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Introduction 
     The earth is home to a variety of plants and animals and other living things referred to as biodiversity.  
Biodiversity provides many of the ecological resources and services for the anthropocentric economy, 
thus it is threatened by economic sectors in the aggregate (Czech et al, 2000).  A fundamental conflict 
exists between economic growth and biodiversity conservation.  To sustain livelihoods and to reduce 
poverty whilst conserving the earth’s resources are major global challenges.  Human use of the 
environment is the largest contributor to habitat modification and ecosystem loss (Goudie, 2000; World 
Resources Institute, 2000).  As the human economy expands, natural capital (resources) is reallocated 
from non-human uses to the human economy (Czech, 2000a).  The manufacturing and service sector of 
the human economy are responsible for the habitat and ecosystem losses.  In the absence of anthropogenic 
threat, all natural capital is available as habitat for non-human species.  Economic growth and 
development as a measure of gross domestic product (GDP) reflects an increase in the production and 
consumption of goods and services.  The proportion of natural capital allocated to human economy 
increases with GDP, while the proportion of national capital associated to non-human habitats decreases 
with GDP (The Wildlife Society, 2003).  Growth, according to Zovanyi (2005), constitutes unsustainable 
behavior because it is incapable of being continued or sustained indefinitely.  Growth is blamed for such 
costly destructive development patterns as urban sprawl, loss of prime agricultural land and ecosystem 
loss, inefficient provision of public facilities and services, escalating housing prices, pervasive 
environmental degradation, and loss of community character.  Therefore, “smart growth” as alternative to 
“dumb growth” (Chen, 2000; Lorentz and Shaw, 2000) should be managed to simultaneously confront 
social sustainability, economic sustainability, and environmental sustainability. 
     Sustainability refers to the ability of a system to continue and maintain a production level or quality of 
life for future generations.  It means living in material comfort and peacefully with each other within the 
means of nature (Wackernagel and Rees, 1996).  Sustainable development implies that a society should 
balance social equity, economic prosperity, and environmental integrity (Krizek and Power, 1996).  
Sustainable development is development that meets the needs of the present without compromising the 
ability of future generations to meet their needs (World Commission on Environment and Development, 
1987).  To balance economic and environmental goals, economic growth and development should be 
sustainable and imply full consideration of environmental factors.  
     Human societies and their places are the products of environmental, economic, political, and cultural 
processes, which may work across scales from the local to global.  The history of civilization is also the 
history of ecological degradation and crisis (Chew, 2001).  Of course, the world is currently utilizing 
nature beyond its capacity to renew and regenerate indefinitely.  In fact, humankind has consistently 
remained in a state of “obligate dependence” on the productivity and life support services of the 
ecosphere, despite the mediating technological sophistication (Rees, 1990).  The global modes of 
production and accumulation are intimately linked to environmental degradation.  Market expansion 
through recent globalization is threatening human race with environmental disasters, and also creating 
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conflict among three essential aims: prosperity, equity, and ecological sustainability (Jorgenson and Kick, 
2003).  Perhaps, this is what Anderson (2006) called “global ethical trilemma,” which are production, 
consumption, and their consequent environmental degradation. 
     The pressing issues of our time are the population growth and increasing economic growth, as they 
interact with resource consumption rates, pushing the world toward global ecological collapse.  Thus, 
population and consumption are the major environmental degradation factors, and resource consumption 
rates have increased at a faster pace in some world regions than population size in recent decades.  In fact, 
affluence and population size (growth) have been hypothesized to be the primary drivers of human-caused 
environmental stressors or impacts (Earth Observatory News, 2007).  Dietz et al (2007) found that 
increased affluence exacerbates environmental impacts and, when combined with population growth will 
substantially increase the human footprint on the planet.  Ecological footprint is a measure of the amount 
of nature it takes to sustain a given population over a course of one year.  It is a national-level 
measurement that quantifies how much land and water are required to produce the commodities 
consumed and assimilate the waste by them.  It actually measures how consumption may affect the 
environment, thus the concept of ecological footprint analysis (Wackernegel and Rees, 1996; 
Wackernagel and Silverstein, 2000; Wackernagel et al, 2000; Jorgenson, 2003; Redefining Progress, 
2005; Earth Observatory News, 2007).  Ecological footprint analysis addresses the issue of human 
biological metabolism and humanity’s industrial metabolism (Rees, 2012); and compares the humanity’s 
ecological footprint with the earth’s available capacity.  It attempts to operationalize the concept of 
carrying capacity and sustainability.  Carrying capacity is the maximum number of individuals of a 
defined species that a given environment can support over the long term (Hardin, 1991), or the 
environment’s maximum persistently supportable load (Catton, 1986).  In a modern capitalist world 
system economy, different countries, regions, and cultures have different consumption patterns, different 
ecological footprints, and different ecological balances. 
Purpose of Study 
     Limited studies exist that dealt with humanity’s ecological footprint analysis tied to world’s biological 
diversity crisis, and with major emphasis on regional, cultural, and national footprints socioeconomic 
determinants.  Such limited footprints studies without major regional and national determinants analysis 
include, among others, Burns et al, 2001; Rees, 1990; Wackernagel and Rees, 1996; and Jorgenson, 2003.  
This study analyzed the ecological footprints and their structural causes in different nations, regions, and 
cultures for ecological balance; and provided a summary of their socioeconomic determinants that were 
fleshed out through rigorous multiple regression analyses of their recursive variables.  In effect, the study 
examined and explained the cross-cultural and national variations in total footprints and per capita 
footprints (personal planetoids) associated with ecostructural factors (socioeconomic processes) and 
world system human development hierarchy.  Ecostructural factors are socioeconomic processes within 
nations that impact footprints, such as urbanization, literacy rate, gross domestic product per capita 
(affluence), domestic inequality (Gini Index), government social (public) spending, gender inequality 
index, and gender-related development index.  Progress towards sustainable development can be assessed 
using human development index (HDI) as an indicator of well-being, and ecological footprint as a 
measure of demand on biosphere.  The process exposes the inequitable distribution of the world’s 
ecological footprints and at the same time heightens the concern about ecological imbalances and 
overshoots.    The expectation is that the empirical analysis of the data and findings should yield some 
policy recommendations and suggestions on how to ameliorate the impacts of the detected socioeconomic 
determinants.  The question is what factors are responsible for or are driving the total and per capita 
footprints among nations, regions, and cultures around the world?  What type of secure environments 
should meet the needs of both people and natural environments in the above entities?  Thus, the study 
proffered some solutions on how to reduce the footprints of nations and regions, which also will help to 
protect the national environment and promote a more equitable and sustainable society.  
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Focus of Study: 
     Nations and regions covered by the study include:  
African Countries, Organization for Economic Cooperation and Development (OECD) Countries, Latin 
America and Caribbean (LAC) Countries, Middle East and Central Asia Countries, and Asia-Pacific 
Countries. 
Theoretical Framework for the Study 
     Within the biosphere, everything is interconnected, including humans, thus sustainable development 
requires a good knowledge of human ecology.  The human life-support functions of the ecosphere are 
maintained by nature’s biocapacity which runs the risks of being depleted, the prevailing technology 
notwithstanding.  Regardless of the humanity’s mastery over the natural environment, it still remains a 
creature of the ecosphere and always in a state of obligate dependency on numerous biological goods and 
services (Rees, 1992, p. 123).  Despite the above dependency thesis, the prevailing economic mythology 
assumes a world in which carrying capacity is indefinitely expandable (Daly, 1986; Solow, 1974).  The 
human species has continued to deplete, draw-down, and confiscate nature’s bio-capacity with reckless 
abandon.  York et al (2003), indicated that population and affluence account for 95 percent of the 
variance in total footprints of countries.  Thus, large human population all over the world and their 
excessive consumption of the scarce natural resources are responsible for the national footprint of nations.  
Thus, total human impact on the ecosphere is given as: population x per capita impact (Ehrlich and 
Holdren, 1971; Holdren and Ehrlich, 1974); Hardin (1991).  In other words, population size and affluence 
are the primary drivers of environmental impacts (Dietz et al, 2007).  The footprints of nations provide 
compelling evidence of the impacts of consumption, thus the need for humans to change their lifestyles 
and conserve scarce natural capital.  According to Palmer (1998), there are in order of decreasing 
magnitude, three categories of consumption that contribute enormously to our ecological footprints: wood 
products (53 percent), food (45 percent), and degraded land (2 percent).  Degraded land includes land 
taken out of ecological availability by buildings, roads, parking lots, recreation, businesses, and 
industries.  Palmer also indicated that about 10 percent or more of earth’s forests and other ecological 
land should be preserved in more or less pristine condition to maintain a minimum base  
     The environmental impacts of urban areas should be considered because a rapidly growing proportion 
of world’s population lives in cities, and more than one million people are added to the world’s cities each 
week and majority of them are in developing countries of Africa, Latin America, and Southeast Asia 
(Wackernagel and Rees, 1996). The reality is that the populations of urban regions of many nations had 
already exceeded their territorial carrying capacities and depend on trade for survival.  Of course, such 
regions are running an unaccounted ecological deficit; their populations are appropriating and meeting 
their carrying capacity from elsewhere (Pimentel, 1996; Wackernagel and Rees, 1996; Girardet, 1996, 
accessed Online on 12/14/07; Rees, 1992; The International Society for Ecological Economics and Island 
Press, 1994; Vitouset et al, 1986; Wackernagel, 1991; WRI, 1992, p. 374).  Undoubtedly, the rapid 
urbanization occurring in many regions and the increasing ecological uncertainty have implications for 
world development and sustainability. Cities are densely populated areas that have high ecological 
footprints which leads to the perception of these populations as “parasitic,” since these communities have 
little intrinsic biocapacity, and instead, must rely upon large hinterlands.  Land consumed by urban 
regions is typically at least an order of magnitude greater than that contained within the usual political 
boundaries or the associated built-up areas (The International Society for Ecological Economics and 
Island Press, 1994; Rees, 1992). 
     According to Rees (1992), every city is an entropic black hole drawing on the concentrated material 
resources and low-entropy production of a vast and scattered hinterlands many times the size of the city 
itself.  In the same vein, Vitouset et al (1986) asserted that high density settlements “appropriate” or 
augment their carrying capacity from all over the globe, in the past and the future (see also Wackernagel, 
1991). In modern industrial cities, resources flow through the urban system without much concern either 
about their origins, or about the destination of their wastes, thus, inputs and outputs are considered to be 
unrelated. The cities’ key activities such as transportation, provision of electricity supply, heating, 
manufacturing and the provision of socio-economic services depend on a ready supply of fossil fuels, 
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usually from far-flung hinterlands than within their usual political boundaries or their associated built-up 
areas.  Cities are not self-contained entities, and their concentration of intense economic processes and 
high levels of consumption both increase and stimulate their demands on resources.  Cities occupy only 2 
percent of the world’s land surface, but use some 75 percent of the world resources, and release a similar 
percentage of waste (Girardet, 1996). 
     Like urbanization, energy footprint, created from energy use and carbon dioxide emissions, is not 
subject to area constraints.  Energy footprint is the area of forest that would be needed to sequester the 
excess carbon (as carbon dioxide) that is being added to the atmosphere by the burning of fossil fuels to 
generate energy for travel, heating, lighting, manufacturing, recreation, among other uses.  Actually, the 
demand for energy defines modern cities more than any other single factor. Cities contain enormous 
concentration of economic activities that consume enormous quantities of energy.  The natural global 
systems of forests and oceans for carbon sequestration are not handling the human carbon contributions 
fast enough, thus the Kyoto Conference of early 1998.  According to Suplee (1998), only half of the 
carbon humans generate burning fossil fuels can be absorbed in the oceans and existing terrestrial sinks.  
The oceans absorb about 35 percent of the carbon in carbon dioxide (Suplee, 1998), equivalent of 1.8 giga 
tons of carbon every year (IPCC, 2001), while the global forests under optimum management of existing 
forests could absorb about 15 percent of the carbon in the CO2 produced from the burning of fossil fuels 
world-wide (Brown et al, 1996).  The energy footprint is caused by the un-sequestrated 50 percent in the 
atmosphere with the potentially troubling ecological consequences, such as rapid global warming and 
other environmental stresses, including climate change.  Carbon dioxide in the atmosphere will continue 
to increase unless humanity finds alternative energy sources of sufficient magnitude.  It is in the 
humanity’s best interest to get off its petroleum addiction (control and minimize fossil fuel use) and 
develop sustainable consumption habits. 
     Literacy affects the consumption of natural capital resources.  Highly literate groups concentrate in 
urban areas where they consume more than their fair shares of biospheric resources.  Literate populations 
generally have lower rates of domestic inequality and tend to consume more resources than their illiterate 
counterparts due to their higher incomes and higher standards of urban living.    Furthermore, higher 
levels of literacy correspond with higher incomes, which allow for greater consumption (Jorgenson, 
2003).  This is because literate populations are subject to increased consumerist ideologies and contextual 
images of good life through advertising (Princen et al, 2002); what Leslie Sklair (2001) and Jennifer 
Clapp (2002) labeled “cultural ideology of consumerism/consumption.” 
Methodology for the Study 
Unit of Analysis:  
The units of analysis are “country” and “region” from different cultures of the world.  
Samples:  
     To test for the national variations in total footprints and per capita footprints associated with human 
development index, as well as their socioeconomic determinants, Comparative Model Analysis and 
Stepwise Regression Analysis were used as the tools of analysis.  Using comparative model, samples of 
eligible countries out of many countries from different regions and cultures were analyzed (see Global 
Footprint Network.  The Ecological Footprint Atlas 2008).  Step-wise Regression Analyses were also 
conducted using the samples.  Each table represents countries in each region of the world studied, and as 
also represented by Global Footprint Network, The Ecological Footprint Atlas 2008.  These tables do not 
include countries that were less than one million people in 2005, as well as the dependent territories 
without political independence.  The larger population of at least one million is chosen for the study 
because; population is a variable which affects the consumption rates and levels, therefore the ecological 
footprint.  The regional tables used in the analyses are not included in this summary presentation.  They 
were included in previous regional studies by this author published elsewhere, such as The International 
Journal of Environmental, Cultural, Economic, & Social Sustainability; and The National Social Science 
Proceedings of The National Social Science Association (NSSA).    
Mode of Analysis:   
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     This is an explanatory study using Comparative Model that employs descriptive statistics (such as 
matrices, totals, averages, averages, ratios, and percentages) as well as Step-wise Regression.  Regression 
analysis was performed to flesh out factors that highly impact regional, national, and per capita footprints; 
and also to strengthen the results from comparative analysis.  Potential technical problems were 
diagnosed that might affect the validity of the results of various analysis mode components, such as the 
missing data in some countries or the exclusion or omission of some member countries of a particular 
region not meeting the stipulated selection criteria such as minimum population threshold; non-political 
sovereignty (dependent territory status) during the study period; etc.  The aforementioned problems did 
not alter the substantive conclusions of the study, especially regarding the ecological footprint accounts 
and environmental sustainability of different countries, regions, and cultures. 
     The national ecological footprints and ecological balance as dependent variables are recursively 
explained by the country’s (region’s) various independent variables.  The independent variables mediated 
in explaining the varying levels of consumptions and wastes among different nations of the world 
capitalist economy.  It is hypothesized that Human Development positions and Ecostructural Factors of 
different countries are likely to be responsible for the variations in the National and Regional Ecological 
Footprints and Balances.  Moreover, the carbon-dioxide emission levels of different countries are 
included in this study to depict and emphasize the biological and industrial metabolisms (consumption 
and environmental impacts) of different countries, regions, and cultures.  The levels reflect their 
ecological footprints and balances. 
Hypothesis for the Study 
     Null Hypothesis (H0): None of the independent variables predicts the national and regional footprints 
effects.  The independent variables do not influence the footprints. 
Alternative Hypothesis (H1): Some (if not all) of the independent variables predict the national and 
regional footprints effects. 
Variables in the Study:  
     The Dependent and Independent variables are selected on the basis of the theoretical themes and 
underpinnings which indicate that national footprint (and regional footprint) as dependent variable is 
explained by the country’s (region’s) human development (HDI) hierarchical category, population size, 
population density, urbanization level, government social (public) spending (as % of GDP), GDP per 
capita, domestic inequality (Gini Index), gender inequality index (GII), gender-related development index 
(GDI), and literacy rate, as the ecostructural or independent variables. 
Variable Definitions  
     Human Development Index (HDI):  The HDI is a summary measure of human development (human 
welfare).  It measures the average achievements of a country in three basic dimensions of human 
development (Global Footprint Network: Africa’s Ecological Footprint-2006 Factbook, p. 89): a long and 
healthy life, as measured by life expectancy at birth; knowledge, as measured by the adult literacy rate 
(with two-thirds weight) and the combined primary, secondary and tertiary gross enrolment ratio (with 
one-third weight); and a decent standard of living, as measured by GDP per capita (PPP US$).  
Purchasing power parity (PPP) is a rate of exchange that accounts for price difference across countries, 
allowing international comparisons of real output and incomes.  At the PPP US$ (as used in this study), 
PPP US$1 has the same purchasing power in the domestic economy as $1 has in the United States of 
America 
     Gross Domestic Product (GDP) per capita (PPP US$): GDP is converted to US dollars using the 
average official exchange rate reported by the International Monetary Fund (IMF).  GDP alone does not 
capture the international relational characteristics as does the human development hierarchy of the world 
economy, which accounts for a country’s relative socio-economic power and global dependence position 
in the modern world system.  It is suggested elsewhere that GDP per capita is an inadequate measure of 
world-system position but a more appropriate indicator of domestic affluence or internal economic 
development (Burns, Kentor, and Jorgenson, 2003; Jorgenson, 2003; Dietz and Rosa, 1994).  The Gross 
Domestic Product (GDP) per capita data for this study is taken from Human Development Report 
2007/2008, Table 1, and pp. 229-232.  See also World Development Report 2005. 
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Domestic Income Inequality (Gini Index): The Gini index measures domestic income inequality of 
different countries, which had remained stable over a time with its impacts on other variables in the study 
(Bergesen and Bata, 2002; Jorgenson, 2003).  Gini index measures the extent to which the distribution of 
income (or consumption) among individuals or households within a country deviates from a perfectly 
equal distribution (Human Development Report, 2004, p. 271)).  It measures inequality over the entire 
distribution of income or consumption.  A value of zero (0) represents perfect equality, and a value of 
hundred (100) represents perfect inequality.  Data for domestic income inequality measured by Gini index 
are taken from World Bank, World Development Report (2005), Table 2, pp. 258-259 and United Nations 
Development Report, Human Development Report 2007/2008, 15, pp. 281-284.  
     Gender Inequality Index (GII): The index shows the loss in human development due to inequality 
between female and male achievements in reproductive health, empowerment, and labor market.  It 
reflects women’s disadvantage in those three dimensions.  The index ranges from zero (0), which 
indicates that women and men fare equally, to one (1), which indicates that women fare as poorly as 
possible in all measured dimensions. 
The health dimension is measured by two indicators: maternal mortality ratio and the adolescent fertility 
rate. 
     The empowerment dimension is measured by two indicators: the share of parliamentary seats held by 
each sex and by secondary and higher education attainment levels. 
The labor market dimension is measured is measured by women’s participation in the work force. 
Gender Inequality Index is designed to measure the extent to which national achievements in these 
aspects of human development are eroded by gender inequality; also to provide empirical foundations for 
policy analysis and advocacy efforts.  It can be interpreted as a percentage loss to potential human 
development due to shortfalls in the dimensions included.  Countries with unequal distribution of human 
development also experience high inequality between women and men, and countries with high gender 
inequality also experience unequal distribution of human development (UNDP Human Development 
Reports).  The Gender Inequality Index data for this study is taken from UNDP’s Human Development 
Report 2010___20th Anniversary Edition.  The Real Wealth of Nations: Pathways to Human 
Development.  Table 4: Gender Inequality Index, pp. 156-160. 
Gender-Related Development Index (GDI): The index is one of the indicators of human development 
developed by the United Nations.  The GDI is considered a gender-sensitive extension of the Human 
Development Index (HDI), which addresses gender-gaps in life expectancy, education, and income.  It 
highlights inequalities in the areas of long and healthy life, knowledge, and decent standard of living 
between women and men.  It measures achievement in the same basic capabilities as the HDI, but takes 
note of inequality in achievement between women and men (Human Development Reports).  The 
methodology used imposes a penalty for inequality, such that the GDI falls when the achievement levels 
of both women and men in a country go down or when the disparity in basic capabilities, the lower a 
country’s GDI compared with its HDI.  The GDI is simply the HDI discounted, or adjusted downwards, 
for gender inequality.  Thus, if GDI goes down goes down, HDI goes down, while GII goes up.  The 
methodology used to construct the GDI could be used to assess inequalities not only between men and 
women, but also between other groups such as rich and poor, young and old, etc. (Human Development 
Reports).  The Gender-Related Development Index data for this study is taken from UNDP’s Human 
Development Report 2010___20th Anniversary Edition.  The Real Wealth of Nations: Pathways to Human 
Development.  Table 4: Gender Inequality Index, pp. 156-160. 
Urbanization Level (Urban Population as percent of Total Population): Cities are not self-contained 
entities and their concentration of intense economic processes and high levels of consumption both 
increase and stimulate their demands on resources.  The cities have limited intrinsic biocapacity which 
undoubtedly must rely upon large hinterlands.  Land consumed by urban regions is typically at least an 
order of magnitude greater than that contained within the usual political boundaries or the associated 
built-up area (The International Society for Ecological Economics and Island Press, 1994; Rees, 1992).  
The data are taken from Human Development Report 2007/2008, Table 5, and pp. 243-246.  
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Literacy Rate: This variable refers to the percent of a nation’s population over the age of fifteen (15) that 
can read and write in any language of their choice.  Literate population generally has low domestic 
inequality and tends to consume more resources than their illiterate counterpart due to their higher income 
and urban living.  High literate groups concentrate in urban areas where they consume more than their fair 
shares of biospheric resources.  Higher levels of literacy correspond with higher incomes, which allow for 
greater consumption (Jorgenson, 2003).  This is because literate populations are subject to increased 
consumerist ideologies and contextual images of good life through advertising (Princen, 2002), what 
Leslie Sklair (2001) and Jennifer Clapp (2002) labeled “cultural ideology of consumerism/consumption.”  
The data for literacy rate is taken from the Human Development Report 2007/2008, Table 1, pp. 229-232.  
Population and Population Density: Apart from consumption, many have attributed to population as 
driving most of the sustainability problems (Palmer, 1998; Pimentel, 1996).  Likewise, Dietz et al (2007) 
concluded that population size and affluence are the primary drivers of environmental impacts.  
Population growth and increases in consumption in many parts of the world have increased humanity’s 
ecological burden on the planet.  York et al (2003) indicated that population and affluence account for 95 
percent of the variance in total footprints of countries.  Others also see the ensuing human impact or 
footprint as a product of population, affluence (consumption), and technology (i.e. I = PAT (Ehrlich and 
Holdren, 1971; Holdren and Ehrlich, 1974; Hardin, 1991).  Population as a variable in this study is taken 
from, World Development Report 2005, Table 1, and pp. 256-259. 
Government Social Spending Per Capita:  Spending by a government (federal, state, and local), 
municipality, or local authority, which covers such things as spending on healthcare, education, pensions, 
defense, welfare, interest, and other social services, and is funded by tax revenue, seigniorage, or 
government borrowing.  Public expenditure exerts an effect on economic growth rate through the positive 
externality in the productivity of the capital stock.  Investment in education and health is also investment 
in people and in the future (See, Education: Crisis Reinforces Importance of a Good Education, says 
OECD.  Accessed Online on 9/23/2011, at http://www.oecd.org/document/21/0,3746.  Data for this study 
were taken from: Human Development Report 2007/2008.  Fighting Climate Change: Human Solidarity 
in a Divided World.  Table 28: Gender-related Development Index, pp. 326-329; and Human 
Development Report 2010___20th Anniversary Edition.  The Real Wealth of Nations: Pathways to Human 
Development.  Table 4: Gender Inequality Index, pp. 156-160. 
Comparative Model Analysis:  
     The results and findings from this model of analysis in this study are discussed under the subtitles that 
include, “Per Capita Ecological Footprint, Biological Capacity, and Ecological Balance by World 
Regions,” “Human Development and Affluence on Biological Capacity, Ecological Footprint and 
Balance by Regional Countries,” and “Ecostructural Factors on Total Footprints Per Capita by Regional 
Countries.”   Please see individual national analyses and their results. 
Regression Analysis       
     The tables used in the Comparative Model Analysis are also used for the Regression Analysis.  
Regression analysis allows the modeling, examining, and exploring of relationships and can help explain 
the factors behind the observed relationships or patterns.  It shows the factors or independent variables 
that have strong correlation or association with dependent variable.  The mathematical formula when 
applied to the explanatory variables is best used to predict the dependent variable that one is attempting to 
model.  Each independent variable or explanatory variable is associated with a regression coefficient 
describing the strength and the sign of that variable relationship to the dependent variable. 
In this study, the rows of the Unstandardized Coefficients of the “B” column of the Regression Model 
table is used to show the variables and their coefficients that exhibit strong correlation with total and per 
capita footprints of the nations and their regions.  A regression equation might look like the one given 
below where Y is the dependent variable, the Xs are the explanatory variables, and the Bs are regression 
coefficients: 
 
