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I’ve lived in Mississippi all of my life. I had a lot of dreams as a youngster and as an adult, but 
not in my wildest, most blessed moment did I ever think I would live to see a black American 
elected President of the United States. 

        Congressman Bennie G. Thompson (D-MS)  
                                                             March 9, 2011 
 
Introduction  

During the 2008 presidential elections, much of the commentary that surrounded then 
Democratic nominee, Barack H. Obama focused on his race. Countless political pundits, news 
reporters and political junkies, pontificated about America’s potential selection of her first 
African American president.  While the conversations of race permeated the news on a daily 
basis, often focusing on Jeremiah Wright and Obama’s Kenyan father or his white grandparents, 
political commentators downplayed and in some cases, downright ignored Senator Obama’s 
membership in Congressional Black Caucus (CBC). Was this omission deliberate, did they 
consider it irrelevant or minute, did this information get lost in the overall message of “change”?   
Had the Congressional Black Caucus become so marginalized that when one of their own won 
the Democratic nomination, his ties to the organization was rarely highlighted? Did the failure of 
the Obama campaign to highlight his membership in the CBC signal tension among members in 
their support for his candidacy?  Did Obama seek to distance himself from the group who had 
tirelessly fought for decades to ensure that African Americans have a seat at tables where great 
decisions were made?  

Using elite interviews with members of the Congressional Black Caucus, this paper 
provides an insightful, first-hand account of the creation of the CBC and the diversity of interests 
among individual CBC members.  Further, this research explores individual member’s 
relationship with and support for the Obama Presidency.  This paper is part of a much larger 
work on the topic.   The personal interviews conducted with members of the Congressional 
Black Caucus, took place from March 2011 through July 2011, in their respective Washington, 
DC, offices.  
 
Brief History of the Congressional Black Caucus 

Initially referred to as the Democratic Select Committee in January 1969, the 
Congressional Black Caucus was officially founded in 1971 by thirteen black members of the 
U.S. House of Representatives. The founding members include: Shirley Chisholm (NY), John 
Conyers (MI), William L. Clay, Sr. (MO), George W. Collins (IL), Ronald Dellums (CA), 
Augustus F. Hawkins (CA), Ralph Metcalfe (IL), Parren Mitchell (MD), Robert Nix, Sr.,(PA) 
Charles Rangel (NY), Charles Diggs (MI), Louis Stokes(OH), and Walter Fauntroy (DC). 
Despite the media’s portrayal of the group as “militant, aggressive new leaders determined to 
make changes in the way black members of Congress had been viewed in the past," the newly 
formed group believed that it was their  task “to fight for justice and to raise issues too long 
ignored and too little debate” regarding African Americans (Clay, 1992; 116). “The consensus of 
the Congressional Black Caucus in 1970 was that a ‘deep and dangerous alienation’ of the 
country’s 25 million blacks existed and we needed to take the matter up with the president, then 
Richard Nixon” (Clay, 1992; 129) 

The group was founded at the height of racial unrest in America.  Culminating events that 
necessitated the founding of the CBC was the inequality that existed in a nation that holds as one 
of its preeminent virtues---equality.  The murder of countless civil rights activists such King, 
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Evers, Schwerner, Goodman, and Chaney; the fight for racial equality in education that led to 
rioting and at the University of Mississippi and the University of Alabama; the brutality that 
African Americans endured at the hands of Eugene “Bull” Connors, Byron De la Beckwith, and 
the likes, when pursuing their fundamental right to vote, compelled the formation of an African 
American legislative caucus. While small in numbers and with few powerful leadership 
positions, the CBC pioneers had much to be ‘militant and aggressive’ about.  

In 1970 President Nixon rejected a request to meet with the Democratic Select 
Committee/ Congressional Black Caucus. For over a year, Nixon refused to meet with the 
Caucus to discuss the plight of black citizens in the United States. He referred to the group as a 
“bunch of publicity seekers” and consistently issued statements that demeaned the group’s 
purpose and intent (141).  The members, in retaliation, boycotted Nixon's 1971 State of the 
Union Address.  This bold move received a lot of attention and became international news.  
According to Clay, “we felt it was necessary to call the president to task because of his own 
inflammatory, race-baiting rhetoric and insensitivity towards the adverse effects his program 
funding cuts were having on the black and the poor” (139).  

President Nixon finally agreed to meet with members of the Congressional Black Caucus 
on March 25, 1971. The CBC members urged the President “to set a high moral tone of racial 
tolerance for the nation to follow” (148). They presented Nixon with a report that included sixty 
recommendations, supported by research data that articulated the Caucus’s position.  

Clay contends that “never before had a president of the United States been presented with 
such a professional, thoroughly studied case for addressing the complexity of needs and concerns 
facing black Americans” (144). The meeting ended nearly an hour later than expected, with 
Nixon stating that “he did not consider the document a laundry list, but rather an expression of 
serious concerns requiring proper responses. Further, Nixon told the members that “I appreciate 
the candor with which you have expressed your concern” (147).  The Congressional Black 
Caucus had succeed in gaining access to President Nixon, but they needed more than just access 
to combat the injustices and the disparities that existed in America in the 1970’s.  

Now boasting a membership of 42 members, the Congressional Black Caucus, though 
much more diverse in its views, maintains its commitment to remain united in their efforts to 
address the legislative concerns of black and minority citizens. The founding members of the 
CBC believed that by speaking with a “single voice,” their issues would be heard and that they 
would wield influence and notoriety beyond their numbers (CBC website).  And for most of its 
nearly 40 year tenure, the CBC has spoken with a single voice, serving as the “Conscience of the 
Congress” on issues affecting minorities and the underserved.  Nonetheless, the outcome of the 
2006 mid-term election and the 2008 presidential election has helped to transform the CBC from 
an institution that speaks with a single voice, to one that now has multiple, discernible voices.   

 
The Congressional Black Caucus and the 2006 Mid-Term Elections 
 After the Democrats gained control of the House in 2006, several senior Congressional 
Black Caucus members gained very powerful committee assignments due to their seniority in the 
legislative body (Bai, 2008). Representative James Clyburn (D-SC) was elected to serve as 
Majority Whip of the House, a position that placed him third on the leadership hierarchy in the 
House. Founding CBC member Representative Charlie Rangel (D-NY) became chair of the 
influential Ways and Means House Committee, “the oldest and most powerful committee in the 
Congress” responsible for finding ways and means for financing the operation of the federal 
government (Smith, 2009; 17).  During the 110th Congress, founding CBC member, 
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Representative John Conyers (D-MI) became chair of the House Judiciary Committee, “the 
committee responsible for crime legislation, civil right, civil liberties, and the Constitution. 
Representative Edolphus Towns (D-NY) became chair of the House Committee on Oversight & 
Government Reform whose major task is to “provide federal oversight over the government and 
work proactively to investigate and expose waste, fraud, and abuse” (Oversight and Government 
Reform website). Representative Bennie G. Thompson (D-MS) served as chairman of the House 
Homeland Security committee, a committee created in 2002 to develop policies that would better 
protect the American people against terrorist attack.   

In addition to the five aforementioned Congressional Black Caucus members who 
chaired major House Committees during the 110th and 111th

   

 Congresses, eighteen CBC members 
chaired legislative subcommittees, and several chaired permanent and select committees (CBC 
Website).   The varied leadership positions held by Congressional Black Caucus members attest 
to the diversity of policy specialization within the organization. As chairs, members have 
significant influence in navigating the course of legislative action. In these leadership roles, 
Congressional Black Caucus members have routinely offered critical first-hand perspectives and 
advocated for issues they deem that have not been adequately addressed by the majority. 
However, due to the multiple voices now within the Caucus, it is getting harder to reach a 
consensus on issues beyond their core issues that address the needs of the poor and the 
underserved.  

Evidence of an Internal Transformation 
 Several factors indicate that the Congressional Black Caucus is transforming from a 
group with a singular focus, to one that has discernible multiple voices.  Generational differences 
within the caucus among the 42 members, important leadership committee assignments, the 
varied demographics of a member’s districts, the urban/rural divide, and individual members’ 
relationship with and support for President Obama, demonstrates different perspectives within 
the legislative caucus.  

The generational differences within the Congressional Black Caucus that began to take 
form over a decade ago became quite apparent during the 2008 presidential primaries. CBC 
members were divided in their support for Obama during this time.  According to Politico 
magazine, “more than a third of the black members of Congress [were] backing Hillary Rodham 
Clinton or John Edwards in the presidential primary in spite of their African American 
constituents who supported Obama” (Hearn, 2008).  

Younger CBC members such as Keith Ellison (D-MN), Jessie Jackson, Jr. (D-IL), and 
Artur Davis (D-AL) supported Obama’s candidacy from day one. Older, CBC members who 
were involved in the Civil Rights movement were ambivalent about the little known candidate, 
Barack Obama.  After all, he was a beneficiary of the Civil Rights movement, not a participant.  
He was only three years old when President Johnson signed the notable Civil Rights Act of 1964. 
He did not march with King. He did not grow up in the segregated South (Bai, 2008; 2). Instead, 
he was born in Hawaii, lived in Indonesia and was raised by his white maternal grandparents.  

Because of their casual familiarity with Obama and longstanding relationships with the 
other nominees, many Congressional Black Caucus members supported the “Darling of the 
Democratic Party,” Hillary R. Clinton and a few CBC members supported John Edwards of 
North Carolina.  Founding CBC member Charles Rangel of New York had known Hillary for 
decades and supported her candidacy from the outset.  Rangel states:  
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“What you call the hometown kid was Hillary Clinton.  The State Democrats 
never heard of Barack Obama, so it was a no brainer that our favorite son, in this 
case, historically, happened to be our favorite daughter” . . . “So we had people in 
their hearts hoping and praying that this unknown black person from Chicago 
would make a name for himself . . . . but the truth is, it never entered our mind 
that he would be a real candidate” (Rangel, 2011). 
 

Civil rights icon, John Lewis (D-GA) expressed similar sentiments. He remarks: 
“The first candidate that I supported in the primary in 2008 was Hillary Clinton.  
I have known President Clinton and Hillary Clinton for so long, they’ve been like 
family, and I initially endorsed Hillary.  But during the primary season, I switched 
and cast my lot with Barack Obama, because I saw him as an extension of the 
Civil Rights movement.  I wanted to be on the right side of history, and that’s why 
I switched and supported him” (Lewis, 2011). 

 
Former Congressional Black Caucus chair Melvin Watt and G.K. Butterfield, both of 

North Carolina, initially supported John Edwards in the 2008 presidential primaries. According 
to Butterfield, “I supported John Edwards initially because I am from North Carolina and John 
Edwards is from North Carolina, and I felt that it would be a political mistake if I didn’t support 
the candidate from my home state, and that if John Edwards had become president, he would 
have never forgiven me for it” (Butterfield, 2011).  
 The generational divide that exits between older and younger members of the black 
community is apparent when examining an incident between civil rights leader and two-time 
Democratic presidential contender, Reverend Jesse Jackson, Sr., and his then forty-three year old 
son, Jesse Jackson, Jr. During the 2008, Reverend Jesse Jackson, Sr. made disparaging 
comments about castrating Barack Obama after Obama “chastised black fathers for shirking their 
responsibilities” (Bai, 2008; 3; Stelter, 2008). Jesse Jackson, Jr., a loyal supporter of Obama, and 
the 2008  national co-chair of Obama’s campaign, told Americans that he was “deeply outraged 
and disappointed” by “Reverend Jackson’s comment and that “[the Reverend] should keep hope 
alive and any personal attacks and insults to himself” (Bai, 2008; 3).  For Reverend Jackson, 
although Obama’s words may have been valid, they should not have been spoken publically for 
the world to hear. “To [Reverend] Jackson, [Obama’s comment about black fathers] must have 
sounded a lot like a presidential candidate polishing his bona fides with white Americans at the 
expense of black ones” (Bai, 2008). 

Another young CBC member and early Obama ally, was Artur Davis (D-AL).  Like 
Obama, Davis attended Harvard Law School.  He was born in the mid- to- late1960’s, two years 
after the historic passage of the Voting Rights Act.  Davis was elected to Congress in 2002, 
defeating an older civil rights activist, incumbent, and CBC member, Earl Hilliard.   

Davis believed that Hilliard, the first African American elected to Congress from the state 
of Alabama since Reconstruction, who once considered himself as “one of Dr. King’s foot 
soldiers in the war for racial equality,” was out of touch with the needs of his constituency” 
(Black Americans in Congress, 2007).  According to Bai, Davis “saw Hilliard as the classic 
example of a passing political model—a guy who saw himself principally as a spokesman for the 
community rather than an actual legislator” (2008; 4).  

Moreover, Davis viewed himself principally as a legislator, not a spokesperson for the 
black community (Bai, 2008). Thus, in 2010 he was the first CBC member to call on his fellow 
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CBC colleague Charlie Rangel to step down as chairman of the powerful Ways and Means 
committee in the wake of ethics violations. Davis also was the only CBC member to vote against 
the healthcare reform legislation, “distancing himself from the biggest legislative achievement of 
the first black president” (Bacon, 2010).  During the latter part of his congressional tenure, Davis 
seemed more comfortable as a CBC outsider, than an insider.  

The 2008 primary campaigns demonstrated that the Congressional Black Caucus is not a 
monolithic group focused singularly on race and race relations. Instead, the presidential 
primaries signaled a slight transformation of the CBC from the past, when racial solidarity 
seemed to be the order of the day.  Further, it proved that personal loyalty and long-standing 
friendships can and often does, trump race.  

Though more than a third of the forty-two Congressional Black Caucus members of the 
111th

 

 Congress supported Hillary Rodham Clinton or John Edwards in the 2008 presidential 
primaries, CBC members embraced Obama’s candidacy wholeheartedly and stood solidly behind 
him once he was declared the Democratic nominee. His eventual election to the U.S. Presidency 
left Congressional Black Caucus members in total disbelief.   

The Congressional Black Caucus and the Election of President Barack Obama 
Forty-four years after the historic passage of the Civil Rights Act, and forty-three years 

after the momentous passage of the Voting Rights Act, America elected her first African 
American President.  Unlike other black political leaders who had unsuccessfully sought the 
presidency, Barack Obama ran as a moderate who appealed to various racial and ethnic groups in 
America. He accomplished what many observers deemed the “unthinkable.” Similar to Franklin 
Roosevelt’s New Deal Coalition of the 1930’s, Obama managed to put together a large coalition 
of young voters, African Americans voters, white voters, Latino voters, Jewish voters, Northern 
and Southern voters, middle class, urban and suburban voters who believed in his message of 
change.   

One group that has expressed deep-seated pride in Obama’s accomplishment is the 
Congressional Black Caucus.  The members are simply elated that a former CBC member 
currently occupies the White House. When asked: “What did the election of Barack Obama 
mean to you personally?” Founding CBC member and early Obama supporter John Conyers (D-
MI) responded: 

“The election of President Obama created a great sense of joy, a great sense of 
hope.  It lifted my spirit.  It said to me that the suffering, that the struggle of our 
people was all worth it—those who died in the struggle, those who were beaten 
and arrested and went to jail—that is all paid off. It was worthy of our 
investment” (Conyers, 2011). 

 
Eleanor Holmes Norton, a CBC member and Delegate of the District of Columbia offered the 
following excerpt regarding Obama’s election to the Presidency:  

“In common with other Americans, it was a heroic breakthrough of one black 
man on behalf of all black people and the American people.  For me personally, 
having come out of struggles for equal rights, having been a constitutional lawyer, 
a lot of things; a lot of important aspirations converged with the election of the 
first African American president.  I happen to have known him when he was in 
the Senate.  He gave a fundraiser for me.  He actually was a member of the 
Congressional Black Caucus and came occasionally, so there was that additional 
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point of pride when a member of the Caucus becomes President of the United 
States.  So there was, in common with a lot of other Americans, a great sense of 
elation with that election” (Holmes Norton, 2011).  

Congresswoman Eddie Bernice Johnson (D-TX), former CBC chair stated, “[Obama’s election 
as President of the United States] was a dream that I never thought I’d see come true.  It was 
almost like an out-of-body experience” (Johnson, 2011). 
 The election of Barack Obama restored a sense of hope and renewed faith in America, for 
many members of the Congressional Black Caucus. Some saw it as a vindication of African 
Americans for decades of struggle for justice and equality.  Other members believed that long 
gone were the days of 1970’s when founding CBC member Charles Diggs requested a meeting 
with the President and was routinely denied. Today, one of their own sits where Nixon once sat 
which means that CBC members could finally have great access to the President of the United 
States.  
 
The Congressional Black Caucus and the White House  

After Obama’s historic election, members of the Congressional Black Caucus worked 
with President Obama to secure passage of significant legislation in 2009 and 2010.  Thirty-six 
of the forty-one CBC members of the 111th

  Despite the numerous significant pieces of legislation that were sponsored and/or co-
sponsored by members of the Congressional Black Caucus and signed into law by President 
during his first two years in office, much more work still needs to be done.  With the American 
Jobs Act still pending in the Congress, and a national unemployment rate of nine percent, many 
Americans have grown weary of the speeches and promise of a better economy, and therefore, 
seek action.  

 Congress co-sponsored the Lilly Ledbetter Fair Pay 
Act; Charlie Rangel and Edolphus Towns, CBC members from New York, were among the nine 
co-sponsors of the American Recovery and Reinvestment Act. Representative John Conyers (D-
MI) singly sponsored both the Helping Families Save their Homes Act of 2009 and the Matthew 
Shepard and James Byrd Jr. Hate Crimes Prevention Act. Representative Rangel sponsored the 
unforgettable Patient Protection and Affordable Care Act with six CBC members among the 
forty co-sponsors. Rangel also sponsored the Unemployment Compensation Extension Act of 
2010 and President Obama signed it into law on July 22 of that year (Library of Congress, 2011). 

Now in his third year of the presidency, some supporters who were once hopeful of the 
change President Obama articulated during his campaign have begun to raise concerns over his 
leadership on issues pertaining to the debt ceiling, the federal deficit, and the economy, 
especially the unemployment rate (Cohn, 2011). With the unemployment rate of African 
Americans approaching seventeen percent, members of the Congressional Black Caucus are 
calling for President Obama to do more in the area of employment in the African American 
community. This past summer, CBC member, Maxine Waters (D-CA) challenged President 
Obama to prove that he is as concerned about unemployed blacks as he is with Iowa’s swing 
voters. In a statement to Politico on September 8, 2011, Rep. Waters stated: 

“There are roughly 3 million African Americans out of work today, a number 
nearly equal to the entire population of Iowa. I would suggest that if the entire 
population of Iowa, a key state on the electoral map and a place that served as a 
stop on the president’s jobs bus tour were unemployed, they would be mentioned 
in the president’s speech and be the beneficiary of targeted public policy” (Allen, 
2011). 
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Waters, a member of Congress since 1992, has long been a champion of the poor and 
underserved.  She took to the airways on many occasions over the summer to discuss job 
creation, the debt ceiling, and to promote the job fairs and town meeting that were organized by 
the Congressional Black Caucus. During these public events, Waters often criticized the 
President for inaction and for distancing himself from the needs of the black community 
(Muskal, 2011).  Many African Americans applaud Waters efforts because she publically 
articulated what other CBC members are discussing privately— their desire for a greater 
commitment from President Obama to worker harder in the underserved communities. 
 The chair and official spokesman for the Congressional Black Caucus, Representative 
Emanuel Cleaver (D-MO) also voiced his concern for Obama’s lack of immediate action 
regarding black unemployment.  During an interview with the Miami Herald in September, 
Representative Cleaver stated, "If [former President] Bill Clinton had been in the White House 
and had failed to address this problem, we probably would be marching on the White House," . . 
. . There is a less-volatile reaction in the CBC because nobody wants to do anything that would 
empower the people who hate the president” (Cohn, 2011).  
 
Obama Responds to His Congressional Black Caucus Critics 

In a divisive and highly charged speech given at the Congressional Black Caucus 
Foundation’s Annual Phoenix Awards dinner on September 24, 2011, President Obama 
responded to concerns over the high employment rate for African Americans and acknowledged 
the disproportionate impact that the recession has had on the African American community. He 
challenged members of the Caucus to “Take off your bedroom slippers. Put on your marching 
shoes. Shake it off.  Stop complaining. Stop grumbling. We are going to press on. We have work 
to do” (Associated Press).   

While some in the audience of approximately 5,000 people viewed the President’s 
comments as a plea for help or a call to action, others viewed his comments about “complaining” 
to be insensitive and disrespectful to the hard work that they are doing on behalf of underserved 
communities. Representative Maxine Waters remarked: "I don't know who he was talking to 
because we're certainly not complaining," Waters said on CBS' "The Early Show." "We're 
working. We support him, and we're protecting that base because we want people to be 
enthusiastic about him when that election rolls around" (Condon, 2011).  Waters further 
maintains that: 

"I found that language a bit curious because the president spoke to the Hispanic 
Caucus, and certainly they're pushing him on immigration... he certainly didn't tell 
them to stop complaining," "And he would never say that to the gay and lesbian 
community, who really pushed him on Don't Ask, Don't Tell.” “In a speech to 
AIPAC, he would never say to the Jewish community 'stop complaining' about 
Israel" (Condon, 2011).  

 
Representatives Conyers (D-MI) and Clyburn (D-SC) viewed Obama’s speech as a rallying call 
to energize his base voters.  Conyers commented “He [President Obama] hasn’t lost support but 
he has to stimulate his base. That’s how you do it,’ he said. ‘You don’t stimulate the base by 
talking inside the beltway politics” (Santarelli, 2011).    
 Congressional Black Caucus member, Rep. Shelia Jackson Lee (D-TX) assessed 
Obama’s ‘stop complaining’ comment in an interview with African American talk show Host 
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Tavis Smiley on September 26. She began the interview by paying tribute to this year’s 40th

“We had about 5,000 people in the room, and there was a degree of excitement 
because the President was standing firm and standing his ground.  We heard the 
refrain “Pass the Jobs Act.” We have been out on the road for the last month 
seeing the pain of double-digit unemployment amongst African Americans and, 
of course, we saw their pain.  We’re the pain takers, if you will.  We’re the 
comforters of those who are in pain.  We feel no way shamed by acknowledging 
pain.  We think the President came . . . two nights ago to really speak to America.  
Part of his speech was to say that he has listened to America.  Part of it was to say 
that, I believe, that he listened to the Congressional Black Caucus” (Jackson Lee, 
2011).  

 
Anniversary of the CBC and stated: 

“There were words, of course, such as taking off bedroom slippers and marching, 
that I will say to you in the auditorium that night, the audience was on their feet.  
They were caught up in the idea that here is a captain that is going to right the 
ship, that he is not going to allow us to sink.  And the words didn’t have the 
impact of dissection or analysis.  It was we’re going to march, we’re going to 
fight.  We’re going to do what the Congressional Black Caucus has done, which it 
has pressed us to do, and we’re going to join all of those in the movement again.  
That’s what, I think, the general belief was on that night.  One can look at in many 
different ways” (Jackson Lee, 2011). 

Obama Seeks to Mend Fences 
 Perhaps Representative Jackson Lee was correct when she suggested in her interview 
with Smiley that President Obama could somehow be listening to the pleas of the Congressional 
Black Caucus. On Wednesday, November 9, the Obama administration sponsored the first 
“African American Policy in Action Leadership Conference.” Some speculate that the 
conference was held in order to “ease the tension” that has existed between White House and 
CBC over African American poverty and unemployment numbers (Gray, 2011).   

White House officials and cabinet members served as panelists for the conference and 
discussed how the President’s initiatives and policies on unemployment, education and 
healthcare impact African Americans.  Conference participants included leaders from the clergy, 
academia, the media, business, and state and local policy makers (Gray, 2011).  
 Though the President was not scheduled to attend the conference that was organized by 
his chief public engagement officer, Valerie Jarrett, the President stopped by and offered words 
of encouragement.  He stated:  “the unemployment rate among African Americans ‘is way too 
high,’ and added: ‘If we are persistent, if we are unified and we remain hopeful, then we’ll get 
through these tough times and better days lie ahead” (Gray, 2011). 

Conclusion 
With the American Jobs Act still pending in Congress and the stagnant unemployment 

rate for African Americans, it is safe to assume that the organization that has adopted the mantra 
of being the “voice of the voiceless” will remain committed to lifting the economic burden that 
plagues America’s underserved communities. They will continue to fiercely advocate for the 
White House to do more.  
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Since its founding, the Congressional Black Caucus has spoken in a unified, “single 
voice” on issues such as poverty, healthcare, unemployment, and education.  However, factors 
such as committee leadership positions, district composition, generational differences, and 
individual members’ relationship with and support for President Obama has compelled the 
Caucus to speak through multiple voices on numerous others issues. 
 With the 2012 presidential election just around the corner, it will be interesting to see the 
effect that redistricting has on Caucus members. Will the election outcomes prove to be 
advantageous for long-time incumbents or will it usher into the CBC more, young, post- civil 
rights politicians who view themselves principally as legislators rather than leaders of the black 
community? If so, what impact will that have on the CBC?  Hummmmm, perhaps, now is clearly 
not the time. With the election more than a year away, I guess it is probably wiser to focus on the 
economy rather than the impact that next year’s election outcome will have on my beloved 
Congressional Black Caucus.  
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Purpose  
The study examined educators’ understanding of the educational laws and guidelines of 

federal and state agencies governing the ELL population.  Information gleaned from the survey 
provided a basis for identifying professional development needs of educators of English 
Language Learners and the schools they serve. 
Background  

Title VI of the Civil Rights Act of 1964 prohibited discrimination based on race, color, or 
national origin. In Lau v. Nichols, 414 U.S.563, 569 (1974), the U.S. Supreme Court affirmed the 
United States Department of Education (USDOE)  memorandum of May 25, 1970 which 
directed school districts to take steps to help limited-English proficient (LEP) students overcome 
language barriers and to ensure their meaningful participation in the district's educational 
programs (USDOE, 2005).  This federal law required programs that educate children with 
limited English proficiency to be (a) based on a sound educational theory, (b) adequately 
supported, with adequate and effective staff and resources to support a realistic chance of 
success, and (c) periodically evaluated and, if necessary, revised (USDOE, 2005). 
Definition  

The No Child Left Behind Act of 2001 defined limited English proficient students as, 
“…ages 3-21, enrolled in elementary or secondary education, often born outside the United 
States or speaking a language other than English in their homes, and not having sufficient 
mastery of English to meet state standards and excel in an English-language classroom” 
(USDOE, 2001).  The term limited English proficient (LEP) and English language learner (ELL), 
were both used to describe students who are not native speakers of English and whose English 
language skills are such that the student has difficulty performing ordinary class work in English 
(USDOE, 2005).  

Literature Review 
English Language Learners 

According to the National Clearinghouse for English Language Acquisition and 
Language Instruction Educational Programs (2011), approximately 5.4 million English Language 
Learners were enrolled in grades pre-K through 12 in the 2008-2009 school year, an increase of 
more than fifty-one percent since 1997-1998.  Non-English-speaking students were the fastest 
growing subgroup of children among public school populations, increasing approximately 10 
percent annually (McCardle, 2005).  While more than 400 languages were spoken by this group, 
approximately eighty percent spoke Spanish as their native language (NCELA, 2011).  The No 
Child Left Behind Act of 2001 (USDOE, 2001) mandated that students meet state standards, that 
classrooms be staffed with highly qualified teachers, and that parents be notified in their native 
languages of their children’s progress.  Schools were mandated by NCLB to disaggregate the 
performance of LEP children on standardized tests.  Title III of NCLB mandated that states 
improve the English proficiency of LEP students (USDOE, 2005).   
Home Language 

According to the 2000 census, about six in seven LEP students at the elementary level 
lived in linguistically isolated households, meaning homes where everyone over age 14 was 
Limited English Proficient (LEP).  This pointed to the need for translation and interpretation 
assistance to help meet NCLB parental involvement requirements.  It also emphasized the 
importance of involving limited English speaking families in the education of their children as 
mandated by NCLB (Capps, Fix, Murray, Ost, Passel, & Herwantoro, 2005).   
School Responsibility 
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 Under Title I and Title III, NCLB provided more than $13 billion (FY 04 funding) for 
LEP students for English language acquisition and academic achievement (Ed.Gov, 2004).   Title 
III, Part A, Section 3102, of the Elementary and Secondary Education Act (ESEA), as 
reauthorized under the No Child Left Behind Act of 2001 (USDOE, 2001), aimed to ensure that 
English language learners (ELL) and immigrant students attained English language proficiency 
and met the same challenging state academic content and student academic achievement 
standards as all children were expected to meet.  According to the Office of Civil Rights 
(USDOE, 2005), limited English proficient (LEP) students who were not offered services to 
assist in overcoming language barriers may experience repeated failure in the classroom, fall 
behind in grade levels, drop out of school, may be inappropriately placed in special education 
classes, and not have access to high track courses or Gifted and Talented programs.  Parents 
could choose to decline ELL services, and “when that occurs, the district retains a responsibility 
to ensure that the student has an equal opportunity to have his or her English language and 
academic needs met” in a variety of ways, “such as adequate training to classroom teachers on 
second language acquisition and monitoring the educational progress of the student” (USDOE, 
2005).   
Limited English Proficient Classification 

Limited English Proficient (LEP) classification changed as students gained language 
proficiency.  Its’ membership changed from year-to-year with language proficient students 
exiting each year and new LEP students entering each year.  ELL students were provided 
alternative services until they were proficient enough in English to participate meaningfully in 
the regular program.  To determine whether a child was ready to exit, a district considered 
factors such as the “student’s ability to keep up with their non-ELL peers in the regular education 
program and their ability to participate successfully without the use of adapted or simplified 
English materials; moreover, exit criteria must include some objective measure of a student's 
ability to read, write, speak and comprehend English” (USDOE, 2005.) 

The Study 
Research Design 

A non-experimental basic research design using a survey method was used for this study.  
The following components are described: research questions, instrument, limitations, and 
participants. 
Research Questions 
 The research questions investigated participant knowledge of the laws and guidelines 
governing the ELL school population.  Survey questions and responses were clustered into four 
categories: knowledge of eligibility for services, knowledge of Language Proficiency 
Assessment committee (LPAC) roles and responsibilities, knowledge of ELL parents’ rights, and 
knowledge of ELL exit criteria.  
Instrument 

The survey instrument was developed based upon a review of the literature covering 
characteristics, terms associated with English language learners (ELL), and the Federal and state 
laws and guidelines governing education of the ELL population.  The questionnaire, processed 
through Survey Monkey, was distributed via electronic mail.  Part I contained demographic 
information.  Part II contained items requiring respondents to answer “strongly agree”, “strongly 
disagree”, or “no knowledge”.  A panel of experts, including university professors and 
educational professionals from the field, provided face validity for the instrument.   
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Limitations   
A basic assumption of this study was the premise that respondents were actively involved 

with the education of ELL students.  A limitation of this study was commensurate with survey 
research methods.  For this survey, data were collected at one point in time and reflected the 
experiences and biases of the respondents whose input was strictly voluntary. 
Participants   

Participants were practicing educators who are Master’s degree candidates in Educational 
Leadership, Educational Technology Leadership, Teacher Leadership, and Counseling programs 
in Texas.  Two thousand six hundred fifty-nine (2,654) surveys were distributed; three hundred 
twenty-four (324) or approximately 13% were received.   

Findings 
Participant Characteristics 
 Table 1 (see Appendix A) shows the majority of respondents (80%) were female. 
Respondents included several age groups from young educators at age 21 to seasoned educators 
at age 61 or over.  The majority of the respondents were between 31 and 50 years old.   

The respondents represented several ethnic groups (see Table 2, Appendix A).  The 
ethnic group represented by the greatest number of respondents was Caucasian (71%).  The next 
largest group was Hispanic (17%).  Almost 90%, of respondents were Caucasian or Hispanic.  
Groups least represented included Asian (1%), African American (6%), Native American (<1%), 
mixed ethnic (3%), and a group indicated as other (1%).   

The respondents represented several areas of employment (see Appendix A, Table 3).  
Seventy-four percent (74%), listed general education as their area of employment.  The next 
greatest area of employment was ELL/ESL/Bilingual (21%).  Groups least represented were 
special education (11%) and counselors (6%). 

Most respondents indicated they taught, or had taught grades 11-12 (34%), while the least 
represented grade levels were PK-1st (18%).  Other grade levels represented were 2nd-3rd (22%), 
4th-5th (23%), 6th-7th (23%), 8th grade (20%), and 9th-10th

Respondents reported their teaching experience.  Most respondents, (25%), had 4-7 years 
teaching experience, while 12% had only 0-3 years experience.  Others indicated 8-11 years 
experience (22%), 12-15 years experience (18%) and over 15 years experience (24%). 

 (31%).  The majority (65%) taught or 
had previously taught grades 9-12 (see Appendix A, Table 4). 

Analysis of respondents’ demographics indicated the most likely respondent to this 
survey was a Caucasian female, between the ages of 31-40 with 4-7 years experience, employed 
in general education, who taught grades 9-12 (high school).   
Educators’ Knowledge of eligibility for services   

Table 5 (see Appendix B) shows the majority of respondents (99%) were familiar with 
the term ELL.  The majority of respondents (91%) were familiar with the guideline that students 
with a home language other than English are identified as LEP and shall be provided the 
opportunity to participate in bilingual or ESL program.  Respondents (64%) were least aware 
that each school district or charter school with an enrollment of 20 or more LEP students of the 
same language classification in the same grade level district-wide shall offer a bilingual 
education program for LEP students in grades Pre-K to 5, and Grade 6 if clustered with 
elementary grades.  Almost one-third of the respondents (28%) were not aware of the law 
requiring that all LEP students for whom a district is not required to offer a bilingual education 
program shall be provided an ESL program, regardless of the students’ grade levels and home 
language, and the number of students.  
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Educators’ Knowledge of LPAC guidelines   
Table 6 (see Appendix C) shows the majority of respondents (84%) were aware that 

LPAC committees are responsible for identifying students, recommending the best instructional 
setting, and for securing and monitoring academic and linguistic progress of ELL students. Most 
of respondents (42%) were not familiar with the required membership of the LPAC for bilingual 
programs. Many respondents, 38%, did not know districts have four weeks (20 school days) to 
complete language testing and for the LPAC to meet to determine LEP status of the child. 
Educators’ Knowledge of parents’ rights 

Table 7 (see Appendix D) shows the majority of respondents (94%) agreed that parents 
have the right to deny ELL services; however, 34% were not aware that progress of LEP students 
with a parent denial on file must be closely monitored by the LPAC to ensure success.  
Educators’ Knowledge of ELL exit criteria   

Table 8 (see Appendix D) shows the majority of respondents (77%) were aware that 
English Language Proficiency Standards (ELPS) dictate that districts ensure ELL’s master both 
content area knowledge and academic language in each subject of the required curriculum based 
on the TEKS curriculum; whereas, a total of 59% of respondents were unaware that students in 
Pre-K and kindergarten may not be exited from a bilingual or ESL program.  Additionally, 30% 
of respondents were not aware that criteria for reclassification as non-LEP included proficiency 
in oral English language, proficiency in English reading and writing, and subjective teacher 
evaluation.   

Summary and Conclusions 
 Three hundred twenty-four Master’s degree candidates in Educational Leadership, 
Educational Technology Leadership, Teacher Leadership, and Counseling programs in Texas 
responded to an online survey identifying their knowledge of guidelines and laws governing ELL 
programs.  Four areas were surveyed: knowledge of eligibility for services, knowledge of LPAC 
roles and responsibilities, knowledge of ELL parents’ rights, and knowledge of ELL exit criteria. 

Most respondents to this survey were Caucasian females, between the ages of 31-40 with 
4-7 years experience, employed in general education, who taught grades 9-12 (high school).  
Almost all respondents were familiar with the term English Language Learner (ELL).  Twenty-
one percent of respondents (21%) were ELL, ESL, or bilingual teachers.   

There were areas where respondents did not know the laws and guidelines governing the 
provision of services for ELL students.  Many respondents (ranging from 25-57%) did not know 
the criteria for providing a mandatory bilingual program, and the criteria for providing 
mandatory oral language proficiency testing. Many respondents indicated they did not know the 
criteria for providing ESL services and the timeline for completion of testing and determination 
of eligibility.  Many respondents did not understand the responsibilities of the LPAC such as 
requirement for meeting several times each school year, and the required membership for ESL 
and bilingual LPAC’s.  Many respondents did not have an understanding of the rights of ELL 
students to receive progress monitoring services after parent denial, and ELL exit criteria.  

Recommendations 
 Based on survey responses, there appears to be a need for professional development 
related to laws and guidelines governing English language learners (ELL) in the areas of 
eligibility for ELL services, roles and responsibilities of the Language Proficiency Assessment 
Committee (LPAC), parents’ rights, and exit criteria.  Professional development in each area 
would ensure that teachers and schools are in compliance with identification, assessment, exit 
criteria, and LPAC guidelines.  Understanding the compliance criteria may provide for the ELL 
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population to be served as intended according to federal and state law.  Ensuring that school 
personnel effectively communicate with parents regarding the rights and services available for 
ELL children is critical to student success.  
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Appendix A 
Table 1 
 
Participant Characteristics Gender (N= 324) 
 

Gender % responding 
Female 80.0% 
Male 20.0% 

 
Table 2 
 
Participant Characteristics Ethnic Group (N= 324) 
 

Ethnic Group % responding 
Caucasian 71.0% 
African American 6.0% 
Hispanic 17.0% 
Asian 1.0% 
Native American <1.0% 
Other 1.0% 

 
Table 3 
 
Participant Characteristics Area of Employment (N= 324) 
 

Area of Employment % responding 
General Education 74.0% 
ELL/ESL  21.0% 
Special Education 11.0% 
Counselors 6.0% 

 
Table 4 
 
Participant Characteristics Grade Level Taught (N= 324) 
 

Grade Level Taught % responding 
PK-1st 18.0%  grade 
2nd – 3rd 22.0%  grade  
4th - 5th 23.0%  grade 
6th – 7th 23.0%   
8th 20.0%  grade 
9th 31.0%  – 10th 
11th – 12th 34.0%   

Note. Multiple grade levels were accepted  
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Appendix B 
Table 5 
 
Practicing Teachers’ Knowledge of Eligibility for ELL Services (N=324) 
 

Knowledge area % Yes % No % No 
Knowledge 

1.  Familiarity with the term ELL 99.7% 0.3% 0% 
2.  Every student who has a home language other than 

English and who is identified as LEP shall be provided a 
full opportunity to participate in a bilingual education or 
ESL program. 

91.0% 3.8% 5.1% 

3.  School districts are required by federal law to provide 
bilingual education and/or ESL programs and must 
establish and operate a Language Proficiency Assessment 
Committee (LPAC). 

89.2% 4.4% 6.4% 

4.  Each school district or charter school which has an 
enrollment of 20 or more LEP students of the same 
language classification in the same grade level district-
wide shall offer a bilingual education program for LEP 
student in grades Pre-k to 5, and grade 6 is included 
when clustered with elementary grades. 

63.8% 3.8% 32.4% 

5.  Law requires that all LEP students for whom a district is 
not required to offer a bilingual program shall be 
provided an ESL program, regardless of the students' 
grade levels and home language, and regardless of the 
number of students. 

72.1% 6.8% 21.1% 

6.  Students enrolling in public schools for the first time 
must complete the Home Language survey (HLS) to 
determine what language the child speaks and the 
language spoken at home. 

85.7% 2.4% 11.9% 

7.  If the answer to any question on the HLS is anything 
other than English, the student must be tested with the 
Oral Language Proficiency Test (OLPT). 

75.3% 2.7% 22.0% 

 
 
  

19



Appendix C 
Table 6 
 
Practicing Teachers’ Knowledge of LPAC Guidelines (N=324) 
 

Knowledge area % Yes % No % No 
Knowledge 

1.  All LPAC members must be trained. 72.1% 6.80% 21.1% 
2.  Districts have 4 weeks (20 days) to complete language 

testing and for the LPAC to meet to determine the LEP 
status of the child. 

61.7% 3.4% 34.9% 

3.  LPAC committees are responsible for identifying 
students, re commending the best instructional setting, 
and for securing and monitoring academic and linguistic 
progress of ELL students. 

84.3% 1.0% 14.7% 

4.  LPAC committees notify the parent about classification, 
obtain permission in writing for program entry, and 
determine the best state testing option for each LEP 
student. 

83.1% 1.4% 15.6% 

5.  The LPAC committee should meet a minimum of 3 times 
per year: (a) Upon initial enrollment, within the student's 
first 4 weeks (20 school days), (b) in early spring before 
state assessments, and (c) at the end of the year for 
annual review and for the following year's placement 
decision. 

66.7% 4.8% 26.6% 

6.  It is recommended that LPAC members for ESL 
programs should consist of (a) an ESL certified teacher 
or teacher assigned to ESL, (b) a parent of a current LEP 
student who is not employed by the district, and (c) a 
campus administrator. 

70.0% 3.1% 27.0% 

7.  LPAC members for bilingual programs should consist of 
(a) a campus administrator, (b) an ESL certified teacher 
or a teacher assigned to ESL, (c) a professional certified 
in LEP[bilingual teacher], and (d.) a parent of a current 
LEP student who is not employed by the school district. 

57.7% 6.5% 35.8% 
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Appendix D 
Table 7 
 
Practicing Teachers’ Knowledge of Parent Rights (N=324)  
 

Knowledge area % Yes % No % No 
Knowledge 

1.  Parents have the right to deny ELL services. 93.6% 0.7% 5.8% 
2.  Before parents sign a waiver to deny services, a 

conference is held to explain benefits of the program. 
84.1% 1.7% 14.2% 

3.  After the parent conference, the parent can sign a waiver 
and the student is placed in a regular education class, but 
is still identified as LEP with a parent denial in PEIMS 
until the student meets exit criteria. 

74.9% 4.1% 21.0% 

4.  The progress of the LEP student with a parent denial on 
file is closely monitored by the LPAC so that these 
students are successful. 

66.4% 10.3% 23.3% 

 
 
 
Table 8 
 
Practicing Teachers’ Knowledge of Exit Criteria (N=324) 
 

Knowledge area % Yes % No % No 
Knowledge 

1. A student may be considered for reclassification as non-
LEP based on the following criteria: (a) proficiency in 
oral English language, (b) proficiency in English reading 
and writing, and(c) consideration of subjective teacher 
evaluation. 

69.9% 9.9% 20.2% 

2.  Students in Pre-K and kindergarten may not be exited 
from a bilingual or ESL program. 

40.6% 14.3% 45.1% 

3.  The English Language Proficiency Standards (ELPS), 
effective 12/2007, dictates that districts ensure ELL's 
master both content area knowledge and academic 
language in each subject of the required curriculum 
which is based on the TEKS curriculum. 

77.4% 1.4% 21.2% 
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As our classrooms are becoming more diverse, the learning problems are also 

diversifying. Students who used to be removed from the general education setting are now 
returning and we, as teachers, must become more adept at teaching a variety of students by 
matching teaching methods and styles with student needs. One such method of meeting student 
needs is by using assistive technology. 

According to the Technology Related Assistance for Individuals with Disabilities Act 
(Tech Act) of 1998, assistive technology is an item or piece of equipment or product system 
either acquired commercially, off the shelf, modified or customized and used to increase, 
maintain or improve an individual’s functional capability for an individual with disabilities. 

Assistive Technology (AT) is not the end-all, be all answer to all our problems. There are 
some basic tenets that must remain in the forefront of all AT discussions. 

First, and foremost, Assistive Technology (AT) is a tool and one must not lose sight of 
that fact. AT is used to help the student, whether the student has a disability or not, meet 
individual needs and, as such, serves the student by helping the student meet goals and 
curriculum standards. It is helpful to remember that the student is the primary focus, not AT.  
 Second, whereas there needs to be a single person responsible for the AT selection 
process, no one teacher is expected to know everything about AT. The selection of AT should be 
the duty of a committee of professionals, and each professional’s expertise must be respected. 

Third, AT is specialized and is designed to help the student meet individual educational 
goals. If one particular AT device can be used across goals, then that is a plus. Conversely, an 
individual piece of AT should not be overlooked because it can only help a student meet one 
goal in one area.  If the device helps the student meet that goal, it should be a consideration. If 
one high tech device can help to minimally meet several goals for a student, this should be a 
factor when consideration is given to AT by the student’s AT team.  The team must not lose 
sight of all needs of the student when determining AT. 
 Fourth, there is a continuum of AT, ranging from no tech to high tech. Generally 
speaking, the more high tech the device, the higher the costs and the longer the time involved in 
the acquisition, training and use of the device (Beard, Carpenter & Johnston, 2011). Whereas 
legally, if this is a special education issue, cost cannot be a factor in the determination of AT, 
realistically, there is the cost to the individual school districts to consider. The team must help 
determine whether a particular device would simply be a “nice thing to have” or would it help 
the student meet the individual goals for the educational program. Often serious disagreements 
develop between school districts and families related to the definition of “appropriate”. For 
example, a student with poor hand writing skills might benefit from a word processor with an 
enlarged keyboard, however a pencil grip and paper with raised lines could also stabilize the 
pencil and improve handwriting, thus providing the same result. 

This process of evaluation described here is the Referral and Assessment for Assistive 
Technology (RAAT) model (Beard, Carpenter & Johnston, 2011).. It is a four-step process for 
determining the individual needs of the student and providing the appropriate AT, ongoing 
support, and continuous assessment to meet those needs.  
Step One: Referral for AT Assessment 
 The specific procedures for referring at student for an AT assessment vary according to 
the official policies and procedures of the school district. This chapter considers the process from 
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the point at which the school receives the referral. This may be an initial referral, a referral of a 
transferring student, or a request for a student already receiving special education services. A 
family member, a referring agency, a physician, a teacher, or other another school personnel may 
make the referral. After the referral is made, the team meets to consider the request. All prior and 
current assessment data should be considered in the referral. The more information provided, the 
better idea the team has about whether the assessment should take place. The school district will 
have a form with the necessary information for the team to consider. The team will want to 
organize and consider the following information:  
 Student data or personal information 
 Medical data of vital concerns 
 Vision and hearing data reports 
 Information about any current technology or equipment currently in use 
 Background information regarding any previous related services provided for the student 

 Once the team has all of the assessment data and hears the concerns of the family and other team 
members, the decision to assess may be made.  
Step Two: Conducting an AT Assessment 
 The student’s instructional program needs to be tailored specifically to that student’s 
abilities and needs. A multifaceted procedure addresses the unique needs and abilities of the 
student. An AT assessment is based on information gathered from a variety of sources, including 
the student’s records, additional informal observations and information gathering, and formal 
assessment of the student’s existing skills. It is the job of the AT specialist to actually conduct 
the assessment but team members have a significant role in assisting the specialist. Since the AT 
specialist may not have been in the original referral meeting, the specialist will want to gather 
some general background information in addition to that found in the student’s records. This may 
be obtained through direct observation of the student in several environments and through 
informal and formal interviews with family members, teachers, and the student.  
Direct Observations During direct observation, the AT specialist will spend time focused on 
observing the student’s abilities and skills, including the following:  
 Cognitive skills 
 Current use of any assistive technology devices 
 Sensory skills 
 Motor skills 
 Communication skills 
 Social skills 
For the older student with a disability receiving transition services, the specialist may wish to 
observe independent living skills, and vocational performance. When very young children 
with disabilities are assessed, it will be helpful to include a family assessment. The specialist 
should record this information so that it can be a reference as decisions are made about particular 
types of AT devices. A form can be an effective data collecting device. The first column 
provides an opportunity to note the time, date, and environment. The time and environment may 
have significant relevance to the student’s abilities and the expectations for that student in that 
learning environment. A second column provides a reminder of the abilities that are being 
observed. In order to get a total picture of the student, all of these areas should be considered in 
the observation. A third column provides space for editorial remarks, memos, and pertinent 
quotes from other people regarding the student. These observations should take place across 
times and environments. For the older student who changes classes multiple times per day, the 
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observations should be made, if at all possible, in all of the environments. For example, the 
expectations for a student in physical education is different that when the student is in a history 
class. For the younger student, it would be helpful to observe in during active learning events as 
well as play time. Depending on the student, it may be helpful to observe the student in non-
academic settings such as during extracurricular activities and within the home and community.  
Student Observation Form 
 
Name of Student:                                                                             Observer: 
Date/Time/Environment Observations Comments 
 COGNITIVE FACTORS 

 
 
 
 

 

 CURRENT USE OF AT 
 
 
 
 

 

 SENSORY SKILL 
 
 
 
 

 

 MOTOR SKILLS 
 
 
 
 

 

 COMMUNICATION 
 
 
 
 

 

 SOCIAL SKILLS 
 
 
 
 
 

 

 
Observations provide feedback to the AT team on behaviors that may be interfering with 

the student’s ability to be a successful learner. They also allow comparisons to be made between 
behaviors of the student with difficulty in learning and their typically developing peers. If it is 
not possible to observe in multiple environments, then the assessment may rely on interviews 
with parents, teachers, and the student when appropriate. 
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Interviews. Interviews allow the specialist to gather information about specific areas of interest 
and give parents, teachers, and the student opportunities to express their experiences, interests, 
and concerns. Some formal assessments contain interview components, relying to some degree 
on reports from parents or other individuals who are familiar with the student. AT specialists 
may develop their own interview questions. These interviews can yield a wealth of useful 
information, including the following:  
 Family concerns and expectations 
 Perceived needs and abilities of the student 
 Academic expectations 
 Diagnostic information 
 Medical information 
In addition, for older students with disabilities making the transition from school to the adult 
world, the interview should include independent living skills, and vocational performance.  
Formal Assessment. A formal AT assessment generally involves selected activities in 
predetermined environments. One area of need in AT is the development and publication of 
formal AT instruments. As these are scarce, the AT specialist may use instruments that were not 
specifically designed for assessing AT but allow inferences to be made about how the student’s 
skills are interrelated with the need for AT. The specialist may need to match assessments and/or 
parts of assessments to the student with regard to age, experiences, cognitive level, behavioral 
issues, and social skills.  

A summary of all the information collected during the AT assessment will be the 
foundation on which to make decisions as to whether AT is needed for successful student 
outcomes.  

Putting It All Together. When the referral, information-gathering, and assessment 
procedures are completed, the AT specialist will be able to construct a comprehensive picture of 
the student’s strengths and needs. A formal, written report should be compiled by the specialist 
and presented to the student’s AT team. The format of this report may vary depending on the 
school district.  
Step Three: The AT Team 
 The selection and implementation of AT is not an individual decision and should be 
approached with the team concept in mind as discussed earlier in this chapter. The AT team, 
which is multidisciplinary in nature, will make the decision based on the report given by the AT 
specialist and in light of other information found in the student’s assessments. The team should 
carefully consider the student’s learning goals and see how the AT allows the student to access 
the curriculum.  

Other decisions made by the AT team include training needs for the student and for those 
working with the student which may include the family. Training issues should be discussed and 
decisions made at the time the AT is developed. The team may consider device trials before 
making an investment in the AT device.  
Device Trials 

After the team makes the decision that the student needs AT for access and support and 
has decided on the device or devices the student may need, it is time for the team to procure the 
device. Since many devices are high tech and expensive, the team should research which device 
they would recommend. Failure to do so may result in overspending or underspending. The team 
should make efforts to use the device on trial basis. This may involve borrowing the device for a 
trial period. Loaner programs are available and there may be such a program in your area. If a 
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loaner program is not an option, then perhaps the device can be leased for a short-term. If 
another student has outgrown or abandoned a similar device, then it may be borrowed for the 
trial period. During the trial period, the student and others who will be working with the student 
need to be trained.  

However the team is able to obtain the device, those who will be working closely with 
the student must know how to use the device. The time factor will need to be considered and is 
especially critical if using a loaner with a limited time agreement. Some popular commercial 
devices are available for a limited time and may have a 30 day “try before you buy” program. 
Even simple to use devices take time and effort to learn the correct use of the device and the 
circumstances in which the student will use the device. Some students with cognitive disabilities 
who have problems with generalization may need to be shown how to use the across settings. 
During the training program, data should be collected to determine how the device meets the 
student’s needs. These data can provide information to make meaningful decisions.  
Step Four: Implementation of the AT Device 
 After all the preliminary work and decision making based on the assessment, it is time to 
purchase the device and implement it to meet the student’s learning outcomes. Once the device 
has been procured for the student, additional training may be necessary if the device is different 
from the one utilized in the trial period. After any additional training is completed, the student 
may need short-term assistance and monitoring to make sure the device is used correctly and 
appropriately. During the early stages it is critical that the student, classroom teacher, and family 
receive support from related service personnel and other members of the AT team. Depending on 
the individual needs of the student, there may be other related service personnel and other agency 
personnel involved in the support.  
 The assistive technology specialist has a significant role in the implementation of the 
device. This role includes making sure the support is there for the student and seeing that the 
student is a successful learner. As the student is assessed to see if learning goals are met, the use 
of the AT device should also be assessed. This ongoing assessment is necessary to insure the 
effectiveness of the device.  
 Teachers and other related service personnel who are in frequent contact with the student 
are most likely to have a good overall picture how the student is progressing in the general 
education curriculum. This informal assessment assists the AT team in making future decision 
regarding AT for the student. It is recommended that this checklist be utilized multiple times at 
the same times the student is assessed to see if the student is progressing toward meeting goals 
and other curriculum standards. Any items marked as “no” or “undecided” should receive 
immediate attention to resolve the issue. This may include reconvening the AT team or simply 
consulting with a team member. Any significant changes will have to be addressed by the AT 
team.  
 If issues and concerns are addressed immediately student learning will not be interrupted, 
the student will continue to progress, and there will be little probability of AT abandonment. 
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Ongoing Assessment AT Checklist 
Assessment Items Responses Comments 
1. Is the student using the AT 
device to meet IEP goals 
and/or curriculum standards?   

 
Yes  No  Undecided 

 

2. Does the AT device allow 
accessibility to learning or 
demonstration of knowledge?  

 
Yes  No  Undecided 

 

3. Is the AT device as 
unobtrusive as possible in 
classroom environment?  

 
Yes  No  Undecided 

 

4. Is the student able to 
generalize the use of the AT 
device to other environments? 

 
Yes  No  Undecided 

 

5. Is the student receiving the 
necessary support from school 
personnel to effectively use 
the AT device?  

 
Yes  No  Undecided 

 

6. Does the AT device appear 
to enhance the student’s 
participation and interaction 
with peers?  

 
Yes  No  Undecided 

 

KEY: Any items marked “no” or “undecided” should be addressed immediately. 
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Supervision is instrumental to maintaining the credibility of professional counseling. The 
function of supervision allows the profession of counseling to “impart necessary skills, socialize 
novices into the profession’s values and ethics, protect clients, and, finally, monitor readiness of 
supervisees to be admitted to the profession” (Bernard & Goodyear, 2004, p. 2). With these 
attributes in mind, Bernard and Goodyear define supervision as the following: 

Supervision is an intervention provided by a more senior member of a profession to a 
more junior member or members of that same profession. This relationship is evaluative, 
extends over time, and has the simultaneous purposes of enhancing the professional 
functioning of the more junior person(s), monitoring the quality of professional services 
offered to the clients that she, he, or they see, and serving as a gatekeeper for those who 
are to enter the particular profession. (p. 8) 

 Accordingly, individual differences among supervisees and supervisors are highly 
influential to supervision processes and outcomes (Lochner & Melchert, 1997). An informed 
understanding of these individual differences and their effects can direct counselor educators in 
their choice of supervision strategies that work best for supervisees at differing developmental 
levels (Fernando & Hulse-Killacky, 2005). However, existing models of supervision largely 
ignore the importance of individual differences between both supervisors and supervisees and 
their potential impact on the supervision process (Kitzrow, 2001). The purpose of this research is 
to investigate the impact of individual differences of both members of the supervisory dyad using 
the constructs of supervisory working alliance and ego development.  
 
Individual Differences in the Supervisory Relationship 
 The supervisory relationship is crucial in successful supervision (Ronnestad & Skovholt, 
1993). Supervisees often cite experiences in the supervisory relationship when describing highly 
influential aspects of their experience of supervision (Nelson & Friedlander, 2001). It has 
become increasingly common to use the concept of the supervisory working alliance to 
understand the supervisory relationship (Bordin, 1983; Ladany, Hill, Corbett, & Nutt, 1996; 
Patton & Kivlighan, 1997; Webb & Wheeler, 1998). The supervisory working alliance refers to 
the collaboration between the supervisee and supervisor to facilitate change in the supervisee 
through a mutual agreement on the goals and tasks of supervision and through a strong emotional 
bond (White & Queener, 2003). According to Ladany, Ellis, and Friedlander (1999), a strong 
working alliance is related to supervisee satisfaction with supervision and positive supervisory 
outcomes. Thus, understanding the relationship variables that affect the supervisory working 
alliance is fundamental for enhancing supervision and assisting supervisees to achieve 
competence (Bernard & Goodyear, 2004). 
 The individual characteristics of both the supervisor and supervisee play a crucial role in 
developing the supervisory working alliance (Bordin, 1983), and in promoting supervisee 
development. Eriksen (2008) suggests that in order to facilitate development, supervisees need 
an environment that concurrently attends to the stage from which they are transitioning and to 
the stage to which they are transitioning. The supervisory relationship serves as a bridge from 
where supervisees have been to where they are going. Therefore, in order for the supervisory 
relationship to promote development, the supervisor must match supervisee’s experiences by 
relating to the supervisee’s current dominant way of knowing and differ from the supervisee by 
relating from the next potential way of knowing. Borders (1998) uses the framework of ego 
development theory (Hy & Loevinger, 1996) to make this point. Borders suggests that in order 
for supervisees to be provided with the environment necessary to transition to a higher level of 
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ego development within the context of supervision, the supervisor must be functioning at least 
one ego level higher than the supervisee. However, currently there is no published research 
investigating the level of ego development of supervisors, much less the interaction of ego 
development of supervisees and supervisors. Nevertheless, Borders emphasizes that the ego 
levels of counselor educators and supervisors impact their preferred supervisory approaches 
which ultimately influences supervision outcomes.  
 Although no published research exists investigating the influence of ego level interaction 
in a supervisory dyad, some researchers have used related constructs while examining the 
individual differences of both participants on the supervision process. Handley (1982) examined 
how supervisors’ and supervisees’ cognitive styles were related to the supervision process. At the 
beginning of practicum, both supervisors and supervisees completed the MBTI (Myers-Briggs, 
1962) to assess cognitive style. At the end of practicum, various measures were used to assess 
supervisees’ perceptions of the quality and degree of satisfaction with supervision. The findings 
indicated that certain supervisor and supervisee cognitive styles are primarily related to 
relationally oriented variables within the supervision process. Handley asserted that the 
interpersonal relationship between a supervisee and supervisor might be enhanced when they are 
similar in cognitive style. Further, the results suggest that supervisors’ and supervisees’ 
awareness of cognitive style could lead to productive and positive supervision experiences by 
improving overall satisfaction with supervision and anticipating problem areas in interaction. 
 In addition to cognitive style, other characteristics of the individuals in a supervision 
dyad such as interpersonal style and cognitive complexity have been found to be important to the 
supervision process (Ladany, Walker, & Melincoff, 2001; Lochner & Melcher, 1997; White & 
Queener, 2003). The theory of ego development integrates constructs such as cognitive 
complexity and interpersonal style under a unitary framework. Borders (1998) describes the 
comprehensiveness of ego development theory with its integration of cognitive development 
with character, moral, interpersonal, and self-development, as a rich framework for use in 
counselor education and supervision. Further, Borders describes the transition to higher levels of 
ego development as a desired outcome of counselor training and supervised clinical experience. 
Previous research findings have indicated that ego development is related to a variety of other 
counseling related issues such racial identity development (Lambie, 2007), counselor burnout 
(Watt, Robinson, & Lupton-Smith, 2002), students’ counseling related cognitions (Borders, 
1989; Borders, Fong, & Neimeyer, 1986), and counseling ability (Borders & Fong, 1989). 
 Hy and Loevinger (1996) describe ego development as a broad, holistic, stage model 
addressing the development of a unitary personality construct throughout the lifespan. The 
individual progresses through qualitatively different clusters of these psychological 
characteristics which develop through stages in a hierarchical, invariantly sequential manner with 
an inner logic running through the whole progression.  The nine stages are as follows: 
presocial/symbiotic, impulsive, self-protective, conformist, self-aware, conscientious, 
individualistic, autonomous, and integrated. According to this theory, the ego evolves through 
nine stages of psychological maturity with characteristics ranging from an external approach to 
oneself and the world to an increasing internalization of one’s experience, interests, and control. 
Each progressive stage represents an increase in an individual’s awareness of self and others, 
flexibility, personal autonomy, and responsibility. Ego development increases with age fairly 
uniformly throughout childhood; however, it then proceeds differentially as a function of age 
during adolescence and adulthood. 
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 The construct of the ego broadly subsumes other developmental sequences which 
Loevinger (1998) divided into four domains: character development, cognitive style, 
interpersonal style, and conscious preoccupations. Character development incorporates impulse 
control and moral development. Cognitive style represents the level of cognitive complexity and 
cognitive development. Interpersonal style encapsulates the attitude toward, understanding of, 
and preferred type of interpersonal relationship. Lastly, conscious preoccupations refer to the 
prevalent foci of conscious thoughts and behavior. Thus, ego development theory is a 
comprehensive framework that includes elements of cognitive, character, self, interpersonal, and 
moral development (Borders, 1998). 
 Fong, Borders, Ethington, and Pitts (1997) investigated the ego development of 
counseling students as they progressed through their training program. At the start of the 
counseling program, ego levels ranged from conformist stage to conscientious stage. Both the 
median and the modal stages were the conscientious stage. At the completion of the program, 
ego levels ranged from conformist to individualistic, with the median and mode at the 
conscientious stage. Analysis revealed no significant change in level of ego development over 
the course of the program. The authors speculated that this lack of change implies that current 
training approaches do not provide the experiences and training to facilitate ego development. 
 Supervised practicum and internship experiences, in which students are actually 
practicing counseling, provide a rich opportunity to promote supervisee ego development. Given 
the relevance of ego development to counselor training and the importance of the supervisory 
relationship to the supervision process, exploring the relationship between the supervisory 
working alliance and the ego level of both members of the supervisory dyad is fertile ground for 
investigation. 
 Borders (1998) stated that high levels of ego development are desired outcomes for 
counselor training and clinical supervision. However, Fong, Borders, Ethington, and Pitts (1997) 
found no significant change in students’ ego level after matriculation through a counselor 
education program. Thus, counselor education programs may not be creating an environment that 
is conducive to ego development. One of the most important aspects of counselor training is the 
practicum and internship experience. According to Borders (1998), in order for supervision to 
provide an optimal environment for ego development, the supervisor must be at least one ego 
stage higher than the supervisee. Currently, no published research exists that examines 
supervisors’ level of ego development, much less the association between the working alliance 
and supervisee and supervisor levels of ego development. Thus, the results of this study will 
bridge a gap that currently exists in the supervision knowledge base. The purpose of this 
relational study is to examine the relationship between the working alliance and the ego levels of 
both supervisors and supervisees using the supervision dyad as the primary unit of analysis. 
 
Method 
 The design of this study is structured to examine the interdependence of members in a 
supervisory dyad on perceptions of the working alliance and to investigate the relationship of 
that interdependence with ego level. The following sections will describe the participants, the 
instruments, and the data analysis used in the study. 

Participants. 
 The participants in this study were graduate students enrolled in counseling practicum or 
internship and their supervisors during the Spring 2010 semester in two southern universities. 
The students were considered the supervisees and faculty members or doctoral students are 
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considered the supervisors. The sample includes practicum or internship sections comprised of 
no more than six supervisees for each supervisor in order to comply with CACREP standards 
(CACREP, 2009). The students that comprise the study were enrolled in Counselor Education 
programs and were recruited through the faculty at each university. The participants serving as 
supervisors are the faculty members or doctoral students who direct the counseling practicum. 
For a doctoral student to qualify for the study, he or she must have completed at least one 
semester of coursework in clinical supervision. 

Instrumentation. 
 The participants were assessed using the Washington University Sentence Completion 
Test (WUSCT; Hy & Loevinger, 1996) and the Working Alliance Inventory (WAI; Horvath & 
Greenburg, 1989). Additionally, the supervisors receive a general questionnaire to gather 
demographic information.  

Washington University Sentence Completion Test. 
 The WUSCT was utilized to measure the level of ego development. The WUSCT 
consists of 36 incomplete sentence stems with test takers being instructed to finish each sentence 
stem. Using this method allows test takers to project their core level of ego functioning on to the 
incomplete sentences (Manners & Durkin, 2001). Although separate forms exist based on 
gender, the only difference between the two forms is the personal pronouns used in the items. 
For example, the male form uses the stem “when I am with a woman” while the female form 
uses the stem “when I am with a man.” The scoring of the WUSCT is conducted by trained raters 
using a scoring manual created by the developers (Hy & Loevinger, 1996). 

Working Alliance Inventory. 
 Horvath and Greensburg (1989) developed the WAI, a self-report instrument for 
measuring the quality of the working alliance, which has been used in numerous studies on 
therapeutic alliance. The WAI has two versions, counselor and client, and instructs test takers to 
respond to 36 items using a 5-point descriptively anchored Likert scale. Horvath and Greenburg 
use the results from three separate studies to investigate the validity and reliability of the WAI. 
Both versions of the WAI had an estimated alpha greater than .87 based on item homogeneity 
indexes. Additionally, the WAI had high predictive validity for client outcomes and adequate 
concurrent validity with other measures of the counselor-client relationship. Baker (1990) 
adapted the WAI for use in supervision research. Evidence for the validity of the supervision 
version of the WAI is provided through its empirical relationship with supervisee and supervisor 
characteristics such as narcissism and theoretical orientation (Baker, 1990; Ladany, Walker, & 
Melincoff, 2001). Although psychometric information about the supervision version of the WAI 
is limited, this instrument has been used by other prominent authors focused on the topic of 
supervision (Bernard & Goodyear, 2004; Ladany, Walker, & Melincoff, 2001; Ramos-Sánchez, 
Esnil, Goodwin, et al., 2002). Additionally, the means, standard deviations, and internal 
consistency alphas for the supervision version of the WAI will be provided in the findings. 

Procedure. 
Each of the participants received an informed consent that includes a description of the 

study, the risks and benefits of participating, the procedures for ensuring confidentiality, and the 
right of participant withdrawal. The measure of supervisors’ and supervisees’ ego development 
is determined by the administration of the WUSCT. Supervisors completed the WAI-
Supervisor’s Form and supervisees completed the WAI-Supervisee’s Form. The assessments, 
questionnaire, and consent form were placed in packets and each packet along with its contents 
had a case number to protect participant confidentiality during the statistical analysis.  
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Dada Analysis. 
 The statistical analysis to examine the interdependence within the working alliance of the 
supervision dyad includes both individual and group-level predictor variables. Kashy and Kenny 
(2000) developed a unique statistical technique that is designed to analyze dyadic data called the 
reciprocal one-with-many design. Following is an explanation of the reciprocal one-with-many 
design.   
 The one-with-many design is a statistical method that is designed to analyze the 
interdependence of dyadic relationships within the context of groups. The underlying principle of 
dyadic designs is that the data collected in the study of dyads reflects not only the characteristics 
of the individual who provides the score, but also the characteristics of the individual’s partner 
(Kenny & Cook, 1999). To fully understand relationship processes, research needs to account for 
the interdependent nature of relationships. The one-with-many design assesses the mutual 
influence found in relationships through the use of the dyad, rather than the individual, as the 
primary unit of analysis (Campbell & Kashy, 2002).   
 To understand the usefulness of the one-with-many design, it is helpful to first define a 
few concepts associated with the model. Kenny, Kashy, and Cook (2006) describe three types of 
predictor variables in dyadic research: between-dyads variables, within-dyads variable, and 
mixed predictor variables. Between-dyad variables are characterized by scores that are the same 
for both members of a dyad, but may be different from other dyads. Within-dyads variables are 
characterized by differing scores from both members of a dyad, but the average score is the same 
for all dyads. A mixed predictor variable is one for which there are differing scores both within 
and between dyads. In the proposed research, ego development score as measured by the 
WUSCT is considered a mixed predictor variable and the individual’s role, supervisor or 
supervisee, is considered a within-dyad variable.  
 The primary concept that underlies all dyadic research is nonindependence. Kenny, 
Kashy, and Cook (2006) provide the following conceptual definition of dyadic nonindependence:  

If the two scores from the two members of a dyad are nonindependent, then those two 
scores are more similar to (or different from) one another than the two scores from two 
people who are not members of the same dyad (p. 4). 

There are three different types of nonindependence in the reciprocal design: perceiver effects, 
partner effects, and relationship effects.  The model is designed to isolate and examine these 
three different patterns of influence in interpersonal relationships found within the group context. 
First, the one-with-many design can estimate the perceiver effect which is the tendency of an 
individual to respond similarly on a dependent variable score across all interaction partners on a 
dependent variable. Second, the one-with-many design can estimate the partner effect which 
reflects the degree to which individuals are consistent in rating a particular partner on some 
measure. Third, the one-with-many design can estimate the relationship effect which is an 
estimate of the unique influence of the combination of two individuals in a dyad after taking into 
account perceiver and partner effects. Additionally, this design can examine two different types 
of reciprocity. Generalized reciprocity estimates the degree to which some partners generally 
score higher on the dependent variable than other partners. On the other hand, dyadic reciprocity 
estimates the degree to which scores on the dependent variable are largely a function the unique 
relationship between the partner and perceiver. 

Once these estimates are found, the variance can be partitioned in order to obtain a 
measure of consensus, assimilation, and uniqueness (Kenny, 1988, 1994; Malloy & Albright, 
1990). Partner variance is used to determine consensus which is the extent to which all 
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individuals agree that some partners are high on some characteristic while other partners are low 
on the same characteristic. Perceiver variance is used to determine assimilation or the degree to 
which some individuals rate all partners as elevated on a characteristic while other individuals 
rate all partners as being low on the same characteristic. Lastly, uniqueness is the extent to which 
ratings vary as a result of the particular individuals that form the dyad after accounting for the 
perceiver and partner effects. Table 1 provides a description of the variance partitioning as it 
relates to this study. 
 The primary advantage of using the reciprocal one-with-many design is that it assesses 
both perceiver and partner effects. Furthermore, the model addresses the interpersonal nature of 
the study and accounts for the nonindependence inherent in dyadic data. Violating the 
independence assumption can lead to biased variances which lead to biased significance tests due 
to inaccurate standard errors of test statistics. Furthermore, failing to account for 
nonindependence can result in a bias of degrees of freedom due to all the data points being 
considered unique when in actuality it is redundant. The foundational concept underlying the 
application of statistical analysis is independent replication, and nonindependence undermines 
this concept (Kenny, Kashy, & Cook, 2006).The one-with-many design is flexible, allowing 
models that contain only perceiver effect or partner effect, or both. 
 
Results 
 Demographic information obtained from the general questionnaire is only available for 
the supervisors that participated in the study. The mean age, standard deviation (SD), and range 
of the supervisors was 41.67 (SD = 10.97; range = 29-60). The seven supervisors in the sample 
were predominantly female (6) and included the following self-reported races Caucasian (5), 
African American (1), and Asian (1). The supervisors in this sample had an average of 12.43 
years (SD = 6.83; range 5-25) of counseling experience, 7.00 years (SD = 4.58; range = 2-13) of 
experience supervising, and 7.14 years (SD = 5.46; range 1 to 13) of experience as a faculty 
member. Additionally, the only consistent demographic information obtained from supervisees 
in this study is gender which revealed that the majority of supervisees identified as female 
(78%). 
 The supervisory working alliance is measured using both supervisor-rated and 
supervisee-rated versions of the WAI. In the sample for the present study, the mean supervisor-
rated WAI score is 208.83 (SD = 23.07; α = .99) and the mean supervisee-rated WAI score is 
204.16 (SD =39.91; α = .97). 
 Ego development level is measured using the supervisor and supervisee scores on the 
WUSCT. In the present study, the mean supervisor-rated WUSCT score is 186.14 (SD = 12.53; α 
= .85) and the mean supervisee-rated WUSCT score is 186.41 (SD = 12.83; α = 83). 

The results indicate that a positive and significant relationship of .33 (p = .05) between 
the working alliance ratings completed by supervisors and supervisees which is consistent with 
previous research findings. Burke, Goodyear, and Guzzard (1998) found that supervisors and 
supervisees did not differ in their ratings of the goals and bonds subscales, although it was noted 
that agreement on the tasks subscale was higher for supervisees. Similarly, White and Queener 
(2003) found a correlation of .45 between supervisors and supervisees on a measure of the 
working alliance. However, according to Kenny, Kashy, and Cook (2006), the raw correlation 
does not account for the interdependency that is a consequential component of including both 
members of a supervisory relationship. The standard errors obtained from conventional analysis 
ignores interdependency within data which can lead to misleading results due to the use of 
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incorrect p values that fail to account for supervisors being nested within several supervisory 
relationships. However, in the reciprocal one-to-many design, like other studies of interpersonal 
relations, the processes that comprise the correlation, dyadic reciprocity and generalized 
reciprocity, are the key components (Kenny & Nasby, 1980).  

Although the scores obtained from the supervisor version of the WAI and the supervisee 
version of the WAI are significantly correlated in the present study, there is not a significant 
correlation between supervisor perceiver effects from supervisor ratings and supervisor partner 
effects from supervisee ratings. In other words, there is no evidence of generalized reciprocity 
between the supervisor and supervisee. In contrast, there is a highly significant dyadic 
correlation between the relationship effects in supervisor scores on the WAI and supervisee 
scores on the WAI. These findings strongly suggest that the correlation between supervisor 
ratings of the WAI and supervisee ratings of the WAI are primarily the result of dyadic 
reciprocity which points to the relational underpinnings of the working alliance. It seems that the 
unique relations between supervisors and supervisees, rather than individual characteristics or 
behaviors, largely determine perceptions of the working alliance.  

