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Introduction 
The present financial crisis is as a result of unsustainable and widespread lending 
abuses by mortgage servicers, which have hurt homeowners, investors, taxpayers, and 
the economy.  As the number of foreclosures increased in recent years, the mortgage 
servicing industry responded with illegal shortcuts, illegal fees, and incompetent 
management.  The situation became so bad that the nation’s attorneys general (AGs) 
joined forces with federal agencies to take action against loan servicing abuses by the 
nation’s largest banks (Ally, Bank of America, Citigroup, Chase, and Wells Fargo) (CRL, 
2012, p.11).  Lack of regulation led to the damaging foreclosure crisis, which prompted 
the federal lawmakers to consider key legislations to address the crisis and restore, as 
well as maintain economic health of the country and citizens. The policies are intended 
to address the present foreclosure crisis, especially the mortgage servicing abuses in 
the housing industry. 
Between 2007 and 2011, that is, from early 2007 and through the end of 2011, about 
10.9 million homes went into foreclosure (Stein, 2012, p.1).  In 2013, about 52% of all 
U.S homes are still underwater (Crowell, 2012; CRL, 2012).  Underwater properties are 
those that worth less than the mortgages on them.  The total costs of foreclosures on 
people and economy are large based on loans that entered foreclosure between 2007 
and 2011, especially when the collateral damages or spillover costs are added.  People 
that happen to live near foreclosures lose significant home equity (Weed and Garrison, 
2010, Appendix 2).  Foreclosures have drained nearly $2 trillion in lost property value 
from nearby households (see Table 1 below).  Table 1 shows that the hardest hit states 
are California, Florida, Illinois, New York, New Jersey, Nevada, Arizona, 
Massachusetts, Maryland, Virginia, Pennsylvania, Michigan, Washington, D.C, Texas, 
Washington, Hawaii, and Georgia. Low-income and minority communities, especially 
communities of color are bearing the largest share of the costs and are often 
disproportionately affected by problems in the national economy.  Half of this spillover 
costs (about $1 trillion) has been incurred by communities of color--- African America 
and Latino families (http://www.blackpoliticsontheweb.com2011/10/24).  This represents 
a huge setback for homeowners of color who had previously made economic progress. 
The economic impact per family is equally significant.  The average spillover cost per 
family is about $21,000.00 lost in household wealth, representing 7% of their home 
value (Center for Responsible Lending, 2012).  The average loss in minority 
neighborhoods is $37,000.00 or 13% of their home value.  There are other foreclosure 
spillover losses, including losses in tax revenue to local governments; the increased 
costs of managing vacant properties; and non-financial spillover costs, such as 
increased crime, lower school performance by children, and neighborhood blight. 
In recent years the racial wealth gap between white and black households has grown 
enormously, which has effects on their respective rates of home ownerships, home 
foreclosures, and foreclosure spillover effects.  According to Professor Dorothy Brown 
of Emory University Law School in Atlanta: (a) the racial wealth gap has hit all time high 
as the net worth of White households is now 20 times that of Black households; and (b) 
the recent market crash showed White median net-worth down by 16%, while Black 
median net-worth down by 50%.  One of the reasons for the racial wealth gap is lack of 
diversified investments outside home ownership by Blacks and other minorities, for 
example, investment in stocks when compared to Whites.  Explaining, low income 
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families, minority households, and other communities of color have lower wages with 
little or less disposable income to invest in stock market (Brown, 2012, p. 10).  
According to U.S Census Bureau, African Americans, Latinos and Asian-Americans 
together lost nearly 60% of median household net-worth from 2005-2010, while the 
median net-worth for White families dropped by 23%, about a third of the loss rate for 
people of color.  The wealth gap between racial groups may not be unrelated to 
discrimination meted to minorities, especially peoples of color in the housing market and 
overall economy.  Accordingly, Federal Reserve Chairman, Ben Bernanke, indicated 
that there are two types of discrimination that are hurting minority homeowners: (a) 
Redlining in which lenders discriminate against minority neighborhoods; and (b) Pricing 
discrimination in which lenders charge minorities higher loan prices than they would to 
comparable non-minority borrowers (Kurtz, 2012).  In fact, communities of color have 
been targeted for years by predatory lenders, and abused for years by mortgage 
servicers (see admins3 on October 24, 2012).   The above wealth gaps and 
discrimination manifest themselves in home ownership rates among different ethnic 
groups.  For example, during the decade of housing boom and burst, average home 
ownership rate fell nationally from 67.2% in 2000 to 66.9% in 2010 (U.S Census Bureau 
News, U.S Department of Commerce, Tuesday, July 27, 2010).  Nevertheless, at the 
beginning of economic depression and housing crisis in 2007, U.S average home 
ownership rate fell from 68.4% to 66.9%, showing -2.2 percentage change; White (non-
Hispanic) fell from 75.3 to 74.4, -1.2% change; Black fell from 48.0% to 46.2%, -3.7% 
change; and Hispanic fell from 50.1% to 47.8%, -4.6% change.  In the same period, the 
White-Black home ownership gap increased from 27.3% to 28.2%, a 3.3% change; and 
White-Hispanic gap increased from 25.2% to 26.6%, a 5.6% change (U.S Census 
Bureau, 2010; CRL, 2010, p.1).     
Purpose of Study 
The purpose of this study is to present the recent congressional policies put in place to 
mitigate the present damaging foreclosure crisis; analyze those policies from relevant 
documents in order to identify their mixed-impacts (costs-benefits) on borrowers and 
economy at large; and proffer some recommendations for sustainable housing industry 
and vibrant economy. 
The Study Area: The area includes: The Legal National Mortgage Settlement (Consent 
Settlement); Servicing Reform; Dodd-Frank Act or Dodd-Frank Wall Street Reform and 
Consumer Protection Act; and Robert Menendez-Barbara Boxer Bill. 
The Legal National Settlement (Consent Settlement)  
It was mentioned earlier that as the number of foreclosures increased in recent years, 
the mortgage servicing industry responded with illegal shortcuts, illegal fees, and 
incompetent management.  The situation became so bad that the nation’s attorneys 
general (AGs) joined forces with federal agencies to take action against loan servicing 
abuses by the nation’s largest banks (Center for Responsible Lending, February 17, 
2012).  The abusive foreclosure practices of the major U.S. banks had led to legal 
mortgage settlement and the associated reforms, which are likely to end massive “robo-
signing” practices, thereby keep more families in their homes.  Robo-signing is a 
process by which the big banks and other servicers don’t actually and thoroughly review 
foreclosure documents they submit to courts, instead they simply rubber-stamp key 
documents or have employees blindly sign hundreds or even thousands of documents a 
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day, thereby hurting unsuspecting homeowners in the process, especially low-income 
households, minority groups, and communities of color. 
The national mortgage settlement has the following key components (see Table 2 below 
for the breakdown of bank obligations) (see also Center for Responsible Lending 
Document, February 17, 2012, pp. 1-10): 

• $5 billion cash payment to State Attorneys General (AGs) and the federal 
government that will be used for payments to foreclosed borrowers ($1.5 billion) 
and for other uses to be determined by each state’s AG. 

• $20 billion in financial relief to borrowers against the costs of activities that 
servicers provide e.g. for principal reduction loan modifications. 

• Limited Releases of Claims.  The settlement releases state AG (and some bank 
regulators) claims only for servicing practices, robo-signing, foreclosure 
processing and originating practices. 

• Monitoring and Enforcement.  The terms of the settlement will be monitored and 
enforced by an independent monitor, Joseph A. Smith, who would be reporting to 
the AGs using a series of metrics that will be reviewed quarterly. 

• Monitoring Committee.  Representatives from the state Attorneys General, the 
U.S Department of Justice, and the U.S Department of Housing and Urban 
Development, shall monitor servicer’s compliance with the consent judgment. 

Servicing Reforms 
The reforms are indeed important to prevent a future housing crisis, which will be good 
for consumers, as well as for the safety and soundness of national consumer finance 
system.  Servicing reforms governing the future activities of the five bank participants 
and other mortgage servicers include (Center for Responsible Lending, 2012, pp. 1-3): 

• Required Evidence of Standing/Right to Foreclosure: Servicer or foreclosing 
entity should ensure that it is a proper party to the foreclosure action. 

•  Loss Mitigation Outreach: Notify all potentially eligible borrowers of loss 
mitigation options prior to foreclosure referral. 

• Specific Loss Mitigation Requirements: Notify borrower of all options; dual track 
restrictions (no fees may be charged to the borrower in applying for 1st and 2nd 
loan modifications; pre-foreclosure and post-foreclosure referrals restrictions). 

• Short Sales.  Acknowledge and respond to borrower’s request for short sale. 
• Single Point of Contact (SPOC): Bank/Servicer to establish a SPOC for 

communicating with borrower. 
•  Restrictions on Fees.  All default, foreclosure, bankruptcy fees must be bona 

fide, reasonable and disclosed, attorney’s fees should be reasonable, no late fee 
while loan modification is being considered, in trial or during short-sale 
consideration, no unnecessary or duplicative fees; and limits on other fees. 

• Forced-placed Insurance___ Somewhat limited: No FPI unless needed; servicer 
must continue to pay insurance if escrowed but lapse in payment. 

• Other Issues Addressed: Requirement concerning accuracy and verification of 
borrower’s account information; Bankruptcy-related issues and requirements; 
Third-Party Provider Oversight (by servicer); Military Personnel Protections; 
Blight; and Tenants’ Right.  

Robert Menendez (D-NJ)-Barbara Boxer (D-CA) Bill.  S. 249-The Responsible 
Homeowner Refinancing Act of 2013 
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The Menendez-Boxer Bill offers a bipartisan opportunity to help homeowners, as well as 
to boost the economy.  The legislation is supported by a broad array of stakeholders 
representing borrowers, lenders, and other experts, including the Mortgage Bankers 
Association, Housing Policy Council of the Financial Services Roundtable, National 
Association of Home Builders, Amherst Securities, Americans for Financial Reform, and 
the Center for Responsible Lending.  Even the nation’s largest banks, such as JP 
Morgan Chase & Co., Wells Fargo CO., Citigroup Inc., and Bank of America Corp., 
could also benefit (CRL, February 12, 2012). 
The Menendez-Boxer Bill will relax requirements for borrowers and would also extend 
the Home Affordable Refinance Program (HARP) for an extra year through 2014, 
among other changes.  It will remove the barriers preventing the Government 
Sponsored Enterprises or Entities (GSE) borrowers (FHA, Fannie Mae and Freddie 
Mac) from refinancing their loans at the lowest rate possible.  It will likely help more 
homeowners refinance and in the process boosts the fledgling economy.  Factually, 
Robert-Menendez Bill will expand and streamline mortgage refinances.  The Bill 
ensures that streamlined refinancing is available and consistent for all Fannie Mae and 
Freddie Mac borrowers, regardless whether they are under water or not (see Table 3 
below).  Table 3 shows that for a 30-Year Fixed Rate Mortgage (FRM) with remaining 
months to maturity of 300 or more months, the mortgage cutoff rate is 4.60 percent.  
Likewise, for any Adjustable Rate Mortgage (ARM), the mortgage cutoff rate is 3.50 
percent (www.usbank.com; Boyce et al, September 6, 2012).  
The Bill is designed to help more number of homeowners of different socio-economic 
classes to refinance, who would otherwise not able to refinance due to higher bar set by 
lenders (Esswein, 2013, pp. 1-3).  It requires a reduction in up-front fees on refinances; 
the elimination of appraisal costs for all borrowers; the removal of additional barriers to 
competition; and the extension of Home Affordable Refinance Program (HARP) by one 
year, to allow eligible borrowers more time to access the program.  The bill would likely 
more than double the number of homeowners who could refinance under the Home 
Affordable Refinance Program (HARP), and also more than double their savings (see 
Tables 4 below).  From Table 4 that shows the distribution of benefits and origination 
balances as of March 2012, the estimated interest savings for origination balance under 
$100,000 is about 13%.  Likewise, for origination balance between $100,000 and 
$199,999, the estimated interest savings is about 38% (see Columbia University 
Business School Study by Alan Boyce et al, 2012, p. 13).  The same Columbia 
University Business School Study (Sept. 6, 2012) estimated that the new legislation 
would increase the total number of GSE  homeowners who refinance under HARP to up 
to 13 million and produce total potential savings of $35 billion a year (see Table 5 
below).  From Table 5 that depicts state estimated savings from expanded and 
streamlined refinancing opportunities, it becomes apparent that states, regions, and 
communities of color that are severely affected by home foreclosures tend to  benefit 
most by the Menendez-Boxer Bill.  Such states and their communities include: 
California, Florida, Illinois, Georgia, Michigan, New Jersey, New York, North Carolina, 
Ohio, Pennsylvania, Texas, Virginia, and Washington.  Under the current plan, about 13 
million GSE (Fannie Mae and Freddie Mac) borrowers are estimated to benefit.  
However, if non-GSE borrowers could be included in the streamlined refinancing plan, 
up to 30 million borrowers could benefit (Boyce et al, 2012, pp. 1-14).  
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Dodd-Frank Financial Reform Act 
As indicated earlier, the financial system set in motion by the Congress under Dodd-
Frank Reform Act is expected to make the system more stable, with fewer and less 
severe financial crisis in the future.  The Dodd-Frank Act is the federal law-makers’ key 
legislation to stop foreclosures and strengthen protections against abusive lending 
practices.  It established an independent Consumer Financial Protection Bureau (CFPB) 
to ensure consumer access to credit.  No wonder the Act is called “Dodd-Frank Wall 
Street Reform and Consumer Protection Act.” The Dodd-Frank financial reform 
legislation just laid out the rule in general, but nevertheless required regulators to 
provide details.  The regulators are comprised of various federal agencies that include: 
the Treasury, Federal Reserve, Federal Housing Finance Agency, and Federal Deposit 
Insurance Corp.  The regulators proposed “Risk-Retention,”  “Premium Capture,” and 
Qualified Residential Mortgage (QRM) Rules to mitigate securitizers’ abuses.  In effect, 
Risk-Retention is an effort to address the incentive problem of securitizers___ those 
that originated and packaged loans into securities.  Under the new rule, the securitizers 
will be required to keep an ownership stake of at least 5% in the securities they create 
(Coalition for Sensible Housing, 2011, p.3).  The Premium Capture Rule by the 
regulators is to avoid securitizers raising fees due to the high standards set by 
regulators, such as the Risk-Retention and QRM rules.   
The Reform has it that mortgage securities backed by loans that are deemed to be 
“Qualified Residential Mortgages” (QRM) will be exempt from the Risk-Retention Rules, 
because across-the-board risk retention would impose significant costs on responsible 
credit-worthy borrowers.  The purpose of the Qualified Residential Mortgages was to 
define well-underwritten, standard, safe, and stable mortgages that would attract 
responsible liquidity back to the private market and be accessible to a broad range of 
borrowers.   Qualified Residential Mortgages loan eligibility is designed to help in 
identifying which mortgage loans require risk retention (see Table 6 below for definitions 
of loan characteristics). 
From Table 6, Qualified Residential Mortgage (QRM) must be a closed-end, first-lien 
mortgage used to purchase or refinance a one-to-four family property of the borrower.  
Negative amortization, interest-only and balloon payment loans are not QRMs.  Also 
loans to purchase time-share properties, and reverse mortgages are not QRM-eligible.  
Underwriting standards of QRM loans are quite restrictive.  For example, for a loan to 
be QRM, a borrower must have a front-end (housing) debt-to-income ratio of not more 
than 28% and a maximum back-end (total) debt-to-income of 36%.  The maximum loan-
to-value ratio is 80% for a purchase loan, with a lesser LTV permitted for refinances 
(Mark Zand and Cristian Deritis, 2011, p.2).  QRM also requires specific borrower 
payment behavior, e.g. a borrower cannot be 30 or more days past due on any debt 
obligation.  Some of the elements of the financial reforms are poorly crafted and the 
narrow definition of what constitutes qualified residential mortgage (QRM) may likely 
harm creditworthy borrowers, and low-income and minority borrowers, and thus, 
frustrate housing recovery efforts (Zandi and Deritis, 2011, pp. 1-3; Center for Sensible 
Housing Policy, 2011, p.3).   For example, the rule for lenders to retain part of the risk 
when they repackage loans into securities is likely to increase the cost for consumers, 
as they may increase the premium on the loans to cover costs.   
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Costs of Recent Financial Reforms to Borrowers and the Economy 
Despite the current low 30-year fixed rate of about 3% interest, homeowners are still 
scared to dive into refinancing due to stiffer underwriting standards, especially the 
higher bar to be met by borrowers.  Lenders are equally hyper-cautious about making 
loans due to uncertainties, stiffer guidelines, and stiffer penalties embedded in the 
recent financial reforms.  In the same token, the loan originators, servicers, securitizers, 
or the biggest banks are worrying and panicking that if their loans default once more, 
the agencies that guarantee them--- Fannie Mae, Freddie Mac, and Federal Housing 
Administration (the GSEs) will find errors in the underwriting and force the lenders to 
buy back the loans and swallow their loses (Esswein, 2013, pp. 1-3). 
The uncertainties, narrow definition of QRM, stiffer underwriting standards, stiffer 
guidelines, and stiffer penalties are likely to delay the establishment of broad investor 
(borrowers, lenders, and servicers) confidence necessary for the re-establishment of the 
overall market.  The Coalition for Sensible Housing Policy comprising of many 
consumer organizations (see Table 7), which included civil rights groups, lenders, real 
estate professionals, and insurers in conjunction with members of Congress had 
seriously urged regulators to make important changes to the proposed mortgage 
lending regulations (Coalition for Sensible Housing Policy, 2011, p.1).     
The Coalition identified a number of problems and contradictions in the proposed QRM 
framework, which include (Coalition for Sensible Housing Policy, 2011, pp. 7-9): 

• High Down-Payment Requirements Not Necessary for Creditworthy Borrowers.  
An increase in the down payment requirement from 5% to 20% may likely hurt 
the poor and communities of color (Tables 8, 9, and 10 below). 

• Down-payment Requirements put Homeownership out of Reach of Creditworthy 
Borrowers.  It is likely to take families many years to save a 20% down-payment 
(plus closing costs). 

• Existing Homeowners are also harmed by this Proposal.  More than half (52%) of 
current American homeowners have less than 25% equity in their homes 
required to get a QRM-eligible refinance mortgage.  The impact is even worse in 
the nation’s hardest hit housing markets.  

Table 8 shows Qualified Residential Mortgage (QRM) policy and its impact on raising 
down-payments requirements on default rates and borrowers eligibility from 2002 
through 2008.  The table shows that when down-payment is raised from 5% to 10%, 
default rate remained at an average of 0.2 % and proportion of borrowers not eligible for 
QRM remained virtually at 5% throughout the study period.  Nonetheless, when down-
payment increased from 5% to 20%, as required by the QRM policy, the default rates 
remained low (still under 1%), however the proportion of borrowers not eligible for QRM 
jumped drastically in 2002 from 5.2% to 16.9% and to 18.0% in 2008.  Furthermore, 
according to Center for Responsible Lending (January 2012), there is not much 
difference in default rates between prime conventional loans and loans meeting 
qualified mortgage (QM) product feature limits, as evidenced from loan performance for 
different loan types from 2000 through 2008 originations.  As usual, subprime loans (Alt-
A and Subprime Conventional) are the exceptions to low default rates, thus, they have 
higher default rates of 22.3% and 32.3% respectively (see Table 9 below).  No wonder 
the Coalition for Sensible Housing Policy comprising of 44 consumer organizations (see 
Table 7) of civil rights groups, lenders, real estate professionals, and insurers, in 
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conjunction with members of Congress, as mentioned before, had seriously urged 
regulators to make important changes to the proposed lending regulations. 
A major consideration by Congress to call for changes in the regulations was informed 
by the fact that existing homeowners are likely to be harmed by this proposal because, 
in recent years, more than half (52%) of current American homeowners have less than 
25% equity in their homes; the standard that will be required to get a QRM-eligible 
refinance mortgage.  The impact is even worse in the nation’s hardest hit housing 
market, such as California, Nevada, Arizona, Georgia, Florida, and Michigan (Coalition 
for Sensible Housing Policy, 2011, p.9).  Subsequently, Congress rejected the down-
payment requirements and advised regulators to focus on quality underwriting.  In fact, 
Congress required regulators to take into consideration underwriting product features 
that historical loan performance data had indicated resulting in a lower risk of default.  
Table 9 shows that prime conventional loans originated since 2000 had 7.7% default 
rate, which is less than the average default rate of 11.0% for all loans, when compared 
to subprime conventional loans (32.3%) and Alt-A loans (22.3%).  If the narrowly 
defined QRM standards are adopted, creditworthy minority households will be 
particularly hit (see Table 10 below).  These families already have significantly lower 
before tax family incomes and net-worth than White majority households as mentioned 
earlier, which translates into sharply lower homeownership rates.  Current underwriting 
standards are already very restrictive, and the unduly narrow QRM proposal will further 
tighten standards for creditworthy lower income and minority families.  Table 10 shows 
that about 66% of Non-Hispanic White borrowers would qualify under the proposed QM 
term restrictions, while 56.1% of African Americans, 47.1% of Latinos, and 59.1% of 
Asian Americans would relatively qualify.  Even the default rates under the QM loans 
indicated that White borrowers have the lowest rate (6.8%) when compared to other 
ethnic groups, e.g. the default rate for African Americans was 14.8%, Latinos, 15.7%; 
and Asian Americans, 8.0% (Quercia et al, 2012, p.32).  
Cost impact of some of the actions of the regulators has not been adequately 
addressed which might directly or indirectly affect housing market recovery and overall 
economy.  For example, no formal estimate exists of the cost impact of Risk Retention 
and the narrow QRM exemption.  The regulators acknowledged that, by design, as 
many as 80% of today’s borrowers would not be eligible for QRMs, but they made no 
formal attempt to estimate the cost of imposing risk retention on the vast majority of the 
market.  Most private estimates of the cost of risk retention indicate that loans that do 
not qualify for the QRM (e.g. those without 20% or more in down-payment or equity) will 
cost almost a full percentage point more than exempt QRMs.  Finally, the narrow QRM 
will likely delay the return of fully private capital back into the mortgage market (Zandi 
and Deritis, 2011, pp. 1-10; Center for Responsible Lending, 2012, pp. 1-44; Coalition 
for Sensible Housing Policy, 2011, pp. 1-13).  This is contrary to the purpose of the 
QRM, which was intended to define well-underwritten, standard, safe, and stable 
mortgages that would attract responsible liquidity back to the private market and be 
accessible to a broad range of borrowers. 
Policy Recommendations 
The policy recommendations in this study support the current government policies 
intended to stop the foreclosure menace plaguing the nation, which would at the same 
time also strengthen the overall economy.  The recommendations require the policy 
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makers to show strong leadership in stopping the current foreclosure crisis and make 
fair and sustainable housing a national priority.  The recommendations tend to 
dissociate from the cross-purposes of QRM narrowly defined eligibility, high equity 
requirements, and stiffer penalties.  Thus, 

• Foremost, Blacks and other minorities should endeavor to start investing outside 
just home ownership to increase their wealth levels, if the racial wage-gap should 
be bridged.  This is to mitigate being affected disproportionately by the problems 
in the national economy, including home foreclosures.  

• There should be pre-foreclosure loss mitigation application--- to help servicers to 
perform a good faith review of the borrower’s eligibility for a foreclosure 
alternative (CRL, 2010, pp. 1-10). 

• There should be a balance between the need for credit standards and the need 
to improve access to credit, to allay the fears of low income families, minority 
households, and communities of color.  Balance is sought to avoid leaving these 
categories of borrowers to the part of the market where they will be significantly 
more vulnerable to equity stripping through high fees and bad practices. 

• Congress should reject the minimum down-payment requirement, but encourage 
strong underwritten, safe, and stable product features (Coalition for Sensible 
Housing Policy, August 1, pp. 7-9).   

• Regulators should redesign a QRM that comports with Congressional intent of 
encouraging sound lending behaviors that support a housing recovery, attract 
private capital and reduce future defaults without punishing responsible 
borrowers and lenders (Coalition for Sensible Housing Policy, 2011, p.11). 

• There should be the relaxation from 80% to 90% of the maximum loan-to-value 
(LTV) for purchase originations, which would increase the share of Fannie and 
Freddie loans that QRM--- meaning more household will participate.  

• In order to accommodate more number of borrowers, it is recommended that 
loans with LTVs of up to 95% should be allowed to be QRM-eligible provided 
they carry third-party private mortgage insurance (PMI) as a backstop, as long as 
they meet other QRM restrictions. 

• To offset some of the additional credit risks, policy-makers could choose to 
further restrict high LTV lending to buyers with stronger credit scores. 

• High LTV lending may also be restricted to borrowers who have high net worth 
than other borrowers. 

• Qualified Residential Mortgage should be broadly defined to protect against 
shrinking the current conventional mortgage market.  Thus, a non-GSE 
streamlined refinancing plan should not be excluded but should also be on the 
policy table to increase the number of borrowers up to 30 million.  Currently, only 
GSE borrowers are on the policy table, which would benefit only 13 million 
borrowers (Boyce et al, 2012, pp. 1-14).  

•  Expanding the QRM definition to include loans in which total monthly mortgage 
payments do not exceed 31% of the borrowers documented income, or that total 
monthly debt service obligations should not exceed 40%, especially for 
homebuyers in high-priced housing markets. 
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• QRM should include the use of clear, bright line standards, instead of guiding 
principles that provide less clarity about whether an individual mortgage should 
be counted as a QRM (Stein, 2012, p.2). 

• Bright line standards will provide easy-to-understand rules of the game so 
everyone will know if a loan is a QRM or not, which should be good for both 
lenders and borrowers. 

• Eliminating the mortgage servicing requirements specific to QRM loans; servicing 
requirements should be consistent across all mortgage lending, determined in a 
regulatory process independent of the risk-retention rules. 

• Eliminating the Premium Capture rule that is likely to add significant complexity to 
the securitization process, which could have numerous unintended 
consequences. 

• Establish a conflict resolution and mediation mechanisms within a short time 
period, when there are disputes between the parties involved in securitization. 

• As a step outside of the risk-retention rules, there should be tightening 
requirements for residential mortgage origination, which should be made 
transparent and adopted by all federal and state regulators. 

Conclusions 
As U.S financial system still remains far from normal and the private securitization 
markets still remain a shadow of their former selves after nearly five years of their 
collapse; the National Mortgage Settlement Agreement, Menendez-Boxer Bill, and 
Dodd-Frank Act were intended to produce, overall, a substantially more sustainable 
system.  This study is focused on the above Bill, Act, and Settlement Agreement.  The 
policy recommendations are based on costs-benefits analyses of their impacts.  The 
recommendations are intended to address, without exacerbating, the present 
foreclosure crisis, especially the mortgage servicing abuses extant in the housing 
industry.  As a matter of fact, a full economic recovery will likely remain out of reach 
unless policy makers get serious about reducing foreclosures and restoring 
homeownership in all communities.  
The findings support the theorization that the recent congressional foreclosure policies 
and financial reforms have good intentions of addressing the mortgage loan servicing 
problems, however, the devil was in the regulators providing the macroeconomic details 
(Zandi and Deritis, 2011, p.8).  The appeal of the Dodd-Frank Act’s qualified residential 
mortgage (QRM) standards, and risk-retention and premium capture rules to address 
the unaligned mortgage loan securitization incentive problems, may be 
counterproductive, and at cross-purposes to what they are purported to achieve.  For 
example, they are likely to raise borrowing costs significantly for many homebuyers and 
make loans difficult to get to others, especially to borrowers of low-income families, 
minority households and communities of color.  They could also distort the development 
of the mortgage finance system; and prevent the reborn and return of private 
securitization markets.  Moreover, they could further concentrate an already 
concentrated mortgage lending industry, because of the narrowly defined qualified 
residential market (QRM) eligibility standards.  They can also inadvertently block 
government’s ultimate efforts to withdraw from its outsized role in the mortgage loan 
servicing market.  
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The recommendations in this study call for pre- and post- loss mitigation requirements; 
mediation mechanisms; stronger servicer accountability as preventive measures; as 
well as  adjustments to the regulatory reform standards, to better align incentives, soften 
the rules, and make them less binding.  It is also recommended to clearly and broadly 
define QRM to increase the number of borrowers who participate.  The use of 
appropriate QRM eligibility requirements, high quality underwriting standards, and other 
needed regulations in the housing industry, should undoubtedly restore confidence in 
the private securitization market and overall housing sector.  It is concluded that the 
congressional rules, regulations, and reforms would likely protect against abusive 
lending; bring foreclosure and mortgage securitization under control; and restore 
stability in the housing market and overall economy, if well managed.   
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Table 1: Home Equity Wealth Lost Due To Nearby Foreclosures by State, 2009-2012 
State State 

Foreclosure 
Projections 
(2009-2012) 

State Total Past 
Due (End Q2-
2010) 

Change In State 
Foreclosure Starts 
(Q3-2006 to Q1-
2010) 

Statewide Lost Home 
Equity Wealth Due To 
Nearby Foreclosures 
(2009-2012) 

Alabama 79,605 76,663 250% $1,788,700,000 
Alaska 5,595 5,928 11% $621,300,000 
Arizona 451,590 194,058 418% $51,734,300,000 
Arkansas 35,439 33,005 265% $607,900,000 
California 1,888,716 892,728 369% $626,870,000,000 
Colorado 140,223 91,861 56% $15,732,500,000 
Connecticut 80,031 64,400 144% $7,718,300,000 
Delaware 20,605 20,153 287% $2,052,300,000 
Washington, D.C 14,390 10,253 142% $22,848,600,000 
Florida 1,482,279 863,336 614% $331,351,000,000 
Georgia 348,343 269,192 122% $13,145,500,000 
Hawaii 28,068 19,338 533% $14,979,800,000 
Idaho 44,438 29,020 143% $1,774,800,000 
Illinois 384,490 280,973 474% $126,335,300,000 
Indiana 170,829 125,546 104% $6,041,500,000 
Iowa 37,617 33,739 -28% $1,197,700,000 
Kansas 36,542 31,580 71% $1,556,200,000 
Kentucky 60,203 53,097 44% $2,238,700,000 
Louisiana 57,938 69,006 100% $2,619,800,000 
Maine 23,093 18,653 114% $765,200,000 
Maryland 163,479 148,367 326% $31,265,800,000 
Massachusetts 121,153 99,358 80% $37,801,800,000 
Michigan 325,917 220,0655 62% $20,337,900,000 
Minnesota 150,332 88,569 111% $12,866,700,000 
Mississippi 40,867 42,581 76% $647,400,000 
Missouri 114,000 94,571 22% $5,874,400,000 
Montana 10,956 9,656 182% $265,600,000 
Nebraska 22,554 16,840 42% $1,075,400,000 
Nevada 281,901 127,921 1121% $54,443,800,000 
New Hampshire 29,739 21,358 107% $1,114,300,000 
New Jersey 235,881 193,503 178% $66,266,900,000 
New Mexico 29,864 30,027 194% $2,102,700,000 
New York 238,692 273,252 173% $241,715,400,000 
North Carolina 135,544 166,786 129% $5,184,400,000 
North Dakota 3,002 2,824 -16% $173,300,000 
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Ohio 282,190 217,536 21% $17,228,600,000 
Oklahoma 50,340 46,866 39% $1,889,600,000 
Oregon 85,886 60,893 478% $9,200,700,000 
Pennsylvania 172,439 185,563 53% $24,517,400,000 
Rhode Island 31,192 19,519 98% $,624,100,000 
South Carolina 98,732 87,773 94% $3,512,300,000 
South Dakota 6,583 5,283 7% $150,200,000 
Tennessee 121,324 110,949 59% $3,860,000,000 
Texas 349,292 356,402 35% $19,987,800,000 
Utah 69,383 51,115 120% $5,731,800,000 
Vermont 6,238 5,932 211% $142,500,000 
Virginia 182,596 132,825 8% $26,091,100,000 
Washington 132,092 119,472 347% $19,487,800,000 
West Virginia 15,201 16,198 41% $347,400,000 
Wisconsin 93,279 71,346 53% $5,660,500,000 
Wyoming 4,658 4,911 104% $139,000,000 
United States 9,000,000 6,217,842 136% $1,856,685,900,000 
Source: Sara Weed and Sonia Garrison, (2010).  “Foreclosure as a Last Resort.  States Can Stabilize the 
Housing Market by Preventing Unnecessary Foreclosures.”  Center For Responsible Lending.  CRL 
Policy Brief, October 2010.   Appendix 2.   State Foreclosure Data. 
 
Table 2: Break-Down of Bank Obligations under the National Mortgage Settlement Consent 
Judgment 

Source: Center for Responsible Lending, February 17, 2012.  “Summary of National Mortgage 
Settlement,” pp. 11. 
 
Table 3: Mortgage Type, Number of Months until Maturity, Refinancing New Loans, Prevailing 
Market Rate, and Mortgage Rate Cutoff 
Current Product 
Type 

Remaining Months 
to Maturity 

Refinanced 
Mortgage 

Prevailing Market 
Rate* (%) 

Mortgage Rate 
Cutoff (%) 

Fixed 300 or More 30-Year FRM 3.59 4.60 
Fixed 210 to 299 20-Year FRM 3.38 4.25 
Fixed 209 or Fewer 15-YearFRM 2.86 3.90 
Adjustable Any ARM 2.78 3.50 
*As of September 4, 2012.  Source: 30-Year FRM, 15-Year FRM, and ARM rates from Freddie Mac 
PMMS; 20-YearFRM from www.usbank.com. 
Source: Alan Boyce, Glenn Hubbard, Chris Mayer, James Witkin (2012).  “State and District Estimates of 
Borrowers Benefiting from a Streamlined Refinancing.”  September 6, 2012. 
 
Table 4: Distribution of Benefits Origination Balances as of March 2012 
Origination Balance % Outstanding Balances* % Interest Savings* 

Under $100,000 9% 13% 
$100,000-199,999 33% 38% 
$200,000-299,999 28% 26% 
$300,000-399,999 18% 14% 
$400,000-499,999 9% 6% 
$500,000-599,999   2% 1% 

Institution Federal & State Payments (Including 
Foreclosure Restitution Fund) 

Relief to Existing Borrowers 

Ally Bank $110 Million $200 Million 
Bank of America $3.24 Billion $8.58 Billion 
Citi-Bank $415 Million $1.79 Billion 
Chase Bank $1.08 Billion $4.21 Billion 
Wells Fargo Bank $1.01 Billion $4.34 Billion 
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$600,000-699,999 1% 1% 
*Outstanding Balances represents the portion of total outstanding GSE mortgage balances broken down 
by the origination amount.  So 42 percent of all outstanding GSE balances are for borrowers with an 
origination mortgage under $200,000.   % Interest Savings represents the proportion of the total interest 
savings that accrue to borrowers in each category.  So 51 percent of all interest savings go to borrowers 
whose origination amount was less than $200,000. 
Source: Alan Boyce, Glenn Hubbard, Chris Mayer, James Witkin (2012).  “Streamlined Refinancing for up 
to 13 Million Borrowers.”  Draft 15: 6/13/2012, p. 13.  
 
Table 5: State Estimated Savings from Expanded and Streamlined Refinancing* Opportunities by 
Menendez-Boxer Bill 
State Annual Interest Savings 

(Millions of Dollars) 
Number of Eligible 
Mortgages 

Average Savings per 
Refinance 

Alabama $438.4 162,436 $2,699 
Alaska $73.6 18,142 $4,054 
Arizona $937.2 318,378 $2,944 
Arkansas $187.5 78,949 $2,375 
California $5,669.8 1,371,678 $4,133 
Colorado $851.6 253,639 $3,358 
Connecticut $532.6 142,018 $3,750 
Delaware $175.5 49,779 $3,525 
District of Columbia $120.9 27,143 $4,267 
Florida $2,975.1 980,316 $3,035 
Georgia $1,281.5 431,411 $2,971 
Hawaii $220.5 43,846 $5,029 
Idaho $218.8 77,667 $2,818 
Illinois $1,776.6 532,371 $3,337 
Indiana $582.2 253,294 $2,999 
Iowa $236.0 100,805 $2,341 
Kansas $243.4 95,822 $2,540 
Kentucky $324.3 131,798 $2,461 
Louisiana $368.8 134,317 $2,746 
Maine $160.5 52,027 $3,085 
Maryland $1,119.9 284,495 $3,937 
Massachusetts $1,000.4 238,133 $4,201 
Michigan $1,166.0 458,550 $2,543 
Minnesota $884.2 277,725 $3,184 
Mississippi $142.2 54,096 $2,628 
Missouri $630.2 247,220 $2,549 
Montana $114.6 38,242 $2,997 
Nebraska $145.0 61,411 $2,361 
Nevada $378.1 119,284 $3,170 
New Hampshire $231.2 67,227 $3,439 
New Jersey $1,667.3 402,431 $4,143 
New Mexico $240.8 83,128 $2,897 
New York $2,595.5 638,756 $4,063 
North Carolina $1,070.1 368,962 $2,900 
North Dakota $36.5 15,079 $2,420 
Ohio $1,027.5 427,650 $2,403 
Oklahoma $286.8 121,616 $2,358 
Oregon $668.7 201,625 $3,317 
Pennsylvania $1,365.1 469,712 $2,906 
Rhode Island $141.7 41,108 $3,447 
South Carolina $525.6 188,329 $2,791 
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South Dakota $59.2 23,511 $2,520 
Tennessee $570.0 204,354 $2,789 
Texas $2,517.8 874,868 $2,878 
Utah $367.7 108,814 $3,379 
Vermont $80.8 26,920 $3,003 
Virginia $1,265.9 346,507 $3,653 
Washington $1,170.8 321,151 $3,646 
West Virginia $95.0 39,284 $2,419 
Wisconsin $504.5 171,875 $2,935 
Wyoming $58.4 18,923 $3,084 
Source: Alan Boyce, R. Glenn Hubbard, Christopher Mayer, and James Witkin at the Paul Milstein School 
of Real Estate at Columbia Business School, June 17, 2012. 
http://www4.gsb.columbia.edu/realestate/research/housingcrisis.  See also Center for Responsible 
Lending (2012).  “Expanding, Streamlining Mortgage Refinances.  A Bipartisan Opportunity to Help 
Homeowners (Excerpt).”  Published June 27, 2012. 
*The state totals differ from the 13 million people and $35 billion savings the researchers calculated 
nationally because the national estimates were based on more refined assumptions. 
 
Table 6: Qualified Residential Mortgage Eligibility: Loan Characteristics and Requirements 
Loan Characteristics Requirements 
Lien Position Closed-end first-lien mortgage 
Purpose and property type Purchase or refinance a one-to four family property, 

at least one unit of which is the principal dwelling of 
a borrower.  Construction loans, “bridge" loans with 
a term of 12 months or less, loans to purchase 
time-share properties, and reverse mortgages are 
not QRM-eligible. 

Amortization Only fully amortizing loans allowed.  Negative-
amortization, interest-only, and balloon-payment 
loans are not eligible. 

Variable rates Adjustable-rate mortgages are QRM if they have 
specific interest rate caps (TBD) which mitigate any 
payment shock to borrowers. 

Debt-to-income ratio The sum of the monthly housing payment including 
interest taxes and insurance (i.e. “front-end” debt-
to-income ratio) must be no greater than 28% of 
gross monthly income.  The sum of all monthly debt 
payments (i.e. “back-end debt to income”) can be 
no greater than 36%. 

Loan-to-value ratio Maximum LTV of 80% for a purchase loan; lower 
maximum LTV (TBD) for refinance loans. 

Credit history No specific credit score criteria, but borrowers 
cannot be 30 or more days past due on any 
obligation at origination.  Borrower cannot have 
been 60 or more days past due on any debt 
obligation within the preceding 24 months. 

Source: Mark Zandi and Cristian Deritis (2011).  “Reworking Risk Retention.”  MOODY’S ANALYTICS.  
Special Report, p.3. 
 
Table 7: Coalition for Sensible Housing Policy Members 
American Bankers Association National Association of Home Builders 
American Escrow Association National Association of Human Rights Workers 
American Financial Services Association National Association of Neighborhoods 
American Land Title Association National Association of Real estate Brokers 
American Rental Property Owners and Landlords National Association of REALTORS 
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Association 
Asian Real Estate Association of America National Community Reinvestment Coalition 
Black Leadership Forum National Fair Housing Alliance 
Center for Responsible Lending National Housing Conference 
Colorado Mortgage Lenders Association National NeighborWorks Association 
Community Associations Institute National Urban League 
Community Mortgage Banking Project National Real Estate Investors Association 
Community Mortgage Lenders of America North Carolina Institute for Minority Economic 

Development 
Community Reinvestment Coalition of North 
Carolina 

Real Estate Services Providers Council 

Consumer Federation of America Real Estate Valuation Advocacy Association 
Council of Federal Home Loan Banks Realty Alliance 
Credit Union National Association Texas Bankers Association 
Enterprise Community Partners, Inc. U.S. Conference of Mayors 
HomeFree USA Mortgage Bankers Association Worldwide ERC 
Independent Community Bankers of America  
International Association of Official Human Rights 
Agencies 
Louisiana Bankers Association 
Mortgage Insurance Companies of America 
NAACP 
National Association of Federal Credit Unions 
National Association of Hispanic Real Estate 
Professionals 
Source: Coalition for Sensible Housing Policy (2011).  “Proposed Qualified Residential Mortgage 
Definition Harms Creditworthy Borrowers While Frustrating Housing Recovery.”  Submitted to the Federal 
Regulators on August 1, 2011. 
See also, Center for Responsible Lending (2011).  “Coalition for Sensible Housing Policy Joins 326 
Members of U.S Congress Calling for Changes to Proposed QRM Regulations.  Diverse Coalition 
Releases White Paper Outlining Shared Concerns.”  Center for Responsible Lending, June 23, 2011, p.2.  
 
Table 8: Qualified Residential Mortgage (QRM) Policy and Its Impact on Raising Down Payments 
Requirements on Default Rates and Borrower Eligibility 
Origination Year 2002 2003 2004 2005 2006 2007 2008 
Reduction in default rate* by increasing 
QRM down payment from 5% to 10% 

0.2% 0.1% 0.3% 0.3% 0.2% 0.5% 0.2% 

Proportion of borrowers not eligible for 
QRM by moving from 5% to 10% Down 

5.2% 4.3% 5.5% 4.6% 4.8% 6.7% 5.7% 

Reduction in default rate* by increasing 
QRM down payment from 5% to 20%  

0.6% 0.3% 0.7% 0.8% 0.8% 1.6% 0.6% 

Proportion of borrowers not eligible for 
QRM by moving from 5% to 20% Down 

16.9% 14.5% 19.4% 19.2% 19.1% 20.1% 18.0% 

*Default = 90 or more days delinquent, plus in process of foreclosure, plus loans foreclosed. 
Source: Coalition for Sensible Housing Policy (2011).  “Proposed Qualified Residential Mortgage 
Definition Harms Creditworthy Borrowers While Frustrating Housing Recovery.”  Submitted to the Federal 
Regulators on August 1, 2011, p.7, Table 3. 
See also, Data from CoreLogic, Inc.  Analysis by Vertical Capital Solutions for Genworth Financial and 
the Community Mortgage Banking Project. 
 