Y = B0 + B1 X1 + B2 X2 + -----Bn Xn + E (Random Error Term/Residuals).   
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     The row of “unstandardized coefficients” or “Bs” gives us the necessary coefficient values for the 
multiple regression models or equations.  See below for the Regression Analysis Terms. 
Correlation or co-relation: refers to the departure of two variables from independence or they are non-
independent or redundant (D’Onofrio, A., 2001/2002; Richard Lowry, 1999-2008). 
Collinearity: Refers to the presence of exact linear relationships within a set of variables, typically a set of 
explanatory (predictor) variables used in a regression-type model.  It means that within the set of 
variables, some of the variables are (nearly) totally predicted by the other variables [(Sundberg, R. 2002).  
Encyclopedia of Environmetrics, edited by Abdel H. El-Shaarawi and Walter W. Piegorsch (Chichester: 
John Wiley & Sons, Ltd), Volume 1, pp. 365-366]. 
Partial Correlation Coefficients (r):  When large, it means that there is no mediating variable (a third 
variable) between two correlated variables (D’Onofrio, A., 2001/2002). 
Pearson’s Correlation Coefficient (r): This is a measure of the strength of the association between two 
variables.  It indicates the strength and direction of a linear relationship between two random variables.  
Value ranges from - to +1; -1.0 to -0.7 Strong negative association; -0.7 to -0.3 Weak negative 
association; -03 to +0.3 Little or no association; +0.3 to +0.7 Weak positive association; +0.7 to 1.0 
Strong positive correlation (Luke, B., “Pearson’s Correlation Coefficient,” Learning From The Web.net.  
Accessed Online on 5/30/2008). 
Multiple “R”: Indicates size of the correlation between the observed outcome variable and the predicted 
outcome variable (based on the regression equation). 
“R2” or Coefficient of Determination: Indicates the amount of variation (%) in the dependent scores 
attributable to all independent variables combined, and ranges from 0 to 100%.  It is a measure of model 
performance, summarizing how well the estimated Y values match the observed Y values. 
“Adjusted R2”: The best estimate of R2 for the population from which the sample was drawn.  The 
Adjusted R-Squared is always a bit lower than the Multiple R-Squared value because it reflects model 
complexity (the number of variables) as it relates to the data. 
R2 and the Adjusted R2 are both statistics derived from the regression equation to quantify model 
performance (Scott and Pratt, 2009.  ArcUser). 
Standard Error of Estimate: Indicates the average of the observed scores around the predicted regression 
line. 
Residuals: These are the unexplained portion of the dependent variable, represented in the regression 
equation as the random error term (E).  The magnitude of the residuals from a regression equation is one 
measure of model fit.  Large residuals indicate poor model fit.  Residual = Observed – Predicted. 
ANOVA: Decomposes the total sum of squares into regression (= explained) SS and residual (= 
unexplained) SS. 
F-test in ANOVA represents the relative magnitude of explained to unexplained variation.  If F-test is 
highly significant (p = .000), we reject the null-hypothesis that none of the independent variables predicts 
the effect (scores) in the population. 
The “constant” represents the intercept in the equation and the coefficient in the column labeled by the 
independent variables. 
Regression Analysis Results and Model Equations for different Regions and Cultures 
     Multiple (step-wise) regression analysis was performed on these two tables, “Human Development and 
Affluence on Biological Capacity, Ecological Footprint and Balance” and “Population, Ecostructural 
Factors and Total Footprint Per Capita”, from countries of each world region and culture for model 
equations of the total and per capita footprints socioeconomic determinants.   For this summary, only the 
coefficientsa tables (that contain the “B” columns of the Unstandardized Coefficients) of the above two 
tables were used for the model equation constructions of the footprints socioeconomic determinants for 
different world regions and cultures.  The other relevant analyses tables’ results were included elsewhere 
in previous world regional studies by the author as explained above.  Given below are the tables (1a and 
1b; 2a and 2b; 3a and 3b; 4a and 4b; and 5a and 5b) associated with the regression analysis results, as well 
as the model socioeconomic determinants for different world regions and cultures. 
African Region Footprint Socioeconomic Determinants Model  
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The Footprint Socioeconomic Determinants in Africa are: GDP Per Capita, Carbon-Dioxide 
Emissions, Urban Population, and Literacy Rates. 
Organization for Economic Cooperation and Development (OECD) Region Footprint Socioeconomic 
Determinant Model 
The Footprint Socioeconomic Determinants in Organization of Economic Cooperation and Development 
(OECD) are: Carbon Dioxide Emissions, Ecological Balance, Bio-Capacity, Public Expenditure, 
Population Density, and Urban Population. 
Latin America and Caribbean Region Footprint Socioeconomic Determinants Model 
The Footprint Socioeconomic Determinants in Latin America and Caribbean Region are: Carbon-
Dioxide Emissions, Bio-Capacity and Ecological Balance, and Urban Population. 
Middle East and Central Asia Region Footprint Socioeconomic Determinants Model 
The Footprint Socioeconomic Determinants in Middle East and Central Asia Region are: Bio-Capacity, 
Ecological Balance, Population Density, and Population.    
Asia-Pacific Region Footprint Socioeconomic Determinants Model 
The Footprint Socioeconomic Determinants in Asia-Pacific Region are: Carbon-Dioxide Emissions, 
Human Development Index, Public Expenditure on Health, and Urban Population. 
Policy Recommendations 
     Regions and nations are designated as high income, medium income, low income, or mix income 
economies by the United Nations Development Reports.  In other words, there are high, low, and mix 
consumption countries and regions.  Therefore, policy recommendations in this study addressed and 
reflected environmental issues in high, medium, and low income countries, regions, and cultures.  Mix 
income economy regions reflected mix national footprints, environmental problems, recommendations, 
and solutions. 
     The above analyses supported the theorization and assertion that the global environmental stress is 
caused primarily by the increase in resource consumption (demand) and population size and growth in 
different countries, regions, and cultures.  The study showed that the higher the national populations, 
urban populations, and GDP per capita (affluence), the higher the imbalanced consumption of resources 
(bio-capacity or natural capital), as well as national and regional footprints.  The analyses also indicated 
that large human population all over the world and their excessive consumption of the scarce natural 
resources or capital are responsible for the footprints.  Thus, a country’s or region’s total footprint, 
ecological balance, and carbon-dioxide emissions (waste) are a function of its human development 
(welfare) position and affluence in the world economy.  As human development and income go up, the 
environmental performance goes down.  Absolute population growth in many countries and regions, 
especially in low income developing countries and regions, as well as their rapid growing largest cities, 
are exerting tremendous pressures on natural resources.  According to Rees (2012), for equity 
considerations, the way additional population (especially in developing regions) or material growth and 
consumption (especially in developed regions) can be sustained without ravaging biodiversity and 
ultimately destroying the ecological basis of human life, is through cutbacks in resource or natural capital 
consumption by the wealthy nations and regions. Rees further stated that the above action is necessary to 
vacate the ecological space necessary to justify growth in low income countries and regions. 
     Carbon-dioxide is a major footprint contributor, and its concentration in the atmosphere will continue 
to increase unless humanity finds alternative energy sources of sufficient magnitude.  It is in the 
humanity’s best interest to get off its petroleum addiction (control and minimize fossil fuel use) and 
develop sustainable habits.  In the countries and regions with footprint intensities like in OECD countries, 
the amount of resources used in the production of goods and services can be significantly reduced, from 
energy efficiency in manufacturing and in the home, through minimizing waste and increasing recycling 
and reuse, to fuel efficient cars.  Carbon sequestration can be improved by: reducing the rate of 
deforestation in the regions, necessary for carbon sinking; and more efficient agriculture and 
manufacturing, and use of adequate technology, for example, in Africa and Latin America and Caribbean 
regions with the highest rates of deforestation (biodiversity destruction0 in the world. 
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Population, population density, and urban population are major factors of national and regional footprints 
in Africa, Middle East, and Central Asia.  Thus, population management is essential and necessary in 
these regions.  For example, urban population could be managed through redistribution to smaller centers 
to reduce pressures in the burgeoning large cities that are becoming inefficient black holes, in terms of 
natural resources and energy usage.  According to Rees (1992), every city is an entropic black hole 
drawing on the concentrated material resources and low-entropy production of a vast and scattered 
hinterlands many times the size of the city itself.  In the same vein, Vitouset et al (1986) asserted that high 
density settlements “appropriate” or augment their carrying capacity from all over the globe, as well as 
from the past and the future (see also Wackernagel, 1991).  Population management could also be 
achieved through education and empowerment of women, who are major players (especially in 
developing countries and regions) in reproduction, economy, environmental sustainability, and 
biodiversity conservation (Aka, 2006).  In countries and regions where gender inequality is high and 
gender development is low, as well as public (social) expenditure low in health and education, for 
example, in Middle East and Central Asia and African regions, adequate investments in health and 
education should be in order.  This is informed from the fact that investment in health and education in 
low income countries and regions is also investment in people and in the future, with their positive 
externalities in the productivity of the capital stock, e.g., human resources. 
Conclusions     
     This was an explanatory and exploratory study that used Comparative Model that employed 
descriptive statistics, as well as Step-wise Regression Analysis.  Regression analysis was performed to 
flesh out factors that highly impact regional, national, and per capita and total footprints; and also to 
strengthen the results from comparative analysis..  The study analyzed the ecological footprints and their 
structural causes in different nations, regions, and cultures for ecological balance; and provided a 
summary of their socioeconomic determinants that were fleshed out through rigorous multiple regression 
analyses of the recursive variables. The process exposed the inequitable distribution of the world’s 
ecological footprints and at the same time heightens the concern about ecological imbalances and 
overshoots. Data analyses results indicate that footprint socioeconomic determinants in different 
countries, regions, and cultures included: GDP Per Capita, Carbon-Dioxide Emissions, Urban Population, 
and Literacy Rates (Africa); Carbon-Dioxide Emissions, Ecological Balance, Public (Social) 
Expenditure, Bio-Capacity, Population Density, and Urban Population (OECD); Carbon-Dioxide 
Emissions, Ecological Balance, Bio-Capacity, and Urban Population (Latin America and Caribbean); 
Population Density, Population, Gender Inequality Index, Gender Related Development Index, Public 
Expenditure on Health and Education (Middle East and Central Asia); and Carbon-Dioxide Emissions, 
Public Expenditure on Health, and Urban Population (Asia Pacific).  Thus, the study concluded from the 
above that the major drivers of environmental stress in all the regions and cultures are carbon-dioxide 
emissions, population, and urban population. 
     The above analyses support the theorization and assertion that the global environmental stress is 
caused primarily by the increase in resource consumption (demand) and population size and growth in 
different countries, regions, and cultures.  Finally, to achieve regional ecological sustainability, emphasis 
should be through: gender empowerment and access to better education, healthcare, and economic 
opportunities; population management, especially through redistribution to smaller centers; and the 
already rich countries and regions to reduce their consumptive appetites and eco-footprints to create the 
ecological space needed for a justifiable growth in the impoverished countries, regions, and cultures.  
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Table 1a:  
Human Development and Affluence on Biological capacity, ecological Footprint and Balance in African 
Countries 
                                                             Coffiecientsa  

Model Unstandardized 
Coefficients 

Standardized 
Coefficients 

t Sig. 

 B Std. Error Beta  
1 (Constant) 

GDP  Per  Capita 
.426 

2.428E-03 
.812 
.000 

 
.869 

.524 
11.099 

.603 

.000 
2 (Constant) 
GDP Per Capita 

Carbon Dioxide Emissions 

.852 
1.735E-03 
6.250E-02 

.511 

.000 

.008 

 
.621 
.462 

1.667 
10.693 
7.947 

.104 

.000 

.000 
a. Dependent Variable: Total Footprint 
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Table 1b:  
Population, Ecostructural Factors, and Total Footprint Per Capita in African Countries 

                                                      Coefficientsa 

Model Unstandardized 
Coefficients 

Standardized 
Coefficients 

t Sig. 

 B Std. Error Beta   
1 (Constant) 

Urban Population 
-2.384 
.247 

3.134 
.078 

 
.520 

-.761 
3.167 

.453 

.004 
2       (Constant) 
Urban Population 
Literacy Rates 

-9.535 
.229 
.131 

4.495 
.074 
.062 

 
.482 
.329 

-2.121 
3.092 
2.109 

.044 

.005 

.045 
a. Dependent Variable: Total Footprint Per Capita 

 
 
 
 
 
 
 
 
 
 
Table 2a:  
Human Development and Affluence on Biological Capacity, Ecological Footprint and Balance in 
Organization for Economic Cooperation and development (OECD) Countries 

Coefficientsa 

Model 
Unstandardized Coefficients 

Standardized 
Coefficients 

t Sig. B Std. Error Beta 
1 (Constant) 21.029 10.029  2.097 .046 

Carbon Dioxide 
Emissions 

.483 .009 .996 55.687 .000 

2 (Constant) 21.888 9.090  2.408 .024 
Carbon Dioxide 
Emissions 

.445 .017 .917 26.510 .000 

Ecological Balance -.165 .064 -.089 -2.587 .016 
3 (Constant) -.131 .138  -.951 .351 

Carbon Dioxide 
Emissions 

-4.472E-5 .001 .000 -.036 .971 

Ecological Balance -1.000 .002 -.544 -409.409 .000 
Bio-Capacity 1.000 .003 .564 365.988 .000 

4 (Constant) -.129 .124  -1.039 .309 
Ecological Balance -1.000 .001 -.544 -1944.095 .000 
Bio-Capacity 1.000 .000 .564 2015.521 .000 

a. Dependent Variable: Total Footprint 
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Table 2b:  
Population, Ecostructural Factors, and Total Footprint Per Capita in Organization for Economic 
Cooperation and Development (OECD) Countries 
 

Coefficientsa 

Model 

Unstandardized 
Coefficients 

Standardized 
Coefficients 

t Sig. B Std. Error Beta 
1 (Constant) 3.683 .689  5.347 .000 

Public 
Expenditure 

.000 .000 .455 2.608 .015 

2 (Constant) 4.363 .708  6.159 .000 
Public 
Expenditure 

.000 .000 .431 2.651 .014 

Population 
Density  

-.004 .002 -.366 -2.249 .034 

3 (Constant) .677 1.635  .414 .682 
Public 
Expenditure 

.000 .000 .302 1.918 .067 

Population 
Density  

-.005 .002 -.436 -2.885 .008 

Urban 
Population 

.058 .023 .391 2.455 .022 

a. Dependent Variable: Total Footprint Per Capita 
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Table 3a: Human Development and Affluence on Biological Capacity, Ecological Footprint and Balance 
in Latin America and Caribbean Countries 
 

Coefficientsa 

Model 

Unstandardized 
Coefficients 

Standardized 
Coefficients 

t Sig. B Std. Error Beta 
1 (Constant) 1.314 9.632  .136 .893 

Carbon Dioxide 
Emissions 

.938 .075 .942 12.501 .000 

2 (Constant) -1.325 5.075  -.261 .797 
Carbon Dioxide 
Emissions 

.700 .051 .703 13.682 .000 

Bio-Capacity .148 .020 .375 7.307 .000 
3 (Constant) .225 .276  .815 .426 

Carbon Dioxide 
Emissions 

-.006 .009 -.006 -.694 .496 

Bio-Capacity 1.007 .011 2.546 93.564 .000 
Ecological Balance -1.008 .013 -1.813 -80.199 .000 

4 (Constant) .193 .268  .718 .481 
Bio-Capacity 1.000 .003 2.528 377.208 .000 
Ecological Balance -1.000 .004 -1.798 -268.217 .000 

a. Dependent Variable: Total Footprint 
 
 
 
 
Table 3b:  
Population, Ecostructural Factors, and Total Footprint Per Capita in Latin America and Caribbean 
Countries 

Coefficientsa 

Model 
Unstandardized Coefficients 

Standardized 
Coefficients 

t Sig. B Std. Error Beta 
1 (Constant) -.744 .799  -.932 .363 

Urban Population .045 .011 .667 3.897 .001 
 
 
 
 
 
 
 
 
 
 
 

16



 
Table 4a:  

Human Development and Affluence on Biological Capacity, Ecological Footprint and Balance in Middle 
East and Central Asia Countries 
 
                                                                             Coefficientsa  

Model  

Unstandardized 
Coefficients  

Standardized 
Coefficients  

t  Sig.  B  Std. Error  Beta  
1  (Constant)  9.028  7.174   1.259  .232  

Bio-
Capacity  

1.522  .155  .943  9.812  .000  

2  (Constant)  .009  .039   .232  .821  
Bio-
Capacity  

1.000  .001  .619  900.545  .000  

Ecological 
Balance  

-1.000  .001  -.464  -674.852  .000  

a. Dependent Variable: Total Footprint 
 
 
 
 
 
 
 
Table 4b:  
Population, Ecostructural Factors, and Total Footprint Per Capita in Middle East and Central Asia 
Countries 
                                                           Coefficients

a
  

Model  

Unstandardized 
Coefficients  

Standardized 
Coefficients  

t  Sig.  B  Std. Error  Beta  
1  (Constant)  .829  .334   2.479  .038  

Population 
Density  

.012  .003  .847  4.499  .002  

2  (Constant)  .312  .245   1.275  .243  
Population 
Density  

.013  .002  .922  7.917  .000  

Population  .021  .005  .444  3.809  .007  
a. Dependent Variable: Total Footprint Per Capita 
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Table 5a:  
 Human Development and Affluence on Biological Capacity, Ecological Footprint and Balance in Asia-
Pacific Countries 
                                                      Coefficientsa 

Model  

Unstandardized 
Coefficients  

Standardized 
Coefficients  

t  Sig.  B  
Std. 

Error  Beta  
1  (Constant)  15.031  15.428   .974  .342  

Carbon Dioxide 
Emissions  

.558  .013  .995  42.559  .000  

2  (Constant)  185.341  62.082   2.985  .008  
Carbon Dioxide 
Emissions  

.564  .011  1.004  49.440  .000  

Human 
Development 
Index  

-237.034  84.423  -.057  -2.808  .012  

a. Dependent Variable: Total Footprint 
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Table 5b:  
Population, Ecostructural Factors, and Total Footprint Per Capita in Asia-Pacific Countries  
 
 

Coefficientsa 

Model  

Unstandardized 
Coefficients  

Standardized 
Coefficients  

t  Sig.  B  Std. Error  Beta  
1  (Constant)  .011  .370  

 
.030  .977  

Publ Exp. 
Health  

1.035  .120  .902  8.612  .000  

2  (Constant)  -.964  .313  

 

-3.083  .007  

Publ Exp. 
Health  

.756  .097  .659  7.811  .000  

Urban 
Population  

.034  .007  .413  4.900  .000  

a. Dependent Variable: Total Footprint Per Capita 
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     There is an adaptive schism in higher education in America as universities compete to provide learning 
experiences that appeal to Millennial students.  Although the education landscape is still dominated by the 
traditional 19th century style brick and mortar institutions clinging to familiar practices of lecture and 
knowledge transmission, there are a growing number of colleges exploring virtual learning through the 
internet and distance education using a variety of technological platforms.  The rapidity of these changes 
have led many faculty to either alter their expectations of what effective learning may be, or awkwardly 
force their teaching styles into a delivery system which diminishes the strengths of that system.  Where 
distance or virtual learning present their own problems of promoting engagement, Millennial students 
who choose the traditional path are presenting similar engagement challenges.  Strauss and Howe, the 
pioneers in the field of generational study, measure a generation as roughly 20 years and generations are 
defined by what the authors call “age location in history,”  meaning that they experience as a cohort social 
trends and historical events in their formative years and beyond.  This leads generations to develop 
common beliefs and behaviors (Strauss & Howe, 1991).  Strauss and Howe further believe that 
generations are cyclical and that generations of like archetype share some commonality even though they 
are separated by 80 or more years, thus establishing a pattern to history which rotates on a four 
generational shift (Strauss & Howe, 1997).  The generation archetype of the Millennials is the Hero, 
which they share with the GI generation of WWII.  Hero generation characteristics include optimism, 
team orientation towards task completion, civic mindedness, a sense of community and reliance on and 
faith in technology.  Millennials, depending upon which author is cited, are roughly those born from 
1980-2000, which would place them in the college classroom about 1998 through 2022.  Other names 
given to the Millennials are the Peter Pan Generation (Bonner, Marbley & Howard Hamilton, 2011), due 
to their delaying of common rights of passage, (such as staying at home with their parents for a much 
longer period of time), and the Trophy Generation, a reference to expectations of rewards not dictated by 
performance (Alsop, 2009).   
 
Key Characteristics of Millennial Learners 
 

1.      Millennial students are a market oriented generation and tend to view 
experiences from a cost benefit viewpoint.  It is not uncommon that students 
know precisely what they have paid for a course and measure the relevance of 
that experience through the lens of future benefit.  This has broad implications 
for general studies and liberal arts courses which are not viewed as essential to 
the skill set of the profession which the student may be studying.  Additionally 
relevance must be established early on and frequently substantiated for the 
Millennial to continue to see value in an experience. 
 

2.      Millennial students are electronic learners.  This generation of student is 
less apt to view knowledge as a commodity which is transmitted from a 
professor.  Information is easily gained from a mobile device.  The role of the 
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professor as the sole proprietor of knowledge has shifted and thus the focus of 
teaching must shift toward a coaching role which helps students make sense of 
the information and understand relevant applications of their learning. 
 

3.      Millennial students are collaborative learners.  They are fluent with cross 
functional affiliation, or operating in a group to achieve a goal by using 
specialist and general knowledge necessary for group operations.  Unlike their 
Generation X parents, who were highly independent learners, this generation 
values collaborative learning experiences and is highly adept at creating and 
managing these types of experiences.  A shared grade for a group project, 
something that would horrify a Baby Boomer, is more readily accepted by 
Millennials. 
 

4.      Millennial students embrace structure.  Millennials want to know the 
precise expectations of their courses and how their performance is going to be 
evaluated.  They thrive where structure is articulated and codified.  Consistent 
formative assessment is essential as they are accustomed to immediate 
feedback.  The end of the term paper or exam as a heavily weighted summative 
assessment creates a stressful learning environment which may diminish 
performance.  This is the generation of the rubric; students expect highly 
articulated outcomes for any project or assignment, which, parenthetically, 
tends to diminish creativity. 
 

Millennials Content Gaps 
 
     Many Millennials have become fodder for late night television shows which expose their apparent lack 
of basic knowledge, particularly about history and civics.  It’s easy to jump to the conclusion that they 
know very little when framed by a dismal ability to answer what would be common knowledge questions 
from a generation prior.  Questions such as; “who is the vice president?”, or “what continent is South 
Africa found on?”, or “who fought in the American Civil War?”, provide both amusing and disturbing 
answers from millennials “on the street.”  To be fair, ask an average Baby Boomer “who is the 
headmaster at Hogwarts?” and their lack of an answer will get an equally incredulous stare from a 
Millennial.  It is not a general lack of knowledge that they possess; it is the type of knowledge deficit, 
particularly social studies, which is problematic.   They place relevance on information which is not 
necessarily seen as useful by previous generations. This is partly our own doing.  Since the passage of No 
Child Left Behind (NCLB), instructional minutes in the social studies have declined by an average of 78 
minutes per week in elementary schools (COEP, 2008).  A 2012 study in Indiana elementary schools 
indicates that increased time devoted to math and reading, driven largely by the demands of standardized 
testing, has marginalized social studies in the elementary school (VanFossen, 2012).  National trends in 
reduction in social studies instructional time due to increased emphasis on math and reading has also been 
documented (Heafner & Fitchett, 2012). 
     Surveys in my own social studies instruction course over the past five years have shown deficits in 
basic knowledge in the areas of history, civics, economics, and geography.  Fewer than half of these 
college juniors can accurately give the number of senators in the U.S. Senate, with even fewer able to 
name the current speaker of the house.  History questions given have been broad, such as, in which 
century was the American Civil War fought?  Less than 70% can answer this correctly.  Geography is 
even more unknown to millennials.  Only half can place Japan in the correct ocean, and very few can 
place any country that wasn’t America on the correct continent.  None of this is intended to shame or 
embarrass the students or to any way infer that Millennials are a subpar intellectual generation.  What 
they do know would fill the same space as generations past; it’s just not social science.   
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Re-thinking History 
 
     History, as it is taught in public schools, is a series of stories of the past.  Most often these are 
presented through text books as a sequential account of things that have been.  Relevance to the 
Millennial might be encouraged through a few counterfactual exercises, but, if the student already knows 
the outcome presented in the text these become meaningless “what if” fantasies.  If, however, we model 
history teaching after the tools of inquiry exercised in the discipline we can image history in an entirely 
different light.  Historians primarily rely upon inductive reasoning, gathering facts of a specific nature to 
make inferences toward a general conclusion.  Let’s imagine how one might process an event in their own 
lives.  Consider a woman in her mid-thirties, in a ten year relationship, seemingly happy.  Arriving home 
one night she finds a note pinned to the refrigerator from her longtime companion explaining that the 
relationship is over, that they are moving on, and wishing her luck.  This is an historical event, not a 
particularly important one, granted, but fairly significant in the life of our imaginary woman.  How would 
this woman go about understanding this event?  She might think about her last encounter with her 
companion and look for clues for what might have caused this sudden departure, and if this does not 
explain the event, she might begin to think about other interactions in the recent past, working backward 
until she could find just causality.  What she would not do, what none of us would do, is begin at the first 
date and move forward toward the fateful day.  We process history, as it relates to causality, in reverse.  
Could we not teach history in the same fashion?  Begin with the event we might have ended with, for 
example the end of WWII, and then work in reverse from the most immediate causes of that end toward 
the most primal?  Why not begin a Civil War text with Lee’s surrender or Lincoln’s assassination? 
 
Re-thinking Philosophy 
 
     The ability to make philosophy relevant to Millennials is greatly advantaged by the natural Socratic 
nature of the discipline.  That is to say, students can discover the definition, structure and major 
quandaries of a concept long before they are formally introduced to it.  Developing a line of questioning 
that invites each student to form conclusions which may be dichotomous both engages the student and 
illustrates the arguments current among philosophers.  For example; imagine you were in a horrible 
accident and lost a leg.  Further imagine that a prosthetic leg which looked and functioned much like the 
one lost could be attached.  Would you at this point be any less “you” than you were?  Would the 
essential qualities of “you” be altered?  Go on to imagine that we slowly replace each limb with a similar 
mechanical limb which is functionally and aesthetically a match for that replaced.  Would any one who 
knew you consider you as essentially different, someone alien or foreign to them?  Now imagine that we 
replace bits of your brain with chips that both replicate the function of the part removed and store the 
memories that might have been housed there.  At what point in this process are you no longer you?  Most 
students will answer that when you are 100% mechanical you are no longer you, but the difficulty lies in 
at what percent this transition happens, and how does it happen.  We have essentially defined 
reductionism and begun exploring phenomenology without ever introducing the terms.  By exploring 
ideas from a simple starting point, students can build a fairly complex understanding of philosophical 
concepts long before formal introduction to the sub disciplines.   
 
Re-Thinking Geography 
 
     Geography presents challenges to establishing relevance similar to history.  A student would be 
entirely rational in wondering why they must learn any location which can be easily called up on a map 
application found on most smart phones.  Cultural geography affords some opportunities to enrich this 
study if we examine how climate or topography might influence physical or cultural characteristics, but 
we are still left imparting a sense of separateness which diminishes relevance.  So what if people in a 
strange far away land act in a certain way, albeit a product of their environment.  Rather than treat 
disparate regions as chapters in a book, or truncated lectures in a geography class, students should be 
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encouraged to view regions and countries as connected, and interdependent, much as modern historians 
do.  If students are asked to connect two seemingly random and unconnected places they may find both 
primary and secondary interactions between those places.  In some cases it might be many degrees of 
separation; something happened in place A, which influenced place B, which in turn led to the 
development of something in place C.  Asking students to make connections between points on the map 
not only reinforces their general knowledge of world geography but also helps develop an understanding 
of global interdependence.  For instance, if I were to ask a class to find connections between Madagascar 
and Germany, they might at first believe that the two places are both physically and culturally very far 
apart.  They would in time, however, discover that the British invaded Madagascar to defeat the French 
Vichy colony that was collaborating with the Germans during WWII.  Further investigation of the battle 
may lead to understanding Madagascar’s climate and topography along with comparisons to the European 
climates from which the combatants came. 
 
Re-thinking Civics 
 
     As noted earlier, it is a disturbing form of humor to expose Millennial content gaps in their knowledge 
of political issues.  We can lament that this generation is politically apathetic, but that does not provide 
cause or relevance for students to know more about the political systems which govern them.  Here it is 
important to start at the beginning.  Rather than begin with major political systems, for instance, it is 
helpful for students to first understand the need for any political system.  Developing a rationale for the 
creation of political institutions is the starting point for understanding their necessity or function.  If they 
understand, for instance that all political systems are a negotiation between freedom and security, it will 
better help them find relevance in current political debate and a greater understanding of the political 
institutions which serve to balance these two concerns.  We have speed limits which infringe upon our 
freedoms, but in turn protect us from others creating a hazard to us on the road.  Limitations on gun 
ownership are a restriction of freedom that provides some security from crimes committed with these 
weapons.  Even issues such as minimum wage requirements are an impediment to freedom in the 
marketplace, and thus to all of us in such a system.  The relevance to students is provided by debating 
which and to what degree freedoms should be curtailed to provide a more secure environment, either 
physically or economically.  Once students have a rational purpose for both laws and the institutions 
which create them, it is an easier leap to begin talking in broad terms about political alternatives and 
philosophies. 
 
Conclusions 
 
     By building a more Millennial friendly classroom, both through engaging and relevant pedagogy as 
well as through teaching styles which encourage group work and access to electronic resources, we can 
begin to help Millennials reclaim some of the deficit brought about by poor public policy such as NCLB.  
Millennials, as a generation, must not remain ignorant of social science if they are to make political 
decisions which will influence their generation and generations to come.  With Millennials entering the 
college classroom well behind the curve in understanding most social science disciplines it is imperative 
that we reach out in innovative ways which tap the strengths of this generation to insure a better-rounded 
public citizenry. A generation lost to the social sciences is likely to reproduce generations similarly 
uninformed and unenlightened. Until the gap created by NCLB is remedied in the public K-12 system it is 
likely that college classrooms filled with Millennial learners will need to focus on engagement and 
relevancy.   
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Abstract  
 
     There is a strong argument in favor of students studying abroad to reinforce their 
understanding of the interconnectedness of crime on a global scale. At this point in time, there is 
minimal research on educating criminal justice students for policing in an era of transnational 
governance. This article therefore, will argue that students must consider international study as a 
means of ascertaining policing practices from varied international perspectives, enhancing their 
career choices and building upon their maturity. International study may ultimately give police 
officers the knowledge and networking connections to investigate transnational organized crime 
and terrorist activities more effectively at the street level. Discussion will be based on 
recommendations for police derived from: analysis of post 9/11 literature, recent academic 
discourse on terrorism and crime and police education, the literature on studying abroad, the 
impact of technology as well as the current economic climate.   
 
Introduction 
 
     This paper utilizes the concept of transnational governance (Djelic & Sahlin-Andersson, 2008; 
Weiss & Wilkinson, 2014) to emphasize the parallel between transnational governance and 
transnational organized crime. The global crime that police deal with at the street level suggests a 
natural partnership to combine police higher education with international study. A review of 
police and terrorism literature is presented with an emphasis on the expectations society has for 
police officers interacting with terroristic crimes at the street level. The argument further explores 
technology and the present economic global climate as a strong motivating factor for police 
departments as well as college students to study police education abroad. There is a convincing 
body of research extolling the advantages of studying abroad and learning how to work with other 
cultures while enhancing one’s own professional career (Carrilio & Mathiesen, 2007; Levis, 
2005; (Rai, 2004; Sachau et al., 2010; Smith-Paríolá, & Gòkè-Paríolá, 2006). The question for 
review is whether the study abroad experience is viable for students and crucial to the future 
professionalism of law enforcement in this era of transnational crime. 
 
Transnational Governance linked to Transnational Organized Crime 
 
     Transnational networks of crime is linked to Transnational governance; a concept of thinking 
about problems that exist globally that cannot be solved individually, through private 
organizations, states or traditional international relations alone (Murphy, 2014). Global or 
transnational governance is the ongoing transformation of political and economic governance 
within and beyond nation-states. It includes politics and economics that cross local, national and 
global levels of governance. We are living in an era of worldwide growth where we are linked 
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between state and monetary governance without classic bureaucracy. Drori and Meyer note in 
their article, “Scientization”, that in a world of transnational governance, shaping a world safe for 
organizing, includes a growth of rationalized organizations working outside the classic forms of 
bureaucracy.  Just as business and commerce evolve on a transnational scale, so policing is also 
emerging globally.  The rules are changing for organizations that traditionally followed a classic 
bureaucratic model. Existing international organizations of business and institutions are much 
more complex in their structure. Gili S. Drori and John Meyer, note that the absence of classic 
bureaucracy results in groups that now operate with soft and hard rules. Police however, must be 
controlled within a structured environment where both hard and soft rules are monitored by a 
legitimate governing body. 
     In terms of transnational governance, international police cooperation and collaboration 
increased across the globe responding to terrorism, (Deflem, 2006; Steiner, 2009). At present, 
police are not fully connected sharing information abroad. Police officers who study abroad make 
professional connections and will recognize similarities as well as unique characteristics of 
modus operandi of criminals in North America that transcend overseas and will connect with 
police they know in other parts of the world.  For example, there is a confirmed link between 
counterfeit goods financing terror organizations, trafficking and organized crime (Bratton, 2007; 
United States Executive Office 2011). The new global economy, technology and access to 
communications over the past forty years changed the organized crime model to a networked 
business model replicating that of transnational enterprise (Madsen, 2014).  
 
