to negative effects on their 
trust and efficacy.  As a faculty supervisor of internships for over ten years, I have come to recognize 
common recurring mindsets in prospective interns.  While it is hardly a scientific typology, I am confident 
that my colleagues in this area of service will recognize some of the types on my list: 

a.  the “worldly optimist”:  a student with no delusions about the “seamier” side of 
politics, but who still maintains high sense of efficacy in the system and 
relatively high levels of trust in individual actors in general (often 
acknowledging that there are actors in the system with less than admirable 
methods or motives, believing such actors are in the minority); 

b. the “worldly pragmatist”:  another student who has no delusions about the world 
of politics and accepts it as the nature of things; despite seeing the political 
world as fundamentally combative and assuming House of Cards as more truth 
than fiction, he or she retains a relatively high sense of external efficacy, in that 
those who are skilled at “playing the game” produce meaningful results; 

c.  the “modern Mr. Smith Goes to Washington”: a young idealist who, while likely 
ranking highly in political knowledge by virtue of introductory American 
government classes, is only abstractly aware of  the nature and degree of conflict 
in modern politics and is often surprised and disheartened by seeing this conflict 
manifest itself in the daily interactions of the officeholders they serve. 

     My point in differentiating these “types” is to assert that when we only measure common variables 
such as political knowledge, activity, and efficacy, each of the three students I have described above 
would appear identical to the others, though there is clearly the potential that they will have radically 
different experiences as interns or in a legislative simulation.  To further complicate matters, identifying 
the students most at risk of having a negative experience might not be as easy as it seems.  Of the three 
types I describe above, the third would intuitively seem to represent the greatest risk; however, the 
“disaffected” student in my group of interviewees would easily have been included in the second group 
(i.e., the pragmatists).  
Future Research  
     Assessing a student’s expectations need not involve developing a complex survey instrument (though 
that may be a worthy goal for future research).  One of the primary goals of an experiential learning 
project is simply to produce a student with a more learned view of the political system and not a 
pessimistic one.  If we logically assume that disappointment is a product of witnessing behaviors that one 
was not expecting, then setting reasonable expectations as to what participants will witness should serve 
to minimize these surprises and the resulting disappointment.  Before the participants begin their 
experiences, faculty mentors should take steps to help students mentally envision what types of behaviors, 
constructive and otherwise, to which they might be exposed.  For example, any student who has 
completed an introductory American government class will be familiar with concepts such as coalition-
building, logrolling, and legislators’ role perceptions (i.e., trustees vs. delegates), at least as abstractions.  
Mentors should develop exercises in which the students are asked to envision how these concepts might 
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play out in real-world interactions between legislators (e.g., “how might a party whip or other legislator, 
in a face-to-face meeting, attempt to encourage a colleague to vote a certain way on a bill?”).  I often 
recall the words of a legislative intern, fresh from completing her assignment, who said of the legislative 
process, “It doesn’t live like it reads.”  Bridging the gap between textbook and reality may be an effective 
way to minimize the occurrence of participants with a “less rosy” view of politics. 
    It is my hope that future research will continue to explore all aspects of the impact of internships and 
other experiential learning projects on political attitudes, particularly efficacy and trust.  While the 
existing trend in studying the impact of service learning projects on political newcomers is certainly 
valuable, researchers should not discount or neglect the effects of these more intensive and long-term 
experiences on more politically engaged and advanced students, if for no other reason than that 
population is considerably more likely to seek elective office or other positions of political leadership.  
Survey research involving interns is usually complicated by the difficulty in being able to compile 
samples large enough for meaningful study, particularly on a single campus; perhaps in the future 
political scientists at multiple institutions will be able to collaborate on surveys or to otherwise aggregate 
their data.  While such studies certainly have the potential to contribute to our understanding of attitude 
formation and other broad bodies of literature, in the short run they have the promise of providing those in 
political science who deeply believe in the value of experiential learning with the ability to make such 
projects even more meaningful for our students. 
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     Long ago, when the Phrygians were without a king, an oracle decreed that the next man to enter the 
city driving an ox-cart would be king. The priests declared Gordias, a peasant farmer, king of Phrygia 
when he was the first man to drive his cart into town after the oracle. Out of gratitude, Midas, his son, 
dedicated the cart to Zeus, a Greek god, and tied it to a post with an intricate knot. Another oracle then 
decreed that the one who could untie the knot would become the King of Asia. Over time, Phrygia 
became a province of the Persian Empire. The knot held and the cart was still tied to the post when 
Alexander, eventually called Alexander the Great, arrived. He attempted to untie the knot, but could not. 
Stories vary, but he either “thought outside the box” by removing the pin which secured the yoke to the 
pole thus gaining the cart, or he simply took out his sword and sliced the knot, thus getting the cart by 
cheating. Either way, Zeus was so pleased he granted Alexander many victories. Today a Gordian knot is 
a metaphor for a problem that seems impossible to solve, but is easily defeated by “thinking outside the 
box” or cheating (Britannica, 2014). 
     Legal problems are sometimes like Gordian knots. Cases are complicated and similar to Gordian 
knots. They are meant to be slowly unraveled after careful consideration of all viewpoints and possible 
future ramifications. However, plaintiffs are trying to cut this process short by appealing to the political 
ideologies of activist judges who would then use these ideologies to vote for the plaintiffs’ positions. The 
consequences of these cuts can create whole new Gordian knots. A quick victory may or may not do 
justice. Burwell v. Hobby Lobby appears to pose this type of problem (Burwell, 2014). Many 
commentators appeared to have a script written for this case before the case was decided. On the one 
hand, if the court recognizes and protects the religious principles of corporate owners, then there is a war 
on women (Young, 2014). If it is contrary to the company owners’ religion, the owners will deny 
employees the use of abortion and contraception. If, on the other hand, the court does not recognize the 
religious rights of corporate owners, then the owners will be forced to pay for services to which they have 
religious objections. Let the war on religion, and the shortcomings of Obamacare, begin. Both sides 
would be happy as their bases are energized for the elections in 2014 and 2016.  
     The Supreme Court did not take either of these approaches. The Roberts’ Court, the current Supreme 
Court, is known for an “inclination toward nominally incremental rulings with vast potential for great 
change” (Liptak, 2014a). The majority sought to untie this knot between two potentially clashing rights 
by recognizing that the case is one of statutory interpretation. The court came to what the majority of 
justices anticipate will be a narrow decision arrived at through a very careful reading of a statute. 
Surprisingly, this decision and careful approach did not completely resolve the issue. The case may not be 
as limited as the majority assumed it would be. This case could very well be a second Citizen’s United v. 
FEC, and have broad implications for the United States (Citizens, 2010). Citizens United was the case 
that treated corporations like people and allowed a business to contribute to political campaigns like a 
person. At a minimum, it is one of the biggest Supreme Court decisions of the year, at least in political 
terms (Legal, 2014). This article is not just written for teachers who may have to understand this case for 
use in their classes. This article is also written for anyone who follows U.S. politics and anyone who 
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desires to be an informed voter. Any discussion of this case will certainly spark many heated debates. The 
first theme addressed in this article will be a review of the case. The second theme will be a consideration 
of a possible framework that can be used to prevent new Gordian knots from being tied in future cases. 
The third theme will be an examination of potential remaining problems such as a flood of new cases over 
whether a religious belief is sincere, the treatment of minority religions, the potential for discrimination, 
and, if accommodations are granted, the need to treat all religions equally. The final theme reviewed in 
this article will be a consideration of where the court may be heading in the future.           
Background On The Hobby Lobby 
     First, a review of the facts in the case is helpful. Hobby Lobby is an arts and crafts company founded 
by David and Barbara Green. It is a closely held for-profit corporation and employs around 21,000 
people. The Greens are Christians who try to run their business according to their understanding of 
Christian principles. The Mardel Christian and Educational Supply Company, owned by Matt Green, and 
Conestoga Wood Specialties, owned by the Hahn family, were also included in the decision. The Hahn 
family is Mennonite and employs about 1,000 people in their furniture company. The Green and Hahn 
families objected to their having to provide four of the twenty FDA approved contraceptives required 
under Obamacare. The two “morning after” pills and two intrauterine devices prevent the implantation of 
a fertilized egg. They believe preventing the implantation of a fertilized egg kills the zygote resulting in 
an abortion of a person (Pear, 2014). The government recognized these views as a legitimate religious 
perspective. The Department of Health and Human Services (HHS) exempted religious and non-profit 
employers that objected to the required contraception. Hobby Lobby did not qualify for an exemption 
because they run a for-profit company. However the owners believe the act of providing the four 
contraceptives facilitates the commission of an immoral act, which is not something the owners can do. 
The company filed a lawsuit in the U.S. District Court for the Western District of Oklahoma asking for an 
injunction against the enforcement of the rule based on the Religious Freedom Restoration Act (RFRA) 
and the Free Exercise Clause of the First Amendment. The district court denied the request for an 
injunction. The U.S. Court of Appeals for the Tenth Circuit granted an appeal and ruled that Hobby 
Lobby was a person who has religious freedom. The contraceptive requirement was also challenged in 
fifty other cases (Liptak, 2014b). Two other federal appeals courts in other challenges upheld the 
contraception coverage mandate while two additional appeals courts ruled against the coverage 
requirement. The Third Circuit ruled against the Hahn family. The U.S. Supreme Court then accepted the 
case and consolidated the Hobby Lobby case with the cases involving Mardel and Conestoga Wood.  
U.S. Supreme Court Ruling 
     On June 30, 2014, Justice Samuel Alito delivered the opinion of the court. Justices Roberts, Scalia, 
Kennedy, and Thomas joined him in the opinion. The issue in the case was whether the RFRA permits 
HHS to require closely held corporations to provide contraception methods that violate sincerely held 
religious beliefs of the companies’ owners. The majority concluded the mandate violated the RFRA. 
Closely held corporations, ones that are run by a small number of shareholders, do not have to supply 
contraceptives that violate their religious beliefs. The mandate substantially burdened the exercise of 
religion by the corporate owners, as the way the mandate was implemented was not the least restrictive 
method to serve a compelling government interest. Not complying with the mandate could cause Hobby 
Lobby to face fines of $475 million (Liptak, 2014b). Alternatives such as having the government directly 
provide the contraceptives or allowing closely held for-profit corporations to pass the contraceptive 
problem directly on to insurers, by filling out a form and filing it with the insurer, may be the least 
restrictive methods to provide contraceptives while preserving the owners religious liberty.  
     The case was a statutory case decided under the RFRA rather than the Free Exercise Clause of the 
First Amendment. The RFRA was a response to the 1990 decision in Employment Division v. Smith 
(Employment, 1990). In that case, the U.S. Supreme Court held that generally applicable laws that have 
nothing to do with religion could prevent citizens from exercising their religious rights. Justice Scalia 
wrote the opinion that concluded Oregon could deny unemployment benefits to members of the Native 
American Church who were fired for violating a state prohibition on the use of peyote. Peyote was on 
Oregon’s drug list. The list made no mention of religion and applied to all citizens equally. There was no 
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exception for the use of peyote in religious rituals. Congress felt punishing the use of peyote in religious 
rituals should violate the Free Exercise Clause. In response, Congress passed the RFRA and required the 
use of strict scrutiny when a neutral law substantially interferes with a person’s free exercise of their 
religion. In 1993, the late Senator Kennedy (D, MASS) and Congressman Charles Schumer (D, NY) 
introduced the RFRA into the Senate and House. The House passed the bill unanimously and the bill lost 
only three votes in the Senate. President Clinton signed the RFRA into law. In City of Boerne v. Flores 
(City, 1997), the Supreme Court said the RFRA did not apply to states. However, the act does apply to 
federal laws. For a neutral/generally applicable federal law that results in a substantial burden to the 
exercise of a person’s religion to be upheld, the law must further a compelling government interest and 
the law must be written in the least restrictive way, thus satisfying strict scrutiny (Ayotte, 2014).  
     The court, in Hobby Lobby, did not decide if the law was furthering a compelling government interest. 
Justice Alito simply said he accepted, for the sake of argument, that the government had a compelling 
interest in making sure women have access to contraception. The mandate was struck down under the 
RFRA because the majority concluded the least restrictive means were not used. The penalties for not 
providing the four contraceptives were $475 million per year for Hobby Lobby, $15 million for Mardel, 
and $26 million for Conestoga. The court considered these penalties too severe. Even if healthcare were 
not provided at all, Hobby Lobby would have to pay $26 million, Mardel would pay $800,000, and 
Conestoga would pay $1.8 million in penalties (Liptak, 2014b). Justice Alito said a company would be at 
a competitive disadvantage in hiring employees if healthcare were not provided. Increasing the wages of 
employees to purchase healthcare individually would be more costly than group coverage and the money 
would be subject to taxes. He also noted that companies might have religious reasons for providing health 
care coverage, even if dropping coverage might save some company money. The court concluded the 
government could assume the cost of providing the contraceptives to the women or the government could 
provide access in other ways such as extending the accommodation that the government gave to religious 
nonprofits to Hobby Lobby. This accommodation for nonprofits provided separate payments for the 
contraceptives by insurers, without cost to the nonprofit or the women employees, if certain procedures 
were followed. HHS says nonprofits must certify its religious objection to its insurance issuer, which then 
must provide separate payments for contraceptive coverage. However, the court did not rule that this was 
the least restrictive alternative for this type of religious exception. It was simply an example that other 
less restrictive methods could be employed.  
     The court also concluded a corporation is a person under the RFRA. HHS argued that the case could 
not be heard under the RFRA because the act only applies to people, not corporations. The justices use the 
Dictionary Act in determining the meaning of an Act of Congress (Dictionary, 1871). The Court said, 
“Under the Dictionary Act, the word person includes corporations, companies, associations, firms, 
partnerships, societies, and joint stock companies, as well as individuals” (Burwell, 2014).  Also, HHS 
treated nonprofit corporations as persons under the RFRA when they granted an exemption to the 
contraceptive mandate to nonprofit corporations. The court could not see a distinction between nonprofit 
and for-profit corporations. In fact, the court said no conceivable definition of person could include 
natural persons and nonprofit corporations, but exclude for-profit corporations. For-profit corporations do 
not simply make money. “For-profit corporations, with ownership approval, support a wide variety of 
charitable causes, and it is not at all uncommon for such corporations to further humanitarian and other 
altruistic objectives” (Burwell, 2014). Justice Alito wrote, “No one has disputed the sincerity of their 
religious beliefs” (Burwell, 2014). Justice Alito was clear in the opinion that the case does not apply to all 
for-profit corporations. It only applies to closely held corporations. The three firms in the lawsuit are all 
owned and controlled by members of a single family. In closely held corporations, it is easy to discover 
the religious principles of the members of the company and the views are typically more consistent 
(Armour, 2014). The court concluded that the religious liberties of those who own and control these 
companies are not given up simply because they organize as a corporation rather than a sole 
proprietorship or general partnership. Closely held corporations are very different from large 
corporations, where the owners and shareholders are many and their views could be diverse. It may be 
hard for these corporations to exercise the religious beliefs of their owners.  
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     Justice Ginsburg wrote the primary dissenting opinion. Justice Sotomayor joined her opinion in full. 
Justices Breyer and Kagan joined her except for the part on whether a corporation qualifies as a person 
capable of exercising religion. These two justices believed that the case fails on its merits and did not join 
Ginsburg’s discussion as to whether for-profit corporations may bring claims under RFRA. Ginsburg 
began by calling the decision one of “startling breath” for holding that a commercial enterprise can opt 
itself out of any law, except a tax law, that the owners of the enterprise judge incompatible with their 
religious beliefs. Justice Ginsburg said the court had, for the first time, extended religious freedom 
protections to the commercial, profit-making world. ”The court’s expansive notion of corporate 
personhood invites for-profit entities to seek religion-based exemptions from regulations they deem 
offensive to their faiths” (Burwell, 2014). She wrote that the government has compelling interests in 
uniform compliance with its laws and pointed out the disadvantages that religion-based opt-outs impose 
on others. She wrote, “In the Court’s view, RFRA demands accommodation of a for-profit corporation’s 
religious beliefs no matter the impact that accommodation may have on third parties who do not share the 
corporation owner’s religious faith.” She believes the RFRA was enacted to serve a far less “radical” 
purpose. She felt this concern held no sway with the majority. She also did not believe a legal fiction 
could exercise the rights of a natural person. “Workers who sustain the operations of those corporations 
commonly are not drawn from one religious community.” She warned, “The Court, I fear, has ventured 
into a minefield…”(Burwell, 2014). Thus, while trying to unravel this case, many more Gordian knots 
were created. 
     Justice Kennedy wrote a concurring opinion to respond to Justice Ginsburg and the dissenters. He 
emphasized the limited nature of the ruling. He also said the government had a compelling interest in 
providing insurance coverage that is necessary to protect the health of female employees. He pointed out 
that the part where the government failed was in not providing a least restrictive way to provide the 
coverage. He would have preferred to see a plan for providing the coverage more along the lines of what 
is in place already for nonprofits as this better respects religious liberty. HHS supplied this alternative 
framework to provide coverage and the approach is far less restrictive on the religious beliefs of the 
companies’ owners. The government had to show that it could not accommodate the plaintiffs’ similar 
objections under this framework. The government did not meet this burden. 
     Senator Charles Schumer, who was one of the people who introduced the RFRA in 1993 said, “This 
law was not intended to extend the same protections to for-profit corporations, whose very purpose is to 
profit from the open market” (Peterson, 2014). Senate Majority Leader Harry Reid (D, NV) said, “If the 
Supreme Court will not protect women’s access to health care, then Democrats will. We will continue to 
fight to preserve women’s access to contraceptive coverage and keep bosses out of the examination 
room” (Peterson, 2014). Senate Democrats introduced a bill, which they refer to as the “Not My Bosses’ 
Business Act,” to restore employers’ responsibility to provide contraceptive coverage and block 
companies from using the RFRA to avoid compliance. On July 16, 2014, Republicans in the Senate, with 
some Democratic help, blocked the bill 56 to 43. Senate Majority Leader Reid voted against the bill, 
because under Senate rules, he has the option to revive it later.  
     Debate over the “Not My Bosses’ Business” Act was designed by both parties to appeal to women 
voters. This support is seen by both parties to be critical for the 2014 and 2016 elections. Republicans 
introduced their own bill to reiterate that under current law employers cannot prohibit a woman from 
accessing contraception. The bill was introduced by Republicans to try to get the Hobby Lobby case 
understood better by the public. It seems Republicans do not want a repeat of 2012 when they felt the loss 
of support from women may have cost them an election. They believe the Democrats created a “war on 
women,” which they believed was false but effective. The Republican bill is unlikely to make it to the 
Senate floor. Many Democrats were busy trying to convince the public that women had lost some rights 
to certain contraceptives in the case. Senator Patty Murray (D, WA) said, “This whole issue is about 
whether a basic part of women’s health care law is covered by insurance or not. It is not about whether it 
is available” (Peterson, 2014). If nothing else, the cost of insurance companies separately and directly 
providing the contraceptives would cost the insurance companies more. This cost would be passed on to 
all consumers.  
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     The Obama administration had not yet issued guidance on how workers could access coverage if their 
employers claim religious objections. On July 17, 2014 the Obama administration said that employers 
that stop covering contraceptives in workers’ health care plans based on the Hobby Lobby decision had to 
disclose the change to beneficiaries within 60 days after the change (Armour, & Feintzeig, 2014). As of 
the writing of this paper, the Obama administration has yet to release regulations outlining an alternative 
method for workers at these companies to obtain contraceptive coverage.  
     On June 30, 2014, in Wheaton College v. Burwell (Wheaton, 2014), the Supreme Court granted a 
temporary exemption to Wheaton College so the college would not have to follow the approach the court 
suggested might be a less restrictive alternative method for delivering the contraceptives in the Hobby 
Lobby case. Wheaton does not have to fill out a form and send it to its insurer to be exempt from the 
requirement that employers provide health insurance with full contraceptive options until the Supreme 
Court can review the case. The college only needs to inform the government that it has religious 
objections to parts of the health care mandate (Bravin, 2014). Wheaton argues for an exemption, not an 
accommodation, because it believes that filling out the form to the insurer makes the college morally 
complicit in the wrongful destruction of human life, which also violates its religious beliefs. Justices 
Sotomayor, joined by Justices Ginsburg and Kagan, wrote a sharp dissent. She argued that Wheaton did 
not meet the tests for an emergency court ruling to block a federal law. Courts need to look at whether a 
law truly violates religious freedoms before blocking a law. She said, “I do not doubt that Wheaton 
genuinely believes that signing the self-certification form is contrary to its religious beliefs, but thinking 
one’s religious beliefs are substantially burdened – no matter how sincere or genuine that belief may be – 
does not make it so” (Wheaton, 2014). She also felt the court was moving away from the position that 
notifying the insurer was an adequate means to have contraceptives delivered to employees while 
respecting an employer’s religious freedom (Jaschik, 2014). Justice Sotomayor wrote, “Those who are 
bound by our decisions usually believe they can take us at our word. Not so today” (Wheaton, 2014). This 
case illustrates the sharp division on the U.S. Supreme Court. The majority indicated in Hobby Lobby that 
it was not ruling on whether the nonprofit form of opting out was the least restrictive method to impose 
the contraceptive mandate. However, discussions about the cases amongst the justices may have been so 
sharp that the dissenters missed this point. She also argued that the case “risks depriving hundreds of 
Wheaton’s employees and students of their legal entitlement to contraceptive coverage.” Because many 
other nonprofits have raised similar objections to filing a form with an insurer, she concludes the ruling 
“will presumably entitle hundreds or thousands of other objectors to the same remedy” (Bravin, 2014). 
This also demonstrates the sharp divisions on the court, as this was just a temporary order. The court has 
yet to rule on whether having the employer fill out and submit a form to an insurer is an acceptable and 
least restrictive alternative.    
Potential Remedies For Future Challenges 
     The second part of this article will consider a possible framework that can be used to untie the Gordian 
knot in future cases. The Hobby Lobby case could create many potential problems. The majority and 
dissent clashed over whether the case would open the floodgates for future challenges. Are there any 
analytical approaches that could be used to limit a flood of cases while still providing some protection to 
religious beliefs and practices? How can the Gordian knot in religious cases be untied? This writer 
believes there are some established principles that could limit some future cases and allow for the 
resolution of others. First, for the RFRA to apply to a case, there have to be religious beliefs involved. 
The first question a court always considers is whether the court is dealing with a religion. Prior justices on 
the Supreme Court have decided that a creed must meet four criteria to qualify as a religion. First, there 
must be a belief in God or some parallel belief that occupies a central place in the believer’s life. Second, 
the religion must involve a moral code that transcends individual belief – it cannot be purely subjective. 
Third, some associational ties must be involved. That means there must be some community of people 
united by common beliefs. And fourth, there must be a demonstrable sincerity of belief (Stephens, 2014). 
Two problems occur here. First, sincerely held beliefs not based in religion, but arrived at through study 
and mediation may not qualify as a religion. A problem may be a lack of a community of believers. If 
beliefs are not a part of a religion, the individual’s beliefs may not qualify for protection under the RFRA. 
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The requirement for associational ties could be used by the courts to dismiss requests for exceptions under 
RFRA based on purely individual secular beliefs. This could lessen some challenges.  However, there are 
many beliefs that will qualify as being a part of a religion.  
     Second, once it is determined the belief is a religious belief, then the question could become whether 
the belief is sincere under part four of the test for a religion. Everyone on the Court seemed to agree that 
the owners of the businesses included in the Hobby Lobby case were sincere in their religious beliefs. The 
justices did not debate this question. While the Court made sincerity of beliefs a part of the test, courts 
have never analyzed this part. A government that respects religious liberty should not subject religious 
claims to scrutiny. When the Volstead Act exempted communion wine from Prohibition, lawmakers did 
not inquire into whether the wine really became the blood of Jesus (Ponnuru, 2014). However, no one at 
this point knows how the court might decide the sincerity of other beliefs or if the courts will even engage 
in this type of practice. Refusing a claim for other reasons would not tell the owners that their religious 
views are either not based on a religion or flawed. Actually, probing into part four of the religion test 
should be discouraged.  Courts are not designed to decide what religious beliefs are valid.  
     The simplest future cases will be where the government passes a neutral law based on providing for 
the health, welfare, or safety of citizens and a company saying it cannot comply with the law for religious 
reason. These cases, like Hobby Lobby, use strict scrutiny. The government has to show a compelling 
need for the law and the government has to use the least restrictive methods to achieve its compelling 
need. These cases occur because there is a middleman, a business owner, between the government and the 
employee. The toughest future cases will be those where a company owner’s religious beliefs would 
result in a denial of fundamental constitutional rights of a potentially large pool of employees. In fact, in 
some cases, protecting an employer’s religious beliefs could result in actual discrimination. There are no 
good methods to resolve cases where two fundamental rights clash.  Rejecting employer requests for 
exemptions when two rights are involved could be based on a balancing test where an owner’s religious 
beliefs should not be protected if to do so would cause many other Americans to have their fundamental 
constitutional rights deprived. The ability of a large group of people to exercise their fundamental 
constitutional rights may be in need of more protection than the rights of a few owners to practice their 
religion. A loss of fundamental rights did not happen in the Hobby Lobby case, as the women did not lose 
access to contraception or abortion. The method used to distribute the contraception just has to be 
changed to one that less burdens the owner’s religious beliefs. Justice Alito suggested two potentially less 
restrictive methods that still provide easy access to the employees. One method was where nonprofits 
have to fill out a form and notifying an insurance company of a potential clash with the owner’s religious 
beliefs. Then the insurer provides the contraceptive. The Wheaton case will have to decide if this method 
is adequate to protect an employer’s religious freedom. However, the majority suggested a second 
alternative. The government could directly provide benefits to the employees. This could lessen conflicts, 
as there would be no middleman. This sounds much like the single payer plan, which some Democrats 
originally argued for as the form Obamacare should take (Editorial, 2014). Under single payer plans, the 
government would directly provide health care, rather than going through employers. 
Potential Remaining Problems 
     Even using these tests to resolve future cases may not lessen all future problems. The third part of this 
article examines potential remaining problems such as a flood of new cases, whether a religious belief is 
sincere, minority religions, discrimination, and, if accommodations are granted, the need to treat all 
religions equally. This court’s tendency to give for-profit corporations personhood will increase the 
number of challenges. Even if the case is restricted to closely held businesses, these businesses still 
employ many people in this country. Justice Ginsburg wrote, “Although the court attempts to cabin its 
language to closely held corporations, its logic extends to corporations of any size, public or private.” 
Because of the courts expansive notion of corporate personhood, she added that corporations could object 
to “health coverage of vaccines, or paying the minimum wage, or according women equal pay for 
substantially similar work” (Burwell, 2014). This is actually a small list of concerns. There are many 
other potential problems such as providing stem cell treatments for some Christians, potentially pushing 
employee parents to provide gay children with conversion therapy (Price, 2014), and providing 
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psychiatric treatments for members of Scientology. Justice Alito responded to this assertion by saying that 
“it seems unlikely” that publically held “corporate giants” would make religious liberty claims. He did not 
expect to see “a flood of religious objections regarding a wide variety of medical procedures and drugs, 
such as vaccinations and blood transfusions.” Racial discrimination could not “be cloaked as religious 
practice to escape legal sanction” (Pear, 2014). According to Alito, it would be hard for an owner for 
religious reasons to deny vaccines to its workers. If enough people in society are not vaccinated, the 
health or life of the other people in society could be in danger. Allowing a few employees to opt out of a 
vaccine is the most a government could do to accommodate the religious beliefs of the individual. An 
exception could not be given to employers to not offer vaccines to employees. So, Judge Alito is saying 
corporations that are not closely held cannot claim religious exemptions or accommodations and not all 
challenges to health, safety, or welfare laws will be successful. To the majority, this diminishes the 
possibility of a flood of additional cases. However, maybe there is an observant Hindu who follows a 
strict vegetarian diet because his religion frowns on killing animals. Maybe he owns a software company 
that employs only vegetarians because he does not wish to be forced to subsidize meat eating with the 
salaries he pays (Basu, 2014). If a company can dictate how an employee spends their salary based on the 
owners’ religious beliefs, “at what point does religious accommodation of an employer end and religious 
discrimination against employees begin” (Basu, 2014)? This ruling allows business owners of any faith to 
claim religious exemptions. It is unlikely the court considered cases brought by employers from minority 
religions such as Islam or Hinduism. Christian conservatives who are now cheering the Hobby Lobby 
victory might change their minds if companies owned or managed by non-Christians start to impose their 
values on workers. This could become a larger source of cases in the future and contribute not only to a 
flood of cases but, as Justice Ginsburg suggested, the potential for a minefield. Many potential 
applications have not been considered. This is indeed a Gordian knot.        
     The ruling could be used to justify anti-gay religious practices and create more discrimination claims. 
Justice Ginsburg cited the case of a New Mexico photographer who refused to photograph a lesbian 
couple’s commitment ceremony for religious reasons. “Would RFRA require exemptions in cases of this 
ilk?” Justice Ginsburg asked in dissent. “And if not, how would the court divine which religious beliefs 
are worthy of accommodation and which are not” (Burwell, 2014)? Advocates for same-sex marriage 
have long insisted that their own marriages do not threaten anyone else’s marriage. A person with 
religious objections could wonder if this is true. Business people wonder if they will be sued if they refuse 
to provide services. Gay and lesbian couples wonder why they do not deserve the same protections from 
discrimination granted to racial minorities. There could be a flood of cases as the rationale in the Hobby 
Lobby case moves past contraceptives.  
     Lastly, the government cannot play favorites. If one takes a “separationalist” approach to religion, like 
Thomas Jefferson, there is a wall between church and state and there is little accommodation for different 
religious beliefs when the law applies to all (Carter, 2014). In contrast, if one takes a “nonpreferationalist” 
approach, which was developed in the latter 1900s, then the government can accommodate religion. 
However, if the government is going to accommodate, the government has to accommodate all equally. A 
“separationalist” in Hobby Lobby would not have created an exception to a neutral law that applies to all. 
Any effect on religion would just be considered incidental. When a “nonpreferationalist” philosophy is 
used, the approach can allow for people to practice their religion, but exceptions cannot be used 
selectively. Exceptions from neutral law would have to be given to groups such as Muslims and Hindus, 
not just Christians. Throughout American history, there has been widespread agreement that the United 
States is religiously diverse and widely devout. A key element of religious liberty was accommodation. 
“We have generally agreed that our nation benefits when we help rather than burden those with religious 
obligations. That consensus seems, quite suddenly, to have evaporated” (Horwitz, 2014). One person’s 
religion is often another person’s cult. Some scholars push for nonreligious, sincerely held beliefs to be 
given the same protections as religious beliefs. Where the line will be drawn in a country potentially 
growing more secular is difficult (Newsday, 2014). The Hobby Lobby decision, while narrow, does leave 
a lot of questions unanswered, including whether for-profit companies will be able to avoid anti-
discrimination laws and other health care provisions. Whether the reader believes the case could open the 
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floodgates to additional cases and set off minefields probably depends on whether the reader is more 
inclined to believe Justice Ginsburg or Justice Alito on the narrowness of this decision (Newsday, 2014). 
The Supreme Court’s Future Decisions 
     The last section of this article will consider where the court may be heading in the future. This court 
does resolve problems through incremental decisions (Lithwick, 2013). The Hobby Lobby decision should 
be considered along with Town of Greece v. Galloway (Town, 2014). This was another case involving 
religion that was decided just eight weeks earlier and involved the same 5 to 4 division. Two non-
Christian plaintiffs, having to endure a Christian prayer whenever they showed up to conduct business 
with the town board, complained that the prayer made them feel “excluded from the community” and 
“diminished as citizens” (Palazzolo, 2014). Justice Kennedy wrote, “Adults often encounter speech they 
find disagreeable. Legislative bodies do not engage in impermissible coercion merely by exposing 
constituents to prayer they would rather not hear and in which they need not participate” (Town, 2014). 
The Establishment Clause, as well as the RFRA, is being used to increase permissible religious practices 
in public places. The court appears to be willing to provide broader protection to religious liberty than 
indicated in earlier decisions. The court disabled a central feature, section 5, of the Voting Rights Act of 
1965 last year in Shelby County v. Holder (Shelby, 2014). Certain states and local governments that had 
histories of past discrimination no longer need to obtain federal government approval before changing 
their voting laws or practices. It is easy to combine these two cases with Hobby Lobby and be skeptical as 
to how the Roberts court will protect racial discrimination when faced with a clash with a religious 
practice. The court may be looking for a vehicle for rejecting the disparate impact theory of 
discrimination. A disparate impact violation is when an employer is shown to have used a specific 
employment practice that is neutral on its face but causes a substantial impact to a protected group that 
cannot be justified by legitimate business goals. No proof of intentional discrimination is necessary. The 
employer would have to show that there is a business justification for the practice. Many groups may be 
concerned that an important tool to bring cases to court and test certain business practices could be lost if 
actual discrimination, verses statistical discrimination, is required. 
     Another religious case on the court’s docket for next term is Holt v. Hobbs (Holt, 2014). The case is 
brought under the Religious Land Use and Institutionalized Persons Act. A Muslim prisoner is seeking 
the right to grow a beard for religious reasons in an Arkansas super-max prison. The prison does not 
allow beards. A beard is not required of Muslim men by formal religious doctrine and courts usually defer 
to the judgment of the prison administrators as to what practices are necessary to keep a prison safe 
(Opinion, 2014). The court could easily reject the prisoner’s request. Other more skeptical commentators 
believe the court will uphold the prisoner’s request. Thirty-nine state prison systems and the federal 
prison system allow inmates to wear beards. The Obama administration is on the side of the inmate. 
“What better way for the justices to allay suspicions that they are only interested in the free-exercise 
rights of Christians than to rule in favor of an imprisoned Muslim” (Greenhouse, 2014)? This would be 
similar to upholding Obamacare by calling it a tax and then chipping away at it in future cases like Hobby 
Lobby. This writer predicts the court will uphold Holt to give the court cover for some future agenda.  
     Are corporations people? In Citizens United v. FEC, the court granted First Amendment personhood to 
corporations seeking to make political contributions (Citizens, 2010). In Hobby Lobby the court held, at 
least for closely held for-profit corporations, the owners of companies can have their religious views 
protected. This writer is not sure how far the court will go in giving businesses rights traditionally held 
just by people, or allowing the owners of those businesses to exercise rights through their businesses. 
However, when corporations have the rights once reserved just for people, the rights and freedoms of 
people are diluted and compromised (McEvoy, 2014). The financial clout of corporations can drown out 
the free speech of ordinary citizens in campaigns. The court does not appear to be giving all rights of 
people to corporations. In FCC v. AT&T (FCC, 2011), the Supreme Court, in a unanimous opinion by 
Justice Roberts, rejected the argument that corporations have personal privacy interests. The wording of 
the Freedom of Information statute was clear in only applying to personal privacy, not corporate privacy. 
Some may believe this 2011 case was just decided to show that the court is not always pro-business. 
Others may believe the case was decided to provide cover for Hobby Lobby. However, this court does 
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seem to have some cautious incremental decisions with great potential for moving the United States in 
certain directions. People form corporations so they can protect themselves personally from the liabilities 
of the corporation. However, if owners can exercise their beliefs and speech through their corporations, 
why should liabilities from corporate misbehavior also not be attributed to the owners (News, 2014)? 
Corporations should be careful what they wish for if corporate personhood is desired (Rosenberg, 2014).  
     In conclusion, this writer wonders if dysfunction throughout and between the branches of government 
is because of excessive activism. This writer posits the following scenario: that the President may be 
frustrated with Congress because he believes he cannot achieve what he was elected to accomplish. He 
may believe Congress will not allow any of his agenda items to pass. He is an activist in that he thinks he 
can make laws with his pen if Congress will not act. Congress then, especially the House, may believe the 
President and the Senate will not consider Republican proposals. They could be frustrated because they 
believe they must only consider Democratic problems and solutions. They might not believe they have the 
ability to influence the agenda or outcome. Obstruction and suing another branch of government becomes 
the tactic to achieve the goal of stopping the other party. The Senate may not be acting as a legislative 
body; rather, some observers could see them as a tool for the Democratic Party. They might not be seen as 
a group of independent lawmakers who compromise for the good of the country. The U.S. Supreme Court 
is a divided and activist court. The justices, neither the 5 Republican appointed neither justices nor the 4 
Democratic appointed justices, appear to be concerned with finding acts of Congress or acts of the 
President unconstitutional. Activist justices appear to believe they are a third branch of government and as 
such can make policy and move the country in different directions. Ideas about government, especially 
ideas like Separation of Powers and Checks and Balances, can be like Gordian knots. It is easy to do 
things if one cheats or thinks outside the box in an activist fashion. It is much harder and messier to do 
things when staying closely within a constitutional framework. Gordian knots are intended to be carefully, 
patiently untied. It is through a slow and deliberate process of discussion and compromise that the 
government achieves legitimacy, authority, and the best solution becomes known. People in government 
sometimes must put the interests of the people before the interests of a particular party, even if this means 
they could lose an election. That is not to say they should always be willing to compromise on core 
principles. But where possible, compromising for the good of the country and resolving disputes should 
be a desired outcome. Gridlock is often not helpful. This is the only way the most intricate knots are 
untied. Cutting and cheating can cause future, even tougher, knots. Hobby Lobby may be an excellent 
case. This writer hopes it is more limited and potential landmines do not materialize. Both sides used the 
case, at least initially, to simply advance a battle. However, the Supreme Court needs the restraint to be an 
umpire. The court cannot jump too quickly into the political fray and it cannot take sides. Many 
Separation of Powers and Checks and Balances problems are best resolved through the ballot box after 
citizens become familiar with the debates and become involved. The best solutions come out of debate 
from representatives elected by the people from across the country and diverse background. If a court cuts 
Gordian knots, not everyone will react like Zeus and reward the cutter. If a court is seen as partisan or as 
advancing an agenda, the court could loose its sense of legitimacy and authority.   
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Abstract 
     Higher education faces increasing demands to provide developmental education to a growing 
population of underprepared high school graduates, nontraditional students, veterans, immigrants, and 
displaced workers looking to enhance job skills.  A number of program models directed at addressing the 
needs of these populations have emerged.  These programmatic investments notwithstanding, colleges 
and universities have not generally conducted comprehensive evaluations of these programs.  This paper 
will present a theory based model for evaluating such programs and provide administrative/policy 
guidelines for higher education administrators who are administering and evaluating developmental 
education programs. 
Introduction 
     State policymakers and institutions of higher education are looking for new recruitment opportunities 
while challenging current efforts to promote retention in response to the decreasing number of high 
school graduates and potentially crippling budget cuts.  Concurrently, there is a significant amount of 
national attention directed to developmental education in higher education as one population of students 
in need of improved persistence and retention rates.   
     There is a growing movement among colleges and universities who are beginning to view 
developmental education as an opportunity to help them meet increasing policy, legislative, and public 
expectations for greater retention and degree attainment (Vandal, 2010). Students needing developmental 
education come from a variety of backgrounds and include students who leave high school underprepared 
for college, non-traditional students who delay entry into higher education, adults needing additional 
education for their jobs, veterans, and immigrants (American Association of State Colleges and 
Universities [AASCU], 2008).   
     At most colleges and universities, remedial or developmental education involves a model that provides 
students with extra time to build their skills in English or math with the goal of preparing them for college 
level courses.  While this strategy seems to be based on common sense, the methodology is flawed:  “long 
sequences of fragmented, reductive coursework are not an on-ramp to college for underprepared students, 
but a dead end” (Charles A. Dana Center, Complete College America, Inc., Education Commission for 
the States, & Jobs for the Future, 2012, p. 3). In response, colleges and universities are looking for 
alternative models and delivery strategies to reduce the amount of time developmental students need 
before entering 100-level gateway courses in English and mathematics.  The earlier students enter these 
gateway courses, the more likely they are to persist to graduation (Charles A. Dana Center, Complete 
College America, Inc., Education Commission for the States, & Jobs for the Future, 2012). 
     The National Association for Developmental Education (NADE, n. d.) defines developmental 
education as the programs implemented to encourage the development of discipline-specific skills and 
provide support services for students who have been determined to have skills below what is required for 
college-level coursework. Traditional developmental education programs include lecture-based classroom 
instruction.  Alternative methods of developmental delivery include summer bridge boot-camp-type 
programs that offer intense instruction in a short period of time, co-requisites linking developmental 
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courses with study skill instruction, supplemental instruction, learning communities, and individual and 
group tutoring sessions. 
     Determining the effectiveness of developmental programs, whether traditional or alternative, is 
difficult.  There are innumerable extraneous variables affecting student performance.  Lesik (2008) 
suggests that it is nearly impossible to determine that participation in developmental education programs 
leads to student retention because of the extent of these external factors. Institutions are responsible for 
utilizing staffing and funding efficiently and effectively; therefore, workable program evaluation models 
and strategies are needed to assist in providing direction for developmental education programs.   
Problem Statement and Study Objectives 
     Developmental education programming should be based on well-documented best practices; however, 
Lesik (2006) suggests that the long-term effectiveness of developmental programs has not been 
adequately evaluated.  Bahr (2008) also stated that only a few comprehensive evaluations of 
developmental programs had been published. Lazarik (1997) pointed out that college and university 
administrators should make developmental education program evaluation a priority. In doing so, these 
programs provide gateways for underprepared students to have a second chance at a college education. 
Lazarik made these comments in 1997 and the climate today is similar but intensified.   
     The College Board Advocacy & Policy Center (2012) notes that the results of the evaluation of 
developmental education programs are mixed and sometimes reflect that developmental students perform 
worse than similar students who do not participate in such programs.  Now, more than ever, there is an 
urgent need for colleges and universities to carefully evaluate the level of success of their developmental 
programs and implement programs that foster growth in persistence and retention goals. 
     This paper has three objectives.  Initially, selected models utilized by colleges and universities to 
evaluate post-secondary developmental education programs will be identified, compared, and contrasted. 
Subsequently, the paper will describe a theory-based evaluation model for a summer bridge 
developmental education program being implemented in a mid-sized public regional university.  Finally, 
administrative and policy guidelines for administrators responsible for developing and evaluating 
developmental education programs will be provided. 
     A review of these evaluation models can assist colleges and universities in establishing evaluation 
models that will provide guidance in continuing or altering current developmental programs or 
implementing new ones. Policymakers and state legislators have acknowledged the opportunity for 
developmental education programs and are encouraging colleges and universities to establish best 
practices through well-executed evaluation (Boylan and Bonham, 2007). Proper execution requires 
continuous assessment and thorough evaluation. 
Literature Review 
     The College Board Advocacy & Policy Center (2012) reports that nearly 26% of high school graduates 
who enter 4-year institutions need math remediation and nearly 25% need writing remediation.  While 
those students may excel in other subjects, they will need additional attention in the problem area(s).  
Once an educational institution agrees to admit a student, the institution is obligated to provide the 
support programs that student needs in order to succeed (Veenstra, 2009).   
     In the current developmental education climate, colleges and universities need to know and understand 
their students to determine the most cost-effective and promising programs that lead toward persistence 
and graduation; however, “…retention should be the residual benefit of planning and implementing 
effective student learning and success initiatives rather than as the purpose of it” (Siegel, 2011, p. 1).  The 
National Center for Developmental Education (2010) issued a resolution in response to the increased 
demand for program accountability from individual institutions as well as state policymakers.  The 
resolution states:   