Table 9: Loan Performance for Different Loan Types by 2011: 2000-2008 Originations, All Loans 
Loan Type Number of Loans in Sample1 Default Rate2 

(%) 
All Loans 19,467,990 11.0 
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Loans Meeting QM Product Feature Limits3 10,871,569 5.8 
Prime Conventional 15,114,926 7.7 
Federal Housing Administration (FHA), 
excluding Seller-Financed Down payment 
Assistance (SFDPA)4 

1,631,318 9.7 

Alt-A 1,313,661 22.3 
Subprime Conventional 1,408,085 32.3 
1Loans do not add up to total loans in the sample due to missing data as well as overlap between the QM 
loans and other market segments. 
2Persentage of Loans 90+ Days Delinquent, in the Foreclosure Process, or Foreclosed Upon by February 
2011. 
3Loans meeting QM product features are those that have full documentation, are not interest-only or 
negative amortizing loans, do not include a balloon payment, do not have adjustable interest rates with 
fixed terms under five years, do not have a maturity of greater than 30 years, and do not include a 
prepayment penalty.  FHA loans are also excluded from the QM product loan category. 
4For all FHA loans in the sample, the default rate is 14.4 percent.  This rate includes loans originated 
through the Seller-Financed Down payment Assistance (SFDPA) Program.  SFDPA provided borrowers 
with down payment assistance provided by seller-funded nonprofit.  FHA ended this program in October 
2008 (due to abuse, including seller fraud) and SFDPA loans are no longer permitted. 
Source: Quercia, Roberto G., Lei Ding, and Carolina Reid (2012).  Balancing Risks and Access: 
Underwriting Standards and Qualified Residential Mortgages.  Research Report.  Center for Community 
Capital.  UNC College of Sciences, January 2012, Table 1, p. 16.  http://www.ccc.unc.edu.  
 
Table 10: The Impact of Qualified Mortgage (QM) Loan Term Restrictions on Loan Default, by 
Borrower Race/Ethnicity and Income in 2011: 2004-2008 Originations 
 Share of Loans 

that Would 
Qualify Under 
Proposed QM 
Term 
Restrictions 

Default Rate*-Non 
QM Loans 

Default Rate-QM 
Loans 

Ratio of non-QM 
to QM Default 
Rates 

Borrower 
Race/Ethnicity 

    

Non-Hispanic 
White 

66.4 19.6 6.8 2.9 

African American 56.1 34.3 14.8 2.3 
Latino 47.7 44.4 15.7 2.8 
Asian 59.1 27.0 8.0 3.4 
Borrower Income     
Low 74.5 21.3 10.3 2.1 
Moderate 70.1 21.7 9.4 2.3 
Middle 65.0 24.2 8.4 2.9 
Upper 58.3 28.1 7.6 3.7 
*Default Rate: Percent of Loans 90+ Delinquent, in the Foreclosure Process, or Foreclosed Upon by 
February 2011, 2004-2008 Originations, All Loans. 
Source: Quercia, Roberto G., Lei Ding, and Carolina Reid (2012).  Balancing Risks and Access: 
Underwriting Standards and Qualified Residential Mortgages.  Research Report.  Center for Community 
Capital.  UNC College of Sciences, January 2012, Table 5, p. 32.  http://www.ccc.unc.edu. 
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Introduction 
Adolescents are faced with many challenges while coping in their world 

today. In doing so, they are forced to make many choices regarding their 
behavior and its related consequences. Their choices are influenced by many 
factors and pressures in their home, school, and social environments. While 
some choices have positive effects, many of these pressures have potentially 
negative effects on the development of teens.  

Who or what influences teen girls to engage in appropriate and 
inappropriate behaviors? The authors chose to explore this topic after listening to 
and/or reading several news reports on the engagement of female teens in a 
Jello wrestling incident at the teens’ high school. This incident was bound by 
controversy from several interest groups who were directly or indirectly involved 
in this incident: high school teens, parents, school administrators, local police, 
the media, alumni of the high school, and several family groups in the area in 
which this incident occurred. The authors sought to explore the research on teen 
influences, and in doing so, uncovered several subtopics and found family, 
friends, social environments, and the media to be among the major influences on 
teens, but the impact of each varied among the individuals involved 
(Rennekamp, 1990). Thus, the following subtopics are addressed in this paper as 
the major influences on teen girls: 1) parents, 2) peers and friends, and 3) the 
media and celebrities. 
Parent Influence 

According to research, parents have a substantial influence on their 
children, particularly during the teen years. A positive correlation has been found 
between parents with high expectations and teen girls who associate with 
positive peers (Dumas, Ellis, & Wolfe, 2012). These teen girls were also found to 
have fewer incidents of substance use, including alcohol, tobacco, and drugs and 
fewer incidents of engagement in risky and/or sexual behaviors (Dunn, Kitts, 
Lewis, Goodrow, & Scherzer, 2011). Furthermore, they had fewer secretive 
behaviors (Bakken & Brown, 2010), and when there was more parental support 
and discipline, teen girls exhibited more resistance to peer pressure (Marshall & 
Chassin, 2000). The greatest influence on teen behavior appears to be parental 
values that have been found to not only predict the academic and social behavior 
of teens (Masten, Juvonen, & Spatzier, 2009) but also to influence the sexual 
behavior of teens (Mitchell, Tanner, & Raymond, 2004). 

School expectations. In their research in 2010, Fleming, Catalano, 
Haggerty, and Abbott discovered “dynamic interactions between youth and their 
social environment” (p. 680). They found positive family relationships lead to 
higher increases in school bonding, higher academic achievement, and 
increases in participation in structured school activities among teen girls. 
Contrastingly, increased family conflicts lead to less school engagement, 
negative peer associations, and school failure and also more incidents of crime, 
violence, and substance abuse, particularly during the late teen years.  
Influence from Peers and Friends 

Teens want to be with people their own age. They spend more time with 
peers and less time under parental supervision as they grow into adolescence 
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and young adulthood. They want to become autonomous, to break away, which 
is, in part, what parents strive for also, but the influence of peers may be a major 
concern or stressor for parents. The influence of their peers—positive or 
negative—is of critical importance in a teen’s life. Positive effects can encourage 
an adolescent to be successful and to make wise choices in life; conversely, 
negative peer pressure may mar good judgment and promote risky behaviors, 
even pulling a teen away from her family (Focus Adolescent Services, 2008). 

While the public has a tendency to associate peer group influence as 
being mostly negative, most teens look to their peers as a social reference point. 
Teens use their peers as a source of feedback on personal characteristics, for 
the acquisition and/or acceptance of social behavior, and to gain self-
confidence. Although parents may feel they lose some influence on their children 
during the teen years, long-term decisions during these years are still strongly 
impacted by parents (Farmer, 2010), while short term decisions on such things 
as mannerisms, clothing, and hair styles are often subjective to peer influence. 
All in all, children who have strong parental influence will also have strong peer 
influence as well. As they get older, teens may become more interdependent on 
both parents and peers, and more often than not, peers will reinforce the teen’s 
family values (Guzman, 2007). 

During the teen years, adolescents frequently engage in behaviors that 
are sanctioned by their peers (Milner, 2006). According to Brechwald and 
Prinstein (2011), these behaviors may be perceived by teen girls to be of high 
status and often match the social norms of the teen’s valued or desired peer 
group. Many times these behaviors are reinforced by peers and contribute to the 
teen’s favorable self-identity. Research by Ferguson and Meehan (2011), 
Gardner and Steinberg (2005), and Saftner, Martyn, and Lori (2001) found when 
teen girls have positive peers, they typically engage in less risky and deviant 
behaviors; however, peers have also been found to have a moderate to strong 
impact on a teen’s risk behaviors (Jaccard, Blanton, & Dodge, 2005). 

The influence of friends often takes precedence over that of parents 
during a teen’s life. Along with peers and the media, friends have a primary 
influence on the sexual information and behavior received and/or observed by 
teen girls (Fingerson, 2005). Prinstein and Wang (2005) referred to such 
behavioral information received by teens as having a “contagion effect”, as the 
perceptions of friends’ behavior strongly predicted teen girls’ sexual behavior. 
Thus, when friends or peers of teen girls are perceived to have risky and/or 
sexual behaviors, this increases the teens’ onset of sexual behaviors, but as 
Mitchell et al. (2004) point out, the opposite is also true.  

Religion. The religiosity of friends has been found to influence the onset 
of sexual intercourse in teens (Adamczyk, 2009). Teen girls often sort into 
friendship groups based on their friends’ virginity status and their religious 
attitudes. Wallace, Yamaguchi, Bachman, O’Malley, Schulenberg, and Johnson 
(2007) found when teen girls reported a high degree of religiosity, they engaged 
in less delinquent behaviors, and Mitchell et al. (2004) also reported a delay in 
teens’ sexual initiation when these teens reported a high degree of religiosity.  
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Influence from the Media and Celebrities 
Teen girls are influenced on a daily basis from the media, which includes 

television shows, sports events, and commercials often featuring sports, music, 
and movie celebrities. Teens too often look to these personalities as role models 
of behavior by observing their appearance, words, and actions. Right or wrong, 
these stars are highly influential. Because of their vulnerability during this 
developmental period, teens may be easily influenced by celebrities. The teen 
population is the most likely to copy their idols as they search for self-esteem, 
identity, and a “cool” self-image. 

As a teen works to satisfy her need for love and acceptance and to 
experience a positive self-image, she may strive to please parents, peers, and 
society. The need for acceptance may drive her to be more innovative, and 
perhaps, controversial. Her identity confusion at this stage of her life may lead 
her to look to celebrities in the media for ideas of who is currently popular and, 
thus, who she would like to exemplify. Therefore, celebrities may have the most 
impact and influence on teen girls who are vulnerable and lack a positive self-
identity. Unfortunately, there is no shortage of celebrities and pop stars who 
engage in negative publicity. These celebrities are keenly aware that whatever 
image they project, their adoring teen audience will emulate it. 

Teens often think, dream, and even plan a few years ahead in their lives. 
As a result, this makes celebrities who are a few years older all the more 
desirable and enviable. Miley Cyrus, caught on film smoking marijuana, and 
Paris Hilton and Lindsay Lohan, jailed for drinking and drugs, may be viewed as 
role models by teen girls, despite the inappropriate conduct of these stars. Some 
teens see inappropriate behavior on a regular basis in the media, have become 
immune to it, and do not let these indiscretions hinder their idols’ likeability. 

Sports celebrities are another group of vicarious role models with whom 
adolescents have little or no direct contact, yet these stars often create a large 
and influential impact. These sports heroes may seem “larger than life” and are 
some of the most recognized spokespersons today. Some current athletes are 
positive role models (e.g., Tim Tebow, Roger Federer, and brothers Peyton and 
Eli Manning) (Riggio, 2012). Many, however, were once held in high esteem but 
then fell from grace (e.g., Tiger Woods, Kobe Bryant, and Michael Vick), yet 
teens often overlook past transgressions, as each athlete’s status is heightened 
by his notoriety and attention in the media (Lopes, 2011). 

While some sports celebrities’ seeming lack of morals may have lead 
teens to believe abhorrent behavior is acceptable, Magic Johnson’s disclosure in 
1991 that he was HIV positive did have a positive effect on teens: it increased 
teen girls’ awareness of AIDS/HIV and increased their resistance to peer 
pressure for sexual intercourse. Johnson’s announcement generated an 
immediate reaction from many adolescents, albeit groups considered to be at 
low-risk were most impacted. This particularly vulnerable group, however, did 
seem to become more aware and reported increased self-efficacy in sexual 
situations (Brown, Baranowski, Kulig, Stephenson, & Perry, 1996). 

Recent reality shows have reinforced the notion that one can become 
famous for being a teen mom, crazy party girl, or a bad girl; the message to teen 
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girls is it is acceptable behavior to fight, be drunk, and have random hookups 
(Guana, 2013). Because teen girls are consistently bombarded by these negative 
images and actions, they may imitate what they see and believe they cannot be 
blamed for bad decisions and actions when their idols include TV celebrities like 
Snooki and the Situation.  

Films may have a less-than-positive influence on teens. Since movies 
reflect and shape social attitudes, there should be concern with the 
representation of negative teen characters, many of whom are viewed as 
appealing models, which may then lead to the adoption of similar negative 
behaviors and attitudes in teen girls. Films have been cited as having negative 
influences not only on the attitudes of teens but also on the initiation of substance 
use (Stern, 2005). Many movies of the past had a “moral of the story”, but 
frequently movies of today do not teach a lesson or demonstrate real-life issues 
and their difficulties. 

Trend-conscious teens are very active in utilizing the media to seek the 
latest products, services, and fashions (Zollo, 1995, as cited in Bush, Martin, & 
Bush, 2004). Teens are a sought-after marketing target for advertisers and 
represent great potential for instant profits. Teens also possess great spending 
power and are quite receptive to new products with impulsive buying. Advertisers 
realize this captive teenage audience and key in on their influence to “get ‘em 
while they’re young.”   

Body image. Teen girls are more body conscious than ever before. They 
are obsessed by their weight, the size of their breasts, and their facial 
details. Plastic surgeons are tapping a whole new market with young girls who 
have breast augmentations, their ears pinned back, their noses reshaped, 
microdermabrasion, and unwanted hair removed by lasers. The American 
Society of Plastic Surgeons reported nearly 219,000 procedures were done on 
teens in 2010 (Collins, 2013). Most of these procedures are not recommended 
until after age 18 when a teen’s growth is complete. However, immature teens in 
search of the “perfect” look, and many of whom do not see the future 
consequences of these procedures, all too often convince parents of the “need” 
for these surgeries. Sadly, these girls, along with their parents, find these 
surgeries necessary at a young age in order to gain an acceptable level of status 
among their peers. They don’t even wait for natural aging and life during the 
vulnerable stage of adolescence to create an imperfection; a flaw is detected 
(which is all too often only perceived), and it must be fixed immediately. 

Eating disorders create continued concerns because of a host of skinny 
celebrities portrayed as beautiful by the media. A study by the National Center for 
Biotechnology Information concluded that approximately 50 percent of girls and 
young women are unhappy with their bodies. Another determined “exposure to 
thin-ideal media images may contribute to the development of eating disorders 
by causing body dissatisfaction, negative moods, and low self-esteem” 
(Spettigue & Henderson, 2004, p. 2). Unhealthy eating and weight loss practices 
continue to be prevalent among female teens. Media images contribute to eating 
disorders: as noted by Magee (2012), the digital alteration of photographs can be 
psychologically harmful to these teen consumers and lead to unrealistic ideals 
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about body image. Even though eating disorders have been identified as the 
most deadly among mental disorders, the media is a major contributor of eating 
disorders among teen girls.  

An additional consequence of the media’s influence is its impact on a teen 
girl’s sexuality. According to Mitchell et al. (2004), the media highly influences 
teens’ sexual behavior and the initiation of it through social marketing. Women 
and girls have expressed their fears about the harmful effects of media’s 
“sexualization" of females (Vares, Jackson, & Gill, 2011), but ours is a consumer 
culture that sells sexualization. Within this culture, girls are often expected to 
“walk a thin line” between being sexually desirable, competent, and 
knowledgeable about sexual issues yet not too knowing about taboo subjects; a 
conservative, gendered double standard is evident and present. Those who 
choose to not follow the peer group “rules” may be socially punished and/or 
excommunicated (Ringrose & Renold, 2012). 
Conclusion 

So what led to high school girls, many of whom were called “highly 
respectable” and “potential scholarship recipients”, being ready and willing to risk 
their reputations and face physical harm (e.g., hair pulling and face battering) in 
order to partake in a homecoming tradition that involved Jello wrestling in front of 
hundreds of their peers (many of whom were reportedly “intoxicated”) with 
nothing on but a sports bra and skimpy shorts (if these items of clothing were not 
pulled off in the quest to best their opponent)? Why did some of the parents of 
the teens involved sanction this activity on the Internet and threaten/bully others 
to “take it underground” if the school administration failed to sanction it in future 
years? Why was it necessary to film this Jello wrestling incident and post it on 
YouTube along with one of the “scantily clad wrestlers” hugging a grinning police 
officer? And why was that same YouTube video pulled the day after it was 
posted? Undoubtedly, many, if not all, of the influences on teen girls reported in 
this paper—parents, peers, school expectations, and the media—influenced the 
behavior of teen girls on the night of this Jello wrestling incident.  

Possibly the most important question is what will influence the behavior of 
these teens as well as other teenage girls in the future. Will parents strive to 
create a positive role model for their teens? Will peer pressure win in the 
coercion of participation of female teens in behaviors they know are inappropriate 
and not sanctioned by parents and school authorities? Will schools set 
expectations to coincide with parental expectations in the provision of socially 
acceptable activities? And what role will the media play—one of exposure and 
exploitation of the abhorrent behavior of rock stars, sports figures, and movie 
idols, or will it proactively sanction appropriate teen activities and promote 
positive celebrity models for teen girls to emulate? Only time will tell. 
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With the new Texas Accountability System for Educator Preparation, the state 
clearly prescribed out-comes to be measured.  The majority of these were incorporated 
into the articulated standards for all certificates. with the respective to  the required the 
English Language Proficiency Standards (ELPS) for teacher candidates, the state 
interpretation of language standards has been ambiguous; thus, it has been difficult to 
apply them to teacher preparation the teacher preparation programs. No preparation 
area has faced greater challenges than that of training teachers to build pathways into 
academic language proficiency for English Language Learners (ELLs).  Specifically in 
the standards teacher candidates are required to acquire knowledge of social language 
proficiency in terms of its academic implications. This requirement has highlighted the 
necessity for educators to also understand its cultural implications.  
   The Texas State Board of Education approved second language acquisition 
curriculum standards, in 2007-2008. Since then, any public school teacher who has an 
ELL student in class must meet both subject matter knowledge standards and skill 
requirements and the English Language Proficiency Standards (ELPS).  ELPS has 
three instructional components as follows: 

• Cross-curricular second language acquisition essential knowledge and  
  skills  

 These standards articulate the language proficiencies the Texas 
Education Agency believes ELL students need to master academic content. They 
include learning strategies, and proficiency levels in each of the four channels of 
communication: listening, speaking, reading and writing. 

• Proficiency level descriptors (PLDs) 
Descriptors define four states of second language acquisition: beginning, 

intermediate, advanced, and advanced high.  
• Linguistic accommodations  

 These are English language supports to increase student access to 
content area instruction. 

Educators have been given the task, then, of decoding the meaning of “social language 
proficiency” in the context of schools. We note social language proficiency was not 
mentioned in the set of ELPS components above.  The entire thrust was aimed at 
academic language proficiency and mastery of academic content.  However, in its 
description of school district requirements, TEA opened the door to social language 
requirements.  The ELPS standards adopted in November 2007 and placed in the 
Texas Administrative Code §74.4 Chapter 74:        Curriculum Requirements included 
the following statement: 

In order for ELLs to be successful, they must acquire both social and academic 
language proficiency in English. Social language proficiency in English 
consists of the English needed for daily social interactions.  Academic 
language proficiency consists of the English needed to think critically, understand 
and learn new concepts, process complex academic material, and interact and 
communicate in English academic settings.  

 The challenge to preparation programs is obvious.  ELPS, as presented here, 
presents a dichotomous view of language – one in which academic language 
proficiency is distinguished from social language proficiency. The predicate, “needed for 
daily social interactions” is the focal challenge.   
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 Proficiency for daily social interactions may include proficiency in English that 
permits one to interact with:  

• people in the general social world outside the school 
•  peers in classrooms, cafeterias, hallways, study halls, and in extracurricular 

activities  and recess 
•  teachers and other adults in school 

 On the other hand, daily social interactions may be interpreted academically.  
Thus social language proficiency may involve the use of English for acquiring 
academic proficiencies such as: 

• interacting with peers in academic activities such as those involved in 
cooperative learning activities 

• interacting with teachers by raising appropriate academic questions and 
responding to teachers’ questions 

•  interacting with academic language in print 
 The distinction between academic and social language is artificial and 
contributes to the challenge.  Academic discourse involves interacting and interacting is 
inherently social.  Becoming proficient academically requires mastering the discourses 
that lie within each academic discipline.  Participating in any content-area subject 
implies that students will understand the interactive norms in each of the four channels 
of communication: listening, speaking, reading, and writing.   

With this standard of social language proficiency, future educators should 
understand the cultural and behavioral implications. Whether we employ the more 
general definition of social language or an academic one, the standard here has been 
deeply embedded in culture.   Schools and classrooms have often viewed by 
researchers as socio-cultural environments in which a host of sociolinguistic constraints 
are in effect.    Sociolinguistic knowledge or “communicative competence” involves the 
ability to adapt to the “appropriate” language of specific settings (de Jong, 2011).  
Among the linguistic requirements is the ability to code switch (e.g., move adroitly 
between formal and informal language).  Adaptive language skill often includes 
proficiency in receptive and productive language variation. This includes the ability to 
distinguish pronunciation patterns, variations in vocabulary, and differences in specific 
grammatical structures.  In addition, communicative competence requires the ability to 
know when to speak and when not and the selection of appropriate conversational 
topics and skill in the norms of interacting.  And communicative proficiency also requires 
that people use the repertoire of paralinguistic systems including kinesics (meaningful 
body movement), proxemics (meaningful uses of interactive space), chronemics 
(meaningful elements of time), and prosodic (nonverbal vocal signals). paralinguistic 
systems. 
 ELL students are vulnerable to misdiagnosis and their lack of “socially 
appropriate” language in schools is a widely-acknowledged threat (Salvia & Ysseldyke, 
2009). As these assessment experts observed, the Individuals with Disabilities 
Education Act (IDEA) has warned educators that “Materials and procedures used to 
assess a child with limited English proficiency [must be] selected and administered to 
ensure that they measure the extent to which the child has a disability and needs 
special education, rather than measuring the child’s English language skills” (p. 175).  
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Since ELL students often come from different cultures, they frequently have 
acquired sociolinguistic norms that vary in important ways from the norms of American 
classrooms. We would argue that state-mandated standards, such as ELPS should go 
much further in explaining the meaning of social language proficiency and that they 
specifically address the academic and the cultural dimensions of sociolinguistic 
variation. Standards incorporating this should be included in any of the accountability 
measures of educator preparation programs. 
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Abstract 
In 2043, 1/3 of America’s population will be Latino/Hispano. America's Latino’s 
will both profoundly change and significantly reinforce the social cultural context 
of the American mosaic. 
 
Introduction: The Latino Impact on Mainstream American Society 
 During the past years, the United States has seen a dramatic increase in 
the debate surrounding illegal immigration, primarily of Mexican and other Latin 
American immigrants. This debate has evoked passionate predictions from those 
who warn that unless the United States stops the illegal immigration and then 
limits legal immigration, the social and cultural context of American society will be 
fundamentally changed. The sentiments of many of these social critics is that 
American society will be changed for the worse. It is already too late to stop the 
societal change. If every would-be illegal immigrant was stopped for the next 10 
years and every current illegal resident forcibly deported, it is still too late. 
Demographers predict that by 2043, based on higher birthrate alone, one-half of 
the United States will be non-White. The non-White category will consist of 
African-American, Asian-American, Native American, mixed-race or other, with 
1/3 of the non-White population being Latino. America's estimated 50.5 million 
legal Latin-American residents—over half of them U.S.-born legal citizens—are 
impacting the present fabric of American Society and will continue to profoundly 
change the social cultural context of American society. The Latinization of the 
United States is an inevitable and unavoidable outcome in the social-cultural 
development of American culture. Latino culture has been present as a non-
mainstream element since before America took the name America. This article 
postulates that the numerical presence of Latinos in all parts of the United States 
will continue to impact and change the nature of mainstream American culture. 
Like every other ethnic group that has incorporated itself into the American 
mosaic, they will infuse their values and legacy into the cultural mainstream. 
 
Who are Latinos as a Group? Now and in 2043 Diversity and Unity Among 
Latinos in the United States 

Latinos are not homogenous. They represent over 20 nationalities, 
numerous regions, a multitude of ethnicities and tribes, and nearly every race on 
earth. Yet, even after taking this diversity into account, I believe that all Latinos 
are one people, maintaining a common culture regardless of ethnic and racial 
diversity. Regardless of the ethnicity (indigenous American, African, or 
European), they were all forged into a people who would become Latino under 
Spanish colonialism. The various Latino groups emerged from the Spanish 
colonial experience differently, but have largely retained the same language, 
values, and worldview. They are one people. This is not to say the Latino 
community is monolithic. The following subsections describe distinct subgroups. 
 

Race and ethnicity. Americans have long had difficulty addressing issues 
of diversity. White Americans historically have seen racial differences within the 
context of the “one-drop rule,” which can be stated as the following: if a person 
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has one drop of blood that is racially distinct from Caucasian, then they are not 
White.1 The United States census has wrestled with how to classify Latinos 
racially since the 1840s. The 1930 decision was to classify Latinos as non-White. 
This was reversed in 1940, when Latinos were declared White. Finally in the 
1990s it was declared that Hispanics could be of any race, Caucasian/White, 
African-American/Black, Native American, or any other group. Most Latinos are 
racially mixed group, primarily of Native American, White, and African American 
descent. The U.S. census of residents by national origin counts the largest Latino 
nationality in the United States to be Mexicans at 60%, then Puerto Ricans at 
10%, Cubans at 3.5%, Central Americans at 5.1%, Dominicans at 2.3%, and 
South Americans at 4.0% (U.S. Census, 2000a). Each Latino community has a 
different percentage of various Latino nationalities. Americans tend to identify 
Latinos by region as associated with specific nationalities. For example, those 
from the Northeast Coast view Latinos as Puerto Rican, those from the 
Southwest view Latinos as Mexican, and those from Florida view Latinos as 
Cuban. There has been little recognition of the other nationalities that now make 
up the fastest growing Latino nationalities (i.e., Dominicans, Central Americans, 
and South Americans). Is national origin the best way to subdivide Latinos into 
sub-groups? Every nationality is different, sometimes very different, in terms of 
ethnic make up, socio-economic level, and education level. Latinos can also be 
sub-divided by national origin, ethnic origin, generations in the United States, 
type of Spanish used, immigrant status, educational levels, the U.S. region of 
residency, phenotype, religious affiliation, and socio-economic level.  But these 
types of Latino classifications are for the most part superficial. A more significant 
model for Latino sub-group classification would be to group Latinos into three 
categories that have many homogeneous characteristics: (a) the immigrant sub-
group, (b) the second generation sub-group, and (c) the assimilated sub-group.  
 The immigrant sub-group. The immigrant community is defined as 
Latinos who arrive as adults in the United States. Although they represent all 
nationalities, including Puerto Ricans, the immigrant community has some 
significant unifying factors:  

1. They all are all immigrants (whether legal or undocumented) or migrant (in 
the case of Puerto Ricans who are U.S. citizens), and therefore all feel the 
same socio-cultural stress that all immigrants who arrive in a new country 
feel.  

2.  They are overwhelmingly Spanish-dominant in their speech, even though 
their Spanish may vary by vocabulary, accent, region, or dialect. Spanish, 
especially written Spanish, is highly uniform throughout Latin American 
and is comprehensible throughout the region. 

3.  They share the same overall cultural values about family, courtesy, pride, 
and festivity. They share a general worldview. These traits vary somewhat 

1 This paper will use the terms race and ethnicity interchangeably though with a focus on 
ethnicity. Although humans have different phenotypes and genetic origins, it is their distinct 
historic origins that have produced people who share common cultural histories have justify 
the grouping of people in racial/ethnic grouping which are as much cultural as genetic. In 
addition, some recent scholars have concluded that race is not a construct that can be proven 
scientifically and therefore is not a useful construct. 
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according to national origin, but there is a shared legacy from of a 
hemisphere that was forged in conquest and ruled uniformly for more than 
300 years.  

4. In terms of socio-economic level, the majority of this sub-group is working 
class.  

5. This sub-group forms the vast majority of the Latino population who are 
predominantly Spanish speaking. This sub-group is served by large and 
varied Spanish language media and a huge Spanish language commercial 
market.  

6. This sub-group typically has an ethic of sacrifice and hard work that 
unfortunately tends to be diminished in the second-generation subgroup.  

7. This sub-group rarely possesses much prior academic preparation and 
tends to lack the understanding of the importance of education in U.S. 
society.   

8. This sub-group tends to work low-paying and unskilled jobs due to low 
levels of education, immigration status, credential articulation, or 
xenophobic discrimination.  

The immigrant sub-group tends to have little interaction with mainstream 
American institutions outside of employment. They live mostly in Latino 
communities, conduct most of their business in Spanish, watch and listen to 
media in Spanish, and are involved in cultural institutions that reflect their 
heritage. 
 The second generation sub-group. Members of this sub-group share 
similar struggles with children of immigrants of other ethnicities living in the 
United States. They face the social and psychological issues that all children of 
immigrants have faced: the question of identify, where they belong, and where 
their loyalty lies. A multitude of Americans have struggled with this issue and 
have produced a national literature documenting this experience as a right of 
passage in the American legacy. It is not easy transitioning from the hyphenated 
American to simply an American. Typically, this status has corresponded with 
striving to obtain acceptability with the American mainstream, which historically 
has discriminated against this population. Those in this subgroup may have little 
exposure to their country of origin and yet may not completely comprehend the 
entirety of the mainstream American experiences. They are frequently limited 
bilinguals, speaking and writing less than proficient academic English or Spanish. 
They tend to have lower socio-economic status (i.e., they struggle economically, 
have low levels of education, function more at the working class levels of 
employment with less income, less security, less professionalism). They tend to 
primarily reside in low income, minority communities with immigrant and other 
second generation Latinos. They tend to exist in a socio-cultural world that is 
unique and distinct form the American mainstream, engaging in separate cultural 
and economic activities. They may adopt a blend of Latino, American, and even 
African-American culture when this is a prominent culture of their neighborhoods. 
Theirs is distinctly an American phenomenon that is grounded in the U.S. Latino 
experience. For many members of this sub-group, they are not necessarily in 
transition. This is where their children may stay for generations, never 
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assimilating fully. Hence they become a perpetual sub-group, which has many 
elements of the underclass. This group possibility represents between a third or 
as much as half of the entire U.S. Latino population. It may in fact be the fastest 
growing Latino sub-group as immigration declines and immigrants who are 
already here have children.  
 The assimilated sub-group. The third sub-group of Latinos in the United 
States is typically referred to as the third generation or assimilated Latinos. 
Although assimilated Latinos may be of any generation, even the immigrant 
generation, for the most part they are third generation or beyond. The majority 
are English-only speakers who do not grow up speaking Spanish as the primary 
language, in contrast to their parents. They are primarily middle class in terms of 
economic and educational achievement. Many are college graduates, have 
middle-income jobs and professions, and are mainstream American in their 
values. They may be of any nationality and live anywhere in the United States. 
They are usually found in the same cities where other subgroups of the Latino 
community reside, though in more suburban neighborhoods. Like their middle 
class African-American counterparts, they often fall behind the White mainstream 
in their level of educational, professional, and social achievement. They are not 
well represented in positions of scientific achievement, as evidenced by the fact 
that they still lack significant presence in the fields of medicine, mathematics, 
chemistry, and physics.  
 Crossing sub-group lines. In concluding the description of these three 
Latino sub-groups, it is imperative to point out that although these groups are 
socio-culturally and linguistically different, as a whole Latinos largely maintain 
food preferences based on nation of origin as well as profound similarities based 
on religious traditions and strong family connections. Another phenomenon to 
point out is that the lines between these sub-groups are at times blurred and re-
crossed (Giroux, 2000). For example, a Latino immigrant to United States may 
obtain a college education, obtain high degree of proficiency in English, obtain a 
high income, and move to a middle class neighborhood, thus transitioning from 
the immigrant sub-group to the assimilated sub-group. However, he may still see 
himself as foreign in the United States. He may still prefer Latin American art and 
culture and have strong political and family ties to Latin America. In addition, 
many assimilated Latinos, because of commercial connections, have a strong 
connection with immigrant or second-generation sub-groups. In addition, close 
working relations involve understanding language and cultural norms that are 
important to succeeding in professional activities in education, criminal justice, 
and social work. In contrast to most second generation Latinos, who often 
purposely avoid proficiency in Spanish as they seek acceptance by the American 
mainstream, most third generation Latinos have either lost their ancestral 
language or must study to gain proficiency. The third generation sub-group often 
re-learns Spanish because of personal, professional, or educational reasons. So, 
as practical as these classifications may be, they are still open-ended and 
flexible.  
 Of the over 50 million Latino U.S. residents, exact statistics are not 
available on how many of these may be undocumented. I estimate that the 
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immigrant sub-group (documented and undocumented) represents just under 
half of the Latino U.S. residents, the second generation sub-group also makes up 
just under half, and the acculturated or assimilated sub-group constitutes the 
small remaining portion, about 10% to 15%. This estimate does not include the 
mix-raced or Spanish-surname individuals who do not identify as Hispanic, 
Latino, or Spanish and have little or no real connection to Latino culture or 
society.  
 
The Past U.S. Ethnic Reconfiguration  
 This ethnic group configuration is unique in American history, and will 
therefore develop in a way that differs from past ethnic group assimilation 
patterns. Latinos will have a significant impact on this country’s future national 
culture. Group assimilation is nothing new; it happened before during the late 
1800s and early 1900s. The individuals who established mainstream American 
society were English- or German-speaking, middle-class, and of a Protestant 
religion. Their Anglo-Saxon sensibilities and values were established as the 
nations’ cultural norms (Alba, 2003, p. 114). During America’s greatest 
immigration period of 1880 to 1924, most White/European Americans were either 
of English, Scottish, Irish, Welsh, German, Dutch, French, and/or Scandinavian 
descent. During this period, most Americans had an entirely Northwestern 
European background, and many social critics placed Southern and Eastern 
Europeans in non-mainstream categories. Many prominent social critics 
maintained that these Europeans (e.g., Greeks, Italians, Poles, Russians, Jews, 
and Gypsies) were not mainstream Americans. Further, they argued that these 
European immigrants would never become mainstream because they were not 
Anglo-Saxon or Nordic and thus not viewed as White (Alba, 2003, p. 115).  They 
claimed that these European immigrants were not only ethnically different, but 
they were culturally too removed from mainstream Americans’ cultural values 
and traditions to ever fully assimilate. Ironically, over a relatively short period of 
time these Southern and Eastern European immigrants and their descendents 
joined the mainstream, largely adopting the language, customs, and values of 
mainstream White American society. As European immigrants and their children 
obtained English proficiency, economic prosperity, and a cultural posture of 
mainstream behaviors and values, they became upwardly mobile. As these 
European immigrants became accepted as part of the mainstream and defined 
as White, they were considered members of American mainstream society.  This 
fundamental change was completed by the 1940s, as nearly all Americans of 
European background obtained status of being White.   

Karen Brodkin (1998) in How Jews Became White Folks and What That 
Says about Race in America, argues that the social acceptance of the Jewish 
communities began after the 1920s and 1930s Anti-semitism era, as Jews began 
to be seen as a group that should be accepted in the mainstream by the fact that 
they were seen as “pulling themselves up by the bootstraps” (p. 140).  Like other 
immigrants who have assimilated into U.S. society, they did not completely give 
up all aspects of their culture. It is not language or customs that most immigrant 
groups held on too, but rather their national foods and religion that tend to 
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survive American assimilation. These were the cultural elements that not only 
were retained by these groups but also passed on to the American mainstream, 
especially the food. They have made Italian pasta and pizza, Greek salads, and 
Jewish delicatessen food items as prevalent in America as apple pie, although 
somewhat different than their original forms.  These assimilated Southern and 
Eastern Europeans also infused artistic elements from their culture, which are 
now deeply imbedded into mainstream American culture. 

 
How Latinos Will Change Mainstream Culture    

The most dramatic example of Latino impact on mainstream American will 
be the establishment of Spanish as a de-facto national language. Many claim 
that Spanish is already the de-facto second language of the United States. Today 
you can access an ATM, pay your utility bill, get credit card information, and get 
customer service from most businesses in Spanish. You can read a local, 
community, or regional newspaper in Spanish throughout the nation. You have a 
choice of Spanish language programming on satellite or internet radio, as well as  
hundreds of stations on the FM and AM dial. On cable you also have the choice 
of a Spanish language package from cable or satellite television in most parts of 
nation, which will deliver over 20 stations from Spain and every country in Latin 
America. There are two major nationwide Spanish Television networks in every 
major city in the U.S. where there is a sizable Latino population, Univision and 
Telemundo, as well a Mexican television network developing U.S. outlets for their 
programming in certain parts of country, Azteca U.S.A.  Spanish is also used in 
the medical field, public health, all U.S. courts, and politics.  But, Spanish has 
made the most impact on mainstream America in the labor market and in the 
service industry. No large or small restaurant on either coast of the country does 
not employ Latino workers. It has become the norm that if you work in a 
restaurant in certain parts of this nation, you will need to speak Spanish because 
most of cooks, bus boys, and dishwashers are Latino immigrants. This trend is 
similar in construction, landscaping, and agricultural work. Yet no activity has had 
such a profound impact on American society as employment of live-in or daytime 
Spanish-speaking childcare providers. Many of these childcare providers have 
taught young upper middle class American children not only to speak but to 
speak in Spanish as their first language. Spanish is also making a major impact 
on art and culture in the United States. Spanish speaking artists from all over the 
world display, perform, and share their art expression in Spanish to mainstream 
American audiences. Whether from work-related necessity or cultural enjoyment, 
Spanish language and culture noticeably impact the entire nation in business, 
media, legal affairs, and education. The impact is becoming more prevalent and 
is not limited to the regions where Latino populations have large concentration.  
Spanish in the United States will take on a much more prominent position, 
making the United States a global participant in the Spanish Speaking world.  
 
Latino Food Becomes American Food 
 No other category of Latino culture has made such an in-road into 
mainstream American culture as the introduction of Latino cuisine into the 
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American diet. It should be pointed out that it has been Mexican food that has the 
most presence in mainstream America. Today, tacos and burritos are as 
ubiquitous as hamburgers and hot dogs in the country. Much of the spread of 
Mexican food is due to fast food outlets, but even American-food chains carry 
some Mexican food items. Mexican culinary culture is now part of American 
cooking. Hot sauce is now a part of every breakfast counter. Mexican salsas now 
out-sell ketchup. Tortillas and guacamole are now found in most American 
homes. Nachos are a standard food choice for many athletic events, both 
professional and amateur. Mexican beer comes close to American beer sales. 
American have had a liking for Cuban and Puerto Rican Rum since the 1920s, 
and that continues, but Americans has also developed a taste for tequila. It is 
predictable that food items such the Salvadorian pupusas, the Argentine 
empanada, as well as fried plantains and yuca, which are staples in many Latin 
American nations, may eventually become as popular as the Mexican food items 
mentioned before.      
 
How Latino Culture Impacts Art and Culture 
 Latinos are not only present in American popular culture, but are in fact 
changing the nature of American popular culture by infusing Latino themes and 
cultures in various genres. Piñatas have become a favorite for children’s birthday 
parties. When the calendar lands on Cinco de Mayo, many Americans feel a 
tremendous need for a cerveza. When children were asked in France what was 
their favorite American children’s show, they picked Dora the Explorer. Latino 
music and dance has influenced American culture for decades. Today, you 
cannot listen to popular music without hearing Spanish words and Latino beats.  
 
Latinos in Politics and Community Building 
 Once established, Latinos have embraced the local communities in which 
they reside by involving themselves in such honored traditions as volunteerism, 
community improvement, and neighborhood celebrations. Latinos fundamentally 
embrace traditional family values, which has led to involvement and participation 
in those institutions that support family well being, such as support for schools, 
youth sports, social programs for families, and so forth. At a time when high 
divorce rates, high mobility, and fewer children are becoming the American norm, 
Latinos hold fast to the importance of family connections. 

Latinos show less per capita involvement in American politics. Half the 
Latinos living in the United States are under 18 and therefore cannot vote. Of the 
50% over the age of 18, at least 25% of those Latino adults are not U.S. citizens. 
Of the 25% that who are eligible to vote, only about 15% do so. Thus, the Latino 
vote was a crucial factor in the 2012 presidential election. Latinos chose Barak 
Obama over Mitt Romany by almost 3 to 1, in effect calling the election. This is 
causing the Republican Party to rethink their anti-immigrant policies, even 
motivating Republicans to push for immigrant reform and a path to citizenship for 
the estimated 11 million undocumented aliens in the United States.  The popular 
and charismatic first term Republican senator from Florida, Marco Rubio, may 
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emerge as a presidential nominee, given that a Latino candidate could attract 
large numbers of Latino voters to vote Republican for the next election.  
 
Latinos in the U.S. Military and Law Enforcement 
 Latinos are much more likely to enlist and service in the U.S. military, even 
if they are not U.S. citizens. They make up about 14% of the Marine Corp and 
Navy, 12% of the Army, and 6% of the Air Force. If one begins to notice the 
recruiting billboards, the prevalence of Latinos faces and Spanish text appears to 
be directed at Latino youth. They are a significant part of the United States 
military and will be even more important as the demographics change.  Latinos 
have also become a major part of law enforcement. Latinos now make up the 
majority of the Los Angeles Police department, and in New York City, veteran 
police officers say that the new Irish cop is the Puerto Rican cop. In other words, 
they are committed professionals who know the streets and have the cultural 
knowledge to conduct expert police work. Latinos will continue to be a major part 
of law enforcement, including the border patrol where they have a major 
presence.   
 
Latinos and the Church  
 The United States is the most religious nation in the western world. 
Latinos will reinforce these values. Not only will Latinos strengthen the Roman 
Catholic church, where they are the vast majority of U.S. Catholics, but they are 
also invigorating mainstream and evangelical protestant faiths. As Americans 
leave mainstream churches in droves, Latinos are becoming the major players in 
all U.S. churches, both mainstream and evangelical.  It also seems that unlike 
other immigrants who have marginally maintained their connection to their 
ancestral church, Latinos seem to gravitate to Protestant evangelical churches 
the longer they stay in the United States.  
 
