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Introduction 
Since the mid-2000s, plenty of fiscal and demographic problems abound in U.S as it 

crashed into financial crisis due to housing bubble and burst.  There was excessive housing 
construction fueled by the bubble, and when housing prices stopped rising, chaos and catastrophe 
ensued (Mayer, 2010).  The slump in home building after the bubble was pricked has been a 
major drag on U.S economic growth.  Residential investment affects national and state 
economies in its contributions to Gross Domestic Product (GDP) and Gross State Product (GSP).  
Residential fixed investment (RFI) has been on sharp decline ever since, which is a significant 
component of U.S. economy, and GSP in each state (Siniavskaia, 2008).  RFI includes 
construction of new single-family and multi-family structures, residential remodeling, production 
of manufactured homes, and broker’s fees. 

Second half of 2000 decade witnessed unequivocally foreclosure plagues that had been 
widespread nationwide.  The plague spread  beyond the cities in the so-called “sand states” of 
Nevada, Utah, California, and Arizona, into Florida, Arkansas, Oregon, Illinois, Hawaii, 
Minnesota, Oregon, Idaho, and some Gulfport areas like Mississippi, Alabama, Louisiana, and 
even South Atlantic states of Virginia and Georgia (Atlanta Business Chronicle, 2009).  The 
widespread plagues were triggered by increases in foreclosure activities; foreclosure rates; and 
foreclosure filings.  Foreclosure filings comprise of default notices, auction sale notices, and 
bank repossessions.  Foreclosure activities are based on total number of properties that receive 
foreclosure filings each month.  The foreclosure rate (say for a county) is calculated by dividing 
the total housing units in the county (based on the most recent estimate from the U.S Census 
Bureau) by the total number of properties that received foreclosure filings during the month 
(using the most recent monthly data available), and that number is expressed as a ratio.  For 
example, foreclosure rate of 1 in 100 is higher than that of 1 in 1000. 

The resurgence or spike in home foreclosures over the last four years (2007-2010) was 
very dramatic with about 2.5 million completed foreclosures nationwide (Mortgage Bankers 
Association, 2010).  Foreclosure starts from 2007-2008 more than doubled from those in 2005-
2006 [Center for Responsible Lending (CRL), 2010].  According to the Mortgage Bankers 
Association (MBA) National Delinquency Survey, the foreclosure process of 4.63 percent is at a 
historically high, nearly five times (4.9) higher than the average of all quarterly rates from 1979 
to the start of the crises and three times (3.1) higher than the next closest pre-crisis high (1.51 
percent in 1Q-2002). 

Home foreclosures are costly to lenders, borrowers, and communities, especially minority 
communities and neighborhoods.  African Americans and Latino borrowers are particularly hit 
hard, and are a set of homeowners particularly ill-suited to handle the foreclosure menace.  
Fallen property values abound in many states with the concomitant drops in local tax revenues 
and high costs for municipalities and counties trying to avert foreclosures.  Undoubtedly, 
foreclosures create a smaller base of property taxes and less spending by individuals, which 
cause a drop in sales revenues (Atlanta Regional Commission, 2000).  Building permits and 
housing starts by states have slowed down considerably and have drastically dragged down state 
revenues due to slow down in spending on building materials and furnishings, and decline in 
financial markets (Rueben, 2008).  Real estate business has gone into deep depression and has 
lost its allure of past decades, as realtors saw little or no thriving business.  According to Walter 
Molony, spokesman for the National Association of Realtors, national membership had dropped 
significantly.  For example, his group saw a 10 percent decrease in membership, from 1.3 million 
in 2007 to nearly 1.2 million in 2008.  It was also true state-wise, e.g., Alabama Real Estate 
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Commission license examination data showed that 3,327 people took broker and salesperson 
examinations in 2008 as compared to 7,127 in 2007___ a 53 percent drop (Lauren, 2009). 
          A great deal of disparities exists among regions and states in home foreclosures.  For 
example, the West coast and desert regions and states are hard hit when compared to the South 
and Midwest regions and states (Mayer, 2010).  Nevertheless, the Peach State of Georgia had 
remained among states with highest foreclosure rates since the surge.  For example, Georgia had 
maintained the seventh-highest foreclosure in America with 28,608 foreclosure filings in 2009 
first quarter, though the worst offenders during the same period were California, Arizona, 
Nevada, Florida, and Illinois, with 479, 516 properties receiving foreclosure filings in the five 
states combined (Atlanta Business Chronicle, Thursday, April 16, 2009).  The contraction in 
home building and its impact on Gross State Product (GSP) growth are particularly severe in 
Georgia that enjoyed especially strong growth in home building activity during the pre-2006 
boom period.  Overbuilding and its consequent home price drop was the bane of Georgia’s 
housing industry of the mid-2000s (Lockhart, 2008).  According to Siniavaskaia (2008), 
Residential Fix Investment (RFI) change in Georgia from 2005 to 2007 was -17.8 percent; and 
forecasted change in 2008 was – 23.8 percent. 

A great deal of imbalance also exists among U.S metropolitan areas in home 
foreclosures, and metro Atlanta ranked 35th currently since the halfway point of 2009.    Atlanta 
metro area had a foreclosure rate of 2.02 percent (or one in 49 houses), which equated to 42, 799 
foreclosure filings (Atlanta Business Chronicle, 2009; see also RealtyTrac’s Foreclosure Market 
Reports since 2007).  The ten metros with the highest foreclosure rates in 2009, respectively in 
order, were Las Vegas; Cape Coral-Fort Myers, Florida; Merced, California; Stockton, 
California; Modesto, California; Bakersfield, California; Vallejo-Fairfield, California; Phoenix-
Mesa-Scottsdale, Arizona; and Orlando-Kissimmee, Florida.  As unemployment rates continued 
to increase in different parts of the country, new markets like Provo, Utah, and Boise, Idaho have 
also seen large increases (Atlanta Business Chronicle, 2009). 
The Focus of the Study 

This is the core-twenty (20) Atlanta Metropolitan Counties: BARROW, BARTOW, 
CARROL, CHEROKEE, CLAYTON, COBB, COWETA, DEKALB, DOUGLAS, FAYETTE, 
FORSYTH, FULTON, GWINNETT, HALL, HENRY, NEWTON, PAULDING, ROCKDALE, 
SPALDING, and WALTON.  See also the map of the 20-County Metropolitan Area. 
Reasons for Choosing Atlanta Metropolitan Area for the Study 

In U.S, the State of Georgia had maintained 6-8 highest state foreclosure since 2007 
(RealtyTrac’s U.S Foreclosure Market Report for Q1-2010).  Another report from the same 
company had noted that Atlanta Metropolitan Area has the 17th-highest foreclosure rate among 
U.S metropolitan areas (RealtyTrac, 2009).  Using data reported under the Home Mortgage 
Disclosure Act (HMDA), the number of subprime loans (deceptive, teaser, and liar loans) 
originated in Atlanta increased by over 500 percent by 1999 (HUD Report, April 2000).  
According to The Atlanta Journal-Constitution Series published in May 1988, Atlanta lenders in 
1986 originated six times more home purchase loans per owner-occupied housing unit in 
predominantly White as in predominantly Black neighborhood (see also Wyly and Holloway, 
1999).  The articles classified tracts as predominantly Black (White) if Blacks (Whites) comprise 
at least 80 percent of the tract population (see also Woodstock Institute Report, November 1999).  
HMDA data of   lenders that primarily originate subprime loans further reveal that subprime 
loans are three times more likely in low-income neighborhoods in Atlanta than in upper-income 
neighborhoods; subprime loans are almost five times more likely in Black neighborhoods in 
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Atlanta than in White neighborhoods; and home owners in moderate-income Black 
neighborhoods in Atlanta are almost twice as likely as home owners in low-income White 
neighborhoods to have subprime loans.  Finally, of all metro areas in the country, Atlanta which 
boasts almost half of State of Georgia’s overall population, had one of the nation’s highest 
numerical gain in population from 2001-2007, thus there was the possibility of overindulging in 
home construction (overbuilding) that might have contributed to the home bubble, burst, and 
foreclosure surge of the late 2000(Lockhart, 2008; see also, Atlanta Business Chronicle, 
Monday, October 2008).  Therefore, it becomes pertinent and necessary to study the dynamics of 
Atlanta metro areas housing markets, in order to effectively deal with the problems of home 
foreclosures that affect disproportionately more of the minority and low-income communities, 
neighborhoods, households, and consumers. 
The Purpose and Significance of Study   

The study tries to identify the proximate factors responsible for the resurgence or spike in 
home foreclosure filings in metro Atlanta counties housing market from 2000 to 2010.  The 
question is, what factors were responsible for the housing bubbles, burst, and surge or spike in 
housing foreclosure filings from mid-2000s in U.S and metro Atlanta housing markets?  The 
impacts of home foreclosures on the mortgage lenders, communities, neighborhoods, 
households, consumers, and different ethnic groups are explored and explained.  Policy 
recommendations and solutions are proffered on how to mitigate and stem the current 
foreclosure menace, which will undoubtedly incorporate neighborhood stabilization measures.  
For significance of the study, if the research effort or study is able to (i) identify the proximate 
factors, indicators, or variables responsible for the housing bubbles, bursts, and surge or spike in 
home foreclosures in U.S and  metro Atlanta counties; (ii) identify the probable impacts of these 
factors and indicators on the mortgage lenders, communities, neighborhoods, households, and 
consumers; and (iii) the policy makers and planners able to effectively deal with the problems 
and externalities associated with the current predatory and debasing housing market, then the 
effort was well expended. 
Hypothesis and Research Questions    

The major thrust of this study is to answer the questions of why and what are the factors 
responsible for the housing bubbles, burst, and surge in housing foreclosure filings in metro 
Atlanta housing markets during the 2000 decade.  The hypotheses are as follow: 
H0: There are no causal relationships between subprime (deceptive) mortgages, mortgage 
securitization and associated speculations, rapid population growth in some areas, building 
permits, massive unemployment, and the recent housing bubble, burst, surge or spike in housing 
foreclosures in 2000 decade in the country and metropolitan Atlanta housing markets. 
H1: There are causal relationships and correlations between the housing bubble, burst, surge or 
spike in Housing foreclosures, and the above proximate variables in the country and metropolitan 
Atlanta counties housing markets.  
Methodology of the Study/Research Plan 

Using U.S and Atlanta metropolitan counties as points of reference or units of analysis, 
the paper seeks to provide policy recommendations and solutions on ways to minimize or 
ameliorate the negative impacts of the current surge or spike in housing foreclosures, generally 
in the country, and particularly in Atlanta metropolitan counties.  In order to provide 
recommendations and solutions, there should be the analyses of the proximate variables or 
factors that feed into the housing bubble, burst, and foreclosure surge, using secondary research 
components as a catalyst.  To determine the occurrence of housing bubble, burst, and foreclosure 
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surge or spike, and their effects on mortgage lenders, communities, neighborhoods, households, 
and consumers during the study period, there would be both longitudinal and cross-sectional 
analyses on the variables of, annual foreclosure filings, home ownership rates, mortgage interest 
rates, subprime mortgages, population growth rates, building permits, 
employment/unemployment rates, mortgage securitization, and race. 

The study is both exploratory and explanatory in nature, using quantitative and 
qualitative data from secondary data sources such as, Atlanta Regional Commission (ARC), U.S 
Bureau of Census, Mortgage Bankers Association (MBA), Housing and Urban Development 
(HUD), Home Mortgage Disclosure Act (HMDA), RealtyTrac’s U.S Foreclosure Market 
Reports, Community Reinvestment Act (CRA), Center for Responsible Lending (CRL), CBS 60 
Minutes Documentation, Journal Articles, and other internet sources.  Simple descriptive 
statistics are also used in data analysis, such as frequency distributions, totals, averages, 
percentages, charts, maps, and graphs. 
Resurgent (or Spike in) Housing Foreclosure Characteristics  

• Bubble-related housing foreclosures.  Housing bubble in 2000 decade was global and did 
not happen only in the U.S, but also in other parts of the world, such as Spain, Australia, 
United Kingdom, France, and Ireland, with its excesses, which also included commercial 
real estate (Mayer, 2010).  Housing foreclosures were more than “bubble–related” than 
grounded in traditional causes, such as job losses in local economies, debilitating long-
term illness, defective titles, etc. 

• Although foreclosure plague was widespread nationwide, nonetheless, bubbles were not 
as severe in the Midwest that had little growth in housing demand or in the South that had 
more of unrestricted new construction, than they were in other parts of U.S, such as West 
Coast and “desert states” of Nevada, Utah, and California (Gyourko and Saiz, 2004; 
Mayer, 2010). 

• Mortgage Securitization and its excesses were the norm.  Mortgage-backed securities or 
“financial bet with housing,” resulted in selling and reselling of mortgage-loan packages 
to ever-more-distant investors with little or no interests in the communities, 
neighborhoods, households, and consumers.  Securitization per se created incentives that 
led loan servicers (third party agents) to foreclose too quickly in the face of payment 
default.  There is a strong correlation between excessive house-price appreciation and 
percentage of homes purchased by absentee speculative owners during the bubble or 
boom period (Mayer, 2010).  Bubble markets had much higher percentage of absentee 
purchasers than in cyclical markets.  For example, in 2002 there were 22 percent of 
absentee purchasers in bubble market, compared to 13 percent during typical cyclical 
markets (Mayer, 2010).  

• Pervasive and abusive predatory lending practices (or redlining in reverse with its 
subprime practices), which was not randomly distributed across neighborhoods and 
different ethnic groups in the country, but overwhelmingly affecting minorities that were 
low-wealth borrowers, especially African Americans and Hispanics (Wyly and 
Holloway, 1999; HUD, April 2000; Center for Responsible Lending Reports, several 
years; Gerardi and Willen, 2008; Squires, 2010; Mayer, 2010).  Predatory lending 
practices include, among others, Loan flipping (Squires, 2010); Equity stripping; and 
Risk-Rate disparities [Center for Responsible Lending (CRL), July 25, 2001].  Loan 
flipping entails whereby lenders use deceptive and high-pressure tactics resulting in 
frequent refinancing of loans with additional fees added each time, often in collusion with 
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their associates.  Equity stripping is characterized by excessive fees collected up-front 
(such as origination and broker fees), finance fees (such as single premium credit 
insurance); and back-end fees (such as pre-payment fees).  The CRL report estimated the 
cost of these practices at $6.2 billion per year.  Risk-Rate disparities entail that borrowers 
are charged a higher interest rate than risk can justify for a loan, often from a subprime 
affiliate of a conventional lender.  The CRL report indicated that the low-wealth 
borrowers cough out an estimated $2.9 billion in excess interest per year.  The ultimate 
and tragic consequence of these predatory practices is foreclosure; more than 
conventional loans. 

• Lender-sponsored Foreclosures are more prevalent, with their characteristic “quick to 
foreclose” nature.  There had been allegations that banks evicted people (consumers) 
who, at times, could not adequately read the documents; or even without reading the 
document replies themselves.  Such that, on Wednesday, October 13, 2010, officials in 50 
states and District of Columbia launched a joint investigation into the matter.  
Consequently and subsequently, several lenders suspended foreclosures and sales of 
repossessed homes until they can sort out the foreclosure-document mess (Veiga, Alex 
2010). 

• Prevalent housing abandonment and high delinquency rates.  More than one-in-four home 
owners with a mortgage owe more on their mortgage than their house is worth (Mayer, 
2010; Squires, 2010).  Foreclosure in turn often leads to declines in home prices, with 28 
percent discounts for foreclosed houses and smaller discounts for houses nearby a 
property with a forced sale (Campbell, Giglio, and Pathak, 2009).  Some disgruntled, 
confused, and helpless individuals at best file for bankruptcy or (simply) walk away  
from their homes (investments), which almost worth nothing (and without any equity 
whatsoever) in the market, especially because of nearby foreclosures.  Of course, the 
home prices had fallen so low that paying any type of mortgage on them, at times, has 
become meaningless.  

• Abusive home foreclosures, increased negative mindset, and loss of love of nation, 
community, or neighborhood.  The eventual and dreadful consequence is the creation and 
formation of social and cultural pathologies.  Many people have lost their jobs and homes 
(American dream) in a relatively short time, and in some cases they have also lost their 
wives/husbands and children through consequent painful divorces.  These have led to 
anti-social behaviors and deviate movements, such as the “Sovereign Citizens 
Movement” that have garnered enormous support and currently boasts for more than 
300,000 members across the country.  They are above the law, and do not pay mortgages, 
taxes of any sort, and no driver’s license either.  They claim that government has failed 
them, has gone beyond its limits, and does nothing for the average citizen (see CBS 60 
Minutes Documentary, 5/15/11.  See also 60 Minutes Overtime.com for more 
information on the disgruntled groups).  The result of the above has been the concomitant 
lack and loss of national, community, and neighborhood sense of place, as well as the 
delinking and destruction of social capital and civic engagements.  The ultimate and 
tragic consequence is disinvestment from the communities and neighborhoods. 

Theoretical Framework for the Study of Foreclosure Resurgence 
Given below, before some theoretical statements, is a nutshell of what had occurred in the 

U.S economy and housing market from the second half of 2000 decade (2005-2010).  This was 
during the height of housing boom, bubble, burst, and surge or spike in housing foreclosures.  
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According to AP Real Estate writer, Alan Zibel, 2010, the housing market of existing home sales 
showed that in September 2005, home sales peaked as home sales grew; in June 2006, housing 
bubble popped and home sales started to decline; in December 2007, recession started in the 
national economy; in September 2008, Lehman Brothers bankruptcy financial crisis and the 
proliferation of credit crises from other financial institutions; in November 2008, home sales hit 
first low of recession; in January 2009, home sales matched previous low of recession; in 
November 2009, sales surged fueled by President Obama’s government tax credit; in April 2010, 
sales surged again due to extended government tax credit; in July 2010 and after government tax 
credit expired, worst month for home sales in the last 15 years; and in August 2010, home sales 
resulted in only 4.13 million nationwide. 

Likewise, the housing market of new single-family homes mirrored that of the existing 
home sales.  For example, in June 2005, new home sales peaked as housing bubble grew; such 
that in July 2005, number of sales was 1.389 million homes nationwide; in June 2006, home 
prices started to decline; in December 2007, recession started; in September 2008, credit crisis 
ensued and Lehman Brothers filing of bankruptcy and the collapse of other financial institutions 
in the country; in January 2009, sales failed to first low recession; in July 2009, sales surged on 
President Obama’s tax credit for first time buyers; in April 2010, sales surged on extended 
government tax credit; in May 2010, sales plunged after government tax credit expired; and in 
August 2010, number of new home sales nationwide was 288,000 homes. 

A major school of thought had blamed the series of steps and actions taken by 
governments in the form of public policies and programs for redressing many decades of 
redlining practices, in order to increase access to capital for racial minorities, low-income 
families, and economically distressed communities.  Such public policies and actions included, 
the Fair Housing or Equal Opportunity Act of 1968, which prohibited racial discrimination in 
home financing; Home Mortgage Disclosure Act (HMDA) of 1975, which requires most lending 
institutions to report mortgage loan applications, including the application outcome, loan-and 
applicant-related information, and property location; Community Reinvestment Act (CRA), 
established in 1977 to prevent redlining and to spur home ownership in urban neighborhoods, 
particularly minority and low-income areas; Federal Housing Administration (FHA) insurance 
and Government-Sponsored Enterprises (GSE), which established the two major secondary 
mortgage market actors___ Fannie Mae and Freddie Mac, charged with expanding affordable 
housing by providing capital to private lenders.  These public policy initiatives have been blamed 
recently for exacerbating the foreclosure crisis, especially their decision to purchase subprime 
securities from Wall Street (Bocian et al, 2010, Mayer, 2010; HUD, January 2010); Mortgage 
Securitization that was in earnest by 1995, establishing financial betting with housing, which saw 
the selling and re-selling of mortgage-loan packages to ever-more-distant investors.  FHA 
insurance and mortgage securitization, while increasing the capital available to lenders, actually 
reduced the risk for lenders by shifting the risk to borrowers; and the Financial Services 
Modernization Act of 1999, which consolidated financial services providers and removed many 
post Depression-era laws that had provided for greater separation of worlds of banking, 
insurance and securities, and made it easier for financial service providers to enter each of these 
lines of business (HUD, April 2000; Gerardi and Willen, 2008; Pettit and Droesch, 2008; Bocian 
et al, 2010; Mayer, 2010; Squires, 2010).  This school of thought saw the federal government 
social engineering, its rules and regulatory bureaucracies, and consequences as responsible for 
the emergence of predatory lending practices, which created exploitative loan products that drain 
residents of their wealth. 
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According to the Center for Responsible Lending (CRL) studies (June 18, 2010), a 
majority of completed foreclosures resulted from predatory and subprime mortgages (see Table 1 
and Figure 1).  From Table 1, although the subprime share of origination was 22 percent from 
2005-2008, its share of completed foreclosures was 63.6 percent.  The result has been the 
explosion of the subprime share of mortgage lending from 5-6 percent to over 20 percent from 
late 1990s into 2005 (CRL, 2010), which was spawned by no down payment; all interest; and no 
income documentation loans.  They were responsible for the double-digit gains in home prices 
(Mayer and Sinai, 2009; Mayer and Pence, 2009), which made the prime borrowers to balk at 
buying homes with prices twice as high as normal in relation to income.  When prices started to 
fall, foreclosures started to rise, well ahead of increases in unemployment (Mayer, 2010).  
Nevertheless, high unemployment rate, due to economic downturn at this time, also exacerbated 
the foreclosure situation (see Figure 2).  According to Mortgage Bankers Association (MBA) 
Report and in support of the above, the higher the unemployment rate, the higher the foreclosure 
starts.  Subsequently, prices began to decline, then the rest of story as it unfolded in the last three 
to four years (Mayer, 2010; Bocian et al; CRL, 2010).  This line of argument also acknowledged 
that not all subprime loans are predatory, but virtually all predatory loans are subprime (Bocian 
et al, 2010; Squires, 2010). 

Another school of thought saw the present crisis and predicaments as not easily explained 
alone by subprime lending practices, but by real estate speculations, deceitful credit rating, poor 
underwriting practices, and information asymmetry (Blair, 2008; Gerardi et al, 2008; Haughwout 
et al, 2009; CRL, 2009; Bocian et al, 2010; CRL, 2010; HUD, January 2010; Mayer, 2010; 
Morial, 2011).  According to Mayer (2010), speculation by both borrowers and lenders took over 
the housing market, leading to excessive price appreciation in many parts of U.S and even the 
rest of the world.  Poor and unsound underwriting and unrealistic expectations of future house 
price appreciation, rather than non-traditional mortgage terms, were the largest contributors to 
the sharp rise in default and foreclosures (Mayer, 2010; Bocian et al, 2010).  Securitization 
contributed to poor underwriting practices and failure in managing the foreclosure process 
effectively.  According to Mayer (2010), the biggest failings were with the ratings system for 
asset-backed securities (ABS), even as credit fundamentals deteriorated between 2005 and 2007, 
ratings remained high.  It has been noted that most lenders are quick to foreclose, and 
foreclosures and foreclosure filings are more prevalent in poor and minority neighborhoods that 
are largely uneducated and not able to read thoroughly most of the confusing foreclosure 
documents.  Thus, information asymmetries are most severe among the very risky borrowers. 

According to Marc H. Morial (President and CEO, National Urban League), Community 
Reinvestment Act (CRA), established to prevent redlining, was not a significant factor in 
subprime lending or the crisis.  In fact, he indicated that most subprime loans are not made to 
minorities or to low-income borrowers, because between 2005 and 2007, 58 percent of higher 
cost loans were made to White borrowers, and fewer than 30 percent of subprime loans in 2006 
were made to low- and moderate- income borrowers.  He continued to contend that the above 
notion has been collaborated by leading economists, such as Federal Reserve Chairman, Ben 
Bernanke; FDIC Chairman, Sheila Bair; and Nobel Prize columnist, Paul Krugman.  Recent 
evidence using more complete loan-level data suggest also that mortgage rates are similar for 
minority borrowers and Whites (Haughwout et al, 2009).  According to the Financial Crisis 
Inquiry Commission (set up by the Congress) Chairman, Phil Angelides, the housing crisis was 
avoidable (there were earlier warnings) and was caused by widespread failures in financial 
regulations, dramatic breakdowns in corporate governance, excessive risk and borrowing, 
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government officials ill-prepared for the crisis, and systematic breaches in accountability and 
ethics at all levels (Morial, 2011).        
Discussions 
The National Case in Foreclosure Crisis 

The national housing market decline and the associated housing foreclosure surge to date 
have several negative consequences, such as the drastic decline in both single-family and multi-
family housing starts (Table 2) and mortgage originations (Figure 3), housing affordability 
(Table 3), as well as home ownership rates, and a sharp increase in rental and homeowner 
vacancies (Table 4).  Homeownership rates by different ethnic groups have also declined; with 
higher decline among Black and Hispanic home owners than White home owners (see Table 5, 
and Figures 3 and 4).  The numbers of new and existing home sales, as well as their median 
prices, have also declined considerably during the study period (Tables 6 and 7).   From Table 2, 
the total national housing starts declined from annual 1,568,600 in 2000, down to a mere 553,900 
in 2009.  Likewise, single-family housing starts declined from 1,230,900 to 445,000 respectively, 
while multi-family starts also declined from 337,700 down to 108,900.  Figure 3 shows the 4th 
quarter national mortgage origination estimates for 1-4 family housing from 2000-2010.  From 
the figure, ‘refinance’ mortgage originations had been consistently above ‘purchase’ mortgage 
originations, with the highest between 2001 and 2003, and 2008 and 2010 respectively. 

Table 3 shows the housing affordability index in U.S from 2007 through 2010, during the 
height of serious economic downturn, high rate of unemployment, and surge or spike in the 
number of housing foreclosures.  During this period, there was a decline in median family 
income, and although the median price of existing single-family housing, mortgage interest rates, 
monthly principal and interest (P&I) payment, payment as a percent of income, and qualifying 
income, had all come down, undoubtedly it had been extremely difficult for an average 
American to afford housing.  Table 4 shows a general decline in home ownership rates from 
2000 to 2010, which affected minorities (Blacks and Hispanics) more than the majority (Whites) 
(see Table 5).  In as much that Whites maintained above average home ownership, the White-
Black gap and White-Hispanic gap increased from 2007 to 2010 during the height of recession 
and home foreclosures.  Figures 3 and 4 also show home ownership rates by ethnicity, as well as 
the gaps and percentage change in home ownership rates between 2007 and 2010. 

From Table 6, and according to the Mortgage Bankers Association (MBA) projections, 
housing starts, home sold, median price of homes, mortgages and mortgage originations had 
consistently declined, even as projected in 2011 and 2012.  Table 6 also shows that the refinance 
share (%) and Adjustable Rate Mortgage (ARM) share (%) are a major share of mortgage 
originations.  Table 7 shows the national foreclosure menace, within a short period of time, and 
its projections from 2009.  It also shows the negative changes in state home ownership rate, 
home prices, and home sales.   

Nationally, minority borrowers are disproportionately and highly affected; as they have 
higher proportion of their loans at risk when compared to non-Hispanic Whites (see Table 8 and 
Figure 5).  From Table 8, the disparity ratios of African Americans, Latinos, and 
Hawaiian/Pacific Islanders are 47, 45, and 26 times, respectively, higher at risk of being 
delinquent or in foreclosures between 2005 and 2008 (see also Figure 5) (see also HUD, April 
2000; Gerardi and Willen, 2008; Mayer, 2010; Bocian et al, 2010; Squires, 2010). 
The Atlanta Metropolitan Counties Case in Foreclosure Crisis  

Atlanta metropolitan counties housing market crisis was not grounded mainly on the 
traditional causes, such as job loss, debilitating long-term illnesses, defective titles, among 

9



others, but instead pressures manifested themselves more in overbuilding as a result of rapid 
population growth in most of the counties.  The region’s population, 
employment/unemployment, building permits, and foreclosures and foreclosure filings had 
grown greatly since 2000.  Atlanta is the central city, as well as largest city in the State of 
Georgia, and its metro area has grown from about 4 million people in 2000 to over 5 million 
people in 2010, and had added over a million people [Atlanta Regional Commission (ARC) 
documents].  Most of these growths are concentrated more in the immediate 5-core counties 
(Fulton, Dekalb, Cobb, Gwinnett, and Clayton) and 10-counties (Cherokee, Clayton, Cobb, 
Dekalb, Douglas, Fayette, Fulton, Gwinnett, Henry, and Rockdale), when compared to other 
more distant counties that make up the study area.  Forsyth, Gwinnett, and Henry counties are 
among the seven fastest growing counties in the country (see U.S Bureau of Census, 1990 
through 2010).  Most of the minorities (Blacks, Hispanics, and others) are more concentrated in 
the 10-core counties, especially in the City of Atlanta (about 65% minority) and immediate 5-
core counties surrounding the City. 

Tables 9 and 10 show that the populous counties in the 2000 decade, were Fulton, 
Dekalb, Cobb, Gwinnett, and Clayton, respectively.  From 2000 to 2010, Gwinnett, Fulton, 
Henry, Forsyth, Cobb, Cherokee, and Paulding counties had the largest population change, 
respectively (see Figures 6 and 7).  Although Atlanta metropolitan area had one of the highest 
population increases in the country, nonetheless, all the counties slowed down drastically from 
2007 through 2010, during the period of serious economic crisis, high unemployment rates, and 
surge or spike in foreclosure filing nationwide. 

Tables 11, 12, 13, and 14 portend that annual building permits and employments grew 
between 2000 and 2006, and quickly slowed down from 2007 to 2010.  On the other hand, 
foreclosure filings consistently increased in most counties, and saw a surge or spike from 2007 
through 2010. These are apparent in Figures 8, 9, 10, and 11, which were consistent with the 
findings in most states and regions in the country.  The hardest hits are the 5-and 10- core 
counties that had the highest percentages of variable totals and changes, as well as minority 
concentrations.  Table 14 shows that foreclosure filings are currently spreading like wild fire, 
even at a greater rate in some distant counties like Barrow, Cherokee, Hall, Walton, Carrol, and 
Spalding.  Table 15 and Figure 12 depict that overbuilding and /or high unemployment rates 
were likely the pressure measures, such as in Carrol, Walton, and Spalding.  As mentioned 
earlier, the major factors that drove Atlanta metro area housing supply run-up or sprawl, were 
lack of natural barriers and abundance of low cost land for residential development (Lockhart, 
2008). 

The impacts of the foreclosure surge in Georgia and metro Atlanta by 2008 include, 
among others, decline in state homeownership (-3.8 percent), decline in metro home prices (-
13.7 percent), and decline in housing construction to state economy (GSP) of -$.7 billion (see 
Table 16).  Likewise, the total tax revenues in the 10-core metro counties declined drastically 
during the same period.  The hardest hit was Gwinnett County, which was also one of the highest 
population growth counties in the state and country (see Table 17).  Undoubtedly, revenue 
shortfalls affect the ability to provide the much needed services in the counties. 
Policy Recommendations  

Housing as an American Dream suffered one of its worst setbacks at the behest of the 
mid-2000 financial crisis; and the sheer depth of the concomitant problems calls for effective 
policy responses.  The policy actions should address the need to effectively transform the current 
broken mortgage business into a fair, responsible and transparent market for sustainable home 
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loans.  Thus, a multi-pronged approach is needed at both national and local (county) levels to 
mitigate the menace of housing foreclosures, which has not been randomly distributed across 
communities, neighborhoods, households, and consumers in the country.  
National Level Recommendations 

• The current needless foreclosures that are wiping out millions of dollars of home equity 
should be prevented by stronger public policy initiatives that are multi-pronged.  For 
example, apart from the current voluntary measures of Making Home Affordable 
Program (HAMP), services that engage in loss mitigation should be authorized by law, 
e.g. bankruptcy judges (oversight provided by FDIC) can modify mortgages on 
principal residences (Bocian et al, 2010).  These should be based on interest rate 
reduction, extension of terms, and principal forbearance. 

• Revamping and refurbishing the national economy, which will create opportunities for 
all able individuals that need employment, and create incomes for citizens to enable 
them, realize the American Dream of homeownership. 

• Commitment by all levels of governments to abolish discrimination in mortgage lending 
by paying more attention to fair housing laws, as well as guarding against using the 
current crisis as an excuse to roll back policies designed to support home ownership for 
disadvantaged communities.  

• Since the current crisis is also speculation driven, practiced by both lenders and 
borrowers, congress should set basic mortgage underwriting standards that should 
remove financial incentives, for unscrupulous loan originators that steer cash-strapped-
low wealth borrowers toward deceptive  and ‘teaser’ loans for which they are not 
qualified. 

• With the availability of the Home Mortgage Disclosure Act (HMDA) data, advocates 
can launch consumer education campaigns in neighborhoods that are being targeted by 
subprime lenders; and activists can also confront banks with poor lending records in 
low-income communities (Kathryn and Droesch, 2008). 

Local (County) Level Recommendations 
Emphasis at this level should focus more on neighborhood stabilization and sustainability    

• Policy decisions should reflect the demographic realities of the foreclosure crisis, e.g. to 
have adequate number of bilingual staff to assist non-English speakers to understand the 
complexities of foreclosure laws, regulations, and requirements. 

• Since pressures in the dynamics of metro Atlanta housing markets manifested themselves 
in rapid population growth rates and over-building, growth management devices should 
include, among others, building permit limitations, population cap rates, sewer moratoria, 
and smart growth initiatives. 

• Since county and city government officials face shortfalls in all primary sources of 
revenue that fuel their operating budgets (e.g. property tax, sales tax, special use tax, 
licenses, permits, and fees), there should be tough budget cuts, and even reduction in the 
work force; service modifications; furloughs, hiring freezes, wage roll backs; property tax 
and user fee increases, and monitoring of budget/planning (Atlanta Regional 
Commission, 2009; McFarland and McGahan, 2008). 

• Counties and cities should assist residents in need, including outreach education, 
counseling and homeless shelters; increase blight oversight and code enforcement; build 
capacity; economic development; as well as collaborations to closely respond to crisis, 
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such as teaming up with stakeholder groups like other governments, non profits, and the 
business sector. 

• The need for federal and state government assistance for the cities to be able to provide 
housing to low-income working families and even to middle and high income working 
families; elderly and aging residents; disabled or dependent adults; single-parents 
families, largely women due to the feminization of poverty in the country; and racial and 
ethnic minorities. 

• Local strategies to provide housing opportunities, such as municipal offering of grants 
and low interest loans for rehabilitation; creating incentives for developers to provide 
affordable housing as part of new development; and enacting local regulations to 
encourage mix-income/mix-use development (McFarland and McGahan, 2008). 

• The adoption of proposed solutions approved by  the Dekalb Foreclosure Prevention and 
Intervention Task Force by all other Atlanta metro counties (The Dekalb Foreclosure 
Prevention and Intervention Task Force, 2008), which include: Consumer Outreach; 
Legislative Initiatives; Family and Neighborhood Stabilization___ After Foreclosure; 
Change in Real Estate Lending Practice; and Homebuyers Education/Housing 
Counseling.   

It is believed that the above recommendations, suggestions, or proposed solutions will help bring 
about positive outcomes, which will change the lives of families and consumers, as well as 
rebuild the communities and neighborhoods. 
Conclusions    

Foreclosures are costly to lenders, communities, neighborhoods, households, and 
borrowers.  For the lenders, business has been sour, as profit margins have seriously dwindled 
since the mid-2000; even some businesses had filed for bankruptcy (and out of business) to 
protect themselves from angry creditors; households and borrowers have lost their homes, 
millions of dollars of accumulated home equities, and self-worth and esteem; and communities 
and neighborhoods are blighted, plagued with low tax revenues, and the inability to balance their 
budgets. 

     The purpose of study was to identify the proximate factors responsible for the 
resurgence or spike in the home foreclosure filings in metropolitan Atlanta counties housing 
markets from 2000 to 2010.  The recent resurgence in home foreclosures is characterized as 
being more than bubble-related and speculation driven than being grounded in the traditional 
causes, such as job loss, debilitating long-term illness, and defective titles, among others.  
Housing foreclosures and plagues have been happening under protracted economic downturn, 
and are widespread, laced with subprime, abusive, predatory, deceptive, teaser mortgage loans 
and practices.  It was hypothesized that causal relationships exist between subprime mortgages, 
mortgage securitization, large scale unemployment, rapid population growth, building permits 
(as independent variables), and the recent housing bubble, burst, surge in home foreclosure 
filings (as dependent variable). 

Nationally, the study findings support the theorized correlations among the variables.  
Although housing bubble and foreclosure menace are nationwide, the Atlanta metro area bubbles 
were caused more by rapid population growth between 2000 and 2007, and the subsequent real 
estate over-building.  In Atlanta and other regions, the foreclosure menace disproportionately 
affected minorities and low-wealth individuals more than others.  Policy recommendations called 
for multi-pronged national, state, and local strategies and remedies that would help reduce the 
severity of the foreclosure impacts on the communities, neighborhoods, families, and consumers.  
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With millions of people out of jobs, and without further casting and shifting of blames, it was 
suggested nationally and locally that policy makers should focus on job creation and making sure 
that a majority of the citizens are able to realize the American dream of home ownership (Morial, 
2011).  Neighborhood stabilization programs (NSP) and measures, which target funds and 
initiatives, were seriously proposed and recommended, which will likely have positive outcomes, 
by changing lives and rebuilding neighborhoods. 
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INTRODUCTION AND PURPOSE 
Within the context of pre-service teacher education, the importance of the practicum component 
for prospective teachers has been well documented (Guyton & McIntyre, 1990).  With practicum 
being the capstone experience prior to student teaching, it would be of paramount importance to 
discern what the current literature has to say about practice, assessment, feedback and 
supervision. 
REVIEW OF THE LITERATURE                                                                    
According to Darling-Hammond, productive strategies for evaluating outcomes are becoming 
increasingly important for the improvement, and even the survival, of teacher education.  In the 
political arena, debates about the legitimacy and utility of teacher education as an enterprise are 
being fought on the basis of presumptions… and some evidence about whether and how 
preparation influences teachers’ effectiveness, especially their ability to increase student learning 
in measurable ways.  (Darling - Hammond, 2002)  Many programs are developing assessment 
tools for gauging their candidates’ abilities and success.  
Over the years, formative assessments have been developed to assist university supervisors and 
cooperating teachers in the assessment of practicum and student teaching experiences.  They are 
now aligned with state standards and designed to complement the process of reflective 
conferencing.  They are often used to give immediate feedback to students following an 
observation.  They reflect key indicators, a rating scale, and  an area for  comments.  Below is a 
sample of one the writer developed which serves as a quick assessment tool that can help 
practicum students remember the ABCs of effective teaching.  It has been very useful in a lab-
setting where students are teaching simultaneously. (Andrews, 2011)     
                             WHISTLE-STOP ASSESSMENT 
 Indicators: 
                                                    Assessment (Formal and Summative) 
                                                    Behavior Management 
                                                    Content knowledge-Subject, Pedagogy, Learner 
                                                    Diversity 
                                                    Evidence of Planning and Professionalism      
                                                   Rating scale: (1) Needs Improvement (2) Good (3) Excellent    
Since the 1990’s, the approach to student teachers’ learning during practicum has undergone 
constant change.  Like their teaching counterparts, pre-service teachers have felt the impact of 
education policy with its calls for improved teacher quality and student achievement. (Haigh & 
Tuck, 1999)  Much has been written about student teacher experiences that describe factors that 
contribute to or detract from, learning and professional growth (Cameron & Wilson, 1999).  
Prevalent has been the promotion of student teachers as active, rather than passive, participants 
giving rise to discussion about how this is best achieved (Zichner, 1990).  More recent practicum 
literature has begun to emerge that extends well beyond the classroom and encompasses the 
broader social, cultural, and political concerns that impact on student teacher learning as well as 
their personal well- being.  (Haigh, 2006).  Central to professional growth is the notion that 
teachers be engaged in their own learning through personal inquiry and reflection (Ticklel, 
1994).  Reflective practice has been viewed as a vehicle whereby student teachers could analyze, 
appraise, and synthesize their own work with a view to improving their practice. (Zeichner, 
1990).  Quality learning therefore, means challenging beliefs and practices while also assuming 
greater responsibility for personal learning and the outcomes of practicum.  A key feature of 
learning to teach in this participatory view (Edwards and Protheroe, 2003) was an ability to make 
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informed decisions about what was happening in the classroom and to develop a wider range of 
appropriate responses.  Instead, what has frequently occurred in response to a high stakes 
assessment situation was student teachers’ reluctance to ‘rock the boat’ and hence engage in 
critical conversations. (Wilson,2002).   Edwards & Protheroes’s (2003) research revealed student 
teachers focused more on planned curriculum than on pupils as learners.  Instead of 
interpretations being used to respond to learner’s needs, interpretations were used to provide 
further curriculum delivery.  When questioned about their growing competency, student teachers 
most frequently mentioned:  growing confidence in interpreting the curriculum for children; 
greater understanding of what children could do; and using resources to support curriculum 
delivery. Student teachers found themselves shaping their view of classroom pedagogy and their 
role as teacher within an accountability driven environment.  As such, the context promoted 
effective performance rather than risky attempts to interact and support pupils’ learning 
(Edwards & Protheroe, 2003).  
 In a study conducted by the Peel and Toronto School Board  and the faculty of education  at 
York University,  practicum students , when carefully interviewed, preferred an experience that 
allowed them to self-identify, self-determine, self-evaluate, and self-reflect. (Foster, 2007).  An 
unexpected outcome from the Toronto study was how these students perceived the role of 
supervisor verses cooperating teachers.  According to these student teachers, they felt that the 
supervisor was “inconsequential in providing specific feedback on their teaching but of much 
greater significance when the need arose for support and/or conflict resolution in the placement.  
Specifically, supervisors played a significant role in assisting teacher candidates to navigate the 
power differential between themselves and their host teachers in the absence, suspension, or 
waning of a positive, trusting relationship.” (Foster, 2007).  Other factors that were identified in 
the student teacher interviews as significantly enabling or hindering their learning to become 
teachers are the context of placement of the student teachers’ preconceptions and prior 
experiences; and the nature of the communication developed between the practicum players. 
Another interesting facet from a study completed at the University of Auckland  was finding out 
that student  teachers referenced  cooperating teacher’s direction nearly as much a risk taking and 
experimentation as a factor in how they learned.  For many practicum candidates  being directed 
while being allowed to experiment appeared to work in a positive way. (Haigh, 2006). 
In their research, Fairbanks, freedman and Kahn (2000) state that learning to teach, like teaching 
itself, “is neither simple nor explicit.”  Thus finding additional  answers to complex questions 
such as what do student teachers really learn from the practicum may advance the discussion 
about what learning takes precedence.  
CONCLUSION                                                                                                                                      
Although it is very helpful to look at candidates’ learning in courses and their views of what they 
have learned, it is critical to examine whether and how they can apply what they have learned in 
the classroom.  The problem of “enacting” knowledge in practice (Kennedy, 1999) is shared by 
all professions, but the problem is particularly difficult in teaching, where professionals must 
deal with large numbers of clients one at a time, draw on many disparate kinds of knowledge and 
skill, balance competing goals, and put into action what they have learned while evaluating what 
is working from moment to moment and changing course as needed.  Having examined a range 
of strategies, it seems that it will be important in this era of intense focus on single measures of 
teacher education outcomes to press for the use of multiple measures that allow a comprehensive 
view of what candidates learn and what contributes to their performance.  (Darling - Hammond, 
2002).  
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Abstract 
 The purpose of this study was to measure student perceptions of the effectiveness of 
mobile device usage in and out of class as a form of delivering course content. This study 
analyzed and compared data from two separate classes: a freshman class with complete device 
ubiquity (supplied to the students by the university), and a graduate class in which students may 
or may not have had mobile devices. Areas evaluated were: identification of the primary remote 
device used by the student; its importance at the university; usage in a specific course; how it 
was used in the courses under study; and, how effective the technology was in teaching class 
remotely (without professor present). Preliminary results suggest that despite not having 
complete device ubiquity, there was little difference between satisfaction with the use of mobile 
technology between the two classes.    

Introduction 
In this day and age technology has become commonplace in the home, at work, and in the 

classroom. It has opened the doors to new and exciting opportunities in the world of higher 
education. One of these new opportunities comes in the form of mobile learning (mLearning). 
Our increasingly mobile world has led to the creation of devices that allow us to remain 
connected at a distance.  

Traditional models of education dictate that students be required to turn off their mobile 
devices (i.e. cell phones) upon entering the classroom. In fact, many course syllabi say 
something to that effect. However, in this day and age where most every student has not only a 
laptop computer, but perhaps a whole range of mobile devices at their disposal, is this 
methodology even feasible?  The more important question may be, is this approach practical, 
logical, and in the best interest of active learning? 

Some universities may be brave enough to explore this issue head on. While some 
institutes of higher education may be forward thinking enough to allow students to use mobile 
devices in class, others have chosen to address this issue much more proactively; some even 
going so far as to distribute mobile devices (iPhones) to every student and faculty on campus. 
While this may be newsworthy, admirable, and “cool,” we must continually evaluate this 
pedagogy (as with any pedagogy) to see if this really can facilitate student learning, or is it just 
using technology for technology’s sake? mLearning has the potential to transform the way 
students absorb information, but with this transformation comes one important question: does it  
work? 

Review of Literature 
The merits of active learning in adult education have been well documented. It promotes 

independence, enhances students’ learning and critical thinking skills, and increases self-
confidence as students discover new subjects. Active learning has also proven to be a sustainable 
way to help students stay enthusiastic about the learning process, as well as allow them to  retain 
more information than passive learning (Petress, 2008; Dengler, 2008). What may not be known 
is how recent advances in technology have provided us with a new opportunity to engage 
students in their education and to keep the classroom active in a way that was previously 
inconceivable by the academic world. Since the creation of the Internet people have become 
increasingly mobile. There is a whole generation entering higher education who has grown up in 
a world of on-demand information access, and who are expecting their knowledge of digital 
media to be applicable in the classroom (Fisher & Baird, 2006). Education can no longer be 
treated as a static environment, but needs to be characterized by growing, changing, and evolving 
sets of opportunities. 
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Despite the wide range of mobile devices available, there is evidence that the majority of 
students have portable phones. Phones with wireless access are especially popular is 
underprivileged communities where students are unable to afford laptops or other mobile 
devices. As of  2005, nearly 80% of people between the ages of 18 and 29 owned portable 
phones, and in Asia nearly 100% of young adults owned portable phones (Koszalka & 
Ntloedibe-Kuswani, 2010). In Ireland, 96% of 11- 12 years olds owned a mobile phone, with 
72% using it for internet access (Fisher & Baird, 2006). These statistics show a large number of 
youth depending upon phones for their mobile technological needs instead of standard 
computers.  
Definition of mLearning 

mLearning is transforming the way the world looks at higher education. It has become 
integrated in various educational settings around the world, each community viewing its uses 
differently. Unfortunately one of mobile learning’s most attractive features, its versatility, also 
makes it hard to define. According to Winters (2006), every definition of mLearning is pulled 
from a certain community’s experience and background with it, thus making it near impossible 
to define the unique characteristics in and of itself. Nevertheless, key characteristics of mobile 
learning have been identified. These characteristics include the ability of the student to build 
his/her own knowledge in different contexts, the ability of the student to construct 
understandings, the change in the pattern of learning/work activity, and the ability to operate it 
without consideration for time or space (Winters, 2006). With these characteristics in mind, this 
study chose the following definition: learning by means of wireless, technological devices that 
can be pocketed and used wherever a signal is present. (El-Hussein, Osman, & Cronje, 2010). 
History and prevalence of mLearning 
           Mobile technology began to develop in the early 2000s, and has continued to progress 
ever since. There is little research about the early development of mLearning in the United 
States, giving the impression that it began overseas. The National College of Ireland began 
implementing mobile learning concepts into its curriculum in 2006 by utilizing a discussion 
program called Virtual Graffiti. Developed by O’Loughlin while he was a student at Trinity 
College, Virtual Graffiti operates as public space and allows students to respond to posts with 
pictures, graphs, videos, or text in a discussion format. This program eliminated the limitation of 
test only responses and gave students the ability to respond and learn in a variety of ways. It 
gives students the freedom to determine their own learning path as well as the ability to interact 
with fellow classmates freely both in and out of the classroom (Fisher & Baird, 2006). 

 One of the reasons mobile learning has become so successful is that it plays into the 
current generation of student’s on-demand mentality and fulfills their expectations of instant 
results and self-service. The decentralization of learning allowed by mobile learning technologies 
easily provides students with resources and instructional content outside the classroom, giving 
the students freedom to complete assignments and engage in the learning process on their terms. 
A consequence of this new ability to transmit and receive information regardless of location is 
the eventual extinction of the need for classrooms. No longer do students need to sit in the same 
room with their fellow classmates and teacher in order to engage in class content. Instead, they 
can remain miles apart and connect digitally through their mobile devices to participate in the 
activities and learn the required content. Emerging literature has begun to shed light on the fact 
that students may be able to learn as effectively outside of the class with mobile devices as they 
have in traditional teaching models (Fisher & Baird, 2006; Lai, Yang, Chen, Ho, & Liang, 2009; 
Koszalka & Ntloedibe-Kuswani, 2010). 

21



mLearning also gives this new generation of students the ability to become intimately 
involved in their education while using the technology they have grown up on. According to a 
survey done by Fisher and Baird (2006), mobile technologies better enables students to 
participate in class and prevents those in large introductory classes from feeling marginalized. It 
invites students to think together, fostering an environment where searching for the answers to 
questions becomes easy and enjoyable. Students are more likely to participate in mobile learning 
than traditional technology based learning. Students appear to hold less anxiety or lack of 
confidence when dealing with mobile devices compared to that felt when dealing with desktop 
computers; therefore, it is argued that students are motivated to use mobile devices and become 
engaged in mobile learning. Some reasons for students’ increased motivation in regards to 
mobile learning include control, ownership, fun, communication, learning-in context, continuity 
s, between contexts, and identity or the “coolness” factor (Jones, Issroff, Scanolon, McAndrew, 
& Clough, 2006). Overall, the freedom associated with mobile learning may prove attractive to 
students and motivate them to become involved in ways never seen before in the traditional 
classroom setting.  
           mLearning can also be characterized by its dependency on personal digital devices 
(deemed mobile devices) and the freedom they provide to access information outside the 
confines of the classroom. Mobile devices include wireless smart phones (i.e. iPhone, Evo, 
Blackberry), wireless music players (i.e. iPod, Zune), wireless game consoles (i.e. Xbox, 
PlayStation 3), PDA’s, PSP’s, and ultra-portable computers. All of these devices have wireless 
access to the internet, whether it is Wi-Fi or 3/4G capable, and provide the owner with unlimited 
communication and information gathering abilities (Wagner, 2008). The portability, prevalence, 
and advanced features of these devices were what initially sparked interest in mobile learning, 
and what continue to set it apart (Lai et al., 2009). The rapid evolution of these devices has been 
strongly influenced by competition between telecommunication companies, computer hardware 
companies, and software industries to develop the newest technology (Fisher & Baird, 2006; 
Koszalka & Ntloedibe-Kuswani, 2010). 
Current state of mLearning research 

This constant improvement of mobile devices has caused mLearning to evolve quickly, 
leaving a shallow history to look back on. Research surrounding the issue of technology tends to 
follow the same path as the technology itself, often becoming obsolete in just a short time. For 
example, in 2006 Fisher and Baird wrote that mobile phones were unable to handle graphics and 
large amounts of text, but in just two years a smart phone was developed that was able to handle 
many of the same programs as a desktop with little to no graphic or text adjustment. In the same 
article, they talk about mobile devices soon having the ability to use voice commands, a concept 
that is now a reality. 
           One limitation of this literature review is the lack of research on the effectiveness of 
mobile technology in the classroom. Its quick development coupled with a limited understanding 
has made it difficult to find literature dealing with the topic in depth. It has also made it difficult 
for scholars to conduct thorough studies testing mobile learning’s overall effectiveness. As a 
consequence, little is known about the overall usefulness of mobile learning or about the 
characteristics of good mobile learning (Koszalka & Ntloedibe-Kuswani, 2010). 
 Another limitation of this review is the lack of studies based in the United States. There 
have been very few studies conducted in United States schools and institutions, therefore this 
review has relied on global data. Further research needs to be conducted to see if there are any 
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differences in the way U.S. students adapt to and utilize mobile technology compared to students 
in other countries.  

Methodology 
 The present study attempted to begin addressing the question “does it work?” Since there 
is little out there on the efficacy of mLearning, there is no clear starting point. This study was 
exploratory in nature, seeking to gather information to lay the groundwork for additional future 
research. The study focused primarily on student perception of the use of mobile devices both in 
and out of the classroom for academic tasks other than writing.  
 The use of mLearning in these courses included activities such as anonymous instant 
polling, in-class web searches, interaction with the course blog, and small group discussions 
based on a small group mobile platform. Additionally, both classes were taught at least one class 
“remotely” in which the use of Skype alongside the use of mobile devices was utilized to teach 
course content while the professors were not physically present in class.  
Design 

The present study utilized a quasi-experimental design in order to compare classes with 
and without complete mobile device ubiquity. The study took place in a small, faith-based liberal 
arts university in rural west Texas. This university was selected due to the fact that it provides 
each undergraduate student and faculty a mobile device in the form of either an iPhone or iPod 
Touch.  
Participants 
 Upon approval from the university’s Internal Review Board (IRB) participants were 
selected for this project based on their enrollment in one of two courses. The first course used 
was a general social sciences based course made up of 28 multi-disciplinary freshmen. This 
section was selected due to the fact that each student in this class had been given a device from 
the university, so it could be certain that this course had 100% device ubiquity. The comparison 
group for this study consisted of a graduate social work course made up for 13 students. This 
course was selected because the university does not provide mobile devices for graduate 
students. These students made up what was theorized to be that of a typical college course, in 
which some of the students may have mobile devices while others might not. The combined 
number of participants for this study was 41 (N = 41). 
 Students were compensated with cookies provided by the researchers based on 90% class 
participation. 
Instrument 
 The instrument used in this study was a modified mobile learning survey obtained from 
the university. The university includes this survey as part of the course evaluation for all 
freshmen and asks a number of questions surrounding student perception, device usage, and 
satisfaction with use in courses. The survey was modified for use in this study to include 
additional questions surrounding specific course usage as well as the use of remote teaching 
lesson in each course.  
 The survey utilized a Likert Scale ranging from one to six (1 – 6), with one indicating 
strong disagreement with the statements given and six indicating strong agreement. The one to 
six model was chosen as to eliminate neutrality in responses given (numbers ranging from one to 
three indicated differing levels of disagreement while four to six indicated agreement).  
 An additional section was provided at the end for students to enter their qualitative 
comments regarding what they liked and/or disliked about the use of mobile technology in the 
courses.  
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 Students were given the survey via an anonymous online survey site. Answers to the 
survey were strictly confidential and did not include identifying information of the students.  
Data Analysis 
 Descriptive statistics were first run to determine the classification of the student as well 
as which device they identified as their primary mobile device used in class. 

The present study also utilized both t-test and chi-squared to examine and compare means 
between both classes. Scores were compared between classes to determine whether students in a 
class with complete device ubiquity are more satisfied with mLearning than those who were not 
given mobile devices. Results were examined at the .05 level of significance.  

Results 
Device Distribution 

The distribution of devices owned by undergraduates (N = 28) were as follows (Table 1): 
iPhone = 23 (82%), iPod Touch = 8 (29%), laptop computer = 13 (46%), desktop computer = 2 
(7%), other smartphone = 1 (4%). The distribution of devices owned by graduates (N = 13) was 
as follows: iPhone = 4 (31%), iPod Touch = 2 (15%), laptop computer = 10 (77%), desktop 
computer = 7 (54%), other smartphone = 2 (15%).  

When asked to identify which device they used in class as their primary academic mobile 
device, the distribution was as follows for undergraduates (Table 2): iPhone = 21  (75%), iPod 
Touch = 5 (18%), laptop computer = 2 (7%). When asked to identify the same, the distribution 
for the graduates was as follows iPhone = 1 (8%), iPod Touch = 2 (15%), laptop computer = 7 
(54%), other smartphone = 1 (8%), none = 2 (15%).  

Statistical significance was identified to be present between the use of both iPhones and 
laptop computers between the undergraduates and the graduates respectively (p < .05).  
Student Perception 
 Of the questions asked surrounding student perception of the use of mobile technology, 
the more noteworthy are displayed in Table 3. When asked if mobile technology made these 
specific courses meaningful and engaging, the undergraduates reported a mean of 3.6 while the 
graduates reported a mean of 4.3. When reporting whether mobile technology was useful in 
learning course content the undergraduates and graduates answered 3.7 and 2.7 respectively.  
 Table 4 represents the mean comparison of the participants’ perceptions surrounding the 
classes taught remotely by the professors using the mobile devices. When asked if the specific 
remotely taught class was as meaningful as when the professor was present, the undergraduates 
had a mean score of 3.9, while the graduates answered 3.5. When responding if they thought the 
use of mobile devices made that specific class possible, the scores were 3.7 and 2.7 respectively.  
 Participants were asked questions regarding other usage of the devices. When asked if 
they used their primary device regularly in other classes the undergraduates responded with a 
mean score of 5, while the graduates had a mean score of 3.6, which proved to be a statistically 
significant difference (p < .05). Finally, the participants were asked if they used their devices as a 
distraction in class (checking email, text messaging, checking Facebook, etc). The 
undergraduates responded with a mean score of 3.9 and the graduates 2.7, which was also 
significant (p < .05).  
Student Comments 
 Among the comments given by students in reaction to the use of mobile devices, some of 
the common themes were expressed as follows: 

o “Students pay more attention in class.” 
o “I am able to interact more with the lesson.” 
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o “It was easier to say my point of view through the device instead of saying it out 
loud. It was easier than feeling judged.” 

o With the mobile device, I text and play on the internet a lot more in class.” 
o It was hard to complete activities when not everyone had their devices with 

them.” 
Discussion 

 Although far from conclusive, the results of this study  create a great deal of insight and 
justification for further research. The most obvious difference in choosing which device was 
utilized as their primary mobile device in class was the fact that the undergraduates were 
significantly more likely to use iPhones while the graduates used laptops. This could obviously 
be attributed to the fact that the undergraduates were given iPhones by the university. This is, 
however, worth noting because although the two groups were using very different devices, there 
was not a significant difference in overall satisfaction with the use of mobile technology a part of 
the course in regards to finding the course meaningful and engaging. This is interesting in that 
most universities obviously do not have the resources to provide iPhones to all of their students, 
however, many students already use some type of mobile device (i.e. laptop, smartphone, etc), 
which could prove to be equally as effective in students’ eyes within the context of using mobile 
technology in higher education. In fact, when looking at the overall means for the question 
regarding whether mobile technology made the class meaningful and engaging, although there 
was not statistically significant difference, the graduates yielded a mean score of 4.3, indicating a 
low level of agreement with that statement, while the undergraduates yielded a mean of 3.6, 
indicating disagreement. The interesting fact about these numbers is that although the class did 
not only have non-ubiquity amongst all participants, but also the use of multiple devices, the 
graduates found mobile technology to be more helpful in their class than the class that mostly 
had iPhones. This may suggest that although most classrooms do not have all of one device, 
mobile technology can be useful and affective in those settings. 
 Regarding the class that was taught remotely using the devices (without the professor 
present), there was little difference between groups in reporting whether the class was as 
meaningful as when the professor was present. That said, both classes indicated that they 
disagreed with that statement. Furthermore, both classes disagreed that the use of mobile 
technology made that class possible at all. These results could be attributed to a number of 
factors, not the least of which was the number of technical problems that presented themselves as 
the class was unfolding. Problems such as not every student bringing their device, inconsistent 
internet coverage, sound difficulties using Skype, etc. created possible distractions during the 
class. More research needs to be done in order to understand if remote teaching is a viable option 
to traditional face-to-face methods. 
 Finally, when examining other uses of the devices outside of this specific course, the 
results are predictable. The undergraduates were significantly more likely to use their device as a 
distraction in class. The difference here could obviously be attributed to the difference between 
undergraduate and graduate students in general, meaning that graduate students may typically be 
older by nature, therefore less likely to be distractible in class.  This could also be due to the fact 
that graduates are in a program that is solely dedicated to their selected field of study, while the 
undergraduates were in a core class that is mandatory, perhaps making them less interested and 
more distractible.  
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Implications 
 Overall, one of the most important findings brought about by this preliminary study was 
that there was little difference between classes with complete device ubiquity and without. This 
could have important implications in the future of higher education. As technology will surely 
continue to evolve and improve, students will adapt to their use of technology. If there is a 
dedication to utilizing this technology as part of one’s pedagogy instead of shunning and 
forbidding its use in class, this study is important in the fact that it implies that no matter what 
specific device a student has, mLearning could play an important part in their education. 
 Certainly more research is needed in this area. This study is far from exhaustive and 
inclusive. The lack of academic measures is not necessarily a glaring weakness of the study, 
however academic aspects need to be considered in future studies. Next, comparing courses with 
similar participants and course content will also yield much more reliable results in the future. 
Doing so will allow researchers to theorize much more soundly around mLearning hypotheses.  
 The most important implication could possibly be the fact that there is still so much to 
learn about mLearning. This study has barely begun to explore all of the possibilities and 
ramifications of seriously embracing technology in the classroom outside of a projector and 
computer. This study points to the fact that students appreciate and find useful the 
implementation of mLearning aspects into the classroom. If higher education is to evolve and 
keep up with the modern student, this is a vital and necessary topic that needs to be further 
explored in great depths. 