     Therefore it be resolved that the National Association of Developmental Education 
advocates that institutions provide the necessary support and resources for their 
developmental education programs to regularly engage in a process of evaluation that 
includes analyzing data and conducting self-evaluation using recognized professional 
standards (p. 1). 
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    Thus, there is a need to support the establishment of  benchmarks in creating customized 
developmental education programs along with the development of more stringent policies that efficiently 
advance students into college-level gateway courses (Education Commission of the States, May 2010).    
     This literature review provides a brief overview of the developmental education evaluation climate and 
explores the primary methodologies for evaluating developmental education programs.  One method is 
the logistic regression analysis and the second method is the regression-discontinuity analysis.  Although 
rarely used for the evaluation of developmental education programs due to the ethical nature of the study 
methodology, a review of a true experimental design is also provided. 
The Context for Evaluating Developmental Education 
     The Education Commission of the States (2011) acknowledges the importance of developmental 
education program evaluation as institutions strive for innovation and funding accountability.  
Developmental education programs can also be strengthened by continual evaluation of cost productivity 
and effectiveness.  Program evaluation allows state policymakers to leverage funds to the programs who 
are effectively meeting goals. The commission urges policymakers to establish performance measures and 
benchmarking, performance reporting, performance funding, and continuous improvement.  Data for 
benchmarking include remedial course completion, completion of 100-level gateway courses, persistence 
to second year, and graduation.  These items are included in performance reporting along with the 
program costs.   
     Boylan (2009) identifies external factors that should be considered when evaluating the success of 
developmental programs.  Student performance can be strongly affected by factors such as the number of 
hours of work each week, responsibilities outside the classroom such as childcare, and financial aid 
eligibility.  Boylan suggests these and other outside factors should be incorporated into the evaluation 
model. 
Frameworks for Evaluating Developmental Education Programs 
     Educational institutions, however, are reluctant to perform true experimental studies to determine the 
effectiveness of remedial or developmental programs (Lesik, 2008).  To do so, the study would have to 
withhold the developmental support program from the control group and this could be unethical as well as 
detrimental to the students’ educational goals.  Colleges and universities are then faced with finding 
alternate evaluation methods. 
Logistic Regression Analysis Designs 
     According to the United Nations Educational, Scientific and Cultural Organization (n. d.), a regression 
analysis explores a relationship between a dependent variable and one or more independent variables. 
Lesik (2008) discusses the use of a logistic regression analysis to determine a causal relationship between 
student success and the utilized developmental support program.  In this method, the researcher would 
define multiple factors that might influence a student’s persistence toward graduation. One of the 
dichotomous variables would be participation in the developmental program.  “Based on the results of the 
regression analysis, researchers will make conclusions about whether or not they believe the 
developmental program is effective in keeping students in college by interpreting the estimate of the 
coefficient of the dichotomous treatment variable” (p. 3). 
     Bettinger and Long (2009) obtained data for more than 28,000 students from the Ohio Board of 
Regents.  The student population included traditional-aged Ohio undergraduate students who entered 
college in Fall 1998 and the group was studied for a period of six years.  Since Ohio institutions did not 
use consistent measures for remediation requirements, the researchers utilized a series of variables such as 
gender, race, age, family financial status, type of high school attended, standardized test scores, high 
school GPA, high school math GPA, and the number of math courses taken in high school to predict 
whether or not the student was likely to participate in remediation at the closest college to their home.  
Using a regression analysis, their research concluded that students who participated in the developmental 
program performed better than students with like backgrounds who did not participate in the program. 
They found increased college persistence in the treatment group. 
     Bahr (2008) studied data from the Chancellor’s Office of California Community Colleges for 85,894 
first-time freshmen enrolled at 107 community colleges.  By using a hierarchical multinomial logistic 
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regression, he determined that math students who remediated successfully were able to achieve long-term 
academic success comparable to students who did not require remediation.  Bahr concluded that further 
research is needed to determine the factors that prohibit successful remediation. 
Regression-Discontinuity Analysis Designs 
     The Web Center for Social Research Methods (n. d.) describes the regression-discontinuity design as a 
strategy to assign students to the treatment group based on a score slightly below a previously established 
cut-score and to the control group based on a score slightly above the cut-score. This evaluation method 
closely imitates the true random experimental design that is elusive to developmental education 
evaluators.  By using a pretest with a predetermined, exogenous assignment variable, such as a placement 
exam or other diagnostic test with a defined cut-score, nearly equivalent groups can be established by 
assigning those closest to the upper side of the cut-score in a control group and those on the lower side as 
the experimental group (Lesik, 2008).  This selection eliminates the ethical concerns as no support 
program would be withheld from students needing the education program.   By using this method, the 
researcher can determine the causal relationship of the treatment program because it makes the 
assumption that students who score slightly above and below the established cutoff would be identical 
except for the exposure to the developmental program (Lesik, 2006). 
     Using a regression discontinuity design, Martorell and McFarlin (2007) conducted a study on Texas 
students utilizing data from the Texas Higher Education Coordinating Board (THECB).  Data reviewed 
included performance in the first college-level mathematics course, credit hours attempted and degree or 
certificate attainment with the primary variable being whether or not the student participated in 
remediation.  The data included information on students who entered college as first-year students 
between 1991-1992 and 1999-2000.  Each student’s academic progress was tracked for six years.  The 
research design utilized a placement exam score as the assignment variable for the regression 
discontinuity analysis. 
     Martorell and McFarlin (2007) felt that it is unlikely that the effect of remediation would be the same 
for all students.  For this reason, they incorporated an estimate of an average treatment effect into their 
study results and noted that this information is most informative for marginal students who score closest 
to the placement cut-score.  Martorell and McFarlin believe that these marginal students are “policy 
relevant” for three reasons: (1) a large portion of students were tested close to the cut-score; (2) 
policymakers understand that the developmental programs are intended for those students who are just 
below the cut-score because students significantly below the cut-score are not expected to be successful; 
and (3) policymakers can use the information to determine if the cut-score is established at the correct 
level.  For students near the cut-score, Martorell and McFarlin’s study found little effect on student 
performance. The finding is significant for two- and four-year students as well as student subgroups.  The 
researchers fully understand the impact of the results by noting that the substantial cost for the program is 
not justified by the benefit. 
     Moss and Yeaton (2006) note that the regression-discontinuity design for evaluating developmental 
education programs can be used to inform policy development and can be conducted with little cost and 
effort while maintaining a rigorous methodology.  There is no need to do any additional data collection.  
The data utilized in a regression-discontinuity design should be readily available. By using the 
predetermined placement cut-score and selecting students just above and below that score, you can 
assume that all other factors are reasonably consistent in the control and study groups.  In many of the 
weaker methods, Moss and Yeaton argue, there is no consideration of group differences prior to the 
program and when evaluating only the results of the developmental program participants, there is no 
control group for comparison.  Comparatively, Zachry (MDRC, 2008) notes that regression-discontinuity 
evaluation models fail to find a causal relationship between the program and student success, but can 
identify effective trends. These trends can help colleges and universities determine whether or not to 
continue support for a particular program. 
Experimental Design 
     The National Center for Postsecondary Research chose Texas for a developmental education program 
evaluation study using an experimental design model (Bradley, 2012). Texas has embraced the summer 
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bridge format for addressing student needs in developmental education and the Center staff felt this 
program lent itself to an experimental design based evaluation model.  The study was conducted at seven 
community colleges and one open admission university.  Thirteen hundred students were divided into 
study and control groups.  The study group attended bridge programs for three to seven hours per day for 
four to five weeks. Students received instruction in one discipline area along with additional academic 
support, accelerated instruction, and college transition information (Bradley, 2012). 
     According to Bradley (2012), the National Center for Postsecondary Research found inconclusive 
results.  The control group and the study group enrolled in a similar number of course credits in their first 
semesters.  Students who completed bridge programs were more likely than control group students to pass 
the college-level math and writing courses in a period of five semesters after the bridge program, but the 
results diminished after two years.  The gains were short-term, like a “booster shot” (p. 6).  There was no 
evidence that bridge program participation increased persistence. 
Evaluating the Evaluation Designs 
     Garcia and Paz (2009), graduate students and former participants in a summer bridge program, 
conducted a literature review and concluded that there is little evidence of comprehensive evaluation of 
programs like the one in which they participated.  They argued that in addition to university officials and 
state policymakers, the primary stakeholders are the students and, because of their vulnerabilities as 
developmental students, they need to see the clear evidence regarding participant success and persistence.   
     Many students are shocked when they discover they are unprepared for college level courses (Feldman 
and Zimbler, 2012).  Feldman and Zimbler believe that, oftentimes, they are not aware of their 
unpreparedness until they take their initial placement examinations.  In many cases, this knowledge 
affects the self-esteem of the student and immediately places a road-block on their path toward a degree.  
The authors recommend that colleges and universities consider the student vulnerabilities and not ask 
students to participate in programs that have proven to be ineffective.   
     The discussion about the lack of rigorous evaluation methods is common in the literature.  Collins 
(2010) notes that the practitioner-oriented researchers rely on surveys, observations, and interviews to 
determine the effectiveness of programs. This type of research leads to what is generally called best 
practices.  Experimental and quasi-experimental research comparing intervention and control groups falls 
on a continuum of positive impact, moderate impact, no impact, and negative impact on the 
developmental participants.   
     Collins (2010) emphasizes the need for all researchers, whether utilizing experimental or non-
experimental designs, to acknowledge the factors beyond the classroom that affect student performance.  
Researchers risk finding a false-positive result when he or she concludes the program had a significant 
impact.  A researcher could also find a false-negative result.  The number of extraneous factors is 
overwhelming and nearly impossible to define but certainly result in misleading or inaccurate evaluation 
findings.  Both types of research methods struggle to find the causal relationship between the intervention 
and the results.   
     Effective evaluation methodologies need to be implemented to ensure that programs are both cost 
effective and successful in retaining students.  The logistic regression analysis compared the effectiveness 
of the developmental treatment for students with similar external factors and found the treatment to be 
successful.  The regression-discontinuity analysis found little difference in the success of students slightly 
above or below the established cut-scores.  An optional summer bridge program provided the means for a 
true experimental evaluation which found increased persistence shortly after completion of the program, 
but the results diminished over time.   
     Based on the literature review for this paper, there is no overwhelming evidence to support a particular 
methodology for evaluating developmental education programs.  The literature review falls short of 
declaring any particular method successful in all situations.  Many questions remain on the effectiveness 
of the evaluation designs. 
A Proposed Evaluation Model:  The Summer Bridge Program at Marshall University 
     The Marshall University Summer Bridge Program was implemented in the summer of 2012.  The 
Bridge Program included intensive math and English workshops purposefully designed to help students 
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learn or refresh the skills needed to pass a placement exam for entry into first-semester 100-level gateway 
courses.  The target participants were admitted freshmen scheduled to enroll in Fall 2012 who needed 
developmental math and/or English.  A secondary group of participants included conditionally admitted 
students in danger of dismissal from the University if placement in 100-level math was not achieved by 
the end of the fall 2012 semester. 
     The first session was held in June and the second in July.  The math and English programs ran 
concurrently.  If a student needed both math and English remediation, he or she could participate in both 
the June and July programs.  Each session consisted of 8-day workshops with intensive instruction in the 
morning, a break for lunch, and individual lab-type work in the afternoons.  Instructors administered 
placement exams on the first and last day of the sessions to measure improvement and determine the 
placement level for fall enrollment.   
Program Model and Theory of Change 
     The program and theory of change model for the summer bridge program is included as Appendix A.  
Bridge program resources included participating students, their parents, program staff, faculty instructors, 
physical facilities, program publicity, and university funding.  A description of the targeted participants 
includes incoming freshmen students needing developmental coursework.  The program staff included 
representatives from Academic Affairs, the Office of Recruitment, and University College.  Instructors 
with developmental education experience were recruited from the mathematics and English departments  
     Interventions included a pre-test Accuplacer placement exam for mathematics and an in-house writing 
exam for English. These exams were administered on the first day of the program.  Students received 
instruction each morning and additional activities after lunch.  Additional tutoring was available in the 
University Tutoring Center in the afternoons. On the last day of the program, students completed a post-
test placement exam.  Information about campus, housing, and other services was integrated with the 
instructional activities. 
     The short-term program goals included improved skills, improved pass rates for developmental 
courses, improved pass rates for 100-level gateway courses, and increased campus engagement.  Mid-
term expectations included persistence to second year enrollment while the long-term goal was focused 
on improving the graduation rate for students receiving developmental education in math and/or English. 
The Evaluation Model 
     The political environment in West Virginia is somewhat tenuous regarding developmental education.  
The West Virginia Higher Education Policy Commission has mandated that state colleges and universities 
reconsider their developmental education practices and preliminary documents indicate that a significant 
increase in the success rate will be desired in a short period of time.  In the near future, West Virginia 
colleges and universities may receive funding through a performance-based allocation model which ties 
funding to student graduation rates (West Virginia College Completion Task Force, 2012), thus, the 
urgent need to support this population of underprepared students. Such an environment should not affect 
the evaluation of the program but result in the support needed to conduct comprehensive program 
evaluations. 
     Programs such as the summer bridge are implemented with the belief that certain activities will result 
in defined benefits to the participants. The evaluation design used in this program is a theory-based model 
based on the work of Rossi, Lipsey, and Freeman (2004). In order for a program to be successfully 
evaluated, the authors believe the evaluator must be able to identify the program goals and objectives, 
recognize the concerns of the stakeholders, and articulate the anticipated benefits.  Rossi, Lipsey, and 
Freeman’s theory-based evaluation approach includes five components: program need; program 
design/conceptualization; program operation/implementation; program outcome/impact; and program 
cost/efficiency.  In determining need, an evaluator will recognize a problem, the need for an intervention, 
and the proposed audience. The assessment of the conceptualization and design of an evaluation model 
will consider the program boundaries, the plausibility of the program, and the desired measurable 
outcomes.  Evaluating the implementation includes the review of each program component, process, 
performance, participant, and resource. Impact assessments are used to determine whether or not the 
intervention is producing the expected outcomes or perhaps producing unexpected and unintended 
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outcomes.  In order to assess efficiency, cost analyses are used to evaluate whether or not the outcomes of 
an intervention are justified by the cost (Rossi, Lipsey, and Freeman, 2004). 
     The evaluation model is guided by a series of essential questions in each of the five model 
components.  Sample questions for each component are provided in the Framework for Evaluation 
Questions (Appendix B).  This table provides the questions that will be addressed during the evaluation, 
the data that will need to be collected, a brief description of the data collection methodologies, the 
schedule for data collection, and the reporting requirements. 
     Survey data to be collected will be developed into one comprehensive survey for each category of 
stakeholders.  Surveys will be distributed at the conclusion of the program and results prepared after a 
designated response time.  Available data regarding expenses, completion of program, and other relative 
program statistics will be collected and analyzed at the conclusion of the program.  Additional 
longitudinal studies will be conducted for student persistence one year after matriculation and graduation 
rates will be evaluated at four, five, and six years after matriculation. 
     The goals for evaluating the entire bridge program were to determine the level of success each summer 
and use these results to inform decisions about program improvement or change in subsequent years.  
Success would be indicated by a higher percentage of students entering 100-level gateway courses in the 
subsequent fall semester, but evaluators must also consider the success of students in those courses.  If the 
students are not successful, the program may have lost ground by placing them in the courses.  The long-
term goals of persistence and graduation cannot be immediately assessed; however, the plan includes a 
strategy for measuring persistence one-year from matriculation and graduation after four, five, and six 
years.  University staff would be provided to conduct the evaluation.  The cost would require staff time 
and printing and copying costs.   
Conclusions 
     This paper addressed three objectives in relation to the evaluation of developmental education 
programs.  The first objective was to identify, compare, and contrast selected models used to evaluate 
post-secondary developmental education programs.  Examples of a logistic regression analysis model, a 
regression-discontinuity model, and a true experimental model were reviewed.  In the literature reviewed 
for this paper, there was little evidence to support a particular evaluation design.  
     The second objective was to describe a proposed evaluation model for a summer bridge program 
implemented in a mid-sized public regional university. A comprehensive theory based evaluation model 
has been presented.   
     A final objective of this paper was to present guidelines and recommendations for university 
administrators who are considering implementing and evaluating developmental educational programs.  
These guidelines and recommendations are included in Table 1.  Recommendations are organized into 
two categories:  program design and evaluation design. 
Discussion and Implications 
     In consideration of current budget challenges, it is essential that developmental programs, whether 
traditional or alternative in nature, be evaluated to determine effectiveness.  University administrators can 
justify funds spent on evaluation by confirming that program goals and objectives were attained.  If the 
attainment of goals and objectives cannot be confirmed, it is essential that programs be reconsidered.  
Rossi et al. (2004) established a set of recommendations for redesigning a program.  Reconstructing a 
program might include “(1) clarifying goals and objectives; (2) restructuring components for which the 
intended activities are not happening, needed, or reasonable; (3) working with stakeholders to obtain 
consensus about the logic that connects program activities and the desired outcomes” (p. 165).  
     While there are a number of best practices emerging in the field of developmental education, Bailey 
(2009) states that available research provides some guidance but there is little data to support the 
effectiveness of particular programs.  In response to the lack of consensus, the National Association for 
Developmental Education (n. d.) has established a set of goals for developmental education programs.  
These goals include preserving opportunity for students, accurate placement in courses, development of 
skills and attitudes appropriate to the learning and career environments, development of skills essential to 
successful completion of college-level courses, and student retention. 
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     States have utilized different measures to evaluate the success of developmental programs.  Methods 
include the number of students who passed a final exam, passed a developmental course, the number of 
students who have utilized developmental services and even satisfaction surveys.  As a result of the 
inconsistent evaluation methods, it is not possible to compare the inconsistent data that currently exists at 
the state level.  In response, in the Criteria for Program Evaluation (n. d.), the National Association for 
Developmental Education (NADE) made specific recommendations for the implementation of industry 
standards for evaluating developmental education. Recommendations for quantitative and qualitative 
strategies are provided in the Appendix C (National Center for Developmental Education, n. d.).  
     Professional associations and agencies have long promoted the importance of the evaluation of 
developmental education programs.  Program evaluation promotes student success.  To meet the recent 
challenges noted above, institutions need to implement systematic and ongoing evaluation to investigate 
all program components (Boylan, Bliss, & Bonham, 1997). The Education Commission of the States 
(2010) clearly notes that states are not operating on industry standards.  The implementation of a systems 
approach could help colleges and universities who will be forced to reform their developmental education 
programs as states reduce funding for postsecondary education.  Institutions will need to be creative in 
developing new developmental strategies in consideration of performance funding based on established 
benchmarks. Continued implementation of developmental education evaluation methods can be essential 
to meeting those student success benchmarks. 
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Appendix A:  MU Summer Bridge Program Model and Theory of Change 

 

Resources 

Participants/ 
Students 

Staff 

Instructors 

Facilities 

Program Publicity 

University 
Funding 

Interventions 

Placement Pre-
Test 

External Tutoring 

Placement  
Post-Test 

Summer Campus   
Orientation 

Activities 

Short-Term Outcomes 

Improved Math 
and 

English/Writing 
Skills 

Improved Pass 
Rate for 

Developmental 
Courses 

Improved Pass 
Rate for 100-Level 
Gateway Courses 
for Students Who 

Needed 
Developmental 
Math and/or 

English 
Increased Campus 

Engagement 

Mid-Term Outcomes 

Improved First-
Year Fall-to -Fall 
Persistence Rate 

for Students Who 
Needed 

Developmental 
Math and/or 

English 

Long-Term 
Outcomes 

Improved 
Graduation Rate 

for Students  Who 
Needed 

Developmental 
Math and/or 

English 
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Appendix B:  Framework for Evaluation Questions (Sample Questions) 

 
Evaluation Questions Data to be Collected Data Collection 

Process/Strategy 
Data Collection 

Schedule 
Reporting 

Requirements 
A. Need for Program 

What is the nature and 
extent of the need for 
this program?  
 

• Number of MU 
students needing 
developmental 
coursework 

• Comparison to 
National, State and 
Peer School Data 

• Success rate of 
students in current 
developmental 
courses 
 

• Student Data 
Base 

• Research 
(Complete 
College America) 

• Student Data 
Base 

 

• Available upon 
request 

• Available upon 
completion of a 
literature review 

• Available upon 
request 

Program outcomes 
annually at the 
conclusion of the 
program 

B. Program Design / Conceptualization 
 

Is the model designed to 
meet the needs of 
population?  Is it 
plausible? 

Participant Selection Process 
 

Program Procedures and 
Student Data Base 
 

Available upon request Program outcomes 
annually at the 
conclusion of the 
program 
 

C.  Program Operation / Implementation 

Do all stakeholders 
know what is expected 
of them? 
 

Expectations of Math and  
English Departments, 
Academic Affairs, Students, 
Parents, and Coordinators 

Survey of Math and 
English Department 
Instructors, 
Academic Affairs 
Administrators, Students, 
Parents, and Program 
Coordinators 
 

Surveys to be completed at 
the conclusion of the 
program 

Program outcomes 
annually at the 
conclusion of the 
program 
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D.  Program Outcome / Impact 

How many students 
complete the program? 
(Short-term) 
 

Attendance/Completion Data 
 

Attendance/Completion 
Records 
 

Available upon request at 
the conclusion of the 
program 

Program outcomes 
annually at the 
conclusion of the 
program and 
longitudinal data at 1, 
4, 5, and 6 years after 
implementation 

E. Program Cost / Efficiency 
Are resources used 
efficiently? 
 

Cost Per Student 
 

Analysis of cost per 
participant and cost per 
participants who 
improved performance 
level in comparison with 
recruitment and retention 
costs.  Institutional 
Research. 
 

Data available at the 
conclusion of the program 
and via additional 
longitudinal data 

Financial reports 
annually at the 
conclusion of the 
program. 

Could additional 
students be served in a 
cost effective manner? 
 

Cost Per Student 
 

Same as Above with 
Consideration of 
Additional Funding 
Availability (Academic 
Affairs). 
 

Data available at the 
conclusion of the program 
and via additional 
longitudinal data 

Are there alternatives 
with equivalent benefits 
and less cost? 
 

Description of other 
alternatives for students 
needing developmental 
coursework. 
 

Description of Current 
Courses, Placement 
Exams, Upcoming Pilot 
Programs, etc.  In 
Consideration of Cost Per 
Student Data for all 
programs. Institutional 
Research and Academic 
Affairs. 
 

Literature review of 
available programs in 
comparison with 
longitudinal data 
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Appendix C:  National Association for Development Education 
 

Recommendations for Industry Standards for Evaluation of Developmental Education 
 
Quantitative 

1. How many students participated in the program/courses? 
2. How many hours of tutoring were offered? 
3. How many sections of developmental courses were offered? 
4. What percentage of the students who entered the course stayed for the entire term? 
5. What percentage of those who stayed the entire term earned a C or better? 
6. What were the g-scores for those taking the course or receiving tutoring? 
7. How many of those who participated in the course/program remained for one semester? 
8. What percentage of those who passed the lowest level developmental course took and passed the 

next level developmental course? 
9. What percentage of those who passed the highest level developmental course took and passed the 

next level curriculum course in that subject? 
10. What percentage of those who took one or more developmental courses was retained from fall to 

fall? 
11. What percentage of those who took one or more developmental courses graduated within 2, 3, 4, 

5, 6 years? 

Qualitative 
1. To what extent are student users satisfied with the program? 
2. What are faculty/staff perceptions of the program? 
3. What are faculty/staff perceptions of the program’s students? 
4. What is the impact of program on the campus as a whole? (National Center for Developmental 

Education, n. d., p. 1-2).  

29



 
Table 1 
 
Recommendations for University Administrators Evaluating Developmental Education Programs 

 
Evaluation Topic 

 
Recommendation 

 
 
Program Design 

 
• Establish feasible goals and objectives. 
• Articulate clear goals and objectives. 
• Establish a realistic change process. 
• Clearly identify the target audience.   
• Establish a clear method of delivering the service to the target 

audience. 
• Establish well-defined activities and program components. 
• Obtain adequate resources to implement the program. 
• Re-evaluate and clarify program goals and objectives. 
• Restructure the components of the program not meeting goals and 

objectives. 
• Work with stakeholders to reconsider the program logic and 

desired outcomes. 

 
Evaluation Design 

 
• Use a regression-discontinuity analysis or theory-based model 
• Obtain adequate resources to evaluate the program. 
• Follow the National Association for Developmental Education 

(NADE) Guidelines (Exhibit C). 
• Establish benchmarking. 
• Establish performance reporting. 
• Commit to a model of continuous improvement. 
• Consider external factors including the number of hours student 

works each semester, the student’s responsibilities outside the 
classroom, and financial aid eligibility. 

• Analyze success in gateway courses at the conclusion of the first 
semester of enrollment. 

• Capture the audience while you have them in the program.   
• Ensure survey questions are valid. 

 
 

30



“Citizen-as-Selfie” and the Face(book) of Contemporary Civic Engagement 
 
 
 

Jocelyn Evans 
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Introduction 
     Digital social networks challenge the social sciences to reconsider the shape of citizenship in the 
modern age.  We need to reflect on the definitional boundaries and contemporary relevance of such 
fundamental concepts to political science as the public realm and the pressure system, the nature of civic 
engagement, and the place of identity and intimacy in global social interaction.  This piece explores the 
role of digital social networks in promoting philanthropic civic engagement through the scholarly lenses 
of democratic theory, cultural anthropology, and political science (specifically scholarship on mass 
behavior, interest groups, and civic engagement).  After reviewing the contributions of these literatures to 
the present discussion, I examine a specific case of digital association – the ALS Ice Bucket Challenge of 
2014 – to better understand the interconnectedness of public intimacy, social networking, and digital 
association.   
     In the end, it appears that contemporary political life involves a rather unprecedented level of mass or 
public intimacy.  Further, the digital medium of the contemporary “space of appearances” shapes social 
interaction in a way that is rather one-sided.  It seems to throw the citizen back on himself or herself, 
reflecting on the personal spectacle created through participation rather than fostering substantive 
engagement or constructive dialogue with others.  The final pages suggest implications of these findings 
and areas for future research. 
Democratic Theory and a Space of Appearances 
     Democratic theorists evaluate communal life in terms of its ability to foster accessible, participatory, 
and deliberative self-governance.  The Aristotelian notion of participation in the polis as central to the 
good life and Arendt’s renaissance of the vita active inspire us to strive for strong democracy.  Habermas 
casts this as a “space of appearances” in which rational-critical discourse leads to shared understanding.  
For purposes of this discussion, we treat Habermas’ conception of the public realm as that described by 
Dahlberg (2005).  Rather than focusing on the content of discourse, what is important for our purposes is 
the form of public communication.  “The public sphere is constituted wherever and whenever any matter 
of living together with difference is debated” (Dahlberg, 2005, p.112).  This idealized arena is diverse.  Its 
inhabitants are not alike.  They include a “whole array of complex networks of multiple and overlapping 
publics constituted through the critical communication of individuals, groups, associations, social 
movements, journalistic enterprises, and other civic institutions” (Dahlberg, 2005, p.112). 
     Dahlberg’s understanding of Habermas is that the public sphere should highlight difference in opinion, 
should combine different forms of argumentation, and should provide contestation of these differences.  
“The discursive conditions act to protect and nurture difference” (Dahlberg, 2005, p.130).  While his 
understanding is controversial, it points to a holistic interpretation of Habermas that combines democratic 
normative concerns for inclusiveness and deliberativeness.   
     A range of disciplines utilizes Habermas to evaluate the strength of democracy by its ability to provide 
a space of appearances.  For architects, this space takes physical form.  For communication theorists, it 
takes rhetorical form.  For political scientists, it takes mass behavioral and institutional form. 
     Social networking challenges all of these disciplinary orientations to grapple with the dimensions 
introduced by a digital space of appearances.  The medium provides a delineated space for reflection and 
comment, networking, information sharing, persuasion, and mobilization.  Though a digital divide 
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continues to exist, social networking is evermore available to audiences across the socioeconomic 
spectrum.  What then does this space hold for democratic life?  What is the quality of the discursive 
process in the digital realm of social networking? 
Anthropological Understandings of Sociability, Intimacy, and Belonging 
     Democratic theorists are not alone in considering the social dimensions of civic life.  Anthropologists 
also address the character of discursive spaces and the forces that serve to shape that character.  Herzfeld 
provides a major anthropological contribution through the concepts of cultural intimacy and social 
poetics.  In his work, the focus is on identity formation by institutions of the nation-state.  Here, I urge 
that with this notion of cultural intimacy, Herzfeld (2005 [1997]) contributes from anthropology to the 
study of politics and philosophy. 
     Soysal (2010) engages Herzfeld, proposing a concept in opposition to cultural intimacy – that of public 
intimacy.  He emphasizes the “shared, discursive, and performative spaces of public engagement, rather 
than the private spaces of the cultural kind” (p.375).  Globalizing forces, including mass communication 
and cyber technology, challenge our thinking on the individual’s conception of self with public presence.  
These forces shape an individual’s publicness.  Herzfeld’s cultural intimacy situated this conception of 
self within the nation-state.  Soysal’s public intimacy moves it beyond, explicating “the new and 
expanded formations of public intimacy and amplified sociality, taking shape within the familiar contours 
of cityscapes and not so familiar cyberspaces” (Soysal, 2010). 
     Facebook provides a medium for “amplified sociality,” and Soysal draws our attention to the virtual 
public realm of social presence.  His further analysis of amplified sociality draws attention to a form of 
togetherness characteristic of the modern age.  “It is as if the outside is the new inside, the new space 
where people socialize and engender intimacy.  It seems that nowadays more time is spent out, in public, 
in the open spaces of sociality” (Soysal, 2010, p.377). 
     Soysal questions Herzfeld’s analysis of embarrassment as a key to cultural intimacy.  Within the 
Herzfeld framework, the individual feels embarrassment with outsiders over aspects of unique culture 
(i.e., being Jewish, being Catholic, being Irish, being Southern); this shared embarrassment with insiders 
forms cultural intimacy.  However, Soysal contends that 

     [I]t is not the case that “the things of the house” cannot always be kept out of the 
“public and international space” (Herzfeld, 2005, p. 216), as Herzfeld asserts.  On the 
contrary, the house is built out in the open and its things are dispersed all over public 
spaces in their plenty (Herzfield, 2005). 

     According to Soysal, the study of anthropology persistently distinguishes between the “public” and 
“private” (Herzfeld) and the “off stage” and “on display” (Shryock, 2004).  What he sees is “a sustained 
reluctance to confess – and appreciate – the growing actuality, capacity, and authority of the public, the 
outwardness, and the display, in other words the dissolution (or devolution) of the inwardness of the 
private and the disappearance of the distinction between off-stage and on display (Soysal, 2010).  This 
observation articulates a critical departure in the meaning and nature of intimacy as we know it. 
     One more reflection from this vein of scholarship relevant to the present analysis is the connection 
between games and sociality.  Malaby (2010) uses Herzfeld’s work as a springboard for grappling with 
contemporary social life and process within the context of digital networks, games, and even worlds.  
Whereas Herzfeld illustrates through face-to-face games (such as card games), Malaby (2010) illustrates 
through digital social environments.  Gaming or game-like activities pose unique challenges to both 
cultural and public intimacy.   Unlike rituals, which tend to foster social belonging, games shift focus 
away from shared will.  “In the way in which they highlight performative mastery, something that 
differentiates rather than unites social actors, games appear not to fit so comfortably within institutional 
projects of shared meaning-making (Malaby, 2010). 
Previous Notions of Political Participation and Civic Engagement 
     From the study of American politics, the subfields of mass behavior, interest groups, and civic 
engagement provide frameworks for understanding the shape and orientation of the new digital sociality.  
This literature emphasizes that there are different forms of engagement.  Citizens in a democracy 
participate in the electoral process at the polls, in campaigns, and through campaign donations.  They 
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participate in the governing process through correspondence with elected officials and public service.  
And they question the actions of their government through protests and demonstrations (Verba, 
Schlozman, and Brady, 1995). 
     Previous work in this area suggests that political participation is related to the motivation and capacity 
for involvement possessed by the citizenry (Verba, Schlozman, and Brady 1995. “A citizen must want to 
be active.”  He or she must also have the necessary resources, such as time and money.  Finally, a citizen 
is more likely to participate if asked.  Verba, Schlozman, and Brady (1995) point to networks of 
recruitment that serve to orient and engage participants in the political process.   
     There are several types of interest groups in the pressure system.  Those of most relevance to the 
present analysis are noneconomic groups or citizens’ groups.  These could include public interest groups, 
single-issue groups, or ideological groups.  The case study presented in this paper as an example of digital 
association is ALS and the Ice Bucket Challenge in 2014.  We should understand ALS to be a single-issue 
group, focused on raising awareness of Lou Gehrig’s disease, providing support to those who suffer from 
it, and promoting research to find a cure.  ALS stands for amyotrophic lateral sclerosis, and the disease is 
neurodegenerative.  This association is a national non-profit organization promoting “research, care 
services, public education, and public policy” (“The ALS Association: What We Do,” n.d.). 
     Putnam’s work on Italy and the United States emphasizes the importance of civil society for strong 
democracy (1993; 1995).  Through the process of joining civic associations and engaging in their rituals 
and activities, participants learn to trust others.  As an important aside, many of these civic associations 
required that members sponsor or “ask” others to join and “ask” the group to accept them.  This intimate 
one-on-one connection provided exclusivity to club membership but also forged friendship and personal 
intimacy.  For Putnam, these associations bridge socio-economic divides and build stronger civil society.  
New technologies, he argues, pose a threat to civil society in that they displace the time that otherwise 
would be committed to civic engagement (Putnam, 1995). And online community participation, though 
positively related to social trust, is statistically unrelated to real world community participation, according 
to Krueger, Cody, and Peckham (2006). 
     More recent work on voluntary associations provides a macro understanding of the historical pattern of 
civic engagement in America since the Founding (Crowley and Skocpol, 2001).  Participation in 
voluntary associations has declined dramatically in the contemporary period, and this decline raises 
questions over the major factors driving associational proliferation and growth.  In fact, Schlozman, et al. 
(2013) reflect on the changing contours of those associations still active in American politics. 

     Over the past decade, social scientists have pointed to a number of trends implying 
that membership associations function less successfully in cultivating democratic 
habits and representing citizen interests.  They show that individuals are less likely to 
be members of voluntary associations and that voluntary associations are more likely 
to be staff-driven than run by members and to provide leadership opportunities to their 
better-educated and more affluent members.  A movement in the direction of 
organizational representation by institutions would be likely to reinforce these 
tendencies in ways rarely acknowledged . . . [and] have complicated, and as yet 
unexplored, implications for inequalities of political voice in American politics 
(2012). 