The relationship between the ego levels of each member in a supervisory dyad and the 
various effects in the working alliance ratings do not seem to be particularly significant. This is 
supported by the finding that working alliance ratings are high in dyadic reciprocity. The 
correlation between supervisee relationship effects from the supervisee version of the WAI and 
supervisee ego score is not significant. Thus, the supervisees who report an especially strong 
working alliance with a particular supervisor do not seem to be influenced by their ego level. The 
findings indicated that the same is true for supervisor relationship effect and supervisee ego 
level. There is no evidence that a supervisee’s ego score has much influence on supervisor 
ratings of the working alliance with that supervisee. Similarly, the ego scores of supervisors did 
not seem to be a significant determinate in working alliance ratings. The correlations between 
supervisor ego score and individual-level effects are not statistically significant. However it 
should be noted that because supervisor ego score is an upper level variable, the limited number 
of supervisors in the sample may have contributed to this finding. So while correlations with 
either member’s individual ego score are not statistically significant, the findings regarding the 
supervisor’s individual ego score should be interpreted with caution. 

Supervisor perceiver variance is a measure of assimilation which is the tendency for a 
supervisor to use a consistent level of response across all supervisees was not statistically 
significant, 239.64 (p = .098). Contrastingly, variance partitioning revealed that supervisor 
perceiver effect accounted for 14.46% of the total variance in supervisor scores on the WAI (see 
Table 2). Kenny, Kashy, and Cook (2006) posit that effects explaining more than 10% of the 
variance can be regarded as meaningful. If the perceiver effect is complemented by a statistically 
significant generalized reciprocity correlation, then it is likely that some supervisors reported 
meaningfully stronger working alliances than did other supervisors. However, analysis indicated 
that the generalized reciprocity for the supervisory working alliance to be nonsignificant, .217 (p 
= .757). In other words, if a supervisor reports a strong working alliance with all of his or her 
supervisees, there is no evidence that those supervisees also rated the working alliance as strong. 
A generalized reciprocity that lacks in significance influences the way perceiver variance and 
partner variance are interpreted. In the current study, variance partitioning indicated that 
perceiver variance and partner variance explained a substantial amount of the total variance, but 
the perceiver variance estimate, partner variance estimate, and the generalized reciprocity 
correlation are all statistically insignificant. 
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One of the primary goals of the current study is to investigate the relationship between 
the interaction of supervisor and supervisee ego levels and perceptions of the working alliance. 
The variable ego similarity is a measure of the absolute difference between the ego scores of 
supervisors and supervisees. While the correlations between ego similarity and the relationship 
effects did not reach statistical significance, the regression coefficient between supervisee 
relationship effect and ego similarity is large and negative. Post-hoc results revealed negative 
regression coefficients for all correlations between each subscale and ego similarity. This finding 
raises the interesting possibility that some supervisees who form strong alliances may be more 
likely to do so if the supervisee and supervisor are similar in ego development. In fact, the size of 
the correlation coefficients could suggest that this inverse relationship is largest with the goal 
subscale. This would make sense from a theoretical perspective because ego development is 
more likely to be related to the way one conceptualizes the purpose or role of the supervision 
process. For example, ego level and racial identity have been found to have a significant positive 
relationship (Watt, Robinson, & Lupton-Smith, 2002) and similarity in racial identity attitudes 
has been found to have a positive and significant relationship with supervisor and supervisee 
agreement on the goals of supervision (Ladany, Brittan-Powell, & Pannu, 1997). 
 
Discussion 

The results of the current study provided strong evidence that the supervisory working 
alliance is largely relational. However, in light of the limited number of supervisors in the study, 
the question remains whether or not these findings will generalize to that population. 
Additionally, at present it is still unknown whether similar results will be obtained using 
alternative measures of the supervisory working alliance. Further, the counselor education 
programs used in this study are both located in the southern part of the United States which could 
influence perceptions of the working alliance due to the different cultural norms that guide the 
interaction between supervisors and supervisees. 

Although the present study found ego similarity to have a nonsignificant association with 
relationship effects in the perception of the working alliance, it should be noted that data was 
gathered only once in the course of a semester. It would be interesting to investigate the 
relationship of ego similarity and change in the working alliance over time. Further, Borders 
(1998) identified higher levels of ego development as ideal outcomes for counselor training so an 
examination of ego level change measured over the course of a semester and using the working 
alliance as a predictor variable could also yield important findings. 

Additionally, the present study could be enhanced with an additional qualitative 
component to gain a more detailed understanding of the reciprocal impact each member of a 
supervisor dyad perceives especially in light of the relatively substantial, although nonsignificant 
partner effect in supervisee ratings of the WAI. For example, if two supervisees, one that is 
similar in ego level to the supervisor and the other dissimilar, respond identically to a subset of 
items on the WAI, those supervisees could be interviewed to gain insight into the underlying 
experiences that influence the formation of the working alliance. This would also allow 
supervision researchers to identify practices that are effective in promoting the working alliance 
with supervisees who are similar to and differing from the ego level of the supervisor. 

The most important finding in the present research is that the supervisory working 
alliance is not only relational, but relational above and beyond individual-level effects. The 
primary implication of the findings in this study is on the choice of research design for future 
investigations into the supervisory working alliance. The practical and theoretical congruency of 
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using the dyad as the primary unit of analysis in the context of the supervisory relationship is 
clearly demonstrated in the results obtained in this study. Future investigations on supervision 
outcome research using the one-with-many design could provide valuable information about the 
relative contribution of the supervisor to positive supervision outcomes. However, the 
implication for future research designs in the use of dyadic data analysis is not limited to 
supervision. Kenny and Hoyt (2009) suggest the use of the one-to-many design for research into 
the complex processes involved in individual and group counseling. Utilization of the one-to-
many design to exploit the richness of dyadic data has the potential to transform the research 
practices in the fields of counseling and supervision. 
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Table 2. Results of the variance partitioning for the WAI for each member of the supervision dyad. 

 Proportion of Variance  

Rater Perceiver Partner Relationship Total Variance 

Supervisee - 36.95% 63.05%* 574.27 

Supervisor 14.46% - 85.54%* 1656.84 
 
 
 

Variance Source Explanation 

Effects 
Supervisor Perceiver 
Effect 

Supervisor WAI Assimilation: Supervisors ratings across 
supervisees 

Supervisor Partner Effect Supervisee WAI Consensus: Supervisees ratings of a 
particular supervisor 

Supervisor Relationship 
Effect 

Supervisor WAI Uniqueness: Supervisors unique ratings 
with their supervisees 

Supervisee Relationship 
Effect 

Supervisee WAI Uniqueness: Supervisees unique ratings 
with their supervisors 

Reciprocity 
Generalized Reciprocity Supervisor perceiver effect 

correlated with supervisor 
partner effect 

Do supervisors who indicate a strong 
working alliance perceived to form 
strong alliance by supervisees? 

Dyadic Reciprocity Supervisor relationship 
effect correlated with 
supervisee relationship effect 

If a supervisee indicates an especially 
strong working alliance with a 
supervisor, does the supervisor also 
report an especially strong alliance with 
the supervisee? 

Table 1. Explanations of the various components in the one-to-many design for the current 
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     Election results for 2011 are now in (Trumbull, 2011). Ohio, usually a big swing state in 
elections, saw its voters dish up big servings of humble pie for both parties to chew on this 
holiday season.  The Republicans cannot be cheering. One of their prescriptions for cutting 
government spending and curing budget deficits was to curb the power of unions. The voters 
overturned a proposal to curb the bargaining power of public-sector labor unions. Those exact 
same voters did not boost President Barack Obama’s reelection hopes. They also passed a ballot 
initiative that would not allow a government to force people to buy health insurance. If public 
opinion polls governed, the federal appellate courts would feel out of step with the voters. In 
Virginia, the Republicans picked up at least one Senate seat. In another other state Senate race, it 
appears Republican Bryce Reeves has a lead of 226 votes. The closeness of this election could 
result in a recount. If the Republicans win two new seats in the Virginia Senate, they will be the 
majority party in that body. At the same time the voters in Virginia may have made the 
Republicans the majority party in their state Senate, a federal appeals court in Washington DC 
upheld “Obamacare.” This contained the very individual mandate that the Ohio voters rejected. 
The voters in Virginia were also most likely the justices’ neighbors. The country is still closely 
divided. Some issues even seem to divide people within their party. The individual mandate 
appears to be one of these closely watched and divisive issues. People do not like being told they 
must purchase health care of face a monetary penalty. If the U.S. Supreme Court decides to hear 
a case on health care, the case could be the most politically divisive case since the Bush-Gore 
election. The stakes in the case would be large. The case would determine how much power the 
federal government has to control individual actions and lives in modern times.  
     Congress passed the Patient Protection and Affordable Care Act (ACA) on March 23, 2010 
(Patient, 2010). President Barack Obama signed the act in to law on March 30, 2010. This law 
provided for sweeping reform of this country’s healthcare system. This was the first legislation 
to provide for more universal health insurance. This was accomplished by requiring people to 
purchase insurance or pay a penalty. Despite the fact that the vast majority of the provisions in 
the act would not take effect for quite some time, court challenges to the Act’s constitutionality 
began immediately. While some people saw the act as long overdue and a way to control 
healthcare costs while expanding coverage, others saw this act as an unconstitutional power grab 
by the federal government. This paper will primarily focus on the following two cases: Liberty 
University, Inc. v. Geithner (Liberty, 2011) and Thomas Moore Law Center v. Obama (Thomas, 
2011). The U.S. Appellate Courts reviewed five cases involving the ACA. The 4th Circuit 
rejected two cases for lack of standing. The two cases were similar. This paper will focus 
on Liberty. In Liberty, the appellate court decided that federal courts do not have jurisdiction to 
hear the case challenging the ACA at this time. The challenged aspect of the ACA, the individual 
mandate, does not take effect until 2014. The penalty for not complying with the act is not 
collected until 2015. The Anti-Injunctive Act (AIA) of the tax code also bares cases until taxes 
are actually collected (Anti, 1867). Three U.S. Courts of Appeals found standing and decided 
whether the ACA was constitutional. Two of the courts upheld the constitutionality of the ACA, 
while one court found the individual mandate unconstitutional. The arguments in the three cases 
were similar. The court in Thomas Moore

     The first issue federal courts must consider is whether federal courts even have subject matter 
jurisdiction over cases currently arising under the ACA.  In 

 focused on the challenges to the ACA’s individual 
mandate under the Commerce and Taxing Powers of Congress and found the ACA to be 
constitutional. This case will be examined and the other two incorporated where necessary.      

Liberty University, Inc. v. Geithner, 
Fourth Circuit Court Judge Motz wrote the majority opinion for the appellate court. The ACA 
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amended the Internal Revenue Code by adding an individual mandate. This mandate requires 
individuals to maintain minimum essential coverage either from their employer or by purchasing 
the coverage. They are assessed a penalty if they refuse to do so. Large employers will have to 
pay a penalty if at least one full-time employee receives a tax credit to pay for their premiums or 
an employee receives a subsidy to pay for their health care costs. The day the President signed 
the ACA into law, the plaintiffs in Liberty

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

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

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

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

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

     Justice Motz, in his opinion, responded to the other justices. Their court should not decide the 
case on the merits. The AIA bars both tax and penalty cases. Courts cannot divine the intent of 
Congress. The only job of the courts is to look at the text of the AIA and consider US Supreme 
Court interpretation. Once it is clear the AIA considers and treats taxes and penalties the same, 
their court’s job is done. Concluding the individual mandate’s penalty is not covered by the AIA 
will have steep ramifications. The Congressional Budget Office projects 34 million people will 
be uninsured in 2014 and then subject to the collection of the penalty in 2015. To exempt the 
individual mandate from the AIA invites millions of taxpayers each year to refuse to pay the tax. 
Thus substantial revenue will be uncollected if people decide to challenge the act without first 
paying. Also repeal by implication is not the favored method of review. If Congress wishes to 
allow for individual mandate challenges now, it can simply draft a specific AIA exemption for 
the individual mandate if it so chooses. Until it does, the court should not be deciding the case on 
the merits. 
     Florida ex rel. Bondi v. U.S. Department of Health & Human Services poses additional 
jurisdictional questions (Bondi, 2011). These additional concerns, while not addressed 
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in Liberty, may pose concerns to the U.S. Supreme Court should the Court choose to review a 
case that also includes states as plaintiffs. Bondi

     The district court in 

 includes as plaintiffs more than half of the 
states, two citizens and the National Federation of Independent Business, a small business trade 
association. Senior District Judge Roger Vinson wrote the initial opinion in the case. He said it 
was not his duty to explore the wisdom of the law. His job, at the initial motion-to-dismiss stage 
was merely to decide whether the court had jurisdiction to hear the case. The trial judge 
concluded the court had jurisdiction. The citizens had standing. They would suffer a direct 
economic burden by having to reorganize their finances now to be able to purchase insurance by 
2014. The burden was not too distant or hypothetical because the penalty was fixed in time, 
pending, and the insurance had to be purchased. They also suffered a non-economic burden by 
having to purchase insurance, which is something they did not wish to purchase. One of the 
citizens was a small businesswoman. The minimum coverage provision would force her to divert 
resources from her other business concerns to obtain coverage. The other individual was 
financially self-sufficient and believed he was being forced to purchase something he did not 
need. The judge also concluded the AIA did not apply because the individual coverage provision 
was a penalty, not a tax.  

Bondi

     Most courts, at either the district or appellate court levels, are finding jurisdiction and then 
reaching the merits of the cases on the issue of the individual mandate. Each court has to 
determine whether the parties bringing the case have standing. Parties cannot give federal courts 
standing by not raising the issue, and appellate courts must independently review lower courts’ 
determinations of standing using a de novo (as if never decided before) standard of review. Only 
one plaintiff needs to have standing for courts to be able to reach the merits of the case. Most 
courts that find jurisdiction to hear the case find that citizens or an organizational entity have a 
present economic injury. They must change their behavior and reorganize their finances so they 
can purchase the insurance that qualifies under the act by 2014. This causes present financial 
strains. Arguments based on non-economic injuries may not be sound. Plaintiffs state that they 
are being compelled by the federal government to purchase insurance and they do not consent to 
being forced to comply. This argument is in essence manufacturing standing by refusing to 
consent to the law. This argument, if successful, could open the floodgates and allow anyone to 
challenge any laws simply because they do not like the laws. Standing requires a plaintiff to have 
something to gain or something to loose through the lawsuit. This is the only way for courts to be 

 also was able to review whether the states had standing to bring 
the case. The states had standing because the states were employers who, like other businesses, 
have to comply with the provisions of the AIA or pay a penalty. The states, like other businesses, 
have to take steps well before 2014 to meet the required minimum level of coverage.  On the 
merits, the court rejected the state’s argument that the minimum-coverage provision would 
disturb the state’s sovereignty as employers and in carrying out other governmental functions. 
The provisions of the law were of general applicability that applied to public as well as private 
employers. The potential adverse impact to state treasuries was in their capacity as employers, 
not an imposition on their sovereignty or state functions. The setting up of health care exchanges, 
where consumers could compare and shop for health insurance, did not violate the states’ 
sovereign powers. States had the choice of setting up the exchanges or allowing the federal 
government to do this for them. The states also complained that they were short of cash. The act 
put them in the difficult position of having to comply with the overhaul of Medicaid or opt out of 
the system and loose federal matching funds. The court doubted whether this coercion amounted 
to much, but left the door open for further consideration in later proceedings. 
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certain that the case will be argued strongly and with the best arguments. Courts can only arrive 
at correct outcomes if issues are presented well to the court. If present economic injury is not 
found, plaintiffs need to show a future injury. The federal government has stronger challenges 
against standing in these arguments. Here plaintiffs claim that they are currently uninsured and 
do not plan to purchase insurance in the future. The problem for standing based on future injury 
is the plaintiff could take a different job and thus have employer provided insurance in 2014, the 
plaintiff could have a change of mind and purchase insurance, the plaintiff could qualify for 
Medicare before 2014 or in some other way be exempt, or the plaintiff could die by 2014 and 
thus never be subject to the penalty. It is too uncertain that the penalty will apply. As noted 
above in Justice Motz’s opinion, some courts find a future economic impact because the penalty 
will definitely take affect in 2014, as the act is a final government decision unless the courts 
intervene. Courts do not have to be certain the person will face the penalty in 2014, plaintiffs just 
have to show a substantial, realistic probability that that the penalty will be imposed. 
     States as plaintiffs pose different challenges.  States can have standing if they claim an injury 
to a sovereign or propriety interest. A state does not have standing to settle private individual 
rights of people unless the state can bring the suit under parens patriae (parent of the country).  In 
a parens patriae suit, the state would argue that it has as a quasi-sovereign interest in the health 
and well being of its citizens. However, there is a limit to parens patriae suits. A state cannot 
bring a suit to protect citizens of the U.S. from federal statutes. States can only bring the suits to 
protect citizens from state statutes or actions. The federal government would have to protect its 
citizens through parens patriae in this situation. This rational is justified under federalism. Some 
states have tried to strengthen the chances of standing by passing statutes clarifying that no 
residents of the state are required to obtain insurance. The state would then not only be 
representing its citizens, it would also be defending the constitutionality of its legally enacted 
laws. The state would be arguing that it is protecting itself from an unconstitutional attack on its 
sovereignty. Virginia was successful with this approach in one case. However, with further 
scrutiny, other states may not succeed. These anti-mandate laws are more declaratory in nature 
and do not impose any obligations on the state. This may not be enough to give a state standing 
where the federal law would preempt the state law. If this were allowed, then any state would 
merely have to declare that a particular federal law does not apply inside the state to have 
standing to challenge any federal law it did not like. The only purpose of the state law in these 
cases is to bar the application of a federal law inside the state. It does not make sense to allow 
standing in that the Supremacy Clause makes it constitutionally impossible to win any type of 
case where the state argues it should be exempt from lawfully enacted federal law.                     
     The second issue federal courts must consider is whether Congress has the power to enact the 
ACA under the Commerce or Taxing Powers. This writer’s chosen case to analyze this issue 
is Thomas More Law Center v. Obama. Justice Boyce wrote for the majority and concluded the 
ACA is constitutional under the Commerce Clause. He noted that the act was hotly debated in 
Congress and is still debated in the country. However, it is not the Court’s role to decide the 
wisdom of the act. The ACA is entitled to the presumption of constitutionality and should be 
invalidated only upon a plain showing that Congress exceeded its constitutional bounds. The 
judge concluded the ACA is constitutional because Congress has broad authority to regulate 
under the Commerce Clause. First, the court noted that Congress has the power to regulate 
economic activity, even if wholly interstate, if it substantially affects interstate commerce. The 
court previously clarified this in Wickard v. Filburn (Wickard, 1942). In this case the U.S. 
Supreme Court upheld regulations limiting the amount of wheat farmers could grow even if the 
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wheat was only for their own non-commercial purposes. The farmers in Wickard would be 
fulfilling all of their need for wheat from what they grew. They would not be buying wheat that 
that exceeded their growing quota on the open market. Not buying wheat on the open market 
would thwart Congress’s efforts to stabilize the wheat market. The Wickard

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

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

Gonzales v. Raich

     Regulating inactivity, such as not purchasing something, is also acceptable. The text of the 
Commerce Clause makes no distinction between activity and inactivity. The U.S. Supreme Court 
has also never made this distinction. Justice Boyce also concluded that the provision actually 
regulates individuals who are active in the health care market. Everyone needs health care 
services at some point, and people receive health care services regardless of the ability to pay. 
Thus everyone is actually active in the health care market. 

 (Gonzales, 2005). In that case, the Court held that the 
federal Controlled Substances Act could be applied to prohibit the local cultivation and 
possession of marijuana authorized under California law. Leaving the home grown and 
consumed marijuana outside federal control undercut Congress’s broader regulation of interstate 
economic activity. The regulation in the case was considered just one of many parts in a larger 
regulation of economic activity. Applying the principle to the individual mandate, the failure to 
regulate those who self-insure would undermine its overlying regulatory scheme. The regulatory 
scheme in this case is the regulation of the interstate market in health care delivery and health 
insurance. By reviewing Congress’s statutory findings, the harms that would occur without 
regulation are exactly the harms that Congress tried to address through the ACA.  The ACA 
regulates prices and protects purchasers by banning practices such as medical underwriting 
which, in the case of pre-existing conditions, denies insurance to some and offers others only 
limited coverage that excludes the preexisting condition. To ban this practice, the cost of insuring 
people is spread out to all who are insured. Without this provision, the cost of health care would 
increase and insurance companies might leave the market if they were forced to cover people 
with pre-existing conditions. The penalty under the individual mandate is a legitimate 
enforcement provision because it compensates the system when a person refuses to participate.   

     Justice Graham concurred with the majority that the AIA does not bar hearing this case. He 
concurred with Justice Sutton who wrote a concurring opinion concluding that the act is not 
constitutional under the taxing power. However, Justice Graham disagreed with Judge Martin’s 
and Judge Sutton’s conclusions that the ACA is constitutional under the Commerce Clause. 
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Congress is a body with limited powers. Thus it is the federal courts’ job to find and enforce the 
outer limits of congressional power. He concluded that no exercise of the Commerce Clause ever 
required someone to purchase a good or service. Even under the Supreme Court’s most 
expansive Commerce Clause jurisprudence, the Court always required some form of action set in 
motion by an individual or legal entity. In U.S. v. Lopez, the Court struck down the Gun Free 
School Zone (Lopez, 1995). In U.S. v. Morrison, the Supreme Court struck down the Violence 
Against Women Act (Morrison, 2000). In both cases, Congress went beyond what was allowed 
under the power granted to it under the Commerce Clause. The statutes regulated non-economic 
activity. Congressional findings on the effects of the acts on interstate commerce were not 
sufficient. Accepting the statutes under the Commerce Clause would have allowed Congress to 
regulate matters left to the states. In cases like Thomas More

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

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

     The majority did not consider the constitutionality of the ACA under the taxing power of 
Congress because it was found constitutional under the Commerce Clause. Justice Sutton, in a 
concurring opinion, considered the constitutionality of the individual mandate under the taxing 
power of congress. He concluded the taxing power would not support this act because the 
individual mandate was clearly a penalty and not a tax. The taxing power, while plenary (full and 
complete), only applies to taxes, not penalties. First he noted that Congress specifically changed 
the term in different drafts of the statute from tax to penalty. The term tax was used in other areas 
of the act for different collections of money. Thus Congress did not intend for collections from 
not purchasing health insurance to be taxes. In addition, traditional IRS enforcement methods for 
collecting taxes were specifically precluded from being used. Finally, Congress failed to identify 
any revenue that would be raised from the failure to follow the individual mandate despite 
specifically identifying seven other provisions in the act as revenue generating provisions. These 
factors taken together indicate that the individual mandate is not a revenue raising measure under 
the Taxing Power of Congress. Also, in the act, Congress specifically relied on the Commerce 
Power and not the Taxing Power as authority for passing the act.  
     In Liberty, Justice Wynn concluded the individual mandate would be constitutional under the 
Taxing Power of Congress. Neither a collection’s label nor its regulatory intent is important to 
constitutional inquiry. Instead the Supreme Court requires courts to focus on what the collection 
actually does. As long as the individual mandate produces some revenue, it will be a tax even if 
the individual mandate also has the additional effect of regulating behavior. Even though the 
label is not important, Justice Wynn noted that the individual mandate is in the tax code, which 

49



refers to taxpayers and their returns, people who are not required to file taxes are not required to 
pay the penalty, the penalty is calculated by referencing household income, and, with some 
exceptions, the provision is enforced like other taxes by the Secretary of the Treasury. Also, the 
employer mandate even uses terms like “assessable payment” and “tax.” Three conditions must 
be met for a tax to be constitutional. First, the tax must bear a reasonable relationship to raising 
revenue. The amount raised can be negligible and the purpose of raising revenue can be 
secondary. Citing the Congressional Budget Office, the judge noted that by 2019 the penalty for 
the individual mandate was expected to generate $4 billion annually, and the employer mandate 
an additional $11 billion annually. The revenue raised is expected to cover the government’s cost 
for the uninsured. Second, for a tax to be constitutional, the tax must be imposed for the general 
welfare. The ACA was designed to reduce the number of uninsured and reduce the costs of those 
who will still be uninsured. Nationwide in 2009 hospitals provided $43 billion in uncompensated 
care to the uninsured. Some of these costs were then shifted to the insured increasing family 
premiums on average by over $1000 per year. Significantly reducing the number of the 
uninsured, along with other provisions in the act, will lower health insurance premiums for all 
thus improving the general welfare. Finally, the act must not infringe on other constitutional 
rights to be valid. Judge Wynn found no other rights to be violated by the act. The judge gave an 
example of what would cause problems under this requirement. In the context of a criminal case, 
a tax could not infringe on a person’s right to be free from double jeopardy by further punishing 
the person’s criminal conduct through the tax. The individual mandate was not considered to 
have the same type of other punitive characteristics as other measures the Supreme Court held to 
infringe on other rights, and no one has some right to be free from taxation. The penalty here is 
only imposed on taxpayers who can afford, but fail to get, health insurance or on employers who 
fail to provide adequate and affordable insurance.  
     On Sept. 28, 2011 the Obama administration asked the Supreme Court to hear the case 
of Florida et al. v. U.S. Department of Health and Human Services (Florida, 2011).  This is the 
appellate court case from the 11th Circuit that reviewed the lower Bondi district court case 
discussed above. The issues in the case were the same as the issues in Liberty and Thomas More. 
The court found that the parties had standing, and the court considered the individual mandate to 
be a penalty and not a tax. This case had the most plaintiffs as it had states as well as individuals 
and the National Federation of Independent Businesses. However, the 11th Circuit, with a 2-1 
vote, found the individual mandate to be unconstitutional under either the Commerce Clause or 
the Taxing Power for the same reasons discussed previously. A new issue raised by the case, 
since the individual mandate was found unconstitutional, was whether the entire ACA had to be 
struck down, or whether just the mandate could be struck from the act. The court did not strike 
down the entire law. Instead the court let the act stand except for the individual mandate 
provision. There was no severability clause in the ACA. In fact, Congress had a severability 
clause in early drafts of the act, but specifically took the clause out. Despite the language and 
history, the 11th Circuit decided the rest of the act could exist without the individual mandate. 
Courts usually try to just sever unconstitutional parts of acts rather than strike down entire acts. 
The government could only ask for a review of this case, as it was the only appellate court case 
to strike down the individual mandate. The Supreme Court could just accept this case, or it could 
consolidate the cases from the 11th, 4th, 6th and DC circuits and reach a decision, especially since 
the issues are basically the same in all the cases. If there is a consolidation, here is a quick review 
of the other cases and outcomes on the issues. The 4th Circuit Court of Appeals reviewed Liberty 
University, Inc. v. Geither and Virginia v. Sebelius (Virginia, 2010). In both of these cases the 
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appellate court found that there was no jurisdiction to hear the cases. The 6th Circuit Court of 
Appeals in Thomas More Law Center v. Obama found standing to hear the case and decided the 
individual mandate was constitutional. A fourth case, Seven-sky, et.al v. Holder, et.al

     At the time this paper was written, the Supreme Court had not yet accepted any ACA case for 
review. However it seems highly likely that the Court will do so. The Supreme Court is 
scheduled to decide how to handle the ACA challenges in a private conference on November 10, 
2011. The Court could announce that they will review the ACA as early as November 10 or 11.  
Many parties are requesting a review of these cases. The government wants a review of these 
cases as soon as possible so states, insurers, and health care providers will begin work on 
implementing the ACA’s provisions.  Several plaintiffs in the cases would also like to see the 
resolution of the issues so they personally can plan financially. As appellate courts have split on 
the issue of the constitutionality of the individual mandate, and the government declined to ask 
the entire 11

, was also 
heard near the end of September by the U.S. Court’s of Appeal for the District of Columbia 
(Seven, 2011). The decision was published on November 8, 2011. This court is considered a 
conservative court. People assumed the case would focus on whether the individual mandate can 
be severed from the remainder of the ACA or whether the entire ACA needs to be declared 
unconstitutional. To everyone’s surprise, the appellate court decided that the individual mandate 
was constitutional. Judge Silberman, a Regan appointee, wrote the majority opinion. Judge 
Edwards, a Carter appointee, joined this majority opinion.  The majority concluded the 
Commerce Clause was broad enough to support the ACA. While the Rehnquist Court had 
suggested the clause should have limits, the Supreme Court has not yet clearly articulated these 
limits. The absence of a limit on Congress’ ability to require people to purchase any product or 
service, while troubling, was not fatal. Without limits, the appellate court concluded the 
Commerce Clause supports the ACA following arguments used by the other appellate courts. 
The right to be free is not absolute. Congress must be free to develop national solutions to 
national problems. Judge Kavanaugh would not have reached the merits of the case. He 
concluded the parties did not have standing to bring the case for reasons already addressed in this 
paper.  

th Circuit to rehear the case, it is likely the Supreme Court will accept the case this 
term. However, if the Supreme Court accepts the case or combines and hears all of the cases, 
then it is also likely the case will be decided in June. This would place the decision in the heart 
of the presidential election. The government did not have to do this. They could have asked for 
the rehearing. This would have stalled the case until next year. A decision then would have come 
after the election. Why ask for Supreme Court review now and allow a decision in the heart of 
the election? One would think a decision that the ACA is unconstitutional would be a blow to the 
President as the act is one of his first term’s great legislative successes. A negative decision 
could also cause the public to negatively answer questions about Obama’s judgment and his 
abilities as a leader.  Should the Court split 5-4, decide the individual mandate is 
unconstitutional, and decide the case on ideological grounds, the decision could energize his base 
and increase fundraising at an important time. If the Court upholds the law, this would vindicate 
the President. However, this decision would also energize his opponents and renew calls for the 
law’s repeal. This is possible as judges hearing these cases are not always deciding the cases 
based on the political ideologies of the presidents who appointed them. President George W. 
Bush appointed Justice Sutton to the bench. Despite being appointed by a republican, he joined 
the 2 to 1 majority decision and upheld the law. President Bill Clinton appointed Justice Hull 
who wrote the opinion of the 11th Circuit that found the law to be unconstitutional. 
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     What could the Supreme Court do with this appeal? First, they do not have to take the case 
even if the government and others would like to see the case reviewed. Four justices out of the 
nine must agree to have the case accepted. If the justices believe the court is just being used for 
some political advantage, the court might decide not to accept the case this year. If another of 
these cases is appealed to the Court next year, they could always accept the case and hear the 
case after the election. If the Court does accept the case, the Court could decide they do not have 
jurisdiction to hear the case. They might not find that any plaintiffs have standing, as any 
penalties will not be collected until 2015. They could accept the case, find that at least one of the 
plaintiffs has standing, and decide the case on the merits. If the Court chooses to do this, they 
will follow Justice Vinson’s philosophy as expressed in the Bondi

     Congress never before required citizens to purchase a good or service. When asked by a 
reporter if the health reform proposal was constitutional, then House Speaker Nancy Pelosi, 
when dismissing the question in 2009, said “Are you serious?” (Lambro, 2009). She may be 
correct in her assumption that the ACA is constitutional. The states may not have standing. 
Individual plaintiffs, who argue the financial hardship of having to reorganize their finances now 
to prepare for the ACA’s changes, may have standing. The court could decide the individual 
mandate is a penalty for AIA analysis, but a tax when analyzing the case on the merits. The 
Court could decide not to make an activity/non activity distinction under Commerce Clause 
analysis. While states have usually been concerned with the health of it’s citizens, not all things 
can be left to the states. Medical insurance and the health care system is nation wide. It is hard to 
make changes unless things can be done nationally. States never had exclusive jurisdiction over 
these areas. The Taxing Power can justify the ACA. The penalty/tax distinction is not clear and 
may be an unworkable distinction. Even if the distinction is used, the individual mandate may be 
more like a tax. Penalties are usually assessed after some hearing or court trial. This looks more 
like a choice to buy insurance or pay an additional tax. The Necessary and Proper Clause can 
always be used to justify any means the government needs to carry out any constitutional ends 
that the government has the power to accomplish. If the government can regulate healthcare or 
raise revenue, then the ACA may just be the means to carry out those constitutional powers. 
However, as this paper illustrates, there are many arguments that can be used to decide the 
ACA’s individual mandate is unconstitutional. The federal government was always supposed to 
be one of limited powers. This case begs for a court to consider limitations to the scope of the 
Commerce Clause and the Taxing Power. If Congress can do this, then Congress can make 
people buy anything. There is nothing constitutionally unique about health care. Left unchecked, 
these sources of congressional power pose threats to federalism and the balance of power 
between the states and the federal government. If the individual mandate is unconstitutional, then 

 case.  “This case is not about 
whether the Act is wise or unwise legislation, or whether it will solve or exacerbate the myriad 
problems in our health case system. It is principally about our federalist system, and raises very 
important issues regarding the Constitutional role of the federal government.”  Even if a justice 
wanted to follow a conservative philosophy, the justice would encounter two conflicting schools 
of thought. On the one hand, there is a desire to protect principles of federalism and individual 
liberty. On the other hand there is the belief in judicial restraint and the desire to assume laws 
from legislative should be upheld.  One cannot predict how the justices will decide these issues 
based on whether the judges are republicans or democrats.  The time for political discussions was 
while the act was being debated before it was passed and signed into law. Courts do not debate 
the wisdom of laws or consider whether the laws will accomplish their goals. The Courts will 
now focus on legal issues.  
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the Supreme Court will have to consider whether only the individual mandate is void, or whether 
the entire ACA must be struck down. Congress said the individual mandate was essential to the 
act. The government is saying the entire act must be upheld or the entire act must be voided. If 
only the individual mandate is voided, then the country will have to decide if the rest of the ACA 
can continue to operate. If the individual mandate is gone, the act may become more popular as 
the most offensive provision will be removed. However, insurers will have to decide if there will 
be enough healthy people voluntarily in the insurance pool to operate.  The question of whether 
the ACA is constitutional cannot be dismissed as easily as was done by Former Speaker Pelosi. 
As this writer hopefully illustrated, there are serious constitutional issues here. The Supreme 
Court, during the Rehnquist years, began to consider whether the Commerce Clause had 
meaningful limits. If the Court is still inclined to limit Congress’ power, this case provides an 
opportunity. By determining the outcome of the Bush-Gore election, the Supreme Court was 
considered by some to be determining the direction this country should take. There were major 
differences between the candidates. Achieving a national comprehensive medical plan with new 
funding methods also resulted in Obama leading the country in a new direction. Now it is again 
up to the Supreme Court to determine the meaning of the Constitution and indirectly affect the 
direction the nation will take.    
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Abstract 
Student disengagement from school has been linked to patterns of low academic performance, 
behavioral problems, and dropping out.  The current pilot study demonstrates that a cooperative 
effort between school administrators and external researchers can identify key local factors 
within a selected sample of students and provide important insights into an alternative secondary 
program for at-risk students.  This study involved in-depth interviews with a convenience sample 
of students, with family members, and with teachers and the principal at their school.  

Keywords: At-risk students, student disengagement, student drop-outs 
 

Researchers have been studying student engagement and disengagement for decades. 
While current researchers have highlighted some factors and themes that may help to explain 
disengagement, these factors when applied to local settings are closer to being hints or suggested 
starting points than scientifically validated truths.  Research findings demonstrate that major 
demographic factors such as family income, gender, or ethnicity may be linked to levels of 
engagement (Lew, 2004; Van de Gaer, Pustjens, Van Damme, & De Munter, 2009; Ream & 
Rumberger, 2008; Ladd & Dinella, 2008; Perreira, Harris, & Lee, 2006). However, these factors 
are of limited value to those seeking to understand local sets of at-risk students and trying to 
develop school-based strategies. In brief, research conducted outside a district cannot reliably 
capture the key factors that lead to local disconnections, however well conceived and conducted. 
Quantitative Research Approaches to Disengagement 

Over the last decade, quantitative researchers have been moving toward a consensus that 
disengagement is a multi-dimensional phenomenon. Some (e.g., Ladd & Dinella, 2009; 
Archambault, Janosz, Jean-Sebastien, & Pagani, 2009; Pellerin, 2005) have adopted part of the 
three disengagement dimensions articulated by Fredericks, Blumenfeld and Paris (2004) which 
may be summarized as follows: 
 Behavioral disengagement.  Student effort, attention, persistence, attendance.  Pellerin 
(2005) noted, “one of the strongest indicators of disengagement is physical withdrawal from 
schooling, which includes such behaviors as tardiness, cutting classes, chronic truancy, and 
dropping out” (p. 1159). 
 Emotional disengagement.  Student feelings toward school peers and teachers and 
having a sense of belonging at school.  Ladd and Dinella (2009) referred to emotional 
engagement as “a student’s sentiments toward school” and they operationalize the construct as “. 
. . the extent to which children feel that they value and belong to school” (p. 190).  
 Cognitive disengagement.  The level of effort students apply to learning academic skills.  
According to Archambault et al. (2009), “Cognitive investment in learning covers perceptions of 
competency, willingness to engage in learning activities and engage in effortful learning, and 
establishing task-orientated goals” (p. 654). 
  Whether the above three dimensions are distinct or part of the same phenomenon, many 
quantitative studies seem to agree that disengagement is best seen as a negative psychological 
condition whereby a student loses motivation and interest and/or is distracted, and that these lead 
to behavioral and academic effects typically resulting in declines in academic achievement.   
Qualitative Research Approaches to Disengagement 

  Qualitative researchers from a “critical” perspective tend to employ a different  
approach.  Rather than operationalizing disengagement and drawing statistical correlations, they 
tend to rely on their research subjects to talk about, explain, and interpret the concept. The 
methodology, seeks the perspectives of subjects who have experienced disengagement. Such 
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studies follow the perspective of Smyth (2006) who claimed that if we wish to understand 
dropping out and disengagement, “we need to access the meanings of these concepts . . . to 
explore them from the standpoint . . . of the existential experiences of young people and from 
there, begin to construct more feasible reform platforms. ”(p. 288) 
 The central group of research subjects is usually students. Thus Ravet (2007a), examined 
ten elementary school students’ perceptions of themselves as learners in the classroom and used 
four waves of interviews to elicit their descriptions and evaluations of their learning behavior. 
Her objective was “. . . to establish the subjective meaning of the recurring disengaged behavior” 
of the students (p. 235).  Some qualitative researchers include other subjects such as family 
members and/or teachers as well as students (Thomas, 2007; Gutman & McLoyd, 2000; 
Sheehey, 2006). 
 Since the quantitative research cannot draw applications to specific schools or districts 
beyond their target populations and since qualitative research cannot be generalized, local 
educators are left only with hypotheses. Unless local educators have information about their 
students, the students’ social networks, and in-school factors that underlie local disengagement, 
they are unlikely to construct effective strategies. 
Consequences of Disengagement 
 Regardless of the definitional and research method questions, most researchers seem to 
agree that the costs of disengagement to individuals, families and the society mount as the 
disengagement continues.  As noted, a disengaged student runs an ever-increasing likelihood of 
low academic performance and dropping out.  Beyond that, there are post-school effects 
including the downward cycle that includes unemployment/underemployment, poverty, poor 
health, substandard housing, and involvement with the criminal justice system. One alarming 
aspect of this phenomenon is that, like poverty, disengagement tends to become intergenerational 
(Pellerin, 2005; Perry et al., 2010; Archambault et al., 2009).  
  While disengagement is especially painful to individuals and families, it also imposes 
burdens on the educational system.  Disengagement often leads to financial investments by 
educators who seek to remediate its effects, behaviorally and academically.  Title 1 of the 
Elementary and Secondary Education Act, and remedial efforts including after-school and 
mentoring programs are expensive. Title 1 is designed to provide compensatory support to 
schools with economically disadvantaged students. By 2007, the annual federal funding level of 
Title 1 reached approximately thirteen billion dollars and supported programs reaching millions 
of low-income students (Ornstein & Levine, 2008).  
 The costs are not borne exclusively by individuals and schools. They reach deep into the 
economic and political system.  Noting that dropping out is a society-wide threat, Perry et al. 
(2010) summarized some of the sobering details producing widespread financial damage that 
includes “the amount of total income lost in lifetime earnings and tax revenues, annual Medicaid 
and health care expenditures for the uninsured, annual college remediation costs, and billions of 
dollars in incarceration costs as a result of students dropping out of high school” (p. 270). Amos 
(2008) observed that the debilitating costs could be substantially offset if high schools could 
raise the graduation rates of Hispanic, Black/African American, and Native American students to 
the same levels of White students. 
Disengagement Factors 
 Quantitative researchers have amply linked demographic factors to disengagement. Thus 
urban schools with students from low-income families are especially likely to have large 
numbers of affected students (Perry et al., 2010; Kenny et al., 2006). Moreover, students from 
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some ethnic minority communities, including African American, Hispanic, and Native American 
students are also vulnerable (Murray, 2009; Bennett, 2006; Holt, Bry, & Johnson, 2008; 
Dotterer, McHale, & Crouter, 2009). While much of the disengagement research focuses on 
ethnic minority students, it is clear that the phenomenon cuts across all ethnic groups (Gruman, 
Harachi, Abbott, Catalano & Fleming, 2008; Wiggan, 2008). 
  One important question concerns the target age/grade levels for study and intervention.  
The question is when does disengagement occur? (Daly, Shin, Thakral, Seldeers & Vera, 2009)   
Should educators and policy makers invest their energies in the early school years, in middle 
school, or at high school levels? Much research targets students at middle school and high school 
levels (Lee & Burkam, 2003; Perdue, Manzeske & Estell, 2009; Suh, & Suh, 2007). The shift 
from elementary to secondary school involves sudden changes in placement with very different, 
often larger and denser settings in a dynamic time of life when peer relationships become more 
salient and sustained adult supervision often declines (Daly et al., 2009). While age is likely to 
be important, in-school factors also need to be considered. 
Disengagement and School Culture   
  Researchers have associated specific school-related factors, such as teacher-student 
relationships, social distance, intergenerational conflict, socioeconomic conditions, and ethnic 
differences with behavioral and academic problems for years (Perry et al., 2010; Suarez-Orozco, 
Rhodes, & Milburn, 2009; Gruman et al., 2008; Murray, 2009). Teacher-student relationships 
have been repeatedly found to relate to engagement (Garcia-Reid, 2007; Perry et al., 2010; 
Gruman et al., 2008, Ravet, 2007b). Investigators have also found the curriculum at the 
secondary schools to be associated with disengagement (Smyth, 2006; Marks, 2000). Smyth has 
characterized secondary school as “domesticated, emaciated and totally devoid of educational 
richness or vitality” (p. 293).  The critical approach quite consistently finds the source within 
fundamental flaws in the schools rather than in students and their families.  While this might 
suggest a priori case building, there is little doubt that adolescents often challenge the relevance 
of the curriculum and wonder about its practical significance.  
 Each of these school factors, teacher-student relationships, curricular relevance, and 
school size may be important.  Yet they vary from one setting to another.   
Disengagement and Peer Relationships 
 One of the strongest motivations for attending school is to interact with peers. As 
Ornstein & Levine (2005) observed, surveys of students consistently indicate that the best part of 
school is “my friends.” Much of the research on peers and schools indicates that positive peer 
relationships correlate with higher levels of engagement (Simons-Morton & Chen, 2010; 
Williams, Davis, Saunders & Williams, 2002) and negative experiences with peers is linked to 
less engagement (Dotterer et. al., 2009; Buhs et al., 2006; Simons-Morton & Chen, 2009).   
 Peer rejection, exclusion and maltreatment have been shown to have long-term 
consequences leading to school avoidance (Buhs et al., 2006).  In particular, peer discrimination 
has been shown to relate negatively to adolescents’ cognitive and affective school engagement 
(Dotterer et al., 2009). While school culture and peer dynamics seem to influence engagement, 
family factors must also be included in any local analysis. 
Disengagement and Family Relationships 
 The social and psychological gaps between schools and families have been studied for 
years.  Teachers may use “deficit” perspectives of low-income parents and view them as 
“welfare queens,” “druggies” and “irresponsible parents.”  Parents may view teachers as 
“prejudiced”, “condescending” and “incompetent”.  Many researchers believe that bridging this 
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gap is essential to increased student engagement (Bennet, 2006, Mo & Singh, 2008, Murray, 
2009).  
 Factors within the family have also been found to relate to student engagement.  Using 
Baumrind’s (1991) notion of parenting styles, Simons-Morton and Chen (2009) found a positive 
connection between authoritative parenting (characterized by high levels of demand and high 
levels of support for children) and middle school student engagement.  Parental aspirations and 
parent-child relationships have also been shown to relate strongly to student academic 
involvement (Mo & Singh, 2008).  Family stress, especially stress related to poverty, such as 
“unscheduled” residential mobility, has been linked to student disengagement (Gruman et al., 
2008).  
Disengagement and Non-Family, Non-Educator Adults  

Individual socialization often occurs in a wider network than is captured in the usual 
triad, family, school, and peers. At this point, researchers who have ventured beyond the triad 
have primarily focused on neighborhoods (Bennett, 2006; Bowen & Bowen, 1999; Daly et al., 
2009).   

Recent studies show differential effects of living in at-risk neighborhoods. A 
neighborhood that is unstable, crime-ridden, and drug-infested; that has poor access to 
transportation; and that has a high number of deteriorated buildings, high unemployment levels, 
and few working adults is an environment that statistically constitutes a distinct threat to school 
performance (Berliner, 2006).  

Methods 
 This study was undertaken to examine local engagement factors as perceived by students, 
local educators, and family members.  It was conducted under a formal agreement between the 
researchers’ university and public school administrators.  The agreement followed discussions 
between the researchers and an assistant superintendent of schools, the district’s director of 
research and development and the school principal.  The principal also selected the three teachers 
to be interviewed and worked with teachers in selecting 12 student participants. 
Participants 

The students. Twelve at-risk high school students (four females, eight males, ages 
fifteen to nineteen) were selected by their principal and teachers based on their belief that the 
students would be available, articulate and willing to share their histories.  They had been 
attending the school district’s Credit Recovery Program, at an alternative high school, since the 
beginning of the 2009-2010 school year.  The students included Hispanic, African American, 
Anglo and mixed ethnicities.  Some came from working class and low income families and some 
from middle class homes. 

The family adults. The seven family adults who were available and willing to be 
interviewed were a grandmother, an aunt, parents (one couple), a single mother, a remarried 
mother, and a father.  Non-parents who were primary care givers varied in their connections to 
the students and played the caregiver roles for different reasons.  An aunt informally adopted a 
female student when the mother refused to care for her and her custodial grandmother became 
disabled.  A grandmother took a male youth into her home following divorce and because of the 
mother’s mental instability.   

The researchers. Researchers included an adjunct faculty member with a terminal 
degree in education and extensive teaching experience in one of this school district’s middle 
schools. The second researcher was an assistant professor with a terminal degree in special 
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education who had been a diagnostician in nearby school districts. The third researcher was a 
professor with terminal degrees in special education and educational anthropology. 

The educators. Four educators in the School’s Credit Recovery Program participated in 
this study: three teachers and the school principal.  The teachers varied widely in age and 
experience and had classroom experience with each of the students we interviewed.  One teacher 
who had retired from an earlier career had been teaching for six years while the other two were 
younger.  Each had more than a year of teaching experience in the Credit Recovery Program.  
The school principal was in her first year as principal but, as head of the Credit Recovery 
Program since its inception, she had extensive experience with students at risk of leaving school. 

The Credit Recovery program. Credit Recovery Programs such as the one in which 
these students were enrolled provide a way to “recover” credits for a course or courses that a 
student has not earned in the traditional way and which are needed for graduation. They differ 
greatly from programs that allow students to earn “first time credit” since Credit Recovery 
students have already satisfied seat time requirements for a course or courses in which they were 
unsuccessful.  Credit Recovery programs, in general, have a primary focus on helping students 
stay in school and graduate on time. Students in this study had the option of receiving direct 
instruction in classes that averaged 10 students; taking some coursework through computer 
programs (e.g., Plato) and/or completing commercially-prepared modules for non-core courses 
(e.g., American Preparatory Institute). The Credit Recovery Program involved in our study has 
been in place in the school district for seven years with high school completion rates increasing 
each year.   
Procedures 
 This group of students provided us with the opportunity to reconstruct personal histories 
that included earlier disengagement and recent renewed commitment to school completion. Thus 
there were two foci: the time and circumstances of disengagement and the factors leading to re-
engagement. We sought their personal histories, but we also indicated our desire to discover the 
factors influencing school involvement with peers. We interviewed three of their teachers and the 
school principal in order to obtain their perceptions of the students and the school factors that 
worked toward and against engagement. We interviewed family members to get a deeper 
understanding of the students’ historical relationships to school from disengagement to re-
engagement.  All interviews were digitally recorded. 

After obtaining signed consent for participation, we spoke with students in both group 
and individual interviews. We held group sessions at the beginning and end of the research and 
between these, we conducted individual interviews. Individual semi-structured interviews were 
intended to provide security as well as freedom from distractions. Eight of these were conducted 
off campus, four occurred on benches outside the school campus.  

Each individual student interview was conducted with at least two of the researchers 
present. The interviews averaged approximately 30 minutes. Students were assured of their 
anonymity and were told that they could withdraw from the study at any time; however, none 
did.  

Attempts were made to contact parents or guardians of all twelve of the students 
participating in the study. Seven adults from six of the students’ families were willing and able to 
be interviewed. Using a similar semi-structured interview process, parent interviews took place 
over several weeks following student interviews. One interview took place at a parent’s place of 
work, one was conducted at the local public library, and the remaining interviews took place in 
homes.  
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One-on-one interviews with three teachers took place in a classroom during planning 
periods.  The principal was interviewed in a classroom and in her office. The interviews lasted 
approximately 50 minutes.  

The three researchers listened individually to the digital recordings and either transcribed 
them word for word or made notes of recurring themes (Spradley, 1979). We named the themes 
using participants’ words whenever possible to ensure that we were accurately representing 
emerging themes. Interviewees addressed our central research questions:  

What causes student disengagement from school? 
When, and under what circumstances is disengagement likely to occur?   
What opportunities exist for effectively addressing student disengagement?   

As we identified common themes, we found relationships between the students’, 
teachers’, and parents’ perspectives and the literature on student disengagement. This article 
describes the overlap among those themes to add to the body of knowledge that assists educators, 
families, and communities in developing strategies to prevent disengagement from school and to 
address it when it occurs. Through interviews and triangulation during data analysis (Gay, Mills, 
& Airasian, 2006), we made every effort to accurately capture the lived experiences with school 
from the students’ perspective.  

Results 
Findings from the analysis of digital recordings were organized into the following themes 

(a) school factors, (b) peer factors, and (c) educator and family factors. In addition, we tried to 
observe any unexpected influences and we noted constraints that led to disengagement and 
opportunities that seemed to lead to re-engagement.  

Table 1 Goes About Here 
School Factors 

 The high school students, family adults and educators noted that large class sizes and 
high numbers of students on the campus caused students to become overwhelmed.  In fact, 
school size (including class size) was interrelated with peer factors. One student observed that in 
school “there was lots of drama, fights and arguments” Another said, “once in 9th

Most family members also focused on the middle school experience. One parent said, 
“Things went south for him in middle school.” Another noted that his child became disconnected 
at that time because he likes being with older kids and sees what they do in skipping, getting into 
trouble.” This parent noted that when his son entered middle school, “He didn’t want his friends 
to know he was smart.” 

 grade I saw 
kids goofing off in class. I joined in or went to sleep. I goofed off too. Then I didn’t get my 
credits”. Several students said that discipline problems made learning in large classrooms 
difficult. 

Most of the educators identified two school factors linked to disengagement: teacher 
deficiencies and an irrelevant curriculum. They thought that out-dated and unimaginative 
teaching approaches were important factors. One teacher stated, “The hardest students need the 
experienced teachers” and later observed that schools should “get rid of teachers stuck in a rut.”  
The educators concluded that students feel the curriculum is irrelevant. One teacher noted, 
“Students don’t see the relevance of anything in school; it (school) doesn’t relate to their music, 
etcetera.  They don’t see the point.” Another teacher discussing the curriculum indicated, “I’ve 
struggled with this. What has [named a school subject] got to do with their world?”  

While looking at emerging themes we noted that there were in-school impediments to 
engagement and there were factors that provided opportunities for enhancing engagement. The 
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following table lists the constraints and opportunities that were mentioned by participants during 
interviews. 

Table 2 Goes About Here 
Peer Factors 
 Family members, teachers, and students indicated that strong peer influences inside and 
outside school were related to educational performance, but there were differences in 
interpretation. All three groups noted that peer relationships can both contribute to engagement 
and, in other instances, lead to disengagement.  In addition to these school factors, students, 
educators and family members all noted that important peer relationships are part of a larger peer 
process that continues beyond school.   

Student perceptions of peers.  Students’ perceptions of their relationships with peers 
varied. In some cases, they reported on-going deeply important connections to peers. Positive 
peer statements from students were often strong. One young man reported, “I consider my 
friends as family.” He added that he had two close friends at (the other) high school and 
“Without their help I’d have broken my promise to my sister (to stay in school and not use 
drugs).”  
  Another male student formed a strong, long-lasting bond with a female in another city 
who has been facing family strains similar to his. “My friend is a rock,” he stated. “We both have 
crazy [parents].” He told us that they speak on the phone and by email daily providing mutual 
support and advice. “We help each other out. . . we have been friends since third grade. She’s 
having problems now and I’m trying to help her out.” 
 In one case, a female student was connected to a surrogate sibling group that insulated 
her benignly from some peer influences.  She told us that she had “only two or three girl friends. 
. .” and added, “Most of my friends are guys . . . The guys treat me like a little sister. They 
interview any of my boyfriends.  They were my (older) brother’s friends.” Two other female 
students appear to have fairly strong relationships with their boyfriends 
  Many of the students were involved in conventional recreational pursuits with peers. 
These included dancing, driving a vehicle, going to the mall, going “mudding,” bull riding, 
playing video games, watching TV, fishing and hunting, and/or spending time with their dating 
partners. However, there is evidence of some disconnection from peers outside of school even as 
they renew their commitment to completing school and graduating.  
 One student claimed to have quit his gang and stopped doing drugs. Another male student 
indicated, “I don’t hang out with friends much.” His mother agreed. A female reported that while 
she maintains peer relationships, her objectives were now very different from theirs. She said 
that she did not care very much what her friends think and added, “Some friends don’t have 
goals, they just get a minimum wage job.  Less than half the students have long-term goals.”  
 Purposeful distancing from peers is not the only factor in these students’ relationships.  
Employment is another. Several of the students have jobs after school. These seem to be 
associated with some peer disengagement. As one reported, “I don’t have much time after 
school. I work. I do communicate with friends, but I work.”    
 Family perceptions of peers.  Family adults expressed three distinct attitudes toward 
their young person’s recent and current peer relationships. Some expressed fear that their young 
person was currently involved in undesirable activities and associations. An aunt said that she 
kept a tight rein on her niece’s associations and seemed to want to know where she was at all 
times and with whom she was spending time. Some indicated that the child was now old enough 
to make decisions independently and that their own influence was waning. These expressed hope 
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that their adolescent children would not be negatively influenced by their friends. However one 
parent noted that peer relationships at work have been a positive influence on his son. The young 
man’s father credits work, fellow-workers and the manager of his son’s workplace as significant 
in “teaching him some responsibility.”  
 Educators’ perceptions of peers.  The educators expressed a profound respect for the 
influence of peers. Three of the four stated that the peers were the main influence, while the 
other indicated that peer relationships are “very important.” They seemed to believe that there 
were important differences between peer relationships inside school and those outside school. 
 The educators viewed in-school peer relationships as positive but, like some family 
adults, were concerned about those outside. One of them observed, “They support each other in 
the school.  Outside peer relationships sometimes lead to trouble  . . .” Another said, “We don’t 
see a lot of stuff outside school . . . who they hang with. They talk about them but we don’t know 
much about them. Some seem very negative . . . some have friends, siblings in jail . . .”   
 Educators’ perceptions of outside-school relationships varied with gender. One educator 
said, “Gangs and drugs seem to affect boys more than females. With females it’s more of 
influences of males, pregnancy, and fighting.” Our study of the interviews leads us to conclude 
that most of the educators regard peer influences outside school to be negative. However, the 
lack of certainty on this subject was apparent. Most admitted that they have little direct 
knowledge of after-school peer interactions. 

Participants identified both constraints (factors within peer relationships that impede 
student engagement) and opportunities (aspects of student relationships that facilitate student 
engagement) within the lives of the students. The following table lists the constraints and 
opportunities that were mentioned by participants during interviews.  

Table 3 Goes About Here 
Educator and Family Factors 

Educators at the Credit Recovery program expressed pride in going beyond the usual 
professional responsibilities. They indicated that they encouraged students to come for tutoring 
and that they worked to insure that the curriculum is understandable and relevant, and they try to 
establish and maintain personal connections. Several educators and students said that their 
campus was “like a family.” One referred to students’ problems at home and noted that this 
school “is their cocoon.” He added, “Home life is stressful. Here they are comfortable – not 
threatened.” 
 The educators also reported that they try to connect with their students’ families and 
provide them with their cell phone numbers and email addresses. However, they noted that 
connections with family members varied considerably. One said that there was a “big 
disconnect” and in some cases “parents are often hard to get hold of” and, “It is harder to get 
them to come up here.”  However, educator inferences about parental involvement were wide 
ranging and indicated a perception that their students’ families are heterogeneous.  One reported, 
“A lot of parents are concerned to get (their young people) through.  But some parents don’t care 
at all.” Another said, “We have every kind of family here.”   

The students’ families were sometimes identified as the major factor behind low school 
performance. One educator said, “Family breakdowns, lack of male influence are the biggest 
concerns.” When asked to pinpoint specific causes of school disengagement, this educator said, 
“Probably divorce,” and added, “If kids were in their teens when the parents divorced, they 
(students) think it’s their fault.” 
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 The educators tended to see family stress as a central factor in student disengagement. “It 
all gets back to family . . . disengagement is usually because of divorce,” said one educator. 
Another indicated that “most students don’t have two parents.  Almost all come from single 
parent homes. Most don’t live with their family. Many of the kids are breadwinners.” While 
some of the educators seemed to take this view of pervasive family dysfunction, others did not. 
In fact, most reported that parents of these students (biological and step-parents) played a 
significant positive role. We came to understand the families as highly diverse in their structure 
and in their capacity to support their children’s education.  
 Family members were universally positive about the Credit Recovery Program in our 
interviews. They cited the personal attention and level of effort by educators, the teacher-student 
ratio, and the flexibility in teaching approaches.   
Non-Parent Family Influences 
 Our interviews yielded some serendipitous information. Crucial roles are often played by 
non-parent family members.  In fact, most of the adults we interviewed pointed to other family 
adults and/or siblings as being very influential. One father said, “My nephew is a sergeant in the 
army.  He comes home in uniforms and medals. He’s like a big brother to [son’s name].  When 
he’s around, we’re not worried.”  The father continued, “I tell [son’s name], “See! He worked for 
all this (medals, rank).” The father said that he reinforces the student’s cousin’s role and expects 
that the cousin will help to instill a work ethic.  
 In still another interview, a father said, “[son’s name]’s older brother (who is in college) 
gave him the desire to continue with his education.” Later this parent said, “My brother 
influences him.  He tells him he (the uncle) doesn’t have an education and he [the student] needs 
to get an education.” A student told us that she is strongly influenced by her older brother who 
joined the military. She is seriously thinking of doing the same. 

Just as the influences of older family members vary, so does the influence of siblings. 
One mother reported that references to an older brother (in the military) who graduated from 
high school only inspired resentment.  She reported that when she suggests that her son emulate 
the older brother, he responds by saying “I’m not like [him].” However, the father of another 
young man reported that it is likely that his son’s recent interest in going to college was a result 
of his older brother’s success and imminent completion of college. 
 Adults in the extended family can play crucial roles when a family is under stress.  As we 
noted earlier, a father told us that his brother (the student’s uncle) influences his son.  In another 
case, a female’s aunt assumed full parental-type responsibilities when other family members 
were unwilling or unable to do so. One grandmother took in a young man who had moved 
extensively between households. In each of these instances students were, in effect, rescued from 
households characterized by neglect and instability. 

There appears to be no generalization that would describe all the households, nor all the 
relationships between homes and schools. Some peer influences are very strong. But they are 
subject to change. Some of them support personal emotional well being and educational progress 
while others do not. Some households provide strong support while others do not. In some 
households other relatives play important roles. But there is no category here that allows 
prediction. Individual choices and priorities clearly play an important part in determining 
personal and educational outcomes. 

While looking at emerging themes, we identified constraints (factors within the families 
that seemed to impede student engagement) and opportunities (family practices/systems that 
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seemed to facilitate student engagement) occurring within the district.  The following table lists 
the constraints and opportunities that were mentioned by participants during interviews.  

Table 4 Goes About Here 
Discussion 

This study allowed the researchers to examine disengagement retrospectively and to look 
at current factors from the perspectives of three distinct groups. We place our discussion in the 
widely used three—pronged definition of student disengagement.  

Behavioral dimension of disengagement.  As Pellerin (2005) indicated, cutting class 
and truancy are important indicators of behavioral disengagement. Most students in our study 
stated that during their earlier experience, they cut classes or were chronically truant. As they 
missed instruction and fell further behind, their truancy increased. One student, in particular, 
stated that he “liked going to the alternative school” where he was placed on numerous occasions 
over several academic years for behavior issues or truancy. He told us, “it was quiet” and he said 
could get the help he needed.   

Some students said that teachers (on the separate 9th

Emotional dimension of disengagement. Most students said that teachers were more 
helpful in elementary school and teacher support dropped noticeably in middle and high school. 
More than one student elaborated on “feeling dismissed” by some teachers who had made an 
“unfair judgment” about them. Those students said they stopped asking for help when they 
seemed unable to obtain it. In their view, teacher apathy and the increased demands of the 
curriculum led to their discouragement and ultimate academic failure. That is the point when 
they “felt like dropping out.” These students also said that “teachers didn’t care whether they 
learned or not.” They spoke passionately of teachers “not caring” whether they passed or failed 
their classes and ultimately attributed their emotional detachment to middle and high school 
teacher disinterest in them.  

 grade campus) seemed to have few 
classroom management skills and lacked discipline. They said that students took advantage of 
these teachers and presented constant disruptions that interfered with learning.  Some indicated 
that they had been excessively tardy to school and/or to classes. The tardiness led to detention 
that, in turn, led to in-school suspension and subsequently to almost complete disengagement.  
Some viewed inconsistent disciplinary actions as unfair. 

While teacher traits received much of the blame, the secondary school culture also 
seemed to factor into their weak connections. Several stated that they had difficulty adjusting to 
new routines, social situations, and the larger and more densely populated environment of middle 
and high school. Some felt overwhelmed by the size of the school and large numbers of students 
in their classes. Most felt they did not belong in the large high school whereas the Credit 
Recovery Program with its smaller classes and more personalized attention from teachers made a 
difference for them.   

Cognitive dimension of disengagement.  The lack of cognitive investment 
(Archambault et al., 2009) in middle school was evident in our interviews with students. The 
theme of perceived teacher inadequacies was repeated throughout our discussions as were the 
lack of hands-on classroom activities, overreliance on lectures and worksheets, and the general 
lack of helpfulness, including timely tutoring.  The move to secondary school meant, of course, 
that they had reduced exposure to individual teachers and more teachers to please.  And teachers 
have far more students and see each group for shorter segments during the day and week. We 
repeatedly heard emotionally strong retrospectives on teachers such as the following: 

 “They were just there for a paycheck.” 
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 “They just sat there. The teachers were boring.” 
 “They were bad teachers who could not teach.”   
  The strong perceptions of teacher inadequacies were accompanied by perceptions of a 

daunting curriculum. Thus the claim that teachers were uninterested, inept and failed to use 
effective teaching strategies was matched by claims that the academic demands were 
overwhelming. Complaints that they [the students] could not keep up with the curriculum and 
that they lacked basic skills became another theme linked to cognitive disengagement. 

Limitations and Future Research 
There are five limitations in our study.  First, this was an exploratory study. We expect 

but cannot claim that the information we obtained or our interpretations represent experiences of 
others in this or other Credit Recovery Programs.     

Secondly, the selection process is subject to question. The selection was not randomized, 
as the students were chosen by the educators in the school rather than by the researchers. These 
students and their families constituted a “convenience sample” rather than a representative one. 
Students who were not accepted into the school district’s Credit Recovery program were not 
studied nor were students who have dropped out and not returned to school. While this is often 
seen as methodologically troubling, the accessibility to and openness of these at-risk students 
suggests an advantage. Cooperation between researchers and school personnel can open up 
productive lines of inquiry that might elude more conventional research approaches.  

A third limitation is that the study focused on the limited sample and did not explore all 
the school, family, peer, and individual factors influencing these young people.  

A fourth limitation involves the restricted field of other subjects. While we believe that a 
comprehensive study of peer socialization, inside and outside of school, is essential we only 
glimpsed it.  Moreover, we did not obtain the views of other family members or of other 
influential people such as those in job settings.  

Finally, there is the question of bias resulting from researcher influences.  Family 
members and students probably perceived us as agents of the school and may have shaded 
responses. The interviewed educators may have had a vested interest in the Credit Recovery 
Program and/or participated in an esprit de corps that may have shaped their responses. 

A broader and deeper study should be considered. This would include an examination of 
at-risk students who have dropped out and not re-entered school, and it would study the range of 
factors that both promote and discourage engagement. Moreover, it would provide a clearer 
longitudinal picture, showing the development of disengagement from early school into 
secondary education.  Future research should also address the sampling issues; students not 
handpicked by the principal from a proposed list of candidates nominated by teachers, school 
leavers who have not returned to schools, active members of gangs, and females who are 
pregnant or have had babies should be included. Future research should also expand to include 
other influential adults in students’ lives if they are revealed during interviews.   

Nevertheless, we believe that our results from this study are valuable, as they provide a 
set of perspectives from diverse sources regarding disengagement and reengagement experiences 
of students, their peers, and their families as well as students’ varying experiences with school 
across time.  We also offer a foundation for a questioning process that can assist schools in 
tailoring engagement and re-engagement strategies based on local needs. 

65



References 
AMERICAN Preparatory Institute (2009). Educational programs for Basic Academic Skills 

and High School Diploma with curriculum available in pencil/paper and online format.  
Central Texas College, Killeen, TX.   

Amos, J.  (2008). Dropouts, diplomas, and dollars: U.S. high schools and the nation’s economy. 
Washington, DC:  Alliance for Excellent Education. Retrieved from 
http://www.all4ed.org/publication_material/reports/Econ2008 

Archambault, I., Janosz, M., Jean-Sebastien, F, & Pagani, L.S. (2009). Student engagement and 
its relationship with early high school dropout. Journal of Adolescence, 32, 651-670. 
doi:10.1016/j.adolescence.2008.06.007 

Balfanz, R., Herzog, L., & MacIver, D. (2007). Preventing student disengagement and keeping 
students on the graduation path in urban middle-grades schools: Early identification and 
effective interventions.  Educational Psychologist, 42(4), 223-235. 
doi:10.1080/00461520701621079 

Baumrind, D. (1991). The influence of parenting style on adolescent competence and substance 
use. Journal of Early Adolescence, 11(1). 56-95. doi: 

Bennett, M.D., Jr. (2006). Cultural resources and school engagement among African American 
Youths: The role of racial socialization and ethnic identity. Children & Schools, 28(4), 197-
206.   

10.1177/0272431691111004  

Berliner, D.C. (2009). Poverty and potential: Out-of-school factors and school success. 
 Boulder and Tempe: Education and the Public Interest Center & Education Policy Research 

Unit. Retrieved from http://epicpolicy.org/publication/poverty-and-potential 
Bowen, N. K., & Bowen, G. L. (1999). Effects of crime and violence in neighborhoods and 

schools on the school behavior and performance of adolescents. Journal of Adolescent 
Research, 14(3), 319-342. doi:

Buhs, E.S., Ladd, G.W., & Herald, S.L. (2006). Peer exclusion and victimization: Processes that 
mediate the relation between peer group rejection and children’s classroom engagement and 
achievement. Journal of Educational Psychology, 98(1), 1-13. doi: 

10.1177/0743558499143003  

10.1037/0022-
0663.98.1.1 

Creswell, J. (1998). Qualitative inquiry and research design: Choosing among five traditions. 
Thousand Oaks, CA: Sage. 

Daly, B. P., Shin, R. Q., Thakral, C., Seldeers, M., & Vera, E. (2009). School engagement 
among urban adolescents of color: Does perception of social support and neighborhood 
safety really matter?  Journal of Youth and Adolescence, 38, 63-74. doi: 

Dotterer, A. M., McHale, S. M., & Crouter, A. C. (2009).  Sociocultural factors and school 
engagement among African American youth: The roles of racial discrimination, racial 
socialization, and ethnic identity. Applied Developmental Science, 13(2), 61-73. doi: 
10.1080/10888690902801442  

10.1007/s10964-
008-9294-7 

Fredericks, J. A., Blumenfeld, P.S., & Paris, A. H. (2004). School engagement: Potential of the 
concept, state of the evidence. Review of Educational Research, 74(1), 59-109. doi: 
10.3102/00346543074001059 

Garcia-Reid, P. (2007). Examining social capital as a mechanism for improving school 
engagement among low income Hispanic girls. Youth & Society, 39(2), 164-181. 

  

doi: 
10.1177/0044118X07303263  

66

http://www.all4ed.org/publication_material/reports/Econ2008�
javascript:popUpExt('http://www.informaworld.com/openurl?genre=article&id=doi:10.1080/00461520701621079');�
http://epicpolicy.org/publication/poverty-and-potential�
http://psycnet.apa.org/doi/10.1037/0022-0663.98.1.1�
http://psycnet.apa.org/doi/10.1037/0022-0663.98.1.1�


Gay, L. R., Mills, G.E., & Airasian, P. W. (2006). Educational research: Competencies for 
analysis and applications (8th

Gruman, D., Harachi, T.W., Abbott, R.D., Catalano, F., & Fleming, C.B. (2008). Longitudinal 
effects of student mobility on three dimensions of elementary school engagement. Child 
Development, 79(6), 1833-1852. doi: 10.1111/j.1467-8624.2008.01229.x 

 ed.). Upper Saddle River, N.J.: Merrill/Prentice Hall. 

Gutman, L.M. & McLoyd, V.C. (2000). Parents’ management of their children’s education 
within the home, at school, and in the community: An examination of African-American 
families living in poverty.  The Urban Review, 32(1), 1-24. doi: 10.1023/A:1005112300726 

Harris, L. R. (2008). A phenomenographic investigation of teacher conceptions of student 
engagement in learning. The Australian Educational Researcher, 35(1), 57-79.  Retrieved 
from http://www.aare.edu.au/aer/contents.htm 

Holt, L.J., Bry, B.H., & Johnson, V.L. (2008). Enhancing school engagement in at-risk, urban 
minority adolescents through a school-based, adult mentoring intervention. Child & Family 
Behavior Therapy, 30(4), 297-318. doi: 10.1080/07317100802482969  

Kenny, M.E., Blustein, D.L., Haase, R.F., Jackson, J., & Perry, J.C. (2006). Setting the stage: 
Career development and the student engagement process.  Journal of Counseling 
Psychology, 53(2), 272-279. doi: 10.1037/0022-0167.53.2.272 

Ladd, G.W., & Dinella, L.M. (2009). Continuity and change in early school engagement: 
Predictive of children’s achievement trajectories from first to eighth grade? Journal of 
Educational Psychology, 101(1), 190-206. doi: 10.1037/a0013153 

Lee, V.E. & Burkam, D.T. (2003). Dropping out of high school: The role of school organization 
and structure. American Educational Research Journal, 40(2), 353-393. doi: 

Lew, J. (2004). The “other” story of model minorities: Korean American high school dropouts in 
an urban context. Anthropology and Education Quarterly, 35(3), 303-323. 
doi: 10.1525/aeq.2004.35.3.303 

10.3102/00028312040002353  

Marks, H.M. (2000). Student engagement in instructional activity: Patterns in the elementary, 
middle, and high school years. American Educational Research Journal, 37(1), 153-184. 
doi:

Mo, Y., & Singh, K. (2008). Parents’ relationships and involvement: Effects on students’ school 
engagement and performance. Research in Middle Level Education ONLINE. National 
Middle School Association, 31(10), 1-11. Retrieved from 
http://www.nmsa.org/Publications/RMLEOnline/Articles/Vol31No10/tabid/1696/Default.as
px 

10.3102/00028312037001153  

Murray, C. (2009). Parent and teacher relationships as predictors of school engagement and 
functioning among low-income urban youth. Journal of Early Adolescence, 29(3), 376-404. 
doi: 

Ornstein, A.C., & Levine, D.U. (2005). Foundations of Education. (Ninth Edition). Boston: 
Houghton Mifflin Company.  

10.1177/1063426609353607  

Ornstein, A.C., & Levine, D.U. (2008). Foundations of Education. (Tenth Edition). Boston: 
Houghton Mifflin Company. 

Pellerin, L.A. (2005). Student disengagement and the socialization styles of high schools. Social 
Forces, 84(2), 1159-1179. doi: 10.1353/sof.2006.0027 

Perreira, K.M., Harris, K.M., & Lee, D. (2006). Making it in america: high school completion by 
immigrant and native youth. Demography, 43(3), 511-536. doi: 10.1353/dem.2006.0026 

67

http://dx.doi.org/10.1023/A:1005112300726�
http://psycnet.apa.org/doi/10.1037/0022-0167.53.2.272�


Perry, J.C., Liu, X., & Pabian, Y.  (2010). School engagement as a mediator of academic 
performance among urban youth: The role of career preparation, parental career support, and 
teacher support.  The Counseling Psychologist, 38(2) 269-295.  doi: 

Perdue, N.H., Manzeske, D.P., & Estell, D.B. (2009). Early predictors of school engagement: 
Exploring the role of peer relationships. Psychology in the Schools, 46(10), 1084-1097. 
doi: 10.1002/pits.20446 

10.1177/0011000009349272  

PLATO Learning. Self-Study courses. Bloomington, MN. 
Ravet, J. (2007a). Enabling pupil participation in a study of perceptions of disengagement: 

Methodological matters. British Journal of Special Education, 34(4), 234-242. 
DOI: 10.1111/j.1467-8578.2007.00484.x 

Ravet, J. (2007b). Making sense of disengagement in the primary classroom: A study of pupil, 
teacher and parent perceptions. Research Papers in Education, 22(2), 333-362. doi: 
10.1080/02671520701497589  

Ream, R.K., & Rumberger, R.W. (2008). Student engagement, peer social capital, and school 
dropout among Mexican American and non-Latino white students. Sociology of Education, 
81(2), 109-139. doi: 

Sheehey, P.H. (2006). Parent involvement in education decision-making: A Hawaiian 
perspective. Rural Special Education Quarterly, 25(4), 3-15. 