Latinos in Businesses and Commerce 
 Latinos have traditionally placed significant value on hard work, including 
physical labor. Latinos have started a significant number of small businesses. 
Latinos have been entrepreneurial in small and large-scale commercial 
enterprises. They have been critical in the integration of regional trade and 
commerce. They have transformed Miami from a vacation destination into the 
business capitol of Latin America. They have also help facilitate significant trade 
with Mexico and Central America under NASTA and other trade agreements. The 
number of Latino-owned businesses in the United States increased by 43.7% to 
2.3 million, more than twice the national rate of 18.0% between 2002 and 2007 
(U.S. Census, 2010). Latino-owned businesses generated $345.2 billion in sales 
in 2007, up 55.5% compared with 2002 (U.S. Census, 2010). Latinos make up 
15% of construction, extraction, and maintenance jobs; 18% of managerial, 
professional, and related occupations; 19% of production, transportation, and 
material moving occupations; 22% of sales/office jobs; and 24% of the service 
occupations. Latinos’ employment is spread through out the economy in various 
field of employment. Recently, the cities of Toledo, Ohio and Baltimore, Maryland 
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have inaugurated a municipal campaign to encourage immigrants to settle in 
their respective cities and start business. Although this campaign was not aimed 
exclusively at Latinos, it obviously included them, and it acknowledges the need 
for the immigrant workforce. Latinos will be major players in America’s small and 
large businesses and commercial enterprises  
 
Conclusion 

As the U.S. Latino population grows in the years to come, it will change 
the nature of mainstream American society into a Euro-Latino cultural hybrid in 
which Latino cultural norms develop as an integral part of American culture. 
I also predict that the second generation, culturally unique Latino community will 
survive and remain marginalized, while a large portion of the Latino community 
will acculturate to mainstream society, though not assimilating completely. In 
other words, they will maintain major elements of Latino culture. At the same 
time, a smaller segment of the Latino population will assimilate completely in 
Eurocentric cultural posture with little connection to the Latino community. 
Regardless of whether assimilation or acculturation becomes more prevalent,  
the impact will be substantial. Latinos will change the way Americans eat, speak, 
view art, and practice politics. Yet, along with the continued infusion of Latino 
culture into mainstream America, Latinos will also reinforce and adopt major 
elements of traditional American culture. They will not entirely stay in ethnic 
enclaves, but will integrate with the larger community. They will engage in 
miscegenation, creating a new mix with the mainstream American mosaic. How 
well and how soon this will take place is predicated on social-political and 
economic discussions current in the public arena of civic discourse.    
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Introduction 
Previously, most of the technology used in the classroom centered around 

computers. The technology has now evolved into tablet devices such as iPads and 
Android tablets.  IPads are electronic tablet computers that are manufactured by Apple. 
They are a cousin of the iPod Touch and iPhone and run the iOS operating system. The 
Android tablet is manufactured by multiple companies. It uses the open source Android 
operating system which was created by Google. These types of mobile devices are 
being brought into the classroom by students, as well as faculty. The devices provide a 
method to be able to access the Internet via a web browser, read documents that have 
been downloaded, and use applications to compose and create documents. The 
applications may also provide vivid three-dimensional images that make viewing items 
such as molecular structure of molecules and human anatomical structures.   

Are you a new faculty member and new to the grant-writing game? Well relax, 
many fine scholars with lengthy publishing records find grant writing to be challenging. 
This is serious business!!! For most academicians, funded grants are usually the seed 
money needed to get research agendas off the ground. For many college professors 
securing grant monies might be the one thing they need to become tenured. To 
succeed at grant writing, most academicians need to almost learn a new set of writing 
skills. This is why the authors call grant writing a “game.” You can’t win the game if you 
don’t know the rules. 

There is nothing more frustrating than spending hours writing what you believe to 
be a “strong proposal.” You have submitted the grant proposal on time and you are 
feeling confident that all of the T’s have been crossed and the I’s have been dotted in 
your proposal. You patiently wait for a letter in the mail to see if your innovative idea has 
been funded. The letter finally arrives and your heart starts to beat a little faster and the 
palms of your hands become cold and sweaty. You take your time opening the letter, 
your eyes scan the one page response and all you can see are the words “We regret to 
inform you….” WHAT? You scream. “Why did they say no?” 
  
Purpose of the Paper 

Writing grants to get funding for technology in the classroom is a daunting task 
for many people. They view the grant writing process as if it were some impossibly high 
summit that has to be scaled. For those who are new to the process it seems to be an 
impossible chore.  In reality, it is a process that can be completed if the author follows 
the appropriate steps correctly and keeps to the prescribed pattern. To be able to 
provide students with the newest most progressive technology, grants must be written 
so that these advanced technology devices can be purchased.  

This paper will examine the process of writing a grant to obtain funding for 
technology in the classroom. Several hints of how to write an appropriate grant will be 
discussed.  This paper will also give a reviewer’s perspective of what may cause a grant 
to be rejected. If an author of a grant proposal knows the specific criteria of how to tailor 
a grant proposal to meet the requirements of the funding committee, the proposal will 
have a much higher success rate when compared to other grant proposals. 

By revealing the keys to writing a grant, this will increase the possibility of getting 
your grant proposal successfully funded. This paper will examine why many grants are 
rejected out of hand without even being considered. It will explain how committees are 
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composed that fund the grant proposals and the role that many individuals play in 
evaluating the proposals. The paper will explain common mistakes and errors that occur 
in writing a grant proposal and how to avoid those mistakes. The major components of a 
proposal will be identified and clarified. Several simple rules will be delineated to make it 
easier to apply for a grant and have the proposal be accepted. Several allies will be 
identified that will help your grant proposal be successful and complete. 

According to Bourne, (2006) close to half of all submitted grant proposals are 
rejected on a first reading because: 

• The applicant didn’t follow directions. 
• The proposal was to be 300 words or less and if there are more than 300 words 

it’s an automatic rejection. 
• The proposal didn’t match the program. 
• The fonts, margins, and/or spacing were not correct and as directed. 
• Signatures or certifications might be missing. 
• There were an insufficient number of blind copies submitted. 

These are just a few of the reasons why a proposal might be rejected. In this 
paper we will investigate the importance of writing a successful grant, we will discuss 
the six major components of a proposal, we will explore the role of reviewers, we will 
share rubrics that can be used to make the process not only quicker but much fairer, 
and last but certainly not least we will provide you with simple rules and/or strategies 
you can follow that will increase the likelihood of a grant you submit being funded.  

 
Grant Reviewers 

Most funding organizations utilize reviewers to pre-screen and eliminate 
proposals that haven’t met the submission criteria.  The majority of federal and state 
programs utilize review panels to help expedite the screening process, whereas most 
private foundations use low-level staff to “screen” proposals, which in turn will be given 
to a designated program director for further screening. Do not make the assumption that 
all “staff” doing the reviewing are trained experts; for the most part they are not. It’s 
quite possible that they are hourly staff members who use a checklist when reviewing 
submissions. For the most part, they have no vested interest in your project and they 
have no clue how much time and energy went into the preparation of your project.  They 
certainly have no idea what this funding would mean to you and the community you 
hope to serve. 

The grants submitted to organizations that have millions, even billions of dollars 
to pay out, are very competitive. Reviewers are often exhausted from wading through 
thousands of applications. A reviewer can easily lose concentration and inadvertently 
miss key points, if the key points are buried in an overly lengthy or difficult-to-read 
document. Not all reviewers are experts in your discipline, so it’s up to the writer to 
really grab and keep the reviewer’s attention. It is truly a skill to capture the interest of 
experts and non-experts alike. Don’t be afraid to incorporate historical perspectives, 
human interest, and humor in your proposal. They can all be used judiciously in grants 
to get the desired good effect. 
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Rubrics 
More and more reviewers are using rubrics to help score proposals. If you write a 

grant and the grant has a rubric included that demonstrates how the proposals will be 
evaluated, be sure and use the rubric as a guide for any information that you might 
include. For example, if the rubric includes criteria on publication or dissemination of the 
information from the study, include statements detailing what types of articles or 
presentations that you might produce. If the rubric has criteria about evaluation of the 
data, write specifically how the data will be analyzed and what statistics or analysis will 
be done. 

Another key point is that you should look at the rubric and be sure that you have 
information included to all of the points of the rubric. Do not leave anything out that is on 
the rubric. Give the evaluator/reviewer something to judge your grant proposal on in all 
areas of the rubric. If you have an area of the rubric that has not been addressed in your 
proposal, you should consider expanding your proposal to include that area. In other 
words, if the rubric has an area of evaluation that dealt with publications and you had 
not considered writing a paper from the results of your grant request, then you should 
expand your proposal to include publishing or presenting the results. 

Many grants have a minimum number of points that a proposal must meet in 
order to be considered for funding and/or a second look or go round. The higher the 
number of points associated with a proposal, the more likely the grant will be funded. 
Try very hard to match your proposal to the grant requirements so that your proposal 
will be considered.  

 
Six Major Components of a Proposal 

There are six major components of a proposal and reviewers do look for each 
one. The first component is the Executive Summary. This type of summary is typically 
an umbrella statement and summary of the whole proposal. Think of it as the who, what, 
when, where, and how.  

The second component is the Statement of Need. In this section it is critical that 
you do a comprehensive literature review and locate information that will support why 
the project is necessary. It’s very powerful if you can convince the reviewers that your 
project and their funding will benefit a whole community, especially if the benefit is for 
years to come. You also want to stress that the funding you receive will be seed money 
to get the project going but that your ultimate goal is sustainability.  

The third component is a comprehensive Project Description. The project 
description is the nuts and bolts of how the project will be implemented, and most 
importantly evaluated. For example, say you are seeking funding for a summer Reading 
Camp that will last six weeks and it is for children living in a very low income 
neighborhood and attending a low income school with very few resources. In the Project 
Description you will describe who will be participating, how they will get to and from the 
camp, what activities will be planned, do you need food and water provided, do you 
need supplies like computers, iPads, books, paper, pencils, etc.. How about T-shirts 
with the logo you’ve created for your reading camp, etc. This component is all about 
details, details, details and it leads us to the next component the Budget.  

A Budget is very detailed and every cent you hope to receive and spend must be 
explained to the penny. It’s a good rule of thumb to keep all receipts no matter how 
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small. Receipts are very important when it comes to purchasing technology. If 
something breaks and it’s under warranty most of the time items can be replaced. Save 
everything!  

The fifth component is Organization Information and this component is an even 
more detailed description of primary activities, audience, and all services detailed in 
your proposal. For the primary activities piece, you could submit detailed lesson plans, 
for the audience you could describe how you plan to invite parents and/or guardians on 
graduation night and identify everything you will need to make this night special. 
Services could be a detailed list of rebates, warranty deadlines, etc.  

Last but certainly not least are the Conclusions. Conclusions are important to 
identify because they often include assumptions or “conclusions” about the outcomes of 
your project. For example one conclusion could be that when the participants return to 
school teachers will see higher reading test scores and/or an interest in reading for 
those that participated. Even though there are only six components of a proposal they 
are all equally important. Focus on the details and leave no rock unturned. Remember 
that you are probably competing with thousands of other dedicated educators trying to 
make a difference in the communities in which they teach and live and it’s imperative 
that your proposal stand out amongst the rest. Do your homework! 

In review, according to Jones and Bundy (2013) here are the major criteria against 
which your proposal will be judged: 

• Does the proposal address a well-formulated problem? 
• Is it a research problem, or is it just a routine application of known techniques? 
• Is the problem important and will the solution have useful effects? 
• Is special funding necessary to solve the problem, or to solve it quickly enough, 

or can it be solved with “normal” resources. 
• Do the proposers have a great idea on which to base their work? 
• Does the proposal explain clearly what work will be done? Are the results that 

they expect explained? How will they be evaluated? 
• Is there evidence that the proposers know about the work that others have done 

on the problem? 
• Do the proposers have a good track record, both on doing good research and of 

publishing it? 
 

Ten Simple Rules to Getting Funded Grants 
Regardless of the dollar size of your grant if you follow these ten simple rules it 

will increase funding at all levels.  
Rule # 1: Be different, but not THAT different. Good science begins with new and 
fresh ideas. If you have an idea and firmly believe that bringing it to fruition will make 
a difference go for it. As you write your proposal though remember that if you aren’t 
excited about your project why should the reviewers be? As mentioned on page one 
writing a proposal is like telling a story. You want to keep your reader engaged and 
you want to be so unique that your idea won’t leave the reviewers head. 
Rule # 2: Always include the appropriate background and preliminary data as 
required. Do your homework! The goal of this rule is to convince the reviewers that 
the work you propose needs to be done and you are the best person to do it! 
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Rule # 3: Search for the appropriate funding source. You might have heard that 
there is no money available; that the grant money well has dried up. WRONG! Even 
though money is tighter these days there are still hundreds of millions of dollars just 
waiting to be taken. Those who are entrusted with the money are just as eager to 
give it away as you are to receive it. Remember, programs want to give away 
money.  They really do, but if your proposal does not fit a particular program or track, 
save your time, energy, and money and apply somewhere else. Find a better fit. For 
example, if you are looking for an organization to fund cutting edge technology in 
classrooms you wouldn’t submit a proposal to an organization that is looking for 
teachers to start up an HIV/AIDS program that will certify all teachers that take the 
training class.  
Rule # 4: Follow the guidelines for submission to a tee. As you may recall as 
mentioned at the beginning of this paper length and format are the most serious 
offenders. If you fail to comply with instructions your proposal will be tabled or worse 
yet, tossed in the trash. If the submission guidelines ask you to submit a proposal 
using the following guidelines; Ariel, 12 font, double-spaced, and not to exceed 300 
words than you must meet those guidelines exactly or you will be rejected. Because 
of the huge volume of submissions, reviewers are often looking for any chance to 
reject a proposal.  You don’t have to do all of the above wrong, just one of them and 
your proposal will be rejected.  
Rule # 5: Make sure you follow the three C’s. 

1. Concise: Try your best to stay within the word count and try to avoid being 
wordy. 

2. Clear: Try your best to describe everything you need clearly, never make a 
reviewer guess what it is you are trying to say.  

3. Complete: As mentioned earlier cross your T’s and dot your I’s. It’s not 
uncommon for grant proposals to have shorter sentences, with key phrases 
underlined or bolded to make them POP. Lists are usually printed bullet style. 
The writing is often more energetic, direct, and concise. 

Rule # 6: Remember that reviewers are people too. They usually have full lives 
outside of their job as a grant reviewer. Because of the competitiveness of grants they 
often work late hours.  They work without breaks and or meals. They get cranky and 
tired, just as we do. A common temptation for an inexperienced grant writer is to want to 
do too much.  But in this case, more is not better. Stay within the guidelines given to you 
and you’ll be fine. Your proposal might not get funded, but the reviewer won’t be saying 
to his colleagues “If I ever meet so and so, I’m going to throw him in the river.”  

Rule # 7: Timing and internal review are very important. Don’t wait until the last 
minute to submit a proposal. If you allow yourself lead time you might be able to find 
someone to proof read what you have written, run your budget numbers to make sure 
they are correct, and more importantly allow yourself to go back and proof read it again 
to find errors that you would have otherwise have missed. 

Rule # 8: Get to know the grant administer at the institution funding your grant. For 
example, if the grant administer is a local family living in the same city as you do and 
you know they attend all proposal review meetings at the local university where the 
reviews take place, try your very best to introduce yourself to this person and through 
conversation they will “get” your passion and your energy. You probably won’t be 
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allowed into the conference room to answer questions but if the person holding the 
checkbook can tell the committee that “I met this person and I firmly believe he can do 
this,” it is highly likely that your grant will be funded. At the end of the day this person is 
truly your best advocate, so don’t be shy! Trust us when we say, “The more they know 
and understand your work, the better your chances of success.” 

Rule # 9: Become a grant reviewer early in your career. If you are ever given the 
opportunity to serve as a reviewer, DO IT! Being on a review panel will allow you an 
opportunity to see good proposals and bad ones, too. You will also be able to get a 
sense of the projects this committee is more apt to fund. Participating will also help you 
write better grants. It’s truly a win-win for all, so seek out these often voluntary positions 
and do it for the experience alone! 

Rule # 10: Accept rejection and deal with it appropriately. Many of your first grant 
proposals will be rejected and the majority of the time your reaction will be one of anger, 
this is because of your maturity level. If you go into grant writing knowing that rejection 
is inevitable, even for very good grants and when funding levels are low, you are less 
apt to feel sorry for yourself and personalize the rejection. No one likes to be rejected, 
but if you take that negative energy and disappointment and steer it in the right 
direction, one of being positive, you’ll be successful.  You really will. Remember that you 
should always say thank you too. You may never know all of the people’s names on the 
committee but you might know the office where the chair works and you could send that 
person a thank you card for reviewing your materials. Don’t send an email (even in this 
technology driven world) purchase a small card and drop them a handwritten thank you. 
Trust us, they will remember you! 

 
Technology in Today’s Classrooms 

The effective uses in the classroom of these mobile devices are more tied to the 
applications on the devices that are utilized in the classroom. These types of mobile 
devices are being brought into the classroom by students, as well as faculty. The 
devices provide a method to be able to access the Internet via a web browser, read 
documents that have been downloaded, and use applications to compose and create 
documents. The applications may also provide vivid three-dimensional images that 
make viewing items such as molecular structure of molecules and human anatomical 
structures.  Applications are what make the mobile device effective in the classroom not 
just having the mobile device. In other words, simply proposing using an iPad or an 
Android tablet in a classroom is not a sufficient reason for a grant to be funded. 

If you are going to be using multiple applications, write specifically about what 
each application will do and how each application adds to the study. If you are 
contrasting similar applications, be sure and explain how the applications may differ 
from each other and how the results of the differences will be evaluated. 

Should you decide to use a home-grown application that you or someone else 
may have written; you will need to include information about how the application has 
been tested to ensure that it works properly. You might include information about the 
software engineer or engineers who have written the application and what background 
they have in software engineering in general and specifically about writing applications 
for the chosen device. If the output of the application has been validated through 
independent studies, this information should be included in the grant proposal. 
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If you decide to submit the same grant proposal to multiple grant committees, be 

sure and modify the grant request to be specific for the criteria of each grant. It is a 
mistake to submit the same proposal to multiple committees without modifying the grant 
proposal to match the specific grant requirements. 

 
Conclusions 

This paper has shown how the grant proposal process works and what makes for 
a successful grant application. It has identified several potholes that may cause your 
grant proposal to not be accepted. These include: not following the rules of the 
proposal; missing deadlines; not including all pertinent information or signatures; not 
showing a proper budget; and appropriately identifying what makes your proposal 
unique and worthwhile. 
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Abstract 
 The focus of this research project was to conduct research to provide greater 
insights into the school administrator’s perspective on how inclusion and mainstreamed 
students are being academically prepared.   Eleven educational professionals were 
surveyed and participated in this study.  The goal was to provide insight into the 
successes that inclusion students were/are having within mainstreamed classrooms.  
The results of the study showed that inclusion students are moderately successful 
within the classroom, but there is need for improvement.  It is clear by the survey that 
more inclusion professionals are needed, more one on one time needs to be spent with 
each student, and there should be a form of enrichment lab or class open to the student 
to help further their educational services to make them ready for success in the 
classroom and on state based exams. 
Introduction  

Since children with special needs have been moved into the mainstreamed 
classroom from segregated ones with the passage of the 1975 Individuals with 
Disabilities Education Act (IDEA), and the amendments to it in 1997, questions have 
continually arisen about their performance as a societal and educational group on every 
campus across the country.  Since the passage of the No Child Left Behind Act (NCLB), 
every inclusion student’s teacher, administrator and school district has been mandated 
to be held accountable for their students’ successes on yearly tests.  Campus 
administrators are especially interested in the capability of the staff as a whole in being 
able to correctly instruct inclusion students and to help them to perform to the best of 
their ability; a level in which their scores will help the campus aggregate performance 
score to be at a level in which the state deems academically excellent.   

Researchers agree that times for American education are challenging right now.  
Districts nationwide are dependent upon acceptable test scores for federal government 
funding, and now that every student must be tested, special sub groups of the schools’ 
population are being closely examined as to whether or not they are able to perform on 
these mandated tests.  Inclusion students are one of these subgroups and in order for 
the campus as a whole to be successful, administrators must insure that instructors are 
adhering to the modifications put in place for the best learning practices for these 
specific students.  

The main focus of this paper is to examine, through the use of qualitative and 
quantitative data, the product of the inclusion student in the Kingsville Independent 
School District (KISD), and to understand the ability at which they perform at both in the 
classroom and on state based yearly tests.  The paper will also assess some of the 
curriculum and strategies used in helping the inclusion student and will ascertain 
whether or not the strategies are being effective towards student productivity in 
individual classrooms on the KISD campuses.   

Statement of the Problem 
The problem is that there has not been much study locally about the successes 

or lack thereof on the inclusion student in the classroom.  KISD has the data about the 
inclusion students, but it has not been compiled to report which strategies are working, if 
any, and how well inclusion students are actually making the grade, if at all.  
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Administrators have pushed for the correct balance of students in the classrooms, but is 
the classroom being effective in helping the student become aware of enough 
information that they will be able to recall it when it is needed most, on the state based 
assessments? Since schools are being funded based upon these scores, it is 
imperative that all students perform to the best of their ability to ensure proper funding is 
maintained throughout subsequent fiscal years.  Identification must be made, from the 
perspective of the administrator, of the strategies and mannerisms that are bringing 
successes in the classroom.  Those should be duplicated throughout the campuses to 
ensure widespread efficiencies within KISD. 
Research Questions 
1. How effective is the mainstreamed classroom in the Kingsville Independent School 
District for the learning disabled student as reported by principals and teachers? 
 2. How efficiently are learning disabled students learning mandated material; are they 
learning competently enough to pass state assessments? 
 3. How are the services being provided for the learning disabled student preparing 
them for success in their future?  
 4. What learning strategies do school administrators and teachers use to ensure the 
academic success of the learning disabled students in the Kingsville Independent 
School District?  

Literature Review 
Since January 23rd, 2001, the educational well-being of every child, regardless of 

race, creed, color or disability, on every campus across America has come into focus 
because of The No Child Left Behind Act (NCLB) passed by the former President 
George Bush.  With the passing of this act every campus that receives federal funding 
has been scrambling to ensure that every sub group of student on each campus is 
responsible for passing state mandated assessments with an academically acceptable 
standard.  These assessments, varying in name from state to state, are being used to 
gauge the extent to which schools are including all students in standards-based 
reforms, monitor the degree to which instructional strategies are helping all students 
achieve at high levels, and to identify curriculum areas that need improvement for 
specific groups of students (Lehr, C., & Thurlow, M., 2003, p. 1).  
 It is important to understand that all of these specific groups of students need to 
make graduated, continuous positive results on their yearly state based exams in order 
for the campus they are attending to adhere to the governmental policy of remaining 
academically acceptable.   One of these groups, or sub groups of students, is the 
inclusion student, or student with disabilities.  Since 2001 these students have been 
held to the same standard as the regular education student, and are required and 
expected to gather the same comprehension and grasp of the core subjects just as the 
regular education student does in the everyday classroom.  Inclusion students’ 
achievements are also being measured by and compared to the same standards within 
the testing state as every other sub group of student.  The problem is that the inclusion 
student is still performing at the negative end of the spectrum when it comes to gaining, 
comprehending, and testing of the knowledgeable standards required in every state 
since the inception of NCLB.  Even with the modification of and accommodations to the 
tested material, some of these students are simply not obtaining the performance level 
necessary for the mastery of the skill or the ability to perform well enough on state 
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based assessments so as not to condemn the entire campus to an academic standard 
deemed unacceptable.  According to studies ran by the United States Department of 
Education Institute of Educational Sciences through the National Center for Education 
Statistics and the Nation’s Report Card or National Assessment of Educational Progress 
(NAEP) inclusion students, “tend to perform near the bottom of the achievement 
distribution,” this can, “influence state scores disproportionately” (National Assessment 
of Educational Progress, 2005, p. 1).  Therefore, careful consideration should be made 
in educating and helping make these students, as well as others, completely successful 
in their academic endeavors.  This not only ensures the efficient education of the 
student, but also helps the campus achievement rate in the new system of 
accountability being enforced by NCLB. 

Testing students is important; it always has been and will remain so in the future 
as long as government funding is attached to performance.  Making sure that every 
student has access to the least restrictive environment in which to learn efficiently 
enough to pass the state based mandated assessments has to be guaranteed to each 
and every student on campus; and that includes the inclusion or mainstreamed student 
under a plan of modification or accommodation. Under the requirements of NCLB 
school reporting is based upon sub-groups of populations within the school campus 
itself and the reporting is as such that no one sub groups performance can be masked 
to be included in a general pass rate of a collective group of students.  Under NCLB, 
each sub group must show an increase in the relative performance to the population of 
the sub group in order for there to be some growth considered for that population.  In 
other words, if many students in one specific group fail, then the whole school does not 
pass. This is hardly a fair value for a campus where a majority of the students may have 
actually passed the annual assessment at an acceptable content mastery level.  This is 
why there is so much to be conveyed on the success of the inclusion and mainstreamed 
students. A major difficulty with the sub group has always been continuity of scores and 
means of testing; maintaining these scores with transient students and a high disability 
grouping of students is at best nominal from year to year.   

Comparing Data of the Inclusion and Regular Mainstreamed Student 
Since the 2005 - 2006 school years, NCLB has required all states to test all 

students in reading and mathematics in grades 3 through 8 and once again while in high 
school. Many states compulsorily wade through vast amounts of data to assure 
themselves that the inclusion student sub group is making the grade and not holding the 
campus back from the next level of academic functionality.  Wisconsin, for example, 
neatly packages their data from the Wisconsin Knowledge and Concepts Examinations 
for public knowledge through their state agency website. Examination of Wisconsin’s 
performance in 2005, finds that students without disabilities far out perform students 
with disabilities in both the reading and math categories.  Only 36% of students with 
disabilities passed the reading examinations at a proficient or advanced level as 
compared to 89% of students without disabilities (Wisconsin Department of Public 
Instruction, 2005).  The same margin of performance can be found on the math exams 
as well; only 30% of students with disabilities passed this exam as compared to 79% of 
the other population of students without a disability (Wisconsin Department of Public 
Instruction, 2005).  Students with cognitive disabilities, according to the testing results, 
90% of students only met bare minimum standards in math (Wisconsin Department of 
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Public Instruction, 2005).  Of the same students 72% met the bare minimum standards 
of the reading examination (Wisconsin Department of Public Instruction, 2005).   
Learning disability students fared a bit better, but still far well behind the larger 
population of students without disability.  Gaps like this in student population and sub 
groups are unacceptable in both performance and for accountability issues.   

According to the state of Georgia, special population inclusion students as of 
2009 were still struggling to maintain a 50% passing rate in Social Studies alone 
(Georgia Department of Education, 2009).  Growth has been seen in Georgia over the 
past three years in all areas with the exception of Social Studies.  Presumably there is a 
drop in this area because of the focus on other areas such as reading, math, and 
science.  Despite the falling Social Studies scores, Georgia inclusion students showed 
modest gains when tested in Science, Language Arts, and Reading.    

In Texas specifically, the challenge remains difficult to educate what was once 
called the special education student.  Inclusion students as a whole group, and the 
eighth grade as an example, only had a 31% passing rate on state based tests within 
the state; this passing rate is based upon the student passing all four core subject 
assessments (Texas Education Agency, 2010).  Regular education students fared much 
better at almost a 70% pass rate on those same exams.  By the time an exit level exam 
is given in the eleventh grade in Texas the gap between the student with disabilities and 
the regular education student closes fractionally.  The regular education student still had 
a passing rate of twice as much as the inclusion student on the four core assessments; 
41% and 82% respectively (Texas Education Agency, 2010).   

 Students with disabilities are now far more likely to be in the same classroom, 
being educated by the same teacher as regular education students, as they were 15 or 
even 20 years ago.  Professional educators and administrators have had more than a 
relevant amount of time to become successful at educating this sub group of students.  
Solutions for their success need to be worked out if education is ever to become 
academically excellent within our schools again. 

What’s Working for Inclusion Students in the Classroom 
The debate over what works and what does not work for these students has 

been a topic of discussion ever since the Individuals with Disabilities Education Act, 
IDEA, was created and invoked in 2004.  IDEA governs how states and public agencies 
provide early intervention, special education, and related educational services to 
children with disabilities from birth to the age of twenty-one (Individuals with Disabilities 
Education Act, 2004). 

For years researchers have sought to enlighten pedagogy to improve disabled 
and inclusion students’ performance on necessary tasks related to classroom 
performance.  Having their sub group perform well has been, and still is a very 
necessary accomplishment for individual campuses across the country.  Many experts 
have suggestions and philosophies as to what might be the advantageous way to better 
educate this type of student.  Advocates of disabled and inclusion students feel that 
success can be had in the mainstreamed classroom for the inclusion student.  

Technology may be another way to guarantee that all students are gaining the 
appropriate tested knowledgeable skills required for success at the local classroom 
level and on state assessments as well.  The Universal Design for Learning or UDL may 
perhaps be another step in the right direction for educating inclusion students or 
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students with disabilities.  UDL originator, Ronald L. Mace of North Carolina State 
University, originally applied universal design, which is the idea that society should 
design and build things to accommodate the widest spectrum of users, to curriculum.  
He held that information delivery itself should be designed from the onset to 
accommodate all learners of all abilities.  Rose and Meyer, 2002, have substantiated 
Mace’s work that originated throughout the decade of the 1990's, and have built upon it.  
These two researchers  identified three specific guidelines or principles for successfully 
developing UDL curriculum: 
1. “Present information in multiple formats and multiple media” 
2. “Offer students with multiple ways to express and demonstrate what they have 

learned.” 
3. “Provide multiple entry points to engage student interest and motivate learning” 

(Rose & Meyer, 2002, chapter 6, p 6). 
Many forms of technology and electronic media sources can be customized and 
structured to match each learner’s needs and style (Rose & Meyer, 2002).    

  In Inclusive Schools in Action authors McLeskey and Waldron, 2000, stated that 
it is the principal that is, “the most influential person in developing an inclusive school.”  
They mention that, “… an inclusion school cannot be successful[ly]… without the active 
support of the building principal” (McLeskey & Waldron, 2000, p. 217).  Modeling 
appropriate behavior, acceptance, and leadership does not start in the classroom, but 
with the very top administrator on the campus setting the example to follow.  Schools 
with successful inclusion student testing results are flourishing because of the attitude 
formed by the administration on the campus.  Special education students that are made 
a priority by campus officials are usually successful.  They are so because of the effort 
and diligence of the entire staff being able to focus on the goal of getting the student to 
where they need to be academically by assessment time.  
 There are a multitude of reports and researched articles that could be viewed 
both positively and negatively depending on the audience.  There are both supporters 
and opponents of including children with disabilities within mainstreamed classrooms.  
Each side can find scattered research to support their views and opinions of what is 
actually taking place with students with disabilities on campuses across the country.  
The research found for this study supports the fact that educating any child well is 
relevant and situational to each child, student, campus, situation, teacher, administrator, 
and resource available for academic success.  This research also found that the more 
involved the administration is in seeing success in the inclusion population, the more 
involved the teaching staff and thus the more successful the special education student.  
It is apparent that the administrator on the campus needs to set the tone for success of 
special population students and then support the staff throughout the year to make sure 
the endeavors of success are prevalent in the practices of teaching within the 
classroom.  That being said, the classroom instructor needs to play an important part of 
that success by adhering to the guidelines that are stated with the best 
recommendations and practices for the student according to the individual education 
plan.  For many students, especially those with disabilities, being able to show what’s 
been learned is greatly improved when teachers provide individualized instruction 
[within] appropriate accommodations in the classroom (Luke & Schwartz, 2007).  
Whether the student is considered special, inclusive, mainstreamed, or regular 
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education student, school should be a place to include these differences for the benefit 
of common learning with substantiated goals and assessments.  Students with or 
without disabilities can learn with each other, and perhaps should in order to help build 
better social skills and tolerance of others not like themselves.  The full and formal 
education of all children requires educators and administrators to often teach more than 
just rote knowledge, often times it is through the schools that a child learns to be a 
responsible, productive part of society. 

Methodology 
 This study found reasons and methods of efficient functionality of the inclusion 
and mainstreamed student within individual learning classrooms. Certain characteristics 
of methodologies appeared throughout the literature reviewed more than others and 
were therefore used as resources for the establishment of purpose of this study.   There 
have been numerous claims, and mixed research results as to the success and 
effectiveness that a mainstreamed class has upon the inclusion student.  Everyone from 
campus administrators to professional teachers has been concerned with the test 
scores of these students since the inception of NCLB. Through this new education bill 
academic excellence now means more funding. In order for a campus to gain 
academically recognized status, every group and sub-group of student on the campus 
must pass with a certain percentage, and then show yearly positive progress in every 
subsequent year thereafter.  This special population of students is now counted as a 
bona fide sub-group of students on campus and they cannot hide within the data of the 
school as a whole anymore.  Since the inclusion student is now deemed part of a 
campus test taking student body, and therefore must now be accountable as a group, 
there has been a push to find a way to help them effectively master the needed skills it 
will take to go beyond the rote learning and propel them into the variable higher order 
thinking skills of analysis and synthesis.   
 A mixed methodology of quantitative and qualitative research was used to target, 
identify, and assess specific levels of students in the area of South Texas from an 
administrator’s perspective.  The study includes the best practices and methodologies in 
which the students labeled inclusion and mainstreamed are successfully taught in the 
classroom and ascertains how they are performing on state based mandated end of the 
year examinations.  

The research methodology used was intended to capture evocative data using 
qualitative and quantitative inquiry techniques for gathering it.  Part of the research was 
conducted by using a self directed, author created survey instrument with 18 questions 
posed for the professionals to answer to the best of their abilities. The remainder of the 
study was based upon the student population and results of students at the Memorial 
Middle School in Kingsville, Texas.  The quantitative survey was introduced and 
designed to uncover specific practices from professional classroom educators, and 
administrators from a middle school level.  Each of the questions posed to the sample 
population was answered with the self developed Likert Scale survey instrument where 
the respondent had the opportunity to choose from the following to answer each 
question; strongly agree, agree, don’t know, disagree, and strongly disagree.  The 
population and sample of the study included administrators and teachers with varying 
degrees and various numbers of years teaching.  Methodical effort was taken to include 
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a wide spectrum of respondents to ensure that all aspects of teaching the inclusion 
student were covered in detail. 
Instrumentation The comprehensive instrument used to collect the data for this study 
was a mixed research questionnaire that was self developed with direct intent of 
investigating what strategies are working within each classroom for inclusion students 
and what are instructors deeming proficient in a manner of learning for these students.  
Moreover, specifically the survey addressed  issues concerning the reasons for which 
professionals feel that inclusion was either working or not working for the students 
within their instructional classrooms.   A close inspection of the instrument revealed that 
three categories of information were sought for this specific study and all were weighted 
equally.  This instrument, evaluated teachers’ and administrators’ thoughts on the 
effectiveness of learning for an inclusion student in a regular classroom and these 
questions look at how those professionals respond to what they consider a successful 
learning environment.  It investigated the professional’s standing on whether or not 
enough services are being provided in the classroom by the district for that student to 
be successful in the inclusive environment and will identify the effectiveness of several 
learning strategies used to enhance the learning environment of the classroom for 
mainstreamed students.  
 Participants in this study were asked to use a five point Likert instrument 
response to assess the feasibility of the posed question; they answered either, (1) = 
strongly agree, (2) = agree, (3) = not sure, (4) = disagree, and (5) = strongly disagree.  
In addition to these questions the professionals involved were offered open ended 
questions that enlightened the study with specific perceptiveness and judgment on the 
specifically posed question. Each questionnaire was supplemented with instructions on 
how to complete the survey, and where they could return it to once they completed it.  
The author of this study analyzed the collected data and organized it into a workable 
research answering tool by establishing a chart that recorded the trends and answers 
that were accumulated on the survey instrument. 

Procedures 
 School administrators, teacher educators, and additional teaching staff were 
contacted via email correspondence. The participants were asked to complete the 
related survey information within four days after dissemination and to return it via a 
designated faculty mailbox.  The data were then gathered, collected and analyzed for 
study. 

Data Collection and Recording 
 This specifically targeted survey instrument was developed by the author of this 
study to tailor the specific questions to the environment and community so as to get a 
bona fide result of answers. The author made the survey, and distributed the survey into 
campus mailboxes. Polled educators were asked to return the survey anonymously in a 
business sized envelope (provided) to the researcher's mailbox on campus to avoid any 
contagion to the data.  Four days lapsed and the instrument was collected, assessed, 
and data was compiled for the effort of research on this topic. 

Research Population and Sample 
 This specific research instrument was disseminated to a total surveyed 
population of N = 11, from a pool of 38 teachers, 2 counselors, and 4 administrators;  
one of these administrators works solely in the role of parent initiatives.  The targeted 
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surveyed population were asked to report on the sample population to the best of their 
ability and education, and were given the option of reporting as thus; (1) = strongly 
agree, (2) = agree, (3) = not sure, (4) = disagree, and (5) = strongly disagree.  The 
responses given provided sample answers that emerged to be a representation of the 
school’s population.  These specific participants were chosen because of their 
immediate contact with the inclusion students in the classrooms on campus.  These 
individuals provided the best responses, based upon professional experience, because 
of their proximity and time spent within the classrooms with these students of interest.   

Data Analysis 
 The data were collected and analyzed after dissemination.  A total of 20 specific 
survey instruments were dispersed, and 12 were returned in the appropriate time frame.  
One survey was disqualified because of the lack of a verification document.  After a 
careful study of the remaining surveys, responses to the questions were accumulated 
according to the number of responses for (1) = strongly agree, (2) = agree, (3) = not 
sure, (4) = disagree, and (5) = strongly disagree for each of the twenty instrument 
questions.  A database was formed to record the individual answers and to make sure 
that the compilation of the data was properly accounted for.  All surveyed responses 
were monitored and appraised for consistency in reporting. 
Results  

Twenty survey instruments were given to 20 professional educators on the 
Memorial Middle School campus of the Kingsville Independent School District.  Of those 
given out 12 were returned to the researcher and one was disqualified for the lack of a 
signature of consent; therefore the information gathered from the 11 professional 
educators on campus were used as the information for this study.  The accumulated 
data were computed in order to ascertain the characteristics and materials needed in 
the classroom for inclusion/mainstreamed student success.  One quantitative result 
table was created to help understand the percentage of responses from the perceptions 
of the professional educators surveyed. 

Professional Educators Perceptions 
 In the initial statement, “Inclusion students are motivated in mainstreamed 
classrooms,” 27% of the respondents agreed with the statement, while 18% remained 
neutral, and 35% disagreed, with 9% strongly disagreeing.   
 The second statement, “Inclusion students often seek out additional help for their 
studies beyond the classroom,” only 9% of the surveyed reported agreeing with the 
statement, 27% remained neutral, while 54% disagreed with the statement and 9% 
strongly disagreed.  
  With the third statement, “Inclusions students are actively engaged in 
mainstreamed classrooms,” a majority, 40%, agreed while those remaining neutral and 
those that disagreed were both reported at 27%.  
 The fourth statement, “Inclusion students do just as well in mainstreamed 
classrooms as they would in a specific enrichment environment,” showed 63% of the 
educators polled disagreed with the statement, while the remaining 36% answered in a 
neutral manner.  
  The fifth statement was a qualitative question, “What tools, manipulatives, and/or 
materials do you feel would further enhance the inclusion students’ performance in the 
mainstreamed classroom,” 40% of the surveyed answered that what was needed was 
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more paraprofessionals, and inclusion teachers accompanying the students in the 
classes for the specific help needed.  Twenty-seven percent thought that it depended on 
the situation of the student and teacher and the level of competency of the educator.  
Twenty seven percent thought that “hands on” activities would better the understanding 
for the inclusion student. Furthermore, 9% of those surveyed felt that there were enough 
materials to educate with, but not enough personal time with the mainstreamed student 
on a one on one basis.   
 The sixth statement, “Inclusion students are grasping the required TEKS as 
efficiently as regular education students,” 9% agreed, 18% remained neutral, 63% 
disagreed, and 9% of respondents strongly disagreed.  
  In statement seven, “Inclusion students do well on teacher assigned 
assessments,” 27% agreed, 18% remained neutral, and 54% disagreed with the 
statement.  
  The eighth statement, “Inclusion students fully understand what is required of 
them on daily work,” led 54% of respondents to have agreed with the statement, while 
18% remained neutral and 27% disagreed. 
 Statement nine, “Based on specific IEP’s the inclusion student produces similar 
quality work in the regular classroom environment,” resulted in 27% of those polled 
agreed, 9% answered neutral, and 63% disagreed with the statement. 
 The tenth question, “What significant challenges arise in the regular classroom 
environment that might keep the inclusion student from learning efficiently,” another 
qualitative question, 54% of the professionals polled eluded to, or directly stated that 
competency levels were a significant challenge with the inclusion student.  Twenty 
seven percent thought the pace and the rigor of the curriculum could be of concern and 
18% of those surveyed on this question agreed that the extra time spent in the 
classroom managing other directives, students, and behaviors took away from the 
learning experience of the mainstreamed student. 
 The eleventh statement, “Inclusion students that need additional personnel to 
help in the instruction of them are being provided those extra educators in the 
classroom,” had 40% of those polled agreed, and 40 % disagreed and only 9% strongly 
disagreed.  
 Statement twelve, “There is sufficient additional material needed to instruct 
inclusion students to the best of their ability,” noted that 36% agreed, 9% remained 
neutral, 40% disagreed, and 9% strongly disagreed with the statement.  
  The thirteenth statement, “Skills taught to inclusion students in the classroom will 
benefit them throughout their entire life,” 27% strongly agreed with the statement, while 
18% agreed, 18% stayed neutral, 27% disagreed, and 9% strongly disagreed.  
 The fourteenth statement, “Inclusion students are being passed on throughout 
the grade levels without acquiring the necessary skills needed to be productive at the 
next level of academia,” 36% strongly agreed, 36% agreed, and 27% disagreed with the 
statement.   
 The third qualitative question, statement fifteen, “What services are needed to 
make inclusion students successful on their grade level and knowledgeable enough to 
pass state assessments,” a significant 81% of respondents agreed that extra time, care, 
and assistance were the only way to make sure that an inclusion student is ready at 
state assessment time.  Nine percent of those polled on this question felt that peer and 
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educator shadowing could make a difference, while an additional 9% felt that small 
groups were beneficial when the lessons were modified and in line with a specific IEP.  
 In statement sixteen, “What services are needed to make inclusion students 
successful on their grade level and knowledgeable enough to pass state assessments,” 
the outcome was 27% of the surveyed saying they agreed to the statement, while 18% 
remained neutral, 36% disagreed, and 18% strongly disagreed.  
 The seventeenth statement, “As an educator I find that all teaching strategies 
work with all inclusion students,” respondents answered 27% neutral, while 40% 
disagreed, and 27% strongly disagreed in accordance with the statement.  
 In statement eighteen, “Inclusion students perform well when their IEP’s are 
taken into consideration,” most surveyed, 54%, agreed with the statement and 18% 
remained neutral, while 27% disagreed.  
 Statement nineteen, “Inclusion students are learning at the same rate as regular 
education students in my classroom,” found the majority, 54%, agreed with the 
statement, 18% remained neutral, and only 27% of respondents disagreed.  
 The final qualitative question asked, “What learning strategies are working for 
inclusion students in my classroom?” Responses varied and included a wide variety of 
strategies used by many educators in any classroom; however 54% agreed that one on 
one time with those students is vital to the student being successful.  Eighteen percent 
of those polled on this statement felt that peer help and smaller groups were working in 
their classroom while an additional 18% felt that visuals and kinesthetic activities 
boosted knowledge retention.  Nine percent of the respondents had a reward system in 
place that motivated the students in their classes. 

Interpretation 
 Identifying the primary characteristics and best practices of what makes the 
inclusion/mainstreamed students successful in the classroom is imperative to the formal 
success of the entire campus.  By using these best practices as a guideline for further 
success in the classroom effectiveness of the learning environment is increased for this 
student.  Looking at the wide variety of answers and information retrieved from the 
study it would seem that there is no official best practice available, nor is there one 
specific way that inclusion students learn best; therefore a multitude of variables must 
be tried with the student in order to ascertain what the best practice is for that particular 
student. 