     Having reviewed three disciplinary perspectives on association, we turn to the case of the ALS Ice 
Bucket Challenge as an example of association in the digital age and the potentiality of civic engagement 
through social media. 
The ALS Ice Bucket Challenge and Digital Philanthropy 
     The ALS Challenge focused the Facebook social network on fundraising for the nonprofit organization 
ALS committed to fighting amyotrophic lateral sclerosis (ALS), or Lou Gehrig’s Disease.  Many 
celebrities, entrepreneurs, and public opinion leaders, including Bill Gates and Mitt Romney accepted the 
challenge and orchestrated elaborate spectacles in remarkable one-upsmanship. 
     Several important features characterized this digital phenomenon.  The cause was ultimately a 
philanthropic one, initiated and promulgated by ALS.  However, participation required little to no 
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information on the foundation, resources, or commitment beyond the confines of the immediate 
challenge.  Participants had 24 hours to complete the challenge and pass it on, naming specific individuals 
in their social networks to be next in the cue.  Those who accepted the challenge had the option of 
dumping a bucket of ice water on their heads (caught on video for public dissemination) or donating $100 
to the cause.   
     The Facebook Data Science team asserts that the popularity of the movement originated in the Boston 
area, most likely as a result of the video posted by Peter Frates, former baseball captain for Boston 
College.  As a 29-year-old sufferer of ALS, he posted his video on July 31, 2014.  The network analysis 
presented by Facebook and disseminated by several media outlets (Meyer, 2014; Worland, 2014), show 
that the movement exploded in Boston among residents and celebrities and spread out from there.  The 
most popular posts “came from Blake Shelton, Darius Rucker, and Jimmy Fallon, and – here’s Boston 
again – the New England Patriots” (Meyer, 2014). 
     Within just a month, people throughout the social network of Facebook from around the world had 
completed the challenge leading to millions of videos and over $100 million for ALS (Munk, 2014).  And 
the data suggests that this total reflects not only large corporate donations but also individual donations.  
Between July 29 and August 13, 2014, the association raised $5.7 million (“The ALS Association 
Thankful,” n.d.).  Over the next two weeks, the association raised 20 times that amount.  Figure 1 charts 
this growth.   By August 29, 2014, more than 3 million people had financially contributed to the cause.  
The explosion of viral videos and donations made this effort a “social media phenomenon,” according to 
TIME Magazine.  “Some have speculated that it might forever change the way charities approach 
fundraising” (Worland, 2014).  Those companies devoted to pairing consultants with nonprofits are 
speculating that charities will search to make this challenge their own, “aka creating outrageous stunts 
that will go viral,” and will seek consultants with this goal in mind (“The Ice Bucket Challenge Is 
Changing Charities,” 2014). 
     Forbes covered the phenomenon in an article entitled, “Think the ALS Ice Bucket Challenge is 
Stupid? You’re Wrong.” In this piece, Herper (2014) argues the movement has value because “#1: It 
raises money for ALS. . . . #2: It encourages people to donate to charity in general. . . . #3: The Ice Bucket 
Challenge is raising enough money to matter.”  Multiple charities devoted to ALS raised exponentially 
more money than usual as a result of the Ice Bucket Challenge.    
     A feature story in TIME Magazine illustrated the exponential growth of the phenomenon throughout 
August of 2014.  Facebook reported 1.2 million unique videos uploaded by August 13; it reported 2.4 
million by August 15 (Stampler, 2014). By September 1, “more than 17 million videos related to the ice 
bucket challenge were shared to Facebook.  These videos were viewed more than 10 billion times by 
more than 440 million people” (“The Ice Bucket Challenge, n.d.”).  The challenge reached global 
proportions, with citizens participating from around the world.  As Diamond (2014) reflected in Forbes, 
“the challenge’s success, whether due to narcissism, its goofy nature, or grassroots appeal, is inarguable.”  
     This is just one of many viral phenomena to circulate through social networks, but it illustrates well 
the idea of public intimacy and the particular kind of social engagement defining American contemporary 
life.  Participation required no real resources, save a bucket of water and a cell phone.  Participation was 
rather non-controversial.  It was both intimate and public at the same time.  Participants challenged their 
closest of friends and family, but they demonstrated and required a very public spectacle.  Media outlets 
characterized this fundraising effort as a game (Meyer, 2014).  Those behind the movement went unseen.  
There were no dominant lobbyists, representatives, researchers, or affected citizens embodying the 
movement throughout the network. In this way, the social and political message largely was unmediated.  
It was a mass communication with political implications, but it required no accountability of the 
foundation by supporters or policymakers by the electorate. 
     If we explore the phenomenon for what it claims to be, we uncover more important defining 
characteristics.  Though the rhetoric defined the movement as a challenge, it was in no way challenging.  
It was much more a dare than a challenge.  With little difficulty, participants recited a short script crafted 
in three parts.  “I received the challenge by X.  I accept the challenge.  And I challenge X, X, and X to the 
ALS Ice Bucket Challenge.”  Within this simple framework, individuals could exercise creativity in 
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executing the task.  Some built contraptions to drench themselves with little effort.  Some tasked family 
and friends to do the drenching.  And some challenged the challenge by resisting the confines of a 
“bucket,” and instead using a bowl or a glass. Patrick Stewart drank a glass of scotch over ice.  Chris Pratt 
drank an airplane bottle of Blue Ice vodka and a Smirnoff Ice beer (before his loved ones dumped ice 
water on his head).  Creative execution of the challenge marks the individualized and intimate nature of 
this replicated mass communicative act.   
     Importantly, participants did not demonstrate creativity in speaking on behalf of the movement itself.  
The cause was not the focus of the challenge.  The spectacle was the focus of the challenge.  As Oremus 
(2014) suggested in Slate “[I]t’s hard to shake the feeling that, for most of the people posting ice bucket 
videos of themselves on Facebook, Vine, and Instagram, the charity part remains a postscript.”  He 
questioned the extent to which the spectacle actually contributed to knowledge about Lou Gehrig’s at all, 
writing:  

     As for ‘raising awareness,’ few of the videos I’ve seen contain any substantive 
information about the disease, why the money is needed, or how it will be used.  More 
than anything else, the ice bucket videos feel like an exercise in raising awareness of 
one’s own zaniness, altruism, and/or attractiveness in a wet T-shirt (ibid). 

     This shift from message to staging is an important aspect of this phenomenon.  Though the challenge 
required participants to enlist others, it required no further action on his or her part to support the cause.  
Rich Helfant used the challenge to draw attention to his effort to save Lucy the Elephant, a New Jersey 
landmark.  As executive director of the Save Lucy Committee, he challenged the landmark to participate 
and then orchestrated a video using cranes to spray water on the gargantuan structure (In fact, some used 
the spectacle to promote their own causes or shift the focus entirely away from philanthropy.  Kathy 
Griffin completed her challenge in the nude, a spectacle intended to reinforce her eccentricity and 
narcissistic television persona.   
     If we view ALS as an organized interest, this is an interesting approach to mobilization.  Interest group 
scholars would classify ALS as a nonprofit, issue-oriented group.  Certainly, the viral nature of the 
challenge made it an effective movement for raising awareness, and the solicited contributions made it an 
effective movement for raising funds for research.  And, in some ways, the movement mirrored age-old 
principles of charitable fundraising.  As Stacy Palmer, editor of the Chronicle of Philanthropy, for 
example, suggests, “Peer pressure has always been a part of charitable giving.  It’s friends asking friends. 
. . . That’s been part of the tradition, so I don’t think there’s anything really new and it’s incredibly 
powerful” (Ashbrook, 2014).  However, the traditional notion of grassroots mobilization for political 
advocacy fails to explain the contours of this case.  Those who participated had little to no commitment to 
the cause itself.  And they purported to have no monetary influence – at least those who opted to go the 
bucket route.  They were not engaging in this activity for ALS.  They were engaging in this activity for 
public performance of intimate spectacle. 
     This viral movement raises a few important questions.  What would this look like if another group 
tried it?  To the extent that a group recreated an identical experience, it would probably fail as a 
mobilization strategy.  However, to the extent that a group learned from the infectious dimensions of the 
experience, it might be effective.  Combining the important fundraising ingredients of “peer-to-peer” and 
“emotional appeal” with a shift to the social networking digital sphere where donors are might help 
nonprofits successfully learn from this phenomenon, according to Julia Campbell of J Campbell Social 
Marketing (Ashbrook, 2014). 
     The challenge highlighted a new form of civic engagement – a uniquely digital civic engagement.  
What made it work?  First, ALS capitalized on the intimate and mass natures of social networks.  Through 
personal networks, participants recruited participants.  Recruitment signaled conferral of status.  The 
recruiter suggested that the recruit was an intimate.  We should note that by implication those early to the 
challenge embodied elite status in the social network, while those late to the challenge embodied 
marginalized status.  To participate was to be loved, to be preferred above others.  Secondly, the group 
recognized and accommodated the fleeting nature of experiences in a digital community.  The movement 
catered to consumers of viral material.  The turnaround in participation was quick.  The resources were 
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minimal.  And the resulting spectacle was intended to be a flash in the pan.  Finally, ALS capitalized on 
the human condition, providing a vehicle to fight the universal enemy of disease and death within the 
comforting confines of certain basic rules of engagement.  Yet it also fielded competition and creative 
expression.  Additionally, it gave participants choice – choice over their mode of participation.  It did not 
discriminate against the faint of heart, the busy, or the modest.  ALS would accept a check. 
     Abraham (2014) calls the challenge “the perfect mind virus.”  Examining it as a meme, he facetiously 
suggests that it successfully harnessed “quite a few mortal sins” to great success.  For the participant, the 
calculus might include the following. 

 Lust – I get to see all sorts of people I know, from friends and people I work with 
to cheerleaders, celebrities, starlets, and even Lindsay Lohan get doused with 
cold water. 

 Gluttony – I don’t actually have to participate in the Ice Bucket Challenge even if 
I am nominated.  I can just sit here and donate my $100 and be done with it. 

 Greed – I don’t want to part with my $100 so I will surely to do the Ice Bucket 
Challenge. 

 Sloth – In order to participate in this global event, all I need to do is pour ice 
water over my head and videotape it?  I don’t need to actually go anywhere or do 
anything? 

 Wrath – If I don’t accept the challenge, people will be angry with me; if people I 
nominate don’t take the challenge, I will be a vengeful god and smite them in 
jeers (2014). 

     Reflection on the effectiveness of the ALS challenge suggests some important repercussions of the 
effort.  First is the issue of funding cannibalism.  If we take charitable giving as a zero-sum game, then 
the success of the ALS Ice Bucket Challenge comes at a cost to other non-profits.  Further, if token 
support supplants future meaningful support, then the ultimate social impact of the challenge could be 
damaging for the non-profit community.  Khan and Dhar (2006) call this phenomenon moral licensing.  
One moral act gives license to future less moral behavior.  Secondly, the visibility of token acts of 
charitable behavior also impacts future support.   
     Self-perception theory (Bem, 1972) provides the two motivations for charitable behavior of 
consistency and impression-management.  When consumers focus on the private self, self-perception 
theory suggests that their attitudes toward charitable giving are driven by consistency – assumptions that 
their prior support of the cause must mean they share personal attitudes and values with the cause, an 
assumption leading to future support.  By contrast, when consumers focus on the public self, this theory 
suggests that their attitudes are driven by impression-management (Ratner and Kahn, 2002; White and 
Peloza, 2009).  Driven by this motive, consumers attempt to present themselves in a positive like by 
strategically altering their behavior (Ashworth, Darke, and Schaller, 2005; White and Dahl, 2006). 
     Refining this framework, Kristofferson, White and Peloza (2013) illustrate the relevance of social 
observability.  For consumers not directly affected by the cause, initial support has a differential impact 
on future support depending on the observability of the setting.  When there is little observability 
(meaning the act is more private), motives stem from consistency rather than impression-management.  
Conversely, when there is high observability (meaning the act is more public), motives stem from 
impression-management.  The authors conclude that the degree to which the charitable act is observable 
by others so that “when an initial act of token support is made in a setting that is high in social 
observability, consumers will be less likely to help in response to a more meaningful follow-up request 
than when the initial act of token support is made in a setting that is low in social observability 
(Kristofferson, White, and Peloza, 2013).   
     Facebook is tremendously high in social observability.  It also facilitates displays of token support.  
The ALS Challenge gave participants the option of making a highly public but token show of support or 
making a highly private but more substantive financial contribution.  Interestingly, some participants 
chose to make a donation but advertise this action as a status update on their Facebook page.  This 
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behavior further substantiates the case for public intimacy.  MacAskill in Quartz reflected on the moral 
implications of the phenomenon.   

     The ice bucket challenge is a symbol for much that’s wrong with contemporary 
charity: a celebration of good intentions without regard for good outcomes.  It is 
iconic for what I call donor-focused philanthropy – making charitable giving about 
the giver, rather than about those who need help (2014). 

     For those interested in promoting civic engagement, there are interesting facets to the ALS challenge 
that might signal a certain new type of engaging civic engagement.  In mapping Twitter conversations 
using network analysis, Smith, Shneiderman, and Himelboim (2014) find that types of conversations take 
different shapes.  They identify six unique types of crowds: polarized crowds, the tight crowds, brand 
clusters, community clusters, broadcast networks, and support networks.  Political conversations lead to 
polarized crowds.  They suggest that “[p]olarized discussions feature two big and dense groups that have 
little connection between them.”  These discussions center on specific information sources that are not 
shared. 
     The ALS Challenge represents a brand cluster in which disconnected participants talk about a popular 
subject.  However, it also represents a community cluster in which the popular subject sparks 
conversations, “each cultivating its own audience and community.”  While these networks are 
fundamentally different types, they match critical components of the ALS phenomenon – a popular 
subject uniting the disconnected spread virally through intimate clusters.  This pattern of networking has 
moral implications for charitable giving.  MacAskill (2014) warns that donor-focused philanthropy is 
damaging because “it regards all causes as equal.”  Others call this behavior stunt philanthropy.  Rather 
than funneling funds to causes based on real need, “it just feeds whatever charity hits on a catchy device 
and treats all causes as essentially equivalent, distinguished only by their momentary claim on public 
attention” (Hiltzik, 2014).  The focus is on the challenge rather than on ALS.  The giver rewards ALS for 
a good marketing strategy rather than supporting a cause for which he or she deeply cares.    “We should 
reward the charities that we believe do the most good, not those that have the best marketing strategy, 
otherwise the most successful charities will be those that are best at soliciting funds, not those that are 
best at making the world a better place” (Hiltzik, 2014). 
     Putnam’s notion of social capital largely predates the digital realm.  In fact, he faults electronic media 
for the decline in civic engagement in the United States, suggesting television consumption displaces 
activities that lead to trusting, joining, and bridging social behaviors.  The ALS phenomenon is unusual in 
that its participants do not represent a group per se.  Certainly, this is not the group Putnam describes as 
central to fostering civic engagement.  Rather, the ALS phenomenon represents a myriad of individual 
endorsements of a movement through a symbolic act that is unassociated with the cause in any 
meaningful way.  This form of participation does not require the act of joining, the experience of 
declaring oneself a member of an institutionalized community with clear boundaries (like a church or 
civic organization).   Rather, participation involves a one-time expression of personal fortitude.  In a way, 
it can be considered a voluntary hazing ritual.  The stakes are low; the payoff is low; and it provides little 
sense of created and permanent community.   
     Further, participation of this kind involves little socialization.  Tocqueville observed in the 1830s that 
Americans formed an extraordinary number of voluntary associations. Civic clubs played a major role in 
introducing and reinforcing political norms throughout 19th and 20th Century American political life.  
Analyzing the growth of civic associations in 19th Century America, Crowley and Skocpol (2001) suggest 
that American civic democracy was the envy of other nations.  “Americans seemed to have mastered the 
skill of joining together in cooperative associations to solve common problems” (p. 824).  These 
organizations served a variety of purposes, “some were social and fraternal, while others were more 
involved with overt reformist and political causes.”  However, the pervasive view of the Americans was 
that group mobilization facilitated collective action.  “[O]rganizers as well as potential members clearly 
knew how to assemble great endeavors with remarkable speed” (Crowley and Skocpol, 2001).  The 
impetus for this group mobilization, according to Crowley and Skocpol (2001), had much to do with 
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moments of great need – the American Revolutionary War, the Civil War, and World War I.  They were 
structural responses to national crises. 
     While digital engagement opportunities might educate participants about causes, they do little to orient 
them to the process of lobbying government or fighting for a cause through deployment of informational 
and financial resources.  They also do little to build habits of recurring community events, opportunities 
for volunteerism, or shared spaces for collective expression of support for a cause.  More traditional 
philanthropic experiences, such as community garage sales, pumpkin sales, food drives, relays, and 
marathons, bring together voluntary associations and members of the community in acts of service to 
meet a need that is charity-centric rather than donor-centric.  They put a face on an effort that unites 
citizen with institutions to promote purposeful change.  As Hiltzik (2014) warns, “[t]he hard work of 
philanthropy always lies in creating a sustainable donor base.”  Without this base, challenges such as that 
promoted by ALS are faddish and have “all the hallmarks of something that will be regarded in 2015 as 
last year’s thing” (Hiltzik, 2014). 
     In some ways, we can understand digital engagement through social networking as rapid mobilization 
for collective action as similar to or simply an outgrowth of American political culture.  In other ways, 
however, the engagement demonstrated through social networking lacks the clear structural impulse, the 
institutional persistence, and the widespread civic literacy of traditional associational behavior.  It seems 
that participants join to see themselves and others’ use of spectacle rather than to see real collective 
action.  The point is public intimacy.  Otherwise, we would all just mail the check. 
     Many participants in the ALS Ice Bucket Challenge chose to complete the challenge outside of the 
house but at home.  Some wore full clothes and followed the challenge with a jump in the pool.  Some 
wore bathing suits so as not to soil their clothes and shoes.  What connected these participants was 
acceptance of the challenge, completion of the challenge, and replication of the challenge.  Yet the 
challenge itself lacked meaning and involved an act that by its very nature involved public intimacy and 
potential embarrassment.  When asked why she did not engage the challenge, a colleague noted that she 
found the requirement (to soak yourself with a bucket of water) to be immodest, particularly for a woman. 
In fact, Abraham suggests that this was part of the viral movement’s appeal.  “[S]uch an exhibition taps 
our vanity as well as our voyeurism.  We want to see people do crazy things for good causes, sure, but we 
also like to see attractive people do sexy things” (Abraham, 2014). 
The Challenge for Us 
     What we have is a new form of engagement, one that by its nature reflects little investment of time and 
resources, is both highly intimate and highly public at the same time, and one that is viral to the extent 
that it is depoliticized and highly structured.  There is backlash for those who engage late in the short-
lived game.   Though they demonstrate the same behavior, the timing of their engagement reflects 
marginalized status in the social network.  Early participants and nonparticipants grow weary of the 
individualized nature of the demonstrations of participation.  Another way of thinking about this 
phenomenon of viral fatigue is to think about the group effect of a million-member group stating their 
commitment to the goals of the group one at a time.  Those who participate first might elicit hope, 
inspiration, and motivation to act; those who participate later might elicit annoyance, boredom, 
frustration, and opposition. 
     To restate in conclusion, digital social networks challenge students of democratic theory, cultural 
anthropology, and mass political behavior alike.  We need to reflect on the definitional boundaries and 
contemporary relevance of such fundamental concepts to political science as the public realm and the 
pressure system, the nature of civic engagement, the shape of bias in American representational politics, 
and the place of identity and intimacy in global social interaction. 
     Soysal (2010) illuminates the relevance of Rousseau to this discussion.  The dependency of the 
modern individual on the opinions of others “is now realized in her most perfect incarnation” (393).  
Digital communication facilitates exponential dependency.  It blurs the line between the inner self and the 
outer self insofar as the keyboard is an extension of the thoughts of the mind and the feelings of the soul.  
As we choose to spend more time connected virtually and less time connected physically, we realize the 
capacity of public intimacy for providing personal meaning and satisfaction.  As Soysal (2010) concludes, 
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“the new individual achieves intimacy in public: she lives her sociality and establishes her intimate 
relations primarily on public stages.  She is at the center of multiple, and ever increasing, life spaces. . .” 
(394).   
     Anthropologists are not the only scholars who must question conceptions of humanity in the digital 
age.  Their questions should be our questions as well.  “How do we capture the ‘real’ (or ‘authentic,’ shall 
we say) selves when our informants confess intimate sentiments embedded in publicly available and 
commonplace discourses?” (Soysal, 2010).  Social media creates a cultural milieu in which opportunities 
for engagement are both public and private at the same time.  They might be highly personal and 
extremely visible but only moments captured in a flood of circulating information. 
     It is tempting for the more traditional of us to treat with suspicion the new individual.  As the intimate 
becomes public, as the intimate becomes imitative, we could bemoan the loss of interpersonal face-to-face 
engagement, the loss of “private” relationships, the loss of communal distinctiveness, and the loss of self-
motivated and intense political and philanthropic action.  We reminisce for physical spaces of 
appearances, for “real” civic-mindedness and civic engagement.  But we should pause to reflect how 
much of this sentiment is rooted in an actual “thinness of sociality” that is “devoid of substance” in 
today’s social networking and how much is rooted in a lack of conceptual frameworks from which to 
fully understand the particular sociality and substance of the new individual (Soysal, 2010). 
     Future work might explore the degree to which different forms of digital social networking produce 
spheres of appearances for substantive dialogue rather than spectacle.  As McDermott (2014) suggests, it 
could be that Facebook because it is primarily social encourages stunt behavior while Twitter because it is 
primarily informational fosters dialogue.  “[R]elying too much on Facebook’s algorithmic content streams 
can result in de facto censorship.  Readers are deprived a say in what they get to see, whereas anything 
goes on Twitter” (McDermott, 2014).  Social media analytics of publication data from August suggest a 
huge discrepancy in the attention and popularity of the Ferguson race riots and the ALS Ice Bucket 
Challenge.  Measured in terms of media content production, the Ferguson story outpaced the ALS 
Challenge story 8:1.  Measured in terms of social media referrals, shares, and comments, the Ice Bucket 
Challenge outpaced Ferguson (see Table 1). 
     To what extent are we choosing the social over the civic, and to what extent are the algorithms of these 
platforms shaping the discourse?  This might be another face of soft technological determinism to be 
investigated. 
     I have argued that the theoretical concept from cultural anthropology of public intimacy holds value 
for understanding the contemporary face of civic engagement.  Social networking provides a space of 
appearances that shapes civic interaction in important ways.  The ALS Ice Bucket Challenge of 2014 
provides a vehicle for understanding the potential of this medium as well as the human condition in the 
digital age.  The “citizen-as-selfie” quip in the title of this piece refers to the tendency of the medium to 
throw the citizen back on himself or herself.  The platform facilitates reflection on the personal spectacle 
created through participation, which can distract from substantive engagement or constructive dialogue 
with others.  
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Figure 1  
Donations to ALS from August 13-29, 2014 in Millions 
 

 
Data from ALS Press Releases.   
Available from: http://www.alsa.org/news/media/press-releases/. Accessed on September 8, 2014. 
 
 
Table 1 
Ferguson and Ice Bucket Stories Published Between August 7 and August 20, 2014 
 
Story Articles Facebook 

Referrals 
Average 
Number of 
Referrals 

Facebook 
Interactions 
(shares and 
comments) 

Average 
Number of 
Interactions 

Ferguson, 
Michael Brown 

13,557 3,480,079 257 7,028,745 518 

Ice Bucket 
Challenge 

1,663 3,503,395 2,107 1,324,473 796 

Source: Adapted from McDermott (2014) and compiled by SimpleReach 
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Abstract 
     Teacher candidates’ attitudes and abilities toward using technology to teach about social 
responsibility (sustainability) are examined before and after they receive instruction in natural settings. 
Introduction 
     This study examines ways to prepare candidates to teach about topics that are lacking in the lives of 
elementary school students today.  The subject of social studies is not taught frequently.  Learning about 
environmental issues, especially at the local level, is not a top priority.  Not coincidentally, students spend 
little time outside playing in natural settings.  It is not surprising that teacher candidates do not embrace 
the need to teach elementary students about the environment and sustainability in natural local settings, 
nor do they understand how these ideas connect to socially responsible citizenship. On the other hand, 
candidates and elementary students both embrace the use of technology.  Therefore, this study was 
designed to meld an area of strength (the use of technology) with areas of weaknesses (knowledge of 
nature/environment) to teach about socially responsible citizenship (sustainability) at the local level. 
Background for the Study 
     When the current cadre of candidates was in elementary school, social studies was already a 
marginalized subject.  Social studies content has been pushed to the back burner with the emphasis 
instead placed on reading and math, the areas where testing is required (Pascopella, 2005). 
     Besides growing up with a dearth of exposure to social studies instruction, most current candidates 
also spent less time outside interacting with nature than did the previous generations.  Louv (2008) coined 
the term “nature deficit disorder” to describe the rise in childhood obesity, attention deficit, and 
depression experienced by those children and youth – and now young adults – who grew up lacking 
opportunities to simply play outside in natural areas.  Louv stated that nature deficit disorder is a result of 
many factors, including increases in adult-directed organized sports and ordinances that forbade children 
to explore in open areas and climb trees.  White (2004) noted ‘the culture of fear” as a contributing factor 
as parents increasingly perceive that their children are not safe when playing outdoors, even in their own 
yards.  The fact that they lacked opportunities to play outside as children might reduce the likelihood that 
these candidates will emphasize instruction about the natural world and provide opportunities for their 
students to spend time outdoors when they become teachers.  Powers (2004) noted that elementary 
teachers are unsure how and when to teach sustainability topics because they themselves had very limited 
instruction on these topics as children. Hutchison (2003) noted that many teachers assume it is not 
necessary to actually go outside in order to teach about nature as books, videos, and worksheets are 
considered adequate for the task. 
     David Sobol (1996) noted that educators themselves might be partially to blame by teaching abstract 
concepts to children too early in their school career.  In efforts to educate students about global and/or 
international issues, teachers have presented young learners with complex environmental problems – the 
destruction of the rainforests, for example.  While intended to spark students’ interest about other parts of 
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the world and foster interest in taking action, Sobol noted that children have become overwhelmed by 
what they view as unsolvable environmental issues.  Coupled with the barrage of news reports on West 
Nile virus, Lyme disease, natural disasters, and illnesses that have been linked with eating certain crops 
(such as cantaloupe, lettuce, or tomatoes) the image of nature to a child is of a place that can make you 
sick or possibly dead.  In the minds of many children today, nature is not a nice place to be.  Sobol (1996) 
referred to this fear of ecological problems and the natural world as ecophobia. Sobol (1996) and 
Desjean-Perotta (2013) stated that local connections form the foundation that must be established before 
children can move on to larger environmental issues. 
     Having had these kinds of experiences as children, today’s candidates are not likely to emphasize 
social studies instruction or to teach about the local environment in natural settings when they themselves 
become teachers.  The intent of this study was to provide candidates with an intentional experience that 
addressed both areas of deficit. Candidates were required to create an activity for elementary-grade 
students on the topic of socially responsible citizenship through sustainability efforts.  This intentional 
assignment gave candidates experience planning for social studies instruction and since the requirements 
specified that the lesson take place outdoors, the assignment also gave the candidates experience in 
planning to teach in a natural, local setting.  The results allow us to examine whether taking part in this 
type of learning experience impacts candidates’ level of comfort and confidence to teach social studies-
related topics in natural, local settings – and it allows us to ponder if such an experience might help to 
break the cycle of past practice when candidates themselves become teachers. 
     It is possible that the ease of access to electronics and technology is a factor that has contributed to 
students’ lack of interaction with nature.  Many of the activities that compete for children’s attention are 
performed with electronic devices and technology that do not require one to leave one’s house and 
perhaps, even prohibit one from doing so.  Yet the use of technology might very likely be part of the 
solution in seeking ways to promote the teaching of social studies topics in natural, local settings.  
Teacher candidates are digital natives (Prensky 2001).  They have always used technology and are adept 
at using it, as least for personal use.  Therefore, this study required the use of technology to take 
advantage of candidates’ strength, which is the ease in which they use technology, in order to more 
effectively teach content about social studies in natural, local settings.  Elementary students are also adept 
at using technology, and as noted by Norris and Soloway (2007), these elementary students are 
particularly motivated to learn content when they are taught using technology.  Wilson et al., 2011 stated 
“Digital technologies have changed the way students read and communicate.  Subsequently, teachers 
must use technology to engage their students in learning.”  
     One might surmise that we simply tell candidates to teach more social studies topics in natural, local 
settings using technology.  One might assume that since candidates are adept at using technology, they 
automatically know how to teach using technology.  Delaney (2011) reminds us that candidates most 
often teach the way they themselves were taught as K-12 students and because they themselves did not 
learn these subjects using technology, they are unlikely to change unless they have experiences that show 
them a different way to teach these subjects.  A study by Lei (2009) revealed that candidates reported 
strong positive beliefs about the potential of technology to help them teach but they lacked confidence in 
their abilities to use that technology in the classroom.  Drawing from the findings, Lei recommends that 
preparation programs emphasize subject-specific technologies to help candidates gain skills and comfort 
in using technology to teach subject content. 
Purpose and Research Questions 
     This study sought to examine the attitudes and abilities of candidates toward using technology to teach 
fourth- or fifth-graders about sustainability and socially responsible citizenship in natural, local settings.  
The study’s questions were: 

1. Does requiring candidates to complete a specific assignment impact their level of 
comfort toward teaching about sustainability and socially responsible citizenship in 
natural, local settings while using technology? 
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2. Can candidates generate viable examples of ways to teach fourth- or fifth-grade 
students about sustainability and socially responsible citizenship in natural settings 
while using technology? 

Materials and Methods 
     A pre-assessment/post-assessment attitudinal survey (Table 1) was administered before and after 
candidates completed a specific assignment. The first five items on the eight-item survey required that 
participants respond to statements by making selections on a four-point attitudinal Likert scale (strongly 
disagree, disagree, agree, and strongly agree). The last three items asked participants to generate two or 
more examples, if the participant was able to do so.  
     After completion of the pre-assessment survey, the candidates received two forms of training.  First, 
they attended sessions of a day-long Technology in Education Workshop, which was held on campus and 
was attended by all teacher candidates at North Central College.  The presenters were local practicing 
teachers.  Second, they received a 90-minute workshop on the college’s efforts to promote sustainability 
through the use of semi-permeable pavers and rain gardens and through a composting program.  This 
workshop was conducted on campus by the College’s Sustainability Coordinator.   
     For the next step, the candidates were given a specific assignment to complete as if they were fourth- 
or fifth-grade teachers.  They were told their elementary students were studying issues of sustainability, 
that they were learning to think about how nature sustains life and how as socially responsible citizens, 
they should act in order to safeguard the future wellbeing of people and of our planet. Half the candidates 
(12 of 23) were assigned to develop a field trip assignment incorporating the use of technology for a 
fourth-grade class on the topic of groundwater issues.  The other of half the candidates (11 of 23) were 
assigned to develop a field trip assignment incorporating the use of technology for a fifth-grade class on 
the topic of composting. (Groundwater issues and composting were topics addressed at the fourth- and 
fifth-grade levels, respectively, of the local elementary curriculum.) All candidates were shown a model 
of an acceptable field trip activity for third-graders, using technology, on the topic of “green” living.  
Specifically, the sample assignment had third-graders go to parks and use iPads to enter information about 
eco-friendly practices onto a Google document. 
     The candidates had about six weeks to complete the assignment.  The day they were due, candidates 
were placed in small groups and presented their completed assignments to some of their classmates.  
Following the presentations, the candidates took the post-assessment survey, which was identical to the 
pre-assessment survey. 
Participant Selection 
     Participants included 23 of 24 college students from North Central College who were enrolled in 
Teaching I, the introductory undergraduate methods course for elementary education majors during the 
Spring 2014 term.  The course includes a focus on teaching about social studies.  All students enrolled in 
the course during that particular term were female.  One additional student was enrolled in the course and 
completed the assignment, yet she was absent for a substantial number of class sessions, including when 
the pre-assessment survey was administered, therefore, this candidate’s work could not be represented in 
the data. 
Data Collection and Analysis 
     The survey asked candidates to indicate their level of knowledge and comfort on the first five 
statements on the pre-assessment survey noted in Table 1.  The candidates’ responses to the survey items 
were assigned a numerical value (strongly disagree = 1, disagree = 2, agree = 3 and strongly agree = 4). 
For each item, 1 through 5, a two-tailed T-test for Correlated Samples was performed to analyze the 
difference between participants’ responses on the pre-assessment to their responses on the post-
assessments. 
     Candidates’ responses to the fifth through eighth items on the survey were analyzed to determine the 
number of viable examples generated on the pre-assessment and on the post-assessment.   A viable 
example met three criteria: it was described in adequate depth to be understood, the content was accurate, 
and it included an appropriate form of technology.  To analyze the data, viable responses were tallied and 
converted to percentages of the whole. The results revealed the percent of candidates who were unable to 
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generate a viable example, those who were able to generate one viable example, and those who were able 
to generate at least two viable examples on the pre- and post-assessments. 
     Lastly, candidates’ assignments were analyzed to determine the percentage that met the five criteria, 
which included whether: 

1. It was a suitable learning activity for the topic. 
2. It was appropriate for the grade level. 
3. It had a clear connection to socially responsible citizenship. 
4. It was designed to take place in an appropriate local setting. 
5. It required that elementary education students use technology to complete the assignment. 

     The assignment did not specify that the candidates create an activity different in the format and in the 
type of technology employed from the example shown by the professor.  (The professor’s example was an 
interactive worksheet on a tablet, used on-site by elementary students to access webpages and record 
findings both in writing and by uploading images taken on location.) The percent was calculated of those 
candidates who created activities that were different in format and in the type of technology from the 
example.  
Results 
     Table 2 shows no significant change from pre- to post-assessment for questions 1 and 2 – and no 
change was anticipated.  The data supports the notion that candidates taking their first methods course are 
comfortable using technology for personal use and are relatively comfortable that they have knowledge to 
teach elementary students while using technology. 
     Table 2 shows the results from items 3, 4, and 5 are all significant at the .0001 level, suggesting that 
completing the intentional assignment was a factor in increasing the amount of knowledge and level of 
comfort the candidates had in teaching about sustainability, teaching in natural settings, and teaching 
about sustainability in natural settings with the use of technology.   
     The results in Table 3 validate the findings of shown in Table 2 regarding items 6, 7, and 8.  
Specifically, item 6 required candidates to generate actual examples of how to teach about sustainability 
in natural settings with technology in which they had indicated their level of knowledge and comfort in 
item 5.  Although 82.6% of the candidates were unable to generate one viable example on the pre-
assessment, 95.7% were able to generate at least one example on the post-assessment.  Items 7 and 8 
required candidates to provide examples to demonstrate knowledge of the connection between socially 
responsible citizenship with groundwater and with composting, respectively. The pre-assessment data 
indicates that 60.9% of the candidates were unable to generate one example related to groundwater yet 
95.7% could generate at least one on the post-assessment.  Similarly, the pre-assessment data shows that 
34.8% of the candidates were unable to generate one example related to composting yet 100% generated 
at least one example on the post-assessment.   
     Table 4 shows the criteria results from the actual assignment the candidates completed.  The data 
reveals that 82.6% (19 of 23) candidates were able to create activities that met the established criteria. 
While Table 4 does not separately display each of the five established criteria, it does show that 95.7% 
(22 of 23 candidates) based the activity in an appropriate local, natural environment. On the other hand, 
this table shows that when developing the activity, only 34.8% (8 of 23) of the candidates employed a 
different form of technology and varied the format from the example that the professor modeled in class 
when the assignment was introduced. 
Discussion 
     Research question 1 asks, “Does requiring candidates to complete a specific assignment impacts their 
level of comfort toward teaching about sustainability and socially responsible citizenship in natural, local 
settings while using technology?”  Table 2 shows the amount of change was significant from pre- to post-
assessment on all three of the relevant attitude items (items 3, 4, and 5), which suggests that completing 
the specific assignment was indeed influential in promoting the change. 
     The results for item 1 on Table 2 corroborate Prensky’s findings (2001) that digital natives are 
proficient in using technology for personal use.  The results for item 2 on Table 2 showing that the 
amount of change from pre- to post-assessment is not significant would on first glance seem inconsistent 
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with Lei’s findings that candidates lack experiences in using technology for classroom application.  Yet a 
perusal of the Table 4 shows that only 34.8% of the candidates actually created a learning activity that 
was different from the tablet-based interactive worksheet that was provided as an example by the 
professor.  Thus, while the candidates might believe they have knowledge of and feel comfortable using 
technology when teaching lessons to elementary students, they are not particularly adventurous when it 
comes to creating activities that are taught using technology as nearly 2/3 of them chose something very 
similar to the model.  This aspect of the results seems consistent with Lei’s findings that candidates lack 
experience using technology for classroom application. It also corroborates the findings of Delaney 
(2011) who noted that candidates often teach the way they were taught.  While Delaney referenced this 
finding in terms of how the candidates were taught when they were K-12 students, there seems to be 
evidence that this modeling extends to their professors in the teacher preparation program, as well.  On 
the other hand, 8 of the candidates in this study incorporated technology examples from the technology 
workshop into the activities they designed.  Instead of interactive worksheets with digital images (or in 
addition to them), these candidates’ activities included technology such as Weebly webpages, Poll 
everywhere, I-movies, GPS, and QR codes. (See the attached videos for students’ examples using QR 
codes and Weebly webpages).  Thus, the response is not a clear yes or no to the second research question, 
“Can candidates generate viable examples of ways to teach fourth- and fifth-grade students about 
sustainability and socially responsible citizenship in natural settings while using technology?”   
Candidates can generate examples that meet most of the required criteria yet only a third of the candidates 
used variety in the type of technology. 
     It is not possible to discern from this study the amount of influence attributed to the day-long 
technology workshop and the 90-minute workshop on sustainability topics.  It seems likely that 
completing the assignment was the independent variable that led to significant change in the dependent 
variable – the candidates’ beliefs.  Thus, the candidates believed they had more knowledge of and comfort 
in teaching about socially responsible citizenship in natural, local settings with technology after having 
completed the assignment.  The aspect addressing gains in content knowledge is consistent with findings 
by Ball and McDiarmid (1990), who found that “practice” is a viable avenue for increasing teachers’ 
subject matter learning as they gain content knowledge when they plan and teach lessons.  Similarly, the 
aspect addressing gains in the level of comfort support the self-efficacy research of Bandura (1986), 
Pajares and Miller (1994) and Wingenbach, White, Degenhart, Pannuk, and Kujawski (2007).  In all these 
studies, as increases occurred in candidates’ perceptions of their own competence, increases also occurred 
in their beliefs about their abilities to teach the related content. 
Limitations 
     The small sample size and the fact that all participants were female were obvious limitations of the 
study.  A more comprehensive study in the future could compare results of participants who received 
training via the technology and sustainability workshops with those who did not receive any workshop 
training.  Additionally, a more comprehensive study could examine the impact of the candidate’s teaching 
of the intentional activity upon the learning of the elementary-age students at the practicum schools.   
Conclusions and Implications 
     This study acknowledges that while important topics may not be taught frequently in today’s 
elementary schools, candidates can increase their content knowledge and levels of comfort in teaching 
about these topics if they are required to complete intentional assignments on these topics as part of the 
preparation program.  This study corroborates Ball and McDiarmid’s findings that candidates need 
“practice” opportunities to gain knowledge – and to eventually gain the confidence – to teach about 
content they are currently lacking.  Having candidates simply read about or discuss how they might teach 
these topics seems insufficient to result in change.  If the outcome we desire is that they actually teach 
elementary students about socially responsible citizenship in natural, local settings, then the first 
conclusion is that we need to design intentional assignments so they gain this experience as candidates.   
     The second conclusion is that teaching elementary students about socially responsible citizenship in 
natural, local settings clearly resonates with candidates as 95.7% of them were able to select appropriate 
local settings for the lesson activity.  They seem to “get it” and it is likely they will be able to convey to 

47



their elementary students that first of all, socially responsible citizenship is something that can be done by 
elementary students and second, that they can do in their own communities.  This active, meaningful 
involvement in natural, local settings helps to address both Sobol’s concern regarding ecophobia and 
Louv’s concern regarding nature deficit disorder. 
     The third conclusion is that preparation programs need to provide multiple examples of how 
candidates can incorporate technology into lessons.  This data shows that even though candidates are 
adept at using technology for personal use and even though they believe they have the knowledge and 
skills to teach with technology, they lack creativity when it comes to implementation as only about one-
third of the students used a different type of technology than was used in the model. This study 
corroborates Lei’s recommendation that it behooves preparation programs to establish intentional 
assignments where candidates are required to incorporate technology.  This study further recommends 
that candidates be provided with multiple examples of acceptable ways to use technology, and at times, 
perhaps professors require that candidates create projects using forms of technology that differ from the 
examples they are provided.  Doing so is likely to create a bridge from the situation noted by Delaney 
where candidates teach the way they were taught to the desired outcome where candidates have the 
content knowledge and confidence to teach elementary students about socially responsible citizenship in 
natural, local settings using technology. 
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Table 1 
Attitudinal survey administered as both the pre-assessment and post-assessment device to teacher 
candidates.  Participants were asked to generate their own responses to the open-ended items 6, 7, and 8 
on this survey (they were directed to leave the space blank if they did not know an answer). 