Post 9/11 Terrorism and Transnational Organized Crime 
 
     Following the terrorist attacks of 9/11 on the United States, a substantial number of articles 
severely criticized the lack of intelligence and preparedness at both the state and federal level 
(Clarke, 2007; Oliver, 2009; Steiner, 2009). Recommendations followed demanding increased 
communication between federal and state criminal justice agencies. In particular, there was a call 
for interconnectedness from police at the street level to state and federal agencies (Brown, 2008; 
Oliver, 2009; Steiner, 2009; The 9/11 commission report, 2004). There is however, a gap between 
the altered expectations by government and criminal justice departments, leaving a void where a 
number of agencies struggle to fulfill the capacity required for departments to function (Brown, 
2008; Clarke, 2007; Clarke & Newman, 2007; Landahl, November/December 2007). The basic 
premise is that terrorism includes criminal activity at the street level involving drugs, money 
laundering, weapons and human trafficking, to name a few. Criminal occurrences at the street 
level may be indirectly linked globally to mafia, gangs, radical religious groups and anarchists 
(Bratton, 2007; Paterson, 2011; Steiner, 2009; Veng Mei Leong, 2007; United States Executive 
Office, 2011). Police responsibilities are already considerable without the added challenges of 
responding to the additional burden of terrorism or transnational crime. Regardless of the 
incongruity of preparation, communities and elected officials expect the police to be prepared 
(Clarke & Newman, 2007). 
     There is a definitive shift in policing responsibilities since the 9/11 terrorists attacks on 
America. Matters of national security and the war on crime are linked to global organized crime 
(Sheptycki, 2007). While policing criteria has changed there appears to be a disconnect between 
states within America with regard to the retrieval and dissemination of information. The changing 
demands of Policing put pressure on state agencies and departments, to provide counterterrorism 
(CT) intelligence, threats and analysis of critical infrastructure and unclassified state level 
intelligence. There is a redundancy across state police managed fusion centers and multiple 
intelligence cells that are ultimately expensive and cumbersome (Steiner, 2009). Information is 
stored “in silos” on a need to know basis and sharing approaches differ between states to address 
security and policing.  These inconsistencies lead some to question whether the new policing 
under Homeland Security are ambiguous and counteractive (Oliver, 2009; Steiner, 2009).  
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Further, there is a suggestion that senior policing officials rethink their hierarchical mentality on 
“information silos” and consider the benefits of ‘networking thinking’ (Sheptycki, 2007).  
     The FBI presently networks on a regular basis and generally deals directly with the country or 
agency within a country (Deflem, 2006). Another alternative is a Letter Rogatory for civil and 
commercial purposes for serving summons or subpoenas, collection of evidence and obtaining 
information from abroad (Department of International Law, 2013). This process is time 
consuming tedious and is not advantageous to investigations requiring a more rapid response.  
Although Interpol is designed to work efficiently with police agencies around the world, the 
United States does not fully trust Interpol and in particular, countries who’s policing and political 
ideologies are radically different from their own (Brown, 2009; Deflem, Jan, 2006). This is a 
common practice that may be expected from a federal body but unusual for police at the state 
level.  New York City is the only city in the US that regularly shares intelligence with foreign 
countries. New York City assigns police specifically dedicated to work as intelligence officers 
collecting information while working as police stationed oversees (NYPD Intelligence Division 
& Counter-Terrorism Bureau (2013). No other department in the US has this capacity (Steiner, 
2009). It is not the function of the state to develop covert intelligence at the international level 
however; New York is central to the majority of threats since 9/11. Police across the nation are 
tasked with collecting intelligence, expected to protect vulnerable targets, and respond in the 
event of a terrorist attack (Clarke & Newman, 2007). Most agencies would not want an 
arrangement as conversant due to the complexity and cost.  
     A department or agency that cannot afford, or is not interested in involving their officers to the 
same extent as the New York Police Department is understandable but; over time this position 
may prove imprudent. Remarks made by Dame Eliza Manningham-Buller, recently retired 
Director General of Security Service (M15), of the United Kingdom’s national security service 
suggests improved Counter-Terrorism and partnering as a future endeavor. The retired director 
claims the community and police are fundamental in the gathering of intelligence, and 
connectedness between the Security Service and police (Manninghan-Buller, 2007). Europe has 
more experience in approaching terrorism as a police matter than the United States, preferring 
police to military intervention (Bratton, 2007). It is not uncommon for European police to 
communicate across borders via cellphone. Although European police have access to information 
through Interpol it is not as effective because it is categorically made up of information silos, 
similar to those in the United States. Accessing information in this hierarchical manner is not 
effectual in a crisis situation. In an emergency, networking and sharing is the most productive 
method (Sheptycki, 2007).  A critical aspect of networking and sharing is trust. Police have long 
shared information between officers and agencies based on trust that carries over to many aspects 
of police work. Students constructing a network of trust and cooperation by studying abroad will 
reap the rewards with more informal and speedy assistance from global investigations in the 
future. Author, Frank Madsen asserts, that it will be through the networks of trust that police and 
prosecutors cross the transnational networks of crime (Madsen, 2014).  
     There are numerous legitimate concerns with police contacting agencies abroad as a result of 
varied legal systems. Internationally, police work under different criminal justice systems and it is 
our duty that they be respected. France for instance, is a civil system as opposed to our criminal 
system. American officers who contact French citizens asking for information on criminal 
investigations are violating French law. Local police contacting police abroad may be 
encroaching on federal agencies authority for international intelligence gathering and 
dissemination. There are legitimate concerns that police will overstep their authority at the 
expense of individual rights (Deflem, 2006). Police students who study abroad will have an 
understanding of the police and legalities of the country of study. Understanding the legal 
systems of the United States and the host country will prohibit abuse of individual rights and 
negate overstepping their authority. Connections made abroad provide an opportunity for future 
allies with the possibility of linking police officers to intermediaries on a number of judicial 
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levels. Police investigations at the street level increasingly transcend borders and may be explored 
by those officers with trusted contacts abroad, in an expeditious manner under the direction of the 
legally accountable agency.  
 
Economic Realities, Technology And The Value of Studying Abroad 
 
     Academic literature as well as media reports link criminal activity at the street level to 
international terrorist groups. (Bratton, 2007; United States Executive Office 2011). The 
expectation is that our law enforcement personnel are educated and trained for police patrol as 
well as investigating terrorist activity. Numerous Police Agencies educate their officers in various 
technologies such as the use of Geographical Information Systems (GIS) for crime mapping 
however, the newest of the technologies is an advanced data analysis system referred to as ‘Big 
Data’. The accumulation of information is analyzed to detect patterns, project patterns and 
document events in real time as a proactive policing measure (Wyllie, 2013). The IBM system is 
used worldwide and could act as a natural extension connecting patrol officers in America to 
police abroad. Preparing police in the US to investigate future transnational criminal interactions 
is a logical step. This act to solve and prevent crime on a transnational level will be initiated by a 
study abroad college experience featuring contact and/or interaction with police agencies and 
personnel abroad.  
     There are a host of beneficial reasons for students to travel abroad prior to employment, 
including an enriched education, improved language skills, confidence building and life long 
friendships (Carrilio & Mathiesen, 2006; Lewis & Niesenbaum, Fall, 2005; Sachau, et al., 2010). 
This is the aim of enhancing and enriching an individuals’ criminal justice education. Students 
have an opportunity to mature, improve their language skills, build their confidence, and establish 
life-long friends and potential working relationships with future criminal justice professionals. 
Cordner and Shain claim the first of two concerns for police education is globalization and the 
world financial situation (2011). These concerns, it may be argued, can be addressed by educating 
our law enforcement students abroad. College students are prime candidates for global leaning. 
Younger individuals are often open and accepting of different cultures and generally receptive to 
new experiences including new friendships. Preparation of future police officers must include a 
global experience to their education and training prior to hiring. To be more effectively prepared, 
students presently studying or training to become police officers must initiate an international 
component now, of at least one semester but preferably longer, rather than through sporadic 
training sessions throughout their career.  
     International study for students in law enforcement is presently available through criminal 
justice programs abroad, but studying policing need not be limited to a university setting. Security 
clearance for police students studying at a police academy overseas is, arduous yet nevertheless, 
achievable. The author has a connection at a Scandinavian Police Academy who is willing to 
accept United States citizens in a Law Enforcement program for a year, providing the student is 
fluent in the language. Students who wish to participate will go through a rigorous background 
check from both countries. Although our program has not used this opportunity, at this time, we 
have begun with a students studying criminal justice at  Scandinavian Universities for a semester. 
One student contacted police for the university and the neighboring community while all students 
met a number of individuals preparing to work in the criminal justice field. A university 
experience abroad introduces visiting students to future members of police, government, judicial 
and criminal justice fields. There was positive feedback from the students and criminal justice 
professors, however an internship overseas with a police academy or agency would offer the 
richest learning experience (Engstrom & Jones, 2007; Rai, 2004). The next step is to link our 
faculty and students with the Nelson Mandela University and police in South Africa. The goal is 
to direct as many interested law enforcement students into similar international experiences. This 
promises to be a viable outcome once colleges and policing agencies recognize the benefits of 
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such a college experience. Countries around the world share the burden of criminal activity linked 
through technology, communications and business. The next step of policing is connecting 
officers at the street level to those officers in countries around the world. This connection begins 
with college students studying abroad.  
     Police agencies are limited by shrinking budgets that affect the number of personnel hired by a 
department as well as their ability to police effectively (COPS) (October, 2011). Preparing police 
students by sending them abroad prior to employment is a logical step in the advancement of their 
college education. In addition, college students are able to travel in a more economical manner 
than an experienced or mature individual in the law enforcement profession. Students are open to 
dorm living and traveling with a backpack rather than the weight of a full set of luggage. Further, 
there is financial assistance for students in the form of loans, grants and bursaries to complete 
education abroad. With the decline in the global economy, cost cutting measures are required to 
reform police recruitment and training. Integrating law enforcement personnel at a young age is 
conducive to life long connections and commitment to international links.  
     After studying internationally law enforcement students have a broader comprehension of 
international criminal justice systems, and a unique skill set to bring to the job market in 
conjunction with their degree. The present generation of students is more computer-savvy and 
already interacts with citizens globally.  For instance, young people connect through social media 
and play computer games involving a variety of players from around the world. Our students 
communicate via phone, texting, blogging, using a number of social media exchanges and 
generally multi-task differently than previous generations. Building a global life long working 
relationships between law enforcement personnel is a logical step in the sharing of police 
terrorism intelligence and communications in the future.  
 
Summary  
 
     The intention of sending police students on an international experience is to broaden the 
student’s perspective of the world, to view how criminal cases transcend borders as well as 
demonstrate the contrasts involving investigations on various continents. An internship with a 
police agency would be the most favorable scenario (Engstrom & Jones, 2007; Rai, 2004) 
however; security clearance for such an endeavor is onerous. For the purpose of this article, it is 
recommended professors connect with police agencies in countries of interest and meet with 
upper level police managers prior to sending police students abroad. At the very least, a study 
abroad focus on police academies or criminal justice programs is also a viable connection. 
Students presently learn, in the American system, how police request information via Interpol, the 
European Union or informally from one country to the next. The aim of study abroad for law 
enforcement students is to offer a higher level of learning, gaining knowledge of the complexities 
of a criminal justice system, other than their own, and the subtle differences and nuances of each 
culture. Another goal is for future law enforcement professionals to make life long friends, from 
countries other than their own. These friendships could grow into life long associations and 
perchance, trusted colleagues. The goal is to have law enforcement professionals study abroad 
who may be called upon for their expertize within their department or state when an investigation 
requires a simple explanation, addressing criminal justice culture of a particular country, as well 
as an explanation that may be provided from personal contact from a trusted police source abroad.  
 
Conclusion 
 
     This article will add to the research in the area of educating law enforcement students for 
policing in an era of transnational crime based on the literature derived from post 9/11. Much of 
the recent academic discourse on transnational crime focuses on global interconnectedness. 
Terrorism and crime, as well as police education, focus on connectedness and networking. 
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Expanding on this unified concept, the author proposes law enforcement students study abroad at 
the college level. The information provided builds on police training and the literature on 
education with an emphasis on terrorism and crime at the street level. The literature supporting 
studying abroad is reinforced by the impact of technology as well as the current political and 
economic climate. Students connected through social media build on these trusted friendships and 
future professional connections. The relative economic advantage of studying abroad as a young 
student is clearly advantageous to the student as well as the future employer (Cordner, and Shain, 
2011; FBI, Careers, 2014; New York Police Department: Intelligence Division & Counter-
Terrorism Bureau 2013). College students considering an exciting and engaging career in law 
enforcement must seriously consider a semester or more studying abroad with the intention of 
forming criminal justice connections.  
     The study abroad experience is not only viable but also crucial for law enforcement students.  
The future professionalism of law enforcement is inextricably linked to global interconnectedness 
in this era of transnational crime. Students who study abroad will grasp the concept and the 
importance of the interrelationship of crime on a global scale. Students studying to become police 
officers need to consider international study to understand policing practices from an international 
perspective. International study offers future police officers the knowledge and networking 
connections to investigate transnational organized crime and terrorist activities more effectively 
at the street level. Further research of police students studying abroad is required to validate the 
need for study abroad. While study abroad is known to build upon a young person’s maturity, it 
also develops relationships and strengthens foreign language skills. International study enhances 
the desirable hiring characteristics of potential candidates for police positions. In addition, the 
experience will offer a niche for future advancement within their chosen career path.  
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Abstract 
 

     This paper employs a vector auto-regression framework to uncover what variables influence the 
inflation expectations of consumers. The paper then tests whether these expectations are unbiased and 
efficient. The efficiency tests are conducted using information sets derived empirically from inflation 
models. The results indicate that consumers form their inflation expectations based on the prices they pay 
and the news they hear and read about inflation. Their expectations are found to be biased and inefficient.  

 
Introduction  

     Understanding the economic processes that generate inflation has been an important, yet elusive, 
objective for macroeconomists and monetary policy authorities. The Phillips curve notion of a trade-off 
between unemployment and inflation provided an early theoretical framework, but in its original form 
failed to provide a reliable basis for forecasting and policy-making. Efforts to augment the Phillips curve 
with inflation expectations and supply shocks followed and led to more sophisticated models. However, 
the last decade has provided yet another example of the failure of inflation and unemployment to follow a 
predictable relationship. Staiger, Stock, and Watson (1997) argued that the average inflation rate may fall 
when the unemployment rate is high, but the relationship is not particularly close (also see Gordon (1998) 
and Stock and Watson (1999)).  
     One piece of the puzzle is the role of inflation expectations in the inflation generating process. 
Inflation expectations affect interest rates and, consequently, investment expenditure, aggregate demand 
and actual inflation. They affect labor negotiations and, consequently, wages, production costs and actual 
inflation. Economic policies work not only through their direct effects, but also through their effects on 
expectations, including expectations of inflation. Thus, expectations of inflation play an important role in 
macroeconomic theory and policy making. 
     This paper seeks to understand how consumers form their inflation expectations, as reported in the 
University of Michigan's Surveys of Consumers. We analyze the following questions:  
 

• Are inflation expectations formed arbitrarily? 
 

• If not, what are the elements of the information set which the survey 
respondents used to generate inflation expectations?  

 
• What are the relative contributions of the variables in the information set in 

explaining the formation of inflation expectations? 
 

• Are these expectations unbiased and efficient?  
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     Gramlich (1983) considered a vector of variables plausibly related to inflation as the basis of the 
inflation expectations of consumers and professionals. His variables were current and past rates of growth 
of money supply, unemployment or capacity utilization rate, budget deficits, the GDP gap, and supply 
shocks. However, it seems unlikely that consumers incorporate such technical information into their 
thought process at the time of responding to a telephone survey. As Carroll (2003) argued, consumers do 
not solve macroeconomic models to arrive at their expectations of inflation. We believe that they base 
their inflation expectations on their own direct personal experiences with the market prices of goods and 
services, and on the news they see on television, hear on the radio and read in newspapers. The more 
technical variables influence consumer inflation expectations only indirectly, through their effects on the 
market outcomes which, in turn, are believed to influence their survey responses. 
      Section 1 discusses the data and methodological considerations. Section 2 presents the empirical 
results for consumer inflation expectations. The paper ends with a brief summary and conclusion. 
I. Data and Methodology 
A. Measures of Inflation Expectations     
     There are three frequently used measures of inflation expectations that are publicly available. They 
are: The University of Michigan’s monthly Surveys of Consumers1 (MSC); the quarterly Survey of 
Professional Forecasters conducted by the Federal Reserve Bank of Philadelphia2 (SPF); and the 
semiannual Livingston Survey (SLS), also provided by the Federal Reserve Bank of Philadelphia. Our 
analysis focuses on monthly consumer inflation expectations because the monthly CPI is the most widely 
watched inflation measure and has the most influence on consumers, interest rates, wage contracts, 
financial markets and so on. The MSC data set contains both mean and median responses to a question 
asking by what percent the respondent expects prices to change over the subsequent 12 months. Since the 
individual responses include some extreme values, which exert a disproportionate influence on the mean 
responses, the results reported below are based on the median responses.  
B. Testing Unbiasedness and Efficiency 

     The unbiasedness and efficiency of inflation forecasts have been the subject of many empirical studies 
(see, for instance, Mehra (2002), Thomas (1999), Ehrbeck and Waldman (1996), Gramlich (1983), Bryan 
and Gavin (1986), Brown and Maital (1981), Pearce (1979)). To test the unbiasedness of an inflation 
forecast, the widely used procedure is to estimate the following regression equation: 
Лt  =  α  +  β t-1Лt

e
  +  ut 

where Лt  =  actual inflation at time t, and t-1Лt
e  =  previously made forecast of inflation at time t. Under 

the null hypothesis that forecasts are unbiased, (α, β) = (0, 1) jointly.   
      To test for efficiency we estimate the regression of the forecast errors (Лt  -  t-1Лt

e
 ) on the set of 

inflation generating variables that are obtained from our empirical analyses. The test equation has the 
following form: 
et = δ + ф Zt-1 + μt  
where et

 = Лt  -  t-1Л t
e . The information set Zt-1 includes ‘relevant variables’ that are believed to be 

determinants of inflation. 
     A pertinent question when testing for efficiency is which variables should be included in this 
information set. Several studies have used information sets which appear to be based on variants of 
traditional theories of inflation. Mehra (2002) used a one period lag of inflation, the GDP gap, money 
growth and crude oil prices to test the efficiency of inflation expectations from the SLS, MSC, and SPF. 
Thomas (1999) also used a one period lag of inflation, the GDP gap, M1 and M2 money growth, and the 
producer price index for fuel to test the efficiency of inflation expectations from the MSC and SLS series. 
In addition, Thomas included consumer inflation expectations as an independent variable in testing the 
efficiency of the expectations of professionals, and vice versa. It thus seems that there is no unique 
information set, justified by economic theory, with which to test the hypothesis of efficiency.  
     An additional concern with earlier studies is that some of the variables included in the information set 
may have theoretical appeal but little or no predictive content for inflation (e.g. the unemployment rate, 
federal government expenditures, budget deficits, money growth, and credit growth). In fact, it has not 
been common practice to test whether the variables included in the information set used in tests of 
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efficiency are empirically relevant or not for forecasting inflation. Our approach is a two-step procedure: 
We first specify a VAR model with variables that have substantial predictive component of inflation. We 
then proceed to conduct tests for efficiency of survey responses of inflation expectations against this 
information set.  
C. Methodology  
     The empirical analysis of this paper uses the VAR technique popularized by Sims (1980). Within this 
framework, we use Granger causality tests and Sims’ innovations accounting, also called forecast error 
variance (FEV) decomposition (see Abdullah (1994), Cooley and Leroy (1985)). These techniques are 
used to assess the relative importance of variables and to select those which have the most predictive 
content.3 

     Stationarity of each series was checked by conducting the Augmented Dickey-Fuller unit root test.4 To 
specify the optimal number of lags in the VAR, we use the likelihood ratio test implemented in Abdullah 
and Rangazas (1988) and in numerous other studies. Our analysis required specifying two VAR models 
for the monthly MSC series. The first model identifies the variables that best explain the survey 
respondents’ inflation forecasts, and the second model is used to identify the relevant information set for 
the efficiency test.5   
     To specify the monthly models of inflation expectations, we examined a number of variables in our 
preliminary analysis. These included factors available from the MSC, such as consumer sentiment and 
news about prices and unemployment, and economic variables such as the components of the CPI for 
college tuition and fees, for prescription drugs and medical supplies, and for food away from home; 
money growth; budget deficits; and wages. The final specification was selected by examining the adjusted 
R2, the Akaike Information Criterion (AIC), the Schwarz Information Criterion (SIC), the S.E. of the 
forecast, and the size of the unexplained proportion of the variance of inflation expectations.   
II. VAR Model for Inflation Expectations  
     The empirical model is specified with variables expressed in the percentage change in the price of 
regular, unleaded gasoline (GAS), the percentage change in the food component of the CPI (FOOD), the 
percentage change in the medical care component of the CPI (MCARE), the CPI inflation rate (INF), and 
unfavorable news about unemployment (UNEWS). The variable UNEWS records the number of 
respondents replying that they heard unfavorable news about unemployment. The inclusion of UNEWS 
reflects the argument of Carroll (2003) that consumers do not track economic statistics for themselves, but 
rather their macroeconomic views are obtained from and influenced by the news media. UNEWS is 
expressed in first difference form to induce stationarity. Despite the fact that FOOD and MCARE are 
components of INF, they are included as separate regressors to capture their independent effects. The 
model reflects the idea that gasoline prices, food prices, and medical care costs are experienced by people 
daily, whereas the inflation rate is a news item about which they hear or read.  
     We estimated 12 lag VAR models for two sample periods, 1985:01 – 2003:07 and 2005:01 – 2011:12. 
The use of two sample periods was dictated by economic events during the Great Recession. Preliminary 
analysis showed serious anomalies in the data because of the financial chaos that began in the fourth 
quarter of 2007 and the massive job losses during the Great Recession. The beginning of the first sample 
period was determined by the availability of data for all variables. It also was necessary to reserve 
observations for the VAR estimation. Most of the variables are expressed in percentage change form to 
conform with the MSC series. 
     To estimate the variance decompositions within a VAR model, it is necessary to select an ordering of 
the variables from most exogenous to most endogenous. This establishes a nested hierarchy according to 
which innovations in each variable either do or do not influence the other variables contemporaneously. 
Although we are not attempting to infer any structural interpretations, the estimated FEV would purge the 
effects of the potential conditional correlations emphasized by Cooley and Leroy (1985). The ordering in 
the variance decompositions is: GAS, FOOD, MCARE, NEWS, INF, and CIE. This ordering is 
intuitively motivated and based on the idea that energy prices are relatively exogenous. Food and medical 
care prices may depend to some extent on energy prices, for example via production and transportation 
costs, and so are placed next in the ordering. UNEWS and INF reflect the overall macroeconomic 
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situation, and thus are placed toward the end. The orderings used in the subsequent variance 
decompositions presented below are based on similar logic. In all cases, we examined the correlation 
matrix before deciding on the ordering, but found no clear pattern to suggest any particular sequencing of 
the variables. We also computed the variance decompositions under alternative orderings, but found no 
sensitivity of the results. 
     The results of Granger causality tests are presented in Tables 1 and 2. Table 1 shows that all variables, 
except FOOD, Granger cause CIE at a marginal significance level of 2%. However, as argued by Cooley 
and Leroy (1985), Granger non-causality is not a sufficient condition to reject the importance of a 
variable.6  
     As shown in Table 3, FOOD accounts for 31.76% of the FEV of CIE at the 18 month horizon7, and 
hence is considered the most important variable influencing consumers’ formation of inflation 
expectations. The other 4 variables in the model account for between 10% and 17% each. The remaining 
variance of about 18% is explained by CIE own-innovations. These findings appear consistent with our a 
priori notion that consumers’ inflation expectations are based essentially on what they see, what they 
hear, what they read, and what they pay. However, as we argued above we find some inconsistency in 
Granger causality over the second sample period (the period of Great Recession) – only Gas and INF 
Granger cause CIE. The FEV decompositions in Table 4 show that over the 2005:01 - 2011:12 the FEV 
of CIE explained by FOOD is only 8.81%. During this period GAS prices accounted for 23.62% of the 
variance of CIE followed by INF (14.48%), UNEWS (13.04%), FOOD (8.81%), MCARE (6.25%) and 
own innovations (33.77%).  Comparing the FEV decompositions presented in Tables 3 and 4, we find that 
past inflation and UNEWS remained virtually invariant over both sample periods.  
     It is notable that the variable UNEWS Granger causes CIE and accounts for approximately 13% of its 
variance, whereas the actual unemployment rate (results not reported) was found to have no role in the 
formation of consumer inflation expectations. The unemployment rate is a lagging indicator and, as such, 
might be expected by professionals to have little predictive content for inflation. However, the typical 
consumer is not likely to be aware of this. It seems that consumers do not factor the unemployment rate 
into their inflation expectations, unless it increases enough to register in their minds as “newsworthy” 
(unfavorable news about unemployment). This may indicate that there is a threshold level for 
unemployment rate changes, below which consumers ignore it, but beyond which they react to it. This 
finding suggests that consumers also might react when making decisions, such as spending decisions, not 
to the unemployment rate per se, but rather to changes in it that are sizable enough to qualify as 
“newsworthy” to them. 
     A number of other variables were explored in our effort to ascertain what factors consumers rely on 
when responding to the telephone survey about inflation expectations.  One noteworthy finding was that 
favorable news about unemployment does not seem to play a role, while unfavorable news does. This 
suggests that bad news is more likely to attract attention and affect the psychology of consumers than 
good news. There appears to be an asymmetry in the response of consumers to good news and to bad 
news, at least insofar as inflation expectations are concerned. 
A.  VAR model for Actual Inflation 
     Testing the efficiency of expected inflation requires the determinants of actual inflation. Rather than 
choosing the information set based on intuition or economic theory we decided to identify them 
empirically. Accordingly, we estimated a VAR model for actual inflation. The variables are carefully 
selected to capture both supply side and demand side effects. The supply side is represented by variables 
reflecting the cost of energy, the cost of materials and supplies, and the cost of labor. These variables are 
the price of crude oil (OIL), the producer price index for intermediate goods (PPIM), and real average 
hourly earnings for workers in the private sector (EARN). The demand side is represented by the 
industrial capacity utilization rate (CAP) and real personal consumption expenditures (PCE).8 All 
variables are expressed in percentage change form, with the exception of CAP which is expressed in first 
difference form to induce stationarity. A VAR(12) model was estimated over the sample period 1985:01 – 
2004:02. The variance decompositions (based on the ordering: OIL, PPIM, EARN, PCE, CAP, INF), 
presented in Table 5, show that the variables as a group account for nearly 75% of the variance of INF at 
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the 18 months horizon. OIL is the most important contributor, accounting for about 22.3%. PPIM, EARN, 
and PCE each account for 12% - 15%, while CAP explains only 8%. These results suggest that the supply 
side factors are considerably more important than the demand side factors. Granger causality tests (not 
presented) and variance decompositions in Table 5 clearly suggest the use of OIL, PPIM, EARN, PCE, 
CAP, and INF as the relevant information set to use for the efficiency test of consumer inflation 
expectations.    
B. Results of Unbiasedness Tests 
     As discussed earlier, the test for unbiasedness is based on a regression in which the dependent variable 
is the actual inflation rate during the 12 months subsequent to the survey (INF), the independent variable 
is the median response to the consumer inflation expectations (CIE) survey data.  
The null hypothesis:     H0: (α, β) =  (0,1).  
The estimated equation over the sample period 1985:01 - 2003:07: 
INF = 0.11  +  0.94 CIE    1a                                                                                                                                
         (0.32)    (8.74)   
 
R2(adj) =  0.26, D-W = 0.23, SER = 0.98, AIC = 2.81, SIC = 2.85   

 
The estimated equation over the sample period 2005:01 - 2011:12 
INF = 6.54  –  1.26 CIE    1b                                                                                                                                    
        (9.63)   (-6.10)    
 
R2 (adj) = 0.28, D-W = 0.20, SER = 1.35, AIC = 3.45, SIC = 3.51   
 
where t-statistics are in parentheses, SER = Standard Error of Regression, AIC = Akaike Information 
Criterion, and SIC = Schwarz Information Criterion. The AIC and the SIC values are useful in assessing 
the performance of alternative models. For example, the lower the values of AIC and SIC, the better is the 
fit of the model and the better are both the in-sample and out-of-sample forecast performances.  
     The Wald test for the joint null hypothesis (α = 0, β = 1), that consumer inflation expectations are 
unbiased, cannot be rejected (F = 0.70, Prob = 0.49). However, the D-W of 0.23 indicates a serious serial 
correlation problem. The implication of the presence of serial correlation is that previous period residuals 
contain information which could be used to improve the forecast of inflation. This finding is consistent 
with some earlier studies (see Gramlich (1983)). However, the presence of serial correlation as evidence 
of inefficiency has been questioned by subsequent authors (see, for example, Cukierman (1986)). They 
argued that it is not unusual even for rational agents to confuse and fail to correctly discriminate between 
the effects of temporary and permanent shocks to aggregate supply and demand. As a consequence, if 
permanent shocks are inadvertently viewed as being temporary, agents will make repeated one sided 
forecast errors. Following Brown and Maital (1981) and Jonung and Laidler (1988), we conducted the 
joint coefficient test after adding the appropriate error process. The re-estimated equation indicated a D-
W statistic of 1.89 and the Wald test for the joint null hypothesis was then convincingly rejected (F = 
301.70, Prob = 0.00). The conclusion is that consumers are biased in their inflation expectations. This 
finding is consistent with Roberts (1997). 
     In order to asses the nature of the bias we estimated the regression equation (1a and 1b) in reverse 
form, with CIE as the dependent variable and the subsequent actual inflation rate (INF) as the 
independent variable. The estimated equation over the sample period 1985:01 - 2003:07 with second 
order AR coefficients is:  
CIE = 3.67  -  0.25 INF  +  0.73 et-1  +  0.21 et-2    2a                                                                                                
         (8.83)  (-3.76)          (11.03)        (3.11)   
   
R2 (adj) = 0.75, D-W = 2.01, SER = 20.94, AIC = 0.51, SIC = 0.57  
 
The estimated equation over the sample period 12005:01 - 2011:12 with second order AR coefficients is: 
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CIE = 3.93  -  0.29 INF  +  0.89 et-1  +  0.09 et-2    2b                                                                                                     
         (8.83)  (-4.41)          (7.97)        (- 0.84)   
 
R2 (adj) = 0.74, D-W = 2.01, SER = 0.36, AIC = 0.86, SIC = 0.97  
 
     The negative coefficient on INF indicates that consumer inflation expectations tend to be too low in 
periods when inflation is high. Similarly, consumers tend to expect higher inflation that will actually 
occur in periods of low inflation.  This may reflect a time lag in the process of the adjustment of inflation 
expectations to changes in actual inflation.  
C. Results of Efficiency Tests 
     The efficiency test for CIE is conducted by regressing the forecast error in consumer inflation 
expectations (CIEFE) on the information set (OIL, PPIM, EARN, PCE, CAP, INF) determined by the 
monthly inflation model presented above. The estimated equation (over the sample period 1985:01 – 
2003:07) is: 
CIEFE = 0.052  -  0.002OILt-1  -  0.131PPIMt-1  -  0.146EARNt-1  +  0.014PCEt-1  +                    
             (0.320)  (-0.220)          (-0.724)            (-0.391)               (0.113) 
       

0.375CAPt-1 - 0.032INFt-1     (3)                                  
         (2.157)*         (0.493) 
 
R2 (adj) = 0.03, D-W = 0.28, SER = 0.98, AIC = 2.83, SIC = 2.94 
 
where * denotes significant at 1%. 
 