Limitations 
 The limitations presented by this study are both substantial and recognized. While this 
study does shed light on an area of learning that is largely un-researched, it cannot be ignored 
that the design of the study does open itself up to question. First and foremost, as already stated 
the sample selected for this study cannot be considered identical or equivalent. Undergraduates, 
particularly freshmen, and graduates are very different. History and maturation affect both of 
these groups very differently, making it difficult to truly compare outcomes with these samples. 
For instance, freshmen reported that they were significantly more likely to use their mobile 
devices in class as a form of distraction than graduates. This is more than likely not a ubiquity 
issue, but more of a maturity and age issue.  
 Another limitation to the current study is that there are no measures of performance or 
academic achievement. While grades in a course may not be the best reflection of whether 
mLearning is truly affective, it would be helpful to have some sort of outcomes based in subject 
comprehension, retention, etc. The next logical step after this study would be to implement these 
types of measures to compare retention and comprehension of course content between classes 
with and without mLearning strategies implemented. 
 Along those lines it must be noted that this study did not compare two sections of the 
same course, rather two completely different classes altogether. While the results may be helpful 
in understanding student perception, the fact that the courses were not taught the same material 
must be looked at as a limitation when considering the findings. 
 Finally, the low number of participants (N = 41) might also be considered a limitation. 
Future studies utilizing larger sample sizes could do much in terms of lending more credibility to 
this area of inquiry.  
 Although this study did contain several noteworthy limitations, it does begin to help 
explore the new and emerging field of mLearning. As more and more students become “mobile” 
in and out of classes, is it important to begin looking at how affective utilizing these devices as a 
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tool of learning can help and hinder teaching pedagogies. Technology will only continue to 
evolve and grow. To be relevant and impactful, it is essential that those involved in higher 
education do the same.  
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Tables 

Table 1: Devices owned and used by participants   
  Undergraduate Graduate Overall 

    iPhone * 23 (82%) 4 (31%) 66% 
Ipod Touch 8 (29%) 2 (15%) 24% 
Laptop 13 (46%) 10 (77%) 56% 
Desktop * 2 (7%) 7 (54%) 22% 
Other smart phone 1 (4%) 2 (15%) 7% 
* p < .05 

    

 

Table 2: Devices owned and used by participants   
  Undergraduate Graduate Overall 

    iPhone * 21 (75%) 1 (8%) 66% 
Ipod Touch 5 (18%) 2 (15%) 24% 
Laptop * 2 (7%) 7 (54%) 56% 
Other smart phone 0 1 (8%) 22% 
None 0 2 (15%) 7% 
* p < .05 

    

 

Table 3: Mean comparison of undergraduate vs. graduate student perception  

  

Mobile technology made this 
class meaningful and 

engaging. 

Mobile technology was 
useful in learning course 

content. 

   

Undergraduate 3.6 3.7 

   Graduate 4.3 2.7 
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Table 4: Mean comparison between graduate vs. undergraduate of reactions 
to class taught remotely 

  

This class was as 
meaningful as when 

professor was present. 
Use of mobile devices made 

this class possible.  

   Undergraduate 3.9 3.7 

   Graduate 3.5 2.7 

    

 

Table 5: Mean comparison of undergraduate vs. graduate pertaining to 
other usage  

  
Used device regularly in 

other classes. * 
Used device as a 

distraction in class. * 

   Undergraduate 5 3.9 

   Graduate 3.6 2.7 
* p < .05 
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INTRODUCTION 
 The financial crises of low milk prices and high feed costs that plague the dairy industry 

have motivated a national dairy policy debate. Many of these proposals are vying for a position in 
the next 2012 Farm Bill and perhaps even sooner. While the industry debates over policy 
proposals and solutions, one issue remains at the forefront, how to handle overproduction and the 
products produced during these periods. Continuing dairy surplus and milk price volatility has put 
the dairy farm industry in peril. An examination of policy solutions will be thoroughly explored, 
along with current policies, some alternative proposals and their economic consequences.  

In late 2008 and all of 2009, dairy farmers experienced the most dramatic milk price drop 
in history. As the world recession forced banks to be far more conservative in their lending 
procedures, dairy farmers also saw their assets dramatically decrease overnight. Dairy cows that 
were once valued at $2,000 per head for a milking cow and $2,500 per head for a heifer were cut 
in half. Any dairyman that had built up his asset column saw his financial statements drastically 
reduced just because they stayed in business. On average, a 1000 cow dairy lost $300,000 per 
month in milk sales alone in 2009. It is estimated that 14% of the nations dairymen went of out 
business in 2009.  
 What most Americans know about the dairy industry is only what they see in the gallon 

jug, and the difference between Cheddar, Monterey or Colby Jack. But it is a complex system that 
even economists have a hard time explaining. Profits in the milk industry are a moving target. Not 
only is the milk price to the farmer based on the futures market, but also the feed prices are based 
on commodity futures. The price fluctuations at the grocery store do not reflect the price 
variations of milk sold on the Chicago Mercantile.  
WHAT IS WRONG WITH THE CURRENT SITUATION? 
 Milk price volatility makes the dairy industry unstable and unsustainable. Dairy farmers, 

who once concentrated on producing superior quality milk products and livestock, must now 
become economic analysts and commodity brokers. The reason for the variable fluctuations in 
dairy agriculture is that both supply and demand are inelastic; which is defined, as elasticity used 
to show the responsiveness of the quantity demanded of a good or service to a change in its price. 
As noted in the Stephenson (2010) analysis, “Variation in prices and profitability also can be 
viewed more specifically from a supply chain perspective. Supply chains typically involve the 
substantial time delays, so they are prone to oscillation” (Nicholson & Stephenson, 2010), 
Sternman notes that “production in inventories chronically overshoot and undershoot the 
appropriate levels” in many industries, and it is common to observe what is called amplification. 
The size of price oscillations tends to increase as one moves along the supply chain (that is, from 
consumer to farmer, in the case of agriculture) so that price and income variation is larger for 
primary suppliers (farmers) than for consumers (Stephenson 2010). 
 Farmers understand that market fluctuations are just a part of being in the agricultural 

business and something that must be counted upon when working out financial plans and budgets. 
But what dairy farmers cannot predict is the cyclical cycle of their commodity. Dairy farms are 
small and ineffective in comparison to the market that controls the prices. The price paid to dairy 
farmers has faced volatile swings for over two years. At present the industry is in the “boom” 
portion of the cycle, but for various reasons higher grain and feed prices are eating away at the 
profit revenues.  
 Excitement over these higher prices is also tempered as the inevitable cycle of unbridled 

expansion occurs as profits increase. Dairymen instinctually continue to invest and expand when 
profits are high, with little thought that most all dairymen in the industry are doing the same. The 
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predictable result is instability and overproduction. Milk markets become saturated and prices 
plummet. It would seem that one could predict the cycle, but it has yet to happen. “This suggests 
that cycles are endogenous, that is, generated by the aggregated decisions of the companies in the 
supply chain. Nor are exogenous shocks typically a good explanation for observed variability in 
prices, in part because the cyclical patterns are often quite regular in a way that (random) shocks 
would not be. Moreover, it is essential to ask why the current supply chain organization cannot 
mitigate random shocks” (Nicholson & Stephenson, 2010).   
 Controlling overproduction by means of quotas and limits may seem the obvious answer, 

but as Americans we worship the institution of American Capitalism and our free market system.  
But that isn’t to say that the government hasn’t tried to intervene. 
DAIRY POLICIES: PAST AND CURRENT 
 A review of dairy policies both current and expired, along with their origins, purposes 

and issues with their functioning, is a useful place to begin. The Dairy Support Program was 
implemented through the Agricultural Act of 1949. The Act moderated milk price swings by 
purchasing storable (cheese and dry milk) dairy products from the market during times of low 
milk prices and selling those products back into the market when prices were higher. Although 
this program did moderate price volatility in the market, it came at a high price to the government 
at a cost of more than $13/cwt in the 1980’s. Following several years of large government 
purchases to support those prices, “the support price was ratcheted down to a level that basically 
has not interfered with milk price since the early 1990’s and volatility has increased greatly. In 
the most recent Farm Bill, the support program was changed from supporting milk price at the 
farm level to supporting dairy product prices which would then indirectly support farm milk 
prices” (Wolf, 2009).  
 Prior to the 1990’s much of the price volatility was attributed to the seasonal differences 

in the milk supply and demand for dairy products. The “spring flush” occurs when a surge of 
calvings happens because of more cows giving birth. Thus, producing a greater amount of milk in 
the spring than in the autumn. Cows consume less in summer and winter and reflected lower milk 
production occurs during these months. In the 1950’s through the 1970’s a program using 
financial incentives and disincentives was called Federal Milk Marketing Orders. Producers who 
exceeded their base production quota were financially penalized while their portion was 
transferred to those who produced less. It was in the late 1970’s that the price support was very 
profitable as dairy producers continued to demand that Congress pass legislation raising the 
percent of parity used in price support. It remained at 80% during the Ford and Carter 
administrations (Wolf, 2010). 
 “In the early 1980’s the Milk Diversion Program made direct payments of $10 per 

hundredweight to producers who agreed to reduce their sales 5 to 30% below their established 
base for fifteen months”(Stephenson, 2010). By the early 1980’s the nation had far too much milk 
to know what to do with. The United States Department of Agriculture held emergency hearings 
to amend the federal milk orders to more evenly distribute the costs associated with the excess 
milk. Cooperatives were forced to ship greater distances or operated powder plants at much lower 
returns. During the “flush” periods, milk had to be dumped because there was no market for it. 
Government purchases of butter, powder and cheese filled storehouses with millions of pounds of 
these products. “Later in the 1990’s Congress collected two separate 50-cent assessments from 
dairy producers. The first was used to offset the large taxpayer expenditures on the Dairy Price 
Support Program, but the second was to be refunded to producers who reduced their production at 
least 8.4% below their base” (Stephenson, 2010). They later changed it to an 11.25-cent 
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assessment that was refunded to producers who didn’t increase their milk production in 
comparison to the previous year. This policy was eventually phased out. 
 The Milk Income Loss Contract (MILC) Program came about in 2002 and provided 

deficiency payments when the price of milk fell below a targeted level. The United States 
Government Accountability Office reported in 2004 that “the idea behind establishing a target 
price deficiency payment program is to allow markets to work to clear dairy products at market 
prices and then, when the market price is below the target price, to pay farmers based on the 
difference between these prices (U.S. Government Accountability Office, 2004).  The Farm 
Service Agency (FSA) implements this program. The payments were originally limited to the first 
2.4 million pounds of annual milk production per year. Payments are now made on the first 2, 
985,000 pounds of milk per year. 

To put this into perspective, a dairy with 1,000 cows will produce that much in less than 
2 months. In order for a dairyman to qualify, he must fill out with forms at this county FSA office 
that includes an “Adjusted Gross Income” (AGI) statement and the “Members Information”, 
“Farm Operating Plan”, and “MILC Supplemental” used to determine payment eligibility. The 
farmer must then select the start-month of when payment is sought. If the market price of milk 
exceeds the support price during the declared start-month, there is no eligibility for payment. A 
dairyman can change his selected start-month, but it must be on or before day 14 of the month 
prior to the MILC production start-month, before payment is sought, and before the original 
selected MILC production start-month has passed. This must be renewed each year.  A feed cost 
adjuster was later added to make the payments coincide with greater grain price volatility.  But 
this program is far more important to small dairy producers, as these payments are quite limited 
for a large dairy. “The MILC program has been accused of retarding the market signal to contract 
milk production by insulating farms from low milk prices” (Wolf, 2010). 

The difficulty with this program has proven to be just what the U.S. Government 
Accountability Office reported might happen, stating, “The difficulty in setting the appropriate 
target price is exacerbated by regional differences in costs of production. A certain Class III target 
price might provide adequate support during periods of low prices based on the costs of 
production in one region, but no in another. However, increasing the target price to provide 
adequate support for higher-cost regions would not only support production in areas where it is 
less economically efficient to do so, but would also provide greater benefits to farmers in lower-
cost regions. These higher benefits would increase the incentives to overproduce in those areas” 
(United States Government Accountability Office, 2004).   

A group called Cooperatives Working Together (CWT) was formed amongst dairy co-
ops who buy the milk form the dairyman, and then redistributes the dairy products. Each 
dairyman that sells to a co-op gives $0.02/cwt., which goes to the CWT for support programs. 
The first project to be implemented was the “Herd Retirement Program” which basically was a 
dairy herd buyout program. A dairyman would bid for a sell out price of his dairy cows. If the bid 
was accepted, he then agreed not to milk cows on his dairy for a year, or otherwise pay a penalty. 
The dairyman received his payment and the cows were taken and slaughtered. This was an 
attempt to minimize growth and reduce production. But this program has been abandoned as of 
Dec. 1, 2010 (Cooperatives Working Together (CWT), 2010). 

The CWT is still collecting from the dairy farmers, but has now focused on sales and 
exports. The CWT export program has been in effect since 2003.  The CWT Export Assistance 
Program exported more than 186 million pounds of cheese, butter, anhydrous milk fat and whole 
milk powder to 52 countries, adding over a billion dollars to dairy producer incomes. But because 
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of current policies of U.S. trade, our export market shares dropped significantly, while the 
European Union, New Zealand, and Australia had export market gains in 2009. The CWT 
discontinued the export emphasis from 2006-2010, but decided to reactivate in March of 2010. In 
2011, CWT accepted two requests for export assistance from Darigold to sell a total of 276 metric 
tons of cheddar and Monterey Jack to Asia. CWT has also assisted members in making export 
sales of cheese totaling 15.2 million pounds to fifteen countries on three continents. The export 
assistance program has helped maintain and gain market share while expanding the demand for 
U.S. dairy products (Cooperatives Working Together (CWT), 2010). 

The Dairy Export Incentive Program (DEIP) first authorized in 1985, provided cash 
bonus payments to dairy exporters. The original goal was to counter foreign dairy subsidies along 
with removing dairy surplus products from the market. Subsequent Farm Bill’s have added 
market developments to the DEIP.  The program was at its peak during the 1990’s and was not 
used since 2004. But the USDA announced its reactivation in May 2009 and under Section 1503 
of the 2008 farm bill, it was extended until December 2012. There has been more than $1 billion 
paid out in bonuses since it started (Shields, 2010).  
POLICIES BEING PRESENTED 

At present, there are three main types of policy changes being presented to Members of 
Congress. These can be categorized as supply management, market-based, or tiered-pricing 
approaches. 

Supply Management-supply management attempts to prevent depressed farm milk 
prices while reducing price volatility by affecting the level of milk production. Currently, the 
dairy programs regulate the pricing of milk marketing orders, but not the volume produced. 

Two supply management proposals were presented in both the House (H.R. 5288) and 
Senate (S. 3531) in 2010, but are still being reviewed (The Library of Congress, 2010). Both the 
Dairy Price Stabilization Act of 2010 (HR 5288) and the Dairy Market Stabilization Act of 2010 
(S 3531) would create a mandatory program that would affect the industry nationwide. The 
programs would attempt to stabilize milk prices to farmers by assessing fees to producers who 
increase milk production over specified production levels. This program would work alongside 
current dairy programs (The Library of Congress, 2010). 

HR 5288, would assign each producer a base milk marketing quota based on the highest 
annual milk produced over 2007, 2008, or 2009 (now to include 2010). The base would be 
adjusted depending on the level of the milk to feed price ratio. This is not a rigid quota system as 
seen in Canada and the European Union, but rather producers could sell as much milk as they 
wanted, but would pay a “market access fee” into a pool that would be redistributed to other 
producers who do not exceed their own allowable milk marketing base. 

S 3531 is very similar, but the major difference is that the Senate bill mandates the supply 
management program, whereas HR 5288 requires the approval of producers before it can be 
implemented. Both of theses programs would be self-funded by the fees paid by producers who 
choose to overproduce. It is estimated that these programs would effectively constrain 
overproduction and keep the milk price at or above a profitable level. University researchers 
estimate that this proposed legislation would also deter milk price volatility. This type of control 
has also claimed that providing more stable price to the farmer would also offer more consistent 
supply to the world dairy market (The Library of Congress, 2010).  

The National Milk Producers Federation (NMPF) has seriously considered other options 
for controlling overproduction. They have concluded that although the Federal Milk Marketing 
Order system provides substantial benefits to producers, the current end product pricing formulas 
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used to calculate minimum manufacturing milk prices have had some unintended consequences. 
A term in the industry called “make allowance” can be defined as the product price used to 
determine the value of milk by looking at the market prices of a few major dairy products and 
calculating the value of the milk that was used to make them. Producers believe that make 
allowances unfairly guarantee a profit to processors and processors insist that the formulas don’t 
allow them to capture a fair return on their investment. There is also concern that the make 
allowances negatively impact the Dairy Product Price Support Program and put federal order 
processors at a competitive disadvantage with unregulated areas and state milk marketing orders 
(National Milk Producers Federation, 2010). 

In addition, the inflexibility of minimum prices based on specific product prices can 
create risk for processors who produce other products when the government requires them to pay 
a price that doesn’t match the value of their products. There is also a concern by both producers 
and processors that the Federal orders don’t adequately address the difficulty and expense of 
balancing fluid milk supplies.  

The primary objectives of the Foundation for the Future (FFTF) Federal order reform 
proposal is the address the inequalities and inadequacies of end-product price formulas and to 
encourage manufacturers to produce new products resulting in higher returns not to themselves 
and dairy producers. It is also aimed to more equitably reward producers and handlers for 
balancing milk supplies. 
 The result proposal focuses on adopting competitive pricing for manufacturing milk, 

while maintaining minimum price protection for fluid milk, and pursuing new balance programs 
in markets where needed. The proposed reform program is more market-oriented while 
preserving the most valuable elements of Federal Orders. The use of competitive pay price will 
enhance price discovery and facilitate the ability to export offering greater opportunities for U.S. 
dairy products in the global marketplace (Shields, 2010). 
 Market-Based Plans-Market-based plans focus on the farmer managing their price risk, 

rather than trying to control supply and influence prices. Advocates of the market-based policies 
believe that the volatility in milk price will always remain. Therefore, in order to assist the 
farmer, market-based programs help the farmer minimize their loses and still capitalize on 
domestic and international demand.  
 The LGM-Dairy gross margin insurance was first offered by USDA’s Risk Management 

Agency in 2008. This insurance program provides dairy producers a monthly enrollment 
opportunity to develop and implement a financial safety net for their business plan for the year 
ahead, with protection the last 10 months of each 12-month enrollment period. Interest in this 
insurance was minimal as premiums were too expensive and had to be paid up front. There was 
nearly no enrollment during 2009, as dairyman had no margin to insure because of the price 
differential over the feed costs. In 2011, subsidized premiums were offered. USDA paid the 
insurance premium due at the beginning of the enrollment period while allowing the remaining 
insurance premium to be paid at end of enrollment period (Agriculture, 2010).  
 A Farm savings account program has been proposed to help dairy farmers save during 

profitable times, and have funds available to withdraw from during low income years. Tax 
benefits along with government matching funds are also part of the program. This has yet to be 
thoroughly investigated as the potential impacts to actual dairy farm incomes and participation is 
unknown.  
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 Tiered Pricing-The tiered pricing system sets a higher price for a portion of production 
(sales) and a lower price for the remaining portion. Some believe that a change in the federal milk 
marketing order could help stabilize milk prices and boost milk price returns to the farmer.  
 The Federal Milk Marketing Improvement Act of 2009, is designed to “help farmers get a 

fair price for their milk” and provide relief and assistance to dairy farmers by using the cost of 
milk production as the basis for pricing milk (Shields, 2010, p. 7). The system would move away 
from the Federal Milk Marketing Order and move closer to a production cost based system. This 
bill would allow USDA to reduce prices received by farmers in an effort to reduce 
overproduction. The price reductions would only apply to farms that increased their production 
from the previous year.  
 The “Ration-all Milk Pricing Program” was designed by a dairy nutritionist who came up 

with a concept that would set a milk price based on ninety-percent of a five-year production 
history. The milk price would also be based on a five year moving average price. The remaining 
ten percent would be priced by bids received by processors. Supporters of this plan say that it 
would tame down price volatility and allow farmers to better predict income. Opponents say that 
it would do little to actually control production and perhaps even encourage production when 
average price increases (Shields, 2010). 
IS ANYTHING REALLY WORKING? 
 This year has brought a better outlook for dairyman, but as prices continue to bring larger 

profit margins, so hasn’t milk production continued to rise. The Dairy Export Incentive Program, 
along with the CWT Export Assistance program has proven to keep the export market doing quite 
well. The export market has been able to maintain milk prices in order to help the industry sustain 
decent prices to the farmers. If exports drop off, there could be another crisis for handling the 
extra surplus produced by the farmers. Production has continued to increase on average of 1.8% 
consistently over the last ten years. Despite any controls that have been attempted so far, none has 
yet to be consistently effective (Gould, 2011). 
 The LGM-Dairy Gross Margin insurance program has yet to be thoroughly realized. It 

won’t be until Jan. of 2012 that farmers will have the opportunity to see if insuring their margins 
will help out. It has yet to be determined whether this program is going to be effective or not. It is 
still too early to make a cost comparison. But it does not address the issue of too much milk on 
the market. 
WHAT ELSE CAN BE DONE?  
 Milk production is increasing every month. Cattle numbers are growing and as long as 

cows have calves, they must be milked. This problem is compounded by the latest technology of 
sexed semen, which has significantly increased the number of heifers. In the last five years, the 
top ten dairy states have lost 11,413 dairy farms. While the numbers of farms are rapidly 
decreasing, the numbers of milking cows are not. Dairyman may go out of business, but the cows 
are only shifted to another dairy. Production continues to rise (Cooley, 2011). 
 Milk price volatility has been an important issue since the 1990’s. Much of this volatility 

has to do with the production portion of the dairy industry and the lack of markets to move 
product. In times of excess, USDA will continue to purchase the surplus at record low prices. 
When milk prices rise, USDA will sell the storable products (milk powder and cheese) at a profit, 
which distorts the milk sold on the commodity markets. 
 Secretary of Agriculture, Tom Vilsack, announced in April 2009 that approximately 200 

million pounds of nonfat dry milk would be transferred from the Commodity Credit Corporation 
(CCC) to USDA’s Food and Nutrition Service for use of domestic feeding programs. While this 
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figure seems enormous, this was only a small fraction of the actual amount in storage (Gould, 
2011).  
 1 in 6 people living in the U.S. are “food insecure”, a 39% increase since the recession 

(2007-08).  But yet in March of 2011, the USDA reported that there was 1.04 billion pounds of 
cheese in storage (Bank, 2011). When the price of dry milk increased, the USDA sold the 
remaining stored milk on the export market and discontinued giving it to the food programs. 
Currently, four half pints of shelf stable milk per family per month are given at local food banks 
in Washington State. Upon further research throughout the western states, this number is quite 
consistent. American cheese is given only to Senior Citizens at a rate of one 2-pound block per 
month. No cheese is available to families (Bank, 2011). 
CONCLUSION: A NEW PROPOSAL 
 Instead of the USDA using government funds to purchase extra surplus milk and putting 

it into storage, it is proposed that this surplus be quickly distributed to food and nutrition 
programs already suffering from desperate budget cuts. Not only would this assist families in 
need and programs that are seeing profound decreases to their funding; it would also give the 
dairy industry a better approach to a true market.  

The dairy industry must base its economic foundation on a true market of supply and 
demand. Overproduction and milk price volatility will continue to occur as long as the markets 
remain untrue. Exports have been the strongest support for keeping milk prices profitable. The 
U.S. milk supply must remain reliable and consistent in order for exports to be competitive in the 
world market. Storing surplus during the low market, and flooding the market in high markets 
will contribute to the volatility and create unreliability on the export market. It will be beneficial 
to all involved if milk surplus is distributed to food and nutrition programs. 
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Abstract 
This paper provides an analysis of survey data on fear of crime.  The surveys were administered 
to students attending a law school in Mexico.  Descriptive analyses of the data indicate that fear 
of crime is a considerable problem in Mexico, with the majority of respondents having reported 
concerns about burglary (82.9%), home invasion (88.5%), their safety when out during the day 
(84.3%) and their safety when out at night (61.4%).  Additionally, roughly a third of the 
respondents reported avoiding parts of the city due to safety concerns (29.6%).  Contrary to 
research conducted in the United States and Europe, regression analyses of the data indicate 
males were more concerned about their safety than were females.  Additionally, victimization 
experiences proved to be inversely related to fear about burglary.  The implications for future 
research are discussed.   
  
Introduction 
     Fear of crime may not garner the same attention from criminal justice researchers or 
practitioners as do phenomena such as illicit drug use, racial profiling, and violent victimization, 
but it is nonetheless an important phenomenon.  Research has shown that fear of crime may 
affect behavior in numerous ways.  People may avoid specific parts of a city due to fear of crime, 
females may refrain from flirtatious behavior owing to concerns about rape, and juveniles may 
carry weapons at school or skip school due to fear of school-associated crime (Bowen & Bowen, 
1999; Forrest, Zychowski, Stuhldreher, & Ryan, 2000; Foster & Giles-Corti, 2008; Hickman & 
Muehlenhard, 1997; Lane, 2002; Noaks & Noaks, 2000).  There is even evidence that “fear of 
crime is significantly associated with poor health” (Chandola, 2001, p. 113).  Moreover, when it 
comes to understanding the driving forces behind criminal justice policies and practices, the 
import of public anxieties about crime need be acknowledged.   
     Consider the utilization of severe penalties as means of dealing with crime.  Despite a dearth 
of evidence to suggest that harsh sanctions substantially impact crime—for instance, the lack of 
empirical data to indicate that the execution of convicted murderers lowers the homicide rate or 
that mandatory minimum prison sentences for drug traffickers reduce illicit drug use (Mascharka, 
2001; Radelet & Lacock, 2009; RAND Corporation, 1997)—many policy makers in the United 
States have remained steadfast in their support for such measures.  The support for hard line 
crime control measures among elected officials is impacted by the popularity of such sanctions 
among the populace which, some research suggests, is fueled by fear of crime (Beckett, 1997; 
Dowler, 2003; Johnson, 2009; Keil & Vito, 1991; Rankin, 1979).  For example, based on 
analyses of data gathered in the United States and the Czech Republic, Costelloe, Chiricos, 
Burianek, Gertz and Maier-Katkin (2002, p. 209) found that fear of victimization significantly 
impacted punitive preferences in both locales: Findings which lend “credence to the hypothesis 
that fear of crime is an important predictor of punitiveness and that this relationship potentially 
holds true across national borders.”   
     Building upon Foucault’s notion of “governmentality,” Lee (2001) provided an eloquent 
analysis of the role of fear of crime and, just as importantly, the role of statistical analyses of 
survey data on public fear of crime in shaping public and political discourse on the problem of 
crime and import of crime control in the United States.  It is Lee’s (2001, p. 480) contention that 
advances in social scientific research methods and the evolution of criminology as an 
independent and apolitical field of study “may have contributed to both a conservative discourse 
on crime policy and the emergence of ‘fear of crime’ as a disciplinary and governmental object 
of inquiry and regulation.”  That public anxieties about crime have had an impact on U.S. public 
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policy is evidenced by the fact that, at least since the 1988 presidential race when U.S. Vice 
President George H. W. Bush made Massachusetts Governor Michael Dukakis’ support for 
prisoner furloughs (i.e., the Willie Horton incident) a major campaign issue, virtually every 
serious contender for national office has made efforts to appear “tough on crime.”   
     Politicians in the United States are by no means the only elected officials on the planet who 
have supported hard line crime control measures due to public anxieties about crime (see, for 
example, de Maillard & Roche, 2004).  To provide an example relevant to this study, consider 
the situation in Mexico.  Although Mexico abandoned the death penalty in the early 1900s, with 
the last state sanctioned execution in the country have been conducted in 1937, in the early 2000s 
there was considerable discussion about the restoration of the penalty: Discussions fueled by 
public concerns about crime.  To present a few specifics, in response to a number of crimes 
carried out by police officers, in 2001 Zacatecas Governor Ricardo Montreal suggested that law 
enforcement officials involved in organized criminal activity be subject to the death penalty 
(Perez, 2001).  In 2003, shortly before the present data were gathered, the Institutional 
Revolutionary Party (one of Mexico’s more powerful political parties) and the Green Party held 
a public referendum on the problem of crime and the restoration of the death penalty in Mexico 
and, as part of the activity, sponsored an opinion poll on the death penalty conducted via 
telephone and internet in the state of Mexico.  The results showed that the majority of 
respondents (reports vary between 70% and 85%) favored the death penalty (Adams, 2003; 
Peters, 2003; Schiller, 2003).   
     The next summer hundreds of thousands of residents of Mexico City held one of the largest 
public marches in recent history and called upon the government do something about the 
escalating levels of crime.  Of especial importance, many of the marchers were reportedly from 
the upper socioeconomic classes.  While farmers, laborers, and university students often stage 
protests in Mexico, it is unusual for members of the upper economic echelons to engage in such 
activity; an indicator of the high level of public concerns about crime in the nation (Schiller, 
2004).  In the years since then, the Mexican government has responded to violent crime and 
public concerns about the violence with increasingly combative measures, the most notable 
example being the use of military forces to combat drug traffickers (Iliff, 2007; Llana, 2007; 
Wilkinson & Ellingwood, 2010).  In short, as fear of crime may impact behavior and shape 
public policy, it is an issue worthy of study.  This paper contributes to the literature by providing 
an analysis of fear of crime in Mexico.    
 
Literature Review 
      There is a sizeable body of literature on fear of crime with numerous scholars having 
examined the impact that variables such as age, race/ethnicity, and socioeconomic status may 
have on fear of crime (Chiricos, Hogan, & Gertz, 1997; Clemente & Kleiman, 1977; Eitle & 
Taylor, 2008; Hale, 1996; Lane & Meeker, 2004; Smith & Hill, 1991), but owing to the 
similarities in age, ethnicity, and socioeconomic status among the respondents in this study, there 
is no need to discuss such findings.  This review of the literature tightly focuses on research 
pertinent to the effects gender and victimization may have on fear of crime.  Because much of 
the research on fear of crime has been conducted in the United States, most of the literature 
reviewed herein pertains to analyses of fear of crime among U.S. residents.  The paucity of 
research on fear of crime in nations other than the United States is a problem which the present 
study makes a small step toward addressing.   
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     As to the relationship between gender and fear of crime, analyses of data gathered in locations 
across the United States have shown females to be more fearful of crime than males (Benedict, 
Brown, & Bower, 2000; Clemente & Kleiman, 1977; Ferraro, 1996; Fisher & Sloan, 2003; 
Haynie, 1998; Toseland, 1982).  For example, Eitle and Taylor (2008) analyzed data gathered in 
Miami-Dade County, Florida, and found that females were more fearful of crime than males and 
that the relationship between gender and fear was consistent across all racial and ethnic groups 
examined (Blacks, Cuban Hispanics, non-Cuban Hispanics, and Whites).  Similarly, in studies of 
fear of gangs and gang-related crimes in Southern California, Lane and Meeker (2003a; 2003b) 
found that fear of gangs was greater among females than among males.  The relationship 
between gender and fear of crime has also been documented in nations other than the United 
States.  Research conducted in England showed females tended to be more fearful of crime than 
were males (Gray, Jackson, & Farrall, 2011) and Kristjansson’s (2007, p. 72) analyses of data 
gathered in Iceland and Scotland showed that gender was a significant predictor of perceived 
security “in both countries, with females feeling less safe than males.”  Kristjansson also noted 
that gendered variation in fear of crime was greater in Scotland than in Iceland.  While the bulk 
of the literature on fear of crime indicates that females are more fearful of crime than are males, 
there are a number of exceptions.   
     Analyses of data gathered in Mesa, Arizona, suggested that gender was “significantly 
associated with fear of crime but not fear of gangs” (Katz, Webb, & Armstrong, 2003, p. 115)   
Analyses of data on fear of gangs and gang-related crimes in schools gathered in Brownsville, 
Texas, showed that female high school students were more fearful than male high school 
students of gang members and gang-related thefts, but that gender was not significantly 
associated with fear of attack by gang members (Brown & Benedict, 2009).  In contrast, analyses 
of data gathered in a Midwestern metropolitan area showed that females were more fearful than 
males of personal victimization, but that gender had no impact on concerns about property 
crimes such as burglary (Schafer, Huebner, & Bynum, 2006).  In summary, while the bulk of the 
literature suggests females tend to be more fearful of crime than males, there are exceptions and 
there are numerous discrepancies as to which forms of fear are impacted by gender.   
     Research pertaining to the effect of victimization on fear of crime has generally indicated 
there is a relationship between the variables (DeValve, 2005; Wallace, 1998), but the specifics of 
the relationship are subject to debate.  Contrary to the common sense assumption that violent 
victimization has a greater impact on trepidation of crime than non-violent victimization, 
Toseland’s (1982) analysis of national survey data from the United States showed that having 
been threatened with a gun and having been mugged did not significantly impact fear of crime, 
but that burglary victimization was a significant predictor of fear.  An analysis of survey data 
gathered in North Carolina indicated that having been the victim of a property crime or both a 
property crime and a personal crime was correlated with high levels of fear, but that “personal 
victimization alone turns out to have no measurable effect on levels of expressed fear” (Smith & 
Hill, 1991, p. 232).  Dull and Wint’s (1997) examination of survey data obtained from college 
students indicated that victimization was significantly associated with fear of property crimes but 
had no impact on fear of crimes against the person.   
     An analysis of data obtained from a survey of juveniles in England suggested that youths 
“who had been victimised expressed fears related to the victimisation they had suffered” (Deakin, 
2006, p. 385).  A study of juveniles in Mississippi showed that victimization was significantly 
correlated with fear of school crime among females, but not among males (May & Dunaway, 
2000).  Analyses of the previously mentioned survey data on high school students’ fear of gangs 
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in Brownsville, Texas indicated the relationship between victimization and fear of victimization 
may be offense-specific.  Specifically, the study showed that concerns about gang-related assault 
were impacted by assault victimization, but no other types of victimization, and that concerns 
about gang-related theft were impacted by theft victimization, but no other forms of 
victimization (Brown & Benedict, 2009).  And analyses of the previously mentioned data on 
perceived security in Iceland and Scotland showed that victimization significantly impacted 
perceptions of insecurity in Scotland, but not in Iceland (Kristjansson, 2007).  In summary, while 
there is evidence to suggest victimization can have a palpable impact on fear of crime, there are 
discrepancies as to which types of victimization affect concerns about which types of crime 
among which demographic groups and some evidence to suggest the relationship is not 
internationally uniform.   
 
Methodology: Survey and Sample 
     The data analyzed herein were culled from surveys administered to law school students in 
Mexico in the summer of 2003.  The survey was designed to gather information about 
demographics (e.g., age, gender) and a number of crime and justice-related issues such as 
victimization, fear of crime, and beliefs about criminal justice agencies and practices (e.g., 
attitudes toward law enforcement, views on the treatment afforded to suspected criminals).  As to 
victimization, the survey contained questions about whether the respondents had ever been the 
victim of a physical assault, a weapon-related assault (attacked by someone with a knife or gun), 
a non-violent theft (wallet or purse stolen), and a burglary.  The goal was to obtain data on 
violent and non-violent victimization.  As to fear of victimization, based on the heretofore 
discussed studies which indicated there are different types of fear of crime (e.g., fear of personal 
victimization, fear of property victimization), the respondents were asked whether they were 
concerned about burglary, home invasion, their safety when away from home during the day, 
their safety when away from home at night, and whether there were any areas they avoided due 
to fear of victimization.  The goal was to obtain data on crime-specific concerns, general 
concerns about safety, and whether behavior modifications occurred as a result of crime (i.e., 
avoidance behaviors).  Because of the exploratory nature of the research and concerns about 
issues such as the time required to complete the surveys, the response options for the questions 
about victimization and fear of victimization were dichotomous (Yes/No).   
     Due to a number of issues such as limited resources and concerns about the willingness of 
people in Mexico to respond to questions about crime and criminal justice officials, random 
sampling was not an option.  As Mexico is a developing nation with considerable poverty and 
numerous shanty towns, it is not clear whether there are any comprehensive lists of the 
residences and contact information of the general populace from which a sampling frame could 
be compiled.  Thus, a decision was made to focus on students attending institutions of higher 
education: A population considered to be accessible, capable of comprehending the value of 
social scientific research, and thus likely to cooperate.  The use of a non-random sample is not 
unusual in studies of this sort.  Previous scholars who studied crime and justice issues in Mexico 
and other developing nations had to rely on non-probability sampling techniques, inclusive of 
non-random samples of university students (e.g., Costelloe et al., 2002; Jiang, Lambert, & Wang, 
2007; Olivero & Murataya, 1998).   
     The surveys were conducted in a law school in a metropolitan area on the eastern coast of 
Mexico; one of the nation’s major port cities.  For readers unfamiliar with the Mexican system of 
higher education it is important to note that law school in Mexico is a baccalaureate program 
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with a five year curriculum, not a graduate program as in other North American nations (i.e., 
Canada and the United States).  Because of the curriculum structure of the law school wherein 
the present data were gathered, a stratified cluster sampling technique was considered the best 
option for obtaining a reasonable size sample and eliminating the possibility of surveying the 
same students repeatedly.  Surveys were administered to a first year class, a second year class, a 
third year class, and a fourth year class.  Because the surveys were administered in the summer, 
it was not possible to administer surveys in a fifth year class.     
     A total of 303 students responded to the surveys, but many did not fully complete the surveys, 
having opted not to provide some basic demographic information and/or responding to only 
some portions of the questionnaires.  For example, while few respondents left the question about 
age blank (N=6), about a fifth (N=62) declined to identify their gender.  An examination of valid 
responses indicates the sample was composed of a roughly even mix of males and females (45.6% 
and 54.4% respectively) who were, on average, 21 years of age, but because of the missing data 
the precise demographic composition of the sample cannot be determined.  The high level of 
missing data is likely due to the inclusion of questions about criminal justice agencies (e.g., 
courts, law enforcement agencies) on the surveys.  It is probable that some respondents did not 
adequately comprehend the protections afforded by anonymous surveys and were concerned that 
their responses could be traced back to them and generate reprisals from criminal justice 
authorities.  Previous scholars who conducted surveys pertaining to law enforcement agencies in 
Mexico did not inquire about demographic characteristics specifically due to concerns about 
reluctance on the part of respondents (Heisler, Moreno, DeMonner, Keller, & Iacopino, 2003; 
Olivero & Murataya, 1998).   
 
Analyses, Findings and Discussion 
          Initially, univariate analyses were conducted to gauge the general concern about crime.  
The descriptive analyses of the data show that fear of crime is a sizeable problem, with the 
majority of respondents having reported concerns about burglary (82.9%), home invasion 
(88.5%), their safety when out during the day (84.3%) and their safety when out at night (61.4%).  
Additionally, roughly a third of the respondents reported avoiding parts of the city due to safety 
concerns (29.6%).   
     Next, logistic regression analyses were conducted.  Logistic regression is an appropriate 
analytic technique for analyses of dichotomous variables and well suited to the present data set 
because it allows for significance within small samples (DeMaris, 1995).  However, because of 
missing data, almost a third of the cases were excluded from the regression analyses.  In the 
multivariate regression models of the various forms of fear of crime (see Table 1), burglary 
victimization and assault victimization both proved to be significantly associated with fear of 
burglary, but the relationship was inverse with crime victims being less likely to report concerns 
about burglary than respondents who had not been victimized.  Beyond that, victimization 
showed to have no significant impact on fear of crime.    
     Gender did not prove to be significantly associated with the offense-specific concerns (i.e., 
fear of home invasion and fear of burglary), but the relationships between gender and general 
concerns about safety during the day, general concerns about safety at night, and avoidance 
behaviors proved statistically significant.  Of interest, the relationships were opposite those 
typically reported in the extant literature.  Whereas research conducted in the United States and 
Europe has shown females to be more fearful of crime than males (Eitle & Taylor, 2008; Katz et 
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al., 2003; Kristjansson, 2007), the present data indicate fear of crime is greater among males than 
among females.   

(See Table 1) 
     The present findings are important for a few reasons.  First, the data indicate that fear of crime 
is a significant issue in Mexico, with the majority of respondents having both crime-specific 
concerns and general concerns about their safety.  It is important to keep the high level of 
reported fear in mind when considering the effects gender and victimization had on the 
respondents’ fears.  With a sizeable majority of the respondents (more than 80%) having 
indicated concerns about burglary, home invasion, and their safety during the day, there is scant 
variation to be explained.  The fact that victimization proved to have a statistically significant 
impact on fear of burglary and that gender had a statistically significant impact on concerns 
about safety during the day, despite the limited variance in these types of fear, is itself an 
indicator of the import of these variables in understanding fear of crime.   
     Next, there is the finding that males were more likely than females to report general safety 
concerns and avoidance behaviors.  This finding is of interest because it contradicts the findings 
from studies conducted in the United States and Europe.  Although criminological research 
conducted in the United States has time and again shown females are victimized less frequently 
than males (Dorsey & Robinson, 1997; Rennison, 2002; Truman & Rand, 2010), analyses of fear 
of crime in the United States have consistently shown higher levels of fear among females than 
among males.  Several scholars suggested the high levels of fear of crime reported by females in 
the United States were the result of females’ concerns about the inability to physically defend 
themselves (especially against a physical or sexual assault) and concerns about coping with the 
emotional, financial, physical, and psychological hardships which may accompany victimization 
(Ferraro, 1996; Lane & Meeker, 2003b; May, 2001; Parker & Ray, 1990; Skogan & Maxfield, 
1981; Young, 1992).  The present finding that female university students in Mexico were less 
likely than their male classmates to be concerned about crime suggests that the high levels of fear 
reported among females in the United States may not be a global norm.   
     As for explaining the finding that a significantly greater percentage of males than females 
reported safety concerns and avoidance behaviors, it may be that males in Mexico are more 
likely than females to be the victims of violent crime, are aware of the likelihood of victimization, 
and that such awareness impacts their concerns about crime.  Because of the poor quality of law 
enforcement in Mexico, with many people distrusting and fearing the police (Heisler et al., 2003; 
Olivero & Murataya, 1998), crime reporting is haphazard and crime data from Mexico are not 
generally considered accurate.  It is thus difficult to empirically verify the assertion that, in 
Mexico, males are more likely than females to be victimized.  However, international and 
comparative criminological research has shown that males tend to be violently victimized at 
higher rates than females in virtually every nation with reliable figures on criminal victimization 
(LaFree & Hunnicutt, 2006).  Analyses of the present data on victimization revealed no 
significant gender differences in assault, burglary, or theft victimization, but the difference in the 
percentage of male and female respondents who reported having been the victim of a weapon-
related assault (16.5% and 7.1% respectively) did prove statistically significant.   
     Moreover, as previously mentioned, the problems of organized crime and violence in Mexico 
are great enough to have merited sizeable demonstrations of public discontent and encouraged 
government officials to assign crime control duties to the military.  In short, there is ample cause 
to believe that within Mexico males are more likely than females to be violently victimized and it 
is possible that the male respondents in the present study were aware of this and that such 
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awareness is at least partially responsible for the gender differences in fear of crime.  This 
suggestion is speculative and the present data do not permit further examination of the issue, but 
within the confines of the data it is the most plausible explanation for the gender variance in 
general safety concerns and avoidance behaviors.   
     Next, there are the present findings pertaining to the impact of victimization on fear.  Viewed 
in light of the assorted prior findings relevant to the relationship between victimization and fear 
of crime, the findings that most forms of fear of crime examined in this study were not 
significantly impacted by victimization is of little interest.  For example, as heretofore discussed, 
some research has suggested that violent victimization experiences do not enhance concerns 
about victimization (Smith & Hill, 1991; Toseland, 1982) and Kristjansson (2007) found 
victimization was not significantly associated with perceived security in Iceland.  What is 
peculiar is the finding that assault victimization and burglary victimization were inversely 
associated with concerns about burglary.  A possible explanation for the present finding that 
victimization is inversely associated with concerns about burglary is that persons who have 
endured criminal victimization are more aware of the process of recovering, more confident in 
their abilities to recover, and thus less likely to be concerned about handling a victimization 
experience, especially the experience of being the victim of a crime in which no one is 
threatened or injured and involves only the loss of property.   
 
Summary and Concluding Comments 
     The present study is important for a couple of reasons.  First, this study provides empirical 
evidence that fear of crime is a significant problem in Mexico.  The descriptive analysis of fear 
of crime indicated that the majority of respondents had concerns about their safety both while at 
home and while away from home and that about a third of the respondents avoided specific areas 
due to fear of crime.  Second, this study raises questions about the generalizability of findings 
pertaining to fear of crime in the United States.  Regression analyses suggest that assault 
victimization and burglary victimization were inversely related to concerns about burglary.  
However, it important to bear in mind the fact that there was little variance in concerns about 
burglary, with a large majority of respondents (more than 80%) having reported concerns about 
burglary.  The fact that any of the victimization variables retained their significance in the 
multivariate analyses serves as an indicator of the strength of the relationship between these 
variables.  Viewed in light of the sizeable body of literature on fear of crime in the United States 
which indicates that victimization may enhance fear of crime, these findings are of interest in 
that they indicate the relationship between victimization and fear of crime frequently found in the 
United States may not be a global norm.   
     Furthermore, the relationship between gender and fear was opposite of that reported by 
scholars who studied fear of crime in the United States.  Whereas research conducted in the 
United States has shown females to be more concerned about crime than males, in the present 
study male respondents proved to have more concerns about their safety and were more likely to 
engage in avoidance behaviors than their female counterparts.  This finding is salient in that it 
suggests that impact of gender on fear of crime may vary internationally.  Similar to the United 
States, Mexico is a patriarchal society wherein bravery and combative ability are viewed as 
indicators of manliness (or machismo, as the case may be).  Nonetheless, the male respondents in 
this study were more likely than their female colleagues to be concerned about their safety and 
avoid specific areas due to safety concerns.  This is an issue future gender scholars may wish to 
explore.   
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     While the present findings are important, it is also important to acknowledge that they are 
based on an analysis of data obtained from a sample of university students, not a sample 
randomly selected from the general population.  It was thus impossible to ascertain what impact 
variables such as age, education, and socioeconomic status may have on fear of crime.  
Additionally, because of the exploratory character of this project, the questions about 
victimization and fear of crime were rudimentary and had dichotomous response options which 
do not allow for highly refined statistical analyses.  Finally, there were considerable missing data 
and roughly a third of all cases had to be excluded from the regression analyses of fear of crime.  
In short, while this study is important it is essential to keep in mind that it is exploratory in nature 
and that, because of the methodological limitations, the findings must be viewed with caution.  
There is clearly a need for additional research on fear of crime in Mexico and other Latin 
American nations.   
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Table 1:  Regression Coefficients and Standard Errors for Fears of Crime  
Regressed on Gender and Victimization 
 

 
* p.<.05 
** p.<.01 
*** p. <.001 

 Fear Home 
Invasion 

Fear Burglary Concerns 
About Safety: 
Day 

Concerns 
About Safety: 
Night 

Avoidance 
Behaviors 

 B S.E. B S.E B S.E B S.E B S.E. 
Gender 
 

.110 .460 .395 .409 -1.087* .465 -.939** .307 -.797* .318 

Burglary 
  

.201 .495 1.276** .420 .827 .466 .493 .355 -.117 .377 

Theft 
 

.659 .495 -.053 .468 .081 .486 -.156 .377 .015 .410 

Weapon 
Attack 

.977 .578 .593 .566 -1.146 1.078 -.878 .604 -.834 .498 

Assault 
 

.768 .445 1.501*** .412 .357 .411 .095 .309 .621 .344 

 N=219 
R2=.096 

 N=216 
R2=.209 

 N=218 
R2=.108 

 N=219 
R2=.097 

 N=218 
R2=.098 
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Civil Defense Update: Why do you need a ‘57 Chevy? 
 When "cruising the subject of Civil Defense,” it is mandatory to use a “Civil Defense 
Update Roadmap” to understand current day capabilities and concerns of national and state 
governments for your personal knowledge and “possible life saving” applications.  This paper 
addresses the following areas of Civil Defense: 1) definition, 2) history, 3) future plausible 
catastrophes, 4) Nuclear-Biological-Chemical (NBC) concerns, 5) personal survival decision 
points, 6) personal survival considerations, and 7) a revealing summary. 
Civil Defense Definition 
 Civil Defense is defined in this paper as "The system of protective measures and 
emergency relief activities conducted by civilians in case of hostile attack, sabotage, or natural 
disaster." 1 
History of Civil Defense  
 During World War I (WWI), Civil Defense was originally called “Civilian Defense.” The 
British formed this capability first; the United States (US) followed and formed the Council of 
National Defense on August 29, 1916.  The goal of US Civilian Defense was four-fold in 
developing: 1) anti-saboteur vigilance, 2) encouragement of men to join forces, 3) Liberty bond 
drives, and 4) support of the soldiers' morale. 2 The Council of National Defense was activated, 
but then disbanded after the end of WWI.  During World War II (WWII), the Council of 
National Defense was reactivated by President Franklin D. Roosevelt and Civil Defense was put 
in full swing.  
 During Cold War after WWII, US President Truman established the Control of 
Electromagnetic Radiation (CONELRAD) designed both to confuse radio direction-finding 
technology used by the Soviet Union and to disseminate information to citizen.. 3 Communism 
was feared by the US Government, and members were identified, monitored, and often put on 
trial. The book, Red Scare of Philadelphia, identified the "public phobia" of these communists in 
Philadelphia, Pennsylvania.  In 1963, the Federal Communications Commission (FCC) created 
the Emergency Broadcast System (EMS) to communicate to the US citizens in case of a national 
civil defense emergency occurrence.  In 1947, the National Security Resources Board (NSRB) 
assumed Civil Defense planning duties until 1949. 4 On March 3, 1949, the National Security 
Resources Board, Executive Office of the President (EOP) assumes Civil Defense planning 
duties until 1950. 5 
 Mutually Assured Destruction (MAD) simply stated, is the "complete, unconstrained 
launching of the entire US nuclear arsenal, as a response to an attack by a nation such as the 
USSR."  The Cuban Missile Crisis in 1962 implemented the concept of "Duck and Cover" in 
which films demonstrated school children dropping to the floor and covering themselves with 
their desks.  In today's US environment, children are directed to "Duck, Cover, and Hold On."  
Many US citizens don't even realize that government facilities such as the missile bases at 
Denton, Texas exists: thus, this area will be targeted in an Russian MAD attack or response.  The 
1950’s and 1960’s Cold War shelters suggested by the US Government to be built are primitive 
and not effective against NBC attack. 
 From 1979 until 2001, Civil Defense was served by Federal Emergency Management 
Association (FEMA). 6  In 1992, the definition of Civil Defense per National Security Directive 
66 under President George H. W. Bush was changed to "Manage . . . catastrophic emergencies 
and those unique to attack emergencies in order to protect the population and vital 
infrastructure.”  After September 11, 2001, President Bush created the cabinet level Department 
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of Homeland Security (DHS).  Civil Defense reports to DHS, and the Health and Human 
Services Department’s Center of Disease Control (CDC) coordinates with DHS.  The National 
Emergency Management Association was created in 2006.  Considering the effectiveness of 
FEMA during Hurricane Katrina, and the fact that emergency management continues to "add 
layers of complexity," is highly doubtful that the US Government will protect the US citizens 
during initial NBC attack. 
 Upon review of this history, has the government really accomplished more than 
reorganization?  Catastrophic communication and corrective reaction now requires many more 
organizations to filter and coordinate activities. 
Plausible Catastrophes  
 Plausible Catastrophes requiring the US Civil Defense to take action include: 1) "Acts of 
God," and 2) "Manmade Catastrophes." 
 
Acts of Gods 

• Earthquakes and/or tsunamis 
• Large regional volcanic activity 
• Tornadoes or hurricanes 
• Floods or storm surges 
• Solar flares 
• Astronomical bodies colliding with Earth such as meteors, planets, and comets 
• Polar wandering with or without plate tectonics reconfiguring the world's continents (as 

evidenced by the geological history of Gondwanaland and Pangaea). 
 
Manmade Catastrophes 

• Terrorist Attacks using NBC  
• MAD between major nuclear capable countries 
• Rampant disease(s) 
• Facility Failures such as experienced from 1979 thru 2011: 7 

o 1979 – Three Mile Island reactor failure 
o 1984 - Chemical plant failure at Bhopal, India 
o 1986 – Chernobyl reactor meltdown 
o 1987 – Goiania, Brazil – Hospital grade Cesium contamination 
o 1999 – Tokaimura Japan nuclear fuel conversion plant failure 
o 2011 – Fukushima Dai-ichi, Japan nuclear plant failure 

NBC Concerns 8 
 Nuclear exposure of the following is a threat to US civilians and others: 

• Gamma, beta, alpha radiation from nuclear weapons (Plutonium-239, Uranium-235, and 
resulting Strontium-90) 9 

• Radiation from medical facilities: universities and laboratories and radiography and 
gauging (Cobalt-60, Cesium-137, Iridium-192, Radium-226). 10 

• Electromagnetic pulse (EMP) 
o Loss of Internet and electronic devices 
o Loss of regional and/or national power grids (note: major transformers needed to 

repair the grids are not manufactured in the US) 
• Canister exposure of radioactive material 
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• Briefcase dirty bombs 
• Improvised nuclear devices ( IND) sometimes referred to as "suitcase bombs" 
• “Black market” weapons and/or radioactive material sales 
• Nuclear power plant attacks 
• MAD 

 The World Health Organization (WHO) has issued a Nuclear Radiation Hazards Guide 
due to recent nuclear accidents. 11 The following imperatives were given by Irwin Redlener, a 
disaster preparedness expert at Columbia University, in the event that a nuclear device was 
detonated nearby, you should: 1) find shelter in the core of a building, away from all windows, 2) 
be at least three floors up, and at least three floors from the roof to avoid fallout, 3) sit in a 
parked car rather than being out on the street, and 4) find an underground parking lot or 
basement to seek shelter. 12 Many websites state that your only true hope of surviving a nuclear 
war is dependent on your own initial actions. 13 

Your best hope of surviving a nuclear war in this century is self-help civil defense 
- knowing the basic facts about nuclear weapon effects and what you, your 
family, and small groups can do to protect yourselves. Our Government continues 
to downgrade war-related survival preparations and spends only a few cents a 
year to protect each American against possible war dangers. During the 10 years 
or more before the Strategic Defense Initiative (Star Wars) weapons can be 
invented, developed and deployed, self-help civil defense will continue to be your 
main hope of surviving if we suffer a nuclear attack. 

 “Prophylactic Potassium Iodide pills maybe required to protect your thyroid against 
injury both from war fallout, and also from peacetime fallout if the United States suffers its first 
commercial nuclear power reactor accident releasing life endangering radiation.” 14 “Over the 
counter” post radiation exposure treatments are available too. 15  Personal radiation equipment 
such as “NukAlert 24-7 Radiation Monitor and Alarm” can be kept on your keychain and gives 
first notification. 16 A "peel and stick RADSticker™” can be applied to a work badge or license 
for quick access and evaluation of received radiation. 17 
 Biological weapon dissemination of the following common agents is a threat: 

• Abrin 18 
• Anthrax 19 
• Brucellosis 20 
• Plague 21 
• Tularemia 22 
• Q Fever 23 
• Botulinium 24 
• Tricothecen 25 
• Ricin 26 
• Smallpox 27 
• Solanine (Patato Poison) 28 

 Chemical agents exposure of the following common agents is a threat to civilians: 
• Chlorine 29 
• Hydrogen Cyanide 30 
• Lewisite 31 
• Mustard Gas (Yperite) 32 
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• Phosgene 33 
• Sarin 34 
• Tabun 35 
• VX 36 
• Cancer-causing genotoxic heavy metal Powder (Dense Inert Metal Explosives Bomb) 37 
• Tear-gas Grenades (Xylyl Bromide) 38 
• Bromine 39 
• Chloropicrin (Trichloronitromethane) 40 

 Decontamination solution for biological and chemical agents such as DECON DF200, is 
available for personal purchase. 41  This solution can be stocked in your emergency shelter.  
“Eight steps for preparing for radiation exposure and other emergencies” are listed to consider 
for initial reaction to a devastating crisis: 42 

1. Prepare for radiation exposure by actions such as taking potassium iodide pills. 
2. Make a “go bag” containing items needed for three days. 
3. Know the safe spots with load-bearing interior walls. 
4. Know when and how to shut down water, gas, and electricity in case of damaged utility 

lines. 
5. Get ready to rendezvous at designated places where your family will reunite after a 

disaster. 
6. Create a out of state call-in contact - it's often easier to call long-distance than locally at 

the disaster area. 
7. Plan for pets by including pet food, leashes, and veterinary records. 
8. Investigate likely dangers and determine warning signals, evacuation routes, and 

emergency services in your community.  
Personal Survival Decision Point  
 Crucial assessment must be made to determine personal philosophy on individual 
protection prior to government assistance (if your region will be served after the crisis).  This 
determination compares to approaches to collections such as stamps, coins, and political 
memorabilia.  It is hardly possible to collect everything; a desired set must be determined.  This 
is true with personal initial protection too.  A “disaster reaction kit” that can be kept in your 
car(s) and a safe place such as a hardened shelter are very feasible and affordable.  How do you 
weigh “Cost vs. Un-preparedness” when your loved ones are at stake? What happens to you 
when the regional and National Power Grids are out of commission and you have no electricity?  
How will you get news if EMS is down with no viable secondary system for mass 
communication? Government decontamination systems and gas mask distribution happens "after 
the fact," will you suffer or will you be prepared?  Availability of protective gear, equipment, 
supplies, and food after an initial crisis is highly questionable.  If a nuclear attack occurs, 
reactive hoarding may occur; it is recommended to have 1 year of food on hand for each person 
in your shelter.  
Personal Survival  
 If you elect for “personal survival,” then present day preparation is crucial. Simple to 
complex hardened shelters require planning, building, and stocking as priorities.  Here is a brief 
list of viable considerations: 
1) Transportation (a ’57 Chevy or non-electronic ignition in case of EMP) Note: General 

Motors (GM) electronic ignitions were available as early as 1973. 43 
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“With a "pre electronic" vehicle, you can purchase spare coils, point/condenser, 
alt/gen, etc, and store them in a metal garbage can sealed with metal tape.(this 
acts as a metal faraday cage) Maybe throw in a bag of desiccant for moisture 
control. In the event of an EMP attack, 30 minutes of wrenching and your back on 
the road.” 44 

2) “Go bags” with gas masks and NBC gas canisters in each vehicle. 
3) Food and water sources (1 year worth per person) 45 
4) Critical electronic equipment 
5) Electronic equipment protection for instance storing the equipment in a Faraday Cage 
6) Communication capabilities (Short wave, UHF, Ham Radio, walkie-talkies) 
7) Survival equipment 
8) NBC decontamination supplies 
9) Hardened shelter(s) 
10) Communication capabilities 
11) Survival equipment 
12) Training resources 

The following training resources may become crucial in light of no Internet capability 
due to EMP or loss of electrical power for: 

• Shelter systems 
• NBC actions 
• Initial food, water, and diet rules 
• First aid 
• Weapons use 
• Communication equipment 
• Self defense 
• Hand to hand combat 
• Reconnaissance 
• Swift entrance and clearing buildings 

• Conducting raids 
• Edible plants 
• Hunting, fishing and trapping 
• Cleaning and processing game 
• Gardening 
• Personal survival 
• Ammunition Reloading 
• NBC decontamination 
• NBC and survival military manuals 
• Biofuel generation and refining

 Much of this training is revealed in the Foxfire Series noting critical survival techniques 
(“by living of the land”) as summarized by the editor: 46 

In the late 1960s, Eliot Wigginton and his students created the magazine Foxfire 
in an effort to record and preserve the traditional folk culture of the Southern 
Appalachians. This is the original book compilation of Foxfire material which 
introduces Aunt Arie and her contemporaries and includes log cabin building, hog 
dressing, snake lore, mountain crafts and food, and "other affairs of plain living." 

Summary  
  Do you want to wait for initial government help after a crisis has already happened?  
While others - friends, coworkers, and acquaintances, flounder at an attack at hand, you can 
hurry to your vehicle (hopefully a '57 Chevy or equivalent) for immediate survival equipment 
(especially a NBC gas mask), and then go to your prepared shelter or rendezvous point while 
others fall prey to the crisis circumstances.  Weigh Irwin Redlener’s recommendations if you are 
not able to get to your vehicle, and protect yourself as much as possible.  You need to have 
supplies ready because rioting and "fear purchasing" may leave communities without food and 
crucial items within days of a crisis.  Remember, self-help civil defense may protect you and 
your family while others fall victim to the crisis at hand.   
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Introduction 
  The co-chairs in a small department at a regional university have been in the process of 
collecting and analyzing data regarding the pro’s and con’s of a co-chair position versus a chair 
position. Current research within the field of educational leadership and higher education, focus 
mainly on the role of the single department chair.  
    Department chairs within the university system are responsible for overseeing multiple 
areas of importance.  Scheduling, budget management, tenure/promotion, varied faculty issues 
and concerns, and requirements from university administration are activities that most 
department chairs are held accountable for.  Ninety-seven required activities for department 
chairs were identified in a study by a team of researchers at the University of Nebraska 
(Creswell, et. al., 1990).  Other studies have identified a minimum of fifty-four required 
activities that chairs are held accountable for (Tucker, 1992).  As the role of a single department 
chair seems to be the norm within the university system to carry out these varied responsibilities, 
rarely is it seen that the workload is shared between the roles of department co-chairs.  
    Many studies have grouped chair activities according to leadership responsibilities and 
administrative functions. The leadership position that offers and requires interaction with faculty 
is the department chair (Stanley, 2007).  Leadership responsibilities often include helping to 
establish a vision for the department, assist in creating a supportive communication climate and 
effectively managing conflict (Lucas, 1994).  Administrative functions tend to focus on the 
smooth operation of the department.  Activities such as scheduling, managing the budget, 
managing faculty and staff, and making personnel decisions fall under this function.   
    The literature involving the university chair position identifies a huge discrepancy 
between what is expected of the position and the amount of training people holding chair 
positions have.  Studies have shown that preparation for the role of department chair is limited 
and very little training is provided to chairs (Lumpkin, 2004).   
    Compensation for individuals who become university department chairs usually involves 
a reduction in teaching load and, at some universities, a monetary stipend.  With limited benefits 
associated with the chair position, the literature identifies a variety of reasons as to why faculty 
become chairs.  Some faculty assume the position because they are asked to, no one else wants to 
do it, or they are interested in pursuing an administrative career (Lumpkin, 2004).  Again, a 
discrepancy between the importance of the position in the university system and the reasons for 
assuming the chair position is apparent in the literature.      
    Individuals who are successful as department chairs are more likely to want to share 
governance with the faculty.  They aren’t interested in the power or prestige of the position 
(Wergin, 2004).  The concept of shared responsibility and shared governance is found in many 
articles involving leadership within the university system, and the concept of a co-chair model of 
leadership seems to fit within this shared governance model of leadership.   Shared governance is 
much more complex; it is a delicate balance between faculty, staff and administrative 
participation in planning and decision-making (Olson, 2009). 
       However, very little research has been conducted on leadership within the university 
academic department (Whitsett, 2007), and at this time no research was found regarding the 
positives and negatives of a co-chair model of leadership at the university department level.      