1. I have knowledge of and feel comfortable using technology for my personal use. 
 Strongly Disagree Disagree Agree Strongly Agree 
2. I have knowledge of and feel comfortable using technology when teaching lessons in a 

practicum. 
 Strongly Disagree Disagree Agree Strongly Agree 
3.  I have knowledge of and feel comfortable teaching lessons on sustainability to practicum 

students. 
 Strongly Disagree Disagree Agree Strongly Agree 
4. I have knowledge of and feel comfortable teaching lessons on sustainability to practicum 

students in natural settings. 
 Strongly Disagree Disagree Agree Strongly Agree 

5. I have knowledge of and feel comfortable teaching lessons on sustainability in natural settings 
– and incorporating technology into that same lesson – to practicum students. 

 Strongly Disagree Disagree Agree Strongly Agree 
6. Two examples of how I could teach a lesson on the topic of sustainability in natural settings 

with the use of technology are: 
7. Two examples of what a socially responsible citizen would know about groundwater are: 
8. Two examples of what a socially responsible citizen would know about composting are: 
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Table 2 
Teacher candidates’ indication of their level of knowledge and level of comfort following and prior to the 
development of a learning activity for fourth- or fifth-grade students, on using technology to teach about 
sustainability in natural settings.  Mean ratings were based on a Likert scale of 1 = strongly disagree, 2 = 
disagree, 3 = agree, and 4 = strongly agree.  

Question Post-test 
mean 

Pre-test  
mean 

Mean 
difference 

t score P˃t 

1. I have knowledge of and 
feel comfortable using 
technology for my 
personal use. 

3.5652 3.6087 -0.0435 -0.37 0.714921 

2. I have knowledge of and 
feel comfortable using 
technology when 
teaching lessons in a 
practicum. 

3.2609 2.8696 0.3913 2.4 0.025296 

3. I have knowledge of and 
feel comfortable teaching 
lessons on sustainability 
to practicum students. 

3.3913 1.9565 1.4348 9.45 <.0001 

4. I have knowledge of and 
feel comfortable teaching 
lessons on sustainability 
to practicum students in 
natural settings. 

3.2609 2.0435 1.2174 8.7 <.0001 

5. I have knowledge of and 
feel comfortable teaching 
lessons on sustainability 
in natural settings – and 
incorporating technology 
into that same lesson – to 
practicum students. 

3.1739 1.8696 1.3043 9.85 <.0001 
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Table 3 
Percentage of teacher candidates who generated no viable examples, at least one viable example, and at 
least two viable examples on the pre-assessment and post-assessment. 
 
 Pre-assessment Post-assessment 
Item 6: Sustainability lesson ideas   
Candidates unable to generate a viable example 82.6% 4.3% 
Candidates able to generate at least 1 viable 
example 

17.4% 95.7% 

Candidates able to generate at least 2 viable 
examples 

0% 69.6% 

Item 7: Groundwater content   
Candidates unable to generate a viable example 60.9% 4.3% 
Candidates able to generate at least 1 viable 
example 

39.1% 95.7% 

Candidates able to generate at least 2 viable 
examples 

17.4% 69.6% 

Item 8: Compost content   
Candidates unable to generate a viable example 34.8% 0% 
Candidates able to generate at least 1 viable 
example 

65.2% 100% 

Candidates able to generate at least 2 viable 
examples 

39.1% 69.6% 

 

 
 
Table 4 
Percentage of the 23 teacher candidates who created activities that met criteria and that both varied in 
format and employed technology different from that modeled by the professor with the example.   
 Percentage 
Candidates who submitted an activity 100% 
Candidates whose activity met all five of the criteria 82.6% 
Candidates who selected appropriate local, natural settings for the activity 95.7% 
Candidates whose activity varied in format and employed technology 
different from the professor’s example 

34.8% 
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Introduction 
     The purpose of the research is to study the commitment to the implementation of the accepted United 
Nations’ sanctions on Iran of the five Permanent Members of the United Nations Security Council (the 
United States of America, the People’s Republic of China, the Russian Federation, the United Kingdom, 
and France). This project seeks to discover whether there is a relationship between their trade interests 
and partnerships with Iran and their support or opposition to the proposed UN sanctions on Iran and 
whether it influences their decision-making. The specific trade partnership focus of this project is the 
importing of vital commodities from Iran, in particular, petroleum, and the interests of developing the 
Iranian oil industry. The research will also seek to find out whether national interest, in terms of 
economics and trade, is the only reason for a lack of implementation on the UNSC sanctions, or if there 
are other factors such as political interests hidden behind it. The relevance of this research is to examine 
whether the five permanent members of the UN Security Council vote and implement upon their self-
interest and impose unipolar decisions, or if they completely embrace multilateralism and strictly adhere 
to their vote in order to maintain the world power balance. By doing this, the project will try to find a 
correlation between each of the five states’ economic interest in trade with petroleum with Iran and their 
position in the United Nations in regard to the attempts of handling the Iranian nuclear program and its 
considered malicious intents to develop a nuclear weapon. The respective time period that this research 
will focus on is from 2003 to present day (2014). In 2002 and 2003, Iran declared for the first time the 
existence of nuclear facilities in Natanz and Arak, its intentions to develop a uranium enrichment 
program, and “plans to construct an enrichment facility, a heavy water production plant, a heavy water-
moderated research reactor, and a fuel fabrication facility” (Nuclear Threat Initiative: Iran, 2013 ). 
     Since the end of World War II, the notion of nation-states forming groups and organizations united 
behind common interest has grown tremendously. The reason for this growth is the bigger complexity and 
interdependency that appeared in the post-World War period, and the need for increased security and 
protection of less influential nations-states (Duncan, Webster and Switky, 2002). According to the 
International Law Commission at the United Nations (2011), international organizations are “established 
by a treaty or other instrument governed by international law and possessing its own international legal 
personality” (p.2). The United Nations (UN) is an international organization created on October 24, 1945 
when the original 51 Member States ratified the UN Charter. The organization was created with the 
purpose to “bring all nations of the world together to work for peace and development, based on the 
principles of justice, human dignity and the well-being of all people” (The UN: An Introduction for 
Students, n.d., para. 2). It gives an opportunity for balance of national interests and global 
interdependence when addressing international problems (The UN: An Introduction for Students, n.d.). 
The basic ideology around which the organization was created is Multilateralism.  
     The Security Council is a part of the UN and has the obligation to maintain the international peace and 
security. According to the UN Charter (1945), it has three other main purposes: to develop friendly 
relations among nations; to cooperate in solving international problems and to promote respect for human 
rights; and to be a center for harmonizing the actions of nations. It has fifteen members, all of which have 
one vote, and five of the members are permanent and have veto powers as well. The Council determines 
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the existence of an international threat or act of aggression and “calls upon the parties to a dispute to settle 
it by peaceful means and recommends methods of adjustment or terms of settlement” (“The Security 
Council,” n.d.).  In some cases the terms can extend to the imposition of sanctions or the authorization of 
force in order to maintain or restore international peace and security. The Security Council is the only UN 
organ which has the power to make decisions “that member states are then obligated to implement under 
the charter,” while the other organs can only make recommendations to member states (“What is the 
Security Council?”, n.d., para.3). 
     Multilateralism takes away the power from the hands of only one or two political actors and instead 
spreads it around “the many.” Miles Kahler (1992) defines Multilateralism as the “opposition to bilateral 
and discriminatory arrangements that were believed to enhance leverage of the powerful over the weak 
and to increase international conflict.” According to Ramesh Thakur (n.d.), it refers to “collective, 
cooperative actions by states- when necessary, in concert with non-state actors- to deal with common 
problems and challenges when these are best managed collaboratively on the international level” (p. 1), 
and it includes areas such as the maintenance of international peace and security, economic development 
and international trade, human rights, functional and technical cooperation, the protection of the 
environment and sustainability of resources, etc. If such problems are addressed through the spectrum of 
self-interest, it would be impossible to obtain maximum effectiveness (Thakur, n.d.). In this case, the 
nation-states will be embracing unilateralism, which is defined as the “sense of complete freedom of 
action without commitment to compromise, or cooperation is largely counterproductive” (Bertele and 
Mey, 2007, p.197). The main purpose of multilateralism is to implement a system of international 
legitimacy and empowerment and creating generalized principles or codes of conduct that will define the 
rules of action on the international stage. It aims at socialization, coordination of relations and 
cooperation among states (Coicaud and Heiskanen 2001). John Ruggie (1993) also includes the notion of 
principles of conduct in his definition of multilateralism, and states that the term is “an institutional form 
that coordinates relations among three or more states on the basis of generalized principles of conduct” 
(p.11). He also describes three aspects of multilateralism. The first one is the commitment that it creates 
to common ways of working and includes agreed rules and norms, solving problems through rules and 
cooperation, and enforcing the rules. The second one includes commitment to work with and through the 
procedures of international institutions. The third aspect is taking cooperation over duplication or rivalry 
(Ruggie, 1993). 
Hypothesis 
This research is seeking to demonstrate the following: 

• If a threat to the world order is recognized, nation-states would not disregard national 
interests by complying with multilateral policy-making. 

Null-hypothesis  
• If a threat to the world order is recognized, nation-states are committed to disregard 

any possible national interests and comply with multilateral policy-making. 
If the null-hypothesis is proven false, then the hypothesis may have merit.  
Literature Review  
     Iran has had the ambitions to become a dominant actor in the Persian Gulf ever since the days of Shah 
Reza Pahlavi (1941-1979), but it was impeded by the Iran-Iraq armed conflict (1980-1988). The Iran-Iraq 
War included elements of “religious schisms, border disputes, and political differences,” and was started 
by “centuries-old Sunni-versus-Shia and Arab-versus-Persian religious and ethnic disputes,” and a 
personal enmity between Iraqi leader Saddam Hussein and Ayatollah Khomeini in Iran (Global Security, 
para.2). The War resulted in a more determined Iran to overcome and cease its vulnerability and to never 
again be a victim of a powerful neighbor. Iran saw its opportunity to achieve this by become 
ng a major military power. It wanted respect on the international stage, and the way other nation-states in 
the Middle East have acquired it is by declaring themselves nuclear powers, such as India and Pakistan 
(Ahrari, 2001). 
     The current international crisis with the Iranian nuclear program and the state’s attempts to obtain 
nuclear weapons is a direct product of the Cold War- the bilateral conflict between the Western 
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capitalistic ideology and Communism in the Soviet Union. The foundations of Iran’s nuclear program 
were first laid on March 5, 1957 by the “Atoms for Peace program” of U.S. President Dwight D. 
Eisenhower for military, economic, and civilian assistance purposes, with the special condition that it will 
be used only for “research in the peaceful uses of atomic energy” (Bruno, 2010). The Western support for 
the county’s nuclear program continued until the Iranian Revolution of 1979, when the shah regime was 
toppled by Ayatollah Ruhollah Khomeini, who was also in opposition to the program (Melman, 2008). In 
1983, the International Atomic Energy Agency (IAEA) was prone to approve the Iranian requests to 
continue its nuclear program, but the United States opposed. In 1991, the United States prevented the 
Argentine President Carlos Menem from selling UO2 conversion technology to Iran, and in 1997 
persuaded China not to build UF6 plants in Iran (Hibbs, 2003). In the early 1990s Russia and Iran formed 
a joint research organization called “Persepolis” in order to provide Iran with Russian nuclear experts and 
information and in 1995 a cooperation treaty was signed between the Ministry of Atomic Energy of the 
Russian Federation and Iran for the building of the Busherh Plant (Wisconsin Project on Nuclear Arms 
Control, 2012). France also took part of the development of the Iranian nuclear program, when in 1991 it 
refunded $1.6 billion. The French-Iranian project “Eurodif,” which was created before the 1979 
Revolution, was reestablished in the beginnings of the 1990s and evidence was present that France had 
agreed to supply Iran with enriched uranium for its nuclear projects (Skootsky, 1995). 
     In August 2002, the secret nuclear program of Iran was revealed by Mujahideen e-Khalq, a rebel 
group, and the issue gained great importance on the international stage (Guardian Staff, 2014). As a 
result, the world community was alarmed and action had to be taken. The United States declared that Iran 
had malicious intentions to develop a nuclear weapon, therefore sought to bring the problem to the United 
Nations Security Council. Two members of the Security Council, France and Great Britain plus Germany 
attempted to find a solution without bringing the issue to the Security Council, and on October 21, 2003 
the Iranian government voluntarily agreed to cooperate with the International Atomic Energy Agency 
(IAEA) by agreeing to sign the Additional Protocol to the Non-Proliferation Treaty (NPT), which will 
allow the IAEA short-notice access to its nuclear facilities and to stop its uranium enrichment and 
reprocessing activities during the negotiations (International Atomic Energy Agency, 2003). 
Nevertheless, Iran did not keep the agreements and the United States brought the issue to the UN Security 
Council in 2006 (Global Policy Forum, n.d.).  
     As of July 1, 1968, Iran is a signatory to The Treaty on the Non-Proliferation of Nuclear Weapons, 
signed also by another 189 nation-states (Jewish Virtual Library, n.d.). After the revelation of the 
clandestine nuclear program of Iran in 2002 and 2003, the issue quickly gained international attention and 
was voted by the members of the UNSC to become a pressing matter of the Security Council in 2006. 
From 2003 to 2006, the issue was handled by the IAEA and by sanctions imposed by individual countries 
(Wellman, 2010a). The UN Security Council has currently passed eleven resolutions on Iran, the first one 
being in 2006, and the last one to this date in June 2014, with all its five Permanent Members voting for 
them: Security Council Resolution 1696 (July 31, 2006), Security Council Resolution 1737 (December 
23, 2006), Security Council Resolution 1747 (March 24, 2007), Security Council Resolution 1803 (March 
3, 2008), Security Council Resolution 1835 (September 27, 2008), Security Council Resolution 1887 
(September 24, 2009), Security Council Resolution 1929 (June 9, 2010), Security Council Resolution 
1984 (June 9, 2011), Security Council Resolution 2049 (June 7, 2012), Security Council Resolution 2105 
(June 5, 2013), Security Council Resolution 2159 (June 9, 2014) (Security Council Report, n.d.).  
     Petroleum Interests: Iran ranks fourth in the world for reserves of crude oil in barrels, after Saudi 
Arabia, Venezuela, and Canada, with 137,000,000,000 barrels estimated from January 1st 2011 (Central 
Intelligence Agency, n.d.). It has the second largest natural gas reserves, consisting of 1,187 trillion cubic 
feet, second only to Russia. The international sanctions against Iran have affected the petroleum sector of 
Iran, with many cancellations of upstream projects and have resulted in declining oil production capacity. 
Iran used to be the third largest exporter of crude oil, but currently it has dropped its exports to 1.5 million 
bbl/d (as of 2012), due to the economic sanctions imposed on it. Until 2012 the export of crude oil was 
earning 50-60% of the government’s revenue, but in the summer of the same year it dropped to 
historically low levels, until September 2012 when its exports saw a small recovery with the help of 
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Japan, South Korea, India, and to some extent, China (U.S. Energy Information Administration: Iran, 
2013). 
     Iran has historically been the third largest crude oil exporter to China. In 2012, China reduced its 
exports from the Middle Eastern country by 34% to 345,000 bbl/d from what it used to be 555,000 bbl/d 
estimated in 2011 (U.S. Energy Information Administration: China, 2012). However, China is 
experiencing an ever more increasing domestic need for oil, and while it managed to keep this need 
relatively separated from politics in the past, it cannot do this anymore. The country became a net oil 
importer in 1993, and has since relied on its relations with “isolated, resource-rich countries” and has 
sought to capture untapped energy markets (Vakil, 2006, p.54). Iran has the status of such markets, and 
given its proximity to China became more viable to satisfy the Chinese petroleum need. Iran’s nuclear 
aspiration definitely put China in a problematical situation where it has to find the balance between its 
Security Council duties and its national economic interests (Vakil, 2006). Despite the big dilemma that 
China finds itself in, it has seen a huge economic opportunity at the significantly empty Iranian market 
that resulted from the numerous international sanctions imposed on the Islamic Republic. The two 
countries have been cooperating in different economic sectors, especially energy and construction. China 
has emerged as a top economic partner of Iran, investing heavily in the energy sector and filling the gaps 
left by Western firms. In 2009 the bilateral exchanges between the two nation-states were worth $21.2 
billion, compared to $14.4 billion three years earlier. In 2008, Iran exported to China 408,000 barrels of 
oil a day, which added up to $15.8 billion annually. Also, between 2005-2010, “Chinese firms signed 
$120 billion worth of contracts with the Iranian hydrocarbon sector” (Wellman and Frasco, 2010, 
Economic Relationship section, para. 2). In 2008, China National Petroleum Corporation (CNPC) and the 
National Iranian Oil Company (NIOC) signed a $1.76 billion deal to develop Iran’s North Azadegan oil 
field. China also accepted Iran’s offer to build seven new oil refineries, to construct ten offshore drilling 
platforms, seven land drilling rigs, and two float cranes at the total cost of $2.2 billion (Wellman and 
Frasco, 2010). 
     The United States relies on oil mostly from Canada and Latin America, and is much less dependent on 
Persian Gulf imports. The top five countries to export oil to the United States in present day are Canada, 
Saudi Arabia, Mexico, Venezuela and Nigeria. The U.S. is also one of the world’s largest oil producers; 
therefore nearly 40% of its needs are met at home. According to the energy expert for the RAND 
Corporation Keith Crane, since the United States has imposed sanctions on Iran, it does not import 
Iranian oil (Flintoff, 2012). The US has been the nation-state that has put the most consistent pressure on 
Iran to cease its nuclear intentions. The presidential administrations in Washington, D.C. of George W. 
Bush and Barack Obama have also shown a firm tendency in penalizing individuals and businesses which 
violate the imposed sanctions. Some experts imply that the US-led and international sanctions have not 
produced much desirable results, and therefore they even go as far as stating that the US would save 
billions of dollars if it lifts the sanctions on trade and allow Iran to produce and export more of its oil, 
which they believe would result in lowering the market price of crude oil petroleum by 10 percent 
(DeRosa and Hufbauer, 2008) Hence, it can be implied that the United States, in terms of national interest 
regarding oil and gas, is acting against its national interest. In 2013, U.S. Treasury Under-Secretary David 
Cohen declared the sanctions imposed on Iran, both unilaterally and multilaterally, as successful on 
putting pressure on the Islamic Republic and that they have had a significant impact on the country’s 
economy, especially in the energy and shipping sectors (Lapointe, 2013). The actual measures of the 
impact that the international sanctions have had on Iran will be more accessible for evaluation in the 
future, due to the continuing nature of the issue and due to the lack of clear results in the time frame of 
this research. 
     Russia has the eight largest crude oil reserves in the world, consisting of 60,000,000,000 barrels, 
estimated in 2011 (Central Intelligence Agency, n.d.). According to the U.S. Energy Information 
Administration (2012), Russia was the largest producer of crude oil in 2011, with an average production 
of 9.8 million barrels per day. On the other hand, as of 2010, the Russian oil consumption per day is 2.199 
million barrels (Central Intelligence Agency, n.d.). Russia does not import Iranian oil, but has strategic 
interests in the Iranian petroleum industry. Two major Russian oil companies- Gazprom and Lukoil have 
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invested in it already (Akin and Zhdannikov, 2010). In 2010, Iran and Russia signed a thirty-year 
agreement to increase their cooperation in developing their energy sectors, which would include joining 
forces “in facilitating exploration, extraction, refinery and production of oil, gas and petrochemical 
products” (“Iran Investment Monthly,” 2010, p.5). Russia has also become a strategic trade partner for 
Iran, and with this agreement the two countries have the opportunity to “draw upon each other’s expertise 
and resources for the development of their energy sectors” (“Iran Investment Monthly”, 2010, p.5).  
     In 2011, France was the twelfth largest oil consumer in the world and the seventh largest importer of 
petroleum. The country has the fourth highest crude refining capacity in Europe (after Russia, Germany, 
and Italy) of around 1.8 million barrels per day. According to the U.S. Energy Information Administration 
(2013), France imports 16% of Libya’s oil. Additionally, France has kept some economic relations with 
Iran despite the UNSC sanctions. In 2008, it was speculated that France was one of Iran’s main trade 
partners, with a petrochemical contract signed between the two countries and increased Iranian exports to 
France due to oil and manufactured goods sales. The French company Total Oil had a very strong 
presence in the country and was one of Iran’s biggest refined petroleum suppliers until 2009 (Wellman, 
2010b).  
     Great Britain has 2,858,000,000 barrels of crude oil reserves (Central Intelligence Agency, n.d.). It 
imports around 70% of its oil from Norway, 7% from Africa, 4% from the Western Hemisphere, 2% from 
the Middle East, and 17% from other world regions (Adams and Macdonald-Wallis, 2007). By countries, 
it imports 7% from Russia, 5% from Libya, 3% from Nigeria, and 2% from Tunisia. The United Kingdom 
extracts oil from the North Sea as well, and through an extensive network of pipelines it is carried to 
coastal terminals in Scotland and Northern England (U.S. Energy Information Administration: United 
Kingdom, 2011). Great Britain has been a firm supporter of the UNSC sanctions on Iran and has cut its 
trade relations with the Islamic Republic significantly. However, Iran claimed that its trade volume with 
the UK had increased from $1.2 billion to $1.8 billion in 2006-2007. British companies have had 
significant business ties with Iran, especially in the oil and natural gas industries, hence it was not a big 
surprise that the UK attended the Iranian gas forum in Tehran in 2009 (Wellman, 2010a). However, the 
British government holds the official position that the international sanctions on Iran must be 
implemented.  
     Economic and Political Interests: According to the Jewish Virtual Library (2014), the only way to 
prevent Iran from developing uranium for nuclear weapons is through imposing multiple multilateral and 
unilateral sanctions. The United States and the European Union have been persistent in doing so since the 
revelation of the existence of the Iranian nuclear facilities in 2002, but China and Russia have been 
holding back. Numerous multilateral sanctions have been imposed by the United Nations for the last 
decade as well, but the issue with them is that they have failed to be implemented by several of the 
member states. Even though they voted in support of the sanctions on Iran in the UN Security Council, 
Russia and China especially have failed to cease their trade relations with the Middle Eastern state. In 
2012, Russia’s Foreign Minister stated that sanctions are a “deeply mistaken policy” and that Russia does 
not believe that they would have any impact on Iran’s intention to develop its nuclear program (Jewish 
Virtual Library, 2014). Despite the international sanctions, Iran still finds ways to circumvent them and 
place its oil on the world market. As an example for this, The Jewish Virtual Library cites a report for the 
IAEA of March 2013 that Iranian oil shipment advanced 13% in the beginning of 2013 in spite of the 
implemented sanctions. It also cites The Iranian Students’ News Agency that Iran purchased two 
supertankers from China that joined the Iranian fleet in the beginning of 2013 as well (Jewish Virtual 
Library, 2014).   
     In the past decade, China and Russia, both authoritarian governments, have established informal 
alliances with the Islamic Republic of Iran. According to George Simpson (2010) for Middle East 
Quarterly, there is a new geostrategic axis formed: the “Moscow-Beijing-Tehran” alignment, which is 
anti-United States oriented and has a common goal of pursuing economic self-interests and reducing U.S. 
influence. What unites China and Iran is the fact that both are “proud heirs to two great and ancient 
civilizations that have been humiliated and made victims of Western imperial aggression” (Simpson, 
2010). Simpson (2010) also makes the connection that China is in support for Iran, due to its status of the 
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second-largest consumer of oil in the world today. In 2009, Iran replaced Saudi Arabia as China’s major 
oil supplier. China also shows interest in modernizing Iran’s oil industry, since it has an enormous need 
for help. The author also gives an explanation on Russia’s behavior of support for Iran. He mentions the 
fact that both countries are major producers of oil, therefore they share a “common interest in establishing 
pricing policies for oil and natural gas as well as manipulating these markets to their advantage” 
(Simspon, 2010). Building on these relations between the three nation-states, Simpson (2010) brings up 
the United Nations’ sanctions on Iran and the Chinese and Russian role in them. He states that both of the 
countries, both permanent members with veto power on the UN Security Council have been an 
impediment in the implication and imposition of effective sanctions or forceful measures on the Islamic 
Republic. It is believed that the Russian President Vladimir Putin has been playing a “double game” by 
pronouncing a nuclear-proliferated Iran a “strategic threat” to Russia, and at the same time stating that 
Russia does not see any evidence that Iran is trying to obtain a nuclear weapon (Simpson, 2010). 
      In addition to their cooperation over Iran, in recent years China and Russia have demonstrated mutual 
desire for expansion of their economic and political ties. They have overlapping security interests in 
Central Asia and have discovered a need for collaboration. They also coordinate their foreign policies in 
the United Nations with one of the main purposes being to “block Western-backed efforts to impose 
sanctions on anti-Western regimes,” like the case of Iran (Weitz, 2012, para.6). The two nation-states 
share a commitment to a philosophy of “state sovereignty (non-interference) and territorial integrity 
(against separatism)” (Weitz, 2012, para.6). Some experts argue that the more pragmatic reason for this 
approach is the desire of both countries to “shield their human rights and civil liberties abuses, and those 
of their allies” from Western criticism (Weitz, 2012, para.6). Russia and China also resent the general 
approaches of the United States’ foreign policy, in particular, the democracy promotion efforts, missile 
defense programs, and the tendency to interfere in their internal affairs and spheres of interest (Weitz, 
2012). On the other hand, the two nation-states have not undertaken any major shifts in their economic or 
political agendas in order to give the other one a bigger role in them. Therefore, some critics argue 
whether the closer relations between Russia and China that emerged in recent years will in fact be the 
basis for a continuous and sturdy partnership. High levels of suspicion between the two nation-states 
remain in their activities in Central Asia, where their state-controlled firms compete for energy resources. 
There are also impediments to a successful partnership embedded in the societal level in both countries, 
where strong negative stereotypes exist towards the other culture. The efforts that were taken by Russia 
and China to promote their prospective partner’s culture on the domestic level have proven to have given 
little positive results. The two countries also failed to synchronize their economic and political agendas in 
the Shanghai Cooperation Organization (SCO) summit in 2012, where Russia opposed to the Chinese 
proposal for a SCO development bank, as well as earlier proposals for establishment of a SCO-wide free 
trade zone. Russia and China are also not each other’s main economic partner. Hence, despite the mutual 
concern about American strategic ambitions, the two eastern governments have not yet demonstrated 
many efforts to actively cooperate and build a strategic resistance against it (Weitz, 2012).  
     Another approach of understanding the positions of Russia and China is looking at the two nation-
states from a social identity theory perspective. Their desire for status, international recognition and 
respect can be explained by the notion that social groups strive for a “positively distinctive identity” 
(Larson and Shevchenko, 2010, p.66). Social identity theory can also give reasoning behind the changes 
in strategies of the two eastern nations which are not driven by their relative material capabilities nor by 
simple adaptations to structural conditions or external circumstances. This theory could explain why the 
two nations have not sought to synchronize their political and economic aspirations and have not 
established a military coalition between each other. With the strong Western ideological and 
predominance that was enhanced after the end of the Cold War, Russia and China have been looking for 
their rightful and respectable position on the global arena (Larson and Shevchenko, 2010).   
     The United States is the most vigorous activist in making sure that sanctions against Iran are imposed 
and implemented. They have encountered big impediments, though, even by some of their most reliable 
partners due to economic self-interest. One of the important nation-states that the U.S. desires to persuade 
to abstain from its support to Tehran is China. The United Nations Security Council indeed has succeeded 
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in imposing several sanctions against Iran, but China’s commitment to these sanctions is still uncertain, 
due to its economic ties with Iran, especially import of petroleum. China is still relying on Iranian oil; 
therefore it is committed to continue its business with Iran, even if it requires not implementing any 
Security Council sanctions (Downs and Maloney, 2011).  
     Iran has undergone several United Nations sanctions for the past decade, which have inevitably 
affected its economy. China, however, has not ceased its economic ties with the Arab country, despite the 
sanctions. According to Harold and Nader (2012), the Chinese strategy has become obvious to analyzers: 
the country is overwhelmed by international pressure to vote for the passing of a new set of Security 
Council sanctions, but then pursues its own interests anyways by ensuring economic cooperation and 
deal-making with Iran. By doing this, China blunts the impact of these sanctions on Iran and makes them 
nearly ineffective. The biggest tie between the two states is Iran’s abundance of natural resources (and in 
particular, petroleum) and China’s increasing need for energy. China expressed interest in helping Iran to 
develop the giant South Pars field in Iran, and also its heavy oil fields. Until recently Iran did not have a 
developed refining capability to meet its domestic oil demands and had the need to import, which means 
that the sanctions would have had a huge negative impact on the Islamic Republic, but with Chinese help 
through exporting oil to Iran and developing its refining capacity, Iran has recently stated that it could 
meet its petroleum needs and it did not need to import. Some scholars argue that China’s behavior is 
based on its energy needs and beneficial partnership with Iran, but also on its rivalry with the United 
States, based on the Chinese perception that the U.S. is trying to cease the Asian state’s rise to a great 
power-status country (Harold and Nader, 2012).  
     A goal for the United States during the last ten years has also been to convince Russia to abandon its 
support to Iran and instead fully commit to the internationally imposed sanctions on the Islamic 
Republic’s nuclear program. The Russian agenda on Iran is completely different from the United States’ 
one due to national interest, such as oil and gas investment programs. This adds up to the conclusion that 
the UN Security Council can expect little, if any at all, decisive assistance to its plans to prevent Iran from 
obtaining a nuclear weapon. Statements made by some Russian officials have made clear that Russia does 
not support economic sanctions towards Iran and that it does not perceive Iran’s nuclear program as a 
threat (Cohen, 2010). Russia has strategic interests in Iran’s energy sector, where it plans to develop an 
“OPEC-style gas cartel with Iran and other leading gas producers,” and by doing this it expects to 
enhance its “energy-superpower status” which will allow it to control gas projects and pipelines in 
Eurasia (Cohen, 2010, p.8).  
     Without doubt, the United States has proven to be very persistent on its battle against the Iranian 
nuclear program. It is an initiator in the Security Council to accept more UN sanctions, and also imposes 
unilateral sanctions to Iran as well. In 2010, it imposed a set of very strict sanctions targeting the Oil and 
Trade sectors, in 2007 the financial sector was targeted, too, by sanctioning three Iranian banks, which 
expanded to twenty in 2011 (Zirulnick, n.d.). According to Suzanne Maloney (2012), the recent U.S. 
sanctions on Iran offer a new direction of politics towards Iran, different from the decades-long 
“combination of pressure and persuasion” (para.2).  Some of them leave an open door for a six-month 
period for foreign governments to find new crude oil suppliers, or just to find ways around the sanctions 
to continue their trade with Iran (Maloney, 2012). Many other sanctions, out of the UN ones, have been 
established over the past decade by the United States. It is the other members of the Security Council that 
the U.S. has to convince to support and commit to the sanctions against Iran, in order for them to have 
any effect. The United States has been forced to impose sanctions on every individual, group, business, or 
country which violate the international economic sanctions on Iran.  
     The European Union’s position on Iran for the last decade has not changed significantly. In 2006 and 
2007, they were supporting the UN sanctions, but were also calling for attempts to negotiate with Iran. 
Their motto today is “More pressure on Iran, more sanctions on Iran,” said by the European Council 
President Herman Van Rompuy (Miller, 2012, para.1). In 2008 and 2009, one of the Permanent Members 
of the Security Council, France, stated its opinion that a possible UN ban on gasoline sales to Iran would 
not find the needed support within the Security Council. In the beginning of 2012, France made a 
statement that the EU should follow the path laid by the United States and enforce more, stricter sanctions 
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on Iran. The United Kingdom also established more unilateral sanctions towards Iran in the end of 2011, 
but both countries found difficulties addressing the issue to the Security Council due to the lack of 
support from Russia and China (Reynolds, 2012). France and Britain have agreed to stop importing oil 
from Iran. France’s biggest oil company, Total, has stopped the import of any crude oil from the Islamic 
Republic as well (Hafezi, 2012). In the beginning of 2014, however, there was evidence that French 
companies had taken several business trips to Iran and the French president François Hollande stated that 
he could suggest to them not to sign contracts with the Islamic Republic, but he could not exercise control 
over their actions (Landler, 2014). 
Methodology 
     The research is being conducted by using the comparative approach with a concentration in case study 
analysis. According to D.B. Bromley (1986), all case-study researches begin with the desire to derive a 
close or otherwise in-depth understanding of a single or small number of “cases,” set into their real world 
contexts. Robert K. Yin (2009) adds that a case study research is “an empirical inquiry about a 
contemporary phenomenon (e.g., a “case”), set within its real-world context—especially when the 
boundaries between phenomenon and context are not clearly evident” (Yin, 2009, p.18). Hence, the case 
study research “assumes that examining the context and other complex conditions related to the case(s) 
being studied are integral to understanding the case(s)” (Yin, 2012, p.4). According to Susan Soy (1997), 
case studies “emphasize detailed contextual analysis of a limited number of events or conditions and their 
relationships.” This method is used to study contemporary real-life situations in order to give an objective 
explanation to the given issue (Soy, 1997). The case study analysis is used as a compliment to the 
comparative method in this research in order to obtain more comprehensive and elaborate results. This 
research is seeking to examine whether national interest plays a significant role in policy-making. In order 
to establish such a correlation, the study follows five nation-states which have equal powers in the 
institution of the United Nations Security Council. The United States of America, France, the United 
Kingdom, the Russian Federation, and the People’s Republic of China are being compared in terms of 
their implementation and compliance to the sanctions that have been established on Iran by the UNSC. 
First, they are compared in the research in terms of their national interest in Iran, and in particular, their 
interest in the oil and gas sector. An assessment of each of the five nation-states’ petroleum import and 
the level of dependency on Iranian oil is made, in combination with their economic relationships with the 
Islamic Republic after the UNSC sanctions were imposed. Then, the results are interpreted and a 
comparison analysis is made. Second, a further question was inquired in the research, and it is whether 
noncompliance with the international sanctions imposed on Iran of the five permanent members of the 
UNSC is influenced by political aspects and zeal for relocation of power. In particular, the political 
aspects that are being examined are the historical changes and shift of global dominance after the end of 
the Cold War. 
Research Findings 
     After applying the chosen methodology and researching the issue, conclusions about the hypotheses 
can be made. While examining the available data, one fact was impossible to stay unnoticed. While all 
five permanent members of the UN Security Council unanimously vote in favor for the sanctions against 
Iran, not all of them commit to their implementation. Russia and China violate the established sanctions 
and continue to proceed to their national interests of either exporting oil from Iran or investing in the 
development of the Iranian petroleum sector. The two nation-states even declare openly that they do not 
believe that the imposition of economic sanctions is the correct method of approach. They hold the 
position that only the nuclear sector should be targeted by any kind of sanctions, because otherwise the 
sanctions are crippling the economy of the Islamic Republic and their primary goal is regime change and 
not suspension of the nuclear program (Wellman, 2010c). France and the United Kingdom appear more 
committed to carry out the sanctions, but it cannot be firmly determined that they implement them a 
hundred percent. The United States pursues its own agenda towards Iran in compliment to the United 
Nations Security Council sanctions and strongly condemns the Iranian program for nuclear proliferation. 
It is clear that Russia and China do not disregard their particular interests in the Iranian oil-and-gas sector, 
because despite the sanctions, they continue to invest in and/or export its products. As noted in the 
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literature review, some experts have determined that if the sanctions on Iran are lifted, the global price of 
petroleum would decrease, and hence many countries would save a lot of money, including the United 
States, France, and the United Kingdom. On the other hand, as a result of the sanctions the market in Iran 
is lacking much foreign presence, and China and Russia are taking advantage of this. It is clear that all of 
the five permanent members of the UNSC have officially recognized Iran as a threat to the world order, 
because they all voted to make the question a problem of the Security Council agenda in 2006. Therefore, 
a conclusion can be made that international policy-making is influenced by national interest, which could 
lead to unipolar decisions for a county’s own benefit instead of deciding whether multilateral decisions 
would be successfully implemented and would give the desired outcome. However, the position of the 
two European countries and the United States in terms of disregarding their interest in Iranian petroleum 
demonstrates that there are exceptions to the latter statement.  
     A similar conclusion can be derived from considering the national interests in terms of political aspects 
and aspirations. An explanation to this is the factor of the significantly different historical experiences and 
political cultures of the five examined states. The United States, France, and Great Britain are examples 
of the Western political views and concepts, while Russia and China share a common recent political 
experience with the Communist political and economic ideology. Since the end of the Cold War, the 
“Americanization” of the world has caused Russia and China to find their identity between “great powers 
of the past” and the new order of a world where communism is considered defeated. They believe to have 
special responsibilities and influence in their regions (Mandelbaum, 1997). Despite the region-specific 
issues, Russia and China (as well as Iran) are united in their resentment towards the dominant global 
status of the United States in “the realms of politics, economics, and military power” (Ahrari, 2001, 
p.453). In their view, the political distribution in the post-Cold War world is unipolar and is ruled by US 
hegemony. The two countries are determined to seek military and economic dominance in certain regions 
and balance on the global stage (Ahrari, 2001). They see the pressuring Western sanctions on Iran as 
efforts for gaining more levels of control in the Middle East and as threat to their national interest in the 
Islamic Republic’s petroleum sector. An unanswered question still remains, however, in why do China 
and Russia still vote in support for the UNSC sanctions. John W. Garver (2011) speculates that China, in 
particular, is playing a dual game toward Iran. What appears to be an emerging partner of the US against 
the Islamic Republic is only superficial because China delayed the passage of each of the UNSC 
resolutions, which perhaps gained extra time for Iran to advance its nuclear agenda. China also made sure 
that the sanctions were softened, but still enough to drive most foreign investors out of the Iranian market 
and leave a big gap for Chinese businesses to replenish. In addition, in multiple UNSC debates the 
Chinese spokesmen cast the issue with Iran as a disagreement between the United States and the Islamic 
Republic instead of a problem between the international community and Iran (Garver, 2011). 
     In the case with Russia, Moscow does not view the current and possible further development of the 
Iranian nuclear program as a threat as long as it stays away from the hands of a radical Islamist regime. In 
the UN, Russia, like China, considers the matter a U.S-Iranian problem only. Russia, though, has 
particular political interests that it wants to pursue by using its position on Iran. A tendency has been 
formed, where in times of rapprochement between the United States and Russia, Moscow would freeze its 
relations and support towards Iran, while in moments of high tension, its relations with Iran would be 
boosted (Kozhanov, 2012). According to Nikolay Kozhanov (2012), who served as an attaché in the 
Russian embassy in Tehran, Russia has some specific demands for the United States, which if 
Washington considers and decides to implement, Russia would then rethink its position on Iran. Some of 
the issues that Kozhanov (2012) lists are: U.S. antimissile defense in Eastern Europe; the presence of third 
powers in the Caucasus and Central Asia; limitation of the North Atlantic Treaty Organization’s (NATO) 
advance to the east; construction of oil and gas pipelines seen as threatening to the economic interests of 
Russian elites. Therefore, it can be implied that Russia and China strongly consider their national interests 
in policy-making, and they do not completely comply with the UN multilateral decisions.  In the case of 
this research these interests are Iran’s petroleum and oil-and-gas industry, as well as the pursuing of their 
agendas in a world that they consider led by U.S. hegemony. The current international situation, 
established in the spring of 2014, further complicates and prolongs the resolution of the Iranian problem. 
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The US and EU relations with Russia are at high tension due to the Russian acquisition of Ukraine, and 
only time will show whether the UNSC permanent members will find a way to adhere to multilateralism, 
ignoring all national interests and unipolar decision-making. 
     These findings do not completely support the null hypothesis of the case study research. Russia and 
China strongly follow their national interests and disregard the need for a strong pressure and multilateral 
decisions on the Iranian nuclear program, which is seen by the UNSC as a threat to the world order. In 
contrast, the United States, France, and the United Kingdom choose to pursue multilateral policy-making 
by leaving their national interest in the Iranian petroleum and oil-and-gas market behind, even though the 
sanctions cause them to pay higher prices for petroleum. This conclusion determines that the hypothesis is 
not entirely valid either.  This project requires further research in terms of the ongoing nature of the case 
study issue.  
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Abstract 
      The courses Introductory Macroeconomics and Microeconomics are pre-requisites for students 
majoring in International Studies taking the course International Political Economy (IPE). A solid 
preparation in macroeconomics is required in order to assimilate the complexities of IPE; and it, 
therefore, becomes an important pedagogical and current issue.  This paper pretends to test two 
hypotheses: the first hypothesis argues that a majority of incoming INT-205 (IPE) students lack sufficient 
preparation and understanding of macroeconomics (despite the fact that Introductory Macroeconomics 
and Microeconomics are pre-requisites to enrolling INT-205, for students majoring in International 
Studies). The second hypothesis states that a second quiz of macroeconomics administered to the same 
students on the last day of IPE classes shows a considerable improvement in relation to the first one.  
After testing these hypotheses, the paper proposes the creation of a course about Introductory 
International Political Economy (IIPE) based on a dynamic approach to inter-relating economic indicators 
with political and social ones in national and international contexts. The author recommends keeping the 
Introductory Macroeconomics pre-requisite while the Introductory Microeconomics course can be 
excluded from the curriculum because IPE is basically related to macroeconomics issues in the 
international arena. 
Introduction 
     A basic background in elementary macroeconomics is necessary for a more complex course about 
international political economy (IPE) in which economic, political and social issues are closely 
interconnected. This author has taught INT-205 (International Political Economy at the undergraduate 
level) on sixteen occasions.  The first class in each course includes a quiz about elementary 
macroeconomics, the results of which have shown that students’ background in macroeconomics is not 
satisfactory, despite the fact that both ECO-105 (Microeconomics) and ECO-106 (Macroeconomics) are 
pre-requisites to International Political Economy.  During the overall course time of teaching this subject 
the author has had to emphasize basic economic concepts that were supposed to be known.  Some of the 
weak points that students have shown so far are that: (a) they studied the different chapters of the 
macroeconomics and microeconomics textbooks without inter-relating their main components; (b) the 
“caeteris paribus” assumption, which is necessary for understanding each concept separately, becomes an 
obstacle if it is not relaxed when studying the economy as a whole and the inter-relation among its 
components; (c) they are used to studying economics in a memorizing way without delving deeper into 
each of the components (for example free trade chapters do not generally  contemplate the relationship of 
free trade to unemployment and to the general situation of the economy); (d) they are not used to 
attempting essay-type questions in their exams, but rather used to quizzes, short-answer questions, or 
calculations based on memorized formulae; (e) students find it hard to understand real economic problems 
in the national or international arenas since political or social issues are not usually linked to the teaching 
of economics. 
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     This paper intends to prove two hypotheses: the first one states that a majority of incoming INT-205 
students lack sufficient preparation and understanding of macroeconomics (despite the fact that 
Introductory Macroeconomics and Microeconomics are pre-requisites to enrolling in INT-205, for 
students majoring in International Studies). The second hypothesis argues that a second quiz of 
macroeconomics administered to the same students on the last day of IPE classes shows a considerable 
improvement in relation to the first one. This paper also includes a survey distributed to students about 
the creation of a new course of Introductory International Political Economy (IIPE) on the basis of a 
holistic approach to teaching macroeconomics inter-relating economic, political, and social issues in the 
context of domestic and international relations.   
     The paper is structured into four sections: The literature review section of this paper discusses 
textbooks published by other scholars on how to teach macroeconomics in general as well as Introductory 
IPE. This is followed by a section on Methodology which describes the hypotheses and the main content 
of the proposed course in IIPE. The Findings section intends to prove the two hypotheses on the basis of 
statistical inference to data about assessment quizzes and surveys, as well as the author’s teaching 
experience in Introductory Macro and Microeconomics and IPE from 1999 to 2014. This section also 
includes the proposal for the creation of a new course about IIPE. The paper ends with the Conclusions. 
 Literature review 
     From the late 1990’s until 2009 the author has been teaching introductory macro and microeconomics 
using several editions of the same author, starting with McConnell, Brue (1996).  In the subsequent 
editions, the authors have added chapters, upgraded data, introduced online technology, and created a 
very thorough treatment of pedagogically well explained economics. According to the preface of the 19th 
edition, “nearly one out of four U.S. students in principles courses used the 18th edition of Economics .” 
Therefore, this textbook plays an important role in the learning of economics in the largest economy of 
the world.   
     McConnell et al (2012) follow the general focus of their preceding editions in the sense that each 
chapter basically refers to one specific topic (for example fiscal policy) which is explained theoretically 
and with some examples with reference to other chapters (like the business cycle), but without a deep 
connection among other topics inside a country, and even less in the international arena.  This inter-
relation in the real world (for example between fiscal policy, unemployment, and inflation) is left to 
students in research papers or in their professional work. The assumption “caeteris paribus” is 
systematically used in the explanation of different topics. 
     Morales-Pita (2003) analyzed the treatment of contractionary fiscal policy in eight textbooks about 
macroeconomics, and in all of them the topic was related to inflation, but not to unemployment, and all of 
them assumed that if demand went down, then the price level also did, which contradicts economic 
reality. Later on McConnell et al, (2012) introduced the concept of sticky prices, but again without 
explicitly referring to unemployment. 
     In 2009, this author started to teach International Political Economy, which represents a milestone in 
his pedagogical and scholarly career because from that moment on he could relate the economic 
indicators not only among them, but also domestically and internationally, politically, and socially. So, 
the “caeteris paribus” assumption was replaced by a dynamic holistic analysis of “cause” and “effect” of 
policies among countries, as well as by a sequence of unintended consequences in time. Without a 
background in economics it is impossible to deeply understand the political and social changes taking 
place simultaneously in different countries as a result of the implementation of a given economic policy.  
Reciprocally, having perceived the political and social effects domestically and internationally, the 
economic significance of the policy was understood in a more complete way.  In other words, the 
knowledge of economics enables the better understanding of political and social issues internally and 
externally, while the knowledge of political and social consequences of the implementation of economic 
policies paves the way to a deeper understanding of economic indicators. For example, the 
implementation of the Marshall Plan was economically, and politically convenient for the US at the end 
of the World War II in 1944 because the recovery of Western Europe and Japan was necessary for the US 
economy; but the resulting recovery of the US allies harmed the US balance of trade as of 1971, and led 
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to unintended consequences around the world in the following two decades as far as inflation, 
unemployment, wars, and recessions were concerned.  
     Having come to the conclusion that textbooks in introductory macroeconomics consulted by this 
author do not generally inter-relate its indicators across different chapters inside or outside a country, and 
that economic indicators are not inter-related with political and/or social issues, it was then deemed 
necessary to analyze some textbooks in international political economy as far as dealing with economic 
indicators in explaining political and social issues. 
     Watson (2005) focuses on different definitions or trends in Political Economy (PE). The relationship 
between economic, political, and social issues is recognized and talked about, but the specific indicators 
of the three scientific directions are not mentioned. There is no connection to the most important 
economic events in the world.  The student who reads and studies this book will not be able to understand 
a newspaper article about the collapse of the EU, or the hegemonic character of the US economy, the 
international institutions, or international indicators. 
     For example Chapter I – “Approaches to IPE: beyond states and markets” - deals with the different 
theoretical perspectives in IPE, but without the use of a single economic parameter or indicator. Chapter 
II – “Historicizing Rationality Assumptions” – focuses on IPE in the History of Economic Thought by 
different schools of thought analyzing the relationship between the individual and society. There is no 
mention of a single economic indicator. Chapter IV – “Moral Propriety within PE:  The work of Adam 
Smith” – mentions some economic parameters as price, cost of production, and producer, but does not 
explicitly relate them to political or social problems. 
     In Watson’s text IPE is simply the extension of international relation debates to economic issues. The 
roots of PE can be found in moral philosophy. Watson (2005) relates political economy with social issues 
in the sense to go beyond the states and the markets approach. The purpose of this textbook was not to 
indicate which economic indicators should take place in the interaction between political and social 
issues.  
     Sackrey et al (2010) states that PE is different as interrelated with economic, social, and political 
issues.  PE was identified with mainstream economy. They trace a mythical separation of the mainstream 
economics between economics and political power. 
     The text studies renowned authors such as Adam Smith, Karl Marx, Veblen, Keynes, Galbraith, and 
the Swedish Social Democracy.  It is interesting to note that they describe the modern welfare state in 
Sweden, which represents a society where the public understanding of capitalism has been influenced 
more by ideas from political economy than by those from the economic mainstream.  
     Sackrey et al (2010) criticize “mainstream economists,” referring mostly – but not exclusively - to 
economic models that (1) are narrowly conceived, (2) are quantitative and expressed in complicated 
mathematical terms, and (3) depend upon certain restrictive assumptions about how people behave, 
always have behaved, and always will behave. The authors recognize that there are mainstream 
economists who move beyond the strict confines of models and assumptions to examine institutional 
aspects of the economy, and that many empirically investigate people’s actual behavior, instead of 
assuming that they all behave in the same, predictable way.  They do not refer to current world economic, 
political, or social issues, not even to globalization and its consequences on the world economy. 
     Balaam et al (2013) contains a current historical approach to the main IPE problems, but there is no 
mention of macroeconomic indicators, which are assumed to be known. 
It uses an analytical approach synthesizing methods and insights derived from economics, political 
science, and sociology as conditioned by an understanding of history and philosophy, as well as 
interrelationships of the state, market, and society in different nations. It also centers and profoundly 
shapes three interrelated global developments:  the Arab Spring, The European sovereign debt, and the 
Occupy Wall Street movement, which are a reaction to corrupt government and growing inequality. 
     The first chapter of the text deals with the fundamental nature of IPE and some analytical issues 
related to its multidimensional character.  Chapters 2 through 4 are the core chapters of the text that 
explore the history and policies associated with the three dominant IPE perspectives, economic liberalism, 
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mercantilism, and structuralism.    Chapter 5 develops two alternative IPE perspectives – constructivism 
and feminism – that derive, in part from the three main outlooks under study. 
     The authors refer to important IPE issues such as globalization in inter-relation with trade, growth and 
income inequality; the combination of national security and democracy; the influence of social groups on 
markets; the rise of the emerging economies; the relationship between financial crises and market 
regulation; and the power of transnational corporation and markets in fighting against illegal markets. 
     The consulted textbooks in IPE did not meet the requirements for a pre-requisite to the INT-205 course  
(holistic inter-relations of economic indicators, and inter connections among economic, political and 
social issues) because of the following reasons:  a) Watson (2005) does not include the specific indicators 
of the three scientific directions, and doesn’t show a connection of IPE to the current most important 
economic events in the world; b) Sackrey et al (2010) do not refer to current world economic, political or 
social issues, nor globalization and its consequences on the world economy: c) Balaam et al (2013) 
contain a current historical approach to the main IPE problems, but there is no mention of macroeconomic 
indicators, which are assumed to be known. 
     For students majoring in IS, and consequently taking IPE (INT-205), it is necessary to receive the 
knowledge of macroeconomics under a holistic approach combining economic indicators with political 
and social ones inside a country and among countries. According to the author of this paper, the 
conventional way to teach economics should be modified or complemented to make it more accessible 
and understandable for students majoring in IS. To study macroeconomics without establishing 
connections with political and social issues does not provide students majoring in IS with the background 
to understand the historical development of the world in which most assumptions do not stay constant. 
For example it is very hard to learn about economic development in China without delving into its 
political and social context, as well as its historical relationship with the US, Latin America, Asia, and 
Europe.  
     The pedagogic and scholarly contribution of this paper is to create the foundation and main focus of an 
IIPE course holistically dealing with macroeconomics for students majoring in ID, as a pre-requisite for 
the IPE course. The following section is dedicated to the methodology used to test the hypotheses of this 
paper. 
Methodology 
     This paper will analyze the inter-relationship between the teaching of Introductory Macroeconomics 
and IPE.  The author’s experience shows that incoming students lack sufficient preparation and 
understanding of macroeconomics, despite the fact that it is a pre-requisite for INT-205.  The author has 
come to this preliminary conclusion on the basis of the scores of quizzes about macroeconomics 
administered by him to INT-205 students on the first day of class during the last three academic years. 
These quiz scores will help prove the first hypothesis, arguing that students entering the INT-205 course 
do not have enough background in macroeconomics. To test the hypothesis the author will use a left-
tailed Z test for population proportions at 5% significance level.   
     At the end of each course, the author has administered a harder quiz about macroeconomics to the 
same group of students.  The results of the second quiz suggest a considerable improvement in the 
knowledge of macroeconomics and led the author to the second hypothesis of this paper, which is that by 
the end of the quarter, there has been significant improvement in students’ macroeconomics background. 
The hypothesis will be tested through a direct comparison of the scores in both quizzes in each section of 
INT-205 and by checking for homogeneity using the chi square distribution with 5 degrees of freedom, 
with a significance level of 5%. 
     This paper also includes a survey administered to a significantly capable section of INT-205 students 
about their opinions of a prospective IIPE course in order to eliminate their deficiencies in 
macroeconomics previous to taking the INT-205 course. As a result of this survey, this paper also 
proposes that the traditional Introduction to Macroeconomics course should be complemented with a 
holistic approach inter-relating economic indicators with political and social parameters inside a country 
and among countries. This new focus would emphasize critical thinking versus memorization, and replace 
short answers and quizzes with essay-type questions in the evaluation system. The Introduction to 
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Microeconomics can be removed as a pre-requisite, given the fact that IPE issues are basically related to 
macroeconomic phenomena.  The use of figures and mathematical formulae inter-relating microeconomic 
issues - that have considerable importance for students majoring in economics, finance, business, or 
accounting -  are not frequently used in international relations. The different market structures explained 
in Introductory Microeconomics can be understood by explaining IPE concepts like contagion as a result 
of oligopolistic behavior of several governments without introducing the oligopolistic or monopolistic 
competitive figures. The concepts of positive or negative externality and minimum wage discussions, 
among other topics, can also be understood without the use of figures.  
Findings 
     Students’ lack of preparation in macroeconomics was perceived by this author the first time that he 
taught IPE using  Cohn, (2009). In the first class, a quiz was administered  about elementary 
macroeconomics which contains the basic knowledge required for IPE without introducing any figure or 
calculation.  Each question refers to theoretical aspects which are required to be known for the INT-205 
course.  Table # 1 lists the results of the quizzes since the Fall 2012 quarter. The first hypothesis states 
that a majority of incoming INT-205 students lack sufficient preparation and understanding of 
macroeconomics, despite the fact that it is a pre-requisite for INT-205. 
     Table # 2 contains the summarized results of the preceding table # 1. The statistical analysis was 
performed by Dr. Stefanos Orfanos, Invited Assistant Professor of Mathematics, at DePaul University.  
His contribution is placed inside quotation marks in the paper.  
     “The null hypothesis can be stated as     Ho : p = ½  and the alternative hypothesis as   H1 : p < ½. The 
resulting Z-statistic has value: 
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     The value of statistics lies in the rejection region of the normal distribution, assuming a 5% 
significance level.  There, we reject the null hypothesis in favor the alternative.  In other words, there is 
sufficient evidence to claim that a majority of the students taking INT-205 are unprepared in 
macroeconomics.  
     The second hypothesis testing procedure works by directly comparing the students’ first and second 
attempt scores in each group and checking for homogeneity (which would imply that the difference in 
their performance is statistically insignificant or not).” Orfanos, S. (2014). 
     The data for the second hypothesis are listed in table # 3: 
     “As can be seen from the previous table, the aggregation has been done from four different sections 
(INT-205 during   S 2013, F 2013, W 2014 and S 2014), thus getting the following table of frequencies:  
     Denoting by O ij  the observed value in the (i,j)-cell of the table, 1≤ i ≤ 6, 1≤ j ≤ 2,and by p ij  the true 
proportion of the ith-group members in the j-th population (which are unknown). The null hypothesis can 
be stated as: 
                                           Ho : p 1i  = p 2i  , 1≤ i ≤ 6 
     Under Ho, we  estimate  p ij   by  the relative  frequency  with n j  being the size of the j-th population.  
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Then, n j p ij  is used to estimate O ij  in the 𝑥 2  𝐺𝑜𝑜𝑑𝑛𝑒𝑠𝑠-of-Fi statistic Q, given by: 
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Using the given data, we obtain: 
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= 1.059 +1.111+0.945+0.991+0.943+0.989+0.613+0.642+0.194+0.203+07.265+7.620=22.575 
     The value of the test statistic lies in the rejection region of the 𝑥 2  distribution with 5 degrees of 
freedom, assuming a significance level of α 
                                 𝑥 2