Summary 
 Eleven professional educators’ opinions and observations were used to complete 
the surveys used to gather information for this study.  The data were then tallied up in 
efforts to find out if best practices were occurring, and if they were, what is yielding 
educators results for inclusion/mainstreamed students on state based assessments.  A 
table was created to display the responses from the perceptions of the professional 
staff.   

Discussion, Conclusions and Recommendations 
A review of the data and of the percentages of responses revealed that most of 

the educators felt there was still much to be done when it comes to having a successful 
inclusion population on a campus.  Most of the professionals polled agreed that there is 
not enough professional staff on campus to adequately help this special population of 
students.  Although there are resources located on the campus and in the specific 
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classrooms, other variables, such as classroom distractions, behavior, and specific 
modifications seem to hinder the actual educational value that the inclusion student 
takes from the perspective classroom.   

Schools that are successful at testing time are not so because of happenstance, 
they plan for it.  Administration must assess and plan for every educational aspect of 
every type of student.  That plan has to be efficient, acted upon, and then watched for 
success or failure; adjustments need to be made to curricula and programs as the 
student’s progress throughout the year.  Multiple assessments need to be made in effort 
to ascertain the curriculum missed as the inclusion student is instructed through the 
various units of the core subjects assessed by the state.   This master plan must come 
from a collective collaboration at the campus level as directed by the central and 
campus administration.  In effect, it is the positive tone of the administration that all 
children can learn if given the right tools, and if they are planned for accordingly. 

When success is found with any of these programs, methods, philosophies or 
practices then those successes should be documented and analyzed further.  The 
importance of recognizing the significance of the success needs to be shared and 
practiced again to validate the practice.  This then needs to be made part of a collective 
with other professionals with the intent that it is then practiced further within other 
schools with other students with the same comprehension challenges to help them 
succeed as well. 

Ignoring the data will not make the situation go away; it will only further serve to 
worsen the problem that has become the equal passing of the state based 
assessments.  Assessment scores will not rise if the district and campuses remain 
stagnant with their technology, pedagogical efforts, or if they fail to implement proven 
methods of success found in other districts through research.  There are numerous 
workshops that could be attended by campus staff in the education profession that deal 
specifically with the ability to teach inclusion students and to help handle the challenges 
brought about by their needs.   Not recognizing these challenges, amongst other 
behaviors, will only serve to deepen the current performance hole that many states 
have worked their way in to.  The specific causes for what’s not working must be 
individually examined on a campus by campus basis.    There is not one single norm 
that states where to start or what subject needs the most work as it is completely 
relevant to the child, teacher, subject, state, and resource situation for each. In 
retrospect, utilizing resourceful, successful, and efficient methods will work when 
educating all students, but what will make the inclusion and disabled students 
successful will be relative thoughtful planning to each individual student’s modification, 
disability level, situation, culture and resource available at that present time on that 
particular campus.  Inevitably the lead administrator will be responsible for the testing 
and education results for all sub groups of students including those related to this study.  
The one thing that can be said is this, when there are resources and committed staff to 
the education of the inclusion student, then, and only then is there real success in 
education found.   
Conclusions 
 In analyzing the surveys, the following trends could be identified: 

1) Educators are finding that not enough one on one time is being spent within 
the required time allotment of the class day because of significant challenges 
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that arise throughout the period where regular education students tend to take 
more time from the instructor because of off task actions and disruptive 
behavior.  This makes attending to the needs of the inclusion student difficult 
especially if there is more than one mainstreamed student in the classroom 
that has an IEP that must be adhered to.   

2) There are not enough inclusion professionals and para-professionals in the 
classrooms to assist the regular education teacher with specific needs of 
heavily modified students with very specific IEP’s. 

3) It is clear by the survey results that a majority of the professionals polled 
agree that inclusion students are not learning material at the same rate as 
other students even when additional time and other manipulatives are used 
within the regular mainstreamed classroom constraints.    

Recommendations 
The above conclusions provide the basis for the following recommendations that 

administrators may emulate to improve the success of the inclusion student in the 
mainstreamed classroom: 

1) Specific enriching activities should be held on the campus every day for the 
four core tested curriculums.  This will provide additional one on one and 
small group tutoring/enrichment for those students that need the additional 
time and resources outside of the regular education classroom.  A lab or 
enrichment center should be set up for those students to attend.  This 
enrichment lab will be staffed by resource and regular education staff during 
periods where they will not have full classrooms.   

2) When budgets are being examined, allowing for adequate staffing of inclusion 
professionals is paramount to the success of the inclusion student sub-group 
on campus.  In order for the whole campus to be in academic compliance, 
each sub group on campus must be successful at state based assessment 
time.  Having additional staff to complete the needs of the mainstreamed child 
will greatly improve testing results at the end of the school year. 

3) Different strategies need to be continually examined, used and redeveloped 
in order to ensure inclusion success in the mainstreamed class.  Not one 
strategy will work all the time with any student.  Additional time needs to be 
taken by the instructor to ensure that they are on the same level as the 
student to ensure complete comprehension of the necessary essential 
knowledgeable skills.  Professional education staff needs to be committed to 
continued learning when it comes to the success of inclusion students.  
Professionals from every aspect of the campus need to continue to be fully 
involved in the continued education of all the students on campus, and ensure 
that the inclusion student continues to have the same advantages when it 
comes to assessments of record. 
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Abstract 
The current study investigated the relationship between blame attribution in 

regard to rape scenarios and sociosexuality. In addition, the relationship between blame 
attribution and an individual’s susceptibility to crediting rape myths was examined.  The 
participant pool was comprised of 484 university students who completed an 
anonymous survey containing four demographic questions, the SOI-R (Penke & 
Asendorpf, 2008), a 12-question rape myth questionnaire, and 10 follow-up questions 
after reading each of three rape scenarios and three crime scenarios.  Although there 
was not a significant relationship between blame attribution and sociosexuality, there 
was a significant relationship that exists between blame attribution and rape myth 
susceptibility.   
 

In 2009 there were more than 81,000 reported cases of rape (Census, 2009).  
Many incidents go unreported because victims feel that the additional exposure to the 
judicial system is not worth the added humiliation (Grubb & Turner, 2012).  Numerous 
others do not want to involve their family or friends (Grubb &Turner, 2012).  As a greater 
number of individuals marry later, date longer, and date more people, it is imperative to 
understand what narrates the perception of blame towards the rape victim. This is 
especially important with college students.  Past research indicates that a college 
student’s propensity to participate in heavy drinking as well as date multiple people 
results in a higher amount of risk-taking behaviors (Earnshaw, Pitpitian, & Chaudoir, 
2010).  Higher risk-taking behaviors in college students result in adverse consequences 
that impact their wellbeing far into the future.  According to the National Statistics about 
Sexual Violence on College Campuses, one in five college women are victims of rape at 
some point during their college years (Young, 2011).  Therefore, it is essential to 
provide educational services to students so they may understand the ramifications of 
engaging in high-risk behaviors.   

Within actual rape cases and other sexual assault interactions, it is critical to 
identify the variables that contribute to the degree of responsibility designated to the 
victims.  Past researchers examined the victim characteristics associated with high or 
low blame attribution to the observer of sexual assault scenarios (Acock& Ireland, 
1983).  For example, it is common for observers to rationalize attribution when they 
perceive the victim as violating traditional gender roles (Acock&Irlenad, 1983).  Rather 
than focusing on these characteristics of the victim, this study focuses on examining 
whether or not one’s sexual restrictiveness functions as a predictor for blaming the 
victim.  Throughout the literature of blame attribution regarding rape, there is a lack of 
information pertaining to the relationship between the observer’s sexual attitudes and 
the influence it has on their level of blame attribution.  Hammond, Berry, and Rodriguez 
(2011) examined sexual attitudes with the Sexual Attitudes Scale (SAS), which ranks 
attitudes from liberal to conservative.   

The present study contributes to this developing information by defining sexual 
attitudes through the utilization of a sociosexuality measurement.  Sociosexuality refers 
to the difference in individuals’ willingness to have sexual relations outside of a 
committed relationship (Penke & Asendorpf, 2008).  We assessed sociosexuality with 
Penke and Asendorpf’s revised Sociosexual Orientation Inventory (SOI-R).  In order to 
evaluate blame attribution, we presented participants with statements after each 
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scenario designed to assess the degree of responsibility placed on the victim by 
calculating their responses as measured on a 5-point Likert-type scale.  Examples of 
the statements were “There is nothing Jane/John could have done to prevent this 
outcome” and “Jane/John’s behaviors and actions influenced the outcome.” 

Rape myth susceptibility is described as one’s alacrity to believe a myth 
pertaining to rape.  A rape myth is a false statement that offers justification of rape to 
the unlawful individuals, and is often developed through mass media.  This development 
may desensitize the devastation of sexual assault on victims (Idisis, Ben-David, & 
BenNachum, 2007).  We believe it is important to understand the relationships between 
one’s proclivity to believe these myths, and their propensity to blame victims in cases of 
rape.  To examine this relationship we used a modified version of the Illinois Rape Myth 
Acceptance Scale (IRMA; Payne, Lonsway, & Fitzgerald, 1999).  

This research allows educators to obtain multiple perspectives on the 
relationships that are found in everyday life situations.  For example, the information 
gathered could provide additional aspects that may need to be considered when 
addressing the issues concerning rape victims and the rape perpetrators.  It also allows 
us to gather insight about the widespread misconstruction regarding rape perception 
and myth susceptibility.  Several of these issues can be addressed by more frequent, 
effective, and updated education about rape.  As we stated earlier, providing education 
for students to understand the ramifications of engaging in high-risk behaviors is 
imperative.  We believe that this includes the necessity to educate about rape 
specifically in collegiate populations.  In order to communicate the importance of this 
concept, we utilized potential college themed situations and traditional college age 
groups throughout the scenarios that participants read.  This way the findings can 
somewhat represent attitudes of this variety.  The large misunderstanding of rape and 
sexual victimization needs to be addressed.  In providing further educational 
opportunities, community members can correctly assess sexual crimes and reduce rape 
myth susceptibility throughout society.  Additionally, continued education allows legal 
representatives to increase their capacity to achieve justice without the detrimental 
effects of persecution felt by many rape victims (Hammond et al., 2011). 

In the current study, the purpose is to examine whether or not there are 
meaningful relationships between sociosexuality and blame attribution, as well as rape 
myth susceptibility and blame attribution.  In order to address this purpose, we 
formulated two hypotheses:  

1. There is a relationship between one’s sociosexuality and their level of blame 
attribution towards the victim in the rape scenarios.    

More specifically, we hypothesized that those who possess restricted sociosexual 
attitudes would be more likely to place higher blame on the victim than those who 
possess unrestricted sociosexual attitudes. 

2. There is a relationship between one’s rape myth susceptibility and their blame 
attribution pertaining to rape victims. 

More specifically, we hypothesized that those participants who are more susceptible to 
rape myths are more likely to place a higher level of blame on the rape victims than 
those who are less susceptible to rape myths. 
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Method Participants  
 Of the 631 students who completed the study, 484 of the students answered 
sufficiently for participation.  Those who were eliminated from participation did not finish 
the survey, left items blank, or had a single response throughout the assessment.  All 
participants were 18 years of age or older.  There were 122 men and 362 women.  The 
age of the students ranged from 18 to 65 (M = 20.87, SD = 6.19).  The majority of the 
participants identified themselves as having a straight sexual orientation (445 
participants), 23 participants identified with being bisexual woman, 3 participants 
identified with being a bisexual man, 7 participants identified with being a gay man, and 
6 participants identified with being a lesbian.  Two participants chose not to describe 
their sexual orientation.  All participants were enrolled at Kennesaw State University for 
the Fall 2012 semester and were required to fulfill a research participation requirement 
for their 1101 Introductory Psychology course.  The research requirement was made 
available to students through Sona, which is an online system that allows professors 
and their student researchers to post IRB approved studies. 
Materials and Procedure  

Students completed an anonymous, online survey containing four demographic 
questions, the SOI-R (Penke & Asendorpf, 2008), a 12-question rape myths 
questionnaire, three rape scenarios, and three crime scenarios.  Participants answered 
10 follow-up questions after reading each scenario.  All participant responses were 
collected and analyzedby utilizing a Likert-type scale for each variable of interest.  The 
responses for both rape myth susceptibility and blame attribution are observed from 1 
(strongly disagree) to 5 (strongly agree) with 3 as a neutral point. 

Sociosexuality was assessed using the revised Sociosexual Orientation 
Inventory (SOI-R) developed by Penke and Asendorpf (2008).  The scores from all nine 
items are aggregated to obtain a final value ranging from 9 (restricted sociosexuality) to 
81 (unrestricted sociosexuality).  This total score can be described as the 
comprehensive sociosexual orientation score (Penke &Asendorpf, 2008).  Those with 
restricted sociosexuality tendto have sexual interactions in close, committed 
relationships.  Conversely, those who possess an unrestricted sociosexuality often have 
a tendency to engage in sexual interactions with low commitment and change partners 
with increased frequency (Penke &Asendorpf, 2008; Simpson &Gangestad, 1991). 

In order to measure rape myth susceptibility, we developed a scale called the 
Believe it or Not Index (BNI) based on the Illinois Rape Myth Acceptance Scale (IRMA) 
created by Payne, Lonsway, and Fitzgerald (1999).  The BNI was developed by using 
an equal number of questions from each subgroup category in the IRMA and two 
additional questions for time and place relevance.The total susceptibility score is 
calculated by using an aggregation of scores from the 12-question BNI.  Participants 
responded on a 5-point Likert Scale system.  These scores of myth susceptibility range 
from 5 (low susceptibility) to 60 (high susceptibility).   

To obtain a score for the average amount of blame placed on a rape victim, each 
participant was instructed to read six scenarios.  Three of these scenarios did not relate 
to the immediate interest of the study.  These three scenarios were basic crime 
scenarios, such as a stolen backpack in the cafeteria, and were used as filler material 
so participants were not exposed to only rape scenarios.  The other three scenarios 
were about sexual assault interactions.   After each scenario, the participants answered 
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10 follow-up questions.  Five out of the ten questions were intended to gauge the 
participants’ level of blame attribution (e.g., “Jane could have prevented the outcome”).  
Responses were aggregated from the five questions; therefore, the scale of blame 
attribution includes values from 5 (low attribution) to 75 (high attribution).   

Upon completing the study, students were presented with a debriefing page.  
This page outlined the importance of being informed about rape and brief information for 
students to read and utilize when discerning their perception of rape in the future.  We 
also provided the participants with several resources including hotline numbers, 
empirical research studies for evidential education, the true statements and facts behind 
the incorrect myths in the BNI, and additional websites regarding sexual assault.   

The research design incorporated a Pearson’s Product-Moment Correlation 
Coefficient to determine the strength and magnitude of the relationship between 
variables.  Additionally, we conducted an independent-samples t test to examine gender 
differences. 
Results 

Upon investigation of the blame attribution and sociosexuality variables in the 
first hypothesis, we did not find significant support.  One’s level of sociosexuality does 
not relate to the amount of blame they place upon victims of rape, r(484)= -.042, p = 
.354.  More specifically, individuals with restricted sociosexual attitudes do not attribute 
blame to victims any differently than individuals who possess unrestricted sociosexual 
attitudes.   
 Upon completing the data analysis for the blame attribution and rape myth 
susceptibility variables, we found support for the second hypothesis.  The Pearson’s 
Product Moment Correlation Coefficient indicated a positive relationship between the 
two variables r(484) = .273, p< .001.  High levels of blame attribution are associated 
with high levels of rape myth susceptibility.  Conversely, low levels of blame attribution 
are associated with low levels of rape myth susceptibility.  In other words, the 
participants who felt the fictional victim had more control over the rape situation were 
more prone to believe false rape statements.  

An independent-samples t test was conducted to compare the SOI-R and myth 
differences for men and women.  There was a significant difference in SOI scores for 
men (M = 37.80, SD = 16.24) and women (M = 25.31, SD 12.56), t(172.8) = 7.75, p < 
.001, two-tailed.  For example, men are significantly more likely to possess a more 
unrestricted sociosexuality than women.  This is congruent with the past research of 
sociosexual exploration (Penke &Asendorpf, 2008; Simpson &Gangestad, 1991; Yost 
&Zurbriggen, 2006).  There was also a significant difference in the myth susceptibility 
scores for men (M = 22.14, SD = 7.65) and women (M = 19.38, SD = 5.86), t(171.6) = 
3.64, p = .001, two-tailed.  Women are significantly less likely to succumb to rape myths 
or believe false rape statements than men. 
Discussion 

Contrary to the first prediction, one’s level of sociosexuality does not relate to the 
amount of blame placed upon victims of rape.  Individuals with restricted sociosexual 
attitudes did not attribute any more blame to victims than individuals with unrestricted 
sociosexual attitudes.  Although our first hypothesis was not supported, our second 
hypothesis was supported.  We established that individuals with higher rape myth 
susceptibility were more likely to display higher levels of blame attribution towards the 
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victim than those with low rape myth susceptibility.  These outcomes support past 
findings from Hammond, Berry and Rodriguez (2011) and Grubb and Turner (2012).  
Both studies also demonstrate the significant effect that rape myth acceptance has on 
an individual’s level of blame attribution. 

We did not encounter threats to our internal validity, but it is possible that our 
convenience sample may limit our external validity by providing a weaker generalization 
to the broad population.  With a more representative sample, it is possible that there 
could have been stronger results to support our first hypothesis.  An additional limitation 
is the distribution of sociosexuality scores.  Due to the nature of our young adult 
population with a female majority, our sexuality responses were heavily skewed as 
restricted.   

In congruence with the argument made by Hammond et al. (2011), future studies 
should focus on educating citizens about rape and the subsequent consequences.  This 
would translate to a more efficient process of selecting jurors who possess a better 
understanding of this offense, and perhaps permeate into society for a greater 
understanding about sexual victimization.  Unsolved questions for future investigation 
may also include gender role conformity with rape myth acceptance or individual’s 
previous sexual abuse history and perceived similarity to victims of rape.  In addition, 
investigating aggressive acts, perception of aggressive interactions, and aggressive 
pornography are possible topics for future study. 
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Abstract 
This study identifies strategies which led to improved decision making, more 

effective behavioral choices, and reduction in behavior escalation, as well as faster de-
escalation and reintegration into group activities, in a summer intervention program for 
at-risk children with significant behavioral and emotional challenges.  This study is part 
of a multi-year research project which is tracking the organizational development of 
successful practices which appear to be efficacious with a population of students with 
emotional and behavioral dysfunctions who have not been successful in other settings. 
Introduction 

Ray of Hope is a seven-week summer day camp serving children exhibiting intense 
emotional and behavioral needs.  The program’s primary and explicit focus is on direct 
social and behavioral skills instruction in the context of mentoring relationships with 
caring adults.  This study identifies the strategies used in the 2012 summer program 
which appear to have resulted in improved decision making, more effective behavioral 
choices, reduction in behavior escalation, and faster de-escalation with reintegration 
into group activities, as shown in program outcomes data. A short historical description 
of the program and a comparison of the current strategies to historical approaches 
precede the presentation of the data and discussion. 
Ray of Hope:  History and Purpose 

Ray of Hope's seven-week program which began in the summer of 1997 through 
a collaboration between community social service agencies and Rebound of Whatcom 
County, Washington, is a faith-based 501(c)(3) non-profit organization located in a 
community of approximately 70,000 people in the Pacific Northwest.   At its inception, 
Ray of Hope’s purpose was to provide support programming for children from families in 
poverty or for children with behavioral challenges.  One of the social justice and 
advocacy needs which Ray of Hope (ROH) organizers hoped to address was that due 
to the financial and/or behavioral issues of the children, families found it difficult to 
secure childcare during the summer vacation from school.  With an overt mission of 
care and compassion, ROH organizers sought to fill this unmet need.  Since 1997, the 
program has transformed and grown to serve primarily as an intensive intervention 
program for 5-12-year olds with behavior and emotional challenges.  During its first year 
the program served 13 children; by 2005 it had grown to 40 participants.  This pattern of 
growth continued, resulting in 99 children participating during the 2012 summer session. 

ROH staff recognized that the children they sought to serve had been 
unsuccessful in other community programs due to their intense behavioral and 
emotional challenges. Therefore, there have been two key goals for the program since it 
started in 1997.  These are that each child, (1) develops social connections with caring 
adults, and (2) learns effective social and behavioral management skills. 

Connection to a strong and positive caring adult is a primary strategy used in the 
program. ROH is designed to be a place where counselors develop close mentoring 
relationships with each child, and where each child is taught the life skills necessary to 
understand, talk about, and cope with what is happening in their lives in healthy, 
positive ways. Since this is such an intense intervention program, counselors are 
selected for the program based on their desire to serve children in a challenging 
environment. 
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Program Description 
The ROH program provides activities from 9 a.m. until 3 p.m. Monday through 

Friday in addition to structured optional care until 4:00 p.m. for those families who need 
the additional service.  Activities include:  arts and crafts, group games, team sports, 
field trips, hikes, and horseback riding.  Additionally, enrichment activities such as 
dance, drama, science, art, cooking, and music are offered. Embedded in each day’s 
schedule are blocks of time focused on a social skills curriculum aligned with the 
objectives for individual and collective student behavior and self-perception. 

Each child is assigned to a small group of 10-12 similar-aged children with two  
or three counselors. Generally, there is a 1:4 staff-to-child ratio to support the behavior 
and emotional challenges of the children. All activities, including breakfast and lunch are 
experienced in the context of the small group. This context provides the structure, staff-
to-child ratio, and the adult support necessary for in-the-moment instruction and the 
development of trusting relationships. 
Demographics 

ROH serves an ethnically diverse population.  For the summer of 2012,  the 99 
children enrolled represented 65% Caucasian, 15% Hispanic, 10% Native American, 
8% African American, and 2% Middle Eastern.  The program serves nearly five times 
the number of minority students (as a percentage of total enrollments) as do the local 
public schools. 

In 2012, 99% of the children served came from low-income households and had 
experienced Adverse Childhood Experiences (ACE).  ACE (include things like family 
poverty, homelessness, domestic violence, sexual assault, drug and alcohol abuse, 
parental incarceration, and/or other challenging circumstances) have current, and long-
term implications;  ACE have been found to have a significant life-long impact (Centers 
for Disease Control and Prevention, and Kaiser Permanente [CDC and KP], 2013). With 
this in mind, it is significant to note that almost half of the children were in foster care, 
and 41% had some involvement with Child Protective Services (CPS).  The percentage 
of students involved with CPS has been significant for a number of years, illustrated in 
Chart 1. 

The majority of the children have disabling behavioral, mental health, and/or 
emotional challenges that require them to be in special services in their regular school 
or through other community agencies. 
           Year Total # of Students # of CPS students CPS % of the total  

2008   90 40 44% 
2009   87 27 31% 
2010 100 50 50% 
2011  96 41 43% 
2012  99 41 41% 

Chart 1: Number of students with CPS involvement as a percentage of the total student 
population. 

 
Sixty-four percent of the student population qualifies for behavior or learning disability 
special education services in the public school setting, including one-on-one para-
educator assistance to support them in the regular educational environment.  Many of 
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the children have been excluded from other community programs because of behavioral 
and emotional challenges. 
Community Referral Process 

Children are referred through various community agencies including: the Division 
of Social and Health Services (DSHS); the Division of Children and Family Services 
(CPS); Catholic Community Services (an agency which serves poor and vulnerable 
people by providing housing, individual and family therapy, psychological evaluation and 
intensive family support programs); Brigid Collins Family Support Center (an agency 
providing parenting classes and support for families who have experienced child 
abuse); local school counselors; individual family therapists; local homeless shelters; 
and churches. 
Staff Selection and Training 

Summer staff members, who serve as camp “counselors,” are hired through a 
local university and are recent graduates, or upper division students, in the Department 
of Human Services, the Department of Special Education, or the Department of 
Physical Education and Recreation. Each year there is substantial staff retention; for 
instance, 48% of the staff from 2011 returned for the 2012 summer program. 

For 2012, summer program staff received 64 hours of training over nine days.  
The ROH administrative leaders provided the summer staff with training focused on 
connecting and building relationships with challenging children, generational poverty, 
de-escalation and intervention, and effective small group strategies.  In addition to the 
training provided by the administrative leaders, the summer program staff also received 
the following training: 

• Consultants with McGraw Hill Publishing worked with community professionals to 
train staff in the use of the curriculum “Direct instruction in Social Skills.”   

• Domestic Violence and Sexual Assault Services provided training on 
“Understanding and Responding to the Signs of Abuse.”  

• Stewards of Children presented on “Sexual Abuse Recognition and Prevention.”  
• Child Protective Services trained staff on mandatory reporting laws.   
• Dr. Greg Benner (University of Washington-Tacoma) trained the administrative 

staff in the PBIS (positive behavior intervention and support) strategies 
implemented in 2012, and the administrative staff provided this training and 
ongoing support for the 2012 summer program staff members.  

Review of the Literature and Program’s Past Data 
Research clearly shows that young children are deeply affected when their family 

social and economic environments are challenging, and protective factors are not 
significantly present to enable them to cope with risk factors (Bonnano, 2004; Luthar, 
Cicchetti, & Becker, 2000).  Furthermore, children with significant family-based risk 
factors demonstrate fewer protective factors and, therefore, less social competence 
(Swick & Hassell, 1990; Webster-Stratton & Reid, 2004).  A CDC and KP (2013) 
longitudinal research study titled, “Adverse Childhood Experiences (ACE) Study,” notes 
that: 

Childhood abuse, neglect, and exposure to other traumatic stressors which we 
term adverse childhood experiences (ACE) are common. Almost two-thirds of our 
study participants reported at least one ACE, and more than one of five reported 
three or more ACE. The short- and long-term outcomes of these childhood 
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exposures include a multitude of health and social problems (Major Findings, 
para. 1, retrieved from http://www.cdc.gov/ace/findings.htm). 

The ACE Study is a large investigation designed to document and delineate the 
connections between childhood trauma (life-impacting dysfunction) and later-life health 
and well-being. This study was done by the Centers for Disease Control (CDC) and 
Kaiser Permanente's Health Appraisal Clinic (KP) in San Diego.  It identified that things 
like family poverty, homelessness, domestic violence, sexual assault, drug and alcohol 
abuse, parental incarceration, and/or other challenging circumstances had current, and 
long-term, life-long implications (CDC and KP, 2013).  

Furthermore, it has also been well established that where family-based stress 
factors, ACE, and identifiable mental or behavioral challenges all exist, a child is at risk 
of long-term poor developmental outcomes (CDC and KP, 2013).  Additionally, a child in 
this situation often experiences social and academic failure if there is no intense 
involvement from mentoring adults adequately skilled in helping that child learn effective 
coping strategies (Baker, J. A., Dilly, L., Aupperlee, J., & Patil, S., 2003; Baker, J. A., 
Kamphaus, R. W., Horne, A. M., & Winsor, A., 2006; Doll & Lyon, 1998; Rutter, 1979).  

The Search Institute (2012) has sufficiently documented the efficacy of building 
protective factors as a way of helping children cope with risk factors.  For instance, in 
Developmental Assets : A Synthesis of the Scientific Research on Adolescent 
Development, Scales and Leffert (2004) look at more than 800 scientific documents on 
adolescent development and conclude that developmental assets, or protective factors, 
are efficacious resources in helping at-risk children find success in life as well as school.   

A traditional consequence-based approach to children’s behavior has been 
deeply seated in public schools for many years; however, it has been shown that a 
consequences-based discipline system does not effectively build an internal locus of 
control (Glasser, 1998).  Many have argued that even a rewards-based system can 
result in a failure to develop an internal locus of control (Kohn, 1999).  The differences 
between a punitive intervention system and a PBIS system have also been well 
document.  For instance, Jolivette and Nelson (2010) found that even in juvenile 
detention facilities a PBIS approach is superior to coercion: 

In 1999, the U.S. Surgeon General declared a mental health crisis among youth 
entering the juvenile justice system, and some professionals observed that 
secure juvenile facilities were becoming de facto psychiatric hospitals for children 
and youth (Grisso, 2007). The growing recognition of the mental health needs of 
the incarcerated juvenile population (Gagnon & Barber, 2010), in addition to 
litigation against states and jurisdictions for abusive treatment (Grisso, 2007), 
research documenting the superior results of therapeutic programming compared 
to reliance on coercion and control (Lipsey, 2009), and strong advocacy for more 
positive and proactive approaches in communities and institutions (American 
Civil Liberties Union, 2009; Grisso, 2007; Southern Poverty Law Center, 2009), is 
influencing a trend away from reliance on coercion and control. Nevertheless, 
punishment continues to be the dominant intervention for addressing youth 
behavior in institutional settings. One approach in particular, positive behavioral 
interventions and supports (PBIS), has drawn attention as an effective alternative 
to punishment-based disciplinary strategies. Partly because of its widespread 
adoption and success in the public schools (Frey, Lingo, & Nelson, 2010; Skiba & 
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Sprague, 2008), PBIS has been advocated for use in secure facilities (Gagnon & 
Barber, 2010; Gagnon, Rockwell, & Scott, 2008; Jolivette et al., 2008; Nelson, 
Sprague, Jolivette, Smith, & Tobin, 2009; Nelson, Sugai, & Smith, 2005; Scott, 
Gagnon, & Nelson, 2008) and is being implemented in an increasing number of 
these, with favorable results (Houchins, Jolivette, Wessendorf, McGlynn, & 
Nelson, 2005; Sidana, 2006). These calls focus on providing (a) youth with 
emotional/behavioral disorders (E/BD) and related disabilities the same 
educational opportunities and strategies as their peers in more typical 
educational settings and (b) a tiered approach for preventing problem behaviors 
from occurring or problem behaviors from becoming worse. In addition, PBIS 
offers potential benefits to youth in secure care. For example, the PBIS 
framework has been reported to be effective for improving overall school climate 
and reducing school crime (Scott et al., 2008). Also, youth with E/BD in juvenile 
justice facilities have long histories of social failure despite prior remediation. The 
implementation of PBIS mitigates the effects of these negative histories by 
explicitly teaching the positive expected behaviors in that environment (Sugai & 
Horner, 2002). (pp. 28-29)   
  

With this research as background, the ROH administrative leadership sought to 
establish a new intervention system based on PBIS for the 2012 summer program.  Dr. 
Greg Benner, a University of Washington-Tacoma faculty member provided the PBIS-
based training which was the foundation of the 2012 summer program’s intervention 
system.  The goal, therefore, was to for staff to utilize the training that Benner provided 
in the summer 2012 ROH program, replacing the previously used system which was 
more consequence-based. This training was titled “Sustained Positive Interactions with 
Students with Behavioral Challenges: Where Behavior Challenges Begin” (personal 
communication, ROH Executive Director, June 2012). 
Summary of Research 
The research shows that children exhibiting behavioral, emotional, and/or social 
difficulties often have ACE which impact their learning.  It is also clear that a 
consequence-based intervention system does not effectively help a struggling child 
build an internal locus of control, and even a rewards-based system may not do so.  
Finally, it is clear that PBIS has proven to be an effective intervention system for 
children with significant emotional or behavioral difficulties, and appears to help build an 
internal locus of control.    
The Training 
The Benner training sought to identify primary intervention strategies, build student self-
regulation (internal locus of control), prevent coercive interaction, and develop a plan for 
responding to challenging behavior in and outside the classrooms. The Benner-model 
interventions (described in the “Analysis” section below), based on PBIS, are in contrast 
with those which are based on coercion. In the Benner model students are given three 
chances to self-manage; they get a nonverbal cue, a direct request, and then an 
opportunity for reflection.  During primary prevention the main focus is to catch 
disruptive behaviors, teach children to manage themselves and establish a non-punitive 
atmosphere where children develop an internal locus of control.  These strategies were 
significantly different from the strategies used in the previous year. Program data and 
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descriptions reveal that in past years, although there was no intent to use a punitive 
system, staff recognized that students’ experiences resulted in a punitive perception 
and experience. 
Methodology and Changes 

This study makes a comparative analysis between the 2011 and the 2012 
program data.  Therefore, the differences between the data collection strategies are 
presented below.  Program data collection was based on a system using a “stoplight” 
color scale to communicate, record, and track behavior. The colors signify both a child’s 
actions and the severity of the actions. The colors are: 

• Red: the child is being intentionally unsafe.  Coded as: [R]  
• Yellow: the child is intentionally not following directions.  Coded as: [Y] 
• Green:  the child is following directions.  Coded as: [G] 
• Super green: the child’s behavior is above expectations.  Coded as: [SG] 
• Absent:  the child is not at camp for an entire half, or full day. Coded as: [A] 

In both 2011 and 2012, each child earned a color score for the morning and afternoon, 
for a total of two scores (data points) per day.  The colors were determined by each 
child’s group leaders at the end of the day, during a leader debriefing session.  Over the 
two years more than 2500 data points have been collected, and are used in this 
research study. 
2011: The Primary Usage Of The Color Scale Was Zoning.  
In 2011, each child’s daily scores were used to determine the child’s zone the following 
week. The four colors were assigned a numerical value (Super green = 3, Green = 2, 
Yellow = 1, Red = 0, Absent = 1.5), and at the end of the week, the child’s scores were 
totaled. The cumulative weekly total determined the child’s zone for the following week. 

• Super Green Zone: Score of 22-30 
Various additional privileges and rewards given (e.g., special snacks; line 
leaders; first choice of seats; access to special materials/games during activities) 

• Green zone: Score of 16-21  
No additional consequences or privileges 

• Yellow Zone:  Score of 6-15 
Various consequences and loss of privileges (e.g., time off of every field trip; last 
choice of seating during group and program activities) 

• Red Zone:  Score of less than 6 
Children who earned a “Red” half day spent the next immediate half day in the 
“Red Zone,” resulting in consequences which were more severe and nearly all 
privileges were revoked. A student could not spend an entire week in the “Red 
Zone” 

Although the intent was not so, the cumulative impression and application of the zoning 
approach was punitive, rather than constructive in building developmental assets and a 
student’s internal locus of control.   
2012: The Primary Usage Of The Color Scale Was Rewarding.  
In 2012, the colors did not have a numerical value and were simply tallied. The only 
color visually reinforced for each child was their Super Green half-days. Earning a 
Super Green resulted in individual rewards and group rewards. 

• Individual rewards: Super Green Badge 
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o Once a child earned 10 Super Green half-days, the child was awarded 
a personalized “Super Green Badge.” The badge was presented in 
front of the entire camp in a celebratory manner, with a lot of audience 
participation by way of cheering 

o The badge earned the wearer two camp-wide privileges: 
 Any time his/her group voted on a decision, his/her vote counted 

twice 
 At the end of every day, the child got a popsicle with their snack 

o A student retained the badge for the remainder of the summer, or  
o If a child earned a Yellow or Red, the Super Green Badge was 

temporarily and quietly suspended 
 One Yellow half-day meant a child needed two more Super 

Green half-days to earn his/her badge back 
 One Red half-day meant a child needed four more Super Green 

half-days to earn his/her badge back 
o At the end of the summer, the one child from each of the eight student 

groups who had earned the most Super Green half-days, and the 
fewest Yellow days was awarded the title “Super Duper” and all eight 
Super Dupers earned lunch at MacDonald’s on the last day of Camp 

• Group rewards: “Bucket-O-Challenge” 
o On Fridays, each group’s Super Greens were totaled, and the two 

groups with the highest number nominated a staff member of their 
choosing to go compete against each other at the “Bucket-O-
Challenge.” The Bucket was full of ping pong balls on which humorous 
and silly tasks were written. 

In both 2011 and 2012, the daily color scores of each child were recorded in an excel 
spreadsheet.  All student data was then combined into a group total and examined for 
trends.  Finally, all the group data was examined to analyze program trends.  Appendix 
A shows examples of group cumulative scores and trends. 
Analysis 
Multiple sources of the data—program components, procedures, and outcomes--were 
triangulated (Miles and Huberman, 1994) and analyzed using the constant comparative 
method (Strauss and Corbin, 1998).  Grounded theory techniques were also used to 
examine the data.  Grounded theory is a well-recognized qualitative research process 
(Marshall and Ross, 1999). Strauss and Corbin (1998) outlined the techniques and 
procedures for developing grounded theory. They outline the basic process of asking 
questions about the data, and making connections through the use of coding qualitative 
data, which leads to theorizing from the analysis. 

The ROH behavioral intervention system implemented is based on the Benner PBIS 
inservice provided to the ROH staff during May 2012. The system operates as an 
organizational framework to guide staff in consistently responding to children’s “Yellow” 
behavior (which is off task and/or undesired behaviors, which are not endangering 
themselves or others), so that every staff member and volunteer is unified in their 
method of redirecting undesired behavior. The system shifts the focus of redirection 
from adults managing behavior, to children learning how to self-manage. A critical focus 
of the system is the general rule to “intervene and disengage,” thereby reducing 
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interaction time with children who are misbehaving, reinforcing children who are 
demonstrating desired behavior, and maximizing time spent instructing the majority of 
the children.  

To achieve the shortest amount of intervention time possible, the system is 
comprised of two quick, universal reminders, followed by a constructive behavior 
processing time (detailed below). Each of the two reminders are clues for the child to 
“check themselves,” as a chance to “self-manage,” in order to communicate to the 
children that staff members believe they are “smart and strong enough to make green 
choices” and that staff trust them to manage themselves with just small reminders. 

The first reminder is a non-verbal cue. At ROH, it is three knocks on a hard 
surface, or three taps on the misbehaving child’s shoulder. No verbal intervention is 
used at this point. The adult administers the knocks/taps, then physically disengages, 
and moves away to reinforce another child, ideally for demonstrating the behavior that 
the recipient of the reminder is failing to show.  

The second reminder is a verbal cue, known as a “precision request.” At ROH 
it is the phrase “Make it Green.” This is the only verbal intervention, and it is given once. 
The adult makes the precision request, physically disengages, and moves away to 
reinforce another child.  

The final step is a constructive, structured reflection time. At ROH this step is 
called “Think Time.” Directing a child to “Think Time” is given verbally, and only once. 
The adult states to the child, “[Name of Child], Think Time,” and the location is specified. 
Then the adult walks away and starts a one minute timer.  

The children are taught that when given the cue to go to Think Time, staff expect 
them to take themselves there in less than one minute. Once they have moved 
themselves to Think Time and demonstrate compliance, they are given a Think Time 
sheet. The sheet asks them to identify the expectation they were not following, identify 
the expectation they need to follow, and asks whether or not they can do it. When a 
child finishes, he/she is expected to raise a hand. When an adult is available, the adult 
briefly discusses the child’s actions and, if the child is continuing to demonstrate 
compliance, welcomes the child back to the group. 

A consistent protocol also exists in the event that a child is given the Think Time 
directive and chooses not to go, even after his/her minute has expired. The purpose of 
Think Time is not punitive, but reflective. However, the natural consequence of earning 
three Think Times in a single half-day is that the half-day is coded as Yellow. 
Findings 
ROH 2011 

The data for students entering the 2011 R0H summer program reveals what one 
would expect: students had significant undesired behaviors which created complications 
for them in their home environments as well as school environments. Looking at Graph 
A, the data collected during week 1 indicates that above 20% of exhibited behavior was 
identified as undesired.  
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Graph A:  Desired and Undesired behavior, Summer 2011 

 
Furthermore, the trend shows that the undesired behavior hovered just above 20% 
during week 1 and week 2 (the percentages each week represent the mean value for all 
camp groups).  Between weeks 3 and 4 there was a steady increase in undesired 
behavior. Between week 5 and week 7 undesired behavior dropped. At the end of week 
7 undesired behavior was just below 20%.  

Again, looking at the Graph A, we see a similar trend for desired behavior: week 
1 data show that desired behavior was above 70%. During weeks 1, 2 and 3, desired 
behavior hovered around the high 70% mark. During weeks 4 and 5 there was a drop in 
desired behavior. This trend data is a mirror of the increase in undesired behavior 
during the 2011. When you look at the data for weeks 3 and 4, you can see a parallel 
increase and decrease in desired and undesired behavior. Likewise, from week 5 to 7 
you see an increase in desired behavior and a decrease in undesired behavior. 

In analyzing this trend, the most significant revelation is that the change in 
desired behavior from week 1 to week 7, shows that there was not a significant change 
in the beginning and ending percentages of desired behavior. Likewise, looking at 
undesired behavior, when you compare week 1 and week 7 there is no significant 
change in the total percentage of undesired behavior.  
ROH 2012 
Looking at Graph B, you will see a trend line for desired and undesired behavior that is 
somewhat similar to the trend lines in 2011. However, there is a significant difference 
between the 2011 and 2012 data. Looking at an overall analysis, you can see that the 
week 1 data are comparable to the total percentages of the week 7 data for both 
desired and undesired behavior, and there has been little overall change. For instance, 
in week 1 the desired behavior is shown to be at about 90%; week 7 shows desired 
behavior to be about 90%. 
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      Graph B:  Desired And Undesired Behavior Summer 2012 
 
Likewise week 1 undesired behavior is right at 10%. In week 7 undesired behavior 
continues to be about 10%. However, upon closer examination the significant difference 
between the 2011 and the 2012 data is evident: the total desired behavior in 2012 
begins more than 10% above the total desired behavior in 2011. In 2011, week 1 
showed less than 80% of desired behavior. In 2012 week 1 shows better than 90% 
desired behavior; that's more than a 10% improvement. Furthermore, the same trend is 
seen in the undesired behavior when you compare 2011 and 2012. In 2011 you see 
more than 20% undesired behavior during week one, and in 2012 there was less than 
10% of undesired behavior.  
Discussion 

In analyzing the ROH 2011 program training and paradigm, and comparing it to 
the ROH 2012 program training and paradigm, the data seem to support that there are 
positive outcomes in the 2012 program due to the switch from a punitive-base system to 
a non-punitive system built upon PBIS. PBIS, with its focus on non-coercive 
intervention, developing an internal locus of control, and positive, timely feedback, 
seems to have resulted in higher initial positive behaviors and lower initial undesired 
behaviors compared to the techniques and strategies used in the 2011 program. 
Analyzing staff end-of-program surveys and feedback, the preponderance of evidence 
indicates that staff members saw: 

a. Improved decision making 
b. More effective behavioral choices 
c. Reduction in behavior escalation 
d. Faster de-escalation and reintegration into group  

In focused interviews with the ROH Executive Director, the Program Coordinator, and 
other program leaders, this researcher clearly identified the same themes which 
appeared in the staff end-of-program surveys. All ROH administrative leaders indicated 
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that they saw improved decision-making, more effective behavioral choices, a reduction 
in behavior escalation, and students showing faster de-escalation and reintegration into 
group activities when undesired behavior brought students to the point of needed 
intervention. 