This case study was designed to compare the pro’s and con’s of a chair and co-chair 
model of leadership involving one department at one regional university in the northwest part of 
the United States.  The case study mode of reporting is chosen due to the nature of the questions 
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that drive the inquiry, and the examination of contemporary events within a bounded system 
(Merriam, 1988; Stake, 1988; Yin, 1988). 

 
Method 

Setting 
This study took place in a small teacher education department at a regional university 

located in the Pacific Northwest.  The teacher education program at this university graduates 
approximately 450 education majors each year.  Each teacher candidate seeks an endorsement in 
another area other than the major, with special education, literacy, bilingual/TESL being among 
the most common which are housed in the Department of Language, Literacy and Special 
Education (LLSE).  

This department recently changed from a traditional chair leadership to a co-chair 
leadership. The co-chair position within a university department is a relatively rare occurrence at 
this university, with the single chair being the model most used in departments across campus. In 
order to best assess the role of co-chairs and to use the data to help improve the department, the 
researchers and a graduate assistant developed a survey to gain insight into the pro’s and con’s of 
a chair position versus a co-chair position. 

A graduate assistant, rather than the two researchers, collected the data from the 
standardized, open-ended interview survey to reduce bias.  Open-ended or unstructured 
interviews are defined as “an informal interview, not structured by a standard list of questions” 
(Nichols, 1991, pg. 131).  The strengths of an oral face-to-face survey include clarifying 
questions, probing for more detail, and having control over the response rate.  Oral survey 
interviews often yield the richest data, details and new insights (Spradley, 1979). There are, 
however, several weaknesses as well. It takes time to collect the data, and a face-to-face 
interview may introduce bias (Rubin & Rubin, 1995). 
Participants 
 The Language, Literacy, and Special Education department (LLSE) is comprised of three 
programs: Literacy, Bilingual/Teaching English Second Language (TESL), and Special 
Education.  The department includes fifteen faculty: thirteen tenure track faculty and two non-
tenure track faculty.  

The survey was completed by eight tenure track and two non-tenure track faculty within 
the LLSE department.  Two department chairs who work closely with the LLSE department, the 
Dean where the department is housed, and the Office Manager for the LLSE department were 
also surveyed.  Data were collected on an individual basis, with the graduate assistant meeting 
with each respondent in their respective office. 

 Data from open-ended questions were collected in the areas of communication, access to 
the position, and faculty support from the position.  Respondents were asked to identify the pro’s 
and con’s of a chair and co-chair position related to those three areas.  All respondents had a 
minimum of one year experiencing the leadership in the LLSE department with a chair position, 
and one year experiencing the leadership in the LLSE department with a co-chair position.  All 
responses to the survey were collected during a two-week period.   

 
Description of the Open-Ended Survey 
 In order to collect the thoughts and opinions regarding the pro’s and con’s of the chair 
position and the co-chair position, a simple open-ended survey was constructed. The survey 
consisted of an introductory statement requesting the participant to identify the pro’s and cons’ 
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of each position with specific examples. Three broad categories were focused on in the survey: 
Communication, Access to the Position, and Faculty Support from the Position. Participants 
were asked to reflect on the pro’s and con’s relative to the chair and co-chair for each broad 
category. An additional section was added, entitled Additional Comments, for those participants 
who wanted to add any other comments that were not discussed under the three broad categories. 
Data Collection 

The survey data were collected during a two-week period in February, 2011.  The 
graduate assistant contacted each faculty member in the department. Each faculty member had 
the option to participate or decline participation in the study. The graduate assistant met and 
interviewed the participants for an average of 25 minutes to record the data.  The graduate 
assistant explained the survey, clarified questions and paraphrased answers in order to collect 
accurate responses from the participants. All data were reported anonymously. 

(See Table 1, 2 & 3) 
Results 

Since anecdotal data was collected, trends of responses by survey participants were 
analyzed.  In the three areas surveyed (Communication, Access to the Position, and Faculty 
Support), it was significant to note that the no comments data from the participants indicated that 
all participants had comments about pro’s of the co-chair position.  The chair position also had 
some participants state there were no Pro’s to the chair position.  The con’s section of the co-
chair position in the three areas had more no comments from the participants compared to the 
chair position. 
           Communication pro’s and con’s to the chair and co-chair positions were identified by 
participants.  Participants listed pro’s of the chair position to be confidentiality, and more 
focused communication.  Pro’s of the co-chair position involved response time, shared 
governance strengths, and choices for whom to talk to.  Participants listed con’s of the chair 
position as amount of responsibility for one person, timely responses, access, and possible bias.  
Con’s of the co-chair position involved possible confusion as to whom to communicate with and 
different perspectives with co-chairs.  
            Access to the position was the second area where pro’s and con’s were identified by 
participants.  Pro’s of the chair position involved only one chair to go to and student consistency 
is maintained with one chair.  Pro’s of the co-chair position involved having someone always 
available.  Con’s of the chair position involved lack of availability and too many other 
responsibilities to deal with.  The Con’s of the co-chair position involved the process of 
communicating availability. 

Faculty support pro’s and cons was the last area identified by the participants.  Pro’s of 
the chair position involved having only one chair perspective.  Pro’s of the co-chair position 
involved faculty comfort, more time to sit down and analyze, two supporters, easier access, and 
more perspectives.  In other words, more chairs equal more time, more support. Con’s of the 
chair position listed that the position was spread too thin and only had one chair perspective.  
Con’s of the co-chair position involved chairs may not get along, need time to talk before a 
response is given, and may have differing opinions. 
 

Discussion 
            The original intent of this survey was to assess the role of co-chairs and to use the data to 
help improve the department.  As Spradeley (1979) indicated, the open-ended survey data that 
was collected was rich and detailed.  As a consequence, this survey provided insights into 
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helping improve faculty relations, but also, insight into better collaboration with other 
department chairs and deans. For example, in the area of Communication, a con, or negative 
aspect of the co-chair position was that participants felt an uncertainty as to whom to go to with 
concerns.  With a co-chair model, participants were unsure which chair handled which duty. The 
co-chairs were able to address this issue with faculty and provide clarity. Another example is in 
the areas of Access to the Position and Faculty Support. In both areas, participants indicated that 
a pro, or benefit, was that faculty felt comfortable and could go to either co-chair to discuss 
issues of concern. The co-chairs have acknowledged this pro and encouraged open 
communication within the department. 
            Although the data collected has been useful in making immediate department 
improvements, the broad data collected could be further refined. The data could be further 
categorized, a Likert scale survey constructed and used to assess co-chair effectiveness at the end 
of the academic year. On-going improvements with faculty relations, department vision, conflict 
management and providing a supportive environment (Lucas, 1994) could be worked on as a 
collaborative effort, much like a shared governance model (Olson, 2009).   
            On the other hand, as the researchers reviewed the literature, it was noted that there was 
very little written on the roles of co-chairs or on the benefits of the co-chair model within the 
university system. It is evident that more studies need to take place regarding the benefits of the 
co-chair model, especially as it connects to a shared governance role in the university system 
today. 
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Table 1 
Communication  
 

Chair – Pro’s Chair – Con’s 
       
Q1.  What are the pro’s and con’s of communicating with one Chair versus Co-Chairs? 
 
 •One person to communicate with 
•More confidentiality 
•Can see a pattern of communication 
•Four no comments 

 
 

 
 
 
 
 
 
Co-Chair Pro’s 

•Difficult communicating during quarter                                                                                 
breaks 
•Too much information to assimilate for 

one 
 person  
•Only one perspective 
•Disagreements may need a third party 
•More bias 
•Lack of availability 
•Delayed response rate 
•Four no comments 
 

 
Co-Chair Con’s 
 

•Workload can be divided 
•Sharing information  
•Can always find one of them 
•Distribute duties 
•More than one perspective 
•More than one program represented 
•More comfort choosing who to talk to 
•Better when communicating with students 
•Availability 
•Quicker response time 
•Zero no comments 

•Institutionally negative  
•Choosing which chair to send messages 
to 
•Uncertainty as to who to go to 
•Different views-go to the other if you 
don’t get what you want 
•Six no comments 
 

Note. Number of participants (n=14). 
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Table 2 
 
 Access to the Position 
 

Chair – Pro’s Chair – Con’s 

Q2.  What are the pro’s and con’s of faculty access to one Chair versus Co-Chairs? 

•Responsibilities   
•Emails always checked 
•Only one person to go to 
•Know where to find them 
•Students have consistency with one chair 
•Five no comments 

 

•If gone, no one available 
•Emails not responded to in timely 
manner 
•Difficult to locate 
•Not always available  
•Too busy with other responsibilities 
•One no comment 
 

Co-Chair—Pro’s Co-Chair—Con’s  

•If time is divided there is at least one chair 
•Email is always checked 
•One is always available  
•Availability was mentioned frequently 
•Zero no comments 

 

•Letting people know when available 
•Must have a commitment to be around 
faculty 
•If both are teaching may have difficulty 
getting in touch with them 
•Five no comments 

Note. Number of participants (n=14). 
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Table 3 
 
Faculty Support from the Position 
 

Chair – Pro’s Chair – Con’s 

Q3.  What are the pro’s and con’s of support for faculty from one Chair versus Co-
Chairs? 

•There should be no difference (Chair-vs.-
Co-Chairs) 
•One perspective 
•If committed can be a pro 
•Four no comments 

 

•Chair is spread thin 
•Limited support, experience, resources, 
information 
•If authoritative - doesn’t support faculty 
•Making time for support 
•Doesn’t listen to faculty 
•One perspective may not support 
faculty 
•Three no comments 
 
 

Co-Chair Pro’s Co-Chair Con’s 

•Shouldn’t make a difference  
•Faculty comfort – two people 
•More time to sit down and analyze  
•Two people to support faculty 
•Easier access 
•Two chairs appear more confident 
•Brings another perspective 
•More time for support 
•Can double the time for support 
•Zero no comments 

•A con if chairs don’t get along 
•Need time to talk before responding 
•May have differing opinions 
•Six no comments 
 

Note.  Number of participants (n=14).  
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Introduction 
Today a “classroom” can consist of students from all over the world. The traditional face-to-face 
style of learning is becoming a thing of the past. The research literature describes the current 
situation of online learning as a fast developing field, with academic institutions offering more 
and more online courses, which are becoming increasingly more popular among students. As 
online learning continues to grow and become accepted as a long-term strategy in education 
(Ferguson & DeFelice, 2010), the “quality of the student experience of learning” (Ellis, Ginns, & 
Piggott, 2009, p. 304) is an ongoing concern. 
 
Caring Online 
Sitzman and Lener (2006) conducted a study that explored student perceptions of caring in 
online classes. They wanted to identify what students believed instructors should do to convey 
and sustain caring in an online classroom. The 122 respondents were all nursing students 
enrolled in online classes and they identified the following ten items as extremely important for 
their success in an online classroom: 1) write out and post clear instructions regarding schedules 
and due dates, 2) provide a detailed class calendar that includes due dates for postings, papers, 
and projects, 3) respond to postings and emails within 48-72 hours, 4) write out and post clear 
instructions re: acceptable length/quality of required online communications, 5) demonstrate 
respect for the learning process by exhibiting excellence in creating/presenting content, 6) 
provide supportive/corrective guidance to students via email or telephone rather than in a public 
venue, 7) express belief that students will be successful in the online setting and verbalize 
enthusiasm for learning, 8) when responding to students work, refer to specifics so that they 
know their work has been thoroughly read, 9) provide scheduled phone availability so students 
know when the instructor will be available to speak to them, and 10) recount challenges 
experienced in the online setting and share remedies that have worked for self and others.  
 
Purpose of This Paper 
The purpose of this paper was to share strategies currently being utilized in Health Promotion 
Human Sexuality and Substance Abuse online classes at Weber State University in Ogden, Utah 
that other instructors can use to build positive relationships amongst students and instructors. To 
personalize the online experience and have everyone really enjoy the class, the first thing all 
participants should do is follow 10 simple “Netiquette” rules.  
 
1. Remember that people on the other side of the screen are human. Always treat people the way 
you would like to be treated. Before ever sending an email read it two to three times to check the 
“tone” of it. Just adding a smiley face at the end of a response can change the entire tone and 
response of a message.  
2. Adhere to the same standard of behavior online that you follow in your real life. Some people  
believe that a lower standard of ethics or personal behavior is acceptable online, and it is not! 
Always be ethical, don’t break rules, and remind students that they should never cheat! 
3. Look before you leap, know where you are in cyberspace. In a Discussion Group for example, 
encourage participants to spend a little time “listening” to the chat to get a sense of the 
personalities in class. Once comfortable, encourage them to jump right in! 
4. Respect other people’s time. Don’t post gibberish and respond to everything just to be heard. 
A student’s time is valuable as most of them are working full-time jobs and have families so 
make sure that whatever is posted is worth their time to read. 
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5. Make yourself look good online. Know what you are talking about, try to make sense, and 
always be pleasant and polite. In most online classes you will never be judged because of your 
skin, weight, or age because people don’t know what you look like. You will however, be judged 
on your writing! Spelling and grammar DO COUNT! 
6. Share expert knowledge and speak from experience. Learning from others is a goal of online 
learning but there is nothing worse than a “know it all” who doesn’t know anything. 
7. Help keep “flame wars” under control. “Flaming” is when people express a strongly held 
opinion without holding back any emotion. Is it forbidden? Should it be allowed? No, it is not 
forbidden and yes, it should be allowed but monitored by the instructor or the “gate keeper” of 
the Discussion Group or Chat Room.  Sharing strong opinions can actually generate a lot of great 
conversation. Just be respectful and mindful of all participants.  
8. Respect other people’s privacy. If students don’t want to talk or participate in Discussions 
or Chats don’t get pushy. Also, remind students to never forward an email they have received 
from a fellow classmate to others without their permission.  
9. Don’t abuse your power. Having more power does not give you the right to take advantage of 
anyone!  
10. Be forgiving of other people’s mistakes. Think twice before reacting to minor mistakes or 
what you believe are “dumb questions.” Tell your students that there are NO dumb questions! As 
an instructor, choose your battles and even if you feel strongly about something, think twice 
before reacting.  When you become frustrated and respond too quickly it’s likely that you will 
type something that you might not normally say and a major disadvantage to the reader is that 
they can’t see your body language. If this happens, save the message, cool down and then read it 
later before sending it. If you need to change the tone do so. Always just try to put myself in the 
other person’s shoes and ask yourself, “How would I feel if I got this email?” Be forgiving and 
kind! 

 
Assignments That Help Personalize the Online Experience 
After a careful review of the research it was determined that instructors should make every effort 
they can to help their students feel welcomed and valued. One way to do this is to encourage 
them to develop online relationships with other classmates in an environment that is not use to 
fostering friendships. The following is a list of online assignments that appear to do just that.  
The first week of classes have all students post a Bio with pictures and encourage them to share 
all they are willing to about themselves. After students have had a chance to read all of the Bio’s 
ask them to choose a person or persons that they would like to be Buddies with for the semester. 
As the instructor you can establish your own policies but one basic rule of thumb is that if they 
agree to be Buddies they must be willing to check in with each other once a week and be 
available for those “dumb questions.” When students have a Buddy it will free up a lot of the 
emails the instructor would otherwise get because one policy should be that they must ask their 
Buddy first.  
Another way to build relationships is to assign Service Learning Projects and encourage 
students to participate and earn their hours with their Buddy. Service learning projects allow 
students to contribute to the communities in which they live and going with their Buddy will 
allow them to make friendships and build relationships with people in an environment where in 
the past they have felt very alone.  
Another activity that will help improve class morale is to create a Scavenger Hunt. Scavenger 
hunts force the students to peruse the syllabus so they can’t say later “they didn’t know.” Most of 
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the questions should focus on policies regarding assignments, discussions, chats, tests, and 
contact info, etc. When students “know where they are going and how to get there” it allows 
them to relax and focus on the content of the class. 
Another activity that will keep students involved and will help create a sense of time in the 
“classroom” is to post Discussion Questions that relate to the topic you are covering at that time. 
It is the authors’ belief that you should not force students to participate because they often just do 
so for the points. Consider assigning “mystery points” at the end of the semester with clear 
expectations if they have participated in a meaningful way. Discussion questions allow students 
to express their opinions about sensitive topics (abortion, homosexuality) and to read and 
respond to how their classmates feel. Remind them often that they might not agree on someone 
else’s position about an issue and that it is OK to feel this way. Encourage your students to think 
outside of the box and to “listen” to what others say and believe. As an instructor it is OK to just 
read what they write but not get involved unless you have to put out a fire. This should be their 
opportunity to share feelings and thoughts and not have the instructor involved or “listening in.”  
As a side note, as the semester progresses you might notice a student who is always silent. The 
student who is always silent can be a problem. The student who is essentially silent, asks 
nothing, and communicates little is hard to get to know. Is the silence because they are brilliant 
or bored? Or, is it something else? How can you tell? Do everything possible to start a 
conversation. Ask questions directly, and always address the student by name.  
Another activity you should consider if you want to build relationships with your students on a 
more personal level are to have them simply write you Letters. Letters allow students an 
opportunity to ask questions that they might not otherwise ask, share how they feel the class is 
going, and when a student trusts you they will often share more personal things. Are they time 
consuming on the instructors end? YES. Are they worth the effort? FOR SURE! In the past 
students have shared in Letters that they have been raped and don’t know what to do, that they 
are in a domestic violence situation and need help, or that they are using drugs and don’t know 
where to turn. As an instructor you can now serve as a bridge of sorts and help your students 
make contact with valuable community resources. Students enrolled in online classes often don’t 
have anyone to turn to or anyone to go to when they need help and an assignment like this will 
definitely personalize the online experience! 
 
Other Online Strategies 
 If your goal is to build relationships and be an effective online instructor here are some other 
tried and true suggestions: 1) follow all rules, regulations, and policies established by your 
institution, 2) timeliness is crucial in all phases of online teaching so be mindful of the person on 
the other end waiting to hear from you, 3) always give assignment feedback that is thorough, 
detailed, and positive, 4) establish a good communication relationship with your students and 
supervisor, 5) always be more than just a minimal presence in the classroom, 6) keep your 
enthusiasm and motivation to teach obviously high, 7) become a noted expert in your field, 8) 
attend online workshops and webinars; get involved in Listservs and discussions, 9) continually 
upgrade your education. Regardless of your terminal degree, seek out more formal education, if 
possible; attend professional conferences; join professional associations; subscribe to and read 
journals, books, and blogs, anything that focuses directly on your field.  
Other things the instructor can do to build relationships is to grade assignments electronically so 
they have automatic feedback and always keep your grade book current. Provide very detailed 
instructions and provide examples if possible. Directions can be in text form as well as narration 
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(Voice E-Mail). Create learning modules that are colorful, use graphics or video-stream your 
face to face lectures online. Try to meet the needs of all learners by being creative. A really good 
way to add instructor visibility is through screencasts. There is free downloadable software from 
TechSmith called Jing (www.jingproject.com/), which allows a created file to be saved in a .swf 
format or in screencaster as a link that can easily be shared in emails or announcements. The file 
created can be a single image or a video. Let your “voice” or “self” be heard online. Students 
need to really “get” who you are. Share your personality and get to know theirs. Encourage 
students to participate not isolate. You must “walk the walk and talk the talk” however.  
 
Conclusion 
As the online learning environment continues to become increasingly accepted as a long-term 
strategy in higher education, the instructor can take the distance out of distance education by 
creating a personalized class. This form of education is not for everyone so every attempt should 
be made by the instructor to help students feel comfortable and afford them an opportunity to 
learn. A learning environment that is comfortable and safe will motivate students to participate. 
Online classrooms can be sterile and unfriendly and incorporating activities mentioned in this 
paper will create a sense of presence and freshness that is often missing in online classes.  
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 My university has partnered with a local public elementary school in order to enhance the 
“teaching of writing” course required of EC-6 majors in the College of Education.  For most of 
the semester, the university class meets on the elementary school campus in a room specifically 
designed to accommodate the course.  The resident fourth-grade teachers select a group of fourth 
graders who they feel could benefit from extensive individual help, and I, as the professor, pair 
each of them with one of my university students to provide a setting of one-on-one tutoring.  
Thus, for two 30-minute sessions a week during our university class time, the elementary 
students receive welcomed and needed individual attention, while the university students learn to 
hone their teaching skills prior to being solely responsible for an entire classroom.  It has resulted 
in an atmosphere filled with warmth and encouragement, extensive skill development at two 
separate levels of learning, and no disciplinary considerations—a win-win situation.   

During one class period, as I was explaining a correction while helping a fourth-grader 
revise and edit her essay, she looked at me quizzically and blurted out:  “Now how am I s’posed 
to know that?” She had a point.  I assured her that she wasn’t necessarily supposed to, since 
learning to write is an ongoing process, regardless of skill and grade level, and the desired results 
come only from constant practice. Although she seemed to accept my explanation, I wondered if 
she would remember to apply any newly acquired knowledge when she faced another similar 
situation in her writing.  In reality, I was concerned if there would be the necessary frequent 
writing practice that would allow incremental learning to coalesce ultimately into polished 
written products. 

This concern did not result from a suspicion that my particular elementary school partner 
teachers were not tending to their responsibilities.  Rather, it stemmed from echoed challenges—
from the National Assessment of Educational Progress, the National Council of Teachers of 
English, the American Association of School Administrators, and the National Academy of 
Education’s Commission on Reading—that students need to write more across all content areas 
and expand their range of writing tasks (National Writing Project & Nagin, 2003).  A report of 
the National Commission on Writing (2003) noted that 97% of students at the elementary school 
level spent only three hours a week or less on writing assignments, which amounted to about 
15% of the time they spent watching television.  The Commission concluded that both the 
teaching and practice of writing were shortchanged throughout the school years (National 
Commission on Writing, 2003). 

The publication of A Nation at Risk in 1983 spearheaded a school improvement journey, 
but, according to The National Commission on Writing (2003), the neglected element was 
writing.  The signing in 2002 of the No Child Left Behind Act led to testing of writing skills in 
specific grades, but features of students’ writing other than correctness—such as thinking, 
inquiry, and purposeful communication—were notably absent from its stated goals (Lesnick, 
2006). Contributing to the problem was the Act’s reliance on standardized assessments, and the 
associated state education standards, which do not typically focus on written expression (Alaka, 
2010).   

In those instances when academic performance is dependent on an examination of 
students’ written products, problems have been identified, both in students’ failure to 
demonstrate knowledge of subject-area content, and in “an insufficiency in their ability to 
demonstrate adequate written communication skills on academic topics” (Cameron, Hunt, & 
Linton, 1996, p. 127).  W. Johnson has noted that the obligation of the writer to the reader is not 
just to be “grammatically fashionable, but to be clear and coherent” (Johnson, 2004, p. 529).  
The notion of writing as inquiry, problem solving, and discovery has powerful implications, as 
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its purposes inevitably serve to deepen learning across subject areas.  Above all else, the primary 
purpose in writing something for another to read is to communicate effectively. 

The need for skill improvement affects both the private and public sectors, as both 
citizens and workers contend with unclear instructions or incomprehensible narratives lacking in 
any communicative value.  A director of the education initiative for the Business Roundtable 
observed that the demand for skilled writers in our workforce had increased.  In fast-paced 
environments, accuracy, clarity, spelling, punctuation, grammar and conciseness ranked among 
the most sought-after skills (Read, 2004).  A 2004 survey conducted by the National Governors 
Association revealed that two-thirds of private companies and 100% of state governmental 
offices considered writing to be an important responsibility for their workers.  The survey 
responses also pointed out that states spent nearly a quarter of a billion dollars a year on remedial 
writing instruction for their employees, sometimes sending workers to $400-per-employee 
classes (USA Today, 2005).  

Research has shown that writing is a highly fluid process that requires frequent practice, 
constant monitoring of progress toward task goals, and unique motivational challenges (Bruning 
& Horn, 2000).   D. Graves (1991) found that children who wrote only one day a week disliked 
writing and developed clever ways to avoid it.  But if allowed a time to write four days in a row, 
they complained when no writing was done on the fifth.  Writing with regularity led to good use 
of time during the actual writing (Graves, 1991, p. 25). 

J. Gilbert and S. Graham (2010) surveyed a random sample of elementary teachers in 
grades 4-6 across the United States about their writing practices.  The teachers reported that they 
taught writing for only 15 minutes a day and these assignments involved mostly writing-to-learn 
activities, including responding with short answers, completing worksheets, summarizing 
material read, writing journal entries, and making lists.  More involved types of writing, such as 
persuasive, informative, description, and research, were assigned infrequently (Gilbert & 
Graham, 2010).  

M. Whiteman (1980) has offered three reasons for the lack of attention to writing in our 
schools.  First, since writing is not easily evaluated quantitatively, more attention is given only to 
the mechanics of writing.  As Johnson (2004) noted, one can learn to write with mechanical 
correctness without learning how to write with “significance and validity” (Johnson, 2004, p. 
528). The latter requires an enormous amount of time that does not easily fall into the confines of 
a teacher’s daily schedule. Second, the textbooks that govern much of classroom time do not 
emphasize the use of extensive writing assignments.  Unless the teacher is willing and able to 
inject writing into the course, there will be little or none.  Finally, few teachers have had courses 
in the teaching of writing; thus, even if they wish to incorporate that aspect, they do not feel 
competent in modeling and evaluating writing assignments as an integral part of their courses 
(Whiteman, 1980).  J. Birnbaum (1980) has provided an added dimension by noting that a 
student’s environment can add to a lack of interest in writing.  He or she may have little or no 
opportunity outside of school to observe others writing or to explore the purposes of written 
language.  Their social environments may place a higher premium on television, the telephone, 
and face-to-face communication (Birnbaum, 1980).  

Nagin (2003) has observed that “composition pedagogy” is a neglected area of study at 
most of the nation’s thirteen hundred schools of education, where future public school teachers 
are trained.  Furthermore, it is not a specific requirement in most state teacher certification 
programs.  Although successful teaching strategies have been identified and innovative programs 
implemented, their broad dissemination remains a critical challenge for serious school reform in 
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focusing on developing writing skills (National Writing Project & Nagin, 2003). Research has 
shown that students discontinue using strategies designed to improve writing skills when they are 
not regularly required to apply them (Schunk & Swartz, 1993).  

 Through their research of elementary school writing practices, Gilbert and Graham 
(2010) concluded and recommended that teacher education programs must do a better job of 
encouraging and preparing teachers to teach writing, particularly to children in the classrooms of 
grades 4-6.  L. Calkins (1997) has observed that it is fairly rare to find teachers who have an 
expertise in writing. She found that teachers “usually assign and correct writing, but spend very 
little time coaching children on the strategies writers use in order to write well” (Calkins, 1997, 
p. 167).  Graham, MacArthur, and Fitzgerald (2007) claimed that young teachers receive very 
little training on how to teach writing, and the “teacher who will be effective in the teaching of 
writing has much to learn, and the starting point for every teacher who wants to be a writing 
teacher is to realize that there is much that can be learned” (Graham, MacArthur, & Fitzgerald, 
2007, p. 23). 

While conducting professional development for over twenty years in the teaching of 
writing, C. Fleischer (2004) found that many teachers, even veterans, considered writing a bit 
frightening and were unsure of their knowledge of composition (Fleischer, 2004).  This led to my 
wondering about my own university students’ feelings of preparedness for “composition 
pedagogy.”  These are primarily students who are in the process of being certified to teach either 
at the elementary or middle school level.  At the point of taking my class, they are at least junior 
level, have passed the writing portion of high school state competency exams, fulfilled the 
writing exam requirements for university acceptance, and exhibited the writing skills necessary 
for entry into our College of Education.  Through all their years of schooling, they presumably 
have a history of writing sentences, paragraphs, essays, themes, term papers, and elaborate 
answers to subjective exam questions.  What they have not done is faced a group of elementary 
or middle school students and created the classroom conditions in which those young students 
can learn to write with clarity, significance, validity, and mechanical correctness. 

 
Methodology 

At the beginning of the fall semester 2010, I asked the students in my “Writing in the 
Elementary/Middle School” classes to respond to the following fifteen statements by choosing 
one of the Likert Scale categories (Strongly Agree, Agree, Disagree, Strongly Disagree, or No 
Opinion): 

1. Possibilities for social and professional progress are determined by our ability to use  
our language (spoken and written) correctly and effectively. 

2. The writing I do (beyond required school assignments) primarily includes “ low-risk “ 
activities, such as shopping lists, short notes, or responses to e-mails. 

3. In teaching writing, the teacher should provide his or her own examples of writing in 
order to demonstrate the process. 

4. Students will care more about writing when it is personal. 
5. Students need to revise and edit everything they write. 
6. Students of all ages need to learn how to express themselves within a variety of  

genres (e.g., e-mails, thank-you notes, letters, biographies, lists, stories, poems,  
expository texts). 

7. Like reading and math, daily writing practice is necessary for most students in order 
to master the skill. 
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8. The principles of order and clarity are fundamental in practically all descriptive, 
narrative, and expository writing. 

9. Teachers of writing should be careful not to expect students to write for “publishing” 
(a final, polished copy) too frequently, as this can cause burnout for both students and 
teachers. 

10. Although one may have learned how to write with mechanical correctness, one may 
still need much instruction in writing with significance and validity.  

11. Unless the emphasis is placed upon writing as a form of communication and directed 
to an actual reader, the importance of clarity, organization, and validity is not likely to 
become very apparent. 

12. Integrating writing (not just copying) with subjects such as social studies and science 
helps students more easily learn the concepts of these subjects. 

13. Student progress in writing should be evaluated through a single-draft essay on a 
state-designed topic. 

14. It is important to have “structured times” for students to learn explicitly about the use 
of grammatical rules. 

15. I feel I have a solid sense of how to teach writing to elementary/middle school 
students. 

 
Discussion 

As might be expected, many of the responses were affirmative.  One hundred percent of 
the students either “strongly agreed or agreed” with item numbers 1, 10, and 12.  Only 1% to 5% 
showed any disagreement with item numbers 3, 4, 6, 7, 8, 14.  However, 41% “disagreed or 
strongly disagreed” with item number 2, while 35% “disagreed or strongly disagreed” with item 
number 11.  Item numbers 3, 6, 8, and 11 revealed 5% or less in the “no opinion” category. 

Twenty-four percent “disagreed or strongly disagreed” with item number 9, which is a 
somewhat curious finding, since for some time teachers have been encouraged to let young 
students spend time merely developing and elaborating their ideas without expectation of a final, 
published form.  Equally surprising, only 21% disagreed with item number 5, indicating that 
some felt editing and revising should be addressed on every piece of writing.  These two items 
also showed 5% or less in the “no opinion” category. 

The most dramatic disagreement was found on item numbers 13 and 15.  Eighty-five 
percent either “disagreed or strongly disagreed” with 13, which coincides with Nichols’ and 
Berliner’s findings that high-stakes testing in schools distorts and corrupts education, as well as 
limits the learning outcomes of students (Nichols & Berliner, 2007).  Eighty-six percent 
disagreed or strongly disagreed with 15, an indication of the widespread feeling of the university 
students’ sense of inadequacy in approaching writing instruction in the elementary or middle 
school.  These items revealed 3% or less opting for the “no opinion” category. 
 In order to help determine the effectiveness of a “writing course” for prospective 
elementary/middle school teachers, these university students who completed the survey at the 
beginning of the semester were asked to respond to this same survey at the end of the  semester.  
The results for thirteen of the items showed negligible or no difference from the responses given 
at the beginning of the semester.  Item number 3 showed a slight variance.   Initially, 91% of the 
respondents either strongly agreed or agreed that teachers should provide their own examples in 
demonstrating the process being taught.  The responses to this particular item at the end of the 
semester showed that 100% strongly agreed or agreed with this practice.  During the course of 
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the semester, the university students themselves completed writing assignments of various 
modes, including numerous narrative topics, as well as expository, persuasive, descriptive, and 
conversation writing.  These are the actual modes that they, when certified, will conceivably be 
teaching to their own future students.  In each instance, personal samples of mine were provided 
and, at the time of the assignment, the students universally agreed this practice was very helpful 
to them in fashioning their own product of that mode.  Graham, MacArthur, and Fitzgerald 
(2007) have noted that teachers can facilitate young students’ understanding of the conventions 
of written language and modes by modeling writing behaviors. It appears that even university 
students can benefit from this careful guidance in written expression. 
 The greatest difference in response percentages from the “beginning and ending” 
administration of the survey was found in item number 15.  The initial survey showed only 11% 
either strongly agreed or agreed that they had a solid sense of teaching writing to elementary or 
middle school students.  At the end of the course, 83% fell in those two categories.  Twelve 
percent still felt they did not have a solid sense of teaching writing and 5% had no opinion.  I 
feel that much of the credit for this change in attitude can be attributed to the “win-win” situation 
alluded to in the opening paragraph of this paper.  By working with actual fourth-grade students 
on their turf, with the focus solely on encouragement and improvement of the elementary 
students’ writing skills, the university students were able not only to offer much needed 
assistance to young, developing writers, but also to avail themselves of the opportunity to 
determine their own strengths and weaknesses as both writers and potential teachers of this 
subject. 
 
Conclusion 
 While the constant evolution of the cell phone, the explosion of the abbreviated approach 
of texting, and the many avenues for visual stimulation have perhaps made it seem that lucid, 
developed written expression is becoming less and less important in our everyday lives, the skill 
of crystallizing thought through use of the written word remains extremely critical.  Writing is a 
powerful tool that makes it possible to convey knowledge with great detail and accuracy.  It 
makes ideas readily available while encouraging the connections between them and promoting 
the exploration of unexamined assumptions.   

Students use writing to communicate, share, learn, persuade, and explore feelings.  
Ultimately, it is an evaluative instrument essential to determining academic achievement.  The 
power of writing resides in the many ways in which it can be used; it is a central component of 
daily life in industrialized societies, and those who do not learn to write well are unlikely to 
realize their educational, occupational, or personal potential.   

In order to do a better job of teaching writing, educators need to be informed of what is 
known about the factors that foster writing proficiency and proven methods for promoting the 
development of this neglected “R.”  This theoretical base can be learned to a degree in the formal 
classrooms through the use of textbooks, libraries, computers, and professorial lectures.  But 
exposing university students directly to young learners who are in the early stages of developing 
their writing skill seems to be a worthy endeavor that merits consideration by all K-8 programs 
in colleges of education.  If university students have the opportunity to interact with young 
students in programs designed to benefit both levels of learning, perhaps these prospective 
teachers will overcome any reluctance to inject frequent writing assignments into their future 
classroom curricula.  The ripple effect of using this strategy to combat the neglected “R” could 
conceivably strengthen the skill to the extent that private companies and governmental offices no 
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longer need to expend large sums of money to make up for the lack of writing skill they 
encounter in the workforce. 
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Some Classifications and Features of Sub-Saharan African Countries 
 
Abstract  
This paper lists the countries of Sub-Saharan African, their population levels. It also considers 
selected economic factors, economic /geographic factors, and political factors that impact SSA’s 
ability to achieve the set of Millennium Development Goals by the target date of 2015.  
 
Introduction 
The framework for promoting human and economic development in the world’s poor countries 
since 2000 is provided by the set of Millennium Development Goals (MDGs). The genesis for 
the MDGs was the United Nations Millennium Declaration signed at the UN’s 2000 World 
Summit. It is the consensus of development experts that Sub-Saharan Africa (SSA) is unlikely to 
meet any of the MDGs by 2015 (the target date for most MDGs).  The present paper does not 
focus on the MDGs, but rather on selected economic factors, economic /geographic factors, and 
political factors that impact SSA’s ability to achieve the set of Millennium Development Goals 
by the target date of 2015.  A summary discussion of SSA performance on the MDGs is given by 
Forster (IJBE, 2010). 
 
What is Sub-Saharan Africa?  
First, we consider the countries included in this region. While defining SSA seems 
straightforward, the countries which are included under this label depend upon the source to 
which the reader is referring. PRB (2010) defines SSA as all of Africa except for the countries of 
North Africa: Algeria, Egypt, Libya, Morocco, Tunisia, and Western Sahara. However, contrary 
to their own foregoing demarcation, PRB places Sudan in the Northern Africa in the section of 
its World Population Data Sheets dealing with characteristics of countries in the various regions 
of the world. The World Bank (2010) excludes Djibouti from SSA and includes it with the 
Middle East and North African (MENA) group. UNDP (2003) included Djibouti, Somalia, and 
Sudan with the set of Arab countries rather than SSA. PRB (2010) and the World Bank (2010) 
include Mayotte in SSA, and PRB includes Reunion in SSA. The Africa Guide and 
countriesandcities.com include Reunion but not Mayotte in their SSA country lists. This paper 
uses the set of SSA countries in Table 1 whenever possible with two exceptions: Reunion will 
not be included in subsequent tables, and Mayotte will be included in Tables 1 and 2 but not 
subsequently since several reports exclude them from other lists. 
 

(See Table 1) 
 
The population sizes of the SSA countries varies widely from 0.1 million in the Seychelles to 
158.3 million in Nigeria.  The median population country has about 9.8 million people (PRB, 
2010).  
 
The Sahel is a semi-arid tropical savanna eco-region that is the transition between the Sahara 
Desert in the north and the fertile region to the south. Countries in the Sahel cut across Africa 
from the west coast to the “Horn of Africa”(Ethiopia, Kenya, Eritrea, Djibouti and Somalia) in 
the east, and includes (all or parts of) Senegal, Mauritania, Mali, Burkina  Faso, Niger, Nigeria, 
Chad, Sudan, Somalia, Ethiopia, Djibouti and Eritrea. The Sahel faces difficult development 
issues. 
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Economic Classifications 
Common classifications for countries and regions include those that distinguish between 
economic levels. International organizations use different groupings in their reports.. The World 
Trade Organization (WTO) allows countries to self-identify themselves as either developed or 
developing countries (WTO, undated). The International Monetary Fund (IMF) in its World 
Economic Outlook publications classifies economies as either Advanced Economies or Emerging 
and Developing Economies. According to the IMF, their “classification is not based on strict 
criteria, economic or otherwise, and it has evolved over time” (IMF, 2010). The “advanced 
economies” classification has 33 countries which includes the Group of Seven (G7) major 
advanced countries, the euro area economies, the newly industrialized Asian economies, and 
“other” advanced economies. All other 150 countries are classified as “emerging and developing 
economies.” All, but one, of the SSA countries falls into the latter classification.  
The World Bank classifies economies according to their per capita Gross National Income (GNI) 
levels. The reference year is revised annually lagging the publication year by two years. Table 2 
presents the World Bank (2010) categories based upon the countries’ respective 2008 per capita 
GNI. 
 

(See Table 2) 
 

Between 2003 and 2008, eight countries (Angola, Cameroon, Cote d’Ivoire, Rep. of Congo, 
Lesotho, Nigeria, Sao Tome and Principe, and Sudan) moved from Lower Income Country (LIC) 
status to Lower Middle Income Country (LMC) status.  In 2008, SSA had 30 LICs which 
accounted for about 70% of the 43 LICs globally (World Bank, 2010). Equatorial Guinea moved 
from LIC status in 2003 to Other High Income status in 2008, and it was the only SSA country 
with that status in 2010. 
 
The Least Developed Countries (LDCs) are the sub-set of the Developing Countries group that is 
comprised of the world’s poorest economies. In order to be designated as an LDC, a country 
must satisfy three criteria: 

a. A low-income criterion 
b. A human capital status criterion, and 
c. An economic vulnerability criterion. 

 
In addition, LDC- candidate countries must have a population level below 75 million people. 
There are 33 SSA countries included by the UN in the global set of 48 LDCs. Senegal was added 
to the LDC group following the 2000 review. The SSA economies in the LDC group are listed in 
table 3 along with those considered to be fragile.  
 

(See Table 3) 
 

In order to graduate out of the LDC group, a country must achieve, or exceed, the threshold 
values of at least two of the membership criteria above, or achieve a per capita GNI level at least 
twice the threshold. Cape Verde graduated from LDC status in 2007.  Equatorial Guinea was 
approved for graduation in 2009 (UNOHRLLS). 
 
Fragile countries, listed in table 3, are non-oil exporting countries with per capita GNI levels 
equal to or less than $975 in 2008, and had a 2008 International Development Assistance (IDA) 
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Resource Allocation Index of 3.2 or lower. Some reports and researchers use the term “fragile” 
interchangeably with failing or failed states.  These terms refer to the quality of governance. 
Information on the latter and state fragility/failure is covered briefly in the political factors 
section of the paper. 
 
Heavily Indebted Poor Countries (HIPCs) constitute another special set of poor countries. Of the 
world’s 40 HIPC countries, 33 (82.5%) are in SSA, five (12.5%) are in Latin America or 
Caribbean, and two (5.0%) in Asia.  The SSA countries designated as HIPCs are listed in table 4. 
 

(See Table 4) 
 

The 40 countries in the world identified as HIPCs are eligible for debt relief under the 1996 
World Bank – IMF Debt Initiative for Heavily Indebted Poor Countries (HIPC). Involvement in 
the HIPC Initiative involves two steps: 
 
Step One: Decision Point. 
To be considered for HIPC status a country must satisfy four conditions: 

a. Be eligible to borrow from the World bank’s International Development Agency (IDA) 
and from the IMF’s Extended Credit Facility 

b. Face an unsustainable debt burden that cannot be dealt with through traditional debt relief 
mechanisms 

c. Have established a track record of reform and sound policies 
d. Have developed a Poverty Reduction Strategy Paper (PRSP). 
Six SSA countries have satisfied Step One (column 3), and three have not yet satisfied Step 
One (column 4). 
 
Step Two: Completion Point 
In order to receive the complete package available under the HIPC Initiative, a country must 
satisfy the following three conditions: 
a. Establish a further record of good performance under IMF and World Bank loans 
b. Implement key reforms agreed upon at the decision point stage 
c. Adopt and implement its PRSP for at least a year. (IMF, 2010)  
Twenty-four SSA countries have satisfied Step Two (columns 1 & 2).  

 
Geographic Factors 
According to UNOHRRLS and the IMF, there are 31 Land-locked Developing Countries 
(LLDC) world-wide, of which 15 are from SSA, and another 16 SSA countries designated as 
coastal countries. These two groups of countries are listed in table 5. 
 

(See Table 5) 
 
Land-locked countries face additional hurdles in conducting business globally. In order to sell 
goods abroad by sea transport requires the use of port facilities in neighboring countries and 
possibly other fees associate with moving goods through foreign countries. Similarly, importing 
goods from abroad creates additional costs. 
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Defining land-locked countries as those countries which do not have ocean access seems quite 
intuitive; however, alternatives have been used even for those with coastal access. Sachs (2005) 
defines as “coastal” those countries for which at least 75% of their population lives within 100 
km of the coast. This means that a country with a coastline segment may still be classified with 
the land-locked countries if less than 75% lives within 100 km of the coast. Sudan and the 
Democratic Republic of Congo are sometimes treated as non-coastal and placed with LLDCs 
because a significant number of their respective populations are at long distance from coasts. 
Notice that these two countries do not appear in table 5. However, Eritrea, Djibouti and Somalia  
do not appear as coastal countries either.  
 
The definition of small varies between research units. Sachs (2005) defines small as countries 
with less than 40 million people. The Sachs definition includes almost all SSA countries as 
small. In 2010, only seven countries would not be small according to the Sachs criterion (see 
table 1). Spence (2008) considers small countries to have less than two million people. 
According to this latter definition, there are 15 small countries in SSA.  
 
Small Island Developing States (SIDS) form a special subset of small countries. Six SSA 
countries out of 32 world-wide are categorized as SIDS, and are presented in table 6. 
 

(See Table 6) 
 
The six SIDS in table 6 satisfy the Spence condition (and, of course, the Sachs condition). SIDS 
face special economic difficulties since much of what they need for consumption and production 
needs to be imported from elsewhere. 
 
Political Classifications 
SSA countries have increasingly moved to political systems characterized by elections to form 
governments rather than having dictatorial/military rule. However, the presence of elected 
governmental bodies may not be the same as democracy. For example, elections may be rigged 
in a number of ways – a criticism often levied at SSA countries. Those losing an election may 
well call the election process into question. 
 
There are various examples of flawed election results but we offer just two examples here.  One 
is the violence that erupted in Kenya following the 2007 election.  This violence surprised many 
people who had considered Kenya to be more politically stable. The second is perhaps the most 
bizarre example.  In the 2010 election in Cote d’Ivoire, the President, Laurent Gbagbo, was 
defeated by his opponent, Mr. Alassane Ouattara who was installed as the new President by the . 
Mr. Gbagbo claimed the election results were not valid and refused to step down.  He was re-
installed as President by his Constitutional Council which declared the election results to be 
invalid.  Thus in late 2010 and 2011 Cote d’Ivoire had two presidents.  The international 
community, including neighboring countries, has supported Mr. Ouattara as the duly elected 
president and called for Mr. Gbagbo to concede defeat-he refused (Crisis Group, 2011).  In what 
looks like a copy-cat move, Andre Mba Obame declared himself to be the “true” President of 
Gabon in January 2011 and named a cabinet of 19 ministers.  Mr. Obame is the opposition 
leader, and he and 20 of his supporters requested UN protection. 
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The African Union issued a statement indicating that it was extremely worried by the multiple 
African crises which apparently are related to elections and governance issues (BBC 2011). 
 

(See Table 7) 
 
Only seven SSA countries receive billing as full democracies, while 19 are classified as 
authoritarian. 
 
Zakaria (2003) points out that democracy itself is not an assurance that people will enjoy 
freedom. Only nine countries are characterized as Free by Freedom House while 16 countries are 
characterized as “Not Free” and these are shown in table 8. 
 

(See Table 8) 
 
A measure of a well-functioning democracy with good governance is the level of corruption 
indicated by the Corruption Perceptions Index (CPI). The Index ranges from 0.0 (highly corrupt) 
to 10.0 (very clean).Table 9 lists the 2009 and 2010 CPIs for SSA countries. 
 

(See Table 9) 
 
Only three SSA countries have a CPI greater than five in either year. Only five have a score 
between 4.0 and 5.0 in 2010, and only three in 2009. Of 178 countries covered in the CPI study, 
almost 75% had a CPI below 5.  According to Transparency International, “these results indicate 
a serious corruption problem.” For SSA, 93% had a CPI below 5.0—an even more serious 
problem than globally! Kenya had an index of 2.1 in 2010 and 2.2 in 2009. The Kenyan 
government has suggested that corruption could be costing it almost one third of its national 
budget (BBC 2010). 
 
Most attention on corruption is on what might be called “big-time corruption” in which, for 
example, kick-backs may be demanded by senior government officials to assist some individual, 
enterprise or other group in achieving some desired end. The World Bank (2010) introduces the 
term “quiet corruption” to capture the more subtle losses due to in-action on the part of service 
providers. 
 
Poor governance and corruption are likely to lead to state failure whereby countries lose the 
capacity to deliver on appropriate services. Table 10 provides two sets of Failed States Indices as 
measures of the degree of failing with which a country is contending. Forster and Forster (2010) 
provide a brief discussion of additional state failure indices.  
 

(See Table 10) 
 
The Index listed as FPFfP is produced jointly by the journal Foreign Policy and the Fund for 
Peace and is published annually in Foreign Policy.  The Ibrahim Index is limited to African 
countries and is published annually.  The 10 worst performing countries in each list differ by 
only two countries. Kenya and Nigeria are on the FPFfP list only, while Equatorial Guinea and 
Eritrea appear only on the Ibrahim list. Both indices list Somalia as the most failing of the 10 
states, and have Chad as the second to Somalia. 
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Table 1: Countries of SSA along with their Respective 2010 Population Levels  
(Arranged by SSA Geographic sub-Regions) 

  Population 
(millions) 

  Population 
(millions)  

  Population 
(millions)  

 Western  
Africa 

309.0  Eastern  
Africa 

369.0  Middle  
Africa 

129.0 

1 Benin     9.8 1 Burundi     8.5 1 Angola   19.0 
2 Burkina Faso   16.2 2 Comoros     0.7 2 Cameroon   20.0 
3 Cape Verde     0.5 3 Djibouti     0.9 3 CAR**     4.8 
4 Cote d’Ivoire   22.0 4 Eritrea     5.2 4 Chad    11.5 
5 Gambia     1.8 5 Ethiopia   85.0 5 Congo, Rep      3.9 
6 Ghana   24.0 6 Kenya   40.0 6 Congo, DR     67.8 
7 Guinea   10.8 7 Madagascar   20.1 7 Equatorial 

Guinea 
      0.7 

8 Guinea-
Bissau 

    1.6 8 Malawi   15.4 8 Gabon       1.5 

9 Liberia     4.1 9 Mauritius     1.3 9 Sao Tome 
and Principe 

      0.2 

10 Mali   15.2 10 Mayotte     0.2    
11 Mauritania     3.4 11 Mozambique   23.4  Southern 

Africa 
     57.0 

12 Niger    15.9 12 Reunion     0.8 1 Botswana        1.8 
13 Nigeria  158.3 13 Rwanda    10.4 2 Lesotho        1.9 
14 Senegal    12.5 14 Seychelles      0.1 3 Namibia        2.2 
15 Sierra Leone      5.8 15 Somalia      9.4 4 South 

Africa 
     49.9 

16 Togo      6.8 16 Sudan*    43.2 5 Swaziland        1.2 
   17 Tanzania    45.0    
   18 Uganda    33.8    
   19 Zambia    13.3    
   20 Zimbabwe    12.6    
Source: PRB (2010). *The author has added Sudan in with SSA. ** CAR is the Central African 
Republic. CAR will be used throughout the paper. 
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Table 2: SSA Countries Classified by GNI per Capita (2008) 
LICs 
(≤ $975) 

LICs Cont’d 
(≤ $975) 

LMCs 
( $976-$3,855) 

UMCs 
( $3,856-$11,905) 

1. Benin 16.  Madagascar 1. Angola 1. Botswana 
2. Burkina Faso 17. Malawi* 2. Cameroon 2. Gabon 
3. Burundi 18. Mali 3. Cape Verde 3. Mauritius 
4. CAR 19. Mauritania 4. Congo, Rep 4. Mayotte 
5. Chad 20. 

Mozambique 
5. Cote d’Ivoire 5. Namibia 

6. Comoros 21. Niger 6. Djibouti 6. Seychelles 
7. Congo, DR 22. Rwanda 7. Lesotho 7. South Africa 
8. Eritrea 23. Senegal 8. Nigeria  
9. Ethiopia 24. Sierra 

Leone 
9. Sao Tome and 
Principe 

Other High Income 
(≥ $11,906) 

10. Gambia 25. Somalia 10. Sudan 1. Equatorial Guinea 
11. Ghana 26. Tanzania 11. Swaziland  
12. Guinea 27. Togo   
13. Guinea-Bissau 28. Uganda   
14. Kenya 29. Zambia   
15. Liberia 30. Zimbabwe   

Source: World Bank (2010). 
 
 

Table 3: Least Developed Countries (LDCs) and Fragile Countries in SSA, 2010 
LDCs LDCs (cont.) Fragile LDCs 
1. Angola 18. Madagascar 1.Burundi 
2. Benin 19. Malawi 2. CAR 
3. Burkina Faso 20. Mali 3.Comoros 
4. Burundi 21. Mauritania 4.Congo, DR 
5. Central Afr. Rep. 22. Mozambique 5.Cote d’Ivoire 
6. Chad 23. Niger 6.Eritrea 
7. Comoros 24. Rwanda 7.Gambia 
8. Congo, DR 25. Sao Tome and Principe 8.Guinea 
9. Djibouti 26. Senegal 9.Guinea-Bissau 
10. Eritrea 27. Sierra Leone 10.Liberia 
11. Ethiopia 28. Somalia 11.Sao Tome and Principe 
12. Equatorial Guinea 29. Sudan 12.Sierra Leone 
13. Gambia 30. Togo 13.Togo 
14. Guinea 31. Uganda 14.Zimbabwe 
15. Guinea-Bissau 32. Tanzania  
16. Lesotho 33. Zambia  
17. Liberia   

Source: UNOHRLLS (undated); IMF (2008) 
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Table 4: Heavily Indebted Poor Countries in SSA, 2010 
Completion Point Completion Point    

(cont.) 
Decision Point Pre-Decision Point 

1. Benin       13.Malawi 1. Chad 1. Eritrea 
2. Burkina Faso 14. Mali 2.Comoros 2. Somalia 
3. Burundi 15. Mauritania 3.Cote d’Ivoire 3. Sudan 
4. Cameroon 16. Mozambique 4.Guinea  
5. CAR 17. Niger 5.Guinea Bissau  
6. Congo, Rep. 18. Rwanda 6.Togo  
7. DR Congo 19. Sao Tome and 

Principe 
  

8. Ethiopia 20. Senegal   
9. Gambia 21. Sierra Leone   
10. Ghana 22. Tanzania   
11. Liberia 23. Uganda   
12. Madagascar 24. Zambia   

Source: IMF (2010) 
 
 
Table 5: Landlocked Developing Countries (LLDCs) and Coastal Countries in SSA 

LLDC 
 

Coastal 
 

1.Botswana        9. Mali 1.Benin  9.Mauritius 
2.Burkina Faso      10. Niger 2.Cape Verde 10.Mozambique 
3.Burundi      11.Rwanda 3.Comoros  11.Sao Tome and 

Principe 
4.Central Afr. Rep. 12. Swaziland 4.Gambia 12.Senegal 
5.Chad       13.Uganda 5.Ghana 13.Seychelles 
6.Ethiopia       14. Zambia 6.Guinea Bissau 14.South Africa 
7.Lesotho       15. Zimbabwe 7.Kenya 15.Tanzania 
8.Malawi  8.Madagascar 16.Togo 

Source: UNOHRLLS (undated). IMF (2008) 
 

Table 6: Small Island Developing Countries (SIDS) in SSA, 2010 
SIDS SIDS  

Population 
(millions) 

1.Cape Verde 0.5 
2.Comoros 0.7 
3.Guinea-Bissau 1.6 
4.Mauritius 1.3 
5.Sao Tome and  

Principe 
0.2 

 6.Seychelles 0.1 
Source: UNOHRLLS (undated) and table 1 of this paper. 
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Table 7: Democracy Ratings for SSA Countries 
I.FULL DEMOCRACIES IV.  AUTHORITARIAN REGIMES 

Botswana Angola 
Cape Verde Burkina Faso 

Ghana Cameroon 
Mauritius CAR 
Namibia Chad 

Sao Tome and Principe Congo, Rep. of 
South Africa Congo, D.R. 

II. FLAWED DEMOCRACIES Cote d’Ivoire 
Benin Djibouti 

Lesotho Equatorial Guinea 
Liberia Eritrea 
Mali Gabon 

Mozambique Guinea-Bissau 
Nigeria Mauritania 
Senegal Niger 

Seychelles Sudan 
Sierra Leone Swaziland 
Somaliland Togo 
Tanzania Zimbabwe 

III. HYBRID REGIMES V. FAILED STATE 
Comoros Somalia 
Ethiopia  
Gambia  
Guinea  
Kenya  

Madagascar  
Malawi  
Uganda  
Zambia  

Source: The Economist (2010) 
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Table 8: Extent of Freedom of SSA Countries, 2009 
FREE 
(1.0-2.5) 

Partly Free 
(3.0-5.0) 

Partly Free 
(3.0-5.0) 

Not Free 
(5.5-7.0) 

1.0 Cape Verde 3.0 Lesotho 4.0 Kenya 5.5 Angola 
1.5 Ghana       Senegal 4.5 Burundi       Congo, 

       Rep. 
2.0 Benin       Seychelles       Niger       Cote d’Ivoire 
      Mauritius       Sierra Leone       Nigeria        Gabon 
      Namibia 3.5 Comoros       Togo        Mauritania 
      Sao Tome  
      and Principe 

      Liberia       Uganda        Rwanda 

      South Africa       Malawi 5.0 CAR 6.0 Cameroon 
2.5 Botswana       Mozambique       Djibouti        Congo, DR 
      Mali       Tanzania       Ethiopia        Swaziland 
       Zambia       Gambia        Zimbabwe 
 4.0 Burkina Faso       Madagascar 6.5 Chad 
       Guinea- Bissau         Guinea 
   7.0 Equatorial Guinea 
         Eritrea  
         Somalia 
         Sudan 

Source: Freedom House (2010) 
 
 

Table 9: Corruption Perceptions Indices and Rankings for SSA 2009, 2010 
2010 
Global 
Rank 

2010 
Reg. 
Rank 

Country 2010  
CPI 
Score 

2009 
CPI 
score 

2009 
Global  
Rank 

33 1 Botswana 5.8 5.6 37 
39 2 Mauritius 5.4 5.4 42 
45 3 Cape Verde 5.1 5.1 46 
49 4 Seychelles 4.8 4.8 54 
54 5 South Africa 4.5 4.7 55 
56 6 Namibia 4.4 4.5 56 
62 7 Ghana 4.1 3.9 69 
66 8 Rwanda 4.0 3.3 89 
78 9 Lesotho 3.5 3.3 89 
85 10 Malawi 3.4 3.3 89 
87 11 Liberia 3.3 3.1 97 
91 12 Gambia 3.2 2.9 106 
91 12 Swaziland 3.2 3.6 79 
98 14 Burkina 

Faso 
3.1 3.6 79 

101 15 Sao Tome 
and 

3.0 2.8 111 
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Principe 
101 15 Zambia 3.0 3.0 99 
105 17 Senegal 2.9 3.0 99 
110 18 Benin 2.8 2.9 106 
110 18 Gabon 2.8 2.9 106 
116 20 Ethiopia 2.7 2.7 120 
116 20 Mali 2.7 2.8 111 
116 20 Mozambique 2.7 2.5 130 
116 20 Tanzania 2.7 2.6 126 
123 24 Eritrea 2.6 2.6 126 
123 24 Madagascar 2.6 3.0 99 
123 24 Niger 2.6 2.9 106 
127 27 Uganda 2.5 2.5 130 
134 28 Nigeria 2.4 2.5 130 
134 28 Sierra Leone 2.4 2.2 146 
134 28 Togo 2.4 2.8 111 
134 28 Zimbabwe 2.4 2.2 146 
143 32 Mauritania 2.3 2.5 130 
146 33 Cameroon 2.2 2.2 146 
146 33 Cote 

d’Ivoire 
2.2 2.1 154 

154 35 CAR 2.1 2.0 158 
154 35 Comoros 2.1 2.3 143 
154 35 Congo, Rep. 2.1 1.9 162 
154 35 Guinea –

Bissau 
2.1 1.9 162 

154 35 Kenya 2.1 2.2 146 
164 40 Congo, DR 2.0 1.9 162 
164 40 Guinea 2.0 1.8 168 
168 42 Angola 1.9 1.9 162 
168 42 Equatorial 

Guinea 
1.9 1.8 168 

170 44 Burundi 1.8 1.8 168 
171 45 Chad 1.7 1.6 175 
172 46 Sudan 1.6 1.5 176 
178 47 Somalia 1.1 1.1 180 

Source: Transparency International (2009, 2010) 
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Table 10: Indices and Rankings for the 10 Most Serious Cases of Failing States, 2009 
FPFfP 
Global 
Ranking 

Country Index Country Ibrahim 
Ranking 

Index 

1.  Somalia 114.3 Somalia      1.  7.86 
      2. Chad* 113.3 Chad 2. 30.57 

3. Sudan 111.8 DR Congo 3. 31.70 
      4. Zimbabwe 110.2 Zimbabwe 4. 31.86 

5.  DR Congo 109.9 Eritrea 5. 32.72 
8. CAR* 106.4 Sudan 6. 33.36 

      9.  Guinea* 105.0 CAR 7. 34.34 
12. Ivory Coast* 101.2 Equatorial 

Guinea 
8. 35.86 

13.  Kenya 100.7 Guinea 9. 36.15 
14.  Nigeria 100.2 Cote d’Ivoire 10. 37.75 

Source: Foreign Policy (2010); Ibrahim Index (2010). * denotes former French colonies. 
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The Problem 
 A growing number of English Language Learners persists in public school populations 
throughout the United States.  Recent studies reveal an increase in the number of immigrants 
populating the United States, and concomitantly, the nation’s schools.  According to the 2000 
Census, 10 percent of the population in the United States consisted of immigrants (Garrett, 2011; 
Diaz-Rico & Weed, 2010).  The United States Citizenship and Immigration Services (USCIS) 
reported that the agency receives approximately six million applications and petitions for legal 
review and adjudication (2010); furthermore, the agency reported that more than 9 million 
immigrant people came to live in the United States in the 1990s.  In the past, the only decade that 
experienced increases in immigration near the present magnitude was that of the 1910’s, when 
the number of immigrants was just short of 9 million.  This was in the midst of World War I.    