05.0 (5) = 11.07 < 𝑄 
     In other words, the difference in performance is statistically significant at the 5% level, based on the 
given data.” (Orfanos, S.,2014). 
     Taking into consideration that, firstly, the insufficient background in macroeconomics made it very 
difficult for the students to understand IPE; secondly, the IPE deals with economic issues as they relate to 
political and social ones; and, thirdly that there is a holistic inter-relation among indicators not only 
domestically inside a country, but also internationally, it was indispensable for the author to implement 
the learning of macroeconomics for students majoring in International Studies with a new approach.  
     According to the author’s five-year experience in teaching IPE, these students did not have to deal 
with mathematical figures which traditionally comprise a large proportion in the teaching of 
macroeconomics to students majoring in the college of commerce. Generally speaking, they did not have 
to calculate formulas that they would have to memorize; for example, for them it was basic to understand 
how inflation and interest rates are connected without having to remember the formula for inflation. They 
were used to reading, and discussing several textbooks, and to undertake critical analyses of different 
political and social points of view.  
     The Fall 2013  INT-205  section reported perfect attendance in the 60 % of the class sessions, 100% 
participation in the two seminars, 100% passing and 66% students with “A” grades. The students inspired 
this author to create a survey about their opinion as to which would be the components of a syllabus for a 
course preceding INT-205. All students filled out the survey.  They were encouraged to do so by giving 5 
extra points to be added at the total score of the course.  
     The results of the survey are listed below: 
List of topics 

 
A) Economic indicators and stabilization instruments in relation to the US economy. 
B) Economic indicators and stabilization instruments in relation to different countries’ economies 

(for example the effect of free trade in Mexico in relation to unemployment in Mexico and the 
US) 

C) The use of figures. 
D) Economic issues interrelated with political ones. 
E) Economic issues interrelated with social ones. 
F) Economic issues interrelated with political and social ones. 

 
     A total of 22 students participated in the survey (100% of the roster), whose results are shown in table 
# 5. 
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     The issue considered to be most important to be included in the syllabus was “economic issues 
interrelated with political and social ones.”  Only one student thought this issue to be not important. 
     The second most important issue to be included in the syllabus was “economic indicators and 
stabilization instruments in relation to different countries” economies. 
     The majority of students considered the inter-relation among economic, political, and social issues to 
be very important, as well as the inter-relation of indicators and stabilization instruments among different 
countries. Consequently, a holistic approach is highly needed as an antecedent to International Political 
Economy. 
     The least important topic to be included in the syllabus was “figures,” which absorbs a considerable 
amount of time in the classes of Introductory Macroeconomics and especially Microeconomics.  Only one 
student thought this topic to be very important, and three students, thought it to be important. So, 
according to this survey, figures, which are so important for majors in economics or business, are not 
indispensable for majors in international studies.   
     Recommendations about improving the syllabus, mentioned by some students, were the following:  1) 
To reduce the number of case-studies; 2) To allocate  “Growth versus social justice” before the political 
indicators; 3) To reduce emphasis on political indicators because they are included in other INT courses; 
4)To allow more time for  “Important parameters in macroeconomics, including supply and demand”.The 
results showed that students were able to inter-relate different topics in IPE.  They proved to have a 
holistic approach to the course INT-205.   
     Considering the results of the macroeconomic quizzes, and the survey about the components of a 
course as a pre-requisite to INT-205, this paper is proposing the creation of a course about IIPE.  The 
current Introductory Macroeconomics course can be complemented by this course while the course 
Introductory Microeconomics (ECO-105) can be removed as a pre-requisite since Microeconomics issues 
rarely take place during the IPE course. 
Proposal of a new course about IIPE 
     This new course should include the components listed in table # 6: 
     The creation of the IIPE in the undergraduate curriculum for International Studies majors as a pre-
requisite for INT-205 was approved at the International Studies Department meeting on March 7, 2014. 
The author was given a release time to prepare the new course in the 2014 Fall quarter, and, if approved 
by the academic instances at the university level, it may be taught for the first time in the Fall 2015 
quarter. 
Conclusions 
     This paper has proven two hypotheses arguing, firstly, that the students majoring in                                                     
International Studies show to have insufficient background in macroeconomics before taking the IPE 
course; and, secondly, that after taking the IPE, the students’ macroeconomic background shows a 
considerable improvement as measured by the results of two quizzes administered in the first and the last 
class sessions of IPE. The first hypothesis was proven through the use of a left-tailed Z test for population 
proportions at the 5% significance level. The Z value = -1.784 < -1.645 rejected the null hypothesis in 
favor of the alternative value (there is sufficient evidence that a majority of the students taking INT-205 
are unprepared in macroeconomics). The second hypothesis was tested trough the chi square distribution 
with 5 degrees of freedom, assuming a significance level of α= 5%, in which 11.07 < 22.575 (the 
difference in performance is statistically significant at the 5% level based on the given data). 
     Through proving the two hypotheses this paper is contributing to a new way to make macroeconomics 
more understandable to students majoring in International Studies with the creation of the course IIPE, the 
course outline of which has been detailed in the body of the paper. The course outline took into 
consideration the results of a survey administered to students and the author’s experience. The pedagogic 
and scholarly innovation has to do with the necessary interconnection of economic, political and social 
variables analyzing domestic and international issues in the IPE context.  Appendix 1 contains the 
students’ evaluations in INT-205 during the Fall 2013 quarter, which clearly show that the 
aforementioned innovation has been fully attained. 
Limitations and future research 
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     This author understands that, although there is convincing evidence that INT-205 students have 
insufficient background in macroeconomics, the new course about IIPE has not been implemented as yet.  
The author is preparing the material for this course that should be taught in the Fall 2015 quarter.  The 
effectiveness of the multidisciplinary approach proposed in this paper should be tested in the INT-205 
courses starting in the 2016 Winter quarter. Another research line should deal with the possibility of 
eliminating the current Introductory Macroeconomic course specifically for the INT students once the 
IIPE course had proven to be successful as a pre-requisite of INT-205.    
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Table # 1 – Results of the surveys about students’ backgrounds in macroeconomics 

 
 
 

Table # 2 – Statistical analysis of summarized data by section 
 
 F 2012 W 2013 S 2013 F 2013 W 2014 S 2014 F 2014 Total 
Pass ≥ 60 9 11 7 13 8 12 5 65 
Fail < 60 14 10 12 9 10 17 15 87 

 
Table # 3- Comparison of results in the macroeconomic quizzes obtained the first and the last class 
sessions. 
 
Score 90-100 80-89 70-79 60-69 41-59 ≤ 40 Passing > 

69 
INT-205 Spring 2013 
1st attempt 

       

# of students 19 3 0 1 3 5 7 4 
Percentages 15 0 5 15 26 37 20 
2nd attempt        
# of students 15 2 2 7 2 1 1 11 
Percentages 13 13 48 13 6.5 6.5 64 
INT-205 Fall 2013 
 1st attempt 

       

                 Score 
Section 

90-100 80-89 70-79 60-69 41-59 ≤40 Passing > 
69 

INT-205 Fall 2012         
# of students    23 3 2 4 0 6 8 9 
Percentages 13 9 17 0 26 35 38 
INT-205 Winter 2013        
# of students 21 1 0 1 9 3 7 2 
Percentages 5 0 5 43 14 33 10 
INT-205 Spring 2013        
# of students 19 3 0 1 3 5 7 4 
Percentages 16 0 5 16 26 37 21 
INT-205 Fall 2013        
# of students 22 0 4 4 5 3 6 8 
Percentages 0 18 18 22 14 28 36 
INT-205 Winter 2014        
# students 18 1 1 3 3 4 6 5 
Percentages 5.5 5.5 17 17 22. 33 27 
INT-205 Spring 2014        
# students  29 0 3 4 5 4 13 7 
Percentages 0 10 14 17 14 45 24 
INT-205 Fall 2014        
# students 20 0 1 2 2 5 10 3 
Percentages 0 5 10 10 25 50 15 
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# of students 22 0 4 4 5 3 6 8 
Percentages 0 18 18 22 14 28 36 
2nd attempt        
# of students 22 2 2 3 7 6 2 12 
Percentages 9 9 14 32 27 9 32 
INT-205 Winter 2014 
1st attempt 

       

# of students  16 1 1 3 3 4 4 5 
Percentages 6 6 19 19 25 25 28 
2nd attempt        
# students 16 1 3 4 4 3 1 8 
Percentages 6 19 25 25 19 6 50 
INT-205 Spring 2014 1st 
attempt 

       

# students 29 0 3 4 5 4 13 7 
Percentages 0 10 14 17 14 45 24 
2nd attempt         
# students 29 4 7 5 9 2 2 16 
Percentages 14 24 17 31 7 7 55 

 
 
 
Table # 4 - Statistical analysis of summarized data by section at the beginning and the end of the course. 
 
 
 A (90-100) B (80-89) C (70-79) D (60-69) F (41-59) F (≤40) 
1st attempt 4 8 12 16 16 30 
2nd attempt 9 14 19 22 12 6 
 
Table # 5 – Numeric results of the answers to the survey classified by topics.  A total of 22 students 
participated in the survey (100%) 
 

Topic Very important Important Not important 
A 0.59 0.32 0.09 
B 0.64 0.23 0.13 
C 0.04 0.27 0.68 
D 0.45 0.45 0.10 
E 0.45 0.45 0.10 
F 0.77   0.18 0.05 

 
Table # 6 – Subject matter and main content of the components of the course “Introduction to 
International Political Economy” 
 
Subject matter Main content 
Important parameters in 
macroeconomics 

Economic actors, self-interest, demand and supply, GDP, inflation, 
unemployment, the business cycle, trade balance, balance of payments 
(current account versus capital account), devaluation versus depreciation 
of the currency, relationship between currency changes and trade 
balance.               
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The essence of political 
economy, and its main 
components 

Political economy, the market versus the state, the theoretical 
perspectives. Definition of social sciences, economics and political 
science 

Stabilization instruments Fiscal policy, monetary policy, pro-cyclical and countercyclical policies; 
budgetary balance versus growth 

Dynamic interaction inside 
and among countries 

Domestic and International relationships between stabilization 
instruments and macroeconomic parameters.  

The world economy  Analysis of differences among developed, developing countries and 
emerging economies. 

Growth versus social 
justice 

Gini coefficient, Poverty rates, government spending in education, 
infrastructure, healthcare 

Political indicators Index of democracy, liberal and illiberal democracies, Indexes of 
democracy, freedom, and corruption 
Strength of the state, the political parties and civil society. 

The role of the US in the 
world economy 

Hegemony of the world economy, The Marshall Plan 
The collapse of the Bretton Woods agreement. The world recession in 
2007-2008 

Highlights of China The Rise of China. China’s main political economy issues 
Highlights of emerging 
economies 

Brazil’s and India’s rise and stagnation 

International Institutions’ 
role 

IMF, and the World Bank, and their theoretical IPE perspectives 

 
APPENDIX # 1 - STUDENT EVALUATIONS  (INT-205) FALL 2013. 
      In each question the author has included several students’ responses.  Each bullet point represents a 
different student’s answer.  
     Question: What research techniques, theoretical models, writing skills, or other tools did you acquire 
through this course? 
“This class is largely application based; we studied theories and economic practices that have failed or 
succeeded, and used this information to discuss the GPE of today.” 
“I acquired very strong tools as far as studying, researching concepts I didn't understand, and thinking 
outside the box with concepts that I can now apply to the IPE.” 
“I learned how to pin point the important points within a reading. I learn how link theoretical models and 
perspectives with the practical daily economic strategies of different countries.” 
“The class really helped me to synthesize information. Previous economic classes have been more about 
memorization but this was about applying concepts and thinking for myself.” 
“I acquired how to analyze and critically think about important economic issues on a macro scale that can 
be influenced through political issues as well. I also had learned how to effectively understand a graph in 
relation to historical issues that has been covered in class, allowing me to reason why a graph behaves in 
the way that it does.” 
“I learned how to analyze the international economy from a variety of perspectives.” 
“A great understanding of the international political economy, which I was really clueless about 
before...besides having taken micro and macroeconomics.” 
“This course taught me mostly economic terminology that is needed for a basis in economic research/ 
analysis.” 
     Question: Please cite one example of the relationship between the socio-politico-economic situation 
of a country and its foreign trade partners. 
“The EU (trade partners of 26 countries in Europe) and their socio-politico-economic situation where they 
feel like they will benefit more from having free trade and the same currency, making it easier to trade.” 
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“The relationship between the socio-political-economic situation of a country and its foreign trade 
partners will depend on the economic situation of the country at that time. The country must take into 
consideration how the inclusion of their foreign trade partners into their economy will affect the domestic 
producers and alter social dexterity.” 
“For example, when the US went into a recession, we didn't import as much. Because we weren't 
importing that means that other countries weren't exporting to us. This caused a global recession and a 
drop in the global GDP.” 
     “If one country is in recession, its consumption goes down. This means that this country's trade 
partners are affected. They will need to decrease their exports to that country because if its low demand 
for imports. This means that their balance of trade will lean more towards a deficit.” 
     “With Russia, Putin in his later years spent way to much money on the citizens creating a deficit in the 
government's budget. This helps the citizens, only until the country slips into a recession where 
investment drops and economy slows down. Politically, Putin wants to keep his power, however, he needs 
to balance government spending without leading to social unrest through heavy taxation or spending 
cuts.” 
“Growth is needed and without it many problems arise in both sides.” 
“If a country is unstable politically and socially, protectionist policies may be enacted in order to protect 
themselves from a potentially unstable global economy.” 
“One situation we learned was that of Latin America where it suffered from high debt and wasn't able to 
repay it because their exports were valued low in the international economy.” 
“The US and IMF interaction with Russia during the 1990s transitioning from a communist economy to a 
market economy. It affected poverty within society, disabled the Russian economy, and Russia lost trust 
with the US politically. Also the lack of rule of law can destroy the trust of the people in a government as 
happened in Russia.” 
     Question: Do you understand the connection between economics, politics and social issues? Please, 
briefly explain why. 
“Yes-- These three components are very intertwined; when something happens to one (for example, a new 
president is elected), the other two see changes because of it people believe in the government.” 
“Yes, the connection between economics, politics, and social issues is very important. Social issues can 
affect the economy and politics of a country and vice versa. For example, if the people of a country are 
not happy due to high unemployment, inflation, and a recession then that will have adverse consequences 
to the political environment of that country.” 
“Yes. If you look at issues of inequality you can clearly see how these issues penetrate economics, 
politics and social issues. There is social unrest and uprising surrounding this distribution, such as the 
Occupy movement. Investors don't want to invest in unstable economies and if the Gini coefficient is 
growing, this means the market of consumers may be shrinking.” 
“Yes, they are all interrelated. Politics: how to handle an economic dilemma, whether a government 
should be big or small. Social: how big or small the government's role is in an economy influences the 
amount of aid people can expect when economic recession strikes, economic problems may lead to riots, 
etc.” 
“Yes, an economy is in need of government spending to help get it out of a recession as private 
investment dwindles for fear of risking too much. Socially, the government could apply austerity 
measures that cause civil uprising in order to pay off debt or balance budgets. Politically, there can be a 
gridlock in the country during a recession since many interests are in conflict with each other.” 
“I understand the relationship a bit after our class. Growth is an important element in all of these areas 
since with it the country would be able to move forward, it also decreases inequality. The government 
must intervene in the economy if it is doing bad, once this happens then the private investors will be more 
willing to invest. The growing economy will boost social programs for the public if only the congress can 
agree on programs. They are all interconnected.” 
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“Yes, in that if government is corrupt or in a political gridlock they will be unable to pass measures that 
are needed to help the economy which will in turn negatively affect society and the "Social Contract" they 
have between them.” 
“Yes, a strong economy can only be achieved by a likewise strong government. A government helps to 
continue foster growth by providing social services such as unemployment compensation.” 
“Yes, politicians pick what to do with the economy, the economy then directly affects the people in 
countries and the people have issues such as poverty.” 
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Abstract 
     The authors’ survey of undergraduate nursing students and registered nurse graduate students working 
in medical settings reveals their perceptions of which methods of medical translation are actually used, 
how frequently, and how effectively. The results also make apparent some of the measures that the 
medical profession needs to take in order to improve its mandated communication with patients who have 
little or no English. 
Introduction 
     A patient’s condition was deteriorating and they were going to put the patient on a ventilator. No one 
on the unit spoke Spanish (including the doctor) to inform the patient of what was happening. Another 
time, in the ER, a male Hispanic patient presented and there was no one to interpret. The hospital 
supplied an interpreter over the telephone, but it was very frustrating and ineffective for the patient. 