     The significance of the coefficient associated with CAP suggests that consumer inflation expectations 
are inefficient with respect to capacity utilization. This finding seems plausible, since the typical 
consumer is not expected to process information embedded in CAP in forming inflation expectations. 
However, the Wald test for the joint null hypothesis that all of the coefficients are equal to zero cannot be 
rejected (F = 1.268, Prob = 0.268). 
III. Summary and Conclusion 
     The primary motivation for this research was to understand how consumers form their inflation 
expectations, as reported in the University of Michigan's Surveys of Consumers. The empirical analyses 
were devoted to answering the following questions: What are the elements of the information set which 
enters the mind of the consumer when making responses to the survey questionnaire about expected 
inflation? What are the relative contributions of the variables in the information sets in explaining the 
formation of inflation expectations? Are these inflation expectations unbiased and efficient? 
     The empirical findings suggest that consumers form their inflation expectations on the basis of 
gasoline prices, food prices, the costs of medical care, the past inflation rate and unfavorable news about 
unemployment. Over 81% of the FEV of consumer inflation expectations are accounted for by these five 
variables at the 18 month horizon. Testing the efficiency of consumer inflation expectations against the 
empirically determined information set indicates that they are inefficient with respect to industrial 
capacity utilization. The hypothesis that consumer inflation expectations are unbiased is rejected.  
     This paper makes two primary contributions to the literature on inflation expectations.  The research 
empirically identifies the variables upon which consumers base their inflation expectations. It then tests 
the efficiency of these expectations against information sets derived empirically rather than the 
information sets dictated by traditional economic theory.   
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Endnotes 
1. The Survey Research Center at the University of Michigan publishes the Surveys of Consumers. These 
report the responses of at least 500 extensive telephone interviews that are conducted each month.   
2. The Federal Reserve Bank of Philadelphia publishes the quarterly Survey of Professional Forecasters.  
3. Granger causality (1969) test: A variable Xt is said to Granger- cause a variable Yt if Yt can be 
predicted with greater accuracy by using the past values of Xt rather than not using such the past values, 
everything else remaining unchanged. The test is conducted by computing the standard likelihood ratio 
statistic. The innovations accounting is somewhat complementary to Granger causality tests. The 
procedure involves the decomposition of the forecast error variance (FEV) for each variable into 
components attributable to its own innovations and to shocks to other variables included in the model. 
The variance decomposition thus presents a summary of this information by listing the fraction of the 
overall FEV accounted for by each type of innovation. This can be done for the forecast error of each 
variable for any forecast horizon. In this way, one can analyze the way in which each variable’s 
innovations influence the movements (i.e., the variation) in each of the variables in the system. 
4. These estimated statistics and other results not presented in the paper are available upon request. 
5. We have not invoked co-integration tests because all of the variables used in the analysis are not 
stationary in the same order of integration - a violation of the requirement for co-integration to exist. 
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6. The pitfalls associated with Granger causality tests were discussed at length in Abdullah (1994).  
7. It is customary in the VAR literature to quote the FEV at a time horizon of 12 to 18 periods to allow 
the effects of the initial shock to evolve over time and then attain a stable equilibrium. The decomposed 
FEVs for several forecast horizons are presented to show the dynamics of the system.   
8. Following Gramlich (1983), we considered several other demand side variables such as the 
unemployment rate, industrial production, federal government budget deficits/surpluses, federal 
government outlays, M1, M2, and the monetary base. None of these variables Granger cause the inflation 
rate, nor do any of these variables account for more than 5% of the variance of inflation. While these 
variables may (or may not) have information content for future inflation, expecting consumers to relate 
these variables to future inflation while responding to a telephone survey does not seem plausible. 
 
 
Table 1: Granger Causality Tests for Expected Inflation 

    Sample period: 1985:01 – 2003:07   
 
      
Null Hypothesis  

    
 F- Statistic     

  
Probability  

   
Conclusion 

  
UNEWS does not cause 
CIE 

      
   2.272 

     
  0.010 

  
 Reject H0 

 
MCARE  does not cause 
CIE 

       
   2.523 

      
  0.004 

   
 Reject H0 

 
FOOD does not cause CIE 

     
   0.919 

      
  0.528  

 
 Do not  reject 
H0 

  
GAS does not cause CIE 

        
   2.144 

      
  0.016 

   
 Reject H0 

  
INF does not cause CIE 

       
   2.069 

      
 0.020 

   
 Reject H0 

  
CIE  does not cause INF 

        
   1.953 

      
 0.030 

   
 Reject H0 

Note: GAS = %∆ in regular unleaded gasoline price, FOOD = %∆ in food component of CPI-U, 
MCARE = %∆ in medical care component of CPI-U, UNEWS = first difference of unfavorable 
news about unemployment, INF = %∆ in CPI-U, CIE = consumer inflation expectations 
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Table 2: Granger Causality Tests for Expected Inflation  
    Sample period: 2004:01 – 2011:12   

 
      
Null Hypothesis  

    
 F- Statistic     

  
Probability  

   
Conclusion 

  
UNEWS does not cause CIE 

      
   1.274 

     
  0.251 

  
 Do not Reject H0 

 
MCARE  does not cause CIE 

       
  0.690 

      
  0.506 

   
 Do not Reject H0 

 
FOOD does not cause CIE 

     
   0.946 

      
  0.528  

 
 Do not  reject H0 

  
GAS does not cause CIE 

        
   2.197 

      
  0.019 

   
 Reject H0 

  
INF does not cause CIE 

       
   2.069 

      
 0.020 

   
 Reject H0 

  
CIE  does not cause INF 

        
   3.117 

      
 0.001 

   
 Reject H0 

See note to Table 1. 
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Table 3: Variance Decompositions for Consumer Inflation Expectations (CIE)   
   Sample period: 1985:01 – 2003:07 (standard errors of FEV in parentheses)   

 
Forecast Error Variance Explained by 

 
 
Forecast 
Horizon 
(months) 
 

 
S.E. of  
Forecast 
 

 
GAS 

 
FOOD 

 
MCARE 

 
UNEWS 

 
INF 
 
 

 
CIE 

 1 0.271 
 

16.54 
(4.62) 

4.70 
(2.53) 

0.94 
(1.22) 

0.00 
(0.45) 

4.13 
(2.22) 

73.70 
(5.14) 

 3 0.363 22.17 
(6.34) 

9.85 
(4.68) 

1.28 
(1.67) 

4.65 
(3.39) 

9.77 
(4.24) 

52.27 
(6.24) 

 6 0.439 19.97 
(6.89) 

14.00 
(6.81) 

9.97 
(5.75) 

5.65 
(4.58) 

14.18 
(5.63) 

36.22 
(5.97) 

 9 0.489 16.33 
(6.00) 

17.75 
(7.90) 

10.12 
(6.36) 

8.40 
(5.96) 

18.26 
(7.00) 

29.14 
(5.40) 

12 0.557 12.62 
(5.37) 

24.63 
(9.35) 

8.36 
(5.37) 

13.09 
(7.46) 

18.55 
(7.66) 

22.74 
(4.90) 

15 0.604 10.89 
(5.30) 

30.77 
(10.55) 

9.64 
(6.43) 

12.96 
(7.86) 

16.25 
(7.57) 

19.48 
(4.84) 

18 0.623 10.60 
(5.27) 

31.76 
(11.00) 

10.00 
(7.09) 

12.86 
(8.21) 

16.50 
(7.94) 

18.44 
(4.85) 

21 0.637 10.20 
(5.40) 

32.13 
(11.38) 

9.78 
(7.44) 

13.67 
(8.89) 

17.04 
(8.45) 

17.18 
(4.88) 

24 0.665 10.30 
(5.60) 

32.39 
(11.67) 

10.43 
(7.92) 

14.02 
(9.42)  

16.58 
(8.60) 

16.26 
(4.89) 

_____________________________________________________________________ 
(1) See note to Table 1. 
(2) The standard errors of variance decompositions in parentheses are estimated by Monte Carlo 
simulations. The estimates are based on 1000 random draws that are made directly from the posterior 
distribution of the VAR coefficients (see Runkle (1987)).    
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Table 4: Variance Decompositions for Consumer Inflation Expectations (CIE) 
   Sample Period: 2004:01 – 2011:12 (standard errors of FEV in parentheses)   

 
Forecast Error Variance Explained by 

 
 
Forecast    
Horizon 
(months) 
 

 
S.E. of  Forecast 

 
GAS 

 
Food 

 
MCARE 

 
UNEWS 

 
INF 

 
CIE 

        
 1  0.337 16.16 3.01 6.48 1.31 1.40 71.66 
  (6.88) (3.21) (4.33) (2.04) (2.04) (7.50) 
        
 3  0.643 40.08 6.56 2.92 1.05 6.45 42.93 
  (12.42) (6.31) (3.93) (3.87) (6.49) (11.89) 
        
 6  0.837 37.69 7.21 2.08 4.85 8.42 39.75 
  (13.24) (7.63) (5.96) (8.34) (8.84) (14.42) 
        
 9  0.870 35.25 9.16 2.39 6.55 8.74 37.91 
  (11.56) (7.77) (7.28) (9.46) (8.20) (12.86) 
        
 12  0.962 29.85 8.26 3.54 11.91 10.88 35.55 
  (10.47) (7.42) (7.79) (10.54) (9.21) (11.8) 
        
 15  1.033 26.76 8.27 5.06 14.01 11.37 34.51 
  (10.31) (7.36) (8.22) (10.74) (9.07) (11.55) 
        
 18  1.104 23.62 8.81 6.25 13.04 14.48 33.77 
  (10.11) (7.60) (8.40) (10.25) (9.59) (11.43) 
        
 21  1.133 22.45 9.57 6.05 12.53 14.37 34.99 
  (10.12) (7.82) (8.38) (10.29) (9.89) (11.58) 
        
 24  1.1459 22.27 9.74 5.94 12.36 14.72 34.94 
  (10.43) (8.13) (8.62) (10.49) (9.84) (11.64) 
_____________________________________________________________________ 
Notes to Table 3 apply  
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Table 5: Variance Decompositions for CPI Inflation (INF) (standard errors of FEV in parentheses)  
Forecast Error Variance Explained by 

 
 
Forecast 
Horizon 
(months) 
 

 
S.E. of 
Forecast 

 
OIL 

 
PPIM 

 
EARN 

 
PCE 

 
CAP 
 

 
INF 

 1 
 

1.931 
 

11.93 
(3.97) 

22.48 
(4.62)                                             

21.47 
(3.94) 

 0.014 
 (0.29) 

40.64 
(0.70) 

43.47 
(4.17) 
 

 3 
 

2.304 31.39 
(5.90) 

17.29 
(3.90) 

15.63 
(3.28) 

 3.24 
 (2.68) 

1.37 
(1.66) 

31.08 
(3.68) 
 

 6 
 

2.458 27.88 
(5.27) 

17.00 
(4.18) 

15.61 
(3.25) 

 7.69 
 (4.14) 

3.45 
(2.54) 

28.38 
(3.55) 
 

 9 
 

2.622 24.82 
(5.07) 

15.92 
(4.30) 

15.73 
(3.58) 

 8.18 
 (4.15) 

7.69 
(3.91) 

27.66 
(4.06) 
 

12 2.722 23.47 
(4.76) 

15.37 
(4.32) 

15.26 
(3.69) 

 9.80 
 (4.60) 

7.88 
(3.92) 

28.21 
(4.62) 
 

15 
 

2.834 23.28 
(5.30) 

15.03 
(4.24) 

14.38 
(3.53) 

 12.32 
 (5.08) 

7.43 
(3.79) 

27.54 
(4.38) 
 

18 
 

2.880 22.58 
(4.82) 

14.77 
(4.34) 

14.53 
(3.78) 

 12.80 
 (5.28) 

8.03 
(4.06) 

27.29 
(4.63) 
 

21 2.915 22.45 
(4.81) 

14.44 
(4.40) 

14.27 
(3.81) 

 13.64 
 (5.57) 

8.15 
(4.12) 

27.04 
(4.89) 
 

24 
 
 

2.935 22.30 
(4.90) 

14.30 
(4.46) 

14.11 
(3.90) 
 

 14.35 
 (5.78)  

8.20 
(4.22) 

26.74 
(5.01) 
 

______________________________________________________________________EARN = %∆ in 
average real hourly earnings of private sector production workers, PCE = %∆ in real personal 
consumption expenditure  
 
 

44



Assessing Discussion in the Classroom:  
Using a Student-Centered Perspective 

 
 
 

 
Lisa Hickman 

Grand Valley State University 
 

 
 
 

Abstract 
     Scholars have suggested the value of class discussions for US college students, especially when they 
are guided and structured. Research suggests that discussions can allow for higher-order thinking in 
students. Much less is known, however, about the student-centered perspective of discussion. Do students 
feel they have learned course material through their participation in discussion? Do students feel 
discussion is a useful way to learn course material? This study explores two research questions: first, are 
students learning course materials by participating in class discussion? And second, do students find the 
discussions taking place in class useful (or not)? A Family Sociology class at Midwest University in the 
United States participated in two class discussions used for analysis in the current study. Data from 
student surveys and exam scores from discussion material were used in this analysis. Findings indicate 
that students do learn in significantly different ways from discussion in comparison to learning material 
through lecture. Survey results indicate an overall positive student view of discussions, particularly large 
group discussion. Results find that students perceive discussion as a valuable use of time. However, while 
students are largely positive about small group discussion, one type of discussion, not all students feel this 
way. Knowledge of the student view of discussions is particularly important because discussion is a form 
of active learning that calls on student engagement for success. Despite this, scholars identify that lecture 
remains the dominant teaching technique in US colleges and universities.  
Introduction  
     In academia, professors have a multitude of teaching tools and techniques available for them to 
implement in the classroom. While teaching style is highly dependent upon each individual, some may be 
more effective than others when instructors wish to engage students in active learning while in the 
classroom. Discussion is one tool that allows students to play an active role in the learning process 
(Howard, 2015). Gullette (1992) notes a number of benefits to using discussion in the classroom, 
including students taking a more active approach to learning when discussion is used and that students 
may pay more attention during class. 
     Discussion can also provide students with a positive learning environment (Yamane, 2006). 
Discussion can increase student learning because it allows students to engage with the information which 
leads to a better understanding of the material (Hollander, 2002). “Discussions force students to search for 
their own answers, give students practice in expressing their own ideas, increase their appreciation for 
complexity and diversity, and develop their listening, cognitive, and critical skills” (Hollander, 2002: 
318).  
     While students may recognize that discussion is important (Nunn, 1996), to what extent students feel 
they are learning from discussion or find it a valuable teaching technique is still at question. The current 
study investigates student perceptions (i.e., the student-centered perspective) of class discussion for a 
Family Sociology course at a Midwest University in the United States. Using survey data from two class 
discussions and exam data related to these topics, results indicate that student perception of both large and 
small class discussion is predominantly positive and that students learned information from discussion 
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differently than from lecture. Prior to discussing this study I first start with a review of discussion 
techniques and student-centered research on discussion. 
Techniques for Discussion in the Classroom 
    Bloom’s Taxonomy of Educational Objectives (Goldsmid, 1981) suggests that careful planning and 
posing of questions to students can elicit thoughtful comments and consideration from these same 
students. One of the keys to a successful discussion is establishing clear objectives for the discussion first, 
and then planning and implementing discussion around these identified objectives (Lovell-Troy, 1989).  
     Depending upon the type of discussion implemented in the class (as examples, dyads of students, 
smaller group discussions of 3-6 students, larger group discussions of the entire class either driven by 
students or the instructor), as well as questions posed at an appropriate level and consideration given to 
the level of thinking of the students, an instructor may feel at the end of a 10 minute discussion or an 
entire class period of discussion that students have engaged in a technique that has helped them to 
effectively learn the course material. For example, Crone (2001) tells us that small group discussion can 
increase comprehension and analytical skills in students. And McBroom and Reed (1994) found readings 
and class discussion during each class session improved student achievementi over classes employing 
lectures and testing in each session.  
     Student engagement is particularly important for successful discussion and learning to occur. Yamane 
(2006) found that classroom discussion is focused and meaningful when instructors first assign “Course 
Preparation Assignments” (CPAs) for students to complete prior to the discussion. In other words, 
ensuring that the students are engaging with the reading allows them to come to class ready to discuss.  
     Nystrand (as cited in VanDeWeghe, 2005) identifies that dialogic instruction is most important, 
wherein students and teachers use discussion to help to better understand course materials and ideas. High 
value is placed on the opportunity for learning that discussion provides. Applebee, Langer, Nystrand, and 
Gamoran (citing Nystrand,1997, identified the following features of dialogic instruction as leading to 
increased student success: 

 
1) Use of authentic questions to explore understanding rather than test  
    knowledge students may already know or have; 
 
2) More time for open discussion in the classroom; and 
 
3) Teachers building off of comments to help students link ideas together 

(2003: 
    690). 

 
     Henning, Nielsen, Henning and Schultz (2008) also identify several ways to open up dialog in the 
classroom. These techniques use discussions to respond to a problem, respond to an observation, respond 
to a narrative, or reflect on classroom activities. Responding to a problem involves discussions where 
students are asked to comment, respond, and engage in a discussion focused on a particular problem 
relevant to the course material. Responding to an observation includes discussions based on sparking 
student thought after observing an idea (for example, a picture, a video or a painting). These two types of 
frameworks for discussion allow students to participate without necessarily having a large base of 
knowledge. Responding to a narrative allows students to engage in dialogue after reading narratives 
(anything from literary works to current events). Reflecting on classroom activities allows students to 
engage in class discussion after they have been provided with a knowledge base stemming from 
classroom information. Information is given to the students throughout the class, and may be new to 
them. In discussion they are given the opportunity to apply this information, thus bringing about greater 
understanding of what the information is and how to use it. This type of discussion may require the most 
investment from students. These strategies, and others, allow for discussions to be productive, on task and 
meaningful. But what do students think about discussion? 
Discussion and Students 
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     Preparing, by putting together a framework and a strategy for a discussion, will ensure from a teacher 
perspective that student learning can take place. But what is the student-centered perspective on this type 
of learning? Do students feel they have learned the course material through their participation in 
discussion? Do they feel the discussion was a useful way to learn the material? A majority of the research 
seems to focus on the instructor perspective. But because discussion is a form of active learning (Howard, 
2015; Goldsmid, 1981), the student perspective should have more representation in the research. After all, 
“Discussions depend on students as well as teachers; without student listening, thinking, and speaking, 
there would be no discussion” (Hollander, 2002: 318).  
     Student assessment of their learning experiences (or any type of student-centered perspective on the 
topic of discussion) is absent from much of the literature, excluding a few works. Wattiaux and Crump 
(2006) studied student perception of classes wherein discussion was the primary technique used to convey 
information. Although this study was specific to an upper level course on nutrition that was primarily 
based in discussion, these scholars found that undergraduate students identified they learned more when 
discussions were focused on student questions and answers (2006: 343). Students also identified a slight 
preference for discussion over lecture as a teaching technique.  
     Lake (2001), however, found that students feel they learn less in a discussion environment than a 
lecture environment, even though analysis found they had actually learned more.  Lake’s study, however, 
was limited to physical therapy students, to small group discussion, and to a specific set of comparison 
groups, some of which were limited to only one or two teaching techniques (lecture and small group 
discussion)ii, as opposed to courses with a variety of techniques employed. It is possible that classes with 
a diverse student body or those employing a variety of teaching techniques may elicit different responses.  
     Yamane’s (2006) work indicates that more students identify that they have been involved in negative, 
rather than positive, experiences with discussion in the classroom. These negative experiences affect 
overall perspectives of discussion. Poor discussions primarily have to do with whether or not the 
discussions were guided or structured, and in these situations students may not see the point of discussion. 
Yamane (2006) also reports that guided discussions tend to not fall prey to these negative student 
feelings.  
     In sum, there seem to be some conflicting results; first between students regarding their perceptions of 
discussion and second, between students and instructors on the value of class discussion. As a result, 
questions remain about whether or not students perceive discussions to be useful (particularly if they are 
structured), as well as whether or not students can learn material from the discussion experience. These 
student-centered questions are the emphasis of this study.  
Research Questions 
     The focus of the current study is on the student perspective (student-centered perspective) on 
discussion in the college classroom, with an interest in understanding if students are learning material 
from discussion, and if students find value in participating in class discussions. As a result, there are two 
main research questions. First, are students learning course materials by participating in class 
discussion? Determining whether or not student learning is occurring through the use of class discussion 
provides multiple benefits. If learning does occur, this could be seen as support for established literature 
indicating the value of discussion in the classroom. It may also help to establish discussion as a viable 
way for students to learn information while in the classroom.  
     Secondly, and most important, this study aims to learn the student perspective on discussion (a 
student-centered approach): do students find the discussions taking place in class useful (or not)? While 
this is highly subjective (how would a student define “useful”? How much “learning” must be measured 
in order to consider discussion a “success”?), measurable assessments can be employed to gauge if 
students find value in this particular way of learning.  
Data and Methods 
     Data collection on discussion took place in a Family Sociology class at Midwest University in the 
United States during one semester. At this particular university, the Family Sociology course is an option 
for the General Education requirement.iii As a result, the course brings in a variety of students with 
diverse backgrounds and experiences seeking to complete a General Education requirement. All students 
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in the course are sophomores or above, and there are a variety of majors and minors with a various 
backgrounds and experiences. There are very few sociology majors in the course: in this particular section 
there were only a handful of students out of the 30 enrolled that were sociology majors.iv  
     This course employs a variety of teaching techniques throughout the semester, including discussion, 
which is the focus of this study.v Discussion was evaluated at two points for this study: once near the 
beginning of the semester and once at the end of the semester. Discussion did occur throughout the 
semester as part of the regular class activities, however on these two days for which data was collected 
the entire class period was devoted to discussion.vi The two topics for discussion used in this evaluation 
and assessment include Gender and the US family experience (beginning of the semester discussion topic) 
and Family Policy in the US (end of the semester discussion topic). 
     These discussions each took place during a 50 minute course period. Students came to class having 
read the same body of information (ensured through a short writing exercise)vii. During the discussion day 
classes, both large group (approximately 20 minutes) and small group discussion (around 10-15 minutes) 
occurred, followed by a large group wrap up (around 10-15 minutes) and then an evaluation by students 
(5 minutes).  
     Discussion for each day was based on a set of objectives related to the topic that were presented to the 
students at the beginning of each class. The discussions started as instructor guided, with questions posed 
to students about definitions and concepts, and then moved to extension and application of concepts and 
ideas. Questions were posed to students that required them to think about the topics, link ideas together, 
and come up with examples, explanations, and critical assessments of the issues being discussed.  
     Students then moved into small groups where they were given a set of discussion questions that they 
were to contemplate and address. All students shared information from their small group on at least one of 
the discussion questions once back in the larger group (for example, for the family policy discussion, one 
of the small group questions had students come up with lists of positives and negatives of a country 
having a unified family policy and for a country having non-unified family policies; students then wrote 
their lists on the board for discussion). The large group wrap-up afterwards pulled ideas from the small 
group discussions together and then also linked them to the large group discussion, the readings, and the 
broader topic. Students were encouraged to make these links on their own, and the instructor played a 
supporting role that gave guidance when needed. The instructor also presented concluding thoughts to 
help bring the conversation full circle and back to the objectives (which had been met in the discussions 
throughout the course period). At the end, students completed the anonymous survey.  
     Data is collected two ways for analyses in this project- surveys and exam questions. Surveys were 
conducted at the end of class on the discussion days. These surveys included questions on both the small 
and large group discussions that had taken place that day, as well as students’ overall perceptions of the 
class discussions. Questions on the survey ranged from topics such as the usefulness of hearing other 
student’s questions and responses in the large group discussion, about staying on task during small group 
work and which type of discussion was most beneficial to the student’s learning process.  
     Questions on the survey were presented to students in three forms: Likert scales, multiple choice, and 
open ended. Likert scale questions about student perceptions of small and large group discussions allowed 
students identify whether they Strongly Agreed, Agreed, were Neutral, Disagreed, or Strongly Disagreed 
with statements about the large and small group discussions. Categories for the Likert Scale questions are 
collapsed into three categories here (Strongly Disagree/ Disagree, Neutral, Strongly Agree/Agree). Two 
multiple choice questions on the survey allowed students to identify what aspects of the discussion on that 
day (Hearing other students ideas; Working with the information rather than just being provided the 
information; Hearing the professor link ideas from students to the course information; Other, please 
provide addition information; Nothing) as well as what type of discussion that day (Small group; Large 
group; Both small and large group; Neither types of discussion) was most beneficial to their own learning 
process.  
     Finally, students were given the opportunity to expand on their responses to these two multiple choice 
questions with follow-up open ended questions to allow for clarification (an opportunity to explain or 
provide additional information on their responses).viii The sample size used in the study for the exam 
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analyses is N=29 for the gender and family discussion and N=28 for the family policy discussion. 
Twenty-nine students out of the thirty registered for the course were present for the gender and family 
discussion and twenty-eight completed the survey afterwards. Twenty-eight students out of the thirty 
registered for the course were present for the family policy discussion, and twenty-four completed the 
survey afterwards.  
     Test questions from course exams are also assessed. Responses are separated from student names in 
this project so that individuals and their answers cannot be linked. Exam questions on both topics were in 
both multiple choice and short answer form. Multiple choice questions analyzed simple and complex 
learning: for example, a multiple choice question that asks students to identify the correct definition of a 
term related to either gender and family or family policy is an illustration of simple knowledge because it 
primarily involves routine memorization. However, multiple choice questions that ask students to apply a 
concept or identify a concept being used are illustrations of more complex levels of thinking and 
processing. Short answer questions allowed for the same range of learning to be demonstrated. For 
example, listing information only requires recall, but providing an explanation of how concepts are 
relevant to the topic (for example, how social construction is relevant to a discussion on gender and the 
family experience) calls on student’s abilities to apply complex ideas and critical thinking. Surveys 
completed after discussions were anonymous, but attendance was taken in class on these days. Students 
not present on discussion days could not learn from discussion nor complete the surveys, therefore, their 
exams were not included in the analyses.  
     Students in a different section of this course that learned these same two topics through lecture instead 
of discussion are used as a comparison group.ix For both topics (individually analyzed), exam material is 
combined to calculate a score (percentage correct) for students; in other words, the percent of the gender 
and family material a student got correct on the exam was calculated. In addition, the percent of the 
family policy material each a student got correct was also calculated. Percentages were calculated for 
those who participated in discussion and those who learned the material through lecture. These 
percentages are used to assess if students learn the same through discussion and lecture (Ho). The 
alternative hypothesis (Ha) is that there is a difference between students learning the materials in 
discussion and those learning the material in lecture.x   
Analytic Strategy 
     This study collects descriptive data assessing student perceptions of discussion and knowledge after 
participating in discussion. In order to assess the first research question, are students learning course 
materials by participating in class discussion, a Mann-Whitney U test was conducted to determine if the 
two independent samples of students learned the same from discussion and lecture (those who learned the 
material through discussion and those who learned the material in the other course section through 
lecture). This conservative test is useful given that the percentage, or student scores on the material, being 
used essentially ranks the student scores from highest to lowest. In addition, this nonparametric test is 
useful here as all of the assumptions of t-test are not met by the current data.xi This type of analysis has 
been used by other scholars (for example, Lake, 2001) as a way to determine if students exposed to 
different teaching techniques have differing rank scores on tests.  
     In order to assess student perceptions in the second research question, do students find the discussions 
taking place in class useful (or not)?, descriptive statistics (frequencies) are provided for survey responses 
for the Likert scale and multiple choice questions. Students were asked a series of questions about both 
the large group discussion, small group discussion, and discussion overall that day. These survey 
questions attempt to capture the student perception about the value of discussion in the context of our 
classroom and this particular discussion experience.xii Open ended questions in the surveys were also 
qualitatively analyzed and used in the current paper when they help to fill in understanding about how 
students perceive class discussion.  
     Collecting data from different sources (exam questions and surveys) provides more depth of 
information on this particular topic. It allows for multiple ways to assess questions about discussion. 
Using two data from two points in time also allows for an assessment of consistency/ inconsistency in 
data as well as a better depth of understanding of the issue of discussion. It also helps us to consider with 
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greater confidence whether or not the understanding of materials is tied to discussion or just a particular 
topic. 
Results 
     Exam results. In reference to whether or not students learned from class discussion (first research 
question), student performance on test questions demonstrates that learning did occur. In comparison to 
student performance on exams when lecture was used instead of discussion for the topic of gender and 
family as well as family policy, Mann-Whitney U test results indicate that exam scores for students 
learning the material through discussion seem to be significantly higher -a rejection of the null hypothesis 
(gender and family: U= 564.000, p<.05, one-tailed; family policy: U= 166.000, p<.001). Results indicate 
that students in discussion learned more than those in lecture, as there is significant difference between 
rank scores earned in discussion and lecture. A higher rank indicates more correct answers and more 
student knowledge demonstrated. By examining the mean ranks, students participating in discussion show 
higher mean scores for both topics (gender and family discussion mean rank score= 37.97, gender and 
family lecture mean rank score=20.43; family policy discussion mean rank score= 34.64, family policy 
lecture mean rank score= 24.70). Overall, students do appear to have learned more from discussions in 
comparison to students who learned the same material through lecture. 
Survey results 
     Large group discussions. Tables 1-8 present results from the student surveys conducted after each 
class discussion, with tables 1-4 specifically evaluating large group discussions. Overall, students 
responded favorably to large group discussion for both discussion topics during the semester. The 
majority of students in this course Strongly Agree or Agree that large group discussion is a useful way to 
learn and use class time. Students may learn from talking about and exploring or from listening to others 
questions about the topic. Results in Table 1 show that the majority of students that participated in the 
large group discussions found them to be useful (100% Strongly Agree/Agree for the gender and family 
discussion and 91.6% of students Strongly Agree/Agree for the family policy discussion).  
     Additionally, the majority of students identified that discussing the material in the large group helped 
with their understanding of the relationship between gender and the family experience as well as family 
policy (Table 2). Almost 93% of students Strongly Agree or Agree that discussing the gender and family 
material provided them with a deeper level of understanding, while nearly 96% of students felt the same 
way about the family policy discussion. 
     Students also predominantly felt that listening to other student’s questions about the material as well as 
hearing the instructor link student questions and course material together in the large group helped them 
to better understand the topics being discussed (Tables 3 and 4). Eighty-nine percent of students Agreed 
or Strongly Agreed that listening to the questions that other students posed and the responses they gave in 
class increased their level of understanding of the topic, gender and family. Close to ninety-two percent of 
students responded the same way for the topic of family policy. Additionally, approximately 96% of 
respondents in the discussion on gender and family, and 100% of the respondents in the discussion on 
family policy Agreed or Strongly Agreed that listening to the professor link student questions and 
responses to course material was helpful. 
     This may be because, rather than having the information shared with them in a unilateral format, there 
was engagement- if a student didn’t understand, they could ask questions. Or if they weren’t sure of an 
answer, they could hear others ideas or hear the professor help bridge ideas together. This may lead them 
to come up with answers of their own or at least gain ideas about what could be an answer to a question.  
Small group discussion.  
     Tables 5 and 6 evaluated small group discussion. Although the majority of students responded 
favorably to both small and large group discussion, there does seem to be more preference for large group 
discussion, based on these descriptive statistics. While the majority of students felt their small group 
stayed on task, as seen in Table 5 (89.3% for gender and family discussion, 91.6% for family policy 
discussion), some students felt their group strayed from the topics of discussion. Almost eleven percent 
(10.7%) of students were neutral in their perspective on time on task for the gender and family discussion, 
and 8.4% responded that they either disagreed or were neutral in their perspective for time on task for the 