The average number of immigrants coming into the United States in search of freedom, 
or a better life and opportunities was just over 900,000 annually in the 1880s.  Between the years 
2001 and 2002, the average number of immigrants coming into the United States was just over 
one million (Jonassen, 2006; Garrett, 2001; Nelson, 2004).  The following chart, from the U.S. 
Department of Homeland Security (2008), shows the number of immigrants to the United States, 
by decade, since the 1820s:   
 
Number of Immigrants to the United States by Decade 
 
Years   Number   Years   Number 

 
1820-1829  128,502  1910-1919  6,347.380 
1830-1839  538,318  1920-1929  4,295,510 
1840-1849  1,427,337  1930-1939  699,375 
1850-1859  2,814,554  1940-1949  856,608 
1860-1869  2,018,261  1950-1959  2,499,268 
1870-1879  2,742,137  1960-1969  3,213,749 
1880-1889  5,248,568  1970-1979  4,238,203 
1890-1899  3,694,294  1980-1989  6,244,379 
1900-1909  8,202,388  1990-1999  9,775,398 
                                                                        2000-2007  8,061,486 
 
                                                           Total              73,118,778 
Source:  U.S. Department of Homeland Security (2008) 
 
          Teachers, school administrators, and others associated with education as a profession, must 
consider the importance of understanding the problems English Language Learners face, and 
what can be done to better educate them.  Problems are especially prevalent among students 
where literacy instruction, which these students need in order to succeed with academic tasks, 
has been inadequate (Diaz-Rico & Weed, 2010; Lipson & Wixson, 2009). Some teachers 
advocate English proficiency as being a requirement for their classes in American schools, and 
many believe that English ought to be a prerequisite for immigration (Garrett, 2011; Garrett, 
2010). Promoting the notion of immigrant students being required to be knowledgeable and 
proficient in English before entering American schools is symptomology of the ignorance of the 
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language acquisition process in any language.  In addition, native language needs to be accepted 
and correctly utilized in the school system (Garrett, 2011; Lipson & Wixson, 2009). 
 The role of English proficiency in English as a Second Language programs (ELL) has 
been studied for some time.  Delpit argues that school language represents a power code and that 
any system that denies students access to the power code denies them access to the dominant 
society (Gunderson, 2000). Some believe Americans have lost track of our first cultures, and 
have, as a result, become far too acculturated as a result.  They argue that there is a failure to 
recognize the struggles immigrant students face throughout the country, and that these struggles 
are the same that many our own parents, grandparents, and other ancestors had to deal with 
(Gunderson, 2000). 
 The school system requires students to have mastering ability of many areas of topics 
while maintaining an appropriate behavior. For the ELL, adaptation calls for: (a) acquiring 
English language skills and the ability to communicate with others, (b) understanding classroom 
regularities, and (c) achieving behavioral control in the classroom (Spomer, 2001). Learning 
English is vital for achieving all of these goals.  
 
Native Americans and Personal Stories of Immigrant Students 
 Native Americans encounter various issues when speaking their native tongue. This is 
evident among the Navajo people. The Navajo elders wish to pass on their heritage by teaching 
their language to the younger people. The young are not interested in learning the language of 
their people, because they equate success with speaking fluent English (Garrett, 2011; Garrett, 
2002; Miller, 2004).  The local school system does not teach the native Navajo language; 
therefore, Navajo students do not benefit from understanding Navajo language. Elders in the 
community are concerned that this condition is disassembling the Navajo tribe.   

The author of this article taught children of the Chippewa, Blackfeet, and Sioux tribes, 
when he was a fourth grade teacher at Naytahwaush Indian School in Mahnomen County, 
Minnesota. Instead of the children being alienated because of their language, individuals from 
the community visited the school weekly to work with the children helping them become more 
skilled in their native language and culture.  Tribal community members worked with them in 
learning their native tongue.  An elderly woman, whom the children all called, “Babe,” or 
sometimes “Grandma,” taught beading to the children.  The children were motivated and excited 
about learning about their native roots, making beautiful artifacts in their beading classes with 
“Babe,” or “Grandma,” and interacting with various people from their native community.  Still, 
however, people from the Naytauwaush reservation faced alienation just outside the reservation.  
Tribal people would sometimes speak in their native tongue, but more often spoke in English.  
Commonly there were discussions among parents of the Naytauwaush community about how to 
possibly keep their culture alive with their children.  Concern was often expressed that this 
would fade if they didn’t continue to make an effort to teach the young about their “Native 
American ways” (Garrett, 1984).  Similar problems and concerns confront English Language 
Learners and their families, populating American schools from around the globe. 
 Schools across the country use the English language fluently and daily, while ELLs 
struggle in its classrooms.  It is overwhelming for an immigrant student to be thrown into a huge 
society of English speakers. ELLs cannot hide their diverse languages; yet, they and are often 
mocked due to the differences. Such occurrences only aggravate the anxiety of immigrant 
children, making every effort to avoid speaking their native language. Following are a few 
personal stories of immigrant student’s occurrences.  
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 Miller, 2004, reported the case of Xiaoxia Li, a mother of a Chinese immigrant, who one 
day picked up her daughter at school and began speaking to her in Chinese, Amy became upset 
with her mother and later explained that her classmates would laugh for speaking the language.  
When the teacher investigated Amy’s concerns, the girl reported that students would commonly 
laugh and her, and often would chastise her for speaking Chinese.  Amy further revealed that 
virtually in any instant where the teacher would ask about various infractions that had occurred, 
the student could accurately predict the outcome – that one of her classmates would point to her 
and say, “The Chinese girl,” which Amy reported was not the case, because she wanted to get 
along, and was a model student as far as behavior.  Her classmates would sometimes laugh at her 
in the classroom when these instances occurred.  On the playground they would call her names 
and say hateful things to her about being Chinese and speaking the language. 
 A similar case was reported from about a Cantonese-speaking family. Two siblings in the 
family were exposed to different routes in learning the new English language. Chu-mei quickly 
learned some English and maintained a working knowledge of Cantonese; however, Kai-fong 
began speaking English and stopped conversing in Cantonese, even with his family. Soon, he 
began alienating himself from home and spending more time with his friends from school. 
 Chris Carger, a Mexican American boy, attending a predominantly Latino Catholic 
middle school, was alienated by his teachers and school staff. While teachers and administrators 
never overtly stated that they believed their students were inferior, they treated them as if they 
were.  Some of the teacher assignments were difficult to the Latino student body due to their lack 
of experience with English. One task that the students were asked to complete was to describe 
the experience of going to the dentist.  This task proved to be embarrassing and humiliating to 
the Latinos because many of the immigrants had never been to the dentist. 
 The anxiety and pedagogical problems of  created by sort of a “language shock,” 
immigrant students commonly experience in transitioning to the new English language,  results 
in greater difficulty in performing well academically.  Stephen Krashen’s affective filter theory 
applies here. When a student experiences high stress, the affective filter is switched on, and the 
student will have difficulty in acquiring the new language.  When this affective filter is down, 
language acquisition occurs more efficiently and quickly.  Lack of motivation and self-esteem 
are also factors that trigger the affective filter, preventing students from learning their new 
language. Educators can help by providing an environment that reduces stress and anxiety and 
also increase immigrant student’s motivation and self-esteem (Garrett, 2011; Garrett, 2010; 
Garrett, 2009; Diaz-Rico & Weed (2010). 
 Problems with learning amongst ELLs, as may be expected, are more evident in urban 
schools. The evidence begins with the separation of English speakers and non-English speakers. 
Clemente, 2000, found that ELL Hispanic/Latinos experience a high degree of segregation from 
the rest of the academic population.  This segregation is physical and intellectual due to different 
academic needs.   The segregation is not a secret to the English-speaking students.  

Problems are present as well with school counselors and ELLs.  From Clemente’s study, 
he found that most school counselors agreed that excessive energy and time must be invested in 
remedial interventions rather than innovative student programs.  School counselors were reported 
as feeling less helpful emphasizing the need for bilingual counselors capable of meeting the 
needs of Hispanic/Latino students (Clemente, 2000). Other studies have revealed that school 
counselors are often inappropriately utilized, especially by administrators who do not accurately 
understand the role of the school counselor.  For example, the author of this article reported on a 
number of inappropriate uses of school counselors, who could be engaged in the business of 
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counseling, including counseling of ELLs, if they were not, often overly, engaged in these 
inappropriate tasks.  This included, among numerous others, tasks such as hall monitoring, 
keeping of the school records, bus duty, and cafeteria duty (Garrett, 2004).  Often staff members, 
charged with the role of assisting ELLs, and are needed for interpreting language for limited 
English students.  Sadly, often little communication or collaboration occurs between the school 
counselors and other staff members who work with ELLs. As school student populations 
experiences drastic changes demographically, it becomes clear that school professionals need to 
embrace the multicultural and diversity paradigm of acceptance of difference and diversity, as 
suitable alternatives to improve services rendered to multiethnic and multilingual populations 
(Garrett, 2002; Clemente, 2000). 

 
Struggling with Pedagogy and Curriculum 
 Improvement of the academic performance of students who are from non-English 
backgrounds requires a focus on the prevention of failure and on early intervention for struggling 
learners.  Prevention of failure among English language learners involves the critical element 
creating an educational environment that is conducive to their academic success.  Preventing 
school failures begins with the creation of school climates that foster academic success and 
empowers students (Ortiz, 2001). The classroom needs to have a “welcome feeling” and teachers 
who are encouraged to help the students. The positive school climate does not end with teacher’s 
classroom. School administrator’s leadership must show an interest in ELL students standardized 
test scores, a safe and orderly environment, continuous teaching methods for ELL teachers, in 
students improvements, and socially acceptable to the parents (Snowman & McCown, 2012; 
Garrett, 2011; Garrett 2010). 
 To prevent school failure school personnel need to be proactive early in the intervention 
for struggling English learners. Early intervention means that supplementary instructional 
services are provided early in students schooling, and that they are intense enough to bring at-
risk students quickly to a level at which they can profit from high quality classroom instruction.  
The intent of early interventions is to create general education support systems for struggling 
learners as means of improving performance in academics and to reduce inappropriate special 
education referrals. 

A popular pedagogical approach is content-based instruction. Content-based instruction 
emphasizes learning content through language.  Students practice all the language skills in a 
highly integrated, communicative fashion while learning content such as science, mathematics, 
and social studies.  This approach of teaching is valuable for all levels of English ability, but the 
style of teaching may differ by the English proficiency. For beginners, the content often involves 
basic social and interpersonal communication skills, but past the beginning level, the content can 
become increasingly academic and complex (Diaz-Rico & Weed, 2010; Vacca and Vacca, 
2010).  

Task-based instruction prepares ELLs by requiring them to communicate through the 
English language. Tasks are defined as activities that can stand alone as fundamental units and 
that require comprehending, producing, manipulating, or interacting in authentic language while 
attention is principally paid to meaning rather than form (Oxford, 2001); however, Garrett, 2011, 
reminds school personnel of the importance in allowing students to converse in their own native 
language as much as is necessary, with each other, for example, through translator gadgets, or 
through cooperative learning, just as English speakers would do if places in a foreign country, 
such as Japan, Germany, or especially a country where English is limited, and one is compelled 
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to learn the language in that country.  School personnel have to think in terms of putting 
themselves in the shoes of ELLs, as this helps one to realize what these students need. 

To require more communication in English, with this strategy, task-based instruction can 
be used for all levels of English comprehension, but different subject areas may teach task-based 
instruction differently.  For instance, beginners might be asked to introduce each other and share 
one item of information about each other. More advanced students might do more intricate and 
demanding tasks, such as taking a public opinion poll at school, the university, or a shopping 
mall (Diaz-Rico & Weed, 2010).  

To prevent ELL dropout and failure rates, education professionals must act early in 
preventing the difficulty of learning English. ELLs have little chance of success if they are left 
behind because of limited English proficiency. Intervention that focuses on remediating students 
learning and behavior problems will yield limited results.  The previous topics; school climates, 
early intervention, content-based instruction, and task-base instruction, are a few possible options 
to help ELLs in schools today (Snowman & Biehler, 2012; Garrett, 2011; Vacca & Vacca, 
2010). 

 
Surprising Results in Student School Performance 
 Even though immigrant students face hardship coming to a new nation, they have 
surprising academic results. It is unexpected for immigrants to perform well in a school system 
they are unfamiliar and different from their previous country, and some do not; however, some 
fairly recent studies have shown that children whose parents are immigrants or who are 
themselves immigrants do better in school on average than youngsters whose families have been 
in the United States a generation or more longer.  Overall, it has been reported that the 
newcomers are racking up high grades despite language barriers, overwhelming poverty, and 
personal hardship.  Immigrants do exceptionally well on tests, far better than the native-born 
(Viadero, 2000). 
 Different studies have given different reasons for the achievement of immigrant students. 
Possibly, immigrant parents understand that education is not free in other countries and place a 
higher value on education. Immigrant parents “feel it’s absolutely critical to do well and to do 
very well in school,” (Viadero, 2000). “Students who were born here take education for granted,” 
says Edwin Zambrano, a junior from the Dominican Republic ((Diaz-Rico, 2010; Viadero; 
Conger, 2003; Viadero, 2000).   

Viadero, 2000, reported some interesting findings in recent studies.  First off, foreign-
born children or children with at least one immigrant parent were reported to be less likely to be 
obese, to use drugs or alcohol, to smoke, to suffer from asthma, or to give birth to low birth 
weight babies.  Poverty was reported to be a motivator, in that, once they get to United States, 
the parents of immigrant children, even some who went to college in their home countries, are 
often forced to take low-paying jobs in order to take care of their families.  An additional finding 
reported was that immigrants who come from families who are intact tend to do better than 
average Americans.  
 The success, however, has not been true for all immigrants and ELLs.  Apparently 
success must be desired and achieved by the immigrants who actually strive for a good 
education. In other words, as with writing, “Some want to write, while others want to have 
written.”  Children from immigrant families are heavily distributed at both ends of the academic- 
achievement spectrum- even if their overall average grades are higher Even though many 
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immigrant students are winning prestigious science and mathematics prizes in record numbers, at 
the same time their dropout rates are increasing (Viadero, 2000).  
 
Immigrants and School Community Involvement  
 Learning the English language does not have to be limited to the classrooms. While more 
and more immigrants are coming to America, they will be more noticeable in the community and 
public surroundings. As Michael Fix, who is the director of immigration studies at the Urban 
Institute, has stated, “There are more immigrants coming in, so there will be more immigrants in 
rural communities” (Zehr, 2001). Educators and school administrators need to be proactive on 
helping the incoming immigrants. 
 Barry Berube, author of Managing ELL Programs in Rural and Small Urban Schools, 
gives some great insight on community involvement to help limited English speakers. Berube 
states that rural districts are more likely than their urban counterparts to lack qualified, 
experienced ELL teachers and to find the costs for teacher training prohibitive, given that 
universities may be located far away. Commonly rural districts are not prepared for students with 
English limited ability because this trend is brand new for them; however, rural corporations are 
not at a complete disadvantage. Rural districts often have staff members that are connected to 
their communities and parents, therefore better able to help immigrant students to become part of 
the community.  A certified ELL teacher in a rural setting can have a classroom size of two or 
three, while the urban ELL teachers much have larger classes; sometimes entire classrooms filled 
with these students; in large metropolitan areas like Chicago, Los Angeles, Philadelphia, Dallas, 
and other locations (Garrett, 2011; Garrett 2010; Garrett, 2002; Zehr, 2001). 
 The area of athletics opens another option of practice in communication with the newly 
immigrants.  For example, soccer games provided a way for youths’ parents to connect with the 
school community. A mother, from Korea with two sons, reported that she felt uncomfortable 
with her children’s school because of her limited English skills; she said she feels at ease 
attending soccer games.  A large number of immigrant children love sports, and often immigrant 
people are just as competitive as competitive Americans in the United States (Zehr, 2001). 
 The problem, as expected, is even more evident in the urban school corporations. The 
evidence begins with the separation of English speakers and non-English speakers. Clemente 
found that ELL Hispanic/Latinos experience a high degree of segregation from the rest of the 
academic population (Clemente, 2000). This segregation is physical and intellectual due to 
different academic needs (Clemente, 2000). The segregation is not a secret to the English-
speaking students.  
 
School and Legal Perspectives for Immigrant Students  
 Not all school corporations are acting positively to the huge growth of immigrant 
students.  These English limited often face hostility, overcrowded schools in urban areas, limited 
resources, standardized testing mandates that are impossible to meet, and unreasonable school 
accountability measures.  School personnel at all levels must not ignore these topics issues, and 
their collaboration and advocating on behalf of ELLs is greatly needed. Growth of immigration 
populations is evident and is affecting the school system. The following court case made a huge 
impact on teaching English to immigrant students. 
  In 1974, the decision in Lau v. Nichols laid the groundwork for language minority-
students to receive an equal education and instruction. The Lau court case relied on the much 
narrower ground of the regulations and guidelines issued under Title VI of the Civil Rights Act 
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of 1964, which prohibits federally funded programs from discriminating on the basis of race or 
national origin (Zirkel, 2001). The Lau court case held that Title VI required school districts to 
take affirmative steps to rectify the language deficiency of students with limited English 
proficiency (Zirkel, 2001). The Supreme Court did not want to give a particular methodology, 
and left the decision up to the local school systems. The school systems choices were to 
employee bilingual teachers or teach ELL students the English language. Most schools desire to 
have programs which will meet the needs for ELLs because bilingual teachers are harder to 
employee and programs for ELLs are easier to modify and change.  
 School officials and corporations must address, and attend to, the legal issues of 
providing an education to ELLs. By ignoring or avoiding the topic, the school personnel set 
themselves up legal actions that most do not want.  It should be stated in every school district’s 
handbook or operation policy manual that ELLs deserve the educational and instructional lessons 
and practices that are equitable with all other students.  The school district is wise to demonstrate 
the practice of promoting an intercultural community throughout its programs.  
 
Recommendations for practicing school principals: 

1. A Shared knowledge base. Teachers need to be informed and prepared when a ELL is 
enters the classroom. They should be knowledgeable about all of the following areas: 
second language acquisition, the relationship of native language proficiency to the 
development of English, assessment of proficiency in the native language and English, 
sociocultural influences on learning, effective first and second language instruction, 
informal assessment strategies that can be used to monitor progress, particularly in 
language and literacy development, and effective strategies for working with culturally 
and linguistically diverse families and communities (Ortiz, 2001). 

2. Reduce the cognitive load. Teachers can take the leading step by reducing the “cognitive 
load” of material that is presented in the classroom. The key is to choose activities and 
assignments that allow students to draw on their prior knowledge and life experiences.  
Teachers need to consider the ability of the ELLs. Many may not have had much 
schooling prior to their entry into the United States and will not have as much 
background knowledge, or experience on which to draw.  Teachers must understand 
every immigrant’s educational background to adjust the teaching comprehension (Diaz-
Rico, 2012; Garrett, 2011; Miller 2004)  

3. Evaluate teaching strategies and approaches. Teachers need to be sensitive to 
classroom teaching styles. ELLs may have difficulty learning in a new environment and 
teaching styles that differ from their homeland. In many countries, students are not to 
speak unless the teacher asks them questions directly.  To volunteer answers might be 
considered boastful or conceited.  Other countries do not question what teachers say, 
even if it may be incorrect. Furthermore, in some countries, teachers are revered and 
given a high level of authority.  The United States school system often uses the 
Eurocentric method by emphasize student-centered learning, that allows the students to 
do the talking and discussions, while many immigrants may be more comfortable with a 
teacher lecture instruction (Miller, 2004). 

4. Reduce the cultural load. Lightening the “cultural load” on immigrant students can 
make learning a more positive experience for them.  Teachers should not make 
assumptions about a student’s nationality and then treat the English learners as less 
inferior. Showing respect for these aspects of the immigrant child’s life begins by 
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building personal relationships with the students and their families and by making an 
effort to include aspects of each child’s culture in the classroom on a regular basis 
(Snowman & Biehler, 2012; Diaz-Rico & Weed, 2010; Miller, 2004). 

5. Reduce the language load. Teachers need to use their vocabulary carefully around 
students who are learning how to speak English. Using words that are vague and on to 
high academic level is often discouraging to immigrant students. To lighten this heavy 
“language load” for the student, teachers can employ a number of strategies: 

i. Rewrite difficult text terms. 
ii. Break up complex sentences. 

iii. Define particular difficult words. 
iv. Provide several sources of classroom topics (Miller, 2004). 

English-language learners rely on the teacher to use English skillfully. 
6. Native language versus English. The immigrant student’s language should not be 

banned from the classroom. Recent studies show benefits to students in holding on to 
their native language, whether it is used in the classroom or at home  These studies argue 
that students who maintain their native language while they learn English have achieved 
a valuable goal by becoming bilingual (Snowman & Biehler, 2012; Diaz-Rico, 2010; 
Miller, 2004). 

7. Teacher assistance teams. Teachers have responsibilities in teaching their subject area 
and dealing with discipline problems. They help when they “Respond with ability” to the 
tasks and issues confronting them, and by not being disabled by them (Garrett, 2011).   
Teachers need to gather together in groups of four to six general education teachers to 
design improvement plans. These plans will determine priorities for intervention, help the 
classroom teacher of select strategies or approaches to solve the problem, assign 
responsibility for carrying out the recommendation, and establish a follow-up plan to 
monitor progress (Ortiz, 2001).  

8. Parents and teachers as a team. Lily Wong Fillmore suggests five steps that parents 
and teachers can take together to help ease the struggle that immigrant students face in 
school and in the community (Miller, 2004). 

a. Teachers and parents must see the importance of having the immigrant child learn 
his or her native language in addition to English. 
b. Both parents and teachers need to make themselves aware of the potentially 
traumatic emotional experiences that immigrant children may face. 
c. Parents and teachers need to watch for negatives forces in the immigrant child’s 
life. 
d. Parents and teachers encourage involvement in community events that help 
promote ethnic languages and cultures. 
e. Teachers should invite parents as resources of different cultures. 

9. Academically Rich Programs. ELLs are often viewed as slower or less intelligent. 
Many times these perceptions limit their abilities and chances at a higher education. 
Students learning English must have opportunities to learn advance skills in 
comprehension, reasoning, and composition and have access to curricula and instruction 
that integrate basic skill development with higher order thinking and problem solving 
(Ortiz, 2001).  

10. Peer or Expert Consultation.  English limited certified personnel do a great service 
when they involved and are informative to general education teachers and staff on 
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strategies and implications for teaching in the classroom. Teachers can share instructional 
resources, observe each other’s classrooms, and offer suggestions for improving 
instruction or managing behavior (Ortiz, 2001). 
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Ethnocentrism and Intercultural Willingness to Communicate in U. S. College Students  
 

ABSTRACT  
With increasing globalization, effective intercultural communication has never been more 
important.  While such communication is important, based on differences in cultural ideologies it 
is possible that individuals may see their own cultural groups as superior to others, thus 
ethnocentrism is certainly one potential barrier to effective intercultural communication.  
Another important element is one’s willingness to communicate with those of another culture.  
This study examined the levels of ethnocentrism and intercultural willingness to communicate 
(IWTC) of 203 U.S. students.  The study sought to determine if there were sex differences in 
these two variables and if such factors as out of country travel or interaction with those of 
another country or another culture affected either ethnocentrism or IWTC scores.  Results 
indicate that males are both more ethnocentric and less willing to communicate interculturally 
than are females.  Further, while out of country travel did not produce differences in either 
ethnocentrism or IWTC scores, daily interactions with someone from another country or another 
culture did demonstrate differences in both scores.  Implications of these findings are discussed. 
 

INTRODUCTION 
McLuhan’s (1964) concept of a global village is becoming increasingly evident.  As the world 
becomes more interdependent and interconnected, intercultural communication has become more 
important than ever.  While effective communication between those of different cultures has 
never been more imperative, barriers to such communication certainly exist.  There is certainly 
the possibility that individuals may see their own cultural group as superior to others, possibly 
rejecting them as inferior based on differences in cultural ideologies.  Such an attitude lies at the 
heart of ethnocentrism.  According to Neuliep and McCroskey (1997), despite increased global 
interaction, ethnocentrism is an obstacle to intercultural communication.   Samovar and Porter 
(1997) contend that ethnocentrism is universal and acts as a portal through which all cultures 
interpret and judge other cultures. In addition, Lustig and Koester (1996) suggest that all cultures 
have a tendency toward ethnocentrism in that each culture teaches its own to use categories of 
their own cultural experiences when they judge the lives of those from other cultures.  
Gudykunst and Kim (1997) argue that high levels of ethnocentrism impact competence and can 
create dysfunction with respect to intercultural communication as it influences the manner in 
which people communicate with others.  Beyond ethnocentrism, Kassing (1997) argues that 
intercultural willingness to communicate is an important construct for intercultural 
communication competence, as in order to be competent, one must be willing to communicate 
this those of another culture.   
 

PURPOSE 
 The purpose of this study is to examine sex differences in ethnocentrism and IWTC and 
to examine factors which might affect a person’s ethnocentrism and/or IWTC scores.  
Specifically, three research questions are advanced: 

RQ1  Is there a sex difference in either ethnocentrism or IWTC scores? 
RQ2  Does out of country travel affect either ethnocentrism or IWTC scores? 
RQ3  Does frequency of interaction with those from another country or another culture 

affect either ethnocentrism or IWTC scores? 
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METHOD 
Participants 

This study employed a convenient sample of 203 U.S. college students from Fort Hays 
State University, a medium sized university located in a town of about 25,000 in western Kansas.  
There were 110 female and 93 male participants.  Respondents ranged in age from 18 to 26, with 
45% in the 18-19 age group, 25% who were 20-21, 10% who were 22-24, and 20% who were 25 
or older.  Most of the students were from small towns, in fact 38% came from a home town of 
less than 5,000.  The entire sample lived in towns of under 500,000. 
 
Instruments 

Participants completed the Generalized Ethnocentrism (GENE) scale developed by 
Neuliep and McCroskey (1997) and the Intercultural Willingness to Communicate (IWTC) 
developed by Kassing (1997) as a part of a general education course they were taking.  The 
GENE, which is designed to measure ethnocentrism regardless of culture, consists of 22 items, 
11 of which are positively worded and 11 are negatively worded.  Neuliep and McCroskey report 
the reliability of the GENE as .92 as measured by Cronbach’s alpha.   The IWTC contains 12 
items, six of which are used to measure IWTC and six filler items from the Willingness to 
Communicate (WTC) scale (McCroskey & Richmond, 1990).  Kassing reports reliability of the 
IWTC as .91.  Factor Analysis confirmed a single factor solution for both scales.  In this study, 
Cronbach’s alpha for the GENE was .850, and .849 for the IWTC.  In addition to the GENE and 
IWTC, participants were asked to provide demographic information and information regarding 
their travel experiences as well as their intercultural interactions.   
 

RESULTS 
 The first research question sought to determine whether sex differences existed in either 
ethnocentrism or IWTC.  In regard to ethnocentrism, females (M = 31.71, SD = 5.99) had 
significantly lower (t = 3.092, p > .001) ethnocentrism scores than males (M = 35.77, SD = 6.94).  
On the IWTC, females (M = 73.28, SD = 21.96) had significantly higher (t = -4.423, p > .001) 
IWTC scores than males (M = 63.54, SD = 22.66).  Thus, for this sample, there is a sex 
difference in both ethnocentrism and IWTC scores. 
 The second research question examined the potential effect of out of country travel on 
both ethnocentrism and IWTC.  Results indicated that those who had never traveled outside of 
the U.S.  (N = 101, M = 33.56, SD = 6.35) did not differ in their ethnocentrism scores (t = -.094, 
p < .05) from those who had (N = 101, M = 33.56, SD = 7.13).  Those who had never traveled 
outside of the U.S. (N = 101, M = 69.07, SD = 23.72) had non-significantly (t = .158, p < .05) 
higher IWTC scores than those who had (N = 101, M = 68.56, SD = 21.98).  For this sample, out 
of country travel does not appear to affect either ethnocentrism or IWTC scores. 
 The third research question examined the potential effect of interaction with someone 
from another country or culture upon ethnocentrism and IWTC.  Results indicate that those with 
no interaction with those from another country (N = 34, M = 34.26, SD = 8.89) had significantly 
higher ethnocentrism scores (t = 2.213, p > .05) than those who had daily conversations with 
someone from another country (N = 16, M = 29.50, SD = 6.07).  Those who never interact with 
someone from a different culture (N = 34, M = 65.95, SD = 26.32) had significantly (t = -2.636, p 
> .05) lower IWTC scores than those who did (N = 16, M = 83.42, SD = 19.40).  Thus, for this 
sample, daily interaction with someone from another country or another culture is related to 
lower ethnocentrism and higher IWTC scores. 
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DISCUSSION 
 This study produced results which provide insight into the nature of ethnocentrism and 
intercultural willingness to communicate.  The results of the first research question demonstrate 
that, for this sample, male college students are more ethnocentric and less willing to 
communicate interculturally than are female college students.  The finding of a sex difference on 
these two variables is consistent with previous research regarding sex roles.  Traditionally, 
females are seen as being more nurturing, caring, empathetic and compassionate than are males 
(Ivy & Backlund, 2000).  Tannen (2001) argues that males and females use a different language 
from each other.  According to Tannen, females focus is on the relationship, thus they use 
“rapport talk.”   Thus the finding that females are less ethnocentric and more willing to 
communicate interculturally is not surprising, as this result is consistent with traditional sex role 
stereotypes. 
 The second and third research questions sought to examine factors which might affect 
one’s level of ethnocentrism and/or IWTC.  RQ2 examined the potential impact of out of country 
travel on ethnocentrism and/or IWTC.  For this sample, out of country travel did not affect either 
ethnocentrism or IWTC.  Thus, short term exposure to those of another culture by traveling to 
another country does not appear to affect either ethnocentrism or IWTC. 
 The third research question examined the impact of interaction on ethnocentrism and 
IWTC.  The results indicate that those who have daily interactions with someone from another 
country or another culture have lower ethnocentrism and higher IWTC scores than those who 
never interact with such individuals.  While this study didn’t examine causation, these results 
appear to be intuitive.  It could be that the more exposure one has, via daily interactions, with 
someone from another country or another culture the more one learns about other countries and 
other cultures thus potentially reducing one’s level of ethnocentrism.  Or, it might be that those 
with lower levels of ethnocentrism are drawn to engage in interactions with those from another 
country or another culture.  Likewise, it appears obvious that someone who has daily interactions 
with someone from another country or another culture would have a higher willingness to 
communicate with someone from another culture.  Again, however, this study did not attempt to 
determine the cause of differences, rather it merely established that such differences exist. 

Taken together, the results of RQ2 and RQ3 provide a key finding.  While out of country 
travel isn’t necessarily associated with lower ethnocentrism or higher intercultural willingness to 
communicate scores, daily interaction with someone from another country or another culture 
does provide such an association.  The key element here is that interaction with, not mere 
exposure to, someone from other country or another culture is what is important in terms of 
differences in both ethnocentrism and intercultural willingness to communicate scores.  While 
this study didn’t examine the causes of these differences, it did demonstrate that for this sample, 
they do exist.  The fact that daily interaction, not mere exposure, is an important element in the 
difference in the scores is something that those involved in planning study abroad and foreign 
exchange programs need to keep in mind.  Given these results, a study abroad program which 
takes a group of U.S. students to a foreign country where they remain an in-tact group, studying 
and interacting with each other, may not produce the same kind of results as a program where 
students have daily interactions with those of the host country.  Since effective intercultural 
communication is of growing importance, planners of study abroad programs need to insure that 
they design their program so as to maximize the potential to reduce levels of ethnocentrism and 
to increase student’s willingness to communicate interculturally. 
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Limitations and Future Research 
 This study had three primary limitations which serve as the basis for further research.  
First, the sample was limited to college students at one university.  Given that the university is 
located in a largely rural, conservative part of country, increasing the sample to include other 
parts of the country and other demographic groups than college students might produce different 
results.   Second, by design, this was a descriptive study, not one that sought to determine 
examine causation.  A study which examines the cause(s) of differences in ethnocentrism and/or 
intercultural willingness to communicate would be most instructive.  Finally, again by design, 
this study examined only the U.S. culture.  A study which compared U.S. scores to those of 
individuals from other cultures would be enlightening as well. 
 Although this study, largely by its design, did have limitations, it also provides useful 
information about the nature of ethnocentrism and intercultural willingness to communicate.  If,  
in an effort in improve communication between those from different cultures, there is a goal to 
reduce the level of ethnocentrism in the U.S., this study demonstrates that since males 
demonstrate higher levels of ethnocentrism and lower levels of intercultural willingness to 
communicate, then males need to be targeted more than females.  This study also has 
implications for those involved in planning study abroad and foreign exchange programs, as they 
need to find ways to maximize intercultural interactions rather than relying on mere exposure to 
those of another culture.  Thus the findings of this study do have useful implications for those 
interested in improving the quality of intercultural communication. 
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Introduction 
This work traces the journey of a class of learners over two years as they were 

encouraged to use their funds of knowledge to discuss important thematic issues in student-led 
literature discussions or Book Clubs ( Raphael & McMahon, 1994; Raphael, Pardo & Highfield, 
1995; Raphael, Pardo & Highfield, 2005).  The salient feature of these particular literature-based 
units is that the units were centered around multicultural literature primarily based in the many 
ethnic groups within this particular classroom.  In fact, over these two years, six such thematic 
Book Club units based in issues of culture and reflecting the diverse ethnicity of their classroom 
were created and studied in light of the students who read and discussed them.   

Background 
The Role of Third Space in Literacy Learning 

I come to this work from a sociocultural view of learning which emphasizes the role of 
language in learning as inseparable from its context.  Moreover, language is used by individuals 
as they act out various identities and membership in various communities (Gee, 1996).  These 
communities include, but are not limited to, home, community, peer, and school communities for 
the students within our classrooms.   Within such a view of language use and learning, many of 
the difficulties that students may have in learning school discourse have to do with the wide 
variance between the more formal, middle class discourse of school in its grammar, vocabulary 
and so forth and the students’ initial acquired discourses of home and community, especially for 
students from non-mainstream communities such as English Language Learners and those who 
speak a language or dialect other than “Standard English” at home.  While all language users are 
more or less adept at code-switching, or going from one variant of discourse use to another 
dependent upon the social context, the specific demands of academic discourse, what Delpit 
labels “the language of power” (1995) and others call “Standard English” leaves many learners 
outside the realm of mastery and seemingly “deficient.” 

Rather than buy into such a deficiency model, it is our contention that it is just these sort 
of conversations such as Book Club now taking place more commonly in schools that serve as 
hybrid or third space (Gutierrez, Rymes & Larson, 1995; Gutierrez, Baquedano-Lopez & Turner, 
1997)  wherein students can bring both their home-based discourse as well as try out the newer 
discourses of school such as literary terms, critical perspectives on literature and the like.   
In this newly created learning space, the learning – based in conversation – is clearly social and 
dialogic.  Following this model, learners are apprenticed into such social practice including its 
accompanying genres, rules of participation and so forth through participation with more 
knowledgeable others.  Here, it is important to note that the more knowledgeable other does not 
always have to be the teacher.  Instead, often with such specialized learning, roles can change 
and one’s peer can be the experts with important knowledge to be shared. 
Book Club:  The pedagogy of student talk 

Fortunately, the pedagogy and theoretical constructs of the Book Club stand on solid 
footing as research-based practice with a solid history across of nearly twenty years of research 
across various contexts of age levels as well as with a variety of learners.   

• Students read high-quality, literature; 
• Student write a variety of responses, especially those requiring higher level 

thinking and making personal connections, before heading into their discussions; 
• Thematic units address universal areas worthy of discussion and provide for  in-

depth learning; 
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• The teacher explicitly models through Opening Community Share, 
comprehension strategies, ways of responding in writing, and ways of interacting; 

• Fishbowls provide models from which the learners extrapolate standards of what 
makes for “Good Book Club Discussions” and “Norms” (Author, in press); 
Culturally Responsive Pedagogy 

Culturally responsive pedagogy (Ladson-Billings, 1995; Gay, 2000)resides in following 
values: 1) cultural heritages of different ethnic groups as legacies affecting students dispositions 
and approaches to learning as well as content worthy of study; 2) school success for students 
from diverse backgrounds recognizing the disproportionate number of those experiencing failure; 
3) improving school success of those from diverse backgrounds by seeking to build bridges 
between their experiences at home and at school; 4) maintaining or even building competence in 
home culture and language; and 5) fostering social justice through an emphasis on equity in 
educational outcomes and celebrating diversity (Au, 2006). 

Thus the aims of Multicultural Book Club stem from those of culturally responsive 
pedagogy and specifically were designed to:  1) include literature that both “mirrors” their world 
and that provides a “window” into the world outside of the students in the classroom (Cox & 
Galda, 1990); 2) address the literacy needs of an ethnically diverse population; 3) help students 
make connections between texts, to themselves, to each other and to world around them; and, 4) 
increase cultural awareness and tolerance of all students. 

Teaching for social justice:  One of the many goals of culturally responsive 
pedagogy.  Multicultural education, as defined by NAME (National Association for 
Multicultural Education) is:  

a philosophical concept built on the ideals of freedom, justice, 
equality, equity, and human dignity…  It affirms our need to 
prepare students for their responsibilities in an interdependent 
world.  It recognizes the role schools can play in developing the 
attitudes and values necessary for a democratic society.   It values 
cultural differences and affirms the pluralism that students, their 
communities, and teachers reflect.  It challenges all forms of 
discrimination in schools and society through the promotion of 
democratic principles of social justice (Willis, 2003). 

Use of multicultural literature.  Because today’s classrooms are increasingly diverse 
and yet continue to be taught by a teaching population that remains primarily one of white, 
monolingual, middle class females (Hughes, 2010; Vescio, 2009), the need for the use of 
multicultural literature as the mainstay of a good reading program is critical.  For far too long 
many children simply have not seen themselves reflected in the stories and other texts used 
within their classrooms.  This was not only true for those learning to read using the McGuffey 
Readers in the early part of the 20th century or the Dick and Jane series popular from the 1930’s 
through the 1970’s (e.g. Scott Foresman) since the culture in these books reflected the very 
particulars of the middle class norms, language, looks and more that were the dominant 
Discourse (Gee, 1996) yet this trend in fact continued well into other basal series throughout the 
seventies and eighties which were predominantly Eurocentric in their focus and hardly divergent 
in reflecting the great variety of ethnic and cultural variations clearly present in urban as well as 
many suburban and rural schools, both public and private throughout the United States.  In some 
ways the “literature anthologies” beginning in the 1980’s (thanks to the Whole Language 
movement) did a better job of representing a wider range of children and authors, particularly 
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those from African-American and Latino backgrounds, it is still rarely the case that a classroom 
today is filled with literature that is reflective of the wide variety of ethnicities of the children 
within it. 

And what is the message to an individual child when he or she does not see themselves in 
the literature and other texts being read in their classroom?  Quite frankly, if  a child does not see 
others “like them” in the texts being read in school, then perhaps school is not a place for 
children “like them.”  This message is neither subtle nor neutral.  After all, long before one 
learns to read words, one “reads the world” as a survival skill and socialization tool with which 
humans interact and survive throughout their lives.  Thus, the choice of the literature used in 
Multicultural Book Club is of primary importance – an implicit curriculum - in that the books we 
choose to have children read becomes a curriculum in and of itself.  Indeed, books are not simply 
a means to an end but an end in and of themselves and must be considered carefully as such.  

Characteristics of high quality multicultural literature.  Thus, a major component of 
Multicultural Book Club is, of course, the selection of high quality multicultural literature or 
“literature that represents any distinct cultural group through an accurate portrayal and rich 
detail” (Harris, 1996).  After working through the six units that we developed, taught, assessed, 
and re-taught in the classroom – I have refined the following list of criteria for what multicultural 
literature one might use with students for classroom teaching.  Given that “age appropriateness” 
is one of the criteria, I find this list to be applicable to all levels of teaching.  And while here we 
are considering literature in reference to culture and ethnicity as well as religion, we are currently 
expanding our work to further take into consideration issues of gender, ability and the like. 

When it comes to what qualifies as multicultural literature of high quality, I offer the 
following standards (see Yokota, 1993): 

• Avoidance of stereotypes and generalizations; 
• Defining a distinct cultural group instead of “cultural conglomerates” (e.g. Korean 

or Pakistani instead of Asian) which blur distinct cultures while often ignoring other cultural 
groups; 

• Quality literature as defined by expert groups such as the American Library 
Association and specific recognized awards; 

• Historical, cultural and overall accuracy; 
• Richness in cultural details; 
• Authentic dialogue, relationships, and language use; 
• In-depth treatment of cultural issues; 
• Inclusion of members of a “minority” group for a purpose; 
• Told from the point of view of member of cultural group; author should be from 

the culture or have some authority; 
• Representation  that makes sense within local and larger contexts; and,  
• Appropriate to its intended audience in reading level and content. 
Literature as mirror and window.  More importantly to our work, multicultural literature 

should either mirror the cultures in the classroom or be a window (Cox & Galda, 1990) into 
cultures such as those the children will be encountering in the world with which they will interact 
as successful beings in living, learning, and working well with others.  While we began with the 
notion of mirroring or reflecting the range of ethnicities within this diverse classroom by 
selecting texts for each of the units over the course of the year to specifically include those of 
Indian, African-American, Japanese, and Korean children we also included those with characters 
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of other ethnicities such as Latino/a and Native American which provided a window into the 
diversity outside of the local community. 

Research Design and Methods 
Setting and Participants 

The setting for this study was a single multiage classroom of third and fourth grade 
students over a period of two academic years.  The first author took on the role of participant 
observer while working with Mrs. Lee, the full-time classroom teacher of these students during 
both years.  Mrs. Lee also worked as a teacher researcher.  The school was a public suburban one 
with a diverse population in the MidWest.  With 25% Asian students in the district overall, 
Foxview Elementary, one of the five K-4 elementary schools had a population with 35% Asian 
students at the time we began our study in 2006.   

Although data does not reflect this, the cultural conglomerate, “Asian,” can actually be 
further broken down into very specific ethnicities which, in this particular classroom would 
include children whose ethnicities included Japanese, Korean, Chinese, and Indian.  There was 
also one African American child, another who has come from Great Britain, one child who was 
adopted from Russia as a toddler, and one whose parents had immigrated from the Middle East - 
one from Jordan and the other from Lebanon.  It is important to note that Mrs. Lee is of Filipino 
descent and was the only teacher of any Asian background or any minority in the district during 
our study.  Both she and the author, a white female, shared their own stories of their names and 
other questions asked of students as they arose. 

From 5-10% of the students in this district spoke a language other than English as their 
primary language including four students in this classroom; two of the students in this classroom 
had been in the U.S. less than one year and two were removed from this classroom daily for 
English as a Second Language instruction.  No other assistance was available.   
Methodology 

The primary methodology used in research was that of the ethnographer studying the 
classroom over two years as a case study (Hamel, 1991; Dyson, 2005) with an emphasis on thick 
description (Geertz, 2000).  Eventually as the primary researcher came to develop working 
theories about the ways that language, learning and culture were at work in this classroom, she 
began to focus on particular students as individual cases.  This work with multiple case studies  
(Stake, 2005)  that work to both typify the theory in action as well as illustrate possible outlying 
or exceptions to the theory at play.  The cases selected in the discussion portion of this paper are 
excellent examples of this multiple case study analysis. 
Research Questions 

As a researcher, I approached this case study with two general questions in mind: 
1. In what ways might the reading and discussion of multicultural literature help children make 

connections to the texts, each other, and the world outside of their immediate surroundings? 
and; 

2. How might we best assist students to maximize their potential in student-led Book Club 
discussions? 

Data Sources 
The data for this study came from the following sources for the academic years 2006-

2007 and 2007-2008 in four major forms: 1) digital audio recordings of teacher whole group 
lessons and small group student-led discussions along with transcriptions of this discourse; 2) 
copies of student artifacts related to literacy and learning such as student’s written responses and 
student-produced text;  3) the teacher’s lesson plan book, observations and journal writings; and, 
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4) photos, artifacts, and daily field notes as taken by the researcher as participant observer.  
Because of this large corpus of data, I was able to draw on multiple sources as I began to look for 
patterns to emerge.  With two of us looking at different data sources initially – the teacher 
viewing student work and the researcher listening to audio recordings of the student-led Book 
Club discussions, we came to the classroom with different perspectives on how the students were 
experiencing the text.  Both of us were in the classroom daily, and we had weekly data meetings 
as well as extended planning meetings before each unit.   
Data Analysis 

The overarching perspective during data analysis was on building grounded theory 
(Glaser & Strauss, 1967; Bogdan & Biklen, 1998).  As a researcher, I kept two-column notes for 
my field observations and weekly data meetings.  I used the right column for thematic and 
theoretical notes as well as eventual coding.  As the data collection period progressed, it was 
becoming clear that there were particular students that it made sense to focus on as case studies 
as Multicultural Book Club was proving an especially transformative experience especially for 
certain students.   

All audio files, whole class and small group discussions (N = 144) were catalogued by 
type (whole group vs. small group), unit, book title, and book club group.  Next, I listened to 
each discussion multiple times and kept field notes for general trends and open coding.  
Transcriptions were made for key discussions including at least at least one discussion for each 
group for each unit.  Discourse analysis of the transcribed audio files proceeded as “language in 
use” (Cazden, 2001; Gee, 1996; Gee, 1999) as well as refinement of the coding scheme and full 
coding of 14 full discussions.  Working with graduate assistants, an inter-rater reliability rate of 
.81 was achieved with this coding scheme. 

Likewise, student learning artifacts, including all of their written responses to the reading, 
the teacher’s lessons and journals, and my daily field notes were coded as part of Constant 
Comparative analysis (Glaser, 1978) as I worked to refine grounded theory about the learners 
and focused on specific cases within the classroom. 

Results 
Raja:  Becoming Resident Expert 

One of the first moments that we knew we were on to something was the day that Mrs. 
Lee began to read aloud the story of Ghandi by Demi.  Two female students, both of Indian 
descent, began giggling immediately when Mrs. Lee said the main characters name.  When the 
teacher inquired why, they corrected the teacher in her pronunciation of the main character’s 
name almost immediately.  They went on to explain that if pronounced Gan – dee, as most 
Americans seem to pronounce it, that this word actually means crazy old woman in India – a 
remark that produced even more giggles out of the class.  Instead, in their native tongue the name 
should actually be pronounced Gan – dhee – with the emphasis on the latter syllable and the dh 
combination making an unfamiliar but more palatable tongue to the top front of the roof of one’s 
mouth sound.  With their guidance, the class practiced saying the name correctly which we 
continued to do carefully at every point of saying his name throughout the course of reading and 
discussion for the rest of year.  After all, no one wanted to go calling Ghandi a crazy old woman! 

One of these two females was an especially quiet and socially isolated child who took her 
schoolwork seriously.  There had been a consistent lack of social engagement within and outside 
the classroom community that the teacher expressed concern about at the start of the year going 
so far as to give the mother the homework assignment of making playdates for her daughter.  In 
fact, this student had been at the same school since kindergarten yet she had no significant 
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friendships.  After the day of correcting the class on pronouncing “Gan-dhee,” however, she 
followed up by bringing in her authentic Indian clothes.  She seemed to make a transition during 
2006-2007 as a resident expert and taking on more and more of a leadership role.  By the time 
my research assistant began to transcribe discussions from the second unit, he commented to me, 
“Wow, that Raja is really quite a leader.”  I was shocked that he was talking about the same girl 
that I knew from class, so the teacher and I listened to the discussion the next week in our data 
meeting.  It quickly became apparent that she was becoming further empowered as a member of 
the community of learners with important contributions to make.  When her birthday came 
around, she invited the whole class to a party at her house; most students went and said they had 
quite a fun time.  By the end of that year, however, this young lady was transferring to another 
nearby school district.  Early the next Fall, Mrs. Lee received a call from Raja’s new teacher – 
she needed a recommendation because Raja was running for class president at her new school.  
The transformation had been quite amazing. 
Jon Michael:  “I’m not Chinese and I’m not Japanese,”  

Jon Michael joined our class at the start of Year Two as a result of re-districting that, we 
learned later, split only three Korean students from a much larger group still at his prior 
elementary school.  From the start he used his first and middle name interchangeably, so when 
the classroom teacher met his parents during Open House the second week of school, Mrs. Lee 
asked his parents which name she should use.  His father answered coldly, “It does not matter,” 
and we quickly regretted that this youngster had missed our very successful naming unit of the 
prior year.  Jon Michael did not smile except when he spoke of Korea where he spent his 
summers, and he was always the last to linger out to recess and lunch where he spent little to no 
time playing with the others even when they asked him to join.  During parent-teacher 
conferences, his father seemed very unhappy with the teacher remarking that “this school lacks 
structure and enough academics,” and he got so upset that at one point the teacher had to stand 
up to assert her authority.  On their way out, the mother lagged behind him and smiled saying, “I 
like you,” when the father was out of earshot. 

During the Cinderella unit, for which I could find no authentic Korean text, as a whole 
class students read Yeh Shen:  A Cinderella story from China and Mufaro’s beautiful daughters: 
An African tale, while English Language Learners in his class were also given a Japanese 
Cinderella tale in their native language.  When small groups were given another five Cinderella 
tales of various ethnic backgrounds from which to choose, none of which were Korean, Jon 
Michael finally spoke out to his group but loud enough to be heard by the teachers, “I’m not 
Chinese, and I’m not Japanese.”  Instead of ignoring his dissatisfaction, I brought in the text, The 
Korean Cinderella, and Jon Michael and I discussed the problems of the text not being 
accurately Korean.  I assured him that the next unit, a second naming unit, would include an 
authentic text with a Korean main character and even the Korean writing system.  In fact, when 
we read the text, My name is Yoon, Jon Michael was “caught writing” his name in Korean by 
another student who said, “That’s so cool, Jon!  Can you do mine?”.  Other students found this 
cool, too, and he ended up writing everyone’s name in Korean for them and smiling ear to ear the 
whole time.  For the rest of the year, Jon did not have a problem with smiling and he finally 
started rushing to lunch and recess like everyone else. 

Jon Michael was not just feeling especially isolated as the only Korean boy in class and 
one of only a few Koreans in the school where in his previous school there had been more 
Korean students.  And the problem that Jon Michael experienced was not just about not having a 
Korean text, however; it was also that he was having to read text about Japanese and Chinese 
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characters.  As a matter of cultural knowledge, one needs to understand the underlying history 
and animosity between Koreans and both the Chinese and Japanese.  In sum, historically, Korea 
has been alternately conquered by both China and Japan and the atrocities suffered by their 
people at the hands of these two nations have been horrific and long-suffering.  In addition, Jon 
Michael, as the eldest and only son in his family has a great deal of pressure on him to perform 
greatly at school which is by no means any comparison to the rigors of Korean school.  After all, 
Korea and its people must excel and achieve! 
Andre:  “I’m African-American!” 

Before we even began our first Multicultural Book Club unit, there was at least one 
student who was quite anxious for this Civil Rights unit to begin. About a week before we began 
the unit, Mrs. Lee went to leave school one day and found a Post-It™ note on her car’s 
windshield with an anonymous penciled note asking, “When are we going to start Civil Rights?”  
She was quite perplexed, and the next day she asked me if I had left the note.  Of course I had 
not, and it was obviously in the penmanship of a third- or fourth-grader.  After asking a few 
students, we found that the note had been left by our one African American student, Andre, who 
seemed eager to share all what he already knew about the Civil Rights movement.  At least he 
was eager to share it with us as he told us when it was time to go to lunch that he had been 
watching the Eyes on the Prize DVD series at home over the past few months with his parents.  
He could hardly contain himself and his pride about various persons and stories privately over 
the next few weeks during this unit of study.  However, besides when the teacher asked him 
explicitly in whole class discussions about particular individuals, he shared little to nothing 
during Book Club discussions – and no more during the Civil Rights unit than during units that 
followed (e.g. “Cinderella around the World”) although, again privately in his journal, he worked 
diligently especially on Mufaro’s beautiful daughters: An African tale with which he was already 
familiar. 

So, what was keeping this student from sharing his expertise in his small group 
discussions?  Part of the answer may lie in his individual lack of confidence.  Andre was small, 
shy and a bit immature for his grade, and he was easily led especially by bossy young ladies in 
his class.  Early in the year, he had been recommended for Special Education placement based on 
his lack of achievement and test scores in both reading and math, but his parents declined this 
placement.  Given the disproportionate placement of African American boys in Special 
Education (Kunjufu, 2000), this may have been a placement worth questioning.  Moreover, 
considering that Andre was the only African American in the classroom, he had literally no 
compatriots with whom to identify in the classroom, particularly regarding race.  Without the 
support of trusted adults, it would have been more surprising to see him bring up such issues in a 
peer-only setting. 

However, by Year Two, Andre did begin to build some confidence as not only was he a 
fourth grader in a room of third and fourth graders, he was also one of only seven “resident 
expert” Book Clubber’s as we began to teach the other 18 new children how to “do Book Club,” 
and others were beginning to know that he had some expertise when it came to Black History.  

 Finally, by the middle of Year Two during the second unit and the discussion of Show 
Way, I witnessed Andre take a stand and claim both this heritage and his point of view.  His 
group began their discussion with “What is a ‘show way’?” during which he argued for his 
answer for nearly a five full minutes.  Yes, he understood it as a map, but he also understood 
how the ancestors in the book had sacrificed to fight for freedom and civil rights so that he and 
others like him could have freedom.  When later in the discussion, his group decided to talk 
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about theme, the other four members looked over to where some common themes were hanging 
in the classroom including:  believe in yourself, overcoming obstacles, helping others, and so on.  
They were tossing around all of these ideas and reasons why they might fit and Andre was also 
trying to get a word in, but he had little practice at this since he had not participated in the small 
group venue much.  Then suddenly he broke into the group saying, “I’m African American!” and 
this stunned his group into silence as he had intended giving him apparent license to speak with 
authority on this story about his own history.  One group member did actually say, “Huh?” then 
another said, “What do you think the theme was, Andre?” and all gave him them their undivided 
attention.  Andre shared that he thought the theme was a combination of “overcoming obstacles” 
in the long fight for freedom and then civil rights and “helping others” since many had risked 
their lives even when they were safe.  Finally, he had used his expertise or cultural knowledge in 
a way that his classmates respected. 
Chiyo:  Practice Versus Evaluation 

Chiyo came to us at the start of Year Two knowing no English, but we had some things 
going for us.  First, now we had a new ELL program.  Second, Chiyo was a hard-working young 
lady who wanted to please.  And, lastly, as part of my doctoral coursework, I had learned a good 
deal about best practices with ELL students.  Unfortunately, the first and last items did not co-
exist well as we learned when a parent sent us a Japanese Cinderella tale in its original language.  
We excitedly sent this to our ESL teacher counterparts who explained that their policy was that 
they, “didn’t do anything in the child’s first language.”  Frustrated but not undefeated, we 
worked with Chiyo and her 4th year counterpart, Yomata, and used this story within the 
classroom to teach the similarities and differences between the languages and stories. 

Chiyo also worked with Yomata in Book Club discussions since the first spoke nearly no 
English for the first Unit; so Yomata did a good deal of translating back and forth to allow Chiyo 
to still participate.  Chiyo could respond in her writing log with some writing and often with 
pictures at this early stage.  By the second Book Club, she was still in a group of four students 
including Yomata, but she had learned enough words that, even if the question had to be 
translated, she could respond with a word or phrase in English.  In terms of my thinking as an 
educator and “best practices for English Language Learners” this was the perfect sort of small 
group, peer-led social circumstance that we try to construct in which such language learners can 
get practice using their newly acquired language. 

It was not long, however, before Chiyo went completely mute.  Even when I offered to 
and did turn the recorder off, Chiyo had gone silent, and the more she was prodded by myself or 
her teacher, she could not even explain in her native tongue why – not even to her Japanese peer, 
Yomata.  She simply would not, seemingly could not, speak, in these small group discussions.  
Certainly not in English like we all expected her to do.  The only words that I note her saying 
during these days was asking her teacher, and often myself, at the end of such a day, “Do you 
still like me?”  Of course we did.  We just did not know how to help her. 

Eventually, and it was not until the next Book Club cycle some six weeks later, very 
timidly and with the shortest of answers at first, Chiyo, in a group now without Yomata, spoke in 
her new Book Club group finally.  She was capable as her English had been getting better 
rapidly.  We would not have left her without Yomata if we had not believed that she could 
comprehend the talk and be able to say what she might want to say.  But what had caused her 
long period of silence?   

It was not until I had a conversation with a Japanese peer at a conference in the interim 
that I think I began to understand.  It seems that in Japan speaking in front of one’s teacher – 
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really speaking in the classroom at all – is a different construct altogether and done almost 
entirely for evaluation purposes.  As such, Chiyo (or so explains my informant) would not have 
wanted to speak English aloud until she could do so perfectly.  Thus, what I had conceived of as 
practice for Chiyo in her newly acquired language of English in a small group setting of her 
peers in which the teacher or I might occasionally stop by to observe for Chiyo had been an 
extremely intimidating setting of evaluation.  For Chiyo, these discussions were a public 
performance of her competence (or lack thereof) in which she saw herself as incompetent using 
the perfection of her native English-speaking peers as a marker of competence and the seeming 
omni-presence of teachers in the classroom as her ever-possible audience. 
 Yomata:  An Americanized Japanese student? 
 In contrast to Chiyo, a first-year immigrant to the U.S., Yomata was in her fourth year in 
this same elementary school as a fourth grader which meant she had a highly Americanized 
understanding of education.  Likewise, she was with our class and study for both years, and thus 
had a thorough understanding of the teacher’s expectations, Book Club, as well as the thematic 
and cultural understandings emphasized throughout our units.  For example, during our first 
Naming Unit, Yomata shared a good deal of information about Japanese naming traditions as did 
other students from other cultures; students also shared the meaning and stories behind their 
names and pinned their names on a world map to its country of origin.  Much like the proper 
pronunciation of Ghandi, knowledge of African American history, and the Korean writing 
system, names and their meanings were given prominence in this classroom.   
 Until one day, when there was a substitute . . .  The substitute was innocently reading 
aloud from a story Mrs. Lee and when the substitute read the names of two Japanese characters 
incorrectly, Yomata interrupted her to correct her.  And the substitute said, “That’s not 
important.”  Well, that was not the right thing to say to Yomata; she was horrified and indignant.  
After all, it was important.  Names are important.  Her culture is important.  And she reacted by 
folding her arms, clenching her fists, slumping down in her chair, and not participating for the 
rest of the day.  This was right after lunch, and Yomata did not say or do one thing for the rest of 
the day.  She did not participate, she did not follow along, she did not do her work.  Yomata was 
protesting and on strike.  As a Japanese student, this would be unacceptable behavior.  For 
Yomata, this was behavior never seen before or since.  But it was very American (read rebel) 
behavior. 
 When Mrs. Lee arrived back the next day, she debriefed the situation with Yomata, 
telling her that, of course, those names were important.  Yomata smiled and said she thought 
Mrs. Lee would think so.  They said a few more words, and Yomata was back to her usual 
smiling, hard-working self. 

Discussion and Implications 
 In the following discussion, I again draw attention to the construct of Third Space, 
wherein the Official/First Space represents the Teacher Script while the Unofficial/Second Space 
would include the Student Counterscript or those things said by students in the unofficial spaces 
and which usually remain “off the record.”  Thus, this notion of Third/Hybrid Space that is 
possible when the teacher script and student counter script are allowed to authentically interact 
and is, of course, unscripted and multi-voiced (Bakhtin, 1981; Gutierrez, Rymes, & Larson, 
1995).   
Language as Resource 

We begin with a discussion of Raja and her peer who corrected Mrs. Lee’s pronunciation 
of Gandhi.  As teachers and teacher educators all know, teachers are faced with hundreds of 
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decisions a day such as to what to do with such information brought on as an interruption by a 
student.  Mrs. Lee could have said, “Please don’t interrupt” or “Here in the U.S, we pronounce it 
this way,” or even as the substitute did to Yomota, “That’s not important” or simply ignored it.  
However, she made a conscious choice, much like choosing that book on Gandhi in the first 
place, to spend a good deal of time on this new information and to highly value her students’ 
funds of knowledge (Gonzalez, 2005).  This is part of a larger belief system that all students 
come to the classroom with great stores of such knowledge and that a very good teacher is one 
who is highly adept at accessing these funds of knowledge in the classroom to both show students 
how smart they already are, to reflect back that their culture is valuable and worthy of bringing to 
the classroom, and to give students points in their own stores of knowledge to which they can 
attach new learning.   

As we saw specifically for Raja, this was the beginning of her official sojourn as a 
resident expert on Indian pronunciation and history which quite quickly translated into a general 
role as resident expert and leader in small groups for her.  It is important, also, to keep in mind, 
that this discussion began in what was officially Student Counterscript – the girls’ giggling.  Mrs. 
Lee had to veer off of the Official Teacher Script and venture daringly into this Student 
Counterscript to find out that they were giggling about Gandhi meaning crazy old woman.  Thus, 
none of this would have even happened if it were not for the intersection of First and Second 
Space or this going off the script into Third Space. 