10.1177/003804070808100201  

Simons-Morton, B., & Chen, R. (2009). Peer and parent influences on school engagement among 
early adolescents. Youth & Society, 41(1), (3-25). doi: 

Smyth, J. (2006). ‘When students have power’: Student engagement, student voice, and the 
possibilities for school reform around ‘dropping out’ of school. International Journal of 
Leadership in Education, 9(4), 285-295. doi: 10.1080/13603120600894232  

10.1177/0044118X09334861  

Spradley, J.P. (1979).  The Ethnographic Interview. Orlando, FL: Holt, Rinehart and Winston, 
Inc.  

Suarez-Orozco, C., Rhodes, J. & Milburn, M. (2009). Unraveling the immigrant paradox: 
Academic engagement and disengagement among recently arrived immigrant youth.  Youth 
& Society, 41(2), (151-184). doi: 

Suh, S., & Suh, J. (2007). Risk factors and levels of risk for high school dropouts. Professional 
School Counseling, 10(3), 297-306.  

10.1177/0044118X09333647  

Thomas, E. (2007). Student engagement and learning in a community-based arts classroom. 
Teachers College Record, 109(3), 770-796. http://www.tcrecord.org ID Number: 12831 

Van de Gaer, E; Pustjens, H., Van Damme, J., & De Munter, A. (2009). School engagement and 
language achievement: A longitudinal study of gender differences across secondary school.  
Merrill-Palmer Quarterly, 55(4). 373-405. doi: 10.1353/mpq.0.0034 

 Weiss, C.C., Carolan, B.V., & Baker-Smith, E.C. (2010). Big school, small school: (Re)Testing 
assumptions about high school size, school engagement and mathematics achievement.  
Journal of Youth and Adolescence, 39(2), 163-176. doi: 

Wiggan, G. (2008). From opposition to engagement: Lessons from high achieving African 
American students.  The Urban Review, 40(4), 317-349. 

10.1007/s10964-009-9402-3 

doi: 
Williams, T. R., Davis, L.E., Saunders, J., & Williams, J.H. (2002). Friends, family, and 

neighborhood: Understanding academic outcomes of African American youth.  Urban 
Education, 37(3), 408-483. doi: 

10.1007/s11256-007-0067-5 

 
10.1177/00485902037003006  

 

68

http://www.tcrecord.org/Home.asp�


Table 1  
Emerging Themes 
Social 
Setting 

Emerging Theme Student 
Interviews 

Family 
Interviews 

School 
Interviews 

School     
 
  

Overcrowding, large classes x x x 

 Teachers who fail to relate to students’ need  x x x 
 Teachers’ rigid methods, approaches x x x 
 Peer “drama”, lack of classroom discipline x  x 
 Failure to link curriculum to “real world” x  x 
Peer      
 Lure of peer world, including gangs, cliques  x x x 
 Consumption of alcohol and drugs x  x 
 Pregnancy, parenthood x  x 
Family     
 Family stress (including problematic 

relationships, alcohol-related problems, 
household instability) 

x x x 

 Mobility x x x 
 Parental/household disengagement from 

formal learning 
x x x 

 Need for student income x  x 
 
 
Table 2   
Peer Constraints and Opportunities 
Peer Constraints Peer Opportunities 
• Fighting 
• “Drama” 

• Friends who encourage them to stay in school 
• Friends who encourage hobbies outside of school 

that are safe 
 
 
Table 3  
Family Constraints and Opportunities 
Family Constraints Family Opportunities 
• Family Instability and Stress 
• Mobility 
• Lack of positive adult models 
• Disconnect between household 

adults and school 

• Family members that support students and 
encourage staying in school 

• Family members who provided stable homes 
• Family members who encouraged careers and 

college 
• Many instances of extended family members such 

as aunts, grandparents, step parents who stepped in 
to act as “parents” for these students 
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Table 4  
School Constraints and Opportunities 
School Constraints School Opportunities 
• Large class sizes and big campuses 
• Lack of personal regard for students 

by teachers 
• Lack of understanding by teachers 

of home problems 
• Students who have fallen behind in 

class work or lack the skills to keep 
up 

• Inconsistent application of 
differentiated instruction 

• Curriculum not relevant to students 

• Alternative high school structure in place at Profit 
High School (PHS) 

• Multiple options to recoup credits through the PHS 
Credit Recovery program  

• Relationship-building training for staff and teachers 
at PHS.  Campus applies these strategies.  “Sense of 
family” on campus 

• Minimum requirement of teachers to make contact 
with parents twice each semester 

• Opportunities to participate in clubs and other 
enrichment activities 
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Introduction 
“In some countries the electrical system runs on 110 Volt and in others it is 220 Volt.  In 

some countries the electricity runs on 50 cycles per second and in others it runs on 60 Hertz.  The 
internal telephone systems in some countries have 6 Volt, while in others it is 12 Volt.  In some 
countries the zero is next to the one on the dial, in others it is next to the nine.  In some countries 
ring-ring means the phone is busy, in others it means that the phone is actually ringing” (Heller, 
1989, p. 18).  In some countries, people drive on the right while in other countries they drive on 
the left.  But the greatest inconveniences and perplexities stem from different languages and 
different systems of weights and measures.  “The several Nations of the World do not more 
differ in … Languages, than in the various kinds and proportions of … Measures” (Wilkins, 
1668, p. 191). 

There are times to follow and there are times to lead.  It is time for the United States to 
lead the rest of the world by using phonetic English.  This would facilitate communication not 
only between people but also between people and machines.  Why not simply spell words like 
they sound instead of wasting time trying to look them up?  English is after all the lingua franca 
of science and business.  The US has no official language at present.  But Congress could and 
should adopt phonetic English now. 

There are times to lead and there are times to follow.  It is time for the United States to 
follow the rest of the world by using the metric system.  This would facilitate both science and 
business.  Why waste time and money on two sets of tools and two sets of books?  The metric 
system is the International System of Units (SI).  And fixing the standard of weights and 
measures is an enumerated Congressional power under the US Constitution.  Congress could and 
should adopt SI now. 

“Metrology (or the science of weights and measures) attracts but few … (yet) commerce 
between nations is undoubtedly impeded by the existence of conflicting systems of weights and 
measures ... Obviously uniformity would be desirable.  The same might (to a far greater extent) 
be said of language” (Evans, 1904, p.6).  This paper is about communication, plain and simple.  
The first part is devoted to the development of phonetic English (letters) whereas the second part 
is devoted to the development of the metric system (numbers).  
 
Phonetic English 

A brief history of the English language is revealing.  “English is not normal.  It is a mixed 
language not only in its words, but in its grammar … an offshoot of Proto-Germanic that traded 
grammar with offshoots of Proto-Celtic.  The result … (is) a structurally hybrid tongue” 
(McWhorter, 2008, p. 60-61).  But the complex morphology of English is also the result of 
infusions of both Latin and French.  And even this mixture does not reflect the many additions 
and revisions over the past 1500 years.     

 Geography played an important role in the development of the English language.  “The 
Celtic Britons had the misfortune to inhabit an island that was highly desirable both for its 
agriculture and its minerals.  The early history of Britain is the story of successive invasions.  
One of the most famous was the landing of Julius Caesar and his legions in 55 BC … Roman 
words crept, corrupted, into British usage” (McCrum, MacNeil, and Cran, 2002, p. 52).  Then 
“Christianity brought its huge Latin vocabulary to England in the year AD 597 … (with) the 
mission of St. Augustine” (ibid, p. 61).   

These military and religious invasions from the Mediterranean region were followed by 
less organized but nevertheless effective invasions from the Baltic and North Sea regions.  And, 
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since the Celtic languages of “Welsh and Cornish were spoken in England long before the 
Angles and Co. came … the flavor of Welsh and Cornish bled into their way of speaking … 
‘Englisc’ (or ‘Anglisc’) as a second language” (McWhorter, p. 118, 120).  An abbreviated 
version of the story is related as follows:  

Germanic tribes called Angles, Saxons, and Jutes (from Jutland or Denmark) invade 
Britain in the fifth century.  They bring along their Anglo-Saxon language, which we call 
Old English … Danish and Norwegian Vikings start invading in 787.  They speak Old 
Norse, a close relative of Old English, and sprinkle around their … words … More words 
(come) from the Norman French after William the Conqueror takes over ‘England’ in 
1066 (defeating King Harold II at the Battle of Hastings) … When England falls into the 
Hundred Years’ War (from 1337 to 1453) with France, English becomes the ruling 
language once more … grabbing up Latin terms from classical authors (ibid, vii-viii). 
During the middle ages, the written word began to catch up with the spoken word.  But 

writing remained haphazard.  “Before the age of fully-fledged dictionaries there were fewer 
spelling regulations.  People tended to write as they spoke … (and) the English language, 
perhaps like the mass of English society itself, was unruly and unrefined” (McCrum, MacNeil, 
and Cran, 2002, p. 106, 132).  That roughness was passed along from one generation to another.   

Even today, “school children are still grappling with a spelling system that dates back to 
William Caxton … (who) introduced the press into England around the year 1476 … (and) 
settled for the idiosyncrasies of the English he heard in the streets of London … He (and other 
printers like him) helped to fix the language on the page before its writers and teachers had 
reached a consensus.  It is to this that English owes some of its chaotic and exasperating spelling 
conventions” (ibid, p. 43, 85, 87).     

“The relationship between the written and spoken forms of the language … is enough to 
drive people to distraction” (Lynch, 2009, p. 163).  Far too many words are spelled one way but 
sound another.  So it is not surprising that “over the last three centuries, thousands of writers 
throughout the Anglophone world have proposed schemes for spelling reform” (ibid, p. 132).  In 
1712, Jonathan Swift “stirred up public controversy with ‘A Proposal for Correcting, Improving 
and Ascertaining the English Tongue’ … proposing an academy that would … lock the whole 
thing down to stop its frustrating change” (ibid, p. 63).  In 1755, Samuel Johnson “laid down the 
law (in his Dictionary of the English language), but it was the common law … not from fiat but 
from precedent … not dictating to the great writers … but listening to them” (ibid, p. 92, 88, 87).  
And although Dr. Johnson published his dictionary “to settle arguments about language … he 
scorned the idea of permanence in language” (McCrum, MacNeil, and Cran, 2002, p. 137, 139).   

Even after the publication of “Thomas Sheridan’s pronouncing dictionary (The General 
Dictionary of the English Language in 1780) … agreement about correct pronunciation was a 
will o’ the wisp” (ibid, p. 186).   In 1768, “Benjamin Franklin offered a new alphabet that would 
do away with most of the obvious inconsistencies in English spelling” (Lynch, 2009, p. 176).  In 
it, for example, “the g no longer has two different sounds … but is, as every letter ought to be, 
confined to one.  The same is to be observed in all the letters, vowels, and consonants, that 
wherever they are met … their sound is always the same” (Sparks, 1856, p. 299).  “Franklin 
never pursued this scheme seriously, but one of his disciples, Noah Webster did … (by adding) 
marks to the current 26 letters … in his American Dictionary in 1828 … (but the idea) never 
caught on” (Lynch, 2009, p. 176, 181).   

There were other schemes for spelling reform many of which advocated phonetic 
shorthand.  In 1884, Sir Isaac Pittman observed in his “History of Shorthand” that “from the 
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commencement of the art to the introduction and general dissemination of the System of 
Phonetic Shorthand, with which writing and printing reform is associated, 200 different systems” 
were published (Pitman, 1891, p. 14).  And he cited organizations such the “Phonetic Shorthand 
Writers Association,” the “Phonetic Institute,” and the “Phonetic Society” as well as publications 
such as the “Phonotypic Journal” and the “Phonetic Journal” (ibid, p. 154, 193, 204, 25, 200).  

“The early twentieth century’s most ardent champion for a new alphabet was George 
Bernard Shaw … In an essay called ‘Spelling Reform v. Phonetic Spelling:  A Plea for Speech 
Nationalization’ … in 1901, he argued … the English alphabet, after all, ‘is a phonetic one as far 
as it goes; and our established spelling, partly out of date, and partly corrupted by an ignorant 
academic attempt to make it more etymological’” (Lynch, 2009, p. 178).  But, in spite of all 
efforts to reform the English language, its spelling remains more outdated and confused than 
ever.  “Writing and talking are very different things … Spoken language changed always, but the 
written form rested unchanging on the page” (McWhorter, 2008, p. 33).  So learning to write the 
spoken word or to speak the written word is now a daunting task.   

“English, like most alphabetic orthographies … (relies) in part on regular connections 
between letters and sounds … and yet this phonological basis does not explain the variability 
with which sounds are represented across different words … A second source of information 
useful to spelling comes from graphotactic regularities about the legal combination of letters … 
(and) a third level of consistency in spelling comes from the smallest units of meaning in 
language, or morphemes” (Deacon, Pacton, and Conrad, 2008, p. 118).   

“One group of models, termed loosely ‘late,’ advocate that children take some time to 
learn about the role of graphotactic and morphological regularities in spelling … (and) that 
children do so by learning rules or principles that can be applied across a very large sample of 
items … In sharp contrast, the ‘early’ model proposes that even very young writers appreciate 
the place of phonological, graphotactic, and morphological information in spelling … (and) 
statistical or associative learning … encourages exploration of regularities” (ibid, p. 119).  But 
nothing could be simpler than spelling words like they sound not only for those learning English 
as a native language but also for those learning it as a foreign language or as a lingua franca. 

It is however important to distinguish between English as a foreign language (EFL) and 
English as a lingua franca (ELF).  Although “English is shaping itself differently in European 
contexts from the official languages of the two English-speaking member states (the UK and 
Ireland) … nowhere is there any acknowledgement of ELF as a different medium of 
communication, shaped and changed by its European non-native speakers (Cogo and Jenkins, 
2010, p. 273-4).  “ELF … regards non-native varieties of English as different rather than 
deficient … in terms of phonology/phonetics … lexicogrammar … (and) pragmatics,” i.e. 
placing stress on different syllables, zero-marking the third person singular in the present tense 
(saying he run instead of he runs), and code-switching (relying on non-English terms) (ibid, p. 
275-81).      

The European Union is in a state of denial over the disjuncture between principle and 
practice.  “The claim that interpretation and translation have made multilingualism workable is 
not true, except in the most formal settings … English has become the de facto but 
unacknowledged lingua franca … Only in some border regions where the language of the 
neighbor is of more immediate relevance, or in multilingual countries where the constitution 
stipulates that constituent groups should learn each other’s language, is the tide of English 
stemmed” (Wright, 2009, p. 94-5).  The official system of the EU is neither fair nor practical.   
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The 23-language regime excludes minorities and is … so cumbersome that it encourages 
lingua franca use … Although on the celebratory level there is a discourse in support of 
multilingualism … on the policy level, full diversity is abandoned for a strategy of 
support for a restricted number of lingua francas … (but) it takes little account of the fact 
that more than one lingua franca produces burdens for those for whom none of the chosen 
languages is a mother tongue (ibid, p. 110). 
English means of course different things to different people both outside and inside the 

EU.  “Asian ELF is different from European ELF… (and) within Europe, Scandinavian users of 
English differ from those with a Slavic or Romance language as their mother tongue” (Fiedler, 
2010, p. 9).  Within the EU, some attempts are being made to avoid ELF altogether.  “EuroCom 
… is a method of acquiring reading competence in several cognate languages.  Its basis is 
people’s knowledge of one language of a family … There are three sub-projects:  EuroComSlav 
… EuroComRom … and EuroCom Germ ... The question is whether this aim is ambitious 
enough” (ibid, p. 5-6).   

The most ambitious European project is also the oldest, proposed “more than one century 
ago” (Esperanto. 2011).  “Artificial languages also called universal languages or world auxiliary 
languages … (or) planned languages … are language systems which have been consciously 
created … for the purpose of making international communication easier … and … Esperanto … 
is the only system among about 1,000 that has managed the successful transition from a mere 
project to a genuine language” (Fiedler, 2010, p. 12).  “National languages … are easy to learn 
naturally but hard to learn as a student.  That is why many people have tried to invent a simple 
(artificial) language … ‘Esperanto’ … was developed between 1880 and 1890 by … Ludovic 
Lazarus Zamenhof … a Russian eye doctor in Poland … (and) for a while … was an official 
project in the USSR and in the People’s Republic of China” (Nerriere and Hon, 2009, p. 13-14).  
But, as it now stands, few people in the world can either write it or speak it. 

There are more than 7,000 natural languages in the world.  “Of these … about 80 are 
‘vehicular’ languages, such as Chinese, Hindi, Spanish, and Arabic – languages learned by non-
native speakers in order to communicate with native speakers of a third tongue.  English, of 
course, dominates all of these” linguistic vehicles (Economist, September 10, 2011, p. 96).  In 
terms of population, “Mandarin Chinese is the language with the most speakers.  After that is 
Hindi, and then Spanish.  But … English will … continue to be the most important international 
language … (even though) it is far too difficult and … does not have good links between the 
written and the spoken language” (ibid, p. 21, 20, 22).   

“Some … take pride in speaking … ‘plain English’ … using common English words … a 
level of usage and correctness … which is ‘enough’ for understanding … Globish is … (one 
such) subset of English … It … uses simple sentence structures and a small number of words … 
1500 … that are already international” (ibid, p. 33-35).  In other words, Globish is essentially a 
pidgin English, “an auxiliary language, one that has no native speakers” (McCrum, MacNeil, and 
Cran, 2002, p. 212).  It is not a creole like Ebonics (from the words ebony and phonics), a “term 
coined by the psychologist Robert Williams … and featured in the title of his 1975 book, 
Ebonics:  The True Language of Black Folks” (Lynch, 2009, p. 265).  But Globish is like 
Ebonics in terms of two major deficiencies.  It is neither quantitatively sufficient nor 
qualitatively satisfactory and therefore is mischaracterized as “plain English.” 

In 1780, John Adams prophetically wrote that “English is destined to be in the next and 
succeeding centuries more generally the language of the world than Latin was in the last or 
French is in the present age” (Mencken, 1982, p. 282).  Today “the majority of English 
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interactions take place between non-native speakers to whom the language functions as a ‘lingua 
franca’ … (and) this current global role of English is unique in the history of languages” (Pitzl, 
2005, p. 50-51).   

In “populous countries such as India, Pakistan, and … Nigeria … English is an official 
language, invariably used for international dealings and also, in most cases, for internal business” 
(Language, 1965, p. 9).  Approximately “90 countries use English as an official language” 
regardless of “the percentage of the population who can actually speak” it with fluency (Watts, 
2011, p. 281).  “According to recent issues of the Union of International Associations’ Yearbook, 
there are about 12,500 international organizations in the world.  A sample showed that 85 
percent made official use of English - far more than any other language” (Crystal, 2004, p. 11).   

Officially, “the clearest example of the dominance of English is in aerospace.  English is 
the language of international airports … (as both) ground staff and pilots are trained … in 
English” (Language, 1965, p. 9-10).  Unofficially, the clearest example is the World Wide Web.  
“The media that make up the Internet are overwhelmingly American in origin, so it is no wonder 
that the mother tongue of the Web is English” (English Language Guide, 2011).  M

“Given a world of satellites, televisions, and telephones, English will probably flourish at 
two quite distinct levels:  International Standard … and Local Alternative … The former will 
evolve more or less uniformly throughout the Standard English-using world.  At this educated 
level, the differences between British English, American English, and a Third World variety like 
Indian English are probably not so severe as to require … a simplified ‘Nuclear English’.  The 
latter, the local alternative, will become more and more distinctive and will indeed throw up 
local literatures” (McCrum, MacNeil, and Cran, 2002, p. 373). 

ore people 
use English online than any other language (Internet World Stats, 2011).     

“Since there is always a common variant of a feature at the top of an asymptotic 
distribution for every feature at any locality, then speakers may come to perceive such common 
variants as ‘standard’ or ‘normal,’ and come to think that there is a linguistic system composed 
of these most common variants … Speakers … may also find uses for less common variants.  
They may come to think of them not just as non-standard or otherwise odd variants, or as 
historical residue or evidence of incipient change, but to employ them … to enact social or 
regional identities” (Kretzschmar and Tamasi, 2003, p. 398). 

For those who champion standard English, there are “at least five grounds on which to 
object to a word, a phrase, or a usage:  (1) taste (or personal preference) … (2) authority (or) 
proper usage … established by the great writers; (3) etymology, the true meaning … (or) the 
meaning of its root, usually the Germanic, Latin, or Greek … (4) analogy with classical 
grammar, (e.g.) Latin and Greek (and) … (5) logic” to prohibit abuse such as the double-negative 
(Lynch, 2009, p. 188).  But there are other objections that relate more specifically to spelling.  

“A common assumption in studies of English world-wide is that speakers of an L2 (or 
second language) frequently rely on the orthographic form of words in settling upon their 
pronunciation … the ‘spelling form hypothesis’ …  (but) phonetic and orthographic forms often 
do not coincide” (Mesthrie, 2005, p. 127).  There are numerous “conceptual problems with the 
‘spelling form hypothesis’ … Assumption 1:  Literacy is widespread … Assumption 2:  L2 
speakers learn the spelling of words before they formulate (mental) phonological classes of 
words … Assumption 3:  Spelling is easy, pronunciation is difficult … Assumption 4:  English 
letters have sounds about which there is consensus amongst all L2 speakers … Assumption 5:  
Literary people access orthographic forms as they speak … (and) Assumption 6:  L2 diachrony 
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(processes and strategies speakers use in order to communicate) is involved in L2 synchronic 
processing” (ibid, p. 134-139). 

There is agreement in one respect:  “It has been observed by all writers, on the English 
language, that the orthography or spelling of words is very irregular; the same letters often 
representing different sounds, and the same sounds often expressed by different letters … Two 
principal causes may be assigned:  1.  The changes to which the pronunciation of a language is 
liable, from the progress of science and civilization; (and) 2.  The mixture of different languages, 
occasioned by revolutions in England, or by a predilection of the learned, for words of foreign 
growth and ancient origin” (Webster, 1789, p. 391). 

This disconnect between spelling and pronunciation creates confusion not only between 
people but between people and their machines.  “Man-machine oral communication is 
complicated by the inconsistencies and ambiguities of English spelling, variation in pitch and 
stress used to convey emotion or meaning, and the fact that spoken sentences do not normally 
have pauses between words” (Sanford and Gibson, 1981, p. 241). 

Some 45 letters/characters are required to represent the sounds of English.  Because the 
Roman alphabet contains only 26 symbols, the needed extra symbols have either been 
borrowed from other languages or invented as entirely new symbols, as in various 
dictionary-oriented phonetic alphabets such as the International Phonetic Alphabet (IPA) 
and the American College Dictionary Alphabet (ACD), or made up of combinations of 
two or more Roman letters, as in World English Spelling (WES), and two-character 
ARPABET.  One other approach has been to assign different sounds to upper- and lower-
case Roman letters, as in single-character ARPABET.  Clearly, the use of nonstandard 
characters is incompatible with any scheme for communication with computers or 
machines through standard terminals or typewriters, and also presents a problem of 
recognition for the average reader” (ibid, 1981, p. 241-2). 

The situation is even worse for people whose native tongue is not English.  But some help is  
now available online:   

First, there is general speech recognition software for transcription of spoken English to 
written English (as opposed to voice recognition software for authentication in lieu of 
passwords).  In particular, “professional transcriptionists need cost-effective tools for processing 
digital dictation from their healthcare, legal and professional authors” (American Dictation, 
2011).   

Second, there are programs that transcribe Standard English into phonetic English.  
“Truespel is a simple phonetic notation for American English.  Words are written as they sound 
and are consistent with the pronunciation guide in an American dictionary.  It uses a minimal set 
of 40 phonograms or sound signs and a stress marking convention (and) … is the first USA 
English phonetic spelling system that is pronunciation guide quality” (Zurinskas, 2011).  You 
simply cut and paste text in ordinary English for immediate translation into phonetic English.  A 
similar program, upodn.com, transcribes text using either American Phonetic English or the 
International Phonetic Alphabet.  Other such programs include fyxm.net and project-
modelino.com.   

Third, there are programs to convert documents to speech.  “The Intel Reader transforms 
printed text to the spoken word.  It combines a high-resolution camera with the power of an Intel 
Atom processor” (Care Innovations, 2011).   

Fourth, there are programs such as dictionary.com that enable users to look up words by 
typing them or by speaking them.  It provides “online access to millions of English definitions, 
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synonyms, spelling, audio pronunciations, example sentences, and translations” through its Web 
properties (Dictionary.com, Thesaurus.com, and Reference.com), through its mobile applications 
(including iPhone, BlackBerry, Android, and iPad), and through its API (application program 
interface) data services (Dictionary.com, 2011).  So users may type a word to hear it pronounced 
or they may pronounce a word to see it typed.  

And, fifth, there are programs that translate from one language to another including 
translate.google.com, worldlingo.com, translation.langenberg.com, freetranslation.com, 
speechtrans.com, etc.  David Crystal “reckons that it is only a matter of time before automatic 
machine translation (MT) becomes so sophisticated that the language of Bagehot loses its role as 
lingua franca” (Economist, 6 August 2011, p. 50). 

In the meantime, English continues to spread from the UK, the US, Australia, Canada, 
Ireland, and New Zealand around the world.   Normally, the widespread dissemination of a 
language results in many different dialects and, in some instances, entirely new languages.  
Latin, for instance, morphed into the Romance or Romanic languages, e.g. French, Italian, 
Portuguese, Romanian, Spanish, etc.  Geographical distances and social differences are 
obviously key factors.   

The proliferation of English is not however leading to its disintegration.  Instead, it is 
leading to its standardization especially in terms of phonetic spelling.  Technological innovation 
is proving to be “the keyboard factor” as emails and text messages make instantaneous global 
communication not only possible and practical but also phonetic.  Provincials by definition 
oppose linguistic uniformity but even they are being swayed by the personal computers and 
smart phones of the communications revolution.  Young people are especially apt to spell words 
like they sound.  Inadvertently, they are following the advice given by Noah Webster over two 
hundred years ago: 

The principal alterations, necessary to render our orthography sufficiently regular and 
easy, are these:  1.  The omission of all superfluous or silent letters (bilt instead of built 
and frend instead of friend) … 2:  A substitution of a character that has a certain  sound, 
for one that is more vague and indeterminate (meen instead of mean and macheen instead 
of machine) … in this manner ch in Greek derivatives should be changed into k (karacter 
instead of character) … (and) 3.  ch in French derivatives should be changed into sh 
(from machine to macheen to masheen) (Webster, 1789, p. 393-398).  
 It is important for the US as a superpower to lead and to lead by example adopting 

phonetic English as its official language.  As citizens, we should urge our representatives in 
Congress to enact legislation that mandates a system of easily pronounceable and spellable 
English.  And, as teachers, we should accept phonetic spelling with good grace on handwritten 
exams.  But, until phonetic English is made official, we should continue to teach proper, 
standard, and conventional English to all our students:  native born Americans, immigrants, and 
foreigners (Mujica, 2003).  This is what they pay us to do.    
The Metric System 

The metric system, now officially known as the International System of Units or SI, “is 
founded on seven base units … that by convention are regarded as dimensionally independent” 
(Nelson, 1993, BG-15).  These base units are (in no particular order):   

Quantity   Base Unit Symbol 
1. length     meter   m 
2. mass     kilogram kg 
3. time     second  s 
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4. electric current   ampere  A 
5. thermodynamic temperature  kelvin   K 
6. amount of substance   mole   mol 
7. luminous intensity   candela cd 

“All other units are derived units, formed coherently by multiplying and dividing units 
within the system without numerical factors” (ibid).  These derived units include (in alphabetical 
order): 

Quantity   Derived Unit Symbol 
1. capacitance   farad  F 
2. ionizing radiation  gray  Gy 
3. frequency   hertz  Hz 
4. work, energy, heat  joule  J 
5. force    newton  N 
6. pressure, stress  pascal  Pa 
7. electrical potential  volt  V 
8. power    watt  W 

One oddity “of the metric system is that units named for specific people are written without 
capital letters … but their symbols are indeed capitalized” (Robison, 1993, p. 69).   

“Supplementary units … are derived units having dimension 1 (so-called dimensionless 
derived units)” (ibid).  “Dimensionless supplementary units include radian (rad) for plane angle 
and steradian (sr) for solid angle ...  (but) angular degrees are permissible in appropriate 
contexts” (International System, 2006, p. 94).    

“An important function of the SI is to discourage the proliferation of unnecessary units.  
However, it is recognized that some units outside the SI are so well established that their use is to 
be permitted” (Nelson, 1993, p. BG-16).  These include:  the second, minute, and degree with 
respect to plane angle; the hectare with respect to land area; the liter with respect to volume; the 
metric ton with respect to mass; and, Celsius with respect to temperature.  And, although the 
second is the basic unit with respect to time, “other common time units such as minute, hour, and 
year will continue to be used in SI when appropriate” (International System, 2006, p. 94).  So 
seconds and minutes can measure either an angle or the time. 

“Designations of multiples and sub-divisions of any unit may be arrived at by combining 
with the name of the unit the prefixes deka, hecto, and kilo meaning, respectively, 10, 100, and 
1000, and deci, centi, and milli, meaning, respectively, one-tenth, one-hundredth, and one-
thousandth” (NIST, 2011).  “Multiples and fractions … are normally restricted to steps of 1,000 
indicated by prefixes” for numbers 106 or larger and 10-6

“There is a widespread misconception that (the symbols of the) prefixes for positive 
powers of ten are all capitalized, leading to the use of K- for kilo- (H- for hecto) and Da- for 
deca-.  Although this does seem like a useful idea, it is not correct” (Rowlett, 2005).  Only the 
symbols of the “prefixes representing 10

 or smaller (International System, 2006, 
p. 94).   

6

yotta, 

 or greater are capitalized … (and notice that) the 
kilogram is the only base unit whose name … contains a prefix” (Nelson, 1993, BG-16).  Notice 
also that deka is the only prefix with a two-letter symbol (da).  The most common prefixes are (in 
order of magnitude): 

(Y), meaning 10   24 deci, (d), meaning 10
zetta, 

-1 
(Z), meaning 10   21 centi, (c), meaning 10

exa, 
-2 

(E), meaning 10   18 milli, (m), meaning 10
peta, 

-3 
(P), meaning 10   15 micro, (u), meaning 10-6 

79



tera, (T), meaning 10   12 nano, (n), meaning 10
giga, 

-9 
(G), meaning 10   9 pico, (p), meaning 10

mega, 
-12 

(M), meaning 10   6 femto, (f), meaning 10
kilo, 

-15 
(k), meaning 10   3 atto, (a), meaning 10

hecto, 
-18 

(h), meaning 10   2 zepto, (z), meaning 10
deka, 

-21 
(da), meaning 10   1 yocto, (y), meaning 10

 

-24 

This list was taken from Appendix C of the National Institute of Standards and 
Technology (NIST) Handbook 44; Specifications, Tolerances, and Other Technical 
Requirements of Weighing and Measuring Devices; General Tables of Units of Measurement; 
Tables of Metric Units of Measurement.  SI prefixes can be confusing.  Yotta and zetta are Latin 
whereas exa through deka are Greek.  Deci, centi, and milli are Latin whereas micro and nano 
are Greek, pico is Spanish, femto and atto are Dano-Norwegian, and zepto and yocto are Latin 
(Bernklau, 2011). 

“In computing, a custom arose of using the metric prefixes to specify powers of 2.  For 
example, a kilobit is usually 210 

“The fundamental basis for the Statute System of England, and the measures of Wales 
and Scotland, is the Barleycorn. It is the Grain of an imported variety, not of an indigenous 
species … This new Barley was found to have a constancy, which when taken from the middle 
of the Ear, could be used to determine both measure and weight” (Ferrar, 2011, p.4).  “In 1324, 
Edward II decreed that three barleycorns placed end to end would be the ‘official’ inch. After 
that, shoemakers began to use the barleycorn inch measurement. The largest foot was equivalent 
to 39 barleycorns (13 inches) and was designated as size 13. All other sizes were relative to this 
size 13 and differed by 1 barleycorn (or 1/3 inch) … With the rapid advancement in technology 
over the centuries, it is quite surprising that this same measurement system is still in use today” 
(Goonetilleke, 2003, p. 26).  So a man’s size 10 shoe equals 12 inches or 36 barleycorns never 
mind the corns on his feet!   

= 1024 bits instead of 1000 bits.  This practice leads to 
considerable confusion … (so) in 1998 the International Electrotechnical Commission approved 
new prefixes for the powers of 2” (Rowlett, 2005).  Conversion from English units, Imperial 
units, or US customary units to metric units is also confusing.  And some discussion is warranted 
with respect to common units for length, area, volume, mass, and temperature.    

Some other units are convertible to inches in multiples of 3.  A palm is 3 inches, a span is 
9, a foot is 12, a cubit is 18, a yard is 36, an ell is 45, and a fathom is 72 inches.  But this does 
not correspond to powers of 3, e.g. 9, 27, 81, 243, 729, etc.   

Measurement in the US lumber industry is especially confusing.  A 1 by 2 board is, for 
instance, ¾ by 1 ½ inches whereas a 2 by 8 board is 1 ½ by 7 ¼ inches.  There are three general 
rules for converting from nominal to actual dimensions:  (1) subtract ¼ inch from boards under 2 
inches or (2) subtract ½ inch from boards under 8 inches or (3) subtract ¾ inch from larger 
dimensions (Engineering Toolbox, 2011).    

With even less consistency, a rod (also known as a pole or perch) is 16 1/2 feet, a chain is 
66 feet (4 rods), a furlong is 660 feet (10 chains), a mile is 5,280 feet (8 furlongs), and a league is 
15,840 feet (3 miles).  The title of Jules Verne’s book, “Twenty-thousand Leagues under the 
Seas” in 1870, referred to the horizontal distance traveled by the fictional submarine Nautilus.  
But some of these antiquated units are still used in maritime and aeronautical navigation.   

“Until the Second World War, most aviation outside America and the British Empire 
actually did use the kilometre for distances (and, consistently, metres for height), and indeed, for 
domestic aviation, Russia still does.  It was only the post-war dominance of the USA in IATA 

80



(the International Air Transport Association) and ICAO (the International Civil Aviation 
Organization) that imposed nautical miles on an otherwise metric world” (Erithacus, 2010).   

The knot is a unit of speed equal to one nautical mile per hour and the UK nautical mile 
is equal to 1.85318 kilometers (1.15151 miles).   “Nautical miles measure distance. 1 nautical 
mile is the angular distance of 1 minute of arc on the earth's surface. As these differ slightly 
(6108' at pole and 6046' at equator) 6080' was adopted (this being it's approximate value in the 
English Channel). The International nautical mile is (6076') 1852 metres (exactly), so is very 
slightly different from the UK nautical mile (1853.18 metres)” 

With respect to length, width, and height, there is unfortunately much confusion.  But 
matters are greatly simplified by the metric system with its single base unit for linear measure, 
the meter (3.28083989501312 feet).  

(Edkins, 2009).       

With respect to area:  a perch is a square rod, a rood is a rod times a furlong, and an acre 
is furlong times a chain.  Whereas, the metric unit for area is the square meter (approximately 
10.7639 square feet).  The hectare, although not technically part of the metric system, is defined 
as 10,000 square meters (approximately 107,639 square feet).     

With respect to volume, the English system, the imperial system, and the US customary 
system are for the most part based on powers of 2.  “Many cooking terms that you see in old 
recipes come from a medieval English 'doubling' method” (Pomroy and Naughtin, 2008, p. 1).  
They are literally a mouthful, 2 for a pony, 4 for a jack, 8 for a gill, 16 for a cup, 32 for a pint, 64 
for a quart, 128 for a pottle, 256 for a gallon, 512 for a peck, 1,024 for a kenning, 2,048 for a 
bushel, 4,096 for a strike, 8,192 for a comb, 16,382 for a hogshead, and 32,768 for a butt/pipe.     

But it’s important to remember that in the US liquid measure is one thing whereas dry 
measure is another, e.g. a fluid pint equals .4732 liters whereas a dry pint equals .5506 liters.  In 
the UK it’s an entirely different matter, e.g. both a fluid pint and a dry pint equal .5683 liters.  An 
Imperial pint will therefore be the same size “whether it is beer or shrimps” (Edkins, 2009).   

There’s an old saying, “A pint’s a pound the world around.”  And, it’s true in the US 
where 16 ounces are in a pound and 16 ounces are in a pint.  But, it’s not true in the UK where 
12 ounces are in a Troy pound and 20 ounces are in a pint (in pubs and elsewhere).     

It’s also important to remember that an American gallon is only 3.7853 liters whereas an 
Imperial gallon is 4.546 liters.  The gas mileage listed on the window sticker of a new vehicle in 
Canada therefore appears to be higher than in the United States!    

The metric system is not perfect but it is simpler.  “The metric unit for volume is the 
cubic meter, except for liquids, which are expressed in liters” even though liters are technically 
not part of the metric system (Robison, 1993, p. 68).  

With respect to mass or weight, it’s back to the barleycorn or “grain” which is the basis 
of three systems:  Apothecary, Troy, and Avoirdupois.  In each system the grain equals 64.79891 
mg.  But other conversions are well beyond the scope of this paper as well as the attention span 
of most readers.  To confuse matters further, there is a long ton in the UK equal to 2,240 pounds 
and a short ton in the US equal to 2,000 pounds whereas the metric ton is 2,204.622 pounds 
(1,000 kg).  And, even though the metric unit for mass is the kilogram rather than the gram, the 
metric system is far simpler than any other.      

“The kelvin (K) is the unit of absolute temperature and is an SI base unit” (UK metric 
association, 2011).  Both the word degree and the symbol for it are however omitted as a matter 
of convention.  Although “the degree Celsius (C), commonly called centigrade, is a derivative 
unit consistent with SI; the degree Fahrenheit (F) is not” (International System, 2006, p. 94).  
Converting from kelvin to Celsius or vice versa is simply a matter of subtracting or adding 
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273.15 degrees.  Converting from Celsius to Fahrenheit or vice versa necessitates multiplying by 
nine fifths and adding 32 degrees or subtracting 32 degrees and multiplying by five ninths.  
Absolute zero is 0 kelvin, negative 273.15 degrees Celsius, or negative 459.67 degrees 
Fahrenheit.  Pure water freezes at 273.15 kelvin, 0 degrees Celsius, or 32 degrees Fahrenheit.   It 
boils at 373.15 kelvin, 100 degrees Celsius, or 212 degrees Fahrenheit (at one atmosphere of 
pressure).  So Celsius does seem simpler than either Fahrenheit or kelvin at least insofar as water 
is concerned.    

Some mention should be made of Roman numerals.  They were once used alongside 
English units just as the Latin language was once used alongside the English language.  Although 
the Roman system was essentially a decimal (base-10) system, the Romans relied on a 
duodecimal (base-12) system for fractions to more easily accommodate fourths and thirds.  The 
Roman numeral system lacked a zero.  And, it was not directly positional.  There were no place 
values for ones, tens, hundreds, etc.  Instead, the Romans used different symbols for different 
orders of magnitude.  M, D, C, L, X, V, and I formed linear strings that represented cardinal 
numbers.  But they were “meaningless without definitions of the individual symbols and a set of 
rules for performing arithmetic operations on them” (e.g. DD=M, XXXXX=L, XX+XX=XL) 
(Tabachneck-Schijf and Simon, 1996, p. 28).   

During the Renaissance, Roman numerals were gradually replaced by Hindu-Arabic 
numerals.  Leonardo Fibonacci (Leonardo of Pisa) “was one of the first people to introduce the 
Hindu-Arabic number system into Europe - the positional system we use today - based on ten 
digits with its decimal point and a symbol for zero … His book on how to do arithmetic in the 
decimal system, called Liber abbaci (meaning Book of the Abacus or Book of Calculating) 
completed in 1202 persuaded many European mathematicians of his day to use this ‘new’ 
system” (Knott, 2009).   

Although there is no doubt that the metric system “was first adopted in revolutionary 
France, the underlying ideas also came from England … The key principles … were proposed by 
Dr. John Wilkins in ‘An Essay Towards a Real Character, and a Philosophical Language’” 
(Wilkins, 1668).  And the following British scientists were honored in the modern metric (SI) 
system:  Michael Faraday (1791-1867) with the farad (F), the unit of capacitance; Louis Harold 
Gray (1905-1965) with the gray (Gy), the unit of absorbed dose of ionizing radiation; James 
Prescott Joule (1818-1889) with the joule (J), the unit of energy; Lord Kelvin (William 
Thomson) (1824-1907) with the kelvin (K), the unit of absolute temperature; Sir Isaac Newton 
(1642-1727) with the newton (N), the unit of force; and, James Watt (1736-1819) with the watt 
(W), the unit of power (UK Metric Association, 2011).   

There were exceptions to the rule including two French scientists:  Blaise Pascal (1623-
1662) honored with the pascal (Pa), the unit of pressure and stress; and, Andre-Marie Ampere 
(1775-1836) with the ampere (A), the unit of electric current.  Other exceptions included:  the 
Italian Alessandro Volta (1745-1827) honored with the volt (V), the unit of electrical potential; 
and, the German Heinrich Hertz (1857-1894) with the hertz (Hz), the unit of frequency. 

“Harvey Neville … showed … ‘that the metric system is English and not French in 
origin, while the so-called English system is a German invention … (and that) James Watt … 
originated and first published the decimal system of measurement’” (Williams, 1999, p. 313).  
But the founding fathers of America also deserved some credit.   

Without the influence of Benjamin Franklin, Thomas Jefferson, and George Washington, 
the metric system would not have developed in France in the 1780s and 1790s.  Both 
Benjamin Franklin and Thomas Jefferson served as ambassadors to France. They were 
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also both active in the scientific community of France during their ambassadorial service:  
Franklin served from 1776 to 1784 and Jefferson from 1784 to 1789.  Both men were 
active in promoting the ideas of decimal currency and decimal measurements to the 
French Royal court and to the scientific 'philosophes', who would later develop the 
decimal metric system (Naughtin, 2009).   
The French soon became the strongest proponents of the metric system.  “During the 

French Revolution (1789-1799), members of the Paris Academy of Sciences turned their 
attention to the seemingly apolitical task of developing a new system of measurement … From 
the beginning, however, the metric system became embroiled in politics and controversy” on 
both sides of the English Channel and on both sides of the Atlantic Ocean (Monroe and Nelson, 
2000, p. 20).   

There were a number of objections.  Lowis Jackson argued that “a binary subdivision is a 
far more civilized arrangement … while decimalization was favored by primitive races … no 
doubt, suggested to their uneducated minds by the possession of so many fingers” (Evans, 1904, 
p. 22).  “Herbert Spencer … claimed that … the metric system is essentially imperfect … ‘as 10 
is divisible only by 5 and 2 (of which the remaining fifth is useless) … and halving only a 
makeshift fourth and no exact third’” (ibid, p. 19).  “The second report of the Standards 
Commission, presented to the House of Commons in 1869 … stated ‘the natural inclination of 
the mind to halve and quarter continually exhibits itself in the subdivision of almost every base 
...  (and) the metric system does not afford the same facility’” (ibid, p. 20-21).  Augustus De 
Morgan “recorded his opinion that ‘the nomenclature would be found exceedingly inconvenient 
… (generally) ascending by Greek (prefixes) … and descending by Latin’” prefixes (ibid, p. 31). 

But “in 1866, Congress made the metric system legal in the Unites States” (Livingston, 
1966, p. B-384).  And, in 1875 in France, seventeen countries including the United States signed 
the Convention du Mètre, also known as the Treaty of the Meter or the Metric Convention, 
which “established the metric system as an international system of measurement” (Shattuck, 
2002, p. 466).    

Almost a century later, “in 1960, the 11th

“In 1975 the United States passed the Metric Conversion Act, which allows and supports 
voluntary conversion” (ibid, p. 466).  It also “set a ten-year schedule for (complete) conversion” 
(Monroe and Nelson, 2000, p. 21).  But “the Act of 1975 was amended by the Omnibus Trade 
and Competitiveness Act of 1988 that stated the metric system was (merely) ‘the preferred 
system of measurements for trade and commerce’” (Monroe and Nelson, 2000, p. 22).   

 General Conference on Weights and Measures 
changed the name of the metric system of units to ‘le Systeme International d’Unites’ or the 
International System of Units, commonly known as SI … (with) six basic units … the meter, 
kilogram, second, ampere, Kelvin, and candela.  (And) in 1971, a seventh unit, the mole, was 
added” (ibid, p. 466). 

“In 1991 President Bush issued Executive Order 12770, which stated that the Commerce 
Department was responsible for directing and coordinating all federal agencies to convert to the 
metric system” (ibid, p. 22).  And, today, “the General Services Administration (GSA) … is 
leading the federal government’s effort to shift the US gears from foot-pound-second to meter-
kilogram-second” (Robison, 1993, p. 66).  But even a gradual shift can lead to some grinding of 
the gears.    

“One of the biggest pitfalls in metric conversion is to rely on soft conversions and not 
hard conversions … Hard metric refers to products manufactured to metric dimensions … soft 
conversion are metric in name only, calculated from US Customary to metric units, with suitable 
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professional rounding” (ibid, p. 69, 68).  Dealing with two systems of measurement can easily 
result in costly mistakes.   

One oft cited case involved a government contractor, Lockheed Martin, using English 
units and a government agency, NASA, using metric units.  “Confusion between two 
measurement systems killed the mission of the Mars Climate Orbiter, a $125 million spacecraft, 
on September 23, 1999, during its entry into Mars’ atmosphere” (Monroe and Nelson, 2000, p. 
20).   

This “mortifying … fiasco vividly demonstrates America’s odd reluctance to fully 
embrace the metric system employed by every other industrial nation” (Petit, 1999, p. 63).  
Going metric all the way will not only eliminate confusion, it will also “bring a welcome 
measure of relief to American exporters … (and) make it possible to sell our products directly 
abroad without further modifications” (Heller, 1989, p. 18-19). 
  “In 1790, George Washington (1732-1799), in his first message to Congress, reminded 
the legislators of their responsibility on weights and measures” (Naughtin, 2009):   

A uniformity of weights and measures is among the important objects submitted to you 
by the Constitution, and, if it can be derived from a standard at once invariable and 
universal, it must be no less honorable to the public council than conducive to the public 
convenience … Uniformity in the currency, weights, and measures of the United States is 
an object of great importance, and will, I am persuaded, be duly attended to. 
“The United States is now the only industrialized country in the world that does not use 

the metric system as its predominant system of measurement” (NIST, 2011).  “Complete 
conversion is probably unattainable; land titles in feet or acres might remain unchanged for 
generations” (Livingston, 1966, p. B-385).  But waiting another century or two for the US to 
adopt SI simply will not do.   

This is the 21st century.  And numerous aids are readily available online to facilitate 
conversion.  Examples include: 

http://www.metric-conversion-tables.com/ 
http://www.metric-conversions.org/ 
http://metricconversioncharts.org/   
Outside the classroom, we as citizens should campaign for adoption of the metric system 

and join such organizations as: 
 http://gometric.us 
http://metric.org  
http://ukma.org.uk/   
Inside the classroom, we as teachers should require the use of SI in all of our courses and 

update our syllabi accordingly.  And, as members of the National Social Science Association, we 
should celebrate this week, National Metric Week, October 9-15, 2011.    
Conclusion 

The great merit of measurement reform is that it would no longer confuse generations of 
students year after year converting from one system to another.  The main obstacle, though, is 
that one generation would have to learn an entirely new system, which would require tremendous 
effort.  And, if the metric system is adopted in the United Kingdom and the United States – 
within a generation or so, centuries’ worth of English calculations would be unintelligible. 

Likewise, “the great merit of spelling reform is that it would no longer require 
generations of students to spend years learning how to spell.  The main obstacle, though, is that 
one generation would have to learn an entirely new system, which would require tremendous 
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effort … (and if) a new system of English spelling is adopted – within a generation or so, 
centuries’ worth of English literature would be unreadable” (Lynch, p. 183). 

But “the advantage of metric over the English system is roughly analogous to the 
advantages of the modern English language over Sanskrit for discussing and thinking about 
modern technological society” (Schiessler, 1971, p. 308).  “We need to assume responsibility for 
actively teaching our students the metric system … (since) to fail to do so may limit their 
participation in a global society” (Monroe and Nelson, 2000, p. 23).  And we need to assume 
responsibility for actively teaching all students, both foreign and domestic, “proper” English 
(until phonetic English becomes official) since to fail to do so may limit their participation in a 
global society.  
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     Culture is one of the most important aspects in foreign language education.  Beyond the 
acquisition of language, a sound knowledge and understanding of the target culture(s) as well as 
the development of students’ ability to navigate within it and develop cross-cultural skills are of 
prime importance if we are to develop citizens who are globally competent.  Study abroad 
presents itself as a unique opportunity for language immersion and intensive practice, but it is 
also a profound exercise in human relations and understanding:  dealing with differences across 
cultures, gaining the ability to observe and analyze a new environment, and finally, returning 
with a fresh perspective on one’s own culture and identity.  The example of Chicago State 
University’s study abroad to Nice, France will be given as a model for effective academic, 
cultural, and personal growth. 
 
     Of a student population slightly above 7,000, Chicago State University has a predominantly 
African American student body (83%), but Latinos also make up a noticeable portion (6.3%).  
The university finds itself in a privileged position to offer study abroad and other international 
experiences to minority students. Even though the university’s programs abroad remain modest 
in comparison to other public universities in the area, faculty and administrators at Chicago State 
are particularly sensitive to the unique background and needs of minority students as they 
embark on an experience of a lifetime.  We focus on four important levels: 1/ the promotion of 
study abroad and special advising; 2/  a pre-departure program with a language, culture, and a 
strategies component; 3/ field facilitation and tailoring of visits and lectures that center on 
students’ particular interests and fields of study;  4/  finally, assessment of the experience in 
terms of linguistic, cultural and personal development. 
 
Imagining the Possibilities 
     The thought of study abroad may seem extremely remote for many minority students.  
Affordability, cultural displacement, and discomfort are some of the main concerns in the minds 
of students.  Chicago State also has many non-traditional students:  older students, single parents, 
and students who work full-time in addition to their studies.  Participating in study abroad may 
involve temporary hardship on the home front, time off from a job, or some emotional impact 
due to separation from family and children.  From this particular perspective, recruitment for 
study abroad can be challenging.  Active promotion of the programs involves public 
presentations about the benefits of study abroad, cultural events with a focus on world languages 
and cross-cultural skills, or talks about the exciting job opportunities for those with language and 
international skills.  In addition, special advising for interested students is offered by the study 
abroad coordinator.  It encompasses so much more than just choice of program.  It often involves 
an entire plan which includes search for funding, a financial plan for study and living costs on 
the field as well as family and career arrangements while absent.  Through regular sessions 
which start months before going abroad (sometimes a year), interested students are able to plan 
financially and make personal arrangements for a long period of absence.   
      
Building Community through Pre-Orientation 
     One of the priorities for study abroad students at Chicago State University is to transform a 
group of heterogeneous individuals with different interests, personalities, and abilities into a 
strong learning community.  A learning community will build motivation, inspire, and provide 
peer support especially when students find themselves in a new environment.  Building a 
community of learning for study abroad starts at home with pre-orientation sessions and 
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activities.  The goal is to first develop excitement and enthusiasm.  For many of students, it is the 
first time that they leave the country, so there is often an element of fear still lodged in their 
minds.  Familiarizing the group with the history, the geography, and the culture of the places 
they will visit is of prime importance.  I use web quests followed by student presentations to 
share initial information.  What is interesting about the region of Nice and the Côte d’Azur in 
France is that it is truly a crossroads of cultures and influences.  The region has been strongly 
marked by the Greeks and Romans as they settled and developed commercial and military 
outposts.  The Moors also left their mark as reminded in the numerous sites and villages which 
bear their name.  Nice was attached for centuries to the Dukes of Savoy and Sardaigne (Italian 
noble families).  It developed a distinct culture and language (Nissart) and became part of France 
only in the late 19th

 

 century.  For students, the study of Nice and its region helped in their 
understanding of the French identity.  An identity which is by no means homogeneous as it is 
often portrayed in many French textbooks or popular culture in the U.S.  There are many 
regional differences, local languages, historic and social particularities from one side of France 
to the other.  Fun games such as cultural trivia or internet treasure hunts reinforce knowledge, 
build excitement, and create camaraderie among students.  Furthermore, setting academic goals 
collectively assures that the group is ready to learn:  what projects and research will be 
accomplished?  What classes will be taken and what learning objectives are set for the group and 
for individual students?  These are important questions that remind students that study abroad is 
a serious academic endeavor. 

    Pre-orientation also includes advanced explorations in our own city before departure.  Chicago 
field trips and outings related to our study abroad are organized.  When groups travel to Nice and 
the surrounding area of the Côte d’Azur, art is always one of the main cultural topics as students 
follow in the footsteps of impressionist and post-impressionist painters such as Renoir, Matisse, 
and Chagall in particular.  The Art Institute of Chicago has a rich collection of these renowned 
artists.  Therefore, field trips are planned to take a sneak preview of the works and familiarize 
ourselves with some of the artists students will encounter in Nice.  Food is always a concern 
when one travels. Students are introduced to French food early on.  Chicago’s renowned 
Washburne Culinary Institute  has regular French and international food sampling events.  The 
Alliance Française in Chicago offers numerous activities and lectures of interest to students.  
March is the month of “ la Francophonie” and  Chicago State University students attend many 
events to mingle with French speakers and learn about the cultures of the Francophone world.   
 
    A great part of pre-orientation includes language sessions.  In the case of French, we focus on 
functional use of language using practical scenarios and simulations such as “asking for 
directions”, “taking the train”, “exchanging money”, and other situations students are most likely 
to encounter.  Additional language review is accomplished through independent study using 
multimedia programs such as BBC French or Rosetta Stone.  These sessions put students at ease 
knowing they will be able to express themselves in many “expected” and “unexpected 
situations”.     Practical topics are then covered for the group:  packing, money matters, 
behavioral guidelines, and cultural sensitivity (we do not want to perpetuate the “Ugly 
American” syndrome!).  A strong pre-orientation program not only prepares students 
linguistically and culturally before they are on the field, but it also creates a strong community of 
learners:  excited and knowledgeable students will be most likely to enjoy their experiences on 
the field. 
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The Experience in Nice and Beyond 
    You cannot imagine the excitement and anticipation of students who, in many cases, are 
leaving their homeland and their communities for the first time.  The French instructor from 
Chicago State University remains only for the first 12 days of the program to facilitate 
installation in the residences, advise in the choice of classes, familiarize students with the city of 
Nice, its transportation system, and resources.  During this time, the coordinator gives special 
lectures and leads selected visits.  To understand the history of Nice and its development, visits 
to Cimiez and its Roman ruins, the “Colline du Château” and “La Vieille Ville” (Old Town) are 
a must.  The Baroque architecture of Nice is highlighted through leisurely strolls through the Old 
Town and visits to “la Cathédrale Sainte-Réparate” (Patron Saint of Nice) and “le Palais 
Lascaris” with its replica of a 18th

 

 century pharmacy lined with jars of medicinal mysteries.  
Local art museums such as “Le Musée des Beaux Arts,” “Le Musée d’Art Moderne et 
Contemporain,” “Le Musée Matisse,” and “Le Musée Chagall” open students’ eyes to the rich art 
scene past and present on the French Riviera.  Trips to Monaco, Cannes, and other surrounding 
areas such as Eze, Grasse, Cagnes-sur-mer, Biot are organized with a focus on history, art, and 
traditional industries (perfume, oil, glass making, etc.).   

     One of the unique features of the French study abroad program is its stress on Black history in 
the region.  An exploration of the nearby city of Fréjus allows the group to discover a little piece 
of African history at the site of the “Missiri Mosque” (La Mosquée Missiri).  The word “Missiri” 
is from Bambara and means mosque.  Completed in 1930 mostly by a corps of “tirailleurs 
sénégalais” (Black African colonial troops) stationed at the Caïs camp, it is a reminder of the 
presence and contributions of Black troops to the French military.  The orange mosque is a 
miniature replica of the famous Djenné mosque in Mali.  It reminded Black soldiers of their 
homeland, but also stood as a mark of their spirituality while far away from home.  The museum 
of the “colonial troops” (le musée des Troupes de Marine) in Fréjus also attests to the courage 
and important contributions of these African men during the first and second world wars in 
Europe despite the challenges and the segregation they faced.   The plaque, written by Léopold 
Sédar Senghor, reads "A l'ARMÉE NOIRE.   Passant ils sont tombés fraternellement unis pour 
que tu restes Français. Léopold Sédar Senghor."  [To the Black army.  Passing through, they fell 
united in brotherhood in order for you to remain French.  Léopold Sédar Senghor].  For our 
students, the history of jazz in Nice and in France is always a topic of great interest because it 
connects France to big names such as Louis Armstrong and Dizzy Gillepsie.  As the French 
Riviera became the playground of the aristocrats of Europe in the 19th century with its casinos, 
luxurious hotels and villas, grand entertainment and the latest names on the jazz scene in Paris 
also graced the stages of Nice.   After African American troops brought jazz to Paris in the early 
20s and 30s, the genre exploded throughout France and Europe.  Legendary performers such as 
Louis Armstrong and Dizzie Gillepsie performed at the Casino Municipal de Nice as early as the 
1930s.  Dizzie Gillepsie became a faithful participant in the annual Nice Jazz festival until the 
1970s.  During the month of July, the annual Jazz festival of Nice still takes place and celebrates 
jazz in all its forms through time and across cultures.  Black literature made its mark in France as 
well.  Many Black writers found inspiration and made a living in France.  It is well known that 
James Baldwin lived and worked for many years in Paris and wrote some of his seminal works 
there.  But few also know that he found refuge at the end of his life on the French Riviera in the 
small town of St. Paul de Vence.  In addition to the traditional Western history and art focus, 

91



special field trips and discussions about the Black experience in the region and in France allow 
minority students to see that France was and still is a major theater of Black world history. 
 
Sharing Experiences through Technology 
     Travelers through the centuries have kept journals and diaries to record all the details and 
emotions of their adventures.  Today, technology has enhanced our ability to record and share 
our experiences.  Online trip journals can be set up so that family, friends, and the university 
community at home can follow the adventures as they happen.  Why not use a blog site as an 
online journal where students post narratives, photos, audio and video?  Sites such as 
blogger.com, blogspot.com, or xanga.com are free and user-friendly.  During the trip, each 
student is required to keep a blog.  Specific assignments, report, and pictures are posted.  The 
home community can log on to see what students are experiencing on a daily basis.  Other tools 
such as video chat, photo vaults, or even Youtube are only a short list of endless possibilities for 
students to share their experiences and allow others to travel along virtually.    Most students 
already use Facebook and Twitter.  These tools are students’ lifelines.  In these spaces, they 
“freewrite” with friends to share their excitement, but also their frustrations at time.  When 
students are away, they can feel lonely and sad at times or miss the comforts of home.  Writing is 
therapeutic and keeps that invisible tie to their “known world.” 
      
Back Home 
    When the chaperone leaves, students continue their language studies, workshops, and cultural 
activities with the Université Internationale d’Eté de Nice (approximately 30 hours per week).  
Many take trips to Paris and to Italy.  When students return home, they reflect on the experience 
and assess their learning.  In terms of language objectives, have the students increased their 
ability to communicate and understand the target language? In terms of cultural gains, what have 
they learned about the peoples and cultures of the region?  How has the experience helped  
students view the world and the U.S. differently?  Finally, in terms of personal gains, what 
changes have occurred as a result of contact with other cultures and stepping out?  What 
additional skills and dispositions have the students developed?  The following are some of the 
comments gathered from surveys of recent students: 
 
“I realized how similar we are despite our different cultures and locations.  Study abroad 
showed me that there are different types of people and the world does not revolve around the 
U.S.” 
 
“This experience showed me how to prepare, concentrate, and study for whatever I want to 
accomplish.” 
 
“I feel that I am more comfortable with the language and that if I make a mistake, it is not the 
end of the world, just communicate and it is the opportunity to learn something new.” 
 
“I had to overcome the arrogance of being American.  I had to overcome not knowing what is 
going on at times and not always being right.” 
 
“Because I have traveled, I have learned more and more about myself.  I have made a lot of 
changes in my life.” 
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Chicago State University and other colleges must increase efforts to close the gap between 
opportunities offered to mainstream American students for study abroad and those offered to 
minority students.  Universities nationwide are in the business of developing the new globally 
conscious and competent citizen:  one rooted and knowledgeable about local realities while, at 
the same time, one who is open to the world.  In these exciting and challenging times, Latino and 
African American students will not be left behind with the efforts of institutions such as Chicago 
State University. 
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INTRODUCTION 
 
Objective of Influenza Pandemic Preparedness Planning 

 The objective of Influenza Pandemic Preparedness Planning is to enable countries to 
be better prepared to recognize and manage an influenza pandemic.  Planning may help to 
reduce transmission of the pandemic virus, to decrease cases, hospitalizations and deaths, to 
maintain essential services, and to reduce the economic and social impact of an influenza 
pandemic (World Health Organization, 2005). 
 
World Health Organization (WHO) Perspective 
 For many years, there has been considerable international concern regarding the 
possibility of pandemics occurring in the United States as well as other countries.  The World 
Health Organization (WHO) describes a pandemic using three conditions:  the emergence of 
a disease to the population; the agent infects humans, causing serious illness; and the agent 
spreads easily and sustainably among humans.  The WHO strongly recommends that all 
countries develop and prepare pandemic plans in advance to prevent and control the next 
influenza pandemic.     
 
 The WHO (2005) developed a checklist for influenza pandemic preparedness 
planning for the benefit of its Member States worldwide.  The checklist reflects international 
expert opinion and includes the following essential elements in the checklist: 

• Preparing for an emergency 
• Surveillance 
• Case investigation and treatment 
• Preventing spread of the disease in the community 
• Maintaining essential services 
• Research and evaluation 
• Implementation, testing and revision of the national plan 
 
The capacity of countries for influenza pandemic planning varies, and they may be at 

different stages of the planning process.  The aim of the pandemic preparedness checklist is 
primarily to provide an outline of the essential minimum elements of preparedness, as well as 
elements of preparedness that are considered desirable.  It is recommended that responsible 
authorities or institutions in countries that are in the process of planning should consider the 
specific aspects of the checklist for which they are responsible.  Countries that already have a 
national pandemic preparedness plan in place may use the checklist to evaluate the 
completeness of the current plan.  The WHO posed the question:  Are you prepared?  Are you 
prepared to prevent or minimize the human morbidity and mortality, the social disruption, 
and the economic consequences caused by an influenza pandemic? 
 
Global Perspective 

Garrett (1994) stated that the world has rapidly become much more vulnerable to the 
eruption, and most critically, to the widespread and even global spread of both new and old 
infectious diseases.  This new and heightened vulnerability is not mysterious.  The dramatic 
increase in worldwide movement of people, goods, and ideas is the driving force behind the 
globalization of disease.  For not only do people travel increasingly, but they travel much 
more rapidly, and go to many more places than ever before.  A person harboring a life-
threatening microbe can easily board a jet plane and be on another continent when the 
symptoms of illness strike.  The jet plane itself and its cargo can carry insects bringing 
infectious agents into new ecologic settings.  Few habitats on the globe remain truly isolated 
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or untouched, as tourists and other travelers penetrate into the most remote and previously 
inaccessible areas in their search for new vistas, business, or recreation. 

 
Such a devastating disease would clearly have profound implications for international 

relations and the global economy.  With death tolls rising, vaccines and drugs in short supply, 
and the potential for the virus to spread further, governments would feel obliged to take 
drastic measures that could inhibit travel, limit worldwide trade, and alienate their neighbors.  
It is even doubtful that any of the world’s wealthy nations would be able to meet the needs of 
their own citizenry, much less those of other countries.  Domestic vaccine purchasing and 
distribution schemes currently primarily assume that only the very young, the elderly, and the 
immunocompromised are at serious risk of dying from the flu.  Every year the United States 
plans for 185 million vaccine doses, trusting that the flu will kill only the usual risk groups.  
If that guess were wrong, if all Americans were at risk, the nation would need at least 300 
million doses.  That is what the entire world typically produces each year.  There would thus 
be a global scramble for vaccine (Garrett, 2005).   
 
Critical Success Factors (CSFs) 
 There is a need for public and private sectors to take action with pandemic 
preparedness activities.  The identification of Critical Success Factors (CSFs) for pandemic 
preparedness planning will set a precedent for successful planning of these activities on a 
local, state, and national level. 
 
 CSFs are those few things that must go well to ensure success for a manager or an 
organization.  They represent those managerial or enterprise areas that must be given special 
and continual attention to bring about high performance.  CSFs include issues vital to an 
organization’s current operating activities and to its future success (Friesen and Johnson, 
1995).  
 
 In the case of pandemic preparedness planning, the CSFs would be things and/or tasks 
that should be identified by organizations to ensure the creation of a successful pandemic 
preparedness plan.  Essentially, highlighting the areas that must be given special and 
continual attention in order to have a high performing pandemic preparedness plan would 
constitute the identification of CSFs.  
 
History and Current State of Pandemic Influenza Preparedness Planning 
 According to the World Health Organization (WHO) (2008), in the previous years, 
new strains of influenza have generated pandemics causing extensive death rates and 
paramount social disruption.  In the 20th

 
 If an influenza pandemic occurs, the following can be anticipated: 

 century, the greatest influenza pandemic occurred in 
1918 -1919 and caused an estimated 40–50 million deaths all over the world.  Although 
health care has seen some significant improvements in the last decades, epidemiological 
models from the Centers for Disease Control and Prevention (CDC), Atlanta, USA project 
that today a pandemic is likely to result in 2 to 7.4 million deaths globally.  In high income 
countries alone, which account for 15% of the world’s population, models project a demand 
for 134–233 million outpatient visits and 1.5–5.2 million hospital admissions.  However, the 
impact of the next pandemic is likely to be the greatest in low income countries because of 
different population characteristics and the already strained health care resources. 

• Given the high level of global traffic, the pandemic virus may spread 
 rapidly, leaving little or no time to prepare.  
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• Vaccines, antiviral agents and antibiotics to treat secondary infections will 
 be in short supply and will be unequally distributed.  It will take several 
 months before any vaccine becomes available.  
• Medical facilities will be overwhelmed.  
• Widespread illness may result in sudden and potentially significant 
 shortages of personnel to provide essential community services.  
• The effect of influenza on individual communities will be relatively 
 prolonged when compared to other natural disasters, as it is expected that 
 outbreaks will  reoccur (WHO, 2008).  
 
The World Health Organization (WHO) indicated further that continuous global 

surveillance of influenza is critical.  The WHO has a network of 112 National Influenza 
Centers that monitors influenza activity and isolates influenza viruses in all continents.  The 
National Influenza Centers will report the emergence of an “unusual” influenza virus 
immediately to the WHO Global Influenza Programme (a network comprised of 4 WHO 
Collaborating Centers, WHO CCs, and 122 institutions in 94 countries), or to 1 of the 4 
WHO Collaborating Centers (located in Australia, Japan, England and the United States).  
Rapid detection of unusual influenza outbreaks, isolation of possible pandemic viruses and 
immediate alert to the WHO system by national authorities is paramount to a timely and 
efficient response to pandemics (The WHO Global Influenza Surveillance Network, 2008). 

 
Osterholm (2007) indicated that slacking off on preparedness activities today could 

lead to very bad news in the future.  The warning that another pandemic could occur at any 
time and at a staggering cost to human health and the world economy was direct.  These facts 
remain incontrovertible as many public health scientists believed that the outbreaks of the 
H5N1 influenza virus in birds in Asia, Europe, and Africa, with occasional infections in 
humans, were precursors to the next pandemic.  Experts have recently noted that it would 
take only one to six months from the time a human transmitted form of the virus is detected 
in the United States (U.S.) for it to spread across the country, leaving a short window for 
hospitals to make preparations.  The U.S. government health care agencies have informed 
businesses to be prepared for a pandemic that might spread to as much as 30 percent to 40 
percent of the work force (Green, 2006).   

 
DATA ANALYSIS AND RESULTS 

The following research question was addressed in this study:  What are the Critical 
Success Factors (CSFs) in Pandemic Influenza Preparedness Planning?  The first research 
objective of this study was to identify CSFs that are necessary to enhance and implement a 
Pandemic Influenza Preparedness Plan.  The second objective was to increase the awareness 
and the current knowledge of Pandemic Influenza Preparedness Planning.  The final objective 
of this study was to further necessary research on Pandemic Influenza Preparedness Planning. 

 
The research question for this study was answered by the use of a multi-method 

approach which utilized the concept of triangulation.  The triangulation concept involved 
combining surveys, interviews, and benchmarking data in order to create meaningful 
information.  Existing information was gathered from current model pandemic influenza 
preparedness plans and was analyzed and related to primary data collected from this study 
where appropriate.     
  

Five subject matter experts (panel of experts) from organizations that are responsible 
for pandemic influenza preparedness planning provided their top five Critical Success Factors 
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(CSFs) and definitions for each CSF they indicated.  The participants’ open-ended responses 
were analyzed for content.  All of the participants’ CSF definitions were compiled and 
analyzed in random order so that the participant’s affiliation would not bias the researcher.  
First, open coding was performed as a first attempt to condense participants’ open-ended 
responses into conceptual categories.  Emerging themes were brought to surface during this 
process and initial codes were assigned.  A second analysis led to a re-conceptualization of 
themes and reassigning of codes.  This analysis revealed eight different reoccurring themes 
among the CSFs that were mentioned.  These conceptual categories included the following: 
(1) strong leadership support; (2) plan development; (3) having logical response plans; (4) 
exercising plans; (5) clear operations and implementation policies; (6) adequate 
budget/resources; (7) effective public communications and outreach; and (8) staff training.  
 
Summary of Key Findings 
The present research drew on various sources to determine what factors at the local, state, 
national (provided by the experts), and international levels are critical to pandemic influenza 
preparedness planning.  The information obtained from literature reviews (model plans), 
expert panelists, and the benchmark organization (World Health Organization) suggests that 
there seems to be some agreement across these various organizations in terms of what are 
those factors.  As shown in Table 10, all agree that having clear operations and 
implementation policies, staff training, plan development, effective public communication and 
outreach, and logical response plans are important CSFs for pandemic influenza 
preparedness planning.   
 

(See Table 1) 
 

CONCLUSION 
 The research question answered by this study was, “What are the critical success 
factors in pandemic influenza preparedness planning?”  The first objective was to identify the 
CSFs necessary to enhance and implement a pandemic influenza preparedness plan.  The 
second objective was to increase the awareness and the current knowledge of pandemic 
influenza preparedness planning.  The final objective was to further necessary research on 
pandemic influenza preparedness planning.  The research question was answered and the 
three research objectives were achieved for this study. 
 
 While the study answered questions, it raised many questions as well.  Questions have 
been raised still for some, regarding the lack of planning or progress of influenza 
preparedness planning.  There is a considerable gap between concern about the impact of a 
pandemic and the current state of pandemic preparedness.  How can lessons be learned from 
model pandemic influenza preparedness planning and applied to invoke the urgency in 
planning on all levels (local, state, and national)? 
 
 The consequences of being unprepared for an influenza pandemic can be devastating 
to all of human-kind.  The timeliness of this study is critical with the recent influenza 
pandemic alert that occurred in June 2009.  As we approach another influenza season in 
2011, all levels (local, state, and national) of planning should be considered an urgent priority 
in preparedness of the next potential influenza pandemic.  With the identification of the CSFs 
revealed in this study, preparedness planning on all levels can be fully developed or further 
enhanced for successful pandemic influenza preparedness planning. 
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Table 1.  Critical Success Factors Common across Local, State, National, and 
International Organizations 

 

Critical Success Factors Experts 
State and Local 

Model 
Organizations 

Benchmark 
Organization: 
World Health 
Organization 

Clear Operations and Implementation 
Policies       

Effective Public Communications and 
Outreach       

Staff Training       
Plan Development       
Having Logical Response Plans       
Adequate Budget/Resources      
Exercising Plans      
Strong Leadership Support     
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 Historically workplaces have been organized hierarchically, with each individual a 
subordinate to someone else. Usually one individual is clearly identified at the top of a “chain of 
command.” While such a corporate administrative structure is likely to be maintained to some 
degree in the future, new workplace models based on collaboration and community are 
increasingly emerging (Tapscott & Williams, 2007). 
 Collaborative skills are critical to the success of the contemporary workplace 
environment. As a result, managers and administrators are encouraging collaboration, 
specifically seeking to collectively focus a group's attention on a specific problem and solve it as 
quickly and as efficiently as possible (Sykes, 2011). 
 This movement toward the collaborative workplace has been tremendously accelerated 
through technology. More and more workers are accustomed to electronically interacting with 
others, sharing their voices and interacting with others through such technologies as Twitter, 
blogs, chat rooms, online forums, and other internet-based arenas. Because of these increasingly 
ubiquitous experiences, workers are bringing growing inherent expectations for collaborative 
practices to their workplaces. As is the case with most change, new challenges inevitably 
emerge.  
 For example, professionals in the contemporary workplace face complex decisions about 
whether to use wikis, blogs, groups, tags, bookmarks, simple file stores or even email when they 
want to work together (Matthews, Whittaker, Moran, & Yang, M., 2010). In fact, Gibson and 
Cohen (2003) report that virtual teams, in which members use technology to interact with one 
another across geographic, organizational, and other boundaries are becoming commonplace in 
organizations. 
 However, while the specific mechanisms through which collaboration is practiced may be 
evolving, certain fundamental characteristics about collaboration remain unchanged. This 
includes the potential for conflict, an outcome inherent in any interaction between human beings. 
While conflicts may be inevitable, they need not be insurmountable obstacles to the ultimate 
success of collaborative efforts. Indeed, some degree of conflict may well have utility at certain 
points in the collaborative process. What is required is that collaborators (a) recognize 
beforehand that conflicts are likely to emerge in any collaborative efforts, and (b) be prepared to 
address those conflicts in a healthy and productive fashion. 
Trust 
 Trust issues remain a primary barrier to effective collaborative practice. Trust issues have 
been reported as the most universally cited of collaboration issues in the workplace (Beaulieu, 
M. D., Samson, L., Rocher, G., Rioux, M., Laurier Boucher, L., &  Del Gran, C., 2009). In a 
1989 study of team effectiveness, Larson and LaFasto found that teams are most productive 
when the surrounding atmosphere is one of trust. They go on to explain why trust is necessary 
for teams to function well together. 
 First, when team members trust each other, they can stay problem focused and goal 
oriented, rather than concentrating on guarding and protecting themselves. In the absence of 
trust, personal agendas come to the forefront, and considerable energies are expended in 
developing and protecting against personal attacks. 
 Second, an atmosphere of trust yields a more efficient use of time. Individuals can speak 
frankly and directly, without others trying to determine “what he’s really saying.” 
 Finally, when team members trust each other, each member feels comfortable in 
proposing answers or solutions that may be risky. Each is willing to propose possibilities that 
have some chance of failure. Participants will contribute ideas and suggestions freely, without 
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worrying about potentially hurtful personal criticism. In social interactions characterized by 
mistrust, people tend not to propose answers, or to propose only those that are conservative and 
safe. This self-censoring results in the suppression of potentially valuable contributions. 
 Trust often functions as a self-fulfilling prophecy. If one enters into a relationship 
expecting rejection, one’s behaviors are likely to be suspicious and guarded. This will interfere 
with the development of mutual trust. In such a situation, the other is indeed likely to be wary of 
or even reject the suspicious individual, thus confirming his or her initial negative expectations. 
However, if one enters into a relationship anticipating that the other will be worthy of trust and 
based on that expresses support and acceptance of the other, it is likely that he or she will receive 
such support in return. 