50



family policy discussion. One student comment may offer insight into why small groups are slightly less 
favored: “Small groups (mine in particular) tend to turn into free discussion.”xiii 
     Table 6 shows that, while more students Strongly Agreed or Agreed that the small group discussions 
for both topics helped them with understanding and application, there were a few students that Strongly 
Disagreed or Disagreed, and students that were Neutral in their assessment. About eight percent of 
students Strongly Disagreed or Disagreed that their small group discussion on family policy helped them 
to understand how to apply relevant concepts and information. Another 21% were neutral in their opinion. 
Two students (7.1%) were neutral in opinion in response to this question as it related to the gender and 
family small group discussion. 
     This may stem from one of two situations: issues of training on how to have productive small group 
discussions and issues of staying on task. Even though explanation was given about the small groups and 
tasks for each day, it is possible that students were still unsure how to proceed with small group 
discussion. Because discussion is not a mainstay in college classrooms, it is possible that some students in 
this class may not have previously participated in these types of discussions and the explanation may not 
have been sufficient. Another possibility is that in smaller environments that are not monitored by an 
instructor, conversation may stray from topic, as evidenced by the student comment above. This, 
however, may vary throughout the classroom (some may have small groups that stay on task and some 
may not) and so some of this variation may be picked up in the question. In other words, the ability of 
small groups to stay on task or not may be what is represented in the level of agreement/disagreement in 
the following tables. 
     It is possible for some students that, rather than one discussion type (small or large) being more 
beneficial than the other, it is the combination of both discussion types that helps those students to learn. 
As seen in Table 7, even though more students felt that large group discussion was beneficial to their 
learning process (50% for the gender and family discussion, 66.7% for the family policy discussion), 
many identified that the implementation of both small and large group discussion contributed to their 
learning (46.4% for the gender and family discussion, 33.3% for the family policy discussion). This 
question may be tapping into a difference in learning styles, or more specifically, the environments within 
which students can learn best (Dunn, Honigsfeld, Doolan, Bostrom, Russo, Schiering, Suh, and Tenedero, 
2009). Some students may feel the style they learn best in is the large group discussion environment, 
while others may feel that the large and small group discussions together bring them to a higher level of 
understanding.  
     Or perhaps it is a reflection of different comfort levels for students. For example, while a student may 
hesitate to participate in large group discussion, they may be more likely to engage in small group 
discussion. They may, therefore, gain more from the small group discussion (3.6% of response for the 
gender and family discussion found the small group to be most beneficial to their learning process). 
Hollander (2002) notes that shy students may feel more comfortable expressing and discussing their ideas 
in the small group environment.  
     Other students may prefer to have the instructor guiding the discussion because to them it guarantees 
the “correct” knowledge is being transmitted- even though many instructors would disagree with this 
perspective. One student in particular demonstrated this idea on their gender and family survey by writing 
in the open ended comments section for this topic, “Sometimes it gets confusing when too many 
‘incorrect’ ideas are thrown around.” This response is particularly interesting as all comments that 
students made were connected back to the discussion and became part of the larger understanding of the 
topic. However, this was not the perception of this particular student. Another student wrote in the open 
ended comments section for the gender and family discussion that large group discussion “went into 
things in more detail.” A different student on the same survey wrote that “small group discussion is good 
but sometimes less focused than large group discussion.” These particular students may favor large group 
discussion. Those who felt that the mix of the two provided the most beneficial learning environment may 
see that each challenges them in differing ways, and therefore increases their overall learning. Open 
ended comments on this topic for both small and large group discussion as being most beneficial 
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included, “Both helped,” and “It’s nice to learn details of your peers and their stories, but its [sic] also 
good to get insight of others in a larger setting.”  
     In other words, what Dunn and Dunn call “sociological preferences” (preference to learn alone, in 
pairs, with peers, through an instructor, etc.), may be shaping responses to this question (as cited in Dunn 
et al, 2009).xiv Different preferences may be reflected in the responses from students. Importantly, none of 
the students indicated they would have been better off if these discussions had not occurred. Additionally, 
students identified several features of the discussions to be most beneficial to their learning process. Many 
students for both the gender and family discussion and the family policy discussion identified that 
working with the material rather than just being provided the material (discussion versus lecture) was 
what was most beneficial for their learning.xv  
Discussion and Conclusions 
     The results from the current study show that students not only learned from their participation in large 
and small group discussions as compared to students learning the same materials from lecture, but they 
overall had favorable perceptions of class discussions. Students predominantly felt large group discussion 
was a valuable use of class time. Students overall felt that aspects of the large group discussion 
contributed to their understanding of both discussion topics, at least descriptively. Additionally, while a 
few students did not have a positive perception of small group discussions, overall the majority of 
students had positive views of small group discussion and aspects of small group discussion- such as time 
in focused discussion with peers and helpfulness of small groups in application and understanding of 
relevant concepts to each topic. Students who felt less positive about small group may be possibly 
explained by their preferences in learning environments or by how on task their small groups were for the 
discussions. 
     Discussion was only one of several techniques used in the class during this semester, which may 
provide some understanding for why these results do not align with studies that found negative student 
perceptions where the course was predominantly discussion-based (for example, Wattiaux and Crump, 
2006). These may not be comparable because students were learning under other techniques at different 
points in time in the class analyzed for the current project which may provide more techniques for 
comparison in their learning experience. Future research should consider how students evaluate particular 
teaching techniques in environments where a mixed-technique approach is used.  
     Even considering this, past findings still could be relevant to some of the findings here on small group 
discussions. Some of the negative perceptions of small groups identified in the literature may be 
supported from the current study as a very small number of students here evaluated small groups 
negatively and students overall seemed to prefer large group discussion, or the combination of both small 
group and large group discussion. Future research should explore the combination of discussion 
techniques and perhaps a comparison between large and small group discussion. Even though the 
majority of students responded favorably to small groups in the current study, small group discussions 
need further exploration, analysis, and understanding. 
     Finally, there were limitations with data collection here that must be acknowledged. Only descriptive 
data and nonparametric hypothesis tests are presented here. In-depth data collection that would allow for 
rich analysis and a deeper understanding of the student perspective is needed. Additionally, in the future, 
scholars may consider a comparison to classes where material is learned in discussion instead of lecture or 
through other/additional teaching techniques (or perhaps analyze a variety of different techniques to 
assess which ones students learn the material the best and in most depth).xvi  Additionally, the current 
study is not generalizable or representative. Positive responses to the surveys here could instead be the 
result of selectivity or because students felt positively toward the discussion or topics in class on these 
days. Work should seek to replicate this study and expand upon this analysis to determine if these results 
were an artifact of the class environment, or if diverse classes such as these consistently reflect the 
perspective uncovered in the current study.  
     Discussion that is structured or guided, in order to provide positive experiences and ensure student 
learning, needs objectives, planning, and preparation (Howard, 2015). Future research should investigate 
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the topic of how instructors run discussions and how this affects student perception of this technique. The 
current findings will help open the door for these future studies.  
     One of the most important contributions of this study is the use of a student-centered perspective in the 
analysis. Using a student-centered perspective in research is an under-utilized strategy. Gathering more 
information using the student perspective will provide greater understanding of how best to improve 
student learning. The current study indicates that further investigation into this topic of discussion from 
the student perspective is not only needed, but warranted. 
     Students in the current study overall responded favorably to class discussion and it is possible that 
students at large feel the same way. So why do so few instructors implement discussions in their college 
classrooms? Lecture still dominates as the primary mode used to convey information to college students 
today (Yamane, 2006). There are several possible explanations as to this current reality. For example, 
while some fields may feel they lend themselves better to discussion in the classroom, others may feel 
that material does not translate well in discussion. Particular fields (or instructors in particular fields) may 
be hesitant to employ this technique.  
     Hesitancy could also stem from past experiences. We have all been part of discussions that have not 
been run well. Yamane (2006) indicates that there may be resistance on the part of instructors and 
students to engage in discussion in the classroom because so many have participated in discussions that 
were not conducted well. If an instructor does not believe discussion will work in their classroom, or is 
not convinced that the same amount of information can be transmitted to students (or transmitted 
accurately) as can be transmitted through lecture or another technique, then they may not use discussion. 
Students themselves, perhaps due to experiences in other classrooms, may or less open to discussion in a 
class and instructors may simply be responding to the mood or dynamic of their class. Or students that 
have had bad discussion experiences may not be open to this technique again. 
     There are many possibilities as to why discussions are not occurring, but emphasis should be placed on 
fostering this technique in classes and environments conducive to such learning. Well-prepared 
discussions that are structured and guided can avoid some of these concerns and bring students to a higher 
level of thinking and communicating (Howard, 2015). Perhaps not all classes, students, or topics are 
receptive or even appropriate for discussion. But in the current environment of active learning, where 
many students may be looking for such a challenge, instructors of all fields should be encouraged to 
explore discussion as a technique for use in their classrooms. 
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Table 1. Large Group Discussion today was a Valuable Use of Class Time 
 

 Gender and Family 
Discussion  

Family Policy 
Discussion 

Strongly Agree/ 
Agree 

 28   (100%) 22 (91.6%) 

Neutral          0           1 (4.2%) 
Strongly Disagree/ 
Disagree 

         0           1 (4.2%)xvii 

Total        28         24 
 
 
 
 
Table 2. Discussing the Material Provided Me with a Deeper Level of  

     Understanding on this Topic (Large Group Discussion) 
 

 Gender and Family 
Discussion  

Family Policy 
Discussion 

Strongly Agree/ 
Agree 

 26 (92.9%)  23 (95.8%) 

Neutral           2 (7.1%)           1 (4.2%) 
Strongly Disagree/ 
Disagree 

          0           0 

Total         28         24 
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Table 3. Listening to Other Student’s Questions and Reponses increased  
     My Understanding of this Topic (Large Group Discussion) 

 
 Gender and Family 

Discussion  
Family Policy 
Discussion 

Strongly 
Agree/Agree 

 25 (89.3%) 22 (91.7%) 

Neutral           3 (10.7%)           2 (8.3%) 
Strongly Disagree/ 
Disagree 

          0           0 

Total         28         24 
 
 

Table 4. Listening to the Professor Link Other Student’s Questions and  
Responses to the Course Information Increased My Understanding 
 

 Gender and Family 
Discussion  

Family Policy 
Discussion 

Strongly Agree/ 
Agree 

27 (96.4%) 24 (100%) 

Neutral          1 (3.6%)           0 
Strongly Disagree/ 
Disagree 

         0            0 

Total        28         24 
 
 

 
Table 5. During Small Group Discussion, Students Spent Time  

           in Focused Conversation with Peers 
 

 Gender and Family 
Discussion  

Family Policy 
Discussion 

Strongly Agree/ 
Agree 

25 (89.3%) 22 (91.6%) 

Neutral          3 (10.7%)           1 (4.2%) 
Strongly Disagree/ 
Disagree 

         0           1 (4.2%) 

Total        28         24 
 
Table 6. Processing Information through Small Group Discussion Helped Me to  

Understand how to Apply Relevant Concepts and Information to this Topic 
 

 Gender and Family 
Discussion  

Family Policy 
Discussion 

Strongly Agree/ 
Agree 

26 (92.9%) 17 (70.8%) 

Neutral          2 (7.1%)           5 (20.8%) 
Strongly Disagree/ 
Disagree 

         0           2 (8.3%) 

Total        28         24 
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Table 7. Which of the following do You Feel was Most Beneficial  
to your Learning Process Today? 
 

 Gender Discussion  Family Policy 
Discussion 

Small Group Discussion 1 (3.6%) 0 
Large group discussion 14 (50%) 16 (66.7%) 
Both small and large group 
discussion 

13 (46.4%) 8 (33.3%) 

Neither 0 0 
Total 28 24 

 
 
 
Table 8. Which of the following do You Feel was Most Beneficial  

to your Learning Process Today? 
 

 Gender and Family 
Discussion  

Family Policy 
Discussion 

Hearing other student’s ideas          6 (16.7%)          4 (12.9%) 
Working with the information rather 
than just being provided the information 

       12 (33.3%)       14 (45.2%) 

Hearing the professor link ideas from 
students to the course information 

18 (50%) 13 (41.9%) 

Neither           0          0 
Other           0          0 
Total         36        31 

 

 
 
 

i As demonstrated in examinations. 
ii Lake’s (2001) study had 3 groups: a lecture-based course, a course where a portion of the time was in 
lecture and the rest of the time was spent in small group discussion, and a course where a portion of the 
time was in lecture and the rest of the time was spent in small group discussion but where students had 
been informed of the rationale for using an active learning approach in the class. 
iii Midwest University requires that all students take General Education courses. The goal is for students 
to gain a broad general education by taking these courses at the university in addition to courses required 
for their major. General Education courses provide students with additional opportunities to think 
critically, analyze, write, and process information, all in a Liberal Arts framework.   
iv Having just a few Sociology majors in the class is very common. The course is not a major requirement 
but instead an elective. In addition, because so many sections of this course are offered every semester, 
Sociology students may take it at any time (if at all) and therefore may be spread thin in these courses. 
v It is important to note that discussion was only one of several techniques students were exposed to in 
this course. 
vi For all other days where discussion occurred, the entire class period was not devoted to discussion as it 
was on these two days discussed for this study. Instead, on other days it was used in concert with other 
teaching techniques. 
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vii A “CPA”, or course preparation assignment, as Yamane (2006) suggests. 
viii Two additional open ended questions were asked in an attempt to gauge depth of learning. These two 
open-ended questions asked students “What is one thing about [topic] that you learned by participating in 
discussion (either small or large) today?” and “In consideration of discussion (of content and materials) 
that took place today, what is one thing about [topic] that you still have questions on or is unclear to 
you?” These were used to identify themes related to the complexity of information understood and not 
understood. These results are not discussed in the current paper. 
ix Exam questions on the same material were pulled and used for students that learned the material 
through lecture to provide comparisons. Percent correct scores were calculated for these students and used 
in the comparison and analyses. Thirty students were in the lecture course and completed exams that were 
used in analysis. 
x It should be noted that students are not isolated, and learning may have occurred outside of class 
discussions or lecture- for example, through study groups. Although it is possible that discussion may be 
one of the main explanations for demonstrated knowledge, readers should still act with caution in 
interpreting results. 
xi These assumptions, such as a normal distribution, are not all met by the data in this analysis. As a result, 
this nonparametric test is a better measure of the research questions being analyzed here. Additionally, 
“we can trust the order of the rankings” here for student scores (a higher percentage indicates more 
correct answers and more student knowledge demonstrated). However, “with ratings we cannot trust that 
the data is from an interval scale.” (Hinton, Brownlow, McMurray and Cozens, 2004:124). This indicates 
a non-parametric test such as the Mann-Whitney is better suited for the analyses being conducted here. 
xii Students were also given the opportunity to provide additional information or explanation for particular 
multiple choice questions. Very few students added comments for these questions, but for the ones who 
did, these responses are included in the results section as they seem to provide a level of understanding 
for particular results. 
xiii This was the only comment provided by any student for the family policy survey referencing 
explanations for responses about the small group discussion. 
xiv Dunn and Dunn identify several dimensions that comprise the environment in which students learn 
best, which come together into what they call the Learning-Style Model. The other dimensions, aside 
from the sociological, include environment, emotional, physiological and psychological (as cited in Dunn, 
Honigsfeld, Doolan, Bostrom, Russo, Schiering, Suh, and Tenedero, 2009). 
xv Table 8 counts all responses in total, even if a student selected more than one option. As a result there 
are more responses than students. 
xvi Although I did use test scores from both a class where material was learned through discussion and a 
class where the material was learned through lecture, this is not a true “exposure-treatment” approach. An 
analysis employing an exposure-treatment assessment could be fruitful for this area of investigation. 
xvii It should be noted that this response could be a reflection of student interest in the topic, as the student 
provided a comment for explanation: “Not my cup of tea.” 
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Introduction 
Comics is a language. It is a language that most people intuitively understand. 

(Griffith, p. 1) 
 

     For a child, the ability to read is a key to intellectual and social growth and a source of never-ending 
wonder. Early childhood usually includes parental recitation of simple board books with engaging 
childhood images. As the child matures, the desire for independence demands individual word 
recognition and involvement in the story arc. This is a fertile field for the introduction of simple texts 
utilizing word/picture recognition such as comic books. 
     Legendary cartoonist Will Eisner (2008) in Comics and Sequential Art explained that comic books 
combine the words, images, and layout of artists and writers to weave the fabric of communication (p. 
xiv). Comic books involve readers because the characters speak for them and to them. Theorist Scott 
McCloud (1993) observed in Understanding Comics, that we don’t just observe comic books; we become 
them (p. 36). This process constitutes an interactive sociocultural act.  
     Some consider comic books déclassé. Eisner (2006) recalled that Jules Pfeifer, a cartoonist for the New 
Yorker, thought comics were “junk” (xvii). Eisner did not like the term “comics.” He preferred the term 
“sequential art.” Comics gained a measure of respectability after Art Spiegelman won a Pulitzer Prize for 
his graphic novel Maus (1992). Today, comic books are the subject of scholarly study in a variety of 
disciplines.  
     The text-image format provides artists and writers with a multitude of story options. Early artists drew 
political cartoons for adults. Super-hero comics appealed to young male adolescents. In recent years, 
publishers marketed comics for adults who could afford them and were interested in mature story lines. 
Many conflate these genres with an entire medium. If you perused the shelves of a comic store it is easy 
to see how one might arrive at this false conclusion.  
     Ben Saunders, a professor at the University of Oregon, termed comics, “The most effective form of 
communication ever devised” (cited by Cooper, 2015, p. 8). Everything from airline safety cards, to 
instruction manuals, to Preventative Maintenance Magazine, Eisner’s work for the US Army, employs 
this medium. There is a comic book for people of every age, disposition, and predilection. 
     Despite this, the perception that comic books or “funnies” are meant for children persists. Jahsonic, a 
contributor to the Art and Popular Culture Website, lamented that modern day comics “are not necessarily 
funny or for children” (p. 1). Scott McCloud (2000) in Reinventing Comics warned that such sentiments 
denote a revival of the “comics are a danger to children” motif (p. 83). The discussion becomes clear, if 
one realizes that different genres of comic books appeal to diverse audiences.   
     This analysis focuses on one comic book in a series written and drawn for children. The perspectives 
gained from such an examination revealed that Tiny Titans, Welcome to the Treehouse Vol. 1 (2007) by 
Art Baltazar (artist and writer) and Franco Aureliani (writer) encourages and facilitates literacy and opens 
children’s minds to stories that delight and enchant them. 
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Welcome to the Tiny Titans 

There’s a lot more in cartoons than meets the eye. 
(McCloud, Understanding p. 45) 

 
     Welcome to the Treehouse Vol. 1 (2007) is a colorful, amusing comic book for all ages, especially 
young children. Baltazar and Franco won three Eisner awards for Best Publication for Kids in 2009, 2011, 
and 2014. Baltazar self-published his first comic book, Patrick The Wolf Boy (2000). One morning, while 
feeding his children breakfast; Baltazar received a call from Jann Jones, an editor at DC Comics. She 
asked him to create a comic book series for children. Baltazar’s reply to the offer of a dream job for a 
cartoonist was, “YES! Possitootly Absolootly!” (2014, Tiny Titans webpage). From then on, he 
considered it his job to write comics for six-year-olds. The context of the history of comics and their use 
in the classroom helps one better understand the importance of Baltazar and Franco’s work. 
History of Comic Books 
     Gene Leung Yang (2008) won an Eisner award for his graphic novel, American Born Chinese. His 
second graphic novel, The Shadow Hero (2014), based on the Green Turtle, the first Asian American 
super hero, is worthy of another Eisner award. Yang discussed the controversy over comic books and 
children on his webpage “The History of Comic Books in Education. The employees of Eastern Color 
Printing Company introduced the first modern comic book in 1933. They collected a number of political 
cartoons and printed them in book form (p. 1). DC Comics introduced Superman (1938), Batman (1939) 
and Wonder Woman (1941). The advent of the super-hero ushered in a golden age of comic books. Some 
single-issue comic books sold millions of copies. 
     Robert L. Throndyke, a pioneer in educational research at Columbia Teachers College, determined the 
grade level for Superman #11 (1940) was 6.6 and Batman #8 (1940) was 5.9. He published his results in 
an article “Words and Comics” (1941) that appeared in the prestigious Journal of Experimental Education 
in which he concluded that comic books were of “real value” teaching children to read (p. 112). 
Subsequently, he co-authored a language arts workbook featuring Superman.  
     However, Fredric Wertham (1953), a well-known psychiatrist argued In Seduction of the Innocent, 
“Comic books with their words and expletives in balloons are bad for reading” (p. 10). In the course of 
interviewing delinquent youths, Wertham found that they all read comic books. He concluded this is what 
caused their dysfunctional behavior. Wertham gained publicity when he presented his erroneous 
conclusions to a Senate sub-committee hearing on juvenile delinquency. Subsequently, he serialized them 
in the arbiter of taste in the 1950s, The Ladies’ Home Journal. 
Comic Books and Education 
     The debate over comic books turned to their use in schools to teach reading. Sidonie Gruenberg 
(1944), a noted child development expert, saw comic books as a force for good, with multiple 
applications in education. Yang recalled that Nebraska Principal Lucile Rosencrans disagreed, calling 
comic books a “stumbling block” to learning (p. 1). 
     Emma Swain (1978), a reading diagnostician, in “Using Comic Books to Teach Reading and 
Language Arts,” noted “teachers and parents have criticized comic books for years” (p. 1). Swain 
conducted a survey of 169 students in grades 4 through 12 and found that good students read more comic 
books than poor students. She pointed out the tremendous popularity of comics. Retailers sold 20 million 
comic books a month in 1977 (p. 1). She concluded that the demand for comics was an indication of their 
potential for teaching children reading. She recommended that every classroom have a box of comics for 
students to read.  
     Positive appraisals of comic books flourished in modern times. Author Jennifer Haines (2004) in 
“Why Teach with Comics,” argued that comic books generally had high reading levels. She insisted that it 
was a grievous mistake to dismiss reading material that was “challenging to read, thoughtful and 
insightful, and age appropriate,” simply because it was a comic book (p. 1). 
     The mission of school librarians is to support the curriculum and encourage reading. Librarians were 
originally some of the most vociferous opponents of comic books. Modern librarians have a different 
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view. Carol Tilley (2005), a professor of Library Science at the University of Illinois, in her article, “For 
Improving Early Literacy, Comics Is No Child’s Play,” noted the influence that comics have had on 
children’s literature, especially in the use of frames (panels), speech bubbles (balloons), motion lines, and 
sound effects (p. 1) (See Appendix A).  
     Librarian Jane Goodall (2013) described the benefits of using comics in the classroom to readers of the 
Guardian (UK) in her article, “Ten Benefits of Reading Comics” (2013). She argued that comic books 
encourage a love of reading, improve vocabulary, and increase confidence. She believed that comic books 
prove excellent resources for teaching reluctant and voracious students, as well as, those for whom 
English is a second language (p. 1). 
     David Jacobs (2013), professor of English at the University of Windsor (CN), in Graphic Encounters, 
stated that comic books are effective in teaching print literacy, but more important, multi-modal literacy, 
which he defined as “the ability to relate something to create meaning with and from texts that operate not 
only in alphabetic form, but also in some combination of visual, audio, and spatial form as well” (p. 3). 
     Publisher and pundit Corey Blake (2014) in his article, “The Benefits and Risks of Comics in 
Education” argued that comic books are stronger learning tools than textbooks, able to “combine story 
and information more effectively than any other medium” (p. 1). As proof he cited two facts: the brain 
processes pictures 60,000 times faster than text; and humans communicated in pictures before they used 
words (p. 1).  
     The arguments against comic books recently resurfaced. Amanda Hendricks (2014), a recent graduate 
of the University of California, Chico, demonstrated in her honors thesis, “Sexism, Female 
Performativity, and Female Presence in Comics” that D.C. and Marvel Comics became increasingly 
violent and sexist over the years. 
     Koppy McFad (2008), writing for the website, Comic Book Bin, charged that these comics were no 
longer suitable for children (p. 1). Inigo Montoya (2014) in his website Dorkdaddy, concurred. He 
insisted that publishers sold edgy comic books to appeal to a more mature audience that could afford 
expensive comics. He claimed that Welcome to the Treehouse was more suitable for young children than 
modern superhero comics. 
     Welcome to the Treehouse is a powerful tool for teaching reading. Readers of all abilities identify with 
the characters and relate to the stories. The images help reluctant readers understand the text and 
proficient readers use it as a springboard to more advanced reading levels. This comic book is an 
excellent resource for bi-lingual education. Teachers of English as a second language can use Tiny Titans 
activity books as an invaluable tool. Welcome to the Treehouse is not only helpful in teaching children to 
read, but is wholesome and appropriate for young children. 
     It helps to know something about the terms, attributes, and history of comics before attempting to 
analyze an individual comic book. It is even more important to start thinking like a child. Baltazar and 
Franco’s Welcome to the Treehouse features those knock-knock jokes that make adults cringe, but results 
in gales of laughter from kindergarten through third graders who promptly repeat them again and again. 
For example, “Why are fish so smart?” “Why?” “Because they swim in schools.” (p. 118). 
 

Analysis of Welcome to the Treehouse 
This is a very silly book, friends. 