And going off of Official Teacher Script can be scary – just ask the substitute.  That is 
why she kept to the Official Teacher Script and answered Yomata’s Countersript interruption of 
the teacher’s read aloud – when the student tried to correct the student’s pronunciation of 
Japanese youngster’s names – with the Official Teacher response of, “That’s not important.”  
This is how students from non-mainstream languages and non-mainstream cultures are told daily 
that their knowledge is not important.  And Yomata’s response was dramatic and public for those 
who were aware of what to look for.  Student Counterscript does not usually get much 
prominence either in the classroom or in the study of the classroom.  It is generally ignored all 
together. 
Cultural Knowledge as Resource 

Because of his cultural knowledge, Andre was excited to begin the Civil Rights unit and 
building on this sort of enthusiasm were the sort of connections we sought in all our units via 
literature and content connected to students’ funds of knowledge.  Although during Year One 
and much of Year Two we had to pry this knowledge from Andre in the public space, he was 
making connections on his own to his cultural knowledge of African American history in his 
writing even when quiet in his small group discussions.  Just because he was not bragging to all 
of his classmates about his knowledge does not mean that he was not making leaps and bounds 
in his own personal connections and so much more capable in all of his reading endeavors 
because of this; we know that he was. 

So, too, were numerous students for whom we had provided books that drew on their 
own cultural backgrounds whether Indian, Jewish, Russian or the many ethnicities already 
discussed.  In fact, we also could not assume that our students had certain American cultural 
knowledge, so, as just one example, we had to assign the Disney version of Cinderella one 
weekend. 

It is also worth noting that both students who had difficulty discussing their specific 
cultures – Andre and Jon Michael – were those who were singular in representing their 
ethnicities within the classroom.  Indeed, it is difficult to be the only African American child in a 
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classroom and more so to feel as if one has to “represent” the viewpoint of African Americans 
for the class.  So, too, to be a Korean child within a milieu of Chinese and Japanese students may 
leave one feeling defensive or having to “represent.”  It is not that teachers put these things upon 
such students; they may do so themselves, but parents can unwittingly do this and so can cultural 
“ways of being.”  But both of these circumstances speak to the need of a very knowledgeable and 
sophisticated teacher with a great store of cultural knowledge who understands all that may lie 
beneath the circumstance of such children. 

It is also worth noting that both of these students do very much go off script the Official 
Teacher Script – Andre with his shocking “I’m African American!” and Jon Michael rebelling 
with, “I’m not Chinese, and I’m not Japanese.” – into a Student Counterscript, but they did so 
clearly within the hearing of the teacher or researcher.  They both wanted to be heard by this 
adult, and they both did so within the distance of this safe person.  With Andre, he had already 
tested out these adults and when he made his stand he was doing so within the hearing of 
someone who “had his back” if anything went wrong.  As for Jon Michael, he might have been 
taking a bigger chance, but he definitely wanted to be heard and for someone in charge to right 
the wrongs being done to him.  For Jon Michael, too, this venture into Third Space allowed the 
chance for his voice to be heard in ways he was hoping for and more. 
Sociocultural Practice as Resource 

Sociocultural practice or “ways of doing” can often be the least visible parts of our ways 
of doing school and learning if we are not sure what to look for.  When we were working with 
Chiyo and she went silent, it was because we were working from two completely different 
cultural expectations of “ways of doing” school.  What we saw as practicing her English in a 
non-threatening small group setting, Chiyo’s Japanese culture of schooling viewed as her being 
evaluated on her oral performance of using English.  While I could initially see that this was a 
clash in views of what we were doing and why, between the language gap and the culture gap, I 
could still not see my way through to get her back to talking.  She had to get to a place where she 
was not embarrassed to talk, and I could not see how she could do that without practicing – 
which I thought would require practicing while she was not very good, something she could not 
seem to withstand. 

And, yes, Chiyo’s silence was her own form of Student Counterscript – a silent protest.  I 
continued to work with her trying different options such as drawing, having her translate out her 
response, but still there was no talking.  And then, as suddenly as it had started, it stopped, and 
she was talking again. 

Again, we have to remember that American schooling, and one’s classroom in particular, 
is only one very unique “way of doing school” and it is only going to be effective for a certain 
number of children.   The children who learn best in your classroom will be children who learn 
like you teach.  So, is your classroom full of children like this?  Or might your classroom benefit 
from listening to some of that Student Counterscript? 

Conclusions 
In creating the units for Multicultural Book Club, we selected the literature with the 

particular class of students in mind as both mirror and window with the cultures of the classroom 
(Cox & Galda, 1990).  As such, it was also vital that we created a hybrid space whereby the 
Official Teacher Script also paid attention to, allowed for, and interacted with the Unofficial and 
unscripted Student Counterscript.  In doing so, the classroom became a place where student’s 
funds of knowledge (Gonzalez, Moll, Almanti, 2005) were valued, made a part of the larger 
community, and made accessible as part of student’s schema to connect with new learning.   
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The teacher’s role of this constant negotiation is no small task.  Indeed it requires a deep 
knowledge of one’s students, their cultures, possible curricular content, pedagogical alternatives 
and ongoing questioning of who is and is not being heard.  First and foremost, however, it 
requires the teacher creates a safe classroom community in which all of this would not otherwise 
be possible.  For it takes a very safe place for Jon Michael to tell his Japanese and Chinese 
classmates that he is very different from them, and it must be a very safe place for Chiyo to stay 
mute when she very much wants to please her teachers and asks daily, “Do you still like me?” 

As for further research, we are interested in delving into some of the Student 
Counterscript that might not be so easily accessible, such as what older students – middle 
schooler’s and high schooler’s – say and mutter and really think about learning.  And we are also 
looking into how we might investigate various “ways of knowing” that did not readily show up 
in this preliminary study. 
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Introduction 
No place else could have provided me with the environment, the climate, in which I could not 

only grow, but could also get the sense of being loved. 
 (Barack Obama, Carolan and Carolan 16) 

  
 This paper examines the agents of socialization that affected President Barack Obama as 
a young person in the 50th State. I based this analysis on the sociological premise that agents of 
socialization i.e. childhood, family, neighborhood, school, sports, and work; influence our self-
concepts, emotions, attitudes and behaviors (Henslin 107). It reveals that Obama experienced a 
remarkably American boyhood.  
 The thesis of this paper is that growing up in Hawai’i had a tremendous impact on 
President Barack Obama. I also describe an event that determined his character similar to those 
related by James David Barber in his book Presidential Character. Craig Robinson, Obama’s 
brother-in-law, maintains that the challenge of high school basketball gave Obama a chance to 
develop and define his character. Obama told a reporter that as a result of his sports experience, 
he learned discipline, how to handle disappointments, and realized it was not all about him 
(Murphy 2). 

 
Childhood 

I believe that the carefree childhood I experienced in Hawaii  
and the wonderful education I received at Punahou, should not be left to the luck of the draw, but 

should rather be every child’s birthright.  
(Barack Obama, “A Life’s Calling to Public Service,” Punahou Bulletin) 

 
  Stanley Ann Dunham gave birth to a son on 4 August 1961 at the Kapi´olani Medical 
Center for Women & Children. He weighed eight pounds and two ounces. Birth announcements 
appeared in the Honolulu Advertiser and the Honolulu Star Bulletin. Dr. Rodney T. West, the 
obstetrician who delivered Obama, thought the name Barack Hussein Obama sounded musical 
(Mikkelson 1). Neil Abercrombie, (D) governor of Hawai’i, knew his parents, recalled Barack’s 
birth, and remembered him as a child (Mathews 1).  
  Obama’s mother, grandmother, and grandfather instilled a solid foundation of values in 
this young child. They did their best to channel his mischievous nature and jealousy of his 
younger sister into constructive outlets. A friend recalls a time when Obama jousted with his 
sister for space on his mother’s lap until they all fell to the ground laughing (Finn and Baxter 1). 
He took care of his sister when his mother took classes.  
 Obama did what children (keiki) do in Hawaii. He played in the warm sand of Waikiki 
beach and swam in the clear blue waters of Hanauma Bay. He strung leis of fragrant plumeria, 
listened to band concerts under the shade of the Banyan trees in Kapiolani Park, slurped sweet 
shave ice, and played with children from all types of ethnic and racial backgrounds. He hiked 
through a musty bamboo forest to Manoa falls, heard the crash of North Shore’s tumultuous 
waves, and admired the shadows of Pali’s peaks. He bodysurfed at Sandy Beach, hiked to 
Makapuu Lookout, and marveled at the views of the windward coast. “I can remember the first 
steps I took as a child and be stunned by the beauty of the islands” (Obama Dreams 23).  
 As Obama grew older, he played basketball at Washington Middle school, the sun baked 
Paki playground on the edge of Waikiki beach, and the courts at Puanahou School. After 
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practice, he and his friends savored a two-scoop rice and mac plate lunch special or Spam 
musubi at the Rainbow Drive-In.  

Family (‘Ohana) 
Of all the rocks upon which we build our lives,  

we are reminded today that family is the most important.  
(Barack Obama, Carolan and Carolan, 39) 

   
  Obama’s mother, Stanley Ann Dunham, met Barack Obama Sr. at the University of 
Hawaii. Governor Abercrombie remembered the couple, “She was just a kid” (Steinhauer A1). 
The couple married in 1961. Her mother observed that her daughter had done some 
unconventional things, but none more than this marriage. Nonetheless, Obama’s mother and 
grandparents dedicated themselves to providing a secure and caring environment for him.  
 Obama’s mother instilled in him habits of hard work. She arose every day at 3 AM in the 
morning to tutor him during their stay in Indonesia from October 1967 to mid-1971. When 
Obama complained she replied, “This is no picnic for me either, Buster” (Finn and Baxter 2). 
Later, she interrupted her doctoral program so she could help pay her son’s tuition to Columbia. 
Her dissertation explored craftsmanship and metallurgy in Indonesia.  
 Obama characterizes his mother as “the single constant in my life” in his book Dreams 
from My Father (xii). Fifty-two year old Stanley Ann Dunham died of ovarian cancer in 
November 1996. Obama expressed regret that he was not by her side when she died. “I know 
that she was the kindest, most generous spirit I have ever known, and that what is best in me I 
owe to her” (Dreams xii). Obama scattered her ashes at Halona (Blow Hole). Here, the wind and 
the tide forces ocean water through an underwater lava tube that erupts in a burst of white foam. 
He visits this spot every time he returns to Hawai’i. 
 Obama’s grandmother, Madelyn Dunham (Tutu) cared for him during his mother’s 
frequent absences. She set the standard at home and on the job. The Bank of Hawaii appointed 
her one of their first two vice-presidents. The profession of one of the primary influences on the 
future President of the United States worked as a banker. “She’s the one who taught me about 
hard work. She’s the one that put off buying a new car or a new dress for herself so that I could 
have a better life. She poured everything she had into me” (Carolan and Carolan 31).  
 Obama took time out from his campaign for the Presidency in 2008 to visit his 
grandmother before she died of cancer. After her memorial service, Obama and his sister, Maya 
Soetoro-Ng, described their debt to her as “beyond measure” (Jacobs 88). They scattered Tutu’s 
ashes at the same dramatic location that they scattered their mother’s.   
 Obama found male role models in his grandfather, father, and stepfather. His grandfather 
worked as a furniture salesman and then as an insurance agent, a well-worn copy of Dale 
Carnegie’s How To Win Friends and Influence People at his side. Obama moved a Chicago 
wedding reception to tears with reminiscences of his grandfather. Abercrombie noted that 
Obama’s Gramps, “loved that little boy,” and in the “absence of a father, there was not a kinder 
more understanding man” (Scharnberg 3).  
 Gramps took young Obama everywhere and showed him everything. He included him in 
conversations with adults and piqued his curiosity about the world. Obama tagged along when 
Gramps played checkers with grizzled Filipino men or fished off the dock with his Japanese pal. 
Gramps often drank whiskey in sleazy waterfront bars with his wide-eyed pre-teenage grandson 
in tow.  
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 Obama admits to some literary license in his portrayal of his grandfather in his books, 
Dreams of My Father and Audacity of Hope. Obama wrote “As close as I was to my grandfather, 
he was both too troubled and too old to provide me with much direction” (Audacity 408). Stanley 
Armour Dunham died in 1992. His family buried him at Punchbowl Military Cemetery a few 
blocks from their home. 
 Barack Obama Sr. left Hawaii for Harvard when his son was a baby. He earned a masters 
degree and returned to Kenya in 1965. His only contact was a month-long visit in 1971. Obama 
remembers this less than pleasant stay. “If my father hadn’t exactly disappointed me, he 
remained something unknown, something volatile and threatening” (Obama Haunted 5). He 
ordered his son in front of the rest of the family to do his homework, instead of watching The 
Grinch That Stole Christmas. His father did give his son a basketball, a gift that changed 
Obama’s life.  
 Obama visited Kenya as an adult in search for a connection with his father. He discusses 
his father’s failed ambitions as a government economist, his dependence on alcohol, and his 
futile attempts to deal with four different wives, eight children, and numerous relatives in his 
book Dreams of My Father. When his father died in a car crash in 1982, Obama wrote, “I felt no 
pain, only a vague sense of an opportunity lost, and I saw no reason to pretend otherwise” 
(Dreams 128).  
 Obama’s stepfather Lolo Soetoro played a part in his life for four years. He helped 
Obama adjust to the cultural differences the young boy faced in Indonesia. Lolo advised him, 
“Your mother has a soft heart. That’s a good thing in a woman. But you will be a man someday, 
and a man needs to have more sense” (Obama Dreams 39).  
 Obama spent each summer with his grandparents in Hawaii during his four years in 
Indonesia. His mother believed he could get a better education in Hawaii. She requested her 
mother ask a graduate of Punahou School for a recommendation for her son to this private, 
college preparatory school. Missionaries from the Congregationalist Church founded this 
prestigious school in 1841 to provide education for their sons and daughters. Obama got the 
recommendation, interviewed, and the school accepted him for the 1971 school year.  

 
The Makiki Neighborhood 

You can’t really understand Barack until you understand Hawaii.  
(Michelle Obama, Glauberman and Burris) 

 
 Obama grew up in the unpretentious Honolulu neighborhood of Makiki, located in the 
urban heart of Honolulu, ten minutes away from glitzy Waikiki beach. The University of Hawaii 
anchors one end of this five-block area and Kapi´olani Medical Center and Punahou School. 
Cereus, a night blooming cactus that emits a strong vanilla smell, grows on the rock walls that 
protect two sides of the school’s lush 76-acre campus. Makiki’s mixed urban environment 
consists of apartments, single homes, condos, and small businesses, and a plethora of churches. 
Makiki hosts Lutheran, Korean, and Mormon Churches, plus a Buddhist temple.  
 Second and third generation immigrants live here before they move on to more expensive 
homes. The neighborhood looks run-down with a tangle of electrical wires strung down the 
streets and beach towels drying on the lanais of miniscule apartments. The apartment where 
Obama lived with his grandparents overlooks a Baskin-Robbins ice cream parlor. He worked 
here as a teenager. He wore a brown uniform with pink trim and earned $2.40 an hour scooping 
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ice cream. This experience gave him an “appreciation of people who are having to work hard to 
get where they needed to go” (Glauberman and Burris 67). To this day he dislikes ice cream.   
 The battered hoops at Washington middle school, Mr. Lau’s Alexander Grocery where 
Obama bought shave ice, and Zippy’s restaurant are nearby. Here the future President enjoyed 
his favorite dish, a Zip Min, a noodle dish that includes breaded shrimp, sweet pork, dried 
seaweed, green onion and egg or purchased Malasadas at the Napoleon Bakery (See Appendix A 
for walking map).  

The Buff and Blue of Punahou School 

There is something about this place and this school that embraced me, gave me support, gave me 
encouragement, and allowed me to grow and prosper.  

(Barack Obama, Speech at Punahou, 17 Dec. 2004, Punahou Bulletin) 
 

 Obama entered 5th grade at Punahou School in 1979. Most of the students started 
kindergarten together. The chubby brown boy that wore sandals from Jakarta felt very much out 
of place. On his first day in school, his teacher mentioned that his father came from Kenya. A 
boy made monkey noises in response. A girl asked if she could touch his hair. Obama remarked 
that his race, status as a scholarship student, and the fact that he lived in an apartment set him 
apart from other Punahoe students. He recalled, “As a kid from a broken home and a family of 
relatively modest means, I nursed more resentments than my circumstances justified, and didn't 
always channel those resentments in particularly constructive ways”(Kay 2). (See Appendix B) 
 Obama worked hard to fit in. His math and science teacher recalled that, "Barry was a 
happy kid. He had a good sense of humor and smiled all the time” (Kay 2). He played football in 
the eighth grade. He thought he caught the ball better than any starter. He sang in the Boy’s 
Chorus in the ninth grade and the Concert choir in the tenth. He wrote for the school literary 
journal and programmed the music before basketball games in his senior year. His U.S. History 
teacher described him as “rascally and with lots of pizzazz – the kind of kid teachers love to have 
in their class” (Tani 2). 
 Obama appeared cool on the outside, but boiled inside. In the 7th grade, he bloodied the 
nose of a boy who called him a “coon.” The tennis pro asked him if his color rubbed off, and the 
assistant basketball coach used the “N” word to describe a basketball opponent. Obama struggled 
to realize his identity as a black man in America, “and no one around me seemed to know 
exactly what that meant” (Glauberman and Burris 109).  
 His classmates failed to notice his angst. Many had similar problems coming of age in the 
complicated racial dynamic of Hawai’i. Dan Hale, a 6’7” center who played basketball with 
Obama, recalled, “I had my own issues to worry about. Being a haole from Punahou, now that 
was the worst” (Steinhauer A1). Hale now teaches and coaches at a high school in Virginia. He 
believes his friendship with Obama taught him to consider the fact that many of his students 
might not show the hurt inside.  
 Obama smoked marijuana as a student and sometimes snuffed cocaine. He admits that he 
did not live up to his potential and was “a pain in the ass” because he “was working through a lot 
of stuff when I was in high school, both on and off the court. I probably could’ve been a better 
ball player and a better student if I hadn’t been goofing off so much” (Murphy 2). However, Eric 
Kusonoki, his homeroom teacher from 9th to 12th grades, remembers him fondly as courteous and 
polite, the kind of student who kept his nose clean” (Anderson). 
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Barry O’Bomber, Reserve Forward 
And I could play basketball, with a consuming passion 

 that would always exceed my limited talent... 
 (Barack Obama, Dreams 78) 

 
 Obama, with his accurate double pump jump shot, had game. He remembered, 
“Basketball was a refuge, a place where I made a lot of my closest friends, and picked up a sense 
of competition and fair play” (Murphy 2). It helped him find respect as a man and his identity as 
a black man. His coach commented, “He was the first to arrive at practice and the last one to 
leave (Murphy 2). Obama demonstrated leadership on the court. He called out players who did 
not give their best effort and questioned his coaches.  
 Punahou’s basketball team featured some very talented athletes. Obama would have 
started for any other Honolulu high school team, but not this one. The coach insisted on precise 
plays and several passes before anyone took a shot. He didn’t appreciate Obama’s opportunistic 
street style of basketball. Obama played the game with passion and abandon. He commented on 
his relationship with the coach. “I got into a fight with the guy and he benched me. Just wouldn’t 
play me. And I was furious you know” (Mendell 48). In his senior year, he played into some 
games and made a difference. In Dreams, he hinted that he did not start because of his race, but 
admitted that he played an undisciplined style of basketball (Glauberman and Burrris 103). 
 Obama gained insight and perspective as he matured. He realized after he left Hawaii 
that, “I had bought into a set of false assumptions about what it means to be black” (Glauberman 
and Burrris 103). Obama put the issue behind him when he visited Punahou in 2004. Native 
Hawaiians call it ho‘oponopono, the ability to resolve conflict, talk, listen, and forgive. He 
greeted his old coach warmly and remarked, “You know…I really wasn’t as good as I thought I 
was, was I?” (Harnden 6). His coach replied that only later he learned to use and appreciate 
players who played Obama’s style of ball.  
 Conservative writer Dinesh D’Souza’s in his book The Roots of Obama’s Rage claims 
that Obama adopted the anti-colonial, anti-Western, Marxist political views of his Kenyan father. 
Purportedly this conversion took place during his father’s one-month visit to Hawai’i in 1971. 
Contrary to D’Souza’s assertions, Obama’s defining political moment did not come from the 
dreams of his father. He earned it with hustle, sweat, and a newfound appreciation for teamwork, 
playing basketball for the buff and blue of Punahou. 
 

How Hawaii Shaped Obama’s Life 
What’s best in me, and what’s best in my message is consistent with the tradition of Hawaii. 

(Barack Obama, Obama’s Hawaii Neighborhood, Kay 1) 
 

 Obama experienced a senior slump before his graduation. He appeared morose and put 
off applying for college. The police arrested a friend for drug possession. He told his mother that 
he wanted to find a part time job and just hang out. He observed that luck played a big role in life 
and that you could get by in laid-back Hawai’i, as long as you did not show too much attitude. 
His mom lectured him, “Remember what that’s like? Effort? Damn it Bar, you can’t just sit 
around like some good time Charlie waiting for luck to see you through” (Maraniss 15). Soon 
after he applied to Occidental College in California and they accepted him as a student. 
 Congresswoman Mazie Hirono, “Hawaii shaped the life of Obama and our nation will be 
better for it” (Glauberman and Burris 139). Abercrombie mentioned that Obama learned the 
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values of family, community, and commitment in Hawaii. Obama stated that Hawaii taught him 
to appreciate different cultures. 
 Obama cares about the environment a sentiment that goes back to the native Hawaiians. 
During his youth, preservationists and developers struggled over the future of his favorite 
bodysurfing spot, Sandy Beach. “So it was natural for me, growing up, to be concerned about 
these issues in a way now I think is common across the country but was more deeply embedded 
in Hawaii at the time” (Glauberman and Burris 90).  
  Bodysurfing, called nalu or wave riding by native Hawaiians, taught Obama to study the 
kinetic energy of the waves and respect the forces of nature. A surfer learns to never jump into 
uncharted waters and use the power of the waves. If you fight them, you come up under them, 
not on them. The President honed his political approach and “no drama Obama” persona in the 
surf off Sandy Beach.   
 Obama discusses the origins of his calm demeanor, “People in Hawai’i, you know, 
generally don’t spend a lot of time yelling and screamin’ at each other. I think there is a cultural 
bias toward courtesy and trying to work through problems in a way that makes everybody feel 
like they’re being listened to” (Glauberman and Burris 118). Hawaiians have a penchant for 
talking story and hanging loose that pundits and political partisans find difficult to understand. 
 Hawai’i has two official languages, English and Hawaiian. Aloha means more than just 
“hello” in the Hawaiian language. It refers to a shared breath with connotations of peace and 
giving from the heart. It means trust, toleration, and welcome. Obama explained the aloha spirit, 
“if we see somebody in need we should help” (Glauberman and Burris 140).  
 The Hawaiian word ‘ohana means extended family. It refers to the notion that members 
of a family cooperate and look out for one another. In a speech in Honolulu, Obama noted, “We 
come together as a single ‘ohana because we believe in the fundamental commonality of people” 
(Carolan and Carolan 36). Obama has a special place in his heart for family because at times he 
grew up feeling like an orphan (Mendell 19). His wife Michelle believes that this parental loss 
contributed to his desire for public attention. 
 School played an important role in Obama’s development. He found security and 
challenge at Punahou. In 2004, Obama addressed the students of his old school. He asked them, 
“What kind of claims can we make in terms of creating the kind of society that benefits 
everybody, not just some people?” (Tani 2). He noted that Punahou forced students to think 
about such things. 
 Those who dispute the facts of the life of this skinny kid with a funny name ought to walk 
in Obama’s old neighborhood and talk to people. The people who knew him described him as 
kama‘aina (Hawai’i-born), a child of Hawai’i, and one akamai (smart) guy. In some ways he 
lived a remarkable life. He had a Kenyan father and lived in Indonesia for four years. However, 
in most ways, he experienced the childhood and adolescence of an American boy. He sang in the 
choir, waited to the last minute to write term papers, and worried his mother.  
 Obama enjoyed a particularly American upbringing; Those who see foreign, different, 
un-American aspects in his early life get it wrong. There is a Boy Scout troop in Makiki and the 
Rotarians meet at the Community library. Obama has good and bad memories of growing up in 
Hawaii. But, when it comes time to vacation it is all good. He returns home to Hawaii, drawn by 
stories of kith and kin, true to Queen Liliuokulani’s lament, “Sweet memories come back to me. 
Bringing fresh remembrances of the past” (Aloha Oe). 

 

 

129



Works Cited 

Anderson, Chris. “An American Boyhood: Barack Obama Raised in Hawaii.” Video 
http://www.barackobamahawaii.com/welcome.htm?f=Trailer. 

Barber, James. Presidential Character. Englewood Cliffs: Prentice Hall, 1972. 
Carolan, Terry and Joanna Carolan. A President from Hawaii. Hanapepe (HI): Banana Patch 

Express, 2009. 
Finn, Christine and Sarah Baxter. “Long Range Love of Obama’s Absent Mother,” The Times 

(London), 23 Nov. 2008. <http://www.timesonline.dco.uk> Accessed 20 Feb. 2011. 
Glauberman, Stu and Jerry Burris. The Dream Begins. Honolulu: Watermark Publishing,  2009. 
Harnden, Toby. “Barack Obama’s True Colors.” The Telegraph, 21 Aug. 2008:1.  
Henslin, John. A Down to Earth Approach. Boston: Pearson Publishing, 2003. 
Jacobs, Ron. Obamaland. Honolulu: Trade Publishing 2008.  
Kay, Rob. “Obama’s Hawaii Neighborhood.” <http://obamsneighborhood.com/> Accessed 14 

Feb. 2011. 
Lilioukalani, “Aloha Oe” <http://en.wikipedia.org/wiki/Aloha> Accessed 20 Feb.  2011. 
Maraniss, David. “Though Obama Had to Leave to Find Himself, It is Hawaii That Made His 

Rise Possible.” Washington Post. 22 Aug. 2008. <http://www.washingtonpost.com/wp-
dyn/content/article/2008/08/22/AR2008082201679.htm.> Accessed 26 Mar. 2011.  

Mathews, Chris. Hardball. “Putting Obama Birth Questions Down For Good.” 
<http://www.hulu.com/watch/203413/> Accessed 21 Feb. 2011. 

Mendell, David. From Promise to Power. New York: Harper, 2008.  
Mikkelson, Barbara and David. “Birth Certificate.” Snopes.com.  
Murphy, Austin. “Obama Discusses His Hoops Memories at Punahou High.” SI.com, 21May 

2008. <http://si.printthis.clickability.com> Accessed 14 Feb. 2011. 
Obama, Barack. “A Life’s Calling to Public Service.” Punahou Bulletin, Fall 1999: 28.  
---. Audacity of Hope. New York: Vintage, 2008. 
---. Dreams from My Father. New York: Three Rivers Press, 1995.  
---. How I Am Still Haunted by My Father.” The Mail (UK), 8 Feb. 20 

<http://dailymail.co.uk/news/article> Accessed 14 Feb. 2011. 
Scharnberg, Kirsten. “Barack Obama, Biography.” Chicago Tribune, 25 Mar. 2007:1. 
Steinhauer, Jennifer. “Charisma and the Search for Self in Obama’s Hawaii Childhood.” The 

New York Times, 17 March 2007: A1. 
Tani, Carlyn. “A Kid Called Barry.” Punahou School Bulletin, 

<http://www/punahou.edu/page.cfm?p=1715> Accessed 1 Feb. 2011. 
 
 
 
 
 
 
 
 
 
 
 
 

130



 
Appendix A 
 
 
 
   Punchbowl       1. 
              Cemetery  
          
     2.  3.    Bertamia Street 
        
                                                    
                                        Young Street 
   Punahou Street            

                  
       
 
 
                         4.                      King Street 
1. Punahou School                        5.    6.                       7.  
2. Kapi’olani Medical Center, Obama birthplace 
3. Punahou Circle Apartments, Grandmother’s apartment 
4. Baskin-Robbins 
5. Washington Middle School, Basketball courts where Obama learned to play. 
6. Zippy’s Restaurant and Napoleon Bakery 
7. Alan Wong, favorite restaurant when the Obama family visits.  
 
 
Appendix B Education Summary 
 
1966 – 1967     Kindergarten    Noeliani Elementary School    Honolulu, HA. 
 
1967 – 1970     1st - 3rd grade    St Francis Assisi Catholic    Jakarta, Indonesia 
 
1970 - 1971  4th grade           State elementary School    Jakarta, Indonesia 
          Nenteng 01 
 
1971 - 1979  5th grade thru    Punahou School      Honolulu, HA. 
   High School 
 
1979 - 1981 Freshman -    Occidental College      Los Angeles, CA.  
  Sophomore 
 
1981 - 1983 Junior –     Columbia College, BA      New York, NY. 
  Senior 
 
1988 – 1991       Harvard Law School      Cambridge, MA. 

 Walking Tour         
  Makiki 

             Obama’s Neighborhood 
 

 
      
 
           University 
           of Hawai’i 
              Manoa 
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Using Digital Storytelling in the Development 
of Reflective Educators 

 
Introduction 

Storytelling is part of a rich oral tradition that has been captured in print and has the 
potential for further enhancement through technology. . Stories help children and adults to share 
experiences and feelings in an engaging and entertaining way.  As an interactive approach to 
learning, storytelling meets the guiding principles of constructivism in terms of context, 
construction, collaboration, and conversation (McDrury and Alterio, 2003).  Classic 
constructivist Jerome Bruner (1986) characterized this educational approach as one that 
“emphasizes the learner and how they construct a representation of reality through their 
interactions with the world and their discussions with others (Bruner, 1986; p. 34).  Many 
educators find storytelling, whether oral, written, or digital, to be an effective vehicle for 
instruction and a useful tool for reflection on professional practice. 

 Digital stories derive their power by weaving images, music, 
 narrative and voice together, thereby giving deep dimension 

 and vivid color to characters, situations, experiences, and 
insights  (Rule, 2011). 

Beyond the intrinsic value of storytelling to develop and enhance writing and speaking skills, 
digital storytelling also provides opportunities for technology skill development. 
 
A Pilot Study in Teacher Education 
 This study focused on digital storytelling (telling stories with any of a variety of available 
multimedia tools, including graphics, audio, video animation, and web publishing) as a tool used 
for instruction and for professional reflection.  During Spring 2011, twenty-nine educators 
enrolled in two graduate course completed a digital storytelling project and a survey related to 
their perceptions regarding the applicability of the medium to student and teacher use.  Survey 
items adapted from a digital storytelling survey created by Yuksel, Robin, and McNeal (2009) 
focused on:- 

1.  Student use of digital storytelling to improve content knowledge 
and academic skills; 

2. Teacher use of digital storytelling to improve content knowledge  
and academic skills;  

3. Teacher use of digital storytelling in specific content fields; and 
4. Benefits of the use of digital storytelling to students. 

 
Review of Literature 

 
Storytelling and Constructivist View of Education 
 The National Council of Teachers of English (NCTE) defined “storytelling as follows: 

Storytelling is relating a tale to one or more listenersthough voice and  
gestures.  It is not the same as reading a story aloud or reciting a piece 
from memory or acting out a drama- though it shares common  
characteristics with these arts.  …Each listener as well as each teller  
actually composes a unique set of story images derived from meanings 
associated with words, gestures and sounds.  The experience can be  
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profound, exercising the thinking and touching the emotions of both  
teller and listener  (NCTE website, 2011) 

Story telling is a pedagogical approach to reflection grounded in constructivism. One of the best 
known constructivists, Jerome Bruner suggests that learning is an active process in which 
learners construct new concepts based upon their past experiences (Bruner, 1986).  He expanded 
his theoretical framework on cognitive development to explain that learning encompasses the 
social and cultural aspects of the child’s environment, and that these contexts should be explored 
as the learner transform their past experiences into new understandings.  McDrury and Alterio 
(2003) overlay constructivism with storytelling as an interactive approach to learning.  They 
view storytelling as helping learners make sense of experience and seek meaning from their 
lives. Story telling is a shared experience between the teacher and the students. Students tell 
stories to share real life experiences, demonstrate meaningful learning that has taken place, and 
release their emotions.  Teachers use stories to introduce new materials in interesting and 
entertaining ways, to share experiences which demonstrate key points and to reveal aspects of 
ourselves. Story telling is a collaborative process that positively transforms the teaching learning 
processes because knowledge is developed and presented not only by the teacher, but jointly 
with the students. 
 
Digital Storytelling and Twenty-first Century Learners 
 Storytelling has an undeniable place in the education of young children but not nearly as 
much with adolescents and young adults.  The fusion of technology and storytelling (digital 
storytelling) is being explored as a medium to harness the advantages of each to meaningfully 
engage learners of all ages.  The Center for Digital Storytelling (2005) describes digital 
storytelling as “the modern expression of the ancient art of storytelling.” Elements of digital 
storytelling with guiding questions are outlined on the organizations website.  They include: 

Narrator’s Point of View - (Who is the narrator and why is he/she talking to us?)  
Clarity of Voice - (What does your narrator sound like?) 
Emotional Content -  (What are the emotions associated with your narrative?) 
Meaningful Soundtrack - (What music sets the mood for your story?)   
Images - (What pictures [personal or graphic] help to tell your story?) 
Snelson and Sheffield (2009) concluded that a precise and globally accepted definition of 

digital storytelling is “elusive” at best.  Their rationale is founded of the observation that “digital 
storytelling tends to undergo shifts in meaning depending upon factors such as context, audience, 
purpose and philosophical stance (Snelson and Sheffied, 2009; p. 159).  Definitions and 
descriptions of digital storytelling include:-   a short narrative in movie format (Lambert, 2007); 
an educational tool for achieving language arts and technology standards (Ohler, 2008) and  a 
means of assessing deep learning (Barrett, 2004). 
 Yuksel, Robin and McNeal (2009) investigated the educational use of digital storytelling 
around the world.  Results of their online survey of educators, students, and others in educational 
settings in 14 countries described participant’s perceptions of digital storytelling use in 
classrooms.  Benefits of digital storytelling for students were characterized by improvement in 
four skill areas: language, high-order thinking, social, and reflection (Yuksel, Robin and 
McNeal, 2009).  Survey respondents were also queried about subject area uses for digital 
storytelling as well as their own use and training.   Findings suggest that overall, digital 
storytelling “supports student subject area knowledge, overall academic performance, writing, 
technical, presentation, and research skills” (Yuksel, Robin and McNeal, 2009; p.7). 
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 Barrett (2005) investigated digital storytelling in educational settings as a tool for what 
she called “deep learning”.  She characterized digital storytelling as a facilitator for the 
convergence of four student-centered learning constructs:  engagement, technology integration, 
project-based learning, and reflection for deep learning.   
 
Teacher Reflection and Digital Storytelling 
 Reflective practice and storytelling, whether oral, written, or digital, have two important 
elements in common.  They can be used to guide thought about the effectiveness of an activity or 
event and to engage students in critical thinking (the ultimate aim of reflection). Storytelling, 
when used as a tool for reflection, is often limited to the evaluation of a particular pedagogical 
approach.  Structured reflection for teacher can be more broadly applied not only to the outcome 
of lessons or the evaluation of pedagogical strategies, but also extend to general practices such as 
classroom management, structuring the school day, or building relationships with students and 
parents (Larrivee and Cooper, 2006).  Being a self reflective practitioner may constitute a major shift 
for some teachers and their classroom practices. The classroom activities become less of a routine and the 
teacher’s role is redefined to one of a facilitator. In fulfilling this role, the teacher helps guide the students 
towards more self independence.  this pedagogical shift is characterized by “a move from teacher-directed 
lessons to a more participatory learning, from teacher solicitation of specific students’ response to 
interactive dialogue, and from the teacher questioning students to students’ generating their own 
questions.” (Larrivee and Cooper, 2006;  p.2). 
 Malins and McKillop (2005) regarded storytelling is not an ordinary tool but one that 
integrates reflection with other skills and that takes full advantage of “reflection as a lens 
metaphor” or in-depth reflection in its reflective processes. They differentiated between “surface 
and deep reflection.” The surface reflection they described as “mirroring back” and deep 
reflection as “reflection as a lens.” They stated that people often easily accept the everyday 
meaning of reflection which is “mirroring back” and apply this in the educational context by 
simply looking back at a particular learning task; In their assessment, the processes most 
commonly used by students for story-telling, if applied systematically, correspond to  deeper 
levels of reflection. They described the levels as: 

Level 1: A review - (Looking back at what they did and what they had learned). 
Level 2: Areas for change - (How they could have done things differently in that  
  particular context. 
Level 3: Planning for change - (How they could improve on this for future situations) 

[Malins & McKillop, 2005; p.8]. 
Lavarriee and Jacobs (2006) suggest that there are different phases, stages, types or 

dimensions of reflection, and that there is no agreement on a generally accepted terminology to 
define the various levels.  They propose three different levels, with critical reflection as the 
highest and the one for which educators should aim. The three levels are described below: 

1. an initial or basic level describing the teaching functions, action or skills as  
isolated events (Surface Reflection); 

2.  a more advanced level which looks at the theoretical foundation for  such  
practices (Pedagogical Reflection); 

3. a higher order level where the teacher critically examines the social, political  
                  and ethical implications of their teaching practices (Critical Reflection)  
         (Lavarriee and Jacobs, 2006; p.12). 
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 Jenkins and Lonsdale (2007) investigated the effectiveness of digital storytelling on the 
reflections of college students.  Their results supported and reaffirmed those of McDrury and 
Alterio (2003) that “students find stories appealing if they connect to their own experiences” 
(McDrury and Alterio, 2003; p. 47).They further stated that digital storytelling offered their 
college participants the opportunity to make such personal connections. 
 Callen (2010) used digital storytelling to investigate the critical reflection levels of 
ninety-eight early childhood student teachers. His results indicated that only 27% of the 
participants scored at the highest level of reflection.  Further analysis revealed a medium-strong 
effect of learner control on the degree of critical reflection. 

 
Methodology 

 
Participants: 

This study was designed to determine the effectiveness of using digital storytelling to 
develop reflective educators. It involved approximately twenty nine graduate students in a 
multicultural education and multicultural literature courses.   The graduate students participated 
in the project were "intact" groups in the courses. Out of the total number of the participants, 
there were twenty three females, and six male teachers. About forty eight of the teachers (48%) 
were elementary pre and in-service teachers, and the twenty four percent (24%) were middle 
grades pre and in-service teachers, and the rest twenty eight percent (28%) was high school 
teachers.   
 
Research Questions: 

This pilot study was conducted as an exploratory investigation designed to obtain 
descriptive information about the effectiveness of using storytelling to develop reflective 
educators. 
The research questions focused on the extent to which teachers felt that digital storytelling:  
(1) allow students to improve their skills  
(2) is useful in teaching all content areas 
(3) is beneficial in promoting student achievement  
(4) allow teachers to improve their skills?  
The researchers also were interested in the level of critical reflection the participants 
demonstrated after digital storytelling experiences. Opportunities for open-ended responses were 
provided each area of focus. 
 
Design 

A post-Likert scale survey instrument and non-experiment design was used to determine 
the effectiveness of digital storytelling on teachers. The teachers were asked to reflect on their 
experiences regarding the use of digital storytelling by responding to a four-part item survey that 
focuses on the effectiveness of using storytelling to develop reflective educators. The instrument 
generated a profile for each participant in the following key areas of focus: (1) Reflections on 
student use of digital storytelling, (2) Reflections on Teacher Use of Digital Storytelling in 
Content Areas, (3) Reflections on the Benefits of Digital Storytelling for Students, and (4) 
Reflections on Teacher Use of Digital Storytelling.  
The mean for each item of the survey was calculated. The result of this study was qualitative in 
nature.   
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Procedure 
Participants followed the procedure outlined below to create digital stories of a life-

impacting cultural situation or read a multicultural book and use digital storytelling in a 
constructing a book-talk respectively. 
 
Steps in Digital Story Telling 
 
Preparation 

Define the purpose of the project. 
Align projects goals and objectives with local curriculum and tech standards. 
Create a storyboard mapping out the flow of content. 
Collect and store media (images, music, etc.) in a centralized location. 

 
Development 

Compose and edit the narration. 
Edit media to better adapt to the storyboard. 
Arrange the media to follow the storyboard. 
Edit images and upload. 

 
Record Narrations. 

Practice reading aloud 
Narrate with a microphone 
Review recording 
Edit and re-record if necessary 
Review final narration 

After completing digital storytelling projects, the research team administered the survey. 
 
Results 

The digital storytelling reflection was measured using the following key areas of focus: 
(1) Reflections on student use of digital storytelling, (2) Reflections on Teacher Use of Digital 
Storytelling in Content Areas, (3) Reflections on the Benefits of Digital Storytelling for Students 
and (4) Reflections on Teacher Use of Digital Storytelling. 
 
Reflections on student use of digital storytelling 

Forty eight percent (48%) of the respondents indicated that digital storytelling allow 
students to improve their technical skills, and presentation skills, while thirty four percent(34%) 
indicated that digital storytelling improves understanding of subject area knowledge.  Thirty-one 
percent (31%) believed that digital storytelling improves students writing skills.  Only six 
percent (6%) stated that digital storytelling improved overall academic performance. Forty eight 
percent (48%) pointed out that digital storytelling allow students to improve all of the skills 
specified in the survey (see Appendix Table 1). 
Among the open-ended responses, two of the respondents indicated that:  

1. “The digital storytelling somewhat forces students to use all of these in some form or 
another.  By using all of these, the student benefits all around… Using the Photo Story 
program was so much fun!!”  
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2. “I learned how to utilize each step of the program and I am now currently using this 
program with my students as they create photo stories with Criterion-Referenced 
Competency Tests (CRCT) RCT review slides.” 
 

Reflections on Teacher Use of Digital Storytelling in Content Areas,  
All (100%) the respondents reported that digital storytelling can be utilized in all content 

areas.  Among the open-ended responses, some of the respondents indicated that:  
1. “By using digital storytelling a student can research any subject matter deeper.  This 

makes teaching the subject matter more enjoyable as well… 
2. “Using the Photo Story program could be utilized for all subject areas. Even math 

students could create word problems using this program. So much fun!!” (See 
Appendix Table 2). 

 
Reflections on the Benefits of Digital Storytelling for Students  

Twenty-four percent (24%) of the respondents stated that digital storytelling can be used 
to introduce new content to students, and can be used to facilitate collaborative activities in 
which students work together in a small group, while only 15 percent (15%)  believed that digital 
storytelling can help their students to understand complex ideas, and can promote in –class 
discussion and only ten percent (10%) stated that it can help their students to learn problem-
solving and critical thinking skills. Only three percent (3%) pointed out that digital storytelling 
allows their students them to construct their own understanding or experience in a content area. 
About three-fourths (76%) of the respondents indicated that digital storytelling can improve all 
students’ skills specified in the survey. (See Appendix Table 3). 
The respondents open ended responses stated that: 

1. “By doing research on a particular topic or subject matter, the student uses all of the 
above examples;”  

2. “I feel that the main benefit of using the Photo Story program is to excite the students 
about learning. We all know how our students love working on the computer. My 
students also love creating projects. Working with a partner would allow students to 
collaborate with one another and learn how to compromise with each other’s ideas.” 

 
Reflections on Teacher Use of Digital Storytelling. 

Thirty four percent (34%) of the respondents indicated that digital storytelling allow 
teachers to improve their technical skills, and presentation skills, while twenty eight percent 
(28%)  indicated that digital storytelling improves understanding of subject area knowledge. 
Twenty-one percent (21%) believed that digital storytelling improves students writing skills.  
Only six percent (6%) stated that digital storytelling improved overall academic performance. 
Furthermore, sixty six percent (66%) pointed out that digital storytelling allow teachers to 
improve all of the skills specified in the survey.  (See Appendix Table4). 
According to the open ended responses some of the respondents indicated that  

1. “I have not used photo story until this project. I was a little worried because my 
computer skills are not as “up to date” as some of the younger teachers. The program 
was easy to download and the directions were just as easy to follow. When I prepared 
my photo story, I wrote a script to follow which helped me work on my writing skills. 
My technical skills were definitely improved due to the fact that I was not familiar 
with this program. Using this component in the Accomplished Teaching program is 
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an excellent idea because it exposes teachers to new methods of making learning 
enjoyable.”  

2. “It forces teachers to research as well which makes them more in tune with the 
subject matter.” 

 
Conclusion 
This study was undertaken to investigate the effectiveness of using digital storytelling in the 
development of reflective educators. The results showed that almost half (48%) of the 
respondents believed that digital storytelling would help students to improve their technical; 
presentation, and writing skills as well as their understanding and knowledge of subject area 
content and concepts. Interestingly however, only a small percentage (6%) believed that it would 
improve the overall academic performance of students. One reason for these seemingly 
contradictory response rates could be that the majority of the survey respondents have not had 
sufficient experience with the digital storytelling medium to reflect a critical level regarding its 
potential impact on overall academic performance. All study participants viewed digital 
storytelling as applicable in all content fields, but not necessarily in at a deep learning level given 
the low percentage that regarded it as having to impact overall academic performance. The 
highest affirmative response rate (24%) on the benefits of using digital storytelling with students 
was obtained for two items – introducing new content and facilitating collaborative activities. 
The lowest rate (10%) was for the item requiring the greatest level of deep learning-problem-
solving and critical thinking skills. When asked about digital storytelling as a tool to improve 
their own academic skills, two thirds (66%) responded that writing, technical, and presentation 
skills as well as subject area knowledge and overall academic performance would be enhanced 
by its use.   For this preliminary investigation, the open-ended responses were not systematically 
analyzed for level of reflection. There appears to be the full range of levels from basic to critical 
expressed among the respondents. Future investigation will examine both the quality and 
quantity of such self-generated reflections related to the use of digital storytelling in the 
development of twenty first century educators. 
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Appendix 1 
Table 1:  Reflections on Student Use of Digital Storytelling 
 I feel that Digital Storytelling 
allows students to improve their…  

Percent  Frequency  

   
Writing skills  31% 9 
Technical skills  48% 14 
Presentation skills  48% 14 
Understanding of subject area 
knowledge  

34% 10 

Overall academic performance  6% 2 
All of the above  48% 14 
Total Responses   631 
Total Respondents (n)  29 
Other: Reflection on experiences.  
The digital storytelling somewhat forces students to use all of 
these in some form or another.  By using all of these, the 
student benefits all around…  
Using the Photo Story program was so much fun!! I learned 
how to utilize each step of the program and I am now currently 
using this program with my students as they create photo 
stories with CRCT review slides. 
1Total responses (N=63) is higher than the total respondents (n=29) because the questionnaire 
allows participants to select more than one item. 
 

Appendix 2 
Table 2: Reflections on Teacher Use of Digital Storytelling in Content Areas  

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

I feel that Digital Storytelling can be 
useful in teaching... 

Percen
t  

Frequency  

Language Arts (Reading Writing / 
Composition, Speech)  

  

Social Studies    
Mathematics    
Science    
The Arts (Literature, Art, Music, 
Film)  

  

All subject areas   29 
Other:  
1. By using digital storytelling a student can research any 
subject matter deeper.  This makes teaching the subject matter 
more enjoyable as well… 
2. Using the Photo Story program could be utilized for all 
subject areas. Even math students could create word problems 
using this program. So much fun!! 
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Appendix 3 
Table 3:   
Reflections on the Benefits of Digital Storytelling for Students  
I feel that Digital Storytelling can be 
used with students to…  

Percent  Frequenc
y  

Introduce them to new content 24% 7 
Help them understand complex ideas  15% 4 
Promote in –class discussion 15% 4 
Facilitate collaborative activities in 
which students work together in a small 
group  

24% 7 

Help them learn problem-solving and 
critical thinking skills  

10% 3 

Allow them to construct their own 
understanding or experience in a 
content area  

3% 1 

All of the above  76% 22 
Total Responses   48 
Total Respondents (n)  29 
Other: 
By doing research on a particular topic or subject matter, the 
student uses all of the above examples. 
I feel that the main benefit of using the Photo Story program 
is to excite the students about learning. We all know how our 
students love working on the computer. My students also love 
creating projects. Working with a partner would allow 
students to collaborate with one another and learn how to 
compromise with each other’s ideas. 
1Total responses (N=48) is higher than the total respondents (n=29) because the questionnaire 
allows participants to select more than one item. 
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Appendix 4 
Table 4:  Reflections on Teacher Use of Digital Storytelling 
 I feel that Digital Storytelling allows 
teachers to improve their…  

Percent  Frequency  

   
Writing skills  21% 6 
Technical skills  34% 10 
Presentation skills  34% 10 
Understanding of subject area 
knowledge  

28% 8 

Overall academic performance  3% 1 
All of the above  66% 19 
Total Responses   471 
Total Respondents (n)  29 
Other:   
I have not used photo story until this project. I was a little worried 
because my computer skills are not as “up to date” as some of the 
younger teachers. The program was easy to download and the 
directions were just as easy to follow. When I prepared my photo 
story, I wrote a script to follow which helped me work on my writing 
skills. My technical skills were definitely improved due to the fact that 
I was not familiar with this program. Using this component in the 
Accomplished Teaching program is an excellent idea because it 
exposes teachers to new methods of making learning enjoyable.  
It forces teachers to research as well which makes them more in tune 
with the subject matter. 
 
1Total responses (N=47) is higher than the total respondents (n=29) because the questionnaire 
allows participants to select more than one item. 
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Abstract: Prepared lectures delivered by native English speaking professors may 
move too quickly for non-native English-speaking students to comprehend the 
content. Reading material used to supplement classroom lectures can become 
very cumbersome as students struggle to read quickly yet comprehend the 
reading. A two-pronged approach of changes in content delivery by the professor 
and the use of reading strategies commonly used in K-12 classrooms may assist 
non-native English speaking students in improving the comprehension of lectures 
and reading materials. 

 
International students contribute nearly $18 billion to the United States economy and the 

number of students enrolling in U.S. higher education continues to increase each year, although 
the rate of increase has slowed down over the last few years (Fischer, 2009; Open Doors 2010). 
The trend prior to the 2001-2002 academic year was for international undergraduate students to 
outnumber international graduate students. Between 2002 and 2008, the growth in international 
graduate student enrollment outpaced that of undergraduate students (Fisher, 2009). However, 
the trend has reversed to the previous larger undergraduate student enrollment. This reversal may 
impact graduate programs which have relied on foreign enrollment but, it also impacts the 
courses offered for the undergraduate students where class size is normally much larger than 
found in graduate level courses (Kwon, 2009). 

There may be a number of contributing factors to the increase in international student 
enrollment in U.S. higher education; however, one contributing factor could be the decreased 
cost of an American education due to the decrease in the value of the dollar. This relative 
decrease in cost results in a United States education becoming within the reach of middle income 
families for students at the undergraduate level. This is particularly true for undergraduate 
students from China where families have been saving for higher education since their child’s 
birth and, thus, have the greatest number of students enrolled in U.S. schools compared to other 
countries.  

The influx of international students sets a different tone in the traditional university 
classroom where professors may speak quickly, stray off-topic, interact with students, and 
sporadically write notes on the board. Students who are non-native speakers of English will 
demonstrate behaviors that indicate understanding even though they are not following the class 
lecture or the class discussion that is likely to be carried on by a few English-proficient students 
(Huang, 2004). International students may appear to be listening and comprehending the lecture 
but, listening is a very complex task that requires students to access prior knowledge to make 
sense of the spoken word. Academic listening requires the ability to distinguish between relevant 
and non-relevant information (Huang, 2005). Since lectures may include long stretches of 
unimportant information as professors digress or give examples, distinguishing between relevant 
information and information that is not relevant may be particularly difficult for international 
students. The instructional style of United States professors can be challenging for Chinese 
students who are more familiar with the pragmatic approach used in Chinese classrooms. 
Chinese students are taught to respect and obey authorities and not to question the professor 
(Huang, 2005). 

Even though students have studied English formally and appear proficient in conversation, 
they may still have difficulty listening to an academic lecture due to the differences in reading 
and speaking English common to native speakers (Ferris & Tagg, 1996). Non-native speakers are 
likely to pay more attention to what is said sentence by sentence rather than extracting meaning 
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from the overall lecture. In addition to the difficulty international students may experience 
listening to academic lectures; Kwon (2009) found differences between undergraduate and 
graduate classes. The level of the students influenced the willingness of professors to encourage 
international student participation in class discussions. Professors of graduate students, where 
classes are likely to be smaller than undergraduate classes, were more willing to encourage 
international student participation in class discussions.  
 
Lecture Strategies 

Huang (2004) found that well-planned lectures rather than free-flowing lectures are easier for 
non-native speakers of English to follow. A well-planned lecture, with a clearly established focus 
for the students, is less likely to include digressions and non-relevant information so the 
understanding by international students would be facilitated more readily. Here, it may also be 
helpful for the professor to discuss the relevance of the support materials with the students. This 
step is important when providing supplemental materials to Chinese students as Huang (2005) 
found that Chinese students are more familiar with a lecture style that closely follows the 
textbook and may become confused when professors stray off-topic.  

PowerPoint lectures in chemistry classes, when provided to the students prior to class, assist 
students in staying more on-topic by providing structure and organization (Cook & Cook, 2006). 
However, Bartsch and Cobern (2003) found that PowerPoint lectures may have the opposite 
effect of being more confusing if the presentations contained non-relevant information or 
pictures.  PowerPoint lectures may be more free-flowing by nature because the need to stop and 
write important points on the board is eliminated. Professors using PowerPoint lectures, 
especially with international students, should be cognizant of this effect. 
 
Presentation of Text 

The presentation of text has an impact on the recall of facts. Text that is presented one 
sentence at a time places more demand on the learner to remember content from each sentence 
than text that is presented in its entirety allowing the learner to comprehend the whole 
(McCrudden, Schraw, & Hartley, 2004). Non-native English speaking students read one sentence 
at a time much the same way they listen to one sentence at a time during the class lectures. This 
can result in limited comprehension of the content by the students. The difficulty in 
comprehension is exacerbated when professors stray from the textbook to include stories, 
supplemental information, and anecdotes of which the students are unlikely to have prior 
knowledge thus resulting in the lecture becoming more incomprehensible.  
 To enhance understanding of content presented in class during lecture as well as that of 
reading assignments, a few strategies commonly used in K-12 classrooms can be helpful. 
Concept definition mapping, paired reading, and jigsaw reading are a few of the common 
strategies used to improve reading comprehension in English language learners (ELL) as well as 
native English speaking students (Chang, Sung, & Chen, 2002; Enguidados & Ruiz, 2008; Li & 
Nes, 2001; Nes, 2003).  
 
Jigsaw Reading 

Jigsaw reading involves small groups of students each reading a different portion of the text 
and explaining their portion to the other students in the group. In this manner, the time required 
to read the entire text of a selection is usually reduced and the students tend to have increased 
understanding of the material as a result of explaining it to their peers (Wedman, Kuhlman, & 
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Guenther, 1996). International students may struggle to comprehend one sentence at a time but, 
when the reading selection is shortened by the jigsaw method and native English speaking 
students are grouped with international students, comprehension of the reading material may be 
increased. Listening to the native English speaking students summarize a section of the article 
helps the non-native English speaking student interpret vocabulary encountered in the reading. 
Here, it is important to realize that the groups should not be homogeneous with all international 
students grouped together. There may be problems with heterogeneous groups such as U.S. 
students relegating international students to more novice roles thus not treating them as equal 
partners (Parks & Raymond, 2004). The concept of ‘saving face’ may cause Chinese students to 
stick together and therefore not participate in the class because they do not want to take up 
others’ time by working to understand or to formulate questions. If non-native speakers have not 
developed good listening skills first, attempting to speak may be frustrating to the student and 
force them back to their native language sentence structure or even vocabulary from the first 
language (Fang, 2011). This can be detrimental to both the development of the second language 
listening and speaking skills. To avoid this problem, it is important for the professor to set the 
expectation that all students will be treated equally.   

McCrudden, Schraw, and Hartley (2004) in their study of the influence of text presentation, 
found that it is much easier to comprehend text which one is able to read in its entirety rather 
than struggling with one sentence at a time. In the case of the jigsaw strategy, the interaction 
with peers who understand and can explain the text may facilitate comprehension if the 
aforementioned cautions are incorporated. 
 
Paired Reading  

A variation of paired reading is another strategy that can assist international students in 
comprehending text. Paired reading normally involves the use of short (no longer than two 
pages) selections where students are instructed to sit with a partner and begin reading. As they 
came across words or concepts that are difficult, the students ask their partner what s/he thought 
or understood, then, once this started, the idea is to take turns reading to each other; however, 
reading to each other is not absolutely necessary (Routman, 1991). Paired reading is normally 
used in elementary and middle school education but can be used to increase comprehension and 
reading fluency at any academic level. It is similar to reading directions for assembling a new 
household item with a partner. As the two adults work through the directions, each will confirm 
with the other various points throughout the directions. 
 
Concept Definition Mapping  

Another strategy that can be integrated into classes is the concept definition map. This is a 
variation of the concept map many teachers use in elementary and middle school (Vanides, Yin, 
& Tomita, 2005). Students are given vocabulary and/or concepts and asked to map out the words 
connecting the various words or concepts together in a way that makes sense to them personally. 
In a concept definition map, students include a definition near the word or concept. The 
definition should be written in student-friendly language, not copied directly from the text. 
Figure 1 shows a simple concept definition map with Taxes as the central concept and a few 
types of taxes linked to the central concept. Students develop the definitions based on discussion 
in small groups. An extension of this lesson includes student groups sharing their concept 
definition maps with the class. As each group shares their map, the teacher develops a common 
map built from the contributions of each group. In this manner, the map can be used to ensure 
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students’ final understanding is not based on incorrect definitions. (See Appendix A for an 
example of a Concept Definition Map). 

Concept definition mapping can be particularly challenging to international students, 
especially Chinese students, as they are not familiar with the concept of “give and take” in the 
classroom but rather are familiar with listening to the professor (Ferris & Tagg, 1996). Concept 
definition mapping requires interaction between students and between groups of students and the 
professor.  

English language learners often feel they must know all the words to understand the reading. 
It is important to teach the students that it is possible to learn strategies to connect concepts 
(Auerbach & Paxton, 1997). While using concept definition mapping, students are instructed to 
close the textbooks as the instructor combines the maps developed by the different groups. This 
may cause discomfort for Chinese students in particular as they are more comfortable with 
lectures that closely follow the textbook. Huang (2005) found that 71.8% of Chinese students in 
one study reported that American professors’ failure to follow the textbooks affected their 
comprehension. Concept definition mapping is a strategy to assist students in comprehension but 
does not follow the text step by step. This strategy takes practice.  

Use of various colors of chart markers and encouraging students to draw pictures or diagrams 
when they cannot explain the concept in English can provide an incentive for students to be 
creative much the same as elementary teachers will provide colors and shapes to students when 
working with concept mapping. Drawing pictures helps students to access background 
knowledge which has been shown to increase the comprehension of new vocabulary of that topic 
(Pulido, 2007). As the whole class concept map is developed, the pictures can be put into words 
by the professor so the students will be able to relate their prior knowledge to the new concept.  
 
Additional Suggestions 

When planning a class session that will involve reading and discussion of a selection during 
class, providing the reading selection to the non-native English speaking students before the class 
session is helpful. This allows the students to take the necessary time to read through the material 
and be prepared for class rather than attempting to read as quickly as their U.S. counterparts 
during the class period. The author has found that an article or short reading selection that 
normally takes 10-15 minutes for a native English speaking student to read may take up to 40 
minutes for non-native English speaking students. When adequate time in class is provided for 
those students who are struggling slowly through the reading, other students will become 
frustrated waiting for their classmates to complete the reading. Allowing the non-native English 
speaking students the time outside class avoids frustration for all students. 

The Final Word is one strategy that lends itself particularly well to providing students with 
the reading selection in advance. For this strategy, students are placed in groups of 4-5 students, 
keeping in mind that groups should be heterogeneous just as with the jigsaw reading strategy. All 
students read the entire selection and identify 2-3 points that they find particularly interesting. 
Once all have completed reading, one student will read a point that s/he found interesting. Then, 
moving around the group, each student comments on that point with the first student ending up 
the discussion on that point with their own comments, thus the name of the strategy: The Final 
Word. The process continues until each student has had the opportunity to have the final word on 
a thought. It is not uncommon for students to identify the same thought in a selection which is 
the reason for each student to select 2-3 points. Selecting more than one point lessens the 
likelihood that an individual student will be left without anything to say. When the reading 
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selection is provided before class, international students have the time to read carefully and 
identify points whereas if provided during the class session, non-native English speakers may 
have difficulty keeping up with the other members of their group. This strategy is effective in 
encouraging interaction between U.S. and international students and is also a good way to lead 
into a healthy class discussion. In addition, this strategy provides non-native speakers an 
opportunity to listen to native speakers discuss the meaning of the written word while being able 
to refer back to the actual words in print. 
 
Conclusion 

The strategies discussed in this paper have all been used by the author with varying degrees 
of success. The lecture strategies and reading comprehension strategies of jigsaw reading, paired 
reading, concept definition mapping have all been shown to be effective with native and non-
native English speaking students. Each strategy has the common element of encouraging 
dialogue between the non-native English speaking students and the native English speaking 
students. In this way, non-native speakers are exposed to new perspectives on written language 
which will help them in constructing new meanings for words that may otherwise be 
incomprehensible due to cultural differences. The additional strategy The Final Word exposes 
both the native and non-native English speaking students in the class to new perspectives if the 
professor has taken care to group students heterogeneously. Qi (2001) found that when non-
native English speakers were paired with native English speakers and presented with culturally 
loaded words, the subjects collaboratively negotiated meaning for the word resulting in increased 
comprehension of the material by the non-native English speakers.  