Trust and Self-Disclosure 
 Self-disclosure is the deliberate revealing of information about oneself that is significant 
and that normally would not be known by others (Adler & Towne, 1987). Only through mutual 
self-disclosure can individuals truly get to know one another, a mandatory requirement for 
effective collaborative practice. In doing this the two people build a similar and consistent view 
of their shared world. While there is potential risk in self-disclosure, as one repeats the process 
and begins to trust the other, the sense of potential risk diminishes. In addition, the act of self-
disclosure makes it easier for the other also to self-disclose, further enhancing and building the 
level of mutual trust. This self-knowledge followed by self-disclosure is fundamental for the 
development of trust over time (Ratan, Chung, Shen, Williams, & Poole, 2010). 
 Self-disclosure in the absence of trust is risky. If one does not trust the person to whom 
self-disclosure is being made, one anticipates rejection and ridicule. Self-disclosure can result in 
either harmful consequences or beneficial ones. Trust exists when one expects that the other will 
respond in a way that produces beneficial consequences. Trust grows as each participant learns 
that (a) no self-disclosure will be criticized, and (b) all concerned will guard the self-disclosures 
made in that context, and will not share those self-disclosures with others. Expressions of 
warmth, accurate understanding, and cooperative intentions all serve to increase trust in a 
relationship, even when the involved parties have unresolved conflicts.  
 Trust can be lost or destroyed in several ways. If one’s self-disclosures are met with 
rejection, ridicule, criticism, or nonacceptance, any trust that has been built up will be damaged. 
In addition, to develop mutual trust, both participants must self-disclose. If the degree to which 
the two are willing to self-disclose is significantly unbalanced, the person who is more often self-
disclosing may begin to feel overexposed and vulnerable.   
 Self-disclosure requires that one know about oneself. There are a number of ways to 
develop this knowledge. Much as professionals learn to watch colleagues and clients in order to 
learn about them, they also can learn to watch themselves more objectively, taking note of their 
own behaviors. Using other professionals as benchmarks or comparison points in these 
observations, especially those who are similar in key ways, can also help to enhance self-
awareness.  
 Information that is shared through self-disclosure has two dimensions: breadth and depth 
(Altman & Taylor, 1973). Breadth refers to the variety of subjects that are discussed. For 
example, two work colleagues beginning a collaborative relationship are likely to start their 
relationship by sharing information on such topics as where each went to school, previous jobs, 
and so forth. As their relationship grows these topics are likely to growth in breadth, expanding 
into their lives away from work (hobbies, families, etc.). 
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 Depth of self-disclosure refers to the degree to which the shared information is personal 
and revealing. As trust develops in a cooperative teaching relationship, each participant becomes 
more and more secure and comfortable in sharing potentially sensitive information. One way to 
consider depth of self-disclosure is in four levels: social clichés, factual self-disclosures, opinion-
based self-disclosures, and personal feelings (Adler & Towne, 1987).  
 The first of these, social clichés, are those verbal exchanges people use routinely with 
each other. Interactions along the lines of “How are you?” “I’m fine; how are you?” and “Oh, I 
can’t complain” illustrate this surface level of interaction. Nothing personal is revealed. Nothing 
is risked. 
 At a somewhat deeper level are self-disclosures based on facts. A statement such as 
“Math has always been difficult for me. My grades in my college math courses were my lowest,” 
conveys a deeper level of self-disclosure. 
 The sharing of opinions operates at a still deeper and more intimate level than do fact-
based self-disclosures. In sharing opinions, one more clearly reveals oneself, while 
simultaneously exposing oneself to greater risk of a critical or hurtful response from the other. A 
statement such as “I’ve never participated in a collaborative project before” is a factual one. 
However, saying, “I’m not sure that this push for collaboration here is a good idea” is a much 
more revealing level of self-disclosure. 
 The deepest types of self-disclosure are those describing one’s personal feelings. One 
person might say to another, “When you say you’ll finish a task and you don’t, I feel angry and 
taken advantage of.” This level of self-disclosure is intimate, as it opens one up to criticism at a 
very vulnerable level. However, when accomplished in a mutual atmosphere of trust, it also 
provides each participant with an additional sense of togetherness. 
 Each of these four levels of self-disclosure is appropriate in certain circumstances and 
inappropriate in others. What is important in a relationship such as cooperative teaching is that 
all participants are able to self-disclose and communicate at all four levels.  
 The process of self-disclosure is most effective when done at a deliberate and moderate 
pace, not advancing to deep levels inappropriately early in the relationship. Too rapid deep self-
disclosure can scare another away. Strong relationships usually are built gradually.  
 However, self-disclosure that occurs too slowly hinders the development of mutual trust. 
Essentially the pace of advancement along this continuum of depth of self-disclosure depends on 
the level of mutual comfort with each other that is being established.  
 In self-disclosure one describes one’s feelings and reactions. In doing so one typically 
finds that these thoughts and feelings become clearer and easier to understand. In addition, as 
one self-discloses, the reactions of others to those disclosures help one become more aware of 
the nature of one’s beliefs and actions. This effect can be enhanced by soliciting feedback 
concerning one’s self-disclosures, simply following a self-disclosure from time to time with the 
question, “What do you think?” 

The Emotional Bank Account 
 In his 1989 book The 7 Habits of Highly Effective People, Stephen Covey described the 
Emotional Bank Account. This metaphor is used to describe the amount of trust that has been 
built up in a relationship. One can build up a balance in this relationship account through 
kindness and trustworthiness, and can deplete or even overdraw the account through discourtesy 
or betraying trust. If the account is very low, then the relationship is threatened. This is because 
in such a situation at least one person must walk gingerly, being careful and measured with every 
word and deed. In the long term this will destroy a relationship.  

103



 To avoid such problems and instead build and maintain positive balances in their 
Emotional Bank Accounts, professionals working together in cooperative teaching must make 
frequent and major deposits. Covey outlines six ways that this can be done. 
Understand the Partner 
 Colleagues working together should understand that what might be an emotional deposit 
in the account for one might actually be a withdrawal for the other. For example, one might find 
being a few minutes late for a meeting to be no big deal. However, his partner finds such 
behavior a powerful symbol of disrespect. Each time it happens, she grows a bit angrier at him, 
depleting the account. What must happen is for him to value her wish for promptness as 
importantly as he does their overall relationship. He must see that while promptness is not 
valuable to him, it is extremely so to her, and so he must respect the values that she holds. In so 
doing, he demonstrates understanding of her, and makes an important deposit in the account. 
Attend to the Little Things 
 In relationships, often the so-called little things have big consequences. Small gestures 
can be critical. One working relationship observed by the authors blossomed after one partner 
began bringing donuts to the other on Monday mornings! The emotional message behind that 
small gesture facilitated the development of trust that carried the partners quickly to a very 
effective rapport. 
Keep Commitments  
 Keeping a promise is a major deposit in the account, while breaking one is a major 
withdrawal. Covey (1989) asserted that there is no more massive withdrawal than failing to 
follow through on a commitment. People make plans and build upon the promises of others. 
When those promises are not kept, subsequent promises will be discounted. In collaboration, 
each must trust that the other will honor commitments to do particular tasks. Each time that is 
violated, the relationship is damaged. Failure to keep commitments is perhaps the most frequent 
cause of collaborative “divorces.” 
Clarify Expectations 
 Many relationship difficulties emerge due to conflicting or ambiguous expectations 
around roles and goals. Often expectations are implicit and unspoken in relationships, based on 
the experiences of the individuals. In a new collaborative relationship, absent a history of 
experience in these new roles the expectations may not be clearly understood by all, especially 
early on. Workers in professional relationships with colleagues can make substantial 
contributions in the emotional bank account by making their expectations clear and explicit in 
the beginning. While it may seem easier to ignore differences in expectations, hoping that things 
will work out, in the end the relationship will be undermined by such an approach. 
Show Personal Integrity 
 Integrity includes honesty, but goes further. Covey (1989) suggested that the best way to 
manifest integrity is to be loyal to those who are not present. When one defends those who are 
absent, one gains the trust of those who are present. In talking with each other, if one person 
criticizes another colleague to her partner, then the partner must wonder if he is similarly 
criticized at other times when he is not around. 
Apologize When Making a Withdrawal 
 People make large withdrawals from the account when they are discourteous or break a 
trust. When this happens, the only way repairs can be made is to sincerely apologize. The 
simplest words (“I was wrong,” “I was disrespectful to you, and I’m deeply sorry”) are best. It 
takes strength and inner security for a partner in cooperative teaching to apologize when a wrong 
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has been done. Some find it impossible, and their apologies come out insincere. This only further 
depletes the account. 
 As work colleagues move into collaborative relationships, perhaps the most challenging 
issue is the maintenance of their interpersonal relationship. Using the idea of the Emotional Bank 
Account as a way to think about and monitor that relationship can allow each to see the subtleties 
of their relationship in a more direct and practical way. 

Conflict 
 Moving into collaborative work relationships requires the ability to resolve differences, to 
identify, develop, and implement “win–win” solutions. Conflict occurs when one perceives that 
another is interfering with his or her goal attainment, or when there is disagreement resulting 
from incompatible demands between or among two or more parties (Friend & Cook, 1992; 
Maurer, 1991).  
 Some degree of conflict is inevitable whenever two or more human beings interact. 
Conflict can result in growth, opportunity, and success. In fact, a moderate level of conflict is 
considered constructive, as a complete absence of conflict may reflect stagnation and/or lack of 
energy (Walther-Thomas et al., 2000). Thus, the goal is not necessarily to eliminate all conflict, 
but instead to understand it, minimize its risks, and maximize its benefits (Bolton, 1979).  

Conflict-Resolution Strategies 
There are varieties of ways in which people seek to minimize or resolve conflict. Some of these 
strategies are less effective than others. 
Less Effective Approaches to Conflict Resolution 
 Denial. Every individual who has ever been in conflict has at some point sought to 
resolve the problem by telling himself that there is no problem. On occasions this strategy may 
work, as there may actually be no conflict, or it may  disappear on its own. However, usually 
denial simply results in conflicts growing larger, more complex, and ultimately more difficult to 
resolve.  
 Avoidance. In avoidance, people simply avoid the situations where the conflict is likely 
to emerge, either physically or emotionally withdrawing. In some cases, avoidance may be 
temporarily appropriate. From a collaborative perspective, avoidance is ultimately unproductive, 
as the involved individuals also are withdrawing from each other.  
 Capitulation. Since conflict is unpleasant for most people, some will simply give in to 
minimize the personal discomfort. Individuals who routinely practice capitulation as a conflict-
resolution strategy do so in part by withholding information or opinions, making them 
unproductive team members. 
 Domination. Domination involves one person simply imposing his or her will upon 
another through verbal or even physical intimidation. People who often use domination as a 
means to settle disputes tend to interrupt and socially subordinate their colleagues. They often 
have intense if not glaring levels of eye contact, and their physical posture and demeanor is 
invasive and arrogant. The typical outcome of domination is the development of two-directional 
resentment. The dominated person comes to dislike and distrust the dominating partner, while 
the dominator comes to see the other as weak and not to be respected. 
 Compromise and negotiation. In negotiating and compromising, people reach 
agreements by each yielding to some degree on their initial wishes. Often the solution generated 
through compromise is at least workable, if not the best or first choice of anyone concerned. 
Compromise and negotiation can be successful if each believes that the sacrifices and gains of 
each are equal.  

105



 Deference to expertise. One approach to resolving conflicts is to defer to the individual 
who is more knowledgeable in that matter. However, this may distorts the sense that the two 
individuals involved are peers. In addition, the question of who is the “expert” and more 
knowledgeable about any given situation may not be so easy to answer. 

Collaborative Problem Solving 
 Bolton (1979) outlined an especially effective collaborative problem-solving process, a 
system based on John Dewey’s (1916) rules of logic in problem solving. The six steps of this 
simple yet effective process are as follows. 
 Define the Problem in Terms of Needs, Not Solutions 
 Much of the tension in conflicts comes about when two individuals propose different and 
incompatible solutions to a problem. This is resolved when each describes the problem in terms 
of their primary needs or the desired outcomes, not in terms of the solutions each developed to 
meet that need. One must be careful to distinguish between what one wants out of the situation 
(the need), and the strategy one developed to meet that goal (the means to that end). Often it is 
only the proposed solutions that are in conflict, not the individuals themselves.  
 Brainstorm Possible Solutions 
 In brainstorming, problem solvers seek to quickly generate as many ideas and solutions 
as possible without considering their merit and potential. The idea is to create quickly a large and 
diverse pool of possibilities. These will be more carefully considered and evaluated at a later 
time. It is important not to slow the rush of ideas by being critical in any way. All proposals and 
ideas are initially equally valued, initially recorded for later review and discussion regardless of 
their early apparent feasibility or lack thereof. This approach assures the widest possible 
beginning pool of ideas.  

• Do not initially evaluate a suggestion.  
• Do not initially offer great explanation for a suggestion.  
• Remove limits, with no constraints whatsoever on initial suggestions.  
• Prompt with a recorder periodically saying, “Okay, what else?”  
• Expand and piggyback on the ideas of others.  
• Record all contributions on a blackboard or large easel, using a few key words to capture 

the idea. 
• Listen for natural break points or lulls.  

 Select the Solution that Seems Best to Address the Previously Identified Needs 
 Perhaps the best way to approach this is for each person to select privately the solutions 
that appear to meet his or her needs. Then these individually compiled lists are compared to find 
the choices selected in common. If the preliminary groundwork on defining the problem in terms 
of needs was done well, usually there will be one (or more) solutions identified by all 
participants as being good solutions. 
 Plan Who Will Do What, Where, and By When 
 At this point, the actual transformation of a theoretical solution into a concrete and 
practical plan must occur with explicit expectations for each involved party concerning who will 
do what. A written record of this is helpful in preventing future issues.  
 Implement the Plan 
 It is at this stage that any lack of clarity in the developed plan, or any overlooked issues, 
will become known. Even the most carefully developed plans will have gaps and oversights in 
them, simply because it is impossible to anticipate all potential scenarios. As unexpected issues 
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emerge, the involved parties simply should return to the problem-solving system. This should be 
easier at this point, as the involved parties understand that their goals are harmonious. 
 Evaluate the Plan 
 The final stage in the collaborative problem-solving process is evaluation. Simply put, is 
the plan yielding the successful results that were anticipated?  

Troubleshooting in Collaborative Problem Solving 
 Any process that attempts to guide interactions between people will have occasional 
difficulties. The following suggestions can help resolve the most common problems people 
experience as they implement collaborative problem-solving (Bolton, 1979).  
 Handle Emotions First 
 Strong emotions have a tremendous impact on the interactions of people. The primacy of 
strong emotions is such that, if they are present and ignored, any problem-solving efforts will be 
significantly impaired. Sometimes these emotions are based on unstated but substantial hidden 
agendas. It can be useful to wonder if there may be some other unstated problem, and to ask in 
the most nonthreatening way possible if there are any concerns. Once out in the open, these 
previously hidden issues can be addressed more effectively. 
 Define the problem 
 For collaborative problem solving to be effective, each participant must be willing and 
able to share his or her specific primary needs, not the solutions each participant independently 
generated in response to his or her own perceived needs. This vital step is easy to overlook. 
However, if the problem is not first defined in terms of needs, little progress can be made. 
 Do not interrupt brainstorming 
 When someone begins evaluating ideas as they initially are offered in a brainstorming 
session, many will understandably respond by no longer making suggestions. To gather the 
largest and most diverse pool of ideas, all participants must be receptive to all contributions, no 
matter how initially silly or far-fetched the ideas may seem. 
 Work out the details 
 It is easy to skip over the details aspects of the implementation of the solution. The actual 
specifics of how the plan will be carried out must be laid out for the plan to work. 
 Follow through and follow up 
 Many people will commit to certain responsibilities, and then find that follow-through is 
more difficult than anticipated. To minimize this, the specific duties and responsibilities of each 
should be clearly identified, agreed upon, and recorded. It is also useful to agree to check up on 
each other’s progress. If unanticipated hurdles emerge, it is important to identify these early on, 
before they become insurmountable. 
 Recycle the process 
 Often the best way to approach an apparently failed collaborative problem-solving 
process is to recycle through and repeat the six steps. This works best when the involved parties 
approach each step fresh and anew, rather than simply generating the identical (and ultimately 
unsatisfactory) responses they did the first time.  

Summary 
 Perhaps more than ever, the contemporary workplace is characterized by teamwork and 
interdependence. While many professionals possess strong task-specific skills, they may lack the 
interpersonal skills and/or experiences necessary for this social component of professional 
success. Successful human interactions, especially those to be sustained over time, require 
certain qualities to be maximally effective. Chief among these is trust, which develops over time 
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as a result of consistently safe and deeper levels of self-disclosure. Trust also emerges as a result 
of each individual attending to the health of the Emotional Bank Account, in which deposits are 
made by kind and thoughtful acts, and withdrawals through discourtesies and betrayals. 
 When the conflicts that are inevitable in any human interaction do surface, there are a 
number of ways people seek to resolve them. While a variety of less effective conflict resolutions 
are often employed by individuals, a particular effective approach to conflict resolution is 
Collaborative Problem-Solving. In this approach, participants seek to (a) define problems in 
terms of needs, not solutions, (b) brainstorm possible resolutions, and (c) implement the 
resolution that appears to respond best to those needs. 
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Muslim immigrants pursuing a new life, who are settled in American communities, face 
unique challenges in cultural adaptation and social integration. This paper discusses these 
challenges based on the preliminary findings of an original survey research conducted among 
Muslims residing in the Northeastern region of Pennsylvania. Specifically, our survey asks 
practicing Muslims questions regarding community involvement and support, level of adaptation 
in a new society, youth socialization experiences, and religious practices in American 
communities. By focusing on practicing Muslims, i.e., Muslims who attend religious services 
and prayers at a mosque on a regular basis, we are able to consider the impact of organizational 
involvement and levels of religious participation on their cultural identity and life experiences. 
Our analysis shows that levels of social integration among practicing Muslims are mainly 
facilitated by the strong and consistent support they receive from social networks, involvement 
with organizations and communities, as well as the trust they have in others in their lives. Many 
Muslims however continue to face challenges in adapting to American society and life styles, 
especially in cultural and religious practices in everyday life. They also experience conflicting 
feelings in regard to socializing their children in social contexts with conflicting values. Lastly, 
we found that generational differences further explain the diverse experiences with the levels of 
cultural adaptation and social integration. 

ABSTRACT 

 
INTRODUCTION 

Muslim population in the United States has grown drastically in recent decades – an 
estimated 2.6 million in 2010, with a projected growth of 6.2 million in 2030 (The Pew Forum 
on Religion & Public Life , 2011.) The significant growth rate of Muslim population is in part 
due to the continuous stream of immigration as well as the natural growth of the Muslim 
immigrant families. i

This study examines Muslim’s religious and cultural identity as well as levels of cultural 
adaptation and social integration in the American society. A fundamental challenge for Muslim 
immigrant families in Western societies such as the United States involves a reconciliation of an 
Islamic religious / cultural identity with the appeal of the host culture in the West. Muslim 
immigrant families are challenged by an overload of conflicting cultural norms – not only are 
they expected to meet the demands of the cultural norms of their native countries, but they are 
also compelled to conform to American core values and norms. Essentially, Muslims immigrants 
must negotiate their place in a host culture, their new home, when their inherited identity is 
strongly influenced by Islam. Children of immigrants, on the other hand, are members of the host 
society. Their life experiences and outlooks are markedly different from their immigrant parents, 
yet they are socialized and deeply embedded in their Islam upbringing. 

 Whereas the immigration pattern reflects the extensive history of 
immigration and its rich mix of traditions and cultures in the United State, the unique cultural 
and religious makeup of Muslim immigrants has generated much interest in their impact on the 
American cultural landscape. On the one hand Muslim immigrants are welcomed and 
encouraged to integrate into American lifestyle, immigrants are nonetheless held under a 
microscope of suspicion and distrust, especially when compounded by current political climate 
of post-911 and the “war on terror.” The intense debate on the construction of an Islamic center 
near the 911 site, along with incidents on the burning of Koran and hate crimes committed 
against Muslims distresses many Muslims living in American communities.  

Additionally, the diverse national origins among Muslim immigrant family have an impact 
on cultural adaptation. In 2009, the leading groups of new immigrants from predominantly 
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Muslim countries were from Pakistan and Bangladesh. Iran, Iraq and Morocco also add large 
numbers of new immigrants (The Pew Forum on Religion & Public Life, 2011). Traditional 
customs often intermingle with religious practices and influence level of cultural adaptation. 
Adding to the complexities of cultural adaptation experiences, Muslim immigrant family may 
perceive and exercise their traditional customs and the mandates of Islam in a distinct manner. 
While Islam has a clear and basic doctrine that all Muslims agree to follow, the level of intensity 
and the rigorousness of Islamic practice will depend on the interpretation of certain Islamic 
criteria. The practice of hijab, or head scarf, is one such example.  

Within the context of generational difference, the study also explores the different patterns 
in social capital and social integration. Immigration integration is an emerged interest among 
social scientists in response to the recent conflicts of immigrants groups and native population in 
many European societies (Cheong, 2006.) Social capital refers to the “connections among 
individuals – social networks and the norms of reciprocity and trustworthiness that arise from 
them (Putnam, 2000). The amount of social capital in the host society is an appropriate indicator 
for the level of social integration an immigrant group experiences. A well integrated immigrant 
group is rooted in the host society through extensive social and personal networks and resources, 
actively participation in the community immigrants live in, and the ability to develop a sense of 
trust in others. This study will evaluate whether generational differences also present in social 
capital.  

This study investigates the level of cultural and social integration based on data collected 
from Muslim immigrants and the second-generation Muslims. We first discuss the unique 
challenges that Muslim immigrants face in adapting to the new culture in the host society. The 
study further discusses Muslims’ socialization experiences to evaluate the acquisition of 
language, the perception and teaching of Islamic culture in the main-stream society. Lastly, the 
study examines the aspect of social capital among Muslims in an attempt to understand 
generational differences in social integration. 
 
RESEARCH METHODS 

Fifty-four first- and second-generation practicing Muslims living in the U.S. were 
surveyed in this study. The researchers used a non-probability, convenient sampling method by 
visiting several mosques in the Northeast Pennsylvania. A self-administered questionnaire was 
distributed to voluntary respondents who then returned their completed questionnaires via mail. 
The questionnaire consists of mostly close-ended questions with a few qualitative, open-ended 
measures for explanations and narratives. Some examples of the qualitative questions are “What 
are the major challenges you faced as a Muslim living in the U.S.?” “In your opinion, is it 
possible to be feminist and Muslim? Please explain.” “Please give us some examples of the most 
difficult challenges in raising your child in the U.S.” and “What does wearing a headscarf mean 
for a Muslim woman?” 

Data 

Forty of the returned questionnaires were completed by first-generation Muslims and 
fourteen were by U.S. born or second-generation Muslims. Most Muslim immigrants and their 
families emigrated from countries where Islam is the dominant religion. The majority of these 
respondents were from Pakistan (21 respondents); others were from Turkey, Egypt, Morocco 
Syria and Algeria. All respondents are “practicing Muslims,” meaning that all have identified 
themselves as faithful Muslims and practice Islam on a regular basis including praying, attending 
services at mosque, read Koran, and attending religious observances such as fasting during 
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Ramadan. The sampling method helps filter the desired targets for the study. Understandably, 
findings in this research pertain only to the more faithful members of the society. The average 
age of this sample was 37 years old, with the youngest at age 18 and oldest at 77. The study 
focuses on the different experiences between the first-generation and the second-generation 
Muslims. The latter are Americans who experience intensive socialization into American cultural 
norms. Presumably, they are less likely to be influenced by norms that are rooted in their native 
culture. 

The ratio between female and male respondents is roughly equal, with slightly more men 
(29) than women (25). Thirty-eight of respondents were married at the time of data collection; 
two had indicated the category “separated, divorced or widowed.” Together about 76% have 
experience with marriage and 74% have children. This demographic distribution presents a 
valuable opportunity to examine child rearing practices and socialization of youth. Furthermore, 
almost 90% of respondents have at least some college education and work in a variety of 
professional fields (with 14 students and 6 homemakers who are not considered in the formal 
labor market.)  

The sample shows that our respondents were highly educated, a characteristic that is 
consistent with the educational attainment of Middle Eastern immigrants in general, among 
whom about half have at least a bachelor’s degree (Camarota, 2002). Muslim American women 
are among the most educated religious groups in the United States (Gallup, 2009). Although this 
sample is considered quite diverse in terms of these basic demographic traits, there are 
limitations to our sample. This is a self-selected sample with a relatively small number of 
respondents. We also have an overrepresentation of Palestinians in our sample who are likely to 
possess a particular view and experience as Muslims living in the U.S. Because of these 
limitations, we make no attempt to generalize our findings to the larger population of Muslims. 
Instead, we focus on the general patterns and themes which emerged from the responses of this 
particular group of Muslims. We suggest that future study with a large, representative sample 
needs to be conducted to further test the findings presented in this research.  
 

The major concepts in this study are cultural adaptation and social integration. Cultural 
adaptation can be understood as the extent in which individuals modify their cultural practices 
and customs in order to fit into a new society. We examine indictors such as cultural identity, 
language acquisition, teaching of cultural specific knowledge, and socialization experiences to 
gauge levels of adaptation to the host culture vis-à-vis values and practices upheld in native 
cultural background. Native cultural practices such as mate selection and hijab/head scarf 
wearing are therefore examined to help understand the persistence of these practices in a new 
culture. We also ask straightforwardly challenges and difficulties face Muslim immigration in 
adapting to the lives in the U.S.  

Measurement 

In this study, social capital is measured by two indicators: association and personal trust. 
According to Paxton (1999), the concept of social capital should be measured at two levels: an 
objective network structure linking individuals (formal and informal association) and subjective 
ties between individuals (personal network and trust). We measure association by respondent’s 
participation with formal organizations, including professional associations, political parties, and 
non-profit organizations. Additionally, personal network and trust are measured by the positive 
support network, such as involvement with friends, relatives, neighbors, and other community 
members. Trust is measured by the following statement: “Living in America, I feel that by 
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helping people in trouble today, someone else will help me when I am in trouble someday.”  
 
MAJOR FINDINGS 

The second generation of Muslim Americans embraces their Islamic identity decidedly. All 
of the second generation respondents in the sample almost always or always identified 
themselves as a “Muslim”. Likewise, 90% viewed themselves as “Muslim Americans,” yet a 
much less number of people (64%) viewed themselves as “Americans.” The second generation is 
nonetheless culturally adapted; they are highly proficient with English language which is 
significantly different from the immigrant generation. Yet, many second-generation Muslims are 
still proficient in their “native” language. This bilingual background is a distinct trait for many 
immigrant families in the U.S. and speaks to the connection one continues to build with the 
family’s native culture. 

Muslim Identity and Cultural Adaptation 

Two indicators give support to the forceful impacts of native cultural and religious practices 
on Muslim’s cultural orientation. First, Muslim identity influences mate selection practices. 
Approximately 73% of respondents considered finding suitable mates in the U.S. a difficult task. 
Some (28%) have traveled to their native country or country with predominantly Islamic culture 
in order to meet a suitable mate. 

The second important indicator to the question of cultural adaptation is hijab or head scarf 
wearing in public places. About 37% of respondents said that they themselves or their spouses 
“often”, “almost always”, or always” wear hijab in public. About 39% either “never” or “rarely” 
wore hijab. Two plausible explanations to this response: first, the low percentage can be seen as a 
confirmation of the hypothesis of cultural adaptation to mainstream American secular cultural 
practices as they define their place in the American culture and society. The other explanation is 
Muslim’s awareness of society’s negative perception of hijab wearing. One woman commented, 
“I did not always cover my head because I felt like I would not be treated the same as other 
people, especially after 911…” The heightened sense of insecurity discourages Muslim from 
practicing Islam that could attract undue public attention. It is however worth noting that the 
second-generation Muslims were more likely to wear hijab in the public (54%) than the first 
generation (32%). This finding is consistent with our previous study that found Muslim women 
embrace a practical view toward religious observance of hijab wearing. As argued by Williams 
and Vashi (272), wearing hijab enabled young Muslim women to negotiate their dual identities 
as Muslims and Americans. The core value of freedom of religious expression in American 
tradition empowers immigrants to embrace Islam in the public domain and encourages the 
feeling of entitlement to such expression (Hu, et.al. 2009). A male respondent commented, “It’s a 
right; if a nun can wear according to her belief… why not Muslim women wear hijab. It’s simply 
a right which must be respected.” Young women wearing hijab were viewed as presenting a 
positive role model in their communities and her commitment to Islamic faith. Instead of 
modifying customs and behaviors, one can argue that Muslim’s expression of cultural identify 
confirms mainstream values of religious freedom. 

Similar to other immigrant groups, the majority of the second-generation Muslims do not 
find living in the U.S. uniquely challenging; nonetheless, about 23% of the second-generation 
Muslims still indicated that they frequently encounter difficulties as a Muslim living in the U.S. 
In comparison, a higher percentage (35%) of the first-generation immigrants experienced 
difficulties living in the U.S. These challenges and difficulties suggest obstacles with greater 
level of cultural adaptation, especially when they are rooted in cultural and religious practices. 
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Our findings show that a sizable number of first- and second- generation Muslims identify 
multiple challenging issues. These issues range from the lack of access to cultural specific goods 
such as halal meat (60%), experiences with stereotypes, prejudice and discrimination against 
Muslims (56%), feelings of isolation and disconnectedness (54%), barrier to religious practice, 
such as difficulties in following prayer obligation and celebrating religious holidays (39%), 
language barrier (29%), economic hardship (23%) to barrier to political involvement and 
participation (20%).  

The large percentage of respondents experiencing prejudice and discrimination is consistent 
with other published studies (such as Ali, et. al.) and our previous publications. Our previous 
study indicated that the majority of Muslim immigrant women in the sample have experienced 
negative reactions against them. They explained that people might have associated Islam with 
violence and believed Islam advocated terrorism. A handful of respondents offered personal 
examples of such negative experiences. In most cases, these negative treatments occurred in 
stores, at work, and in the neighborhood. Nonetheless, four incidents involved children being 
ridiculed at school. A mother described her case: “Some children say to my son, ‘Go home, 
Osama Bin Laden.’ My son replies back, ‘You are Timothy McVeigh.’ This is wrong.” Another 
mother wrote that “a student hit my son and told him that this is American school. It was a hard 
experience.” These incidents are significant; they involved labeling and stereotyping Muslims as 
terrorists in American society, and it is precisely this form of cultural conflict which worries 
Muslim mothers the most (Hu, et. al., 2009). In the current study, one respondent commented 
that “Hate and bias towards Muslims is rapidly increasing in USA and I am very concerned about 
my children’s future in this country.” Additionally, the current data shows that even for people 
who have not experienced discriminatory treatment had become conscientious toward their own 
behavior in public surroundings. One explained, “… I must confess I do not want to take a risk 
for arguments to read the Koran on a plane (very sad).” 
 Over half of respondents indicated feelings of isolation and disconnectedness as a major 
challenge. Muslim immigrants are especially concerned with the lack of public space, such as 
mosques, Islamic schools, and/or Islamic community centers in which immigrants can socialize 
with one another has further hindered the development of a sense of community for the 
immigrant group. They also expressed concerns with the lack of respect for and understanding of 
the privacy of Islamic religious practice, such as prayer time, in public spaces. Women in 
particular expressed their objection to the invasion of the proper boundary between men and 
women that is defined in their native cultures, which to them signified a lack of understanding of 
Islamic culture (Hu, et.al. 2009).  
 

Compare to U.S. born Muslim parents, the majority of first-generation immigrant parents 
(74%) worried that American popular culture has too much influence on their children. Some 
(47%) felt that their children spent too much time on internet and social media such as Facebook, 
Youtube, or Twitter. In aspects with schooling experience, the vast majority of both U.S. born 
and immigrant parents expressed positively that their children were treated fairly by their peers, 
friends, teachers, counselors, and school administrators. Nevertheless, Muslim parents have 
expressed concerns with curriculum and school practices. First, slightly over half (56%) of 
Muslim parents disagreed that sex education should be taught in American schools. Although we 
have no data to make comparisons with non-Muslim parents, it is clear that Muslim parents have 
great concerns over gender norms and gender relationship in American society. One parent 

Socialization Experience 
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concerns that his son has a girl friend and is not following Islamic teaching. Another opposes the 
gender mixed classroom in American public schools. Chastity is a core value in Islamic teaching 
with strong social sanctions against pre-marital sex. Sex education might give out too much 
information on what is deemed as a private matter. Interestingly, for Muslims who have lived in 
the U.S. prior to adulthood, their socialization experiences yield divergent attitudes from their 
parents on this particular issue; 88% of Muslims grew up in the U.S. believed that sex education 
should be taught in school. This indicates the acceptance of mainstream values and practices 
among the Muslims who have been acculturated in the U.S. 

Second, over half (57%) of parents in the sample disagreed that Muslims and Muslim 
Americans are fairly represented in their children’s school curriculum. A much greater 
percentage (81.2%) of Muslims grew up in the U.S. opposed the statement. Additionally, about 
half (49%) of parents believed that American schools interfere with their children’s religious 
identity. In particular, U.S. born parents strongly endorse this view. Comparatively, only 25% of 
Muslims born in the U.S. shared the same concerns. In sum, Muslim parents have concerns over 
the lack of socialization with Islamic culture through formal institutions. To them, this might 
create conflicting views and values between Islamic teaching and the dominant society among 
Muslim children. 

Lastly, a question concerns socialization in the home environment. The vast majority 
(83.3%) of parents believed that their family has taught their children’s sufficient knowledge of 
native culture. One of the indicators is native language acquisition; the majority (72%) believed 
that their children have sufficient ability with speaking, reading and writing in native language. 

The socialization experiences of Muslim immigrants illustrate the complexity of their 
cultural adaptation. The dilemma that many Muslim parents face is the seemingly contradictory 
values and practices embedded in Islamic subculture and the mainstream American culture. 
Additionally, the lack of understanding of and the general hostility toward Islamic culture makes 
tolerance and cultural integration unattainable. The choice is “either-or”: which creates pressure 
and confusion among Muslim children. 
 

In this study, we examine social capital possessed by American Muslims to gauge the level 
of social integration. Analysis shows that the first-generation Muslims are significantly more 
connected with friends and family than the second generation. About two-thirds of first 
generation often, almost always or always involved with friends and family and 43% connected 
with neighbors and other community members. This resulted in over 78% of first generation 
Muslims feeling themselves well supported in their community when in need of help. The 
second-generation showed lesser involvement and connections with others and in the community. 
Furthermore, in aspects of community participation, 88% of the first-generation Muslims often, 
almost always, or always contributed to charitable organizations; this is significantly different 
from the second-generation Muslims (61%). Another indicator also shows a disparity of 68% of 
the first-generation Muslims and 60% of second-generation Muslim joining a least one formal 
organization. On the subjective measure of social capital, the findings suggested that 77% of 
first-generation Muslims as opposed to 62% of second-generation Muslims agreed with the 
statement “Living in America, I feel that by helping people in trouble today, someone else will 
help me when I am in trouble someday.” This demonstrates a sense of trust toward fellow 
American citizens.  

Social Capital and Social Integration 

 Based on our analysis, we found that the first-generation Muslims eagerly seek out means 
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of integration into the host society. They actively connect to not only friends and family, but also 
with others living in communities. It seems that immigrants are more conscientious toward 
building social capital which will benefit them in the host society. 
 
CONCLUSION 

We acknowledge that the sample for this study was relatively small and not representative 
of the larger Muslim immigrant population in the United States. This certainly causes some 
limitations in generalizing our findings to the larger population of Muslim immigrants in the U.S.  
It is an important sociological consideration that Muslim immigrants in the U.S. come from 
various cultures and regions in the world. Islam has been adopted by various people and adapted 
to various indigenous cultures in Asia, Africa, the Middle East, and Europe. Consequently, there 
are various interpretations and expressions of religious norms among Muslim immigrants. There 
are contentious debates and disagreement between and within Islamic communities and groups in 
many Muslim countries regarding the relationship between religion, culture and society, as well 
as the role of religion in politics and government. Therefore, making inferences and 
generalizations based on a sample, small or large, would be erroneous and misleading.  

In this study, we examine generational differences in cultural adaptation and access to 
social capital among Muslims living in the U.S. This topic is a particular concern for Muslim 
immigrants whose appropriate place and identity in the host culture is strongly influenced by 
their religion, Islam. We found that Muslims in this sample have encountered challenges and 
difficulties stemming from the conflicts in values and practices rooted in customs and Islamic 
religion. However, Muslims show a strong desire to integrate socially and economically into the 
U.S. society. People use differing means to adopt their practical living and their desire for 
acceptance, which does not always doesn’t mean one succumbing to the dominant American 
culture; a clear example is the practice of hijab among Muslim women. Although some have 
modified the use of hijab and choose not to wear it in public, many others wear the hijab in 
public spaces to reaffirm their Islamic identities. With the strong Islam identity, many 
second-generation Muslims often resorted to cultural and religious practices to negotiate their 
identity. Additionally, we found strong evidence of social integration, indicated by Muslims 
active involvement with formal and informal connections. In particular, the first-generation 
Muslim immigrants developed their personal circles, participated in formal organizational 
functions and community activities, and extended trust to others. These are important traits that 
build American civic society. 

The growth of the Muslim immigrant population in the West necessitates more social 
scientific studies and further understanding of the cultural adaptation of Muslim immigrants to 
their host cultures’ norms and values. Future studies need to explore variables such as the role of 
race, education, and economic and social mobility in Muslim immigrants’ adaption to American 
culture and society. These studies need to continue to address the fundamental challenge for 
Muslim Americans: how to negotiate a space of their own in a predominantly Christian country 
which encourages the ideals and aspirations of secular and pluralistic society. 
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INTRODUCTION 
 As described by Johnson and Stoskopf (2010); Johnson (2009); Johnson and Johnson 
(2006) and Johnson, Ledlow, and Cwiek (2005), natural disasters continue to effect human 
populations and present significant challenges to communities and nation states. During the 
current decade from 2000-2010 we have seen some of the worst natural disasters in human 
history.  This  includes an earthquake induced tsunami in the Indian Ocean causing death and 
destruction in eight different countries; major earthquakes in India, El Salvador, Iran, Pakistan, 
Turkey, China, Chile, and Haiti; large scale flooding in Pakistan, United States, and India; 
drought in Mali, Niger, Australia and  United States; hurricanes in the United States, Mexico, 
and Caribbean; and in 2011 an earthquake off the Pacific coast off the Tōhoku region of Japan 
causing a tsunami and a nuclear crisis involving the Fukushima nuclear power plants. According 
to reports from affected countries and the United Nations, the worst of these in loss of human life 
was the Indian Ocean tsunami in 2004 that resulted in 230,000 deaths and missing persons and 
the Haiti earthquake in 2010 that resulted in 222,570 deaths and over 300,000 serious injuries; 
while the disaster in Japan resulted in 15,783 deaths and 4,086 individuals missing. According to 
the United Nations, the long-term health implications of disaster and the following nuclear crises 
are yet to be revealed. Furthermore, all countries that experience major natural disasters also are 
challenged by infrastructure collapse; environmental degradation; population displacement; 
economic pressures; and an exacerbation of pre-existing social and political impairments. These 
can include an increase in crime, governmental corruption or ineptness, power struggles between 
competing interests, and significant threats to public health and safety.  As described by Johnson 
and Johnson (2006) Hurricane Katrina demonstrated this very clearly and continues to be an 
example of how not to prepare for and respond to a natural disaster.  
 Since natural disasters affect human populations directly, it is imperative that we study 
them through the lenses of the social sciences.  This includes sociology, geography, economics, 
political science, psychology, anthropology, and history among others. The New York based 
Social Science Research Council and many universities around the world have active social 
research programs focusing on disasters and their systemic effects. Furthermore, many 
interdisciplinary fields such as public health, education, public policy, environmental studies, 
and ecology have active research agendas in this area.  The applied social and interdisciplinary 
sciences also serve to inform public policy and decision making at the local, national, and global 
levels.  Most prominent in this arena are the various United Nations agencies such as the World 
Health Organization (WHO); United Nations Children’s Fund (UNICEF); U.N. High 
Commission for Refugees (UNHCR) and the U.N. Office for the Coordination of Humanitarian 
Affairs (OCHA). Also, there are many non-governmental organizations (NGO’s) such as the Red 
Cross (ICRC), Oxfam, CARE, Médecins Sans Frontières (MSF), Partners in Health, and 
hundreds of others worldwide (Johnson and Stoskopf, 2010). 
 
CASE OF HAITI 
 As so poignantly stated by Greg Beckett of the Social Science Research Council, “natural 
disasters follow the fault-lines of inequality” (Beckett, 2010). This is especially true for Haiti, a 
country that has long been identified as the poorest country in the Western Hemisphere, ranking 
145th of 169 countries on the Human Development Index (United Nations Development 
Programme, 2010).   As described by Calhoun (2010), long before the 7.0 magnitude earthquake 
on January 12, 2010 that devastated the metropolitan capital city of Port-au-Prince and 
surrounding areas, the city was a disaster waiting to happen.  It had a population of more than 
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two million in a city with an infrastructure designed to sustain a population of 100,000 at best. 
The government failed to provide meaningful or quality services for schools, health care, 
electricity, water and sanitation, zoning and construction regulations, or protection of the 
environment.  For example, prior to the earthquake only about 28 percent of Haitians had access 
to health care, 50 percent to potable water, and 10 percent with dependable electrical services. 
Many services were instead (and still are) provided by NGOs.  In fact, there are more NGO’s per 
capita operating in Haiti than in any other country in the world, providing 70 percent of health 
care and 80 percent of public services to a population that lives on less than $US 2 a day.  
Despite the many benefits of the NGO efforts, much focus has been on small-scale projects with 
no comprehensive plan and no overarching integration (Beckett, 2010). 
 According to Johnson and Stoskopf (2010) any country will be most affected by a natural 
disaster or human made disaster if it has not already addressed various social determinants of 
health such as poverty, unemployment, poor work environments, housing, transportation, 
nutrition, and social support, to name a few (Marmot, 2005).  These can be predisposing 
characteristics that make a population more vulnerable.  This certainly was the case with Haiti.  
If one looks at the building blocks for health systems as outlined by the World Health 
Organization (2010): service delivery, health workforce, health information, medical technology, 
health financing, leadership, and governance, they were nearly non-existent outside of the NGO 
community. Thus, the people of Haiti were living in precarious conditions with minimal 
resources and a fragile infrastructure before the earthquake. 
 
Development Challenges in Haiti 
 The Inter-agency Standing Committee (IASC), led by the United Nations and 
collaborating humanitarian partners such as the International Commission of the Red Cross 
(ICRC), conducted a six month assessment of disaster response and recovery in Haiti. These 
findings, along with the OCHA Report (2010) indicate there had been much accomplished but a 
multi-year development effort will be needed.  Despite huge logistical challenges and a disaster 
of enormous scale, international donors and agencies quickly mobilized to deliver medical care, 
food, water, shelter and security (Haver, 2011).  Former U.S. President Bill Clinton, who was 
named U.N. special envoy to Haiti, indicated that getting there means helping create a 
functioning, stable society, something Haitians haven’t had for generations.  He is co-chairing 
the international commission overseeing $5.3 billion in promised reconstruction aid.   
 Although initial successes where achieved in relief stages of the disaster response and 
recovery, since the IASC’s six month assessment there has been an ongoing cholera epidemic, 
800,000 people still sleep in tents or without shelter, the streets of Port-au-Prince and many 
surrounding areas are filled with debris and rubble, and a new president, who’s election was 
marked by allegations of fraud, controversy and violent protests, who has failed to successfully 
appoint a prime minister.  Despite praise the initial humanitarian response received, the ongoing 
response effort has been fiercely criticized for not doing enough and for not meeting both the 
Haitian population and the international community’s expectations (Haver, 2011).  An October 
2010 report from Refugees International (2010) stated that people’s lives were not improving but 
rather their circumstances were deteriorating.  International aid organizations working in Haiti 
are not solely to blame for the slow recovery.  Impediments from and the instability of the 
Haitian government coupled with reluctance form international organizations and foreign 
governments to honor promised financial obligations in there entirety has greatly contributed to 
the slow pace of the recovery.       
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 Along with the slow pace, the other major shortcoming of the recovery effort has been 
insufficient engagement between the international humanitarian organizations and the Haitian 
civil society and government.  This lack of coordination has led to a dysfunction between some 
of the efforts that have been undertaken by aid workers and the needs of the Haitian people.  Had 
there been a successful partnership between the humanitarian organizations, the Haitian 
government, local authorities, and Haitian civil society along with sufficient and effective 
communication with the affected population early in the response, it would have facilitated an 
understanding by the humanitarian organizations and aid workers about the operational context 
in which they are working and led to a more sustainable effort (University of Haiti & Tulane 
University, Disaster Resilience Leadership Academy, 2011).  This mistake by the humanitarian 
organizations is not unique to the Haiti, but is rather a reoccurring theme that has historically 
plagued most humanitarian efforts.                     
 The emphasis in the health sector was initially on providing emergency care and 
prevention of epidemic outbreaks.  However, the transition from relief to recovery has facilitated 
a shift in focus toward the containment and elimination of the cholera epidemic and ensuring 
access to quality health services, with primary care as the entry point to the rest of the system. 
The IASC (2010) found a major challenge to be the serious damage sustained by health facilities, 
with 30 of the 49 hospitals in the region needing to be rebuilt.  There continues to be efforts to 
strengthen outbreak control of the cholera epidemic and other infectious disease including 
disease surveillance, effective treatment and rehabilitation of injured patients, and ensuring the 
availability of essential drugs and medical supplies. According to the Haitian Ministry of Health, 
inadequate numbers of trained staff and a lack of facilities remains a serious challenge. Looking 
towards the future, the IASC asserts that an overall challenge for health services will be to work 
towards reducing financial barriers to ensure the development of a sustainable health system. 
 
CASE OF JAPAN 

In March of 2011 a magnitude 9.0 earthquake struck off the coast of Japan triggering a 
tsunami.  This earthquake, the largest known to hit Japan in recorded history, killed at least 
15,700 people and displaced more than 130,000.  Most of the casualties and destruction is 
attributed to a series of large tsunami waves hitting Japan’s east coast that peaked at 37.88 
meters (United States Geological Survey, 2011a).  The Japanese archipelago is no stranger to 
disasters and has historically been plagued by earthquakes and tsunamis including the deadliest 
in Japanese history, commonly referred to as ‘The Great Tokyo Earthquake’ or ‘The Great 
Tokyo Fire’, which hit the Kanto plain around Tokyo in 1923 resulting in a massive fire and the 
death of over 100,000 people (United States Geological Survey, 2011b).   

The tsunami waves that resulted from the 2011 earthquake caused widespread damage 
and affected several nuclear power facilities along the Japanese coast.  The effects on the power 
plants varied with the most serious being TEPCO`s Fukushima-Daiichi Nuclear Power Plant.  
These tsunami waves, estimated to be larger than 14 meters high, overwhelmed the defenses of 
TEPCO`s Fukushima Dai-ichi facility, which were only designed to withstand tsunami waves of 
a maximum of 5.7 meters high (International Atomic Energy Agency, 2011).   The tsunami 
waves caused damage that lead to a blackout at the plant by rendering many of the backup 
generators useless resulting in a situation in which four of the nuclear reactors had no workable 
instrumentation and control systems to regulate reactor cooling. Three reactor units at quickly 
heated up due to usual reactor decay heating leading to a series of explosions causing 
radiological contamination to spread into the environment (International Atomic Energy Agency, 
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2011a). The nuclear accident at the Fukushima-Daiichi power plant is Japan’s twenty-first 
century ‘Great Tokyo Fire’.   

In an address on September, 12, 2011 the International Atomic Energy Agency (IAEA) 
Director General provided an update on the situation declaring that the situation at the site 
remained very serious for many months but that the IAEA’s assessment now is that the reactors 
are essentially stable and the expectation is that the 'cold shutdown' of all the reactors will be 
achieved as planned (International Atomic Energy Agency, 2011c).  

The accident at the Fukushima power plant led to the radioactive contamination of large 
areas throughout the Fukushima prefecture comprising of farmlands (agricultural areas), 
inhabited areas, and forests.  In consultation with the IAEA, the Japanese government has 
launched a remediation effort (actions that may be applied to reduce the ongoing or future doses 
to members of the public) in and around Fukushima prefecture and the surrounding 
municipalities as a major part of the recovery effort (International Atomic Energy Agency, 
2011b).  As part of the remediation effort the Japanese government aims to reduce the estimated 
annual exposure dose to less than 20 mSv in the entire region and, in areas where an estimated 
annual exposure dose is already less than 20 mSv, the national government will work with 
municipalities and local residents to conduct effective remediation work in an effort to reduce the 
estimated annual exposure dose to less than 1 mSv (International Atomic Energy Agency, 
2011b).  In a report by the IAEA (2011b), the agency recognizes that remediation actions have 
social and economic implications and decisions have to take into account all aspects of a specific 
situation.  The IAEA (2011b) suggests “the optimization of protection and safety is a process for 
ensuring that exposures and the number of exposed individuals are as low as reasonably 
achievable, with economic, societal and environmental factors taken into account to ensure that 
the level of protection will be the best possible under the prevailing circumstances. It requires 
both qualitative and quantitative judgments to be made” (p. 10).  
 
CASE OF NEW ORLEANS 
 Hurricane Katrina was the costliest and one of the deadliest hurricanes in US history.  
After ravaging parts of southern Florida, Katrina gained strength in the Gulf of Mexico to a 
Saffir-Simpson Category 5 hurricane.  The storm eventually dropped down to a strong Category 
3 (sustained winds of 127) before making landfall at the gulf coasts of Alabama, Mississippi, and 
Louisiana.  The eye of the storm passed just 40 miles southeast of New Orleans with hurricane 
force winds extending outward up to 125 miles (Graumann et al., 2005).  Katrina caused 
widespread destruction along the central Gulf Coast states and contributed to the eventual 
flooding of New Orleans, LA.  The catastrophic flooding of New Orleans displaced 250,000 
people, a higher number than during the Dust Bowl in the 1930s. The death toll from the storm 
exceeded 1800 and around $125 billion in damages (Graumann et al., 2005).   
 Although the hurricane itself was devastating to the region, the catastrophe in New 
Orleans was not directly from the storm but rather the breaching of the levee system used to 
restrain the waters of nearby rivers and estuaries, the largest and most immediate being Lake 
Pontchartrain.  The storm surge cased the level of Lake Pontchartrain to rise which strained the 
levee system protecting New Orleans.  As a result significant failures occurred in the levee 
system on the 17th Street Canal, Industrial Canal, and London Avenue Canal levees.  As a result 
water poured into the New Orleans, which is mostly below sea level, flooding 80 percent of the 
city at depths up to 20 feet (Graumann et al., 2005).     
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 Before the storm (and still today), New Orleans, like most major American cities, was 
characterized by extreme levels of poverty and racial segregation.  Poor residents of the city were 
heavily concentrated into racially segregated areas.  The poverty rate in 2000 was 28 percent, 
significantly higher than the national rate of 12 percent.  Furthermore, the black poverty rate was 
35 percent, three times higher than the 11 percent for their white counterparts (Hartman & 
Squires, 2006).  Blacks and whites in New Orleans were quite literally living in two different 
worlds.  Thus it is not surprising that the poor (mostly racial minorities) were disproportionately 
affected by the disaster.  Many of the poorer neighborhoods were located in some of the most 
valuable places in the city in relation to the levee system.  While many of the more affluent areas 
experienced flooding, the water levels were much lower in comparison, experiencing less 
damage.  Many of the cities’ more affluent white population was able to afford to evacuate the 
city before the storm.  This was not an option for many of the city’s poorer black residents. 
Furthermore, most of the more affluent residents had insurance on the properties, creating a 
means to rebuild.  Much of the city’s poor had no such insurance and many of the homes 
destroyed by the disaster remain vacant.   
 The protective levees system surrounding the city had long been neglected and 
inadequate leaving the city venerable to such a disaster (Hartman & Squires, 2006).  However, 
this dilapidated infrastructure is not unique.  In a report assessing infrastructure in the US after 
giving it a grade D, the American Society of Civil Engineers (2005) concluded that our 
deteriorating infrastructure “are constant reminders of a looming crisis that jeopardizes our 
nation’s prosperity and way of life”. In a follow-up report in 2009, they noted that since their 
2005 assessment there had been little change and that a five-year investment of $2.2 trillion was 
needed from all levels of government and the private sector (American Society of Civil 
Engineers, 2009).  The deteriorated levees system gave way under the stress of the elevated 
water levels.  This breech of the levees, not Katrina, was the catastrophic disaster in New 
Orleans.    
 
PREPAREDNESS AND RESPONSE 
 Natural disasters such as the ones previously mentioned, require systematic preparedness 
to protect populations and mitigate harm.  In both preparing for and responding to disasters 
requires that multiple domains be attended to including physical, fiscal, medical, social, cultural, 
political, and environmental.  

In Haiti, for example, the physical infrastructure was poorly built and lacked appropriate 
building regulations.  Construction codes were substandard, not enforced, or were nonexistent.   
Fiscally, the country had a low GDP and was in debt to other countries and international 
monetary organizations.  The medical system was comprised of a patchwork of NGO’s, poorly 
run government hospitals, and a few private facilities.  Health professionals were under-paid and 
many not properly trained.  The social domain of Haiti was exemplified by crime, corruption, 
and migration out of the country.  Culturally, Haiti was very rich but due to poor economic 
conditions many artists and musicians often move away.  The political domain was one of 
instability and ineptness with a long history of mistrust, corruption, and coup d'états.  The 
environmental condition of the country prior to the earthquake was poor with much deforestation 
and widespread pollution.  Since the earthquake, despite seemingly insurmountable challenges, 
there has been considerable effort with some success in each of these domains.   
  There are several critical success factors for all communities to consider when 
anticipating and addressing the challenges of natural disasters.  As described by Johnson (2009), 
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these include: training and education; mitigation of confusion, fear, and panic; time management; 
building a response capacity; economic empowerment; and coordination at all levels. 
 
Training and Education  

Training and education in advance is essential since there is no time for it during a 
disaster.  This is a keystone to preparedness.  Training allows for development of critical skills in 
health management, life support, communications, coordination, decision making, and supply 
chain management that are critical to the well-being of a community.  Ideally, training is done 
periodically to assure currency.  Additionally, education has a major role.  This can be done 
through schools, the media, and many NGO’s and community organizations to help the public 
understand disaster preparedness and to better know what steps they should take before and after. 
 
Mitigation of Confusion, Fear and Panic  

Mitigation of confusion and panic is important in any crisis situation.  The natural 
tendency of humans in a state of confusion is to panic.  If this occurs, more harm can result.  
Discussions about disaster preparedness within the communities, schools, churches, and 
businesses of a range of possibilities and response scenarios help to mitigate confusion.  Fast and 
clear communications at all levels is essential.  No one should be left without information and 
guidance.  Often the greatest fear comes from uncertainty. 
 
Time Management  

Time management is critical in all matters pertaining to disaster.  From early warning to 
evacuation and relief response time and its’ management are crucial to reduce loss and suffering.  
The international effort in Haiti is an example of an effective response time but the sustained 
long-term recovery has failed in this regard providing for criticism and frustration.  Much of this 
is due to poor planning and coordination.  Some of it can also be attributed to failures in 
leadership across the full spectrum of governance. 
 
Building Response Capacity  

Building response capacity prior to an event cannot be underestimated in its’ value.  This 
may be in the form of trained personnel, an adequate evacuation transport system, solid 
infrastructure, supplies and materials for post event needs, equipment and machinery for cleanup, 
communications technology, and anything else that would be an anticipated need in time of 
crisis.  Sometimes this will involve stockpiling and other times it will necessitate reliance on 
neighboring communities or countries unaffected by the disaster. 
 
Economic Empowerment 

Economic empowerment is the backbone of preparedness and relief in times of disaster.  
The wherewithal to fund the training and establish needed stockpiles ultimately comes down to 
economics.  Likewise, in relief and recovery, both short-term and long-term, there is a great need 
for economic empowerment of communities and affected individuals.  This requires both skill 
and responsibility.  Of the billions of dollars spent on relief efforts since 2000, very little of it has 
been tracked and perhaps not even managed effectively.  The University of California, Irvine has 
established an institute within the School of Social Sciences to assist Haiti and other poor 
countries develop financial services that lead to economic empowerment (IMTFI, 2010). 
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Coordination at All Levels  
Coordination at all levels before, during, and after a disaster is imperative to any hope of 

the best possible outcomes.  There are so many agencies, corporations, volunteer groups, and 
individuals involved that coordination is sometimes a daunting task.  Nevertheless, it is 
important to all the other critical success factors identified above.  Each level and across domains 
and jurisdictions the coordination of effort is necessary.  This may require advanced simulations, 
prior negotiations, and mock events to reach a level of preparedness that is needed.  One 
approach that holds promise is the concept of “teams of leaders” where individuals who lead 
various NGO’s and government agencies have been trained in advance to work collaboratively.  
A Center for Collaborative Health Leadership is being developed jointly by Central Michigan 
University and University of Western Ontario to provide teams of leaders training. 

During the acute phase of any disaster response there are common tasks that need to be 
undertaken in response to the crisis.  Johnson and Johnson (2006) in their work during and 
subsequent study of the hurricane Katrina relief effort identify the following as essential: 1) 
warnings and evacuations (not as likely with earthquakes); 2) search and rescue; 3) inter-
organizational coordination; 4) resources management; 5) triage and casualty distribution; 6) 
patient care and infrastructure; 7) patient and refugee tracking; 8) management of volunteers and 
donations; 9) working with media; 10) leadership coordination; and 11) organized improvisation. 
 
CONCLUSION 

While the prevalence and severity of natural disasters is likely to increase due to trends in 
development, population growth, and climate change (Uscher-Pines, 2009), there are 
opportunities to learn from past experiences. Some common approaches and practices have been 
identified that seem universal in their applicability to preparedness and response. Through 
ongoing study and application, social scientists can better monitor efforts and help develop more 
effective policies to address social determinants and the myriad challenges faced by affected 
populations and communities at risk of future disasters. As indicated earlier, natural disasters do 
not occur in a social vacuum. In fact, they are systemically connected to everything humans do in 
the social world, including how and where we build our cities. Social scientists using the 
perspectives of systems thinking can better inform policy and planning to help mitigate the 
human, financial, and physical costs of natural and human created disasters.  
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Abstract 
      Mental imagery has been a feature of numerous psychological theories related to human 
development and the clinical area. An intense debate has persisted for decades over the very 
nature of mental imagery. Two major camps in this debate are the propositional view expounded 
by Pylyshyn and the pictorial perspective of Kosslyn. 

 The primary issue is whether mental imagery is a mechanistic phenomenon to be 
observed and explained using reductionist approaches and computer models or whether it is best 
understood using holistic humanistic models instead. While the debate rages it is proposed that 
philosophers and social scientists explore the practical applications of mental imagery in the 
fields of education, health and the clinical areas. 

Keywords: imagery, mental imagery, computer models 
 
Historically, mental imagery has been accepted as obvious. Albert Einstein credited 

mental imagery as the basis for the thought experiments that led to his renowned theories. With 
the advent and proliferation of computers has come the desire to “understand” mental imagery. 
The result is the continuation of the unresolved conceptual confrontation between the 
mechanistic and the organic. 
 Regarding explanation of mental imagery, the two major opposing viewpoints have been 
expressed by the propositional view expounded by Z. W. Pylyshyn and the pictorial view of S. 
M. Kosslyn. According to Pylyshyn, the mental images are seen as symbolic representations 
used by the mind similarly to the working of computer technology or, according to  Kosslyn, 
buttressed by extensive testing, there is the view that there is an image-like process which relates 
in some way to the process the mind uses in perception, perhaps involving memory.  
 After several decades of dispute, the later view, that of Kosslyn, is at least the self-
declared winner. There has been no concession. Yet both of them rely on a presupposition of 
reductive materialism and mechanistic metaphysics that has prevailed in Western culture since 
Descartes and Newton. 
 Although the embodied consciousness view is still seen as an alternative challenge to 
received dogma, interest in such a perspective is increasing along with increased acceptance of 
complementary medicine. Quoting Georges Canguilhem, one of France’s most influential 
philosophers of science: 
  It is then naturally no longer a question of asking in what way the organism can or 
must be considered to be a machine, whether from the viewpoint of its structure or from the 
viewpoint of its function. Rather, it is necessary to look for the reason why the opposite, 
Cartesian opinion could have been born. 
 
 And from David Berlinski: 
  There is a fissure in contemporary thought, physicists arguing that each advance 
brings them closer to a final theory and the rest of us observing that the differences between what 
has been  and what needs to be accomplished remains what it has always been, which is to say 
infinite. The simple melancholy fact is that outside the charmed circle of those working on the 
current frontiers, no one believes any longer that physics or anything like physics is apt to 
provide contemplative human beings with a theoretical arch sustaining enough to provide a 
coherent system of thought and feeling. . . . . But even stranger, there is this: that the thought 
world of molecular biology would in its major aspects be instantly comprehensible to someone 
who knew nothing of science, modern physics, Newton, continuity, or the calculus. Living 
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systems may best be understood in terms of their constituents. Going down, one encounters 
organ systems, organs, tissues, cells, cell parts, and then on a much smaller scale of organization, 
molecular constituents of which the most important are the proteins and a master molecule, 
DNA. But there, in contrast to physics, things come to an end. In place of depth, the biologist 
requires intellectual extent. He or she wishes to trace connections among the biological 
constituents, following pathways across a living system and coming to understand how 
influences are transmitted. 
 By clinging to physics as paradigmatic science, many have exhibited the seemingly 
common sense reaction in which mental images are seen as useful only for thinking and learning 
purposes, reflecting the technological mindset of members of the AI program. 
 Thinking of mind, and thus mental imagery, to be a result of being an embodied 
phenomenon extends back to the phenomenology of Maurice Merleau-Ponty and 
phenomenology through the work of Francisco Varela and his cohorts to today’s important work 
by such as Antonio Damasio, George Lakoff and others. Even yet, these scientists are primarily 
interested in understanding how the mind works not so much for what it can be and is useful. 
This is true for Kosslyn as well. In Wet Mind, published in 1995, he finds four uses for mental 
imagery: to access information in memory, to help one reason, to learn new skills, and to aid in 
comprehension of verbal descriptions. Even by 2003 in an article entitled “What Shape Are A 
German Shepard’s Ears?” in which he includes imagery as helpful in sports, he still makes no 
mention of any medical or health benefits.  
 While the use of imagery is the essential feature of Buddhist meditation, especially in 
Tibetan Tantric usage, and imagery has been demonstrated to be quite useful in areas of health 
care, it is disregarded within normal Western science in spite of the theoretic dead ends referred 
to above. While imagery treatment should not be regarded as primary treatment at present, it 
seems strange to totally disregard the clinical work of O. Carl Simonton and his use of imagery 
with cancer patients. To treat such treatment methodology as new age hocus- pocus in the 
present era would seem more foolish than prudent. Even the AMA recognizes a limited use value 
for acupuncture without having an isomorphic theoretical explanation. 

Mental imagery became a topic of interest and discussion in various fields with the 
advent of quantum physics. However, as issues of causality, determinism and completeness of 
theory took priority; the topic of mental imagery became increasingly   marginalized and 
often ignored by most scholars. A notable exception was Albert Einstein who considered 
visualization or imaging to be a necessary component of progressive science. As technology 
grew and developed, a mechanistic world view came to dominate modern thought which gave 
rise to an on-going debate between imagists (Kosslyn, 2006) and anti-imagists (Pylyshyn, 2006).  

Prominent 20th century philosopher-scientists were influenced by affected notions of 
mental imagery. Classical notions of space, time, causality and substance went through a major 
transformation at that time. These themes are still problematic and intuitively unacceptable to the 
lay public and many in the scientific community. Heisenberg (1926) originally stated that the 
electron and the atom behave in the same manner as objects seen in the daily world. That 
statement has proven false. Einstein (1948) felt that the traditional approach of the scientific 
method was outdated. Mach’s method was not conducive to the inventive, free constructive 
element required in the creation of theoretical concepts. These conceptual and methodological 
differences between scientists and philosophers have been explored in depth by Deleuze and 
Guatarri (1996).   
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 Einstein believed that scientists involved with quantum physics were philosophers as well 
as scientists. Classical scientists were relativists in that they accepted a pre-given world in which 
one could make discoveries using the classical scientific method without the use of intuition.  
Ironically, Einstein was entrenched in the realistic camp. He did not accept the implications of N. 
Bohr and W. Heisenberg’s quantum theory. Bohr and Heisenberg (1927, 1926) struggled with 
the implications for physical reality in modern nuclear physics. The problems that arose during 
this period include: the material problem of whether light is a wave/particle, time and space 
problems such as Heisenberg’s principle of uncertainty concerning position and motion of 
particles, and continuity of theory – in particular Bohr’s complementary approach and Einstein’s 
concern with locality. 
 Mental imagery, though not widely considered by the general public, is a growing issue 
of debate among psychologists, neurophysicists and philosophers. Einstein considered science a 
refinement of everyday thinking (Miller, 1984). He stated that thinking results from concept 
formation initiated by the visual process of forming pictures. The Gadanken experiment (1885) 
which ultimately resulted in the special theory of relativity reflects this view of concept 
formation stemming from visual imagery. Einstein’s realist proposition was challenged by 
Heisenberg’s idealist approach. According to Miller (1984), the latter’s idea was a move toward 
permitting mathematical formalism to reveal the properties of the atomic entities themselves. 
 Heisenberg and Bohr grappled with a basic reality that was not “visualizable” and in 
which experimental results were unchallenged. This approach could not be adequately visualized 
using classical concepts of causality, intuition, etc. The wave particle duality of matter, while 
unacceptable to Einstein, Schrodinger, Lorentz, is the most widely accepted explanation today. 
There are many who still prefer to resolve the visualization problem classically. A prominent 
example is the hidden variable concept of David Bohr. Most members of the physics community 
accepted the more intuitive method of Richard Feynman which consisted of diagrammatic 
description originating in mathematical rules verified by Dyson in 1948. The previous views of 
elementary particle physicists had neither picture nor image content but were symbolic. The 
Feynman diagrams are seen as "visualizable" in the modern world. 

Early psychologists, following Wilhelm Wundt’s lead, studied imagery using self-reports 
from trained subjects via introspection. This approach quickly led to methodological problems 
which could not be adequately resolved. Images were subjective, private experiences not 
adaptable to quantitative analysis. It seemed that not everyone produced images, or had similar 
visual experiences. Scientists could not agree on what should or could be considered as 
imagistic. This line of thought reflects the notion of disembodied mind. 

Consequently scientists ignored images and imagery and deferred to behaviorism. 
Psychology focused on behavior that it could observe, measure and predict.  This approach did 
not resolve the issue of imagery. There remained many psychological issues and constructs that 
were difficult to discuss without using the language of imagery. Developmental and cognitive 
psychologists continued to use mental imagery in their theories. Often these theories were 
diametrically opposed to the behavioral position. Discussion has moved away from the early 
debates on whether humans use mental images to know the world. Few question whether time 
and energy should be spent studying such an ambiguous subject. Most psychologists would 
concede that images play a huge role in human cognition. The focus seems to have shifted 
toward the nature and function of mental imagery.  

The two major camps in this debate are represented by Zenon Pylyshyn and Stephen 
Kosslyn. Pylyshyn (1984) has theorized that the human mind processes mental images by 
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decomposing them into an underlying mathematical preposition; this process would be very 
similar to the way a serial digital computer deals with input information. Critics of Pylyshyn and 
his adherents cite a noticeable lack of research to support such statements.  Kosslyn (2006) 
concedes that while some neural processes may rely on mathematical and computational 
underpinnings, the brain also seems optimized to handle the sort of mathematics that constantly 
computes a series of topologically-based images rather than calculating a mathematical model of 
an object. 

To date, the debate seems to have gone in favor of Kosslyn who has accumulated a great 
deal of data to support his statements using such approaches as mental rotation experiments. 
Ongoing research in neurology, neuroscience and neuropsychology has further weakened the 
“serial computed” proposition. It may be that human mental imagery is both visually and 
motorically embodied (Paivio, 1990).  Researchers generally agree that the brain forms and 
maintains mental images as image-like wholes. The storage and manipulation of these images 
within the brain and the implications for the understanding of knowledge and ultimate reality 
remains a fertile area of debate and further study. 

One of the most famous examples of the use of mental imagery has been Mozart’s claim 
to have been able to visualize his musical compositions before notating them. These statements 
have gone relatively unchallenged but are often used to illustrate the abilities of genius. Mozart’s 
statements raise certain questions:  

What was it that he was “visualizing?”  
Was he “visualizing” sound or musical notation?  
Was he “visualizing” an overall diagram as in Shankerian analysis?  
Does a homunculus hear these sounds or see the symbolic notations or diagrams?  

Along these same lines, the famous vision that August Kekule described of a snake 
seizing its own tail which led to his solution of the structural problem of carbon rings has been 
called into question. Similar anecdotes suggest to skeptics that such examples are quite possibly 
not the real meaning of a real event. If not, how did Kekule come up with the solution?   It may 
be argued that if the dream was an invention, then the solution probably was as well.  

 The notion of embodied cognition (Johnson & Lakoff, 2000) challenges the 
engineering/mechanistic approaches typified by Pylyshyn. Embodied cognition emphasizes the 
interaction of the body and the environment during cognition. The interaction of these 
components enables the development of particular cognitive capacities and determines their 
precise nature.  A further assumption is that the primacy of goal directed action occurs in real 
time. The form of embodiment determines the type of cognition which is constructive in nature.  

Embodied cognition is exemplified by the image schema (Johnson & Lakoff, 2000). 
Image schemas are defined as embodied prelinguistic structures which generate conceptual 
metaphor mappings. The view of mental imagery as diagrammatic is similar to the Feynman 
solution of the “visualizability” problem in quantum physics. Embodied cognition considers 
experience whereas the lack of such consideration is widely seen as a major drawback for 
cognitivist theory. 

McClamrock, (1995) a philosopher of existential cognition, maintains that a person’s 
condition of being in the world “makes it impossible for him/her to understand themselves by 
abstracting away from it and examining it as if it were a detached experimental object of which 
he/she is not an integral part (McClamrock, 1995).” This view resonates with the criticism of 
cognitivism made by Dreyfus that perceiving and acting do not depend on internal 
representation; natural intelligent action does not involve internal symbolic processing (Dreyfus 
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et al., 1992). The connection between mental states and the environment has not been considered 
previously in cognitivism but is increasingly a factor in connectionism, a more recent approach 
that utilizes interconnected neural networks of simple units. Connectionism stresses the parallel 
nature of neural processing and the distributed nature of neural representations. The problem of 
cognition at the hands of cognitivism is that it is divided into unconscious symbolic computation 
and the realm of conscious experience. Jackendoff (1990) suggests that the latter must simply be 
taken for granted. Minsky and Papert (1969) further suggest their “picture” of the mind as that of 
a disunified, heterogeneous collection of networks of processes, a society of sub agents that 
emerged into the necessary agent for action. Varela, (1991) conceptualizing organic self-building 
or autopoiesis has attempted to go beyond this gap between scientific analysis and human 
experience described, but not bridged, by Minsky (1969) or Jackendoff (1990). The discontinuity 
between cognitive science, with its information processing model of the mind, and mindful 
awareness associated with the human experience, leads to a situation in which belief in an 
essential self is deemed necessary. Varela states that we are culturally and psychologically 
inclined to believe in the necessary myth of self. 