(Monical, Goodreads) 
 

     Roland Barthes (1977), the French semiotician, established an analytical foundation for analyzing 
images in Image-Music-Text. He saw three messages in a visual work of art: a linguistic message in the 
form of a caption, a denoted message in the image itself, and a connoted message that is the result of the 
action of the creator and reflection of what society thinks (p. 17). McCloud (1993) demonstrated how to 
graph transitions in Understanding Comics. Hendrix provided her coding sheets. Richard Jenkins and 
Debra Detamore (2008) provided a math skills graphing activity in Comics in Your Curriculum. Bart 
Beatty, a comic books scholar, continues to do extensive and valuable statistical research at the University 
of Calgary. 
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Comic book fans review Welcome to the Treehouse 
     The next question is how the comic book community received Baltazar and Franco’s bright, lively, and 
fun comic book. The website Goodreads (2015) featured 803 community reviews. Most reviewers gave it 
high marks including some interesting comments (p. 1). 
     “Chuck” couldn’t, keep track of all the characters. He complained that there were two Wonder Girls. 
Reply: This is not a problem for children. Two five and seven-year-old research assistants easily 
identified all 43 characters after several readings. They noted that there were three Wonder Girls in the 
DC comic universe (Princess Diana, Donna Troy, and Cassandra Sandsmark). They were not in the least 
bothered by the fact that two Wonder Girls appeared (Wonder Girl and Cassie) in Welcome to the 
Treehouse. After all, they wore different outfits.  
     “Sesana” argued that Welcome to the Treehouse was really “much more about kids than super heroes,” 
and that “there’s jokes that require some decent backstory” (Goodreads, 2015, p. 1). Reply: True! No 
argument here, except to mention that having a DC back-story and continuity with it, makes it more fun 
for kids. The DC universe provides an exciting milieu for young readers, but the focus is on the 
commonality of childhood experiences. 
     “Michelle” noted that there was no story line in Welcome to the Treehouse. Reply: In contrast to DC 
comics for more mature readers that feature one story line throughout the entire work, Baltazar and 
Franco created a series of engaging one to three-page stories to match the short attention span of 
beginning readers. 
     “D’Anne” commented, “The female characters are often portrayed in stereotypical 
"girly" ways, playing with Barbies and talking about cute boys” (Goodreads, 2015, p. 1). Reply: Boys 
romp, play, and have fun in groups. Girls play with Barbie dolls (albeit one is a Batgirl doll), problem 
solve, cook, help others, babysit and quite often save the day. Although there is room for improvement in 
Welcome to the Treehouse as far as sexual stereotyping, overall the creative authors are sensitive to this 
issue.  
Text - Captions, Word balloons, and Reading Levels 
     Barthes’ first level is about why and how writers present words. He used the term “linguistic message” 
to refer to words as meaningful written images. Text answers the question, “What does a character say?” 
It binds the reader to the character. Text introduces, directs, anchors, and builds the story. In the absence 
of words, readers rely on their own experiences to understand the story. Comic book artists prove their 
talent by drawing a story with few words.  
     There is a tremendous amount of information in each frame. A sample of 593 words in 75 frames of 
Baltazar and Franco’s Welcome to the Treehouse indicated that the average number of words per frame 
was 7.0. Some of the words reflected every day speech patterns familiar to children like “um no” (p. 13), 
“Yep! (p. 13), and contractions like “that’s awful” (p. 17). 
     Certain artistic devices provide emphasis. Nick Napolitanto (letterer issues #1 & 2) and Baltazar 
(letterer issues #3-6) both favored an upper case, straightforward lettering style. They used lots of bold 
type, color, and borders. Eisner (2008) favored this type of old-school hand lettering because it is “the 
most idiosyncratic and expressive means” of expressing the author’s emotions (p. 24). 
     There are 1986 words in the 470 frames of Welcome to the Treehouse (See Appendix B). Seventy-four 
percent of them are in speech bubbles that carry the action of the story and enable the reader to identify 
directly with the characters. Fourteen percent of the words are in the background. Sound effects like 
“POP” (p. 12), “Wwaahh!” (p. 17), and “Swoosh” (p. 51) lend excitement and drama to the story,  
     Twelve percent of the words are in the captions. Even though captions contained the smallest 
percentage of words, they are important because they give the reader the title of the story and set the 
scene. If the reader does not get the joke or understand the story, it is most likely due to missed 
information given in the first frame. Eisner (2008) warned artists that, “The most important obstacle to 
surmount is the tendency of the reader’s eye to wander (p. 41). 
     Capstone Publishing has a good reputation in the comic community for rewarding the creators of 
comic books and bringing comic books and graphic novels to the classroom. Capstone added a hard 
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cover, a reinforced library binding, and provided reading level information to facilitate sales of Treehouse 
at a price of $15.95.  
     The Capstone Publishers website listed the reading level for Treehouse as grades 1-2, and the interest 
level as 1-3. The Flesch-Kincaid grade level scale indicated a 1.6 reading level. Because the text-image 
nature of comic books helps children of all abilities to read, this comic appeals to a wider range of 
students than indicated by the reading level. Adults often read comics to pre-school children. This 
anticipatory preparation encourages them to learn to read. 
     The Capstone Publishers website gave a Lexile level of GN 150L for Treehouse. GN identifies this 
comic as a graphic novel. Schools are much more likely to buy graphic novels than comic books for the 
classroom. The 150L refers to a reading level appropriate for first and beginning level of second grade. 
MetaMetrics, the parent company of the Lexile Reading Framework, shared their research with the team 
that developed the Common Core Standards. Lexile bands match target ranges outlined in these 
controversial national standards. Opponents of Common Core point out mismatches in the ratings for 
various books and the importance of teachers and librarians recommending books for children that match 
the child’s interests. 
Characters – Boys, Girls, Pets, Monsters, and Adults 
     Barthes called the obvious meaning the denoted level (p. 65). The viewer sees polysemous images in 
the frames of a comic book. Artists call a page with one frame a splash page. If there is no frame, the 
artist has a reason, perhaps to indicate unlimited space. The first frame of a story is important. It 
introduces the plot and characters. A frame is the literary equivalent of a paragraph. McCloud (1993) 
noted that the images within a frame act like adjectives and adverbs (p. 11).  
     Analysis of the characters depicted in the frames of Welcome to the Treehouse (N=470) indicated that 
Balthazar and Franco do not usually use characters or objects in the background, except to set the scene in 
the opening frame. The characters act more like children than super heroes. This, much to the dismay of 
committed DC fans.  
     The number of girl characters and boy characters is reflective of the DC universe. Boys (39%) 
outnumbered girls (27.4%). The number of cute animals (21.9%), and monsters (6.4%), exceeded the 
portrayals of adults (4.7%) (See Appendix C).  
     All categories of characters appeal to young boys and girls. Boy and girl characters are equal in their 
powers and foibles. Children find it amusing that Baltazar and Franco portray so few adults. The parents 
of two of the Tiny Titans, Rose and Raven, are the principal, Mr. Slade and a substitute teacher, Mr. 
Trigon, at Sidekick Elementary School. Patterned on evil characters from the DC universe, Baltazar and 
Franco portray these adults as being mildly annoying or overwhelmingly kind. The two girls comment on 
their fathers, “This is so embarrassing” (p. 8). 
     It proved difficult to sort the characters in the world of the Tiny Titans into specific categories. Bee is 
miniscule, but interacts equally with much larger characters. Rather than put her in the “girl” category or 
create an “insect” category, the researchers put her in the “animal” category. The comic book writers refer 
to all monsters as “he.” If one included monsters in the “boy” category, it would skew the ratio of boys to 
girls even further towards the boys. We categorized Blue Beetle, the legacy name of several DC super-
heroes, as a boy because he looks and acts like the other boys. In one story, he brings his collection of 
bugs to the Pet Club. It was impractical, inaccurate and exhausting to count hundreds of tiny insects and 
put them in a separate category. As far as Blue Beetle’s backpack that speaks in glyphs, well, it is in a 
category all its own.  
Themes – Welcome to a Child’s World  
     Analysis of Welcome to the Treehouse revealed compelling themes and a signature pattern of 
transitions between frames. While action comics tend to feature good versus evil conflicts, Baltazar and 
Franco embraced the reality of a child’s milieu in focusing on the themes that dominate their world. 
Investigation of the total number of frames (N-470) revealed that the seven themes were: relationships 
(24%), jokes (15%), adults (15%), competition (15%), school (15%), mischief (6%), and pets (3%) (See 
Appendix D). None of the themes revolve around violence or sexist situations.  
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     The stories in Welcome to the Treehouse center on the experiences of primary school students: likes 
and dislikes, teasing, and clothes. The character Terra is a good example. Baltazar and Franco modeled 
her on a DC super hero who has the power of geo-kinesis. Terra throws rocks at Beast Boy, who 
interprets her actions as a sign that she likes him (The feeling is mutual). Her actions pay homage to a 
comic that had a great influence on Will Eisner, George Herriman’s early 20th century newspaper comic 
strip, Krazy Kat. Comics scholar Matt Cooper, writing for Cascade Magazine, told the story of 
Herriman’s long-running plot that revolved around Ignatz, a mouse. Ignatz “behurdils” (throws) bricks at 
Krazy Kat who misinterprets this action as a signifier of affection (p. 11).  
     Every story in Welcome to the Treehouse involves a joke. The humor revolves around knock-knock 
jokes, running gags, word play, unexpected outcomes, or adults who are slow to grasp a situation. Robin 
(as Nightwing), Batgirl, and a penguin stand on each others shoulders, don a Batman mask and cowl, and 
fool Police Commissioner James Gordon, head of the Gotham City police department and father of 
Barbara Gordon (Batgirl), into thinking they are Batman with a cold. 
     One frame in Welcome to the Treehouse depicts an adult figure from his shoulders down, the view as 
seen by a small child (p. 5). The name of the character is not revealed. One must know the DC backstory 
to get this joke. Competition takes the form of a game of tag over who gets to use a swing set, a 
continuing foot race, and dealing with pesky birds. In the latter two contests, a girl wins by outwitting the 
boys. Several stories are set in Sidekick Elementary School. Beast Boy fools the science teacher by 
morphing into different animals. Rose’s little brother Jericho hypnotizes Mr. Slade, the principal. The 
Tiny Titans do get into lots of good-natured trouble. In the story “Penguins in the Batcave,” Alfred, 
Batman’s trusted butler, sits Robin, Beast Boy, Aqualad, and a waddle of penguins in the corner for 
creating a mess in the Batcave.  
Transitions – the construction of sequential reality 
     A hallmark of excellence is how a comic artist handles the transition between frames. Artists advance 
the story by leading the viewer past the closure of a gutter. Several comic book scholars have categorized 
and graphed these leaps of faith. McCloud (1993) described six categories in his work Understanding 
Comics (pp. 70-78). The first category, moment-to-moment, depicts a slight change, the wink of a 
character’s eye. His second type of transition is action-to-action. Imagine a baseball in the first frame and 
in the second a baseball player knocks it out of the park. McCloud’s third category is subject-to-subject 
within an overall scene or idea. Watch the runner break the tape in one frame and in the next see a 
stopwatch recording the time. The fourth type, scene-to-scene, takes the viewer across significant 
distances of time and space. The fifth type is aspect-to-aspect. This transition depicts various features of a 
scene. There is no logical relationship between frames in the sixth type of transition, the non sequitur.  
     The transitions in Baltazar and Franco’s work display the nuances of sophisticated Japanese manga. 
Out of 470 transitions between frames, 27% were moment-to-moment, 57% action-to-action, 6% subject-
to-subject, 3% scene-to-scene, 12% aspect-to-aspect, and 0% non sequitur (See appendix D). Art 
Baltazar’s degree in visual arts from Columbia College of Chicago accounts for much of the 
sophistication and technical proficiency of his work.  
 

Conclusion 
Today the possibilities for comics are – as they always have been – Endless. 

McCloud, Understanding, p. 212 
 

     Comic books form a vibrant, vital, part of popular culture. Eisner (2008) in Comics and Sequential Art 
described comics as “the world’s most popular art form” (p. xii). Comics entertain, inspire, and transport 
us. They influence our collective imagination and reflect the concerns of the time in which they appear 
(Duke Library, 2005, p. 1). One sees their influence in literature, radio, television, films, and video 
games. Comics do all of these things, but those written and drawn for a K-2 audience do something 
special. They teach children of all abilities to read.  
     An analysis of words, characters, themes, and transitions in Welcome to the Treehouse shows that 
Baltazar and Franco’s Welcome to the Treehouse is appropriate for beginning readers, is free from sexism 
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and violence, and has a place in the kindergarten through third grade classroom. It offers an exciting, 
imaginative world that encourages small children and English as a second language learners (ESL) to 
independently recognize words while seeing the accompanying humorous cartoons. 
     Welcome to the Treehouse! Say hello to Robin, Aqualad, Blue Beetle, Raven, and Rose. Visit 
Sidekick Elementary School. Look out for Mr. Slade and Mr. Trigon, those reformed super villains on the 
teaching staff. Let’s play in the Batcave, climb on the dinosaur, roll the Big Penny, and frolic with 
bunnies, bats, and birds. Check on who likes whom. Robin likes Batgirl. Beast Boy likes Terra. Catch the 
race between Speedy and Flash. See who gets dibs on the swings after a game of tag with the Fearsome 
Five. It’s all there in Tiny Titans: Welcome to the Treehouse. It is a bright optimistic comic book that 
reflects a child’s world. Aw yeah! That is truly awesome! 
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Appendix A: Frames, gutter, speech balloon, and caption adapted from Meconis (p. 1). 
          
 
 