--Anonymous Student Nurse Respondent 
     Although hospitals and other medical providers in the United States are required by law and by 
professional regulation to supply healthcare in a language that the patient can understand well, it is 
apparent that the reality does not always match the goal. Even with the translating of medical information 
being a life or death issue, patients with little or no English still do not always receive the necessary 
linguistic services, or may receive inadequate communication help resulting in inadequate care. Providers 
have so far been essentially free to use whatever methods or tools for translating that they see fit, 
regardless of effectiveness. Translators are often uncertified and of varying degrees of competency.  And, 
despite all these problems, no study has existed to determine what is really going on regarding translating 
in medical facilities. 
Purpose and Research Question 
     This paper intends to serve as a major step toward discovering and delineating the realities of foreign 
language translation, at least in the authors’ state of Texas. The aim is to identify which methods of 
translation are actually being used, to what extent, and with what degree of success. Toward this purpose, 
the authors constructed and conducted a descriptive research study utilizing a 19-question survey. The 
research participants – student nurses assigned to or working in hospitals and other medical facilities – 
were asked to tell which translation methods and devices are actually being used at present by hospitals 
and other venues such as clinics, nursing homes, public health departments, community agencies, home 
health enterprises and hospices. The survey also aimed to determine the degree of frequency that each 
translation method or device is being used. Moreover, the survey sought to gauge the participants’ 
perception of the overall effectiveness of the medical translating that is being provided. The research 
question is, therefore, what is the reality of medical translation services being provided to the patient in 
need of linguistic aid? 
Background and Literature Review 
     This study is part of the authors’ ongoing research into language communication issues in the 
healthcare workplace. The authors’ earlier article entitled “Foreign Language Difficulties in American 
Healthcare: The Challenges of Medical Translation, Regulation, and Remuneration” (2014), detailed and 
discussed means by which written translation and oral interpretation may be accomplished. These means 
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were as follows: 1) spontaneous ad hoc interpretation performed by the patient’s relatives or friends (a 
dubious practice due to the high rate of mistakes); 2) translation or interpretation by a nurse, nurse aide, 
candy-striper, or other care provider or employee who happens to have some capacity with the language 
(an undependably erratic scenario at best); 3) translating by a linguistic specialist in the employ of the 
hospital (an expensive proposition obviously impossible to provide for a hundred languages); 4) 
translating by independent contractors brought in to interpret as needed (also expensive and not always 
feasible for all languages at a moment’s notice); 5) telephone-based conversation with professional 
interpreters through a 24/7 translating company (a sometimes adequate solution although seldom optimal, 
especially when the dialogue involves medical technicalities about ailments with which the interpreter is 
not familiar);  6) machines that translate mostly by containing prefabricated phrases (only of limited 
utility for one-way translation and no capacity for understanding the patient’s reply); 7) computer-assisted 
translation performed by software programs (legendary for disastrous errors at an alarmingly high rate); 
and 8) interactive internet video conferencing involving a large pool of interpreters on call 24/7 (so far the 
best option available, but considered expensive as it requires both subscription fees and usually a charge 
by the minute or hour for the actual translating). 
     Hospitals and other providers, because of a variety of imperatives, cannot legally or ethically avoid 
providing some kind of translating service to patients. The Centers for Medicare & Medicaid Services 
(CMS, 2011), the Civil Rights Act of 1964 (CMS, 2011), The Affordable Care Act (2010), and the Joint 
Commission accreditation organization (The Joint Commission, 2011), as well as a variety of state laws, 
all mandate that communication be clear and easily understood by the patient, even if the patient has little 
or no knowledge of English (Rivers, K. T., and Rivers, D. L., 2014). Some regulators, most notably Joint 
Commission and ObamaCare, require medical communication in the patient’s preferred language 
(Simmons, 2009). 
     Even well-intentioned healthcare providers have run into difficulties because of significant 
impediments to effective linguistic communication. High costs, unreliable technologies, a shortage of 
adequately skilled translators with medical knowledge, and a lack of uniformity in laws and regulations 
have all hindered success (Foden-Vencil, 2014). These obstacles notwithstanding, providers are still 
expected to succeed at fulfilling their mandate to patients with no English or limited English proficiency 
(LEP). And with over 20% of the population of the U.S. speaking something other than English as their 
primary language (U.S. Census Bureau, 2011), and over 21 million persons from just Spanish-speaking 
Latin America alone visiting the U.S. every year (U.S. Office of Travel and Tourism Industries, 2013), 
the number of potential patients with LEP is so immense that compliance with healthcare communication 
mandates is fast becoming a crisis issue. 
     The consequences of failure to achieve effective communication between patients and healthcare 
providers is well documented in the field’s literature. Shi, Lebrun and Tsai (2009) found that lack of 
English proficiency among patients resulted in delayed or totally forgone medical care. August’s research 
team (August, Nguyen, Ngo-Metzger, Quyen, and Sorkin, 2011) discovered the Asian-language 
population in the U.S. to be less likely to discuss their mental health needs with physicians.  Giyeon et al. 
(2011), studying older Latinos and Asians, found them to be at higher risk for poorer outcomes relating to 
both mental health and physical health. Hoerster et al. (2011) identified farmworkers, often Spanish-
speaking and lacking English proficiency, as being at great risk for inadequate access to good healthcare. 
Ashton (2012) discussed the role of The Joint Commission’s rules in trying to enhance the safety of 
patients with LEP. Barry and Yuill (2008) explored the role of ethnicity in healthcare’s sociological 
context. 
     Dettenmeier (2014) looked at the need for nurses to have ready access to medical interpreters when 
dealing with LEP patients. Claydon-Platt’s research team (Claydon-Platt, Manias, and Dunning, 2014) 
found that nurses in Australia felt challenged by cultural sensitivity issues and language barriers with non-
English patients, especially regarding medication-related problems. And Strunk’s team (Strunk, 
Townsend-Rocchiccioli, and Sanford, 2013) found nurses doing America’s geriatric care to be 
tremendously challenged by both cultural sensitivity matters and language issues when working in a 
healthcare system overstressed by a surge in immigration for which the providers were ill-prepared. 
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     In higher education, an almost total lack of foreign language requirements for nursing students to 
become fluent in areas such as medical Spanish, and a general lack of opportunity for them to do so on 
their own initiative, has exacerbated the communication problem in healthcare (Rivers, K.T. and Rivers, 
D.L., 2014; Orlovsky, 2006). Moreover, knowing and speaking a foreign language is not a requirement 
for passing any national nurse licensure exam for becoming a registered nurse or licensed practical nurse 
in any state; nor is it required in the Texas nurses’ scope of practice as described in the Texas Nursing 
Practice Act (Willmann, 2013). 
     Accordingly, the difficulties and failings that the healthcare profession has had because of language-
centered problems are well documented. But how the profession is currently adjusting to these serious 
challenges is woefully understudied up to this point. The authors’ research study is thus intended as a first 
small step in the direction of understanding the realities of the measures that are actually being taken now 
by the healthcare industry to supposedly fulfill the foreign-language communication mandate. 
Methodology 
Study Design, Sample 
     The study design used to address the research questions was that of a self-administered 19-question 
survey with descriptive analysis of the returns. (Refer to Appendix A for Questionnaire.) Questions (Q#1-
5) are demographic questions. The initial sample was composed of undergraduate (N=100) senior nursing 
students practicing in hospitals and other healthcare sites, and senior graduate (N=8) masters RN nursing 
students who were registered nurses employed in Texas and currently working in hospitals and other 
healthcare sites. This was a convenience sample of participants enrolled in undergraduate and graduate 
nursing courses in the fall of 2013. Approval for Human Subjects was obtained through the IRB prior to 
conducting the study. The principal researcher explained to all the student nurses and the RN master 
students that survey participation was voluntary and anonymous. 
     The final sample size consisted of 60 undergraduate nursing students and seven RN graduate students 
who correctly completed and returned their surveys utilized in the study. Of these, 22 undergraduate 
students reported never having witnessed translation and therefore were instructed not to complete the rest 
of the questionnaire evaluating quality of patient translation. 
Results and Discussion 
     The quantitative data was analyzed via descriptive analysis, with the respondents’ comments included 
as optional responses. The statistical program used was Statistica (StatSoft, Inc., Version 10). 
The sample return rate was 62% (N=67/108) of respondent usable survey returns. 67 students returned 
their surveys of which seven were graduate nursing students and 60 undergraduates. The first five 
questions (Q#1-5) were demographic (Appendix A). Demographic data showed 59 (88.1%) female 
students, including graduate registered nurses, and eight (11.9%) undergraduate male nursing students 
(see Table 1, Appendix B), that being a notably higher percentage of males than the 6.2% of male nurses 
in the U.S. nursing workforce (Huston, 2014; AACN, 2011). (All Tables are located in Appendix B.) As 
for age, survey respondents aged 18-29 years were 71.6% (N=48); aged 30-39 years were 17.9% (N=12); 
aged 40-49 were 9% (N=6); and there were none aged 50-60 (see Table 2). There were 60 undergraduate 
student nurses and seven master graduate RN student nurses in the study. Since these undergraduate 
student nurses and graduate RN’s are attending university courses, the demographics are reflective of the 
population. 
     One of the preliminary questions was included to give an idea of how knowledgeable the respondents 
were about the mandate to provide medical translation services in hospitals and other healthcare settings. 
The question (Q#6, Appendix A) listed five regulatory entities and asked which ones of them mandate 
translation (see Table 3). The correct answer was that four entities (Joint Commission, Centers for 
Medicare and Medicaid, ObamaCare, and State Law) require translation, whereas the fifth entity (the 
American Medical Association) does not. Only one person (an undergraduate student nurse) answered 
correctly. However, a majority of respondents did correctly believe that the first four entities do require 
translation, and a very small majority of respondents recognized that the fifth entity does not. The AMA, 
which is an organization of medical doctors, has not addressed the issue of why it alone does not require 
translation. 
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     Next, respondents were asked if they had seen medical translation performed when apparently 
necessary (Q#8, Appendix A; and see Table 4). 62.7% or 42 of 67 had seen such. Rather disturbingly, 
nearly as many, 56.7% or 38 out of 67, reported witnessing cases where translation was not performed 
even though apparently necessary (Q#7, Appendix A; and see Table 4). In fact, four of the respondents 
(5.9%) indicated having seen more than 10 incidents of failure to perform necessary translation. It can 
only be gathered that the mandate to translate is not always being followed, either intentionally or 
unintentionally. Written translation is even more often absent than oral interpretation. Only 15% of 
respondents had ever witnessed any written translation in the workplace (Q#11, Appendix A). This gap in 
the service is especially crucial when a patient is entering or leaving a facility and receiving written 
instructions. As one respondent declared, “Too many times I have seen patients/clients sign important 
documentation [regarding] discharge, admission, social service, billing, and surgical information without 
being properly informed [in their language].” Such a situation can potentially result in a wide variety of 
types of abuse, financial and otherwise, even including Medicare or Medicaid fraud, which are widely 
reported in the news as increasingly prevalent. 
     The various types of units or departments where medical translation was chiefly observed as occurring 
were the emergency department (ER), patient care units, clinics, and health departments, all of them in 
almost equal amounts (Q#9, Appendix A). And who was performing the medical translation (Q#13, 
Appendix A; and Table 5)? Most commonly it was a relative of the patient (reported by 20 respondents, 
representing 43% of those who witnessed translation done by someone). Second most commonly (16 
respondents, 35%) was a professional translator on the hospital staff. Third was an RN (15 persons, 32%). 
Fourth was a nurse aide or orderly (14 persons, 30%). Fifth was an LVN (N=12, 26%). Sixth was a 
student nurse (N=11, 24%). Seventh was a friend of the patient (N=8, 17%). In eighth and last place was a 
professional translator employed by a translating company or video conferencing company (rather than 
the hospital), working via video or telephone (N=6, 13%). Note that percentages do not equal 100% 
because each respondent may have seen translating performed by more than one type of translator. (See 
Table 5.) 22 respondents did not witness translation being performed and hence did not proceed to 
complete the survey questions evaluating quality of patient translation. 
     These statistics are distressing. They show that the least competent of all possible translators, the 
relative of the patient, is being used the most often, whereas the most competent translator, the one who 
works for a professional translating company, is used the least often. That is the worst possible scenario, 
but evidently the most convenient and least expensive for the healthcare provider. Of course, in a given 
medical situation, there may not always be time to wheel in a laptop for video conferencing with a 
language professional, and that could excuse the use of a relative or other amateur to translate. However, 
when the speed of treatment is not an overwhelming concern, then the quality of the translator should be 
given the priority. 
     The high-quality off-site professional translator is most often utilized in cases where the hospital does 
not have anyone on site who speaks the patient’s language. In this survey (Q#10, Appendix A; and Table 
6), typical of Texas, Spanish was overwhelmingly the language that needed to be translated (N=44, 
65.7%). But there were also cases involving Vietnamese, French, American Sign Language, German, 
Russian, Farsi, and Mandarin. When asked what kinds of devices or aids to translation were used by the 
translators or other persons attempting translation (Q#14, Appendix A), the most common response was 
“none”. The second most common response was a telephone call to an expert. Among the more seldom-
used were video conferencing with an expert, online translation sites such as Babelfish, and computer 
translation software. Not a single respondent ever witnessed a dictionary being used, despite its being a 
very inexpensive aid. 
     The survey also resulted in the interesting discovery that of 45 respondents who witnessed translation, 
only one saw an “I Speak” card or poster being used (Q#15, Appendix A). An “I Speak” card or poster is 
a piece of paper upon which is printed the words I Speak in a large number of languages so that the 
patient/client can point to his or her language, indicating to the medical provider what language needs to 
be translated. This is an inexpensive tool that is very good for enabling the provider to quickly go seek 
assistance in the appropriate language. The “I Speak” card or poster is commonly available in community 
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or county health departments, as well as many pharmacies. Hospitals and other healthcare agencies might 
want to make greater use of this tool because it prevents the wasting of valuable time. For example, an 
employee who is only English-speaking might presume that an arriving patient is speaking Spanish, when 
in fact that patient might be speaking a similar-sounding language such as Portuguese or Italian. The 
patient and employee would have to first wait for a Spanish-speaking translator to arrive and determine 
that Spanish was not the correct language, and then attempt to somehow identify the correct language and 
contact a translator capable of handling medical translation of that language. By that time, the patient’s 
condition might have deteriorated unnecessarily. The “I Speak” poster or card is a handy device for 
obtaining help in the right language without delay. An improvement that should be made to the “I Speak” 
poster or card as it currently exists would be for it also to include dialects and nationalities; in other 
words, even if the language involved is obviously Spanish, it would be highly useful to know if the 
patient is a speaker of Mexican Spanish or of the Spanish of one of the many other countries in which 
Spanish is a major language. As an example, consider the Spanish word horita.  “In Mexico, the word 
‘horita’ means right now. In Puerto Rico, it means in an hour or so” (Galanti, 1997, p. 17; italics added). 
The delay of an hour in taking medication, or in having a procedure or surgery, clearly could have severe 
ramifications for the patient. 
     When there are communication problems between patient and healthcare provider, it is important that 
the problems be resolved not only satisfactorily but also promptly (Q#16, and Q#17, Appendix A). Of the 
respondents, 88% (38 out of 43) perceived the translation as being performed satisfactorily, and 76% (34 
of 45) perceived it as being completed in a timely fashion. But 27% (12 of 44) of respondents do report 
having seen a translation effort go awry (Q#18, Appendix A). 
     The respondents’ comments (Q#19, Appendix A) reflected that they observed a pattern of 
inconsistency from facility to facility in varying regions of Texas as regards translation services. For 
example, one respondent stated, “I have noticed that in the South…, there is a large amount of patients 
who speak Spanish or any other language who are not being offered translation services,” whereas 
another respondent in the same part of the country reported positively that “both Spanish and Vietnamese 
translators are employed and readily available for translating.” Large hospitals in large cities tend to have 
stronger services than small isolated facilities. This was reflected by one respondent’s comment that “I am 
fortunate to work in a large metropolitan facility where [translation] resources are available even in the 
middle of the night,” in contrast with another respondent’s complaint that she was “called on to interpret 
Spanish” throughout her “whole shift” when the hospital should have had a professional translator 
interpreting. Yet another respondent, with only very minimal knowledge of a foreign language, stated that 
her hospital has some bilingual nurses and nurses’ aides who are willing to help her, but that she feels 
“ashamed” and “embarrassed” to be always seeking out their assistance because “I cannot pull them away 
from their jobs often.” 
     This same respondent added that “the charge nurse tries to assign Spanish-only patients to nurses who 
are bilingual but sometimes we don’t know until they get to the floor and are already assigned.” It is 
commonly thought that there must always be a Spanish-fluent Hispanic nurse available who can translate 
for Spanish-only patients; however, the reality is far different. The fact is that “less than 3 percent of all 
nursing professionals” are Hispanic (Orlovsky 2006, para. 4). Another fact, found in Pew Research data, 
is that between 1/4 and 1/3 of all Hispanics in the U.S. do not speak any Spanish (Lopez and Gonzalez-
Barrera, 2013), which means that no more than two percent of U.S. nurses are Hispanics with native-
speaker Spanish ability. And surely some of those lack a full medical vocabulary in Spanish. 
Consequently, as long as Hispanics remain so drastically underrepresented in the nursing profession, the 
Hispanic nurse cannot possibly be considered a plausible solution to the Spanish-language 
communication deficit in U.S. hospitals and other healthcare settings. 
     A possible solution is greater use of computers and internet for assistance, but even that is of limited 
benefit. “I have begun pulling the W.O.W. [computer system device] into rooms with me and using 
Google Translate to explain things to them [the limited-English patients], but their response is often too 
lengthy for me to understand what they are saying,” wrote the respondent. Another theme that became 
notable was that oral interpreting is often used even in cases where written translation might be 
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preferable, such as instructions for the patient at discharge time. American Sign Language (ASL) 
speakers, however, experience the opposite problem; as one respondent put it, “ASL speakers do not 
acquire good translation and are often overwhelmed with written instructions rather than explanations [in 
sign language].” 
Conclusion 
     Despite laws and regulations requiring translation in healthcare facilities, the majority of nursing 
student respondents (57%, N= 38 of 67) working in hospitals and other medical agencies report in our 
survey their perception that translation is often not taking place when needed. Another finding is that 
translation tends to be equally available throughout the various departments and units in a given hospital. 
Yet, written comments by respondents reflect that there is great difference in the quantity and quality of 
translation services available in different regions and in different individual medical facilities. And the 
third major conclusion of our study is that, when translation is provided, 61% of respondents (N = 28 of 
46) report the translator as sometimes being just a relative or friend of the patient despite studies showing 
relatives and friends to be extremely unreliable and dangerous translators. As we highlighted in our prior 
article (Rivers, K. T., & Rivers, D. L, 2014), “Ad hoc interpreters can compromise many aspects of 
patient care” (Ku & Flores, 2005 referencing Flores et al., 2003, para. 9), and “using non-professional 
interpreters such as friends, relatives or children can lead to misinterpretations, omissions, and additions, 
even dangers to the person in need of treatment” (National Health Service, 2013, para. 2). All translating 
is very difficult and inevitably includes some errors, however “Mistakes were most likely to occur when 
an ad hoc interpreter was used, such as a family member or hospital employee with limited medical 
background” (Kritz, 2010, n.p). 
Limitations 
     A limitation for this research is the moderately small sample size of 67 respondents, and the fact that 
only a fairly small number of them were highly experienced RNs (7). The methodology was a self-
administered 19-question survey which has a relatively minor limitation in that it relies upon the 
respondent’s memories of mostly recent events. The research of course lacks generalizability because of 
the small convenience sample. The authors would additionally like to explore future research with larger 
sample groups of nurses, student nurses, and anyone else with personal and reliable information, 
especially of a first-hand nature. 
Implications for the Future 
     An implication of our study for the future of medical care is that providers need, if at all feasible, to 
begin marshalling resources, financial and otherwise, toward utilizing much more widely the high-quality 
interactive video teleconferencing translation services that are currently used in the wealthier facilities. 
They also need to become more aware of the availability of very useful low-cost tools such as the 
underused “I Speak” poster or card. 
     A prevalent theme among nurses and nursing students in our study is a call for more foreign language 
instruction. Healthcare providers might very well wish to enter into beneficial agreements and 
partnerships with their local colleges and universities in order to guarantee that the next generation of 
nurses be proficient in a variety of foreign languages. In some parts of the country, such as areas of Ohio 
experiencing a large influx of immigrants from Nepal (Moyer, 2013), health providers will have to be 
creative in spurring schools to offer courses in non-traditional languages that their healthcare workers 
would be at an advantage to know. 
     While hospitals, in all eventualities, will still have to utilize professional translating services, 
preferably through video-conferencing, available for virtually all languages 24/7, the advantage of also 
having a medical staff with many Spanish-speaking members is undeniable. In the authors’ survey, 
respondents repeatedly wrote replies such as “I would like to learn Spanish and utilize it in my 
occupation,” or “It’s frustrating; need to learn Spanish.” As a partial solution, they propose that the 
hospitals and other medical facilities provide foreign language instruction as part of their continuing 
education. As one respondent suggested, “I think employers should offer free Spanish, optional for those 
wanting to learn Spanish. It would better this area’s quality of care. [There should be] CE [Continuing 
Education] hours for sure.” 
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     Healthcare systems have not been known for offering language instruction to their employees in the 
past, largely because that was assumed to be something that the public schools, colleges and universities 
could be relied upon to supply to students who would become healthcare workers. But this assumption 
has proved dubious. In the face of public apathy and substantial budget cuts, foreign language courses are 
being reduced, not increased. Today, “only 10 percent of native-born Americans can speak a language 
other than English” (Quattlebaum, 2013), and the U.S. can only expect that situation to worsen now that 
the percentage of middle schools offering foreign language courses “has dropped from 75 percent to 53 
percent” between 1997 and 2008, according to the Leonore Annenberg Institute for Civics (Quattlebaum, 
2013). 
     Higher education also is doing less all the time to produce graduates of nursing programs or of medical 
schools who are capable of speaking and writing at least intermediate Spanish, much less medically-
focused Spanish. There are a few exceptions, of course. Illinois Wesleyan University is almost unique in 
offering both a formal minor in Spanish especially for nursing students and a semester-long study abroad 
program for their nursing students in Cuernavaca, Mexico. (Orlovsky, 2006).  
     A few other universities offer some incentives to attract students who already know Spanish; 
Sacramento State University, in California, for example, gives applicants to its nursing program extra 
points for an adequate speaking knowledge of Spanish (California State University Sacramento, 2014). 
But a great many universities have no foreign language requirement of any kind for any students. And the 
many colleges and universities that do have a requirement generally just require two years of high school 
language, as is the case with UCLA, MIT, the University of Michigan, and most colleges in Florida 
(Grove, 2014).  
     Some institutions, such as the University of Texas at Austin (2014) and Broward College (2013) in 
Florida, permit a student lacking the two years of high school language to substitute two semesters of 
college-level language. As any professor of foreign language knows, two semesters is not much for 
someone wishing to speak a language at a high enough level to handle medical emergencies. And even 
more remarkable is the fact that some universities that require almost all students to fulfill a foreign 
language requirement actually exempt nursing students from that requirement. Rutgers University (2012) 
and Marquette University (2014) are among those that have decided that nursing students constitute a 
special category that should not have to learn any foreign language, even though their profession is 
practically the only one in which knowledge of a language may prove to be the difference between life 
and death for someone. Part of the reason for the pressure upon universities to exempt nursing students is 
that the nursing programs have increased the load of required nursing courses so substantially that the 
students have little room for anything else. In many cases, the number of nursing hours is so great that 
students have no formal electives in their degree plan, making it almost impossible to fit in a foreign 
language.  
     Another impediment is the unwillingness of some state legislatures to allow students to take extra 
courses beyond what is needed to graduate. Nursing students who read career-advice articles with titles 
such as “4 Reasons to Add A Foreign Language to Your Nursing Transcript” (Forster, 2014) may feel 
inspired to take enough language courses to master a language such as Spanish, but their state government 
may not allow it. The state of Texas, for example, has a law known as the “Excess Credit Hours Rule” 
(Texas A&M Registrar, 2014) which punishes any student who has over 170 credit hours at a public 
university by charging the in-state student out-of-state tuition. Any students who have ever changed their 
major or transferred from somewhere that required courses that are not in the new college’s core could hit 
the limit before even having a chance to take enough additional language courses to attain fluency. So, 
many nursing graduates who seek language instruction are going to have to have a place to learn Spanish 
outside of their traditional collegiate experience. And that means probably putting the healthcare industry 
into the language instruction business, whether the industry anticipates that or not. 
     If there is one final, glaring reality of the current linguistic situation in healthcare settings that needs to 
be reiterated, it is that many healthcare providers are still dodging their responsibility to offer medical 
translation services. Clear multilingual communication is a great aid to effective medical care, not just a 
problem or impediment to be circumvented if possible. It is hard to provide good communication in any 
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number of languages, but that does not mean that the challenge should be avoided. Even in the busiest of 
circumstances, quality of care should not be unavoidably compromised. Providers always claim that they 
are striving for improved care, not just minimally adequate care. That should apply to linguistically-
hampered patients, including the poor, and not just the wealthier, English-proficient clients.  
     In many cases, the patient in question, who primarily speaks Spanish or some other foreign language, 
does understand some English, and accordingly the healthcare provider may be technically within the law 
to communicate just in English with that patient. However, as one of the respondents commented, “These 
patients had a better comprehension of information when spoken to them in their native tongue.” 
Similarly, a recent article (Domrose,  2013) about the few nursing students who have managed to minor 
in linguistically useful subjects such as global studies or foreign languages reports the following: 

Because she had minored in Spanish at Villanova, Sarah Sheerin, RN, BSN, now 
a staff nurse in the neuro-cardiac ICU at Bryn Mawr Hospital in Pennsylvania, 
said she was able to help a Cuban-born patient who had received a difficult 
diagnosis. The woman spoke English, but when Sheerin addressed her in her 
native language, her face lit up, Sheerin said. ‘She said it made a big difference 
to her. I felt like she felt more comfortable with me, like she could ask all the 
questions she wanted to ask.’ (p. 23) 

     Nurses, doctors, social workers, and other healthcare professionals who have studied some Spanish (or 
other language) in school will need continuous refresher courses in order to keep up their linguistic ability 
and acquire or augment the medical vocabulary in that language required for highly competent 
communication in the medical workplace. One of the respondents remarked, “I’m picking up the Spanish 
I once knew, but I am a long ways from being able to give awesome care to these patients.” And as our 
medical facilities receive more and more patients with limited or no English, our entire healthcare system 
will find itself farther and farther away from being able to offer the “awesome care” that for so long has 
been the hallmark of American medicine. Only an improved emphasis on language in the workplace can 
keep our healthcare at the high standard of which the health professions have been justifiably proud. 
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Appendix A 
Questionnaire 
(Questions # 1-5: demographical information about respondents, not included below)  

6. To the best of your knowledge, which of the following requires medical translation for patients 
with little or no English?  (Check all that apply):  a)____Joint Commission; b)____Centers for 
Medicare/Medicaid; c)____ObamaCare; d)____State Law;  e) _____American Medical 
Association. 

7. How many times have you seen where foreign language medical translation should have been 
done for a patient in a hospital or other healthcare setting but was not done? (Specify)_____; or 
None____. 

8. Approximately how many times have you seen foreign language medical translation done for a 
patient in a hospital or other healthcare setting? (Specify)_______; or ___ None.                         

If “None” (for question #8), write any comments at the end of survey (question # 19); or stop now & 
submit your survey.                                                                                                                                        
If you have seen Medical Translation conducted CONTINUE with questions below.                    
9. Place(s) where you have seen of Medical Translation conducted? (Place an X on all that apply): 

______Emergency Department in a Hospital; ____Patient Care Unit (Specify)___________;  
_____ Clinic; ____Health Department; ____Hospice; ____Nursing Home/Long Term Care; ___ 
Pharmacy; ______Other (Specify)_________.  

10. What language(s) required medical translation? (Specify):__________________________ 
11. Was it written translation? (Place an X on appropriate line): ______Yes; _____No.  
12. Was it oral interpreting? (Place an X on appropriate line): ______Yes; _____No.  
13.  Who performed the medical translating? (Check all appropriate): 

____ Relative of patient; ______Friend of Patient; _____RN; ____LVN; ____Nurse 
Aide/Orderly; ____Student Nurse; _____Professional Translator on Hospital/Healthcare Provider 
Staff; ______Professional Translator Not Employed by Hospital/Healthcare Provider; ____Other 
(Specify)____________. 

14. Which of the following were used to perform the translation? ____ A dictionary; _____Computer 
translation software; ___Online translation site, such as Babelfish; _____Telephone Call to 
Expert; ______Video Conferencing with Expert; ____Other (Specify):______________; 
_____None.  

15. Was an “I Speak” Card/Poster used in order to identify the language of the patient? ____Yes; 
___No; ____Don’t Know  

16. Was the language communication problem resolved satisfactorily? ____Yes; ____No 
17.  Was it resolved fast enough in your opinion? ___Yes; ___No  
18. Did you see any specific problems encountered during the translating situation? ____Yes; 

____No; If yes, Specify:________________________________________________ 
19. If you have any comments or personal experiences involving medical translation, please write 

them here and or/on back of page. ________________________________________                           

Survey © Rivers, K.T. & Rivers, D.L., 10-29-2013 
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Appendix B 
 
Table 1 
Characteristics of Survey Respondents      
Respondent Gender 
Category N % 
Male 8 11.9 
Female 59 88.1 
Total 67 100.0 
 
Table 2 
Respondent Age Category 
Category N % 
18-29 48 71.6 
30-39 12 17.9 
40-49 6 9.0 
50-59 0 0.0 
60 & over 0 0.0 
Missing 1 1.5 
Total  67 100.0 
 
Table 3 
Respondent Knowledge of Requirements for Medical Translations 
Category Requires Translation 

(N/%) 
Does Not Require Translation 
(N/%) 

Missing 
(N/%) 

Joint Commission 39/58.2 26/38.8 2/3.0 
Centers  
for Medicare/Medicaid 

46/68.7 19/28.3 2/3.0 

ObamaCare 45/67.2 20/29.8 2/3.0 
State Law 38/56.7 27/40.3 2/3.0 
AMA  30/44.8 35/52.2 2/3.0 
 
Table 4 
Respondent Witnessing Medical Translations 
Category Translation done as required 

 (N/%) 
Translation required but NOT done 
(N/%) 

0 times 25/37.3 29/43.3 
1-5  times 30/44.7 28/41.8 
6-10 times 5/7.5 3/4.5 
>10 times 5/7.5 4/5.9 
Missing 2/3.0 3/4.5 
Total 67/100.0 67/100.0 
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Table 5 
Person Who Performed the Medical Translation 
Category Times that Respondents Witnessed Translation 

(N/%) 
Relative of Patient 20/43 
Friend of Patient 8/17 
RN  15/32 
LVN 12/26 
Nurse Aide/Orderly 14/30 
Student Nurse 11/24 
Professional Translator On Staff 16/35 
Professional Translator Not On Staff 6/13 
Missing: N=22 (31.3%) These respondents did not witness translation being performed and hence did not 
proceed to complete the survey questions evaluating quality of patient translation.  
Note that percentages do not equal 100% because each respondent may have seen translating performed 
by more than one type of translator. 
 
Table 6 
Respondent Knowledge of Which Languages Required Medical Translations 
Category N % 
Spanish 44 65.7 
Vietnamese 5 7.5 
French 4 6.0 
ASL 3 4.5 
Farsi 1 1.5 
German 1 1.5 
Mandarin 1 1.5 
Russian 1 1.5 
Missing: N=22 (32.8%) These respondents did not witness translation being performed and hence did not 
proceed to complete the survey questions evaluating quality of patient translation or observation of 
languages spoken.  
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Abstract 

     In the extensive literature on student evaluations of teaching in university classes, much attention is 

given to the validity and reliability of measures, possible relationship between grades and student ratings, 

effects of personal characteristics, e.g., race/ethnicity and gender, accuracy and consistency of ratings, 

and how to improve ratings.  In this paper, we address an interesting omission in the literature to date.  

Most questions on evaluation forms are answered through the use of a Likert scale of agreement, e.g., 

1,2,3,4,5.  Individual ratings are then used to produce a summative statistical mean which is often 

interpreted as a valuable indicator of the quality of teaching.  These means accumulate and are used in 

decisions about retention, merit and promotion.  The problem we address is the basic flaw in using the 

mean to analyze Likert scale data. Drawing on data from undergraduate classes, we compare results using 

the mean, median and mode to reveal the inaccuracy of using the mean to evaluate teaching and the 

problems that result from this practice. 

Introduction and Literature Review 

     The use of student rating forms to evaluate the quality of teaching has become ubiquitous throughout 

Canada and the United States (Gravenstock & Gregor-Greenleaf 2008), gradually increasing in use from 

1954 when the first form was introduced to the present in which virtually every institution of higher 

education uses some type of end-of-course student evaluation form (Kulik, 2001; Onwuegbuzi, Daniel & 

Collins, 2008). Students’ ratings of teaching have been used for both formative and summative purposes. 

As Ory (2000) notes, during the 1970s student ratings of faculty instruction were used primarily to inform 

faculty of ways in which they might improve their instructional practices. However, in response to greater 

public interest in accountability and the increasing view of students as consumers by institutions of higher 

learning such forms are now used extensively, and sometimes exclusively, in administrative decisions 

about merit, retention and promotion of faculty. The widespread use of student rating forms and the 

consequences they may have on faculty has generated an extensive literature (e.g Gravenstock & Gregor-

Greenleafe, 2008; Kite, 2012; Theall, Abrami & Mets, 2001).  In this article, we review some of the most 

important findings from the literature on student end-of-course evaluations, and specifically how they are 

used to generate statistical data to evaluate the quality of teaching for consideration in faculty retention, 

tenure and merit.  Specifically, we argue that while statistical assessment can be valuable, it is incorrect 

and misleading to use the arithmetic mean based on Likert scale data as a summative evaluation. 

     During the last 40 years, research has focused on many factors that affect student ratings derived from 

end-of-course rating forms. For example, response rates are currently of great concern. These are never 

100%, even when evaluation forms are administered in closed classroom settings.  Student response rates 

for online classes or when students are allowed to complete evaluations later on their own initiative are 

significantly lower (Anderson, Brown & Spaeth, 2006).  One typical study documented response rates for 
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online classes hovering at 50% over a period of 12 months (Shook, Greer & Campbell, 2013).  Low 

response rates threaten the external validity of the average rating, since one cannot assume that those who 

responded had the same perceptions of teaching as those who did not. Indeed, there is evidence to suggest 

that non-responders may form a sub-population not representative of the class as a whole (Adams & 

Umbach, 2012; Dommeyer, Paum, Hanna & Chapman, 2004; Spooren & Van Loon, 2012; Sykes, 

Walker, Ngwakongnwi & Quan, 2010). 

     The reliability and validity of rating forms have also received a great deal of attention in the literature 

with mixed results. This literature is complex in part because there is no single agreed upon definition of 

the construct of teaching effectiveness, which is a multi-dimensional variable (e.g. Chickering & Gamson, 

1987; Addison & Stowell, 2012).  This lack of agreement has contributed to the development of 

numerous student evaluation of teaching scales (SETs) with varying numbers of items and variable item 

content. Thus, different institutions use different forms; some of which are well studied in terms of 

reliability and validity (Kulik, 2001; Richardson, 2005), while others are “home grown” and may be 

lacking  any psychometric analyses. However, while some of the most widely used and studied forms 

such as the SEEQ (Student Evaluation of Educational Quality, Marsh, 1982; Marsh and Roche, 1997) 

have good evidence for some types of validity many other scales lack strong evidence for the  different 

types of validity that should be considered in constructing a useful rating scale (see Onwuegbuzi et al., 

2008; Onwuegbuzie, Daniel, & Collins, 2009).  

     Even if we could construct a psychometrically perfect SET, it is unlikely that we could eliminate 

interpretation errors. There are many ways in which average instructor ratings can, and are, misinterpreted 

(see recent review by Onwuegbuzie et al., 2008). For example, many factors that affect student rating of 

instruction  have nothing to do with the quality of teaching including instructor gender, rank, experience 

teaching, ethnicity, attractiveness, etc. (e.g. Basow & Martin, 2012; Shook et al., 2013). Course-related 

factors, such as expected grades, whether the course is an elective or a required course, and perceived 

course difficulty are all know to affect student evaluations of teaching (Theall and Franklin, 2001).  

     Importantly, we cannot overlook the fact that all SETs are measuring students’ perceptions of teaching 

effectiveness or quality. As such, what one student may perceive as quality instruction, another may not. 

Perceived quality may vary as a function of a number of factors such as what students expect of their 

instructors. For example, in the literature on online SETs with undergraduate and community college 

students, studies have shown that instructors who are rated highly tend to provide timely feedback, post 

grades in a timely manner, have a clear presence in the class, and respond promptly to email and other 

forms of communication (Dennen, Darabi & Smith, 2007; Jackson, Jones, & Rodriquez, 2010; Shook et 

al., 2013).  On the other hand, graduate students and students enrolled in large research universities 

appear to have somewhat different expectations and rate instructors highly who encourage critical 

thinking, include material that goes beyond the textbook, provides clear emphasis of major concepts, and 

communicates effectively (Fabry, 2012; Jones, 2012; Young, 2006).  

     Singularly and cumulatively, these factors limit the uses to which student evaluations can be put and 

bring into question the ways in which they are used to evaluate the quality of teaching.  Moving beyond 

the actual content of end-of-course evaluations, and their administration, less attention has been placed on 

the way in which evaluation data are analyzed and interpreted in higher education. Regardless of which 

type of form a particular institution may employ, nearly all are composed of a Likert scale. A Likert scale, 

originally developed to measure attitudes (Likert, 1932) has a response format in which categories of the 

extent to which a respondent agrees or disagrees with statements can be rated. The categories are ordered 

for example, from strongly disagree at one end to strongly agree at the other (see appendix). Often times, 

the distinct categories are numerically coded such that 1 represents strongly disagree and 5 represents 

strongly agree. Using the items numeric codes, an arithmetic mean is calculated for each item in the scale, 

and then an overall mean is calculated for all items combined. In this case, this mean of the mean of all 

items related to teaching is then interpreted as a valid measure of teaching effectiveness. Perhaps of 

greater importance for this paper, is the misunderstanding of the use of the arithmetic mean with 

qualitative data. 
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     There has been a very long and heated debate concerning the most appropriate way in which to 

analyze Likert scale data. One camp maintains that since Likert data are simple ordered categories (i.e., 

qualitative) the median and mode are the most appropriate descriptive statistics and that only non-

parametric tests of significance should be used (e.g. Merbitz, Morris, & Grip, 1989; Jamieson, 2004; 

Stark and Freishtat, 2014). Those in the “intervalist” camp (Carifio & Perla, 2008) maintain that Likert 

data can be considered as interval data and analyzed using the mean and parametric statistics with little 

measurement error (Boone & Boone, 2012; Carifio & Perla, 2007; Murray, 2013). While there seems to 

be no  consensus about which type of statistical test of significance is the most appropriate, many do 

maintain that, in terms of descriptive statistics, the arithmetic mean should be used only when the data are 

approximately normally distributed (e.g. Sullivan & Artino, 2013; Witte & Witte, 2007) , which is rarely 

the case with student evaluations. In addition, there is no question from a strictly mathematical 

perspective that one can convert questions with a Likert format into an interval scale. For example, 

Carifio (1976) clearly demonstrated that one could use a 100 millimeter line with an anchor statement at 

each end (strongly disagree at one end and strongly agree at the other). The line can be divided into 

precisely equal intervals, with a fixed distance between them. However, while this may make sense 

mathematically, it makes much less sense conceptually because one is then divorcing the construct being 

measured, i.e. teaching effectiveness, from the statistic being used to measure it. One is still left with the 

problem of imposing a quantitative measure on a qualitative construct (what exactly does one tick mark 

higher mean with respect to agreement or disagreement?). 

     Only recently have researchers, at least in the published literature, examined the consequences of 

utilizing an inappropriate descriptive statistic with student end-of-course evaluation data when making 

summative decisions. (Greer and Shook, 2014; Stark and Freishtat, 2014). In this paper we use evaluation 

data from a large, private, non-profit university to demonstrate the consequences of using the arithmetic 

mean to describe categorical ordinal data in student evaluations. 

The Normal Distribution and Student Evaluations 

     Institutions typically implement a standard to which all faculty are compared; some use a school, 

university or departmental average, while others use an arbitrary cutoff between evaluations that are 

deemed demonstrative of good vs. poor teaching. In our institution, the administration has imposed an 

arbitrary cut-off of 4.0 on a 5 point scale; those falling below that value are red-flagged and a pattern of 

below 4.0 can have serious consequences for retention, merit, and promotion. However, this type of logic 

fails to recognize that in institutions that use teaching excellence as criteria for hiring and/or for 

administrative decisions about merit, retention, and promotion average end-of-course teaching evaluations 

are typically “above average.” In other words, the data are not normally distributed. If this were the case, 

half of the faculty would fall below the mean (the mean, median and mode are equal in a normal 

distribution as shown in Figure 1), while the other half would receive ratings above the mean. An analysis 

of 2,750 end-of-course evaluations at our institution revealed that only 20% of all courses University-

wide were rated below 4.0 on a 5 point scale (Shook et al., 2013).  Of that 20%, only about 4% were rated 

below 3.5. Thus, end-of-course student evaluation ratings are typically highly negatively skewed. 

Implications of Using the Mean with Skewed Data 

     The effect of skewedness is that it pulls the mean towards a tail of the distribution rather than lying at 

the midpoint, as in a normal distribution. For example, in a distribution that is negatively skewed (there 

are more ratings towards the upper end of the distribution relative to the lower end), the mean will be 

pulled away from the center and towards the lower tail. In a distribution that is positively skewed, there 

are more low ratings relative to the number of higher ratings, and the mean will be pulled toward the 

upper tail. Let’s look at a specific example for an instructor whose overall evaluation of teaching was 

3.68, below the imposed standard of 4.0. This was an online class of 28 students, with a response rate of 

14 (50%). The Table shows the frequency of student ratings for each of the 16 items pertaining to 

teaching and the associated mean, median, and mode.  

     Please refer to the appendix for the rating scale. Notice that for 11 out of the 16 items (in bold), the 

arithmetic mean was lower than either the median or mode, providing an inaccurate underestimate of 

overall student perceptions. Also note that with 3 items (in italics, questions 13, 14, and 15), the mean 
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was higher than the median, but lower than the mode; again, providing an inaccurate estimate of student 

perceptions of teaching. For item 8, the mean was about equal to the median, but lower than the mode. 

For item 11, the mean was equal to the median and the distribution was bimodal (3 and 5). Thus, use of 

the mean has a tendency to underrepresent the overall perceptions of the class regarding teaching. 

     Figure 2 illustrates the student ratings for “instruction was well organized” (item 1), which had a mean 

rating of 3.76 on the 5 point scale. Notice how the mean underestimates the overall perceptions of the 

class. For this item, 62% of the students rated the instructor 4.0 or higher, with the most frequent rating 

being a 5.0. Another 23% of the class rated the item as 3.0, or “in between”, and 15% (or two students) 

rated the instructor on this item as “strongly disagree.” Again, the arithmetic mean did not accurately 

reflect overall student perceptions on this item. 

     Let’s take a look at another example. Item 6 (instructor stimulated critical thinking) is a good example 

because it has 2 modes (four students rated the item as 4, and four students rated the item as 5). Figure 3 

illustrates the ratings for this item. The mean rating for this item was 3.61, lower than either the median or 

the modes. As with item 1, 62% of the class rated the instructor on this item as 4 or higher. Yet in this 

case, an equal number of students rated the item as a 4 or 5 (more students), while with item 1 six 

students gave a rating of 5, and only two gave a rating of 4. 

     Although we have provided an example from only one class, we have observed the same pattern in 

hundreds of courses. It is important to note that the mean takes into account the sum of all ratings in a 

distribution, and is very sensitive to outliers (extreme ratings) and sample size. The interpretation of the 

mean is, of course, more affected by the small class size and the low response rate than it would be if the 

response rate and sample size were larger. Nonetheless, the same pattern predominates regardless of 

sample size. 

Concluding Remarks 

     Use of the arithmetic mean does not provide an accurate reflection of the overall perceptions of the 

instructor. In general it underestimates overall perceptions as less positive than the majority of the class. 