Varela’s approach is to bridge cognitivism and phenomenology as suggested by Merleau-
Ponty. Ultimately he finds the middle path of Madyhyamika Buddhism to be isometric because 
Buddhism  avoids the extremes of essentialism and nihilism. The middle path of Buddhism 
construes a co-dependent arising or emergence of consciousness in a universe of empty concepts. 
For Vajrayana Buddhism, associated with Tibet, mental imagery is not only necessary but 
encouraged to achieve the heights of ethics. While this is perhaps far afield from the interests of 
most cognitive scientists, philosophers of mind, as well as psychologists, Varela has offered a 
coherent option for a possible bridge over the chasm between cognitive science and “mindful” 
human experience. This view describes mental imagery and perception as an interactive 
encounter between the organism and the environment. The debate over the nature of mental 
imagery remains unresolved. Kosslyn (2006) claims victory for the pictorial point of view over 
the propositional view associated with Pylyshyn. Pylyshyn has not conceded the victory and both 
camps continue with their long-held views. 

The metaphysics of Western culture since Newton and Descartes, gives rise to a reductive 
paradigm which describes the world as mechanistic to be understood mathematically. The Turing 
machine is used to support the view which uses the computer as a model for human 
consciousness.  

 Varela, Thompson and Bosch (1991) propose a way out of the dilemma by seeing 
consciousness as embodied.  Varela suggests that a better approach would be to use the 
phenomenological method. Varela points to Tibetan Buddhism as a discipline with a record of 
successful pragmatic use of imagery for ethical purposes in what is a psychological manner. 
Thompson (2007) reinforces the embodied consciousness concept with a re-evaluation of 
Husserl. Ultimately it might be that the best approach would be to deal with mental imagery not 
as an engineering problem, but rather as a practical issue. 

Such an approach might well be compatible with Daniel Dennet (1981) who often 
questions phenomenology. He suggests that the issue is best left for the field psychology not 
philosophy and allow the problem to resolve itself. Dennet distinguishes between imagery and 
the disposition to act due to that imagery. He sees this disposition as a source of confusion for 
philosophers, scientists and social scientists. This position reflects and resonates with 
Wittgenstein who dismisses the notion of memory as a retrieval of stored material in favor of 
memory as a tendency to act in a prescribed way. Wittgenstein’s approach sidesteps the debate of 
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mental imagery as either pictorial or propositional.  For Wittgenstein mental imagery is a 
tendency toward the initiation of behavior. While these thinkers are usually more congenial with 
the point of view which considers consciousness independently from the body, the approach 
seems more amenable to the phenomenological frame of reference, than to those uncommitted to 
the analytic persuasion.  

Given the considerable success and promise found in the use of imagery in healthcare, 
Tantric Buddhism, sports education, and even in theoretic science, it would seem that a loss for 
philosophy due to generally ignoring mental imagery would be an opportunity for psychology. 
Mainstream Western culture continues to be heavily influenced by the dominant paradigm of 
reductive materialism and consequently by mechanistic models based on robotics and 
computerization. Holistic humanism opens the way for a viable consideration of mental imagery 
through experiential means. This could be accomplished in the applied areas of psychology or by 
means of interdisciplinary approaches dealing pragmatically with this important aspect of human 
consciousness which is often marginalized and neglected. 

Mental imagery relates in various ways to the images presented by the motion picture and 
television industries. I am immediately reminded of an early Gary Larson “Far Side” cartoon in 
which the protagonist is having his worst day after having realized that his favorite memory was 
not an actual event in which he had participated after all, but was a memory of a movie that he 
had seen. 

It is a truism that many, if not most of us, form our mental images of historic events from 
Western movies rather than from scholarly works. It would seem to behoove all of us to take an 
interest in forming better images since they inform our understanding in such an important way. 

It would be in the interests of rationality, progress and accuracy if the images we receive 
from media sources conformed more to the ideals formulated long ago in the Enlightenment era 
than to the projections from ideological propaganda best described as mythopoetic or wishful 
thinking. This is particularly true of the animated and feature films to which children are 
exposed. Newt Gingrich has said that his thinking and lifestyle were completely formed in his 
youth in reaction to the John Wayne film, “The Sands of Iwo Jima.” 
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A child playing without instruction, impediment, or self-consciousness is the most natural 
thing in the world. Nondirective play therapists have validated this idea time and again, while 
conducting sessions within the constraints of a therapeutic playroom. The enchantment of the 
outdoors, however, is as natural in childhood as free form play. The opportunity to take in the 
fresh air, feel the sun and wind on one’s cheek and “experience the infinite and diverse sensory 
qualities of the world” (Rivkin, 2000, 2) is essential for all children. Many agree that 
unstructured play is one of the most natural and effective modes of learning for young children 
(Youell, 2008, Brown, Sutterby & Thornton, 2000); “Children learn best not when they are told, 
but when they can act upon their environments and construct knowledge for themselves.” 
(Brown, Sutterby & Thornton, n.d.) A wide body of research acknowledges this and many other 
valuable benefits from outdoor free play, including physical, emotional, social and cognitive 
development.  With exceptional empirical support, play is proclaimed as a fundamental 
component in a child’s development.  Nonetheless, research also demonstrates that outdoor play 
is becoming an endangered activity to the detriment of children.  Yet nondirective therapists can 
harness the power of outdoor play, creating a new, exciting venue through which to explore their 
clients’ worlds, while creating more opportunities for this disappearing form of development.    

  
Benefits of Outdoor Play 

Research suggests that therapeutic outdoor play can have beneficial effects on children’s 
cognitive development, learning, peer relationships, and emotional well-being (e.g., Jarret, 
Maxwell, & Dickerson, 1998; Brown, Sutterby, Therrell & Thornton, 2000, 2001). Through 
unstructured play, children express and work out emotional aspects of everyday experiences, 
known as dramatic play or symbolic behavior. Children use pretend play to experiment with 
various roles in a safe environment, and release emotions by “playing out” traumas in a natural 
and developmentally appropriate way (Winnecott, 1971).  Outdoor play areas lend themselves 
especially well to this type of play due to the non-restrictive space and props often available in 
these play areas.  This is one of many reasons to utilize outdoor spaces.   

Engaging in outdoor free play also offers opportunities for children to gain mastery over 
their bodies through increased performance abilities and develop skills which can positively 
affect self-confidence and esteem, such as risk-taking and conflict resolution (International 
Playground Equipment Manufacturers Association, 2011).  Outdoor play encourages physical 
movement and activity which allows children to learn about their bodies capabilities while 
mastering control in a fun and safe manner.  Children are free to experiment with behaviors not 
allowed in most settings such as running, climbing, jumping and shouting.  Physical play has 
also been shown to reduce stress, improve attentiveness and decrease restlessness in children 
(National Association of Early Childhood Specialists in State Departments of Education, 2005).  
Unlike indoor play, outdoor unstructured play offers this developmentally appropriate outlet to 
children.   

The body of evidence is clear-“play is essential to the healthy development of children 
and to their adaptation to their culture, society and world.” (Frost, 2006, p.5) Unstructured 
outdoor play facilitates child development unlike anything else; however, opportunities continue 
to diminish with serious consequences to child development.  I believe non-directive play 
therapists are positioned well to advocate for unstructured outdoor play as well as incorporate the 
natural benefits into their practice.   
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Disappearance of Outdoor Play 
Essentially, outdoor play is crucial to developmental milestones by inherently influencing 

risk-taking behavior, motor and sensory development, exploration, and sense of perception. 
However, in spite of the growing body of evidence, many children today have very little 
opportunity for outdoor play. Most activities for children are now indoors and under adult 
supervision. Fears and concerns for safety along with the lack of appropriate places to play are 
contributing factors that often lead parents to keep children indoors (Frost, 2007, Rivkin, 2000). 
For these reasons, outdoor play is becoming an endangered activity, which in turn results in 
serious ramifications for children (Jenkins, 2006, Frost, 2007). Restriction from outdoor play 
deprives children of opportunities for growth and learning (Voce, 2009), leading to deficits in 
children’s long term health and well-being (Jenkins, 2006).   

Non-directive play therapists have the knowledge and training to provide children with an 
ideal outdoor play setting that fosters creativity, spontaneity, and exploration (Frost, 2007).  The 
design of outdoor play areas should be based on play therapists knowledge of child development, 
learning style, and individual needs.  Although many of the tools used in an outdoor play area are 
similar to those in a play room, in an outdoor environment, ample space provides for more 
realistic, larger scale play houses, sand areas and other tools used to facilitate dramatic play. And 
as Rivkin (1998) points out, outdoor play is a safe and appropriate environment for mobility and 
aggression, “those prized values, to be expressed in play in a way that indoor play can’t offer.” 
 
Conclusion 

Outdoor play is one of the few times a child is able to be carefree. It is a time when they 
are allowed to be their selves and understand the world around them in a fun, unstructured 
manner. However, poorly designed playgrounds and concerns for safety have contributed to the 
disappearance of spontaneous, unstructured outdoor play. Play therapists are part of the few 
trained professionals both knowledgeable in child development and who understand the value of 
play. These therapists have the opportunity to increase the amount of interactions among children 
in a safe environment which allows them to express themselves through their most natural voice- 
unstructured play (Frost, 2006).   
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

 
 

138



References 
 
Brown, P., Sutterby, J. A., Thornton, C. D (2000) The Value and contribution of Free Play to 

Children’s Development. Retrieved from http://www.ipema.com/News/default.aspx  
Brown, P., Sutterby, J. A., Thornton, C. D (2001) Play is Essential for Brain Development. 

Retrieved from http://www.ipema.com/News/default.aspx  
Brown, P., Sutterby, J. A., Thornton, C. D. “n.d.” Dramatic play in outdoor play environments. 

PTO Today Articles. Retrieved from http://www.ptotoday.com/pto-today-
articles/article/79?tmpl+component&layout=print 

Frost, J. L. (2007). Child’s play: demise of play bodes ill for healthy child development, 
researcher says. The University of Texas at Austin.  Retrieved from 
http://www.utexas.edu/features/2007/playgrounds/index.html  

Frost, J. L. (2006). The dissolution of children’s outdoor play:  causes and consequences. Austin, 
TX:  University of Texas. 

International Playground Equipment Manufacturers Association, 2011. Voice of Play. Retrieved 
from http://www.ipema.org/  

Jarrett, O., Maxwell, D., Dickerson, C., Hope, P., Davies, G., & Yetley, A.  (1998). Impact of 
recess on classroom behavior: group effects and individual differences, Journal of 
Educational Research, 92, 121-126. 

Jenkins, N. E. (2006) ‘You can’t wrap them up in cotton wool!’ Constructing risk in young 
people’s access to outdoor play. Health, Risk & Society, 4, 379 – 393. 

National Association of Early Childhood Specialists in State Departments of Education, 2005. 
Recess and the Important of Play. Retrieved from 
http://w4.nkcsd.k12.mo.us/~rbeckett/RECESS%20AND%20THE%20IMPORTANCE%20
OF%20PLAY.htm  

Rivkin, M.S. (2000). Outdoor experiences for young children.  Educational Resources 
Information Center. (ERIC digest ED448013 2000-12-00).  Available online at 
http://www.eric.ed.gov (accessed July 10, 2010) 

Voce, A. (2009).  It’s high time we made outdoor play a priority.  [Supplemental material]. 
Children & Young People Now, 29. 

Winnecott, D. (1971). Playing and Reality. New York: Basic Books.  
Youell, B.  (2008). The importance of play and playfulness.  European Journal of Psychotherapy 

and Counseling, 10(2), 121-129.   
 
 

139



 
 
 
 

APPLYING NEWS MEDIA IN THE PHYSICAL  
ANTHROPOLOGY CLASSROOM 

 
 
 

Gwyn D. Madden 
Grand Valley State University 

140



Abstract 
News media was added to the Introduction to Physical Anthropology (Human Origins) curriculum to 
better connect course material with life experiences.   
 
Introduction 
News media is cluttered with information about every topic imaginable, including those related 
to physical anthropology.  A number of television shows today, including “Bones” and “CSI,” 
portray physical anthropologists and their area of study in a very skewed light.  Furthermore, 
Clarke (2004) suggests that archaeology students enter the discipline based on portrayals of 
archaeology in the media.  It is therefore necessary to challenge students to discover a pathway 
that will aid them in finding accurate information in the news media.  In guiding students to use 
news media critically, they will be able to navigate the various interpretations of the science of 
physical anthropology and anthropology in general.   
Anthropology is often taught with an emphasis on theory within the discipline at the 
undergraduate level, rather than its application in the public sphere.  This is unfortunate because 
scholars such as Newman (1990) believe the study of anthropology is more beneficial if there is 
a link between anthropological information and students’ life experience. 
Anthropological literature on education generally focuses on cross-cultural learning issues, with 
less work being done on teaching anthropology and the associated discipline oriented concepts 
(Higgins, 1985; Mazur-Stommen, 2006).  This is likely so in anthropology as in other disciplines 
because professors are required to focus on discipline specific research projects and have little 
time to give to education research.  It is also problematic that the majority of professors have 
little if any instruction on how to be a good, effective educator.   
While film based media has been studied regarding its effects on learning (Bird and Godwin, 
2006; Blum, 2006), the literature suggests use of the news media in teaching anthropology 
appears to have been ignored.  According to Hansen (1982:189), “intellectual innovation 
proceeds from a dense cultural framework of assumptions, perceptual-conceptual categories, and 
styles of thought.”  Using methods in anthropology to link students’ course work to life 
experiences and personal assumptions will help students feel more engaged with the material and 
will increase the likelihood that they will grow intellectually from the exercise.   
All students encounter news media on a daily basis and these encounters influence their 
perceptions and aid them in forming assumptions of the world.  Thus, creating an exercise where 
students look at anthropology through the lens of “news” uses a medium that students are very 
familiar with while drawing a closer connection between the field and their life experiences.  It 
will also help to make them more critical consumers of the media as they apply concepts from 
the physical anthropology classroom.  
While it is not necessarily desirable to change a students’ style of thought, it is beneficial to work 
with students to be cognizant of their assumptions.  This can be carried out by asking them to 
deconstruct news media from a new perspective, that of anthropology.  Each students’ contextual 
framework will differ depending on their demographics and prior life experiences (Hansen, 
1982), which means that there is the expectation that assumptions and potential changes in 
perspective will vary within the classroom regarding understanding of news media.  However, in 
applying a new frame (anthropology) the students will form a new sense of what the news media 
and even science are, which will lead to questions about the process of learning (Scherr and 
Hammer, 2009).  Introducing the critical approach of questioning the news media portrayal, 
science, the research, and the students’ assumptions gives each student skills that they are needed 
to become life-long learners.  Furthermore, it challenges the students to seek accurate 
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interpretations of anthropology and science by digging deeper in their search for detail, 
substance, and clarity.  This equates to the statement by DeRoche and DeRoche (1990:128), “the 
process of discovery makes the material the students’ own and lays the foundation for the 
production of new knowledge.”   
To begin the process of discovery in this project, the students were asked to complete a set of 
questions after reading an assigned news media article.  They then discussed the article and 
posed their own questions through live and discussion board based interaction.  Following the 
assigned articles, the students were required to find their own article on an anthropological topic 
and follow the same series of steps.  These activities act to de-center the faculty member and 
engage students in dialogue with others, allowing the classroom to become a place of 
transformation for the students and thus society (Ammarell, 2000). 
As each course is designed toward the instruction of a particular knowledge set, many times they 
stand alone and students are not shown the link between courses or the link to general knowledge 
used on a daily basis.  By creating a link between the information experienced on an on-going 
basis in the news media, students will be able to make the connection between anthropology, 
their life experiences, and other life science courses. 
 
Methodology 
The goals of this project were to connect course materials to global knowledge by creating links 
to news media, to foster skills that can be used throughout the students’ life including critical 
thinking, problem solving, and media literacy.  Based on these goals, five student objectives 
were formulated: 

• Think critically about portrayals/discussions of physical anthropology in the news media 
• Discuss course materials and their portrayals in the news media and their relationship to 

society 
• Understand how to relate news media articles to the students’ life and lives of those in 

their community 
• Understand how to relate news media articles to physical anthropology 
• Learn to navigate media sources to find those that are accurate, detailed, and clear in 

regard to the physical anthropology material written 
Ultimately four research questions were developed around students’ perceptions of the addition 
of news media to the course curriculum: 

• Do students perceive an improved ability to critically evaluate news media by using 
anthropological concepts in their analysis? 

• How are students’ perceptions of learning impacted by including news media in the 
course? 

• How are students’ perceptions of discussion impacted by inclusion of news media in the 
course? 

• Do students perceive anthropological concepts to be more pertinent to their lives because 
of the inclusion of news media in the course? 

Data was collected through the use of survey questions at the beginning and end of the term (see 
Appendix).  The data was coded based on categorization of the responses.  Questions focused on 
the students’ perception of their skills in writing, discussion, and media literacy as well as their 
perception of having news media as a component in the course.  Basic demographic information 
was collected to compare rank (i.e. freshman, sophomore, junior, senior), GPA, and major.  Two 
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“Introduction to Physical Anthropology” (Human Origins) classrooms were sampled in two 
consecutive semesters during 2010. 
 
Outline for Project Implementation 
Read five short media articles written for the general public. 

• Take quizzes on the five assigned articles: 
Warne, K. (2007). Organization man: Carl Linnaeus, born 300 years ago, brought order 
to nature's blooming, buzzing confusion. Smithsonian 38(2), 105-111. 

 University of California - San Diego (2007, February 8). Vitamin D Backed For Cancer 
Prevention In Two New Studies. ScienceDaily. Retrieved October 5, 2011, from 
http://www.sciencedaily.com /releases/2007/02/070206100608.htm 

 Wade, N. (2009, December 8). Boom! Hok! A Monkey Language is Deciphered.  The 
New York Times.  Retrieved from http://www.nytimes.com 

 Washington University in St. Louis (2010, October 28). Modern humans emerged far 
earlier than previously thought, fossils from China suggest. ScienceDaily. Retrieved 
October 5, 2011, from http://www.sciencedaily.com 
/releases/2010/10/101025172924.htm 
Wade, N. (2006, November 16). New DNA Test is Yielding Clues to Neanderthals.  The 
New York. Retrieved from http://www.nytimes.com 

• Discuss the articles in groups (“re-take” the quiz as a group for extra credit; discuss the 
details of the articles) 

Summarize media article(s) and answer three of the questions below in a concise one page, typed 
paper (due at the time of the quiz): 

• What other sciences or humanities may be involved in the research or affected by it? 
• Discuss further research that may be required to understand the findings? 
• Is there necessary information that is missing?  What? 
• If you were the researcher, what else would you want to know or explore about the 

find/research? 
• Why do you think this research is important? 
• How does the material relate to your life and experiences? 
• What is the significance of the find/research to science and/or the public? 
• Will the find/research change the way we live? 
• Are there any ethical questions that arise due to the find(s) or with the carrying out of the 

research itself? 
• If problems were noted in the research, what do you think could be done to improve or 

correct the situation? 
• How does the topic relate to evolution? Is it culturally or biologically oriented? 

Show film, “The Journey of Man,” with Spencer Wells at the end of the semester. 
Questions posted by instructor on discussion board (see below); students respond to the 
questions by the next class period.  Students may also pose their own questions. 

• Do you believe that science is ethnocentric?  How should science treat oral 
tradition/myth? 

• Does your understanding of evolution contradict any of the research put forward 
in the film? If so, how? 
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• What implications do you think the film makes in terms of what society terms 
"race?" 

• What do you believe is the most significant message that the film carries? 
 

Final Exam Essay Question 
Using examples from your own experience watching television, documentaries, movies, reading 
magazines, blogs, newspaper (on-line and print), etc. discuss two ways that you see physical 
anthropology/evolution as being misrepresented and two ways that you think such 
misrepresentations can be fixed to ensure that those who have not had the opportunity to take a 
class like Introduction to Physical Anthropology (Human Origins) would get an accurate 
portrayal of physical anthropology/evolution.   
Individual Student Evaluation 

• Points for quizzes (5 quizzes) 
o 10 points possible per quiz 

• Points for media article summary and completion of set of questions; one page concise 
typed paper 

o 15 points summary; 20 points response to required questions 
• Points for 2 discussion board posts; based on “The Journey of Man” film 

o 5 points per post (10 points total) 
• Points for final essay exam 

o 25 points possible for essay exam 
 
Results 
Student rank in the summer session was weighted heavily (75%) to upper classmen while the 
distribution of rank in the fall session was almost equal between upper and lower classmen (see 
Table 1).  Average overall student GPA was 2.95 in the summer and 3.23 in the fall.  Students 
came from 22 different major programs, including Anthropology.  The course can be taken to 
meet a university wide general education/liberal education requirement and usually includes a 
broad range of student interests from art and design to business and the health professions. 

(See Table 1) 
Overall, as shown in Figures 1-6 in both the summer and fall sessions student perception of 
confidence level improved in each of the skills put forward in the goals, including critical 
evaluation of news media, improved discussion skills, and improved learning with the addition 
of news media to the curriculum.  Students perception of the pertinence of anthropology to their 
own life was positive for 75% of students in both sessions (see Figures 7-8).  A few examples of 
direct student responses to the role that Anthropology plays in their lives are shown here: 

• It makes me want to learn more about the world around me and discover more about my 
past and the world's history. 

• Yes, we should always look at things more critically and not just believe what we hear in 
the media. 

• Yes, some research that's been done is based on incomplete evidence and is taken as fact, 
opened my eyes. 

• It reaffirms my thought of questioning why we believe what we believe. 
(See Figure 1-8) 
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Discussion 
Addition of news media to the physical anthropology classroom improved many of the students’ 
perceptions regarding their skills in media literacy, discussion, critical thinking, and their 
learning of physical anthropology material.  As the instructor in the course I can also say that 
addition of the news media to the curriculum engaged the students more in the topics covered.  
As can be seen in Figures 7-8, the majority of students felt that addition of news media to the 
curriculum also changed the way that they viewed life, and the place of anthropology within their 
lives.   
It is important to remember that context makes each individual students’ experience different.  
Varying forms of media, like discussion board, print or e-articles, and film may not be 
experienced by the same student in an equitable fashion.  Using discussion board or searching for 
an article acceptable for academic work on the internet may be new experiences for some 
students.  Therefore, it is necessary to be cautious making generalizations about the learning 
process, even in regard to this one set of exercises as students may not immediately reap the 
benefit of the activity.  However, as many students perceived improvement in a number of skills 
and were also able through addition of the news media to relate anthropology to their lives, the 
method shows promise.   
 
Conclusion 
Addition of news media to the physical anthropology classroom is beneficial to students learning 
of course materials.  The majority of students considered themselves better prepared after the 
course to deal with news media information related to physical anthropology in a fast-changing 
world.  The method described here requires relatively easy changes to the course curriculum, but 
offers a great return on student learning and engagement.  When dealing with difficult topics or 
those skewed by the media, having a method that increases critical thinking, discussion skills and 
engagement is tool worth using.  As this study shows addition of news media to the classroom to 
be beneficial to the students and to increase engagement in the classroom, further application in 
other topical courses is suggested as an area of further research. 
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Table 1. Student Participation by Rank and Session 
Academic 
Rank 

Summer 
Session 

Fall 
Session 

Senior 10 15 
Junior 6 4 
Sophomore 4 12 
Freshman 1 4 
No Response 1 0 
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Figure 1. Confidence Level in Critical Thinking and its Application to News Media at the 
Beginning and End of Summer Session. 
 

 
 
 
 
 
 
 
Figure 2. Confidence Level in Critical Thinking and its Application to News Media at the 
Beginning and End of Fall Session. 
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Figure 3. Confidence Level in Discussion Skills at the Beginning and End of Summer Session. 
 

 
 
 
 
 
Figure 4. Confidence Level in Discussion Skills at the Beginning and End of Fall Session. 
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Figure 5. Perception on Improvement in Learning with the Addition of News Media to the 
Curriculum, Summer Session.   
 

 
 
 
 
Figure 6. Perception on Improvement in Learning with the Addition of News Media to the 
Curriculum, Fall Session.   
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Figure 7.  Perception of Change in the Role Anthropology Plays in Personal Life, End of 
Summer Session. 
 

 
 
 
 
 
 
Figure 8. Perception of Change in the Role Anthropology Plays in Personal Life, End of Fall 
Session. 
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Appendix 1 
Beginning of Semester Questionnaire 
 
Year in school 
GPA 
Major 
Confidence in discussion skills 
Confidence in writing skills 
Confidence in critical thinking skills 
(Critical thinking is defined as identification of appropriate forms of evidence and evaluation of 
that evidence to guide decision making.) 
Confidence in media literacy skills 
(Media literacy is defined as evaluating information gathered from numerous sources on a 
particular topic.  In doing so you aim to determine which portions of information collected are 
the most significant, as well as the benefits and risks of the issue at hand.)  
 
 
Prior experience with the life sciences 
Prior experience with study of news media 
What part do you feel anthropology plays in your life? 

 
Appendix 2  
End-Term Questionnaire 
 
Year in school 
GPA 
Major 
Confidence in discussion skills 
Confidence in writing skills 
Confidence in critical thinking skills 
Do you feel that your skill level has changed since the beginning of the semester? 
What do you think may aid the instructor in changing the course to draw out your critical 
thinking skills? 
(Critical thinking is defined as identification of appropriate forms of evidence and evaluation of 
that evidence to guide decision making.) 
Do you feel that you are able to link course related materials to your own life experiences, 
including what you see/read in the media?   
Do you feel that the news media application in the course improved your learning of the course 
materials? 
Do you see the media in a different light after using news media critically to learn course 
content? 
Do you understand global events more clearly now, as you critically apply anthropological 
knowledge in experiencing the new media? 
Has this course changed the way you view any particular aspect of your life?  What part do you 
feel anthropology plays in your life? 
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Introduction      
     According to statistics compiled by the Rape, Abuse, and Incest National Network (2011), 

someone in the U.S. is sexually assaulted every 2 minutes.  In 2007, there were 248,300 victims 

of sexual assault.  According to the National Violence Against Women (NVAW) Survey 

sponsored by the National Institute of Justice and the Centers for Disease Control, 14.8 % of 

women were victims of rape and another 2.8% were victims of attempted rape at some point in 

their lifetime (Tjaden & Thoennes, 2000). A recent study of the sexual victimization of college 

women estimated that colleges that have over 10,000 students could experience more than 350 

rapes per year (Fisher, Cullen, & Turner, 2000).  Further, it has been estimated that 85% of all 

rapes are never reported to criminal justice authorities (Lisak & Miller, 2002).  

     The psychological and physical aftermath of sexual assault can be both disabling and chronic. 

Besides the physical trauma of the rape itself, other physical effects of rape may include 

pregnancy and sexually transmitted diseases.  Murphy (1990) estimates disease transmission in 4 

to 30 percent of rapes and  about one female rape survivor in twenty conceives as a result of the 

rape and bears the potential health risks of pregnancy (Koss, 1993).  Lacerations to the rectal and 

vaginal lining are common, and rapists may inflict other injuries as well in the course of an 

assault (Kleck & Sales, 1990).  Studies have shown that more than 90% of adult victims meet 

symptomatic criteria for post-traumatic stress disorder in the week following the sexual assault, 

and as many as 47% continue to display symptoms 9 months after the assault (Rothbaum, Foa, 

Riggs, Murdock, & Walsh, 1992; Sochting, Fairbrother, & Kock, 2004). The fear of assault also 

affects women who have not been raped inhibiting many women from participating effectively in 

public life (Gardner, 1990; Heyden, Anger, Jackson, & Ellner, 1999). 

     Recent efforts at rape prevention have focused almost exclusively either on changing beliefs 

and attitudes assumed to increase the probability of men perpetrating a sexual crime or 

encouraging women to take sufficient precaution  (Sochting, Fairbrother, & Kock, 2004).  It has 

been proposed that the goal of primary rape prevention strategies is to prevent first-time 

perpetration or victimization by improving knowledge and attitudes that correspond to the 

origins of sexual violence (such as adherence to societal norms supportive of sexual violence, 

male superiority, and male sexual entitlement); build skills for respectful interactions; and 

empower participants to become agents of change.  Primary sexual violence prevention 

education programs commonly addresses attitudes about sexual assault, the impact of gender 

roles, healthy relationships, consent, conflict resolution, respecting personal boundaries, and skill 

building for these topics (CDC, 2004).   However, this approach has been questioned for over 

two decades. Koss and Denero (1989) suggested that rape prevention programs should cease to 

emphasize attitude change and stereotyped sex role behavior given the absence of empirical 

support for such interventions. Lonsway (1996) conducted a review that included all published 

rape education programs targeting both men and women that had an evaluative component. The 

review concluded that of 21 programs focusing explicitly on attitude change, only about half 

resulted in decreased rape-supportive attitudes following the conclusion of the program.  In two 

of these programs, this desired change was true only for women: the men reported an actual 

augmentation in rape-supportive attitudes.  Moreover, even the successful trials did not 

demonstrate continued success during long-term follow-up.  More current reviews 

(Breitenbecher, 2000; Sochting, Fairbrother, & Kock, 2004) have sought to examine whether 

attitude changes translated into reduction in sexual assaults. They concluded that these attitude 

change interventions have only a weak effect on the incidence of first-time sexual assault and 

there is even less evidence to support long term effectiveness.  For example, Breitenbecher and 
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Scarce (1999) evaluated the effect of a 1-hour sexual assault education program in a study of 

college women.  At 7-month follow-up, the participants were assessed for knowledge about 

sexual assault and experience of sexual victimization.  Compared to the control group, the 

educational program appeared to be effective in increasing knowledge about sexual assault, but 

there was no reduction in the actual incidence of sexual assault for either group.  

 

Evidence for Focusing on Self-defense Training as a Rape Prevention Strategy 

     Hollander (2009) proposed self-defense training as one of the most promising interventions to 

prevent violence against women, particularly sexual assault committed by strangers or 

acquaintances.  Although she found only a handful of supportive articles and books, few of them 

empirical, she discovered what she described as “a small but powerful literature on women’s 

resistance to violence, which made clear that active resistance, could be an effective way of 

avoiding rape and sexual assault.”  Ullman (2007) after extensive literature review of rape 

avoidance strategies came to a similar conclusion: 

Although rape-supportive attitudes are held by many in society, there is no evidence that 

prevention programs can effectively change these attitudes over long periods of time or 

that changing these attitudes will necessarily lead to less rape.  On the other hand, 

research consistently shows that certain resistance strategies can be used by women to 

avoid rapes, implying that prevention programs should focus on teaching women 

effective resistance methods to protect themselves. Concurrent prevention efforts must 

focus on men who are the primary perpetrators of rapes and on stopping rape from ever 

occurring.  Unfortunately, effective prevention programs have yet to be identified that 

reduce male perpetration.  Therefore, “risk reduction” programs that teach women facts 

about rape, risk situations, and effective resistance are needed.  At the same time, rape 

prevention programs that target men can be developed and evaluated (p. 413). 

 

     Traditionally women had been advised to use non-aggressive avoidance strategies against 

sexual assault (Heyden, Anger, Jackson, & Ellner, 1999).  Cermele (2010) suggested that rape 

then is learned as a “scripted interaction” that affords women few options once the crime begins 

to actually take place:  

The script begins with avoidance.  Women are offered strategies and tips to avoid rape: 

such strategies often take the form of limiting women’s choices, interactions, and 

freedoms (e.g., don’t walk alone, don’t be out late at night, and don’t wear revealing 

clothing). The script ends with options and resources – clinical, medical, legal and 

political – available to women to respond to and recover from the assault.  Yet the middle 

of the script is a little fuzzy; limited information is disseminated about what do once a 

rape is attempted or in progress.  The absence of such information implies that while rape 

can be avoided and survived, it cannot necessarily be thwarted (p. 1164). 

 

     It was assumed that due to the discrepancy in size and strength between the average man and 

woman that an attempt to resist would only increase the chances of the victim being further 

injured.  However, more recent research has run counter to this assumption suggesting that 

physical resistance may decrease the chance of a completed rape with probable little effect on 

extent of physical injury (Rheingold & Kilpatrick, 2003).  
     Ullman and Knight (1992) suggested that physical injury endured by the victim is the result of 

the level of the offender’s violence, with physical resistance contributing little to increased risk 
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of injury.  In their a study of 274 women who were either raped or avoided rape, they found that 

the most effective strategies for avoidance and reducing the severity of a sexual assault without 

increasing the level of physical injury were forceful fighting and screaming. This would seem to 

indicate that forceful resistance strategies are effective in avoiding rape without experiencing 

more physical harm.   

     Another study of 150 women in a yearlong sample of sexual assaults reported to the police 

found that women who were more forceful about resisting a would-be rapist were less likely to 

be raped and no more likely to be injured than those who resist weakly or not at all (Zoucha-

Jensen & Coyne, 1993).  Several studies indicate that less forceful types of resistance such as 

pleading, crying, and reasoning have either no association or even a negative association with 

rape avoidance (Ullman & Knight, 1993; Zoucha-Jensen & Coyne, 1993). In a study of 94 

women who had been assaulted, the women who made absolutely no attempt to resist were all 

raped (Bart & O’Brien, 1985). 

      Ullman (2007) observed that resistance and rape avoidance are important because research 

shows that women who have experienced a completed rape have higher risk of poor mental 

health, depression, anxiety, suicidal ideation, and suicide attempts, than women experiencing 

attempted rape (Kilpatrick, Saunders, Amick-McMullan, & Best, 1987; Ullman & Brecklin, 

2002; Ullman & Siegel, 1993).  Furthermore, sexual assaults of a more severe nature are related 

to poorer physical health outcomes, such as acute physical injuries, immediate post-assault acute 

health problems, and increased risk of developing chronic medical conditions (Golding, 1999; 

Koss & Heslet, 1992; Ullman & Brecklin, 2003; Ullman & Siegel, 1995).  In addition, women’s 

risks of contracting sexually transmitted diseases or becoming pregnant are higher if they suffer 

completed rapes.  Therefore, reducing completed rapes may reduce victims’ health problems and 

associated medical care costs.        

      If  there is substantial evidence supporting active resistance as effective in preventing 

completed rapes without causing additional injury, then it would seem to follow that actually 

teaching women how to defend themselves should be considered as a crucial component of 

educational interventions designed to reduce the incidence of this crime. Brecklin & Ullman 

(2005) cited numerous studies that demonstrated psychological changes resulting from 

participation in self-defense training which may have substantial implications for subsequent 

rape avoidance.   After completion of self-defense classes, evaluations have shown increases in 

the following domains for women: assertiveness, self-esteem, perceived control, participatory 

behaviors, self-efficacy, masculinity attributes (e.g., active independent) anger, dominance, 

physical competence, decreases in anxiety, depression, hostility, fear, and avoidance behaviors, 

and being judged to have effective fighting skills in mock attack scenarios (Cohn, Kidder, & 

Harvey, 1978; Cox, 1999; Donaldson, 1978; Finkenberg, 1990; Follansbee, 1982: Fraser & 

Russell, 2000; Frost, 1991; Gaddis, 1990; Guthrie, 1995; Henderson, 1997; Kidder, Boell, & 

Moyer, 1983; Lidsker 1991; Mastria, 1975: McCaughey, 1997: McDaniel, 1993; Michener, 

1996; T. D. Michener, 1997; Ozer & Bandura, 1990; Pava, Bateman, Appeton, & Glscock, 1991; 

Rowe, 1993; Sedlacek, 2000; Shim 1998, Smith 1983; Vaselakos, 1999; Weitlauf, Smith, & 

Cervone, 2000; Wheeler, 1995). Studies have identified  that successful rape resisters were more 

assertive, confident, dominant, perceived more control over their lives, and showed more 

initiative, persistence, and leadership compared with women who were raped (Amick & 

Calhoun, 1987; Burnett, Templer, & Barker, 1985; Selkin, 1978).  Increasing women’s self 

assertiveness skills may be especially important. A recent prospective study revealed that low 

155



assertiveness specific to situation with men was predictive of future victimization in a sample of 

274 college women (Green & Navarro, 1998)   

     Although limited, there are a few positive studies examining whether self-defense training is 

related to actual rape avoidance among women who later face a rape attack.  In Bart and 

O’Brien’s (1985) much cited interview of 51 rape avoiders and 43 rape victims, rape avoiders 

were nearly twice as likely to have learned self-defense as women who were raped.   A 

multivariate analysis of a survey of 1,623 college students showed that survivors with pre-assault 

training were more likely to say that their resistance stopped the offender or made him less 

aggressive than victims without training (Brecklin & Ullman, 2005).  Another study of women 

who attended a self defense class found of the women in the study, 40 later reported having been 

sexually assaulted, but 38 had escaped – 30 by stunning or disabling their assailants and 8 by 

frightening the men off.  The two women who were raped chose not to fight back because their 

attackers were armed (Ozer & Bandura, 1990).  A descriptive  study of  the Model Mugging self 

defense course revealed that of 8,000 female graduates, 120 have reported using nonphysical 

strategies (e.g. screaming) to avoid an assault.  It was also reported that 46 out of 48 graduates of 

this self-defense program who were physically assaulted after the course chose to fight back 

physically and reported being able to disable the offender enough to avoid  further harm (Peri, 

1991). 

 

Self-defense Training as a Therapeutic Intervention  

     Not only has self-defense training been advocated to prevent completed rape but a recent 

study has focused on its therapeutic potential on group of female military veteran survivors of 

sexual assault with post traumatic stress disorder (PTSD) resulting from their attack  (David et. 

al. 2006).  Researchers, through surveys and research methods, have found that rates of women 

experiencing sexual assault during military experience vary from approximately one fourth 

(Frayne et al., 1999; Hankin et al., 1999; Sadler, Booth, Nielson, & Doebbeling, 2000) to 

approximately one third (Coyle, Wolan, & Van Horn, 1996; Suris, Lind, Kashner, Borman, & 

Petty, 2004) of women sampled. This is significantly higher than civilian prevalence rates of 

sexual assault in the general population.  As was stated earlier 14.8 % of women were victims of 

rape and another 2.8% were victims of attempted rape at some point in their lifetime (Tjaden & 

Thoennes, 2000).   Rates for military sexual assault are usually based on a time period of 2 to 6 

years, whereas studies of civilian sexual assault are typically based on lifetime prevalence, 

suggesting increased risk for sexual assault for active duty military personnel (Suris & Lind, 

2008). 

    Among female veterans, distress associated with sexual trauma has been found to be nearly 4 

times more influential than duty-related distress in the eventual development of posttraumatic 

stress disorder (Fontana & Rosenheck, 1998).  PTSD symptoms include re-experiencing of 

upsetting traumatic events, avoidance of cues that are reminders of the traumatic events, 

emotional numbing, and physiological hyperarousal (American Psychiatric Association, 1994).  

Pervasive fears of sustaining another attack may markedly restrict such women’s everyday 

activities and functioning and thus severely impinge on their quality of life (Herman, 1992). 

     Encouraged by research indicating that self-defense training may empower women to cope 

with the threat of physical and sexual violence by providing a sense of mastery and personal 

control over their own safety and well-being David et. al. (2006) wondered whether a therapeutic 

self-defense curriculum might function as an enhanced exposure therapy paradigm for women 
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veterans who were sexually traumatized and who had PTSD.  They developed and conducted 

pilot research on a therapeutic self-defense program they entitled “Taking Charge”.  

     Results indicated that research participants showed significant improvement in the following 

areas: 1) They reported a heightened ability to discern risk situations, 2) a decrease in obsessive 

fear and worry about assault without believing themselves to be invulnerable, 3) an increased 

sense of personal safety and increased confidence in their self-defense skills, 4) improved 

confidence in their  ability to be assertive and to set appropriated interpersonal boundaries, 5) 

decreased depression, 6) decreased PTSD avoidance and hyperarousal symptoms, and 7) 

increased willingness to participate in community activities.  Furthermore, participants did not 

endorse negative psychological effects of training, such as increased anger or hostility.  They 

concluded that self-defense training could be a viable and feasible treatment adjunct in 

addressing disabling psychiatric symptoms and bolstering community involvement for female 

veterans engaged in PTSD treatment.  

 

Objections to Self-defense Training for Women  

     Despite emerging research on women’s capacity for successful resistance and the benefits of 

self-defense training for women, “resistance” to the idea of women’s resistance remains high 

(Cermele, 2010; Hollander, 2009).  Some of this opposition to training women to “fight back” 

could be rooted in the challenge to gender socialization and inequalities that makes physical and 

verbal self-defense difficult for many women.  As Searles and Lollansbee (1984) observed:  

Traditionally women have been socialized to believe that they are the “weaker sex.”  

Females socialized into the conventional feminine role have been taught to be passive, 

dependent, emotional, helpless, inadequate, ladylike, inactive, and incapable of protecting 

themselves.  In order to avoid being victimized, they have been encouraged to limit their 

mobility and to rely for protection on men – fathers, boyfriends, husbands, police officers 

– or other external agents such as large barking dogs or burglar alarms.  The emphasis on 

being soft, gentle, and ladylike has further  hampered women as it has discouraged them 

from developing their physical potential and from expressing anger or  aggression in any 

active or physical way. Taught not to rely on themselves and discouraged from 

developing the capabilities to be able to do so, females have been trained to be good 

victims and prevented from developing their physical potential (p. 66). 

 

    Virginia Woolf (1931), British author and feminist essayist wrote in “Professions for Women” 

that for women to succeed professionally they would have to symbolically kill the “angel in the 

house” – that selfless, sacrificial, women in the nineteenth century whose sole purpose in life 

was to soothe to flatter and to please the male half of the world population.  Debra Anne Davis 

would describe in her essay, “Betrayed by the Angel” (2004) her personal ordeal of being raped 

by a stranger and how her own “angel in the house” socialization contributed to her 

victimization: 

I’m 25 years old.  I’m alone in my apartment.  I hear a knock. I open the door and see a 

face I don’ t know.  The man scares me.  I don’t know why.  My first impulse is to shut 

the door.  But I stop myself.  You can’t do something like that.  It’s rude. 

     I don’t invite him in, but suddenly he is pushing the door and stepping inside.  I don’t 

want him to come in; he hasn’t been invited.  I push the door to close it, but I don’t push 

very hard; I keep remembering that it’s not polite to slam a door in someone’s face.   
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     He is inside.  He slams the door shut himself and pushes me against the wall.  My 

judgment: he is very rude.  I make this conscious decision:  Since he is being rude, it is 

okay for me to be rude back.  I reach for the doorknob; I want to open the door and shove 

him outside and the slam the door in his face, rude or not, I don’t care now.  But frankly, 

I don’t push him aside with much determination.  I’ve made the mental choice to be rude, 

but I haven’t been able to muster the physical bluntness the act requires. 

     Or maybe I realize the game is lost already.  He is stronger than I am, I assume, as 

men have always been stronger.  I have no real chance of pushing him aside.  No real 

chance of it unless I am very angry.  And I’m not very angry.  I’m a little bit angry. 

     But, despite the fact that I didn’t shove with much force, he is angry with me.  I know 

why; it’s because I’ve been rude to him.  He is insulted.  I am a bit ashamed.  

     We fall into our roles quite easily, two people who have never met each other, two 

people raised in the same culture, a man and a woman.  As it turns out, a rapist and his 

victim (p. 1). 

     “It’s big,” I say.  I turn my head up.  Why do I say this?  I ask myself, even then.  Well 

it is big.  (And, unfortunately, he will be shoving it up my ass in a few minutes).  And I 

want to flatter him, so he want hurt me any more than he already plans to.  I, yes, I am 

trying to flirt with him.  I’ve learned about flirting and how it works and what it can do.  

(It can get people to like you, to do things for you, to treat you well.)  It’s a skill I have 

honed.  And I’m using it now.  To save my life. (And, hey, it worked!  Unless of course 

he hadn’t planned to kill me in first place.) (p. 2). 

 

     This gender socialization has led to the past emphasis on avoidance strategy to rape  (e.g., 

don’t walk alone, don’t be out late at night, and don’t wear revealing clothing), the traditional 

advice that limits women’s freedom and discourages them from active resistance to personal 

assault, which can be seen as social control mechanisms that keep women down and dependent.  

According to Bart and O’Brian (1985): 

Encouraging women to learn dirty street fighting, to kick and yell and gouge, to be rude 

to men on the street and refuse requests for help is, in fact, encouraging them not to act as 

women are expected to act (p. 113). 

 

          Hollander (2009) identified as the most prevalent barrier to her attempts to secure funding 

for research on women’s self-defense programs as the “it’s impossible’ reaction – the belief that 

women are not capable of defending themselves against men’s violence.  The author of this 

paper was subjected many times to this same objection to his efforts to develop a specialized 

self-defense program for women. Even within the martial arts community many argued that it 

would be difficult for women to defend themselves even with years of training much less a short 

course of instruction. But women do successfully resist at least 75% of all sexual assaults and 

often with no formal training at all (Bart & O’Brien, 1985; Ullman, 1997).     

     Part of this concern is that not only would a women be unable to successfully defend herself  

but that her attempt to resist would escalate the attack resulting in putting her in jeopardy of 

greater physical injury. As was presented earlier in the paper there is research to suggest that 

physical injury endured by the victim is the result of the level of the offender’s violence, with 

physical resistance contributing little to increased risk of injury (Ullman & Knight, 1992).  Kleck 

and Sayles (1990) analyzed a nationally representative sample of rape incidents reported in the 

National Crime Surveys for 1979 to 1985 to study the consequences of rape victims resisting 
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rapist.  They concluded that the best course of action for most rape victims is to resist, preferably 

with a weapon. They proposed the following rebuttal: 

Suppose for the sake of argument that where resistance precedes injury, it was the 

resistance that provoked the injury.  Would this provide decisive support for advice to 

prospective rape victims that they refrain from some forms of resistance?  Advice to not 

resist depends on the belief that the nonresistant rape victim trades off an increased 

likelihood of rape completion for a reduced likelihood of injury.  Such a trade-off makes 

sense only if one assumes the additional injury is in some sense a more serious harm to 

the victim than the completion of the rape itself.  NCS data for 1979-1985 indicate only 

39.9 percent of rape incidents involved any additional injury and that only 7.7 percent of 

the additional injuries suffered by rape victims could be describes as serious, i.e., 

involving a gun or knife wound, broken bones, teeth knocked out, internal injuries, or 

loss of consciousness.  This means that only 3 percent of the incidents involved an 

additional serious injury.  In short, the most serious injury the victim faced, in all but 3 

percent of the rapes, was the rape itself.  Even in the remaining 3 percent, injuries such as 

teeth knocked out or broken bones would be regarded by many victims as less serious 

than the rape itself.  Therefore the real tradeoff that nonresistance involves, even if one 

assumed that resistances sometimes provokes offender attack, is an increased probability 

of the very serious harm of a completed rape versus a reduced probability of  other 

injuries, which are almost always far less serious that the rape. 

 

     Nicholas Groth, an American clinical psychologist working with both victims and offender 

populations, published a study of over 500 rapists. From his studies of rapist motivation he 

classified offenders by behavior into one of three typologies– power rapist, anger rapist, and 

sadistic rapist (Groth, 1979).  Anger and sadistic rapist are characterized as using violence much 

more gratuitously than the power rapist.  Some have warned that these types of rapist are more 

likely to respond to victim resistance with increased physical violence.  However, the only study 

of resistance using an empirically validated rapist typology shows no differences in the 

effectiveness of women’s different resistance strategies for avoiding rape and injury according to 

rapist type (Ullman & Knight, 1995).  

      Closely related to the “ it’s impossible” argument Hollander (2009) found that some 

detractors  suggest that teaching women self-defense is too dangerous – women will become 

overconfident and will proceed to go out and “put themselves in risky situations” are/or start 

“beating up men”.  However, in her subsequent interviews of more than 125 women about their 

experiences of learning self-defense none mentioned that they had become more violent or took 

more risk.  Weitlauf, Smith, and Cervone (2000) found that although training increased women’s 

ability to identify danger and physically defend themselves, “the intervention did not desensitize 

women to the real threat of assault or promote overconfidence in their ability to defend 

themselves.  Thus, the women did not feel less vulnerable to an assault attempt, but they felt far 

more capable of dealing with it should it occur” (p. 632).   

     Another less intuitive objection comes from feminist who argue that interventions targeting 

women that either teach self-defense or educate them about effective resistance strategies hold 

women responsible for rape prevention - amounting to blaming the victim. Available evidence 

would suggest the contrary. Bart & O’Brien (1985) found that women felt better about 

themselves and less depressed if they resisted rape, even if they were unable to avoid rape 

completion.  Ullman (2007) makes the following case: 
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Arguing for resistance and self-defense training based on existing scientific evidence 

does not mean that women are responsible for rape prevention, which is a pitfall of 

interventions aimed at women.  However, there is a distinction between prevention that 

restricts women’s freedom (e.g., telling them to not go out at night or to not drink 

alcohol) and prevention that enhances women’s freedom (e.g., providing information 

about risk, teaching self-defense skills).  Failing to provide empirical information about 

effective resistance strategies and training in self-defense techniques allows men to 

continue completing more rapes of women, which causes serious psychological and 

physical harm.  Rapists admit planning their attacks and looking for easy targets.  Thus, 

women who act assertively can thwart them by resisting attack.  Assailants may be 

surprised when women actively resist, as they may expect women to submit.  Educators 

should help women to identify barriers to their own self-protection, such as feelings of 

unworthiness, and help them to define men’s sexual aggression as wrong and the 

responsibility of men, not women (p. 426). 

    

 Hollander (2009) would concur: 

Attempts to protect women from knowledge about self-defense and the efficacy of 

resistance presumes that women are not smart enough to parse the complex logic that 

perpetrators are responsible for violence regardless of victims’ behavior.  This kind of 

paternalism seems to be used most frequently when women and children are concerned.  

Would anyone seriously suggest, for example, that men be shielded from information 

about how to deter muggers because it might make them blame themselves for past 

muggings?  Or should we not inform people about dental care because they may blame -

themselves for past cavities?  Such suggestions seem nonsensical, yet this is precisely 

what is implied when people suggest that learning or advocating self-defense promotes 

victim self blame (p. 588). 

 

     Other feminist have denounced self-defense training purely because of its connotations of 

violence.  Unfortunately, it would appear that it is just this association of women with 

nonviolence and passivity that bolsters men’s’ confidence to perpetrate violence on them.  As 

Judith Angelo noted, “It’s certainly easier to terrorize women if even the most alert, 

discriminating, and critical ones in the bunch can’t imagine perpetrating physical violence 

against their oppressors without their souls splitting in two” (quoted in Hagan, 1993, p.122).             

     Another source of concern comes from the public education sector and relates to whether 

offering self-defense courses exclusively for women in secondary schools or 

Colleges/Universities would constitute a Title IX violation.  Lawrence Nadeau (2006) the 

founder of the Rape Aggression Defense Systems (RAD) program which is offered on 400 

university/college campuses has suggested the following defense:  

(Title IX) does not prohibit affirmative action and requires steps to overcome 

discrimination at the institution, so that all-female programs and courses may be allowed.  

It further states that, in some instances, all-female courses or programs may be justified 

when they exist to remedy the effects of past discrimination and they are appropriately 

tailored to justify the all-female program or course (p.21). 

      A woman’s past and present experiences with the threat and actual occurrences of 

sexual violence and harassment, in addition to the widespread socialization of women not 

to fight or be assertive, supports the program as a single sex offering.  The program’s 
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academic, deeply personal and tailored physical strategies are integral and inseparable if 

the program is to be effective for women.  Allowing both men and women to train 

together could also have detrimental psychological effect on participants who are in fact 

survivors of previous or current domestic, sexual violence and/or harassment (p. 21).   

     Title IX regulations specifically allow covered institutions to adopt voluntary 

affirmative remedial measures to counter the effects of sex discrimination.  It is clear that 

on-campus sexual discrimination, harassment and violent incidents are disproportionately 

targeted against women, which have always affected the opportunities for women in 

educational environments.  Self-defense courses can serve to remedy the effects of these 

discriminatory conditions and realities (p. 21).  

     Title IX also provides for the separation of students by sex in physical education 

classes, during which the major activity involves bodily contact.  Since assaults against 

women are frequently abductive in nature, self-defense programs must emphasize 

physical techniques that focus on the avoidance of, and the escape from abductive 

attempts.  This type of instruction will necessitate the development of strategies, and 

techniques through bodily contact oriented drills and practice sessions.  The inclusion of 

men during these training exercises will further inhibit participation by women who have 

a right to this information (p.22) 

 

Evolution of Self-Defense Programs for Women 

      Searles and Berger (1987) describe three approaches that have developed in the evolution of 

women’s self-defense. They identified the first approach as the more traditional police-sponsored 

programs which have tended to encourage women to limit their mobility and avoid potentially 

dangerous situations.  Police were generally cautious about advising women to “fight back” and 

often recommend “passive resistance” (telling the offender you have your period, playing along 

until you have a chance to escape) before or instead of “active resistance.   

     The next development consisted of self-defense based on the martial arts taught by men (and 

later by women) which is built on traditional martial arts maneuvers. Although many of the 

techniques are considered effective, they are often highly stylized and take years of practice to 

master.  And unfortunately three quarters of martial arts students in the United States quit after 

one year of training (Johnson, 1985).  

     Finally, the feminist self-defense movement emerged which have involved courses that focus 

exclusively on practical, self-defense skills, sometimes called “street fighting” techniques.  

Absent are the artistic stylized maneuvers of traditional approaches although some of the street-

fighting skills have been adapted from the kicks and strikes of the martial arts.  Feminist self-

defense courses are much more likely to focus explicitly on psychological skills, assertiveness 

training, and the early detection and avoidance of danger (Kidder et al., 1983).  They assume that 

even highly developed physical skills provide little protection if women do not have the mental 

preparedness that would enable them to put the physical skills to use.  Courses of this type are 

also rooted in a feminist perspective.  These courses explicitly try to help women understand 

how traditional gender-role socialization can make the easy victims by teaching them to be 

passive and nonassertive, to take responsibility for other’s feelings, to feel uncomfortable and 

unfeminine when exerting themselves physically, and to feel embarrassed or guilty about being 

victimized.  Women frequently hesitate to “make a scene” and are often unable to yell even in 

attack situations (Sanford & Fetter, 1979).  Feminist self-defense attempts to disrupt these effects 

of traditional gender-role socialization.  It is designed to help women develop the self-confidence 
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and sense of self-worth that would enable them to act effectively in their own defense, and it 

teaches women that they have the right to harm an assailant who is trying to harm them (Searles 

& Follansbee, 1984).  

     According to Searles and Berger (1987) the feminist self-defense movement has not grown as 

rapidly as some other branches of the feminist antiviolence campaign. However several 

nationally recognized women’s self-defense programs have emerged.  Two examples are Model 

Mugging and Rape Aggression Defense Systems (RAD).  

     In 1971, a woman from Palo Alto, with a black belt in karate, was raped and beaten.  

Following the assault the question was raised as to why a trained martial artist was not prepared 

to handle an attack.  Over the next fourteen years, an ever increasing group of individuals 

nationwide developed a new form of self-defense by researching police records, speaking to 

survivors and perpetrators, as well as experts in education, psychology, sociology, martial arts 

and physiology that would better prepare a woman for real-life attack situations.  This method of 

self-defense developed into a program which came to be known as Model Mugging.  The 

program was unique in that it was specifically designed for women; it attempted to strengthen 

the students natural abilities, addressed the emotions experienced in an attack, and allowed full-

force practice against a padded opponent.  In 1989, some instructors nationwide agreed to change 

the name of the system of training to Impact (Bay Area Impact, 2011).    

     The Rape Aggression Defense System (RAD) was founded in 1989 by Lawrence N. Nadeau, 

a former campus police officer and police tactics instructor.  He based the program on research 

provided from a variety of self-defense sources, in conjunction with his own personal 

experiences as a long time trainer and practitioner of confrontational strategies. The program has 

continued to evolve as a result of the contributions of many RAD instructors across the United 

States and Canada.  The RAD System is described as a comprehensive, women-only course that 

begins with awareness, prevention, risk reduction and risk avoidance, and progresses to the 

basics of hands-on defense training.  After thoroughly discussing all of the above in a classroom 

setting, the students are introduced to specific physical drills that are practiced and employed. As 

was described in relation to the Model Mugging concept, dynamic simulation training against 

padded attackers is also incorporated into the program (RAD, 2006).  The RAD curriculum is 

taught at over 400 colleges/universities and police departments across the United States. and 

Canada (RAD, 2008).          

      

 Recommendations and Conclusion 
     As Heyden et. al. (1999) recognized sexual assault is a complex phenomenon that has no 

simple solution. Legal reform, a generational change in attitudes, the uprooting of rape 

supportive myths and much else will be required to permanently reduce the incidence of this 

crime.   

     There has been some recognition that since men and women have different needs and 

socialization experiences, programmatic goals need to be developed that reflect these unique and 

different needs resulting in some consensus emerging among experts that sexual-assault 

prevention is most effective when conducted in a gender specific manner. Reviews of the 

evaluation literature on sexual assault prevention programs, outcome studies, and testimonies of 

participants in all separate gender workshops have provided an extensive discussion of the 

theory, research, and rationale for working with men separately from women (Kilmartin & 

Berkowitz, 2001).  In preventing rape Ullman (2004) has suggested a two pronged approach.  

Women should receive information and training concerning risk reduction, perpetrator 
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characteristics, and effective resistance strategies, including actual self-defense training 

presented in the context of gender role socialization and social psychological barrier to self-

protection.  Interventions with women should address social psychological barriers such as 

embarrassment, fear of social rejection by peers, and belief they are unable to resist rape or being 

unworthy of being free from sexual assault. Risk reduction programs should be tailored to 

women with different victimization histories such as child and adolescent sexual assault.  Men 

should be educated as to what rape is (definitions, rape myths, impact of rape) and how to 

interact with women respectfully without ignoring their needs and refusals of sexual advances.  

Men also need to know that drinking is not an excuse for rape and that getting women drunk and 

having sex with them could constitute rape.  Both men and women may benefit from information 

about rapes statistics gender role, attitudes, socialization, and rape myths.  Integrate bystanders 

into community based prevention – evaluate whether community members can be encouraged to 

prevent sexual assault.  Studies should include long term follow-up assessments to determine 

whether positive attitudes persist and whether future risk of actual victimization is reduced. 

     Berkowitz (2001) has also recommended that sexual assault programs should be gender 

specific with some common components as outlined:   

For both sexes  

 Emphasize that sexual activity is a choice, and that all people, at any time, are free to    

choose whether to be sexually active nor not. 

 Provide information about the definitions and severity of the problem of sexual assault. 

 Inform participants about relevant campus and/or local laws and policies. 

 Explore characteristics of risky situations. 

 Understand that sexually coercive behavior takes place on a continuum. 

 Address the role of alcohol and other drugs from the perspective of both victim and 

perpetrator. 

 Distinguish issues of miscommunication from abuse of power or coercion. 

 Educate about heterosexist or ethnic assumptions about sexuality and sex. 

 Understand consent had how to be sure that both parties are fully consenting. 

 Explore relevant aspects of male and female gender socialization and the role of sexism 

in facilitating sexual assaults. 

 Challenge rape myths and reduce victim blaming. 

 Provide information about campus and community resources and services.              

For men 

 Emphasize men’s responsibility for preventing sexual assault. 

 Understand the range of coercive behaviors that men are socialized to employ. 

 Challenge myths and assumptions regarding the role of sexuality and sexual activity in 

men’s lives. 

 Address men’s false fear of false accusation. 

 Reduce enabling and bystander behaviors among men. 

 Increase empathy for victims and understanding of the impact of rape. 

 Acknowledge male victimization. 

 Explore opportunities for men to take social action to raise other men’s awareness about 

the problem of sexual assault. 
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For women: 

 Educate women about the characteristics and operation styles of different types of 

perpetrators. 

 Reduce enabling and bystander behaviors among women that encourage women to take 

unsafe risks and/or overlook friend’s risk taking. 

 Reduce victim-blaming, increase understanding and support for women who are 

victimized. 

 Encourage women to access support services specific to the different types of assault. 

 Discuss the effectiveness of different responses to coercive behavior. 

 Understand and overcome cultural norms and socialization experiences that reduce self-

efficacy and cause women to overlook internal and external cues about danger. 

 Discuss the different emotional reactions that women may have to assault and emphasize 

protective behaviors that may reduce vulnerability to assault. 

 Understand risk behaviors that may increase vulnerability to assault and emphasize 

protective behaviors that may reduce vulnerability to assault. 

 Learn self-defense techniques and skills. 

 Explore opportunities for social action to educate about and prevent sexual assault (p.83-

86). 

 

     In conclusion self-defense training alone will not solve the problem of sexual assault. More 

comprehensive programs as outlined above need to be developed, implemented, and evaluated.  

However, fighting, fleeing, and screaming/yelling are all associated with decreased odds of 

completed rape (Ullman, 2007). Research shows that women can effectively resist and avoid 

rapes, which provide evidence that risk reduction programs should focus on teaching women 

about risky situations, effective resistance strategies, and formal self-defense training. Although 

society and even feminists may feel uncomfortable teaching women resistance strategies and 

self-defense, such intervention is needed (Ullman, 2004).  Self-defense training is one of the few 

interventions that empower women rather than frightening them and encouraging them to restrict 

their behavior and constrain their lives (Hollander, 2009).   

When women learn or practice self-defense, they use their bodies in forceful ways.  They 

kick, they pound, they elbow, and they strike.  They yell – not feminine screaming but 

deep, powerful yells.  And that they yell is also unexpected. Instead of screaming “Help!” 

or “Please no!” in a high, scared, feminine tone – as in “Please, don’t hurt me!” – They 

yell “Back off!” and “Leave me alone!” and sometimes “Fuck off!”  Perhaps most 

important, they assert their right to safety, to self-determination, and to making their own 

choices – to agency.  They declare, through their body language, their words, and their 

tone, that they are valuable and worth defending (p. 539).  
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Though the early years of life are critical for any child, this period may be especially 
crucial for young children who are at risk for or presently evidencing developmental delays. 
Bruder (2001) offered several rationales for the provision of early intervention. First, the earlier 
that children with such issues are identified and provided services, the greater the likelihood that 
the child will benefit. Early intervention services can reduce or eliminate developmental delays, 
moving children out of a risk category (e.g., from “Delayed” to “Typically developing”) 
(Glascoe, 2005). In addition to these immediate effects, early intervention can have a significant 
impact on the subsequent developmental status of the child (Barnett & Belfield, 2006). 

Second, families receive invaluable support from these early intervention services 
(Sandall, Hemmeter, Smith, & McLean, 2005). Indeed, the very conceptual foundation of the 
Individualized Family Services Plan (IFSP), the intervention plan developed and implemented 
for children up to age three who evidence developmental delays (as opposed to the school-age 
Individualized Education Program) is that it is the family as much as the young child who is 
need of support and services.  

Finally, Bruder (2001) concluded that early intervention programs offer economic 
advantages to schools and communities. As participants in these programs gain skills and 
enhance their developmental status, educational and post-school programs benefit from the 
decreased costs of special education and disability services support that would otherwise be 
required for school-aged children and adults with disabilities. 

The primacy of the role of the family in first identifying developmental delays and then 
providing support for interventions is difficult to overstate (Sandall et al., 2005). Families 
provide this support through collaboration with early intervention professionals by facilitating 
the early intervention at home, while providing supplemental opportunities for the child to 
practice emergent skills at home and in the community. 

Screening and Early Identification 
A fundamental theoretical underpinning of early intervention services is that valid and 

reliable distinctions can be made between children developing typically, and those experiencing 
delays or other developmental issues. Typically these distinctions begin with routine 
developmental screening (American Academy of Pediatrics, 2006), a process designed to identify 
children who show characteristics of concern. These individuals then go on to receive a more 
extensive diagnostic assessment to confirm or rule out the presence of developmental issues of 
significance. Effective and routine developmental screenings, especially for children who are at 
risk for developmental delays due to known factors (e.g., prematurity, exposure to toxins, family 
histories) facilitate early detection of delays or issues, allowing for the earliest and most 
efficacious intervention services. 

In addition to identifying children evidencing developmental delays, another use of 
screening is to monitor the ongoing development of children whose screening test scores are low 
enough to be of concern, though slightly above the determined cutoff scores that would trigger 
more extensive evaluation for early intervention or special education services. Contemporary 
best practice would support providing these young children with subclinical screening instrument 
scores with ongoing developmental monitoring to ensure that these children do not have these 
areas of concern subsequently surface as substantial areas of delay (Squires, Twombly, Bricker, 
& Potter, 2009). Careful monitoring of these children ensures that the emergence of any 
developmental delays is identified early. In addition, best practice would support the provision of 
some level of intervention to these children who are at risk for such issues that is below that 
officially provided to young children with diagnosed and inarguable developmental delay.  
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Using Natural Environments to Address Limited Skill Repertoires 
One of the distinguishing hallmarks of successful early intervention programs has long 

been the role of the family. No early intervention professional spends anywhere near as much 
time with a child with developmental delays as does his/her family (e.g., Bruder, 2001). Thus 
one promising way to address concerns about limited skill repertoires for children who do not 
qualify for full early intervention services would be by helping families provide learning 
opportunities within the child’s natural environment that especially target these areas of concern 
(Dunst, Bruder, Trivette, Raab, & McLean, 2001; Twombly & Fink, 2004).  

Many potentially powerful learning opportunities are available in the varied daily 
experiences, routines, interactions, and places that a child encounters day to day. Especially 
promising social/linguistic opportunities occur during meal times, bath time, helping with daily 
chores, going for a walk or on an errand, and so on. These frequent experiences can be shaped to 
maximize the learning opportunities for the child whose subclinical low scores in developmental 
assessment places him/her at risk for subsequent developmental delay or issues (Tisot & 
Thurman, 2002).  

By embedding learning opportunities into daily occurrences and interactions, parents and 
caregivers can include additional support and learning (Jung, 2007; McWilliam, 2000). Perhaps 
needless to say, those learning opportunities that fit most easily into already existing family 
routines are more likely to be practiced and carried out. Given that delays in speech and language 
are the most common manifestations of developmental delay (e.g., Davis & Bennett, 2003), it is 
appropriate for communication skill development to receive special attention in intervention 
efforts. 

The Family Strengths Model (FSM) 
 One particularly promising approach for analyzing and structuring ongoing routine 
family activities to maximize the developmental status for children either presently evidencing  
or at risk for developmental delays is the Family Strengths Model (FSM) (Carter, Chard, & Pool, 
2009). The FSM was developed to better offer guidance to parents and professionals on how to 
embed developmentally appropriate learning opportunities, especially in the areas of language 
and literacy, within contextually relevant daily activities in a child’s life. Such an approach can 
enhance the meaningfulness and pragmatic value of these emergent skills for the child. 
 In implementing an intervention strategy based on the FSM, an early interventionist 
meets with the family to complete three steps. First, the parents and professional identify typical 
activities that the family experiences daily or frequently. In doing this they chronologically go 
through a typical family day, and select those activities that either (a) presently have issues or 
challenges associated with a child’s developmental issues, especially in language, or (b) hold 
special promise to facilitate language emergence. In doing this the group specifically reviews 
four dimensions of each activity: 

• What does this activity look like? 
• Who participates? 
• What goes well? 
• What is challenging and might be changed? 

The family then determines how interested they would be in making changes in each activity 
identified in the review. This step is critical, in that in some situations families may determine 
that some changes in established routines and activities may cause excessive stresses or issues 
for the child and/or family. 

172



 Next, the group seeks to identify family strengths; that is, unique characteristics of the 
family and/or child that are relevant to the intervention process. For example, it may be that there 
is (a) an older sibling in the family that especially enjoys spending time with the younger child 
with developmental issues, or (b) an activity in which the child is particularly verbal, or perhaps 
(c) an older relative lives with the family who might be able to implement certain activities with 
the child. Keeping in mind the previously identified family routines, the parents and professional 
then collaboratively discover ways in which the unique characteristics or strengths of the family 
might be used to better enhance the language enhancement functions of the activity.  
 The third and final step of the process is to identify potential language and literacy 
opportunities within the context of the previous determinations. The focus is on embedding these 
activities within daily routines. These activities are analyzed and potentially restructured to 
provide maximal opportunities for: 

• contextually grounded social interactions with the child 
• modeling of appropriate language and literacy behaviors for the child 
• provision of recognition of the child’s emergent linguistic achievements within routine 

activities. 
The FSM is firmly based in child development theory, and as such holds promise as a framework 
for meeting the communication needs of young children and families. However, to date its 
programmatic efficacy has not been extensively evaluated. 

This initial investigation examined the effectiveness of using the FSM approach with 
young children who had been identified in the Monitor scoring category in the Communication 
domain on the Ages & Stages Questionnaire, 3rd

Method 

 edition (ASQ-3) (Squires et al., 2009). This 
preliminary study specifically sought to (a) help parents and practitioners identify individualized 
language learning opportunities for these children that might be most easily implemented within 
the natural environment, and (b) improve children’s communication skills as measured by the 
ASQ-3.  

Participants 
 To identify potential participants, the authors partnered with the Idaho State Department 
of Health and Welfare (the designated state Child Find agency) to identify those families in the 
Boise metropolitan area who had a child who had been referred in 2008 for potential early 
intervention services because of child and/or family factors associated with an “at risk” status for 
the child. This resulted in 99 potential family participants.  
 As part of the subsequent Child Find assessment process, these 99 families then 
completed the ASQ-3 to provide a screening-level assessment of the developmental status of the 
child. As a screening device, the ASQ-3 classifies scores in each of five domains 
(communication, gross motor, fine motor, problem-solving, and personal-social) into one of 
three self-explanatory ranges: (a) Referral Needed, (b) Monitor, and (c) Typically Developing.  
 Of these 99 referred children, 56 scored in the Typically Developing range in each of the 
ASQ-3 five domains. Of the remaining 43 children, 23 had ASQ-3 scores in the Referral range in 
one or more of the five ASQ-3 domains (communication, gross motor, fine motor, problem 
solving, personal-social), and were either being comprehensively evaluated or were already 
receiving early intervention services. These 23 children and their families were not invited to 
participate further in this study.  
 The remaining 20 children scored in the Monitor range in one or more domains of the 
ASQ-3. This Monitor status means that a score is low enough to be of concern, though falling 
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somewhat short of the level required for additional in-depth evaluation and potential early 
intervention services.  
 Of those 20, nine were scored at the Monitor status in the communication domain alone. 
These nine families were invited to participate in this study. Four of the nine agreed to 
participate. 
 Demographic data from each of the four participating families were collected, including 
(a) gender, (b) ethnicity, (c) income level of family, (d) level of mother’s education, and (e) other 
services the child was receiving (e.g., physical or occupational therapy). The four participating 
children were all male, ranging in age from 12 to 20 months at the start of the study. Detailed 
demographic information for the four participants, including the specific age-appropriate 
versions of the ASQ-3 administered before and after the intervention to each of the four boys, 
can be found in Table 1.  
Setting 
 All assessment, interviews, and intervention took place in the children’s homes and 
related environments. The first two authors met with the family in their home during the first 
week to conduct the Family Strengths Model meeting, with parents subsequently implementing 
interventions independently in their natural home and neighborhood environments over a six 
week period. 
Measurement 

Participant communication skill levels. The pretest of the children’s levels of 
communication skills was conducted by the parents using the Communication domain subtest of 
the ASQ-3 prior to the initial Family Strengths Model meeting between the authors and the 
parents. The posttest using the age-appropriate version of this same instrument was conducted by 
the parents at the conclusion of six weeks of implementation of the FSM strategies. While the 
complete ASQ-3 (all five domains) was administered by these four sets of parents, this study 
targeted only the Communication domain.  

The ASQ-3 is designed to be completed by parents and primary caregivers of children 
between 1 and 65 months of age. Each questionnaire contains 30 developmental items organized 
into five domains: communication, gross motor, fine motor, problem solving, and personal-
social. The parents try each activity on the questionnaire with their child, checking the box that 
best describes what the child can do. The questionnaire includes clear questions, illustrations, 
and tips to help parents complete the questionnaires quickly and accurately. Professionals then 
record those scores, converting the parent responses to numbers. Those scores are then 
transferred to a grid that outlines the child’s current developmental status (Typically Developing, 
Monitor, Referral) in each domain.  

The ASQ-3 has 21 different versions based on the child’s age, from the earliest to be 
administered at 2 months to the final version administered at 60 months. In administering the 
ASQ-3, parents select the specific ASQ-3 questionnaire appropriate to the child’s present age. In 
order to obtain accurate outcomes, the correct age interval questionnaire must be used. Each 
participant’s exact age in years, months, and days was calculated by subtracting their date of 
birth from the current date (i.e., date the questionnaire was to be mailed). After calculating the 
child’s exact age, the ASQ-3’s age administration chart was used to determine which age interval 
questionnaire the child should receive. Because there was a 6 week period between the 
administrations of the pretest and the posttest, each participant received a different age-
appropriate interval questionnaire in the second administration.  
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These intervals are not evenly chronologically spaced. That is, there are two month gaps 
between versions for children aged two through twenty-four months, three month gaps for the 
versions for children twenty-four through thirty-six months, and six month gaps for the versions 
for children aged thirty-six months through sixty months. 

The ASQ-3 has been thoroughly evaluated by examining internal consistency, test-retest, 
and interobserver reliability and concurrent validity (Squires et al., 2009). Internal consistency 
analyses have shown strong relationships across items and within areas on the questionnaires, 
with correlations by developmental area and overall ASQ score ranging from .60 to .85 (Pearson 
product moment correlation, significance at p < .01).  

Test-retest reliability of the ASQ-3 was based on comparisons of two questionnaires 
completed by parents at a 2-week time interval. This yielded a 92% agreement figure. 
Interobserver reliability was examined by comparing questionnaires completed by parents and 
questionnaires completed by trained test examiners of the same children, with a 93% agreement 
figure. Concurrent validity was measured by comparing the classification of children based on 
their performance on a standardized test (BDI-2) with their classification based on their 
performance on the ASQ-3. The data show a moderate to high agreement (85.8%). 
 Parental perceptions. Perhaps needless to say, no intervention designed to be carried out 
by parents can be effective unless parents perceive it to be practical and easily implemented. 
Thus this study sought to examine this dimension of the program as well. Specifically, the 
perceptions of the participating parents concerning the Family Strengths Model were evaluated 
with four questions: 

1. How difficult are the FSM and corresponding learning activities for you to 
understand? 

2. How difficult are the FSM and corresponding activities for you to use? 
3. How useful were the FSM and corresponding learning activities for focusing attention 

on your child’s needed skills in communication? 
4. How effective were the FSM and corresponding learning activities with your child? 