Teaching content in English to non-native speakers can be challenging but provides an 
opportunity for professional growth that can be carried throughout other teaching assignments. A 
student of Chinese origin approached the author after a class where concept definition mapping 
was used and said: “I like the way you teach because now even my Chinese books have more 
meaning.” When asked for an example, the student indicated that now he draws pictures of the 
ideas and connects them together to make sense. Clearly, this student had integrated the strategy 
of concept definition mapping into his own repertoire of learning strategies. 
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Figure 1 Example of Concept Definition Map 
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From Burning at the Stake to Lethal Injection:  
Evolving Standards of Decency and Methods of Execution 

 
Introduction 

The Eighth Amendment reads, “[e]xcessive bail shall not be required, nor excessive fines 
imposed, nor cruel and unusual punishments inflicted.” The Amendment does not categorically 
prohibit the death penalty. Capital punishment has been a feature of criminal justice in America 
since colonial times. Captain George Kendall was first. He was shot by a firing squad in 
Jamestown, Virginia in 1608 for sowing discord and spying. The next known legal execution in 
the colonies also took place in Virginia fourteen years later. In 1622, Daniel Frank was put to 
death for the crime of theft.   

 The Fifth and Fourteenth Amendments reflect an acceptance of the constitutional 
legitimacy of the death penalty, providing that no person shall be deprived of “life, liberty, or 
property, without due process of law.” Persons can be deprived of their lives, if they receive due 
process of law.  

But the death penalty is constitutionally impermissible if it is inflicted in a “cruel or 
unusual fashion.” Methods of execution change. Methods of execution matter.  What is “cruel 
and unusual” today may have been regarded as “humane and commonplace” yesterday. Courts 
apply such concepts with an eye towards “evolving standards of decency.”  

In 1972, the Supreme Court struck down a challenged death penalty law in Furman v. 
Georgia (408 U.S. 238, 1972). The divided Court objected to the appearance of racial bias or 
arbitrariness in the application of the death penalty.  Responding to Furman, many states revised 
their death-penalty laws to reduce jury sentencing discretion. In 1976, in Gregg v. Georgia (428 
U.S. 153, 1976) and two companion cases, Proffitt v. Florida (428 U.S. 242, 1976) and Jurek v. 
Texas (428 U.S. 262, 1976), the Court ruled that modified death penalty laws successfully 
addressed the Furman objections. Writing for the majority in Gregg, Justice Stewart said that the 
Eighth Amendment draws its meaning from “the evolving standards of decency that mark the progress of 
a maturing society” (Trop v. Dulles, 356 U.S. 86, 1958). “Excessive” punishments that inflict unnecessary 
pain or that are grossly disproportionate to the severity of the crime are prohibited. But capital 
punishment for the crime of murder is not invariably disproportionate. It is an extreme sanction suitable to 
the most extreme crimes. 

“Humane capital punishment” may appear to be an oxymoron to some, but some methods 
of execution are crueler than others. Burning at the stake, breaking on the wheel, pressing under 
stones, drawing and quartering, boiling in oil, disembowelment, crucifixion, and beheading were 
once common and usual. Today, they are rejected as incompatible with contemporary standards 
of decency. Standards of decency evolve and, setting aside for present purposes the question of 
whether or not we should continue to employ capital punishment at all, methods of execution 
matter. This paper focuses on evolving methods of execution.  
 
Early Death Penalty Laws and Practices1 
 The death penalty has a long history, datinging back to the Ancient Laws of China.2 In 
the eighteenth century B.C., the Babylon King Hammurabi’s Code called for the death penalty 
for twenty five different crimes (not including murder).  Michael H. Reggio notes that the first 
historically recorded death sentence occurred in Egypt in the sixteenth century B.C.  The 
wrongdoer, a member of nobility, was accused of magic. He was ordered to take his own life. 
During this period non-nobles were usually killed with an ax.3  The death penalty was also 
included in the fourteenth century B.C.’s Hittite Code.  
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 In 621 B.C., the Draco’s Code of Athens made death the penalty for every crime, and 
gave birth to the term “draconian” for inflexibly severe penalties.4  According to Aristotle, a 
generation later the lawgiver Solon retained Draco’s laws for homicide, but mitigated the 
severity of punishments for lesser offenses.5   
 Rome’s first written laws, The Twelve Tables, date from around 450 B.C. and include 
extensive use of the death penalty.  As in Babylon and Egypt, the death penalty in Rome was 
different for nobility, freemen, and slaves and was the punishment for a wide variety of crimes 
including the publication of libels and insulting songs, the cutting or grazing of crops planted by 
a farmer, the burning of a house or a stack of corn near a house, cheating by a patron of his 
client, perjury, making disturbances at night in the city, willful murder of a freeman or a parent, 
and theft by a slave. Methods of execution were tailored to the crime (arsonists were burnt alive) 
and also included crucifixion, drowning, burial alive, hanging, beating to death, and impalement.  
Imprisonment was prescribed for defaulting on a debt, but even there the death penalty remained 
a legal option; creditors could “cut pieces” from the debtor.6  
 A most notable execution occurred in Greece in 399 B.C., when the Greek philosopher 
Socrates was required to drink hemlock after his conviction for corrupting the youth of Athens 
by introducing heretical ideas.7 At Athenian trials, the accused person was permitted to propose 
his own penalty. Hoping to drive Socrates into exile, the prosecutor, Meletus, proposed the death 
penalty. Socrates angered the authorities by proposing only that he be rewarded with a “public 
maintenance in the prytaneum.” Socrates’ refusal to propose his own exile as an alternative to 
death might be regarded as an early example of a prisoner “volunteering” for execution.   
 Christianity has also influenced America’s death penalty debate.  The Bible is selectively 
quoted by death penalty proponents and opponents alike. In Genesis, God warned Adam of a 
death penalty: “In the day that you eat of [the tree of the knowledge of good and evil] you shall 
die.”8 The eighteenth chapter of Genesis contains an exchange on the death penalty, when 
Abraham pled to spare the cities of Sodom and Gomorrah.  Anticipating modern concerns about 
the possibility of executing an innocent man, he argued that the destruction of the cities would 
cause the death of the righteous as well as the wicked.9  The Law of Moses contained in the 
books of Exodus and Leviticus specified many capital offenses. Murder, some assaults, rape, 
unchastity, perjury, blasphemy, heresy, magic and soothsaying were historically punished by one 
of four main methods of execution: stoning, burning, strangling and beheading.10  The most 
infamous execution in history is recorded in the Bible: in approximately 29 A.D., Jesus Christ 
was crucified outside Jerusalem on a charge of sedition.   

Over time, the Roman Empire tempered the original severity of the Twelve Tables but 
still accorded a legitimate role to capital punishment. Between 529 and 534 A.D., the Emperor 
Justinian ordered a compilation of Roman laws that had been published in the thousand years 
since the Twelve Tables.11 Justinian’s Code preserved the death penalty for “serious” crimes, as 
well as for “heretical” religious opinions. Heretics were burned at the stake.  
 Celtic Britain had a long record of capital punishment from about 450 B.C., when the 
death penalty was often enforced by throwing the condemned into a quagmire. By the tenth 
century, hanging from gallows had become the most common method of execution when fines 
and other penalties were judged insufficient to maintain the peace. William the Conqueror 
brought Norman law to Britain after 1066 A.D. He outlawed hanging and limited penalties to 
blinding or castration.  William also introduced the concept of “trial by battle.”  Defendants were 
given an opportunity to prove their innocence by sword or to have their champions do so on their 
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behalf. Defendants often died during these “fact-finding” sessions. In effect, punishment 
preceded the verdict under this system.  
 In the Middle Ages, some were punished by “pressing” or the loading of weights upon a 
defendant’s chest. Pressing was used as late as 1692 in Massachusetts during the Salem witch 
trials, and was not formally abolished there until 1772. From the Middle Ages into the 
Renaissance, capital punishment was accompanied by torture. Most barons had drowning pits 
and gallows, which they used for major and minor crimes. Beheading was considered a merciful 
alternative for the upper classes. High treason by a woman was punished by burning. Women 
could also be burned for marrying a Jew or wearing a man’s clothes. When a woman was 
burned, the executioner placed a rope around her neck when she was tied to the stake. When the 
flames reached her she could be strangled from outside the ring of fire. This “chivalrous” gesture 
sometimes failed, leaving the condemned literally to be burnt alive.12  
 European execution practices included boiling a person alive, breaking on the wheel, 
stoning, beheading, and sawing asunder.13 Torture and trial by ordeal were used as investigative 
tools. For example, the ordeal of iron – walking a prescribed nine feet carrying a heated iron of 
various sizes depending on the charge and then waiting three days to see whether blisters or 
infection showed evidence of guilt – and trial by battle were considered to be valid ways to 
determine matters of guilt and innocence.14  
 In the 18th century, penalties involving torture declined and were replaced by a belief that 
punishment and death should be swift and humane. In France, for example, the guillotine became 
the preferred method of execution. At the time, decapitation was thought to be the least painful 
method of execution.  Dr. Joseph Guillotin built a decapitation machine designed to avoid human 
error and infliction of unnecessary pain. The first execution by guillotine took place in 1792 and 
the last in 1977.15  
 
Cruel and Unusual Methods of Execution 
 Following is a list of particularly gruesome methods of execution that were employed 
over the years. Such methods are rejected as barbaric and offensive to contemporary community 
standards in the United States. The descriptions are rather graphic and brutal, but are included to 
underscore the point that capital punishment is informed by evolving standards of decency.16 

The “Brazen Bull” was invented by a brass worker in the 6th Century B.C. A large brass 
bull that was completely hollow inside contained a door on the side large enough for a man to 
enter. Once the man was inside the bull, a fire was lit beneath it in order to roast him to death. 
The head of the bull contained a series of tubes and stops that were designed to amplify the 
screams of the victim and make them sound like the roar of a bull. This became one of the most 
common methods of execution in Ancient Greece. 

Men who were found guilty of treason in England were punished by hanging, drawing, 
and quartering. As noted previously, women found guilty of treason were burnt at the stake. 
First, the male criminal was tied to a wooden frame and dragged behind a horse to the place of 
execution. Next, the condemned was hanged until nearly dead. Then he was removed from the 
noose and laid on a table where the executioner would disembowel and emasculate the criminal. 
His entrails were burned in front of his eyes. At this point, still alive, he would be beheaded and 
the body cut into quarters. Parts of the body would be sent to various areas where they would be 
displayed as a warning to others. 

Burning at the stake was done by leading the victim to the center of a wall of sticks and 
straw. The condemned was tied to the stake, after which the space between the criminal and the 
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wall would be filled with wood – concealing the person. St. Joan of Arc was executed in this 
manner. Another method was to pile sticks and straw up to the calves only. Death could occur 
through carbon monoxide poisoning, shock, blood loss, or heatstroke. In later versions, the 
criminal would be hanged until dead and then burnt symbolically. This method was used to burn 
witches in most parts of Europe, but it was not used in England for that purpose. The last legal 
execution by burning at the stake occurred in 1834 at the end of the Spanish Inquisition. 

Execution by slow cutting or “Ling Chi,” was practiced in China until it was outlawed in 
1905. The criminal was slowly cut in the arms, legs, and chest. Parts of the body were cut off 
with a sharp knife. Some accounts claimed that such executions could take days to complete. 
Ultimately, the condemned would be beheaded or stabbed in the heart.  

The breaking wheel was a medieval execution device. The criminal was attached to a 
wagon wheel with his arms and legs stretched out along the spokes. A heavy metal bar or 
hammer was used to deliver bone-breaking blows to various parts of the body. If a “merciful” 
execution had been ordered, fatal blows were delivered to complete the execution. In other cases, 
the criminal would be left on the wheel until death occurred. This could take days and the person 
would die of shock and dehydration. 

In execution by boiling, the condemned was stripped naked and either placed in a vat of 
boiling oil, acid, tar, water, or molten lead. Sometimes, the liquid was not heated until after the 
prisoner had been placed within.  

Execution by flaying was an ancient method of execution. The skin of the criminal was 
removed from the body with a very sharp knife. Attempts were made to keep the skin intact so it 
could be displayed as a warning to others. The Aztecs of Mexico were reputed to have flayed 
victims of ritual human sacrifice after the victims died. 

“Necklacing” is a mode of execution in which a rubber tire was filled with gasoline, 
forced over the arms and chest of the victim, and set on fire. It was a common practice in South 
Africa during the 1980s and 1990s anti-apartheid struggle. 

Another ancient method of execution was “scaphism.” It was used in Persia and 
variations were used by Native American Indians. The victim was restrained and smeared with 
honey and, perhaps, feces. Ants and other insects would be attracted and they would eat and 
breed within the condemned person’s flesh. Death probably resulted from a combination of 
dehydration, starvation and septic shock. 

In execution by sawing, the criminal was suspended upside-down. A large saw was used 
to cut the body in half, starting with the groin and moving down towards the head. Hanging 
upside-down, the person’s brain received enough blood to keep him alive until the saw reached 
the main blood vessels in the abdomen. This method was used in the Middle East, Europe, parts 
of Asia, and the Roman Empire. It was considered to be the favorite punishment used by 
Emperor Caligula. 
 
“Humane” Methods of Execution: the Contemporary American Experience17 
 As of April 12, 2011, the death penalty in the United States was authorized in 34 states, 
the federal government, and the U.S. military.18 States with the death penalty include Alabama, 
Arizona, Arkansas, California, Colorado, Connecticut, Delaware, Florida, Georgia, Idaho, 
Indiana, Kansas, Kentucky, Louisiana, Maryland, Mississippi, Missouri, Montana, Nebraska, 
Nevada, New Hampshire, North Carolina, Ohio, Oklahoma, Oregon, Pennsylvania, South 
Carolina, South Dakota, Tennessee, Texas, Utah, Virginia, Washington, and Wyoming. Of these, 
Kansas, New Hampshire, and the U.S. military have had no executions since 1976. In February 
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2008, the Nebraska Supreme Court ruled electrocution, the State’s sole method of execution, 
unconstitutional.  With no alternative method of execution, Nebraska effectively has no death 
penalty.  The District of Columbia and fifteen additional states -- Alaska, Hawaii, Illinois, Iowa, 
Maine, Massachusetts, Michigan, Minnesota, New Jersey, New Mexico, New York, North 
Dakota, Rhode Island, Vermont, West Virginia, and Wisconsin -- are without the death penalty. 
In 2004, the New York Supreme Court ruled that existing death penalty procedures violated the 
State Constitution. When the New York legislature did not enact procedural reforms, the death 
penalty was effectively eliminated in the State.  New Mexico abolished the death penalty in 2009 
but the repeal was not retroactive.  Two inmates remain on New Mexico’s death row with lethal 
injection protocols still in place.  

Various methods of execution have been employed in contemporary times including 
hanging, firing squads, the gas chamber, electrocution, and lethal injection. Twenty jurisdictions 
provide for alternative methods of execution depending upon the choice of the inmate, the date 
of execution or sentence, or the possibility of the preferred method being held unconstitutional.19 
Nebraska is the only state that does not have lethal injection as a primary or optional method of 
execution. Nebraska provided electrocution as the sole method of execution. As noted, when this 
method was invalidated by the state Supreme Court, Nebraska’s death penalty was, in effect, 
suspended. Since 1976, most executions have been carried out by lethal injection.20    

(See Table 1) 
Hanging is the oldest method of execution in the United States. It fell out of favor during 

the twentieth century following numerous botched attempts. If careful measuring and planning 
are not done, strangulation or beheading can occur. An inmate is weighed the day before the 
scheduled execution and a rehearsal is done using sandbags of the same weight as the prisoner. 
There have been only three executions by hanging since 1977: Westley Dodd (1993) and Charles 
Campbell (1994), both in the state of Washington, and, most recently, Billy Bailey (1998) in 
Delaware. Only three states – Delaware, Washington, and New Hampshire – currently authorize 
hanging as a method of execution. All three provide for lethal injection as the primary method.21 

An inmate to be hanged is escorted, in restraints, to the gallows area and is placed over a 
hinged trap door. Following the offender’s last statement, a hood is placed over the inmate’s 
head. Restraints are also applied. A determination of the appropriate amount of “drop” is based 
on the inmate’s size and is calculated using a standard military execution chart for hanging. A 
rope of Manila hemp is used. The rope is of at least 3/4" and not more than 1 1/4" in diameter 
and is approximately 30 feet in length. It is soaked and stretched while drying to eliminate any 
spring or stiffness. The hangman’s knot is tied pursuant to military regulations. The knot is 
treated with wax, soap, or clear oil to make sure that the rope slides smoothly through the knot. 
The noose is placed around the offender’s neck, with the knot behind his or her left ear, which 
will cause the neck to snap. The trap door opens, the inmate drops, and, if properly done, death is 
caused by fracture-dislocation of the third and fourth cervical vertebrae.22 

Firing squads have also been used in the United States. In Wilkerson v. Utah (99 U.S. 
130, 1879), the U.S. Supreme Court upheld a sentence to death by firing squad. Writing for the 
Court, Justice Clifford observed that “punishments of torture” and those that inflict “unnecessary 
cruelty” are prohibited by the Eighth Amendment. The Court cited examples from England 
where “terror, pain, or disgrace were sometimes superadded” to sentences as the condemned was 
“emboweled alive, beheaded, and quartered” or where “public dissection” and “burning alive” 
occurred. In contrast, firing squads were judged to be neither cruel nor unusual.  
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In recent years, only three inmates have been executed by firing squads. All three 
occurred in Utah. Gary Gilmore in 1977, John Albert Taylor in 1996, and most recently, Ronnie 
Lee Gardner in 2010, were executed in this manner. This method was popular in the military 
during wartime, but there has only been one such execution since the Civil War: Private Eddie 
Slovik on January 31, 1945, during World War II. Only three states – Idaho, Oklahoma, and 
Utah – currently authorize firing squads as a method of execution. All three provide for lethal 
injection as the primary method. Shooting is used as an alternative contingent upon the choice of 
the inmate, impracticality of lethal injection, or lethal injection being held unconstitutional.23 

A traditional firing squad consists of three to six shooters. The inmate is tied to a chair or 
stake with leather straps. The shooters aim at the chest because this is an easier target to hit than 
the head. The officer in charge administers a final shot to the head of the inmate in the event that 
the initial volley fails to produce death. In Utah, the offender is placed in a specially designed 
chair. A pan is placed beneath the chair to catch and conceal blood and other fluids. A head 
restraint holds the inmate’s head and neck in an upright position. The offender is dressed in dark 
blue clothing with a white cloth circle attached by Velcro to an area over the heart. Sandbags are 
placed behind the inmate to absorb the bullets and prevent ricochets. Twenty feet in front of the 
offender is a wall with firing ports for the members of the firing squad. Following the offender’s 
statement, a black hood is placed over the inmate’s head. The warden leaves and shooters aim 
their rifles at the white cloth circle on the offender’s chest. On the command to fire, the shooters 
fire simultaneously. One member of the firing squad has a blank charge in his rifle, but no 
member knows which one has fired the blank charge.24  

The gas chamber as an execution method was inspired by the use of toxic gas during 
World War I. Nevada, in 1924, was the first state to execute an inmate in this way. Lethal gas 
has been used for execution 31 times. Walter LeGrand was the last inmate to be executed in this 
fashion. His execution took place in Arizona on March 3, 1999. Only four states – Arizona, 
California, Missouri, and Wyoming – currently authorize lethal gas as an alternative method of 
execution. All four use lethal injection as the primary method.25  

Most jurisdictions with provisions for executions by lethal gas use an airtight, steel 
execution chamber. The inmate is placed in a chair and restrained at the chest, waist, arms, and 
ankles. The offender wears a mask during the execution. The chair has a metal container beneath 
the seat. Cyanide pellets are placed in this container. A metal canister under the container is 
filled with sulfuric acid. Three executioners participate. Each turns one key. When all three keys 
are turned, the cyanide pellets drop into the sulfuric acid, producing lethal gas. Unconsciousness 
can occur quickly if the offender takes a deep breath. If the inmate holds his or her breath, death 
can take considerably longer and the prisoner goes into convulsions. Death is estimated to occur 
within six to 18 minutes. A heart monitor is read in the control room. After the warden 
pronounces the inmate dead, ammonia is pumped into the execution chamber to neutralize the 
lethal gas. Exhaust fans remove remaining fumes from the room into two scrubbers. The 
neutralizing process takes approximately 30 minutes from the time of death. Orderlies wearing 
gas masks and rubber gloves enter at his time. They are instructed to “ruffle the victim’s hair” to 
release trapped cyanide gas before removing the body26  

From 1930-1980, electrocution was the most common method of execution in the United 
States. Electrocution was adopted as a method of execution under unusual circumstances. Edison 
Company with its DC (direct current) electrical systems competed with Westinghouse Company 
and its AC (alternating current) electrical systems. In order to show how dangerous AC could be, 
Edison Company began holding public demonstrations at which animals were electrocuted. The 
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Company’s primary message was reinterpreted. Some reasoned that if electricity could kill 
animals, it could kill people too. In 1888, New York dismantled its gallows and built the first 
electric chair. The state legislature asserted that electrocution was “a more humane method” than 
hanging and that it would produce “instantaneous” and “painless” death. In In re Kemmler (136 
U.S. 436, 1889), the Supreme Court held that electrocution is not “inhuman and barbarous.” In 
1890, William Kemmler was the first inmate to be electrocuted. Other states followed New 
York’s lead.27 But does electrocution provide an “instantaneous” and “painless” death? Willie 
Francis was sentenced to die in the Louisiana electric chair for murder. The first attempt to 
electrocute Francis failed. He was strapped into the chair, the switch was thrown, and a 
mechanical failure prevented the equipment from working. In Louisiana ex rel. Francis v. 
Resweber (329 U.S. 459, 1947), the Supreme Court, by a vote of five to four, cleared the way for 
Francis’ execution when it ruled that a second attempt to electrocute Francis would not be cruel 
and unusual punishment.  

In addition to previously discussed Nebraska, eight states -- Alabama, Arkansas, Florida, 
Illinois, Kentucky, Oklahoma, South Carolina, Tennessee, and Virginia -- currently provide for 
electrocution as an as an alternative execution method. Witness accounts of burning and failure 
to cause death without repeated shocks caused electrocution to be replaced with lethal injection 
as the most common method of execution. Of countries outside the United States that utilize 
capital punishment, none provide for execution by electrocution. It is of interest to note that the 
Humane Society of the United States and the American Veterinarian Medical Association both 
reject electrocution as a method of euthanasia for animals. Paul Warner Powell is the most recent 
person to have been executed in this way. He was died in the Virginia electric chair on March 18, 
2010.28  

In his dissent to the Supreme Court’s denial of certiorari in Glass v. Louisiana (471 U.S. 
1080, 1985), Justice William Brennan said that electrocution was comparable to “disemboweling 
while alive, drawing and quartering, public dissection, burning at the stake, and breaking at the 
wheel.” Brennan noted that prisoners sometimes catch on fire and that witnesses hear a sound 
“like bacon frying” while the “sickly sweet smell of burning flesh permeates the chamber.” The 
prisoner “almost literally boils” and when the autopsy is performed, the liver is so hot that 
doctors have reported that it “cannot be touched by the human hand.” 

Typical electrocution protocols provide for the use of a wooden chair with restraints and 
connections to an electric current. The chair is made of oak. It is set on a rubber mat and is bolted 
to a concrete floor. The inmate is placed in the chair. Lap, chest, arm, and forearm restraints are 
secured. A leg piece is attached to the inmate’s right calf and a sponge and electrode are also 
attached. A metal headpiece includes a leather hood to conceal the offender’s face. The metal 
part of the headgear includes a copper wire mesh screen to which the electrode is attached. A 
sponge wet with saline is placed between the electrode and the inmate’s scalp. If the sponge is 
too wet, it short circuits the electric current. If it is too dry, it would have a high resistance. The 
circuit breaker is engaged and an automatic cycle lasting 38 seconds begins. A current of 
electricity between 500 and 2,000 volts passes through the offender’s body. If the inmate is not 
pronounced dead, the cycle is repeated.29 

Oklahoma was the first state to adopt lethal injection as its means of execution. Texas 
was the first state to use this method when it executed Charles Brooks on December 2, 1982.30 
Thirty-five states prescribe lethal injection as the sole or primary method of execution. These 
states include Alabama, Arizona, Arkansas, California, Colorado, Connecticut, Delaware, 
Florida, Georgia, Idaho, Indiana, Kansas, Kentucky, Louisiana, Maryland, Mississippi, Missouri, 
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Montana, Nevada, New Hampshire, New Mexico, New York, North Carolina, Ohio, Oklahoma, 
Oregon, Pennsylvania, South Carolina, South Dakota, Tennessee, Texas, Utah, Virginia, 
Washington, and Wyoming. The federal government also uses lethal injection as its primary 
execution method. However, the Violent Crime Control Act of 1994 provides that the method to 
be used is that of the state in which the conviction took place.31 

According to lethal-injection protocols, the inmate is strapped onto a gurney with ankle 
and wrist restraints. A cardiac monitor is attached to a printer outside the execution chamber. 
Two needles are inserted into suitable veins. One needle is a back-up. Tubes connect the needles 
to intravenous drips. Most jurisdictions use a combination of three drugs. At the warden’s signal, 
a curtain is raised so the condemned can be seen by witnesses in an adjoining room. Then 
sodium pentothal or sodium thiopental, a barbiturate sedative that renders the inmate 
unconscious, is administered. Next, pancuronium bromide, a muscle relaxant that paralyzes the 
lungs, diaphragm, and muscular-skeletal movements, is introduced to stop respiration. Finally, 
potassium chloride, a drug that interferes with electrical signals that stimulate contractions of the 
heart, is used to induce cardiac arrest. The first drug, if properly administered, is designed to 
ensure that the prisoner does not feel pain associated with paralysis and cardiac arrest. Medical 
ethics prohibit doctors from participating actively in executions, but a doctor is present to certify 
that the inmate is dead. The most common problems are collapsing veins or an inability to insert 
the IV properly. If a technician injects the drugs into a muscle instead of a vein, or if needles 
become clogged, extreme pain can result.32       
 
Conclusions        
 When it comes to capital punishment, methods of execution matter. Not all executions 
are regarded by courts as “cruel and unusual,” but some are. Particularly repulsive methods of 
execution have been abandoned, but such practices were not always deemed socially 
unacceptable. Recall that the guillotine was welcomed as a humanitarian advance in the 
technology of death. The electric chair promised “instantaneous” and “painless” death.  Today, 
lethal injection is the preferred and generally prescribed method of execution, widely regarded as 
the most humane. But lethal injection is not without its share of controversy and detractors.  

In Baze and Bowling v. Rees (553 U.S. 35, 2008), two inmates challenged Kentucky’s 
lethal injection process. They conceded that the procedure was “humane and constitutional” if 
performed correctly, but they argued that incorrect administration of the drugs would inflict 
severe pain and would constitute cruel and unusual punishment. The U.S. Supreme Court 
rejected the petitioners’ claim that Kentucky’s three-drug protocols – the same as those used by 
most other states -- were “objectively intolerable.” Chief Justice Roberts noted that society has 
made steady “progress toward more humane methods of execution, and our approval of a 
particular method in the past has not precluded legislatures from taking the steps they deem 
appropriate, in light of new developments, to ensure humane capital punishment.”  

In 2011, the supply of sodium thiopental declined. Reacting to this shortage, six states – 
Ohio, Arizona, Oklahoma, Texas, Alabama, and Mississippi – considered switching to 
pentobarbital for lethal injections. Death penalty opponents objected and pointed out that 
pentobarbital is used for euthanizing animals. “Humane capital punishment” – contemporary 
standards of decency continue to evolve.                                                                       
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Pesto, The Capital Punishment Debate, Greenwood Press, forthcoming in 2011. 
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accomplished champions.    
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Table 1: Executions from 1976 through April 12, 2011 by Method Used 
Number of Executions Method 
1072 Lethal Injection 
157 Electrocution 
11 Gas Chamber 
3 Hanging 
3 Firing Squad 
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WHY WE DO FILM 
 

Angela Marcela Moran Covarrubias 
 
Early Years: Angela Marcela Moran Covarrubias is an independent filmmaker. Currently, she 
also serves as an Assistant Professor of Communication at Texas A&M International University 
located on the border in Laredo, Texas. She was born in Laredo, Texas, in 1970 and reared in 
both Laredo, Texas, and Nuevo Laredo, Tamaulipas, Mexico. As a trans-border crosser, she 
lived on the Mexican side of the border and crossed daily to the Texas side to attend private 
schooling operated by the Roman Catholic Diocese of Laredo. Her formative years were equally 
spent in Texas and in Mexico. Marcela considers herself to be a “third-space immigrant”—that 
is, being of a space that is neither here nor there, an interstitial space that is unique to border 
residents anywhere in our world. Marcela attended Ursuline Elementary School and St. 
Augustine High School, the only private Catholic high school in the area.   
 
Early and Growing Fascination With Film: As a youth in Nuevo Laredo, Marcela spent 
weekends at the local theatres with her siblings and her maternal grandmother. Marcela lived in 
the downtown area of Nuevo Laredo in the 1970’s; in those days, the movie theatres were only a 
short walk or bus ride away.  In fact, a particular movie theatre was located just a block away 
from her childhood home: consequently, Marcela received early and expansive exposure to 
movies. Early impressions included those of the Mexican Cinema of the 1970’s, especially the 
narrative films celebrating Lucha Libre--Mexican wrestling--that glorified the wrestlers and 
portrayed them as superheroes. Such titans as El Santo (“The Saint”), Demon Azul  
(“Blue Demon”) , and Mil Mascaras (“One Thousand Masks”) were featured. The movie Santo 
en la Venganza de la Llorona  (Saint in the Vengeance Of The Crying Banshee (1974) was most 
memorable as it brought Mexican folklore to the big screen.  Marcela’s maternal grandmother 
had already told Marcela and her siblings the stories about the folklore of la Llorana. According 
to the Laredo version, many decades ago the mad woman named Llorana lived on the west side 
of town next to the river. One day she had gone into a rage and drowned her children. Ever since 
then, Llorana roams through the different neighborhoods of Laredo screaming and searching for 
her children. Over time, Llorana has transformed into a local devil—e.g., “If you kids don’t 
behave, I am going to call Senora Llorana and tell her to come in here!” 

Marcel’s fascination with movies continued to grow with the introduction of Home Box 
Office (HBO) and with regular television’s expanding access to feature-length films. She spent 
time after school at her paternal grandfather’s home in Laredo, TX where there was access to 
cable television, HBO in particular. At that grandparent’s home, Marcela first viewed movies 
like Willy Wonka and the Chocolate Factory (1971), Escape to Witch Mountain (1975), Bugsy 
Malone (1976), Herbie Goes Bananas (1980), and various Mel Brook’s productions including 
Blazing Saddles (1974), Young Frankenstein (1974) and High Anxiety (1977).  

Her teenage years brought Marcela more liberty to travel with family and friends. On one 
trip to Mexico City, she discovered Woody Allen’s Sleeper at a local video rental establishment. 
She remembers laughing out loud at such strange and yet imaginative humor: she determined to 
watch more films by Allen. The idea of a director, the creative force of a film, took shape in 
Marcela’s mind. Thereafter, she would rent movies often and watch  them alone or with friends. 

Upon arriving to Austin, Texas, in 1989, Marcela discovered the many alternative 
theatres, or what are known as “art cinema houses,” that showed independent and/or 
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international films. This was the young adult’s first exposure to cinema outside the mainstream. 
Marcela’s attraction to the cinema grew exponentially while attending the University of Texas at 
Austin. The University also provided students and the general public with a plethora of venues to 
see films from both America and abroad: Marcela took full advantage of the various venues. As 
an undecided liberal arts sophomore, she enrolled in a film history course. In that class, Marcel’s 
fascination with the cinema congealed into determination to compete for entry into the film 
production degree program at the University of Texas. 
 
Training: Marcela’s formal training as a filmmaker began in the College of Communication’s 
Radio-Television–Film Program at UT Austin. She applied for candidacy into the program. Even 
though the competition for acceptance was fierce, Marcela was one of the fifteen students 
admitted for the spring semester of 1992 into the Film Production I class; one of her competitors 
and fellow students was the now-famous movie star Mathew McConaughey. In UT’s FPI, 
Marcela was introduced to 16mm celluloid film, a reel of transparent acetate cellulose that was 
light sensitive and could record images, very much like still photography. The 16mm technology 
was used for all assignments: it  could record moving images, and an additional apparatus named 
the Marantz would record the corresponding sound. Marcela and the other devotees would shoot 
their films with their respective contents, have the films processed and developed at a local 
laboratory, and then project light through them for viewing. The curriculum for 16mm 
cinematography was practiced on old WWII Bell & Howell cameras and edited with old 
Moviolas, the first machines for motion picture editing invented in 1924. As she moved forward 
with the degree, she was able to get acquainted with more sophisticated 16mm motion picture 
equipment, albeit still outdated by industry standards. She was also introduced to the Steenbeck, 
or flatbed editing: she built and mixed her own magnetic tape audio tracks for the final sound 
track of her motion picture films. In 1993, Marcela received her B.S. in Radio-TV-Film.  

Searching for work related to her degree and interests, Marcela went to work for a locally 
owned TV station. In time, she grew to abhor that job, but it did give her even more basic 
training. She worked as a television switcher: she watch syndicated television for hours, 
manually switching from programming to commercials and back from tape deck to tape deck. 
This job was a blessing in disguise since it provided so much hands-on experience, yet Marcela’s 
growing disappointment/and boredom  pushed her to take a leap and apply to graduate school.  

From 1994 to 1997, Marcela was a Master of Fine Arts candidate at Ohio University 
School of Film in Athens, Ohio. Her decision to attend this MFA program achieved finality after 
the school offered to pay tuition and provide her with a graduate assistantship for the first 
quarter. She quickly proved her talents and perseverance: the university paid her tuition 
throughout the remaining semesters until graduation. She also served as a teaching assistant for 
film history and film analysis courses. She taught her own undergraduate 16mm motion picture 
production course. She helped with the coordination of the 22nd Annual Athens International 
Film Festival. She assisted with motion picture sound mixing at the Peterson Sound Studio. 
Marcela produced three short 16mm films in graduate school. 23 Skiddoo was a short 15-minute 
narrative about a female serial killer based on the true life story of Belle Guinness; Pica Pica 
was a 3-minute cut-out animation film about a little girl who eats magical jalapeño peppers. 
Marcela’s thesis film Judith’s Kitchen, a short experimental film about her mother’s kitchen 
(Judith Moran was the name of Marcela’s mother.). All three items were 16mm celluloid film 
productions. At that time most film schools still required students to finish final products on 
celluloid film. Judith’s Kitchen was finalized and printed on 16mm motion picture with an 
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optical sound track. Later, Marcela would find it difficult to make the transition to more 
economical digital technologies because of her initial acquaintance with motion picture making   
during her formal training as a filmmaker. 
 
Work (the filmmaker-making process): Upon completing her studies at Ohio University Marcela 
joined some of her friends and colleagues in Los Angeles, California, to look for work in the film 
industry. Broke and naïve, Marcela had felt that Hollywood was the next step in her professional  
advancement. Through a friend, she landed a job at Sony Pictures Imageworks (SPI), a top 
special effects house in Culver City, California. Though she worked as “a mere special effects 
editorial apprentice” (Please read as, “I ran a lot of errands.”) this job allowed her to learn the 
industry very quickly. She met executive producers, special effects supervisors, editors, 
computer artists, and, also, blue-collar teamsters – lab technicians, color timers, grips, and 
projectionists. She also quickly realized that “the movie industry” was a male-dominated 
industry and that she, like other women at that time, would have to work exceedingly hard to 
move up in a film industry career. Meanwhile, Marcela’s thesis film, Judith’s Kitchen, was being 
selected to be shown in film festivals, and in July 1998 won third prize at the Marin County Film 
Festival in the “experimental short film” category. Judith’s Kitchen, an experimental film about 
Marcela’s mother’s kitchen, was also about Marcela’s growing up on the Laredo/Nuevo Laredo 
border. Coincidentally, the Marin County Film Festival was partially sponsored by George Lucas 
who owns the competing special effects house, Industrial Light and Magic (ILM), in Marin 
County, California.  Judith’s Kitchen would also be screened at the 2nd Annual Latino Film 
Festival of Marin in Marin County, California in1998. Additional screenings included the 
following. 

Short Pictures International Film Festival (SPIFF) in Hollywood, CA in 1998; 
Women in the Director’s Chair 18th Annual International Film &Video Festival in 
Chicago, Illinois in 1999; 
Women in the Director’s Chair 1999-2000 U.S. Film Tour; 
Sedona International Film Festival in Sedona, Arizona in 1999; and 
MadCat Women’s International Film Festival in San Francisco, California in 
1999.  

Because Marcela’s success in the festival circuit in many ways contrasted and began to appear in 
contradiction with her employment at Sony’s special effects house. She began to think about an 
alternative route, one more fitting for an independent producer of experimental films. The films 
that Marcela was helping to make at Sony were very BIG films with very BIG budgets, quite 
different than the alternative films that she independently had made and would continue to make. 
At SPI films, she worked from April 1998 to October 1999 on Godzilla, Stuart Little, Snow 
Falling on Cedars, Patch Adams, You’ve Got Mail, Ninth Gate, Castaway, and The Hollow Man. 
After her stint at SPI, she went back home to Laredo/Nuevo Laredo to rethink her life and its 
new course. After much reflection and critical analysis, she relocated to New York City to work 
freelance on TV commercial productions as production coordinator, editor, and writer (Please 
read as “Whatever she could get.”). In 2000, her life officially took on a new direction: she 
became a mother to Mia Isabella Moran-Lindauer, born June 6th at St. Vincent’s Hospital in 
Greenwich Village. Her life changed drastically! 

`In 2002, Marcela landed a teaching job at Texas A&M International University back in 
her Laredo/Nuevo Laredo hometown. The university had been looking for an “artist” to teach 
basic darkroom photographic techniques, and Marcela quickly agreed to take on the challenge. 
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She remained an adjunct professor for a couple of years before achieving membership as a full-
time tenure track faculty member. During this period, Marcela began to produce short films 
again. She was drawn to the documentary film for the border: after all, the border—on both 
sides--had changed dramatically since she had originally left to attend UT in Austin,  and there 
was a whole lot to document. In 2004, she began to interview immigrants from Central America 
at Casa Del Migrante Nazareth, an immigrant shelter in Nuevo Laredo, Tamaulipas, Mexico, her 
primary hometown. When she began her interviewing, she did not recognize the eventual 
significance of the interviews that she was conducting and recording on digital video. 
Nonetheless, she was compelled to investigate and document. Even though, historically, there 
had always been southern migration toward the north through Nuevo Laredo and Laredo, the 
number of people migrating had grown exponentially. A migratory phenomenon was taking 
place and Marcela had the creative and technical skills plus the equipment to document it.  
 
Most Prominent Products: Marcela’s documentary Casa Del Migrante was shot on location at 
Casa Del Migrante Nazareth, a shelter on the Nuevo Laredo side of the international border that 
is provided by priests of the Scalabrini Order. In this brief commentary, migrants from Central 
America and southern Mexico spoke of the abuses by Mexican authorities while the migrants 
were traveling through Mexico. Immigrants from Central America were undocumented: in other 
words,  they had no papers to prove that they were legally allowed to be in Mexico, either as 
Mexican citizens or visitors-con-visas (“visitors with papers”). This film revealed that over fifty 
percent of the migrants that were staying at the shelter at that time reported being violated by 
Mexican authorities. Abuses included robbery, beatings, rape, sodomy, and other violations. The 
lack of proper documents made the migrants easy targets for violent mistreatment and possible 
deportation. Their vulnerability made them easy prey for predator authorities in Mexico. Casa 
Del Migrante also reflected the seriousness of Mexico’s growing problem of illegal immigrants.  

In 2006, Casa Del Migrante won “Best Documentary” at the New York Downtown Short 
Film Festival. The film had premiered at Cine Las Americas in Austin, Texas in 2006. It was  
later screened at the Los Angeles International Short Film Festival in 2006, The Harlem 
International Film Festival in 2006, the Athens International Film Festival in 2007, Indiefest 
Chicago in 2007, and the 10th Annual Cine Cuauhtecmoc Pan American Film Festival in 
Houston, Texas in 2009. Locally in Laredo and Nuevo Laredo, it was celebrated at various 
venues and occasions. Most notable was the 2007 International Women’s Day celebrations at 
Laredo Community College. The screening of the film at this event resulted in fundraising 
activities for the immigrant shelter led by the community college students, an example of the 
effectiveness of media in promoting humanitarian initiatives. This short documentary is available 
for viewing on MySpace--www.myspace.com/moranmarcela--and continues to initiate virtual 
and actual dialogue about the Scalabrini shelter, the international border and immigration issues, 
in general. In June 2009, Marcela participated in a forum on “Creatively Engaging in Progressive 
Social Movements: Critical and Meaningful Lenses on Immigration.” This gathering examined 
Marcela’s film work, the work of the Latino Union of Chicago, and specific efforts by 
immigration activists and artists: the ensuing discussions focused on migration/immigration and 
how artists continue to contribute to the struggle. The Department of Art Education at the School 
of the Art Institute of Chicago co-sponsored the affair.  Students, along with members of several 
Chicago communities participated. Engaged in the discussions on immigration and human rights, 
the panelists and audience members recognized the potentiality of artists, specifically media 
artists, to fully “tell the truth” in the electronically driven 21st century. An additional insight 
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concluded that while BIG MEDIA sought profit at any cost, alternative media was ethically 
bound to seek truth at any cost.  
 
Looking Back: Marcela’s work is heavily influenced by her place of origin where she spent her 
childhood years and adolescent years and that very same geographic area to which she has 
returned and in which she lives today as a professional artist and an educator. Her life on the 
border of two countries, her exposures to two cultures, and the blending of traditions and 
celebrations of the two cultures, along with the differences between them, strongly influence and 
shape her art. Her  work also reflects her experience as what has been referred to by scholars as a 
"third space" immigrant.  The "third space" points to a unique space that is defined by not 
belonging solely in one space or another. Her status as an international border resident is 
complex in that she is Mexican and also American at the same time, and yet neither per se: the 
overlap and interplays of cultural identities contribute to her "third space" immigrant identity.1 

Marcela’s documentary Audiencia (Audience) as well as the Nite Lites photo series 
reflects and draws inspiration from her "third space" immigrant experience. Laredo, Texas, is 
considered to be the largest inland port in the western hemisphere. Within that giant inland port, 
goods and trades are transported. But also within that giant inland port, in Marcela’s view, 
culture is transported. Her Audiencia relates how “Lucha Libre”--the Spanish name for Mexican 
Wrestling--is transported from the Mexican side of the border to the American side and then 
moves further north. The film also documents the struggles encountered as an immigrant 
community attempts to hold on to their culture. Almost everyone who  attends the Lucha Libre 
events in Laredo, Texas speaks Spanish. Those who are interviewed in the documentary wants 
the viewers to know that they, the interviewees, were either originally from Nuevo Laredo or had 
been born on the U.S. side but had grown up in Nuevo Laredo. As indicated above, Marcela is a 
veteran of the latter since she was born in Laredo, Texas, but lived in Nuevo Laredo, eventually 
crossing every day to go to school and later to go to work in Laredo. In her work, Marcela 
celebrates this unique international border experience. While she is an English-speaking 
American citizen, she remains very proud of her Mexican heritage and Spanish-speaking 
abilities. Such a bicultural/bilingual blend is reflected in her Nite Lites series. Photographs from 
this series presents the transport of culture from the Mexican side of the border to the American 
and back: at times, it is difficult for the viewer to deduce on which side of the border the 
photographs were taken. 
 
Looking ahead:  Marcela’s current documentary project, Jornaleros, depicts the difficulties 
encountered by undocumented workers in the United States.  Currently in production (Please 
read as “They are still shooting.”), this project will explore human rights violations against day 
laborers—the “Jornaleros”--and the criminalization of undocumented immigrants in the United 
States. The project will focus on nine undocumented workers, specifically from Central America 
and Mexico, working in various parts of the United States--Houston, New Orleans, Chicago, 
New York, and Los Angeles.  In each city, different  aspects of the undocumented immigrant 
experience will be examined via interviews with worker center employees, activists, and the 
immigrants themselves. To round out the perspective of the film, Marcela will interview several 
artists engaged in assisting immigrants. One of the central challenges to Marcela as an artist is 
ensuring that she is fair to her subjects, being careful not to offend them or to demean their 
struggles. At the same time, she is careful to be fair to the cultural, national, societal, and 
economic contexts in which the immigrants find themselves; she does not want to offend any of 
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those contexts either. In short, she wants to be truthful in her documentaries. She wants to 
present individuals as accurately and honestly as possible, whether they are documented, 
undocumented, Mexican, Mexican-American, Central American, South American, or 
other/beyond. . She wants to be respectful to individuals’ distinctive cultural identities regardless 
of transnational movement. This is especially relevant when dealing with issues on migration and 
immigration—e.g., her documentaries Audiencia, Casa Del Migrante, Red Casas Del Migrante 
Scalabrini, and Jornaleros. Because the blending of cultures increases the challenge, she spends 
a lot of time investigating and examining how individuals identify themselves. By investigating 
and exploring other individual’s identities, she is able to examine her own. 
 
Mission: Since she produces films outside the Hollywood System, Marcela considers herself to 
be an alternative media artist. As defined by Fuchs, alternative media are “mass media that 
challenge the dominant capitalist forms of media production, media structures, content, 
distribution, and reception”.2  Alternative media can be a voice for dominated groups that 
normally have little representation in Hollywood-style productions.  As an alternative filmmaker, 
Marcela gives “voice to the voiceless” without reliance on capitalist entities or resources. 
Technological advancements allow her and other producers of alternative media to generate and 
distribute media that show different perspectives. Hence, the alternative media offers a 
counterbalance to the BIG MEDIA. Her short films Casa Del Migrante (2005), Audiencia 
(2008), Red Casas Del Migrante (2010) are all examples of alternative media. She has enjoyed 
complete control of these works from inception to delivery. The cost of these short films has 
been minuscule compared to Hollywood standards. She is fully aware that her films can be 
shared easily via modern technologies that facilitate dissemination: consequently, from the 
inception of the project, the goal is to share information. The low-cost production also requires 
Marcela to always take on overlapping roles. She does most, if not all, of the processes herself—
e.g., the shooting/recording of the media products, the editing and post-production, and the 
distributing. Like other alternative media makers, she has learned many functions with minimal 
support because of little economic backing.  After all, “Strategies, like anti-copyright, free 
access, or open content allow content to be shared, copied, distributed or changed in an open 
way”3  As educator, Marcela feels responsible to document places and individuals as examples 
for her students. She encourages her students to find inspiration in what they know, in the events 
and persons in their own lives, and in their surroundings so that they may celebrate who they are.  
 (Results from a previous research and travel to another Scalabrini effort in Guatemala, 
along with trips to Houston, New York City, Chicago, Los Angeles, and a special trip to Paris 
have offered Marcela enormous opportunities to further her work. Ironically, however, she 
cannot currently access individuals and events in her “other” hometown of Nuevo Laredo 
because of the escalating violence—e.g., kidnappings, beheadings, and pitched gun battles in the 
city streets on an almost-daily occurence--among the Gulf Cartel, their former employees the 
Zeta’s, the Sinaloa Cartel, and the federal army troops. Such are the wages of alternative 
journalism.)  

Lem Londos Railsback 
 

Early Years: During the Great Depression, Lem’s family lived with his mother’s mother and her 
family in Menard, Texas. For lighting, the two families used the old kerosene lamps that one 
could take down from the wall, remove the glass globe above the kerosene-filled body, strike a 
match and light the wick, replace the glass globe onto the body, turn the gauge on the side of the 
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lamp to adjust to the desired level of light desired, and then return the whole lit lamp to its metal 
cradle on the wall. Several lit lamps—about four--could illuminate the whole room. By today’s 
standards and expectations, such lighting conveniences would be considered primitive. However, 
in those days, those lamps allowed the families to read at night, to gather around a supper table, 
to enjoy speaking with guests in the living room, and to find one’s way through the house out to 
the two-holer. The most august convenience, next to the kerosene lamps, was their prized radio. 
That tiny radio gave the families an aural window to the world. They could listen to Governor 
Lee O. Daniels and his Light Dough Crust Boys play musical favorites for all Texans; the 
families could keep up with serials in which Tom Mix and other cowboy heroes always out-
figured and out-fought the bad guys. News was also interesting some of the time, and the Green 
Lantern, the wise fish that lived in the sea and protected humans, was a daily treat. When Lem’s 
family—Mr. and Mrs. Railsback, Mary the sister, and Lem--moved to Brady, Texas—a scant 
thirty miles away—they lived in the country and followed a similar routine with the kerosene 
lamps, the two-holer, and other simple pleasures. While Mr. Railsback worked, Mrs. Railsback 
would take the two children on picnics in the large field next to their house. Securing permission 
from the farmer next door, Mrs. Railsback would  take Lem and his sister Mary  on hikes 
through the field to name and explain the multitudes of flowers and trees and animals that they 
encountered there. She would also explain the secrets of farming—e.g., the “rotation” of crops. 
At night, after the children had eaten the delicious sandwiches that their mother had prepared for 
them, the two children would lie on the haystack and look up to each constellation as their 
mother told them its name and its story, according to the old legends. Throughout the Railsback 
family’s  stay out in the country, their new radio—also tiny like that of the grandparents—kept 
the family “up to day” with the local and national goings-on. It also kept the family alert to the 
many bargains that they could purchase locally. And then, the Railsback family  moved to town 
so that Lem could attend school.  
 Brady North Ward Elementary School became a giant window to the world for Lem. 
Besides working with loving and highly competent  teachers, Lem also got to work with numbers 
and letters and words. He learned about our physical world, our communities, the geography of 
Texas and of the United States, the history of Texas and of the United States, and about how to 
cooperate and get along with others. There were standard health rules that all of the students 
were encouraged to follow—e.g., “We must wash our hands after using the bathroom. Every 
time. No Exceptions!” And, of course, Lem and his classmates had physical education or what 
they just called “Play.” The only mean teacher that Lem ever remembered was the one who used 
to whack his bare, upturned left hand many times every day so that Lem would learn to write 
with his other hand.4 Overall, though, LEM LOVED SCHOOL, especially the reading! 
 When Lem got to Brady Junior High School, he found out that he was poor. The students 
who had attended Brady South Ward Elementary School looked at Lem’s clothes, listened to his 
“drawl,” and told him that since he was from across the tracks, he was poor. Lem really was 
“from across the tracks” since the railroad ran directly and almost in the middle of town, just 
north of Brady Creek which also ran across the center of town. So, Lem believed those damned 
South Warders, but he didn’t worry any about being poor. After all, he had a good family, he and 
his sister always had enough to eat, he had studied well at a good elementary school, and he had 
had a wonderfully good time studying all sorts of things. One of his earliest science projects was 
collecting. The teacher had encouraged the students to mount a collection of leaves, or a 
collection of rocks, or a collection of fabrics, or something else similar. At the time, Lem had 
many collections since he had been collecting for several years. So Lem’s father, Mr. Lem 

170



Railsback, constructed for Lem a 36” X 24” X 24” wooden box that Mr. Railsback and Lem 
together shellacked and painted brown. Then, Lem had placed carefully over a dozen different 
collections and called the multi-collection “MISCELLANEOUS.” The teacher had been amazed 
by the multitude of collections and the fact that Lem knew the word “miscellaneous.” For that 
assignment, Lem had scored the good grade of “A++.” Obviously then, Lem’s  “poverty” did not 
cripple Lem nor wound him severely psychologically. 
 
Early and Growing Fascination With Film: It was in Lem’s Brady North Ward Elementary 
School days that he had “come into his own.” As soon as his family had moved into town, his 
mother Esther Edna Gage (of Skcot-Cherokee descent) and his sister Mary Esther and Lem 
would go on Saturday to one of the three movie houses in town; sometimes, Lem’s aunt and her 
daughter would go with the three. Usually, the family group viewed a “double feature”—i.e., two 
full-length movies for the price of one—a newsreel on events around the globe, two cartoons, 
and, often, an episode from one of the standard serials. Lem was fascinated with the movies and 
the newsreel. Each movie was an “extended lesson” that the young boy took to heart. Each 
newsreel was a miracle to him. How some brave soul could travel around the world to make a 
movie about some special event—like the landing of Allied Troops in Italy or the island-hopping 
of General Douglas MacArthur was amazing to Lem. (The soldier with the pistol strapped to his 
leg on MacArthur’s wading ashore to the Philippines was one of Lem’s mother’s cousins. He 
wrote Lem’s family  about the landing with “THE GENERAL.”) as amazing to Lem. The mixing 
of the chemicals and procedures to process the film was also puzzling. Finally, for some 
unknown editor to select and place several pieces of news/film into a single newsreel was almost 
mystical: Lem wondered how the selections were made, how the different sections were “sewn 
together” into a single reel, and who had paid for all of the work. Lem developed an early respect 
and admiration for the United States government and for the movie industry that provided such 
updates on a weekly basis. Then, on every Sunday morning, Lem’s mother and sister and Lem 
would walk from their home in the country—several miles outside the city limits--to their church 
in town. (Usually, some member of the congregation would take them in the member’s car back 
home after the service.) Both the Saturday movies and the Sunday morning church became 
family rituals. Mr. Railsback, the good father, worked. On the north side of town where the 
Railsback family lived, Lem began to clean yards and mow lawns for his neighbors. For his 
effort, Lem was paid thirty cents per lawn. 
 Because the owner of the three theaters in town was a “friend of the family,” the 
Railsback family got front row seats when the owner  brought Smiley Burnet and his horse with 
the black circle around his eye to town. Lem and his sister were photographed—for a price, of 
course—with Smiley and his horse. Later on that year, Mr. Baker sponsored in his massive yard 
in front of his home an Our Gang-style episode featuring local children. Again, Lem and his 
sister appeared in that episode, along with several dozen other Brady children. Because each 
family had to pay a healthy fee before their child could appear in this production, Mr. Baker, the 
theater owner, made a small fortune from that project. When Mr. Baker retired and moved to 
another town, Mr. Caywood bought from him all three theaters: the Texas Theater on the 
northeast side of the “city square” (That square  was not really square but was a large circle of 
land on which the old German-style courthouse sat majestically.), the Palace Theater on the 
south side of the square, and the Brady Theater located one block south of the city’s “square.” To 
celebrate his new acquisitions, Mr. Caywood brought the beautiful Yvonne DeCarlo to town, and 
Lem went with his mother and sister to see her and talk with her (SHE WAS BEAUTIFUL!). 
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Mr. Caywood began holding a talent show every Saturday morning at his Texas Theater: talented 
local and, sometimes, out-of-town artists performed on his stage. On one Saturday, Lem’s sister 
competed in a bubblegum bubble-blowing contest. Each session was closed with a short movie 
of the weekly “teenage club” in Hollywood.  

Mr. Caywood  observed early on that Lem really liked the movies. And he was aware of 
the Railsback family’s weekly movie ritual; in fact, he claimed that the Railsback’s were among 
his most loyal customers. And because Lem now had excess money—the thirty cents that he 
earned for mowing a lawn every week, Lem worked a deal with Mr. Caywood. So long as Lem 
agreed to come to the Palace Theater, the theater that the minorities favored, and sit in the middle 
of the front row of the “Colored Section”—the second-floor balcony in the Palace Theater—he 
would allow Lem to attend the Saturday morning matinees. So long as the young Lem sat in the 
darkened balcony—that “Colored Section,” probably nobody would raise a fuss about Lem’s 
being there. (Lem was nine years old when he started watching the matinees, and he continued 
until he was nearly fifteen.) As Lem has related in an earlier commentary,5 

I could see two feature movies, two serials, two cartoons, and two shorts each 
Saturday by paying one thin American dime for admission. Since I could mow a lawn 
after school for $ .30 every week, I could build my “MICELLANEOUS 
COLLECTIONS” and go to the “shows” every Saturday. Over several years, I saw 
Sergeant York (1941), Citizen Kane (1941), Casablanca (1942), For Whom the Bells Toll 
(1943), National Velvet (1944) starring twelve year old Elizabeth Rosemond Taylor, and 
many other classics. I saw the Marx Brothers and Abbot and Costello.6 The serials had 
“The Lone Ranger and Tonto,” “Lash LaRue,” and a space travel fantasy. The “shorts” 
ran on a “short reel” that lasted about ten minutes. Usually, travelogues or “DEMON 
WEED” alerts, but from time to time, they presented spectacular performances. The best 
that I recall with joy featured Lili St. Cyr. I was upset the day when I had to pay $ .35 as 
an adult—that is, the price for an individual “at the age of twelve years and more.” 

 
Training: In junior high school, Lem was interested in art—drawing, painting, sculpting. 
However, because he really was “poor”—economically speaking only—he could not afford the 
special clay that was used for sculpting in his eighth grade art class: instead of the special clay, 
he sculpted large Ivory Soap bars (They were a lot bigger in those days than the ones offered for 
sale in today’s grocery stores.). Later, in college, because of the same scarcity of funds, he 
discovered that the special sculpting clay prescribed by the undergraduate art class cost more 
than he could afford; in response, he borrowed a huge cube of rock salt recently put out for the 
cattle on a particular ranch. From that large cube, he chiseled the head of an ancient warrior and 
passed the class.7 Later he visited and painted a close-up aerial view of the “red-light section” of 
Ojinaga, Mexico—only ninety miles away from his undergraduate college—and presented the 
painting to his art teacher. She was embarrassed, disgusted, and angered by the painting.8 At the 
end of that semester, Lem wisely changed his major in art to another discipline. Finally—several 
decades later, and after he had earned a Ph.D., secured employment as a professor, earned tenure, 
and earned a “full” professorship (about 1975), Lem decided that he would like to return to study 
in the arts. In her Photojournalism I class, Professor Laurie McVey taught Lem “the principle of 
the thirds,” a strategy that the great artists of northern Europe had used in their classic paintings 
after the Renassiance. With additional classes in painting, music, and other fine arts disciplines, 
Lem completed his A.S. degree in 1996 with a major emphasis in dance and music. On the 
side—i.e., besides his studies and his work—Lem continued to compose his photographs along 
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the protocols of “the thirds.” He studied video-recording in the field, video-editing in the 
laboratory, and final presentation under the tutelage of Dr. David Britton, an accomplished artist 
in the new technologies and in web broadcasting and in distance learning. With Janet Kruger, 
Lem studied figure drawing and print-making. In time, he studied  photography with the 
accomplished videographer Marcela Moran at the university in Laredo. From those studies, Lem 
absorbed much history of the development of photography—the early developing technology of 
photography, various tools of the modern photographer, and, particularly, the work of Alfred 
Stieglitz and his “291” studio. Lem re-learned the chemical processing of film, and he gained 
insights into various capabilities of different cameras. Currently, Moran is tutoring Lem on 
digital camera production, both still and video. Lem’s FLIP camera and his REBEL EOS XT 
camera are two modern tools on which he relies regularly.  
 
Work (the filmmaker-making process):  By 2010, Lem had traveled to every one of the fifty 
states and the Federal District in the United States of America. He had also visited twenty-nine 
foreign nations. He composed photographs on those trips. He spent considerable time in  
photographing Laredo and Nuevo Laredo, in photographing sites in West Texas and in South 
Texas, and in photographing selected sites—like his home that was built in 1907—and 
significant individuals (although he has never, to his knowledge, actually met an “insignificant 
individual.” Over time, he has composed thousands of photographs, both in color and in black 
and white. For a while, he worked with the versatile slide format and produced Children of 
China, a photographic record of his visits to pre-schools, kindergartens, elementary and high 
schools, vocational and trade training centers, universities, and an academy for deaf female 
teenagers. (Those young ladies present a wonderful dance show. When Lem asked the director of 
the school how the girls could dance so well and in perfect time to the music, the director took 
him backstage and pointed to the giant speakers which were turned on their faces on the floor: 
the girls were literally “feeling” the beats of the music through the vibrations of the floor. 
 
Most Prominent Products:  In 1982, Lem published a multimediated instructional program on 
strong verbs as A Story of a United States Army Recruit, A Good American (River Instructional 
Systems Enterprises, 1982), 89 pp. In 1983, Lem published Theatre In Laredo, a photographic 
celebration of 120 pages in black and white and color of over thirty amateur plays and one 
Hollywood movie that were produced from 1982 through 1983 in Laredo, Texas.9 From a 
Laredo regional photography contest in Spring 1983, Lem’s photographs captured several honors 
in various categories: one First Place ribbon, two Second Place ribbons, two Third Place ribbons, 
and one Honorable Mention ribbon. In addition, Lem’s photo “The Flood”—showing thirty-eight 
illegal immigrants entering the U.S.A. by wading/swimming/boating across the Rio Grande from 
Nuevo Laredo—secured the “Best Photo of Show” award. Later, in 1998, Lem’s The Go-
Betweens, An Unclassified Study of the Activities and Connections of the Danaida-Lepidoptera 
Order in Canada, United States of America, and Estadas Unidos De Mexicanos: Particular 
Focus on Nanaus Plexippus Families in Florida, California, Texas, and in Region Northwest of 
Mexico City won the award for “Most Innovative Presentation of Show.” 