While we steadfastly maintain that student evaluations of teaching are important and integral to a teaching 

career, more attention needs to be paid to the ways in which colleges and universities use course 

evaluation data in summative assessments of teaching quality and accomplishments.  As described above, 

two kinds of problems limit the meaning of numeric student end-of-course evaluations.  First is the 

misuse of the arithmetic mean.  Not only is it statistically inaccurate and inappropriate, as documented 

throughout this paper, it contributes to the second problem.  This is the over reliance on and 

overestimation of the value of the mean, especially when combined with insufficient attention to other 

indicators of teaching quality and accomplishment (peer and administrative teaching observations, 

scholarship, etc.). Most importantly, there is no single metric that can fully capture student perceptions of 

effective teaching. As a result, comparisons between instructors may appear to indicate that one person 

with an average rating of 3.5 is a much poorer instructor than one with an average rating of 4.0. Over 

time, these mistaken “averages” take on a life of their own in faculty dossiers and in the multi-level 

considerations for retention, promotion and merit. These problems can be ameliorated, at least to some 

degree, by encouraging a fuller understanding of what these data do and do not indicate, by using them 

together with additional data (e.g., median and mode, response rate and GPA), and by efforts among 

faculty and administrators to understand limitations of the data and to develop more comprehensive 

methods of teaching evaluation that are better suited to their institutions.  
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Table  – Ranking frequency, mean, median, and mode for each of the 16 items used to evaluate 

effectiveness of teaching (na – not applicable; Sdis – strongly disagree; Dis – disagree; Inbet – in 

between; Sagre – strongly agree). 

Q na Sdis Dis Inbet Agree Sagre mean median mode 

1 1 2  3 2 6 3.76 4 5 

2 1 1  3 2 7 4.07 5 5 

3 1 2 2 2 1 6 3.53 4 5 

4 1 2 1 3 1 6 3.61 4 5 

5 1 1 1 4 2 5 3.69 4 5 

6 1 2  3 4 4 3.61 4 4,5 

7 1 1  4 3 5 3.84 4 5 

8 2 2  4 1 5 3.58 3.5 5 

9 2 2 1 2 1 6 3.66 4.5 5 

10 2 2  4 3 3 3.41 3.5 4 

11 2 2  4 2 4 3.5 3.5 3.5 

12 1  2 3 2 6 3.92 4 5 

13 9 1 1 1  2 3.2 3 5 

14 1   2 5 6 4.3 4 5 

15 2 1 3 3  5 3.41 3 5 

16 1 2  3 2 6 3.76 4 5 

 

 

Figure 1. This figure shows a typical normal distribution. Note that the mean, the mode, and the median 

are equal and divide the distribution in half. The majority of ratings (68%) fall within -1 to +1 standard 

deviation of the mean. Abbreviations are the same as in the above table. 
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Figure 2. This figure illustrates the number of responses per category for item 1. Note that the mean is 

lower than both the median and the mode. 

 

 
 
 

 
Figure 3. This figure illustrates the number of responses per category for item 6. Again note that the mean 

is lower than both the median and the mode. 

 
 
 
 

0 

1 

2 

3 

4 

5 

6 

7 

Sdis Dis Inbet Agree Sagree 

N
u

m
b

er
 o

f 
R

es
p

o
n

se
s 

Rating 

Item 1 

0 

1 

2 

3 

4 

5 

Sdis Dis Inbet Agree Sagree 

N
u

m
b

er
 o

f 
R

es
p

o
n

se
s 

Rating 

Item 6 

Mean   

3.76 
Median  

 4.0 

Mode 

 5.0 

Mean  

 3.61 

Median  

 4.0 
Mode  

 4.0 and 5.0 

96



 
 
 
Appendix 

The 16 items used to evaluate the quality of online teaching.      
 

Assessment of Teaching 

Not 

Applicable 

 

NA 

Strongly 

Disagree 

 

1 

Disagree 

 

 

2 

In 

Between 

 

3 

Agree 

 

 

4 

Strongly 

Agree 

 

5 

1. Instruction was well organized. 

 
      

2. Content areas described in the course outline were 

covered 

      

3. Methods of assigning grades was clear. 

 

      

4. Instructor gave clear explanations. 

 

      

5. Instructor was receptive to questions. 

 

      

6. Instructor stimulated critical thinking. 

 

      

7. Instructor encouraged students to think 

independently. 

      

8. Instructor was available for assistance. 

 

      

9. Instructor provided timely feedback. 

 

      

10. Instructor provided useful comments on my 

work. 

      

11. The instructor was an active participant in the 

class. 

      

12. Threaded discussions were useful. 

 

      

13. Chat sessions were useful. 

 

      

14. Grades were posted to the grade book in a timely 

manner. 

      

15. Instructor responded promptly to emails and 

other communications. 

      

16. Overall, the instructor was an effective teacher. 
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     The signing of the Universal Declaration of Human Rights on December 10, 1948, marks a significant 
historical event.  Forty countries came together shortly after the formation of the United Nations (U.N.) 
and at their meeting in Paris they made a profound pronouncement on the value and dignity of human life. 
The declaration consists mostly of a list of basic rights that the international community agreed upon as 
the inborn (inherent) legacy due to all human beings as members of one human species.  At present, there 
are 193 member states in the United Nations (U.N.), each of which adheres, in principle, to the protection 
of human rights listed in the Universal Declaration of Human Rights.  

The horrors experienced in Europe in the years just before and during the Second World War, 
particularly the genocides committed by the Nazi regime under Hitler and the Great Terror under Stalin, 
shocked the world. War could no longer be used as an excuse to commit crimes against humanity; nor 
could the suffering and death of millions of innocent people be ignored. The international community 
agreed that gross violations of human rights would not be tolerated. It was a monumental decision. 
Human rights were finally acknowledged as a global responsibility. In the middle of Europe, in the 
middle of the twentieth century, the Nazi and Soviet regimes murdered fourteen million people in the 
blood-lands between Berlin and Moscow.  In a 12-year period, in these killing fields, an average of more 
than one million non-combatant citizens were slaughtered every year, as a result of deliberate policies 
unrelated to combat. The 12-year period begins with the Soviet intentional famine imposed in the Ukraine 
in 1932-33.  Stalin’s destructive collectivization of agriculture caused 3.3 million peasants to starve to 
death and allowed the collectivization of agricultural land in the Ukraine.  In the area that today is 
comprised of Ukraine, Belarus, Poland, Western Russia and the eastern Baltic coast, both Stalin and 
Hitler led totalitarian regimes that turned human beings into statistics.  Furthermore, both regimes 
justified the mass killing as an act necessitated as part of a plan which promised a utopian future (Snyder, 
2010).   
     The mechanization of war brought with it the possibility of killing innocent civilians en mas.   The 
abominations conducted by Stalin and Hitler were the result of nineteenth century power politics which 
equated military strength with cultural supremacy.  The power politics culminating in these atrocities, and 
brought to an end by the Second World War, began to press against the concept of national sovereignty.  
In the second half of the twentieth century there was an effort to supersede the sovereignty of the nation 
state and lay out as a new foundation for peace a set of actions classified as crimes against humanity 
which all nations could agree to condemn and prohibit.   
     Before the establishment of universal human rights, the preeminence of national sovereignty in Europe 
is aptly illustrated by the events of 1914, when Austrian Prince Ferdinand and his wife were assassinated 
by a Bosnian Serb nationalist.  In the wake of this act of terrorism, Austria-Hungary presented evidence 
and an ultimatum to Serbia to hand over those who were directly responsible for the assignation plot.  
According to Peter Singer, (2002, p. 7) “many historians studying the origins of the First World War have 
condemned the Austro-Hungarian ultimatum as demanding more than one sovereign nation may properly 
ask of another.”  By contrast, consider the American response to the terrorist attacks of September 11 and 
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the demand made by the United States of the Taliban (who controlled parts of Afghanistan) that they hand 
over Osama Bin Laden.  This was a demand that was made without even presenting evidence linking Bin 
Laden to the attacks of September 11.  Global norms had changed to the point where the U.S. demands 
were endorsed as justifiable by a wide-ranging coalition of nations and the U.N. Security Council broadly 
endorsed U.S. actions on September 28th by issuing a U.N. resolution to that effect.  As Singer (2002, p. 
5) states:  “it seems that world leaders now accept that every nation has an obligation to every other 
nation of the world to suppress activities within its borders that might lead to terrorist attacks carried out 
in other countries, and that it is reasonable to go to war with a nation that does not do so.”   This new 
demarcation had its modern beginnings in President Roosevelt’s announced justification for American 
involvement in the Second World War. America was fighting to establish, as an international norm, a core 
value system based on what President Roosevelt referred to as “four freedoms.”   
     It was 1941 and Roosevelt was intent on distinguishing America's core values in the face of rising 
tides of fascism and communism in his State of the Union speech.  In what has come to be known as his 
“Four Freedoms” address to Congress, President Roosevelt gave the United States and the world a pivotal 
ideal:  endorsing four freedoms, four simple universal principles, that when presented in plain words, 
could become a rallying point for fighting against insecurity, intolerance, poverty, and religious 
persecution.  The speech expressed the principles for which America would stand at home and abroad: 
freedom from fear, freedom from want, freedom of expression, and freedom of worship (Clapham, p. 32). 
     In saying what America was for, President Roosevelt was also delineating what America was against.  
This was an articulation of the ideals that America was fighting for and at the same time a clear statement 
of what Americans were against.  The core values were presented against the backdrop of the rise of 
totalitarian regimes and the actions of Stalin and Hitler in the span of time from 1933 through 1945.   
     The “four freedoms” became a norm for the world to uphold in the name of a more peaceful future. 
Shortly after the Four Freedoms speech, in the same year, 1941, President Roosevelt and Prime Minister 
Churchill issued a joint declaration called the Atlantic Charter which set out their vision for the post-war 
world echoing Roosevelt’s pronouncement of universal freedoms.  In 1941, 26 allied nations then signed 
a Declaration by United Nations to uphold the principles of the Atlantic Charter, and by 1945 an 
additional 21 nations had signed the Declaration.  These nations were to become the nucleus of the United 
Nations established in 1945 by 51 countries.   In the aftermath of World War II these nations agreed that 
there was the distinct need to articulate an abhorrence of the sheer number of non-combat related killings, 
the planned destruction of millions and their marginalization justified by cultural, ethnic and racial 
divisions that were socially constructed divisions aimed at dehumanization of victims and a scale of 
atrocities and human suffering that was historically unprecedented.  In addition, there was recognition of 
the growing destructive power of military technology, and the post-WWII threat of nuclear annihilation 
through a policy of “mutually assured destruction,” was greatly increasing the human cost of war.  The 
U.N. provided hope that large scale mass killing could be avoided in a world that was increasingly being 
defined in terms of military and economic loyalties and ties.   
     Roosevelt articulated the view of a new global architecture that would provide support for the basic 
political and civil rights of all humans, regardless of their race, religion, or country of national origin.  
The formation of the United Nations represents an abandonment of the absolute idea of state sovereignty 
established in Europe by the Treaty of Westphalia in 1648 (Singer, 2004). The United Nations 
Declaration of Human Rights blurs the extent to which political leaders see their role narrowly, in terms 
of promoting the interests of their citizens, and the extent to which they should be concerned with the 
welfare of people everywhere.  Globalization is a term that also reinforces recognition of the 
interconnected nature of human welfare in today’s world and the inherent identification of universal 
human rights, rights that extend to human beings regardless of ethnicity, class, religion, or nationality. 
     A strong and unified declaration against the flagrant human rights violations of Hitler and Stalin was 
deemed necessary to prevent the reoccurrence such human attrocities. The United Nations, established in 
1945, began to formulate a policy that would make the respect of human rights an international priority 
and give more detailed articulation of the four freedoms outline by President Roosevelt.  A key 
component of the United Nations mandate was the drafting of an International Bill of Human Rights. A 
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commission was appointed to begin drafting the first in a series of documents, a list of universally 
recognized rights and freedoms, which was soon to be known as the Universal Declaration of Human 
Rights. 
     The Commission on Human Rights was chaired by Eleanor Roosevelt.  The Commission needed to 
create a declaration that all countries around the world could adopt as their own. This was no easy task. 
The ideas needed to be “universal.” This meant that they had to transcend different political and religious 
beliefs, and different cultures. They enlisted the help of several people, including a Canadian named John 
Peters Humphrey.  Dr. Humphrey was a young law professor from McGill University in Montreal and a 
renowned authority on international law. He wrote the first draft of the Universal Declaration of Human 
Rights, and worked to guide it through several drafts to its final adoption on December 10, 1948.  
     The Universal Declaration of Human Rights reflects fundamental beliefs shared by countries around 
the world regarding human rights. The document is divided into two sections: the preamble, which 
describes the reasons why the Universal Declaration of Human Rights was created, and the 30 Articles 
that list our basic human rights. 
There are two main themes contained in the preamble. The first is the belief that in order to support a 
better quality of life for all, laws that protect human rights must be enforced and respected universally. 
The second is the belief that, by upholding human rights, "freedom, justice, and peace in the world" can 
be achieved. In short, respecting human rights means a better world for everyone. 
     There are 30 articles in the Universal Declaration of Human Rights, covering various categories of 
human rights, such as basic rights (e.g., life, security of the person, freedom); political rights (e.g., right to 
vote); civil rights and liberties (e.g., freedom of opinion and expression); equality rights (e.g., the right to 
be free from discrimination); economic rights (e.g., the right to fair wages and safe working conditions); 
social rights (e.g., access to education and adequate health care); and cultural rights (e.g., the right to 
speak your native language and practice your culture).  Although each of these rights may differ from one 
another, they are all considered to be part of an indivisible set of human rights. 
     The Universal Declaration of Human Rights is a profoundly important document for people all over 
the world because it is founded on three key principles. Human rights are inalienable: no one can ever 
take them away from you. Human rights are also indivisible: you cannot be entitled to some of them and 
denied others. Finally, human rights are interdependent: they are all part of a larger framework and work 
together so you can enjoy a safe, free, and productive life. 
     The Universal Declaration of Human Rights itself is not a document that is legally binding. Countries 
that have signed the Universal Declaration of Human Rights cannot be held legally responsible if they 
break their promise to protect and preserve human rights and freedoms. The Declaration is a standard for 
countries to follow. It expresses the basic principles and ideals that the world holds for human rights.  
Using the Universal Declaration of Human Rights as a guide, national governments are responsible for 
creating laws to protect these universal human rights. Citizens can then use their own judicial and legal 
systems to prosecute individuals or groups that have violated these human rights.  (Clapham, p. 42).  
What follows is a simplified version of the 30 articles of the Universal Declaration of Human Rights 
(UDHR) that has been created especially for young people (Youth for Human Rights, 2009). This format 
is more easily grasped by elementary school students, being free of legal terminology which young 
persons may find unfamiliar. The original language of the UNDR is provided in the Appendix at the end 
of this paper.  The 30 rights are provided in simplified format, reproduced below as provided by the 
organization known as Youth for Human Rights (2009): 
1. We Are All Born Free & Equal. We are all born free. We all have our own thoughts and ideas. We 
should all be treated in the same way. 
2. Don’t Discriminate.  These rights belong to everybody, whatever our differences. 
3. The Right to Life.  We all have the right to life, and to live in freedom and safety.  
4. No Slavery.  Nobody has any right to make us a slave. We cannot make anyone our slave.  
5. No Torture.  Nobody has any right to hurt us or to torture us.  
6. You Have Rights No Matter Where You Go.  I am a person just like you!  
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7. We’re All Equal Before the Law. The law is the same and applies the same way for everyone.  It 
must treat us all fairly.  
8. Your Human Rights Are Protected by Law. We can all ask for the law to help us when we are not 
treated fairly.  
9. No Unfair Detainment. Nobody has the right to put us in prison without good reason and keep us 
there, or to send us away from our country.  
10. The Right to Trial. If we are put on trial this should be in public. The people who try us should not 
let anyone tell them what to do.  
11. We’re Always Innocent Till Proven Guilty. Nobody should be blamed for doing something until it 
is proven. When people say we did a bad thing we have the right to show it is not true.  
12. The Right to Privacy. Nobody should try to harm our good name. Nobody has the right to come into 
our home, open our letters, or bother us or our family without a good reason.  
13. Freedom to Move. We all have the right to go where we want in our own country and to travel as we 
wish.  
14. The Right to Seek a Safe Place to Live. If we are frightened of being badly treated in our own 
country, we all have the right to run away to another country to be safe.  
15. Right to a Nationality. We all have the right to belong to a country. 
16. Marriage and Family. Every grown-up has the right to marry and have a family if they want to. Men 
and women have the same rights when they are married, and when they are separated. 
17. The Right to Your Own Things. Everyone has the right to own things or share them. Nobody should 
take our things from us without a good reason. 
18. Freedom of Thought. We all have the right to believe in what we want to believe, to have a religion, 
or to change it if we want.  
19. Freedom of Expression. We all have the right to make up our own minds, to think what we like, to 
say what we think, and to share our ideas with other people.  
20. The Right to Public Assembly. We all have the right to meet our friends and to work together in 
peace to defend our rights. Nobody can make us join a group if we don’t want to. 
21. The Right to Democracy. We all have the right to take part in the government of our country. Every 
grown-up should be allowed to choose their own leaders.  
22. Social Security. We all have the right to affordable housing, medicine, education, and childcare, 
enough money to live on and medical help if we are ill or old.  
23. Workers’ Rights. Every grown-up has the right to do a job, to a fair wage for their work, and to join 
a trade union.  
24. The Right to Play. We all have the right to rest from work and to relax.  
25. Food and Shelter for All. We all have the right to a good life. Mothers and children, people who are 
old, unemployed or disabled, and all people have the right to be cared for.  
26. The Right to Education. Education is a right. Primary school should be free. We should learn about 
the United Nations and how to get on with others. Our parents can choose what we learn.  
27. Copyright. Copyright is a special law that protects one’s own artistic creations and writings; others 
cannot make copies without permission. We all have the right to our own way of life and to enjoy the 
good things that art, science and learning bring.  
28. A Fair and Free World. There must be proper order so we can all enjoy rights and freedoms in our 
own country and all over the world.  
29. Responsibility. We have a duty to other people, and we should protect their rights and freedoms.  
30. No One Can Take Away Your Human Rights.   
     Following the creation of the United Nations in 1945, there was no clear agreement as to what a core 
statement of human rights as a shared universal ethic should include or exclude.  At the end of WWII 
there was a discernable need to make a strong statement of the principles for which the U.S. and its allies 
had been fighting.  The human rights ideals were so deeply ingrained in the justifications for war that they 
helped to push forward a renewed fight for recognition of the racial injustices in America and a full-
fledged civil rights movement.    
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     In addition, there was a supra-national court formed after the war which carried out a series of 13 trials 
in Nuremberg, Germany which sentenced 12 defendants to death and 5 defendants to life imprisonment.  
Also, a post-war Tokyo Tribunal sentenced 7 defendants to death and 16 defendants received life 
imprisonment.  These trials were an initial step toward the creation of an International Criminal Court 
which was ultimately formed in 2002 (Clapham, p.33).  The recognition of legitimacy world-wide implies 
that no person in the world is exempt from these actions and all nation states would act to prohibit any 
person or group that commits such acts. 
     The real significance of an international court would be that nation states were allowing legally 
binding decisions of an extra-national organization to decide the fate of citizens inside their jurisdiction 
(which amounts to a diminution of nation-state based sovereignty).  Instead of its jurisdiction being 
established by war-related military occupation, the United Nations Security Council was empowered to 
make findings that would be binding on all individuals.  The International Criminal Court was established 
with the intent to hold responsible any individual who commits “crimes against humanity.”  According to 
the statue of the international criminal court a crime against humanity means: 
     any of the following acts when committed as part of a widespread or systematic attack directed 

against any civilian population, with knowledge of the 
attack:(a) Murder;(b) Extermination;(c) Enslavement;(d) Deportation or forcible transfer of 
population;(e) Imprisonment or other severe deprivation of physical liberty in violation of 
fundamental rules of international law;(f) Torture;(g) Rape, sexual slavery, enforced 
prostitution, forced pregnancy, enforced sterilization, or any other form of sexual violence of 
comparable gravity;(h) Persecution against any identifiable group or collectivity on 
political, racial, national, ethnic, cultural, religious, gender as defined in paragraph 3, or other 
grounds that are universally recognized as impermissible under international law, in connection 
with any act referred to in this paragraph or any crime within the jurisdiction of the 
Court;(i) Enforced disappearance of persons;(j) The crime of apartheid;(k) Other inhumane acts 
of a similar character intentionally causing great suffering, or serious injury to body or to mental 
or physical health (Clapham, p.40). 

     Such a regulation of the use of violence implies that disputes and conflicts between social groups 
would need to resolve by some peaceful means.  Threat of bodily coercion and use of threat based 
violence were to be off limits as a means of settling differences.   
     The line of thought that people are entitled to basic rights by virtue of the fact that they are members of 
the human race is universally accepted by nearly all nation states. This is concomitant to projecting 
associated forms of education and institutions dedicated to increasing peaceful resolution of conflicts 
among different global actors, and decreasing use of violence, threats of violence, and coercion as 
legitimate sources of political power. 
     Following the passage of the UDHR, the United Assembly called upon all Member countries to publicize 
the text of the Declaration and "to cause it to be disseminated, displayed, read and expounded principally in 
schools and other educational institutions, without distinction based on the political status of countries or 
territories (UNESCO, 1995).”  To this end the United Nations, from its inception in 1945, created the 
United Nations Educational, Scientific, and Cultural Organization (UNESCO) to underscore the 
importance of education for human rights.  Human rights education should be a fundamental, core aspect 
of every school and college curriculum given the role that the United States played in the formation of the 
United Nations.  Educators can incorporate a human rights program into K-12 curricula.  Youth can learn 
about and gain a better understanding of their human rights and responsibilities with beneficial 
consequences in and out of the immediate school environment.   
     How has the call to promote “education for human rights” been answered in school curriculum in the 
United States, as a whole, to date?  The news of another act of gun violence shocks the American public 
and the focus on the negative aspects of material consumer culture hide some real progress toward 
teaching for a culture of peace.  In 1988, The California State Department of Education answered the call 
of the U.N. General Assembly by publishing and distributing Model Curriculum for Human Rights and 
Genocide.  California’s model curriculum document recognizes the urgency and necessity of such 
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education and acknowledged its model curriculum as a response to the Integrated Framework of Action 
on Education for Peace, Human Rights and Democracy in 1995 (UNESCO, 1995).  The California 
Department of Education consequently released a second printing of the earlier version of the Model 
Curriculum for Human Rights and Genocide first developed and distributed in the 1988.  Yet, despite the 
dissemination of the “model” curriculum, few educational institutions have adopted a comprehensive 
curriculum as suggested in the Model Curriculum for Human Rights to ensure that education for human 
rights is integrated into the curriculum of Social Studies in K-12. The UNESCO 1995 platform states: “It 
is time to call upon ministries of education, educational institutions and policy makers to fulfill the 
commitments.  A culture of peace will be achieved when citizens of the world understand global 
problems; have the skills to resolve conflict constructively; know and live by international standards of 
human rights, gender and racial equality; appreciate cultural diversity; and respect the integrity of the 
Earth. Such learning cannot be achieved without intentional, sustained and systematic education for 
peace.”  (UNESCO,1995).  Even though the curriculum for human rights was circulated in California 
public schools, there is little evidence of its systematic incorporation in current California social studies 
curriculum.   
     The California “model” curriculum document actually starts by revealing the Armenian Genocide as 
an event that precipitated the subsequent atrocities of Hitler and Stalin.   The California curriculum gives 
additional coverage to other incursions that fit the characterization of gross human rights violations such 
as the United States internment of Japanese-Americans during World War II and the acts of the Khmer 
Rouge in Cambodia during the Vietnam War era.   The struggles for human rights and the related history 
can then be extended to the crises of the globe today.  
     The universal declaration of human rights is of great relevance to current global crises.  Education for 
human rights should be just as important in curriculum as the study of the Declaration of Independence.  
Considering their relevance to the recent atrocities of the present day in the Sudan, or examining the 
human rights violations allegedly committed by the Islamic State in Syria (also known as ISIS or ISIL), it 
would be advisable to post the Universal Declaration of Human Rights (UDHR) next to the Declaration of 
Independence in every classroom in America.  However, surveys suggest that only a small fraction 
(roughly 20 percent of American students) have knowledge of Universal Declaration of Human Rights, or 
can enumerate these rights.  (Youth for Human Rights, 2009) 
     There has been an international campaign to facilitate the introduction of peace and human rights 
education into all educational institutions.  It was called for by the Hague Appeal for Peace Civil Society 
Conference in May, 1999.  This effort was the result of a collaboration of individual educators and 
education related Non-Governmental Organizations committed to peace.   The Hague Appeal initiative 
was conducted through a global network of education associations.  It has attempted to form regional, 
national and local task forces of citizens and educators who will lobby and inform ministries of education 
and teacher education institutions about the UNESCO Framework and the multiplicities of methods and 
materials that now exist to practice peace and human rights education in all learning environments (Hague 
Appeal for Peace, 1999).   A collection of such curriculum and lessons utilizing the Universal Declaration 
of Human Rights, and highlighting historical figures such as Mahatma Gandhi, Martin Luther King, 
Caesar Chavez and Nelson Mandela in their struggles to promote human rights, can be found at the Open 
Educational Research Commons online (OERC). 
     Building a culture of peace also requires us to deal with a world awash in deadly weapons.  A culture 
of peace will require us to reorient our budget priorities, away from destructive weapons and towards 
investment in humankind’s productive capacities.   Our world faces profound challenges, from 
environmental degradation to glaring inequities in wealth and income and unprecedented levels of 
unemployment among youth.  The world is witness to discrimination against migrants and minorities, and 
political campaigns in Europe see political parties now capitalizing on bigotry and the demonization of 
specific groups of people (often migrant groups, religious and/or racial minorities).  This is a moment in 
history when we need to cultivate a culture of peace — not just the absence of war, but a fully formed 
culture of peace (UNESCO, 1995).  This is a time for educational institutions at all levels to respond 
actively and affirmatively to the call for action on education for peace, human rights, and democracy. 
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Appendix: 

Universal Declaration of Human Rights (Original Document)  
PREAMBLE 
Whereas recognition of the inherent dignity and of the equal and inalienable rights of all members of the 
human family is the foundation of freedom, justice and peace in the world, 
Whereas disregard and contempt for human rights have resulted in barbarous acts which have outraged 
the conscience of mankind, and the advent of a world in which human beings shall enjoy freedom of 
speech and belief and freedom from fear and want has been proclaimed as the highest aspiration of the 
common people, 
Whereas it is essential, if man is not to be compelled to have recourse, as a last resort, to rebellion 
against tyranny and oppression, that human rights should be protected by the rule of law, 
Whereas it is essential to promote the development of friendly relations between nations, 
Whereas the peoples of the United Nations have in the Charter reaffirmed their faith in fundamental 
human rights, in the dignity and worth of the human person and in the equal rights of men and women 
and have determined to promote social progress and better standards of life in larger freedom, 
Whereas Member States have pledged themselves to achieve, in cooperation with the United Nations, 
the promotion of universal respect for and observance of human rights and fundamental freedoms, 
Whereas a common understanding of these rights and freedoms is of the greatest importance for the full 
realization of this pledge, 
Now, therefore, The General Assembly, Proclaims this Universal Declaration of Human Rights as a 
common standard of achievement for all peoples and all nations, to the end that every individual and 
every organ of society, keeping this Declaration constantly in mind, shall strive by teaching and education 
to promote respect for these rights and freedoms and by progressive measures, national and international, 
to secure their universal and effective recognition and observance, both among the peoples of Member 
States themselves and among the peoples of territories under their jurisdiction. 
Article 1. 
All human beings are born free and equal in dignity and rights. They are endowed with reason and 
conscience and should act towards one another in a spirit of brotherhood. 
Article 2. 
Everyone is entitled to all the rights and freedoms set forth in this Declaration, without distinction of any 
kind, such as race, colour, sex, language, religion, political or other opinion, national or social origin, 
property, birth or other status. 
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Furthermore, no distinction shall be made on the basis of the political, jurisdictional or international status 
of the country or territory to which a person belongs, whether it be independent, trust, non-self-governing 
or under any other limitation of sovereignty. 
Article 3. 
Everyone has the right to life, liberty and security of person. 
Article 4. 
No one shall be held in slavery or servitude; slavery and the slave trade shall be prohibited in all their 
forms. 
Article 5. 
No one shall be subjected to torture or to cruel, inhuman or degrading treatment or punishment. 
Article 6. 
Everyone has the right to recognition everywhere as a person before the law. 
Article 7. 
All are equal before the law and are entitled without any discrimination to equal protection of the law. All 
are entitled to equal protection against any discrimination in violation of this Declaration and against any 
incitement to such discrimination. 
Article 8. 
Everyone has the right to an effective remedy by the competent national tribunals for acts violating the 
fundamental rights granted him by the constitution or by law. 
Article 9. 
No one shall be subjected to arbitrary arrest, detention or exile. 
Article 10. 
Everyone is entitled in full equality to a fair and public hearing by an independent and impartial tribunal, 
in the determination of his rights and obligations and of any criminal charge against him. 
Article 11. 

1. Everyone charged with a penal offence has the right to be presumed innocent until proved guilty 
according to law in a public trial at which he has had all the guarantees necessary for his defence. 

2. No one shall be held guilty of any penal offence on account of any act or omission which did not 
constitute a penal offence, under national or international law, at the time when it was committed. 
Nor shall a heavier penalty be imposed than the one that was applicable at the time the penal 
offence was committed. 

Article 12. 
No one shall be subjected to arbitrary interference with his privacy, family, home or correspondence, nor 
to attacks upon his honour and reputation. Everyone has the right to the protection of the law against such 
interference or attacks. 
Article 13. 

1. Everyone has the right to freedom of movement and residence within the borders of each State. 
2. Everyone has the right to leave any country, including his own, and to return to his country. 

Article 14. 
1. Everyone has the right to seek and to enjoy in other countries asylum from persecution. 
2. This right may not be invoked in the case of prosecutions genuinely arising from nonpolitical 

crimes or from acts contrary to the purposes and principles of the United Nations. 
Article 15. 

1. Everyone has the right to a nationality. 
2. No one shall be arbitrarily deprived of his nationality nor denied the right to change his 

nationality. 
Article 16. 

1. Men and women of full age, without any limitation due to race, nationality or religion, have the 
right to marry and to found a family. They are entitled to equal rights as to marriage, during 
marriage and at its dissolution. 

2. Marriage shall be entered into only with the free and full consent of the intending spouses. 
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3. The family is the natural and fundamental group unit of society and is entitled to protection by 
society and the State. 

Article 17. 
1. Everyone has the right to own property alone as well as in association with others. 
2. No one shall be arbitrarily deprived of his property. 

Article 18. 
Everyone has the right to freedom of thought, conscience and religion; this right includes freedom to 
change his religion or belief, and freedom, either alone or in community with others and in public or 
private, to manifest his religion or belief in teaching, practice, worship and observance. 
Article 19. 
Everyone has the right to freedom of opinion and expression; this right includes freedom to hold opinions 
without interference and to seek, receive and impart information and ideas through any media and 
regardless of frontiers. 
Article 20. 

1. Everyone has the right to freedom of peaceful assembly and association. 
2. No one may be compelled to belong to an association. 

Article 21. 
1. Everyone has the right to take part in the government of his country, directly or through freely 

chosen representatives. 
2. Everyone has the right to equal access to public service in his country. 
3. The will of the people shall be the basis of the authority of government; this will shall be 

expressed in periodic and genuine elections which shall be by universal and equal suffrage and 
shall be held by secret vote or by equivalent free voting procedures. 

Article 22. 
Everyone, as a member of society, has the right to social security and is entitled to realization, through 
national effort and international co-operation and in accordance with the organization and resources of 
each State, of the economic, social and cultural rights indispensable for his dignity and the free 
development of his personality. 
Article 23. 

1. Everyone has the right to work, to free choice of employment, to just and favourable conditions 
of work and to protection against unemployment. 

2. Everyone, without any discrimination, has the right to equal pay for equal work. 
3. Everyone who works has the right to just and favourable remuneration ensuring for himself and 

his family an existence worthy of human dignity, and supplemented, if necessary, by other means 
of social protection. 

4. Everyone has the right to form and to join trade unions for the protection of his interests. 
Article 24. 
Everyone has the right to rest and leisure, including reasonable limitation of working hours and periodic 
holidays with pay. 
Article 25. 

1. Everyone has the right to a standard of living adequate for the health and well-being of himself 
and of his family, including food, clothing, housing and medical care and necessary social 
services, and the right to security in the event of unemployment, sickness, disability, widowhood, 
old age or other lack of livelihood in circumstances beyond his control. 

2. Motherhood and childhood are entitled to special care and assistance. All children, whether born 
in or out of wedlock, shall enjoy the same social protection. 

Article 26. 
1. Everyone has the right to education. Education shall be free, at least in the elementary and 

fundamental stages. Elementary education shall be compulsory. Technical and professional 
education shall be made generally available and higher education shall be equally accessible to all 
on the basis of merit. 
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2. Education shall be directed to the full development of the human personality and to the 
strengthening of respect for human rights and fundamental freedoms. It shall promote 
understanding, tolerance and friendship among all nations, racial or religious groups, and shall 
further the activities of the United Nations for the maintenance of peace. 

3. Parents have a prior right to choose the kind of education that shall be given to their children. 
Article 27. 

1. Everyone has the right freely to participate in the cultural life of the community, to enjoy the arts 
and to share in scientific advancement and its benefits. 

2. Everyone has the right to the protection of the moral and material interests resulting from any 
scientific, literary or artistic production of which he is the author. 

Article 28. 
Everyone is entitled to a social and international order in which the rights and freedoms set forth in this 
Declaration can be fully realized. 
Article 29. 

1. Everyone has duties to the community in which alone the free and full development of his 
personality is possible. 

2. In the exercise of his rights and freedoms, everyone shall be subject only to such limitations as 
are determined by law solely for the purpose of securing due recognition and respect for the rights 
and freedoms of others and of meeting the just requirements of morality, public order and the 
general welfare in a democratic society. 

3. These rights and freedoms may in no case be exercised contrary to the purposes and principles of 
the United Nations. 

Article 30. 
Nothing in this Declaration may be interpreted as implying for any State, group or person any right to 
engage in any activity or to perform any act aimed at the destruction  of any of the rights and freedoms set 
forth herein. 
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Abstract 
     In this article I explain two political axes that cross the left-to-right political scale metaphor, one of 
which is often ignored by both scholars and pundits, and the other of which is seldom clearly explained, 
its assumptions seldom exposed. I then posit that there are also three fairly distinctive worldview 
paradigms that dominate politics in the United States today. Anecdotal evidence suggests that when the 
basic tenants of a worldview paradigm, along with its narratives and frames, are entrenched within 
cultural understandings and norms, it is difficult for individuals of that culture or sub-culture to fathom 
the reasoning behind any other view. This situation produces indignation and anger, because entrenched 
views and beliefs become so important to maintaining the worldview that conflicting ideas are perceived 
as threats. Once these basic points concerning the political axes and worldview paradigms are clear, we 
can understand various political quandaries in the US today.  
Introduction 
     Confusion seems to reign when it comes to the question of how much Americans are divided in their 
political views. Hunter (1991) argued that on an increasing number of issues, American’s tend to side 
with one of two definable political polarities. This phenomenon he called our “culture war.” Some years 
later, though, Fiorina et al (2004) argued that most Americans hold centrist political views, and that it is 
only the politicians, journalists and political pundits who think they see a polarized America. Polls, 
Fiorina et al demonstrate, show that the majority of Americans have views about several salient issues 
such as abortion, gay marriage and gun control that are more or less a compromise between the views 
promoted by right-wing politicians and the views promoted by left-wing politicians (Fiorina et al, 2004). 
Lakoff (2008), on the other hand, argues that “centrist” Americans’ views are more difficult to classify 
than the polls suggest, because their views, on numerous issues, “vary every which way” (p. 46). He 
further argues that the left-to-right political scale is actually just an inaccurate, and perhaps even 
dangerous, metaphor, and that there is no true single group of “centrist” Americans. There seems to be no 
agreement as to whether or not America’s so-called “culture war” actually exists, whether or not there is 
any definable “center” in the middle of the left-to-right political scale, or even whether or not that scale 
metaphor is useful. 
     Yet I would argue that the metaphor is useful, but only if it is truly understood. The problem is that the 
scale metaphor is too often over-simplified, with the left and right extremes misidentified as those who 
have a preference for “big government” and “small government” respectively. Yet in actuality, there are 
multiple axes of debate running across this political left-to-right scale. In this article, I will discuss the 
two axes that dominate most of the political debate in the United States today. I will also demonstrate that 
what I will call the predominant worldview paradigms in the U.S. have shifted over the last century. Our 
two major political parties have followed suit by shifting their policy platform preferences, as each party 
attempts to capture the approval of the new, so-called centrist majority. And finally, I will explain why we 
have relatively new wings of each party, the notable “Tea Party” on the right and the less organized 
environment-preservation and gay rights activists on the left, whose political frustrations towards each 
other embody what we could reasonably call the “culture war,” after all. 
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Left-right political axes 
     The two most obvious lines of debate that run through the left-right policy-preference spectrum (the 
left-right political scale metaphor) concern economic policy preferences and behavior-modification policy 
preferences. The economic policy debate has perhaps been most accurately and simply defined as a 
debate between the “externalists” and the “internalists” (Wilber, 1981). Externalists, on the ideological 
left, believe that human suffering comes from difficulties that occur in our environment or are 
inadvertently caused by the structures of society itself. In other words, it is our collective responsibility to 
solve the economic problems of society because they are caused or cured by structures external to the 
individual. This notion assumes, for example, that poverty is something that can and should be eliminated 
because it is a blight that is unfairly imposed by societal and economic structures on certain unfortunate 
groups of people. It is up to the government, then, as both embodied by and representative of “we the 
people,” to get the job done. This is why, blaming poverty on weaknesses in the American economy, 
Presidents Kennedy and Johnson tried to eradicate this blight through governmental action — the so-
called “war on poverty” (see Brauer, 1982). Today’s Democrats tend to forward progressive taxation and 
policies that regulate the practices of large corporations and provide assistance to the poor as ways to 
decrease, and hopefully one day eliminate, poverty. This is largely from whence Democrats get the “big 
government” label. 
     In direct contrast to this view, are the beliefs of the internalists on the right, who are often but less 
accurately referred to as economic conservatives. Internalists believe that the economy is driven by the 
will and innovation of productive individuals, and that anything the government does that might interfere 
with or even inadvertently discourage that productivity can only slow and harm the overall economy. In 
other words, internalists believe that the economic problems of society are caused by individuals who lack 
internal drive. This, for example, may be one reason why Congressional Republicans, in 2010, repeatedly 
tried to blockade the extension of unemployment benefits. An internalist might assume that such 
extensions reduce the incentive for individuals to take “any available job,” and could therefore actually 
slow an economic recovery. For example, Sharon Angle, a 2010 Republican candidate for senator from 
Nevada, made the comment that the American citizenry was “spoiled” by entitlements such as 
unemployment benefits (Ralston, 2010). Making matters worse, according to this view, is that these 
benefits also drive up the national debt1 which necessitates higher taxes on wealthy individuals and 
businesses.2 Yet according to this view, wealthy individuals have every right to fully enjoy the fruits of 
their entrepreneurship or innovations. It is further assumed that these wealthy individuals, along with the 
businesses they own, run or hold stock in, drive the economy in the first place. Following this line of 
reasoning to its conclusion we see the belief that to economically burden these individuals by the 
machinations of government is a folly that can only harm the progress of our nation or slow the recovery 
of an ailing economy. It is largely from these views that Republicans have earned the reputation as being 
for less or “smaller” government. 
     Politicians who are elected to office through their affiliations with these parties often seem to feel 
obligated to stake out positions on the farthest extremes of the left-to-right spectrum, perhaps simply to 
clearly demarcate their positions as being in direct opposition to those of the opposing party. This 
partially clarifies reasons behind the gridlock seen in Congress and in state governments, particularly 
during economically trying times. Yet any given citizen may partially agree and partially disagree with 
both the internalist and the externalist positions. This is one place where we may find true “centrists” 
among the voters. For example, President Clinton’s “Welfare to Work” initiative was a product of 
compromise between internalist and externalist views and has for decades been highly rated among 
voters. 
     Yet this only illuminates one line of debate across the left-to-right political spectrum. The second line 
of debate across the spectrum is about behavior-modification policies. As of the writing of this article, 
about seventy-six percent of people in the United States self-identify as Christians.3 On the right-hand 
side of the political spectrum we find groups, which I will call “political-moralists,” who believe it is our 
collective responsibility to have an established code-of-conduct by which citizens are expected to live.4 
Those who do not follow this code-of-conduct are to be punished, or at the least shunned, by our laws and 
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policies. Although beliefs and biblical interpretations vary widely across the many denominations of 
Christianity, this desired code-of-conduct is often based loosely yet primarily on the Ten Commandments 
contained in the Old Testament of the Bible. Quite often, political-moralists do not believe in the 
“separation of church and state,” and even those who do may nonetheless believe that we should be “a 
nation of Christians,”5 and that government should, at the least, encourage “Christian-like” behavior.6 
     This sentiment, always present given the high percentage of Christians in our nation, grew stronger 
than it had previously been during the “red-scare” of the 1950s. Because economic communism came to 
be associated with governments that discouraged organized religion, the cry for a more religious nation 
became part of our differentiation from these communistic regimes. Thus, in the 1950s, one nation, 
“under God” was added to our national pledge of allegiance. It is also to encourage this religious or 
“moral” nation, by some groups’ particular interpretation thereof, that certain behavior-modification laws 
and policies are forwarded. Here we find the promotion of laws and policies that encourage heterosexual 
marriage but discourage homosexual marriage. We also find here the promotion of laws and policies that 
discourage premarital and extra-marital sex and that discourage abortion. In this way, the Republicans are 
for far more intrusive, or “bigger” government, than are the Democrats. 
     On the left side of the political spectrum we find instead an interpretation of the Establishment Clause 
of the Constitution that insists that government must not interfere with or even attempt to direct individual 
religious choice, and therefore should not base law and policy upon anyone’s interpretation of what it 
means to be “moral.”7 These groups I will call “political-secularists,” because of their belief that the basis 
of our laws cannot be any religious texts. Here, instead, we find law and policy preferences that are based 
loosely on some interpretation of the “no harm principal” (Mill, 1859/1999). That is, political-secularists 
tend to want proof that a given individual’s behavior causes actual harm to other individuals before they 
can accept the government’s limitation of that behavior.  
     While there is much debate about what constitutes “actual harm” and even what constitutes a legally 
protectable “individual,” the majority of political-secularists want government to interfere as little as 
possible in the behavior of adult citizens. Unlike the political-moralists’ position, political-secularists do 
not believe that it is the government’s place to dictate individual moral choice. Instead, they believe that 
morality and religious choice are deeply private matters which, in order to preserve liberty, must be 
protected from the reach of government coercion. For this reason, we find on the left, advocates for 
“choice” on the abortion issue, those who want extensive education about sex and birth-control choices in 
secondary public schools, and advocates for the marital rights of homosexuals. In contrast to what is often 
suggested by political opponents, political-secularists do not necessarily condone abortion, gay marriage, 
or any other behavior that is deviant from the majority norm. Instead, they oppose the notion that 
government should regulate it, believing instead that individual choice should be preserved as much as 
possible while still maintaining a reasonably safe and peaceful society. In this way, the Democrats, who 
are on the political left, are for less intrusive, or smaller, government than are the Republicans. 
     Here we also find a centrist position among many voters. The majority of voters say that abortion 
should be allowed under some circumstances, that gays and lesbians should at least be allowed to from 
permanent, legally recognized unions, believe that we should have sex education in schools, and want 
birth control to be readily available. Voters who hold these views are indeed centrists in that their views 
fall between the ideological far right, that wants a large, behavior-controlling government, and the 
ideological far left, that takes a “live and let live” position.  
     Yet dissipating the large/small government confusion does not clear up all of the problems that 
surround the left-to-right political scale metaphor. For example, additional confusion comes from the fact 
that Democrats on the left tend to believe that it is our collective responsibility to maintain a “reasonably 
safe and peaceful society” so far as that pertains to peace within the society and to collective health. It is 
for this reason that they often are advocates both of gun-control laws, which prevent individuals from 
carrying handguns or owning automatic rifles or machine guns, and of no-smoking laws, which prevent 
individuals from smoking cigarettes inside of buildings, airplanes and public-transportation vehicles. This 
is in spite of the limitation of individual choice that these laws impose, because the safety and 
peacefulness that this affords the collective is seen as more important, in these cases, than individual will. 