Parents responded to each of these four questions on a 4-point Likert-type scale, recording 
responses from a score of 1 (very difficult/not at all useful/not at all effective) to 4 (very 
easy/very useful/very effective).  

Design and Procedures 
The Family Strengths Model 
 Once the four participating children (Evan, Zach, John, and Bryan) and their families had 
been selected, the two senior authors scheduled an individual meeting with each family to review 
the Family Strengths Model approach. During each 60 to 90 minute meeting the researchers and 
parents sought to collaboratively identify (a) family routines, (b) family strengths, and (c) 
language and literacy opportunities within target routines that capitalize on the family’s unique 
strengths. Following each interview, researchers sent parents a written summary of their 
discussions, including specific intervention strategy suggestions evolving from the initial 
planning meeting that the parents could begin implementing within their typical family daily 
routines. After six weeks, the parents were asked to complete a post-assessment ASQ-3 on each 
child to document his progress in the Communication domain.  
 In the initial planning meeting, in conjunction with the researchers each family first 
identified routines unique to their household that potentially lent themselves to language 
development activities. Typical routines identified and targeted by the families included (a) 
mealtime/snack, (b) making dinner, (c) bed and bath time, and (d) daily walks. In each of these 
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routines, one or more families indicated that their child’s communication skills made that routine 
challenging.  

Below is an exemplary case study based on one of the four participants, Evan, and his 
parents, Jenna, and Scott. 

Step one: Identify family routines. The process began by asking Evan’s parents to go 
through a typical day for Evan and the family in order to help identify possible opportunities to 
better engage Evan with language and emergent literacy activities. Jenna and Scott 
chronologically outlined a typical day for their family, and then shared other common routines 
that may not occur every day (e.g., grocery shopping, visits to Evan’s grandparents’ house).  

Next the parents were asked to rate how well each routine meets their expectations (i.e., 
how smoothly the activity usually goes, and/or to what degree communication with the child is 
not an issue). This rating used a 6-point Likert-type scale, where a score of 1 indicates not well (a 
communicatively challenging routine) and a score of 6 indicates well (not a communicatively 
challenging routine).  

Jenna and Scott identified two specific routines with their son Evan as especially not 
meeting their expectations: (a) snack time and (b) bath/bed time. Finally Evan’s parents were 
queried about their willingness to consider making changes in each of these routines so that 
suggestions could be developed that they would be likely to implement. Jenna and Scott both 
indicated a willingness to consider changes in both of these identified routines. 

Step two: Identify family strengths. This step involved gathering additional information 
about those routines that Jenna and Scott had earlier indicated that (a) did not meet their 
expectations for Evan’s language, and (b) they were willing to consider altering. The following 
four questions were asked about each routine they had identified earlier in order to help pinpoint 
especially promising opportunities to embed language and literacy activities and structures. 

• Who participates? 
• What does this activity look like? 
• What goes well? 
• What is challenging?  

The process of collaboratively reflecting on and analyzing those family routines 
characterized by challenges assists families in identifying both their own strengths as well as 
recognizing those components that are working well within these challenging routines. 

Step three: Identify language and literacy opportunities. Once unique family routines 
and strengths have been identified, in this final step the interventionist(s) and parents jointly seek 
to identify language and literacy opportunities that utilize family strengths and fit within typical 
daily routines. Since Evan was 20 months old and had delays in communication, the researchers 
and parents brainstormed ideas targeting the identification and creation of possible language 
facilitation opportunities for Evan within his daily routines.  In Evan’s “Snack” routine, Jenna 
and Scott sought to (a) provide supplemental language opportunities, (b) provide model 
communications for Evan, (c) interact with Evan to further support language efforts, and (d) 
recognize Evan’s emergent linguistic achievements. These strategies were collaboratively 
developed in the meeting of the researchers and parents. The researchers then developed 
summary guidelines and specific recommendations based on their discussions with the parents 
and subsequent reflections, and sent those to the parents for program implementation. 
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Results 
Children’s Communication Skills 

All four participants began this process with scores in their respective ASQ-3 intervals in 
the Monitor range. During post-assessment, three of the four children had scores improve 
substantially enough over the six weeks of FSM implementation to move from the Monitor range 
into the Typically Developing range. These positive results for three of four children provide 
initial intriguing support for the use of the FSM to improve overall communications skills in 
young children who are at risk for developmental delay in this area.  
Parental Perceptions 
 The results from the four questions the parents were asked about the practicality of the 
implementation of the FSM were analyzed by calculating the mean score per question across all 
four respondents. For each question, parents were very positive (with average scores of 3.0 to 3.5 
out of a possible 4.0) in their responses about the difficulty, usefulness and effectiveness of the 
FSM meeting and corresponding learning activities. Thus not only were the FSM procedures 
effective, they were also practical and easily implemented within typical family routines.  

Discussion 
 This study assessed the impact of the Family Strengths Model (FSM), a family-centered 
intervention strategy, in helping parents provide effective individualized language development 
activities with four young children determined to be at risk for developmental delays in 
communication skills. Specifically, through the FSM interventionists and parents collaboratively 
identified potential learning opportunities for language within naturally and regularly occurring 
family routines, with the parents then implementing those practices over a six week period. 
Results of this initial investigation suggest the promise of the FSM to facilitate language 
development. Three of the four participants moved from the Monitor range on the ASQ-3 to the 
Typically Developing range. The fourth child maintained his Monitor status following 
intervention. 
 There are several potential limitations of this initial investigation that should be noted. 
First, the researchers worked with the families during the initial FSM interviews to develop 
embedded language learning opportunities to be implemented within the families’ daily 
activities. However, there was no subsequent monitoring by the researchers of the 
implementation of those developed activities, and no data (outside of anecdotal parental reports) 
to support the fidelity of the implementation of the embedded learning opportunities. Data 
confirming the implementation of the identified program components would strengthen the 
legitimacy of the proposed linkage of the implementation of the FSM with the children’s 
communication growth. Future research along these lines should incorporate a measure of 
implementation fidelity. This might be achieved through observations by the researchers, 
parental reports, or some combination of these procedures.   
 Second, there are potential questions about the instrumentation used in this project. The 
children’s levels of communication skills prior to and following implementation of the FSM 
were measured using a developmental screening instrument, the ASQ-3. The ASQ-3 does have 
substantial empirical support for reliability and validity. In addition, there are significant benefits 
in using a developmental screening measure in projects of this sort (e.g., the speed and ease with 
which parents can complete this type of assessment). Nevertheless, more extensive and 
comprehensive standardized, norm-referenced measures might allow for more sensitive 
evaluations of participant growth in the communication domain.  Subsequent investigations 
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should seek to incorporate more precise measures of children’s communication skills to more 
accurately document linguistic growth over time. 
 Third, the four children included in this initial investigative study represent a very small 
sample. It may have been that the three of the four participants who did evidence sufficient 
developmental progress in communication skills would have done so regardless of the 
implementation of the FSM intervention. In addition, the four may not be representative of all 
children who are at risk for communication or other developmental delays. The four participants 
in the present study were all male, primarily white and from one metropolitan area in the Pacific 
Northwest. Future studies on the potential efficacy of the FSM should include a larger sample 
size, with participants representing greater cultural and linguistic diversity. In addition, the 
current study specifically looked only at children ages 12 to 22 months with delays in 
communication. Future research should explore the use of the FSM with older children and 
perhaps examine its use within other domains of development. 
 Fourth, there may be other issues associated with the sample. Nine families were 
potentially eligible to participate in this study (i.e., the family had a child whose only 
developmental screening score of concern was in the Monitor range of the Communication 
domain of the ASQ-3). Although all nine families were invited to participate, only four of the 
nine chose to do so. It is possible that the four participating families were somehow 
systematically different from the five who chose not to participate. The four participating 
families may have been more willing or more able to incorporate the FSM program components 
into their family lives than were the other five families who did not participate, or may have had 
greater concerns about their child’s developmental status in communication. Thus the linguistic 
outcomes might not have been as successful with the children from these nonparticipating five 
families had they participated. 
 Finally, the parents (especially the mothers) who participated in the study may well be 
unrepresentative of mothers in general of young children who are at risk for communication 
delays. Of the four mothers who participated in this study, three of the four were college 
graduates, with the four having had some college education. This is especially potentially 
significant in this study given the extensive role the parents play in the FSM in (a) identifying 
and then (b) implementing communication intervention strategies within routine family 
activities. It may be that mothers with less educational background may experience greater 
difficulties in either or both of these functions, with less successful child outcomes. 
 Even with these caveats in mind, one might conclude preliminary support for the use of 
the FSM with children with communication issues who fall short of full eligibility for early 
intervention services, but whose scores on screening tests or other identification measures or 
indicators suggest an at risk status for the subsequent emergence of developmental delay(s) in 
communication. Children who fall short of complete eligibility for ECSE services typically do 
not receive a comprehensive intervention package, and/or extensive services provided by early 
intervention professionals. Current “all or none” practice too often leaves these communicatively 
“at risk” children and their families either without support or receiving a generic list of 
interventions to try at home. This is likely to continue to be the case when so many states are 
experiencing dramatic financial challenges. However, family strengths-based interventions that 
target unique family routines and use willing parents to implement intervention strategies 
developed in conjunction with professional consultation may provide a viable and pragmatic 
alternative to professional-based intervention services in helping these children at risk for 
developmental delay catch up with their age peers. 
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 Post program data collected from the parents revealed that they had found the FSM and 
its corresponding activities (a) easy to understand and use, (b) useful in focusing attention on 
needed communication skills, and perhaps most importantly, (c) effective with their children. 
Given this positive response and the relatively short amount of professional time required (the 
initial 60 to 90 minute FSM interviews, the subsequent analysis and recommendations 
generation, plus a bit of time scoring the pretest and posttest ASQ-3), the FSM seems to have 
potential as a practical approach for preventing and remediating delays in young children who 
display limited skill repertoires in communication. Future research might explore the feasibility 
of integrating the FSM within the administrative parameters of existing early childhood service 
delivery models. 

 
References 

American Academy of Pediatrics. (2006). Identifying infants and young children with 
developmental disabilities in the medical home: An algorithm for developmental 
surveillance and screening. Pediatrics, 118(1), 405-420. 

Barnett, W. S., & Belfield, C. R. (2006). Early childhood development and social mobility. The 
Future of Children, 16(2), 73-98. 

Bruder, M. B. (2001). Infants and toddlers: Outcomes and ecology. In M. J. Guralnick (Ed.), 
Early childhood inclusion: Focus on change (pp. 203-228). Baltimore, MD: Brookes. 

Carter, D. R., Chard, D., & Pool, J. L. (2009). A family strengths approach to early language and 
literacy development. Early Childhood Education Journal, 36(6), 519-526. 

Davis, B. E., & Bennett, F. C. (2003). Developmental delay in children younger than 6 years. In 
S. Berman (Ed.), Pediatric decision-making (4th

Dunst, C. J., Bruder, M. B., Trivette, C. M., Raab, M., & McLean, M. E. (2001). Natural learning 
opportunities for infants, toddlers, and preschoolers. Young Exceptional Children, 4, 18-25. 
doi: 10.1177/109625060100400303 

 ed.) (pp. 86-89). Philadelphia, PA: Mosby. 

Glascoe, F. (2005). Screening for developmental and behavioral problems. Mental Retardation 
and Developmental Disabilities Research Reviews, 11, 173-179. 

Jung, L. A. (2007). Writing individualized family service plan strategies that fit into the 
ROUTINE. Young Exceptional Children, 10(3), 2-9. doi: 10.1177/109625060701000301 

McWilliam, R. A. (2000). It’s only natural…to have early intervention in the environments 
where it’s needed. In Susan Sandall & Michaelene M. Ostrosky (Eds.), YEC monograph 
series: Natural environments and inclusion (pp. 17-26). Longmont, CO: Sopris West. 

Sandall, S., Hemmeter, M. L., Smith, B., & McLean, M. E. (2005). DEC recommended 
practices: A comprehensive guide for practical application in early intervention/early 
childhood special education. Longmont, CO: Sopris West.  

Squires, J., Twombly, E., Bricker, D., & Potter, L. (2009). ASQ-3™ user’s guide. Baltimore, 
MD: Brookes. 

Tisot, C. M., & Thurman, S. K. (2002). Using behavior setting theory to define natural settings: 
A family-centered approach. Infants and Young Children, 14(3), 65-71. 

Twombly, E., & Fink, G. (2004). Ages & stages learning activities. Baltimore, MD: Brookes.

179



Table 1  
 
Participant Demographics 
 
* as determined by 2009 U.S. Department of Health and Human Services Poverty Guidelines 
(http://aspe.hhs.gov/poverty/09poverty.shmtl) 
 
Participant           Bryan John Evan Zach 

ASQ interval 
Pretest 
Posttest 

 
16 
20 

 
12 
14 

 
20 
22 

 
12 
16 
 

Gender Male Male Male Male 
Ethnicity Caucasian Caucasian Caucasian Multi-racial 
Other services None O.T. None Other (WIC) 
Mother’s education Some college College 

graduate 
College 
graduate 

College 
graduate 
 

* Income  Missing info Above 
poverty line 

Below poverty 
line 

Above poverty 
line 
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INTRODUCTION 
Presenteeism or attending work while ill is a relatively new concept in business, which is 

not as well understood or researched as absenteeism. The reasons for practicing presenteeism are 
several and varied and include for example, feelings of responsibility towards the workplace or 
organization or fear of negative consequences such as being laid off. Productivity in the 
workplace can be affected by both absenteeism and presenteeism. However in many cases 
presenteeism is estimated to cost more than absenteeism (Cser, 2010). In the USA, productivity 
loss by presenteeism is estimated to cost $150 Billion between 2001 and 2002 (Hemp, 2004). 

From an employee perspective, presenteeism is important in that it might exacerbate 
existing medical conditions, damage the quality of work life, and lead to impressions of 
ineffectiveness at work, due to reduced productivity. On the other hand, under some 
circumstances, presenteeism might be viewed as an act of organizational citizenship, as well as a 
demonstration of loyalty, and as a result, garner praise. From the organizational viewpoint, 
focusing on the relatively invisible presenteeism, compared to absenteeism, makes its 
management an important source of competitive advantage (Hemp, 2004).  Also, many 
organizational policies and practices, which have been designed to reduce absenteeism, may in 
fact promote increased presenteeism (John, 2009). 

To examine presenteeism, we have engaged it from the viewpoint of public and private 
sector managers, who according to Zeger van der Wal (2009) share common values, and where 
they diverge the differences are not stark. Although this work was done in the Netherlands, the 
study’s lead author expects that it should apply in the United States (and other countries) with a 
long history of collaboration between the two sectors. The study showed no large differences in 
values (incorruptibility, accountability, impartiality and reliability) between the public and 
private sectors. The performance however (expertise, effectiveness, innovativeness, efficiency 
and especially profitability) was clearly dominated by private sector managers. There has been a 
long held view that in the Caribbean that public sector workers are not as motivated and 
productive as private sector ones. Most Caribbean public sector workers enjoy an almost 
permanent employment status and cannot be as easily dismissed. The authors believe that this 
may affect absenteeism and presenteeism. This view was supported by comparing workers from 
the two sectors in a German study. Private sector workers in Germany are more easily dismissed 
whereas public sector workers especially after the age of forty are almost “un-dismissible”. The 
results showed that average annual sick days increased by 3.3 days in employees, who reached 
the age of forty (Riphahn, 2003). Another study, Lyons et al. (2006) found no difference in 
general values of workers from the two sectors but some differences in work values and 
organizational commitment. In the UK, New Public Management (NPM) initiatives have had the 
objective of making managerial behaviour in public sector organizations more similar to that in 
the private sector, in an effort to achieve better workers commitment and performance (Poole, 
2006). 

In the Caribbean although some research has been done on absenteeism, little has been 
done either on presenteeism or on values of managers or workers in the public and private 
sectors. This study is part of a larger one, which will also look at workers perception of 
presenteeism and absenteeism, its relationship to managers’ attitudes and values and its 
consequences for workers behavior, organizational commitment and productivity.   
Caribbean workers and managers 

The Caribbean stretches from Florida in the north to Venezuela in the south and is 
bordered on the west by Central America and on the eastern or Atlantic side by a string of islands 
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from the Bahamas and Jamaica to the north, the Virgin Islands and the Leeward islands near the 
middle and the Windward Islands (which includes Grenada) in the south. The tropical climate 
has average temperatures between 80 and 90 F throughout the year. The Caribbean has a rich 
mix of indigenous Carib, African, Indian and European peoples and cultures. Grenada, where the 
study was done, has a small (approximately 100,000 people) population and GDP of 644 million 
USD, with an economy based on agriculture, tourism and light manufacturing. 

Absenteeism and presenteeism are expected to be important factors in the Caribbean, 
where a relaxed lifestyle and easygoing “Carnival” attitude is often seen.  Although this lifestyle 
is part of our history and culture, natives and visitors alike, often complain about the seemingly 
low organizational performance. Though workers are often blamed, there is much that 
management can do to empower workers and improve productivity. This view is supported by 
Carter (1997) who in his workforce survey found that less than a quarter of the Jamaican 
workforce could be considered to be motivated. Managers in that survey also described their 
main problem with workers as “poor attitude”. On the other hand many workers in the survey 
felt that managers cared little for them, communicated poorly with them and tended to reward 
workers who carried news and did favors for the manager. This situation remains largely 
unchanged in some parts of the region. A Barbados study (Ramsey, Punnett and Greenidge, 
2007) also confirmed the finding by other researchers that job satisfaction was related to workers 
absenteeism. Another study, in Trinidad and Tobago, found that poor productivity was related to 
outmoded management practices and that many managers function only as administrators, a relic 
from colonial times, rather than true managers, who need to be innovative and to deal 
appropriately with change (Dalgleish, 2008). 

Context, culture and beliefs are also major determinants in attitudes and meanings.  
Caribbean male workers are often trapped in a concept of masculinity which holds men as 
providers and which cause them great stress when they are unable to provide, and they often 
adopt behavior such as hiding their unemployment (Lewis, 2003). Such workers when faced with 
job insecurity, for example, may engage in presenteeism to protect their jobs (Johns, 2009).  

The reports of Caribbean tertiary institutions such as University of the West Indies (UWI) 
show that females have now surpassed males in enrolment and recent graduation classes have 
had as high as 80% female graduates. Though women are still at some disadvantage in the 
society, they are entering into the traditional male jobs, such as construction and farming and 
these developments are resulting in some insecurity for the traditional “macho” Caribbean men. 
At the same time these cultural and gender influences would tend to impact on workers 
motivation and performance and can cause tension in the workplace. As part of the larger study, 
further issues of gender and culture in the Caribbean managers and workers will be addressed.  
METHOD 

The study is limited by its small sample size and was done with a convenience sample. 
The interviews were not recorded because of the principal investigator’s view that persons in 
Grenada who are old enough to remember our 1979 Revolution (when phones were bugged and 
people were afraid to speak freely) are still likely to be weary of, and uncomfortable about being 
tape recorded and thus may be somewhat hesitant and less frank in their answers.   

Eleven senior Caribbean managers, five from private sector, four from public sectors and 
two from the university sector (ages between 35 and 65) were interviewed by the lead author, 
who has experience in interviewing for counseling and psychological evaluation. Participants 
were known to the lead investigator beforehand. They were selected with a view, to give 
representation to both sexes and to different types and sizes of businesses in the private sector as 
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well as different ministries and departments in the public sector.  All managers were native 
Grenadians who live and work in Grenada. This made possible a good interconnection and made 
the interview more friendly, allowing participants to freely share their experiences. All managers 
had formal training equivalent to at least an associate degree with at least two having completed 
MBA’s. All had many years of experience managing their family or commercial business or as a 
manager in the public or university sector for at least five years. They were interviewed by the 
lead author in their own office, in many cases during regular working hours which allowed for 
participant observation of their work style and habits 
RESULTS 
 A questionnaire guided the interview in ten areas of interest that we felt were important to elicit 
information, based on the review of the literature and our own experience on the subject. This 
lead to four major categories that were used to analyze the interviews:  

(a) Managers’ knowledge, attitude and perception of management style, where managers 
were assigned to categories of Task focused, People focused or People/Task focused 
based on the interpretation of the manager’s descriptions of their management styles and 
the way they described their interaction with their workers. People focused managers are 
more concerned about the wellbeing of workers, whereas Task focused managers are 
more concerned about getting tasks done. Task focused managers are less likely to 
tolerate absenteeism and this may encourage workers to practice presenteeism 
Managers’ perception of worker’s attitude and productivity. This looked at 
managers’ perception of attitude and productivity in workers and the cultural factors 
which influence these. This is related to the level and quality of the communication 
between management and workers and the results of Carter’s Jamaican study is very 
instructive in this regard.  

(b)  Managers’ perception of worker’s Health, which looked at managers’ perception of 
issues surrounding worker’s health and related cultural factors affecting workplace 
productivity.  Most managers realize the importance of the health of workers. However 
while some managers are concerned about the effect of health in relationship to tasks that 
presently need to be done, other managers are more focused on the person and how to 
promote better health for employees. By focusing on the health and wellbeing of 
employees however, the people focused managers will often secure both better health and 
better job satisfaction and this is expressed in improved performance of employees. 

(c) Managers’ perception of absenteeism and presenteeism; This looked at managers’ 
attitudes towards, and perceptions of absenteeism and presenteeism and related socio-
cultural factors. We looked at how managers view workers who practice presenteeism 
and absenteeism and its relationship to the managers’ own view and practice, and his or 
her style of management. These were also related to the social environment and to the 
workplace culture. For example absenteeism may be less tolerated in the private than in 
the public sector.  

Managers’ Knowledge, attitude and perception of management style 
The study did reveal some differences in our interpretations of styles of managers in the 

different sectors. Six of the eleven managers interviewed appeared to be mainly Task focused 
(56%), four seemed People focused and one partly by exclusion was People/Task focused who 
described himself with these words: “Open door manager but concerned about time frame. Not 
autocratic, collaborative”. In the private sector four out of five were Task focused (80%), in the 
public sector two out of four Managers were Task focused (50%). In the university sector both 
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managers appeared to be People focused. The managers thought to be Task focused described 
themselves with expressions such as the ones shown in Table I. 

(See Table 1) 
People focused managers expressed views including: “I am not a boss, I am a teacher” or “I 

manage with people in mind”, or “I get (personally) involved but also delegate. I like to get 
other’s opinion and appreciate feedback”. 

Only three managers expressed concern for the management’s responsibility in influencing 
appropriate organizational culture to help worker’s performance. “Manage people, (and) manage 
their anger or their academic (qualifications) will not serve you well. Human Resources should 
help a person to understand who he is. You will get more out of them”. Only one private sector 
manager however appeared to provide the organizational culture necessary to empower his 
workers and achieve acceptable levels of performance. 
Managers’ perception of Workers attitude and productivity: 

Regarding their perception of workers productivity, however there appears little difference 
by sector. Ten of eleven Managers were dissatisfied with productivity of workers. Eight thought 
that workers “did the minimum and were in it for (pay from) the job”. Seven, thought workers 
were lacking in pride, were not motivated or focused. Only one manager was satisfied with the 
level of performance and productivity which he described as “very good”, he did admit however 
to having occasional employee problems in “punctuality, time management and productivity”. 
Generally, productivity was described by most managers as “unacceptable”. Workers were 
described as “not focused and having poor attitude to work and not interested in training”. In 
the words of one manager “If the manager is away then they are laid back, he has to be present 
and push them”. According to another manager, “generally, persons have the capability and 
academics but (are) not motivated; production is not what it should be”. As one male manager 
put it “workers are not creative. If you say to move that chair, then they will move the chair and 
nothing more, they will not give any ideas”. Few managers mentioned the role of working 
conditions, including: “Lack of proper tools and equipment, the physical environment, too hot or 
cold”.  
Managers’ perception of Workers health: 

Ten managers thought that workers health was of great importance. Nine expressed a number 
of concerns connected with workers health. Seven, thought that workers were not taking care of 
their health and six were concerned about the impact of health on productivity. Many managers 
expressed various concerns about workers health including, lack of education, non compliance 
with medication, insufficient pay, unhealthy lifestyles, inadequate diet and exercise and the 
effects of illness; on family, the community and on workers time away from work. Six expressed 
concerns of the effect of health on productivity “health generally from the common cold to more 
severe illnesses affects business operations.”  And that,” loss of time to the business is the 
biggest loss”. Or, “if they are unwell they are unable to produce”. Only one manager expressed 
that he had little problems with workers health, “Not much problems with health; an occasional 
sick leave”. 
  Although male managers were concerned with health issues, female managers expressed 
a better-defined concern for the workers and their health. One manager expressed the following 
about her workers:  

Most are young people not paying attention to diet and exercise. Not cooking healthy 
meals. Buy (fast food) meals… They don’t pay attention to health and do not eat 
properly. They leave home without breakfast but buy sandwich and soft drinks from the 
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vendors. They don’t bring food from home. They visit the doctor but only buy some of the 
medication and seldom complete the prescribed treatment. That is why they don’t get 
good results and have repeated health problems.  

Private sector managers appeared more concerns about workers and their health than did 
public managers.   
Managers’ perception of Absenteeism and Presenteeism 

There was no significant difference in public and private sector managers’ perception 
towards absenteeism or presenteeism but at least one public sector manager thought that 
absenteeism was more tolerated in that sector. He explained that workers were “allowed two 
days away from work without an excuse” and that “manager’s attitude was lax and there was no 
punishment” for persons abusing sick leave in the public sector. Four managers thought that 
important reasons for absenteeism were: family and health reasons.  Four named physical 
environment, pressures at (and organization of) work and job dissatisfaction as causes. Four 
mentioned cultural events, public holidays and public events and three, poor pay and lack of 
recognition. Only one manager (private sector) thought that absenteeism was not a significant 
problem. Most managers thought it was a serious problem: “absenteeism creates more problems; 
you cannot plan if you don’t know if they will turn up and they don’t call”. Four managers 
thought that family and health reasons were most responsible for absenteeism, often in females, 
“with women it is usually about their health or to do with their children” but in male workers, 
substance abuse was also mentioned: “with men it is usually drinking or using drugs but that 
does not happen often”. One public sector manager however expressed the view that persons 
were not truthful about reasons for absenteeism and family and illness represented excuses, 
which they expected the manager to be sympathetic towards. Four managers interviewed, 
believed that cultural events and holidays such as Carnival, Christmas and religious holidays 
were a significant reason for absenteeism: “after big holidays, Christmas, Carnival or Easter, 
they may also come to work sluggish”. But an equal number of managers did not believe these 
activities had a serious affect. Only two managers, (one each from public and private sectors), 
raised the question of bad management practices in relation to employee’ absenteeism. This 
included “unfair treatment from managers”.  

The term presenteeism was not recognized by any of managers although they were all 
familiar with the concept when it was explained to them. Presenteeism in workers was thought 
by seven managers to be influenced by “commitment to job.” Three named “job enhancement 
and learning job skills”.  “Daily and hourly paid” was identified by three managers as another 
cause and also was “guilt about being absent from work”. More than 80% of managers also 
admitted to practicing presenteeism themselves (because of responsibility). This is not 
surprising, as managers, professionals, customer service workers and sales personnel are known 
to frequently practice presenteeism (Ashby, 2010). Most managers admitted that their staff 
practiced presenteeism and they believed that this showed the workers dedication to the job. 
Gender differentiation was established in some cases: “they (women) show interest in the job, 
sometimes you offer to send them home and they say they can manage. Men would go home if 
offered the opportunity”. This could also be interpreted as a possible expression of job insecurity 
in women and therefore requires further investigation in Caribbean workforces. Ten out of 
eleven managers thought that presenteeism was not much of a problem to their organization: “I 
don’t think that presenteeism is prevalent in Grenada at this time”. Only one manager thought 
that it was as important as absenteeism: “both affect work, six of one and half dozen of the 
other”. 
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Managers generally had a more positive attitude towards workers showing presenteeism and 
described them as “dedicated and showing commitment and responsibility”. “They realize their 
absence will affect the business” and they wanted to “show interest in the job and want to build 
a career”. One manager suggested that workers practice presenteeism when they had used up 
their allotted sick leave days. Another public sector manager suggested that that new workers or 
workers on probation were more likely to practice presenteeism because of the “probationary 
period, and not yet in the workplace culture”. Two managers mentioned that “friendships on the 
job” caused presenteeism, as workers when they feel unwell would come to work because of the 
support of friends on the job rather than staying home alone. Other workers were thought to 
practice presenteeism because of, “wanting favors from the boss” or because of “management’s 
attitude to sick leave”. Having a “bad situation at home”, was also identified as a factor 
contributing to presenteeism. Table II shows some of the causes for absenteeism and 
presenteeism derived from this qualitative study. 
DISCUSSION 

It was interesting that the only manager that seemed satisfied with productivity was a 
private sector manager who had carefully mentored his employees, allowed them to participate 
and encouraged them to think of their employment “not as a job but as a career”. He would 
“guide and supervise” his staff and said that he was able to “delegate work even to newer 
members of staff”. During the interview it was noted the manager’s routine of meeting with staff 
at the start of the day before he took some time off, for a “health conscious breakfast”, before 
engaging with work. His company also organizes an annual community event to promote sports 
and exercise and healthy lifestyle. This manager has demonstrated a good example of the use of 
organizational culture to foster positive attitudes and improve  workers behavior.  

The perception that presenteeism is not a problem is curious given the fact that many 
workers have found presenteeism to be responsible for higher losses than absenteeism (Ashby, 
2010).  It is likely that managers having practiced presenteeism hold it in high esteem. If so they 
may be reluctant to accept it as negative. Another view is that as many of the managers 
interviewed are involved in small and medium sized family businesses and moderate sized 
government departments, some with less than 25 workers. Workers can rotate and are familiar 
with jobs done by other workmates and in such cases presenteeism means, only loss of part of a 
worker’ productivity. In larger organizations with highly skilled teams needing different 
specialists, presenteeism may be disruptive not only to an individual but to several highly skilled 
members of the team. A more likely explanation however is that managers are not 
knowledgeable about presenteeism and its impact on workplace productivity.  

Though the managers in the study were quite experienced, they were not aware of the 
term presenteeism. The authors also had difficulty locating Caribbean studies on presenteeism 
and this suggests a scarcity of information in this area.  This study is therefore important to 
raising awareness of presenteeism in Caribbean managers. Our qualitative study has shown some 
aspects that are involved in the practice of absenteeism and presenteeism as Johns (2009) pointed 
out in his proposed research agenda. Issues range from job demands, security, policies, and 
characteristics of management to more personal ones such as culture, gender and individual’s 
perceptions about health. How a Caribbean worker reacts in the presence of a health problem 
will be determined by these factors in a very complex way, which is yet quite difficult to 
establish. Future studies will focus on the nature of Caribbean organizations, the perceptions of 
health by workers and managers and the influence of gender issues.  
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Table I. Self-description of Task focused managers 
Always aim to accomplish everything that I set out to do 
Dedicated to improving the business and focused on the customer, without the customer 
there is no business 
Hands on manager, active, not delegating, let me show you how it is done 
Aggressive manager, creative, keeps moving, if you keep still you will get left 
Proactive, make sure task is done 100%, participation and follow-up 
Giving direction to the organization and achieving targets 

 
 
Table II:  Perceived main causes of absenteeism and presenteeism by Caribbean managers 

Absenteeism Presenteeism 
(1) Family and health reasons 
(2) Job Satisfaction and Environment 
(3) Cultural and public events 
(4) Poor pay and lack of recognition 

(1) Commitment to Job 
(2) Job skills and  job enhancement 
(3) Daily and Hourly pay 
(4) Guilt about being absent 
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A Bit of Introductory Explanation 
 This personal tale of alarm in acadumbia departs from the regular format of the previous 
ones. No e-mails are used herein. No fictionalized names are used here. No special events are 
described here. Instead, the dramatic horrors of our real daily weltanschauung in these troubled 
times are suggested below. Particularly emphasized are the far-reaching effects of the on-going 
destruction of academic freedom in America and, ultimately, the destruction of the American 
Dream. 
  

Revealing Facts and Sadnesses 
 As reported by the American Federation of Teachers’ American Academic,  

Most Americans would be surprised to learn that almost three-quarters of the 
people employed to teach undergraduate courses in the nation’s colleges and universities 
are not full-time permanent professors but, rather, are instructors employed on limited-
time contracts to teach anything from one course to a full course load. These instructors, 
most of whom work on a part time/adjunct basis, now teach the majority of 
undergraduate courses in U.S. public colleges and universities. Altogether, part-
time/adjunct faculty members account for 47 percent of all faculty, not including 
graduate employees. The percentage is even higher in community colleges, with part-
time/adjunct faculty representing nearly 70 percent of the instructional workforce in those 
institutions.1

Now, please understand that I have nothing personal against adjunct professors or non-tenured 
track professors. I realize that everybody needs jobs. With those jobs, we, along with the 
adjuncts and non-tenured professors, can purchase homes, rear families, construct careers, 
perform our civic duties, and pay taxes. I reiterate herein at this point in time that I have 
absolutely nothing against adjunct professors or non-tenure-track professors, per se. However, 
being taught by a senior professor, perhaps a legend on his campus, is not the same as being “the 
same course” by an adjunct or a non-tenured professor. In addition, I would remind you that 
while all this teaching last year by adjunct or non-tenure-track professors was occurring, other 
significant happenings were also occurring at the same time. For example, have you noticed how 
the tuition has been going up at both the public and private colleges and universities over the last 
two years? (In Texas, we are lucky that the State Legislature meets only every other year. Since 
the Legislature kicks up the tuition every time it meets, we only have to shoulder the tuition 
increases only every other year.) Can you imagine the effect those escalating tuitions have on the 
pocketbooks of the parents of all those students? Those escalating tuitions eat up the original 
purchasing power of those struggling families. It is a shame that some academic-economic group 
has not performed an annual trace of the rises and effects of those escalating tuitions. (If the 
reader knows of such a study, please let me know at our next N.S.S.A. Conference.) And, of 
course, the fees keep rising, too. And, then, at some sites, new and additional fees appear. 
Finally, have you checked the prices of your children’s textbooks  this year? Have you noticed 
over these past few years just how much the textbooks go up in price each year? Those “bibles” 
significantly cost more and more each year. (I used to wonder why a particular company put out 
a new edition of the same textbook each year, especially so when the newer edition was not 
always all that much different in content. In some cases, the new edition had just switched the 
original chapters around and assigned new numbers. Finally, a book store manager and a good 
friend clarified for me that “Each new edition allows the textbook company to go up on the 
price.” My expressed response was, “What a grubby profit to make!” I still hold that position.) 
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 En toto, then, as we have all seen on our own respective campuses, the tuitions and fees 
are skyrocketing, and so are the prices of the textbooks. Who is paying for all that? Who is ever 
surprised anymore, when the cost for  just one year of college-level education rises to or exceeds  
$ 40,000.00? After all, while those students are attending classes daily, they are also needing to 
eat daily. Those same students need a place to sleep and rest on a daily basis. In conclusion, then, 
for a single year of college education, the total for tuition, fees, textbooks, daily foodstuffs, safe 
sleeping quarters, and a few clothes now and then can easily run over $ 50,000.00! If a student 
operates an automobile on campus and off, then another big chunk of change is donated. But 
who is paying for all of this educational expense?  
 The working father is probably footing the bill for the child’s college2

 

 education. 
Perhaps, both the working father and the working mother are paying the bill. But how can either 
or both earn enough in this economy to afford the full prices of a college education. If the student 
is “paying his/her own way” through part-time jobs and/or partial government assistance, two 
flaws in that scheme stand out. First, part-time jobs are not that plentiful, even if existent in the 
student’s college area. Second, government assistance usually pays only tuition and fees. In some 
places, as I understand my colleagues who have valiantly attempted to explain accounting to me, 
even the textbooks are paid or, at least, provided free for certain programs. But government 
assistance does not pay room and board nor clothes nor medical nor transportation. The 
surviving alternative is the government-guaranteed student loan bonanza for banks. In such case, 
the successful graduate receives a diploma and, shortly thereafter, a notice of a balance 
approaching or exceeding $ 100,000.00. Now, how does a college graduate find a job in these 
high-inflation-high-unemployment times that will pay for room, board, transportation, clothes, 
medical, and incidentals and leave a sizable monthly balance to go toward the paying of that 
momentous debt? Quite predictably, most graduates don’t. So they start their “career years” with 
a poorly paying job—if they find any jobs at all, an enormous albatross of student-loan debt, and 
higher prices for everything needed for daily living. As you who are current with the news heard 
recently on the television, President Obama has included in his proposed program some kind of 
“easing” of the student debt problem in this country. That is how big the problem is for those 
who paid for their education themselves. 

The Plot Thickens. 
 While college education costs have skyrocketed, other disastrous, insidious moves have 
been afoot. Quite often, we like to think of ourselves as a “middle-class society” in which 
education per se makes the difference for employment opportunities, advancements, and 
rewards. In general, education has made significant differences, however, as  Krugman has 
noted,  

But highly educated Americans have by no means been immune to income 
stagnation and growing economic insecurity. Wage gains for most college-educated 
workers have been unimpressive (and nonexistent since 2000), while even the well-
educated can no longer count on getting jobs with good benefits. In particular, these days 
workers with a college degree but no further degrees are less likely to get workplace 
health coverage than workers with only a high school degree were in 1979.3

And, according to the government’s budget office report indicated 
 

…a sharp decline in the share of total income going to lower- and middle-income 
Americans. We still like to think of ourselves as a middle-class country. But with the 
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bottom 80 percent of households now receiving less than half of the total income, that’s a 
vision increasingly at odds with reality.4

 
 

And Thickens. 
The budget office report tells us that essentially all of the upward redistribution of 

income away from the bottom 80 percent has gone to the highest-income 1 percent of 
Americans. That is, the protesters who portray themselves as representing the interests of 
the 99 percent have it basically right, and the pundits solemnly assuring them that it’s 
really about education, not the gains of a small elite, have it completely wrong.  

If anything, the protesters are setting the cutoff too low. The recent budget office 
report doen’t look inside the top 1 percent, but an earlier report, which only went up to 
2005, found that almost two-thirds of the rising share of the top percentile in income 
actually went to the top 0.01 percent—the richest thousandth of Americans who saw their 
real incomes rise more that 400 percent over the period from 1979 to 2005.5

  
 

Actually, it is worse that all that. 
 In the midst of a massive lack of jobs—already sent overseas by the corporations in order 
to secure the benefits of cheap labor without benefits like healthcare and retirement; in the midst 
of unemployment records approaching those of the Great Depression of the 1930’s and 1940’s 
around the world; in spite of fighting simultaneously four wars—that is, in Iraq and in 
Afghanistan which Bush started and for neither did Bush “pay” for,  and the two drone (or 
clandestine) wars in Pakistan and Yemen6; in the midst of unceasing general concern against Al-
Qaeda efforts; in the midst of a spiraling cost in foodstuffs7

 

; and in the midst of a “do nothing 
Republican/Tea Party-controlled House of Representatives, it remains extremely difficult, if, 
even, possible, for a middle-class family to “make it.” And, probably, the poor class of this 
country simply have no chance to survive and thrive. To make a long and sad story short, the 
middle class really is under attack and is losing ground fast, the onslaught by Mainland China 
products, produced by workers without livable wages and any benefits and any possible redress. 
Additional onslaughts are underway from products produced in several Central American 
nations. By the way, have you noticed the annual rise in property taxes? 

The worse is yet to come. 
 Let us think together now in broad generalities. Let us say that a typical middle-class 
family is hard pressed for income and that the father, the only breadwinner in the house, has just 
undergone his corporation’s “make-over” in which both his health benefits and retirement 
benefits have lost their value by 50%. Even while this generalized middle-classed father would 
be willing to take a second job, he cannot find one because of the unemployment rate—i.e., 
“Nobody’s hiring!” While the price of groceries have gone up, the whole family’s usual menu 
has shrunken considerately. This middle-class father struggles to meet his obligations, but during 
income tax season, he begins to question the wisdom of the government: after all, none of those 
four wars was ever approved by the Congress and, yet, he is having to help foot the bill. And, at 
just about the same time of the income tax return filing, the father is needing to borrow more 
cash to pay the annual property taxes. All that while and in the midst of all of these forces, the 
son’s college tuition and fees go up again, a lot. And those damned textbooks are costing 
outrageous prices! The middle-class father worries even more about the next year. During the 
next year, in the spring, the son’s little sister will graduate from high school and prepare to attend 
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college. “After all, EDUCATION is the key!” thinks the father and the mother, and they have 
just quit worrying about all of it. They have decided that “We will cross that bridge when we 
come to it. We can get new loans. We can re-mortgage the house. Or, maybe, by then Papa will 
have found a second job. Or maybe I can find a job for myself.” 

The best laid schemes o’ mice an’ men 
Gang aft a-gley, 
An’ leaa’e us nought but grief an’ pain, 
For promised joy. 
--Robert Burns8

 In spite of father’s continuing to perform his duties on a job, in spite of his father’s and 
his mother’s searching for part-time jobs, in spite of the family’s attempts to further economize 
on their standard of living, in spite of being required to pay the annual income tax—which 
includes monies for the four wars overseas, in spite of the family’s best efforts to pay rising 
property taxes and rising costs for foodstuffs, and spite of the family’s best efforts to keep their 
son in college and to pay for his sister’s entrance next year into college, an even more dismal 
loss of the American Dream is occurring: the college education that they are paying for their son 
and the college education that they will be paying for next year for the younger sister will be 
significantly cheapened if not completely devoid of the educational values, insights, and skills 
that decades-ago colleges used to instill in their graduates! After all, an estimated seventy per 
cent of all of those classes for public college students last year were taught by either adjuncts or 
by non-tenured professors. And in many cases, the adjuncts were only three to four years older 
than the students whom they were teaching!  

 

 Frankly, if we perform a retroflex memory of our own college student days—and, for 
many of us, our own professorial years--we should immediately realize that it takes years and 
years to grow into an effective professor. Full and appropriate mentoring over several years on 
how to teach, how to perform committee service, how to perform community service, how to 
interact with both senior and junior professors on campus, and how to identify and work to 
resolve tough ethical problems as they arise is needed. And then, years and years of experience 
are needed to fine-tune the actions of an effective professor in performing his/her duties as 
mentor for the younger professors, as committee member, as member of worthwhile community 
efforts, and as living example of honesty, accuracy, trustworthiness, reliability, and integrity. 
Especially significant are those years and years of creditable, honorable experience when called 
upon/assigned to help resolve incidents of student cheating, administrative stealing, campus 
police abuses, administrative violations of protocols and procedures, and confidentiality. 
Extremely important to such resolutions is the professor’s personal integrity, maintenance of 
personal honor, and reputation. In short, it takes years and years and years for the young 
professor to finally work and grow his/her way from the assistant professor level into the 
associate professor level. And, of course, publication—articles in academic journals, books, 
grants, sections for the faculty handbooks, et al—are also required. For an associate professor to 
move into the rank of the full professor, decades of valuable experience and proven worth are 
needed; many more publications of much more complication and rigor are required. Hundreds of 
well-spent and effective hours on various campus committees, hundreds of well-spent and 
effective hours on worthwhile community service efforts, and hundreds of well-spent and 
effective hours on thorough research and accurate and significant writing on well-chosen topics 
of interest are required of a professor in order to earn the revered title of “PROFESSOR.” In 
short, it usually takes decades to grow into a real—in terms of the old notions of honor, skills, 
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and tenacity—professor. That may be the reason why most professors in the United States retire 
at the associate professor level; the route to the full professorship is so long and so arduous!  
  Just how many full professors will teach the son—and, next year, the daughter—of the 
serious struggling middle-class family delineated above? Probably none. The different adjuncts 
encountered by the son—and, eventually, the daughter—will probably be only three or four or, 
even, five years older that the son. And such an adjunct will not have honed his/her teaching 
skills and counseling skills to provide the same quality of education that we used to see some 
two-to-three generations ago. After all, the new adjunct is so involved in learning her/his selected 
subject matter, preparing the lectures, and maintaining a sustainable living style that he/she has 
just not spent the actual time required by all of the previously-prescribed-in-the-old-days years of 
mentoring, practicing, serving, and preserving individual integrity as a private citizen and as a 
professor. In other words, rather obviously, the new professor lacks the necessary experiential 
seasoning! Besides, each one of those young adjuncts is usually so glad to even have a job in this 
economy that the job becomes the main interest.. Each adjunct is often so anxious about job 
security that one often foregoes any performance outside the regular meeting and teaching of 
classes. Little time beyond the basic duties is left to grow knowledge and skills in one’s selected 
discipline. Such an eager, hard-working, glad-to-have-a-job adjunct is not about to do anything-- 
like criticizing the administration—to jeopardize one’s job. 
 

It gets sadder. 
 It would be logical to ask at this point, “What happened to all of those old professors who 
walked the halls of academe all those decades and decades and decades?” The answer is that 
academic freedom has always been under attack in the United States. That is why the American 
Association of University Professors issued its “Declaration of Principles on Academic Freedom 
and Academic Tenure” in 1915 and published during the same year its first Bulletin of the 
American Association of University Professors (The first issue included John Dewey’s inaugural 
address, the report of AAUP’s first investigation, and several other later investigations.). 
Academic freedom, by its very nature allows a professor to express an opinion on an issue even 
if the opinion falls in opposition to that of the administration’s position. With academic freedom, 
a scientist or an artist or a member of one of the other disciplines could reveal his/her discovery 
about his/her field that flies counter to that known knowledge possessed by the authorities. In 
such a fashion, academic freedom promotes the most rigorous discussion and debate about a 
pressing issue so that the eventual conclusion/resolution is found to be the very best answer to 
this issue at a certain point in time insofar as knowledge possessed at that particular point in time 
on the issue can ascertain. Put in simpler terms, academic freedom is nothing more that the 
rigorous application of the scientific method to social concerns. Ergo, if we can vigorously apply 
the scientific method in the scientific laboratories and in the medical laboratories to accomplish 
new, helpful, and significant discoveries, then we certainly are obligated to follow similar 
protocols and procedures in order to resolve pressing significant social issues. To extrapolate, 
even the protocols and procedures of our democratic republic follow generally similar routes. 
According to our system of government, any citizen has the right to criticize any government 
administrator or policy, and that government administrator has the right to turn around to 
criticize that criticizer. If the criticizer articulates clearly the issue enough times and if enough 
new listeners agree and join in the criticism, then the new criticism can grow over time into a 
“hot potato” in the political arena: in time, as wide public attention is mobilized, the hot potato 
has to be dealt with  by either a governmental vote or an executive decision.  
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Several Recent American Hot Potatoes 
The repeal of the “Don’t ask. Don’t tell.” Argument provides a recent example of the 

academic freedom principles at work. If any of you readers are old enough to remember the 
1960’s civil rights issues, protests, actions, reactions, and the like, then you should be able to 
recall that among those several civil rights being asserted were those of the gays. After rustle and 
tustle for several years, the issue died down—and so did Jack Fitzgerald Kennedy, Martin Luther 
King, Robert Kennedy, Malcolm X, and others not as well known.  For all practical purposes, the 
issue of equal rights for gays escaped the general public’s general consciousness or concern for a 
while. When the issue reared its head again during the Clinton Administration, the Clinton 
doctrine of “Don’t ask. Don’t tell.” temporarily resolved the issue. With the new four wars, the 
issue has re-surfaced and is being apparently resolved, albeit with opposition from extreme 
religious groups and “old-style” military leaders. How the issue finally plays out will depend on 
the degree of morality practiced by the current and succeeding generations. Will the current and 
succeeding generations believe in and uphold genuine civil rights and justice for all?      
 The legality of whether a female has the personal civil right to determine whether or not 
to keep or lose a fetus is a very, very, very old issue in American politics. After much struggle in 
the 1960’s, the Roe Versus Wade decision seemed to have resolved the issue, once and for all. 
However, with three states reportedly ready to ban in their respective constitutions the right of 
abortion, the issue has reared its head, once again.  
 Another standing issue is the government’s right to draft young men and women into the 
government’s military or to pursue the opposing view of the all-volunteer army. Such an august 
leader as Abraham Lincoln initiated the first draft of young civilians into military service. Over 
the years, the draft had been officially closed. Then, all-volunteer armies were tried. Recently, 
the call has been issued on a national level for the government to reinstall the draft.  
 

The practice of academic freedom 
is the same as the practice of good citizenship in a democratic republic. 

 All three significant issues—“hot political potatos”--suggested above will ultimately be 
decided by much further debate, much further discussion, talk shows designed to stimulate and 
direct the public’s choices, and, even, perhaps, some more public elections. All that may have to 
occur before the three issues of civil rights are finally, once and for all, put to rest. In any case, 
each will be determined by the academic freedom protocols and procedures of our democratic 
republic.  

 
An un-level political playing field, thanks to Clarence and his good ol’ boys 

 When I speak about “the academic freedom protocols and procedures of our democratic 
republic,” I am referring to the days before Justice Clarence Thomas and his cohorts on the 
United States Supreme Court granted “personhood” to corporations. By declaring that a 
corporation was a “person,” that Good Old Republican Stalwart Clarence and his Republican 
majority declared that the corporation has the very same rights and privileges of any common 
American citizen. Such “personhood” allows a corporation to donate, without limit, to any 
election: in other words, a corporation can simply “buy” an election by its donations to its 
selected candidate. In such a re-configuration of the American body politic, a level playing field 
for rigorous and vigorous and honest discussion and debate of an issue—particularly of newly 
appearing “hot potatoes”—is simply no longer possible for us. Under this re-configuration, the 
richest one-tenth of one per cent of our population, as revealed above by Klugman has been 
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enabled to overturn our democratic republic and transform it into an eco-political-civic 
oligarchy. Under such an oligarchy, the public will receive only what the oligarchic leaders will 
allow.  
 

Not a new thing at all 
 Of course, this movement toward oligarchy has been going on for quite a while. Decades 
ago, the gullible Americans had choked down Reagan’s notion of prosperity for all Americans in 
his “trickle-down economics,” Eventually, David Stockman, Reagan’s director of the budget, 
had to admit that the “trickle down” had been used as a “Trojan Horse” so that Reagan could 
disguise his unpopular doctrine of old Republican policy—i.e., guaranteeing huge tax breaks for 
the most wealthy.9

 Sometimes, whenever an older professor approached the retirement date, he/she was 
offered a “buy-out” and/or part-time work after retirement. The professor who accepts the part-
time teaching assignment would usually teach one-half of the regular class load and not be 
obligated to serve on committees or participate in any of the traditional activities wherein 

 Later, the huge tax cuts given to the richest by G.W. Bush, and a host of other 
lesser-known similar efforts—along with the Tea-Party-driven Republican majority of the House 
of Representatives--the American socio-economic middle class has been under attack. Results of 
these nefarious laws, directives, and acts include but are not limited to those listed above for our 
generalized family above. And, of course, during the same era of time, academic freedom in the 
colleges and the universities has suffered the same kind of attacks, sometimes by even the same 
perpetrators. After all, such perpetrators do not like critics. And how better to silence the would-
be critics than by simply getting rid of them in the public sector. Those traditional old professors 
and artists of different types appeared to be the ones who stood ready and actually possessed the 
guts to challenge each new infringement as it appeared. So, with the old critics out of the way, 
the tenth of the one per cent—i.e., the new bosses of society—could run the colleges and 
universities to their hearts’ content—i.e., to grab, one way or another, the greatest profit. Higher 
tuition, higher fees, higher textbook prices, and all of the extras that fall against the family’s 
budget if the child is attending college in a distant city combine to form a most formidable 
economic burden for a working family to bear. As professors began to age and retire, the 
colleges and universities applauded. To “replace” the retiring professor, the colleges and 
universities did not used the “extra” monies gathered from the retirement to go hire another 
aging and honored professor who was already a legend in his field. Instead, they typically hired 
two very young and very inexperienced administrators. Without providing any meaningful 
training or mentoring to these new strangers to academia, the universities’ senior administrators 
simply sic’ed the new-comers onto the faculties. Since most of the newly hired personnel had 
typically earned their degrees from business schools, they naturally began to follow the business 
model of management. Rather often, the newly-hired administrators could come up with new 
evaluative schemes that required faculty members to spend hours in filling out the forms, in 
collecting and organizing the forms, in electronically processing the forms, and then in reporting 
the results of their personal evaluative tools. The new hires typically held no comprehension 
whatsoever of the traditional work day on campus or of the traditional interlacing of committees 
and multiple service efforts taken care of in the old days by the faculties. If there were any 
money left over from the “savings” resulting from the loss of the experienced senior professor, 
one or two adjuncts could be hired. If the newly hired adjuncts could not adequately manage all 
the new classes, expansion of class size and “extra loads” of classes would have to be shouldered 
by the other faculty members.   
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criticism could be formatted and expressed. With each buy-out and/or promise of part-time work, 
another possible critic was quietly silenced. And, of course, another one or a pair of new, 
inexperienced, and eager-to-please-the-senior-administrators junior administrators with the same 
qualities of integrity and degrees of understanding of academic freedom would be hired. That 
pattern continued until, as indicated above, an estimated seventy per cent of all of the 
undergraduate classes taught last year in American public universities, were taught by either 
adjunct professors or non-tenured track professors.10

 Of course, attacks from the “outside” never help. As reported by Lisa Romey, the recent 
attempt by Florida Governor Rick Scott to abolish tenure at state universities seems on its way to 
being approved and finalized by the Florida legislature. Misguided-yet-reportedly-literate 
officials who attack a university tenure system typically announce that they are simply 
attempting to get rid of the “lazy and low-quality teachers.”

 In effect, the possibility of any of the older 
professors who may have served as critics of the administrators—e.g., displaying the 
miscalculation of costs connected with a new program of instruction, demonstration a better 
alternative to the new program of instruction, criticizing the placement of the new program under 
one of the young administrators, questioning even the need for such a curricular addition, and 
other “hard rubs” could not happen if the would-have-been-critic were gone. For those 
recalcitrant old-timers who chose to hang on and fight, a sizable increase in the old-timers’ 
classes provided a strong prompt toward retirement. Increasing the size of every class on campus 
“covered” the assault on the old-timers. Then, to further things along, new formats for teaching 
load were introduced and finalized without a single word of discussion or question by the 
faculties. For example, instead of teaching the original two graduate classes per semester, the 
professor under this expansion had to adopt a “4-5” load: four courses would be taught during 
the fall semester while five courses had to be taught during the spring semester. For those faculty 
members who refused or were not able to comply, a proportionate cut in salary could occur. 

11 As professor Romey points out, the 
anti-tenure critics appear to possess no clear understanding of how slow-moving and 
incompetent teachers are typically weeded out during the long and arduous years of service, 
evaluated teaching, and specified requirements and deadlines.  Texas Governor Rick Perry’s 
view that a university should be operated as a business demonstrates how much he nearly-
completely misunderstands traditional higher education protocols and procedures. The same can 
be asserted in relation to the three-term Texas governor’s apparent misunderstanding of 
academic freedom. Of course, those in powerful places who could have effectively opposed his 
directives apparently, for one reason or another, didn’t. As the Texas A&M System regents 
began to comply quickly with the governor’s wishes, they published on their website “a 
spreadsheet…evaluating teacher performance on a cost-benefit basis.”12 Perry’s notion of “a 
four-year bachelor’s degree that would cost less than $ 10,000.00 ‘including textbooks’” 
impacted the Texas Higher Education Coordinating Board to publish its plan “to lower costs 
dramatically: greater use of online classes and ‘open-source’ course materials, accelerated or 
staggered student schedules, fuller integration of four- and two-year colleges…”13 His 
encouragement for universities to treat their students as “customers”14—i.e., persons to whom 
one sells things--underscores Perry’s view of a university as a for-profit enterprise. Actually, “by 
2009 he had appointed every regent in the state”15 of the state’s public university systems. 
Consequentially, Perry’s influence will remain for a long time as it continues through the hearts 
and minds of all of those regents. In time, hopefully, the whole fabric of Texas higher education 
will recover, but just think of all of the time and taxpayers’ money and numerous hearings and 
court trials will be required of the state to rid itself of the lingering malaise. Incidentally, in spite 
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of best efforts expended as of this date, no university in the entire State of Texas has announced 
its offer of a traditional university education for $ 10,000.00. 
 

More is at stake here than academic freedom for the universities. 
 We obviously are experiencing a very difficult economic situation. Home-owners 
continue to lose their homes, along with their equities. Loans from banks are increasingly 
difficult to obtain. The price of groceries and clothes continue to climb. The effects of meltdown 
of the banks that were “too big to fail” continue to reverberate throughout the society. Our 
continuing close connection via the International Monetary Fund to the various countries around 
the world that are experiencing hard times also is another drag from our GNP and other 
resources. Joblessness abounds. Although two of our current wars are “winding down,” one has 
to wonder how all of those returning soldiers are going to get jobs, rear their families, pay 
income tax and personal property taxes, and secure adequate healthcare for themselves and their 
loved ones. 

The middle class family mentioned above with one child in college and another on the 
way are continuing to pay for a college education that they believe possesses merit—i.e., they 
believe that the education that they are paying for will “make the difference” in their child’s life. 
But what if the college education that is being been paid for is not really worth all that much for 
assisting individuals to grow the skills required to resolve the difficulties in their lives. What if 
all that “college education” turns out to be nothing more that “occupational training”—i.e., a 
minimum certificate that qualifies its holder to hold an entrance-level job?  The old and revered  
traditional college degree was intended to offer an intentional, enthusiastic, curious, committed, 
and clear mind enough new knowledges, structured experiences, and mentoring and modeling to 
equip the graduate with skills and insights able to recognize and resolves issues as they arose. 
But what if the new “college educations” have not achieved their traditional purposes? While 
being reduced to classes taught by adjuncts, college degrees have also become perceived in the 
marketplace as of “minimal” in value.16

While all of the aforementioned storms are attacking the family mentioned above, our 
media has also mind-numbed and conditioned our youth and many adult members of our culture 
to fixate on technology, to clash with dominate ideas of previous generations, to absolutely 
refuse to adopt a personal work ethic, and to concentrate on “TODAY” and never consider the 
future. As Kamenetz suggests the current “new” generation may be characterized as “Apathetic, 
materialistic video-game addicts who are unwilling to commit to careers” and who are 
encountering “hemorrhaging credit card bills” because they have no clue to fiscal accountability 
or responsibility.

  

17 Along the same lines, in his “The Death of the University and the End of the 
Middle Class,”18 Keuter asserts that “higher education continues to lose ground, and its 
comparative tolerance and diversity of opinion places it even further outside the parameters of an 
increasingly narrow political system.” Because he sees the philosophy of liberalism as dying, he 
sees the middle class as dying. The recent assaults on collective bargaining and on university 
tenure, the decreased funding for education, and the attempted destruction of public-sector 
unions underscore his observations. It may very well come about that the middle-class family 
mentioned above will itself disappear as an eco-social entity. It may very well come about that 
that brother and that sister will not grow into intentional, enthusiastic, curious, committed, and 
clear minds. And, very generally speaking, across our land the traditional new knowledges, 
structured experiences and mentoring and modeling at the college level are no longer available to 
mold minds and hearts. And without the benefits of traditional college educations, the younger 
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generations, over time, ALONG WITH THE REST OF US, will not possess the skills and 
insights which would enable us to recognize and resolve issues as a arise. We certainly won’t be 
able to analyze and criticize the significant issues that come along. With our cell phones, i-pods, 
camcorders, Facebook accounts, and other electronic paraphernalia to distract us from reality, we 
will remain comfortable, egocentric, ethnocentric, probably very religious, and oriented only to 
the present. We will become so easy for that richest one-tenth of one per cent rulers to rule. And 
they will rule as their whims will direct. In such case, the American middle-class, the university 
academic freedom and shared governance, the procedures and protocols of our traditional 
striving democratic republic, and the American Dream with freedom and justice for all may 
disappear from our land.         
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Introduction 
This paper traces the path California teachers and legislators took to provide collective 
bargaining rights in public schools.  While many describe the path as laborious and powerful, 
others describe the path as harmful and unfair to the rights of children and taxpayers.  In today’s 
political and devastating financial environment, the question is emerging whether or not 
California teacher collective bargaining should be eliminated, and with this in mind the report is 
divided into three areas: the good, the bad and the ugly.   
What Does Collective Bargaining Mean? 
Collective bargaining in the United States and California in particular involves an agreement 
between labor unions and the managers who are in charge of a company. In this paper, collective 
bargaining is discussed in the way that it applies to teachers in public schools. However, just like 
labor unions representing other groups of workers and professionals, teacher unions function in 
like manner by negotiating collective bargaining agreements between the teachers’ local unions 
and each school district. Such agreements pertain to each school district and usually are not 
exactly the same. In other words, teachers in one district may agree to take a smaller salary raise 
than teachers in other school districts.  
 Collective bargaining is defined as “The process of negotiating the terms of employment 
between an employer and a group of workers” (Investopedia.com). Collective bargaining 
involves the terms of employment which involves such items as salary, hours of employment, 
sick leave, work year, pension benefits, etc. 
For educators in California, union contracts should be as vital as their students’ grade book or 
lesson planner.  It’s a critical document that the culmination of the collective bargaining process.  
Understanding it and how it came about is critical to understanding how a local CTA chapter 
impacts its members’ professional life in profound ways (CTA Magazine, October, 2009). In a 
Koski & Tang (2011) study, it stated that “local school boards and school district administrators 
possess significant discretion over the establishment of policies that affect students, teachers and 
the learning process.  District policies, however, are not drafted in a vacuum.  States hold plenary 
power over education, and their choices to cede authority to local districts in varying degrees 
provide a framework for districts and teachers to craft policies affecting the latter’s working and 
employment conditions” (p. 2).  
The History 
Negotiating for better working conditions was a difficult process for teachers until 1964 when 
the State Legislature passed the Winton Act which sought to assure teachers that their rights 
were being protected by their employers. However, this piece of legislation was inadequate 
because the final decisions were mandated by each school district’s governing board. The Act 
allowed for the “meet and confer” process but it was limited to issues “such as insurance” ( CTA 
Magazine, 2009) Legislation was needed that allowed an equal footing for teachers and their 
unions to negotiate with school district administrators. 
Finally, “on Sept. 22, 1975, then-Gov. Jerry Brown signed CTA-sponsored Senate Bill 160 by 
state Sen. Al Rodda, known as the Educational Employment Relations Act or the Rodda Act, to 
give California public school teachers’ collective bargaining rights. The legislation established 
an administrative body that became the Public Employment Relations Board (PERB)” 
(Myslinski, 2009, October).  In signing this legislation, Brown stated, “In labor unions you have 
collective bargaining. When you have collective bargaining, you have management, you have the 
union, and you fight – but you listen to the other side” (Martin & Carpenter, October 2010). The 
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idea behind this important legislation was to provide a voice for all sides that would sit down and 
fairly agree to working conditions and benefits for all teachers.  
What does it involve? 
Collective bargaining in California involves the process of workers, through their union, who 
meet with school district representatives in order to “bargain” over a variety of issues. Critical 
job issues that are within the legal scope of bargaining include compensation, hours of work, 
safety matters, class size, evaluation and disciplinary procedures, health care, access to personnel 
files, preparation time, seniority, transfer rights, methods used for assigning teachers to different 
schools, a grievance procedure with binding arbitration to settle major disputes, discrimination, 
job assignments, early retirement, and pensions. 
The teachers’ local chapter of their union (with the support of the state level organization and 
even the national level organization) bargains issues that they want to improve upon, usually 
dealing with salary increases and medical benefits. If the bargaining does not produce a 
satisfactory result, the union may ask the teachers to vote on work stoppage or a strike 
(Radcliffe, 2009). 
What does collective bargaining do? 
Bargaining law levels the playing field. Teachers sit down as equals, through their union, with 
administrators and both sides start the process with initial proposals. Even without today’s harsh 
economic climate, where many California school districts hit with state budget cuts are trying to 
reduce health care benefits and salaries and impose furloughs or worse, the bargaining process 
has shown that teachers are willing to push back to protect their profession and their 
compensation (www.cta.org/About-CTA/Misc.../Collective -Bargaining.aspx). 
Why are teacher bargaining laws of great importance? 
Collective bargaining is permitted by law in California and 35 other states.  Again, it deals with 
employment issues between teachers and school districts.  Furthermore, it allows for reviews of 
teacher quality. Together with the implementation of the law, constraints are imposed on 
unilateral decisions against both teachers and school districts. 
Mandatory Bargaining Topics 
California bargaining law provides mandatory bargaining topics such as: matters relating to 
wages, hours of employment as well as conditions of employment, such as: health and welfare 
benefits, leave, transfer and welfare benefits, leave , transfer and reassignment policies, safety 
conditions, class size, teacher evaluation procedures, organizational security, processing 
grievances, layoff of probationary certificated staff, and alternative compensation benefits for 
employees already adversely affected by pension limitations 
 (www.cta.org/About/Misc.//Collective –Bargaining.aspx). 
A public opinion survey reported on the Diane Rehm PBS, reports about 60% of Americans 
oppose efforts to weaken collective bargaining rights for public employment unions (Rehm, 
2011).  Yet, it is necessary for collective bargaining groups to help the public and teachers 
understand the pros and cons of collective bargaining and how the battles over state budgets 
could influence future rights. 
The Negatives 
Before the Rodda Act of 1975 gave teachers real bargaining rights, they suffered under the weak 
Winton Act, passed by the California Legislature in 1965 to pacify restless educators across the 
state.  It allowed teachers to “meet and confer” with administrators on key issues, but little was 
accomplished as “meet and confer” degenerated into “meet and defer” as districts stonewalled. 
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Districts were under no obligation to act on teachers’ proposals, and school boards had the final 
say anyway to do as they wished (CTA Magazine, 2009).   
The Good 
According to collective bargaining law, teachers have a voice on the issues that mostly affect 
them and their working conditions, as well as their future. A teacher contract strictly and 
specifically outlines the rights and responsibilities of teachers, as well as consequences for 
violating the agreement. The contract takes various forms from school district to school district. 
Some contracts run into numerous pages which contain very specific language which outline the 
legal responsibilities of teachers to the profession, the students, parents and the community they 
serve. As a result, all teachers are represented equitably and legally through the collective 
bargaining process. 
 The Bad 
Cavanagh (2011, March) points out in his article that “Many of Ohio’s school superintendents 
believe that collective bargaining puts them at a disadvantage in negotiations with teachers’ 
unions, and they would like to see the process changed.” The problem with this statement is that 
school officials would like to undo decades of fighting by teachers to win decent salaries and 
benefits, as well as work security. If school officials are allowed to water down or eliminate 
collective bargaining, then teachers will find themselves fighting the same battles that they have 
been in for the past century. That will take away the balance that now exists in negotiating fair 
and just working conditions and benefits for teachers. 
The Ugly            
The economic downturn starting in 2008 has caused cut backs in staff, salaries, increased the 
cost of benefits to teachers, imposed furlough days and may shorten the school year. A 
California State Teachers’ Retirement System, known as CALSTRS, has 848,000 enrollees-and 
roughly $40.5 billion in unfunded liability (Cavanagh, 2011).  Additional cuts may be coming in 
January 2012 when the Governor submits his mid-year projections.  
What will be the consequences to education, teachers and students if more cuts are made?  Some 
of the changes local school districts are considering include: reduction in salaries, additional 
employee costs to benefits provided, larger classroom size, fewer teachers to meet students’ 
needs, and/or shorter school year or four day week. Joseph Slater, a University of Toledo law 
professor, labor historian, and author of Public Workers: Government Employee Unions, the Law 
and the State

Conclusions 

 states “If you take away collective bargaining, you take away worker voice and 
give management unilateral authority, and there’s no evidence that’s efficient. There’s also no 
evidence that public agencies that bar collective bargaining produce a better product” (Long, 
2011). 

Teacher collective bargaining is a process that requires written contracts between the school 
districts and the teachers’ unions. Although there is a lot of criticism aimed at the collective 
bargaining process, it is fair to state that “no agreement is unilaterally imposed. All agreements 
are bargained in good faith by two parties and signed by district officials” (Hess & West, p. 12). 
This process, then, will require both parties to negotiate new agreements which may restrict 
teachers’ salaries, work year, benefits, pensions, and even the security of their jobs. Will the 
teachers’ union officials be willing to negotiate for less when they have been fighting for what 
teachers now have? 
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With greater numbers of students in each classroom, reduction of personnel (aides and 
librarians), furlough days, increased benefit costs to teachers, and restrictions on salaries, how 
can teachers settle for anything less? 
The Capistrano School District’s teachers on April 15-16, 2010, took a vote to authorize a strike 
against the school district because the school district officials refused “to revoke its unilaterally 
imposed contract of permanent over-the-top cuts in wages and benefits totaling more than ten 
percent” (CTA magazine, 2010). In other states, like Alabama, Wisconsin and Ohio, unions are 
mobilizing to fight back the efforts of state officials who want to water down collective 
bargaining, do away with teacher tenure, make cuts in salaries, and make changes to pension 
plans (Sawchuck, 2011). 
Summary 
The State of California, to put it mildly, has a huge budget shortfall which cannot sustain all of 
its obligations to teachers and state workers. Politicians for years have been putting band-aids to 
state budgets hoping that everything will work out. However, as the 2008 economic downturn is 
showing, those band-aids are not holding. New ways must be found to meet the needs of teachers 
and state workers. The new ideas and requirements should not be done at the expense of rights 
and benefits that teachers have worked so hard to attain over the years. Education is of prime 
importance and should not be short-changed and assigned to a status equivalent to school 
systems in third world countries. Bold steps must be taken now to strengthen education but not at 
the expense of teachers and students. What must be maintained is the ability of teachers to 
negotiate changes needed in order to preserve the dignity and fairness that teachers have fought 
so long and hard to achieve. Politicians and school district officials should not take it unto 
themselves to make unilateral decisions without equal voice from the ranks of teachers.  
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INTRODUCTION 
 The growing rate of homelessness has reached crisis levels in many cities in the United 
States (U.S.). The economic crisis has caused many industrial companies to close or transfer 
overseas; leaving numerous workers unemployed and contributing to the continuous increase in 
the number of uninsured.  An estimated 2.3 to 3.5 million Americans experience homelessness 
each year, 700,000 people are homeless on any given night, and 14% of the U.S. housed 
populations have been homeless in their lifetime.  The majority of the homeless people are men.  
However, nationwide studies have found women and families are the fastest growing segments 
of the homeless population (Lewis, Andersen, & Gelberg, 2003).   
 The Stewart B. McKinney Act, 42 U.S.C. §11301, et

 Homelessness is considered a state of deprivation in which existing social supports fail to 
provide essential resources in a crisis. The state of homelessness represents one of the least 
desirable life circumstances one could imagine, presenting significant daily difficulties for the 
individual (Gory, Ritchey, & Mullis, 1990; Hwang, 2001).  Homeless people are usually 
described as transient, lack a permanent address, and are either unemployed or employed in a job 
that does not provide adequate income to provide basic needs such as food, clothing, shelter, and 
health insurance.  The homeless are less likely to obtain preventive medical services and more 
likely to experience barriers to health care such as not knowing where to go for care, lack of 
transportation, long waiting times, mistrust of health care professionals and high costs. The 
ethnic make up of the homeless population varies according to geographic location, as well as 
the factors contributing to homelessness (Lewis, Andersen, & Gelberg, 2003).   

.seq. (1994), defined homeless as a 
person who “lacks a fixed, regular, and adequate night-time residence; and has a primary night 
time residency that is: (A) a supervised publicly or privately operated shelter designed to provide 
temporary living accommodations, (B) an institution that provides a temporary residence for 
individuals intended to be institutionalized, or (C) a public or private place not designed for, or 
ordinarily used as, a regular sleeping accommodation for human beings.” The term “homeless 
individual” does not include individuals imprisoned or otherwise detained pursuant to an Act of 
Congress or a state law (National Coalition of the Homeless, 2009). 

 
Contributing Factors to Homelessness 
 There are many factors contributing to homelessness that can be as diverse as the 
population affected. The U.S. Conference of Mayors (2005) identified domestic violence as a 
primary cause of homelessness.  Studies show that battered women who live in poverty are often 
forced to choose between abusive relationships and homelessness. A national study performed 
by the National Coalition against Domestic Violence (2001) revealed that 50% of all women and 
children experiencing homelessness are fleeing domestic violence. Poor health is another major 
factor in becoming homeless.  A study showed that 15% of the homeless surveyed stated that 
health was the “single most important” factor. Many are homeless due to economic setback, a 
lack of affordable housing, and the failure of the “social safety net: which include physically 
disabled or chronically ill, the elderly on fixed inadequate incomes, or able-bodied single adults 
receiving General Assistance who often find it impossible to maintain stable housing on their 
limited monthly grant. The new group of homeless has experienced severe disruptions in their 
lives such as natural disasters, tragedies, divorce or severe depression. Many homeless people are 
linked to chronic conditions such as alcoholism, drug abuse, mental illness or people with 
acquired immunodeficiency syndrome (AIDS) or AIDS-related conditions (ARC) (Wlodarczyk 
& Prentice, 1988; National Coalition of the Homeless, 2009). 
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Health Related Issues Associated with Homelessness 
 The numerous behavioral, social, and environmental risks homeless people encounter 
exposes them to many communicable infections which may spread among the homeless and lead 
to outbreaks that can become serious health concerns (Badiaga, Raoult, & Brouqui,  2008). The 
homeless population has a greater prevalence of illness and early death due to socioeconomic 
conditions such as poor diet, poor living conditions, inadequate sleeping locations, contagion 
from overcrowded shelters, limited facilities for daily hygiene, exposure to the elements, 
exposure to violence, social isolation, lack of health insurance, and limited access to healthcare 
systems (The Health of the Homeless- Living in Public: Increased Problems, 2011).  The rate of 
acute and chronic illnesses are high, in many cases, surpassing those of the general population, 
increasing reliance on emergency departments and higher rates of hospitalization often of 
preventable conditions. The most widespread chronic conditions among homeless are substance 
abuse, mental illness, hypertension, gastrointestinal problems, neurological disorders, arthritis 
and other musculoskeletal disorders, chronic obstructive pulmonary disease, anemia and 
peripheral vascular disease. The most common infectious diseases are chest infections, 
bronchitis, tuberculosis (TB), AIDS, hepatitis B virus (HBV), hepatitis C virus (HCV) and 
sexual transmitted diseases (STD). Homeless people also suffer from a wide range of other 
medical disorders including obesity, depression, physical and sexual abuse, skin diseases such as 
cellulites, impetigo, venous stasis disease, scabies and body lice  (The Health of the Homeless- 
Living in Public: Increased Problems, 2011; Hwang, 2001).   
 Homeless people are admitted to the hospital up to five times more often than the general 
population.  Unfortunately, homeless patients are sometimes discharged to shelters, even when 
their ability to cope in such setting is marginal at best. Most of the homeless patients do not 
make their follow-up appointments and do not fill prescriptions they have received because they  
lack health care insurance benefits and ability to pay the cost of the medication. Many health 
recommendations regarding rest and dietary changes may be unattainable.  Chronic illnesses 
such as diabetes that are related to diet are difficult to manage for homeless people because of 
the challenges of coordinating meals with medication (Hwang, 2001). 
 Homeless people also face competing priorities that may impede them from utilizing 
health care services.  Many homeless adults’ priorities are centered on their basic needs for food, 
shelter and safety which they perceive as higher needs than issues of health or illness (Gelberg, 
Gallagher, Andersen, & Koegel, 1997).   The prioritizing demonstrated by the homeless adults is 
best summarized in Maslow’s hierarchical of needs which explains the lower the needs in the 
hierarchy, the more fundamental they are and the more a person will tend to abandon the higher 
needs to sufficiently meet the lower needs (Poduska, 1992).  Therefore, the health care needs of 
the homeless are put off until medical attention becomes an emergency. 