 
             Gutter 
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Appendix C: Characters – Number of Appearances, N=1424 
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Appendix D: Themes in Welcome to the Treehouse, N=470 
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Introduction 
     Apologies are potent, symbolic, thaumaturgical acts. There are three types of apologies: individual, 
intra-state, and inter-national. Ordinary people, Presidents, and Popes all make apologies. An apology 
must include saying you are sorry and meaning it. An apology accepted normalizes social relations. This 
process generates public debate about national histories and reconciliation. It strengthens those who 
apologize. Reparations have restorative value. Fate condemns those who refuse to apologize, out of 
ignorance or hubris, to an endless cycle of accusation and recrimination.  
 The five apologies discussed in this paper are from the President and/or Congress of the United 
States to injured parties for actions motivated by cupidity and racism: Japanese internment and relocation 
of the Aleuts, slavery, the overthrow of the Hawaiian kingdom, treatment of Native Americans, and 
Chinese exclusion. 
Apology for Japanese internment 
     On 7 December 1941, fourteen year-old Edwin Nakasone looked up from breakfast and watched 
fifteen Japanese aircraft headed for Pearl Harbor. A few days later, authorities jailed his father who had 
recently returned from a trip to Japan. They questioned him, held him overnight, and returned him to his 
family (Nakasone). The government initially detained 1800 Japanese Americans in Hawaii and 5500 on 
the mainland. The detainees were community leaders, Buddhist priests, newspaper editors, and language 
teachers. The government never accused any of them of a crime. 
     On 19 February 1942, President Franklin D. Roosevelt signed an Executive Order that authorized 
military commanders to exclude persons deemed a threat to national security. The order did not use the 
word “internment,” mentioning only that the government would provide food, shelter, and transportation 
(p. 169). Military commanders ordered 120,000 Japanese Americans on the West coast to register, sell 
their property, put their possessions in storage, and report to assembly areas. Two-thirds of them were US 
citizens and half were children. 
     President Roosevelt established the War Relocation Authority (WRA) on 18 March 1942. The WRA 
built camps in isolated and remote areas. They located two camps in California, Arkansas, and Arizona 
and others in Idaho, Wyoming, Utah, and Colorado. Each camp housed approximately 10,000 Japanese 
Americans. The government provided medical care, schools, and common dining, bathing, and toilet 
facilities. Residents could work outside the camp as agricultural laborers. Soldiers guarded the perimeter 
of the camp. Roy Saigo, now President of Southern Oregon University, recalled, that his parents were 
very worried. “They didn’t know if we might be gassed or shot” (cited in Perrier, 2005, p. 210). 
     The WRA used media control to frame their actions as benign. Jim Marshall (1942) in an article for 
Collier’s Weekly, “The Problem People,” justified internment on the grounds that “there is some human 
instinct that keeps the races apart” (p. 34). A war department newsreel (1943) stated that the Army carried 
out internment, “As a real democracy should, with consideration for the people involved.” In contrast, the 
images of three photographers, Ansel Adams, Dorthea Lang, and Toyo Miyatake conveyed a sense of 
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pride, heartbreak, and desolation that censorship could not diminish. The WRA did not allow internees to 
possess cameras. However, Miyatake smuggled a camera in a specially built box into Camp Manzanar, 
California.  
     Japanese Americans displayed a diversity of opinions as befits a democratic community. Members of 
the Japanese American Citizens League (JACL), an organization that lobbied for citizenship rights before 
the war, urged its members to go peaceably into the camps. In contrast, Gordon Hirabayashi, Fred 
Korematsu, and, Minoru Yasui refused internment. The US government arrested and imprisoned them. 
George Takei, narrator of the film, Toyo’s Camera, expressed his guilt in chiding his father for entering 
the camp like a sheep (Suzuki, 2008). Takei realized only later that the truth was far more complicated. 
His father died before Takei could apologize.  
     Conflict continued inside the camps. Sam Hohri, editor of Free Press, the newspaper at Camp 
Manzanar suggested compliance with authorities in the interest of national defense. Japanese Americans 
educated in Japan, advocated resistance. In the winter of 1943, the WRA asked internees to complete a 
loyalty questionnaire. They labeled those who desired deportation, remained loyal to the Emperor, or 
refused to volunteer for duty in the Armed Forces, “disloyal” (15%). They sent these so-called “no-no 
boys” to a detention camp at Tule Lake, California.  
     The respondents to this questionnaire suffered practical and ethical dilemmas. Those born in Japan, 
could not, by law, become naturalized citizens. If they renounced their Japanese citizenship, they would 
become stateless persons. The WRA asked those born in the United States, and therefore citizens, to 
volunteer for military service for a country that imprisoned their parents and siblings.  
     The government closed the camps in 1945. The internees returned to their communities and attempted 
to resume their lives. Many encountered distrust and discrimination. Issei (1st generation) leaders made it 
clear that they did not wish to stir up “old bad feelings” (Daniels, “Relocation,” 1999, p. 183). Sentiment 
in the Japanese community shifted, as one generation gave way to the next. Congress established the 
Commission on Wartime Relocation and Internment of Civilians (CWIRC) in 1980 to investigate 
Japanese-American requests for an apology and reparations.  
     The Commission heard testimony and issued a two-part report in 1983. The first part called for an 
apology to Japanese Americans interned by the government, pardons for those who refused internment, 
action by the government to deal with losses incurred by the internees, establishment of an educational 
foundation, and reparations of $20,000 paid to each Japanese American interned (Daniels, “Redress,” 
1999, p. 189). The second part concerned 881 Aleuts evacuated from the Pribilof and Aleutian islands to 
internment camps in Southeastern Alaska. According to the commission, this was a clear case of military 
necessity; but, considering the deplorable conditions they endured and the loss of their possessions, the 
Aleuts were entitled to compensation. 
     Grayce Uyehara, a social worker from Philadelphia, spearheaded the JACL lobbying effort. Uyehara 
feared that veterans groups might object to giving $1.25 billion to Japanese American internees. She 
urged her supporters to spread the message of the sacrifice and heroism of the 442nd Regimental Combat 
Team and the 100th Infantry Battalion of the Hawaii National Guard. This forestalled the development of 
any real opposition. Members of Congress voted without fear of retribution by their constituents, a so-
called “free vote” (Hatamiya, 1999, p. 192). 
     Congresspersons of Japanese descent, led by decorated war veteran Senator Matsunaga (D-HI), talked 
to every member of Congress. Rep. Barney Frank (D-MA) shepherded the legislation through various 
committees. In 1988, Congress passed the Civil Liberties Act, which wrote into law the recommendations 
of the CWIRC. President George H. W. Bush issued a formal apology on 7 December 1991. President 
Bill Clinton apologized on 1 October 1993. Rep. Daniel Lundgren (R-CA) believed that reparations were 
unnecessary. He feared that the Act would fuel the demands of African Americans and Native Americans 
for apologies and reparations. Rep. Norman Mineta (D-CA) replied, “At issue here is wholesale violation, 
based on race, of those whose legal principles we were fighting to defend” (cited in Daniels, “Redress,” 
1999, p. 161). 
     The government of the United States yielded to racism, greed, and hysteria and ordered many of its 
own citizens into internment camps without due process of law. Japanese Americans worked with interest 
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groups and elected officials to gain redress. The US government interned the parents and grandparents of 
Ellen Somekawa. She termed the apology, “a huge thing” (Gammage, 2003, p. 2). She declared it was an 
exciting opportunity to highlight an important chapter in American history. Japanese Americans like 
Somekawa gained the sincere and full apology they sought, and established a paradigm for other groups 
to follow, a model never fully replicated. 
Hawaiian Rape 
     A small group of islands, now called “Hawaii,” sits near the middle of the Pacific Ocean between 
North America and Asia. Visitors from the Polynesian Islands to the southwest inhabited these islands in 
the eighth century. According to oral tradition, the priest Pa’ao brought the native Tahitian naturalist 
religion to Hawaii. Spanish explorers visited the islands in the late sixteenth century, but journeyed on to 
the Philippines. On 18 January 1778, Captain James Cook visited and named the islands “Sandwich 
Islands” in honor of the First Lord of the Admiralty, John Montagu, 4th Earl of Sandwich.  
     Kamehameha (1758-1819), a local chief, secured British guns and artillery, conquered all of the 
islands, and ruled as king. Along with British arms, came measles, flu, whooping cough, cholera, and 
venereal disease. Alcohol, tobacco, fleas, mosquitoes, and other foreigners also accompanied the British. 
Nearly half of the natives died in the 1803 cholera epidemic. In 1819, the king died.  
     In 1820, the American Board of Commissioners for Foreign Missions (ABCFM) sent its first group of 
missionaries to the islands. Over the next several decades, the Board sent eleven more groups. 
Missionaries from the Anglican, Catholic, Church of Latter Day Saints, Congregational, Presbyterian, 
Russian Orthodox, and other denominations worked to save the “heathen Hawaiians.” Tension among the 
congregations and the native religion prompted King Kamehameha III (1813-1854) to issue the Edict of 
Toleration whereby everyone could practice their preferred religions. The constitution of 1840 provided 
religious liberty for all. Some sects grew powerful. The Church of Latter Day Saints bought a 6,000-acre 
plantation in La’ie in 1865. 
     By the 1820’s, the islands became the favored port-of-call for international traders and whalers. 
Foreign diplomats, businessmen, and others arrived and rented property from the king. They persuaded 
the monarchy to develop large tracts for growing sandalwood, a very profitable export at the time. This 
changed the economy from small farming to large plantations. Small farmers became lowly wage earners. 
In 1835, sugar cane plantations began to supplant the sandalwood tracts. The foreigners grew wealthy and 
the small farmers lost their traditional religion and customs.   
     In 1859—Charles Darwin published On the Origin of Species. From reading Darwin, Herbert Spencer 
coined the phrase, “survival of the fittest.” Many interpreted this phrase as referring to nature’s “law” that 
only the toughest, strongest, and, even, meanest continually fighting creatures survived. The notion of 
Manifest Destiny took root in a short time. That notion held that since the colonists had “whupped the 
Brits” and won their independence, put down a lot of Indians and taken their native lands, installed a 
system of slavery of Irish and Negroes and others, and began settling the West, then, truly, the Christian 
God Almighty must have meant for them to do so. And since those western settlers were White, then the 
Christian God must have meant for the White Americans to do all that; therefore, they had the 
obligation—the “White Man’s Burden”--to settle the land from east to west and from south to north and 
to direct the lives and save the souls of the reds, blacks, yellows, browns, and sun-darks. 
     A clear difference arose in the minds of these burden-carrying Whites, between themselves—the 
destined—and all of those native populations—the heathens or the undestined. Meanwhile, the Louisiana 
Purchase, the gain of much of Mexico’s land after the War of 1848, and other adventures favored the 
destined. Even after the American Civil War had “ended” slavery, states in the south passed laws in the 
1890’s to maintain the divinely destined dividing walls between the destined and the undestined. The 
international version of the “White Man’s Burden” pushed further beyond the Pacific coastline so that by 
the beginning of the twentieth century, the US controlled much of Alaska, Cuba, the Philippines, Puerto 
Rico, Hawaii, and Guam.  
     Of course, those Christian God Almighty-chosen brought the blessings of liberty, economic 
opportunities for individuals, representative government, and other blessings to all of those conquered 
peoples, even without the conquered peoples’ consent and with the loss of their cultures, their religions, 
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and their former ways of life. 
     Wealthy landowners and their associates challenged Hawaiian kings throughout the nineteenth 
century. The constitution of 1852 seriously limited the powers of the king. The 1864 constitution restored 
some of Kamehameha V’s powers but imposed new property-ownership and educational requirements on 
voters, severely diminished the political power of common Hawaiians, and eliminated the House of 
Representatives.  
     King David Kalakaua (1836-1891) studied law at the age of sixteen at the Royal School. By age 
twenty, he achieved the rank of major on the staff of King Kamehameha IV. In 1874, his fellow 
Hawaiians elected him to the throne. He built an innovative island home with electricity and indoor 
plumbing. He was the first Hawaiian king to travel to the US where he secured the 1876 Reciprocity 
Treaty to eliminate the US tax on sugar as a foreign import. As a result, the Hawaiian growers gained 
power. In 1871 and 1887, Kalakaua circumnavigated the world, visited many countries, and met with 
their leaders. He proposed the formation of an Asiatic Federation of Hawaii and Japan to resist the 
imposing imperialism of the US. When he invited Japanese workers to the fields of Hawaii, thousands 
came. His friend, Thomas Edison, visited and took the very first movies of Hawaiians. Robert Louis 
Stevenson came numerous times and sided with Kalakaua’s attempts to bring back the native culture as 
per his slogan “Hawaii for Hawaiians,” to grant universal suffrage to women and the poor, bring back 
native hula and chants, surfing and indigenous handicrafts, and foster strong political ties with powerful 
nations around the globe. The disgruntled destined saw this as a threat. 
     In 1888, the destined formed an armed Honolulu Rifle Company (HRC). Lorrin A. Thurston, a lawyer, 
politician, and businessman, led the HRC. He was the grandson of two of the first missionaries in Hawaii. 
His grandfather, Asa Thurston, and grandmother, Ludy Goodale, arrived with the first missionary group. 
Thurston’s HRC forced King Kalakaua to sign the “Bayonet Constitution,” so-called for obvious reasons. 
This new constitution, once again, bolstered the political and economic might of the destined and severely 
limited the eco-political and cultural might of the native undestined. After sailing to California in late 
1890 to seek medical treatment, King Kalakaua died in January 1891. His sister Liliuokalani (1838-1915) 
became queen.   
     One of the most destined, John L. Stevens—journalist, author, minister, newspaper publisher, and a 
founder of the Republican Party in Maine—preached the gospel of Manifest Destiny. His former 
newspaper publisher partner, James G. Blaine ran for president in 1876 and in 1880. As a reward for 
Blaine’s support, President James A. Garfield named him his Secretary of State. Stevens persuaded 
Blaine to appoint him “Minister Plenipotentiary and Envoy Extraordinary” to the Kingdom of Hawaii. 
After arriving at his new post, Stevens requested that the US Navy station the cruiser, USS Boston, 
indefinitely in Honolulu harbor.  
     Queen Liliuokalani attempted to promulgate a new constitution, which would restore the powers of the 
monarchy and voting rights to commoners. Such actions angered the destined, led by Thurston, who 
formed the Annexation Club. On the evening of 14 January 1893, Minister Stevens met with Sanford B. 
Dole, lawyer and son of early Christian missionaries, and Thurston to hatch an audacious plot to 
overthrow Hawaii’s Queen and bring her country into the United States. 
     Thurston’s Annexation Club morphed into the Committee of Safety and prepared documents for a new 
government. On 16 January 1893, Envoy Stevens, claiming that Americans and their properties were in 
grave danger, summoned 162 Marines and sailors from the USS Boston. Instead of providing protection, 
the well-armed marines and sailors surrounded Hawaiian government buildings and royal residences. In 
light of the overwhelming odds against her, and in order to avoid bloodshed of her subjects, Queen 
Liliuokalani ordered her armed forces to stand down and then she abdicated. The Honolulu Rifles took 
over the government buildings and set up a provisional government. Dole assumed the presidency. 
Subsequently, the new republic imprisoned the queen and seized 1.75 million acres of royal land.  
     After the coup d’etat, Stevens established a protectorate and sent emissaries to Washington, D.C., to 
push for annexation. President Benjamin Harrison referred Stevens’ request for annexation to Congress 
on 16 February 1893. Newly elected President Grover Cleveland cancelled the annexation process and 
sent a commissioner to the islands to investigate. The investigator recommended a withdrawal of the new 
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protectorate and Stevens resigned. On 17 July 1893, the Blount Report declared that Stevens had acted 
inappropriately. Stevens claimed that the queen was immoral, and needed to be dethroned. In 1898, a 
different Congress and a different president, William McKinley, annexed Hawaii and appointed Dole as 
territorial governor. 
     During the remainder of her life—i.e., until 1917, the queen wrote her autobiography. She also penned 
the famous international parting song Aloha Oe (Farewell To Thee). On 21 August 1959, Hawaii became 
a member of the United States. In 1993, on the basis of Queen Liliuokalani’s autobiography and many 
other supporting documents, on the one hundred year anniversary of the coup, President Bill Clinton 
signed a bill into law formally apologizing for the illegal invasion of Hawaii. 
The Apology for Slavery: Just Get Over It! Really? 
     An apology for an obvious wrong is often immediate, personal, and quickly forgotten. For the United 
States of America one affront lasted over 300 years and divided this country in a civil war. Some seek to 
excuse the introduction of slavery on the emerging American continent by elucidating its existence in 
ancient times and its presence in sacred texts including the Bible. Others cite the economic necessity for 
labor in the burgeoning new nation. Though both of these arguments are plausible, opponents will claim 
that the outright ownership of human beings is immoral regardless of the circumstances. The apology for 
slavery by the United States constitutes a meaningful chapter in this ongoing debate. The United States 
House of Representatives issued the first apology in 2008. The United States Senate concurred one year 
later.  
     Roy Brooks (1999), University of San Diego Distinguished Law Professor, chronicled In When Sorry 
Isn’t Enough, that the first blacks to arrive in North America in 1619 initially enjoyed a measure of 
economic, as well as, social and political freedom. This freedom rapidly disappeared when individual 
colonies passed laws protecting slavery (p. 309). The treatment of millions of enslaved Africans was 
brutal, inhumane, and cruel. After capturing African slaves, traders separated families and sold them as 
animals or inanimate objects. By the dawn of the new American nation, the authors of independence 
proved to be enthusiastic but remarkably near-sighted. Indeed all men are created equal referred only to 
Caucasians.   
     One hundred years after the founding of the American nation, slavery was rampant. By the 1850s, 
Abolitionists in the Northern states argued vehemently for the end of slavery and the inhuman treatment 
of African slaves, while citizens of Southern states defended the right to slave labor to maintain their 
agricultural economy based on cotton, tobacco, and sugar. In 1857, US Supreme Court Chief Justice 
Robert Brooke Taney unfortunately ruled, in Dred Scott v. Sandford (1857), that “blacks were regarded as 
beings of an inferior order . . . unfit to associate with the white race” and “had no right which the white 
man had to respect” (cited in Brooks, When sorry, 1999, p. 309). 
     The eventual result of these heated partisan debates was the American Civil War (1861-1865) that 
nearly destroyed the South and cost the new nation over 600,000 lives. Though the 13th Amendment to 
the United States Constitution abolished slavery in 1865 after the Civil War, African Americans soon saw 
justice compromised by Jim Crow laws that reinforced racism and the separation of African Americans 
from their rightful equality. These heinous post-Reconstruction laws mandated segregation on public 
transportation, in restrooms, restaurants, schools, and theaters. Finally, the Supreme Court ruled in Brown 
v. Board of Education (1954) that state laws requiring segregation of public schools were 
unconstitutional. The Civil Rights Act of 1964 and Voting Rights Act of 1965 abolished all remaining Jim 
Crow laws. 
     Steve Cohen (D-TN), with 120 co-sponsors, on 30 July 2008 introduced a resolution in the US House 
of Representatives to apologize for the institution of slavery and the Jim Crow laws that followed. In a 
building built with slave labor, Representative Cohen urged his colleagues to pass the resolution “because 
only a great nation can recognize and admit its mistakes and create a more perfect union” (H.Res. 194). 
Cohen’s resolution recognized the presence of slavery in the American colonies and the United States 
from 1619 through 1865 and concluded with a commitment to stop the occurrence of human rights 
violations in the future.  
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     Senator Tom Harkin (D-IA) introduced a resolution apologizing for the enslavement and racial 
segregation of African Americans on 18 July 2009. One very important disclaimer concluded, “nothing in 
this resolution authorizes or supports any claim against the United States” (S. Con. Res. 26). Professor 
Kaimipono David Wenger (2009) stated in the Connecticut Law Review that “Unlike the House apology, 
the Senate apology contains additional limiting language, specifically stating that it cannot be used as a 
ground for monetary compensation” (p.1). 
     Several individual states passed their own apologies for slavery. Virginia was the first state to pass a 
resolution condemning slavery in February 2007 followed by Maryland, North Carolina, Alabama, New 
Jersey, and Florida. Verbal discussion on a slavery apology before and after the passage of the Senate’s 
resolution was often passionate and verbose. Individual resistance to an apology for slavery in the 
American colonies and subsequent United States followed a remarkably consistent mantra.  
      Columnist Leonard Pitts (9 April, 1998), commented in his article, “Slavery Apology was Fitting and 
Proper” that, after President Bill Clinton’s visit to Africa, columnist George Will, commentator Pat 
Buchanan, and former US House Majority Leader Tom Delay (R-TX) vehemently objected to Clinton’s 
remarks that “European Americans received the fruits of the slave trade. And we were wrong in that” 
(p.1). The real invective came from columnist Robert Novak. On CNN’s “Crossfire,” he repeatedly 
referred to blacks as “you people” and railed that his ancestors lived in other countries at the time of 
slavery so no apology was necessary. He also noted that the delegation of successful African Americans 
accompanying Clinton provided clear and convincing evidence that their success resulted from the slave 
trade. “If it hadn’t been for slavery, they wouldn’t even be in America, would they?” (cited in Pitts, 1998, 
p.1).  
     Olympia Meola and Robin Farmer (2007, February 4), wrote in their Richmond Times Dispatch (VA) 
article, “Local residents split over value of slavery apology,” that Virginia state legislator Frank D. 
Hargrove (R-Hanover) proposed that his state celebrate Juneteenth, to commemorate the end of slavery 
on 19 June 1865. He opposed any apology for slavery because no one living today was involved in it. He 
said of slavery, “Our black citizens should get over it” (p. A-1).  
     Critic Camille Paglia (1999) claimed in her magazine column, “Who is really to blame for the 
historical scar of black slavery?” that only offending parties could give apologies for their transgressions 
and her “people had nothing to do with African slave trade” (p. 353). She stated slavery existed 
worldwide, especially in Third World countries, and any American apology should include concurrent 
apologies from all cooperating nations of the West and Central Africa. She noted that an apology was an 
“empty gesture” while the real need was to focus on the future and multiculturalism. She concluded, “The 
obsession with slavery–abolished here nearly a century and a half ago—is itself a form of enslavement” 
(p. 354).  
     For some the mere mention of monetary reparation was a sticking place to the endorsement of this 
apology, even though the joint resolution clearly included a disclaimer. Wenger stated, “the existence of 
numerous official apologies which give no legal right to compensation (most recently to Native 
Hawaiians) show that apology does not automatically grant the right to compensation” (p. 2). Reparation 
may not even be possible, but the imminently plausible suggestion of a federally funded and maintained 
national museum of slavery is a strong and practical opportunity. Brooks (2004) suggested in Atonement 
and Forgiveness: A New Model for Black Reparations building a slavery museum patterned on the 
Holocaust Museum in Washington, D.C. or the Simon Wiesenthal Center Museum in Los Angeles 
(p.157). He hoped that, “For the vast majority of Americans, the museum will challenge their thinking 
and, it may be hoped, transform them” (p. 159).  
     Ramifications of slavery and subsequent Jim Crow laws continue to this day. Repetition of the glib 
comment that African Americans should “Just get over it!” is insulting and degrading. Austina J. Hume, 
an African American resident of Richmond, Virginia stated that she sees a “denial of responsibility” by 
people who say they had nothing to do with slavery but enjoy the benefits inherited from that system” 
(Meola and Farmer, 2007, p. A1). She comments that both sides paid a huge price, denial is stressful, and 
African Americans want nothing more than for it to be over. “An apology would relieve white members 
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of society of the weight of their psychological burden for the better of us all. If white people ‘get over it,’ 
it would be over” (Meola and Farmer, 2007, p. A1).  
     If America is to achieve progress in the 21st century, it must avoid the labyrinth of obfuscation and 
recommit to the 2009 apology passed as a joint Congressional Resolution. “Recognizing the injustice and 
abomination of slavery in America calls on all people of the United States to work toward eliminating 
racial prejudices, injustices, and discrimination from our society” (S. Con. Res. 26). This cannot remain 
an empty platitude. Only with recommitment to the principle that all people are created equal and 
endowed with inalienable rights will the pursuit of happiness be possible. 
Congress Apologizes to Native Americans? 
     In 2009 the United States Congress and President Obama “apologized” to Native American nations for 
violence, mistreatment, and neglect inflicted during the past 400 years. The United States government has 
broken at least 371 treaties ratified between Native American nations, beginning in 1778 when the 
Delaware nation ceded their land to the federal government. Congress has plenary power over Native 
American affairs, which means that Congress has the ultimate right to pass legislation governing Native 
Americans, even when that legislation conflicts with or abrogates Indian treaties. When the Pilgrims 
landed at Plymouth Rock, Native Americans controlled all of the United States’ eventual land mass; 
today, the 358 federally recognized Indian reservations make up barely two percent of American soil 
(Egan, 2000).  
     In 1824 Congress created the Bureau of Indian Affairs, an agency within the War Department, 
designed to work closely with the United States Army to enforce the policies dictated by the federal 
government. At times the federal government recognized Native American nations as self-governing, 
independent political communities with different cultures; at other times the government attempted to 
force Native Americans to assimilate into the White culture (Victoriana Magazine, 2015). By the 1850s, 
westward expansion into Native American occupied territory west of the Mississippi River greatly 
influenced federal policy. 
     The Indian Removal Act of 1830 established the precedent by which the federal government could 
relocate—by force if necessary—Native Americans to reservations in the Oklahoma Territory in response 
to demands of White settlers and gold miners. The President could grant lands west of the Mississippi 
River to Native American nations that agreed to abandon their homelands. Incentives included financial 
and material assistance to relocate to the new reservations. The federal government guaranteed that the 
Native Americans would live on these reservations under the protection of the United States government 
forever. 
     For the next 44 years, the federal government focused on moving Native Americans to designated 
reservations. During the displacement, many Native Americans suffered and perished. The infamous Trail 
of Tears and massacres, such as The Sand Creek Massacre in 1864 and The Wounded Knee Massacre in 
1890, are examples of the treatment of Native Americans during this period of American history.  
     President Andrew Jackson from Tennessee was a forceful proponent of Indian removal. He pushed the 
Indian Removal Act through both houses of Congress. His belief, that Native Americans were children 
who needed the guidance of wise White men, reflected a paternalistic, patronizing attitude. Removal 
would save the Native Americans from the depredations of White men. While some Native American 
nations, such as the Choctaws in 1830 and the Chickasaws in 1832, voluntarily agreed to relocate. The 
Seminoles, Creeks, and Cherokees resisted. 
     The Cherokees unwittingly accepted an illegitimate treaty. In 1833, a small faction agreed to sign a 
removal agreement: the Treaty of New Echota. The leaders of this group were not the recognized leaders 
of the Cherokee nation, and over 15,000 Cherokees -- led by Chief John Ross -- signed a petition in 
protest. The Supreme Court ignored their demands and ratified the treaty in 1836. The government gave 
the Cherokee two years to migrate. Any remaining tribal members, at the end of that time, faced forcible 
removal. The US government sent in 7,000 troops, who drove them into stockades at bayonet point. 
Tribal members were not allowed to gather their belongings and, as they left, Whites looted their homes. 
Then began The Trail of Tears march, in which at least 4,000 of the 16,543 Cherokee who relocated died 
of cold, hunger, and disease on their way to the western lands. By 1837, the US government had removed 
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46,000 Native Americans from their homelands in the southeastern states, thereby opening 25 million 
acres for settlement. The Seminole tribe in Florida, which resisted the removal, fought three wars against 
the United States and never signed a peace treaty with the federal government. 
     Kevin Gover, a Pawnee and head of the Bureau of Indian Affairs (BIA) during the Clinton 
administration, apologized for his agency’s “legacy of racism and inhumanity” on the 175th anniversary of 
the BIA on 8 September 2000. He stated clearly that his remarks applied only to the BIA and that he did 
not presume to speak for the “nation’s elected leaders” (Gover, 2000). An audience of three hundred tribal 
leaders, BIA officials, and federal officials cheered when a teary-eyed Gover finished his speech. Some 
Native American leaders praised Gover’s remarks. Others pointed out the irony of a Native American 
apologizing to Native Americans and the limited nature of his apology. Eugene Johnson (Siletz) termed 
the apology “truly offensive” and Jim Craven (Blackfoot) called it an “obscene cover-up” (Kelly, 2000).  
     The Congress of the United States finally “apologized” to Native Americans. Buried in the 2010 
defense appropriations bill is an expression of regret over how the United States used its power against 
Native Americans (McKinnon, 2009). Senators Sam Brownback (R-KS) and Byron Dorgan (D-ND) 
drafted the apology and led the campaign for the apology beginning in 2004. President Obama signed the 
language into law in 2009. It is apparently the first official apology to Native Americans for the many 
instances of violence, maltreatment, and neglect inflicted by the federal government. 
     Senator Brownback proposed a preamble to the apology resolution that provided historical context to 
the measure. The preamble mentioned help provided to settlers by Native Americans, the killing of Indian 
women and children, the Trail of Tears, the Long Walk, the Sand Creek Massacre, the Battle of Wounded 
Knee, the theft of tribal lands and resources, the breaking of treaties, and the removal of Indian children to 
boarding schools. The Senate chose not to include this preamble in the final draft of the measure.  
     Senate Joint Resolution.14.IS (2010) recognized the special covenant between the United States, 
acting through Congress, and Indian tribes. It commended native peoples for their stewardship of the land 
and apologized for the breaking of covenants, as well as, many instances of violence, maltreatment, and 
neglect toward Native Americans. It expressed hope that the government could move toward 
reconciliation and build more positive relationships with Native Americans. It urged the President of the 
United States to publicly acknowledge these injustices and commended states that had already done so. 
Notably, it issued an emphatic disclaimer that this apology did not support or endorse any reparations or 
claims against the United States Government.  
      President Obama signed the “apology” resolution into law on Saturday, 19 December 2009, but he did 
so privately, shielded from the press. The 2010 Defense Appropriations Act, H.R. 3326, Public Law No. 
111-118 included the apology in Section 8113. The apology resolution, buried in the billions of dollars of 
spending on new weapons and other items, is a little-noticed expression of regret over how the US had in 
the past misused its power. 
     Public apologies have a long history of healing transgressions against humanity. The international 
human rights framework considers public admissions of responsibility by state officials a significant part 
of conflict resolution and reconciliation. The operative word here is “public.” Sen. Brownback finally 
read the resolution at the Congressional cemetery on 20 May 2010. Present were representatives from the 
Cherokee, Choctaw, Muscogee (Creek), Sisseton Wahpeton Oyate, and Pawnee nations. 
     At the White House tribal nations conference on 5 November 2009, President Obama noted that the 
federal government violated treaties with tribes and perpetrated injustices against them. The resolution 
urged the President to acknowledge the wrongs of the United States against Indian tribes in the history of 
the United States in order to bring healing to this land. By signing the document as part of the defense-
spending bill, did Obama fulfill the resolution? Does he have an obligation to say the apology out loud 
and inform the tribes that he signed the resolution? Robert T. Coulter, executive director of the Indian 
Law Resource Center, said there has been an “overwhelming silence” regarding the resolution. 
     The US Government made several feeble attempts to apologize to Native Americans. Dennis Gringold, 
a Native American rights attorney, commented, “It is not whether you apologize for doing something 
terrible, it’s whether you do something about it. If you don’t do anything, it probably is insulting” (Florio, 
2015, p.2). A few paragraphs in the 2009 defense-spending bill are a beginning. Hundreds of years of 
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maltreatment and abuse of America’s indigenous people demands more. Native Americans deserve a 
complete, equitable, and public apology. 
The United States Congress Apologizes to the Chinese 
     Chink! Coolie! Slant-eye! Barbarian! Yellow Peril! Heathen! Rat Eater! First came shocking racial 
epithets, then blatant discriminatory laws that led to physical violence, exclusion, murder, and finally – an 
apology. It is time to face the truth. Discrimination against all people of color began early. In 1790 
Congress passed the Naturalization Act that stated only free White persons could become American 
citizens. 
     The first period of Chinese immigration began shortly after the California Gold Rush and ended 
abruptly with the passage of the Chinese Exclusion Act of 1882.  
During this period, thousands of young male Chinese peasants left their rural villages to become laborers 
in the American West. According to Representative Judy Chu (D-CA), “their blood, sweat, and tears built 
the first transcontinental railroad, connecting the people of our nation. They opened our mines, 
constructed the levies, and became the backbone of farm production” (cited in Basu, 2012, p. 1). 
     On 6 October 2011, Congress apologized to Chinese-Americans for cruel laws adopted 130 years ago. 
Senator Diane Feinstein (D-CA), sponsor of the bill, stated “I hope this resolution will serve to enlighten 
those who may not be aware of this regrettable chapter in our history, and bring closure to the families 
whose loved ones lived through this difficult time.” (cited in Basu, 2012, p.1).   
     Chinese men came to California in the 1840s, attempting to escape poverty, famine, and 
overpopulation. After the discovery of gold in 1848, unscrupulous ship owners distributed recruiting 
pamphlets to lure Asian men, eager to make their fortune mining California’s Gam Saan (Gold 
Mountain). The state of California levied a Foreign Miners Tax of $20/month on the new workers. The 
state required Chinese American fishermen to purchase a special fishing license and pay a "police tax." 
These taxes brought in up to 50 percent of the entire state revenue (Asian American Artistry, 2010).  
     Between 1850 and 1882, 322,000 Chinese came to the United States, most of them from southern 
provinces of China. This massive immigration generated such panic in California that the state banned 
further immigration of Chinese, passed laws preventing Chinese-Americans from testifying against 
Whites, and excluded their children from attending public schools.  
     The Central Pacific Railroad Company used Chinese laborers almost exclusively (90%) to build the 
transcontinental railroad in the west (1864-1869). Though the Chinese provided cheap labor, they had no 
opportunity for education, housing, or jobs. In 1867 Chinese railway laborers staged a nonviolent two-
week strike for better working conditions. The railroad subsequently cut off the workers’ rations and 
forced them back to work. Though the strike was unsuccessful, 5,000-7,000 Chinese workers did win the 
right not to be whipped or beaten (Cohen, 2010, p. 1). 
     Due to the need for Chinese labor, American diplomats negotiated the Burlingame-Seward Treaty 
(1868) that recognized the rights of Chinese citizens to immigrate to the United States and promised 
reciprocal privileges of residence, school, and travel. The treaty granted Secretary of State William 
Seward the right to preempt California laws discriminating against Chinese citizens (Cohen, 2010). 
Congress passed the Fourteenth Amendment (1868) and the Civil Rights Act (1870), which allowed 
Chinese to testify in court and forbade the imposition of discriminatory penalties, taxes, and licenses. 
However, Congress retained the law barring Asian aliens from citizenship. 
     In 1870, the American Union Labor group supported anti-Chinese ordinances in San Francisco. To 
prevent multiple Chinese from sharing housing in the urban area, the city passed a Cubic Air ordinance 
that required 500 square feet for every adult in a dwelling. Congress also passed a law that limited the 
number of Chinese passengers on any ship coming to the United States; however, President Rutherford 
Hayes vetoed this bill on the grounds that it was inconsistent with US – China treaty commitments.  
     An economic depression hit the United States in the 1870s after the Civil War and American workers 
lost their jobs. Anti-Chinese sentiment increased enormously and the Chinese laborers became 
scapegoats. A scarcity of gold increased competition and exacerbated animosity between White and 
Chinese miners. Forced out of mining and other occupations, many Chinese settled in densely populated 
ghettos in cities like San Francisco where they worked in restaurants and laundries. 
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     By 1879 Californians were so antagonistic toward the Chinese immigrants, that the wording of the 
second constitution in California included verbiage preventing municipalities and corporations from 
employing Chinese. The California state legislature passed a law requiring incorporated towns and cities 
to move all Chinese outside of city limits, but the US circuit court declared the law unconstitutional. 
Shipping companies smuggled thousands of Chinese women through San Francisco's immigrant station 
and sold them into slavery. Local newspapers printed arrival information. In 1882, California passed a 
law against the importation of Chinese, Japanese, and "Mongolian" women for prostitution. The 
California census listed 61 percent (2,157) of the 3,536 Chinese women immigrants as prostitutes (Asian 
American Artistry, 2010, p. 1). 
     In 1882 Congress passed the Chinese Exclusion Act, the only federal law ever enacted to deny 
immigration based exclusively on race or nationality. This law set a precedent for racist foreign and 
national policy that led to broad exclusion laws and fostered an environment of racism in this country 
(Lew, 2014). This act, in effect for 129 years, banned Chinese immigration to the United States, denied 
citizenship to Chinese people living in the United States, and prevented thousands of Chinese men living 
in the United States from reuniting with the wives and children they left behind in China. 
     Passage of these laws intensified bigotry and led to mob violence in several cities. Anti-Chinese riots 
broke out in Seattle in 1886 and local authorities evicted the Chinese. Nearby Tacoma had the largest 
population of Chinese in Washington State (10%). A leading newspaper hoped that Tacoma would soon 
be "a town without a Chinaman" (Asian American Artistry, 2010). Mobs shouting racial epithets collected 
the Chinese and forced them onto a train bound for Portland. 
     That same year, The Knights of Labor organized anti-Chinese demonstrations and riots in Portland, 
OR. Protesters smashed windows in Chinese shops and threatened violence if the Chinese did not leave 
the city. Some White business leaders resisted the Knights and quelled the anti-Chinese violence. Many 
Chinese fled, returning to China or moving to the eastern half of the United States. Violence escalated in 
1887. A gang of horse thieves and ranch hands killed 31 Chinese miners on the Snake River in Oregon 
(Margolis, 2011). 
     The Supreme Court ruled that the power of Congress over immigration was absolute. The first case to 
contest this decision was Chae Chan Ping v. United States. It involved a Chinese resident laborer in San 
Francisco. He obtained a reentry certificate before visiting China, but found on his return, that an 1888 
amendment retroactively voided his certificate. Immigration authorities detained him aboard ship in San 
Francisco Bay. The majority opinion stated that the refusal of entry was legal and exclusion of Chinese 
laborers preserved our civilization and way of life (US & China Visa Law Blog, 2012). Congress passed 
the Geary Act (1892) that required Chinese legally residing in the US to carry a certificate of residence at 
all times and extended the Exclusion Act.  
     Racial prejudice translated into panic in 1899 when the bubonic plague broke out in Hawaii. Public 
officials in San Francisco followed the examples of their peers in Honolulu, closing Chinese businesses, 
mandating inoculations, placing the Chinese under quarantine, and cordoning off Chinatown with a nine-
foot-tall fence—a quarantine later ruled unconstitutional by a federal court. The combined efforts of the 
ethnic San Francisco Chinese community, their lawyers, and China's ambassador to the United States 
saved the community from complete destruction. 
     Congress repealed the Chinese Exclusion Act in 1943 and replaced it with the Magnuson Act after 
China became an American ally against Japan in World War II (Basu, 2012. p. 1). The Magnuson Act 
allowed admission of 105 Chinese immigrants per year. The Walter-McCarran Act (1952) reformed the 
laws governing immigration to the United States. Overriding a veto by President Harry S. Truman, 
Congress established a system that favored immigration from Northern and Western Europe 
through quotas based on the 1920 census. The US finally allowed significant Chinese immigration after 
the passage of the Immigration and Nationality Act of 1965.  
     Three government entities eventually offered apologies to Chinese immigrants. On 6 October 2011, 
the Senate unanimously approved a resolution sponsored by Diane Feinstein (D-CA) apologizing for the 
nation's discriminatory laws that targeted Chinese immigrants. Senator Scott Brown (R-MA) co-
sponsored the bill. He said that it was “important that we recognize the wrongs that were committed so 
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many years ago” (Margolis, p. 2). Senator Marco Rubio (R-FL) also sponsored the bill. Members of the 
Chinese and Asian American communities including the Chinese American Citizens Alliance, the 
Japanese American Citizens League, and the American Jewish Committee lobbied for this apology. 
     On 19 June 2012, Rep. Judy Chu, (D-CA), the first Chinese-American woman elected to Congress, 
sponsored House Resolution 683 expressing regret for the passage of the Chinese Exclusion Act. Chu 
noted, “Today is historic” (Basu, 2012, p. 1). This apology was deeply personal as her grandfather 
experienced firsthand the prejudice generated by this Act. On 17 May 2014, the State of California 
apologized for enacting discriminatory laws aimed at the Chinese and acknowledged their contributions 
to the state (SJR recognizes, 2010). 
     The Chinese Exclusion Act devastated the Chinese-American community and reinforced negative 
stereotypes. Senator Feinstein (2010) noted in a press release, “Despite these hardships, Chinese 
immigrants persevered, and they continued to make invaluable contributions to the development and 
success of our country” (p.1). Congress issuing an apology on behalf of the American people for the 
Chinese Exclusion Act is appropriate. Representative Chu concurred, “The Senate did its part to right 
history” (Basu, 2012, p. 1). This apology informs Americans about a dreadful and unfortunate chapter in 
our national history. As a people, we need to take responsibility, admit our faults, and express heartfelt 
repentance for the wrongs done to Chinese-Americans who helped build this nation. In that is strength 
and unity.  
Conclusion 
     All five apologies analyzed in this paper helped correct violations of human rights. All had one thing 
in common – racism. There is no one basic definition of this ugly construct, but it flourishes when 
pseudo-scientific theories of racial superiority, prevail. These pernicious concepts erode people’s belief in 
the equality of humans and their fundamental rights to liberty and justice. They open the door to cruelty 
and avarice. The apology and reparations, granted Japanese-Americans by Congress, established a model 
for subsequent apologies, an example never again fully realized. The President and/or Congress 
apologized, but not in consort. Congressional apologists adamantly stated that their expressions of sorrow 
did not constitute a legal claim for reparations. These apologies were necessary and beneficial, even in 
their flawed states. They initiated discussions of past injustices and encouraged remedial public policy. 
They allowed some a chance to voice their grievances and others the opportunity to examine their 
consciences. The United States will “get over it” when it looks at the past honestly, and recommits itself 
to the fundamental principle that all people are created equal. 
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Introduction 
 

     The process of reviewing the content that journals and conferences are comprised of (content & 
thematic analysis), as well as the contributors cited to support the development of research (citation 
analysis) is not a new practice. While it may often be overlooked, this process is part of a multiple path 
perspective of building, or, contributing to the knowledge base. In fact, the diversity of practice of 
researching phenomenon may lead to new and different points of view (Liu & Rousseau, 2014), as well as 
an understanding of the research landscape (Ghosh, Kim, Kim, & Callahan, 2014). 
     This paper sets out to share findings from a tertiary-level content analysis of the National Social 
Science Association’s (NSSA) National Technology and Social Science Conference’s program agendas 
and descriptions for the Las Vegas, Nevada conferences from 2012-2014. According to Vaismoradi, 
Turunen, and Bondas (2013), content analysis and thematic analysis are robust research practices for 
initial investigation surrounding a practice or phenomenon, despite others’ questioning of the strength of 
such a practice. As scholar-practitioners keen on building programs and practices based on current and 
trending information, we felt that a conference program review may provide some initial information 
concerning the content that the members, as well as NSSA leadership, could find insightful. 
     The conference program review set out to organize information around several categorical variables or 
items that we were able to identify based on the conference program abstracts, session titles, and presenter 
affiliation. Among other things, we attempted to determine the extent that the sessions were consistent 
with the conference “technology” theme, and discriminate the extent to which the presentations appeared 
to be based on empirical studies versus practice. Given that the nature of the abstracts, limited to 
approximately 25 words, we acknowledge that there are several limiting factors to the extent to which 
information can be generalized.   

Overview of Literature 
 

     Scholars have presented multiple studies throughout the years in which trends in their respective fields 
of study have been identified and analyzed (Avent, Wahesh, Purgason, Borders, & Mobley, 2015; 
Azevedo & Mehdiaba, 2013; Wells, Kolek, Williams, & Saunders, 2015). Such trends are discovered 
through an examination of research findings which “serve an important function within most disciplines; 
they offer a mechanism by which professionals communicate ideas, stimulate discussion, and share 
information” (Hutchinson & Lovell, 2004, p. 1). The aim of such investigation is to monitor the evolution 
of the trends and issues in a particular field in order to identify the trajectory the discipline is taking and 
how new developments balance with the core tenants of the discipline (Ghosh et al., 2014).          
     The study of the social sciences, especially as relating to technology, finds roots in several different 
disciplines, including: Education (Efe, 2015), Communication (Chang & Chang, 2011), and Sociology 
(Carrel, Sledge, Ventura, Eickhoff, & Allen, 2014). This categorizes technology as a multi-discipline 
study, regarded not as it is but as it can be applied. In the study of technology, it is then imperative to 
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understand the linkage between such disciplines in order to fully understand the direction in which the 
research is growing.  
     The potential impact of such analyses empowers disciplines to weigh in on their field of study and 
how they may further influence it (e.g. Ghosh et al., 2014; Sampson, et al., 2014). The value of practice 
has been evidenced by many, including the work of Sampson et al. (2014), which found that despite a 
specific discipline interest in the integration of theory, research, and practice, the analysis of journal 
articles reflected a lack of that desired integration. This provides powerful and useful insight for their 
field of study. The importance of such scholarly review has also been specifically noted by Bates and 
Chen (2004) as the manner in which competing definitions may be aligned and the base from which these 
competing definitions may be revealed and addressed in order to form more comprehensive boundaries of 
the involved disciplines.  
     The information collected in such analyses varies largely in practice and scope. However, two of the 
more common ways such reviews are undertaken are by citation analysis and content analysis.  
Citation Analysis 
     The process of choosing citations for research is an inherently complex behavior because it draws 
upon several subjective decisions an author must make (Zhang et al., 2013). These decisions have 
implications for future research as their findings may lead to further research and additional citations (Liu 
& Rousseau, 2014). Citations contribute to the building of the body of knowledge and the analysis of such 
citations, in aggregate and over time, can examine relationships among disciplines as well as cross-
disciplinary contributions. 
     Citation analysis is the collection and study of resources an author uses to produce an article. It is one 
of the most widely used tool for evaluating research articles (Wright, 2008). According to Sleezer and 
Sleezer (1998), a citation analysis provides information about the most cited scholars and academic works 
in a field based on the number of citations. Therefore, it is a systematic way to examine a specific subject 
area. 
     In 2009, Huglin conducted a citation analysis of Human Performance Technology journals. Huglin 
examined all citations listed in each publication of three qualifying journals over the course of forty-five 
years, totaling 5,786 articles or 22,786 unique citations. These citations were used to answer four specific 
research questions: 1) “what specific journals were cited most?”, 2) “what specific journal articles were 
cited most?”, 3), “under what subject categories are the most-cited journals classified?”, and 4) “what 
types of journals were cited most often?” (2009, pp. 102-110). Through data collection and analysis, 
Huglin (2009) was able to answer these questions, and came to the conclusion that the while literature in 
the field of this study has historically presented a need for a coupling of cognate fields in order to further 
research, “we still cite our own literature the most” (p. 113).  
Content Analysis 
     Content analysis, in turn, is the categorization of research materials based on the discipline with which 
the topic of the paper or presentation most closely aligns. Specifically in the nursing field of research, 
content analysis and thematic analysis are commonly used (Vaismoradi at al., 2013). While citation 
analysis focuses on the references cited in an article, content analysis is most likely to be employed as a 
tool for analyzing which disciplines and topics are represented in a specific type of journal or at a 
conference. In fact, 
  

Citation analysis only focuses on the topics that are widely cited and hence are 
popular in a particular field or outside a field, [content analysis] takes note that 
the boundaries of a field are identified…and comprehensively explores themes 
that may be less cited but consistently published. (Ghosh et al., 2014, pp. 306-
307)   
 

     The content analysis approach of studying trends and topics may utilize a quantitative, qualitative or 
mixed-method approach to reviewing the content. While the quantitative approach easily lends itself to 
ordinal and interval scales, the qualitative approach “uses content, thematic and discourse analysis in 
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which raw qualitative data is transcripted, coded, categorized, and interpreted” (Bozhurt et al., 2015, p. 
350). Both of which lend themselves to both inductive and deductive analysis (see Hsieh & Shannon, 
2005). 
     Ghosh et al. (2014) completed a content analysis in the discipline of Human Resource Development by 
analyzing 897 articles from applicable journals. Articles were coded based on categorical items, such as: 
publication year, title, and keywords. The themes of each article were then determined and recorded. The 
process of content analysis allows for selective reduction of the content into smaller more meaningful 
information (Wright, 2008). After each article had been analyzed, a total of 44 unique themes had been 
acknowledged. Through this analysis Ghosh et al. (2013) were able to arrive at two findings: the 
frequency of dominant themes and the aim, scope, and editorial discretion of four journals in which these 
dominant themes claimed representation. The value of such findings is that it acknowledges the changes 
within a field of studying giving way to discussion and debate “so that we play an active role in deciding 
the fate of our field” (Ghosh et al., 2014, p. 26). 
     Based on the literature presented, we set out to conduct a content analysis of the NSSA’s National 
Technology and Social Science Conference by exploring these research questions three questions: 
 

RQ1 What is the nature and scope of the presentations based on specific  
categorical items (i.e. technology, institution type, empirical, etc.)? 
 