110



In this way, the left can indeed be for more intrusive, or bigger, government in a way that does have to do 
with behavior modification. The difference is that the right works to modify individual behavior for 
religious reasons, while the left works to modify collective behavior for secular reasons.  
Worldview Paradigms 
     All of my explanation so far only sheds light on a small piece of the ideological puzzle. To further 
explain the political rifts in America, I will next explain what I call worldview8 paradigms. I borrow the 
term “paradigm” from Thomas Kuhn (1962), even though he used it somewhat differently, that is, to refer 
to what is accepted within the scientific community at any given time in history. According to Kuhn, 
ideas and inquiry outside of that accepted scientific paradigm have been considered to be unreasonable 
and irrational. Similarly, ideas and beliefs that are outside of one’s own worldview paradigm may seem 
unreasonable and irrational as well. 
     Further, Kuhn tells us that when new discoveries disturb our old understandings, they cause a sort of 
chaos in the accepted paradigmatic frames. If the new discoveries cause too much chaos, that is, if they 
are too “far out” to be accepted by the larger culture of the time, they will be buried and forgotten. But if 
those discoveries are accurate, eventually they will be rediscovered. This means that, sooner or later, the 
paradigm engulfing the larger scientific community will fracture and expand into a larger one that allows 
for the reality of the previously shunned discoveries. This is how science, and our understanding of the 
physical world we live in, expands over time.  
     Similarly, cultural worldview paradigms within a given populace can shift, as they have done over the 
last few decades in the United States. As long as the older views are predominant, newer ways of seeing 
things will be shunned and suppressed. However, once a large enough section of the populace has begun 
to embrace the new ideas and values, laws and norms will begin to change (Williams, 1997). This, in turn, 
invites a push-back from those holding the old value sets, which creates a sort of chaos in the political 
system and in social networks. Eventually acceptance expands and the new worldview paradigm becomes 
part of the overall norm. This would explain how societies change, and become more inclusive, over time. 
     Generally speaking, a paradigmic worldview is that which helps us to make sense of the vast array of 
information that we find all around us, all of the time (see also Beck & Cowan, 1996; McIntosh, 2007; 
Wilber, 1996). It is a set of rules or guidelines that we use to interpret the world, sometimes on a 
subconscious or ‘automatic’ level. Yes, it is true that the way any given individual views the world at any 
particular time usually encompasses more than just one of these sets of guidelines. Individuals may also 
vary their worldview paradigms according to situational context. The same is also true for tendencies that 
we can see across cultures and sub-cultural groups. Therefore, the use of worldview paradigm models to 
explain differences between political groups may seem like a gross over-simplification. However, it is 
also true that no matter which worldview paradigm one draws on to make a value-judgment about a given 
occurrence or interaction, the notions found within that particular paradigm tend, at least for that 
particular situation, to be considered as universal truth rather than as debatable assumption. 
     Further, anecdotal evidence suggests that when the basic tenants of a worldview paradigm, along with 
its narratives and frames (Lakoff, 2008), are entrenched within cultural understandings and norms, it is 
difficult for individuals of that culture or sub-culture to fathom the reasoning behind any other view. It 
therefore appears that worldview paradigms function in a way that is similar to the function of “mental 
models” (Johnson-Laird, 1983). In fact, worldview paradigms could help to explain how and why mental 
models function the way that they do, in that "people tend to filter new information according to its 
congruence or otherwise with their existing understandings, beliefs, and values" (Jones et al, 2011, np.).  
     Individuals may not even realize that worldview paradigms other than their own exist, which greatly 
limits their ability to understand or effectively communicate with others whose worldview paradigms are 
different. This produces frustration, particularly when people with conflicting values view each other as 
irrational or nonsensical. This situation also produces indignation and anger, because entrenched views 
and beliefs become so important to maintaining the paradigmic worldview that conflicting ideas are 
perceived as threats. To see this dynamic in action, one only needs to witness a political protest outside of 
the Supreme Court building before a decision about any controversial issue is handed down. It is because 
of these perceived threats that contemporary politics is filled with emotion, and why propaganda that 

111



relies on emotional response to dampen critical analysis – such as in the typical campaign television ad – 
can be effective in both swaying and confusing the voting populace. 
     Clare Graves, whose work was published by Beck and Cowan (1996), believed that cultures followed 
a particular pattern of worldview change and development. This would occur because, as individuals’ 
views change and develop, “they find points of commonality and mutual understanding that manifest as 
distinct cultural structures” (Brown & Riedy, 2006, p. 5). These structures within cultures can be graphed, 
revealing cultural-majorities who primarily adhere to given worldview paradigms at that particular point 
in time. Finally, while studying worldview paradigms as a way to understand political divisions may seem 
complicated at first blush, at least the understanding of the worldview paradigms that predominately 
influence politics in the United States can be fairly easily embraced. This is because, while there are over 
three hundred million individuals in the United States, it seems that we have only three primary 
worldview paradigms.  
     That three, and only three, worldview paradigms have strong influence upon American politics today 
is already fairly well established. For example, Evans (1997) challenged Hunter’s (1991) notion that there 
were only two major value-system structures within the United States and that these two formed the roots 
of all groups' social and political values. While Evans did find evidence of two worldviews, those two 
could not explain all of the variance that he found in values with his extensive surveys. The introduction 
of a third worldview, along with an understanding that these three overlap each other and that most 
individuals draw from more than just one, could explain the discrepancy that he found in the data. Then, 
the extensive research performed by Ray and Anderson (2000) revealed that a third worldview value-
system does, in fact, exist. That there is a majority “center” group (“moderns” according to Ray and 
Anderson) continues to be supported by extensive research (see Fiorina, 2011), although the views and 
values of this center group do vary widely, just as Lakoff (2008) argues.  
     Beck and Cowan (1996) referred to these three worldview paradigms are “truth-force,” “strive-drive,” 
and “human-bond.” Western political theorists know the terms for these worldview paradigms as ancient, 
modern and postmodern. However, “traditional” is the term used by some right-wing politicians today to 
describe their own ideology.9 It also seems to be a better descriptor than “ancient” for a set of views that 
in many ways parallels those of the ancient philosophers but has nonetheless developed and changed 
across time, while retaining some elements still in use by “traditionalists” today. For example, some 
“ancient” ideas, such as that slavery is both natural and morally acceptable, have been rejected. Yet other 
ancient ideas, such as that, within marriage, a male over female power hierarchy is natural, biblically 
ordained and unavoidable, is still embraced within the traditional paradigm.  
     The term “modernist” I borrow from Steve McIntosh, who has written about these worldviews before, 
and uses the term “modernist” rather than “modern” because this helps to establish the term as distinct 
from "contemporary.”10 Philosophies within the modernist paradigm hail mostly from the Enlightenment 
Era, and are written into such American documents as the Declaration of Independence via Thomas 
Jefferson’s use of words written by John Locke. Finally postmodernism became a relatively strong 
cultural force within the United States during the 1960s (Beck & Cowan, 1996), although it, too, showed 
up in philosophical writings much earlier (for example, see Nietzsche, 1911). It may be that not everyone 
likes the term “postmodern” for the paradigm that I will describe herein, but I find it as good of a word as 
any. Those who study philosophy may know it best for its deconstructionism and post-structuralism, 
though these are only two manifestations of the larger paradigm. 
     Ray and Anderson (2000) concluded that, in the 1990s, approximately 25 percent of Americans could 
be classified as “traditional,” 51 percent as “modern,” and 24 percent as “cultural creatives,” herein 
referred to as “postmodern.” And, a conglomerate of more recent studies suggests that the percentage 
numbers mapped by Ray and Anderson have remained relatively stable in recent decades (Whetmore, 
2013). Therefore, once some basic points concerning these three worldview paradigms are made clear, we 
can more easily understand various political stances in the U.S. today. 
     Traditionalism. The traditional paradigm is communal, but the focus of that communalism tends to be 
relatively small. Traditionalism favors stable institutions that forward behaviors that allow for healthy 
interdependency within families and communities. It is in part because of this that traditional groups tend 
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to be highly religious. Also, while care for one’s family and one’s neighborhood is of paramount 
importance, full acceptance of others tends to be limited to one’s own family and neighbors, or to the 
members of one’s church or religious community. Loving families and peaceful neighborhoods are 
healthy expressions of traditionalism (Beck & Cowan, 1996).  
     Given its small-group communal orientation, traditionalism tends to favor government action only 
when it is at the state or local level. Because 76 percent of Americans self-identify as Christians, the 
predominant religion among traditional groups in the United States is Christianity. The combination of 
these characteristics of American traditionalism goes a long way towards explaining its manifest views 
towards our government. American traditionals tend to distrust the national government, as it is seen as 
too distant from their local communities. They tend to view national-level programs that help the poor as 
aiding the “undeserving” (see Katz, 1989), in part because they see these programs helping people who 
they do not recognize as being like themselves. As Christians, they want the government to promote their 
version of a moral society. Therefore, traditional Americans tend to be externalists, but favor government 
help only for their own families and communities, and also demand local control of most aspects of 
government, including its distribution of welfare. They also tend to be political-moralists, and push for 
laws that align with their religious beliefs. 
     Also and unfortunately, the same social norms which ensure the functional mechanisms of traditional 
families and neighborhoods can have unpleasant side-effects, such as ethnocentrism, intolerance, and 
racism. This is partly because traditionalist groups tend to use the threat of being humiliated, shunned or 
ostracized as coercion to ensure that most individuals within the culture will follow the accepted set of 
rules and norms. Once this threat is imbedded within a culture, individuals born into the culture may fear 
being perceived as different or, as they mature into adulthood, as failing to completely and properly 
assimilate with the culture. These fears are then projected onto to others, and become the basis for gossip, 
shunning, and even violence against anyone labeled as “different.” Concepts of “good” versus “bad” 
behaviors can evolve into perception of an “us” versus “them” conflict. “We” are the ones who adhere to 
particular social expectations, and “they” are the ones who do not. To make matters worse, expectations 
concerning physical appearances can be tangled into the mix, such that those who look “like us,” have the 
same skin color as “us,” dress “like us,” or wear their hair the way “we” do are seen as “good,” and those 
who are different in some way are labeled as “bad.”  
     We can also see this ethnocentrism in the “us against them” attitude that surfaces any time resources 
appear to be scarce. For example, when employment opportunities in the U.S. appear to be scarce, 
traditionalists tend to blame recent immigrants, especially illegal immigrants, because these “others” are 
easily perceived as “not us” and therefore in competition against “us” for the limited resources. Another 
example of cultural ethnocentrism’s response to perceived scarcity is the hording of rights by power-elite 
groups. This occurs because of a perceived scarcity of rights, which is in part created by a belief in 
“natural and necessary”11 hierarchy. The result is that those traditionalists who are at the powerful top of a 
legal or social hierarchy tend to believe that the granting of rights to other groups must mean the taking of 
rights from the currently powerful, because they believe that no two groups can ever really equally 
coexist.  
     This belief causes a strong although arguably false perception that there is among humans a scarcity of 
rights, which manifests repeatedly throughout American history. For example, when women were 
struggling to gain the right to vote, a common fear-based argument emphasized by some men was that if 
women gained the right to vote, men would lose their political power. John Adams told his wife Abigail 
that women should not have the right to vote because if they did, men would be subject to “the despotism 
of the petticoat.”12 In other words, if women were allowed to vote, they would end up with total rule over 
men. This suggests a notion that it is impossible for men and women to have equal political power. 
Adams appears to have assumed that either men could have political power or women could, but that both 
could not have it at the same time. Similarly, white men historically argued that blacks should not be 
given rights equal to their own because, given some measure of political power, blacks would “take over 
the country.”13 Heterosexuals have likewise been guilty of arguing that if homosexuals are given the right 
to legally marry, heterosexual married couples will somehow lose their own political and social power.14 
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This notion of a scarcity of rights permeates much of American society, often appearing as an argument 
for why rights should not be extended to groups who have not previously had them. Yet no reason exists 
why basic “inalienable” rights must be rationed across groups. The notion is inextricably bound to the 
hierarchical structures of social and political power found within the traditional paradigm.  
     Traditionalism also forwards hierarchy as necessary to protect those who cannot protect themselves. 
According to Hobbes (1660/2011), hierarchies arose as a response to widespread violence, as well as to 
aid man’s opposition to nature as he struggled to survive. Hobbes argued that groups of people would 
choose one person to rule them, because of a belief that this person could ensure the safety of the entire 
group. According to this Hobbesian theory, men, for this reason, were willing to swear fealty to their 
kings. Although the accuracy of Hobbes' descriptions of early human existence are debatable, his tale of 
people desperately seeking a king to rule over them and protect them is echoed in the Old Testament of 
the Bible, and is also seen in similar explanations of hierarchical societal organizations explained by both 
Aristotle and Plato. Embedded within all of these stories is an assumption that hierarchy is both natural 
and necessary for the survival of mankind. 
     Kingdoms and other hierarchical socio-political structures could be found across as much of world as 
was known by the writers of history, for thousands of years. It is not surprising, then, to find within the 
traditional paradigmatic worldview a notion that hierarchy is both unavoidable and necessary for our very 
survival. This may explain why traditional Americans tend to demand “strong leaders” and prefer the 
trustee model of representation (Pitkin, 1967), that is, they want leaders who are willing to make 
unilateral decisions without much if any input from the people who elected them. It also likely explains 
why the one national-level expenditure that traditionals almost always support is that for the military. 
They tend to believe that the single most important function (and in some cases the only legitimate 
function) of the U.S. federal government the protection of our nation from its enemies. 
     Modernism. Modernism as it manifests within the capitalistic and democratic republic of the United 
States grants power and social prestige to those who manage to become financially successful. Also, 
perhaps because of the challenges pioneers in the American frontier faced, so-called “rugged 
individualism” is also highly valued.15 This is the notion that all individuals can and should take care of 
themselves, without requiring aid or assistance from others. It also forwards a notion that everyone is 
capable of “success,” but that it takes individual will and action to accomplish it. Because the United 
States has a capitalistic economy, success tends to be measured by financial wealth. Those who are seen 
as deserving are rewarded with higher incomes than those who are not so perceived, and those with higher 
incomes are awarded greater social respect and political power than those who earn less.16 As a result, 
escape from poverty is difficult but at least theoretically not impossible, and all individuals, male and 
female, young and old, are judged, at least to some degree, according to how much financial wealth each 
has managed to accumulate. This is why America’s modernists tend to be “internalists,” and why they 
tend to believe that the best thing that the government can do for the economy is to “get out of the way” 
and let the individual entrepreneur follow his or her own will.  
     Depending upon the culture involved, the modernist worldview paradigm can bring about a wide 
departure from traditionalism in some ways, and this is what has occurred in the U.S. In its beginning or 
“entering phase” (Beck & Cowan, 1996) of course, modernist thinking will be similar to traditional 
thinking. However, with the huge advance of science in the modern age, culturally diverse, relatively 
wealthy and technologically advanced countries like the U.S. can see a dramatic change in their majority-
held value-systems, in a relatively short span of time, and all within the modernist worldview paradigm.  
     This change begins with the idea that beliefs which are similar enough to one’s own are tolerable after 
all. In fact, in the multicultural, multi-religious country that is the United States, a certain level of 
toleration is considered to be citizens’ patriotic duty, as without it, there would be no peace within the 
nation. Further, the modernist paradigm values science and discovery. Scientific knowledge builds upon 
itself and therefore expands exponentially. The more rapidly scientific knowledge expands, the faster the 
worldview may expand and evolve, as new, previously unknown or unaccepted ideas become part of the 
norm. 
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     Also, modernists tend to believe in majority rule in a way not well accepted by either traditionals, who 
want “strong leaders,” or by postmoderns, who want extensive protection for minorities. Modernists tend 
to only accept legal changes away from fundamentalist doctrine when it perceives those changes to be the 
will of the majority. It tends to be taken for granted by modernists that not all laws are fair and that 
minority groups will be less than satisfied with the rules that majorities make. This, however, is seen as 
necessary in a democratic society. The responsibility of citizens is to obey the rules, but they always have 
the right to try to win the majority over to their own way of seeing things. This becomes the competitive 
political game of trying to sway public opinion, and the winning majority “takes all,” or rather makes all 
rules. 
     It is likely the modernists’ beliefs in majority rule and scientific evidence that tend to land them in the 
“centrist” middle of American political controversies such as gay marriage and the legality of abortion. 
They are willing to accept change as the majority will changes. And, American modernists are often 
swayed by scientific evidence in a way that the more religious traditionals are not. For example, polls 
show that people who believe the scientific evidence that homosexuality is biologically predestined rather 
than individual choice are more likely to accept the legality of gay marriage (Craig et al, 2005; Haider-
Markel & Joslyn, 2005). Because they also believe in individual freedom, modernists tend to be political-
secularists. This is partly why the Tea Party, which largely panders to the traditionals on the religious 
right, tends to make the more centrist Republicans rather uneasy. 
     Postmodernism. Within the postmodern paradigm, hierarchies are never allowed. There is no 
perceived scarcity of rights, and often no perceived scarcity of resources. Any resources which are scarce 
will tend to be equally rationed, because no group is seen as more deserving of or having more right to 
any given resource than any other group. For example, postmoderns tend to defend modern-day 
immigrants, legal or not, as being as equally deserving of all available rights and benefits as anyone else 
in the United States (for example, see ACLU, 2000).  Postmoderns tend to be externalists, believing that 
our capitalistic system is oppressive to some groups. This is why some postmoderns favor socialistic 
governmental systems and are offended by the modernist paradigm’s wealth-based meritocracy. They 
believe that an important function of government is to help its citizens enjoy quality of life. They want to 
eradicate poverty, and see access to medical treatment and quality education as basic human rights. 
     Because postmoderns do not like hierarchies, in business and academic organizations, they may prefer 
decision-making committees as a replacement for top-down administrative structures. Even at the family 
level, postmoderns may be egalitarian, with parents often involving each other and even their children in 
their decision-making processes. When it comes to government, postmoderns believe in the delegate 
model of representation (Pitkin, 1967). That is, they believe that leaders are supposed to keep an eye on 
the will of the people they represent and, as best as possible, act according to that will. When Bill Clinton 
used polls to determine majority will concerning public policy, postmoderns hailed him as a great 
democratic leader, while traditionals scorned him as “pandering” to majority whim. 
     Postmoderns in the U.S. tend to believe at least philosophically in the total equality of all peoples and 
in the importance of consensus decisions (Beck and Cowan, 1996). Because of this, some postmodernists 
may tend to view strict rule by the majority as an oppressive political system that systematically violates 
the basic “inalienable” human rights of the minority (see, for example, Alfaro, 2012). This may also be 
why some postmodernists within the U.S. strive to create a “deliberative democracy” (Chambers, 2003; 
Dryzek, 2005) whereby issues are discussed at length with all concerned groups until a consensus can be 
reached. This practice was used extensively by President Obama during his first term without much 
success. Nonetheless, this ideal that some postmoderns hope for would give the greatest amount of 
freedom to the largest number of people. Shunning hierarchy and elite rule, some young postmoderns in 
the U.S. believe that anarchy is the only true solution to oppression, and some embrace libertarianism – 
which explains why many of them voted for Ron Paul.  Because they believe in broad equality for all, it is 
also the postmoderns who have led the fight for gay marital rights in America. 
     Finally, postmoderns are large-group communal. This communalism explains their egalitarianism, but 
also explains why many of them believe that government must more strictly regulate business, 
particularly when it comes to large corporations. Postmoderns tend to believe that the land, air and water 
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belong to all of us collectively, and therefore no one should have the right to pollute or degrade the 
environment for their own profit. They also believe that we should strive for a peaceful society, because 
everyone deserves to live in peace and we should all strive to live in harmony with and kindness towards 
each other. It is for these reasons that postmoderns work to save the health of the environment, tend to 
desire strong regulation of guns, and often protest against wars. 
A Policy Preference Example 
     Thus armed with a little understanding of the three primary worldview paradigms in the U.S. today, 
one can begin to better understand various policy positions. As a brief example, consider responses to the 
Affordable Care Act from people within these three paradigms.  
     Traditionalists fear what they call “Obamacare” for a number of reasons. Some of them have decided 
that their current government is illegitimate, and therefore anything it does is suspect. Reasons why they 
think this vary from the fact that the president and the majority of the Senate are currently Democrats 
(while many traditionalists today are Republican), to the fact that some whites resent having a black 
president, to the fact that some people believed widely spread propaganda and misinformation spread by 
some who opposed Obama (such as the notion that he was not really born in the United States). 
Traditionalists tend to be fairly easy to excite into political anger by using words like “socialism” and 
“government takeover,” which makes them particularly vulnerable to political shenanigans. This goes 
back to the 1950s cold war and the spread of McCarthyism. Traditionals were particularly vulnerable to 
McCarthyism because of their tendency towards ethnocentrism – this makes it easy to convince them that 
outsiders are out to get them. Also, because traditionals are small-group communal, they may want their 
own family members to have healthcare at the same time that they resent the idea that members of other 
families may be enjoying healthcare at their own family’s expense (through higher costs, taxes, or 
increased demand for healthcare). Finally, traditionals prefer government to only act close to home. This 
is why many of them argued that healthcare laws should only be made at the state or local level. 
     Modernists may like the Affordable Care Act if they see it as giving opportunities for a better life to 
individuals and if they believe it will eventually help the economy. But being highly individualistic, they 
may also strongly dislike the “individual mandate,” and may fear that the ACA will further hurt the 
economy, or their own freedom of choice, by other means. This is particularly ironic given that the 
mandate seems to have come from the modernist view in the first place, with the idea that individuals 
must step up and be responsible for their own well-being. 
     Finally, postmodernists would be the most likely to wholeheartedly support the ACA, if only it had, as 
originally hoped, turned out to be a “single-payer” system that ensured healthcare coverage for all. Since 
it, instead, encompassed politically necessary compromises, postmodernists, too, are largely unhappy 
with the Act. Rather than applaud their president and party for finally accomplishing part of what they 
have sought for decades, many of them have gone on the political attack, expressing “disappointment” in 
this administration for its “failures.” 
Conclusion 
     It should now be obvious that an understanding of just two left-to-right political axes and three 
worldview paradigms can go a long way toward explaining the otherwise complicated dynamics of 
American politics. The three worldview paradigms produce differing notions about what should constitute 
the primary function of government, whether individual rights or collective needs are most important, 
how “equal” Americans citizens deserve to be, how our government officials are supposed to behave and 
what the most important concerns of our collective focus ought to be. But once the political axes are 
understood and the worldview paradigms are mapped, it is far simpler to make sense of our various 
political ideologies. It also becomes obvious why the two major political parties in the U.S. must attempt 
to satisfy the numerous “centrist” modernists, while simultaneously guarding the interests of their own 
political “bases,” that happen to also represent the two sides of our “culture war.” 
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Notes 
1. Senator Jim Bunning, Republican of Kentucky, stated that he did not want to approve an extension of 

unemployment benefits because the cost thereof would be added to the deficit. See Carl Hulse, New 
York Times, March 2, 2010. 

2. President Obama’s first budget proposal included raising taxes on businesses and the wealthy. The 
Washington Post, February 22, 2009. 

3. American Religious Identification Survey, 2008. Accessed August 25, 2010. 
http://b27.cc.trincoll.edu/weblogs/AmericanReligionSurvey-ARIS/reports/ARIS_Report_2008.pdf 

4. The news media tend to refer to this group as “social conservatives.” However, the term 
“conservative” refers to a desire to maintain something, to keep it the same as it is, to conserve it. 
This term applies accurately to the desire to maintain a high level of gun ownership rights, for 
example, but does not apply accurately to very many other items currently on the moralists’ agenda. 

5. During President Barack Obama’s keynote speech at the 2009 National Hispanic Prayer Breakfast he 
made the following statement, “So as we join in prayer, we remember that this is a nation of 
Christians and Muslims and Jews and Hindus and non-believers.” His words drew criticism from 
political commentator Glen Beck and caused quite a stir on the internet from bloggers who were 
angry that Obama had dared to include other religions and even “non-believers” in his statement. 

6. For example, the “Moral Majority,” a political action group composed of fundamentalist Christians, 
lobbied for prayer and the teaching of creationism in public schools, while opposing homosexual 
rights and the legality of abortion. 

7. For example, see Americans United (for the Separation of Church and State). They have a website at 
http://www.au.org/. 

8. Duckitt and Fisher (2003) define “worldviews” as individual's “beliefs about the nature of their social 
environments” (201). 

9. For example, Sarah Palin describes herself as a “traditional.” For discussion of her use of this term, 
see Talbot’s “Red sex, blue sex,” 2008. 

10. Explained in an email to me from McIntosh, received August 27, 2010. 
11. The notion of natural and necessary hierarchy was perhaps first documented in Aristotle’s Politics. 
12. John Adams said this in spite of being marginally tolerant of his wife’s feminist views. See his letter 

to Abigail, dated March 31, 1776. 
13. I heard this one from my own family, and have much more recently heard it said as a “reason” why a 

Black man should not become president of the United States. For an example, see the video 
“Misconceptions of Obama fuel Republican campaign,” online at 
http://www.youtube.com/watch?v=zRqcfqiXCX0  (accessed 8-12-2011). 

14. Homosexuals and their advocates argue that marriage is a basic human right that should not be denied 
to anyone. One of the counter arguments from the Christian right has been that gay marriage impinges 
on the rights of heterosexuals. For example, this is the primary argument used by The National 
Campaign to Protect Marriage (NCPM). See NCPM, "Colorado for family values," 1996. 

15. Coined by Herbert Hoover in a campaign speech dated October 22, 1928. 
16. For offense at the notion of wealth-based “meritocracy,” see Horwitz, “The dangers of the myth of 

merit,” 2009, as well as the comments posted below his online article. For discussion of whether 
“merit,” as measured primarily by work-ethic, actually leads to the gaining of wealth in America, see 
McNamee & Miller, “The meritocracy myth,” 2004, and Toch, "The meritocracy's caste system: 
What's good and bad about the SAT," 1999. 
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     Longtime journalists Marvin Kalb and daughter Deborah team up to assess the long-term 
impact of America’s participation in the Vietnam War on the presidency in this timely treatise.  
Utilizing extensive interviews, presidential memoirs and speeches, and administration memos, 
the Kalbs endeavor to show that “seven presidents have been living with the gloomy legacy of a 
war lost decades ago” and that the Vietnam War “still casts an unforgiving shadow over Oval 
Office deliberations” on military and defense issues (p. 6).   
     After an Introduction, the authors analyze each presidential administration from Gerald R.  
Ford through halfway through Barack H. Obama’s first term in office.   The first two chapters of 
the text deal with how the United States ended its military operations in Vietnam and what effect 
that had on the Ford White House.  Having become the first president to assume office by 
appointment rather than election in August 1974, Gerald Ford considered the Paris Peace 
Agreement of 1973 as tenuous.  His fear was prescient, as North Vietnam began a massive 
offensive in Winter 1975 that would end with a communist victory over South Vietnam.  Ford 
didn’t let South Vietnam fall without a fight: he fervently but futilely urged Congress to pass 
military assistance packages, planned and implemented the evacuation of Saigon, and 
coordinated the emigration of thousands of Vietnamese to the United States.   When Cambodian 
forces seized a U.S. merchant ship in November 1975, Ford ordered a rescue mission rather than 
let the crisis turn into a stalemate like that following the seizure of the U.S.S. Pueblo by North 
Korea in 1968.  Though all 39 crewman of merchant ship Mayaguez were saved, the operation 
resulted in the death of  41 U.S. personnel.  Still, the mission was seen as necessary to prove 
American resolve to NATO and to the world in the aftermath of the Vietnam debacle.  
     After Jimmy Carter beat Ford in a close presidential election in 1976, he took office  
determined to enact a foreign policy emphasizing human rights and diplomacy over military 
action.  On his first day in office, he issued a pardon to thousands of Vietnam War draft evaders, 
exempting only those who committed violence or deserted while on active duty.   
     Subsequently, he instructed administration officials to begin confidential communication with 
Hanoi in order to make progress in accounting for the hundreds of American troops still missing 
in action.  However, the combination of other peace initiatives and the prospect of normalizing 
relations with China put Vietnam on the back burner for most of Carter’s term.   For many, the 
Soviet invasion of Afghanistan in December 1979 was prompted by the American loss in 
Vietnam and perceived U.S. weakness which followed. 
     The task for Ronald Reagan after his election to the presidency was to rebuild the military, 
both in terms of personnel and weapons.  While the Reagan White House used the military as a 
tool of foreign policy in dealing with left-wing governments in Central America, its use in other 
areas was more problematic.  When the U.S. mission in Lebanon led to the bombing of the 
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Marine barracks and death of over 230 personnel, Reagan quickly pulled the remaining forces 
from the scene.  After that, the American military was used for reprisal attacks against terrorist 
targets.  Partly due to the experience in Vietnam, President Reagan combined features of his own 
doctrine with that of Defense Secretary Casper Weinberger to form the Reagan-Weinberger 
doctrine.  Paramount among the features of that doctrine was the warning not to commit military 
forces to any situation unless it is directly in the national interest of the nation.  
     By the time that Reagan’s successor--George H.W. Bush--took office the military budget had 
been significantly increased and morale was improving.  However, the U.S. had avoided large-
scale military missions since the Vietnam War ended.  That changed following Iraq’s invasion of 
Kuwait in August 1990.  In what would be one of the first post-Cold War conflicts, the U.S. 
worked through the United Nations to assemble a half-million person military force from dozens 
of nations, including the Soviet Union.  After repeated warnings to leave Kuwait, the UN force 
launched a month-long air assault against Iraq, followed by an attack by ground forces coming 
from Saudi Arabia.  The operation was such as success that some openly talked about ridding the 
military of its “Vietnam syndrome.”  However, the fact that there was a controversy over 
whether the U.S. and UN forces could have gone into Iraq in pursuit of total victory 
demonstrates lingering concerns from the Vietnam War era. 
     The next two chief executives, Bill Clinton and George W. Bush, were accused of avoiding 
military service during the Vietnam War, though Bush did serve in the Texas Air National 
Guard.  During Clinton’s first year in office, the humanitarian mission in Somalia begun by his 
predecessor changed to one charged with hunting down the warlord responsible for the killing of 
UN personnel.  When one battle against local forces was joined by thousands of militia, 
American forces lost 18 soldiers.  The fallout included the resignation of the U.S. Defense 
Secretary and withdrawal of American and UN forces from Somalia.  Though President Clinton 
committed U.S. flyers to several NATO missions during the remainder of the 1990s, the Somalia 
nightmare and its comparison to Vietnam were never far from view.  After the heinous terrorist 
attacks against the United States on September 11, 2001, elected officials and the public alike 
ignored fears and recriminations over Vietnam in supporting the original military mission in 
Afghanistan.  However, the years-long occupation of Iraq following an American-led 2003 
attack was criticized for many of the same reasons as those used during the Vietnam War. 
     A separate chapter on the 2004 presidential election between incumbent George W. Bush and 
challenger John Kerry shows how the controversy over Vietnam played a major role in the 
outcome.  Kerry, a veteran of the war who later was elected to the U.S. Senate from 
Massachusetts, was outspoken on the war’s faults ever since his discharge.  A group friendly to 
the Bush campaign ran television ads featuring veterans who served with Kerry in which they 
labeled Kerry as disloyal and downplayed his military exploits.  
     2008 Democratic presidential nominee Barack Obama was selected largely for his opposition 
to the Iraq War.  His opponent, fellow U.S. Senator John McCain, was well known for his role as 
a Vietnam War POW after being shot down during a bombing mission.   Obama’s victory 
portended a relatively quick end to the Iraq mission, and the United States  pledged withdrawal 
of its forces from there by 2011.  However, the renewed focus on the Afghanistan operation 
brought with it Vietnam War-like problems, including differences between policy makers and 
intelligence personnel, doubts about the mission by the public, and uncertainty over objectives.  
     In referring to the Vietnam War as a turning point for the nation militarily, psychologically, 
and politically, Kalb and Kalb conclude their study by asserting that from President Ford on, 
“Vietnam was rarely the only reason for a presidential decision about war and peace, but it was 
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always there whenever the question arose about the possible use of American military power “ 
(p. 304). 
     Several other studies written over the last two decades similarly assess the impact of the 
Vietnam War on American policy.  General Norman Schwarzkopf, leader of U.S. forces in the 
Gulf War of 1991, was an officer whose first combat experience was in Vietnam.  In his 1992 
memoirs, Schwarzkopf observes that America’s participation in the Vietnam War not only 
“demoralized our soldiers and wrecked our credibility with the American public, but it had 
soaked up a huge share of the Army’s budget.  Meanwhile, our fighting equipment had become 
obsolete, our bases and facilities had fallen into disrepair, and our ability to fight anywhere in the 
world…had seriously deteriorated” (p. 188).  In his 1995 book analyzing presidential war 
powers, Louis Fisher cautions against unilateral executive  claims of military power which 
typified the Vietnam War era.  He contends that contemporary presidential judgments in military 
affairs need more rather than less scrutiny.  Kenneth Campbell’s 2007 study directly compares 
the Iraq War to that of Vietnam: “there is little doubt that both gave rise to a condition of 
political quagmire that delayed and complicated the process of extraction” (p. xvii). Finally, 
Rajiv Chandrasekaran’s 2012 work differentiates Vietnam from Afghanistan by noting that 
although more soldiers died in Vietnam, “Afghanistan stands alone in the annals of American 
warfare” (p. 331) in that it is the nation’s longest and most complicated war to fight. 
     Though comprehensive in the number of presidents its encompasses, the Kalb and Kalb book 
does have a few shortcomings.  First, the Introduction is much stronger than the Conclusion.  
Rather than a straight review of previous points, the authors could have shifted some material to 
the end to make it more of a synthesis.  Similarly, there are few if any prescriptions for avoiding 
such destructive forays in the future.   Second, there is little attention paid to the issues which 
separated American and Vietnam from the end of the war in 1975 to renewal of trade and 
diplomatic ties two decades later.  These factors—from the boat people to the search for MIAs—
were handled by every president from Gerald Ford to Bill Clinton. Third, the authors missed the 
opportunity to furnish the content of congressional debates over whether to prosecute the Gulf 
War and the Iraq War. 
     America’s participation in the Vietnam War continues to be studied for its causes and 
consequences.  Perhaps the most important legacy of the war is a question posed by the Kalbs: 
“58,000 young Americans had paid the ultimate price there, and for what?” (p. 305). 
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