 
Health Care Promotion 
 Homeless people often use emergency department for their health care needs and are 
more likely to present with a disease rather than at prevention or screening stages (Power, 
French, Connelly, George & etc., 1999).  Homeless mothers appear to have more higher-risk 
health behaviors, and higher rates of hospitalization and emergency department visits, but fewer 
outpatient visits and preventive screening compared to mothers in the general population. The 
greater use of hospitalization and emergency service reflect poorer access to appropriate and 
timely health care (Lim, Andersen,  Leake, Cunningham,  & Gelberg, 2002). Therefore, 
homeless people are often missed by primary care health promotion initiatives.  Many volunteers 
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such as outreach workers, general practioners, and community nurses have provided health 
provisions to shelters, clinics and day centers. These volunteers aim was to provide direct 
services to homeless people and promote integration into mainstream health services. Research 
showed that progress was made with direct services to homeless people but little success was 
made with the promotion of integration into health services. Most health care interventions have 
tended to concentrate on young homeless people. The elderly people and families living in 
temporary accommodation have largely been ignored. There are barriers to health promotion 
among homeless people such as; (a) little coordination or collaboration between health 
promotion agencies; (b) health promotions departments rarely set up initiatives aimed 
specifically at homelessness and housing; (c) homeless people can feel alienated from health 
promotion materials that often require high levels of literacy; and (d) low self-esteem and low 
expectations prevent them from engaging with health promotion activates (Power, French, 
Connelly, George & etc., 1999).  
 According to Kryda and Compton (2009), available health services are being 
underutilized or refused by the homeless due to general mistrust in health care workers and lack 
of confidence in the services.  If the services are not being utilized, the value of the services 
available for the homeless is meaningless.  Therefore, there is a critical need to understand the 
mistrust of the homeless toward the outreach workers and the lack of confidence in the available 
services (Kryda, & Crumpton, 2009).  
 In the year 2000, millions of Americans lost work, exhausted money they had saved 
during the boom years, and faced increased economic insecurity.  These new hard times placed 
heavy demands on emergency social services.  In 2001, over 25,000 people were sleeping in 
New York City shelters every night; over 600,000 New Yorkers were using soup kitchens and 
emergency food pantries every month; and 2 million made use of emergency food resources.  
Public shelters in major cities throughout the US faced severe overcrowding since early 1990s. 
The huge increase in demand for emergency shelter means that care givers have little ability to 
make long range plans and policy initiatives are largely reactive (Marcus, 2003). 
 
Shelter 
 Unfortunately, services for the homeless have focused on assisting households only when  
they are literally homeless (Culhan, & Metraux, 2008).  In the United Kingdom (UK) and US, 
homeless shelters are considered temporary residences for homeless people and usually located 
in urban neighborhoods.  Most homeless shelters in the US expect clients to stay elsewhere 
during the day and return to sleep or eat if the shelter provides meals.  In the UK, most 
homelessness services fill the role of both daytime and nighttime shelters.  Shelters develop 
empowerment based “wrap around” services in which clients are case managed and supported in 
an effort to become self reliant (Homelessness, 2010). There is a wide spectrum of shelters that 
usually fit into five (5) categories: (a) day shelters which supplement homeless people for 
shelters only offering overnight stay; (b) emergency/homeless shelters provide short term relief  
for the homeless and low-income;  (c) transitional housing helps transition of individuals and 
families from shelters to permanent housing; (d) permanent affordable housing is a long-term 
solution for housing; and (e) drug and alcohol rehab treat alcohol and/or drug dependency 
(Homeless Shelters Centers, 2011).  Public shelters in major cities throughout the US faced 
severe overcrowding since early 1990s. The huge increase in demand for emergency shelter 
means that care givers have little ability to make long range plans and policy initiatives are 

211



largely reactive (Marcus, 2003).  The overcrowding of shelters negatively affects the increasing 
growth rate of females and children because they require more privacy.  
 
Homeless Women                                                                                                          
    More women, elderly and young people particularly black women and members of other 
minority groups have slipped into a population of homelessness that was once dominated by 
older alcoholic white men. The burden of poverty falls disproportionately on families headed by 
women, children, young adults, and ethnic minority groups. The “feminization of poverty” has 
significance in the growing and shifting homeless population.  Many women have no place to 
turn but to the streets.  Research shows that women receive harsher judgment and less adequate 
services than men. Society can no longer neglect women as they continue to enter the ranks of 
the homeless as victims of the economy, landlords, a depleted mental health system and of 
spouses (Stoner, 1983). 
 Homeless women are considered one of the most vulnerable subpopulation among the 
homeless. They have weaker social networks and higher rates of mental and substance abuse 
(Lim, Andersen, Leake, Cunningham & Gelberg, 2002).  Poor women are at a higher risk for 
violence as poverty increases stress and lower a person’s ability to take control of their own 
environment and seek protective care (Silver, 2000).  
 The risk and causes of homelessness varies from region to region and state to state.  States 
with a higher number of rural counties have less access to health related services, promotions and 
education.  
 
Alabama 
 Alabama is located on southern coast of the U.S., with the state capital located in 
Montgomery. The state is divided into 67 countries. According to the Alabama Department of 
Industrial Relations, Alabama ranks 30th in size, covering 52,423 square miles. The U.S. Census 
Bureau showed Alabama as the 23rd

 Alabama had an estimated 509 homeless families on a single night in 2009.  
Unemployment was cited by 29.8% of the homeless individuals surveyed in Mobile County as 
being the primary reason for homelessness in 2009. Nearly one-third (33.6) of homeless women 
had no income and one-third (34.6) of women with a source of income earned wages from 
temporary or day labor.  Half of the (49.9%) of the 385 persons surveyed required job search 
assistance and had been unable to attain such services (National Survey of Program and Services 
for Homeless Families, 2010).   

 most populous state, with 4,447,100 residents (National 
Network Libaries of Medicine, 2010). The Alabama’s demographic population consists of 
approximately 51.9% female and 48.1% male; 70.9% Caucasian, 26.3% Black, 3.2% Hispanic or 
Latino, 1.0 % Asian, and 0.5% American Indian and Alaska natives (U.S. Census Bureau, 2011). 

 This study based on the homeless shelters in Alabama is pertinent because of the large 
rural population, the increasing number of homeless, high unemployment rate, budget cuts of 
federal funding and the closing of several shelters.  
 
RESEARCH OBJECTIVES 

The purpose of the study is to determine what health related services are provided by 
homeless shelter for women in Alabama. This study focused on homeless women because they 
are a steadily increasing proportion of the homeless population with a variety of unmet 
healthcare needs, and for the reason that only limited studies have been performed on adult 
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homeless women.  Using a descriptive methodology, research data was collected to address the 
following questions:  “What health promotion and education is provided by the shelters in this 
study” and “what health related services are provided by the shelters in this study?”  Health care 
promotion is defined as the process of enabling individuals and communities to increase control 
over the determinants of health and thereby improve their health (Power, French, Connelly, 
Hawes, & et.al., 1999).  Health care access is defined as the fit among personal, sociocultural, 
economic, and system-related factors that enable individuals, families, and communities to have 
timely, needed, necessary, continuous, and satisfactory health services (Hatton, Kleffel, Bennett 
Gaffrey, 2001). The data collected from the study provided valuable information on the needs of 
this steadily increasing homeless population.  The research method will consist of a Homeless 
Service Questionnaire to gather data from shelter directors on the demographic information of 
the homeless population they serve, health promotion initiatives and program assistance. Due to 
the decrease in funding for mental health services, misdiagnosis of mental illness among 
homeless people, and the difficulties in engaging the homeless population in mental health and 
substance abuse programs, specialty shelters such as substance, mental and domestic abuse 
shelters were not included in this study.   
 Previous studies on adult homeless women as well as health care promotion are very 
limited. The benefit of the study on homeless women in Alabama is to recognize the needs of the 
homeless; to increase the awareness of the health services available for the homeless; to decrease 
the barriers of accessibility for health services for the homeless; to improve the health care 
services availability to the homeless; and to enhance the general populations’ awareness of the 
growing rate of homelessness in U.S. The data obtained addressed the research question: “What 
health promotion and education is provided by the shelters in this study” and “what health 
related services are provided by the shelters in this study?”  
 
LITERATURE 
 Women have been one of the most rapidly growing segments of the homeless population 
since the early 1980s (Lim, Andersen, Leake, Cunningham  & Gelberg, 2002).  The National 
Center on Family Homelessness (NCFN) 2008 proclaimed the US leads all industrialized nations 
in numbers of homeless women and children, and the incidence of homeless families in the US 
are the highest it has been since the Great Depression. Studies show that homeless women 
comprise one fifth of the U.S. homeless adult population, where the research indicates that 
families, single mothers, and children make up the largest group of people who are homeless in 
rural areas (Silver & Panares, 2000). 
  Data from the University of California Los Angeles (UCLA)/RAND Homeless Women’s 
Health Project was used to determine how much perceived unmet need for medical care there is 
among homeless women, what homeless women perceive to be barriers to health care, and how 
barriers and other factors are associated with unmet needs. Homelessness causes increased risk 
of having health problems and encountering barriers to care. The study shows there was a 
significant unmet need for medical care among homeless women and having a regular source of 
care was more important than health insurance in lowering the odds of unmet need. Also, 
homeless women must be educated regarding sources of care, and clinics serving the homeless 
must decrease waiting times (Lewis, Andersen, & Gelberg, 2003). 
  According to Finfgeld-Connett (2009), the primary factors contributing to this rise in 
homelessness included a growing shortage of affordable housing and a simultaneous increase in 
poverty. The other causes of homeless women were domestic violence, mental illness, and 
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substance abuse.  The number of families experiencing homelessness continues to rise as 
affordable housing becomes scarcer, women and children are subject to much greater 
dependence on the social service system (Finfgeld-Connett, 2010).  
  The immediate health promotion needs for the homeless begin with the supply of food 
and shelter. These are the most essential needs to be met to eliminate competing priority for 
enforcing more abstract interventions. Most health promotion interventions are categorized into 
one of five recognized approaches: educational, behavior change, client-centered, medical or 
social change (Power, French, Connelly, Hawes, & et.al., 1999).   
 A descriptive study was performed on sheltered homeless women to describe 
sociodemographic and personal characteristics, health practices, and health-promoting behaviors 
in a specific Midwest geographical region to increase awareness, understanding, and provide 
further insight into the complex area of homelessness and health. Homeless people often delay 
seeking medical treatment until their symptoms become intolerable or severe, waiting up to 3 
months before seeking treatment.  Homeless women health status is generally more likely to be 
reported as poor or fair. Data analyzed in this study from the Pender’s Health Promotion Model 
indicated that homeless women were noted to practice health-promoting behaviors in all areas 
(health responsibility, physical activity, nutrition, spiritual growth, interpersonal relations, and 
stress management) but scored lowest on physical activity and nutrition.  The sample chosen for 
the study was limited to homeless women, well educated, single, mostly employed, and homeless 
due to relationship problems/conflict per self-reported. The sample represented a special 
population of well educated homeless women which does not represent the norm for most of the 
homeless population (Wilson, 2005). 
 Emergency public shelters for the homeless began opening in 1983 and over the next 
couple of decades, shelters grew from being a temporary emergency response to become a 
permanent shelter industry. There were 62,000 homeless shelters in the U.S. in 2002. Most 
homeless shelters for individuals allow people to stay at night only.  Many shelters do not 
provide space for personal belongings. Many homeless individuals will not go to a homeless 
shelter until the weather becomes an issue because the shelters are crowded and dangerous 
(Mandell, 2009). 
 Study shows that one become homeless either suddenly or gradually. Women who 
suddenly lose their homes through fire, flood, or nature disaster are quickly channeled into relief 
efforts, given emergency assistance and emotional, support, and often regain their homes within 
months.  Women who lose their homes through poverty tend to lose their homes slowly.  Women 
with children who are unable to make ends meet may qualify for Transitional Aid to Needy 
Families (TANF).  However, the benefits for TANF have not kept up with cost of living 
expenses.  Women who impulsively flee abusive relationships face a myriad of government 
agencies and demands for “proof” of their poverty in order to receive service. Shelters for 
women were not established unto the 1970s. Moving into a shelter often means separating from 
one’s familiar places the neighborhood, church, children’s schools and friends, and medical 
facilities. Nationally, there are more homeless women than beds, which mean that women 
without homes have no predictable guarantees of safety or protection (Means, 2001).  
  
METHODS 
 This study utilized a descriptive research. Descriptive research is performed to describe 
the  data and characteristics of the phenomena being studied as accurately as possible and 
formulating this information into conceptual categories (Cooper  & Schindler, 2008).    
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 Data was collected through a self-administered survey tool utilizing the Homeless Service 
Directory Questionnaire for selected shelters in Alabama. The surveys were mailed to the 
shelters and picked up by the primary researcher or mailed back upon completion.    
 
Research Sample 
 For the purpose of this study, homeless shelters are defined as the temporary residences 
for homeless people seeking protection from the devastation of homelessness.  This study used 
total population of the shelter directors or their designee to include all 45 homeless shelters 
identified within the 67 counties in Alabama. The specialty shelters such as substance, mental 
and domestic abuse shelters were not included in this study.  The best source of data regarding 
the promotion of health care awareness and the assistance available for the homeless women are 
the directors or their designee due to their responsibility and obligation for the overall 
management to the shelter. Designee must be someone assigned by the director with overall 
working knowledge of the managerial operations of the shelter. 
 An in-depth internet search was performed per county in Alabama to identify all shelters 
registered on the Homeless Shelter Directory for the state. Shelter information was collected and 
compiled from three websites Alabama Homeless Shelters and Social Service for the Needy, the 
National Coalitions for the Homeless Directory, and the United States Department of Housing 
and Urban Development. There were 20 counties in the state of Alabama that did not have a 
shelter listed within a 30 mile radius and several adjacent counties shared shelters.   

 
Instrumentation 

A “Homeless Service Directory Questionnaire” utilized as a survey tool to collect 
information from homeless shelter’s directors on population the shelter serve, housing program 
type, services provided by the shelter and assistance program services offer.  The Homeless 
Service Directory Questionnaire is a survey tool developed by the Coalition for the Homeless of 
Houston/Harris County, Inc. to assist those entities that serve the needs of the homeless through 
information exchange and accurate data relevant to homeless issues (Coalition for the Homeless, 
2011). The survey consists of 11 questions divided into five sections: (I) general information, (II) 
population severed, (III) program awareness, (IV) program assistance services and (V) additional 
information. Section I General Information: identifies the category of services offered, days and 
hours of operation and hours of intake of the shelter.  Section II Population Served: recognizes 
the primary populations served by the shelter.  This section also categorizes the general age of 
and health status the population. Sections I and II also consist of demographic characteristics of 
the population and will be used as comparative data.  Section III Program Awareness: identifies 
the medical services promoted through the shelter, types of medical services offered, barrier that 
prevent the population for getting health care services, and services the shelter uses for referrals.  
Section IV Program Assistance Services: list the available assistance services provided by the 
shelter.  An Open-ended question is defined as a measurement question in which the participant 
chooses the words to frame the answer (Cooper & Schindler, 2008).   
 
RESULTS 
 All identified homeless shelters in Alabama as defined in this study were invited to 
participate in the study. The data presented represents 31% of the 45 identified shelters in 
Alabama. The shelters were categorized into 5 types: emergency, transitional living, assistance 
program, special housing, permanent housing and other. Sixty-four percent of the shelters 
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provided emergency shelter and transitional living, 36% provided assistance programs and 29% 
were classified as other. The category “other” represented two shelters that provided substance 
abuse centers within the transitional living shelter and one shelter director identified their shelter 
as a “shelter for homeless people” and did not categorize the shelter type. The average number of 
women per daily occupancy ranged from 12 to 164 with a mode of 15. The mode was used 
because of the 164 daily occupancy reported by one shelter was an outlier. The primary 
population served by the shelters in this study consisted of 93% single females, 50% single 
males, 79% children and 29% families.  The age group is comprised of 23% less than 18; 22% of 
age 18 to 24; 33% of age 24 to 44; 18% of age 45 to 64; and 4% of age 65 and older.  
 Only 7% of the medical services promoted through the agency were actually offered by 
the agency, 79% information from workers, 14% brochure and 43% word of mouth from other 
residents.  Most shelters referred patients to public clinics 79%, emergency rooms 71%, and to 
the community mental health clinics 64% of the time. Twenty-one percent of the shelters 
provided some type of health related services. One shelter (7%) offered physicals, 2 shelters 
(14%) dental exams, 2 shelters (14%) HIV testing, 4 shelters (29%) blood pressure checks, 0 
shelters Pap test, 2 shelters (14%) eye exam, 1 shelter (7%) cholesterol screening, 0 shelter 
mammogram, and 3 shelters (21%) offered diabetic screening (see Table 1). About 50% of the 
identified shelters offered education and training as assistance services provided by the shelter. 
Even with the health promotion and education, there are several barriers that continuously 
prevent the shelter population from getting health care such as lack of money (86%), lack of 
transportation (71%), unsure where to go (43%) and no child care (14%) (see Table 2). 

(See Table 1 & 2) 
 The health promotion and education provided by the shelters in this study are limited.  
About 50% of the shelters stated they offer education through counseling, information and 
referrals.  Health promotion was initiated through information from the shelter workers, word of 
mouth from other residents, and brochures with 7% of the health promotion presented by the 
shelters. Health related services provided by the shelters in this study consisted of physicals, 
dental exams, HIV testing, blood pressure checks, eye exam, cholesterol screening, and diabetic 
screening. These health related services were only accessible in 21% of the shelters. 
 
DISCUSSION 
 The homeless residents in the identified shelters were referred out to receive medical 
services 79% of the time to the public health clinics; 71% to the emergency room; and 64% to 
the community mental health clinics. According to the research data, 79% of the shelter workers 
promote health care services.  However, data collected from the surveys showed that barriers 
preventing the population from getting health care consist of 86% lack of money, 71% lack of 
transportation, 43% unsure where to go, and 14% no childcare. The percentage of workers 
promoting medical services and the services the patients are being referred to are not 
proportional to the barriers preventing the population from getting health care. Most public 
health clinics are based on the patient’s ability to pay and emergency room treats all patients.  
According the data collected from the shelters, health services and education were promoted by 
the workers at the shelters.  However, 86% of the homeless did not seek medical attention 
because of lack of money while public clinic offer free health care services and 43% were unsure 
where to go when the shelters stated services are referred to public clinics and emergency rooms. 
 The additional information section of the survey showed that 93% of the shelters did not 
encounter any problems reaching the homeless women population. There is a constant need for 
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additional rooms in the shelter. Most of the people in the shelters are walk-ins.  One shelter only 
takes referrals for transitional living.   
  This study is limited based upon the number of completed surveys.  The results may be 
bias due to the factor the survey is dependent of the directors perceptive of their shelter which 
might not agree with the perception of the homeless population.  The questionnaire format may 
not truly represent the experiences of the homeless women population.  The results of the survey 
are generalized for the homeless populations served by the shelters that completed the survey. 
 
Summary and Recommendation 
  Homelessness has reached crisis level and women and children are the fastest growing 
segment. Women have unique health care needs that are not being met. There are numerous 
barriers that prevent the homeless for seeking the health care services they need. There is a need 
for additional shelters to support the growing homeless population. Health promotion and 
education should be developed in the context in which homeless people seek health care. 
Homeless individuals must be educated regarding sources of care, encouraged to seek health 
services and treated with dignity.  
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The purpose of this research project was to examine and compare the results of the Texas 
State Licensure Exam for Administrators for the 2010- 2011 testing cycle.  This research article, 
the third in a series, examined the success of Lamar University’s on-line principal internship.  
This study examined and compared the success rate of Lamar’s students with all testers in the 
state of Texas. 
 Background 
 In the past decade, the technology of online learning has matured. Smith and Mitry 
(2008) found online higher education could be offered in the form of equal-quality and equal-
standard learning that was an economically viable option for students. In 2007, a university 
located in Texas implemented an online Masters degree program in educational leadership 
leading to principal certification with an internship as the culminating project. To date, over 
5,000 students have completed this program. During the internship students had the opportunity 
to apply knowledge and develop content skills in a field-based educational setting. 
 The Lamar University principal internship is a self-paced 18-month content based group 
of activities aligned with state and national standards.  Professors and principal mentors review 
interns’ progress at intervals coinciding with specific courses and learning tasks to provide 
principal interns feedback and guidance.  Accumulation of the 300 required internship hours 
begins with the first course and ends with the 11th course.  In the campus-supervised portion of 
the internship, students develop a plan based upon leadership self-assessments. Interns use skills-
based activities provided in a practicum textbook as a guide.  Each intern’s principal mentor 
meets regularly with the intern to discuss experiences and facilitate internship activities. Interns 
are expected to take and pass the TExES 068 Principal Certification Exam for Licensure at the 
end of the program. 

Literature Review 
 Topics for this literature review included the following:  program evaluation and 
monitoring, critiques of current internship programs, principals as instructional leaders, and 
principals as school managers.  The performance of interns on state licensure exams were 
reviewed.  
 In 1996, the Council of Chief State School Officers (CCSSO) developed the wording for  
national standards for school administrators.  Their desire was to create a series of knowledge 
and skills-based standards that could be assessed.  This activity ultimately led to the development 
of national standards (Davis, Darling-Hammond, LaPointe, & Meyerson, 2005).  Owen (2007) 
suggested that program evaluation with monitoring was associated with two major trends in 
current public policy:  the increase in accountability for non-profit sectors and the emergence of 
performance-based management as the means for fulfilling that accountability.  Owen asserted 
this development created a wide-range of implications for management including the need for 
performance measurement and assembling evidence to show results.  
 Williams (2009) study of interns’ performance on state licensure standards reflected that 
while there was abundant research on how students are influenced by the standards in their field 
of study, actual effectiveness of mastery of those standards was not well known.  Davis, et al. 
(2005), in their work on the developing successful school leaders, stressed the importance of 
requirements that should subscribe to a set of common expectations regarding knowledge and 
skills.  They further suggested this common set of expectations should be reflected in licensing 
requirements. 
 In the article titled Faculty Perceptions: Where Do Education Administration Programs 
Stand with the ISLLC/ELCC Standards, Machado and Cline (2010) reported the changing 
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demographics, inclusion, and fast pace of technology had created the need for today’s school 
leaders to prepare to support the breadth, depth, and quality of education needed by students for 
survival in a linguistically and culturally diverse environment.  
 Alao, Wright, & Newton (1999), who surveyed aspiring leaders, asserted that most 
students in leadership programs want the program to be designed around state and national 
standards.  Survey respondents clearly indicated a desire for preparation for licensure exams, and  
stressed that courses of study should be closely aligned to the standards. 
  Guthrie and Schuermann (2010) stressed the importance of strategic planning with 
respect to administrative leadership, noting the need for emphasis upon systematic review and 
possible redeployment of institutional resources.  He further asserted that candidates who 
completed these programs should be educational leaders who had the knowledge and ability to 
promote the success of all students by collaborating with families and other community 
members, responding to diverse community interests and needs, and mobilizing community 
resources.  They proposed the actual program should focus on these needs and be represented 
within a wide variety of classes for the students’ assigned field of study. 

The Study 
In the fall of 2011, a total of 5,049 TExES 068 Principal Certificate Exam scores were 

analyzed for the testing cycle of 2010 and 2011 using the Statistical Package Social Sciences 
(SPSS).  A total of 3,760 results were reviewed, while 1,289 of these were Lamar University On-
Line intern results.  Disaggregation of the data was completed in three areas: (1.) total testers 
earning the passing score of 240, (2.) passing scores of total state-wide testers compared to 
passing scores of Lamar University students, and (3.) by gender.  

Results 
 As reported in Table 1 (See Appendix), a total of 5, 048 first time testers, 3,340 (66%), 
earned the required passing score of 240 on the TExES 068 Principal Certification exam.   

As shown in Table 2 (See Appendix), passing results of Lamar University on-line 
program first time testers were compared with results of all first time testers in the state.  Of the 
total 1,289 Lamar on-line program students testing for the first time, 1,055 (82%) passed, while 
3,761 students tested state-wide, 2,284 (61%) passed.     

In Table 3 (See Appendix), scores of all male state-wide first time testers were analyzed 
to determine success rate by gender.  In this group, 1,487 males were tested. The total number of 
successful male first time testers in the state was 893 (60%).   

As shown in Table 4 (See Appendix), of the 1,487 first time male testers from all 
principal preparation programs in the state, 893 were successful, indicating a success rate of 
60%.  The data indicate that of the 380 males in the Lamar University on-line program who 
tested for the first time, 303 (80%) were successful.  
  Table 5 (See Appendix) reports the success rate of all female first time testers in the state 
on the TExES.  Of the total 3,561 female first time testers in the state, 2,446 (69%) met passing 
criteria.  
 Table 6 (See Appendix) compared the passing rate of first time female Lamar on-line 
program testers with all first time female testers in the state.  Of the total 3,561 state-wide female 
testers, 2,446 (64%) were successful.  In comparison, of the 908 Lamar on-line program first 
time female testers, 752 (83%) were successful in passing the TExES exam. 

Summary and Conclusions 
 The overall success rate of students state-wide on the TExES 068 Principal Certification 
Exam indicated that first time testers ranked above the 50% mark.  A variance was noted 
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between the state-wide and Lamar University on-line success rates as demonstrated through data 
disaggregation.  Data indicated that students completing the Lamar University on-line program 
demonstrated a higher rate of success compared to all state-wide first time testers.  Furthermore, 
the overall success rate of Lamar’s first time testers implied the alignment of the Lamar 
University on-line principal preparation program with state and national standards was positive.  
Research regarding program and delivery models should continue as researchers seek ways to 
ensure the success of aspiring school leaders.  As affirmed by this study, use of the on-line model 
appeared to be a viable method of delivery.    

Recommendations 
Based upon findings in this evaluation of data, the researchers made the following 
recommendations: 

• Disaggregate the current data further by ethnic values pursuant of program improvement 
to meet the needs of all student groups; 

• Conduct follow-up research to investigate the success of program completers in the 
education field; 

• Seek information regarding where current students stand pursuant to attaining 
administrative jobs, the level of administrative positions attained, and the length of time 
taken to achieve the goal of acquiring an administrative position. 
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Appendix 
 
 
Table 1:  Total Results of first time testers: 2010-2011  
 

 
 
 
 
 
 
 
 
Table 2:  Comparison of Lamar University and State-wide Testers on the TExES 
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Table 3:  TExES Scores by Gender (Males) 
 

 
 
 
 
 
 
 
Table: 4:  Comparison of TExES Scores by Lamar and State Students by Gender (Male) 
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Table 5:  TExES Scores by Gender (Female)  
 

 
 
 
 
 
 
Table: 6:  Comparison of TExES Scores by Lamar and State Students by Gender (Male) 
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Abstract 
Connecting theory and practice to ensure meaningful connections for teacher candidates 

remains as a significant challenge for teacher educators and for teacher education programs 
today.  The author of this article proposes a deliberate approach to this challenge which includes 
the melding of engagement in critical reflection with access to virtual experiences in order to 
“breathe life” into the classroom.  It is in this unique learning space where ideas and concepts 
associated with successful classrooms are realized and teaching identities are nurtured and 
sustained through virtual “visits” to effective classrooms. 
 

Recognition of teaching as an increasingly complex endeavor necessitates a level of 
critical thinking and thoughtful reflection that embraces what education is all about.  In fact, I 
suggest that the place where “education” really happens for a teacher candidate does not exist so 
much in the ideals of what counts as teaching knowledge of subject matter and best practices—
but in the recognition of those in relation to and with oneself, others around us, and the larger 
environment in which a teacher exists while teaching.  In schools of education today, emphasis is 
placed on securing proficiency in teaching and discipline specifically related to mastery of 
subject matter and mastery of classroom management techniques.  Dewey (1904) suggests that 
this “practical work should be pursued primarily with reference to its reaction upon the 
professional pupil in making him a thoughtful and alert student of education.  Critical reflective 
practice is a vital tool necessary for creating that thoughtful and alert student of education who 
navigates the complexities, ambiguities, and dilemmas that characterize today’s classrooms. 

A common thread running through all teacher education preparation programs today is 
that of overlooking or, in some cases, simply ignoring this important meta-cognitive activity that 
takes place in conjunction with the other normal teaching experiences.  This type of meta-
cognition requires contemplation and negotiation of the complexities of teaching and learning 
experience.  Simply put there is a distinct lack of a deliberate approach to the provision of time, 
space, and opportunity to explore this mental activity associated with the complexities of 
teaching in order to create a culture of critical inquiry because, of course, this is no easy task.  
Darling-Hammond and Bransford ( 2005) say, “Skillfully enacting this kind of teaching of 
teachers takes time, effort, and most important, institutional support. . . .” (p. 441). 

The purpose of this article is to delineate the time and effort needed to exemplify this 
good work of critical reflective practice as a way to systematically study and improve teaching 
and learning and present a deliberate approach to creating exemplary learning spaces where 
meaningful connections can be made through the use of virtual experiences.  It is an effort to call 
into question what exactly counts as knowledge in order to make meaning of the teaching and 
learning experience. 

Coupled with an interpretation of the literature and important considerations of the 
opportunity for teacher candidates to engage in educational experiences at a virtual level, this 
proposal advocates for a deliberate approach to critical reflective practice that empowers teacher 
candidates to more effectively facilitate connecting theory and practice with a critically reflective 
eye to effective teaching itself.  Concomitantly, it also enables such reflections to provide for 
new understandings concerning teacher educator practices and programmatic changes.  This 
meaning-making, through enhanced reflective practice on connections between theory and 
practice with the use of virtual visits has the powerful potential to create exemplary learning 
spaces.  
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Santagata and Angelici (2010) suggest three findings that emerge from the literature: 
1. When pre-service teachers are provided opportunities to observe teaching through 

video, over time they become more reflective and provide more elaborated analyses 
of practice. 

2. Through analysis of videotaped lessons, pre-service teachers learn to focus their 
attention on student thinking. 

3. Video cases may assist pre-service teachers in learning classroom practices aligned 
with recent recommendations that otherwise they seldom have opportunities to 
observe.  

Virtual experiences such as visits to classrooms via an internet connection can provide 
similar valuable experiences for pre-service teachers, providing them with an opportunity to 
make meaningful connections between course work and actual classroom practice in a reflective, 
analytical manner.  While reflective practice is not alien to teacher candidates and teacher 
education programs that include attention to reflection, perhaps the deliberate approach to the 
mental activity Dewey spoke of earlier is.  The complexities of teaching and the importance of 
intelligent analysis of the challenges that teachers face in today’s classrooms and in their schools 
requires time and space for such work.  Zeichner (1996) contends that schools of education have 
done little to empower future teachers with the skills and knowledge they need to facilitate 
critical pedagogy via critical reflective practice.  More specifically, Zeichner delves into “what 
kind of reflection teachers are engaging in, what it is teachers are reflecting about, and how they 
are going about it” (p. 207), noting multiple short-comings.  Santagata and Angelici (2010) 
would agree stating that “without guidance pre-service teachers find it difficult to identify what 
matters in teaching and elaborate on that they see.”  In short, pre-service teacher engagement 
with examples of teaching is not effective unless an observation framework is provided for them.    

The Glass Box Experience (GBE) provides such a framework. A metaphorical “glass 
box” suggests that a teacher candidate inside the world of that glass box has the valuable 
opportunity to pay attention to the teaching and learning experience in progress, to consider the 
relational in the teaching and learning experience with an attunement to the critical in-between 
and what happens there—the tensions, the negotiations, the embodied understandings.  Each of 
these experiences has the potential to generate valuable understandings of self that in turn nurture 
and sustain teaching practices.  To that end, a very deliberate approach to critical reflective 
practice should be encouraged, enabled, and supported by all teacher educators for all teacher 
candidates that they serve.  Indeed, this approach to the careful monitoring of the teaching and 
learning process as it is being observed is the responsibility of both the teacher educator and the 
teacher candidates as an important piece of their ongoing professional development.     

Unlike a type of black box approach, where a teacher’s ability, propensity, knowledge, or 
character remain unexplored, the Glass Box Experience allows a teacher candidate to understand 
the complexities of the classroom in a uniquely different way.  It allows for critical reflective 
practice that includes these important qualities:  careful discernment; heartfelt, receptive, and 
responsive authenticity; and trusted and invested collaboration about the relational complexities 
of classrooms.  

A virtual experience can help facilitate the interplay of what teacher candidates “know” 
as a part of classroom instruction on theory and practice and that of the “lived experience” of 
actual teaching come to life in practice.  This meaningful connection will “breathe life” into the 
classroom when ideas and concepts associated with successful classrooms are realized through 
virtual “visits” to effective classrooms.  A deliberate approach to critical reflection on the 
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interaction with the virtual experience should result in a discerning type of “play” that results in 
critical moments of authentic reflection and learning for making meaning of the teaching and 
learning experiences.  Teacher candidates can allow their hearts, their senses, their environment, 
the self as a whole to become one with the work of teaching as they see it happening before 
them, to allow for relationships to form when the work being done in the classroom freely 
interacts with what the teacher is seeing, feeling, sensing to create masterful moments of learning 
that result in beautiful “works of artful teaching” that speak to and about the experience itself. 
Theory and practice, thus, work together as the relational nature of teaching and learning.  
 An attunement to the intricate and complex relationships that exist between this interplay 
of knowledge with experience during teaching and learning requires careful discernment, 
authenticity, and collaboration which offers opportunity for restructuring and self-understanding.  
Critical reflective practice entails the careful discerning study of teaching and learning as 
relational, where interactions with self and other are ripe with multiple layers, folds of interplay, 
and various textures of not only the “how but the “why” the “when” the “what” and the “where.” 
Exploration of these textures in the teaching and learning experience with a discerning “eye” will 
most assuredly provide for motivation, stimulation, reward, risk, and opportunity. 

Careful discernment in reflective practice also requires respecting the relationship 
between what a teacher candidate knows and what a teacher candidate sees a teacher 
experiencing and allowing for attunement with the complexities and intricacies of the interplay 
that are relationally constructed and related to “where we live” in the teaching and learning 
experience.  Such discernment requires immediate and continued engagement in responsive 
actions--creating, formulating, or articulating--as a result of the experiences, the reflections, the 
observations.   

Teacher educators and teacher education programs must acknowledge this important 
work of careful discernment in critical reflection on teaching and learning as relational in nature 
and make a deliberate curricular commitment to it.  In fact, both teachers and teacher candidates 
in any teacher education program “…must encourage and engage in activities that connect the 
knowing- and reflection-in-action of competent practitioners to the theories and techniques 
taught as professional knowledge in academic courses” (Schön, 1987, p. 312).  This tenet will 
empower both teacher educators and teacher candidates to attend to the relational complexities as 
the real work of teaching and learning.  This is what the practice of teaching is all about.  

In teaching and learning, recognition and respect for the relation to “other” and ongoing 
responding leads to a transformative experience rich with new openings and possibilities to make 
meaning for the sake of student learning.  I purport that these various intricate and interrelated 
textures of teaching and learning evolve with deliberate and discerning attention paid to the time, 
sociality, and place. The reframing of what was is seen, heard, and/or felt in the interaction of 
these various expressions of communication with and between self and other incite adaptation 
and change.  The delicate balance that exists between valuing the risks and the opportunities, the 
tensions and doubt of certainty and uncertainty demand continual negotiation.  This is what 
teaching and learning needs to be in order to sustain and nurture teaching practice.       

Dewey (1938) says “. . . knowledge gives a compass to those who enter on the uncharted 
seas, but only a stupid insincerity will claim that a compass is a chart.  The call is for the creative 
adventurous mind” (p. 328).  As teacher candidates create teaching and learning experiences, 
they must understand that sources both inside and outside of an individual contribute to the 
experience, and they must understand the value of courage, imagination, creativity, 
experimentation, and reflection as critical to the process of self-understanding as an aesthetic 

229



experience where heartfelt, receptive, and responsive authenticity in reflective practice will result 
in new possibilities for growth and change.  

Reflection begins with a situation, a problem, a dilemma; expands to an exploratory 
phase; and finally resolves itself when a conclusion is drawn—reflective practice is purposeful in 
that there can be an intentional inquiry into a situation that can further learning, serve learning 
better when a problem is solved, new understandings are formed, or new possibilities are 
realized.  I have established that as a teacher educator, it is critical that I also consider the 
importance of the teacher candidate’s understanding of the “aesthetic” that must be realized in 
the reflection on the experience.  Paying attention to the process itself, the aesthetic in the 
experience can be more fully realized when attention is paid to the movements of thinking, the 
nuances of neglected assumptions.  Aesthetic experiences shaped by the necessary attributes 
Thomas Barone (1983) delineates—sense of expectancy, growing élan, and tired satisfaction (p. 
23)—are tantamount to the reflection on teaching and learning experiences.  John Dewey’s 
“educational experience” is described by Barone (1993) as a “growth-inducing experience that 
grants the capacity for having even richer experiences in the future” (p. 22).  Barone states that 
the “cultivation of truly educational experiences is . . . the most important mission of the teacher” 
(p. 22).  Dewey (1938) says:  For only when an organism shares in the ordered relations of its 
environment does it secure the stability essential to living.  And when the participation comes 
after a phase of disruption and conflict, it bears within itself the germs of a consummation akin to 
the esthetic (p.15).           
 In these moments of self-understanding, teacher educators and teacher education 
programs alike cannot ignore the important potential of spaces of liberty where shared 
experiences and collaborative inquiry can result in teacher candidates seeing things from 
multiple perspectives and considering that the relational elements are critical.  In fact, these 
decompression opportunities and chatting with other people were the most valuable . . . 
emotionally . . . mentally.  These are the kinds of spaces that need to be created by both teacher 
educators and within teacher education programs.  Jackie Kirk (2005) says: “starting with 
oneself. . . . reflexivity necessarily engages the self in critical exploration of experience, 
perceptions, and positions; the insight gained can then be used as a starting point for engaging 
with others, and for starting to develop shared understandings. . . .” (pp. 239-240).            
           This can happen through commitment to the creation of spaces for activities related to 
introspection, as well as sharing with peers and other professionals.  Dinkelman (2003) says that 
when teacher educators study their own practice, they make changes in their pedagogy and can 
then suggest changes through conversation and collaboration with peers.  More deliberate and 
serious consideration must be given to creating environments in teacher education that are 
learning spaces specifically designed to incite collaboration and deliberation, conflict and doubt, 
and new understandings and insights, and teacher educators and teacher education programs 
need to be more receptive to and comfortable in such an environment, as well.  

To that end, Educator’s Virtual Mentor is ulitlized as a technology tool in a pre-service 
teacher education class on classroom management and effective teaching that provides for such a 
learning space.  It is here where teacher candidates can conduct virtual visits to numerous 
classrooms from across the nation with varying student populations.  Accessing EVM on a 
regular basis as part of the curriculum for the course, teacher candidates have the valuable 
opportunity to connect classroom instruction to practice by observing featured teachers 
demonstrate techniques that work in authentic teaching settings with real students learning real 
content in real time.   Educator's Virtual Mentor has provided the School of Education at Peru 
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State College the opportunity to bring the classroom and what happens in it to life for our teacher 
candidates on a regular basis.  Valuable connections through the facilitation of the expectations 
of careful discernment, a focus on heartfelt authenticity of experience, and collaborative 
engagement between course content and its important connection to the classroom add another 
critical dimension to our course of study in classroom management and effective teaching.  It 
lends credibility to our courses of study, and effectively enhances the important work of teacher 
preparation. 

Shared reflections or collaborative inquiry are imperative in order for the full measure of 
the value of critical reflection to be realized in the work of teacher education.  Teacher 
candidates should also be encouraged to use careful discernment and authenticity as they express 
their own ideas and listen to others, gaining insight from multiple perspectives.  Utilization of 
Educator’s Virtual Mentor classroom visits provides the catalyst for the shared reflections and 
collaborative inquiry that are so necessary to authentic, meaningful critical reflection.  Virtual 
visits to classrooms take place in the whole-group classroom setting and outside of the classroom 
setting with both small-group and individual engagement with EVM throughout the duration of 
the course.  Teacher candidates conduct virtual visits to the EVM classrooms selecting topics and 
classrooms that directly relate to the current course focus and their respective content area/grade 
levels of interest.  Teacher candidates are also required to read accompanying supporting 
research reflective of the topic being explored.  Following observation of the classroom and 
consideration of the supporting research, teacher candidates engage in purposeful, directed, and 
analytical classroom assignments the ask them to do four things: 

1. Observe the situation, problem, dilemma with a keen, thoughtful, alert eye. 
2. Expand to an exploratory phase with an open mind by raising questions and 

problems, gathering and assessing relevant information (supporting research), and 
recognizing assumptions, implications, consequences. 

3. Reach resolution by drawing conclusion. 
4. Reflect on conclusions and implications of conclusions. 
5. Reflect on how your experience has nurtured your knowledge and skills related to 

your career as a future teacher. 
This deliberate approach to critically reflective practice is purposeful in that there can be an 
intentional inquiry into a situation that can further learning, serve learning better when a problem 
is solved, new understandings are formed, or new possibilities are realized.   

 York-Barr, Sommers, Ghere, & Montie (2001) also suggest that trust plays a significant 
role in the process of reflective practice.  They say, “Trust must be present for individuals to 
share their thoughts and to be open to expanding their ways of thinking and doing” (p. 23).  
York-Barr et al. suggest that ways of being trustworthy include the following:  being present, 
being open, listening, seeking understanding, viewing learning as mutual, and honoring the 
person and the process (pps. 24-26).  These would each suggest a level of investment in the 
teaching and learning experience from the teacher educator or field supervisor serving the 
teacher candidate.  Through the development of trusting relationships where all stakeholders 
understand their investment in the process, thinking beyond the experience itself for the purposes 
of authentic critical reflection on the aesthetic experience can begin to emerge.  This necessary 
quality in collaborative critical reflective practice as both a change in teacher educator practices 
and teacher education programs suggests exploration of opportunities to develop trusting 
relationships in teacher education programs, as well as new understandings about trusting 
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relationships for the larger teaching and learning community.  Nurturing and sustaining trust 
requires a unique environment where reflective practice can thrive and grow.   

Opportunities for ongoing enhanced reflective practice, such as have been explored in 
this article, have the distinct potential to allay those fears, those frustrations, that confusion that 
all teacher candidates experience at one time or another before it is too late.  It allows the teacher 
candidate the opportunity to access ways to explore possibilities and find meaning, rather than to 
become overwhelmed by defeat and hopelessness.  Therefore, nurturing and sustaining teaching 
practices becomes vitally important to the overall well-being of the teacher candidate.  It can be a 
means of coping, provide an alternative to giving up, and in fact assist the teacher candidate in 
thriving in the teaching and learning experience.    

Creating exemplary learning spaces where meaningful connections can be made must 
first begin with the teacher educator.  It still must begin with the teacher educator’s ability to 
consider change as part of skills, practice, and theory; to continue his/her own reflexive inquiry; 
to question assumptions; to take risks in his/her own classroom first.  Even as a single teacher 
educator “on an island,” meaningfully and purposefully immersed in the work of the critical 
reflection on one’s own practice,  that teacher educator can be a significant catalyst for change in 
that the work extends outward and informs a larger teaching and learning community.  
Dinkelman (2003) states that “one’s own efforts to promote reflection among beginning teachers 
yields insights into how an entire program promotes reflective practice” (p. 14).  This statement 
has serious implications for teacher educators as continued collaboration among colleagues can 
begin to take place when critical reflective practice is brought to bear on inquiry and 
conversation into self-study practices. I believe that these collaborations can create new 
understandings that generate programmatic changes related to reflective practice, professional 
development, and specific program changes. 
             Teacher educators need to journey into the glass box themselves and listen to the voices 
of their teacher candidates, hear their stories, and critically reflect on learning how to teach with 
future teachers as their own teacher.  Teacher educators can engage in the process of critical 
reflective practice--inciting the relational in the lived experience of teaching to and learning from 
teacher candidates, as a teacher educator, also listening to what it was that was not clearly heard, 
to really see what it was that was not clearly seen when interacting with the student teachers, to 
feel what is not clearly felt. 
            Skeptics would say that no matter what teacher educators or teacher education programs 
do to eliminate that feeling of isolation that so many teacher candidates feel when they are 
teaching and learning, it still remains a difficult challenge to overcome.  I agree.  The 
implications of this proposal would suggest that in fact while teachers are “on islands,” during 
their teaching and learning experience, there is nothing that says that an island community can’t 
be formed to provide the kind of trusted and invested collaborative support that the experience 
demands.  In fact, pre-service teachers can feel supported in their teaching and learning 
experience through talking about teaching with their peers, with other teachers whom they 
personally know, through observing teacher models, and in using the field experiences for 
opportunities to experiment, each allowing for transformative, meaning-making experiences in 
relation to the “other” in the lived experience of teaching and learning.  Educator’s Virtual 
Mentor is just another deliberate means to that end.  This is careful discernment, authenticity, 
and collaboration beyond the traditional sense of getting into groups and sharing experiences that 
have the potential to undoubtedly turn negative.  The implications of the use of virtual visits to 
effective classrooms would suggest three steps: development and facilitation of on-going and 
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sustainable partnerships between teacher candidates during the virtual experience exploration, 
extended and focused peer collaboration in content areas and grade levels of interest; and at the 
program level, the thoughtful and wise use of teacher educators who have a vested interest in 
“being there for the teacher candidate” during this teaching and learning experience.  The island 
can then be populated by a trusted and invested community of stakeholders in the teaching and 
learning process. 

The importance of creating this unique learning space has two distinct purposes:  to 
provide for critically reflective opportunities for informing the teaching and learning experience 
and to allow for the evolution of a teaching identity.  Teacher educators and teacher educational 
programs must consider what it will take to encourage, engage, and support all teacher 
candidates in the important work of critically reflective practice through the use of virtual 
experiences. 

A culture of inquiry that values critical reflection provides a means by which a teacher 
candidate can engage in the negotiation of the challenging complexities of today’s classroom. 
This negotiation allows the teacher candidate the opportunity to realize the potential for 
transforming thinking about the classroom situation, making meaning of classroom complexities, 
and creating new openings for teaching possibilities.  This can significantly nurture teaching 
practices along, rather than destroying them.  What follows then, is the inevitable sustenance of 
teaching practices that work for a teacher candidate.  As a result of critical reflective practice that 
informs, nurtures, and then sustains the teacher candidate regarding what they need as they 
negotiate the complex challenges of their classrooms, teacher candidates can begin to thrive in a 
classroom, rather than simply survive.  

As a result of creating this kind of culture of inquiry with an emphasis on critical 
reflective practice, the teacher candidate’s teaching identity is nurtured and sustained, as well. 
For the teacher candidate, the teaching identity still remains indistinct and theoretical.  Therefore, 
critical reflection that is framed with expectations for authenticity and invested and trusted 
collaboration for the specific purpose of engagement in meaning-making, exploration of 
possibilities, and interaction with the other provides a platform for exploring aspects of one’s 
teaching identity.  Reeves (2009) states that “this negotiation of identity happens continually in 
sustained relationships, as well as in brief encounters. . . . These relationships between self and 
other(s), between internal and external, lay at the heart of identity work (p. 35).  In fact, this 
effort at self-understanding with regard to the relational in critical reflective practice 
conceptualizes who one is as a teacher, it allows the pre-service teacher to “assert, and resist 
identity positions that define them” (Reeves, 2009, p. 35).  The use of virtual experiences can 
provide that for the teacher candidate and concomitantly nurture and sustain teaching identities.   

Affording the teacher candidate the important opportunities to make a commitment to a 
heightened sense of consciousness in the teaching and learning experience is the direct purpose 
of this article.  According to Wunder (2003), “what seems certain is that students in . . . teacher 
preparation can and will develop a sense of agency about teaching and learning . . . when given 
the supporting circumstances” (p. 205).  Critical reflective practice through the use of virtual 
experiences can illuminate the teaching and learning experience and empower future teachers to 
successfully negotiate what they know and what they are experiencing in the teaching and 
learning process.  It is here where they can, through critically reflective practices, explore the 
relations across teaching identities to understand the complexities of their classrooms and view 
them as productive to learning.  This is an agency that addresses the importance of nurturing and 
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sustaining teaching practices to significantly contribute to the development of strong teaching 
identities.      

This is a deliberate, systematic approach to creating exemplary learning spaces.  Making 
meaningful connections with the use of virtual experiences as a way to connect theory and 
practice and so much more that I suggest in this article will result in teacher candidates who have 
the ability to continue to develop the self-efficacy they need as teachers to thrive in their 
classrooms as effective, difference-making teachers who make an impact on their students, their 
schools, and the larger community. 
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At the National Technology and Social Science Conference held in Las Vegas in April, 2009 I 
presented a paper titled “Obama, McCain, and Palin, Heavy Weight, Light Weight, and Feather 
Weight: Special Characteristics in a Brawl for the Presidency.”  (Schwartz, 2009).  All three will 
impact the race for the 2012 Presidential election, one as the probable Democratic candidate and 
the two others as affecting the eventual nominee of the Republican candidate.  In this paper, I am 
going to examine my comments on the characteristics of all three and how they have changed or 
held steady from the 2008 race until today, October, 2011. 
 

 
Sarah Palin 

In 2009 I wrote that Sarah Palin, while innately intelligent, is severely uniformed about the 
world.  She had a distorted, parochial and simplistic view of the world.  In addition she does not 
understand the workings of American government and is significantly ignorant about the U.S. 
Constitution.  I raised two intriguing questions of what I called the Sarah Palin phenomenon: 1. 
Why did she gain traction so quickly? and 2. What does it say about American politics in the 
twenty –first century?  (Schwartz, 2009). 
In relating the first question to 2011, why has Sarah Palin continued to play an important role as 
a central figure in national politics today in spite of the fact that she is not one of the candidates 
for the Republican presidential nominating race?  The answer in both 2008 and 2011 is because 
of a coalescence of the nature and needs of the national news media and Sarah Palin’s special 
talent in feeding off these needs and manipulating them for her own purposes. 
Sarah Palin is essentially a media made national politician.  Her particular characteristics of 
unusual beauty, being a woman, way of speaking that portrays the ordinary man or woman, 
coming from a rather exotic state of Alaska, having an interesting family that many can relate to, 
and penchant for stealing the public spotlight and playing to the media feed the nature of the 
modern news media. 
Today, the boundaries of the news cycle is diminishing, instantaneous news is generated without 
careful editing and editorial deliberation, and a public weaned on the electronic visual mode for 
information with rapidly diminishing standards of boundaries both in personal matters and 
privacy and content dictates the focus of the news media.  Because the archaic standard for 
excellence by the media themselves of being the first to break a story is irrelevant in the modern 
era of instantaneous world-wide immediate access to news and events, the media is focused on 
being the first to seek out a personal angle of subjects of interest for a story which gives them an 
exclusive.  This has evolved in the self-determining of status for excellence by the news media 
where seeking personal exclusives is rapidly replacing being the first in breaking a news story.  
This is an environment in which Sarah Palin is a perfect fit from central casting. She has the 
ability to place herself at the right place that separates her from the rest of the pack, thus 
becoming a target of attention, she says iconoclastic things demonstrating  profound ignorance to 
become a story in itself.  She has learned from the 2008 presidential campaign how to use props 
that only draw attention to herself and her message.  This includes wearing expensive and stylish 
clothes and impeccable make-up that enhance her natural beauty, and using her family members 
as side stories to continue the attention on herself if even in tangential ways.  Finally, she stays 
on message in which the repeated theme and use of buzz words and phrases become ensconced 
in the public mind. 
Unfortunately for Palin, her ignorance, lack of knowledge, propensity for gaffes, inability to 
show humility and admit mistakes, and sometimes cold-hearted calculated mean demeanor has 
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weighed heavily on many in the general public except for her most diehard supporters and the 
news media that constantly clamor for a story that will capture the attention of their audience and 
thus separate them from the pack.  A good example of this is the carnival atmosphere created by 
the news media hounding Sarah Palin’s bus tour arriving at places garnering the national 
spotlight in the Republican race for the party’s presidential nominee.  The media concocts the 
focus of her tour as a signal of a possible Palin entrance into the race for the presidential 
nomination.  Palin plays into the national news media’s insatiable thirst by using a bus tour to 
maintain national attention focused on her that allows for all sorts of money making 
opportunities to expand her fortune and power.  
Palin’s significance in the 2011 body politic is to enhance the public’s increasingly desire for 
form over substance, ignorance and simple solutions in an ever increasing complex and 
incomprehensible world, and doctrinaire focus at the expense of rationality and common sense. 
In a lightning fast paced and increasingly electronically controlled world fueled by economic 
chaos, simple explanations trumps rationality. Form and presence overrides sensibilities of 
reality. 
Palin’s emergence from this chaos was inevitable.  She only feeds this public reaction and is fed 
by it.  This is contributive to the increasing irrelevancy of the Republican party as a possible 
party of governance.  If Republicans take over the national political governing institutions, either 
this far right conservative strain dominating it will disappear, or the Republican party as it has 
been known will disappear.  Any major realignment will result in a major structural overhaul of 
governance. 
 

In my original paper I describe John McCain as an enigmatic figure where his entire life has 
been one of extremes and contradictions.  He is “intelligent yet at times blindingly reckless, 
empathetic and cruel, reflective and impetuous, prone to claiming the moral high ground while 
stooping to the depths of hypocrisy, conciliatory and combative; above all is “…his perception of 
a world as a constant struggle.”  Finally I wrote that in his entire career he has tried to create an 
image of honesty, straight talk, honor, and duty to one’s country, yet his behavior at times is 
hypocritical to those ideals, as he is largely subsumed with blind ambition. (Schwartz, 2009). 

John McCain 

Little has occurred since the 2008 presidential campaign to question this description.  John 
McCain built his political career on an image he fostered of always speaking honestly—a straight 
talker, possessing strong character, being an unrivaled patriot, and one who always takes the high 
road even to the point of being an unpredictable maverick.  In addition, he projected the persona 
of a true American hero.  As I wrote in my first article and subsequent events since the 2010 off 
year campaign prove, his behavior has demonstrated the falseness of all of these traits. 
(Schwartz, 2009). 
Deception and manipulation is an inimical part of a competitive democracy in which the general 
public is largely uninformed and misinformed.  One cannot represent a constituency when its 
views are varied and still satisfy enough to get elected without continually performing a hide and 
seek act.  Political success necessitates making enough people think you agree with them while 
you are really backing a polar opposite viewpoint.  Therefore politics in a democracy becomes an 
art of deceptive projected positions.  Politicians have always lied, shaded the truth, misled 
constituents, and obfuscated and manipulated their true positions. 
But, what is new in politics in the twenty first century is the rapid access to communication 
which reveals historical behavior of politicians and their utterances.  With the age of the internet, 
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fact checks of their claims can be instantaneously revealing and corrective.  With the ease of 
communicating by way of the internet, what a public figure says can spread like wildfire 
throughout the world within minutes.  Many politicians, particularly on the right of the political 
spectrum do not fully understand that this is a game changer in the game of politics both in the 
short run and the long run.  The reality of the Obama presidency is that his Republican opponents 
in Congress continue to say obvious lies and take positions that they opposed in their previous 
political careers.  Labeled hypocrite, liar, unpatriotic, childlike, untrustworthy, polls show have 
seen the lowest esteem rating of Congress by the public in history.  And, it has tarred the whole 
institution of Congress specifically, including members of both political parties, and government 
in general.  The notion that this state of affairs, where the citizenry lose confidence in their 
governance and governing institutions weakens their ties to society and threatens the democratic 
character of it,  means little or nothing to politically conservative leaders.  The modern American 
trait of satisfaction with instant gratification at the expense of long term prosperity and stability 
trumps reason and sensibility. 
John McCain’s behavior since the 2010 presidential campaign demonstrates he is in lockstep 
with the politically conservative members of his Republican party.  His campaign for reelection 
to the senate from Arizona in 2010 illustrates this.  In 2010 the radical conservative Tea Party 
tide was sweeping the Republican Party.  This was particularly so in Arizona where its 
Republican governor, Jan Brewer rode the tidal wave by promoting a radical anti-immigration 
bill.  A former conservative Republican congressman challenged John McCain in the Republican 
primary. 
In order for McCain to win reelection he felt he needed to change his political orientation and be 
a part of this radical conservative tide, thus he would stave off his Republican challenger.  
McCain abandoned his principles, previous positions, and even his image.  As a moderate 
Republican who claimed to be a maverick, particularly when it came to issues protecting citizen 
rights, changed his position of supporting immigration reform to one of being in favor of 
protecting and sealing the border and approving of illegal immigrant crackdowns.  He denied 
that he was ever a maverick, even when clips were shown after his denial where he said he is a 
maverick. ( Montopoli) He withdrew his previous support for promoting climate change 
legislation. His reputation for principled positions and political integrity and honesty was 
sacrificed because of his driving ambition to be reelected.  Following his loss in the 2008 
presidential race, he was consistent in his dislike of whoever was his opponent and failed to 
cooperate with the new president even though he publicly offered his cooperation.  He brooded 
and seemed to publicly disappear, casting aside magnanimity in defeat. This behavior is not 
uncommon for the loser in a presidential race.  However McCain seems to have lost his zest for 
combat in the Senate and has rarely been outspoken. 
McCain was a changed man following his presidential loss.  He now seems to vacillate between 
his previous maverick image of being consistent to his principles and fitting in to the radical 
conservative trend sweeping his party.  For example, in taking to the floor of the senate, he 
castigated some of the absurd ideas and behavior of some tea party Republicans who rejected 
any plan for raising the debt ceiling. Yet, while he was not in favor of large scale intervention in 
Libya, he criticized Obama following the fall of Gadhafi for not engaging early with 
overwhelming force.  
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Other than his remaining more in the background in the Senate than before his 2008 race for the 
presidency, his behavior since then validates the true image of McCain that I demonstrated in my 
first paper. 
 

The changes in Barack Obama from a presidential candidate to a sitting president three years into 
his term are the most difficult of the three candidates (including Palin and McCain) in the 2008 
presidential campaign to evaluate.  President Obama seems to be an enigma.  While the role of a 
campaigner and the role of a chief executive are distinctly different requiring different tasks and 
different goals, the character, personality, and public persona are essentially the same.  Yet many 
would agree that Obama the campaigner and Obama the governor seem to be two somewhat 
different people.  Is it because what we saw in Obama the campaigner reflected what we wanted 
to see, an African-American attempting to make history doing the improbable, becoming the first 
African-American president possessing the abilities to succeed once in office?  Has the 
presidency changed or modified the man?  He relied on first rate professional political advisors 
resulting in the running of a superb and successful campaign.  Did this overshadow a weakness 
in his ability to successfully politically interact with his political colleagues, both his allies and 
his adversaries?  In spite of his friendly demeanor, he maintains a certain aloofness that inhibits 
close personal working relationships with other politicians. 

Barack Obama 

How can Obama the presidential candidate and Obama the president be compared and 
explained?  Certain contrasts stand out.  As a campaigner, Obama was articulate and even 
eloquent at times, comfortable, seemingly nonplussed and relaxed yet energetic. He was able to 
successfully adjust when problems arose.  His timing and willingness to take advantage of his 
adversary’s mistakes were perfect.  As president, Obama has been rather professorial and at 
times eloquent, yet in the beginning he was overexposed and in other instances aloof.  He has 
consistently failed to take advantage of his adversary’s mistakes, almost seeming to distaste the 
battle of politics to move his agenda.  He has been adept at beginning political battles from 
positions of strength and finishing with compromises demonstrating weakness, thus encouraging 
his adversaries to continually test his resolve. He has been bested by members of congress who 
were his intellectual and moral inferiors, much to their own surprise.  The only president in the 
modern era to exhibit this trait was Jimmy Carter.   
Obama’s passion has seemed to diminish and his anger strangely contained making him appear 
rather stoic.  His common tag line became ‘No Drama Obama’. (Drum) His reactions toward 
outrageous behavior by his opponents who have attempted to demean and diminish the Office of 
the President are shortsighted, with serious implications beyond his presidency.  The 
unprecedented Birther Movement tacitly encouraged by some Republican members of congress 
represents the expression of their belief in the social unacceptability of an African American or a 
perceived Muslim as president. (Gawker) The Speaker of the House of Representatives, John 
Boehner, rejected the President’s request to speak before a joint session of congress on the date 
the President requested.  The Speaker had absolutely no valid reason for his rejection.  Obama 
acquiesced to the Speaker, thus symbolizing the President of United States acceding to the 
demand of the Speaker of the House of Representatives, and further diminishing the Office of the 
President.   
In my original article, I contended that Obama possessed presidential qualities and characteristics 
and has emerged at a crucial time in American history to possibly become among the greatest of 
American presidents.  In this he would join Washington, Lincoln, and Franklin Roosevelt.  In 
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comparing Obama’s first three years in office with those of Roosevelt, there are some striking 
resemblances.  Both were elected during and largely because of a financial crisis.  Both followed 
Republican conservative presidents who had no grasp of an economy teetering on the brink of 
collapse that they were largely responsible for contributing to and possibly creating.  Both 
campaigned by offering hope for a new beginning.  Both had seen their Democratic Party 
become the majority in both houses of congress replacing Republican majorities with their 
election.  In Roosevelt’s first 100 days and in Obama’s first year and a half, they both achieved 
significant legislative accomplishments including some success in promoting the improving 
economy.  In fact, Obama achieved more legislative successes which may eventually be judged 
to have brought more significant changes to American society than any modern American 
president since Lyndon Johnson and comparable to Franklin Roosevelt.  Obama’s health reform 
legislation goes a long way toward providing accessible health care for most Americans and will, 
I predict, equal and supersede Medicare in significance with the passage of time.  Obama 
succeeded where Theodore Roosevelt, Franklin Roosevelt, John F. Kennedy, Lyndon Johnson, 
Richard Nixon, and Bill Clinton all failed. (Goodridge)  Obama’s success in legislating full 
rights for gay Americans to serve in the military will rank with Truman’s desegregation of the 
American military, the 1964 Civil Rights Act, the Supreme Court’s decision mandating the 
desegregation of public schools in Brown v The Board of Education in Topeka Kansas, the 
Emancipation Proclamation, and the granting of universal suffrage to women in the Nineteenth 
Amendment as the greatest civil rights actions in American history. 
Obama correctly realized that probably his greatest success in achieving the precedent of 
providing universal health care for all Americans could only be accomplished during the 
beginning of his first term while his popularity was at its highest and his opposition was 
disorganized and reeling from their huge defeat in 2008.  Yet this focus diverted some attention 
away from his continuing battle with a declining economy.  Ironically, it is possible that while 
his signature legislative achievement will eventually mark the high point of his presidency, 
ultimately it may have guaranteed a one term presidency.  However, though, the economy would 
eventually spring back but achieving the precedent of universal health care legislation might 
never have occurred for the rest of the century. 
While Obama was, like Roosevelt, the central figure dominating American politics during these 
first two years, something happened to change his fortunes.  Unlike Roosevelt, the Democratic 
Party lost control of the House of Representatives in the off-year elections.  Like Roosevelt, 
Obama evoked hatred bordering on hysterical paranoia with many in political opposition 
resulting in the questioning of the legitimacy of his presidency. Obama the Muslim, 
‘Roosegevelt’ (Roosevelt) the Jew.  Sound familiar?  Most importantly, however, unlike 
Roosevelt,

What happened?  Roosevelt, while not an intellectual, was a patrician yet he was comfortable 
with the rough and tumble world of New York politics.  He successfully connived, 
outmaneuvered, and outwitted his political opposition which enabled him to continue his 
legislative achievements in the second two years of his first presidency. (Wills) The Supreme 
Court, not congress was his major nemesis.  Obama demonstrated less acumen in dealing with a 
Republican controlled House.  He eschewed brawling legislative battles.  While cutting his 

 Obama has not been able to successfully meet this challenge of rabid opposition and 
still continue to achieve legislative success.  Also, while Roosevelt was able to stem the decline 
of the economy, if not reverse it, under Obama it has slowly but steadily worsened. Ironically it 
was a war that enabled Roosevelt to end the depression yet it was two wars that have only made 
our present economy worse by increasing our deficit and national debt. (Goodwin) 
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eyeteeth in the wild ways of Chicago politics, he was distinctly uncomfortable with it.  He 
thought his charm and intellect together with reason would eventually result in legislative 
compromises with the House Republicans.  Most importantly, he had not fully appreciated and 
understood the severity and implications of a fundamental radical conservative shift in the 
Republican Party. 
 While Roosevelt’s Republican opposition in congress was just as ideologically determined as 
Obama, it was still committed to the established institutional processes and culture of 
governance.  Traditional social and political conventions were observed.  But Obama has been 
dealing with a dysfunction in American governance that began years before he was elected to 
office.  Civility, a modicum of honesty, collegiality, governing by compromise and not seeking 
total destruction of your opposition became a thing of the past. A new paradigm of Washington 
politics developed, exacerbated by the political successes of the Tea Party.  Furthermore, the 
political party in America continued a trend of many years to be largely irrelevant as a 
mechanism for control of destructive and outrageous behavior of some of its more erratic 
members.  Relatively weak congressional and party leaders have particularly hit the Republicans 
very hard. 
Given this dysfunction in the governing process, Obama so far had failed to adjust to finding 
ways to advance his legislative agenda.  One such strategy, appealing directly to the American 
people to become an important pressure point, has had limited success. At the time of the writing 
of the article, Obama once again has undertaken this strategy to convince the American public to 
pressure the congressional Republicans to pass his American Jobs Act. The notion that began 
largely with Ronald Reagan- that big government is bad- in which many of his followers have 
interpreted to mean all government is evil, (Cannon) has taken stronger root in the American 
psyche, This was fueled by the great uncertainties and fears of the weakest American economy 
since the Great Depression.  Whereas Roosevelt was able to transform the American sense of 
despair and hopelessness to newly found confidence for the future through his legislative 
programs and his ability to convey his message through the force of his personality, Obama has 
not.  The irony is that Obama’s principle theme of his 2008 presidential campaign was hope for a 
better future. 
Presidents get praised when circumstances in an economy beyond the control of any one person 
result in prosperous times due to a peak in the business cycle.  They get blamed when the 
business cycle is in a downswing and Americans are hit hard in their pocketbooks.  While any 
president cannot completely control events in a cyclical economic system, the steps and policies 
they take and adopt can influence the direction and length of duration of the business cycle. 
There is no question that the economic policies of Obama in the first year of his presidency 
prevented an economic collapse that was sure to result in a depression.  In his second year in 
office, the economy grew slightly.  But in late 2010 and for most of 2011, the economic recovery 
has slowed, only exacerbating the economic pain felt by many Americans.  It is now recognized 
that the steps that Obama’s economic team thrust on the country at the beginning of his term may 
have halted the economic slide, but miscalculations they made ensured that significant recovery 
and growth would be slowed and become minimal, lasting throughout his first term.  They 
miscalculated the depth of the economic downturn, which was three times greater than their 
calculations. (Wilson) Thus, the stimulus program and spending needed to be at least twice as 
large in order to stimulate significant job growth and economic production.  The 
Administration’s bailout of the banks failed to include demands that the banks make housing 
loans readily available to stimulate growth in the all important housing sector.  They also failed 
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to demand that those banks bailed out should revise the terms of outrageous mortgages to people 
not able to afford them, thus leading to a plethora of foreclosures.  And finally, the Obama team 
did not demand greater legislative regulation to prevent the “banksters” and Wall Street from 
continuing wild speculative practices which led to the economic crisis.  As a result, new scandals 
have emerged in the banks’ handling of foreclosures and the credit rating agencies are still paid 
by the very banks they rate.  Not only did all the major credit rating agencies greatly contribute 
to the economic bubble by giving top triple A ratings to banks wildly selling speculative 
securities and mortgages, but the downrating of the United States government by Moody’s 
resulted from their profound ignorance not only in the actual debt of the United States but also in 
the safety of the Federal government as a debtor nation. 
Even though the Democrats controlled both houses of congress during the first two years, Obama 
had to be careful in courting some of his congressional allies who represent disparate interests.  
Obama, taking a lesson from the Clinton health bill fiasco, let congress craft the bill with the 
President’s input and guidance. (Calmes) The Democrats crafted a health care proposal that most 
of its members could support.  The process was long and messy, but in the end, Obama had the 
necessary Democratic support to prevail. Obama, by reversing his early tactics took control the 
development of economic programs including the Jobs Bill, and the final agreement in raising 
the national debt coupled with deficit reductions.  Democratic congressional support has been 
more problematic as they played a secondary role in deliberations unlike their major role in 
crafting the Health Reform Bill. 
Partisans, particularly those party identifiers who are strongly committed to a particular issue, 
fulminate that Obama should get tough to ensure that congressional Democrats are in lockstep 
with his economic programs, like the Republican members of congress who have been unified in 
opposing almost everything Obama proposes.  However, the nature of both the Republican and 
Democrat political parties is that of a broad coalition of people with diverse views and interests.  
They comprise conservatives, liberals, radicals, and moderates.  Members choose the party 
where certain core values better fit those of their own or because the environment of a member 
influences their choice.  Traditionally, neither party in congress captures all of their members on 
a particular issue.  For instance, Blue Dog Democrats represent conservative states and must 
navigate a fine line on many issues.  Obama’s proposal to eliminate subsidies for oil companies 
cannot be supported by Democratic Senator Mary Landrieu of Louisiana, an oil producing state 
where she is politically dependent on Big Oil’s financial support.  In the 1950s and1960s, 
Democrats in congress could not expect Dixiecrats-southern Democrats-to support civil rights 
legislation, including such otherwise liberal titans as Senators William Fulbright and Sam Ervin 
The Republicans in congress during the Obama presidency were ripe for change following their 
spectacular defeat in the 2008 presidential and congressional elections.  The development of a 
group within the Republican Party, The Tea Party Movement, filled a vacuum and soon captured 
control of the Republican Party.  This movement, together with long-time anti-tax advocate 
Grover Norquist, required Republicans to sign a pledge to never support raising taxes. It has 
resulted in a unity among Congressional Republicans rarely seen before.  Dynamics within the 
Republican Party have led to a unity between its congressional members while Obama, a sitting 
president, presides over more independent Democratic members of Congress.  Whether future 
elections will change the dynamic within both the Republican and Democratic Parties remains to 
be seen. 
One distinguishing feature of President Obama that he shares with both Franklin Roosevelt and 
Abraham Lincoln is that he has proposed large scale and risky programs that will impact 
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American society long into the future.  Many presidents are content to deal with smaller scale 
solutions to immediate problems because it is easier to reach an agreement with a coalition 
including members of both parties.  President Clinton tried to develop a long term solution to 
medical care but failed.  The rest of Clinton’s two terms will not be remembered for their far 
reaching impact on American society. 
Examples of Obama’s longer term approach can be seen in his attempt to make some 
fundamental changes to our economy.  He largely failed to pull it off, yet establishment of the 
Consumer Financial Protection Bureau, (Lewis) also known as Dodd-Frank, while facing strong 
political opposition.  This has the potential of remaking the American economy with focus on the 
rights and needs of consumers.  Obama went along with the Republican’s attempt to couple a 
Debt Agreement with deficit reductions.  Although this set a dangerous precedent, Obama 
attempted and failed to achieve a large long-term solution to the deficit problem.  He has also 
toyed with finding permanent solutions to the unsustainable cost of Medicare and Medicaid and a 
restructuring in financing Social Security to make it permanently solvent.  Finally, together with 
his Jobs Program proposal, he has attempted, as of this writing, to permanently restructure the 
favored economic position of the wealthy and again to significantly cut the deficit. 
Franklin Roosevelt and Abraham Lincoln were superb politicians.  Obama masterfully nurtured 
the policy allowing gays to serve in the military with political legislative success.  In spite of the 
urging of gay political activists for Obama to put approval on a fast track, Obama deliberately 
created an environment for key institutional players to come out in favor of gays serving in the 
military with minimal pushback.  While this slowed down the process leading to its passage, it 
all but demolished the not inconsiderable opposition, including many in the higher ranks of the 
military.  Obama adroitly labeled the issue as one of civil rights and he eventually prevailed.  
Unfortunately it disillusioned some in the gay community which resulted in a lower turnout in 
the off year elections that may have contributed to the Democratic defeats. 
Obama has taken on the inevitable impossibility of passing any meaningful legislation to 
improve the job and economic climate and focused on an intransigent Republican House. He is 
attempting to shift the blame for the sluggish economic picture onto the Republican 
intransigence to directly propose job creation programs other than the failed notion that reducing 
taxes on the very wealthy will cause them to create jobs.  Since reducing unemployment by more 
than 1% by the 2012 presidential election is probably impossible, Obama’s strategy of blaming 
the inaction of a Republican congress for the situation will become his main campaign strategy 
in refocusing economic blame for the poor economy from him and towards the Republicans.  If 
Obama is successfully reelected in 2012, his master political skills and machinations will 
resemble shades of Franklin Roosevelt. 
The realization seems to have finally set in that Obama’s first term will largely be a two and a 
half year legislative term. The rest of his term will primarily see the president in campaign mode 
preparing for the 2012 presidential election.  Obama, who has always seemed more at ease and 
more spirited and challenging as a campaigner than as a chief executive or manager, will attempt 
to shore up and satisfy his base and continue to hammer away in attacking his Republican 
opponents in congress and the eventual Republican nominee for president.  He must overcome 
the negative perception of the American public, as seen in his precipitous drop in their 
confidence in him to lead this country and as being a nice guy but not a strong leader.  He must 
overcome the increasing lies and distortions by Republicans that have dominated the landscape 
and have begun to take on an air of truth in the public’s mind.  He must get personal, and like the 
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successful strategy used in his 2008 campaign, he must pound into the American psyche the truth 
in forcefully answering every lie and distortion.   
Americans have traditionally admired a tough leader and fighter, one who takes and leads the 
charge.  He must counter charges with concrete evidence of the truth that resonates with the 
public, particularly those who are independents, those likely to vote for a sitting president no 
matter whoever he/she is, and those who constitute the Republican underbelly of moderates 
disenchanted with the direction of their party and its presidential nominee. 
The Republicans keep being the gift that just keeps giving.  Their stances increasingly are 
rejected by the public.  These includes attacks on entitlements such as Social Security and  
Medicare/Medicaid,  preventing timely aid to those multitudes suffering from recent natural 
disasters  by demanding that assistance be coupled with large cuts from hallowed Democratic 
programs, and insisting on tax cuts for the wealthiest as a means to providing jobs. (Smith) 
Obama must give the public a reason to vote for him while presiding over the worst economy 
since the Great Depression with little prospects of improvement in the near term.  This must be 
done by his drawing a distinct contrast between himself and his radical opponents.  This can only 
be done by strongly attacking his opponents’ positions directly and making the public realize that 
they increasingly agree with his proposals and vehemently disagree with those of the 
Republicans.  This is the way to counter his opponents’ lies that have taken on a life of reality 
and truth of their own.  He needs to continue to bring his counter arguments to the people in a 
direct, forceful, and dynamic way.  He must continue be in campaign mode.  This is what 
Franklin Roosevelt would do.  This is what Harry Truman would do.  This is what Abraham 
Lincoln would do.  This is what Barack Obama has begun to do.  This must be sustained. 
Can it be done, given that Obama has been somewhat of an enigma in at his first three years of 
his Presidency?  Deliberate, cautious, a seeker of rational compromise, a long range visionary 
dictating his legislative and programmatic initiatives, Obama possesses some of the necessary 
ingredients for a history making presidency.  Yet, his tendency for aloofness and relying largely 
on his small coterie of advisors at the expense of broadening his outreach with his own party 
leaders, and his difficulty in using his affability to cement reciprocal personal political relations 
with both Republicans and his own Democrats have made his journey as President more rocky 
and tentative that one would or should expect.  Obama the campaigner in 2008 seemed to make 
every political move turn golden.  Obama the President by 2011 has traveled a more uneven 
road.  The mark of a truly great president is one who is able to surmount great odds and 
roadblocks and successfully transform a vision others see as unreachable into permanently 
moving the country further along to economic, political, social and global success.  The 
challenge for Obama to fulfill his promise as being a great president will be determined by his 
ability to shatter the enigma and become a clear and forceful leader personalizing the challenges 
surrounding him and putting aside his more reasoned and deliberative proclivities. The place of 
John McCain and Sarah Palin will hardly merit a footnote in the future landscape of the 
American polity.  The extent of the shadow of Obama looming over these two opponents and his 
ultimate place in American history will be determined by his transformation and adaptability in 
the next year and a half overseeing a stagnant economy and attacked by duplicitous opponents.  
If elected to a second term, his ranking in the pantheon of presidents will be determined by his 
presiding over Democratic majorities in both houses of congress.   
The presidential election of 2012 will be a transformative election for American governance.  
Congress has an all time lack of support by Americans.  History has demonstrated that despite 
American dislike of congress, most like and support their own congressperson.  Obama’s first 
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term demonstrates that in 2012 he needs to have Democrats in control over both houses in 
congress to push his agenda and America forward.  This necessitates the Republican Party losing 
control of the House while the Democrats retain control of the Senate.  If Republicans win the 
presidency and both houses of congress, thus strengthening is rightward shift, turmoil is sure to 
reign in the next four years as the continued greed of corporate America and their control of 
governmental leaders will inevitably see a widening of the already record disparity of wealth 
resulting increasingly in class warfare.  If they lose both the presidential race and control over 
both houses of congress, there will be a transformation in the Republican Party with a severe 
setback for the Tea Party movement and the rightward drift of the party. 
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Abstract 
 Many college students, from across the United States, will have the opportunity to 
experience other cultures through overseas programs that are offered at their respective 
colleges and universities during their tenure on campus. 
These educational and service programs (often called “Travel Abroad” or “Semester 
Abroad”) have the potential to be beneficial for both the students and the cultures/peoples 
they come into contact with. However, the opposite may also be true; the experience 
could be detrimental and even dangerous for those same people if adequate preparations 
are not considered.   
 Preparing students for the mental and physical challenges that they will encounter 
during their travel abroad must be a top priority for the administrators of international 
programs.  A mandatory preparation phase, that occurs before the trip commences, can 
alleviate anxiety and prevent problems that may arise. The depth and quality of such 
preparatory programs is a critical element to the success for all those involved.  
 Facilitating 12 years of international travel programs for college students, and 
conducting research on the perceptions of student readiness led to the writing of this 
paper. Insights and data from four international travel destinations (India, Ecuador, Peru 
and Bolivia), along with current research, were used to facilitate important considerations 
regarding our pre-departure travel abroad programs. 
 The goal of this paper is to share data, insights, and findings with others who are 
interested in being intentional about building a sound program for travel abroad that is 
mutually beneficial to all those involved. 