 
Looking Back:  Lem enjoyed a very busy career as a professional educator for fifty years. 
Serving with USMCR&USNR, Lem completed a dual career and retired as a Navy Chief. During 
his professorial years and his stint as Training Officer for the local Navy Reserve Facility, Lem 
used his photography. Within both fields, he completed 261 open-source publications.  
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Looking Ahead:  With the new opportunities offered by digital photography, Lem intends to 
evolve into a travel photo-journalist: writing, photographing, traveling, listening, and learning. In 
December 2009 in Nashville, Lem bought into a wholesale-travel company which offers special 
trips to different spots around the world. As a retired navy chief, he is eligible to travel on 
governmental aircraft on a “Space A” status. As he is able to combine the two opportunities, he 
intends to formally begin his new “every other month” tripping and photographing and writing 
career in late 2011.  
 
Mission:  Lem considers himself an amateur—i.e., one who pursues his art out of love. With new 
travel opportunities, and with new skills in digital photography, Lem intends to visually 
document parts of the world—far and near, selected individuals within it, and major patterns of 
cultural evolution. 

Summation by Angela Marcela Moran Covarrubias and Lem Londos Railsback 
 We both appreciate the magic of film, albeit in different configurations. We both work in 
the fluidity of film (No pun intended here.) We both love to write—from graph—in light—from 
photo. We both believe that if Leonardo di ser Piero de Vinci were alive today, he would be 
working/writing in film, along with all of his other media. We write our subjects to permanently 
capture their essences, and from reflections of those essences, we each write ourselves. 
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Perez, Emma, “Gloria Anzaldua: La Gran Nueva Mestiza Theorist, Writer, Activist-Scholar,” 
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1 A delineation of the “third space” perspective is found Emma Perez’s salute to the author of Borderlands/La 
Frontera: the New Mestiza: “Gloria Anzaldua: La Gran Nueva Mestiza Theorist, Writer, Activist-Scholar,” NWSA 
Journal (National Women’s Studies Association Journal), June 1, 2005, Vol 17, No. 1(Summer), 1—10.  
2 Christian Fuchs, “Alternative Media as Critical Media,” European Journal of Social Theory, May 2010, Vol. 13, 
Issue 2, 178.  
3 Ibid., 179. 
4 As a result of the hand-whacking, Lem learned to write his name with either hand, to color with crayons with either 
hand, to paint on a canvas with either hand, and to bat a baseball as either a “regular” or a “leftie.” 
5 Lem Londos Railsback, “Sequel No. 1 to ‘Revolution Off the Streets,’” National Social Science Fall Professional 
Development Conference, Reno, October 2010, in process. 
6 Dates after each movie indicate the year of production and not the year that Lem viewed the item. 
7 That warrior-head statue is currently on display in the Art Room of the facilities of Railsback and Associates 
Integrated Systems Engineering in Laredo, Texas.  
8 This painting is tucked away in archival folders in the same Art Room indicated directly above. Actually, the 
painting is just not all that vulgar—e.g., all the subjects in the painting have all their clothes on. One subject is lying 
on the ground obviously passed out with a dropped bottle near by and an obvious pool of volmit is close to the 
subject’s mouth. Another dude is talking with a female just outside a door. Other subjects are simply walking down 
a street. Lem suspected that for the painting to attest to or to “prove” the existence of such a zone was the infuriating 
factor. After all, polite society in rural towns in those days—the 1950’s—did not talk about such things.  
9 Lem Londos Railsback, Leon Del Bosque Estaca, Robert Horn, and Les Armistead (1983). Theatre In Laredo. 
Doble L Instructional and Evaluational Systems, Inc., 1983. 
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At the turn of the 21st century, authoritarian governments around the globe were faced 
with a threateningly pensive question: “If the pen is mightier than the sword, then how powerful 
is a home PC equipped with a 400’MHZ processor, some browser software and a modem?” 
(Green, 2000, para. 1).  Although comical in its approach, the essence of this arousal has 
troubled Chinese rulers for thousands of years, yet remains today a more imposing concern than 
ever before thanks to new and potent technologies that are widely available to the minds that 
wish to challenge their authority and governing legitimacy.  Political dissidence in China has 
been described by some as a “rich tradition” (Wasserstrom as cited in New York Times, 2009, 
Guest 4) of which evidence can be found in many of the nation’s myths, legends, literature, and 
modern-day foreign news headlines.  Unsurprisingly, these dissidents have progressively created 
new ways of voicing their criticisms throughout the ages, and through a vast array of differing 
techniques, mediums, and tools; on the counter-front however, so have the varying governing 
regimes been able to come up with new ways to oppose, quash, and even anticipate dissent in all 
its diverse forms.  Why then has China historically been such a hotspot for political dissent, and 
what is it that creates, motivates, and inspires these dissenters to maintain their dissent, despite a 
lengthy and often humiliating record of relatively unsuccessful attempts to achieve change and 
desired reform for the people?   
 This study thus explores the psychology of Chinese dissent and analyzes the efficacy of 
its varying dissident forms, ranging from the more traditional literary approaches of political 
opposition, to more radical and innovative “acts” of dissent.  Objective, and often entertaining 
anecdotes are used to help paint the picture of dissent’s evolutionary journey, with special 
attention given to analysis and speculation of the current and future state of dissent’s most 
contemporary form: digital activism.  With Internet-driven tools like Twitter and the plethora of 
blogs which now dominate modern Chinese dissent, we question whether or not the Tweet 
(digital activism) is, or can be, mightier than the Wall (China’s authoritarian political control). 

 
Preface: Civilization and the Dissenting Mind 

 Recent international events, particularly the fiery revolutions throughout the Middle-East, 
have helped to capture the dark, ambiguous and exciting world of political dissent, bringing it 
into the focus of the global masses.  Regardless of nationality or citizenship, individuals around 
the world are suddenly forced to confront the issue of dissent, and can strangely find themselves 
kindled, anxiously piqued, and overwhelmed by a risqué desire to root for the victory of the 
political underdog.  But why is this so?  Having likely not experienced political hardship to the 
extent of the Libyans, or indeed the Chinese for example, how can one so far removed from such 
drama and injustice still identify from deep within a sense of determination, unrest, or even, if 
you will, claim a sense of unified dissent?   
 In his latest book, The Tribal Imagination: Civilization and the Savage Mind, famed 
anthropologist Robin Fox (2011), attempts to explain the evolution of our social and moral 
natures, positing that our modern brains are home to characteristics that trace back millions of 
years ago to a time when the instincts of mankind were, as he simply describes, “savage” 
(Introduction).  Using a domestic example familiar to Western readers, Fox describes the dire 
happenings of the recent financial crisis as triggering a reflexive outrage in our emotional brains, 
saying we reacted with “Stone Age fury,” only “we were not allowed to try out Stone Age 
solutions” (as cited by Goldstein, 2011, para. 2).  It thus appears therefore, that our ability to 
justify, encourage, and desire to dissent is a characteristic innate within us all as human beings. 

176



 Further evidence that suggests of mankind’s great need for, and tendency to celebrate 
dissent, is offered by historian Henry Steele Commager with the explanation:  

“Government and society have a paramount interest in independence, originality, 
heterodoxy, criticism, nonconformity, because all experience teaches that it is out of 
these that come new ideas, and because every society needs a continuous re-examination 
of old ideas and a continuous flow of new ideas.” (Commager, 1954, p.92).   

Commager here thus highlights the universal reason for dissent, that is, to achieve greater 
freedom—for some this means a freer economy, for others the goal is freedom of religion, and 
for others still, it means freedom from a sovereign oppression. 
 The Chinese then, being one of the world’s longest stretching and most achieved 
civilizations of our earth’s history, has had plenty of time—and opportunity—to experience and 
battle with the great phenomenon that is dissent.  It is therefore little wonder that the earliest 
recorded instances of notable dissent come from some of the earliest and most advanced 
civilizations: the Egyptians, Greeks, Persians, and of course, the Chinese (Hsiao & Lim, 2010).  
Further into the study as we explore some of the different examples of Chinese dissent 
throughout the ages, we will begin to notice an emerging correlation between the development of 
mankind, and their tendency to dissent; yet, regardless of this correlation, can we determine that 
the quality and effectiveness of an individual’s dissent is dependent upon the advancement of 
their affiliated civilization? 
 One thing that we can be more certain of is that spanning the breadth of the globe and 
looking back throughout history, there have been various patterns of, and a common rhetoric, in 
mankind’s dissent.  As the editors of The Vintage Book of Dissent describe of these patterns of 
dissent, “sarcasm and parody figure large and, in terms of tone, indignation, mockery, 
plaintiveness and triumph seem to predominate” (Rosen & Widgery, 1996, Introduction).  They 
further add that, “Humor is vital,” and that there is a “strong emphasis on first hand experience, 
on witness” (Introduction).  It seems then that despite the often somber reasons behind dissent, 
the associated acts of protest and objection can prove at times to be a more witty endeavor than 
one would initially anticipate or expect. 

 
Dissent: Chinese-Style 

 Dissent as defined in the Oxford dictionary, in its rawest terms, means “the holding or 
expression of opinions at variance with those commonly or officially held” (2011).  For the 
purposes of this study, a few other terms can help clarify the desired concept of dissent, 
especially with respects to how it is viewed or held by the Chinese; these would include: social 
criticism, protest, activism, and at a stretch, rebellion.  Notice however, that the words, 
“pacifism,” “whining” (typically Western forms of dissent), or “terrorism” and “martyrdom,” 
(the most extreme forms of dissent most often employed by those in Middle-Eastern cultures) do 
not feature strongly amidst the Oriental notion of dissent.  A far less likely term to come to mind 
would be that of “anarchy”—rather, a more pious, peaceful, and consistent approach to dissent 
appears to be the preferred way of the Chinese, as opposed to alternatively singular “heroic” acts 
of dissent (of which however, there are many legends of).  
 It is clear then that to merely disagree with a policy or procedure, does not automatically 
qualify one with the revered title of “dissident.” A useful definition of a what a dissident is—and 
one that aligns well with what a Chinese dissident does—is offered by Russian Soviet dissident, 
Roy Medvedev: 
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A dissident is someone who disagrees in some measure with the ideological, political, 
economic or moral foundation that every society rests on…But he does more than simply 
disagree and think differently; he openly proclaims his dissent and demonstrates it in one 
way or another to his compatriots and the state.  In other words, he doesn’t just complain 
in private to his wife or close friends. (Medvedev, Ostellino, & Saunders, 1980, p. 1) 

Taking this definition into consideration, we can begin to see that there is a variance not only in 
the methods of dissent, but in the dissidents themselves—in other words, there are different kinds 
or genres of dissidents.  

One such genre of dissident is what has come to be known in the academic sphere as an 
“intellectual dissident.”  Writing on this subject, Boston University’s Merle Goldman (1981) 
offers insightful commentary about some of the traditional precedents to Chinese intellectual 
dissent that date back to a time when loyal opposition was not only expected, but viewed as both 
a civic and political responsibility.  Goldman discloses that quasi-official dissent was inherent in 
Confucianism and amongst the Confucian literati, who, incidentally, had almost exclusive access 
to all of the official positions in the Chinese government and political system at the time.  These 
intellectuals were obliged to criticize when and if the governing leadership deviated from 
Confucian ideals or goals.  It is important to note however that this opposition was not so much a 
right, as it was a responsibility—one that should be carried out regardless of personal risk of 
punishment, or even death (pp.3-4).  In addition, the literati were to “act as individuals, not as 
part of a group,” the formation of such being regarded as “disruptive” (p. 4).  This prohibition to 
gather and to act in opposition as a group or organization remains in-large the same today. 

With this perspective in mind, it becomes easier to see how traditional Chinese-style 
dissent lays right in the middle between the more casual sentiments of dissent in the West, and 
the more intense forms of opposition as typically expressed by the grieved of the Middle-East; 
the Chinese cultural heritage and beliefs demand a more self-disciplined approach to public 
objection in a society where obedience to authority is seen as a most vital and pious principle, 
not to be violated without the expectation of severe punishment.  Such a willingness to risk all in 
order to “stick-it-to-the-man” like our Stone Age ancestors, is exactly what separates the 
dissidents from the rest of society—and when they have nothing left to lose, they can go all-out 
in attempting their next best effort at succeeding in their dissent—whatever the method may be. 
 

Dissident Tools: Oracle Bones, Moon Cakes, and More 
Between the earliest estimated occurrence(s) of dissent in China, and the earliest accepted 

instance of dissent, there is a long period of void disconnect illustrating that without records and 
a written history, we can only speculate on the conditions of dissent in these undocumented 
periods—or perhaps assume that the political state of the civilization was so peaceful that there 
was no need for any dissent to take place—alas, a most unlikely scenario.  Despite this limitation 
however, the Chinese are still able to offer an impressive bag of tricks when it comes to 
employed methods, mediums, and tools of dissent. 

The written word has long been the most popular weapon of choice for dissidents 
throughout the ages because of its portability, permanence, and eloquent power to persuade.  
Ironically however, it seems that the written word was not the first medium, but rather perhaps 
the first significant reason for an issue of dissent and politicized protest.  Like many antiquitous 
civilizations, the kings of the late Shang period (c. 1200-1050 B.C.) attempted to communicate 
with the spiritual deities that possessed dominion over their realm, by reading the heated stress-
cracks in what are known as oracle bones (these were often cattle scapulas or turtle plastrons).  
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Following the divination ritual of the crack-making, diviners would engrave and record the topic 
and/or prognostication, along with the eventual outcome, into the bone (Mair, 1994, p.3).  
Although the logographic engraving was almost always the duty of the diviner, the “spiritual 
ability to foretell the future was generally a royal monopoly” (p.3).  This separation of ritualistic 
duty would almost undoubtedly cause a tension between the diviners and the king, if not least 
amongst the diviners themselves.  Regarding the similar tensions of ancient Mesopotamian 
diviners, Ciraolo and Seidel (2002) write that in these cases there seemed “always room for 
interpretation, which means room for dispute, derogation, and power struggle” (p. 53).  Although 
we have a limited knowledge of how and in what way this power struggle between diviners and 
the royals would have occurred, the anecdote still provides an intriguing example of China’s 
earliest notion of dissent, if not at least providing an item of interest to anthropologists and 
historians alike. 

The next two examples of historical Chinese dissent illustrate an ironic proof that varying 
governing powers in China have actually allowed some celebration of dissent—only they would 
call it nationalism, or equally so, the celebration of tradition.  The first of these tales takes place 
around 288 BC during the Warring States period and involves one of China’s earliest recorded 
intellectual dissidents.  Qu Yuan was a scholar and a minister to the King of the state of Chu, and 
felt the King was betraying his people by so easily complying with the state of Qin (sworn 
enemies of the state at the time).  After hearing that the Chu capital, Ying had been captured by 
the Qin, he penned his anger, pity and dismay in what is now his most famous poem, known 
simply as “The Lament.”  Shortly after writing this poem of grief, Qu Yuan moved onto phase 
two of his dissent, wading into the Miluo River holding a large rock in order to commit ritual 
suicide by drowning himself in protest of the King’s actions.  Local villagers tried to save him or 
at least find his body, yet did so in vain; this act of racing boats out into the river, over time 
became the famed Dragon Boat Festival which remains a celebrated Chinese tradition to this day 
(Hsiao & Lim, 2010, p. 6).  Although the accuracy of events in Qu Yuan’s act are disputed as a 
myth, the story still reiterates for the Chinese people the stirring words of Howard Zinn, that 
“Dissent is the highest form of patriotism” (as cited by Basco, 2002). 

Skipping forward a millennium or so, we confront yet another tale of popularly 
celebrated dissent, this time regarding moon cakes and their role in the Mid-Autumn Festival.  
Although the moon cakes themselves are of a much earlier origin, the little paper squares stuck 
on them are alleged to date back to the latter part of the Yuan dynasty (ca. 1368).  At this time 
the Chinese were governed and watched very closely by their Mongol neighbors; Mongol spies 
were even stationed in private families and people were not allowed to gather into groups for 
conversation.  Control was so extreme that even vegetable and meat choppers were limited one 
for every ten households.  Tired of this oppression, “someone conceived the idea of attaching 
papers to the moon cakes which [were] universally sent to one’s friends at this festival, and of 
writing thereon a message for uprising” (Bodde & Dun, 1965, p.66).  The resulting massacre of 
Mongols led to the eventual overthrow of the Yuan dynasty, after which the Han Chinese 
regained rule of the land and its people under the Ming dynasty—a rare success story of a 
grassroots inspired revolution from the Chinese people themselves. 

In this context of nationally celebrated dissent, along with these two tales of civilian 
objection could be included the legend of Hua Mulan with her rebellion against gender 
inequality, and her subsequent defense against militant threats to Chinese state sovereignty; in 
these two respects she was a dissident both for and against the state, but revered none the less for 
her heroic acts of patriotism.  Indeed with all of these cases it seems as if the Chinese have 
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purposefully employed their skillful use of poetic license to better preserve these timeless tales 
by making them more sensational and mythical than historically accurate, but with a purpose to 
promote a strong sense of racial superiority and nationalism amongst its people.  Yet, whether 
mythical or not, these stories are able at least to help the Chinese enjoy the admirable notion of 
an accepted dissent—an acceptance that many intellectual contemporaries are struggling to gain 
in our current day and era. 

A much more credibly documented dissident act comes in the shape of the father of 
Chinese historiography himself, Sima Qian, a Prefect of the Grand Scribes during the Han 
dynasty, and abridger of the “Shiji” or Records of the Grand Historian (ca. 95 BC).  As the story 
goes, when the “General Li Ling was blamed by Emperor Wu and all of the court officials for 
the military defeat by the Xiongnu nomads, the great court historian Sima Qian was the only 
person that came to his defense,” of which dissent was interpreted by the Emperor as an attack 
on his family and on his royal judgment (Hsaio & Lim, 2010, pp. 7-8). As a punishment for 
speaking out against the Emperor, Sima Qian was sentenced to death, but given the choice of 
either paying a hefty fine or being castrated, to commute the death penalty.  Having no money, 
he chose the latter, and was then thrown in prison.  After his release, rather than commit suicide 
as was expected of a gentleman-scholar in his situation, Sima Qian lived on in public shame so 
he could complete the compilation of his nation’s rich history. 

Through this story we begin to recognize a pattern of great honor and dignity amongst 
Chinese intellectual dissidents—a characteristic portrayed still by contemporary intellectuals 
such as 2010 Nobel Peace Prize winner Liu Xiaobo, and human rights activist Hu Jia  (both of 
whom have been jailed for their dissent).  Such attributes tend to separate these individuals from 
those wishing to simply criticize, or jump on the revolutionary bandwagon when it is convenient.  
Instead, true dissidents will not be bought for a price, and remain constant in their protest 
regardless of the consequences. 

In order to circumvent suppression of dissent however, individuals wishing to voice their 
criticisms of corrupt rule and wishing to stay alive, would have to find new ways of doing so 
(rather like the Ming overthrow of the Mongols).  Considering this dilemma, we are thus able to 
observe one of the first evolutions in Chinese political dissent during the imperial era; instead of 
literally voicing openly or spelling out directly one’s dissident dismay, intellectual protestors 
started to adopt more subtle forms of objection.  Although written dissent was still popular, it 
began to take the form of poetry, ballads, novels, and other styles of literature as the writing 
system itself evolved.  A notable example is evident through the famed intellectual, Su Shi of the 
Song dynasty (ca. 1079), who often resorted to more discreet methods and mediums to proclaim 
his political objections.  Yet despite these efforts, Su Shi still experienced a series of exiles, 
punishments and pardons, depending on who was in power at the time (Mair, 1994, p.439). 

Like the authorities that caught Su Shi, many emperors and rulers of the imperial day 
enforced a Literary Inquisition or Speech Crimes, for any writings that could be seen as offensive 
or threatening to those ruling in power—again, the violation of which could bring upon the 
individual and their family the penalty of death (Barr, 2005).  This harsh suppression of freedom 
of expression continued through the end of the imperial era when the Manchus ruled China 
during the Qing dynasty—a period notorious for its enforcement of the inquisition.  As a result 
of this pressure, other artistic forms, especially paintings, became a new way in which to express 
dissent, indeed a much more difficult medium by which one could be prosecuted for offences 
towards the government (English, 2002).  So thus we see from within the period of China’s 
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imperial reign, a creative evolution of dissent originating with the spoken word, progressing into 
the written protest, and from there developing into the more ambiguous and artistic visual form. 

As we analyze this period of imperial dissent however, a few points are made apparent to 
suggest that Chinese dissent, at least in the past, has rarely been successful.  As the historical 
evidence makes clear, a majority of dissident acts were merely individual sole attempts to uphold 
virtue, made by intellectuals acting on dignified beliefs of moral principle—an innocent 
consequence of Confucian-inspired cultural teachings.  Here, the demographic observation of a 
large, vast, and generally poor, uneducated population helps us to see how becoming a known 
intellectual was a rare privilege reserved for the elites—for nearly all the stories of dissent 
involves a well known and trusted intellectual who is then shunned and punished for his 
unwanted council.  Gaining the privilege of having your voice heard took these men (objection 
and political station were unsurprisingly not the place of a woman) the best part of a lifetime to 
earn, and although their council was indispensable as a collective group of literati, their 
opposition was most certainly dispensable when seen as an individual dissenter.   

We see little in the way of civilian dissent; one reason is simply that it was not recorded, 
for surely it took place, yet it was almost positively ignored when it did occur, as only 
recognized meritocracy allowed political participation of any sort—a cliché recipe for constant 
power struggle within the state.  As for the dissident mediums themselves, voice, ink and the arts 
had only a limited audience; without widespread dissemination of ideas, protest, and solutions, 
positive outcomes of dissent were almost impossible under imperial rule. 

From the Ming “moon cake revolution” however, we learn that dissent can be a common 
tool to unite against a common enemy—and this was certainly not going to be the sole event to 
prove dissent could win the upper hand against oppression.  
 

Citizens of China, Unite! 
 The turn of the 20th century provided a new period of zealous dissent for the Chinese, 
with both the Boxer Rebellion and the eventual fall of imperial rule under the Qing dynasty.  In 
both cases, the Chinese were invigorated in fury against foreign occupation of their lands in both 
political terms (from the Manchus), and as a result of economic manipulation from the 
Westerners and Japanese.  Early analysis of the situation shows once again, that Chinese dissent 
is at its most effective when its people sense a threat to state sovereignty—their actions and 
rhetoric proving more intense in levels of ferocity and aggression. 
 Not too long before the main wave of national dissent ignited the Boxer Rebellion, a 
unique and unlikely hero named Du Wenxiu was able to pull off a remarkable revolt against a 
certain faction of the Qing government in 1856.  He led a separatist movement called the 
Panthay Rebellion for the Muslim Hui people in China, and utilized wall posters in public places 
in Dali and Yunnan to broadcast his dissent.  His posted verses simply read as follows: 
 Those local officials are all ruffians! 
 They extort fortunes,  
 They fleece sums of money, 
 They turn nice scenery into hell. 
 Alongside of extracting the land tax, 
 They scrape from the earth even its skin. (Hsiao & Lim, 2010, p.70) 
Having used a medium as portable and attention-grabbing as a concisely worded poster, the 
movement quickly became a sensation and after only a month, the rebels captured the city of 
Dali and drove away the foreigners and local officials (p.70).  Had this occurred in Shanghai or 
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Beijing, the revolt would likely have been quashed within days; living in such a decentralized 
area was of major benefit to this political victory—dissemination and decentralization thus 
became evolutionary tools and important features for consideration, greatly enhancing the 
efficacy of any protest efforts. 
 The introduction of the industrial printing press inevitably helped advance all future 
dissident thoughts out to the general populous.  In 1903, various tracts and a slim book called 
The Revolutionary Army was published by a young eighteen-year-old student named Zou Rong.  
As “one of the most articulate voices of the anti-Qing Dynasty movement in China,” he called 
for the establishment of a parliament, gender equality, and freedom of speech and of the press, 
and found favor with the Father of Republican China, Sun Yat-sen, who spread this call for 
reform internationally (p.100).  For this, Zou was sentenced to two years in prison, where he died 
of illness at the age of twenty-one. 
 Having gained a popularity vote amongst the Chinese for his rousing words, Zou Rong’s 
dissident victory paved the way for writers like Lu Xun to further develop dissident literature in 
the more modern vernacular, and for influential figures like Chen Duxiu and Li Dazhou to found 
the Chinese Communist Party in the wake of the 1911 Xinhai Revolution and 1919 May Fourth 
Movement (pp. 122-135).  As these and other events leading up to and including Mao Zedong’s 
reign have been so well documented, I will not dwell on these in great detail here.  In short, like 
Stalin’s iron-fisted rule of the Soviet Union, Mao refused to be tolerant of any threat to his 
position as China’s omnipotent head-of-state; during the Cultural Revolution, “Thousands of 
intellectuals were executed, driven to suicide, or disgraced, humiliated and sent to labor camps 
for ‘re-education’ by the Red Guards encouraged by Mao” (Liu, 2001, p.14).  Students from 
Beijing University tried to develop Du Wenxiu’s wall poster tactics in creating big-character 
posters to attack the Communist Party, but protested to no avail, ultimately losing to the power of 
Mao (pp.13-14).  But with regards to dissident activity and patterns of evolution, the first part of 
the 20th century signified the establishment of a new genre of dissent; building upon the 
shoulders of the imperial intellectuals, China now possessed a more collectively powerful 
objector: the unsuspecting civilian dissident. 
 

The Descent of Dissent 
 Following Mao’s death in 1976, Deng Xiaoping’s entrance into the spotlight of Chinese 
leadership signified a political transition from totalitarianism to authoritarianism; as Merle 
Goldman describes, “there was immediately a loosening up of controls over personal life and 
religious life,” and the Chinese to some extent experienced a period of relative political 
liberalization, a time popularly referred to as the “Beijing Spring” (USCIRF, 2000, Testimony).  
Anonymous big-character posters and critical essays began to flourish, and from 1978-9, a wall 
on Xidan Street, Beijing became the nation’s hotspot for voicing dissent against the government.  
The wall soon came to be known as “Democracy Wall” and although it survived only a year, an 
essay named The Fifth Modernization by Beijing Zoo electrician Wei Jingsheng became a 
milestone for civilian dissent in China (Seymour, 1980).  This tradesman-turned-intellectual 
dissident was later arrested and imprisoned for fifteen years as a result of his call for democratic 
reforms, however due to the developments of techniques in global journalism the world media 
for the first time began to take an interest in the state of Chinese politics and human rights.  After 
Democracy Wall was shut down by the Communist Party, another wall in Ritan Park emerged 
with the same function, but required that civilians provide identification in order to post their 
expressions—needless to say, this wall didn’t last long either. 
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 Despite a short-lived era of open dissent via Democracy Wall, the Chinese democracy 
movement continued to progress and gain momentum throughout the next decade.  I would posit 
that the Universal Declaration of Human Rights as authored in 1948, and co-authored by one of 
China’s own (P.C. Chang), helped enthuse and encourage civilian dissent within China, realizing 
that at least if their own government refused to listen, than at least the international community 
might.  However, since the suppression of Democracy Wall in 1979, Chinese dissidents have 
since experienced four significant curve-balls of state opposition that have caused a steady 
descent of dissent against the government up to the present day.  These are: (1) the Tiananmen 
Square protests of 1989, (2) the outlaw of Falun Gong in 1999, (3) the run up to the 2008 Beijing 
Olympics, and (4) the announcement of Liu Xiaobo’s 2010 Nobel Peace Prize award. 
 In each of these four cases, the event was followed up with (or preceded by, in the case of 
the Olympics) a major crackdown on all dissidents and an intensified censorship of all forms of 
news and media. Yet, while the Chinese government proceeded to quash dissent domestically, a 
third kind of dissident had evolved amidst the curve-ball chaos that has now risen to challenge 
China on a state-to-state level: the diplomatic dissident. 
 Up until this point, from antiquity to the Cultural Revolution, Chinese dissent had been 
just that—political objection originating and being circulated by and amongst the Chinese people 
themselves; some were intellectuals while others were ordinary civilians.  But after Associated 
Press photographer Jeff Widener snapped the famed “Tank Man” scene in 1989, the world really 
began to perk up and take note of China’s internal affairs; moreover, foreigners were now in the 
game and on the stage of Chinese dissent (Witty, 2009).  Widener’s photo also signified another 
important evolution in Chinese political dissidence; the camera became a new fresh and potent 
dissident tool, and with the technological advances that were to dramatically evolve during the 
next twenty years, major developments in both foreign “diplomatic dissent” and dissident 
mediums would be made. 
 

When in … Rome? 
 The Chinese have the saying, “rù xiāng suí sú” (入乡随俗), an idiom much akin to our 
“When in Rome, do as the Romans”—basically emphasizing the importance of being respectful 
of the local rules, customs and practices when visiting another place or culture.  Under recent and 
current rule, especially since the advent of dissent’s descent in China, expression of dissent in 
any way, shape or form has been particularly difficult, and just like times of old, the Chinese 
have had to resort to more underground methods to voice their criticisms because of the strict 
rules and practices of their local Ministry of Love (the CCP police).  This is where the diplomatic 
and foreign civilian dissidents come into play.  When in Washington, Hillary Clinton can say 
whatever she wants about China’s government, as can David Cameron, Wei Jingsheng, Wang 
Dan, and a whole host of politicians and exiled dissidents… and whether they want to or not, the 
Chinese government will hear these criticisms and feel of the mounting international pressure to 
reform (USCIRF, 2000). 
 The Internet however, has made foreign civilian dissent an even more widespread, 
portable, and powerful force that China can do little to stop.  In one single Twitter feed for 
example, on any given day one can easily read a tweet from the British embassy, an American 
Ivy-league intellectual, a Chinese blogger, and others, all discussing (or indeed criticizing, as is 
so common) one aspect or another of China’s current government or actions.  Twitter itself as a 
communication tool has quickly evolved into becoming the dissenter’s weapon of choice for the 
21st century, and has helped encapsulate and define digital activism as a whole new method of 
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dissenting (Naughton, 2011).  It is little wonder then that US Ambassador to China, Jon 
Huntsman has reconciled his official diplomacy with an eager encouragement to Chinese 
university students to take advantage of the Internet and other related forms of online 
communication; with a netizenship of over 420 million users that is 40% higher than the United 
States’ citizenship, it is obvious as to why foreign embassies around the globe are keeping a 
watchful eye upon China’s online activity (Embassy, 2011).   

Although there are laws that oversee certain aspects of Internet use, these lines of 
jurisdiction are much more ambiguous and harder to govern, and since no one nation or 
organization specifically owns the Internet, dissenting online suddenly becomes much more 
appealing for budding dissenters of any genre; whether you’re in Rome, Cairo, Boston or 
Beijing, it really doesn’t matter all that much when you’re on the World Wide Web… or does it? 
 

An Opposition in all Things 
 As we have noticed throughout this study and throughout China’s colorful history, the 
various governing regimes of the nation have all in all been very effective at controlling, 
suppressing, and quashing internal dissent.  These days they have even learned how to anticipate 
dissent, stopping protest attempts before they can hit the global headlines (they would never 
make it to their own!).  Although the Maoist days of mass opposition purging are more or less a 
thing of the past, the government still continues to use the “kill the chicken to scare the monkey” 
scare-tactic by occasionally “publicizing punishment to intimidate the masses”—a timelessly 
classic method of dissident opposition employed by all authoritarian regimes throughout world 
history (Clark & Harwit, 2001, p.395). 
 Perhaps the earliest recorded efforts of a Chinese ruler trying to extinguish ideas and 
thoughts that conflicted with their own can be found in the figure of China’s first Emperor, Qin 
Shi Huang, who in 213 BC decreed the infamous “book burning” which resulted in the 
destroying of vast amounts of literature and the burying alive of Confucian scholars—
devastating crimes which were in part recommitted by Mao during his own oxymoronic Cultural 
Revolution (Xinhua, 2010).  In some senses Mao took things even further by attempting to 
brainwash the Chinese into believing there was nothing to dissent; his mandatory ownership of 
the “little red book” and self-portraits that decorated homes and public places helped re-direct 
thoughts of criticism into misplaced gratitude and cult worship. 
 A more recent example goes to show how at times the Chinese government will 
paradoxically allow even mass-protests, but only when they serve their own interests—this being 
one of their many tools of opposition to pit against domestic or foreign criticisms.  In 1999 when 
the US mistakenly bombed the Chinese Embassy in Belgrade, American embassies around the 
globe began to be attacked and picketed by Chinese civilians; Tiananmen Square in Beijing was 
filled to capacity with protestors for the first time since the 1989 incident, and students even 
began to attack McDonalds and KFC outlets in the Capital city (Shirk, 2007).  Such distractions 
can make for useful leverage when others approach the nation regarding its own human rights 
abuses.  On this same vein, the Chinese have even used its Pandas as a diplomatic counter to 
foreign disagreements, loaning them to the United States, and more controversially to Taiwan, in 
the hopes of further legitimizing sovereignty over the island (Walker, 2008). 
 Like the dissidents themselves, the government has had to think in evolutionary ways in 
order to maintain control of its people, so with the introduction of the Internet the government’s 
response was announced in the form of the Golden Shield Project, or the “Great Firewall of 
China” (GFW) as its colloquial reference better describes; simply put, the government since 
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2003 has enforced a nationwide firewall which controls the flow of information across the 
country’s computer network, or to speak in even more transparent terms—the GFW is the most 
intense Internet censorship program in the world.  The 4 T’s of censorship (Tiananmen, Taiwan, 
Tibet and Twitter) are only the beginning of what is censored on the Internet in China; anything 
that could be evaluated to be of offense to the government or that could make it look weak is 
censored.  Since Liu Xiaobo was announced to have won the 2010 Nobel Peace Prize, his name 
has been practically unsearchable on the Chinese network, despite the fact that millions of 
netizens were blogging and tweeting his name online.  Circumventing state censorship is 
possible through use of a VPN or proxy server, yet remains enough of a bother that only those 
really committed to dissent or otherwise will actually go to the trouble of doing so (Fallows, 
2008).   

Again this is another area of current and constant major study, but in simple terms, the 
GFW and those that monitor the online dissidents have done their job well enough that no 
revolution has come even close to succeeding, despite minor efforts to do so (like the recently 
failed Jasmine Revolution), and despite the fact that now, more than ever, more Chinese civilians 
are able to voice their dissent.  Having arrested so many actively-online dissidents in just the first 
few months of 2011, Chinese authorities are raising their game and further intimidating users to 
self-censor what they post on the Web (Reuters, 2011).  Indeed it seems they have evolved their 
scare-tactics, now killing two or three chickens at a time to scare away the monkeys. 

The decentralization advantage of the Internet still exists however, and catching every 
dissident blogger or otherwise is an inevitable impossibility—sheer volume and the law of large 
numbers sides generously with the online masses.  Yet continued advances in transportation 
mobility may have finally trumped physical geography with chance favoring the prepared 
Chinese authorities who are spanning their incriminating gaze even further than before.  Unlike 
Du Wenxiu’s protest success in the far away land of Dali, the Muslim Uighurs of Xinjiang have 
not been so lucky of late.  Seeing Islam as the root of social problems in the area, many Han 
Chinese authorities enforced restrictions on the religious activities of the Uighurs, so much so 
that they even built a physical wall around one of the local universities and forced students to eat 
there in the daytime during Ramadan, prohibiting them to leave in the evening to break the daily 
fast with their families (Wong, 2008). 

Restrictions on religious freedoms and on which websites you cannot visit have become 
old hat for the Chinese government, but their latest move to tighten controls in response to the 
Middle-East revolutions makes even Big Brother look weak.  Reports of individuals being cut 
off on their cell phones after saying the word “protest” in either Chinese or English have been 
common.  As analysts have so concisely stated on the situation, “In the cat-and-mouse game that 
characterizes electronic communications here… the cat is getting bigger,” thus leaving little 
confidence for a tiny bird that wants to tweet (Barboza & LaFraniere, 2011).  And if that wasn’t 
enough, just as Chinese dissidents are receiving support from beyond its borders, so has the 
government been giving its support to other foreign and undemocratic regimes, helping to “crack 
down on Internet traffic and block dissident radio signals” in Mugabe’s Zimbabwe (Mann, 2007, 
p.25).  It is clear then that Chinese repression is rampant throughout every aspect of Chinese life 
and it doesn’t appear to be slowing down anytime soon, so the question still remains, is there any 
hope for the dissidents both now and in the future? 
Tear Down This Wall, Little Bird! 
 Earlier we questioned whether or not the quality and/or efficacy of dissent in China has 
been dependent upon the advancement of its civilization; yet having thus seen how China’s 
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government have so consistently and successfully suppressed dissent over the past three 
thousand years, I would conclude that within these specific factors alone, there is no tenacious 
correlation that would suggest such.  However, the evolution of civilization has dramatically 
affected the population’s ability to dissent, and more importantly, enhanced the opportunity to 
have their voices heard.   

The progressiveness of globalization today is offering suppressed citizens around the 
globe common standards, laws, freedoms and rights; education and prosperity too have 
emancipated individuals to demand an entitlement to their basic rights, and technology has 
enabled a greater availability of access for the Chinese to dissent beyond the audible limits of 
their own voices.  As the Chinese move into this new decade of dissent, there has never been a 
time of greater potential for civilian objection, thanks to these four vital advances of rights, 
education, prosperity, and technology. 
 Twitter as a single application is perhaps better suited than anything else to epitomize 
these four advances, and has added to these the trump card of brevity and speed—an 
indispensable characteristic in 21st century dissent.  One of its most respected “Chinese” 
dissident users is Tsering Woeser, a Tibetan woman now living in Beijing.  The fact she is 
Tibetan is already quite some progress, but as a female dissident too—that proves an evolution in 
the ability of the Chinese to dissent, as culturally, this has never been the privilege or place for a 
woman. Although Chinese dissent is still dominated by the male gender, female dissidents are 
becoming increasingly prominent, not only online, but in society as well (Foroohar, 2010).  
Mothers taking to the streets in protest after their children were killed by poorly built schools in 
the 2008 Sichuan earthquakes, and efforts of anti-one child policy activist Mao Hengfeng, are 
just a couple examples of women who are helping to represent China’s silenced half and change 
the face of dissent in China. 
 Popular culture is also flocking to the aid of dissidents in China; indeed the most famous 
female in Taiwan, singer Teresa Teng has been described as being a “litmus test of the political 
winds” during 1980’s China; “when the authorities eased controls, her music sold briskly in 
stalls in the tiniest towns; when the hard-liners clamped down, her music was banned” 
(WuDunn, 1995, para. 4).  Deng Xiaoping, a reported fan of Teng’s music, equally adored 
capitalism—another great aid to the dissident effort of the Chinese not only in terms of its 
catalytic success of wiring the country, but in helping to encourage an ironically positive aspect 
of materialism.  As Guobin Yang (2003) writes, “The consumer revolution in contemporary 
China has [had] the unintended consequence of producing new social spaces for public 
expression and communication,” thus linking the perestroikan activities of the CCP with what is 
hoped by many to become a glasnostic opening up of political practices (p.408). 
 Nevertheless, Middle-Eastern style revolution does not appear likely in the Chinese state, 
and not just because the authorities have a stronger and more legitimate rule.  UC Irvine 
professor Jeffrey Wasserstrom describes the Chinese dissident population as “fragmented,” 
explaining that “What sets the current era of dissent apart from 1919 and 1989 isn’t that there are 
fewer discontented people now… What distinguishes [today] is the lack of a unifying thread 
connecting the actions of different disgruntled groups,” (as cited by New York Times, Guest 4).  
One would think that tools like Twitter could unite such groups, yet the ready force of the CCP 
seems a too big a risk for the varied dissidents who have their own economic interests and family 
or societal obligations.  Perhaps then, advances in relative prosperity are as much to blame here 
as they are to praise, for its broadly pacifying effect on otherwise potentially disgruntled 
members of society.  Yet although this lulling of the masses has occurred, the die-hard dissenters 
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can still be found, and heard, and read, and seen—and not just on the Internet, but in the public 
domain now as well (cue dissident celebrity Ai Weiwei!). 
 The real reason why conventional revolution will not happen in China is because the 
majority of Chinese dissidents themselves do not want it; not just because the government will 
not let it happen, but because of their Confucius-inspired pious stance against violent opposition 
(Ansfield & Jacobs, 2010).  Rather, strong, steady and positive reform is the goal for China’s 
steadily increasing group of social critics.  These dissidents be they intellectual, civilian, or 
diplomatic are in the trenches for the long haul; it is this enduring power that will make Chinese 
political development an evolutionary and not a revolutionary occurrence. 

So is the “tweet” and all it represents really mightier than the wall?  Although for now it 
is not, the question itself is not an absolute; the ultimate answer will be revealed throughout the 
test of time, something the Chinese are willing and able to do, but it appears as if an affirmative 
“yes” to the question lies not too far down the meandering cables of online digital activism.  As 
MacKinnon (2007) explains, the Internet itself is indeed a tool, but not a cause of political 
change in China; yet although not revolutionary, the Internet “instead will be a key pillar of 
China’s slower, evolutionary path toward increased pluralization and possibly even nascent 
democratization” (Chase, Mulvenon, & Rand, 2002, p.90). 

It looks like then, that the little bird has yet got some major tweeting to do, but tweet it 
will, and soon the wall will fall. 
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A Proposed Analysis of Cult Leaders and Dictators 
 

            The Fox network television series Lie to Me is based on the work of Dr. Paul Ekman, 
who has spent over 50 years investigating facial expression and body movement. In the show, 
the main character, Dr. Cal Lightman, assists criminal investigators through his expertise of 
facial micro-expressions, body language, and the Facial Action Coding System. Although the 
ability to essentially read the mind of an individual through observation of their facial 
expressions is unrealistic, the television show suggests questions concerning the future 
applications of facial reading techniques. 
 One method for investigating facial inferences and social perception has been to ask 
individuals to make personality assessments of a stimulus individual of zero acquaintance. In this 
vein, Kenny, Albright, and Malloy (1988) investigated the ability of participants to rate fellow 
unacquainted students using the Five-Factor Model within a small group setting and found that 
perceptions were consistent among raters within the group. Riggio, Lippa, and Salinas (1990) 
found perceivers could detect extraversion and masculinity-femininity on the basis of watching 
videotapes of individuals giving a speech.  In addition, Berry (1990, 1991) looked at social 
perceptions based on facial or vocal information and correlated the assessments with the stimulus 
person’s self reports. Similar to this prior research, the current study aims to evaluate the 
capacities of individuals to make personality assessments at zero levels of acquaintance. 
However, the hope is to expand the scope of the research by targeting a demographic group that 
represents the worst of human behavior as the stimulus persons for perception: violent cult 
leaders, terrorist group leaders, and dictators.  
 

Review of Selected Literature 
Personality Judgments at Zero Acquaintance 
 To discover the level of consensus that could be found when making an assessment of an 
individual’s personality, Albright, Kenny, and Malloy (1988) placed unacquainted students in 
small groups of four to six and then asked them to rate each member of the group, including 
themselves, on a seven point scale for five traits: sociability (extraversion), good-natured 
(agreeableness), responsible (conscientiousness), calm (emotional stability), and intellectual 
(culture).  

Although one might not expect any consensus in personality judgments of individuals 
who are completely unacquainted and who have never interacted, the results suggest that the 
judgments made by unacquainted persons are to some extent consistent across perceivers. The 
most significant effect concerned the factors of extraversion and conscientiousness, which is 
consistent with previous social perception research that supports a physical, zero-acquaintance 
model (Cleeton & Knight, 1924; Watson, 1989).  
 Facial and Vocal Information. Berry (1991) investigated the role of both facial and 
vocal information in gathering social perception at zero acquaintance level. Participants were 
both photographed and provided recording of their voices for a program in social perception. In 
the photographs, individuals removed all personal items such as jewelry and glasses and were 
instructed to maintain a neutral expression. Participants were then rated on social perception 
dimensions including weak-strong, shrewd-naïve, assertive-not assertive, honest-dishonest, 
cruel-kind, vulnerable-invulnerable, submissive-dominant, and deceitful-straightforward. In 
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addition, raters were also asked to assess participant’s faces on babyishness and on nine point 
bipolar trait scales including submissive-dominant, strong-weak, kind-cruel, warm-cold, and 
dishonest-honest, the Rathus Assertiveness Scale, and the Social Closeness, Social Potency, and 
Aggression subscales of the Multidimensional Personality Questionnaire (Waller, Lilienfeld, 
Tellegen & Lykken, 1991). 
 The data revealed that impression based on a facial photograph could predict self-views. 
Berry offers two hypotheses, the first being a behavioral confirmation model. This model 
hypothesizes that people whose faces provide an impression of their dispositional characteristics 
are treated in a manner that within their minds confirms that they indeed possess those qualities. 
Thus, individuals form consistent expectations based on their facial characteristics that 
consequently influences their self-perception, and presumably, their behavior. The second 
proposed explanation is much simpler: certain dispositional attributes may be directly expressed 
by nonverbal qualities.  
 The proposed research is to further investigate the second hypothesis through an 
investigation of a participant’s ability to make accurate perceptions about individuals that 
represent a “dark” side of human behavior. Therefore, the purpose of this study is to investigate 
questions such as: Can “evil” be identified through photographs? Are certain dispositional traits 
identifiable through photographs? Does personality remain constant over time? 

 
Method 

Design and Research Questions 
 The design for the study will be correlational. It will investigate the interrater reliability 
of personality assessments and emotional reaction surveys administered after viewing a still 
photograph of an individual in various stages of pre-adult development. Questions will include: 
Is there consistency between and across participant’s assessment of the stimulus individual’s 
personality though various stages of development? Also, are participant’s emotional reactions to 
the stimulus consistent across photographs from that individual’s various stages of development? 
Finally, is there a developmental point where the participant’s assessments and reaction to the 
stimulus are the same as the assessments and reactions to the adult stimulus person? 
Participants 

Participants for the study will be approximately 30 undergraduate students at a regional 
Northwest university. Students will be recruited through an online recruitment system, and only 
students older than 18 years of age will be eligible to participate in the study. 
Instruments 
 Mini-Marker Scale. Goldberg’s (1992) 100 set adjective markers assessment to the Big-
Five Personality structure includes five factors that are indexed on a 20 point scale. However, a 
shorter assessment called the Mini-Marker Scale was developed from Goldberg’s scale for 
research that expected participants to assess multiple individuals in one session while 
simultaneously trying to maintain reliability (Saucier, 1994). Items included in the Mini-Marker 
Scale have been shown to closely correlate with the larger 100 item scale. 
 The 40 item Mini-Marker Scale can be administered in approximately 5 minutes, and 
previous research has shown that the scale measures the Big-Five factors even in relatively small 
samples. Due to its brevity, the scale will be utilized in this study for participants assessing 
multiple photographs. Beer and Watson (2008) created the participant instructions that will be 
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used in the study: “please indicate the extent to which you feel this word characterizes the 
individual you have indicated in the space above.” The participants will respond using a 5-point 
rating scale ranging from 1 (very uncharacteristic of him/her) to 5 (very characteristic of 
him/her) for each adjective.  
 Self-Assessment Manikin. The Self Assessment Manikin (SAM) (Bradley & Lang, 
1994) was devised to directly assess the pleasure, arousal, and dominance associated in response 
to an object or event. Although originally implemented as part of a computer program, it was 
later expanded to include a paper-and-pencil version. To assess each of the three affective 
dimensions, the SAM uses a graphic depiction of various points along the dimension. To 
measure pleasure, SAM ranges from a smiling happy figure to a frowning unhappy figure. To 
measure the arousal dimension, the figure ranges from an excited, wide-eyed figure to a relaxed 
sleepy figure. The dominance dimension is measured by the size of SAM character. In this 
version of SAM, the subject can place an ‘x’ over any of the five figures in each scale, or 
between any two figures, which results in a 9-point rating scale for each dimension.  
 Hare Psychopathy Checklist- Revised. The Hare Psychopathy Checklist- Revised 
(PCL-R) (Hare et al. 1990) is a 20-item scale scored by a trained professional through an 
interview and supporting file information. Data from 5 prison samples and 3 forensic psychiatric 
samples indicated that the PCL-R resembles its predecessor in every key aspect. Correlations 
between the original PCL and the PCL-R were .88. Data also supports that the PCL is a reliable 
and valid instrument for the assessment of psychopathy in male forensic populations. 
 Participant Demographic Questionnaire (PDQ). The PDQ (see Appendix A) will be 
used to record each participant’s age, gender, major, and class standing.  
Materials 
 Participants’ involvement in this study will be anonymous, and one of the materials 
needed to ensure that anonymity is a completely sealed box with a small opening to be placed in 
the research room. The box will be a holding container for students to place their completed 
surveys in at the conclusion of the experiment, and it will remain sealed until data analysis is 
ready to begin. In the informed consent statement, participants will be notified of the collection 
box’s purpose, and consequently, students can rest assured that the anonymous surveys will 
remain unread until the completion of the study and efforts will not be made to identify them as 
individuals.  
Procedure 
 After the university’s Human Subjects Review Committee approves the current research 
proposal, the first step will be to obtain a sample of students to participate in the study. 
Participants will be recruited through a psychology departmental website dedicated to research 
recruitment. The recruitment statement will discuss the opportunity to participate in a study 
concerning reactions to facial photographs, and as an incentive for participation, extra credit will 
be available for students enrolled in undergraduate psychology courses. As a result, most 
volunteers will be psychology majors. 

After acquiring a list of interested students, each participant will be contacted to schedule 
appointments to administer the photographs and surveys on an individual basis. Each student will 
be given an informed consent form to read and sign before participation begins. After completion, 
each participant will be given copies of the SAM, Mini-Marker Scale, and the Hare Psychopahty 
Checklist Revised along with a scripted explanation of study procedures. Then, each participant 
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will be shown four black and white photographs and asked to fill out a set of assessments after 
each photograph. Two of the photographs will be of pre-adult Adolph Hitler and the other two 
facial photographs in each presentation will be randomly chosen from a database. Participants 
will not be informed that the photographs are of Hitler so as to avoid the historical bias confound.  

After the conclusion of the study, participants will be given a post-experimental interview. 
Each participant will be asked about his or her experience participating in the study. Interview 
topics will include participant’s ability to guess the research hypothesis, their possible 
recognition of Adolf Hitler, and at what point they recognized him. Participants will also be 
asked if they recognized that the photographs in the presentation were different pictures of the 
same individual in different stages of development. If either of the two proceeding conditions are 
met, that participant’s data will not be scored. Also, in this interview, students will have the 
opportunity to express any sort of discomfort or strain resulting in participation in the experiment, 
and to receive information as to whom they can contact for additional information on the study. 

After all participants have completed the study, their assessments will be recorded and 
analyzed in two different ways. First, differences will be analyzed between photographs using 
both the SAM and Mini-Marker Scale to test the consistency of personality judgments 
throughout the development of the individual. Secondly, scores on the PCL-R will be analyzed 
for whether individuals could note any negative reactions towards the photographs of Hitler.  

Future analysis will ascertain if there is consistency between personality assessments and 
emotional responsiveness to the temporal presentation of pre-fame Hitler photographs. Finally, 
analysis will attempt to assess whether individuals recognize “evil” as identified by the PCL-R. 
A note should be made that the vast majority individuals meeting the criteria of a psychopath do 
not commit violent crimes, however, we anticipate individuals that do commit violent crimes, 
such as Hitler, will score high on the PCL-R. 
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Appendix A 
Participant Demographic Questionnaire 

1. What is your gender? 
        Male 
        Female 
        Transgender 

2. What is your age? 
        Years 

3. What is your class standing determined by your course credit hours at Central 
Washington University? 

 
         Freshman 
         Sophomore 
         Junior 
         Senior 

         Other  
 Please Specify: 

4. What is major? 
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Introduction 
“About the Declaration [of Independence] there is a finality that is exceedingly restful. It is often 
asserted that the world has made a great deal of progress since 1776, that we have had new 
thoughts and new experiences which have given us a great advance over the people of that day, and 
that we may therefore very well discard their conclusions for something more modern. But that 
reasoning can not be applied to this great charter. If all men are created equal, that is final. If they 
are endowed with inalienable rights, that is final. If governments derive their just powers from the 
consent of the governed, that is final. No advance, no progress can be made beyond these 
propositions. If anyone wishes to deny their truth or their soundness, the only direction in which he 
can proceed historically is not forward, but backward toward the time when there was no equality, 
no rights of the individual, no rule of the people. Those who wish to proceed in that direction can 
not lay claim to progress. They are reactionary. Their ideas are not more modern, but more ancient, 
than those of the Revolutionary fathers.” - Calvin Coolidge, 1926 
 
After a long hibernation and relatively recent political resurrection, Progressivism as an alternative 
to the American founding has come upon hard times. Reclaimed by many Democrats after the term 
liberal became toxic as a result of Republican landslides in 1980, 1984 and 1994, Progressivism 
came roaring back as the preferred cause of successful congressional Democrats in 2006 
capitalizing on the decline of President George W. Bush in his second term, reaching its apogee 
with the substantial popular and electoral majority of Barack Obama as President in 2008.  But it 
has all been downhill since then. As a result of the 2009 and 2010 elections, Republicans now 
control 242 seats in the House of Representatives, 47 seats in the Senate, 28 governorships and 
both houses of 25 state legislatures. 
 
A rapid rise followed by such a rapid fall cries out for explanation. I will leave to other scholars the 
task of sorting out the combination of political strategies, and blunders, that eventuated in such a 
quick turnaround. My concern here is with the central idea of Progressivism, with which 
Progressives have sought to govern at least since the Presidency of Woodrow Wilson (1913-21), 
and which is evidently unpopular with a majority of Americans, standing as it does in stark 
contrast with the central idea of the American republic. Notwithstanding the vagueness of the very 
term progressive as a label for various reformers, leftists, pragmatists and cosmopolitans, at its 
core is a rejection of natural rights, undergirding the principles of equality, liberty and government 
by consent, which are derided as either hopelessly outmoded or subject to “evolution” in order to 
deal with the realities of modern life. That is, Progressives in politics, and no less in academia and 
journalism, consciously saw themselves as the rescuers of an unenlightened regime that was held 
back from political maturity by reactionary principles based on an outdated natural science. 
 
The Progressive rejection of natural rights arises from the replacement of Newtonian physics, 
which understood the cosmos as fixed and rational, by Darwinian biology, according to which 
constant change is the only permanent feature of life. Woodrow Wilson, for example, was 
convinced that natural rights had been outmoded by Darwin’s discoveries. He thought society was 
not “static” but “organic,” constantly changing and adapting, and therefore he abandoned the idea 
that human beings possess rights by nature. I will focus on natural rights, “the laws of nature and of 
nature’s God,” as the central idea of the American regime, as well as how it has been altered by a 
century of Progressive governance, education and mass media. I intend to explore the Progressive 
alternative and what effects it has had on America’s central idea. Specifically, I will examine the 
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meaning of equality, and the rights to life, liberty and the pursuit of happiness, held to be 
“inalienable” by the authors of the Declaration of Independence, as they have been transformed, if 
not threatened, by the rise of a Progressive interpretation of those principles. In so doing, I hope to 
shed light on why Progressivism has been so throughly repudiated by American voters. 
 
      I 
Few political ideas have been as powerful, or as misunderstood, as equality. The Declaration 
famously and boldly  proclaims as one of several “self evident” truths “that all men are created 
equal.” The same document immediately renders that idea intelligible in terms of the “inalienable 
rights” to life, liberty and the pursuit of happiness. Although this so-called “negative liberty,” or 
freedom from government restraint, has been contrasted by Progressives with the “positive 
liberty” of government intervention on behalf of “social justice,” those modern worthies were not 
the first to take issue with the limited government doctrine implied by the meaning of equality in 
the Declaration, not by a long shot. Writing in The Federalist, No. 10, James Madison in 1787 
identified certain “[t]heoretic politicians who have erroneously supposed that by reducing 
mankind to a perfect equality in their political rights, they would, at the same time, be perfectly 
equalized and assimilated in their possessions, their opinions, and their passions.”  
Notwithstanding that equality entails liberty for all, those devoted then and now to “pure 
democracy,” whether direct or via plebiscite (as distinguished from a representative republic), 
seek to broaden the meaning of equality in the hope that the goal of true political unity can be 
achieved. According to this view, being equal in rights requires being equal in every other relevant 
respect, that is, in what citizens own, believe and feel. If this seems like a tall order, it has 
nevertheless been the goal of Progressivism from its continental European origins to its American 
incarnation. As long as there is an inequality of property or wealth, partisan differences and 
conflicting desires among the citizens, this view holds, there can be no peace or justice. 
 
What results when equality in rights is understood as such a socially transformative doctrine? 
More specifically, what changes in the meaning of the rights to life, liberty and the pursuit of 
happiness take place as a consequence? Let us begin with the right to life. 
 
      II 
Against ancient and medieval claims that human life is subordinate to the needs of the regime, if 
not simply cheap, the first organic law of the United States singularly claims that all human beings 
have a natural right to life. Mindful of centuries of abuse by political authority, its authors 
endeavored to equip citizens with the means to defend themselves, both in law and in their own 
actions. To that end, the original Constitution was intended to establish a competent national 
government for the common defense and the general welfare, while leaving the bulk of police 
powers to the states. However, largely due to demands made by the Constitution’s anti-Federalist 
critics, the Bill of Rights was adopted, including the Second Amendment, which states that “A 
well-regulated Militia, being necessary to the security of a free State, the right of the people to 
keep and bear Arms, shall not be infringed.” The Fifth Amendment moreover guarantees that life, 
liberty and property cannot be taken by federal action without due process of law, and the same 
guarantee subsequently was extended within the states by the Fourteenth Amendment (1868). Of 
course, all criminal laws impose proportionate penalties for violence against life, liberty and 
property.  
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More than this, James Wilson, an Associate Justice of the U.S. Supreme Court (1789-98), and one 
of the few signers of both the Declaration of Independence and the Constitution, contended that the 
right to life is broad. “With consistency, beautiful and undeviating, human life from its 
commencement to its close, is protected by the common law. By the law, life is protected not only 
from immediate destruction, but from every degree of actual violence, and in some cases, from 
every degree of danger.” [“Lectures on Law,” Ch. 12, p. 597 in The Works of James Wilson. ed. 
Robert G. McCloskey (1967)]. Although the contemporary thinking protected the infant only from 
the moment of quickening, the enactment of the Fourteenth Amendment, with its guarantees of 
due process of law and equal protection of the laws, heralded the passage of strict abortion laws in 
36 states and territories. [Dissent of William Rehnquist in Roe v. Wade (1973)] 
 
Progressives, on the other hand, did not view such broad protection for human life as an unalloyed 
good. Quite the contrary. Long before Roe, Theodore Roosevelt, Oliver Wendell Holmes and 
others held that the human race could be improved by the sterilization of defective persons and the 
reproduction of healthy specimens. Roosevelt, in a letter to the eugenicist Charles Davenport in 
1913, said he hoped that "Someday we will realize that the prime duty, the inescapable duty, of the 
good citizen of the right type is to leave his or her blood behind him in the world; and that we have 
no business to permit the perpetuation of citizens of the wrong type.” 
 
Holmes’ opinion in Buck v. Bell (1927), which upheld the forced sterilization of a “defective” 
woman in Virginia, is equally blunt. “It is better for all the world,” he wrote for the majority, “if 
instead of waiting to execute degenerate offspring for crime, or to let them starve for their 
imbecility, society can prevent those who are manifestly unfit from continuing their kind. The 
principle that sustains compulsory vaccination is broad enough to cover cutting the Fallopian tubes 
. . . Three generations of imbeciles are enough.” 
 
Also, the Planned Parenthood Federation of America was founded by Margaret Sanger, who made 
no secret of her desire to prevent the birth of what has been euphemistically referred to as 
“unwanted children” The purpose in promoting birth control was "to create a race of 
thoroughbreds," she wrote in the Birth Control Review, Nov. 1921 (p. 2) "More children from the 
fit, less from the unfit -- that is the chief aim of birth control." Birth Control Review, May 1919 (p. 
1) Her followers originally supported birth control and subsequently advocated abortion as a 
constitutional right. 
 
However, as a defender of eugenics sarcastically remarked, the Third Reich gave eugenics a bad 
name. There is no evidence that any American progressive favored the mass extermination of 
whole races, as in the Nazi regime, or for that matter, whole classes, as in the Soviet Union. But the 
age of genocide has arrived. Abortion on demand is federal law in the United States. The number 
and proportion of abortion deaths which the U.S. Supreme Court in Roe v. Wade made possible for 
the entire nine months of pregnancy give us pause. Averaging approximately 1.3 million abortions 
annually (the high was 1.6 million in1990), the Guttmacher Institute estimates that more than 50 
million unborn American children have been put to death in 38 years. An even more startling local 
statistic was reported by the New York Times: “The annual figure [for abortions in New York City] 
has averaged 90,000 in recent years, or about 40 percent of all pregnancies, twice the national rate” 
(January 8, 2011). 
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Notwithstanding the constitutional standing of abortion, Congress passed the Hyde Amendment to 
health appropriations bills that forbade any federal money to be spent on abortions. Several states, 
on the other hand, have authorized public funding of abortions. In short, with Roe the issue was not 
laid to rest but has remained contentious ever since. 
 
When abortion-on-demand became settled public policy, based on the U.S. Supreme Court’s 
discovery of previously unrecognized “reproductive rights” in the “penumbras” and “emanations” 
of the Bill of Rights and (via the judicial doctrine of selective incorporation) the Fourteenth 
Amendment, some predicted that the same principle which justified abortion would legitimize 
euthanasia or “mercy killing.” Such has been the case. First Oregon and then Washington have 
adopted “assisted suicide” laws which permit persons to request an injection of lethal drugs when 
they, in consultation with a doctor, conclude that their death is preferable to life (New York Times,  
May 22, 2009). Also, in a widely publicized case, a young Florida woman named Terri Schiavo, 
brain damaged from a sudden collapse but still conscious, was starved and dehydrated in 2005 as a 
result of a court order obtained by her husband, despite massive efforts by the Congress and 
President to overturn it. Consequently, many other such cases now go unpublicized. 
 