Based on a review of the literature, it is not surprising that the use of non-
coercive techniques, the development of students’ internal locus of control, and regular 
specific positive feedback would result in more desirable behavior (Glasser, 1992). 
Limitations 

There are a number of limitations to this study. First, the study is focused on a 
unique population of students. The generalizability of this data to broader and more 
diverse populations of students should be viewed as tentative. Furthermore, one must 
keep in mind the student-to-staff ratio in this intervention program. The student-to- 
mentor ratio is significantly different from other typical intervention programs in K-12 
schools, and many private behavioral programs. Although ROH serves K-12 students in 
the Pacific Northwest, this unique summer program is a collaborative effort between a 
faith-based nonprofit, state social agencies, and local school districts. Due to this unique 
partnership, the student-to-mentor ratio, and the limited set of data, generalizability must 
be viewed in a cautious manner. 
Conclusions  

This study highlights that the use of positive behavior intervention and support 
can result in the development and maintenance of higher levels of desired behavior for 
students in an intensive summer intervention program. Furthermore, evidence seems to 
support that the use of PBIS strategies with students in a program like ROH may result 
in a reduction in undesired behaviors upon entering the program, and that it may be 
maintained.  The data also suggest that although there are positive outcomes for 
students in a summer intervention program using more traditional intervention 
strategies, the initial desired behaviors are not as positive, and the initial undesired 
behaviors are higher. In both the 2011 and 2012 program there is not a significant 
change from the week 1 to week 7 in the total outcomes. 

This is the first of a multi-year research project. Future research should focus on 
identifying the reasons and variables that result in a reduction of desired behaviors and 
a rise in undesired behaviors during weeks 3, 4 and 5. Furthermore, more analysis 
needs to be conducted to ascertain if there is a direct correlation between the individual 
strategies in the ROH PBIS system and the increased desired behaviors and reduction 
of undesired behaviors. Such a direct correlation between the strategies and behavioral 
outcomes is difficult to substantiate at this time. Future research should seek to uncover 
whether there is a cause and effect relationship. 
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Appendix A 
Examples 2011 cumulative group data for “Percentages of Green” 
 

In these data sets you see the mean group average for each of the 8 student 
groups for the 2011 program, presented in two formats.   

 
 
 
 
 
 

Wk 1 Wk 2 Wk 3 Wk 4 Wk 5 Wk 6 Wk 7
Group 1 43 32 24 19 15 30 65
Group 2 74 38 46 38 43 69 81
Group 3 75 51 71 66 58 67 81
Group 4 63 38 58 50 59 50 61
Group 5 64 45 45 52 40 49 65 75
Group 6 76 61 59 41 66 74 80 120
Group 7 87 62 65 72 61 58 86 25 95 0.789474
Group 8 81 64 77 71 77 87 93

Wk 1 Wk 2 Wk 3 Wk 4 Wk 5 Wk 6 Wk 7
Group 1 45% 45% 26% 24% 19% 38% 79%
Group 2 67% 45% 45% 42% 41% 63% 80%
Group 3 79% 57% 67% 67% 59% 71% 77%
Group 4 63% 62% 70% 53% 64% 56% 74%
Group 5 66% 56% 45% 52% 39% 50% 70%
Group 6 72% 76% 60% 46% 65% 70% 79%
Group 7 79% 79% 77% 75% 73% 69% 83%
Group 8 78% 78% 82% 66% 69% 77% 81%
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The Puyallup River is a perennial stream located in Western Washington. It is fed 
by glacier melt on Mt. Rainer; it runs across forty-five miles of Pierce County before 
emptying into the Puget Sound. The river drains into the Sound at the Port of Tacoma, 
about 35 miles south of Seattle.  Since the early 90’s urban development has taken off 
in the region.  Large areas of land have been converted into parking lots, strip malls, 
and housing developments.  From 1991 to 2001 the amount of land covered by 
impervious surfaces rose from three percent to ten percent in Pierce County. This trend 
is most noticeable in the rivers immediate floodplain.  In order to protect infrastructure 
the floodplain has been improperly managed, specifically through the overuse of 
outdated levee systems. These actions have led to degradation of habitat and finical 
loses for homeowners and tax payers.  This paper explores how government policy can 
remedy the situation.  

 Economic growth has brought huge numbers of people to coastal cities across 
the United States, a phenomenon called urbanization. Western Washington is a prime 
example of the population shift. In the case of the Puyallup River, commercial and 
housing developments have popped up all over. Unfortunately little effort was taken to 
efficiently manage growth. Without limits on impervious surfaces and often times in 
areas that should have been kept as natural vegetation. Land near the town center was 
developed quickly. Home owners that wanted to escape the city went further into the 
water shed. In an effort to take advantage of the rivers aesthetic appeal, they frequently 
made the mistake of building too close to the natural path of the river. Western 
Washington experiences large amounts of perception during the winter and early spring. 
Flooding of the Puyallup is part of a healthy function. In order to protect homes from 
these floods, the county has built a series of levees and channels to control the flow of 
the river. 
 Levees restrict high amounts of water to a narrow path. This creates fast moving 
turbid water, with high kinetic energy. Levees also offer a false sense of security to 
homeowners. They keep what would be the equivalent of a small flood contained 
behind the walls of the levee. This gives the impression that the river cannot breach the 
levee. We have seen this to be untrue. Most levees are earthen. The high flows of the 
river during rainy seasons eat away at the soils. Overtime the levees become more 
vulnerable. In the event that a levee is overtopped the force of water surge can be 
catastrophic. Homes are being inundated by storm water, carrying household chemicals 
and large debris.  Hazardous products like arousals, bleaches, oils and nitrogen rich 
fertilizers are washed into rivers. Foreign chemicals poison wildlife and lower oxygen 
levels creating a hypoxic environment.  In hypoxic waters fish and organism numbers 
will continue to decline. This problem is not confined to the Puyallup River. Any pollution 
entering the Puyallup is carried to the Puget Sound, where it will further degrade an 
important fishing industry.   

Research is showing that removing homes from the floodplain is more effective 
than levees. Levees are expensive and have shorter life spans than the homes they are 
meant to protect.  Pierce County has adopted this approach with the property 
acquisition program. The program works by purchasing river related, flood-prone and 
flood damaged properties from willing sellers primarily using Federal Emergency 
Management Agency (FEMA) grant funding when it becomes available. This process 
saves all who contribute to flood insurance from high cost claims. Removes structures 
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permanently is the only way to guarantee no future losses. Removing the structure also 
prevents the continual cycle of properties being damaged and repaired, sold to 
uninformed buyers, and then being damaged again. This program is the most cost 
effective in the area. However, its success has been limited because of a lack of 
funding. The program needs to increase its total amount of property acquisitions to 
make a lasting impact on the river. Currently the program relies too heavily on FEMA 
grant money. This grant money is only issued after a property has already been 
damaged. At that point the damage is already been done.  The pollution is already in 
the river and the home ruined. If the program can receive proper funding, most likely by 
tax money, will become a smashing environmental success story.  
 
Residential Stormwater and the Contamination of Puget Sound 
Kirsten McLeod 
Polluted storm water runoff is recognized as the single largest source of toxic pollution 
entering Puget Sound of Washington State (Washington Department of Ecology 
(WDOE), 2011, pp.1, 5). Unlike pollution from industry and other historical point source 
polluters, stormwater is caused by the daily activities of people everywhere and 
therefore nearly impossible to manage, mitigate or eliminate (Poisoned Waters, 2009). 
The Puget Sound’s ecological health is increasingly threatened due to nonpoint sources 
of contamination such as urban runoff from an extensive transportation network, and by 
new classes of chemicals such as fire retardants and endocrine disruptors that pervade 
our homes and businesses (Schreder & Trim, n.d., pp. 4, 14). Stormwater runoff travels 
over urban streets and other developed land in the Puget Sound watershed and flows 
directly into nearby lakes and rivers that empty into the Puget Sound, carrying with it 
countless toxic chemicals (Stanley et al., 2011, pp. 34-39, 44). The deadly condition of 
the Puget Sound basin is a result of under regulated urban stormwater runoff. The 
contaminant of greatest concern to public health and wildlife in the Puget Sound is a 
class of chemicals called endocrine-disrupting chemicals (EDCs). 
 Residential stormwater runoff is the number one source of pollution in Puget 
Sound (Washington Department of Ecology (WDOE), 2011, pp.1, 5). Stormwater runoff 
from residential development results in the dumping of too many endocrine disruptors 
(EDCs) into the Puget Sound basin. EDCs encompass a variety of chemical classes 
that are pervasive in our everyday lives, from a variety of products including: consumer 
products, plastic additives, antibiotics, pesticides and drugs (The Catawba Riverkeeper 
Foundation, 2013). EDCs have been shown to significantly affect the endocrine system 
of organisms that ingest them, causing numerous adverse side effects including (but not 
limited to) genetic mutations, birth defects and reproductive difficulties (The Catawba 
Riverkeeper Foundation, 2013).  
 An endocrine disruptor is a compound, either natural or synthetic, that when 
absorbed into the body alters the hormonal and homeostatic systems thereby disrupting 
the body's normal functions (Diamanti-Kandarakis et al., 2009). This disruption can 
happen through altering normal hormone levels, mimicking hormones, blocking 
hormones, halting or stimulating the production of hormones, or changing the way 
hormones travel through the body, thus affecting the functions that these hormones 
control (Diamanti-Kandarakis et al., 2009). No endocrine system is immune to 
endocrine disrupting chemicals, and the effects of endocrine disrupting chemicals can 
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be transmitted to further generations (Diamanti-Kandarakis et al., 2009). Endocrine 
disruptors pose a serious concern for marine species, causing numerous adverse side 
effects such as genetic mutations, birth defects, reproductive difficulties, behavioral 
changes, and death in many marine organisms (Kortenkamp et al., 2011, pp. 55-56). 
Endocrine disruptors bioaccumulate in the environment and animals that ingest them. 
Through the process of biomagnification, top predators such as the killer whale end up 
with extremely high concentrations of detrimental endocrine disruptors and other deadly 
toxins (Poisoned Waters, 2009). The multitude of known endocrine disruptors that 
enters into the Puget Sound can be significantly reduced with new non-point regulatory 
controls. 
 Traditional regulatory controls of point and nonpoint source water pollution are 
regulated by numerous statutes: the Toxic Substances Control Act (TSCA); the Federal 
Insecticide, Fungicide and Rodenticide Act (FIFR); the Food, Drug and Cosmetic Act 
(FDCA); the Clean Water Act (CWA); the Safe Drinking Water Act (SDWA); and the 
Clean Air Act (CAA). Although the EPA is technically required to regulate all pollutants 
under the Clean Water Act (CWA), the EPA does not however regulate EDCs and many 
other toxins that circulate in our water supply (Profita, 2012). As for what is regulated, 
there are 126 toxic chemicals on the CWA priority pollutant list (Profita, 2012).  
Although, not a single pollutant has been added to that list since 1977 (Profita, 2012). In 
many cases, there isn’t even a method to measure various toxins in the amounts that 
they actually have a biological affect (The Catawba Riverkeeper Foundation, 2013). It is 
incredibly difficult to keep up with the constant stream of new emerging pollutants and 
we lack the appropriate infrastructure to filter out most of the toxins in our drinking water 
supply, including EDCs (Poisoned Waters, 2009). 
 Current regulations to combat stormwater runoff in the Puget Sound have 
dominantly relied on “smart growth planning” strategies, which focuses on: metro mass 
transit, reducing urban sprawl by building up instead of out into forest and farmland, 
mixed use development (residential, commercial, and retail all in one place), restoring 
“green zones” such as riverfront habitat which act as pollution buffer zones, establishing 
more parks, and preserving remaining forests (Environmental Protection Agency, p. 15, 
18-20). However, our statutes have failed to adequately deal with stormwater pollution 
and our current stormwater management strategies have proven incapable of matching 
the threat posed by EDCs and other significant toxins.   
 It is my recommendation that to effectively manage stormwater runoff in the 
Puget Sound area and significantly reduce the amount of EDCs that enter the Puget 
Sound, therefore reducing exposure to EDCs, can be achieved by applying the 
precautionary approach or, precautionary principle and product bans on known or 
highly-likely EDCs in consumer goods. The precautionary approach allows policy 
makers to make discretionary decisions in situations where there is the possibility of 
harm from taking a particular course or making a certain decision. The principle implies 
that there is a social responsibility to protect the public from exposure to harm, when 
scientific investigation has found a plausible risk. These protections can be relaxed only 
if further scientific findings emerge that provide sound evidence that no harm will result. 
(Science and Environmental Health, 2000) 
 The most significant downfall of the precautionary principle and product bans is 
the economic incentives to allow these substances to continue to flow through our 
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markets, unregulated. The greatest opposition in removing EDCs is due to the fact that 
many known endocrine disruptors are cornerstones of major industries, such as 
phthalates (The Catawba Riverkeeper Foundation, 2013). Phthalates are plastic 
additives used in car interiors, soft vinyl toys, hospital tubing and perfumes (The 
Catawba Riverkeeper Foundation, 2013). However, my policy proposal will only affect 
those select few substances of greatest concern, as decided by a panel of specialists 
and scientists from the Endocrine Society under the policy of Endocrine Disrupting 
Chemicals regulation. The benefits of this approach drastically outweigh any “costs.” 
  Taking action now will save millions of taxpayer’s dollars, rather than acting in 
the future. Application of the precautionary principle in stormwater management will 
allow policy makers and scientists to focus on a handful of the most prevalent EDCs at 
a time. Those EDCs which make the top priority list of EDCs to be phased out and 
banned will have extensive amounts of research ascertaining a chemical as highly-
probable as, if not already established as, a known EDC. EDC research will be 
collaborated and acquired from the Center for Disease Control and Prevention, and 
similar environmental surveys from Europe and elsewhere (Vandenberg et al, 2012, p. 
3).  The manufacturers will be given suitable time (years) to phase out and substitute 
ingredients on the EDC top priority list. In fact, the precautionary principle has already 
been successful as a statutory requirement in other countries as in the law of the 
European Union, and is a key tenet of the European Commission policy (Kortenkamp, 
2011). In the United States, we have successfully banned three established EDCs from 
various sectors: lindane, dichlorodiphenyltrichloroethane (DDT) and polychlorinated 
biphenyls (PCBs) (The Catawba Riverkeeper Foundation, 2013). The issue of 
stormwater runoff is literally the deadliest threat facing the Puget Sound. Everything is 
at stake: the current safety of the public’s health, critical wildlife, vital habitat and the 
crash-course future of Puget Sound as it stands today. 
 
Agricultural Runoff in Washington State 
Case Hinkins 
Problem:  
There are excess agricultural pesticides and micronutrients finding their way into 
streams and directly altering the natural water chemistry. This is leading to harmful 
states such as eutrophication and hypoxia, as well as bio accumulated amounts of 
harmful pesticides in wildlife. 
Definitions: 
 Eutrophication: The process by which a body of water acquires a high concentration of 

nutrients, especially phosphates and nitrates. These typically promote excessive 
growth of algae. As the algae die and decompose, high levels of organic matter and 
the decomposing organisms deplete the water of available oxygen, causing the death 
of other organisms, such as fish. Eutrophication is a natural, slow-aging process for a 
water body, but human activity greatly speeds up the process.” (USGS) 

Hypoxia: "Hypoxia is the condition in which dissolved oxygen is below the level 
necessary to sustain most animal life- generally defined by dissolved oxygen levels 
below 2mg/l [milligrams/liter] (or ppm [parts per million]).” (EPA) 

Anoxia: An absence of Oxygen in the water completely. (WRI) 
Existing Policies:  
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Washington State has created policies to control the type and amount of pesticides and 
micronutrients used on crops, orchards, and other agricultural lands. In doing this, 
Washington State Department of Agriculture (WSDA) performs numerous activities 
which include registering pesticides, investigating complaints and possible misuses, and 
managing a waste collection program. These controlling activities are carried out under 
the Washington Pesticide Control Act, Washington Pesticide Application Act, and other 
rules and regulations required by the county. However, the WSDA, as a regulatory 
agency, does not provide information on pesticide types and controls. That information 
and solutions to chemical problems must be found through various other organizations. 

The existing policies regarding agricultural runoff which are run mostly by the 
state do not have enough enforcement. The excess chemicals from pesticides used on 
farms throughout the state are washed away and run into streams and sewers. The 
Washington State Department of Agriculture requires licenses for farmers to use 
pesticides on their crops which must be renewed annually, however there is a lack of 
enforcement on the regulations for these pesticides unless there is a complaint. Most of 
the time however, the excess pesticides and nutrients can harm the public without their 
knowledge as it flows into the local water systems and further down rivers towards more 
population. The licenses approved by the WSDA do not enforce their regulations as 
they should be for an issue with such a large amount of disobedience to the laws.  

The waste collections programs lead by the WSDA only manage the excess 
product that the farmers don’t use. This leaves out all the chemicals which are washed 
away from crops and flow into drainages and filter into the soil and groundwater 
systems. As these substances flow through water systems, they are hazardous to the 
fragile chemical balances which are naturally in place. The Resource Conservation and 
Recovery Act (RCRA) handles hazardous waste and with the amendments of 1986 
regulate non-hazardous waste. RCRA sets out to control hazardous and non-hazardous 
waste from the “cradle-to-grave” approach which includes the generation, treatment, 
transportation, storage, and disposal of such material. The WSDA doesn’t go to these 
lengths to control the chemicals found in pesticides after they are used and too 
frequently abused in Washington State agriculture. RCRA works with states to assure 
the compliance with the rules and regulations of their laws. RCRA currently doesn’t 
have any regulations on agricultural waste nor does it control any of its pesticides or 
micronutrients.  

Another Act which doesn’t deal with agricultural waste such as pesticides is the 
Comprehensive Environmental Response Compensation and Liability Act (CERCLA). 
This act has regulations which overlap RCRA and controls released hazardous 
substances harmful to the public health. CERCLA cleans up areas contaminated by 
hazardous substances and holds parties liable for releasing the substances. These 
controls don’t deal with the extensive hazardous substance problem of lead arsenic and 
DDT which continues to linger within the top soil of much of eastern Washington. 
CERCLA would have a lot of owners to hold liable if it looked into this problem and 
would help with mitigation of the problem. WSDA only requires the previous land 
owners to tell potentially new land owners about the lead and arsenic in the top soil. It is 
difficult to mitigate this problem, however there also is no law holding the parties or 
previous land owners responsible for the hazardous chemicals left behind in the top 
soils. CERCLA operates however, on a prioritized list of hazardous waste sites of over 
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1,280 listed sites. With the many lead arsenate contaminated lands in eastern 
Washington, this list would become much longer.  
History of Problem, and inefficiencies with existing policies: 
 Washington State, particularly in the Wenatchee Valley area was one of the 
highest users of chemicals such as DDT in the region. DDT has an immense capability 
to thrive and remain in the environment after it is used, thus it continues to bio 
accumulate in streams and soils with no efforts for cleanup. After DDT was discovered 
to be inherently bad for the environment farmers had to switch to other methods of 
fertilization and pesticide controls. Although modern chemicals are hundreds of times 
safer and more environmentally friendly than their predecessor DDT, they still have an 
unknown effect on the environment on the long term, and nutrients such as nitrogen and 
phosphorous can cause negative environmental conditions when present in water ways. 
 Current policies are inefficient in regards to mitigating all of the negative 
externalities associated with chemical and micronutrient use because it transfers private 
cost of the applicator onto the public, meaning the public has to pay the costs of a 
polluted environment whereas the person or company who is polluting are the ones 
getting the profit. This is not only an economic inefficiency but also a moral one. There 
are no policies that directly hold the polluter responsible for the costs associated with 
polluting such as cleanup. This must be changed, though the application of RCRA and 
CERCLA to the agricultural sector.  
 Other policies that should regulate the sector, that currently do not are the Clean 
Water Act (CWA) and the Safe Drinking Water Act (SDWA), the clean water act only 
applies to point source pollution and effectively ignores non-point sources such as 
runoff which consequently results in an exclusion of agriculture. The SDWA only applies 
when there is a direct impact on drinking water, unless the runoff is running straight into 
a supply of it, the SDWA is not applicable either. 
RCRA and CERCLA: 
RCRA- The Resource Conservation and Recovery Act (RCRA) gives EPA the authority 
to control hazardous waste from the "cradle-to-grave." This includes the generation, 
transportation, treatment, storage, and disposal of hazardous waste. RCRA also set 
forth a framework for the management of non-hazardous solid wastes. (EPA) 
CERCLA- The Comprehensive Environmental Response, Compensation, and Liability 
Act (CERCLA), commonly known as Superfund, was enacted by Congress on 
December 11, 1980. This law created a tax on the chemical and petroleum industries 
and provided broad Federal authority to respond directly to releases or threatened 
releases of hazardous substances that may endanger public health or the environment. 
Over five years, $1.6 billion was collected and the tax went to a trust fund for cleaning 
up abandoned or uncontrolled hazardous waste sites. (EPA) 
CERCLA: 

• Established prohibitions and requirements concerning closed and abandoned 
hazardous waste sites; 

• Provided for liability of persons responsible for releases of hazardous waste at 
these sites; and 

• Established a trust fund to provide for cleanup when no responsible party could 
be identified. (EPA) 
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Stakeholders 
There are numerous stakeholders involved in this issue, primarily the EPA, the chemical 
companies, the farmers and the public, all of which are going to hold different stances in 
regards to a proposed policy. The chemical companies and farmers are surely going to 
not be in favor of the possibilities of being held liable for cleanups, however with certain 
incentives that can change, the EPA is going to be in favor of increased regulation as 
that is basically its mission statement, and the public could go either way when 
presented the facts, they may be for or against the proposal depending on how much 
money it may cost them in taxes or increased store prices. Common ground lies in the 
basis that every interest group needs the land for future uses and development, so we 
need to responsibly ensure that the land is going to be available in the future by 
sufficiently regulating the corporations including government who are destroying it, 
another thing that may help the companies jump on board are stiffer penalties for not 
being in compliance, and larger incentives, possible monetary ones to help support and 
encourage responsible business behavior. The stakeholders will not only all benefit from 
this policy by ensuring healthy land availability for future generations but also each will 
feel like it is not getting the short end of the stick by properly incentivizing the ones who 
need to be regulated. The public will feel safer, the EPA will have done its job and the 
farmers and corporations will not be losing money by being eco friendly  
Results of no action 
If there is no action taken to attempt to mitigate and offset the current negative effects 
associated with too much phosphorous, nitrogen and pesticides entering the waterways 
then the resulting consequence will be hypoxic or even anoxic water ways. This will 
result in the complete loss of biodiversity and healthy water for the ecosystem and its 
inhabitants. The over nitrification enhances plant and algae growth to unnatural swarms, 
when the organisms die, they decay and absorb oxygen resulting in water that has no 
oxygen content. This can be seen in the Gulf of Mexico, and the Great Lakes. This is 
bad for all people involved, including the polluters. The human race tends to have a very 
short term mindset in regards to pollution and have little to no regard to future 
generations, however should more and more waterways continue to suffer from 
eutrophication and it’s resulting problem of hypoxia then there is a chance for not only 
global biodiversity loss, but also a sharp economic downturn as anything that is 
harvested from water struggles to survive. There simply is not enough education to the 
public as of current to convince them that this is a big enough issue that needs to be 
dealt with, the farming industry is simply exploiting society and passing off all of their 
external pollution costs leaving it on the public to clean up, the public needs to be rallied 
and informed, as the largest stakeholder present to make a push for stronger regulation 
and enforcement. 
Conclusion 
There is empirical evidence that has been proven through precedent in the Mississippi 
River, the Great Lakes and the Gulf of Mexico that an unregulated farming industry in 
regards to non-point source pollution will result in many environmentally harmful 
consequences such as eutrophication and the bioaccumulation of pesticides in wildlife. 
Since there currently are no statutes or acts that include non-point pollution within their 
enforcement it is necessary to apply the statutes RCRA and CERCLA to the farming 
industry in regards to chemical and micronutrient production, transportation and 
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application it will then be possible to effectively regulate the sector and the amount of 
chemicals that are being released into the environment. It will be an economic and 
environmentally viable solution in the long run and the stakeholder that will have the 
largest problem with the policy is the powerful agricultural sector. However, with the 
correct amount of education going out to the public with statistics, and blatant 
correlations between chemical amounts and harmful effects on the environment it will 
be possible to prove that this policy will be a strong and smart choice. 
 
Cherry Point Coal Transfer Station: To Build or Not To Build 
Keith A. Rakes       

In Western Washington, storms off of the Pacific Ocean affect the landscape 
every fall and winter. These storms, known as midlatitude cyclones, are the equivalent 
of category one hurricanes that periodically hit the East Coast of the United States 
every year. They have a strong effect on the environment of the region and produce a 
large amount of storm water that flows into Puget Sound, the straits of Juan De Fuca 
and Georgia. This is more prevalent in Bellingham, WA and surrounding Whatcom 
County, near the Washington/ British Columbia border. It is here that local people and 
Indian tribes are concerned about the environmental impact of a proposed coal terminal 
at Cherry Point, a favorite fishing spot for the county. 
 The problem of storm water was discovered after an Environmental Impact 
Statement was completed in 1997, yet the plan was canceled when Pacific International 
Terminals redrew the plans, creating a much larger facility. In Western Washington, 
storm water does not have its own policy; it is grouped in with the State Environmental 
Policy Act and the National Environmental Policy Act. A new Environmental Impact 
Statement is currently underway on the proposed coal terminal and should be 
completed by 2015. Local people of Whatcom County, as well as the Lummi and 
Nooksack Indian Nations are concerned with the environmental impact of the ocean 
going terminal and are against its construction.  

Local people and Indian nations in Whatcom County are concerned with the 
large amount of storm water that the facility will receive will overload the entire facility, 
causing massive flooding of polluted storm water in the area. The city of Bellingham and 
Whatcom County receive, on average, thirty-six inches of rain per year. During the 
winter months when these storms develop and move ashore, they bring strong, gusty 
winds and torrential rain. The total amount of rainfall can be between 14 and 16 inches 
over a three day period. The initial plan calls for many different types of storm water 
drainage ponds and treatment centers, but it’s only what the state and federal 
government requires by NEPA and SEPA. With current weather patterns, the likelihood 
of a storm similar to Hurricane Katrina of 2005, or Hurricane Sandy of 2012 making 
landfall at Cherry Point could happen. The proposed storm water management system 
would overload causing massive amounts of polluted storm water to flow into the Strait 
of Georgia, as well as seep into local groundwater effecting thousands of lives, and 
wildlife. The effects of severe storm water drainage are too critical for the proposed 
Gateway Pacific Coal Terminal site to handle with only the minimum required by law. 
This can only be achieved in one way. The federal government must update the Clean 
Water Act that focuses on storm water treatment and management, which will force 
companies to add new technologies that are environmentally friendly, and can handle 
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excess storm water in emergency situations. If this does not succeed, the coal terminal 
should not be built. 

The Gateway Pacific Terminal site was first proposed in the late 1980’s to help 
supplement the amount of coal going into British Columbia, Canada. The site in 
Canada, owned by Pacific International Terminal, a subsidiary of SSA Marine, is the 
only one in the Pacific Northwest that transfer’s coal to China to help in their ever 
growing economy. The state of Washington, seeing that British Columbia is doing 
economically well with their facility, requested Marine Terminal Company to build a 
similar facility with help from the US Army Corp of Engineers, Washington State 
Department of Ecology, and Whatcom County (where Cherry Point is locates on the 
Strait of Georgia). The coal terminal would allow coal from the nearby states of Montana 
and Wyoming be shipped by rail to Washington state and then be exported, by ship, to 
China. It would result in a massive influx of jobs to the area, improving the state’s 
economy.  

The current parties involved in the current E.I.S. are:  
1. Local: Whatcom County: The county government would like to see the 

terminal built for economic reasons. It would promote job growth to the region 
and bring in additional profit (by way of taxes) to the county. 

2. State of Washington: The state would like to see the coal terminal built for 
economic reasons as well. It would bring additional money to the state, 
boosting the economy of the state as a whole.  

3. State: Washington State Department of Ecology: They are concerned with the 
environmental impact of the region with the coal terminal built. They are for its 
construction  

4. Federal: US Army Corp of Engineers: They are working with the state on 
construction of the facility.   

5. Private sector: Pacific International Terminals (subsidiary of SSA Marine): 
Primary contractors to build the ocean going coal terminal. 

6. BNSF Railway: They plan on constructing the rail lines to the terminal and 
update current rail lines in the area).  

7. Indian nations: Lummi Indian Nation, Nooksack Indian Nation (both in 
Whatcom County).  

8. general public  
The Lummi Nation is against the proposed plan due to signing the Treaty of Point 

Elliott with the United States in 1855, guaranteeing their fishing rights at the point. It is 
hard to say if the proposed plan for the coal terminal is built, but if it is, a major cause for 
concern is the effect of storm water in a major storm. 

Many Climatologists in Western Washington has seen a rise in these storms for 
the past thirty years. According to the Washington State Office of Climatologists, in the 
early 2000’s there were fifteen storms, in the 1990’s: seven storms, in the 1980’s: five 
storms. This is an alarming trend and with current climatic conditions and global 
warming, these storms will become far worse, reaching category four, and or even 
category five. These storms will bring catastrophic rainfall and to an area already 
saturated by water, causing flooding, and mudslides. 

 If the coal terminal is built, and they only have enough storm water drainage, 
overflow pools, and treatment facility that the state and federal government requires, a 
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category five storm will have disastrous consequences: millions of dollars in equipment 
damage, environmental damage caused from storm water runoff ranging from down or 
flooded vegetation, flooding of the entire site, polluted storm water seeping into 
groundwater and running into the Strait of Georgia and down into Puget Sound; cleanup 
will run into the millions of dollars. The Lummi and the Nooksack Indian nations, as well 
as the general public believe that if the coal terminal is built, the facility will not be able 
to handle the excess storm water with what they have already planned. Both Indian 
nations believe that if the facility does not build it properly and maintain it, that all the 
polluted storm water and excess runoff will either seep into the ground water, and/or 
runoff into the Strait of Georgia and the Puget Sound. The federal government will have 
to amend, or create a new Clean Water Act for future storm water management. It will 
also include how they can expand their storm water system while keeping the overall 
plan in its current form. It will be as costly to expand and will save money and the 
environment for many years to follow. 
 
Population Growth in Urban King County, Washington: Planning for a Sustainable 
Future  
Elliot Allen 
Introduction 
King County, in Washington State, is geographically a very diverse place. The Western 
side of the county is heavily populated with cities like Seattle, Bellevue, and Kent, while 
the eastern side of the county is dominated by forests on the western slope of the 
Cascade Mountain Range. As one travels east of Seattle, they encounter suburbs in the 
Puget Lowlands before arriving at the Cascade foothills. With population expected to 
increase in King County over coming decades, organized planning by state and local 
governments is necessary to limit the expansion of these suburbs from continuing 
farther into the forestlands in the mountains. 
Current Population and Projections for the Future 
The following table demonstrates several possible population trends for the next 30 
years in King County: 
Degree of Pop 
Δ 

2010 U.S. 
Census Pop 

2040 Pop 
Projection 

Pop Δ (2010-
2040) 

% Pop ↑ (2010-
2040) 

Low 1,931,249 2,136,369 + 205,120 10.6 % 
Moderate 1,931,249 2,418,850 + 487,601 25.2 % 
High 1,931,249 2,790,631 + 859,382 44.5 % 
Source: Washington Office of Financial Management 
As the table shows, even the lowest expected population growth still leads to a 10% 
population increase between 2010 and 2040. It could however, also be as high as 44%, 
which would put a tremendous strain on the environmental systems in the heavily 
populated Puget Lowlands of King County.  
Side Effects of Unmitigated Population Growth 
Without coordinated efforts from government, as population increases in the county, 
more marginal suburbs would likely be expanded to accommodate the demand for 
housing. This would diminish farmlands, as well as economically productive timber 
lands in the foothills of the Cascade Mountains. Timber harvesting currently brings in 
$4.4 million to King County and a further $14 million to private firms within the county. 
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With the urban sprawl that would likely ensue, transportation efficiency would diminish 
as the necessary distance for people and goods to travel to reach their points of 
destination would increase the farther they are from ports like Seattle. In short, the 
farther people and goods must travel the more fuel is required to make that possible. 
Solutions: WA State Growth Management Act and Comprehensive Plans 
Urban population growth management has not been taken very lightly by the state of 
Washington. In 1990, the Washington state legislature passed the Washington State 
Growth Management Act, providing a requirement for the creation of growth 
management plans by heavily populated counties and cities in the state, called 
Comprehensive Plans. The Act also created the Growth Management Planning Council 
which organizes the political framework for development strategies and coordinates 
various government entities. The council includes representatives of King County, the 
Port of Seattle, the city of Seattle, the city of Bellevue, and other towns and cities in the 
county. 
Seattle’s Comprehensive plan is – not be repetitive – quite comprehensive. The key 
elements include an Urban Villages strategy for focused development within already 
established urban neighborhood cores in the city. The thought behind this is that if 
urban cores are zoned to accommodate development of condos and apartments above 
businesses, the more of the population will be able to live near where they work, 
minimizing the need for transportation of people and goods. This maximizes the use of 
land in urban cores to provide as many services to residents in the small area available 
as possible while allowing for single family dwellings outside of the designated Urban 
Village core areas. 
Additionally annual amendments to Seattle’s Comprehensive Plan are submitted by 
citizens and incorporated into the Comprehensive Plan, when that helps meet the goals 
of the city’s urban development strategy. This also helps foster citizen support for the 
development the Comprehensive Plan implements. 
In 1997, the Buildable Land Amendment was added to the Growth Management Act 
which necessitates an evaluation report once every 5 years to establish what degree of 
development a certain given area can accommodate with projected population 
increases over the next 20 years. This helps with keeping the Comprehensive Plans up 
to date and accurate to the reality of what is feasible with urban development. 
Conclusion 
While urban development is necessary, given the demands that population growth 
brings, it can be accomplished with regard to social and environmental stability. By 
building up urban core areas, development can occur without furthering the growth of 
suburbs into productive forestlands. 
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Introduction 
It’s on the strength of observation and reflection that one finds a way. 
So we must dig and delve unceasingly.  
Claude Monet 
 Television, computers, and video games saturate students with images in an all-
encompassing visual culture. Today’s undergraduates use high-level, multi-disciplinary 
skills such as parallel processing and multi-tasking to develop and construct knowledge 
from the information that bombards them. These abilities suggest new ways of teaching 
and learning history. This paper presents links to sharing, personal, and educational 
websites that depict the roles of Cortes and Malinche, the two major characters in the 
conquest of the Aztec empire and provides questions for analysis based on theory 
grounded in the construction of social meaning. 
 Postmodern theory helps the viewer formulate questions that offer an 
understanding of history through art. Robert Brault, an American operatic tenor, 
supplies the necessary language: ”The artist gazes upon a reality and creates his own 
impression. The viewer gazes upon the impression and creates his own reality” (Brault). 
 In Image-Music-Text, French literary theorist Roland Barthes expressed several 
concepts for analyzing photography. He used the word “studium” to describe a 
discovery that informs the viewer about the historical and personal context of the 
photograph. The “punctum,” a small point or anomaly, forces the viewer to stop and 
think. Barthes viewed art forms other than photography as imitative. He urged the 
viewer to look for three messages in this type of art: the linguistic message in the form 
of a caption, the denoted message i.e. the image itself, and the connoted message, the 
result of the action of the creator and reflection of what society thinks of it (Barthes 17). 
 Pablo Picasso asked if he should paint “what’s on the face, what’s inside the 
face, or what’s behind it” (Quoted by Khurana). Kerry Freedman, a professor of Art and 
Education at Northern Illinois University, believes that there are two lower level 
interpretive skills: discernment of the artist’s intended message and personalizing the 
situation that one sees represented. She also argued there are three higher-level 
interpretive skills: unpacking underlying assumptions, forming multiple possible 
associations, and conducting critical analysis (“Perspectives” 87). 
 Freedman asks students to first, explore the personal experiences that influence 
their interpretations, second, articulate the multiple perspectives of visual culture, third, 
analyze the technical skills necessary for the production of art, and fourth, study the 
context in which the artist created the work. Thus learners find meaning in form. 
 Teachers who employ such praxis find that their role changes from instructional 
to mediational. Learners find facts and relationships themselves. Jerome Bruner said it 
best: “The shrewd guess, the fertile hypothesis, the courageous leap to a tentative 
conclusion are the most valuable coins of the thinker at work. But in most schools 
guessing is penalized and somehow associated with laziness” (BrainyQuote). 
 Teachers plumb the full range of Bloom’s Taxonomy. They ask scholars to 
observe, discover, interpret, analyze, create, and evaluate images. They pose questions 
about the artist and the technology and techniques used to produce a work of art. They 
invite people to enquire how different groups perceived the image over time. Students 
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utilize learning modalities that they have employed from birth. They investigate and 
inquire to develop a deeper understanding of history, art, and themselves. 
Resources 
Every child is an artist. 
The problem is how to remain an artist once we grow up.  
Pablo Picasso 
 The following resources deal with the contested history of the Spanish conquest 
of the Aztec empire in 1521. They deal primarily with Cortes, the leader of the Spanish 
expedition and Malinche, his interpreter and mistress. They consist of various websites 
that feature film, videos, portraits, murals, music, commentary, and primary sources. 
These educational resources pique visual interest, access higher levels of learning, 
make connections across disciplines, and help learners construct knowledge. 
 A. Michael Wood wrote and produced the PBS Special, Conquistadors, in 2001. 
It describes Spanish conquests in Mexico and Peru. The most useful of a number of 
YouTube segments are the following: 
 1. Fall of the Aztecs (10:00). Wood uses the insights of a modern traveler to tell 
the story of the Conquistadors. His vision is primarily through the eyes of Cortes, rarely 
from those of indigenous peoples. Wood calls the gift of Malinche a “lucky break” for 
Cortes, but does not mention how it affected her. He does explain the role played by 
Malinche in the first meeting between Cortes and the Aztecs. His use of excerpts from 
an old Mexican historical epic is effective.  
 2. Conquistadors 3 (10:00). Wood travels on foot, horseback, and bus along the 
route taken by Cortes from Vera Cruz to Mexico City. He features a mural that depicts 
Cortes and a Tlaxcalan chief. The mural contains a punctum. Cortes keeps his hand on 
his sword while embracing the Tlaxcalan. Malinche stands between them, a bridge 
between two cultures. Wood also recounts Malinche’s part in the massacre of three 
thousand inhabitants of the city of Cholula.  
 3. Conquistadors 4 (10.01) starts with a depiction of a mural of the meeting 
between Cortes, Malinche, and Montezuma. Wood credits her with perpetuating the 
myth that Cortes was a god. Wood uses film with effect, especially in portraying the 
death of Montezuma at the hands of his own people. 
 4. Conquistadors 5 (9.02). Wood details the retreat of the Spanish from Mexico 
City, La Noce Triste. He takes a taxi ride through modern Mexico City so that the viewer 
can visualize the tactics involved in Cortes’s plan to retake the city. He describes vividly 
this “war of the worlds” that ended with the Spanish in control of the city. 
 B. Dan Banda’s Indigenous Always, a PBS Documentary (2000) is a series of 
videos on immigration. Four segments of the documentary on YouTube look at Cortes 
and Malinche from the viewpoint of a female Native American. There is a marked 
difference between Wood and Banda. The first is Euro-centric, the second from the 
viewpoint of indigenous peoples. Students would profit from contrasting YouTube 
segments from both authors.  
 1. Indigenous Always: Will Malinche Ever Catch a Break? (3:00) covers 
Malinche’s background and compares her struggle and lack of choice to that of Hispanic 
families, including Banda’s, in modern day United States. The art from ancient sculpture 
and pottery to modern portraits and murals is remarkable. Banda’s many questions, his 
statement that “as a gift, she (Malinche) was shared,” and the final quote from Bernal 
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Diaz Castillo deserve comment and answers. There are three punctum: a real life 
Malinche, sidewalk art, and a blue-eyed baby.  
 2. Mexico Was Not A Country. The Legend of Malinche (8:10) starts with the 
arrival of the Spanish in Mexico and introduces Malinche. It includes an amusing 
incident from folklore on how Cortes first noticed her. This segment frames Aztec and 
Spanish history in a way that allows students to compare divergent cultures. It features 
vignettes by scholars like Sandra Messinger Cypess, Rolando Romero, and Maria 
Herrera Sobek, as well as, local Mexican people. 
 3. Malinche: Media Darling (5:36) presents a mix of scholars and ordinary people 
who describe why Malinche is the symbol of mixed race people. This segment features 
calendar art by Jesus Helguera and murals by Diego Rivera. It details the ruinous 
effects of the small pox epidemic on the indigenous population. 
 4. Did You Get the License Number of that Conquistador who Rear-Ended Me? 
(4:54). Banda quotes a Mexico City woman who declares “Malinche was the bravest 
woman in all Mexican history.” He uses art, poetry, and interviews to bring out 
conflicting interpretations of Malinche’s place in history. 
 C. The Image of Malinche in Chicana Art by Kaeligh C. Perkov, a UCLA 
undergraduate, covers a tremendous amount of art and background material in twelve 
PowerPoint slides. It features a two faced portrait of Malinche by Rosario Marquart, 
Malinche as Indian peasant by Santa Barraza, Malinche as La Chingada (The violated 
one) by Tina Median, and an Alfredo Arreguin portrait of Malinche in a bright multi-
colored dress. Rolando Romero and Amanda Harris’ seminal work, Feminism, Nation 
and Myth La Malinche, which discusses the many sides of Malinche, used Arreguin’s 
portrait on the cover of their book. 
 D. Women in World History Module 6, educational website, Dona Marina: 
Cortes’s Translator. This website provides teaching strategies and information on 
analyzing sources. It contains primary sources in the form of original letters, poems, 
paintings, and scenes from the Florentine Codex. It features the Dream of Malinche by 
Antonia Ruiz, and a surrealistic sculpture by Jimmie Durham. 
 E. Conquest of Mexico: Teaching and learning, A Guide to Digitalized Sources by 
Nancy Fitch provides primary sources, discussion guides, and images. The pictures by 
Aztec and Tlaxcalan tribal artists are noteworthy. 
 F. Carmen Tafolla - La Malinche on YouTube is an exceptional treat. The poet 
laureate, of San Antonio reads her poignant poem “Malinche.” 
 G. Mesolore: A Research and Teaching Tool on Mesoamerica by Liza Bakewell 
and Byron Hamann provides scholarly and pedagogical primary resources on 
Mesoamerica. If you are teaching a survey U.S. History course you have probably one 
day to discuss the Conquest of Mexico. Direct your students to this website to ensure 
they get the most out of that one day. 
 H. You can find a written analysis of Malinche through the ages in a companion 
piece to this paper at, Malinche: The Revered and Reviled Dona Marina 
 I. An examination of the work of four artists Jose Guadalupe Posada (1852-
1913), and those who followed in his footsteps: Diego Rivera (1886-1957), Jose 
Clemente Orozoco (1883-1949) and Jean Charlot (1898-1979) provide additional 
insights into the lives of Cortes and Malinche.  
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 1. Posada engraved biting political cartoons for the newspaper, La Patria. He 
produced thousands of satirical and grotesque drawings that featured skeletons and 
skulls. He drew the covers for a series of chapbooks by Heriberto Frias (1870-1925) 
that conveyed the principles of Mexican nationalism and patriotism to children. The 
Charlot Collection has several of these covers at the University of Hawaii, Manoa. 
Several portray Cortes and Malinche. The cover of Herman Cortes y Sus Primeras 
Adventuras shows Cortes, sword in hand, framed by a wall of skulls. 
 Posada’s work influenced modern popular culture through venues like the 
Grateful Dead. His signature work was Calavera Catrina, a skeleton with a hat 
decorated with flowers and feathers. She symbolized the vanity of the Mexican 
bourgeoisie. (This image is a Wikamedia Commons free-use image.) 