 
Going Global: Preparing College Students for Travel Abroad 

 Sending students around the world through study-abroad travel programs has been 
a popular and highly valued option at Alma College. Most participants later note that 
their experiences in these multicultural locations leave a lasting impact on them and 
change their perspective of the world. These programs also allow students to gain an 
international perspective that is impossible to duplicate in any classroom setting or virtual 
tour. Boyd (2004) concurs, “Simulations cannot be compared to study abroad courses…” 
(p. 67). I firmly believe that studying abroad is an extremely effective way to improve a 
student’s ability with foreign language, develop a deep understanding of other cultures, 
and awaken an awareness and appreciation for life in our own country.  

This paper endeavors to help individuals who are interested in improving or 
developing a pre-departure program for students interested in traveling abroad. I start by 
providing the reader with points and/or issues that help lay a solid foundation for any 
travel abroad program. Lastly, I offer a pre-departure schedule, complete with eight 
sessions, that has worked well for me over the past 12 years in my short and long term 
travel abroad experiences.  
 My international studies experience has overwhelmingly shown that students who 
travel abroad gain a better grasp of the world in which they live and their place in it. 
Countless times, I hear personal accounts from students who explain that their travel 
experiences helped them realize how fortunate they are to live in the United States, and 
that they no longer take things for granted like family, food, safety, and sanitation 
conditions. At the same time, students often realized that their perspective of the world 
was very limited, and this change in thinking often changed their lives. In essence, life no 
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longer revolved around the students themselves, or was focused on the American habits 
they had grown accustomed to; their experience provided them with a new understanding 
and appreciation for the life they live, and built a greater sense of openness and 
acceptance for others in this world (McGowan, 2007). Zhai and Scheer (2002) concur 
and state that students often, “…saw how much the United States influences other 
countries” and “…gained appreciation, respect, and understanding of their host country 
and culture” (p.26). They go on to claim that “ 75% of the students believed that their 
study abroad experience was a great confidence builder for them; the confidence came 
from being able to survive in such different countries, the coping and travel skills they 
gained, and the ability to share their experience and knowledge with others.” (p.25) There 
is no question that increasing college students’ global awareness through travel abroad 
programs has benefits for those involved.  
 Offering our students these incredible opportunities can be valuable and 
rewarding, however, we must be very intentional about our preparatory programs in order 
to insure that our students get the most out of their experience. If we fail to adequately 
prepare our students, the trip may lack purpose and also be potentially detrimental or 
even dangerous for the student, their host family and others as well. Tritz (1997) 
understands this point and suggests that the success of the international experience is 
highly dependent upon the preparation that students receive before they travel abroad. 
Carey (2002) goes on and notes that we must have “intelligent preparation” to make sure 
that the students’ experiences are successful and satisfying.  I whole-heartedly agree with 
both Tritz (1997) and Carey (2002) and suggest that “intelligent preparation” must begin 
with a close look at the specific resources we have access to in our own International 
Studies Office on campus. 
 A solid pre-departure program should initially begin with an investigation into 
what types of resources are available at our own institutions. Many faculty members or 
group leaders are unaware that specific resources are available on campus, but most 
colleges do have some sort of  “International Office” that may have already developed an 
appropriate foundation for any pre-departure program. At Alma College, the International 
Office has a seven-step procedure that can be used by students who travel abroad. 
Students will: 

a. Research and select a program of interest and officially registrar 
b. Complete initial forms (basic information) 
c. Give detailed information regarding eligibility and safety: emergency 

contacts, GPA, financial considerations, medical release,  disability and 
background check to identify problems such as alcohol/drug abuse or 
mental health issues (while on campus) 

d. Meet with director of Off Campus Program to initiate application process 
e. Attend a mandatory orientation 

 Utilizing the International Studies Office has helped me to identify and prevent 
many potential problems in other ways than those mentioned above. At times, some 
countries are placed on a travel advisory list, indicating that there may be a potential 
danger for American citizens, and the International Office is constantly updated with this 
important information. Another potential problem, that leaders may overlook, is the 
mental health of students who travel abroad. College students may seek assistance in this 
area during their travel time, and it is critical that we are prepared to help. Christiana 
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Groth, a risk analyst for United Educators, which insures more than 800 colleges and 
providers, claims that when students go abroad “stresses are likely to intensify and access 
to quality (mental health) care may be limited”. In fact, in some countries, certain 
medications (such as Adderal which treats attention deficit/hyperactivity) are banned. 
Therefore, anyone traveling abroad with a preexisting medical problem should always 
carry a letter from the family doctor that explains the condition and lists prescription 
medications and the generic alternative to those drugs. During travel abroad, medications 
must be packed in their original containers and clearly labeled. Students and their 
families should also check with the foreign embassy of that country to be sure required 
medications are not considered narcotics and are therefore illegal. The following sites can 
be very useful for finding more information about medical concerns.  
• http://travel.state.gov/travel/tips/brochures/brochures_1215.html  (For general 

information about each country regarding medical treatment, filling a prescription, 
and access to a U.S. consular to help assist in locating medical services.) 

• http://www.state.gov/s/cpr/rls/dpl/32122.htm  (For information regarding preexisting 
medical problems and if required medications are considered illegal.) 

Medical concerns must be an issue that group leaders are prepared for, and the 
International Studies Office can be a tremendous help. Another valuable role is that of 
crisis management. One recent example was during my May 2011 trip to Peru; a female 
student became extremely dehydrated and needed immediate medical attention including 
an IV. Our International Studies Office was paramount in communicating with insurance 
companies and keeping parents informed during this difficult time.  What was especially 
helpful was the plan of action that had been developed before

Considering the growing popularity of short-term study abroad trips, and the 
potential pressures to quickly recruit students into these programs, there may be a 
tendency for leaders to develop travel abroad programs without adequate preparation. 
Patricia Martin, associate director of study abroad at the University of Pennsylvania has 
seen this tendency and states, “there is such a rush to do things…without looking at the 
infrastructure…you have to support it.”  The importance for leaders to give full 
consideration to adequate preparation, starting with on-campus infrastructures like an 
International Office, is vital. Being fully prepared, before leaving the country, is a great 
place to start, even before the packing begins. 

 we left. This put all of our 
minds at ease in knowing that lines of communication were open, there was an effective 
plan in place, and that anyone involved could get the help they needed. I have greatly 
benefited from the expertise and wealth of knowledge that the International Office 
provides, and strongly recommend that any trip leader examine this resource first.  

A second important aspect of any pre-departure program involves the idea of 
developing critical reflection strategies with the students. Teaching them how to “pack” 
(being able to develop critical reflection skills before they go), and then “unpack” (using 
those skills to identify key points that enhanced the success of their international 
experience) can make a world of difference. When I talk to my students about “packing” 
and “unpacking” for the trip, I am referring to their ability to critically reflect in ways that 
can positively impact their lives, including future plans. If the students are not given a 
chance for deep and meaningful times of reflection, they may have difficulty expressing 
the impact that the experience made on their lives. These students may claim that it was 
“fun” and the overseas trip felt like a “vacation” and they “learned a lot”, but they have a 
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harder time expressing deeper and more important issues. If, however, students are able 
to connect their travel experience to “contexts” (such as work or personal growth areas) 
and apply what they learned, then the benefit will be to the fullest. In order to do this, 
students must be guided toward pre-established points, and asked key questions during 
purposeful discussion sessions of “packing” before they go in order to clearly focus on a 
deeper and more meaningful purpose. They then engage in an “unpacking” workshop 
when they return home, so that they can critically reflect on those points with a new 
perspective. These purposeful times of self-reflection can relate positively to their 
personal growth, and even their future employment. 
  A research brief developed by CERI (Collegiate Employment Research Institute  
-Research Brief 1-2008, Michigan State University) rightly claims that many colleges 
advertise the importance of travel abroad for future work opportunities, especially during 
times of recruiting or hiring. However, current findings by CERI also suggest that 
employers actually put a low

In a survey, completed by CERI in 2004, 450 employers were asked to identify 
specific traits that made some recent hires (those who had international experience) 
different from others (those who did not have international experience). Four traits were 
considered highly valuable, including:  

 importance on study abroad as compared to other activities. 
Many assume, including international study abroad offices and trip leaders, that having a 
study abroad experience naturally benefits students on the employment front. CERI’s 
data, however, indicates that most students are unable to articulate their international 
experience in ways that are meaningful to employers and suggests, “study abroad has 
value to employers but students must unpack or critically reflect on their international 
academic experiences and reframe their stories in the context of the workplace” (Pg.2). 
The focus must be on behaviors and competencies, not just the experience itself.  

• Ability to interact with people who hold different 
interests/values/perspectives  

• Understanding cultural differences in the workplace 
• Adapting to situations of change 
• Gaining new knowledge from experiences 

Employers also suggested that recent hires with

• Ability to work independently, 

 international experiences excelled in the 
following ways, as compared to their peers without the experience: 

and
• Being able to undertake tasks that are unfamiliar/risky 

 yet effectively with others 

• Being able to apply information in new or broader contexts 
• Identifying new problems/solutions to problems 

Employers were very clear in stating that simply traveling abroad did not 
guarantee that these competencies would develop, but the value of the study abroad 
program depended on the ability to reflect on the experience and apply it to a work 
situation. In order for this to occur, students must attend workshops or seminars where 
they participate in focused activities that identify and foster appropriate behaviors and 
competencies gained during the travel experiences. CERI’s re-entry program, Unpacking 
Your Study Abroad Experience, is a workshop that lasts for approximately 2 hours. The 
following information is a brief account of a CERI workshop at Michigan State 
University for those that traveled abroad; students were given four items to focus on: 

• Skills and competencies that are important to employers (15-20 minutes) 
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-Shifting the focus away from academics and toward the workplace 
-Discussion about specific competencies preferred by employers 
-Key skills are defined in the context of the workplace 
-Skills/competencies associated with the study abroad are introduced 

• 
-Brief introduction of authentic reflective practices (10 minutes) 
Authentic reflective practice exercises (time varies, dependent on enrollment)  

-Students are given suggestions for engaging in real, not faked, reflections 
-Groups of students volunteer for a debriefing (unpacking) experience; key skills 
or competencies are practiced (30 minutes per student group) 

• 
 -After connections are made to personal career goals/interests, students typically 

can create a list of items describing knowledge and skills gained that they can 
incorporate into a resume or personal statement. 

Debriefing the unpacking exercises  

 -Each interview is customized to help the student think about their experience in 
new ways, tailored toward their intended career trajectory. 

 -The goal is to probe for depth, to help the student increase conscious learning, to 
transfer skills, and to articulate meaning backed with concrete examples that can 
be used in interviews with employers. 

• 
-Students participate in “unpacking exercises” with their peers. (This mimics the 
reflective steps that were introduced earlier by the leader.)  

Wrap-up exercises (30 minutes) 

-Students are taught ways to present skills/competencies on resumes and during 
interviews . 
These workshop ideas challenge the students to consider the deeper meaning of 

their study abroad experience, and analyze how it may have helped them develop 
academically, culturally, professionally, and personally. Though this style of debriefing 
or unpacking may not fit all pre-departure programs, I believe that reflection exercises of 
some sort are a critical component for any travel abroad experience.  

 Another foundational point for preparation involves clear and effective 
communication capabilities with parents and family members during the travel 
experience. Knowing that the availability of Internet access for email, and phone use for 
international calling will be different in foreign countries, the trip leader must develop a 
plan, well in advance. One resource that I have found very helpful is to create a webpage 
that can be accessed through Wikipedia. Dr. McNally, computer professor and colleague 
from Alma College, introduced me to this form of communication, and we trained our 
group of college students before leaving for a short-term travel abroad experience to 
Cusco, Peru. Students set up their account before leaving campus by creating a brief 
information page that included their career focus and goals for their trip. We included an 
introductory disclaimer stating that Internet access would depend on availability at our 
destination sites. Each day one student was responsible to write a travel log that 
documented our location, our activities, and pictures of things we experienced during the 
day. Parents could log onto the same site to learn what we were doing, view pictures, and 
read the dialog of what the students were experiencing.  It also allowed the leaders to see 
through the eyes of the student; their narratives and pictures showed us what they were 
learning and revealed their reactions to the country. These travel logs initiated daily 
discussions with our students, and were great opportunities to address the “packing” and 
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“unpacking” of information that they were gleaming from the trip. Parents could 
communicate with their son or daughter by making comments on the log, much like 
posting on a Facebook page. Dr. McNally stated,  
 "Probably the most important aspect of the Wiki was giving the students an 
 opportunity to express themselves during the trip, both textually and through the  

photos they were taking.  Families, friends, and the  Alma College community  
could follow along as we participated in South American culture." 

 I found the “Wiki” to be extremely user friendly and very beneficial for all parties 
involved. You may view more specifics and experience our 2007 trip to Peru by visiting 
the following site: www.mcs.alma.edu. You must choose: Spring Term Courses –Peru 
Spring Term 2009: STC 002: Language & Service in the Andes. While everyone is 
invited to browse the site, editing is restricted to class members only. 
 Another valuable information source, that can be easily overlooked, should be the 
advice of directors, educators and liaisons from the destination countries. I have had the 
pleasure to work alongside four different liaisons and directors of programs that we have 
utilized when traveling abroad in Peru, India, Bolivia and Ecuador.  The wealth of 
information that these experts shared was very helpful to me as I planned future trips.  
Each director was willing to complete a survey I created, that asked questions like:  

• “What do you see in American students, especially those from Alma College, 
that may indicate inadequate preparation for participation in your programs?  

•  “What concerns do you have about foreign students who come, and appear to be 
somewhat unprepared?” 

• “What advice could you give us for better preparing our students to travel 
abroad, with special consideration for your location?” 

Four main themes, or ‘recommendations’, emerged from these surveys, which impacted 
our students’ success as they traveled, and also spoke to the safety of the local people 
while our American students visited their schools, homes and marketplaces.  

 The first recommendation involved the need for students to know more about the 
heritage and history of that culture, including different behaviors. Cultural values and 
behaviors exist for good reasons; the more we understand them and show tolerance for 
the differences, the more we learn and grow. Initially, students may observe behaviors 
that differ from their own and react negatively. One example of this was evident in India: 
male friends often walk hand in hand as they converse in public. This made some of my 
students shriek in disbelief, simply because they did not fully understand the cultural 
norms for behavior. Another example was the difference in food habits, such as the 
Peruvian heritage of eating guinea pigs; some students turned up their noses to such an 
idea, yet others were willing to try new things without judging or criticizing. Students 
must realize that just because things may be different, they are not “bad”, “wrong” or 
“weird”. At the very least students must acknowledge their own personal need to develop 
patience and tolerance for cultural differences, without showing pride or contempt.  
 The second recommendation was being able to “roll with the punches” and 
practice flexibility during stressful times.  Many things can happen unexpectedly or 
differently than in the United States, and living in a different culture provides a great 
learning opportunity to practice patience. Most of our foreign directors indicated that the 
fast pace of the American lifestyle is often shown in our students’ attitudes. Too many 
times our students held unrealistic, American expectations for foreigners, like taxis that 
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arrived late, meetings that didn’t start on time, or food prepared in different ways. 
Students lost patience, which quickly led to frustration and then disappointment. One 
liaison stated that, “they (our students) might as well pack up and go home because they 
have unfortunately made an expectation we can not meet…we are not America, and we 
are not fast-tracked American people”.  
 The third recommendation simply focused on the lack of respect. The liaisons 
gave several examples when students did things that shocked their teachers, host families 
and international peers. The liaison from Ecuador stated,  “it is always the American 
student in our classes that puts feet up on the table, is dressed inappropriately, or just sits 
there while the rest of the class stands to greet the instructor for the day”. Another liaison 
gave the example of a student who went home to their host family in the evening and shut 
the door to their bedroom, isolating themselves away from the family, then went on to 
say that many “American students often complain about the food within ear shot of the 
host mom or dad in some format”. Showing a lack respect, to the point of rudeness, is 
unacceptable and reflects poorly on our country as a whole. 
 The final recommendation revolved around irresponsibility and immaturity with 
drugs, alcohol or unnecessary risks (such as walking alone at night) in unfamiliar 
locations, or with people they’ve just met. The liaisons expressed that most students (not 
just Americans) took risks with drugs or alcohol to a point that jeopardized their own 
safety, or that of their group. All liaisons and directors claimed that alcohol was the main 
factor in most negative student issues, and unfortunate incidents had occurred so many 
times that they “lost count”. They explained that when they had helped students through 
traumatic issues, like rape, robbery, lost passports, or unannounced visits from strangers, 
most had occurred due to students choosing to take unnecessary risks.  
 In order to minimize, as much as possible, the occurrence of these risk-taking 
behaviors, I have developed trip policies that my students must agree to follow. All of the 
previously stated research data should also be considered when formulating your own 
pre-departure schedules, which cannot guarantee student safety, but encourages them to 
be alert to certain things during their travels and to heed the concerns of experienced 
people who have seen unfortunate things occur. As you develop your own pre-departure 
preparation goals, consider these five by Grove (1989):  

• To help students focus on their own culture (values and behaviors) 
• To help students develop realistic expectations 
• To help ease pre-departure anxiety 
• To describe the program and system of expected behaviors 
• To give practical and logistical information 

 I would add four additional ones: 
• To allow students to research, examine, and compare cultural norms and 

behaviors associated with the country we are traveling to 
• To introduce students to some basics about the language spoken in our 

destination country 
• To create reflection time on identified issues, or “unpack” what they have 

experienced 
• To facilitate student reflection on and appreciate for what they have here 

in the United States of America 
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 After setting some clear goals, it is time to consider a schedule that allows ample 
time to achieve things mentioned thus far. I start early enough in the academic year to 
complete eight workshops that I deem as ‘critical’ for the students’ well-being and to 
build an understanding of the culture they are going to be experiencing. It is important to 
start early enough to allow time for student recruitment, chaperone training, travel 
arrangements, and finalization of trip finances. 
 Once the initial trip logistics are finalized, I begin the 8 sessions and 2 packing 
workshops (“How to Pack” and “Unpacking your Trip”). All sessions are mandatory and 
are completed before students travel. The goal of each sessions is to predict, discuss, 
reflect, and learn as much as possible before we travel. Each session lasts for 2 1/2 to 3 
hours, and typically has the following key components: 

• A main topic, including time for questions and answers 
• Guest speaker time may include: trip chaperones, students who have 

traveled with me in the past, the on-campus nurse, or local people who are 
also citizens of our travel destination 

• Time for language development/acquisition opportunities 
• A slide show, from prior trips, to show visual representations of our 

destination. 
• A group presentation by the student participants over pre-assigned 

segments, such as: geography, education, flora/fauna, specific sites of 
interest, economics (the topic usually matches each student’s area of 
interest or career choice) 

The following is a more detailed itinerary that I have used in the past, and is easily 
achievable if your program starts in November and continues in a timely fashion 
throughout the academic school year. My meetings are held later at night (8 – 10 p.m.), 
due to the time constraints of students’ class schedules. 

Session # 1: Main Topic: Purpose and Logistics.  
-Costs, locations, detailed schedule of trip, options and choices  
-Meet the chaperones and discuss their roles 

 
“Packing Workshop

Session #2: Main Topic: Passports/Visas/Immunizations 

”: This 1-hour workshop encourages students to look at key 
questions they should try to answer during their travels abroad.  Students are 
encouraged to develop “contextual” questions about specific issues (what they 
want to understand about themselves or their future throughout this experience).  
These questions may help a future employer see an added value in them, if hired.  

  -Trip rules and Host family group selections 
  -Student Group Presentation #1 - Geography, Flora and Fauna 
  -Guest Speaker: “Use of free time”  
  -Language Acquisition Exercise 
 Session #3: Main Topic: Selection Service/Free Time Options/Culture  
  -Student Group Presentation #2 - History and Cultural Specifics 
  -Guest Speaker: “Volunteer service opportunities and trip options” 
  -Language Acquisition Exercise 

Session #4: Main Topic: Currency/Spending Money/Tipping 
  -Student Group Presentation #3 - Economics and Political Highlights 
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  -Guest Speaker: “Obtaining and spending money, and tipping” 
  -Language Acquisition Exercise 
 Session #5: Main Topic: Safety, Health/Sickness, Diet/Clothes  
  -Student Group Presentation #4 - Education and Family Issues 
  -Guest Speaker: “Safety, food, water, and clothes” 
  -Language Acquisition Exercise 
 Session #6: Main Topic: Transportation Issues (Car/Taxi/Bus/Horse) 
  -Student Group Presentation #5 - Native People Groups  
  -Guest Speaker: “Host family living” 
  -Language Acquisition Exercise 
 Session #7: Main Topic: Host Families and Living Arrangements 
  -Student Group Presentation #6 - Specific Trip Sites 
  -Guest Speaker: “Perceptions of trip sites” 
  -Language Acquisition Exercise 
 Session #8: Final Topic: Culture Shock/Packing/Final Details     
  -Guest Speaker: “Culture Shock and Home Sickness” 
  -Language Acquisition Exercise 
 
 “Unpacking Workshop”:

situations (i.e. future job, graduate school, etc.). Whole group discussions take 
place where each student has the chance to share their reflections and apply them 

 This workshop takes place after the student returns 
 to campus. It is critical to allow time for the student to reflect on the experience. 
 We want to “unpack” what they have learned and be able to apply it to contextual  

to their future.  Ideas are generated about ways to use the experience they’ve 
gained on a resume, during a job interview, or in their area of employment. 
 
In summary, there is no question we are becoming a more travel-orientated 

society. In my estimation, as our students become more globalized it is vitally important 
that they have a beneficial knowledge of other cultures other than just having “fun” by 
experiencing intentionally designed travel abroad programs. While both short and long-
term situations can be incredibly impactful on our students by providing life-changing 
experiences, we must also realize the potential of overwhelming, daunting and dangerous 
situations if appropriate preparations are not made.  
 Our students need more than just a “fun vacation” where they learn and see “ tons 
of neat stuff”. Growing personally, academically and professionally doesn’t occur by 
happenstance. We must have a well thought out pre-departure program that: helps our 
students learn specifics about the culture they plan on visiting, teaches basic language 
acquisition, and allows time for personal reflection. Our time abroad must be intentional 
toward the goals that we identified, and must take into consideration the wise counsel of 
our international liaisons and directors. Upon returning to our home campus, we must 
allow time for reflection, articulation, and application of what was learned to our future 
goals. In essence, travel abroad programs must be purposeful during the preparation 
stage, enjoyable during the travel stage, and reflective during the return stage. In this 
manner, after “going global” and taking groups of students abroad, we can rest in 
knowing that we have done our best to assure the safety and growth of everyone 
involved. 
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Since the beginning of mankind, women have been dominated by men.  Their main role in 
society has been, traditionally, to bear children, take care of the household, and to be loyal and 
faithful to their husbands.  Women were considered incapable of performing the tasks of men, 
they were perceived as subjugated to men and were expected to obey and serve their male 
counterparts.  The male was thus head of the family, the authoritative figure of the household.  
While men were in charge of all legal and fiscal issues, women managed only the household.  
Marriages were often arranged to strengthen business and to tighten family bonds.  To most 
women, family life was their only destiny.  

Women in traditional Chinese society, not unique to this idea, were considered inferior to 
men.  Confucian ideals, as the prevailing ideology of Chinese society, have governed social 
conduct in China for nearly 2,000 years, dictating that women remain subordinate to men, 
confined to the domestic sphere.  The “Three Obediences” that represent the Confucian ideology 
prescribed that a Chinese woman obeys her father at home, her husband after marriage, and her 
eldest son when widowed.  The accompanying “Four Virtues” required of her, propriety in 
behavior, speech demeanor, and household duties.  Separate spheres for men and women were 
clearly defined in Chinese society.  As a popular saying puts it, “Men are the masters of external 
affairs, women the mistress of domestic affairs”.  In other words, men rule the country, while 
women stay home to manage the household and raise the children.  Confucius, the greatest 
educator and philosopher of China, believed that education was important for sons but not for 
daughters and that, “the absence of intellect in a woman is a virtue,” and “a woman too well 
educated is apt to create trouble.”  For Confucius, “only women and inferior men are difficult to 
deal with.” And because it was the son--not the daughter--who stayed within the family, worked 
for its honor and prosperity, continued the family lineage, and fulfilled the duties of ancestral 
worship, so it was that daughters, and rarely sons, were sold, abandoned, or drowned during 
desperate times. (Yung 18-19) 1

Comparable to Western societies, neither Chinese men nor women had a choice in their 
selection of spouses, but women were further disadvantaged in that they had no right to divorce 
or remarry should the arranged marriage prove to be unhappy,  or in the event of the death of her 
husband.  Echoing the concept of machismo 

  

2 which prescribes double standards for men and 
women in Hispanic society, men in China were also permitted to commit adultery, divorce, 
remarry, practice polygamy, and discipline their spouses as they saw fit.  According to another 
Chinese proverb, “A married woman is like a horse bought; you can ride them or flog them as 
you like.”  Widows without sons could not inherit property, and women could not participate in 
politics or public activities.  Their proper place was in the house, where their sexuality could be 
regulated and controlled.  Further, the practice of footbinding 3 ensured that women did not 
“wander” too far outside the household gate, let alone go abroad.  Within the household, both 
Hispanic and Chinese women were expected to care for family members, provide moral training 
for the children, observe customs and holidays, do the household chores of cleaning, washing, 
and cooking.  In spite of the social confinement for women, nevertheless, it was common for 
peasant Chinese women to work both inside and outside the home and bring in extra income 
through handicraft work such as spinning, weaving, and sewing.  Some were also hired out as 
domestic servants or manual laborers. 

Although Confucius considered a woman to be without intellect, works authored by women 
played an integral part throughout Chinese history.  Poetry was considered a high esthetic and 
intellectual art form in Chinese literature.  Renowned poets were highly rewarded in Chinese 
culture.  During the Imperial Era, which lasted for over 2000 years until 1911 when the republic 
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was founded, numerous women writers were recorded in the history of Chinese literature.  These 
women writers were respected for their outstanding intellectual capacity even if much of their 
works were considered less important than those of men in general.  Some of the most renowned 
female poets in Chinese history were Xue Tao (768-831), Yu Xuanji (844-869), and Li Ye (?-
784) of Tang Dynasty (618-907), and Li Qingzhao (1084-1151) of Song Dynasty (960-1279).  
All of these great female poets were noted for their exceptional aesthetic talent in dealing with 
themes such as romance, marriage, gender roles, and feminist politics in a patriarchal society.   

The traditional role of women can be observed in the novel Bittersweet 5  by Leslie 
Li, 

 

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

How wrong I had been to choose Sweet as her name when bitter is all  
I feel to be cheated of a son, when bitterness is all yet another daughter  
will bring onto our lives.” (li 6) 

 
And thus, Bittersweet was named.  Lao Li’s disillusion reflects the favoritism of males over 
females as the proverb says, “Bear a son and money flows into a house.  Bear a daughter and 
money flows out.” (6) 

Bittersweet defied traditional Chinese customs by disregarding her parents’ initial consent 
and married herself into the Li family at the age of 19, which was considered far beyond the 
proper marriage age.  As Chinese customs go, marriages were arranged between parents through 
matchmakers and a woman’s responsibility was to remain married, no matter how undesirable 
the match.  Bittersweet arranged her own marriage to the second son of the Li Family. According 
to the precepts of the powerful Confucianism, harmony springs from feudal loyalty, filial piety, 
and unquestioning obedience of elders, a pressure that continues to live in modern family life. 6  
As veneration for males and the elderly permeates family life, a woman’s father-in-law 
commands the highest authority and status in the household; her husband essentially as 
authoritative as the mother; and the wife follows.  Bittersweet complies with her role as a dutiful 
daughter-in-law and sister-in-law without questioning the endless house chores imposed upon 
her.  To her surprise and amazement, Zongren (Delin, in the novel), an educated cadet at Huang 
Pu Military Academy, was kind to her and gave her the name Xuewen, meaning learn to write.  
Grateful that both her father-in-law and her husband were enlightened and encouraged her to 
read and write, and that her mother-in-law had encouraged her to go out into the world, 
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Bittersweet realizes that men and women are essentially the same and should, therefore, be 
granted the same level of freedom. 

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

As the beautiful, arrogant, and westernized Dejie was making dazzling appearances and 
witty remarks to impress Delin’s colleagues, Bittersweet vowed to give all her attention to 
bringing up their son Youlin, whose birth had assured Bittersweet of her position in the family. 
Although Bittersweet was forced to endure the anguish of being permanently displaced in 
holding her husband’s affection by his second wife, she skillfully exercised the Confucian theory 
of knowing her place in the scheme of things to maintain authority, with the picture of a dutiful 
and obedient wife with a single ambition—to see her family safe and together again.   

In 1925 when peace was finally declared after the war between the provinces of Kwangsi 
and Kwangtung, Li Zongren was promoted to the rank of general.  After a period of political 
turmoil, in 1948 Chiang Kai-shek became the first elected president of China and Li Zongren 
was elected the vice-president.  Later the same year, Chiang resigned and Li Zongren took the 
office of acting-president.  With the Kuomintang troops retreating towards the island of Taiwan, 
the Communist toke over Nanking.  Left in a powerless position and undergoing extreme 
hardship and pressure, Li Zongren left for the U.S. for a stomach operation and a final appeal for 
last-minute aid.  In 1949, China was engaged in a civil war that was tearing the nation apart.  
Hundreds of thousands of Chinese citizens fled the country.  Bittersweet was left alone in Hong 
Kong since her husband could only take one wife with him to the U.S., and had chosen Dejie to 
be his legitimate wife.  Bittersweet finally realized that she had been displaced throughout her 
married life.  During her marriage years, although Dejie had taken her place, she had not lost her 
position in the family.  But now, Dejie had taken even that from her.   

After several years of anguished waiting, Bittersweet was finally granted an immigrant visa 
in 1954 to join her son Youlin’s family in New York after he became a nationalized American 
citizen.  After China opened its border to travelers from the West in the 1970s, elder Chinese 
emigrants welcomed the opportunity to revisit their homeland from which they had been exiled 
since 1949.  Prime Minister Zou Enlai officially invited Li Zongren to return to China. After over 
sixty years of marriage life, Li Zongren finally said apologetically to Bittersweet, “In the past, I 
haven’t worried about you or cared for you the way I should have.  Perhaps in the future you will 
allow me to fulfill my obligation.” (366) To his disappointment, the lone and aged Li Zongren 
had to leave alone for China and died at the age of 78 during the Cultural Revolution since 
Bittersweet decided to stay with her son’s family.   

The novels ends as Bittersweet celebrated her 100th

 

 birthday.  Bittersweet told her well-
wishers,  

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

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

The novel explores the issues of family relationships-especially between generations, and 
the bonds between husband and wife, love, loyalty, faith and memory as well as identity, and 
cultural dislocation.  Until the end, Bittersweet fulfilled her husband’s wishes and complied with 
her role as a dutiful woman in spite of betrayal and upheavals. Her love for her family is an 
intensive combination of affection, respect, loyalty, and companionship.  She not only survived 
personal tragedies and national upheavals with her characteristic forbearance, compassion and 
wisdom, but also preserved family ties and traditions, customs and culture, and prevailed in her 
singular objective--to keep her family safe and together.   

Just as women in the Chinese cultures were considered inferior to men, in the Hispanic 
society a set of rules and guidelines has also been clearly delineated for both males and females 
to follow.   Hispanic family has embraced a code of moral conduct that established stringent 
standards of regulations for women, restricted the opportunities for professional careers for 
women, but honored their role as wives and mothers. Comparable to her counterpart in China, a 
stereotypical Hispanic woman is also expected to stay home, bear and rear children, do domestic 
chores, and be submissive to her husband.  Marriages were canonical and performed under 
Roman Catholic law and regulations.  The concept of purity, loving, and caring, associated with 
the image of  the Virginia Mary, seemed to have become a source of identity for Hispanic 
women.  Women have been traditionally assigned to an expendable status, as evidenced in the 
Spanish proverb, “Mujer casada, pierna rota.”  (A married woman has a broken leg) which 
speaks to the social expectation of women being confined to the domestic sphere.  As men have 
been highly valued to carry the family name, women have been expected to remain subordinate 
to men.  This long-term inequality originates in the concept of machismo as promiscuity in males 
is acceptable, while in females the same behavior is shunned.  These same practices in women 
often lead to the label of libertine.  Women usually take the blame for divorce or abundance by 
men.  While machismo allows men to enjoy special privileges, women are expected to accept 
and understand this concept.   Because of machismo, Hispanic society is fashioned in a 
patriarchal mode that has been in effect for centuries. 

Literature was, comparable to that in the Imperial China, a man’s game in the Hispanic 
society for centuries.  The Hispanic world has been run by, and written about by men who, 
consequently, defined a woman’s role and place in the world.  Woman’s literature was 
considered to break the rules and violate the code of silence.  The result is a crude patriarchal 
myth reinforced by separation and machismo.  Although numerous female writers entered the 
world of literacy during the romantic period in the nineteenth century, there were exceptional 
cases of women that wrote during earlier periods.  Santa Teresa de Avila (1515-1582), a 
prominent Spanish mystic, Roman Catholic saint and founder of the Carmelitas, wrote her 
spiritual journey in mystic poems.  The traditional role of women was challenged for the first 
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time by Sor Juana Inés de la Cruz (1651-1695, Mexico), a nun of the Order of Sr. Jerome in 
Mexico who has written various volumes of poetry, drama, and essays in a great variety of 
themes in addition to her religious vocation.  Through the power of her words Sor Juana 
challenged the status quo of the patriarchal society and criticized traditional values.  In her 
renowned poem entitled, “Hombres necios que acusáis a la mujer” 8 

        

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

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

women was one of submission to male judgment, women would be judged by men as liberal, 
frivolous, and libertine if the flirt was accepted.  On the other hand, women would be perceived  
as arrogant, ungrateful and cruel if men were rejected. This dilemma was the result of male 
prejudice against the female who, due to the concept of machismo, was traditionally considered 
inferior to men, and education was thus, a privilege only for men.  As a female with exceptional 
intellectual ability, Sor Juana was forced to disguise herself as a man to attend school and 
became a nun in order to be able to satisfy her passion for knowledge. The beauty and attainment 
of Sor Juana Inéz de la Cruz impressed Viceroy Mancera’s court (1666-1673) in Seventeenth-
Century Mexico.  It was not until the twentieth century that the courage and accomplishments of 
Sor Juana had finally attracted critical attention and reevaluation of her works. 

During the eighteenth and nineteenth centuries, women writers incrementally gained 
access to the writing world outside the religious context.  Initially they wrote under pseudonyms 
or anonymously, as from this position they were able to initiate the critique of their own status 
within heavily patriarchal societies.  The image of women they depicted continued the struggle 
for emancipation from the social norms prescribed by the patriarchal society.  Colonialism, 
slavery, tyranny, and exile inform the work of the nineteenth-century women writers starting 
with the drama of Gertrudis Gómez de Avellaneda (1814-1873, Cuba).  At the same time, the 
novels of the feminist activists Juana Manso (1819-1875, Argentina) and Juana Manuela Gorriti 
(1818-1892, Argentina) are witness to the tyranny of Juan Manuel de Rosas (1835-1852) in the 
Río de la Plata region in Argentina.  In Perú,  master writers of social realism Mercedes Cabello 
de Carbonera (1843-1909) and Clorinda Matto de Turner (1852-1909) were severely criticized 
by the Peruvian church and society.  It was not until after the publication of Rubén Darío’s 
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(1867-1916, Nicaragua) modernism milestone, Azul, in 1888 that a greater number of Latin 
American women started writing.  Delmira Agustini’s (1886-1914, Uruguay) work was 
necessary for the later development of writers across the continent like Gabriela Mistral (1889-
1957, Chile), the first Latin American author and Hispanic woman to win a Nobel Prize of 
Literature in 1945, and Alfonsina Storni (1892-1938, Argentina), a spokesperson for female 
injustice.   This group of writers publishing in the 1920s is responsible for a fundamental change 
of tactics in the struggle against a traditionally male-dominated society.  They went from being 
objects of desire to being agents of desire as clearly depicted in Alfonsina Storni’s poem, “Tú me 
quieres blanca” (“You Want Me White”) which echoes Sor Juana’s redondilla, “Hombres necios” 
(“Nasty Men”): 
 

     Tú me quieres alba; 
me quieres de espumas; 
me quieres de nácar. 
Que sea azucena, 
sobre todas, casta. 
De perfume tenue. 
Corola cerrada. (328) 
…… 
      You want me to be dawn; 
You want me to be foam; 
You want me to be mother of pearl.  
That I be white lily, 
especially, chaste. 
Of tender perfume. 
Closed crown. 

            … 
Tú, que en los jardines 
negros del Engaño, 
vestido de rojo 
corriste al Estrago. (328) 
… 
You, in the 
dark garden of Deception, 
dressed in red 
and ran toward destruction.  

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

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

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

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

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

  
With resentment, Storni depicts the tragic situation of women in the Argentinean and 

Hispanic society, and defends herself and her counterpart a fair and dignified place in the 
contemporary world. Her sentiment towards her male counterpart, whom she considers inferior, 
is one of rejection and need at the same time.   This contradictory attitude of disdain and love 
toward men, and defense and reaffirmation of female rights, mark the most outstanding 
characteristics of Storni’s writing.  

At the same time, Storni’s counterparts in Spain were also writing with a newfound 
power of expression to denounce ancient injustices and to bring about change.  To name a few, 
Emilia Pardo Bazán (1851-1921), also known as Condesa de Pardo Bazán, was accredited for 
bringing Naturalism to Spanish literature, for her detailed description of reality, and for her role 
in feminist literature of her era.  Pardo Bazán also started an important literary revolution in 
which she championed the free will of the individual.  Another Spanish woman writer, Ana 
María Matute (1926-), recipient of numerous national literary awards, and internationally 
acclaimed author, is one of the strongest voices from the Posguerra, the period immediately 
following the Spanish Civil War (1936-1939), and is considered a spokesperson for her 
generation.  Spanish women, who were historically denied a public voice, have discovered an 
outlet for their expression via through literature.  As writers, they are granted the authority to 
address subjects they personally deem important, discuss historical and sociopolitical issues, 
denounce female subordination, and engage themselves in a direct dialogue with their readers.  
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The beginning of the twentieth century marked a period of growing unrest for women as 
the feminist movement took hold.  Women of this period were faced with the dilemma of 
protesting oppressive ideals stemming from traditions or remaining true to their family and 
maintaining peace and order. Literary discourse at the time was highly influenced by this social 
movement.  On the American continent, the production and publication of women’s writing 
proliferated during the second half of the century.  Authors such as Rosario Castellanos (1925-
1974, Mexico), Elena Poniatowska (1933-, Mexico), Victoria Ocampo (1890-1979, Argentina),            
and Griselda Gambaro (1928-, Argentina), show how the ongoing critique became sharper, more 
direct, and more feminist.  Other women, influenced by broader political currents sweeping 
across these nations during the time, focused on dictatorial regimes, censorship, and themes of 
exile, as evidenced in the works of Luisa Valenzuela (1938-, Argentina), Isabel Allende (1942-, 
Peru), and Cristina Peri Rossi (1941, Uruguay).  In Spain, after the death of Franco (1939-1975), 
the discriminatory permiso marital 9 which deprived married women of almost all economic 
activities, including the employment or ownership of property, was abolished.  The law against 
adultery was canceled in 1978; and divorce was legalized in 1981.  During the same year, the 
portions of the civil code that deal with family finance were also reformed.  In the education 
sector, women rapidly began to achieve parity with men.  In 1983, approximately 46 percent of 
Spain’s universities enrollment was female, the thirty-first highest percentage in the world, 
comparable to most other European countries. 10   In recent years, the role of women has largely 
increased in Spain, not only in politics but also in the labor market and other public areas.  New 
laws have officially eliminated all kinds of discrimination.11 Spanish women are quickly 
approaching their other European counterparts, and the younger generations perceive machismo 
as an outdated ideology. 

In China when Mao Zedong came to power in 1949, he addressed the issue of women’s 
rights and tried to establish women’s equality through the “iron girls” ideal of national 
development.  Through this philosophy, long-standing practices such as foot-binding, 
prostitution and trafficking of women were abolished.  Women were given the opportunity to 
own land, divorce, and join the military, among other fields of employment.  Chinese women 
have ever since played a crucial role in the national arena as revolutionaries, politicians, writers, 
scientists, and mother/wife models, etc.  Women have served as moral exemplars and as ideal 
cultural archetypes whose lives have been documented and celebrated in official histories as well 
as in vernacular literature for performing their duties with exceptionality on behalf of their 
country and families.  Contemporary women writers’ works reflect the feminist sentiment, 
gender, modernity, individuality, and the issues relevant to the Cultural Revolution.

12 

 13

In modern Chinese and Hispanic societies more and more women are breaking through the 
workforce and becoming their own bosses.  Women are taking charge and working while still 
being able to juggle child care and other responsibilities of home life.  Although the idea of 
machismo still runs rampant in both cultures, women are taking a stand and making historical 
changes.  However, both Hispanic and Chinese women continue to strive for improvements and 
status recognition.  After centuries of efforts, they are still fighting against deeply rooted 
traditions that are patriarchal in nature and make their equality a difficult goal to achieve.  
Female writers shatter myths, and, in so doing, create a broader, freer space for their identity and 
cultural development.  It is through literature that they experience a sense of freedom, creativity 
and power in their language.  They are free to speak out about their desires and their dreams.  

 Zhang 
Ailing (1890-1979) and Ding Ling (1904-1985), were among the most influential feminist 
writers of the time.  
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Feminine voices have freed women from traditions and have given them the hope in their own 
authenticity through their actions, and the power of their voices in their language.  The result is, 
of course, that there are more and more recognized women writers who have broken out of the 
stereotypical schemas of child-women and whores to portray real, rebellious, anxious, and 
concerned human beings who love, fear and hate.  In doing so, they reveal new dimensions in 
our lives, bringing new dignity to all women.  After centuries of being omitted from literary 
critiques, women have finally gained a foothold in the literary realm, and the image of the silent 
Chinese and Hispanic women has been dispelled for good. 

 
Notes 

 
1. For more information about the traditional roles of women in China, see Judy Young (1995). 

Unbound Feet. A Social History of Chinese Women in San Francisco.  Berkeley, CA: 
University of California Press. 

2. Machismo is a word that derives from Spanish and Portuguese macho, coming from the 
Latin mascŭlus ("male [animal]") or, when used metaphorically, "masculine" or "very 
masculine. " As an attitude, machismo ranges from a personal sense of virility to a more 
extreme male chauvinism.   It often refers to the assumption that masculinity is superior to 
femininity. It roughly translates as "sexism" or "male chauvinism" (along with the Spanish 
and Portuguese adjective machista, "sexist" or "male chauvinist"). 

3. A symbolic imagery of Chinese woman’s subservience was the practice of binding women’s 
feet.  Footbinding was originally introduced in China during the Tang dynasty. (VII-X A.D.), 
and lasted over 1,000 years.  During the Ming (XIV-XVII A.D.) and Qing (XVII-XX A.D.) 
dynasties, women had to bind their feet to be eligible for a husband.  When a girl of middle-
class or well-off families became three or four years of age her mother would tightly wrap 
her feet in bandages with her toes tucked under the soles.  On top of this excruciating pain, 
the bandages would be tightened each day.  If a woman’s feet weren’t bound she was 
considered unsuitable for marriage.  It was also preferred that the feet be around 3 inches in 
length.   For more information about footbinding, see Howard S. Levy (1996). Chinese 
Footbinding: The History of a Curious Erotic Custom.  New York: Walton Rawls, and Rit 
Nosotro, “Women in China,” 
at 

  

http://www.hyperhistory.net/apwh/essays/cot/t3w24womenchinap2kk.htm.  Retrieved 
2011-9-10. 

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

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

6. For information about the positions for men and women in the Confucian social order, see 
Judy Yung (1986). Chinese Women of America: A Pictorial History. Seattle: University of 
Washington Press.  
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7. Virginia Shen discussed the traditional role of Hispanic women in “Simply Maria or the 
American Dream: Myth, Identity and Challenge.” A Pilgrimage of Color. 2001 National 
Conference Literature Monograph Series. 503-516.   

8. See Raquel Chang-Rodriguez & Malva E Filer (eds.) (2004). Voces de Hispanoamérica. 
Antología literaria (3rd

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

 ed.) Heinle.  All the quotes in Spanish were extracted from this 
edition. 

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

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

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

13. The Cultural Revolution was a socio-political movement that took place in China from 1966 
through 1976.  It was set forth by Mao Zedong aimed at enforcing socialism in the nation by 
removing capitalist, feudalist, traditional and cultural elements from Chinese society, and to 
impose Maoist orthodoxy within the Communist Party. 
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The number of students with disabilities receiving their education in the general education 
classroom is increasing because of numerous factors.  Today the challenges of teaching a diverse 
student population are at the forefront of all education initiatives. At no other time have students 
had such an opportunity to be educated by a team of professionals in an inclusive setting. 
Students with disabilities, English Language Learners (ELLs), students at risk for school failure, 
and students who are gifted now have the opportunity to learn from one another in inclusive 
educational settings. Many students have benefited from inclusive settings that boast of well-
prepared and caring teachers, effective strategies, and appropriate resources to meet their needs. 
However, for some the road has been a journey of trials, discrimination, and even errors. 
 
A History of Assistive Technology (AT) 
As far back as 1973, Section 504 of the Rehabilitation Act mandated agencies receiving federal 
funds (and virtually all schools do) must provide equal access to their facilities, programs and 
services. As the need for more and better AT devices was recognized, more legislation was 
enacted. 
The Tech Act of 1988, (the Technology-Related Assistance for Individuals with Disabilities Act 
(P.L. 100-407)) was signed into law by President Ronald Reagan. The original 1988 law 
provided funding for states to develop consumer information and training programs designed to 
meet the needs related to assistive technology of individuals with disabilities. The act defined 
two different areas related to AT and delineated assistive technology services and assistive 
technology devices. An assistive technology service is any service that directly assists an 
individual with a disability in the selection, acquisition, or use of an AT device. An assistive 
technology device

Under this law, grants were provided to states to support systems change and advocacy activities 
related to statewide programs of technology-related assistance for individuals with disabilities. 
The Tech Act of 1988 was a monumental mandate in that it was the first law that actually 
provided a venue for the use of AT devices. In 1994, the Tech Act was amended (P.L. 103-218) 
to revise and extend programs of the Technology-Related Assistance for Individuals with 
Disabilities Act of 1988 and for other purposes. 

 is any piece of equipment or product system, whether acquired commercially, 
off the shelf, modified, or customized, that is used to increase, maintain, or improve functional 
capabilities of individuals with disabilities (U.S. Congress, 1988). The latter still is used 
frequently for educational purposes. In understanding the term AT services, the Tech Act 
outlined AT services within the law.  

The Individuals with Disabilities Education Act (IDEA), originally enacted as P.L. 94-142, 
levied the mandate on public schools (through the 12th grade or age 21) to provide a free and 
appropriate public education in the least restrictive environment. The legislation continued in 
1990 when the EHA was again reauthorized with the name changed to the Individuals with 
Disabilities Education Act (IDEA) (P.L. 101-476). In this revision the Individual Transition Plan 
was added and became part of the student’s IEP. As part of the IEP update, a transition plan is 
designed for each student with a disability. AT devices must be a consideration for the transition 
plan and must be provided if the IEP team considers it necessary and appropriate for the 
student’s success as a learner. The 1990 IDEA amendments added autism and traumatic brain 
injury as disability categories. As more students were determined eligible in these categories, 
supports and related services became important components of the IEP. 
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With these new changes in the law, Assistive Technology became a necessary Tool for students 
with disabilities. For students with learning disabilities, technology can be an assistive tool 
replacing an ability that is either missing or impaired or it can be a device that provides the 
support needed to accomplish a task. 
Assistive Technology now serves two major purposes: it either augments an individual’s 
strengths, thereby counterbalancing the effects of the disability or it can provide an alternative 
mode of performing a task. But for AT to be effective, there has to be a comprehensive 
evaluation model, in place, to assure proper utilization of the technology. The following 
describes the FATTE model that can be used to evaluate not only the student but the student’s 
environment concerning the need for AT. 
Family, Assistive Technology, Timeliness, Environment (FATTE Model) 
Before this model is explained, it must be stated that this model is not specific to one particular 
area of assistive technology; instead, this model should be used as a guideline for overall 
intervention. Also, whereas this is a model of evaluation, it should not be ‘written in stone’ and 
the model can be individually tailored to the student being evaluated. 
Step One: Intake/referral 
Before a student referred for special services, someone must recognize the student needs 
assistance and possible modifications in the program to help the student become successful in the 
classroom. It is the student, not the device, the evaluator must focus attention. This may or may 
not be a student that has been identified as a student with exceptionalities. This model recognizes 
that all students can benefit from AT and therefore we do not focus on disabilities, just learning 
problems. 
When a student is referred for services, the committee (or individual) needs to perform a general 
screening for possible areas of weakness. Included in this screening will be the family 
environment, For example, what are the family goals and objectives for the student? What are 
the needs, expectations, strengths and weaknesses of the family? How will the school 
environment help meet these goals/expectations? 
Step Two: Identification of needs 
When identifying the student needs, remember it is the student who must use the device. This 
device must be individually tailored to the individual student. To these ends, the student’s goals, 
interests, dislikes, and priorities must be kept in the forefront of all discussions/evaluations. But 
we can not overlook family needs and perceptions of the device and what the device can mean to 
their child. We must also consider the practical aspects of the device and the home environment 
where the student may need to use the device. 
Step Three: Identification of desired outcomes 
When we consider the devices we may need, we must first determine what the specific outcomes 
of the educational process will be. Once we understand the outcomes, we can better understand 
the types of AT we may utilize. For example, the student will have to function in multiple 
environments, not just our classroom. We will need to consider the environments where the AT 
will be used, in what additional environments the student must function, how the student actually 
interacts with these environments as to how the student should interact with these environments. 
We also need to consider which environment we are training the student to transition to and any 
assistive technology that has previously been used and outcomes of that use. 
Step Four: Develop and nurture team members 
No single person is expected to know everything about the AT devices, the students and the 
curriculum. Therefore, a support team will have to be developed to help ensure that all aspects of 
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the learning environment are being covered and that the AT device will be used in as many 
environments as possible. To these ends, the support team will have to be flexible and up to date 
on the technologies available. The team will need to consist of parents, teachers and peers/friends 
and must be able to continually revise directions as student needs, abilities and expectations 
change. Roles and responsibilities of each team member must be clearly delineated with the 
understanding that these roles may change as the needs of the student change. 
Step Five: Skills assessment 
Prior to AT selection there will need to be a careful evaluation of the student. This evaluation 
will need to cover, at a minimum, any sensory or physical deficits the student may have that 
would interfere with using the device. Also included in this evaluation will be the cognitive skills 
the student processes as well as any communication deficits that could impede training and/or 
implementation of the device. If the student is not ready to utilize a device, or cannot at the 
present time use a device, frustration can develop that may lead to AT abandonment. The team 
must take the time to carefully consider how the student may benefit from an AT device and 
whether the task can be accomplished successfully without the use of technology (Beard, 
Carpenter, & Johnston 2009). 
Step Six: Product trials 
Using the assessment information available, the team needs to know what types of AT will help 
the student better interact in the environments in which the student must function. The team 
needs to evaluate how the student interacts with the environment, how the family will interact 
with the AT and how the AT will help the student gain independence across environments. 
AT can be very expensive, so the team needs to be assured the student can, and will, use the AT. 
For this, the team will have to establish product trials. Whenever possible it would be beneficial 
for the team to utilize rental and loaner resources. Time will need to be allowed for the team 
members to train and learn to use the device so that someone can be responsible for teaching the 
device to the student. Timelines will need to be established and followed for both the person in 
charge of teaching the device to the students to learn the device as well as the student to have 
time to learn the device to determine if the student will actually use the device. 
Step Seven: Revisit desired outcomes 
Now that it has been determined the student can and will use the device, it is time to revisit the 
desired outcomes. The team needs to determine if either the skill set of the student has changed 
to such an extent that the device may not be appropriate or if the needs of the curriculum, 
teacher, student or family have changed to the extent that the device is no longer appropriate. 
Step Eight: Obtain product 
In these tough economic times, it is often difficult to obtain funding from the local school 
systems. If for no other reason, the team must make sure that the device is appropriate and 
reasonably priced before asking for external funding. The team should make use of loaner 
agencies, rental agencies and other public service agencies established to provide public service. 
The team will become experts in the field of “beg, borrow or download”. The team will want to 
utilize free and discounted materials whenever possible. 
When the device is procured, revisit timeliness. The team must determine how current the AT is 
in relation to the child’s current and changing needs. Evaluation will need to be a recurring 
theme throughout the life of both the student and the device. Also, there needs to be in place, a 
plan for maintenance and/or replacement of the device should something happen to the device 
through the life of the device. 
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Step Nine: Technology implementation 
The team must have someone specially trained to teach the student how to use the device. This 
person needs to be responsible for training the student to use the device in the different 
environments where the student will use the device. This training will need to be evaluated to 
determine the effectiveness of the training as well determine the effectiveness of the device in 
helping the student become a more effective learner in the classroom.  
Step Ten: Follow Up/Follow Along 
Systematic follow up/follow along will need to be planned to ensure the student is using the 
device appropriately and the device is still meeting the needs of the student across environments. 
At a minimum, weekly follow-ups need to be planned to ensure the student is still using the 
device, making adequate progress in the classroom, and the device is still appropriate for the 
student. The team needs follow-up to determine if the student is using the device or if the student 
no longer needs the device or needs another device to progress. 
In conclusion, students that are afforded the opportunity to implement AT devices will benefit 
greatly. However, it is important for the team to assess the outcomes, consider the environment 
in which the student will use the AT, and train the student to use the AT properly. By following 
these critical steps we can insure expectation s have been met by all team members in the 
learning process. 
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INTRODUCTION 
The global interconnectedness of health in our modern world is inarguable. Never before 

in history has there been such conclusive evidence to support how the state of health of one 
nation may affect the health and wellbeing of others throughout the world. Contemporary 
methods for disease forecasting and control have shown the undeniable need for proactive forces 
in public health. No longer can nations simply be content to manage the health concerns within 
their own borders. Each country must now be as deliberate in addressing health concerns in their 
foreign policy as they are with their domestic policy.  
 Global health diplomacy (GHD) is a relatively new discipline that has yet to be fully 
defined and developed. Currently, there are no shortages of well intended global health 
initiatives, foreign policies, treaties, and humanitarian efforts. Sovereign nations, 
intergovernmental organizations, non-government organizations, humanitarian assistance 
organizations, multinational corporations, militaries, and philanthropic organizations have 
morphed into a global network for health diplomacy, security, scientific research, and 
humanitarian assistance. Successes in this arena are both numerous and noteworthy to the global 
community. There are, however, numerous limitations and roadblocks to the further development 
of this field. 

Moving forward, the field of GHD must continue to further define its scope of practice 
and its intended impact on both the developing and industrialized world. Numerous challenges 
remain in the areas of global governance, education, and research. A greater degree of global 
governance is needed to better meet the subsistence needs of developing countries and the health 
security needs of the industrialized world. Formal education programs must be developed to train 
numerous stakeholders with co-requisite skills in GHD. Additionally, further research in this 
field must not be limited to the study of success of global health initiatives. Future research must 
also fully investigate the outcomes of global health related efforts and focus on the factors 
involved in mission accomplishment and success in this field.  
 
Global Health Diplomacy 

Global changes in medicine, trade, migration, and transport have created new challenges 
in global health. Improvements in transportation and communication have enabled increased 
levels of trade and migration of individuals from developing countries to the industrialized 
world. With these mass migrations there is a greater potential for disease proliferation. Disease 
causing bacteria and viruses ignore national boundaries and readily spread to other regions.  

According to the Global Fund to Fight AIDS, Tuberculosis, and Malaria, communicable 
diseases such as HIV/AIDS, pandemic flu, and tuberculosis can easily be spread by person to 
person contact. Increases in non-communicable diseases such as the tobacco epidemic, obesity, 
and mental health problems can also be by-products of these changes in migration. As a result, 
globalization has pushed health to the forefront of international diplomatic efforts. Only through 
success in health diplomacy can these emerging threats be neutralized, managed and corrected.  
 Health diplomacy is a relatively new field of study and practice that also appears to be 
lacking in a firm definition. Numerous disciplines contribute to the concept of health diplomacy 
including foreign policy, national interests, trade interests, health security, disaster relief efforts, 
and human rights. The terms global health diplomacy, health diplomacy, and medical diplomacy 
appear to be used interchangeably in the current literature. Medical diplomacy was first defined 
by former US Department of Health and Human Services Secretary Tommy Thompson as 
“winning the hearts and minds of people in the Middle East, Asia, Africa, and elsewhere by 
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exporting medical care, expertise, and personnel to help those who need it most”(Mancuso, 
Price, and West, 2008).  By contrast, Novotny and Kickbush (2008) defined global health 
diplomacy as “a political activity that meets the dual goals of improving health while 
maintaining and strengthening international relations”.  
 Health diplomacy is in many ways driven by foreign policy interests. These same foreign 
policy interests have also long been a barrier to further success in health diplomacy throughout 
the world. Fidler (2007) suggested that health “has not been at the heart of foreign policy theory 
or practice or even at the margin”.  Historically, health was considered a lower priority because 
international health efforts were not perceived as having any bearing on the national priorities 
such as economics or national security. However, in recent years, several health related issues 
have been linked to the traditional foreign policy goals of protecting state security and promoting 
national economic interests. Health issues such as the disease control of infectious diseases 
(including HIV/AIDS, SARS, tuberculosis, avian influenza, and pandemic influenza) and 
bioterrorism have received attention from the highest level of international politics.  

The current state of global health diplomacy consists of a loose configuration of multiple 
stakeholders who contribute to the health and wellbeing of populations in both developing and 
industrialized countries. Government institutions, IGOs and NGOs are the key stakeholders in 
health development at the policy and implementation levels.  Humanitarian organizations and 
military units provide disaster relief, health security, and development at the community levels. 
Much of the necessary capital to fund these efforts is provided by multinational corporations and 

philanthropic organizations. As a result, there is no shortage of well-intended efforts to support 
global health. This field does, however, have serious shortcomings in terms of global health 
governance, formal training in global health diplomacy, and studies of effectiveness in 
performing global health diplomacy.  
 
Critical Success Factors 
 First introduced into the study of health organizations by Friesen and Johnson (1995), 
critical success factors (CSF) refer to “the limited number of areas in which satisfactory results 
will ensure successful competitive performance for the individual, department, or organization” 
(Rockart and Bullen, 1981).  Boynton and Zmud (1984) suggested that critical success factors 
are “those few things that must go well to ensure success for a manager or an organization.” 
CSFs “describe the things an organization must do well to achieve its strategic goals…..they 
represent those managerial or enterprise areas that must be given special and continual attention 
to bring about high performance” (Friesen and Johnson, 1995).   

Identifying CSFs is important as it allows industries and fields of practice to focus their 
efforts on building their capabilities to meet the CSFs.  Rockart and Bullen (1981) presented five 
key sources of CSFs: the industry, competitive strategy and industry position, temporal factors, 
environmental factors, and managerial position.  CSFs are factors that enable organizations in 
their goal development and strategic planning efforts. CSFs may also serve as benchmarks to 
enable organizations to decide if they have the capability to build the requirements necessary for 
success in meeting their mission. 
 Although there is substantial literature available about successful efforts in various areas 
of global health diplomacy (disaster response, disease eradication, public health development, 
etc.), there is no known conceptual model in use to fully examine which determinant factors 
contribute most to the success of contributing efforts in global health diplomacy. Identifying a 
relevant, logical framework is crucial for conducting research in global health diplomacy. In 
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reviewing the various literatures of conceptual performance models, the CSF model serves as a 
working model for aiding organizations in attaining success.  
 
Research Study 

The purpose of this research was to study the field of global health diplomacy (GHD) 
with a focus on determining what critical success factors (CSFs) are necessary for mission 
accomplishment in multiple sectors. GHD is a relatively new field of study and professional 
practice that has yet to be fully defined and developed. Currently, there is a scarcity of scientific 
research directed at the determinants of success in global health diplomacy. Most research in this 
field has focused on outcomes research for specific areas within global health. This study of 
CSFs in GHD is the first known attempt at capturing this type of data. As such, there were 
neither historical comparisons nor specific expectations for the research data generated by this 
study. 
 
METHODS 

This study sought to answer the research question “what are the top five Critical Success 
Factors (CSFs) for mission accomplishment in Global Health Diplomacy (GHD)?”  The first 
objective was to identify and categorize the CSFs essential for mission accomplishment by 
various stakeholders in GHD. The second objective was to identify and categorize the barriers to 
mission accomplishment in GHD. The third and final objective was to add to the existing 
knowledge base of the stakeholders, processes, initiatives, governance, and academic centers in 
the field of GHD. The research question was answered and each of the objectives was 
accomplished. 

A mixed method approach of qualitative surveys and quantitative content analysis was 
employed for this study. Both weighted value and frequency value approaches were applied to 
rank the survey scores. Inter-rater reliability was evaluated using Cohen’s Kappa and percentage 
agreement methods.  A Chi-Square test was also used to identify any significant associations in 
the top CSF chosen by the GHD organization compared to background demographic 
information.  

The field of GHD involves the efforts of multiple actors at multiple levels. The researcher 
sought the insight of professionals from various groups involved in GHD. The purpose of this 
approach was to gain insight into the field of GHD as a whole, rather than from the limited 
viewpoint of a particular subgroup. The participants selected for the telephone survey interviews 
consisted of representatives from government, non-government, intergovernmental 
organizations, military leaders, philanthropic organizations, and universities. Eighty percent (35 
out of 42 study participants) held executive-level positions with their respective organizations. 
The remaining twenty percent of the participants held positions as university professors. As a 
result, the types of organizations included in this study and their representation percentage were: 
Academic (21.43%), Foundation (7.14%), Government (26.19%), IGO (14.29%), Military 
(4.76%), and NGO (26.19%). A breakdown of representation by organization type is illustrated 
in Figure 1.  

c 
The researchers also made a conscientious effort to involve a demographically and 

geographically mixed pool of survey participants. Due to the language limitations of the 
researcher, the participants were also required to be conversant in English in addition to their 
native language. For this study, there were a total of 14 female and 28 male participants. Of 

277



the 42 study participants, the breakdown by ethnicity was: 4 African (9.52%), 4 Asian 
(9.52%), 31 Caucasian (73.81%), 2 Latino (4.76%), and 1 Middle Easterner (2.38%). The 
comparison of participants by ethnicity is illustrated in Figure 2. 

(See Figure 2) 
In researching potential study participants, it was also clear that the vast majority of those 

professionally involved with GHD at the executive level were geographically located in the US. 
This is of course very logical, considering that the vast majority of global health related 
organizations are headquartered in the US. The researchers purposely sought to engage global 
health industry professionals from countries throughout the world. The countries represented by 
the study participants included: Australia, Belize, Brazil, China, Denmark, Guyana, India, Iraq, 
Peru, South Africa, Sweden, UK, and the USA.  

 
DISCUSSION 

This study generated a great deal of information about GHD. Several CSFs were 
identified during the telephone survey interviews and evaluated during the benchmark 
interviews. The top five CSFs as identified by this study (in descending order) are consensus 
agreement, effective leadership, cultural awareness, leveraging collective resources, and capacity 
development. Given the nature of this study’s research question, each of these CSFs may have 
both theoretical implications for the field of GHD as well as practice implications for groups 
involved in GHD. 

Consensus agreement was scored consistently as the top CSF. Consensus agreement, as 
defined by this study, involves the commitment to the goals or mission of a memorialized 
agreement by all stakeholders involved. Given that GHD often involves a diverse group of 
multiple stakeholders at multiple levels, achieving consensus agreement can be challenging due 
to the respective agendas of those groups involved. It is important that stakeholders remain 
flexible in GHD negotiations to achieve the best outcomes for the populations served.  

The second CSF as determined by this study was effective leadership. There were 
numerous reports in this research that leadership in GHD was often ineffective in meeting the 
true needs of the populations that were meant to be served. Others suggested there was 
competent leadership on the part of the donor groups, but a lack of effective leadership on the 
part of the recipient groups.  For success in GHD, effective leadership is necessary from all 
global health stakeholder groups involved to improve the overall effectiveness of any GHD 
related efforts. 

Another CSF as determined by this study was cultural awareness. Cultural awareness 
involves the relative levels of awareness and sensitivity given to the cultural norms and beliefs of 
the populations served as demonstrated by the donor organizations and vice versa. Historically, 
there have been numerous instances in which well intended global health efforts failed due to a 
lack of sensitivity to the opinions of the populations served. Global health stakeholders need to 
be cognizant of the cultural norms, beliefs, and problems facing the populations served to 
develop agreements to support their needs accordingly.  

Leveraging collective resources was also identified as one of the top CSFs. In GHD 
related efforts, leveraging the collective resources of all participating stakeholders allows for 
greater potential outcomes. All too often, global health initiatives have failed as a result of the 
memorialized global health agreements not fully taking into account the availability of the assets 
of all stakeholders involved. Stakeholder representatives must be well informed about their 
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respective capacities and how they might be used to assist the development of global health 
agreements.   

Another top CSF identified by this study was capacity development. Capacity 
development involves the infrastructure development and health related training of all global 
health stakeholders, including the populations served. Typically, GHD efforts are designed to 
solve an immediate global health concern. This approach often fails the populations served by 
not factoring in the need for long term sustainability. The more effective approach would be to 
include a mandate for developing the capacities of the local global health professionals and the 
local public health infrastructure of the populations served. The end goal of the self reliance of 
the populations served should always be a consideration for GHD efforts.  

As a complement to determining the top five CSFs, this study also gathered information 
about current barriers to success in GHD. Unlike the analysis for CSFs, the analysis for barriers 
did not require any sort of ranking by the study participants. The barriers scored highest through 
the frequency ranking analysis were competing stakeholder interests, inappropriate assistance 
and lack of accountability. 

There are currently no shortages of competing interests among global health stakeholders. 
Never before in history have global health NGOs been this numerous. As reported by numerous 
telephone survey participants, NGOs are well known for competing for similar funding and other 
resources. As a result, there is a great deal of inappropriate assistance being provided in global 
health.  

Historically, there has also been a noted lack of accountability among global health 
stakeholders. Organizations have long performed global health related efforts that have not been 
in the best interests of the populations served. Issues such as distributing expired medications to 
unsuspecting recipients in the developing world or providing aid simply as a means to spread 
propaganda have tarnished the image of global health donors.  As a result, there remains some 
lingering distrust among recipient groups due to this lack of stakeholder accountability.  
 
CONCLUSION 
 This study answered many questions about the current nature of GHD. Valuable insight 
was gleaned from a wide variety of global health stakeholders about many of the forces that 
empower this new field of study and practice. The CSFs identified in this study have numerous 
practice implications for global health organizations and theoretical implications for the field of 
GHD. This study may also serve as the basis for additional research focusing on improving the 
overall effectiveness of GHD efforts.  
 This study also raised many more questions about the prevailing conditions in global 
health and the resulting challenges placed upon GHD to be a solution. Study participants raised 
questions about the representative inequalities between donor and recipient groups, ineffective 
levels of global health governance, lack of accountability by global health organizations, motives 
of private sector involvement in global health, and the proliferation of global health NGOs. 
Clearly, there remains a substantial amount of research to be performed in this new field of 
study.  
 The road ahead for the study and practice of GHD is uncertain. As a new field of study, 
GHD is still being developed as a formal academic discipline. Yet, even in its infancy as a field 
of study, GHD clearly offers tremendous potential for improving the health and wellbeing of 
populations throughout the world. Moving forward, nations throughout the world would be well 
served to evaluate GHD as a primary means for improving international relations. 
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