RQ2 What is the frequency of empirical research?  
 
RQ3 What is the nature and scope of the technology specific 
presentations? 
 

Method 
     This study focused on a review of the conference schedule’s presentation abstracts to attempt to 
identify trends and characteristics. We began with the conference programs from 2011 through 2014. 
However, in the 2011 program we found some of the information that we sought to identify missing, so 
we elected to exclude the 2011 data from the final data review. 
     The final data review and presentations of our findings are based on the 2012, 2013, and 2014 
conference programs (a total of 685 presentations). We manually reviewed all of the presentation 
abstracts. Each presentation was reviewed for specific categorical information we identified based off of 
the literature review, our particular interests, and what the program schedule lent it to review. All of the 
information was manually reviewed and coded (as necessary), and managed in MS Excel. The categorical 
items of interest to us ranged from institutions type (4 year, 2 year, or other) to whether or not the 
presentation aligned with the conference theme of being “technology” oriented. Other items of interest to 
us were whether the sessions included students as presenters as well as whether the presentation’s abstract 
reflected the session’s content being empirical in nature. As we mentioned in the introduction, it is 
important to recognize the limitations of this study. 
Limitations 
     The primary limitation of this study is the limited detail and scope of the presentation abstracts. Unlike 
some other conferences where papers accompany the presentation, which lends itself to providing more 
information concerning the scope and the nature of the research to be presented, we relied solely on the 
25 word-or-less abstract. 
     Another limitation we experienced was in the area of coding/interpretation of the abstracts. This was 
of greatest concern when we examined the abstracts to identify empirical versus non-empirical based 
presentations as well as the type or nature of the technology-specific presentations. Empirical versus non-
empirical and tech versus non-tech were two primary areas of interest to us and we had hoped to have 
been able to dig deeper into each area; however, the word limit on the abstracts made that quite difficult. 

 
 

82



Findings 
     Descriptive statistics and qualitative analysis were used to analyze the data. This study set out to 
examine the variety of presentations that made up the program at the annual NSSA National Technology 
and Social Science Conference in Las Vegas, Nevada over a three year time period. The study also 
examined the nature of the “tech” presentations at the conference. The findings are organized below 
according to their respective research questions. 
RQ1 - What is the nature and scope of the presentations based on categorical items? 
     The categorical items identified in this study were selected based off of literature reviewed as well as 
items of particular interest to the researchers. Given the breadth of the presentations, the following 
categorical items were selected.  
 

- Institutions with the highest frequency of student presenters 
- State representation based off of primary author’s location 
- Empirical versus non-empirical research presentations 
- Institution type (i.e. 4 year, 2 year, other) and funding structure (i.e. state, 

private, other)  
- Technology-specific topics versus non-technology topics 
- Number of authors 
- Conference year 
- Out-of-country participation 

 
     Other items were identified during the planning stage of the study, such as whether certain institutions’ 
tended to present certain types of content (i.e. technology or empirical), but due to the limited number of 
examples that would consistently fit under those categories, we were not able to analyzing for trends on 
that particular level. Instead, the content analysis items we specifically choose to examine further was the 
nature of the technology-specific presentations, which is featured below under Research Question #3. 
     In reviewing the 685 sessions between 2012 and 2014, there were over 250 institutions represented (47 
states), and of the 250 institutions, 14 were located outside the continental US. We also observed a 
number of independent scholars and consulting/educational firm collaborations.  
     The first analysis we completed focused on examining the categorical variables according to year as 
well as in aggregate totals over the 3 year period. Table 1 examines the yearly breakdown of percent of 
empirical presentations (based off of the interpretation of the presentation abstracts), student 
presentations, technology-specific presentations, institutional funding model, and institutional type. The 
analysis reflects strong representation from public and four-year universities. Over the three year period, 
71% (n=489) of the lead presenters were from four year public institutions and 18% participation from 
private institutions (including both 2 year and 4 year programs). 
     Table 2 looks at the data through two different groups, institution funding model and institution type. 
In Table 1 we observed, overall, low frequencies of empirical research and tech-specific topics. We 
entered the data analysis phase curious to see if there would be more significant differences between the 
institutional profiles. With the exception of the student presentations, the other groups were comparable.  
     Table 3 focuses on the student presentations that we observed in Table 2. The student presentation 
percentages of empirical and tech-specific were rather consistent with the overall 2012-2014 presentation 
composition. We did, however, observe a slightly higher percentage of private institution presentation 
(20%) being empirically based than the public institutions (15%). As far as student presentations focusing 
on technology, 20% of public institution presentations were technology-specific, and 16% of private 
institutions. 
     With the conference being consistently located in Las Vegas, Nevada, we were curious to see the 
locations from which presenters travels to the conference. Table 4 contains the top 10 states of lead 
presenters. Of these states, both Tennessee and Florida had the highest percentage of their presentations 
being tech-specific (45%). Of the 128 student presentations, Washington followed by Ohio had the 
greatest numbers of student presentations with 15 and 12 respectively. The institution that had the most 
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student presentations was Central Washington University with 14 presentations and 12 of those 
presentations were student-only presentations (no faculty listed as co-presenters). 
RQ2 - What is the frequency of empirical research? 
     Entering this study we were curious to know what the breakdown would be for empirical research 
presented at the conference. Table 1 demonstrated that 25% of the presentations during 2012-14 were 
empirically based. Table 5 looks, specifically, at those empirical presentations and examines them 
according to the various categorical items.  
RQ3 – What is the nature and scope of the tech specific presentations? 
     From 2012 to 2014, 174 (18.9%) of the total conference presentations had a technology focus. Of 
those presentations, a total of 45 (25.8%) were presentations reporting on empirical data, and 129 (74.1%) 
were non-empirical presentations.  The empirical and non-empirical technology presentations are 
represented by year in Figure 1. 
     Ten of the technology related presentations were presented by students and five of the technology 
related presentations were presented by students and faculty. The vast majority of these technology 
presentations were presented by 4-year colleges (86%) with the remaining sessions presented by 2-year 
colleges and one session by an individual scholar. There were no technology presentations by secondary 
schools or consulting groups.   
     While these descriptive statistics provide an overview of the subset of technology related 
presentations, to further understand the nature and scope of these presentations a qualitative analysis was 
completed on the session. Data was analyzed using Merriam’s clustering method to identify themes and 
categorize the results (Merriam, 1988). This included the settings targeted by the empirical and non-
empirical technology related presentations as well as the content of the presentations.   
Empirical technology presentations 
     The empirical technology presentation descriptions covered a variety of topics and were 
predominantly targeted for specific settings: higher education, K-12, workplace and daily life, and pre-
service teachers and teacher education (Table 7). The topics of these empirical technology presentations 
fell into five broad categories: the in-service k-12 teacher or college faculty member, pre-service teachers, 
college students, the impact of social media and other technology related topics.  

In-service teacher and faculty. Presentations focusing on technology for the practicing teacher 
or faculty member represented the largest number of empirical technology presentations (18) at just fewer 
than half of the 45 empirical presentations. These presentations further divided into two subcategories. 
The first of these subcategories was technology tools and the use of technology in the classroom. These 
presentations included specific tools such as streaming videos, clickers, skype, podcasts, iPads, and 
eBooks. They also looked at the effectiveness of educational technology tools and exemplary online 
courses. The second subcategory was professional development and in-service. The professional 
development and in-service focused presentations covered a range of topics from examining the benefit of 
particular school technology programs and the future of technology in the schools, to technology focused 
and technology supported development including learning to teach online.  

Pre-service teachers and teacher education. Presentations focusing on pre-service teachers 
included preparation to use technology in the classroom, the use of video to assess student teachers, and 
an examination of digital natives as pre-service teachers. 

College student. Presentations focused on technology and college students included research 
related to the attitudes and perceptions of college students on the technology supported instruction, as 
well as an examination of why students took college classes online and the impact of an online master’s 
program. 

Social media. Although presentations on social media could have fit into other categories, with 
four presentations social media was the most commonly mentioned technology tool in empirical 
technology related presentations (8%). These four sessions represented a range of research including best 
practices in social media and helping others use social media, and the impact of social media on students 
including issues of identity. 
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Other technology-related topics. Finally, there were eight technology presentations not directly 
related to the previous categories and representing a wide range of topics. These topics included 
presentations primarily related to the person, such as digital media self-efficacy in adolescent girls of 
color, cyber-bullying among females, a possible link between teenage pregnancy and technology, and 
anxiety related to an absence of mobile devices. Two additional sessions included research on technology 
supported disaster communication systems and consumer e-commerce in China and the U.S.  
Non-Empirical Technology Presentations 

The non-empirical technology presentations can be captured in two broad categories: teaching 
related, which accounted for approximately 84% of the presentations and everything else (16%).  These 
two categories were further classified into subcategories (Table 8). Table 9 lists the content areas 
(disciplines) mentioned in the technology presentations, and Table 10 is an overall list of the specific type 
of content technology identified.  

 
Discussion 

 
     When we set out to review the presentations, originally we included presentations from the 2011 
conference; however, due to some incomplete information fields in the proceedings, we removed these 
data. Something noteworthy from the 2011 program was that it was a rather good year for student 
presentations. There were 13 student presentations that were empirical, and a total of 47 student and 
faculty presentations, comparing to a total of 128 presentations between 2012 and 2014. 
     While the limitations of this study might be numerous, we found this research to be quite informative 
as to the general makeup of the conferences. The annual conference has a large national draw (47 states) 
with equally high representation from geographically proximal institutions (to Las Vegas) as well as those 
institutions throughout the Midwest, East, and South. These numbers speak to the popularity of this 
conference. What we were not able to determine from our research is how the participants view the 
conference in terms of how it specifically fulfills their personal and/or professional development agenda. 
     Two findings that were of particular interest to us were the relatively small number of empirical 
presentations and relatively small/few number of technology-specific presentations. We entered this 
project believing that we would observe much more parity between the number of technology versus non-
technology sessions, given our understanding of this being a technology focused conference. Having said 
that, our findings have forced us to reconsider that perhaps what we expected from this conference was 
not in line with what NSSA intends. Perhaps the conference is not so much a technology focused 
conference, despite “technology” being in the title. Regardless of how we consider the conference, the 
evidence is in the analysis that technology only makes up a small percentage of the overall content. 
     The other area that tested our assumptions was the fact that empirically based research was presented, 
only in a small amount (25% 2012-14). However, it is important to note that this is one of the areas we 
could be off considerably with our coding analysis. It is possible that more presentations could have been 
empirically based and that the 25 word abstract just did not capture that to the extent that we could reflect 
that in our coding. Having said that, it still challenged our notion of this being an academic conference 
directed to faculty. Once again, this could be a reflection of our misreading of the intention or purpose 
behind this conference and perhaps we are at fault of assuming this to being an academic conference. 
Perhaps, more accurately, it is best considered a social science conference supporting a broad range of 
studies (more of a professional development/academic hybrid conference).  

 
Future Research 

 
     When we initially began this project, we had hoped to be able to glean greater information from the 
conference materials and provide greater insight as to the composition of the sessions but as shared in our 
Limitations, the ability to conduct analysis was limited to the session title, 25 words-or-less abstract, and 
the presenter(s)’ affiliations. Based on our research and being mindful of the limitations, we suggest two 
specific future paths of research to have a better understanding of the conference and its audience.  
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     First, we recommend a more complete content and thematic analysis of the actual conference 
proceedings. This would significantly improve upon the challenges we experienced with reviewing only 
the conference presentation descriptions.  
     Second, we propose a survey or some other mechanism to collect data from conference participants 
examining such things as why they choose this conference, how it professionally impacts them, as well as 
explore how the conference might make changes to further meet the needs of its participants. 

 
Conclusion 

 
     This study attempted to glean information about the nature and scope of the content presented at the 
NSSA National Technology and Social Science Conference in Las Vegas, Nevada between 2012 and 
2014. We found this content analysis approach to be quite informative as we consider how the conference 
supports its attendees’ and presenters’ interests. It is clear that this conference provides an environment 
for people with a broad range of social science interests to come together and share their learning and 
experiences, both empirical and applied. It is also clear that this is a forum that helps professionals 
advance their own personal and/or professional interests, whether that being learning about how an 
institution has found success implementing a particular technology solution, or building their vita as they 
prepare for a promotion and tenure process by presenting empirical research. 
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Table 1: Various categories according to conference year 

 
 

Empirical Student 
Presentations 

Tech Specific Institutional 
Funding 
Pub/Priv/othr 

Institutional 
Type 
4yr/2yr/othr 

2012 (n=222) 14% 12%*, 17%** 26% 177/38/7 202/11/9 
2013 (n=225) 26% 18%*, 21%** 28% 177/41/7 206/12/7 
2014 (n=238) 35% 16%*, 21%** 22% 175/47/16 206/16/16 
2012-14 (N=685) 25% 15%*, 19%** 25% 529/126/30 614/39/32 
*Students only listed as presenters 
**Students + student and faculty listed as presenters 

 
 
Table 2: Institutional funding and institutional type 

  Empirical Student 
Presentations 

Tech 
Specific 

Institutional 
Funding 
 

Public (n=529) 
 
Private (n=126) 

25% 
 
21% 

20%** 
 
12%** 

26% 
 
29% 

Institution type  4 year (n=614) 
 
2 year (n=39) 

25% 
 
13% 

19%** 
 
2%** 

26% 
 
31% 

**including faculty member(s) as co-author 
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Table 3: 2012-2014 student & student w/ faculty presentations 
 Empirical Tech 

Specific 
Public 

Institution 
4 Year 

Institution 
Student presentations (n=104) 21% 21% 87% 94% 
Student presentations + student & faculty 
(n=128)                 

23% 22% 84% 93% 

 
 
Table 4: Top 10 states according to frequency of presentations by lead author  
State Number of Presentations 
Texas 90 
Washington 61 
Californian 56 
Georgia 38 
Ohio & Pennsylvania 34 
Tennessee 31 
Utah 28 
Florida 22 
Nebraska 19 
  
 
Table 5: Categories specifically for the empirical studies 

 Public Private 4 
year 

2 
year 

Student 
Presentation 

Tech 
Specific 

# of Authors 
1 2 3 4+ 

2012 (n=30) 73% 20% 87% 7% 7%* 33% 64% 29% 0% 7% 
2013 (n=58) 81% 16% 93% 3% 22%*, 

24%** 
28% 76% 20% 4% 0% 

2014 (n=83) 77% 14% 90% 1% 18%*, 
24%** 

23% 68% 22% 6% 4% 

2012-14 
(n=171) 

78% 16% 91% 3% 13%*, 
15%** 

26% 23% 26% 26% 3% 

*Students only listed as presenters 
**Students + student and faculty listed as presenters 
 
 
Table 6: Top 5 States with Total, Empirical and Non-Empirical Technology Presentations 
 
 
 
States/Countries 

 
Total  

Tech Presentations  

 
Total Empirical  

Tech Presentations  

 
Total Non-Empirical  
Tech Presentations  

TX 27 5 22 
CA 18 9 9 
TN 15 --- 14 
FL 11 --- 9 
OH 9 3 6 
ND --- 4 --- 
GA --- 3 --- 
UT --- 3 --- 
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Table 7: Setting Targeted in Empirical Technology Presentations 
 
 
 
Setting Number of Presentations 
Higher education 20 
K-12 11 
Workplace and daily life 7 
Pre-service teachers 5 
Unclear if k-12 or higher education 3 

NOTE: Some presentations targeted more than one setting.  

 
 
 
Table 8: Categories of Non-Empirical Technology Presentation 
 
 
 
Category Number of Presentations 
Teaching-Related 

 Pedagogy 9 
Teaching process 7 
Technology and teacher preparation 9 
Technology used for teaching specific content 27 
Technology used for teaching-General 35 
Online courses 14 
Access 8 

Other Sessions  
Use of technology in higher education (non-teaching) 6 
Technology and education related 5 
Technology and workplace/citizen education 4 
Technology and general topics 5 
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Table 9: Content Areas Mentioned in Presentations on Technology Used for Teaching Content 
 
Content Areas Number of Presentations 

 
Social studies 5 

 
History 4 

 
Economics 3 

 
Social science 2 

 
Research skills 2 

 
Language learning 2 

 
Sexual assault prevention 1 

 
Science 1 

 
Multicultural 1 

 
Journalism 1 

 
Health education 1 

 
Critical thinking 1 

 
Computational thinking 1 

 
Citizenship 1 
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Table 10: Specific Technology Mentioned in Technology Presentations for Teaching General or Specific 
Content 
 
Technology mentioned for teaching content or teaching in 
general 

 
 

General educational technology tools 16 

 
Mobile learning devices & iPad 15 

 
Content-specific website 5 

 
Social media 4 

 
ePortfolios 4 

 
Smart boards 3 

 
Voicethread 2 

 
Video-creator 2 

 
Video/film - consumer 2 

 
Simulation & Virtual world 2 

 
Powerpoint 2 

 
Infographics 2 

 
Digital journaling 2 

 
Content management  2 

 
Blogs 2 

 
Wiki 1 

 
Web quests 1 

 
Translation tools 1 

 
Timelines 1 

 
Speech to text software 1 

 
PHStat 1 

 
Google earth 1 

 
eReader 1 

 
Clicker 1 

 
Captioning 1 
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Figure 1.  NSSA conference technology-focused presentations by type and year. 
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Writing Across the Curriculum in Elective Economics Classes 
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Abstract 
 
     This paper presents the methods and results of a Writing Across the Curriculum (WAC) study 
conducted at Murray State University in two elective economics classes.  While there is plenty of 
literature about WAC, I hope that this paper will be interesting as it offers some suggestions to instructors 
who would be interested using WAC in their classrooms. After a very brief review of the literature, the 
paper describes how WAC was used in the two classes and the results of the program.   
 
Brief Review of the Literature 
 
     There is an extensive literature relating to WAC.  One excellent guide is Reference Guide to Writing 
Across the Curriculum (Bazerman et.al.)  One advantage of this guide is that it is free on the internet.  
The guide discussed various issues relating to WAC and it references many other resources including 
discipline specific resources in several disciplines including economics.  It discusses research in WAC 
teaching and learning, the concept of writing to learn, and assessment in WAC programs. 
     The rest of the review will pertain to WAC and economics.  Petr (1990) notes that “because one of our 
goals in teaching economics is precise student clear thinking about our subject” (p,127),  we can use 
writing as one way to achieve this goal.  Siegfried et. al.(1991) also note that instructors could emphasis a 
WAC approach into teaching economics.in their report The Status and Prospects of the Economics Major.  
Most of the published literature regarding WAC and economics are case studies that discuss a particular 
WAC program.  Two good examples of this are noted in Milkman et. al. (2000) and Cohen and Spencer 
(1993). 
     In Milkman et. al.  WAC is used in a Principles of Macroeconomics courses.  This course in required 
for all business, economics, and a few other majors, so a broad base of students take the course. Each 
instructor was linked with a graduate assistant from the English Department.  For each student three 
writing assignments which required students to write short essays about macroeconomic policy issues 
which were discussed in class.  The students turned in drafts of their essay to their assigned graduate 
students,  After the graduate students reviewed the essays, they met one –on-one with the students for 
about 15 minutes to go over the draft and then the student would turn in the final draft one week later. The 
graduate assistant would then grade the final essay again.  Because the graduate student graded both the 
drafts they had meetings with the course instructors so they could understand the economics contained in 
the essay. The instructors also had an “open door” policy with the graduate students so that that if the 
graduate student needed clarification on the economics in a paper they could bring the paper to the 
economics instructor.  Despite several handouts that were distributed to students that tried to convince 
them that good writing skills were important, most students did not like the WAC part of the class.  Of the 
students that commented on the WAC portion of the class, only two of the 37 comments were favorable.  
There were 127 students in the various sections so most of the students did not comment about the WAC 
part of the class in their class evaluations. However there were some favorable outcomes.  The writing 
ability of the students increased based on their grades on the rough draft.  In addition the average student 
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performance on the final exam was higher than the final exams prior to the implementation of the WAC 
part of the class. 
     Cohen and Spencer present a case study of a WAC program in an advanced economics class. Prior to 
the WAC part of the class being implemented students in the History of Thought class students were 
required to submit a term paper of fifteen to 20 pages.  For most of the students “this was the first 
economics class that required a paper” and the papers were not of high quality. “Papers were mediocre, 
regurgitate and uninspired.” (p.222) When the WAC component was introduced the “primary objective 
was “getting students thinking analytically and making arguments.”(pp. 222-3) Students were now asked 
to complete three one page abstracts with revisions, a 4 to 6 page paper, and a 10 to 12 page paper along 
with a take home final exam.  According to the authors “the abstract assignments were the core of the 
course restructuring.” (p.223)  Before starting on the abstracts students read an article related to the course 
and were asked to identify the thesis and the main supporting arguments The students were taught that the 
identification of a thesis was critical “because it dictates what is to be included in the writing of the 
abstract.” (p.223)  The students then worked on their abstracts.  For each abstract draft the instructor gave 
them feedback so they could revise and resubmit their abstracts. After the first abstract the short paper 
was assigned. To prepare the students for the first paper, one class was devoted to discussing basic 
principles of writing effective papers. Student drafts of the papers were graded with comments focused on 
the thesis, the organization and flow of argument. There was no grade on the drafts of either the short 
essays, the short paper or longer paper.  Only the final papers were graded.  Final grades on the papers 
were related to how well the students responded to the instructor’s comments on the draft.  The paper 
notes that: “the most important advantage is the sense of accomplishment students derive from learning 
how to think and write…The true advantage is the increased effectiveness in getting students to think 
more like economists.” (p.227) 
 
Implementation of the WAC Program at Murray State University 
 
     In each of the two classes three essays were required from each student.  Since writing is as a problem 
solving method, the essays require that students think through an issue that may not have a clear answer.  
For example for the Sports Economics class one of the essay questions was “Should the government 
assist in financing public areas or stadium for professional sports teams?”  In the class that mostly focuses 
on Atlas Shrugged by Ayn Rand one of the essay questions was “Should corporations donate to charity?” 
In both of the classes the material about all of the essays were discussed before the rough draft was due.    
     For each of the essays students had to prepare a rough draft.  The rough draft was graded by an 
economics graduate assistant who during her first year as a graduate assistant had worked in the 
university’s writing lab.  The students were given rubric that was used to grade the rough draft.  I 
constructed the rubric after looking at several rubrics that were available on the internet. (The rubric is 
displayed as an appendix.)   The rubric has four elements that are defined in the rubric: thesis, 
organization, sentences, and mechanics.  Each of these areas was equally weighed in determining a grade 
for the rough draft.  I wanted to have the students do a good job on their rough drafts so I wanted to give 
them some incentive.  The grade on the rough draft was one-third of the grade for the essay.  The graduate 
assistant grades the essays and then meets with each student for about fifteen minutes to discuss the rough 
draft.  Notice from the rubric that the graduate student only concentrated on the writing not the content of 
the essay.  After the students meets with graduate assistant, the student has about a week to revise the 
essay and returns both the final draft plus the edited draft essay to me.   Hopefully the student has made 
the changes suggested by the graduate student and I can then just concentrate on the content.   The WAC 
program has made it so that the essays are much more thoughtful than they have been in past classes.  I 
am also happy that in the classes even though they are economics electives I have been able to teach a 
diverse group of students with different majors and I get many different perspectives in the essays. 
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Results and Conclusions 
 
     The rough draft and final graph grades are displayed in Table1.  The grades on the left side of Table I 
are for the Sports Economics class and the grades on the right side of Table 1 are for the Atlas Shrugged 
class. 
     In both classes the mean pretest scores increased.  In the Sports economics class the mean pretest score 
went from 82 for Essay One to 89 for Essay Two to 96 for Essay Three. In the Atlas Shrugged class the 
mean pretest scores went from 78 to 91 to 95.  This was the key result.  Students got better and better 
throughout the term in their writing an essay.  Every single student’s rough draft grade improved between 
the first and third pretest essay grade.  It’s important to note that both classes were small with only six 
students in each class. (One student in the Sports Economics class missed the first essay.)  The final 
papers in the Atlas Shrugged class shows a similar results where the mean scores went for 90 to 93 to 95.  
However in the Sports economics class the final essay schools declined from the second to the third essay.  
This I think was because two of the students were varsity softball players and one was varsity baseball 
player and the time that these students devoted to the class was a lot less by the time the third essay final 
draft was due.  
     I also think the essays also helped the students do better on the tests. One the essay questions on the 
final the students had well organized essays that had thesis statements and supporting evidence. While 
student comments about the essays were positive in the Atlas Shrugged class, in the Sports Economics 
class the comments indicated that they thought there was just too much work. The students in Sports 
Economics had to complete problem sets, a midterm and final exam.  Perhaps if I do this again in the 
Sports Economics class I will only have two essays and assign less problems sets.  
     Adding the WAC component was more work for me but having better essays to read and seeing the 
students learning to use writing as a problem solving device was well worth my time.    
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APPENDIX:  RUBRIC 
 

 

 

Name: ______________________________ 
 

 

  
 

Elements of Essay 
Overall Score 

 in Area 
Problems 

1. Thesis:  There is a significant central idea, /25  ____  No Thesis 
 defined and articulated clearly.   ____ Thesis vague/weak 
   ____ Thesis exists, but not worded 

          well   
     

2.  Organization: The writing progresses logically    ____ Weak/missing topic sentence 
 according to clear and orderly stages.   ____ Inadequate development 
 Attention is given to proportion and emphasis.   /25  ____ Lack of transitions 
 Paragraphs are coherent, unified, and fully 
 developed; transitions are clear logical and 
 effective. 

  
  

     
3. Sentences:  The sentences are clear, forceful,  

and varied; the nouns and verbs are clear and 
accurate; the modification is exact and 
necessary.  /25 

____ Sentence fragments 
____ Run-on sentences 
____ S-V agreement errors 
____ Awkward constructions 
____ Dangling modifiers 
 

4.  Mechanics:  The consistent use of standard 
     grammar, punctuation and spelling;  
     departures only for clear, positive effects. 

         /25 

____ Spelling errors 
____ Punctuation problems 
____ Pronoun agreement/reference 
____ Faulty use of possessives 
____ Research Cited properly 
____ Works Cited page format 
         correct 
 

Note:  The rough draft counts for a third of your essay 
grade.    
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Table 1:  Pretest and Posttest Essay Grades 

 
 

 
Essay 1 

  
Essay 1 

 

Rough 
Draft 

Final 
Draft 

  

Rough 
Draft 

Final  
Draft 

 
88 92 

  
78 86 

 
84 88 

  
80 100 

 
82 87 

  
84 98 

 
66 80 

  
72 84 

 
90 91 

  
80 89 

Mean 82 87.6 
  

70 83 

    
Mean 77.3333333 90 

 
Essay 2 

    

 

Rough 
Draft 

Final 
Draft 

  
Essay 2 

 
92 96 

  

Rough 
Draft 

Final 
Draft 

 
91 94 

  
91 88 

 
86 96 

  
98 98 

 
74 89 

  
94 100 

 
93 96 

  
89 90 

 
97 99 

  
94 94 

Mean 88.8333333 95 
  

78 86 

    
Mean 90.6666667 92.666667 

 
Essay 3 

    

 

Rough 
Draft 

Final 
Draft 

  
Essay 3 

 
98 100 

  

Rough 
Draft 

Final 
Draft 

 
92 80 

  
88 95 

 
95 80 

  
98 100 

 
93 80 

  
97 100 

 
98 98 

  
95 95 

 
99 99 

  
94 90 

Mean 95.8333333 89.5 
  

97 88 

    
Mean 94.8333333 94.666667 
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