The comprehensive health care act (AKA ObamaCare) passed by Congress in 2010 includes a 
provision for advising patients with end-of-life decisions. Called by critics “death panels,” this 
provision has appeared and disappeared, both in the drafting and implementation stages, due to the 
controversy it caused. And despite an executive order issued by President Obama at the time of the 
bill’s passage which forbade public funding for abortions, the new law is widely believed to 
authorize this. Certainly, such a provision is consistent with the Progressive doctrine that not all 
lives deserve protection. 
 
      III 
Liberty is the second of the “inalienable rights” recognized in the Declaration of Independence. It 
has stirred Americans’ souls perhaps more than any other right, then and now. The liberties most 
cherished at the time of the founding were religious, political and economic. The first of these is 
upheld in the last clause of Article VI of the Constitution, which reads: “no religious Test shall 
ever be required as a Qualification to any Office or public Trust under the United States.” In 
addition, the First Amendment declares that “Congress shall make no law respecting an 
establishment of religion, or prohibiting the free exercise thereof.” As the people of the United 
States were overwhelmingly Christian (and primarily Protestant), the effect of these guarantees 
was not to forbid public acknowledgment of their religious preferences so much as to render the 
federal government neutral among the various denominations into which Christians had divided as 
a result of 1) the Protestant Reformation, 2) the doctrine of religious toleration established in 1689 
in Great Britain, and 3) the great religious diversity which in fact marked the nation by the time of 
the Constitution.  Moreover, the Bill of Rights originally was understood to apply only to the 
federal government, not the states, although the federal example encouraged all states to abandon 
their establishments before the Civil War. Religious movements influenced politics, notably the 
American Revolution, the campaign against chattel slavery and the civil rights movement. At first 
the Anglican church in the South and the Congregational Church in the Northeast undergirded the 
political parties dominant in those regions (Republican and Federalist respectively), and multiple 
sects influenced politics in the Middle States. Later, Protestants of various types supported Whigs 
and Republicans in the North and Democrats in the South, and Roman Catholics became identified 

200



with Democrats, primarily in the North. 
 
Although the slavery issue deeply divided local congregations within the same regional or national 
denomination, over time the agreement on constitutional fundamentals and morality generated a 
kind of civil religion in which not only Christians but also Jews shared. Public ceremonies were 
often accompanied by prayer, which might be offered by a minister, priest or rabbi. There was no 
lack of genuine theological commitment, but seldom did this lead to violence. In recent years, 
because of unfavorable judicial rulings (see below), clergy have disappeared from many public 
ceremonies, most conspicuously graduations. 
 
Progressives understood themselves to be rationalists who looked upon religion less as a source of 
truth than as a fetter upon public policy or, at best, an adjunct to larger political objectives. The 
Social Gospel, the religious partner of Progressivism, obligingly redefined the goal of Christianity 
as societal transformation. While Abraham Lincoln had sought the support of religious leaders in 
his campaign to stop the spread of slavery and ultimately its abolition, the Social Gospel was 
intended primarily to end economic and social inequalities. When they were not simply opposed, 
Progressives urged a gradual approach to the statutory segregation that prevailed in the South and 
the private discrimination that marked the rest of the country. Not until black and white clergy took 
up the cause of civil rights in the mid-20th century did it become a demand for full civil and 
political equality for Americans of African descent. 
 
The major departure from the official religious neutrality of the government and the public 
expression of Americans’ religious convictions came with U.S. Supreme Court decisions 
beginning in the 1940s. Taking their bearings from a private letter sent by President Thomas 
Jefferson on Jan. 1, 1802 to Connecticut Congregationalists that urged a “wall of separation” 
between church and state (for the good of both), a majority of justices, appointed by President 
Franklin D. Roosevelt, held that government support for religion in the public schools in the form 
of money or facilities was a violation of the First Amendments’ establishment clause. This was 
extended to Bible reading and prayers in the 1960s. 
 
Many religious leaders and their denominations at first reacted by turning inward and ignoring 
politics as “worldly.” This was encouraged by a Congressional statute enacted in 1954 which 
forbade political participation by churches as the price of their exemption from the federal income 
tax. (Whether its sponsors, Sen. Lyndon Johnson and House Speaker Sam Rayburn of Texas, were 
reacting to the Christian support of civil rights, is not clear.) But when the Supreme Court’s 1962 
Engel v. Vitale decision forbade formal prayer in public schools, many clergy became politically 
active, and more so after the Supreme Court’s ruling in Roe v. Wade a decade later. Because of its 
historic opposition to abortion, the Roman Catholic Church was the first to protest Roe, but was 
soon joined by the Church of Jesus Christ of Latter-day Saints (Mormons). Next came the 
fundamentalist, evangelical and Pentecostal churches, while the so-called “mainline” churches, 
viz., Episcopal, Presbyterian, Methodist and Congregational, and liberal Jewish synagogues, were 
supportive of abortion or at least not strongly in opposition. 
 
Progressive opposition to Christian theology has been followed by opposition to some tenets of 
Christian morality. While Progressives, adopting the letter but not the spirit of Christianity, have 
opposed the death penalty and waging war, they have not opposed abortion, which results in the 
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death of an innocent human being. More recently, the Christian teaching against homosexuality 
and its affirmation of marriage only between one man and one woman have come under 
Progressive attack. While defenders of Christian morality say that they condemn only the sin of 
homosexuality and not the homosexual sinner, their critics maintain that the rights of 
homosexuals, not to mention lesbians, bisexuals, transgenders and transvestites, are denied by the 
governmental endorsement of Christian morality. However, no religion anywhere until recently 
sanctioned deviation from heterosexuality, as distinguished from tacit acceptance in rare cases.  
As the lawfulness of abortion, homosexuality and “civil unions” has become public policy, 
governmental tolerance for public affirmation of those limits has diminished. Those who picket 
abortion clinics or support the right to life in other public venues, such as colleges and universities, 
are continuously subjected to harassment, arrest and sometimes physical abuse. In sum, the decline 
of neutral government that tolerated public worship and upheld Biblical morality has resulted in 
restrictions on the liberty of those committed to the older view. 
 
Progressives also objected to the phrase “under God” in the Pledge of Allegiance, as well as “In 
God We Trust” on our coins and currency. So far, these have not been expunged, but the Pledge is 
seldom recited in many public schools today. Recently I witnessed a California high school class 
that stood silently while a student read the Pledge over the public address system.  
 
      IV 
Economic liberty was a major goal of the framers of the Constitution, as they replaced the Articles 
of Confederation, which enabled sovereign states to restrict the flow of commerce across state 
lines, with a federal republic which brought into being a continental free trade area, particularly in 
states outside the slave-holding South. The specific powers of Congress are instructive regarding 
commerce. Congress has authority over bankruptcies, the coining of money, weights and 
measures, counterfeiting, post offices and post roads, and copyrights and patents, with limitations 
on its power to authorize state export taxes or give states’ ports preference; while preventing states 
from coining money, issuing their own currency, breaking contracts and laying duties on imports 
or exports. This reveals a clear determination to foster a national commerce, free of interference by 
state governments. In this spirit, the new Federalist government, inspired by Secretary of the 
Treasury Alexander Hamilton, assumed state debts from the Revolutionary War and established 
the Bank of the United States to hold federal deposits and supply credit. 
 
As long as the powerful institution of agrarian chattel slavery existed, a national commerce, which 
depended more on manufacturing, merchandising and financing than on agriculture (although it 
ultimately transformed agriculture along corporate lines), could not achieve its full potential. The 
Jacksonian Democrats, moreover, displayed hostility to national commerce and particularly the 
national bank which facilitated it. It took the abolition of slavery and the ascendancy of the 
Republican Party to energize commerce into the continental, and even international, form it has 
assumed. National regulation originally was designed more to facilitate commerce or to 
“regularize” it than to require it to accommodate, say,  the competing demands of farmers, 
consumers, labor unions and reformers. That changed with the rise of Progressivism, at least 
rhetorically with Theodore Roosevelt, and more concretely with Woodrow Wilson and Franklin 
Roosevelt. 
 
Wilson, owing to passage of the 16th Amendment (1913), imposed an income tax, and also 
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supported antitrust laws, regulatory commissions and wartime allocations; while Franklin 
Roosevelt’s Administration closed banks, abandoned the gold standard, fixed prices, established 
virtual cartels, instituted industry-wide collective bargaining, imposed acreage allotments and 
even slaughtered animals in order to provide “relief, recovery and reform” in the midst of the Great 
Depression. A major obstacle to the detailed and comprehensive regulation of interstate commerce 
was removed when the U.S. Supreme Court in 1937 largely ceased citing private contracts, private 
property and restrictions on public takings as limitations on Congressional authority. The power of 
Congress to accomplish almost any purpose, insofar as it has an impact on interstate commerce, 
has rarely been seriously contested since then, although the expense, prudence and effectiveness of 
particular measures have regularly been debated. 
 
The commerce clause was cited as the basis for Congress’s authority to pass the Civil Rights Act 
of 1964, which banned racial discrimination in public facilities and generally in the marketplace, 
and the Fair Housing Act of 1968. In 2010, Congress, citing the same clause, included a mandate 
for citizens to purchase health insurance in the Obama Care legislation. 
 
Governments at the local level have used their powers of eminent domain to condemn private 
property not merely for public uses, such as transportation or irrigation infrastructure, but to 
replace “depressed areas” or substandard housing with commercial developments or public 
housing. These were upheld by the U.S. Supreme Court in Kelo v. City of New London (2005), 
although several states have refrained from such takings. 
 
Direct taxes were not imposed for most of our history, except during the Civil War, subject only to 
the restriction that a census be taken. Indeed, the Supreme Court ruled income taxes to be 
unconstitutional in 1894. As noted, the Sixteenth Amendment authorized Congress to lay a tax on 
incomes, leaving it to that body to determine the extent or the manner of the collection. Rates were 
expected to be low and the number of brackets few, but both have risen and multiplied over the 
years, before they were scaled back in 1963, 1981 and 2001 under the leadership of John Kennedy, 
Ronald Reagan and George W. Bush respectively. The steep rates (as high as 91 percent until 1963 
on incomes of $200,000) in fact were tempered by the generous provision of exemptions and 
deductions.  
 
The economic freedom secured by the Constitution was valued not simply for its own sake but 
because it encouraged commercial prosperity and thereby promoted the general welfare. 
Moreover, there was no mistaking the Founders’ hostility to what they called “leveling measures.” 
For example, James Madison, again in the Federalist No. 10, wrote confidently that “A rage for 
paper money, for an abolition of debts, for an equal division of property, or for any other improper 
or wicked project, will be less apt to pervade the whole body of the Union than a particular 
member of it; in the same proportion as such a malady is more likely to taint a particular county or 
district, than an entire State.” Commerce unfettered by local interests and flourishing in a 
nationwide (and even world) market was a public good, wherein private rights redounded to the 
nation’s benefit. The preference of the Progressives, on the other hand,  is to promote prosperity 
not by unleashing entrepreneurial activities but by regulating them closely in order to ensure a fair 
allocation of material goods. Unlike the founders, Progressives value economic freedom neither 
for its own sake nor for its beneficial consequences. 
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                           V 
America’s founding generation valued political freedom and protection against arbitrary legal 
proceedings. For decades before Independence, colonists in British North America elected 
legislators and served on juries, contributing mightily to the independence of legislatures and the 
courts even under imperial rule. The Declaration takes the King of Great Britain to task for 
preventing these institutions from functioning by blocking their actions or usurping their powers. 
The Constitution firmly established the consent of the governed through election of members of 
Congress and the President and the control of these institutions over the courts. Article I, Section 9 
establishes the writ of habeas corpus and places a ban on bills of attainder, while Article IV, 
Section 2 secures the privileges and immunities of citizenship. Most famously, the Bill of Rights 
secures political and legal rights against federal abuse. 
 
Progressives have strongly affirmed their dedication to the constitutional protections, especially in 
a long chain of Supreme Court decisions that both applied those protections to citizens against 
state governments and broadened the meaning of those rights. But critics have argued that the 
effect of those guarantees, in the main, was to give inordinate protection, if not sanction, to the 
enemies of republican government and the most lawless elements of the population. The founding 
of the American Civil Liberties Union was seminal for redefining the meaning of political 
freedom, as Justice Holmes put it in Whitney v. California (1927), to include “the freedom for the 
thought that we hate.” Bending over backwards, as it were, to accommodate communists, 
anarchists, Nazis, Ku Klux Klan members and anti-Semites, the judicial revolution wrought in the 
20th century reversed the assumption of the founders that the open enemies of the American 
Constitution were to be tolerated only as long as they did not represent a threat to public order or to 
true constitutionalism. Extraordinary measures have been put in place to protect totalitarians and 
racists against governmental restriction or public wrath. 
 
The seemingly paradoxical but actually perfectly logical extension of judicial tolerance for 
anti-republican and anti-democratic doctrines has been the passage of laws restricting so-called 
“hate speech” by those critical of what had previously been restricted. That is, instead of free 
speech and press being seen as aids to maintaining and protecting republican government, they are 
the special preserve of “protected groups” who receive “strict scrutiny” and “heightened judicial 
solicitude.” That is, if political freedom is not merely for the sake of the Constitution but also a 
means to replace it (if that is the popular inclination), then those who have received less protection 
in the past are entitled to more protection in the present. What is hateful is defined as what is 
offensive to protected groups, who are outside the “mainstream” of American society and 
government. This policy, with some justification, which began with the protection of members of 
racial minorities, was extended to women and now applies increasingly to gays. If it is a crime to 
restrict the rights of these groups, then it is a crime to criticize them. In plain words, some citizens 
have greater rights than others in order to rectify past wrongs, however much that works an 
injustice on innocent persons outside of those groups, as well as those within who seek nothing 
more than the rights that all are entitled to. 
 
The same process has been applied to criminal defendants who, because they tend to come from 
the poor or racial minorities, have been accorded extraordinary legal protections. The most striking 
has been the judicial imposition of the suspension of arresting authority when a legal right is 
violated. In the Escobedo and Miranda cases in the 1960s, the Supreme Court ruled that if criminal 
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defendants are denied any of the legal protections of the Constitution, the case should be thrown 
out by means of the exclusionary rule. Based on the sentiment that is better to let 500 guilty men go 
free than to convict an innocent man, this notion became politically controversial when Richard 
Nixon in 1968 argued that the Court had strengthened the criminal forces at the expense of the 
peace forces. Such was the “evolution” of legal rights in the United States. 
 
      VI 
The pursuit of happiness is more difficult to pin down than life or liberty, although it has been 
understood primarily as the protection of everyone’s opportunity for material and spiritual 
satisfaction or fulfillment. That is, economic and religious liberties are valuable because they 
enable citizens to meet the needs of the body and the soul. Progressives, like old world aristocrats 
and slaveholders before them, have exhibited hostility to commerce. But most Americans believe 
that economic opportunity rewarded with a rising standard of living defines a good life, or at least 
make a good life possible. Millions of them also believe that religious worship tempers or even 
transcends the pursuit of material goods. Americans in fact have achieved the highest standard of 
living in the world. That prosperity has made it possible for noncommercial institutions, such as 
schools, colleges, museums, conservatories, churches and synagogues, to subsist and even thrive. 
Not despite religious freedom, but because of it, Americans are the most religious people in the 
Western world. This stands in stark contrast to European countries with established churches, in 
which attendance has sunk to record lows and Islam grows steadily in influence among growing 
communities of unassimilated Arab immigrants. But the life dedicated to commercial success is 
regarded by Progressives as less meritorious than public, that is, governmental, service. And the 
religious life has been put down by Progressives as irrational, unless it is marked by concern for 
the poor or victims of repressive morality, such as unwed mothers and AIDS-afflicted 
homosexuals. 
 
The Declaration of Independence points to the importance of religion in American life, not merely 
as a right but as part of the framework of republican government, with four clear references to 
God. The opening paragraph grounds human rights in “the laws of nature and of nature’s God,” 
holding that human beings are “endowed [with those rights] by their Creator.” In the closing 
paragraph, the authors appeal to “the Supreme Judge of the World” for “the rectitude of their 
intentions,” closing with “a firm reliance on the protection of divine Providence.” This tripartite 
God, who is lawgiver, judge and protector, is mirrored in the Declaration’s indictment of the King 
and Parliament of Great Britain for usurping legislative powers,  restricting judicial powers, and 
abusing executive powers. Evidently, belief in God is an essential ingredient in the founding of 
America. 
 
Although overshadowed by the long list of accusations against Great Britain for its abuse of legal 
rights, free commerce is by no means a trivial concern as the Declaration denounced bureacratic 
abuse in this clause: “He has erected a multitude of New Offices, and sent hither swarms of 
Officers to harass our people and eat out their substance.” Parliament comes in for condemnation 
also: “For cutting off our Trade with all parts of the world” and “For imposing Taxes on us without 
our Consent.” And among the legitimate functions of an independent nation, according to the 
Declaration’s conclusion, is the power to “establish commerce.” 
 
The distinctive feature of the American republic, according to the authors of the Federalist, is the 

205



commerce which will both promote prosperity and provide a dependable source of government 
revenues. There are more than 100 references to commerce or commercial activity in the 85 papers 
in the series, reaching their apogee in essay no.10, which recommends a flourishing and 
competitive commerce (rather than rigid class distinctions) as the chief means for “break[ing] and 
control[ling] the violence of faction.” Like Athens, Carthage, Venice and Holland, but unlike 
Rome, the American republic is a commercial republic. It is not dedicated to conquest, but to 
foreign and interstate commerce, that is, for producing or acquiring necessities and luxuries 
peacefully. Waging war is a legitimate power (the first mentioned in the Declaration), but is 
subordinate to the nation’s primary concern for its prosperity. The Revolutionary War was fought, 
at least in part, to enable an already commercial people to engage in free trade overseas. The 
Louisiana Purchase was made, to be sure, to secure America’s western and southern boundaries, 
but also to facilitate free navigation and trade on the Mississippi River and in the Gulf of Mexico. 
 
To religion and commerce I would add politics, from the pursuit of office and influencing 
legislation to grass roots participation, comprehended under the First Amendment’s support for 
peaceful assembly, and “petition[ing] the government for a redress of grievances.” The portion of 
the electorate which possesses the franchise has increased considerably from its limited 
beginnings, although early on women could vote in New Jersey and blacks could vote in North 
Carolina–before the drive for universal white male suffrage in the Jacksonian era put a stop to 
both. The history of political activity in colonial times, no less than following Independence and 
the ratification of the U.S. Constitution, combined with the nation’s firm commitment to the 
principle of government by consent of the governed, has generated an unprecedented public 
interest in political campaigns and public policy making. For many Americans, politics is as much 
a way of life as religion and commerce. While voter turnout has sometimes been disappointing, 
certainly there has always been a political class absorbed in the process of electing persons to 
public offices (now approximately half a million) and no less those citizens committed to causes 
running all the way from libertarianism to socialism. In fact, republicanism and democracy have 
dominated our politics. 
 
In America, the pursuit of happiness is not officially prescribed or even recommended, but the 
character of the people and the requirements of economic, religious and political life early on 
supplied the modes and orders that prevail. The Constitution that freed commerce from restrictive 
or biased state regulation did not need to prescribe how commerce was to be conducted but simply 
had to get out of the way, as Henry David Thoreau wrote in the introduction to his famous “Essay 
Concerning Civil Disobedience.” The entrepreneurs did not need a set of directions but only 
opportunity. Similarly, a federal government that took no official notice of religion nevertheless 
“noticed” that the vast majority of Americans were Christians and as early as the Revolution 
encouraged that religion among Indian tribes which consented to be assimilated. From the time of 
George Washington, presidents have issued proclamations asking for the protection of God and 
the need for gratitude and humility. The number of religious sects has multiplied far beyond the 
comparatively few that existed at the time of the founding, even as the reform-minded 
organizations have grown and flourished. And while the Constitution made no explicit provision 
for political parties, they have been indispensable to the conduct of our politics, forming almost 
immediately, however much they were then–and are now–viewed with alarm by many 
civic-minded people. The requirements of amassing majorities and pluralities were all the 
incentives that were needed. 
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Progressives have looked upon politics in general and political parties in particular as inconsistent 
with a polity guided by modern scientific principles. They regard non-partisanship as superior to 
partisanship, and early in the last century persuaded numerous state governments to adopt the 
direct primary; the initiative, referendum and recall; and bans on political parties nominating 
candidates for county, city and district offices. At the same time, as we have noted, Progressive 
jurists serving on the nation’s highest court essentially redefined the meaning of political freedom 
to include peaceful advocacy of anti-democratic and anti-republican doctrines, such as racism, 
communism, fascism and nazism. In a famous dissenting opinion, Justice Holmes (the foe of 
imbeciles) argued “that the best test of truth is the power of the thought to get itself accepted in the 
competition of the market, and that truth is the only ground upon which their wishes safely can be 
carried out.” Abrams v. U.S. (1919) 250 U.S. 616 (1919). Holmes consciously opposed the 
political philosophy supporting the Constitution (which he said he was upholding) which 
proclaimed the“truth” of human equality to be “self evident” rather than based on its acceptance in 
the marketplace. By the Progressive standard, any political doctrine was entitled to constitutional 
protection, as long as it was advocated peacefully. This seemed strange when the ultimate success 
of totalitarian ideologies consists in the destruction of all free constitutions and  the advocates of 
those doctrines were almost invariably prone to violence. However habitual the Progressives’ 
deference to constitutional government, their heart is not in it, for by their own doctrine, it is 
merely one idea among many competing for public favor. 
 
In support of their commitment to public policies that endorse massive market intervention to 
ensure outcomes favorable to the less fortunate, and in opposing political parties that challenge the 
administrative state, Progressives have passed campaign spending reform laws to restrict the 
influence of corporations on elections. The most prominent of these is the McCain-Feingold 
measure of 2002 that places limits on so-called “soft money,” and time restrictions on campaign 
spending.  That is, money contributed to national committees could not be used for specific 
campaigns, and issue advocacy advertisements could not be circulated within 60 days of a primary 
election and within 30 days of a general election, if paid for by a corporation or other interest 
group. Critics have called this and similar legislation “incumbency protection,” for challengers 
need big money to overcome the advantages of incumbency with expensive campaign advertising. 
This sort of legislation is based on the Progressive idea that politics and political parties are 
inconsistent with the rational state. 
 
      Conclusion 
Progressives, as we have seen, have not made their hostility unknown to what they regard as the 
inadequacy of the American Constitution and the principles which underlay it. Given that attitude, 
it is not surprising that they should give new and different meanings to equality, and to the rights to 
life, liberty and the pursuit of happiness. For Progressives, the history of America reveals the 
“evolution” of a “living Constitution” that changes with the times, rather than one which is always 
adaptable to what the great Chief Justice John Marshall described as “the various crises of human 
affairs.” But Marshall understood the government established by the Constitution as a limited 
government. However broad its powers for the common defense and general welfare, the federal 
government is restricted to the powers enumerated in the Constitution, leaving the bulk of the 
“police” powers (safety, education, health, welfare and morals) to the states. That the government 
possesses the power to pass “all laws which shall be necessary and proper for carrying into 
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execution” those powers, does not change the fundamental character of the document or the 
government. But beyond federalism, or the division of governmental powers between the federal 
government and the state governments, the principles of the Declaration of Independence limit the 
scope of all governments, whatever the extent of their powers, to securing the equal natural rights 
to life, liberty and the pursuit of happiness. That is, because the great object of government is 
protecting rights, broader schemes emanating from modern ideologies improperly go beyond that 
limited scope. Hence, the Founders were determined to limit the government to that manageable 
role and to avoid the unjust and impracticable alternatives offered by the “theoretic politicians” of 
their time, and no less by those of our time. As long as securing natural rights is the warp and woof 
of American politics, those with a Progressive mission must perforce attempt to alter the meaning 
of equality, life, liberty and the pursuit of happiness in order to achieve their egalitarian goals. The 
American electorate demonstrated in 2010, even if it has not in every case in our past, that it still 
“clings” to what President Obama ridiculed as “God, guns and religion” in his remarks in San 
Francisco in 2008. Contrary to his caricacture, Americans “cling” to the central idea that God is the 
author of everyone’s freedom and equips us by nature to exercise and defend it in speech and deed. 
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Tips for Teaching Millennial Students in Your Higher Ed Class 
 
Introduction 
We live in interesting times!  The students entering our classrooms may no longer be of the “live 
in the dorm on a college campus” variety where attending football games or acceptance in a 
fraternity or sorority are of utmost importance.  In contrast, we may be teaching a very different 
group.  

 In our current classes, we see recent high school graduates (“Millennials”) who use “texting” as 
their primary means of keeping in touch with friends or teachers.  We notice the thirty something 
students (“Generation-X”) who expect a high level of customer service from their college 
instructors as well as administration.  We may also see the forty something student (“Baby 
Boomers”) who are now completing a degree after raising children or changing careers and in need 
of new training.   
These three groups differ greatly in the way they view life, in their attitudes, and in their goals.  A 
quick history of our current generations may help clarify our understanding: 
From Traditionalists to the Millennials  
Traditionalists (sometimes called the Greatest Generation) were born between 1929 and 1945. 
Since they were born during the Depression and World War II (a time of national uncertainty), it is 
not surprising that their general desire is for stability and safety.  Although we do not have these 
students in our classes, many of the professors fall into this cohort and can relate to this history.  
Since the average age of our current faculty and administration is over 50,  our remembered 
college world was likely much different than the experience of our current students (Oblinger, 
2003). 
Baby Boomers were born between 1946 and 1964 and are generally the 40s-50s age group in our 
class. Theirs is the largest generation, and they have been used to making demands!  
Manufacturers learned long ago to pay attention to the expressed needs and wants of these Baby 
Boomers in order to sell what they produced.   For example, Levi Jeans made great profits selling 
their products to Baby Boomers as teenagers while Clearasil promised clear skin to 14 year olds.  
The marketing shift is now geared toward vitamins that will ensure longevity and increase stamina, 
cosmetic surgery that promises amazing results, and drugs that address blood pressure and 
diabetes.    
Generation X students were born between 1965 and 1983.  These are generally the 30s -40s age 
group--sometimes referred to as “Busters.”  This is a group that values relationships over work.  
They are often portrayed as having a somewhat hopeless view of the future.  Such negativity is not 
surprising when we remember the social unrest of the Vietnam War and the deaths of Martin 
Luther King, President John Kennedy, and Robert Kennedy that depressed the nation.   

During the 1967 Summer of Love, they were the kindergartners who paid the 
price for America’s new divorce epidemic. In 1970 they were fourth-graders 
trying to learn arithmetic amid the chaos of open classrooms and New Math 
curricula. In 1973 they were the bell-bottomed sixth-graders who got their first 
real-life civics lesson watching the Watergate hearings on TV. They were the 
college class of 1983, whose graduation coincided with the ballyhooed A Nation 
at Risk report, which warned that education was beset by “a rising tide of 
mediocrity.” (Vien, 2010) 

Millennials were born between 1982 and 2004 and are generally the 18-28 age group who are just 
entering college.  They are a bunch that seeks opportunities and options.  Millennials  are much 
more optimistic about life and their future than are the Generation X students.  Their attitude might 
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be expressed as, “Life is a cafeteria.” They see themselves as the “US” generation (as opposed to 
the “ME” designation of the Boomers) (Howe, 2002). 
 
A closer look at the Millennials—our newest group of university students 
The Millennials (those born in or after 1982) exhibit the following characteristics (Oblinger, 
2003): 

• They gravitate toward group activity 
• The identify with their parents’ values and feel close to their parents 
• They spend more time doing homework and housework and less time watching TV 
• They believe it’s “cool to be smart” 
• They are fascinated with new technologies 
• They are racially and ethnically diverse 
• One in five had at least one immigrant parent 

  “Their learning preferences tend toward teamwork, experiential activities, structure, and the use 
of technology.  Their strengths include multitasking, goal orientation, positive attitudes, and a 
collaborative style” (Oblinger, 2003).  Howe makes an astute observation about the characteristics 
of Millennials: 

“Late Boomers and early Gen Xers, who grew up with the insecurity of divorce 
 and parents who put careers ahead of kids, naturally compensate by lavishing  
attention and security on their Millennial children.  So, early Millennials grew up  
riding in minivans, the quintessential family cars, with bumper stickers touting,  
“Baby on Board.” (Howe, 2002) 

Millennials developed seven generational characteristics as a result of this style of upbringing 
(Howe, 2002):   

Special.  Their parents worked on the self-esteem of their children, who now express high 
self confidence and efficacy in their ability to  make improvements in society when they take over.  
Their “helicopter parents” promoted their sense of capability all through their school experience. 

 Sheltered. Millennials see their parents’ habit of protecting them as a positive.  They see 
parental authority and rules, not as “over protection,” but as a sign of care.  While 58% of the 
parents describe themselves as “sometimes overprotective,” 90% of Millennials see parental rules 
as “strict and fair.”  A majority of  Millennials in 2002 reported that they  preferred attending a 
college near home. 

Confident.  The vast majority (90%) of Millennials  see their lives as happy and believe 
that they will be a success in life.  Not surprisingly, the suicide rate for this cohort has declined as 
compared to previous generations.  

Team-oriented.   Howe (2002)  found that 64% of Millennials see themselves as the “US 
generation” in contrast to the Boomers “I generation” focus.  For example, they are in favor of 
using peer pressure to encourage uniforms or student panels that penalize student misbehavior. 

Conventional.  Millennials hold themselves to a high standard of performance.  They like 
their families and say they want children who they will raise the same way they were raised.  They 
grew up with Harry Potter books—popular because values of friendship, structure, and teamwork 
are portrayed. 

Pressured.  Millennials feel more pressured to succeed than did their predecessors.  They 
see college as a stepping stone to a good future; 84% of them report planning on attending college.  
Security is “very important” in their lives. 
  Achieving.  "It's cool to be smart” is the attitude of Millennials, according to Howe.  He 
further reported that early Millennials had the highest SAT college-entrance scores since 1974.  
Their high scores on standardized tests in math and science are impressive. 
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How do we teach the Millennials effectively?  What do they appreciate? 
According to McGlynn (2005), Millennials in college classrooms want (1) to work collaboratively; 
(2) structured activities; (3) lots of feedback; (4) involvement in “real life” issues that matter: (5) 
technology; and (6) experiencing learning as fun. 

Millennials want to work collaboratively.  Millennials enjoy interaction with each other.  
They appreciate the opportunity of experiencing small groups that discuss and analyze readings or 
assignments.  They like to share their expertise on subjects and to help their peers. 

Generation Y combines the can-do attitude of Veterans, the teamwork ethic 
of Boomers and the technological savvy of Generation X. For this group, the 
preferred learning environment combines teamwork and technology. In a 
classroom with lots of Gen Y's, give everyone a task. When a few have 
completed it, encourage them to walk around the room and help others. 
They're used to working this way in school.”  (Coats, 2007) 

Example:  Assign writing a lesson plan with another student practicing the state standards.  Create 
a project that connects with it.  Plan a class activity such as a debate, a panel discussion, or a 
shared presentation with a partner.   

They like structured activities. 
Because Boomers have worked long hours, because of many single parent 
families, because of an increasing violent world and because of the desire for 
their children to "get ahead," Boomers have made sure their children 
participated in all forms of lessons and activities. Thus, Gen Y [Millennials] 
have grown up in a very structure, busy and over planned world. (Coats, 2007) 

Having grown up in a structured world, Millennials seek structure in their college classroom 
experience.  They want clear explanation of assignments and expectations.  Be organized and 
present materials in a rational way.  Give them clear goals and targets. Presentations need to be 
highly visual since Millennials respond to visuals more strongly than do other groups.  They also 
appreciate multiple options for demonstrating their learning.  Millennials tend to be global 
learners; thus, presenting the big picture followed by the specific details works well for them. 
Example:  Provide an agenda that lets students know exactly what will be covered in class.  Use a 
variety of teaching tools (slides, videos, activities) that enhance your topic and make connections 
with previous learning.  Avoid any perception of busywork during the class. 

They like lots of feedback.  Millennials appreciate lots of specific feedback so they are 
assured they are improving and fulfilling class requirements.   Positive reinforcement from both 
peers and instructors is highly motivational. 
Example:  Use rubrics for assignments so students will know what you expect.  Use this rubric for 
assessing their work, highlighting sections and adding comments.  Here is one I use to assess 
student Dialectical Journal entries from their text reading: 
 

CATEGORY  
Outstanding 

19-20 
Good 
17-18 

Fair 
15-16 

Poor 
Below 15 

Choice of 
quote  

Significant and 
meaningful choice 
of chapter 
quotation.  

Meaningful choice 
of chapter 
quotation. 

Somewhat 
meaningful 
choice of chapter 
quotation.   

Insignificant 
choice of chapter 
quotation. 

Personal 
connection  

Includes insightful 
personal 
connections and 

Appropriate 
personal 
connections and 

Limited personal 
connections and 
comments. 

No real connection 
to the text.  
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comments. comments. 

Followed 
assignments 
directions 

Three or more 
quotes per chapter. 
Chapter and edition 
noted.  Name on 
paper. Turned in on 
time. 

Three quotes per 
chapter. Missing 
chapter and edition 
or name. Turned in 
on time. 

Less than three 
quotes per 
chapter.  Chapter 
and edition 
noted.  Name on 
paper.  Turned in 
a day late. 

Less than three 
quotes per chapter.  
Chapter and 
edition or name on 
paper missing. 
Turned in more 
than a day late. 

Grammar, 
spelling, 
sentence 
structure 

No errors in 
spelling, grammar, 
or sentence 
structure. 

Minor errors in 
spelling, grammar, 
or sentence 
structure 

Several errors in 
spelling, 
grammar, or 
sentence 
structure. 

Many errors in 
spelling, grammar, 
or sentence 
structure.  Need to 
spell check more 
carefully. 

            
 They like being involved in “real life” issues that matter.  “The use of examples which 
students can relate to and asking students to develop their own examples are ways to create 
meaning between students’ life experience and the material which we want them to be learning” 
(McGlynn, 2005).  Make learning relevant by connecting activities and assignments to real world 
problems.  Experiences such as debates, service learning, developing simulations, or field 
experiences make this kind of important connection for Millennials. 
Example:  Bring in a professional in your field to talk to your students.  I invite a principal who 
comes in to speak about interviewing procedures for new teachers, or I bring in a student who has 
just finished the program and can share tips for success.  Observing a classroom and writing a 
paper on classroom management ideas is another valuable way to connect my students to the real 
world. 

They are comfortable with technology.  
“Members of Gen Y cut their teeth on computer keyboards, and to them, 
computer technology and the Internet are as natural as breathing. This 
generation's members know more about digital technology than their 
parents or teachers, and this promises to change not only the way families 
interact and communicate, but also how young people relate to school and 
learning.” (Coats, 2007) 

Millennials are comfortable with technology. They prefer email or texting to using a phone.  They 
have what Frand (2000) calls an “information mindset”: 

• Computers aren’t technology.  These students have had access to computers 
and the internet their entire lives.  Computers are just an assumed part of life. 

• The Internet is better than TV. These students spend many more hours on the 
internet than they do watching TV. 

• Doing is more important than knowing.  Since the availability of information is 
growing exponentially, results and actions are considered more important than 
acquiring facts. 

•  Multitasking is a way of life. These students are comfortable doing many 
activities at once: listening to music, doing homework, texting. 
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• Typing is preferred to handwriting.   These students have spent much of their 
time on the keyboard while less and less emphasis has been placed on the 
teaching of handwriting. 

• Staying connected is essential.  These students are connected by cell phone, PDAs, and 
computers anytime and any place. 

• There is no tolerance for delays. They have a strong need for immediacy with little 
tolerance for delays.  This trait is important as it relates to professor feedback and 
explanation. 

Use technology in your classroom often to meet student needs for variety, stimulation, and for 
accessing information.  
Example:  Create a brochure, timeline, or calendar of famous people that connects to the lesson 
topic.  Ask students to create a webpage of pictures that represents their interests or share their 
favorite websites.  Put their pictures into slides and use that presentation for introductions the first 
class.  I use the same pictures at the end of a class and include short quotes from each of their 
papers—all of which are shown with music playing.     

They want learning to be fun!  Millennials want learning to be “fun.”  They learn best 
when they are entertained!  Games and creative hands-on activities are appreciated.  Incorporate 
music, art, or role playing when appropriate. 
Example:  One instructor in our teacher education program dresses up in various guises (the 
Frenchman, the old grandfather, the Crazy Scientist) and teaches math or science tricks to our 
preservice teachers.  This approach is not for everyone, but if you have a secret “performer” 
personality, you might pull if off as successfully as this instructor does. 
 
Conclusion 
We look at the mix of Boomers, Generation Xers, and Millennials in our current college 
classrooms and need to be aware of the differences of preference and learning styles if we are to 
keep them all engaged.  Some prefer to work independently.  Some prefer group work with lots of 
interaction.  Some expect you to be the expert who is ready to explain concepts.  Others are 
happiest when they can “discover” underlying concepts themselves.  Since more and more of our 
future students will be the Millennials, however, a particular focus on their characteristics will 
increase our level of happiness and effectiveness as professors.  In particular, if professors can 
meet the following basic needs, benefits will surely follow: 
Include opportunities for lots of interaction 
Be structured.  Give clear directions and examples. 
Give lots of feedback 
Emphasize how the class will benefit them in the real world 
Use technology 
Make learning fun! 
 
Enjoy the enthusiasm and positive energy of these newest players on the academic stage!  They are 
our future. 
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From a cultural and social standpoint, there is much to be gained by comparing France’s 
twin systems of film museums and literary museums. In analyzing these two systems, we find 
evidence of a dual perspective on cultural preservation. Literature and cinema are regarded quite 
differently by French society, reflecting two distinct attitudes about the two art forms’ heritage. 
And in considering this dichotomy, we potentially gain insight into the French cultural mindset 
as it concerns creativity in society and also the practical concerns of how best to fund cultural 
facilities. 

 France maintains a substantial network of what are called lieux littéraires, or literary 
sites. They are primarily museums devoted to a single author, usually housed in a former home 
of the writer or in a residence where he or she did some writing. At present, there are officially 
347 literary sites in France of which some 200 are authors’ homes that are open to the public. 
Approximately 2/3 of these are government-run, and 1/3 are private (Vannieuwenhuyze). The 
government entities that run the public facilities tend to be regional and local, rather than 
national, although subsidies and grants from the national Ministry of Culture are common and 
usually available to private facilities as well.  

Separately, France has its cinema sites, consecrated occasionally to a single movie, 
filmmaker or actor, but more often devoted to cinema in general and the history of the 
technology of film. It is impossible to say with any accuracy how many cinema sites there are, 
since every spot where a movie has been filmed is potentially considered to be one, especially if 
there is any memorabilia on display. There are far fewer cinema museums than literature 
museums, in large part because France has 12 centuries of literature to commemorate as opposed 
to just one century of cinema. There are perhaps six sites that can be considered real cinema 
museums that are currently or soon to be open to the public. Government involvement and 
funding opportunities are the same as for the literary facilities.  

This author, having been awarded two Research Enhancement Grants from Lamar 
University in Beaumont, Texas, used them to make two extended visits to France in 2006 and 
2010. The first entailed visiting a number of the literary museums, and the second involved 
visiting most of the cinema museums. By considering certain museums that represent basic 
types, we see how the systems operate in general.  

By way of background, it should first be noted that in 1994, on the occasion of the 200th 
anniversary of the Louvre, France saw many conferences and calls for initiatives dealing with the 
French museums. This led to a 1996 report to the French Ministry of Culture by the Féderation 
des maisons d’écrivains et des patrimoines littéraires, that is to say, the Federation of Authors’ 
Homes and of Literary Patrimonies (i.e., cultural heritage sites pertaining to literature). The 
report (Bulletin des Bibliothèques de France) urged that a decision be made on organizing these 
places into a centralized network, on standardizing whether they should include a functioning 
library and/or personal mementos, on developing standards for historical accuracy, on 
coordinating communication and research, on sharing of funding opportunities, and so forth. In 
other words, it recommended a total reconsideration of the philosophy and raison d’être of a 
mostly unconnected array of institutions that had developed haphazardly. 

At about the same time, UNESCO made a similar appeal in France and elsewhere 
regarding the cinema museums. It specifically called for an organized effort for the safeguarding, 
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conservation, and restoration of the “international cinematic heritage,” along with clarifications 
of the museums’ mission and financial support issues (Mayor 4). 

However, in the over 15 years since these clarion calls for organized goals and 
coordinated action, little in the way of substantive reform has transpired. Today, France’s mostly 
small, highly diverse museums remain mostly isolated and unorganized, with even worse 
funding problems than previously. Although France’s culture budget has fortunately eluded large 
cuts on the national level, curators recently “warned that cuts to regional and local administration 
budgets meant small museums were in a ‘precarious’ state, decaying and threatened with 
closure” (Chrisafis). In a new era when even the Louvre itself has had to resort to calling for 
donations online (“French Museums”), many museums might well be expected to fail. Yet, 
despite all that, the job of making the museums thrive in France is getting done all the same, with 
a great civic pride and creative energy that defies the problems inherent in a diverse and mostly 
localized cultural endeavor. The literary and cinematic museums have found different ways of 
defining their identity and securing their survival.  

To comprehend this situation, let us begin with a look at some literary museums typifying 
different approaches, followed by a few of their cinema counterparts. 

Château Fénelon, located in France’s Dordogne region, is a perfect example of the 
traditional literary museum. This castle is a revamped medieval estate of historical value that was 
in the hands of the same prominent aristocratic family for centuries. It is an impressive 
architectural patrimony site in its own right, but benefits further from the renown of the 17th 
century author François de Salignac de la Mothe-Fénelon, the most famous member of the 
Fénelon clan. The public’s reverence for authors in general along with the prevalent community 
pride in local literary heroes gives the château special cachet, attracting both touristic spending 
and governmental finances. It seems hardly to matter that the author Fénelon spent little of his 
adult life there (he was the Archbishop in Cambrai), nor that the estate holds only a moderate 
number of his belongings. Prosperity seems assured all the same, with the exceptionally large 
gift shop enjoying brisk sales of not only Fénelon’s best-known novel, The Adventures of 
Telemachus, but also the estate’s own wines bearing the Fénelon label. The cultural and the 
vinocultural thus enjoy a synergy to their mutual benefit.  

Religious sites, even if mostly in ruins, can also benefit from an authorial connection, as 
demonstrated by the Prieuré de St. Cosme (Saint Cosmo Priory) just outside the city of Tours in 
the Loire Valley. Promoted as the Demeure de Ronsard (the Ronsard residence), this priory was 
indeed the home of France’s 16th century Prince of Poets for the last 20 years of his life. 
Although there is not much in the way of a museum collection, one of the buildings does display 
Ronsard’s writing desk and several works of art depicting the poet. Because Ronsard often wrote 
poems about roses, the priory is able to make money selling rose bush plants at 23 Euros apiece 
so that tourists can grow their own Pierre de Ronsard Climbing Roses at home. The main 
attraction on the priory’s back yard grounds is the burial stone of Ronsard. An oddity is that the 
16th-century poet’s ancient-looking stone bears the date 1933. This researcher, eager to learn how 
that came about, consulted with one of the young scholars at the site, who explained that some 
bones were excavated there in 1933, and the administration then voted that they belonged to 
Ronsard, resulting in the subsequent grave marker. It is noteworthy that most author museums of 
any size in France have the role of keeping young scholars semi-employed. Each museum 
employs usually one young man and one young woman, normally students or recent graduates in 
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the field of literature or history, who anticipate becoming professors someday when an academic 
post becomes available. The museum job is a way of keeping them in the field and thus 
guaranteeing the availability of continued expertise in the literary cultural patrimony.  

The Château de Saché, with its Balzac Museum, also in the Loire Valley area, 
exemplifies the use of an author’s name to enhance the maintenance of a site of mediocre interest 
and little literary content. Claiming in its publicity brochures to be somehow the first author-
home museum set up in France (in 1951), Saché is a small château and grouping of outbuildings 
constructed from the 12th through the 19th centuries. Honoré de Balzac, one of France’s titans of 
the 19th-century novel, never owned the property and never lived there. He did visit it on 
occasion, at the invitation of its owners, so that he could do some writing in peace without being 
annoyed by his Parisian creditors. The museum displays Balzac’s paper-cutter, a few of his 
letters, some statues of him, and a printing press that he never used. Since 1958, the property has 
been owned by the regional government. A sign on the outer wall of the château states that the 
Department of Indre-et-Loire, having accepted the property as a gift, assures its restoration and 
maintenance. The fact that the sign is missing some letters does not exactly inspire confidence in 
that mission. Another sign declares that this is a Fondation Métadier project. This is exceptional, 
in that until recently the French hardly knew what a foundation was. The Fondation Métadier 
was set up by the 1950’s owner, Paul Métadier, to assist in the funding of the museum. This 
public-private partnership could well serve as the model for such museums in the current 
recession-plagued economy.  

In stark contrast, there are some literary museums that meet every expectation. A prized 
example is the Victor Hugo Museum in Paris. It is located in the Place des Vosges complex 
known as the Hôtel Rohan-Guéménée, in the apartment where Hugo lived from 1832-48. It was 
there that he wrote in full or in part a number of his most famous works, including Les 
Misérables. Rooms are filled with furniture that he not only owned, but in many cases built with 
his own hands. The museum displays numerous portraits, sculptures, and caricatures of Hugo, as 
well as some of his hand-written manuscripts and artworks. The permanent exhibitions delineate 
his life in chronological order, explaining the different periods of his career. There are also 
temporary exhibitions on various topics relating to Hugo and his influence. The result is an 
entertaining and easily understood facility that achieves the major functions desired by most 
visitors. The City of Paris directs this museum in exemplary fashion, making sure that it has 
adequate funding for both preservation of the building and the running of the exhibitions.  

Cinema museums in France have a very different nature from literary museums, even if 
their role would superficially seem very similar. Cinema, although immensely popular in France, 
still lacks some of the cultural prestige and dignity of literature, which bears the mantle of high 
art. Cinema museums seldom are located in architectural heritage buildings and rarely contain 
artifacts as old as what commonly appears in literature museums.  

Typical of the film facilities is the Musée du Cinéma in St. Nicolas, a small town that is 
difficult to access even by train and which seems, in most respects, an unlikely host for such a 
museum. Housed in what has the air of a slightly dilapidated ex-school building, the Musée du 
Cinéma is an amusingly ragtag display of countless cameras, projectors, light meters, movie 
posters, toys, wax museum-style figures, educational exhibits – anything and everything 
pertaining in any way to the movie industry or the technology of film. The slightly amateurish 
nature of the exhibits, complete with hand-written signs and children’s art, springs appropriately 
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from the fact that this is all the collection of a local hobbyist. One man’s obsession with cinema, 
over the course of decades, has happily resulted in this depository of memorabilia. The collector, 
who still lives in the area, prefers to remain anonymous. In stark contrast to the literature 
museums, which feed almost exclusively off the cult of personality of individual authors, this 
museum does not even bear the name of its creator. Instead, a largely anonymous technology is 
the true star. Mostly uncatalogued and haphazard, but radiant with sincerity and personality, this 
remarkable collection deserves better treatment than it is likely to get any time soon.     

For those who prefer the highly professional to the amateur, there is Paris’ monumental 
museum of film known as La Cinémathèque Française. Although there has been a Cinémathèque 
since 1936, this current incarnation is a far cry from the somewhat cramped facility that Henri 
Langlois and his successors maintained for many years in the Trocadero, near the Eiffel Tower, 
until a fire forced it out in 1997. The new facility, inaugurated in 2005, radiates grandeur. 
Although ostensibly the product of a private, member-supported organization, the Cinémathèque 
does, in actuality, receive national government subsidies through the Ministry of Culture, and 
therefore is able to spend rather freely. The Cinémathèque basically has it all – Frank Gehry 
architecture, a massive collection of cameras and other technological equipment, top-of-the-line 
movie memorabilia, highly professional historical displays, auditoriums for screening some 
40,000 films, pedagogical services, and conservation programs. At the Cinémathèque, a visitor 
can see a vast, almost dizzying array of costumes, models, devices, scripts – everything from the 
robot featured in the silent classic Metropolis to the head of Norman Bates’ mother in Psycho 
(personally donated by Alfred Hitchcock). But, despite all this, the Cinémathèque is strangely 
unpopular with the public and often nearly devoid of visitors except for the occasional film 
student there for a homework assignment. Unlike the elegant, old Trocadero facility that was 
conveniently located and near many sidewalk cafés handy for discussing what one had seen, the 
new Cinémathèque is perceived as a cold, uninviting concrete bunker isolated in an empty area 
of Paris near the Bercy arena where there is almost no foot traffic unless there happens to be a 
concert or sporting event. No one seems to have any passion for this Cinémathèque, even though 
the very catalogue of the Cinémathèque is entitled Passion Cinéma. Indeed, passion is the key 
word here. For in French, passion really has two meanings: passion and hobby. It is evident that 
the museum community is having trouble convincing the outside world that the almost fanatical 
collecting of film memorabilia and technological items is not just a hobby but a high art cultural 
patrimony endeavor.  

 Yet there is one cinema museum that has no problems with ambiance, pedigree, or 
popularity, though it is located far from Paris. It is the Lumière Brothers Museum in Lyon, 
France. It is the one French cinema museum, so far, that is located in a true architectural heritage 
site, the magnificent mansion that the Lumière Brothers’ father built right in the heart of Lyon. 
Like a literary museum, it occupies a locale that radiates gravitas, refinement, and importance to 
the community. When the Lumière Brothers perfected the first highly practical cinema 
equipment and made the world’s first real movies on this very street over a century ago, they 
created not only a new industry but a civic pride that is evident in what is now their museum as 
well as in the monument to the brothers in the park nearby. The mansion displays a superb 
collection of not only the Lumière Brothers’ inventions, but the inventions of all the other 
prominent cinematic technologists of their time. Costumes and posters are also on display, along 
with personal belongings of the Lumière family. The facility also has a theater for showing all 
sorts of films on an ongoing basis, and a research library open to the public in the afternoons. 
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The public really does come to this museum, and children play in its garden amid the markers 
commemorating the great French inventors in the history of cinema. This museum is the sole 
facility of its sort to successfully fit into the model established by the literary museums. But is it 
a model that the cinema world can effectively use elsewhere, or is there a new model on the 
horizon? 

 The future may belong to an entirely new and modern type of museum, a whole new 
concept impossible back in 1994 when UNESCO made its call for the cinema museums to plan 
for a new century. The Gaumont movie studio corporation, France’s largest for just over a 
century, has created a museum of its memorabilia, scripts, and miscellaneous possessions. But 
the public does not visit it in person. The public access is solely over the Internet. This is a 
“virtual museum,” a web iteration of a physical collection organized in 1989. The new virtual 
facility is not just a handy depository for electronically disseminating pictures of old movie 
posters, as one might think. Rather, the web site has absorbed the entire traditional museum 
format and mission, boasting permanent collections, temporary exhibitions, a library, archives, 
pedagogical research programs, and a shop for purchasing books, films, and gifts. This site sets 
the bar higher for all other cinema museums’ web pages, which will need substantial upgrading 
to match this standard. But if this virtual museum becomes the norm, what will that mean for 
museums in general? In the future, will physical museums become purely warehouses with 
Internet access, enabling curators to dispense entirely with the annoyance of a physical public? 
We may be on the verge of seeing a new fight for French hearts and minds, a battle especially 
between physical patrimony locales and virtual passion sites to see which strikes the greater 
chord in the cultural mindset of a nation.  
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LEARNING ENGLISH AS A SECOND LANGUAGE  
IN PRESCHOOL CLASSROOMS 

 
INTRODUCTION: 
The information for this article is extracted  not only from a larger qualitative case study 
conducted in Canada, Toronto, on the experience of children of  new Ethiopian immigrant 
parents in preschool classrooms, but  it is also supported by  the author’s experience of teaching 
young children of new immigrant families in preschool settings. Among the major questions  of 
the qualitative case study on the experience of the new immigrant children was  the question of 
adapting to the language of  the preschools, in this case  English.  Data was collected through in-
depth interviews with  teachers and parents and through thorough observations and interactions 
with the children both in their homes and in their preschool classroom settings. The analysis of 
the data resulted in two major themes: The first theme was that the children pass through five 
major phases/stages in learning/adapting the language of the preschools., English. The second 
theme was that learning second language in  preschool settings impacts the  language of 
communication between  parents and children at home. Therefore, this article  is aimed at 
examining: a) What the five major phases/stages are; b) The types of experiences that the 
children demonstrated at each phase; and c) The impact of second language learning in 
preschools on the  medium of communication in the children’s home environments. 
 
ADAPTING TO  PRESCHOOL LANGUAGE: 

When children of new immigrant parents join preschool classroom settings for the first 
time,  they experience intense uneasiness (Wubie, 2001). Many of them cry and get distressed, 
some for a long time and others for a short period of time. While they cry they speak their home 
languages. Even after they stop crying and become more settled, they continue to speak in their 
home languages for a period of time.  These new immigrant children are not aware that the 
teachers and other children do not understand their languages.  When they ask for something or 
when they want to tell something to the teachers, they use their own languages which teachers 
usually don’t understand. However, based on  the author’s experience of working with such 
children and  the data from  the teachers and the parents in the  study from which  this article is 
extracted, it does not take much time before  such children of new immigrant parents  start 
speaking the language of the preschool, in this case English. The question is  how do such 
children learn the new language within a short period of time? This was one of the questions that 
many of the parents of the children  in the  preschools where the study was conducted and in the 
preschools where  the author of this article was teaching  asked and wondered.   

It is true that children with  linguistic background different from the language of the 
preschools are quick to pick up the language of the preschools.  There could be many reasons for 
this.   One of the reasons may have to do with the nature of the children’s mind.  As Montessori 
(1973) stresses, children at an early age are endowed with a “special mind” that “absorbs” the 
language and culture from their surroundings with more ease as compared to adults.  Montessori 
attributes this to the children’s nature of having what she refers as “absorbent mind”. In other 
words, according to  Montessori (1973), as sponge absorbs water from a container, children’s 
minds absorb language and culture from their surroundings.  

The theory of Noam Chomsky suggests that human beings posses what he called 
“language organ” that enables them to acquire language easily (Siegler & alibli, 2005). However, 
even though human beings may have what Chomsky (1972) calls “language organ”, it may not 
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be possible to learn language with ease once someone passes what is known as the 
sensitive/critical period for language learning. Lenneberg (1967) stated that the critical period for 
language learning is from infancy to puberty. However, it is empirical that the period from 
infancy to the age of  eight is more critical in the acquisition of language. This period is not only 
critical for acquiring first language, but it is also critical for  learning second  language because  
as Johnson & Newport (1989) write, young  children are better second language learners as 
compared to adults (http://www.psy.cmu.edu/~siegler/JohnsnNewprt89.pdf   Retrieved on March 
30, 2011). Another reason usually articulated by the proponents of bilingual/multilingual 
education is that children who already speak their home language have the base, the confidence 
and the skill that facilitates learning a second language (Diamond, 2010; Cummins, 1979; 1985, 
1986, 1996; Dotsch, 1992; Garcia, 1997; Jong, 1977; King & Chipman, Cruz-Janzen, M.S. 1994; 
Siren, 1991).  According to Siren (1991, p. 18, 34),  “the ability to speak a home language 
stimulates “the child’s bilingual and bicultural development... It is an intellectual advantage 
and...makes it easier to learn other languages”.  From this point of view, one of the reasons for 
these children’s ability to  learn the language of the preschool with ease could be the fact that 
they were already familiar with their home languages. However, adapting to the language of the 
preschool does not happen automatically without a struggle or a process. According to the study 
(Wubie, 2001) and the author’s  practical experiences of working with such children, while 
adapting to the new language or the second language, the children pass through different 
phases/stages as discussed below.  

To start with, when the children come to the classroom settings for the first time, they 
speak in their home languages not knowing  that others around them don’t understand 
them. This goes on for a while although the duration of speaking in home languages differs from 
child to child. When these children realize that the other children and the teachers in the 
classroom speak a language that is  different from their own, they become curious and want to 
speak the language of the preschool.  In so doing, they pause every now and then and listen 
carefully.  Before the individual child says an English words, she/he uses words which are 
neither English nor  his/her home language..  In other words, he/she starts uttering strange words 
created by him/her as an entry into the world of the language of the preschool.  Most likely, these 
children believe that the words they create can be used as the language of the other children and 
the teachers or by using these words they might think that they are speaking the language that the 
other children and the teachers speak. The question, then, was: what comes next?  In response to 
this, one teacher stated that after the children spoke strange words for some time, they start 
uttering   one or two English words which they used for almost everything they wanted to say.  
She also pointed out that having used one or two words for awhile, they start assigning the right 
words to the right thing. Other teachers made similar observations. Having analyzed the data 
collected from the teachers and the parents with regard to second language development in 
preschools, the author of this article realizes that her observation in the  preschool where she was 
working with children  of new immigrant parents with her findings in the study. Certainly, like 
the teachers and the parents in this study, the author observed children speaking in their own 
language at the initial stage; following that the author observed them creating and using strange 
words; then she observed them using an English word or a phrase for everything they wanted to 
say; finally they assigned the right word to a right thing.  In fact, some of the strange words that 
some children used to say still resonate in the author’s memory.  For example, a child used   to 
say “tak tuk, tak tuk”; she also remembers a phrase that a child used for everything that he 
wanted to say. The phrase was “let us go”.  For example, if he wanted to say “I want to draw” he 
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would say “let us go”; if he wanted to say “sit down” to someone, he would say “let us go”; if he 
wanted to say, “let me play with sand”, he would say “let us go”.  Although it is difficult to know 
what children think, in this case, it seems as though they think that they are speaking the 
language that the teachers and the children in the classroom are speaking.  As it is known, young 
children do not have social inhibitions and a fear of criticism. That could be the reason that they 
are able to speak anything that comes to their minds and learn a second language very quickly as 
compared to adult second language learners.            

After exploring the language experiences of the children based on the data from the 
teachers and parents supplemented by her own experience, the author of this article concluded 
that when children learn a second language in preschool classroom settings, they pass through 
five phases/stages as discussed below: 
            The first phase is when the children keep on speaking or talking in their home languages 
as if others in the classroom can understand them. The author refers to  this phase as the “phase 
of speaking/talking in home languages”. The second phase is the period during which the 
children create their own words or  phrases which do not belong to either their home languages 
or to the language of the preschool, in this case English.  The author refers to  this phase as the 
“phase of uttering strange words/phrases”.  What the children do  during this phase indicates 
that the children are solving their problem of communication by creating their own words or 
phrases. The third phase is the period during which the children pick  few English words or 
phrases and use them for almost everything they want to say or do.  The author refers to this 
phase as the “phase of using one word/phrase for everything”.   For example, if a child picks 
the word “this”, she/he would use it for almost everything sh/he wants to say or do.  The fourth 
phase is the time during which children are able to assign the right word or phrase to the right 
thing.  In other words, during this phase although the children know only few words or  phrases, 
they are able to attach or connect the right word or phrase to the  right thing or idea. The 
author refers to this phase as the “phase of connecting the right word or  phrase to the right 
thing or idea”. The fifth phase is the time  during  which the second language learner children 
are able to communicate in simple words and sentences that are understandable to the 
teachers and other children in the classrooms. The time taken to reach the fifth phase, may 
vary from child to child. It also depends on factors such as the teachers’ skills of language 
stimulation, the educational materials in the classroom and the suitability of the classroom for 
interaction between children. Based on the data  the author gathered from the teachers and the 
parents in her study and also from her own observations while teaching children of  newcomers, 
it usually takes three to four months for a child for a second language learner child fully 
communicate in the language of the preschool in this case English.  In general, it very 
fascinating, interesting and educational to observe second language acquisition processes in 
preschool classroom settings. 

As far as the impact of learning second language by young children on their experiences 
at their home environments is concerned,  the narratives or the stories of the parents with regard 
to this particular issue showed that after young children learn English in early childhood 
education settings such as day cares, kindergartens, Head Starts and other child development 
centers, the means of communication between children and their parents or families changes. 
What this means is that while the children who newly acquired  the preschool language prefer to 
speak in  the newly acquired  language of  preschool, many parents want them to speak in their 
home languages. At this point, there arise some kind of communication conflict between parents 
and their hand children. Some parents try hard to encourage their children speak their home 
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languages and become successful. Others try to do so, but become unsuccessful. Many who are 
unsuccessful become disappointed because they think that their children lose their identities and 
cultures of their country of origin. Actually, grandparents get more disappointed because of the 
lack of communication with their grandchildren.  
 
CONCLUSION: 

Based on the narratives of the parents and the teachers and the author’s own observations 
as a teacher of children with diverse languages and cultures in preschools, children who come to 
preschool settings with their home language experience more intense uneasiness or more 
difficulties when compared to children whose first language is the language of the preschools. In 
spite of this,  it does not take a long time for these children to learn the second language, in this 
case English. However, when adapting second language in  preschools, the children pass through  
the following five  phases: a) Speaking in their own language; b) Creating and uttering strange 
words or phrases; c) Saying few words/phrases and using them for almost everything that they 
want to say or do; d) Connecting the right words or phrases with the right things or ideas; and e) 
being able to communicate with simple words and sentences. Finally, after  preschool children 
are able to speak the language of the  preschool, they prefer to speak the  new language as 
opposed to their  home languages. Unless parents are constant and firm in speaking home 
languages with their children, the children’s ability to speak their home languages diminishes 
impacting the nature of  communication between parents and children.  
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