 
  
 2. Jean Charlot began his remarkable career as a muralist working with Diego 
Rivera. After a disagreement between the two, Charlot joined an American expedition to 
the Mayan city of Chichen-Itza in Yucatan. He made copies of ancient reliefs and 
murals. In 1928, Charlot sponsored an exhibition of Posada’s work.  
 Charlot ended his career as an artist in residence at the University of Hawaii, 
Manoa. He is noted for his engravings for children’s books. His engraving Toy Fiesta 
shows lively young girls in bright green, yellow, and blue dresses, dancing a 
Matachines, a dance celebrating the contributions of Malinche and Cortés. 
 3. Rivera attended the Posada exhibit sponsored by Charlot. He announced that 
Posada was his primary inspiration. Eric Somer, a Danish writer, provides an excellent 
overview of Rivera’s life and work in Mexican Art. 
 Somer’s article, “A picture show: Art and Artists at UNAM” at the same website, 
depicts Rivera’s A Dream about a Sunday Afternoon at Alameda Park. He portrays 
himself as a ten-year-old boy in the center of the mural. Posada holds one hand, 
Catrina Calavera the other.  
 Rivera depicted Malinche as a prostitute in The Market at Tlatelolco. (Permission 
from Creative Commons License Agreement.)  
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 4. Orozoco painted his brooding Malinche y Cortes(1926) on the sloping 
underside of a staircase in the National Preparatory School. Cortés, naked, cold and 
pale, holds an arm in front of Malinche in a gesture of control or restraint. Malinche, 
naked, enigmatic, and submissive sits passively at his side. (Reproduced with 
permission of WikiMedia Commons.) 
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Conclusion 
Why do you try to understand art? Do you try to understand the song of a bird? 
Picasso 
 This electronic paper presents a carefully selected bibliography of sources that 
depict Cortes and Malinche in the form of video and image sharing websites. In 
addition, it offers current theory and practice for interpreting and analyzing these 
images. Since every work of art is unique, instructors should pick the most appropriate 
questions for a particular artist or piece of art. These tools help us live and adapt in a 
new visual environment and allow students to make sense out of multiple conflicting 
views of the past. 
 Peter Novik wrote that the personality of the historian and the “ages and 
circumstances in which he lives” influence his or her work (22). The story of Malinche 
and Cortes demonstrates how every generation writes history from its own point of view. 
Writers see the past through cultural blinders. They revere or revile Malinche according 
to the problems and interests of their own generation. 
 Kerry Freedman writes, “History is a story about the past” (Visual xiii). Her 
suggestions for the analysis of art apply both to traditionalist and constructive critiques. 
However, she strongly believes the following: students that analyze an image in a social 
setting develop knowledge, the teacher should be provocative and encourage 
conflicting interpretations, and that disequilibrium facilitates learning. 
 Art and history challenge students with different interpretations of established 
norms. Students develop a hypothesis, test it against those of others, and relate their 
findings to established norms. In so doing, they gain insight into the true nature of art 
and history. Creative observation enables people to construct reality. 
 Historians view Cortes and Malinche from vastly different points of view. Cortes 
brings civilization or slavery. Malinche is a hero or a harlot. Many historians, writers, and 
artists make conflicting value judgments to this day. The knowledge that students gain 
from analysis of the depictions of these two historical characters enables them to 
establish a new perspective on a turbulent and controversial period of American history. 
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Over the course of American history, man-made disasters have wreaked havoc 
on countless collectivities of workers and their families.  They have resulted in deaths 
and permanent disabilities as well as the loss of properties, savings, and family 
members.  Like the sudden closure of factories, mines, or automobile assembly plants, 
they have revealed the precariousness in workers’ lives.  They have also sparked safety 
reform movements that reshaped work environments in ways that partially compensated 
for the deaths, sufferings, and dislocations such tragedies caused. 

Employers could have prevented many of these tragedies had they introduced 
newly developed safety devices and equipment.   Employers had often invested heavily 
in older technology, however, and had little financial incentive to replace it.  Some found 
it more practical to compensate workers for injuries and even pay for their deaths rather 
than modernize work environments.  But technological change in the area of workplace 
safety can be so fast and furious that even the most safety-conscious firms have had 
trouble staying abreast of such developments.  Only horrific disasters convinced some 
companies to explore and adopt costly new safety initiatives. 
 Such disasters also convinced public officials to establish new workplace safety 
standards.  Political leaders have typically been hesitant to interfere with business 
activities, especially employment practices.  Like industry leaders, many championed 
laissez-faire approaches to economic development, and viewed government regulatory 
policies as wasteful spending if not attacks on individual liberty and political freedom.  In 
the aftermath of major workplace disasters, however, even staunch conservatives and 
libertarians supported safety reform movements.  They and their constituents 
recognized a need for greater control of the business world. 
 These disasters have upended the lives of government employees and military 
personnel as well as workers in the private sector.  Occupational groups in the public 
sector have long had some of the nation’s most dangerous jobs.  Some have worked in 
overcrowded prisons, for example.  Others put out fires, made arrests, and joined 
perilous search and rescue missions.  Still others loaded munitions onto military ships 
and cargo planes, patrolled border crossings, and worked on nuclear-powered 
submarines.  Tragedies in these environments have also explained the implementation 
of comprehensive workplace safety programs. 

All too often, workplace disasters have had devastating consequences for people 
who were not employed in the affected work environments.  Steamboat boiler 
explosions, for example, killed steamboat passengers as well as boat captains and their 
crews, and nightclub fires claimed the lives of nightclub guests along with the club’s 
workers.  The collapse of construction sites, retail stores, and other workplaces have 
also killed or injured scores of people other than the employees within them.  That made 
disasters all the more tragic, and thus added momentum to safety reform movements. 
 The worst of these tragic events have much to say about the society in which we 
live.  Among other things, they show that we expect new technologies, laws, and 
government agencies to solve pressing problems.  Time after time, disasters have 
convinced Americans that old ways of doing things are outdated, and that public officials 
have the responsibility of promoting public safety.  This faith in newer technology and 
bigger government is not completely misplaced or irrational.  New inventions and public 
agencies have indeed made work environments safer, not now-and-then, or here-and-
there, but steadily and pervasively. 
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I have recently embarked on a new book-length project that explores this 
complex relationship between workplace disasters, technology, and politics.  I have now 
studied several workplace disasters, the first of which was a deadly fire that nearly 
destroyed the old Las Vegas MGM Grand Hotel.  That large, impressive resort stood at 
the corner of the Strip and Flamingo Road (and is now Bally’s).  Its storied history 
helped me begin to see the patterns and trends to which I’ve referred.  In this paper, I 
would like to offer a brief overview of that disaster and discuss its broader significance. 

 
The MGM fire broke out on the morning of November 21, 1980, at 7:15.  The 

blaze started in a delicatessen on the ground floor of the large resort and quickly spread 
to the adjacent 140-yard-long casino and to ground floor shops, offices, and reception 
areas.  Just as quickly, thick black smoke climbed through the resort’s air conditioning 
system and elevator shafts and spread through its three hotel towers, which were filled 
with tourists, most of them asleep.  The conflagration and the poisonous smoke it 
produced claimed the lives of eighty-seven people, nine of whom were MGM 
employees, making it one of the deadliest hotel fires in American history.i 
 Over the next few days, the gruesome details of the tragedy came to light.  News 
reports told of bodies piled atop one another in locked stairwells and elevators, and of 
people trying to scale down the outsides of the hotel using makeshift ropes only to fall to 
the ground like the heavy pieces of furniture that other desperate guests threw to break 
sealed windows to breath fresh air.  Pictures made the tragedy graphic with images of 
smoke and flames billowing from the hotel, of terrified tourists huddled on balconies or 
dangling perilously from the cables of rescue helicopters, of distraught people weeping 
over dead or damaged bodies of friends or relatives.ii 

Investigators initially suspected that kitchen workers in the deli had started the 
fire by allowing grease to collect in a ventilator, but they later traced the fire’s origins to 
faulty wiring in the deli’s walls.  An improperly installed refrigerator compressor, a small 
cooling device, apparently overheated combustible material thereby creating an 
electrical malfunction that ignited gases emanating from the compressor and setting fire 
to the plywood walls.  By the time the fire was detected, its accumulated smoke and 
heat had spread through an open attic above the deli and the casino.  As the fire broke 
through the ceiling, oxygen rushed through the attic area turning already glowing 
cinders into flames, which consumed the casino.iii 

The fire offers a significant example of how a man-made disaster upended the 
lives of American workers.  When the MGM Grand opened in 1973, it was magnificent 
but not fireproof.  It had few of what are now standard fire safety features in high-rise 
buildings, including automatic sprinklers and smoke detectors.  Its ground floor, where 
the fire started, was filled with furniture and ornamental objects that were especially 
volatile.  The deli’s chairs and booths were covered with synthetic materials that emitted 
large amounts of heat and carbon when ignited.  So, too, were the casino’s walls and 
ceiling ornaments, including its large chandeliers.  To make matters worse, elevators, 
laundry chutes, and other air ducts were designed in ways that facilitated the spreading 
of smoke through the T-shaped hotel.  Though its three towers had six stairwells, only 
three of them functioned as emergency exits.  The others had doors that could only be 
opened from the inside on the top and bottom floors.iv 
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The nine employees who lost their lives in the fire included two maids, two room-
service waiters, two security guards, a baker, a cashier, and a slot machine mechanic.  
This single-digit death toll among employees obscures the fire’s impact on the resort’s 
large workforce.  In 1980, the MGM employed 4,500 people, more than any other 
private business in Nevada.  About a third of these employees were duty at the time of 
the fire, and many suffered from severe smoke inhalation and had to be hospitalized.  
Many more were deeply shaken by what they saw and experienced that fateful day.  “I 
can’t put it out of my mind,” one of employee later explained.v  “I saw people jump,” 
another recalled.  “I saw them lying dead on the street.”vi  Dozens of employees had to 
have psychological counseling to deal with the experience.  Moreover, the MGM was 
closed for nine months after the disaster, which disrupted the lives of all employees in 
various ways.  To deal with the temporary loss of their jobs, the survivors variously 
turned to their unions and public agencies, and to families and friends, with uneven 
degrees of success. 
 

As a result of the fire and the negative publicity it generated for the Nevada 
tourist industry, public officials as well as industry leaders moved to strengthen the 
state’s fire codes for high-rise buildings.  Shortly after the fire, Governor Robert List 
established a Commission on Fire Safety to inspect the state’s high-rise buildings and 
recommend necessary changes in the state’s fire safety codes.  The Commission 
immediately hired inspectors to conduct the necessary investigations, and met several 
times during the next three months to discuss their findings.  Although the panel 
concluded that Nevada already had some of the nation’s most stringent fire codes, it 
nonetheless recommended establishment of a state commission to evaluate fire-fighting 
equipment and procedures for preventing, containing, and extinguishing fires in high-
rise buildings.vii 
 As the panel completed its work, another high-rise fire underscored the urgency 
of the problems with which it dealt.  On February 10, 1981, a disgruntled and troubled 
employee started three separate fires in this hotel, a resort that rivaled the MGM in size 
and magnificence.  Firefighters extinguished two of the blazes before they caused much 
damage, but the third swept through the eighth floor of a hotel tower, killing eight people 
and injuring more than two hundred others.  In a terrifying re-enactment of the MGM 
disaster, tourists leaned out windows screaming for help, and helicopters hovered over 
the Strip airlifting people to safety.  The timing of this second disaster could not have 
been worse for the state and the industry.  Reporters from across the country were in 
Las Vegas to cover Frank Sinatra’s appearance before the state gaming board 
concerning the popular entertainer’s controversial application for a gaming license.  
They therefore covered the Hilton fire extensively, thus focusing new national attention 
on the problem of high-rise fires in Las Vegas.viii 

In the aftermath of the Hilton fire, Nevada legislators finally addressed the issue 
of the state’s fire codes with the seriousness it deserved.  They quickly crafted 
legislation requiring all buildings over fifty-five feet in height to have state-of-the-art 
sprinkler systems and fire alarms, and smoke detectors in all rooms designed for 
sleeping.  The legislation also required such buildings to have devices that shut down 
their heating and air-conditioning systems during emergencies.  Also, exit corridors had 
to have emergency lights and doors that shut automatically, elevators had to have 
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devices that automatically recalled them to the first floor during emergencies, and 
paging systems had to provide vocal warnings of emergencies and instructions on how 
to evacuate the building safely.  In addition, all areas in buildings used for public 
assembly had to have interior finishes made of fire-retardant materials.ix 
 The legislation created a new regulatory agency, the state Board of Fire Safety, 
to check architectural designs and inspect construction sites and insure that they 
conformed to fire codes, and to evaluate new fire-fighting technologies and require that 
the most effective of those technologies be incorporated in new buildings.  Developers 
or building owners who wanted to use alternative technologies had to get the Board’s 
approval to do so.  The Board consisted of eleven members appointed by the Governor, 
and included a licensed architect, a general contractor, a professional engineer, three 
fire chiefs or fire marshals, and two representatives of the gaming and lodging 
industries.x 

This legislation drew strong support from trade unions, especially those whose 
members worked in the resort industry.  In urging passage of the legislation, Vern 
Balderston of the firefighter’s union reminded legislators that lax building codes had 
caused working Americans untold harm.  “When will there be a mandate to implement 
the installation of automatic fire protection sprinkler systems to stop these needless 
deaths?” Balderston asked.  Firefighters noted that sprinkler systems had already saved 
countless lives.  “There has never been a single fatality in a totally sprinklered high-rise 
structure,” Balderson explained.  “I am convinced that if that building had been properly 
sprinklered we would not be discussing this now,” he concluded.xi 

Property owners naturally worried about the costs of implementing the legislation.  
Given the sensitivity of the situation and the obvious need to assure tourists of the 
safety of Nevada resorts, industry representatives never opposed the reform legislation, 
but they did urge lawmakers to bear in mind the costs they were imposing on buildings, 
developers, and the owners of existing buildings that had to be retrofitted with the new 
safety devices.   E.A. Schweitzer of the Nevada Resort Association (NRA) told 
legislators that the fire safety measures created financial and functional problems for 
resorts.  As he put it: “There is a business interruption function on any retrofit program 
which adds additional costs to the owner.”  “You cannot function normally while you are 
in the process of construction,” he continuedxii 

Robbins Cahill, also of the NRA, likewise feared that the legislation might place 
an unreasonable burden on property owners.  Cahill reminded lawmakers that resorts 
would have to obey not only the requirements of the new state safety code but also of 
codes adopted by city and county governments, which may be different and more 
demanding than the state code.  How could resorts operate profitably, he asked, if they 
had to keep redesigning buildings to satisfy local as well as state regulatory agencies?  
Cahill urged state lawmakers to prohibit local governments from creating retrofitting 
specifications that differed in any way from those of the state. xiii 

In response to the concerns of the NRA, the state legislature modified the 
proposed fire-safety bill to require that city and county fire codes be consistent with the 
state code.  Any variation of that requirement would have to be approved by the new 
Board of Fire Safety.xiv 
 Because it was already under reconstruction, the MGM was the first major resort 
to meet fully the requirements of the law.  When the resort reopened in 1981, it had a 
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computerized system to monitor the operation of newly installed sprinkler heads, smoke 
detectors, and security doors.  Its redesigned air-conditioning system prevented smoke 
from entering hotel rooms, and its reconfigured stairwells and elevator shafts minimized 
the flow of smoke through possible escape routes.  A new system of exhaust fans could 
also purge smoke from an area within minutes, and all walls were “fire-resistant.”  The 
resort even offered its guests a short film explaining its safety features and what they 
should do in case of a fire.  Fire inspectors called the newly opened MGM the “safest 
hotel in the world.”  “You name it, they’ve got it,” the Clark Country Fire Chief said of the 
resort’s new safety features.xv 
 

Nevada’s experience with the fires at the MGM Grand and the Hilton encouraged 
officials across the country to address the issue of fire safety.  The result was a wave of 
new fire safety laws.  Tourist-friendly Florida was one of the first states to respond 
positively to the MGM disaster.  By 1983, the state was mandating automatic sprinkler 
systems and smoke detectors in all lodging establishments more than three stories high 
with interior hallways.  Massachusetts and Connecticut enacted their own retrofit 
ordinances soon thereafter, as did several large cities, including Atlanta, Los Angeles, 
and San Francisco.  Congress eventually encouraged other cities and states to upgrade 
their fire safety codes by passing, in 1990, the Hotel and Motel Fire Safety Act, which 
not only required federal employees traveling on business to stay in public 
accommodations that had sprinkler systems but also charged the U.S. Fire 
Administration with compiling and publishing lists of the nation’s sprinklered lodging 
properties.  The act turned corporations as well as public officials into fire safety 
advocates.  By the turn-of-the-century, major hotel chains like Marriott, Ritz-Carlton, and 
Hilton boasted of their adherence to modern fire safety standards.xvi 

The result of these developments has been a sharp decline in the number of 
deaths from high-rise fires in the country.  Since 1997, the deadliest hotel fire in the 
United States resulted in only six deaths (in a property that had no sprinkler system).  
The vast majority of high-rise fires have been confined to the rooms in which they 
started, and were extinguished even before fire trucks arrived on the scene.  High-rise 
buildings are thus among the safest of walled structures.  Only 1 percent of all fire-
related deaths now occur in high-rise buildings.xvii 

This is not to say that the dangers of high-rise fires have been eliminated, or that 
vigilance is no longer necessary.  There are still more than 4,000 fires in American 
hotels and motels every year, about ten every day.  Most high-rise structures built 
before the 1980s still lack automatic sprinkler systems, including many lodging 
establishments.  Elevator shafts and stairwells in those structures still allow poisonous 
smoke to travel upward through the buildings, as do laundry chutes and other air ducts.  
Furniture and ornamental objects that feed fires are still scattered through many high-
rises.  Even structures built according to demanding building codes may be unsafe.  
Sprinkler systems and other life-saving technologies have to be maintained, and 
evacuation plans effective.  As the American National Fire Protection Association 
recently said of the problem, “a lot more has to be done.”xviii 
 

Looking back on the MGM fire and its aftermath, one can see the outline of a 
broad pattern in American history.  This disaster stemmed from management’s failure to 
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invest in new safety devices.  It brought the issue of workplace safety to the public’s 
attention, and prompted public officials as well as employers to support a safety reform 
movement.  A similar disaster (in this hotel) added momentum to the movement.  After 
intense debate involving representatives of management and organized labor, elected 
officials finally passed a bill that set sweeping new safety standards in an industrial 
environment, and created a new public agency to enforce those standards and stay 
abreast of new technological developments.  These developments were not 
meaningless. They had far-reaching and positive consequences. 

Notes 
i Los Angeles Times, November 22, 1980. 
ii Ibid. 
iii Ibid., Section V, 7-18.  Also, Sun, November 22, 1980; San Francisco Chronicle, November 23, 
1980. 
iv  The only sprinklers in the hotel towers were on the top floor in an area designed for high-stakes 
gambling.  The fire spread so rapidly that it disabled the hotel’s manual fire alarm system.  Report of 
Clark Country Fire Department, 1981, Section V, 14-18, viewable on-line at 
http://fire.co.clark.nv.us/(S(5jrb2o45oirk3c45kmtaxl45))/MGM.aspx 
v Deirdre Coakly, The Day the MGM Grand Hotel Burned (Secaucus: Lyle Stuart, 1982), 118. 
vi Interview with Patricia Frymire, March 10, 2008, Las Vegas, Nevada.  Frymire, a switchboard 
operator at the MGM, was on duty the day the resort caught fire. 
vii New York Times, March 13, 1981; Sun, January 25, 2008.  On the Governor’s commitment to 
minimizing the fire’s impact, see his letter to Harriet Copeland, December 29, 1980, in Papers of 
Governor Robert List, Box 0837, Folder: Fire, NSMA, Carson City. 
viii The arsonist, twenty-three year old busboy Philip Cline, was eventually convicted of eight counts 
of murder, and sentenced to life imprisonment.  Journalists have suggested Cline also started the 
MGM fire, though that was never proved.  See Las Vegas Sun, February 11, 1981.  Also New York 
Times March 26, 1982, and October 20, 1985. 
ix See editorial by state senator Joe Neal, who introduced the Senate version of the fire-safety 
legislation, in Review-Journal, January 23, 2006. 
x On the proposed powers and responsibilities of the Board of Fire Safety, see Assembly Bill 505, at 
www.leg.state.nv.us/lcb/research/library/1981/AB505,1981.pdf  
xi Testimony of Vern Balderston, in Minutes of the Nevada State Legislature, Assembly Committee 
on Government Affairs, May 6, 1981 (hereafter cited as Minutes of State Legislature, May 6, 1981) 
available on line at www.leg.state.nv.us/lcb/research/library/1981/SB214,1981pt2.pdf 
p. 144-146 
xii Testimony of E.A. Schweitzer, in Minutes of State Legislature, May 6, 1981, 
www.leg.state.nv.us/lcb/research/library/1981/SB214,1981pt2.pdf, 
154-58. 
xiii Testimony of Robbins Cahill, Minutes of State Legislature, May 6, 1981, 
www.leg.state.nv.us/lcb/research/library/1981/SB214,1981pt2.pdf,  
154-56. 
xiv Sun, January 25, 1981. 
xv Los Angeles Times, July 30, 1981. 
xvi USA Today, November 20, 2005, www.usatoday.com/money/biztravel/2005-11-20-hotel-
safety_x.htm; and “Retrofit Fire Sprinkler Program – A Partial Listing,” www.nfsa.org/info/retrofit.html. 
xvii USA Today, November 20, 2005, www.usatoday.com/money/biztravel/2005-11-20-hotel-
safety_x.htm; and “Life Safety Laws: Sprinklers in High-Rise Buildings,” Institute of Real Estate 
Management, January, 2005, www.ccim.com/members/govaffairs/pdf/Life_Safety_Laws. 
xviii USA Today, November 20, 2005, www.usatoday.com/money/biztravel/2005-11-20-hotel-
safety_x.htm. 
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Introduction 
Mobile devices and tablets are becoming increasingly popular with the digital 

generation. They are fundamentally changing the way students of all ages learn, 
collaborate, communicate, and participate in the 21st century. In order to attract highly 
qualified students and increase enrollments in today’s economy, colleges and 
universities need to offer a curriculum that is engaging and offers the latest 
technological advancements. 
Literature Review 

Tim Flood, former Director of Information Systems for the Student Affairs division 
at Stanford University (CA), captures the impact mobile technology is having on higher 
education: “'If you can’t carry it with you, why have it’? These are the consumers of 
today’s education. Woe to the institution that does not heed this trend” (as cited in 
Raths, 2013, p. 5). He concludes with a powerful question that all administrators should 
ask themselves: “If I have a choice, will I choose to attend the college that appears old 
and out of touch or one that seems to get where I’m at?” (as cited in Raths, 2013, p. 6).  

Schrum and Glassett (2009) suggested that information and communication 
technologies can play a central role in empowering students to demonstrate authentic, 
meaningful learning. As part of the Apple Classrooms of Tomorrow study, Sandholtz, 
Ringstaff, and Dwyer (1997) developed a five-tier model for technology integration: 
Entry, Adoption, Adaptation, Infusion, and Transformation. According to Cavanaugh, 
Hargis, Munns, and Kamali (2012), “In order for new approaches, tools, resources, and 
environments to transform pedagogy in ways that facilitate student-centered, engaged, 
meaningful learning, they must be adopted, adapted, and infused in practice by 
educational institutions” (p. 4).  

In a review of the research on student engagement, Prince (2004) reported that 
student engagement was consistently correlated with increased learning outcomes. 
Although little empirical evidence exists on mobile technologies and the effects on 
engagement, a few studies (e.g., Chen, Lambert, & Guidry, 2010; Nelson Laird, & Kuh, 
2005) found student engagement increases with the effective use of educational 
technology. Diemer, Fernandez, and Streepey (2012) specifically found a positive 
correlation between perceived engagement and perceived learning while using iPads in 
the classroom. In addition, Diemer et al. also found students who were uncomfortable 
using mobile technologies for learning at the beginning of the study reported interest in 
continuing to use iPads in the future, suggesting that although comfort might initially be 
a barrier, it is one that can be easily overcome. 
Purpose 

In order to attract highly qualified students and increase enrollments in today’s 
economy, curriculum must be developed that is engaging and offers the latest 
technological advancements. To meet the changing tools and curricular needs, 
educators must also learn how to integrate the newest tools and apps to reach their 
digital students. This is reflected in an iCurriculum, which can be developed specifically 
for today’s digital generation, and is infused with mobile technologies and skills that 
students can immediately put into practice (21st Century Learning Solutions, 2013).  

The purpose of this article is to describe the process ofenvisioning, developing, 
and integrating mobile technology into programs at institutions of higher education and 
into a public charter school. These pilot projectswere(a) an Athletic Administration 
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Master’s program offered by Nova Southeastern University (NSU), a large, private, not-
for-profit university in Ft Lauderdale, FL; (b) teacher preparation programs at the 
University of Central Florida (UCF)in Orlando,the second largest public institution of 
higher learning in the country; and(c) a Pre-Kindergarten class at Big Pine Academy 
(BPA), a public PreK3 – 7 charter school in Big Pine Key, FL. Because these are 
evolving projects this article focuses on the pleasures and pitfalls which resulted from 
creating a paradigm shift in the way the programs are envisioned, designed, and 
delivered. 
Pleasures 
 Deciding to integrate mobile technologies into the different programs proved to 
beserendipitous, collaborative, and supported. Additionally, each of the projects 
provided faculty and students with the opportunity to use the most current technology. 

The NSU and BPA initiatives stemmed from a Blue Sky Thinking focus group 
with faculty at NSU in the Spring of 2012. The Blue Sky Thought: Give every faculty and 
every incoming student a fully-loaded iPad, complete with everything they need to 
complete their program. It was indeed wishful thinking.In trying to establish a 
collaborative research agenda, the researchers envisionedpilot studies using mobile 
technologies withtwo convenience samples: NSU’s Athletic Administration Master’s 
program, where one of the researchers oversees the curriculum; and BPA’s Voluntary 
Prekindergarten (VPK) program where one of the researchers is a parent-volunteer. 
 In October 2012 the researchers scheduled a meeting with the Dean of NSU’s 
College of Education.The purpose of this meeting was to propose an iPad initiative. A 
plan they had been designing for months.Serendipitously, just1 hour prior to the 
meeting, the CIO at NSU and the Executive Director of the Office of Information 
Technology Innovation and Collaboration, met with the faculty and administration of the 
school of education to discuss today’s college student as someone who is working on 
an iMac, surfing the web on an iPad, and communicating with her iPhone, all at the 
same time. They stressed that NSU must be ready to meet the educational needs of 
today’s digital generation. One hour later, without hesitation and almost 
instantaneously,the Dean agreed to purchase 10 iPads for the researchers and Athletic 
Administration program faculty to identify the resources needed for the iPad initiative 
and to train the faculty. NSU’s pilot study was off with a running start with full 
administrative support. 
 While volunteering with BPA’s Pre-K class, one of the researchers approached 
the principal and the Parent Teacher Organizationabout buying iPad minis for every 
classroom. By the end of the month 25 iPad minis were purchased for the charter 
school (2 for each of the 11 classrooms, and 3 for each of the ESE/Gifted/SLP 
teachers).  Serendipitous and fully supported! 
 The UCF initiative encompasses theInstructional/Educational Technology 
programs, which include master’s and certificate programs in Education Technology 
and eLearning, and the required undergraduate sections of EME 2040 – Fundamentals 
of Educational Technology. The course is for classroom teachers who desire to become 
highly skilled at successfully incorporating technology into the K-12 curriculum.  

During 2007 the Florida Legislature amended Florida Statutes implementing, “a 
technology fee of up to 5 percent of the tuition per credit hour, beginning with the fall 
term of this year. The revenue from this fee shall be used to enhance instructional 
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technology resources for students and faculty.” Faculty, student organizations, and 
administrative staff can apply for funds to assist with technology needs from the Student 
Tech Fee. This funding was used to purchase two iPad carts with 50 iPads, iPad apps, 
and other devices to be used as teaching and learning tool for pre-service and in-
service teachers.  

There were two serendipitous moments during the UCF initiative: integration 
projects and the ripple effect. All in-service teachers at UCF were required to complete 
subject specific curriculum integration projects that integrated iPads into teaching and 
learning. These master-level classes require in-service teachers to integrate various 
technologies, but this was the first time iPad integration was required.As a result of the 
subject specific curriculum integration projects, the Program Coordinator hosted an iPad 
Training Day to instruct teachers on the use and integration of iPads in the K-12 
classroom. Subsequently, teachers and school administratorsserendipitously began 
purchasingiPads. In addition, several teachers applied for classroom grantsand were 
awarded iPads for their classroom. 

Another unexpected pleasure has been that after seeing the success of 
integrating iPads into the curriculum in the Instructional Technology programs,other 
faculty in the College of Education at UCF has become interested in learning more 
about the iPad because they see its application to their own curricular areas. Next year, 
one of the researcher’s focuses will be collaborating with faculty in integratingthe iPad 
using different instructional strategies.  
Pitfalls 

As with any initiative, there were also pitfalls with each of these 
initiatives.Challenges includedstart-up time, management responsibilities participant 
accountability, and resistance to change.None of these came as a surprise, but each 
pose unique challenges to successful implementation.  

After a serendipitous start, the NSU Athletic Administration iPad initiative was off 
and running…or so we thought. Although the 10 iPads were ordered almost 
immediately, it took 4 months to receive them; and even longer to receive the 
covers.Most of this was the result of the lengthy approval processes.For BPA, time 
issues presented themselves differently; it wasn’t the technology, but the teachers that 
took time and nurturing. The researchers provided two half days of in-service training 
over the course of 3 months and created an iCommunity (i.e., a wiki solely for the BPA 
teachers to learn, share, and integrate). Yet, only about 10% are integrating the iPads 
into the curriculum and fewer are exploring the iCommunity.  

Management responsibilities were another pitfall that presented itself in all of the 
initiatives. At UCF, the Information Technology and Facilities AdministrativeTeam tries 
to micro-manage the project’s 50 iPads by locking them down; they want to be the sole 
managersof the devices, apps, and settings. Perhaps this is becausethe IT staff does 
not understand the iPad and the needed flexibility with this mobile device. The IT Staff 
feels the iPadisdifficult to manage and has concerns over security issues. In truth, these 
devices are not like a computer that presentsvarious security issues due to viruses and 
software. The iPad, in fact, has fewer security issues than most any other technological 
device.   

Within the BPA and NSU initiatives, there has been the opposite effect. Each 
teacher/facultymember manages and maintains their device. This however, resulted in 
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the next pitfall.At BPK there is a lack of accountability that is minimizing the potential of 
the initiative. The principal, while supporting the initiative, had avoided setting minimum 
accountability standards for use.At NSU, the faculty teaching in the Athletic 
Administration program live all over the country making accountability more challenging. 
Initially all faculty were eager to receive a “free” iPad; however, not all have been 
participating in each of the pilot study phases; and at least one faculty member has 
failed to participate at all. 

Finally, resistance to change (or perhaps fear of change) seems prevalent, even 
in today’s society where mobile technology is pervasive. The teachers at BPA are 
resistant to change, the IT team at UCF is resistant to let go, and the faculty and at NSU 
are resistant to moving forward.  
 Moving Forward 
 While not all projects might have the opportunity to experience the pleasures that 
supported the development and implementation of these projects, it is worth noting that 
many universities and schools are anxious to adopt mobile technology in their 
classrooms. As we move forward with these initiatives, we recognize that the pitfalls that 
impacted each project must be addressed. Failure to plan for the constraints posed by 
start-up time, management responsibility, participant accountability, and resistance to 
change will result in disappointing results when we begin to collect research data. 
However, these lessons learned are very helpful in moving all the initiatives forward and  
into other environments and organizations. We plan to assist others who are interested 
in integrating mobile devices into their instructional strategies. Being this if the first time 
any of these organizations have worked with these types of devices in instructional 
programs – we feel the following year will lead to a clear focus on furthering the 
research on mobile devices and moving forward with these initiatives.  
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The Process of Implementing Electronic Portfolios into a Teacher Education Program: 
Pitfalls and Successes 
Abstract 

In response to a “low-performing” status ranking from the Michigan Department 
of Education coupled with the need to develop an efficient method for collecting 
assessment data, University of Detroit Mercy implemented electronic portfolios 
as one strategy for improvement and data collection in the Teacher Education 
Program. After two years of implementation with revisions each year, the status 
ranking from the Michigan Department of Education has improved to 
“satisfactory” both faculty and students have accepted the electronic portfolio as 
an integral part of the Teacher Education Program. 

Contextual background for the Teacher Education Program 
The University of Detroit Mercy (UDM) Education Department was formed when the 

University of Detroit and Mercy College in Detroit consolidated in 1990. The merger 
united not only the physical property but administrations, faculties, students and the 
internal structure of the institution. This event created the College of Education and 
Human Services whose existence has been changed from a College to the Education 
Department in the College of Liberal Arts and Education, in which the Education 
Department resides.  

The mission of the Education Department is to produce graduates who are ethical, 
value-directed persons possessing a scholarly mastery of subject matter, who recognize 
that all children can learn, and who engage students in an interactive, dynamic process 
of learning. This mission is based upon a vision of teacher as scholar, teacher as an 
inquiring educator, and teacher as moral agent.  

The current common professional core courses are a result of alignment with 
Michigan Department of Education Professional Standards for Michigan Teachers 
(PSMT), integration of faculty member(s) experience in the K-12 educational system, 
feedback from local school administrators, and incorporation ofboth historical and 
contemporary educational theories from recognized educational experts. In addition, all 
faculty members bring in current relevant literature to their courses. The program is 
designed to first provide students with a theoretical background and then move into 
specific content related material.  

Since 1990, the Department has undergone downsizing as the demand for teachers 
has decreased in the Detroit area. As cohorts of teachers completed certification 
programs, much of this influx of students has abated so the Department has focused on 
improving the success rate on the Michigan Teacher Test for Certification (MTTC) and 
the overall Teacher Preparation Institution (TPI) score. The TEP was identified as “low-
performing” by the State of Michigan during the 2006-07 academic year based on a TPI 
score of 32. The TPI score is a calculated score that takes into account MTTC scores, 
program review status, the percentage of high needs (science, mathematics, special 
education) prepared by the institution, the diversity of the teacher education candidates, 
principal survey responses, surveys of college supervisors, feedback from teacher 
education candidates, and program completion rate for 6 year cohorts. A Program is 
considered low performing if the calculated TPI score falls below 52. The rankings from 
the Michigan Department of Education (MDE) are: low-performing < 52, at-risk 52-55 
(75-79%), satisfactory 56-62 (80-89%), and exemplary > 63 (≥90%).The status of the 
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program remained low-performing for the next two academic years, 2007-08 (34) and 
2008-09 (36). This low-performing status placed the program under Corrective Action by 
the MDE. Department faculty and staff developed a Corrective Actions Response Plan 
for the State of Michigan which has been followed diligently. The result of strict 
adherence to the Plan is that the TPI score for 2009-10 improved to 54 which ranked 
the TEP in the category of “at-risk” and then to a score of 56 for 2010-2011 which 
moved the TEP into the category of “satisfactory” (Memo to the State Board of 
Education, Subject: Receive the Report on the 2010-2011 Teacher Preparation 
Institution Performance Scores).  

Currently, teacher certification areas offered by the Department are fully approved 
by the State of Michigan Department of Education; however, in order to maintain 
approval, all Teacher Preparation Institutions (TPI) in Michigan must achieve national 
accreditation by 2013 (Michigan Department of Education Professional Preparation and 
Development Unit). Institutions may elect either of the approved accrediting bodies, 
Teacher Education Accreditation Council (TEAC) or National Council for Accreditation 
of Teacher Education (NCATE). TEAC and NCATE are set to unify as one organization 
under the Council for the Accreditation of Educator Preparation (CAEP) sometime in 
2013.  
Process of Program Evaluation/Review by faculty 

As the Corrective Actions Response Plan was being developed, areas of both 
strength and weakness in the TEP were identified. An area of strength identified by the 
faculty was the current research base utilized by faculty while teaching their courses. 
The faculty believe using a research base in the development of courses and 
assignments in those courses provides students with clear examples of best practice 
while modeling best practice by the faculty. However, as individual courses were 
reviewed for alignment to the PSMT, it became clear that there were gaps in the 
curriculum. The review was an arduous process that improved not only each course, but 
also, the faculty teaching those courses. During the review process, every syllabus and 
assignment was carefully analyzed for alignment to the PSMT. The assignments from 
each course were placed on a matrix aligned with each standard and sub-standard of 
the PSMT. The matrix allowed the faculty to visually identify standards which were 
either being minimally addressed or not at all. After the initial analysis was complete, 
faculty met and agreed upon how each standard would be met as they worked to 
improve the TEP and thus, the TPI score. Although the need to move toward national 
accreditation was pending, Departmental focus was on improving the TPI score. 
However, a small group within the Department started the writing process for the Inquiry 
Brief Proposal. The work done on curriculum alignment assisted the faculty in clarifying 
the claims and evidence sources for the Inquiry Brief Proposal and continues to guide 
program improvement.  
Portfolio Development 
As the faculty was working to improve the TPI score, the TEP also achieved 
candidate status with theTeacher Education Accreditation Council (TEAC), UDM’s 
choice as a national accrediting body as this process occurred prior to the unification 
of NCATE and TEAC under CAEP. Both the process of raising the TPI score and 
achieving national accreditation are designed to improve programs. The decision was 
reached by the faculty to utilize the electronic portfolios in the data collection and 
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analysis required for national accreditation as well as one of the strategies to increase 
the rating with the Michigan Department of Education. Clark and Eynon (2009) 
identified the need for increased accountability in higher education as one of the four 
major drivers of e-portfolio use. Another major driver of e-portfolio use is the change 
in higher education to more student-centered learning. These were both salient points 
in the decision to implement electronic portfolios in the TEP at UDM. The MDE 
ranking and the TEAC process both demanded accountability. The mission of the 
University states: 

The University of Detroit Mercy, a Catholic university in the Jesuit and Mercy 
traditions, exists to provide excellent, student-centered, undergraduate and 
graduate education in an urban context. A UDM education seeks to integrate the 
intellectual, spiritual, ethical, and social development of our students (University 
of Detroit-Mercy Mission Statement). 

Department faculty believestrongly that education should be student-centered as is 
stated in the UDM Mission and, thus, the TEP is designed to be student-centered 
providing an excellent education. 

Research in Sweden by Granberg (2010) studied electronic portfolio introduction 
and development from 2002-2009. She found that there was no common understanding 
for construction and use of electronic portfolios. Granberg (2010) cites Barrett and 
Carney (2005) stating that the purpose of the portfolio should be defined before the 
process of implementation. The faculty at UDM defined that the portfolio would be used 
for program assessment and that the portfolio should also serve as a tool teacher 
candidates could utilize in their search for employment. The selected the platform 
Foliotek (http://foliotek.com/) based on ease of use for faculty and students, ability to 
extract data as the TEP moved toward national accreditation, and flexibility of the 
portfolio when utilized by teacher candidates for employment searches. Initially, the 
portfolio structure was designed to collect select assignments from every course in the 
professional core for the Program. Students were provided with a list of potential 
assignments expected to demonstrate competency of each standard and given the 
opportunity to self-select the assignments to upload into the portfolio. Assignments that 
aligned with specific sub-standards within the PSMT were selected in an attempt to 
assess all 57 sub-standards using the rubric provided by the MDE, the Profile of 
Teacher Knowledge and Skills (PTKS). Teacher candidates were also required to 
include a reflection on each overall standard in their portfolio. Two semesters of data 
were collected from teacher candidates. The faculty members who initially started the 
assessment of the portfolios quickly realized that the structure was not well-designed for 
teacher candidates or faculty. A third faculty member completed the review and the 
three met to discuss improvements of the portfolio structure. The small committee made 
a recommendation to the Department that the portfolio be revised to allow teacher 
candidates to self-select artifacts that aligned with each of the standards. At this point, 
collection of data to demonstrate competency of sub-standards was still understood as 
a strategy for data collection. 

During the second year of electronic portfolio use, teacher candidates self-selected 
artifacts and wrote reflections on each standard. The PTKS was used as the rubric for 
assessment of the portfolios. Feedback from teacher candidates and the faculty 
member assigned to assess student portfolios was positive with regard to the design of 
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the portfolios. However, the rubric presented challenges as it was designed to assess 
novice teachers during their first year in the classroom and required observation of the 
novice teacher. Without personal observation and, with only a one semester student 
teaching experience rather than actually being employed by a district, it was improbable 
that sub-standards such 6f: Participate with professional educators, school personnel, 
and other stakeholders in collaborative and cooperative planning, decision-making, and 
implementation, to improve educational systems at all levels or 7g: use technology to 
engage in ongoing professional development, practice, productivity, communication and 
life-long learning could be objectively and accurately assessed. Using the PTKS for 
assessment of each sub-standard in this manner was an “educated guess” at best. 

Although it was clearly recognized by the faculty that the portfolio structure still 
needed revision, it was also recognized that the extensive review of courses and 
alignment of assignments with the PSMT could provide valuable data to be used as 
evidence of competency of teacher candidates; thus the portfolio was used extensively 
as evidence for the Claims section of the Inquiry Brief Proposal for TEAC which was 
simultaneously being developed. An Inquiry Brief Proposal presents a plan for acquiring 
evidence beyond that which is required for state approval and that meets TEAC’s 
Quality Principle I: Evidence of candidate learning (Teacher Education Accreditation 
Council Guide to Accreditation 2012). Since the TEP at UDM had undergone revisions 
to improve the TPI score, collection of data in recent years was limited to that required 
for state approval. Writing an Inquiry Brief Proposal rather than a full Inquiry Brief was 
chosen as the only viable option for pursuing accreditation with TEAC. 

The faculty attempted to rely solely on evidence collected in the portfolios for the 
Inquiry Brief Proposal; however, this proved to be ineffective. Other consistent data 
were available such as the College Supervisor Observation Form, Cooperating Teacher 
Observation Form, content specific and overall grade point averages, and Michigan 
Teacher Test for Certification (MTTC) scores so, ultimately, the additional sources of 
data were incorporated into the Inquiry Brief Proposal to support the claims. 

As the second academic year of portfolio implementation ended, the decision to 
revise the portfolio again was reached. This time, the structure of the portfolio did not 
change. Teacher candidates continued to write reflections on each standard and self-
select artifacts to demonstrate competency of the standards. Two changes were 
implemented for year three: a revised assessment rubric and greater emphasis on 
student reflections on each artifact in addition to student reflections on the Standards. 
The assessment rubric for the portfolio is based on the PTKS provided by MDE; 
however, it is designed to assess the overall standard rather than each sub-standard 
individually. The rubric takes into consideration competencies which can be 
demonstrated through artifacts and do not require direct observation. The College 
Supervisor Observation Form and Cooperating Teacher Observation Form provided the 
direct observation of teacher candidates and, thus provided evidence for those sub-
standards not easily demonstrated through an artifact such as a lesson or unit plan. To 
provide evidence that teacher candidates are able to demonstrate TEAC Quality 
Principle 1.4.1 Learning how to learn (Teacher Education Accreditation Council Guide to 
Accreditation 2012 pg 12), teacher candidates are required to write a reflection on each 
artifact placed in the portfolio in addition to a reflection on the overall standard in 
addition to the observations made by the College Supervisor and Cooperating Teacher. 
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University of Detroit Mercy Teacher Education Program was using traditional paper 
portfolios when the decision was reached by program faculty to move to electronic 
portfolios. Although reaching the decision was non-eventful, the move to electronic 
portfolios presented the same challenge of learning new technology discussed by 
Chatham-Carpenter, et al. (2010) that the process of implementing electronic portfolios 
presents challenges at several levels. Lack of support and resistance to change by the 
faculty were not experienced at UDM because the decision to implement electronic 
portfolios was discussed and consensus was reached a full academic year before a 
platform was selected and the portfolio was integrated into the final semester of the TEP 
during student teaching. The design of the electronic portfolio to facilitate its use as an 
assessment portfolio as the TEP went through the Teacher Education Accreditation 
Council national accreditation process afforded the opportunity to review and evaluate 
program curriculum.  

Teacher candidates were initially resistant to the electronic format but have now 
accepted it as an integral piece of the TEP. Moores and Parks (2010) provide twelve 
suggestions for introducing electronic portfolios which include: “identify the added value 
of the using an e-portfolio, consider when and how the e-portfolio is introduced, 
assessment guidelines should be transparent but not too prescriptive and use the e-
portfolio to give feedback” (p 46-48). The electronic portfolio is introduced in the first 
course of the professional core and continues to be discussed throughout the program. 
Instructors suggest artifacts and tie them to the PSMT, reminding teacher candidates 
that the electronic portfolio is a requirement of the TEP. Teacher candidates are 
provided with rubric for portfolio assessment to guide them as well as multiple 
opportunities to meet with the instructor for additional help in portfolio development. 
Feedback is given to teacher candidates from their peers and by the instructor. Teacher 
candidates present their portfolio to their peers and Department members during 
student teaching. They receive immediate written and verbal feedback. This feedback is 
intended to assist in preparing the teacher candidate for future employment interviews 
and to provide suggestions for the final assessment portfolio.  

The journey toward electronic portfolio implementation in the Teacher Education 
Program at University of Detroit Mercy has been a growth experience for faculty and 
students. The process of rigorous curriculum review decreased redundancy in courses 
throughout the program and pushed the faculty to improve courses to meet all of the 
Professional Standards for Michigan Teachers. This process contributed to the 
increased ranking from the Michigan Department of Education and helped the faculty 
clarify claims and evidence for the TEAC process. As both faculty and teacher 
candidates become accustomed to the electronic portfolio, it will begin to be 
implemented earlier in the Program rather than at the end as it is currently. This step will 
allow faculty to meet as a group and review cohorts of students’ work as they progress 
through the program and use the knowledge gained to advance continuous 
improvement. The utilization of assessed outcomes results in the greatest benefits for 
all students when they learn from the portfolio process throughout the entire program.  
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Abstract 
Leadership consists of an observable set of skills and abilities that individuals can be 
born with or learn to develop. Developing leadership skills and abilities require learning 
and putting to practice the essentials of a leader. Moreover, several contributing factors 
are addressed in order to improve the quality and effectiveness of leadership such as 
skills, characteristics, techniques, competencies, and best practices. Leadership 
development focuses on those areas and provides effective leadership programs to 
help individuals build or develop leadership skills and traits. The programs foster a 
hands-on approach to learning and practicing techniques in a real leadership 
environment. As a result, individuals can become successful in the role of a leader by 
incorporating the learned, practiced, and developed behaviors. 
Leadership Development 

Effective leaders encompass strengths, qualities, and skills that exemplify the 
abilities to guide, direct, motivate, and inspire others. Are they born leaders or have they 
learned to be leaders? Whether naturally born or learned and developed, there is little 
relevance because of non-recognizable differences in the performance (Bieler, 2006).  
In fact, testing has shown that most leadership skills can be learned and developed in 
anyone who is motivated (through time and effort) to learn and practice (Yarbrough, 
2011). Leadership development is the component that allows individuals to improve the 
quality and effectiveness of leadership through formal training. This development 
includes planned and repetitive practice to build leadership skills, while the key factor is 
putting the knowledge into practice until the techniques become habit.  

A recent article, “Building Managerial and Organizational Capacity in Nonprofit 
Human Service Organizations Through a Leadership Development Program”, supports 
the need of leadership development programs to establish effective leadership for 
nonprofit human services organizations (Austin, Regan, Samples, Schwartz & 
Carnochan, 2011). The leadership development program prepares highly skilled 
managers to lead organizations, especially during this time of the baby boom generation 
retiring. The program design models learning experiences in management, leadership, 
and consulting roles. The leadership development stages include moving into the 
managerial mindset, experimenting with progressing into a leadership role with the 
opportunity to step back into the manager role, then completely stepping into the new 
leadership role while in the manager role.  

Another recent article, “Discipline for Lean Six Sigma Programs”, covers a study 
that revealed 10 important concepts for world-class performance (Hill, Weiyong & 
Gilbreath, 2011). These concepts encourage leaders to advance and capture learning 
and developing leaders in the process. Of the concepts, leadership development is 
promoted for organizational members to engage effectively in the roles and processes 
of a leader.  

Scot Webster, former vice president of Medtronic’s lean sigma program, stated, 
“Our lean sigma effort is 30 percent about projects and 70 percent about 
leadership development.” Authors Ron Snee and Roger Hoerl in their book 
Leading Six Sigma argue that, “The third reason for selecting top talent for lean 
sigma roles is to utilize the  
effort to develop the future leaders of the company.” (Hill et al, 2011, p.51) 
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Leadership programs that include an extensive and wide scope of development 
training are most likely to be more effective (Yarbrough, 2011). This type of training will 
allow individuals to have an active learning experience by practicing in real 
environments where leadership is needed. The success outcome of leadership 
development is dependent on factors such as learning abilities, teacher or source of 
information, and the environment to learn and practice the techniques. The best 
approach is to learn everything possible and practice as often as possible in order to 
develop and sustain the qualities proven to reflect strong leadership.  

Being and acting in a spontaneous and intuitive leadership situation can reveal 
the actual nature of being a leader and open up actions to exercising leadership. In a 
recent study, four ontological pillars of leadership- awareness, commitment, integrity, 
and authenticity were recognized as fundamental elements in an approach of leadership 
(Souba, 2011). The article, “The Being of Leadership”, mainly questions the being of a 
leader and what it means to be a leader. In addition, the medical study addresses the 
many healthcare leadership challenges and possible solutions. It also provides article 
information that addresses value in medicine, the knowledgebase required for leading 
effectively, and actions and results relating to high performance leaders and 
organizations.  

The article provides explanation of the four ontological pillars in order to support 
the foundation and basic views of professionalism. Awareness is the concept of how the 
brain constructs small-scale models of reality to expect events in order to reason and 
underlie the explanation (Souba, 2011). These mental constructs of assumptions 
influences how we understand the world and act in it. The background assumptions and 
beliefs tell us what to look for such as the eyes seeing only what the mind can 
comprehend. The article suggests that in order to lead effectively, we must expose the 
hidden and unchallenged assumptions because our worldview is perceived to be critical 
to effective leadership. By becoming more aware, the opportunity to be a leader will 
expand and the being of leadership will be freed. 

Commitment identifies leaders as being dedicated to a larger future (Souba, 
2011). This type commitment defines the individual as well as his or her purpose while 
caring for others. The article further explains how leaders in healthcare should take a 
stand and be willing to provide patients with the best possible care just as teachers 
would be willing to provide the best education to students. Then it expresses the 
importance of not being concerned with only ourselves because we then will become 
absorbed with only our lives and not the lives of others. 
 Integrity is essential for functionality and workability, which determines the 
opportunity for performance (Souba, 2011). The practice of integrity allows an individual 
to create opportunities for superior performance that can apply to the individual as well 
as the organization. Otherwise, exceptional performance is not sustainable nor will it 
reflect exceptional performance. 
 Authenticity gives meaning to the accountability of a leader’s behavior and 
provides consistency of which leaders are for others as well as themselves (Souba, 
2011). The article presents authentic self as someone that has not managed to 
overcome or eliminate the “throwness” of everyday life of a human being. Therefore, 
authenticity is identified as recognizing your own lack of authenticity and accepting the 
responsibility. 
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Steps to Success 
According to The Leadership Challenge textbook, the very first step on the 

journey to credible leadership is clarifying your values by discovering those fundamental 
beliefs that will guide your decisions and actions along the path to success (Kouzes & 
Posner, 2007). The characteristics of admired leaders include honesty, forward-looking, 
inspiring, competent, intelligent, fair-minded, straightforward, broad-minded, supportive, 
dependable, cooperative, courageous, determined, caring, imaginative, mature, 
ambitious, loyal, self-controlled, and independent. In addition, improving leadership 
abilities include putting to practice the essentials of a leader such as an opportunity to 
make a small difference, recognizing the characteristics of a leader, listening and 
communicating more, being positive and recognizing the efforts of others, saying thank 
you, and having high expectations for high performances. Also, leading is about making 
a difference in the lives of others, not about personal recognition of skills and talents. 
Good leaders bring others to life.  

The best-kept secret of successful leaders is love: staying in love with leading, 
with the people who do the work, with what their organizations produce, and with 
those who honor the organization by using its products and services. Leadership 
is not an affair of the head. Leadership is an affair of the heart. (Kouzes & 
Posner, 2007, p. 351) 

 There are five practices of exemplary leadership: model the way, inspire a 
shared vision, challenge the process, enable others to act, and encourage the heart 
(Kouzes & Posner, 2007). These practices represent five common personal-best 
leadership experiences. Modeling the way gains the respect from others when leaders 
lead by example. Inspiring a shared vision promotes others to believe in their dreams 
and be confident about their abilities to make things happen. Challenging the process 
gives leaders the edge to venture out and be innovative by experimenting and taking 
risks. Enabling others to act allows the team effort needed for dreams to become 
realities. Lastly, encouraging the heart promotes recognition for noticeable contributions 
by celebrating values and victories. Within the five practices are behaviors that provide 
a basis for learning to lead, which are the ten commitments of leadership. These 
commitments serve as a guide of how leaders get extraordinary things done. The ten 
commitments of leadership include the following: 

1. Find your voice by clarifying your personal values. 
2. Set the example by aligning actions with shared values. 
3. Envision the future by imagining exciting and ennobling possibilities. 
4. Enlist others in a common vision by appealing to shared aspirations. 
5. Search for opportunities by seeking innovative ways to change, grow, and 

improve. 
6. Experiment and take risks by constantly generating small wins and learning 

from mistakes. 
7. Foster collaboration by promoting cooperative goals and building trust. 
8. Strengthen others by sharing power and discretion. 
9. Recognize contributions by showing appreciation for individual excellence. 
10. Celebrate the values and victories by creating a spirit of community. 
Although leaders have many responsibilities, their attention must stay focused on 

goals, strategies, and progress (Benjamin, 2011). Simple techniques can help with 
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leadership shortcomings. The article, “Using Simple Techniques, expresses concern of 
leaders sustaining high-level organizational performance. It proposes that there are two 
causes that contribute to sustaining performance excellence in education: attention 
deficit disorder and the inability to explore a plethora of research for best practices. A 
simple leadership technique of job aids and structured collaboration can help ensure the 
best knowledge gathered, broadcast, and grown. The article also emphasizes on how 
leaders have failed in bridging the gap of current and desired performance because of 
disconnect in articulating the vision and strategy to determine the extent of strategies 
being deployed and recognize the delivery of results. Strategy is critical in closing 
performing gaps; therefore, rubrics and checklists can serve as job aids to support the 
strategy. As a result, schools can set clear expectations and leaders will be able to 
engage periodically regarding progress. 
Competencies 

The textbook, Topgrading, identifies fifty competencies used to help strengthen 
weak points of leaders and top grade to an A player (Bradford, 2005). These 
competencies are intended to provide developmental ideas to be used in maximizing 
individual growth. The competencies are categorized as the following:  

• Intellectual Competencies- intelligence, analysis skills, judgment/decision 
making, conceptual ability, creativity, strategic skills, pragmatism, risk taking, 
leading edge, education, experience, track record 

• Personal Competencies- integrity, resourcefulness, organization/planning, 
excellence, independence, stress management, self-awareness, adaptability 

• Interpersonal Competencies- first impression, likability, listening, customer focus, 
team player, assertiveness, communications (oral and written), political savvy, 
negotiation, persuasion 

• Management Competencies- selecting A players, coaching, goal setting, 
empowerment, accountability, redeploying B/C players, team building, diversity, 
running meetings 

• Additional Leadership Competencies- vision, change leadership, inspiring 
“followership”, conflict management 

• Motivational Competencies- energy, passion, ambition, compatibility of needs, 
balance in life, tenacity 

Effective Communication 
Communication captures a world of expressions as it revolves around people. 

Most of a leader’s role and work activities include 70 to 90 percent of communication 
(Barrett, 2008). It is important to communicate effectively by understanding verbal and 
nonverbal cues from one person to another. Essential skills include audience analysis 
and strategy, written communication, oral communication, visual communication, ethos 
and image, emotional intelligence to deal with others and deal with your own feelings, 
cultural literacy, team communications and dynamics, and internal and external 
corporate communication. 

According to Bieler (2006), there are secrets of exceptional leaders. Those 
secrets include thick skin, courage, and active listening skills. Bieler compares leaders 
to pioneers in the old west because leaders are in front of the pack and often are 
mistaken for the enemy and are shot in the back. Courage is required to stay focused 
regardless of critics. Also, leaders must be active listeners and pay attention. Hearing is 
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not listening because people talk at 150 to 180 words a minute yet hear and understand 
words spoken many times faster. Listening is a skill that is vital to effective 
communication because it includes 40 to 45 percent of the communication process 
(Barrett, 2008).  

Communication is a dynamic process for individuals and organizational life.  
Barrett (2008) states the importance, “leaders need to consider strategy in 
communication just as they do in other areas of their business, profession or life” (p. 
24). Communication needs to include developing a strategy and analyzing the audience 
with anyone inside or outside an organization. Important factors that need to be 
considered in developing a communication strategy are purpose, message, medium, 
spokesperson, timing, audiences, and feedback.  

Culture awareness is also critical in communication. Strong interpersonal skills 
and an understanding of and appreciation for cultural diversity are needed for an 
effective leader (Barrett, 2008). It is so important to understand and respect other 
cultures because that’s the way people make sense of and give meaning to their world. 
Context differs from culture to culture. What one culture sees as extremely important 
might be of little importance to another culture. Many companies have come to value 
diversity and seek it because it brings so much more to the organization. Countries 
throughout the world are recognized as top for certain skills and bringing them together 
in an organization sets a larger knowledge base.  

Emotional intelligence is necessary to interact with and lead others effectively. It 
includes appraisal and expression of emotion, regulation of emotion, and utilization of 
emotion. According to Barrett (2008), the importance of effective communication skills to 
your emotional intelligence is crucial, and its value to the workplace is incalculable. 
Good leaders bring others to life because people act in ways that are consistent with 
others’ expectations of them. Leaders set the example by getting personally involved in 
celebration and recognition, demonstrating that encouraging the heart is something 
everyone should do (Kouzes & Posner, 2007). It is good to congratulate employees on 
their progress, efforts, and hard work. 

According to Collins (2001), Level 5 leadership is the highest level in corporate 
leadership. Level 5 leadership can be attained without necessarily having mastered all 
of the other four levels, but at least some of the Level 1 through 4 qualities must be 
practiced.  The five levels of leadership and a brief explanation of each in an effective 
Good to Great leader as described by Collins are as follows:   

Level 5: Executive.  Builds enduring greatness through a paradoxical blend of 
personal humility and professional will. 

Level 4: Effective Leader.  Catalyzes commitment to and vigorous pursuit of a 
clear and compelling vision, stimulating higher performance standards. 

Level 3: Competent Manager.  Organizes people and resources toward the 
effective and efficient pursuit of pre-determined objectives. 

Level 2: Contributing Team Member.  Contributes individual capabilities to the 
achievement of group objectives and works effectively with others in a group setting. 

Level 1: Highly Capable Individual .  Makes productive contributions through 
talent, knowledge, skills, and good work habits. 
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Professional development, either through training provided from the organization, or 
personal pursuit, can be obtained to teach or enhance the leadership teams proficiency 
in meeting the skills listed in each of the five levels. 

In summary, learning to lead consists of the improvement of leadership qualities 
and the purpose to build skills that will promote efficiency and effectiveness. Leaders 
first have to lead themselves. The quest of leadership is first an inner quest to discover 
the unique individual, which includes self-development for the confidence to lead. Self-
confidence is the awareness of and faith in your own powers. As a result, these powers 
are made known through leadership development when they are identified and 
developed. 
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Abstract: 
While the intent of state certification tests was to insure that the best most qualified 
teacher was in the classroom, the tests in many situations leave much to be desired. 
There has been much ambiguity and often teacher candidates have had difficulties 
passing the test if not successful on the first time. The results have been and are still 
being reported in numerous ways however, there was not and is not any correlation 
between the various ways the data is reported. This in turn makes it very difficult for an 
educational entity to help the student. Several examples included illustrate the 
difficulties when the same data was reported different ways and how that can have 
great differences in meaning.  
Key Words: Teacher certification tests, criterion reference tests, percentage, scaled 
score 
Introduction: 
 State Certification tests: Where do we start if remediation is needed? Educational 
entities who prepare teacher candidates for certification/licensure are faced with many 
complex tasks as they assist the teacher candidate reach the goal. Each entity is under 
a microscope, especially since the turn of the century there has been unparalleled 
national attention to teacher quality which was brought about mainly because of the No 
Child Left Behind Act. There also has been an era of accountability in regards to the 
teacher’s knowledge, classroom practices and pupils achievement.  All agree that 
upcoming teachers should be prepared to teach and have expertise and skills to do so, 
however, the debates arise when it must be determined who, how and when this will 
take place. But, these debates reflect larger groups which may even have competing 
political agendas in additional to differing ideas about the missions of education in an 
egalitarian society.  Many studies have attempted to capture the outcomes of teachers’ 
expertise and ability to practice through state licensure exams, and other means of 
collection of data. With all the unanswered questions concerning this, it is seemingly 
possible that the state certification/licensure procedures have come about as a result 
(Cochran-Smith,  Shakman,  Jong, Terrell, Barnatt & McQuillan 2009; Mitescu,  Pedulla, 
Cannady, Cochran-Smith & Jong 2011; Wineburg, 2006).  
Purpose of study: 

Most likely one of the most difficult tasks for any teacher education program and 
even appalling was working with the teacher candidate who had to re-test.  In this work, 
we will be discussion of some of the barriers which at times seemed to make it almost 
impossible to provide the needed assistance to these students (teacher candidate).   

As we tried to discover some of the problems and solutions for the teacher 
candidate as he/she tried to become certified we found we must first look at the overall 
programs and then its sub-parts.  

When an  educational entity determines its wants to be a provider of a teacher 
education program in which teacher candidates are prepared for certification/liencsure it 
has been considerations if its desire is to be successful.  One of the very first things the 
educational entity must do is try to develop its curriculum using state standards, 
guidelines, objectives, domains as well as standards provided by each of the disciplines 
such as National Council of Teachers of Mathematics. The resulting curriculum should 
have as its major goal to provide the teacher candidate with the expertise to not only 
pass the certification/licensure tests but to be a very successful person in the teaching 
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and education field.  The curriculum should be developed and put into practice in an 
entire teacher education program; it cannot be successful if only one or two professors 
implement it into their teaching.  The program must have the support of the entire 
program personnel. 

The tests for the teacher certification vary according to state or the group which 
prepared it. One must also remember there are only a handful of testing companies in 
the nation therefore many of the personalities  and particulars of  the test will be very 
similar to one from other states or companies. However, many characteristics are 
common with good assessments and rightfully should be the same (Popham).  Each 
should use standardized tests. To be considered a standardized test, all students must 
be given the same instruction and time limits, respond to equally difficult questions or 
tasks (such as form ‘a’ and form ‘b’), and above all the responses but be evaluated by 
the exact same criteria. Administrator manuals have what the person administering the 
test may and may not say. It is very meticulous that each and every test takers has the 
same fair chance when taking the test (Miller, Linn & Gronlund, 2009).   

Since by definition a criterion–referenced assessment is designed to provide a 
measure of performance of very specific criterion, the teacher certification test is a 
criterion referenced test. By selecting a criterion-referenced test, it will assure that each 
teacher candidate who passes the test has mastered the specific objectives needed in 
the classroom. As an example of criterion, the teacher candidate needs to know about 
classroom management; therefore questions on classroom management will appear on 
the test (Trice, A. D.). 

At this point, if the teacher candidate is success then he/she is allowed to 
complete the paperwork and become a certified teacher as soon as he/she has met all 
the requirements which might include completing specific course work or student 
teaching. This is wonderful and is another success story. Hopefully the teacher 
candidate is also prepared to go out into the world of education and to teach. 

However, if the teacher candidate is not successful, much work is needed and 
the education program he/she was enrolled has a responsibility to try to help this 
teacher candidate be successful. As soon as the detailed analysis of the teacher 
candidate’s test is received the help should begin. However, now the problem becomes 
much clouded. The reports have many sections and each is a different coding system. 
Some may be reported as a percent correct of total but wait this is not as clear as one 
might think. Not all questions have the same value therefore; the researcher 
constructed a hypothetical report to illustrate the situation.  

If there are ten questions and the teacher candidates answers all ten correct 
he/she would have a perfect score of 100%. This is true if each of the questions as a 
value of 10.   However, if the questions have differing weights or values, it could be a 
significant difference in his/her score. See Table 1.   
 In example B on Table 1, if a student had a 90% and only missed the question 
#4, it was true but what if the teacher candidate missed only one question and it was 
#3? Then his/her score was 70 by a weighed and by percent his/her score was 90 yet 
he/she only missed the one question.  This does not seem quite right but the data from 
the test was being viewed and reported by different standards. One way the teacher 
candidate was in the top ranking and yet on the other views that same teacher 
candidate encountering same problem was barely passing.  
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 By further looking at Table 1, should the teacher candidate miss two questions, it 
could mean he/she made a score of 96% or as 50 %. This would be a vast different for 
just getting two problem incorrect. In Example C a teacher candidate could miss five 
questions and have a 95% correct by weight or as low as 30 % if the two questions 
were questions 5 and 9. The first example questions would mean a score of 50 if just 
computing the number correct and the number of questions given. If figured by percent 
the second example would be a score of 80 however, with the weighted valued it could 
mean a score as low as 30.  
 In example D on Table 1, the teacher candidate’s score would be just about the 
same as all the scores or close to 10 one each question. With this in mind, what if 
education program does not know the values, the question arises as to what area or 
concept should we provide more assistance?  
 Another situation arose, if each of the subtests were part of the major test such 
as the generalist on the certification test.  The education program had many difficulties 
assisting the teacher candidates prepare when no one really knew where the weak area 
existed. The testing companies have not provide the education entity with the minimum 
passing score for any of the subtopics (disciplines) therefore, with only the percentage 
of questions correct, that entity could be truly leading the student in an incorrect 
direction. For example if a teacher candidate had a score of 80% correct on 
Mathematics yet, weighted score was 50, the student will think he/she does not need 
more work on the mathematics however, this is not the case. This situation gave the 
student a false value thus may cause him or her to fail the test again. For another scary 
example the student could miss five questions on the science which would be 50% 
correct yet the weighted score was actually 95. These were just two cases and many 
more appear when the entity was faced with trying to assist the teacher candidate. 
There were many other possibilities. The teacher candidate who faced the content type 
test for teaching in secondary schools had an equally challenging job to try to determine 
their need of student.  See Table 2.  
 If the education program was not given the weights, then it does not know how to 
focus on the study assistance for the teacher candidate. Do we focus on math, science? 
Without more knowledge, the teacher candidate and the education entity trying to guide 
and assist the student will just be stumbling around in the dark.  One of the researchers/ 
authors of this study spent hours on the phone with the testing agency trying to inquire 
about helping the students only to be told it would violate test confidentially if the 
maximum and minimum scores for each domain was provided. Information concerning 
the material on the tests was not being requested therefore, how the test confidentially 
would be compromised is still a mystery?   
Conclusions and Discussion 
 Now if this does not provide enough confusion for educators on the frontline 
trying to help teacher candidates pass the certification test, the final score received by 
the teacher candidate will.  By definition from the Texas Administrative Code (2010) 
”scaled score--A conversion of a candidate's raw score on an examination or a version 
of the examination to a common scale that allows for a numerical comparison between 
candidates”.  The scaled scored will usually be a score between two numbers. In Texas 
it is between 100 and 300 with 240 and above considered passing. One of the big 
problems with scaled scores is they are truly known only to the person with the 
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algorithm or conversion method.  Popham (2000) states they are always vague and 
leave much to be desired.   The education program has the certification test result but 
the results have three very different set of scores (scaled, percentages correct and 
weighted however, the weights are not known).  Then to really add to the confusion and 
complexity of the situation, we do not receive any information to help make a correlation 
between the three. Basically all we know for sure is the teacher candidate either passed 
or did not pass.  
 Unfortunately, the education programs have their hands virtually tied to be able 
to know how to remediate and help the teacher candidate master the test, unless the 
state education agencies decide to lend their support and help take some of the 
ambiguity out of the testing situations.  We can try to align our curriculum to the 
standards for the state certification test but it is difficult with the vague information as we 
have to use as a guide.  
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1 2 10 1 10 
2 15 10 1 8 
3 30 10 1 12 
4 10 10 5 9 
5 3 10 40 11 
6 20 10 15 12 
7 5 10 1 8 
8 2 10 5 7 
9 8 10 30 13 
10 5 10 1 10 
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Introduction 
If leadership could be said to be a field, then it is very crowded field indeed. A 

quick Google search with the word “leadership” recently produced over 170 million 
returns. The massive literature spans the academic world, the professional/trade world, 
and the world of teacher training and curriculum. There are leadership training programs 
in almost every large organization, including the military, major corporations, 
governmental agencies, and colleges and universities. 

At our own institution, the University of Idaho, courses with the term leader or 
leadership in them can be found in each of the following departments: 

 Business 
 Psychology & Communication Studies 
 Agricultural Economics 
 Conservation Social Sciences 
 Adult & Organizational Learning 
 Engineering Management 
 Family & Consumer Science 
 Political Science/Public Administration 
 Recreation 
 Special Education 
 Curriculum & Instruction 
 Systems Engineering 
 Naval, Aerospace, Army ROTC 

Leadership training, whether the exclusive topic of a training program or an 
important module of a training program, has tended to focus on the qualities an 
individual should have to be an effective leader. Measures of leadership success have 
often been the same measures that have been used to assess overall organizational 
success. So, leaders have been judgedbased on whether they maintain or improve 
organizational performance, and secondarilybased on whether they have good 
relationships with supervisees.However, sometimes leadersare judged to be major 
disappointments to key constituents, thoughby standard measures they appear 
effective,. Or, a leader who has been a disappointment in some dimensions,is somehow 
forgiven for violations of trust and standards of good conduct.In this paper, we present 
some background on leadership studies, and we offer a model that deals specifically 
with satisfaction with leaders. We believe our model builds on situational leadership 
research, by accounting for the often pinpoint satisfaction judgments followers and 
observers make about leaders. 

 
Background 

Formal study of leadership probably dates back to the middle of the last century, 
and much of that was funded by the United States Army. The Army approached 
academic departments of psychology and sociology for much of this work. Psychology 
and sociology units have had a history of investigating topics in group behavior, 
organizations/organizational structure, individual differences, psychometrics and 
measurement. 

One of the early approaches to understanding leadership has been called the 
“great man” approach. This approach is decades old, but may have reached its zenith 
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when the Army decided to engage in the study of leadership. The “great man” approach 
is essentially a psychometric one. Good leaders are identified, they are measured, 
andtheir traits are assessed from those measures. The traits thus identified are then 
operationalized in training programs. Simply speaking, leader traits are identified by 
looking at good leaders, then pounded into the heads of the next generation of potential 
leaders. 

Since the middle part of the last century, cracks have appeared in the approach. 
It has failed to account for leader emergence, and the frequent observation that good 
leaders in one organization sometimes fail in others. If the“great man” approach does 
not work well, then why is it never totally out of fashion? Mostly, it seems to have 
intuitive appeal. It seems simple, it seems “doable”.  

Despite the flaws, the tendency to drift back toward trait approaches continues, 
and all of the following traits have at one time or another been associated with 
leadership (Amodt, 2007; Muchinsky, 2006; Northouse, 1997): 

 intuition/realism 
 entrepreneurial drive 
 charisma 
 competitiveness/cooperativeness 
 optimism 
 self-knowledge/self-awareness 
 vision 
 passion 
 confidence 
 persistence/determination 
 communication skills 
 organizational skills 
 interpersonal orientation 
 autocratic/democratic styles 

Probably, the first strident challenge of trait approaches came from Fred Fiedler 
(1964). Fiedler can be said to be the parent of all situational leadership models. Fiedler 
said that leader effectiveness depends on three factors. The first factor is the complexity 
of the task. Tasks can be more or less complex depending on aspects such as whether 
there are many different ways to complete the task or just one or two, or whether there 
are many different outcomes that would be satisfactory, or just one or two. The second 
factor was workplace climate, i.e. do coworkers get along with each other, do 
supervisors and coworkers get long, and so on. The third factor was the leadership style 
of the leader. In particular, did the leader have a style that was socio-emotionally warm 
and connecting, or did it tend toward being autocratic. For the last of these factors, 
Fiedler developed a rather unique measure, the LPC measure. LPC stands for “least 
preferred coworker”, and is determined by the leader’s rating of the person in their 
workplace with whom they would least like to work. Fiedler discovered that if a leader 
gave low ratings to their least preferred coworker, they tended to have an autocratic 
style. The opposite was true of leaders who rated their least preferred coworker more 
highly. 

Fiedler found that when an organization’s task was complex and when 
interpersonal relations within the organization were in disarray, then an autocratic 
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leadership style seemed to be effective. Thus, an autocrat seemed to be more effective 
in managing astormy work environment. Oddly, when an organization’s task was not 
complex, and when interpersonal relations within the organization were relatively 
cordial, autocratic leadership style was still superior. Fiedler felt that when things were 
cordial and simple, an autocratic style was useful to help keep everyone on task (and 
was unlikely to disturb cordiality; and because the task was simple, it was unlikely 
tohave to be exercised harshly). For everything in between, a socio-emotional style 
seemed to work better.. 

Fiedler’s work has inspired other situational approaches since he first proposed 
his model in the 1960s. House (1971) suggested that a good leader should be able to 
call on any of four different styles of behavior depending on the situation. He or she 
might have to be directive, might have to be supportive, might have to be participative, 
or might have to be achievement-oriented. In a similar vein, more recently, Blanchard 
(1995) suggested that a good leader not only has to call on these leadership strategies, 
but he or she may have to call on them differently for different supervisees at different 
times. And, an important decision the leader might have to make is simply to stay out of 
the way. 

The key, then, is not to be any particular kind of leader, but to be able to call on a 
number of tools as the situation demands. Most modern models of leadership accept 
this premise to one degree or another. 
 
Satisfaction with Leaders 
 What neither trait nor situational models of leadership handle well is how 
followers, other constituents ofthe leader, and even outside observers, evaluate 
organization leaders. 
 In this presentation, we will focus on the circumstances, or “inputs”, that affect 
satisfaction or dissatisfaction with leaders. Fundamental to the model is the presumption 
that the leadership context can be understood to be a product of four inputs: the 
characteristics of the leader, the characteristics of the task and mission of the 
organization, the values of the organization, and the characteristics of the led. We will 
refer to this context as the leadership “cauldron”. 
 To provide a stable platform in which to evaluate the leadership situation, we will 
assume for the purposes of this model that leader characteristics are stable and 
unchanging. That is not to say that leader characteristics are unimportant, but rather to 
say that, at a starting point, leaders are presumed to have the same basic skills and 
traits. They of course do not in real life, and that is something we will have to consider in 
future iterations of the model. Instead, we will focus on the other three inputs. These 
inputs truly define the situation with respect to things that are not internal to the leader. 
 
Values/Mission 
 The values input captures values-oriented matters such as belief in the cause or 
issue of the organization, faith and religiosity, patriotism/jingoism, 
nationalism/regionalism, sense of loyalty and belonging, and self-definition (that is, the 
extent to which members define themselves and their values in terms of their 
membership in the organization). Notice that we have attached some elements of the 
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mission to values. For some organizations values and mission are confounded, so 
mission must be considered here as well as with the task, as below. 
 
Task/Mission 
 We define the task(and elements of the task that are considered part of the 
mission), very much in the spirit of Fiedler. Tasks can be understood in terms of the 
complexity of the outcomes, complexity of the paths to achieve those outcomes, 
whether the organizational structure is rigid or soft, whether feedback/correction 
mechanisms are present, and whether there are high or low 
physical/cognitive/emotional loads. 
 
The Led 
 The led can be understood in terms of whether they are skilled or unskilled, 
expert or novice, well or badly compensated, or transient or long-term. They may be 
new to the organization or have a history with the organization. They have cordial 
relationships with coworkers, supervisors, external constituents, or they may not. 
Individual differences matter here, as the workforce could be heterogeneous or 
homogeneous on a number of important interpersonal and task-related traits. 
 
Leader Characteristics 
 We will save leader characteristics for later elaborations of the model, but they 
would include elements that we have visited before such as whether the leader is 
authoritarian/democratic, socially skilled or not, emotionally stable or not, charismatic or 
not, flexible/adaptive or not, intelligent/skilled or not, and even some superficial 
characteristics such as attractiveness and presentability. In presenting the model, we 
will leave leader characteristics in the category of “all things being equal…”. 
 
The Model 
 The starting assumption of the model is that, depending on the organization, one 
or more of these inputs will be critical to the leadership situation, while others may be 
less important. When the leader falls short with respect to one of these inputs, and that 
input is critical to the organization, our disappointment with the leader is high. That can 
be true even if the leader is very effective in one or more of the domains associated with 
the other inputs. We feel that the best way to make our point is through a series of 
illustrations using well-known organizational types. 
 The prototype of the model is shown in Figure 1. The task, values, the led, and 
leader characteristics are represented by arrows that point to what we are referring to 
as the leadership “cauldron”. In the figure, all of the arrows are the same width to 
represent the prototypical situation in which all of the inputs have the same impact. We 
will present several other figures that we hope will capture the relative importance of 
one or more of the arrows in a particular leadership situation. Our contention is that 
when any of these inputs rises in importance (the associated arrows will be larger in the 
figures), that area is a domain of greater dissatisfaction risk. 
 Figure 2, shows four organizational scenarios, a hospital, a research university, a 
widget assembly plant, and a church. Let’s start with the hospital. The key inputs in the 
hospital organization are the task or tasks, and the characteristics of the led. Tasks in 
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hospitals are complex. Medicines have to be prescribed correctly, surgeries have to be 
performed competently, and crisis management of emergency cases has to be 
accomplished. Amidst all of that health-related activity, employees have to be selected, 
hired, and promoted; complex equipment has to be purchased and upgraded; and, 
educational programs have to be created and presented. 
 There is also great complexity and importance when one considers the led in 
hospitals. A hospital administrator is responsible for patient outcomes, employee 
competence and job satisfaction, training programs, community involvement, and a 
number of other things that are typically not thought about with respect hospitals. So, if 
you look at Figure 2, the task and the led are the two inputs that have been drawn to 
reflect importance. We probably do not worry too much if our hospital administrator is 
overly religious, or patriotic, or even faithful to his or her spouse, if he or she is taking 
care of patients, professionals, staff members, and is helping hospital to be an important 
part of the community. 
 The next panel of Figure 2 shows a research university. In research universities, 
tasks and the led are perhaps as complex as that found in hospitals. There are many 
different ways to do the task because there are many different majors, there are many 
different professional opportunities represented by those majors, there are many 
different varieties of research and creative activity, and most research universities are 
also engaged in service. Like hospital administrators, the led of universities is a complex 
domain. They include students, faculty, staff members, external constituents in the 
community, fellow professionals, external contractors, etc. In universities, values are a 
little more important than in hospitals, as inputs go. Compared to hospital 
administrators, university administrators have a more public profile, so the values they 
express and live by have a little more prominence. Critical areas of dissatisfaction for 
university administrators include failure to complete tasks and failure to adequately 
address important issues of the led. Although we are less concerned when they violate 
shared values, visibility means that values do matter. 
 In the lower left panel of Figure 2, a widget assembly plant is presented. In this 
case, we’re talking about light industry. Typically, in these kinds of operations, the task 
is well-organized and regimented, and the values of the supervisor or manager are not 
particularly critical; however, how that manager relates to his or her employees, or to 
customers, or to vendors is quite important. The manager can be nonreligious, or 
maritally unfaithful, and we might be annoyed; but those issues would not be causes for 
replacement. Failure to manage employer-employee relations and customer relations 
would be causes.  
 In the lower right panel of Figure 2, a religious organization is represented;a 
church in this case. The task in such a setting would seem fairly well-defined and 
simple. The led are complex, as they are in previous examples. But what stands out is 
theimportance for the leader of this kind of organization to uphold and model values that 
underlie the organization. A church leader who engages in marital misconduct, is 
dishonest with respect to church finances, who seems impious, is a great 
disappointment. 
 In Figure 3, upper left panel, we are trying to represent the politician’s dilemma. 
We’ll have more to say about political situations as we go along, but at least at a starting 
point, the field of politics would seem to be a perfect storm. The characteristics of the 
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led are complex, the task is complex (legislation passed or stopped, voters’ needs met, 
negotiations engaged, etc.), and values can be essential. Politicians can disappoint us 
in so many ways. 
 In the upper right panel and in the lower left panel of Figure 3, we have 
contrasted military units at two different time periods. In the upper right, the time frame 
is six months after the 9/11 terrorist attack. The task at the time seemed fairly 
straightforward (that notion turned out to be less true as time passed), the led were 
mostly homogeneous with respect to goals and methods. Paramount were values. The 
greatest risk for disappointment would fall within the values domain. Leaders of units 
who were wise were the ones who took advantage of the patriotic fervor of the day. 
Leaders who seemed to be less patriotic were disappointing and sometimes denigrated. 
 As the conflict in the Middle East continued, the situation in the lower left of 
Figure 3 emerged. The task grew in importance as it became more complex. The 
enemy became harder to identify, strategic and tactical goals were unclear, and how to 
accomplish those goals becamemuddled. Leading the led became harder as soldiers, 
sailors, and airmen, became impatient with repeated deployments and complex 
pressures from home. Leaders in that situation did not have to show mastery of values 
as much as they had to keep their charges on task and keep morale as high as they 
could. 
 In the lower right panel Figure 3 and in the upper left panel of Figure 4, you’ll find 
two different kinds of sports teams. With college sports teams (in colleges with 
reasonablelevels of school affection) the task is complex but not overly so. The values 
are meaningful, but not overly so. The key issue is managing the led. The led are 
young, still developing intellectually and physically, still discovering who they are as 
personalities; and, they are students as well as athletes. The manager who fails to 
handle this responsibility to the led successfully will produce dissatisfaction among the 
participants and fans. They will be helped if they also honor the values of the college, 
but that is less critical than managing the participants. The difference between a college 
sports team and a pro sports team, which you see in the upper left panel of Figure 4, is 
that values become much less important with a professional team and the task 
becomes more complex. There is less of that “rah rah” spirit, but the task demands 
grow.The complexity of the led remains. So the leader of a professional team is best 
served by focusing on task complexity and relationships.  
 In the upper right panel of Figure 4 we have represented a police force. In police 
forces, the led tend to be homogeneous with respect to goals and paths. The task, on 
the other hand, is complex, including routine preventive measures, criminal 
investigation, traffic monitoring, and so forth. Also, within each of these kinds of 
activities, there is great variety of behavioral choices. The values-adherence of the 
leader in a police force isalmost as important. Police administrators have to act legally 
and morally. When a police administrator violates moral or legal codes, or when he or 
she fails to accomplish the job of protecting the public, then we are very disappointed. 
 In the lower left panel of Figure 4, we have represented a street gang. Tasks for 
street gangs are not overly complex, but neither are they simple. The real leadership 
issue is coordinating the activities of the led. Street gangs exist because of allegiances: 
members to each other, and members to leaders. Without allegiances, members turn on 
each other, and gangs disintegrate.  Clearly, values are not a priority. 
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 The lower right panel of Figure 4, and the left panel of Figure 5, are two different 
representations of a state or city executive. Many states and cities have strong 
executive systems and many have weak executive systems (in the latter, the power is in 
the hands of a legislative body). In Figure 4, lower right, a strong executive assistant is 
shown. In that kind of system, the task is more complex than in a week system. Values, 
which are very important in a weak executive system, are not so important in a strong 
executive system. When an executive has less power, what he or she has to work with 
is moral authority and exemplary behavior. Moreover, in weak systems, the executive’s 
task is modest because they don’t have much power. In strong systems, the task is 
more important because they do have power. In a weak executive system, we are most 
disappointed when the leader violates societal norms and values, or fails to take care of 
constituents. In a strong executive system, we are most disappointed in an executive 
who doesn’t get the job done. 

Finally, in the right panel of Figure 5, we have represented POTUS, which most 
recognize as an acronym for President of the United States. What we wanted to show in 
this last panel was that in any particular leadership situation, the task could become 
more or less complex, values could become more or less important, and although it’s 
not clear from this panel, that could also be true of the properties of the led. In the case 
of the President of the US, we will assume that the led are complex, are demanding, are 
diverse, and are heterogeneous politically. For POTUS, the broad characteristics of the 
ledwill not vary much. However, most of us can point to recent times where the 
president’s job has fluctuated with respect to the complexity of the task, and with 
respect to the need for him to be faithful to norms and values.In the face of an external 
threat, one could be a technically bad POTUS task-wise, but be beloved as a champion 
of nationalism. 

 
Conclusions 

As we conclude, we would like to make a few points and register some cautions.  
Determining the organization’s values is subjective and there may be 

disagreements. Organizations will often set their own values, but organizations also 
have values assigned to them by constituents. All of those have to be considered. 

Inputs into the cauldron are dynamic. Over time, values may become more or 
less important, the task could become more or less complex, the characteristics of the 
led could change or there could be turnover. This is likely to mean that periodic 
reevaluation is necessary. 

Organizations are sometimes compared to each other despite dramatic 
differences in inputs. So, for example, members of one organization express 
astonishment that the leader of another organization is retained, despite perceived 
transgressions. Bad leaders could be released for bad reasons. However, this means 
thatgoodleaders could also sometimes be released for bad reasons. 
 There are lessons in this model. Leadership is more effortful than even hard-
working leaders realize. If they are concerned about the satisfaction of others with their 
leadership skills and outcomes, they must learn how to focus more clearly on the things 
that are important. What is important will vary from organization to organization, and 
even within a single organization if that organization changes over time. 
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 Leaders with whom we are most satisfied will train themselves to automatically 
represent and model values important to the organization, they will automatically 
monitor changes in task processes and outcomes, and will pay attention to their 
supervisees. In the last case, that means recognizing differences in personality and 
skills, recognizing external forces that may be impacting supervisees, and helping each 
supervisee realize their best outcomes within the organization. 
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Introduction 
 This paper discusses how the gradual democratization of the United States 
Constitution impacted the 2012 presidential election.  This paper focuses on the 
Fifteenth Amendment (1870), the Nineteenth Amendment (1920), and the Twenty-sixth 
Amendment (1971) because all three constitutional amendments helped expand the 
electorate.  This paper concludes with an analysis of how the expansion of the 
electorate by the Fifteenth Amendment (1870), Nineteenth Amendment (1920), and 
Twenty-sixth Amendment (1971) impacted the 2012 presidential election. 
 For the 2012 presidential election, about 129 million people voted nationally and 
this was 58.9% of the voting eligible citizens.  Among the voters in the 2012 presidential 
election, 72% were Whites, 13% were Blacks, 10% were Hispanics, 53% were Women, 
47% were Men, 19% were ages 18-29, 27% were ages 30-44, 38% were ages 45-64, 
and 16% were ages 65 or over (Fox News 2012 Presidential Election, 2012). 
 Among the Whites, 39% voted for Obama and 59% voted for Romney.  Among 
the Blacks, 93% voted for Obama and 6% voted for Romney.  Among the Hispanics, 
71% voted for Obama and 27% voted for Romney.  Among the Women, 55% voted for 
Obama and 44% voted for Romney.  Among the Men, 45% voted for Obama and 52% 
voted for Romney.  Among the voters ages 18-29, 60% voted for Obama and 37% 
voted for Romney.  Among the voters ages 30-44, 52% voted for Obama and 45% 
voted for Romney.  Among the voters ages 45-64, 47% voted for Obama and 51% 
voted for Romney.  Among the voters ages 65 or over, 44% voted for Obama and 56% 
voted for Romney (Pew Research Center, 2012).  
 Obama won 332 electoral votes in 2012 and 365 in 2008.  Nine states changed 
party allegiance from the 2004 election because each voted for Republican Bush in 
2004 and voted for Democrat Obama in 2008.  Seven states (Nevada, Colorado, New 
Mexico, Iowa, Ohio, Virginia, and Florida) changed party allegiance from the 2004 
election because each voted for Republican Bush in 2004 and voted for Democrat 
Obama in 2008 and in 2012.  Nevada (5), Colorado (9), New Mexico (5), Iowa (7), Ohio 
(20), Virginia (13), and Florida (27) accounted for 86 of the 332 Electoral Votes won by 
Obama in 2012 (The United States Elections Project, 2012). 
 
Amendment 15 - Race No Bar to Vote 
 The Fifteenth Amendment (1870) states that the right of citizens of the United 
States to vote shall not be denied or abridged by the United States or by any State on 
account of race, color, or previous condition of servitude.  The Fifteenth Amendment 
(1870) first ensured the right of black men to vote and later the right of all men to vote 
regardless of race.  The Fifteenth Amendment (1870) is a very good amendment, but it 
had little practical effect for quite some time because the Southern states found legal 
and illegal ways to keep blacks and other minorities from voting.  The Congress 
proposed the Fifteenth Amendment on February 26, 1869, and it was ratified by the 
states in 342 days on February 3, 1870 (Maddex, 2008). 
 
Voting By Ethnic Men Groups In Seven Key States 
 Seven states (Nevada, Colorado, New Mexico, Iowa, Ohio, Virginia, and Florida) 
changed party allegiance from the 2004 presidential election because each voted for 
Republican George Bush in 2004 and voted for Democrat Obama in 2012.  The 2012 
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Nevada Electorate included White Men (29%), Black Men (4%), and Latino Men (8%).  
Among the White Men, 38% voted for Obama and 60% voted for Romney.  Among the 
Black Men, 86% voted for Obama and 9% voted for Romney.  Among the Latino Men, 
70% voted for Obama and 26% voted for Romney (CNN Election Center, 2012). 
 The 2012 Colorado Electorate included White Men (35%), Black Men (3%), and 
Latino Men (8%).  Among the White Men, 41% voted for Obama and 55% voted for 
Romney.  Among the Black Men, 87% voted for Obama and 11% voted for Romney.  
Among the Latino Men, 65% voted for Obama and 33% voted for Romney.  The 2012 
New Mexico Electorate included White Men (24%), Black Men (1%), and Latino Men 
(17%).  For the White Men, 39% voted for Obama and 56% voted for Romney.  Among 
the Black Men, 87% voted for Obama and 11% voted for Romney.  Among the Latino 
Men, 63% voted for Obama and 31% voted for Romney (CNN Election Center, 2012). 
 The 2012 Iowa Electorate included White Men (43%), Black Men (1%), and 
Latino Men (1%).  Among the White Men, 42% voted for Obama and 55% voted for 
Romney.  Among the Black Men, 87% voted for Obama and 11% voted for Romney.  
Among the Latino Men, 65% voted for Obama and 33% voted for Romney.  The 2012 
Ohio Electorate included White Men (38%), Black Men (7%), and Latino Men (2%).  
Among the White Men, 36% voted for Obama and 62% voted for Romney.  Among the 
Black Men, 95% voted for Obama and 4% voted for Romney.  Among the Latino Men, 
65% voted for Obama and 33% voted for Romney (CNN Election Center, 2012). 
 The 2012 Virginia Electorate included White Men (34%), Black Men (8%), and 
Latino Men (2%).  Among the White Men, 34% voted for Obama and 64% voted for 
Romney.  Among the Black Men, 91% voted for Obama and 9% voted for Romney.  
Among the Latino Men, 65% voted for Obama and 33% voted for Romney.  The 2012 
Florida Electorate included White Men (30%), Black Men (6%), and Latino Men (7%).  
Among the White Men, 33% voted for Obama and 65% voted for Romney.  Among the 
Black Men, 94% voted for Obama and 5% voted for Romney.  Among the Latino Men, 
58% voted for Obama and 40% voted for Romney (CNN Election Center, 2012). 
 
Votes By Black Men And Latino Men Impacted The Election 
 In 2012, the majority of White Men voted for Romney in each of the 7 states 
(Nevada, Colorado, New Mexico, Iowa, Ohio, Virginia, and Florida) that changed party 
allegiance from the 2004 presidential election.  Essentially, the majority of Black Men 
and Latino Men voted for Obama in each of the 7 states (Nevada, Colorado, New 
Mexico, Iowa, Ohio, Virginia, and Florida) that changed party allegiance from the 2004 
presidential election.  Importantly, the votes of the Black Men and the Latino Men in 
Nevada (5), Colorado (9), New Mexico (5), Iowa (7), Ohio (20), Virginia (13), and Florida 
(27) impacted the 2012 presidential election of Obama because their votes helped 
Barack Obama win their states and the 86 Electoral Votes for winning the 7 states. 
Amendment 19 - Women's Suffrage 
 The Nineteenth Amendment (1920) states that the right of citizens of the United 
States to vote shall not be denied or abridged by the United States or by any State on 
account of sex.  The Nineteenth Amendment (1920) ensures women the right to vote.  
The original Constitution did not give women the right to vote.  Congress proposed the 
Nineteenth Amendment on June 4, 1919 and the states ratified it after 441 days on 
August 18, 1920 (Maddex, 2008). 

154



Voting By Gender Groups In Seven Key States 
 Seven states (Nevada, Colorado, New Mexico, Iowa, Ohio, Virginia, and Florida) 
changed party allegiance from the 2004 presidential election because each voted for 
Republican Bush in 2004 and voted for Democrat Obama in 2012.  Essentially, the 
2012 Nevada Electorate had 47% Men and 53% Women.  Among the Men voters, 48% 
voted for Obama and 49% voted for Romney.  Among the Women voters, 57% voted for 
Obama and 41% voted for Romney (CNN Election Center, 2012). 
 The 2012 Colorado Electorate had 49% Men and 51% Women.  Among the Men 
voters, 51% voted for Obama and 46% voted for Romney.  Among the Women voters, 
51% voted for Obama and 48% voted for Romney.  The 2012 New Mexico Electorate 
had 47% Men and 53% Women.  Among the Men voters, 50% voted for Obama and 
45% voted for Romney.  Among the Women voters, 55% voted for Obama and 41% 
voted for Romney.  The 2012 Iowa Electorate had 46% Men and 54% Women.  Among 
the Men voters, 44% voted for Obama and 53% voted for Romney.  Among the Women 
voters, 59% voted for Obama and 40% voted for Romney (CNN Election Center, 2012). 
 The 2012 Ohio Electorate had 48% Men and 52% Women.  Among the Men 
voters, 45% voted for Obama and 52% voted for Romney.  Among the Women voters, 
55% voted for Obama and 44% voted for Romney.  The 2012 Virginia Electorate had 
47% Men and 53% Women.  Among the Men voters, 47% voted for Obama and 51% 
voted for Romney.  Among the Women voters, 54% voted for Obama and 45% voted for 
Romney.  The 2012 Florida Electorate had 45% Men and 55% Women.  Among the 
Men voters, 46% voted for Obama and 52% voted for Romney.  Among the Women 
voters, 53% voted for Obama and 46% voted for Romney (CNN Election Center, 2012). 
 
Votes By Women Impacted The Election 
 In 2012, the majority of Men voted for Barack Obama in 2 states (Colorado and 
New Mexico) that changed party allegiance from the 2004 presidential election.  In 
2012, the majority of Men voted for Mitt Romney in 5 states (Nevada, Iowa, Ohio, 
Virginia, and Florida) that changed party allegiance from the 2004 election.  In 2012, the 
majority of Women voted for Obama in all 7 states (Nevada, Colorado, New Mexico, 
Iowa, Ohio, Virginia, and Florida) that changed party allegiance from the 2004 
presidential election.  Importantly, the votes of the Women in Nevada (5), Iowa (7), Ohio 
(20), Virginia (13), and Florida (27) impacted the 2012 presidential election of Barack 
Obama because their votes helped Barack Obama win their states and the 72 Electoral 
Votes for winning the 5 states. 
Amendment 26 - Voting Age Set to 18 Years 
 The Twenty-sixth Amendment (1971) states that the right of citizens of the United 
States, who are eighteen years of age or over, to vote shall not be denied or abridged 
by the United States or by any State on account of age.  It gave voting rights to all 
citizens ages eighteen or over.  Congress proposed the Twenty-sixth Amendment on 
March 23, 1971 and it was ratified by the states on July 1, 1971 (Maddex, 2008). 
 
Voting By Age Groups In Seven Key States 
 Seven states (Nevada, Colorado, New Mexico, Iowa, Ohio, Virginia, and Florida) 
changed party allegiance from the 2004 presidential election because each voted for 
Republican Bush in 2004 and voted for Democrat Obama in 2012.  The 2012 Nevada 
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Electorate included voters ages 18-29 (18%), voters ages 30-44 (28%), voters ages 45-
64 (37%), and voters ages 65 or over (18%).  Among voters ages 18-29, 68% voted for 
Obama and 30% voted for Romney.  Among voters ages 30-44, 54% voted for Obama 
and 42% voted for Romney.  Among voters ages 45-64, 49% voted for Obama and 49% 
voted for Romney.  Among voters ages 65 or over, 44% voted for Obama and 55% 
voted for Romney (CNN Election Center, 2012). 
 The 2012 Colorado Electorate included voters ages 18-29 (20%), voters ages 
30-44 (27%), voters ages 45-64 (37%), and voters ages 65 or over (16%).  Among 
voters ages 18-29, 60% voted for Obama and 37% voted for Romney.  Among voters 
ages 30-44, 50% voted for Obama and 48% voted for Romney.  Among voters ages 45-
64, 51% voted for Obama and 47% voted for Romney.  Among voters ages 65 or over, 
42% voted for Obama and 57% voted for Romney (CNN Election Center, 2012). 
 The 2012 New Mexico Electorate included voters ages 18-29 (17%), voters ages 
30-44 (23%), voters ages 45-64 (40%), and voters ages 65 or over (20%).  Among 
voters ages 18-29, 64% voted for Obama and 32% voted for Romney.  Among voters 
ages 30-44, 49% voted for Obama and 44% voted for Romney.  Among voters ages 45-
64, 49% voted for Obama and 46% voted for Romney.  Among voters ages 65 or over, 
53% voted for Obama and 46% voted for Romney (CNN Election Center, 2012). 
 The 2012 Iowa Electorate had voters ages 18-29 (15%), voters ages 30-44 
(22%), voters ages 45-64 (37%), and voters ages 65 or over (26%).  Among the voters 
ages 18-29, 56% voted for Obama and 40% voted for Romney.  For voters ages 30-44, 
52% voted for Barack Obama and 47% voted for Romney.  For voters ages 45-64, 52% 
voted for Barack Obama and 46% voted for Romney.  For the voters ages 65 or over, 
50% voted for Barack Obama and 50% voted for Romney (CNN Election Center, 2012). 
 The 2012 Ohio Electorate had voters ages 18-29 (17%), voters ages 30-44 
(24%), voters ages 45-64 (41%), and voters ages 65 or over (18%).  For voters ages 
18-29, 63% voted for Barack Obama and 35% voted for Romney.  For voters ages 30-
44, 51% voted for Barack Obama and 46% voted for Romney.  For voters ages 45-64, 
47% voted for Obama and 51% voted for Romney.  Among the voters ages 65 or over, 
44% voted for Barack Obama and 55% voted for Romney (CNN Election Center, 2012). 
 The 2012 Virginia Electorate included voters ages 18-29 (19%), voters ages 30-
44 (27%), voters ages 45-64 (41%), and voters ages 65 or over (14%).  Among the 
voters ages 18-29, 61% voted for Barack Obama and 36% voted for Romney.  Among 
the voters ages 30-44, 54% voted for Barack Obama and 45% voted for Romney.  
Among the voters ages 45-64, 46% voted for Barack Obama and 53% voted for 
Romney.  Among the voters ages 65 or over, 46% voted for Obama and 54% voted for 
Romney (CNN Election Center, 2012). 
 The 2012 Florida Electorate had voters ages 18-29 (16%), voters ages 30-44 
(23%), voters ages 45-64 (37%), and voters ages 65 or over (24%).  For voters ages 
18-29, 66% voted for Obama and 32% voted for Romney.  For voters ages 30-44, 52% 
voted for Barack Obama and 46% voted for Romney.  For the voters ages 45-64, 48% 
voted for Barack Obama and 52% voted for Romney.  Among the voters ages 65 or 
over, 41% voted for Obama and 58% voted for Romney (CNN Election Center, 2012). 
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Votes By People Ages 18 To 29 Impacted The Election 
 In 2012, the majority of people ages 65 or over voted for Obama in 1 state (New 
Mexico) that changed party allegiance from the 2004 presidential election.  In 2012, the 
majority of people ages 65 or over voted for Romney in 5 states (Nevada, Colorado, 
Ohio, Virginia, and Florida) that changed party allegiance from the 2004 presidential 
election.  In Iowa in 2012, no candidate got a majority from voters ages 65 or over. 
 In 2012, the majority of people ages 45-64 voted for Obama in 3 states 
(Colorado, New Mexico, and Iowa) that changed party allegiance from the 2004 
presidential election.  In 2012, the majority of people ages 45-64 voted for Romney in 3 
states (Ohio, Virginia, and Florida) that changed party allegiance from the 2004 
presidential election.  In Nevada in 2012, 49% of the people ages 45-64 voted for 
Obama and 49% of the people ages 45-64 voted for Romney. 
 In 2012, the majority of people ages 30-44 voted for Obama in all 7 states 
(Nevada, Colorado, New Mexico, Iowa, Ohio, Virginia, and Florida) that changed party 
allegiance from the 2004 presidential election.  In 2012, the majority of people ages 18-
29 voted for Obama in all 7 states (Nevada, Colorado, New Mexico, Iowa, Ohio, 
Virginia, and Florida) that changed party allegiance from the 2004 presidential election.  
Importantly, the votes of the people ages 18-29 in Nevada (5), Colorado (9), Iowa (7), 
Ohio (20), Virginia (13), and Florida (27) impacted the 2012 presidential election of 
Barack Obama because their votes helped Barack Obama win their states and the 81 
Electoral Votes for winning the 6 states. 
 
Conclusion 
 The 2012 presidential election was between Democrat Barack Obama and 
Republican Mitt Romney.  Of the popular votes, Obama received 65,899,660 (51.1%) 
and Romney received 60,929,152 (47.2%).  Of the 538 Electoral Votes, Obama 
received 332 (61.7%) for winning 26 states and Washington, D.C., and Romney 
received 206 (38.3%) for winning 24 states. 
 In 2012, the majority of White Men voted for Romney in each of the 7 states 
(Nevada, Colorado, New Mexico, Iowa, Ohio, Virginia, and Florida) that changed party 
allegiance from the 2004 presidential election.  Essentially, the majority of Black Men 
and Latino Men voted for Obama in each of the 7 states (Nevada, Colorado, New 
Mexico, Iowa, Ohio, Virginia, and Florida) that changed party allegiance from the 2004 
presidential election. 
 In 2012, the majority of Men voted for Obama in 2 states (Colorado and New 
Mexico) that changed party allegiance from the 2004 presidential election.  In 2012, the 
majority of Men voted for Romney in 5 states (Nevada, Iowa, Ohio, Virginia, and 
Florida) that changed party allegiance from the 2004 election.  In 2012, the majority of 
Women voted for Obama in all 7 states (Nevada, Colorado, New Mexico, Iowa, Ohio, 
Virginia, and Florida) that changed party allegiance from the 2004 presidential election. 
 In 2012, the majority of people ages 65 or over voted for Obama in 1 state (New 
Mexico) that changed party allegiance from the 2004 presidential election.  In 2012, the 
majority of people ages 65 or over voted for Romney in 5 states (Nevada, Colorado, 
Ohio, Virginia, and Florida) that changed party allegiance from the 2004 presidential 
election.  In Iowa in 2012, 50% of the people ages 65 or over voted for Obama and 50% 
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of the people ages 65 or over voted for Romney.  Therefore, neither Obama nor 
Romney garnered a majority of the votes in Iowa from the people ages 65 or over.  
 In 2012, the majority of people ages 45-64 voted for Obama in 3 states 
(Colorado, New Mexico, and Iowa) that changed party allegiance from the 2004 
presidential election.  In 2012, the majority of people ages 45-64 voted for Romney in 3 
states (Ohio, Virginia, and Florida) that changed party allegiance from the 2004 
presidential election.  In Nevada in 2012, 49% of the people ages 45-64 voted for 
Obama and 49% of the people ages 45-64 voted for Romney.  Neither did Obama nor 
did Romney garnered a majority of the votes in Nevada from the people ages 45-64. 
 In 2012, the majority of people ages 30-44 voted for Obama in all 7 states 
(Nevada, Colorado, New Mexico, Iowa, Ohio, Virginia, and Florida) that changed party 
allegiance from the 2004 presidential election.  In 2012, the majority of people ages 18-
29 voted for Obama in all 7 states (Nevada, Colorado, New Mexico, Iowa, Ohio, 
Virginia, and Florida) that changed party allegiance from the 2004 presidential election. 
 In 2012, the majority of Black Men, Hispanic Men, Women, and people ages 18-
29 voted for Obama in all 7 states (Nevada, Colorado, New Mexico, Iowa, Ohio, 
Virginia, and Florida) that changed party allegiance from the 2004 presidential election.  
Importantly, the votes of the Black Men, Hispanic Men, Women, and people ages 18-29 
in Nevada (5), Colorado (9), New Mexico (5), Iowa (7), Ohio (20), Virginia (13), and 
Florida (27) impacted the 2012 presidential election of Barack Obama because their 
votes helped Barack Obama win their states and the 86 Electoral Votes for winning the 
7 states.  Basically, this is how the expansion of the electorate by the Fifteenth 
Amendment (1870), Nineteenth Amendment (1920), and Twenty-sixth Amendment 
(1971) impacted the 2012 presidential election. 
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Abstract 
This paper discusses an experiment in flipping a large enrollment university class in 
introductory economics.  Pedagogy and technology used to flip the class are discussed 
and a qualitative assessment of student outcomes to-date is presented.  The answer to 
the question “Can They Be Flipped” is a qualified yes. 
 
I.  Motivation 
 Every faculty member wants to engage students and increase student learning.  
These objectives come into sharp focus in an environment where a university education 
is costly and students are often under-prepared and/or unmotivated for higher-level 
learning.  Faculty are eager to engage students and improve student outcomes.  But 
some university students struggle with time management issues and do not present with 
intellectual curiosity. 
 Faculty in the Department of Economics at Ohio University in Athens Ohio 
confronted these issues in the academic year 2010-2011 as the University prepared to 
transition from a schedule of three quarters per academic year to a two semester per 
year calendar.  Under quarters the Department of Economics typically taught Principles 
of Microeconomics and Principles of Macroeconomics to approximately 3500 students 
per year (multiple sections of 200 students per quarter).  The Department was faced an 
acute shortage of teaching capacity due to resignations and retirements and budget 
cuts which prohibited the hiring of new faculty.  Also at issue was the inadequate 
preparation of students for traditional introductory classes in Principles of 
Microeconomics and Principles of Macroeconomics, classes which require quantitative 
skills such as knowledge of college algebra and analytical thinking. 
 Another consideration was the disappointing retention of materials covered in 
traditional Principles classes.  In a widely-read paper, Hansen, Salemi and Siegfried  
(The authors thank Ohio University’s Department of Academic Technology and in 
particular Rebecca Fischer, who was instrumental in identifying appropriate technology.  
We also thank Paymon Doroodian for helpful comments and technical assistance.) 
(2001) summarized the problem as follows: “Taking a high-school or college economics 
course has little impact on economic understanding (Walstad and Rebeck (2001)).  In a 
15-question Gallup survey of college seniors, college economics course takers scored 
9, high-school economics course takers scored 8, and those who took no economics 
scored 7 (Walstad and Allgood (1999)).  Hansen, Salemi and Siegfried concluded that 
Principles adds no value to a student’s college experience. 
 The faculty of the Department of Economics decided to create a new semester-
calendar economics class (Econ1000)  for undergraduate students with math placement 
level 1, ie, students who entered the University at the level of college algebra but not at 
the level of introductory calculus.  Essentially, Econ1000 would be a combination of key 
topics from introductory microeconomics and macroeconomics designed for non-
Economics majors and non-College of Business students.  In retrospect, Econ1000 
became an example of the type of pre-Principles classes described in Salemi et al 
(2005).  As work progressed, Econ1000 became a flipped university classroom.   
 Econ1000 was first offered in the Fall Semester of the 2012-2013 academic year.  
This paper briefly describes the approach taken that semester but the main intent of this 
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paper is to describe the subsequent reincarnation of the class as a flipped classroom in 
the Spring Semester. 
 
II. Delivery of the Flipped Classroom 
A.  Technology and other tools 
 Econ1000 uses both technology products and traditional student engagement 
tools to deliver the flipped classroom experience.   
 1.  Camtesia Studio is used to produce video lectures with embedded questions.  
Camtesia Studio is one of several products available from Tech Smith Corporation.  
With an academic discount, Camtesia Studio is available for under $200 for a lifetime 
license. 
 2.  Student engagement is facilitated by a personal response system called Top 
Hat Monocle. Students register their cell phone numbers with Top Hat Monocle and use 
the cell phones to text answers to questions written by the instructor.  Students pay a 
fee ranging from $5-$20 for a Top Hat license. 
 3.  To vary the classroom experience, in-class group work is used on some days 
as an alternative to answering questions using Top Hat. 
 4.  Students are assigned one written homework assignment before each of four 
exams.  The written assignments focus on the graphs or equations which students need 
to master for each exam.  Focusing on graphs and equations also make it easier for an 
instructor to grade a large number of student papers. 
 5.  Practice exams consist of multiple-choice questions posted on Blackboard 
and grouped into three levels of difficulty.  Top Hat Monocle also uses the questions to 
provide a tournament in which students are randomly paired against each other.  
Students receive one point for answering the question correctly and one point for being 
first to answer the question. 
 In-class group work and written assignments are not exclusive features of a 
flipped classroom but if students view the video lectures before class they are better 
prepared for in-class group work.  Camtesia and Top Hat are key to the flipped 
classroom experience so this paper discusses the use of these technical products in 
more detail. 
 
B. Preparing Students with Video Lectures 
 The flipped classroom has been described as using video lectures outside of the 
classroom to present the WHAT of a topic and reserving class time for discussion of 
HOW and WHY.  The Camtesia video lectures are designed to deliver the WHAT. Video 
lectures are based on specific topics with the goal of delivering one topic per video.  
Hence the length of the videos varies from 10 minutes to 25 minutes.  In many 
instances students are assigned  to watch one video before a classroom meeting but in 
the case of short videos two may be assigned.  Econ1000 uses more than thirty videos 
in a semester. 
 Camtesia is a product which records anything on the instructor's computer 
screen and anything the instructor says.  The Econ1000 video lectures were recorded 
on a HP Elite tablet computer starting with either an animated Power Point presentation 
or a presentation using One Note.  Videos are accessed from Blackbloard. Animating 
the Power Point is very important for two reasons.  First, introducing sentences one by 
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one gives the students time to think as they take notes.  Second, animation lets 
students see how a graph is built, which is helpful in an Economics class.  For example, 
first the axes are presented and the instructor describes what is measured on each axis, 
for example price and quantity in a graph which will become demand and supply.  Then 
the demand line appears as the instructor discusses the demand line and labels it.  A 
supply line would be introduced in a similar manner.  Lastly, the equilibrium point is 
identified and the instructor shows how to find the equilibrium price and quantity.  
Students can replay the animation until they are feel they understand how the graphs 
are used.  As an alternative to animated slides, an instructor can video film a lecture 
using One Note.  With One Note, the instructor begins with a blank page (screen) and 
uses a stylus to write the lecture notes, draw a graph or write and solve equations.  
 Camtesia provides the instructor with the option of presenting questions for the 
student to answer at any point in a video.  Typically Econ1000 videos contain three low-
stake questions designed to keep students engaged.   Students are allowed multiple 
attempts to answer the low-stake questions though it is also possible to allow only one 
attempt.  Questions are scored using a protocol called SCORM and SCORM integrates 
with Blackboard to post student scores in Blackboard's gradebook.  SCORM also 
produces a report of student viewing.   
 Students are encouraged to watch the videos and take notes just as if they were 
in the classroom and many do so.  Students report that they pause the video to catch up 
with their note-taking and play back sections of the video to review what is presented.  
Students also use multiple attempts to answer the embedded questions in order to 
receive the maximum number of points. 
 Students who view the videos before classroom meetings arrive prepared to 
participate in problem-solving, group work or Top Hat questions.  However not all 
students have good time management skills.  It is possible that students speed through 
videos just to get to the embedded questions, especially when a deadline is 
approaching.  Others may not watch the videos at all. 
 Lastly, there are technical issues related to use of the videos.  One issue is that 
students need to be able to get past pop-up blockers in order to view the videos.  The 
majority of students are able to do so though on occasion students report that what they 
did previously no longer works.  Secondly, students that the SCORM protocol, on a 
random basis, may not record student scores in Blackboard.   Also, students want to 
view the videos on their cellphones but the interface does not allow SCORM scores to 
be recorded. 
 
C.  Engaging Students in the Classroom 
 The HOW and WHY components of the flipped classroom are accomplished by 
in-class work and questions answered by Top Hat. Top Hat is a mobile and web-based 
classroom response system which provides instructors with real-time feedback. The 
Top Hat product was developed at the University of Waterloo in Ontario Canada as part 
of a graduate student project.  Top Hat has been commercially available since 2009.  
Top Hat Monocle Corporation has been active in adding new cloud-based features.  
Top Hat is very instructor-friendly and students are intrigued by the idea that they are 
actually asked to use their cell phone in class.   
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 To poll in class, students only need a cell-phone that can send texts. Questions 
in the poll may be multiple-choice or fill-in-the-blank.   A smart cell-phone is not needed.  
Advanced features of Top Hat such as tournaments (described below) or 
demonstrations do require smart phones or computers.  The texting feature of Top Hat 
works well in Econ1000 because students only use their cell-phone service.  Systems 
that require students to use laptops in the classroom do not work due to limited 
bandwidth in the building.  It is also necessary to not be in a basement room because 
there may be no cell-phone service in a basement. 
 In Econ1000 the instructor may write questions prior to class or use a 
presentation tool to create questions during a class meeting.  In Econ1000 students are 
often asked to answer three questions per class meeting.  Students receive one point 
for class participation and one point if their answer is correct.  When the polling is 
complete, Top Hat immediately creates a report which can be viewed by all. 
 Many students like to be anonymous in the classroom so to some extent Top Hat 
takes them out of their comfort zone.  Top Hat also serves as a way of taking 
attendance, which students dislike.  As an example of how Top Hat is used, consider an 
instructor who has prepared a multiple-choice question related to what is being studied 
in that day's class.  Students see the question on a screen and text their answer to a 
Top Hat telephone number.  When the polling is complete, students will see the percent 
of the class which answered the question correctly and they will know whether or not 
they were correct.  If it happens that a large percent of the class answers a question 
incorrectly, the instructor has immediate feedback that an idea needs to be re-taught 
and students, especially if they were sure their answer was correct but it was not, get a 
wake-up call.   The instructor can also create a question which asks for student 
feedback such as "How well do you think you understand using the graph of demand 
and supply?"  Classroom discussion can be stimulated by a question such as  "Do you 
favor a flat income tax or a progressive income tax?" If feedback or discussion is the 
goal, all answers could be graded as correct so that students receive two points for 
participation and are anonymous in expressing an opinion. 
 In addition to classroom polling, Econ1000 has used the tournament feature of 
Top Hat to engage students as they review for exams.  Sixty multiple-choice questions 
are available on Blackboard as practice exam questions.  These questions were also 
input into Top Hat, where they became a tournament.  At a given time such as 8pm on 
the evening before an exam students are invited to participate in the tournament by 
going to the Top Hat website.  When the tournament starts, each student is paired with 
another student and given thirty seconds to answer the question.  Each student 
receives one point if they answer correctly and the student who answers correctly first 
gets two points. Students see information about who beat who and how many points 
they have and are then paired with another student for a second question.  The sixty 
questions become thirty questions in a tournament due to the random pairing of 
students.  However if the tournament is played a second time the random pairing means 
students may see new questions in the second tournament.  Students receiving the 
most points may choose a prize, such as lunch with the instructor (popular), a cameo 
appearance in a future video (no takers), or their choice of music as a lead-in to a video 
(Gangnam Style is one choice). 
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 Technical problems with Top Hat have been minor.  Getting students to correctly 
register their cell-phone number and sign up for the appropriate class is a task that 
needs to be improved.  Most students have their cell-phones with them at all times so 
not having remembered to bring a cell phone to class is only a small problem.  Other 
problems involve phones that stop working or phones that have no battery power.  
Some instructors are concerned that once students are asked to use Top Hat in the 
classroom they will continue to use their cell phones for other purposes for the rest of 
class.  However in Econ1000 there have been no problems in this regard.  A final issue 
is that of competing classroom response systems.  If a student is required to purchase a 
license for Top Hat for use in Econ1000 they can use the same license for any other 
class that requires Top Hat.  However some instructors on campus use a different 
classroom response system such as clickers from Turning Point Technology.  Then 
students have the expense of purchasing both a Top Hat license and a clicker. 
 
III.  Conclusions 
 Student acceptance of using the Camtesia videos for the WHAT component of 
the flipped classroom has been strong.  For example, students were asked to indicate 
their preference between coming to class for WHAT lectures and watching the 
Camtesia videos on their own time.  Students were also asked if they preferred 
watching the videos but had difficulty dealing with the deadlines for watching.  Eighty 
percent of students indicated they preferred to watch the Camtesia videos. Ten percent 
of students indicated that they preferred coming to class for a lecture while ten percent 
indicated that they preferred the videos but had difficulty meeting the video deadlines. 
 While more data is needed, results from the first two in-class exams were also 
positive.  Sixty-five percent of students earned an A or B on the first exam and fifty-five 
percent earned an A or B on the second exam (which covered more analytical material). 
The instructor’s personal reaction is that learning the WHAT in videos, especially with 
animated graphs, is a good use of student time and hence an effective way to present 
the WHAT.  The HOW and WHY in the classroom has also been successful though 
having to use groups for in-class work allows unprepared students to gain credit they do 
not deserve.   
 In conclusion, the results to date from the Econ1000 experiment suggest the 
answer to the question “Large Enrollment University Classes:  Can They Be Flipped?” is 
Yes.  However the instructor needs to be prepared to make an initial investment of time 
preparing and recording the videos. For example, in Econ1000, preparation and 
recording took approximately 160 hours of instructor time with additional hours of 
technical support provided by a student assistant.   The flipped classroom approach is a 
different experience for an instructor which may not be universally appreciated.  It is 
also true that students need to adjust to the flipped classroom experience, which 
emphasizes students coming to class prepared and ready to work and contribute, rather 
than being anonymous. 
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Abstract: This qualitative research examines rural community college students’ 
perceptions of difficulty taking social science classes online versus taking them as a 
lecture course.  There is no prior literature on this topic.  This case study takes place in 
a Midwestern city in the state of Nebraska.   This research examines how 161 rural 
community college students responded to a series of 13 demographic questions and an 
open-ended question related to perceived difficulty of taking a social science course 
online versus lecture.  This study is a culmination of three years of data collection which 
occurred from the fall semester of 2010 through the spring semester of 2013, in which 
students had the option to answer questions related to perceived difficulty of social 
science classes online.  This is the second and final part of an ongoing three year study.  
The online social science courses used in this research included the following courses:  
Introduction to Sociology, Social Problems, and Gerontology.  The purpose of this study 
is to discover whether or not rural community college students perceive online social 
science courses more difficult than taking them as a lecture course. 
Introduction 
 Kithc-Cakmak, Karatas, and Ocak (2009) confirm what the authors of this 
research have discovered, which is most attitudinal research toward online learning has 
focused on instructors’ attitudes in the online environment, but have neglected to 
assess what community college students who take online courses think about them.  
Also, there has been minimal research conducted on rural community college students’ 
attitudes toward taking classes online, specifically, there has been virtually no research 
conducted on rural community college students’ perceptions of levels of difficulty taking 
social science courses online versus taking them as a lecture course. 

This case study seeks to address this research question and will be the focal 
point of this paper.  It is our hope, that after we complete this case study, we can 
conduct a future study on many more rural community colleges within our state, and 
possibly around the United States.  The institution being used in this study is a 
Midwestern community college in a rural Midwestern state, about 86 miles away from 
the geographic center of the United States to assess students’ perceptions of level of 
difficulty for taking social science classes online. 
 According to the 2010 Current Population Survey released in July 2012, exactly 
76.9% of people living in the state of Nebraska have home access to the Internet (U.S. 
Census Bureau, Current Population Survey, Table3A, July 2012).  This is one 
percentage point higher than the overall United States average of 75.9% (U.S. Census 
Bureau, Current Population Survey, Table 3A, and July 2012).  Further, 83.9% of 
Nebraska’s citizens live in a household with a computer compared to 81.4% of other 
Americans (U.S. Census Bureau, Current Population Survey, Table 3B, and July 2012). 

During the 2011-2012 academic year, this college served a total of 24,336 
students (13,092 were full-time credit seeking students); 84% or 20,381 of those 
students were in the primary 25 county area the college serves in rural Nebraska 
(Enrollment Report, Central Community College, 2011-2012).  The three most popular 
majors on campus as of the 2011 and 2012 academic year were Business 
Administration, Nursing, and Business Technology (Enrollment Report, Central 
Community College, 2011-2012).  This college has three primary campuses and several 
smaller satellite campus sites in the 25 county regions it serves. 
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The average age for a full-time student at this community college is 23 and for 
part-time students it’s 27(Enrollment Report, Central Community College, 2011-2012).  
The racial breakdown for credit students is the following:  For Whites (82.8%); Blacks 
(1.3%); Native American (0.04%); Asian and Pacific Islander (1.08%); Hispanic/Latino 
(10.80%); Hawaiian/Islander (0.016%); and for students reporting to be of two or more 
races (0.086%) (Enrollment Report, Central Community College, 2011-2012).  The 
gender breakdown for credit students is the following:  Males comprise 44.18% and 
females comprise 55.82% of the population (Enrollment Report, Central Community 
College, 2011-2012).  This study includes 161 community college respondents who took 
online social science classes between the fall of 2010 and spring 2013.  A review of the 
literature follows. 
Review of Literature 
 In a recent article from Time Magazine published on October 29, 2012, it states 
that the number of community college students has increased from 2.3 million students 
in 1970 to 7.8 million students in 2011 (pg. 36).  The TIME/Carnegie Corporation 
conducted a survey of 1,000 U.S. adults and college leaders asking a series of 
questions about several looming crises in postsecondary education in the United States.  
Two of those questions were pertinent to our study and really sets up the framework for 
the research question we are trying to address in this case study. 

In regard to higher education being offered online, one of the questions asked 
from that article included:  “Much of the teaching on college campuses can be replaced 
by online classes?”  Only 22% of College Leaders responded “yes” to this question, 
while 68% of the general population responded “yes” to this question (The 
TIME/Carnegie Corporation 2012).  Another question was also asked:  “Students will 
not learn as much in online courses as they will in traditional classes?”  Around 52% of 
the general population responded with a response of either “Strongly Agree” or 
“Somewhat Agree” while 45% of college leaders responded with “Strongly Agree” or 
“Somewhat Agree” to this question (The TIME/Carnegie Corporation 2012). 

Yet another interesting statistic from TIME (October 29, 2012) comparing 
community colleges to four year colleges in terms of graduation rates, the article reports 
that 58% of Four-Year College Students graduate on time (within six years) and 30% of 
Two-Year College Students graduate on time (within three years).  The idea of 
anytime/anyplace online courses may seem to be an excellent choice for community 
college students since they juggle work, college courses, and family responsibilities. 
However, online courses nationwide have been beset by unusually high attrition rates. 
(Hyllegard, Deng, and Hunter 2008). 

According to Rovai, Ponton, and Baker (2008), “Individual access to and skills in 
the use of technology are moderated by factors such as socioeconomic status, gender, 
ethnicity and culture” (p. 29).  Khan (2012) also posits that “College is all about opening 
up opportunity, but the reality is that the ultra-smart, ultra-hardworking kid from a poor 
family, who worked full-time while getting good grades at a regional school or 
community college, will almost always be passed over when compared to someone 
graduating from a more well-known and selective school” (p. 230).  He also continues 
that these students go to community colleges because these schools have more open 
admissions and tend to be more affordable. 
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Additionally, Messineo and DeOllos (2005) discovered that while college 
students in their study reported having considerable experience with the Internet, e-
mail, word processing, and online course support applications, many of the students 
didn’t feel comfortable or confident when it came to more advanced and perhaps more 
marketable techniques such as data processing and analysis.  They further state “The 
lack of comfort and confidence could translate into students being less willing to take 
risks with technology and possibly succumbing to a self-fulfilling prophecy of inability” 
(p. 53).  In a similar study conducted by Keim and von Destinon (2008), they also found 
that online students’ greatest concerns included a perceived fear of lack of technical 
expertise to complete a web course.  They also found that online students complained 
about too much reading and too many assignments, specifically discussion threads. 

Recent studies by Dobbs, Waid, and del Carmen (2009) and Seok, Kinsell, Da 
Costa, and Tung (2010) indicate overwhelmingly that most four year college and 
community college students have a positive perception of web classes they have taken.  
In fact, Dobbs et al. (2009) found that 77% of students taking an online college class 
rated their experiences as either “good” or “excellent.” 

Some of the other positive findings from recent studies in the literature as 
reported by online community college students include:  They learned more, more 
convenient, more collaboration, more reflective, better able to apply knowledge gained 
from an online course, more rigorous than lecture classes, more student to student 
interaction than in a lecture class, they were more likely to read for the online course 
than in a lecture course, spent more time on an online class than a lecture class, higher 
quality learning, assignments promote learning, flexible, and time-saving. 

On the other hand, the two most common negative comments reported in the 
studies included problems with technology and a lack of belonging or feeling isolated in 
the online course. 
Why Rural Community College Students Don’t Complete 

Community colleges strive to be learning-centered institutions, which differ from 
four year colleges and universities (Lendy 2009).  Many recent studies (Smith and 
Ayers 2006; Garcia 2010; TIME/Carnegie Corporation 2012) suggest that the low 
completion rates for community college students, no matter their class, gender, race, 
ethnicity or any other social characteristic may be attributed to their open door policy 
with no academic entrance requirements.  Recent studies suggest (Cox 2005; Smith 
and Ayers 2006; and Bambara et al. 2009) that a lack of access to technology in rural 
areas may be a contributing factor as well. 

 Around the country, dropout rates at community colleges are exceeding 20% 
(Aragon and Johnson (2008).  According to Farnsworth and Bevis (2006), “Credible 
research on how community college students respond to online learning is scant and 
often inconclusive” (p. 19).  Farnsworth and Bevis (2006) also discuss the seven factors 
correlated with community college students not graduating.  They include:  1. Not 
enrolling in postsecondary education within the same year as graduating from high 
school; 2. Attending school part-time; 3. Being financially independent of parents; 4. 
Working full time; 5. Having dependents other than a spouse; 6. Being a single parent; 
and 7. Not having received a standard high school diploma.  Mahoney (2009) also 
found that students’ life circumstances and institutional factors were also reasons for 
community college students not completing their degree. 
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Another study conducted by Aragon and Johnson (2008) confirm a couple of the 
findings of the Farnsworth and Bevis (2006) study, but also discovered a few other 
reasons why rural community college students may not complete their degree.  The 
reasons included:  1. Work schedules; 2. Bad time/inconvenient time in their life; 3. 
Personal problems; 4. Health-related problems (family or personal); 5. Move or transfer; 
6.Conflict with job; and 7.Family responsibilities. 

Another factor that must be mentioned is that in some rural areas of the United 
States there are various cultures, including different racial and ethnic groups that are 
not part of the dominant Western culture.  Additionally, these students are not only 
trying to learn the subject material in a college class, but in a college class that is 
offered online.  Instructors and professors must be sensitive to a variety of teaching 
pedagogies, learning styles, needs, and world views of these culturally diverse students 
(Smith and Ayers 2006).  For example, many Hispanic/Latino learners prefer activities 
that are in groups, reflective, and they prefer activities that are concrete instead of 
abstract.  Additionally, they prefer information processing, elaborative processing, and 
judgment over perception (Smith and Ayers 2006 and Garcia 2010). 
What Purposes do Rural Community College Serve? 
 Rural communities have their own unique educational needs.  Austin (2005) 
points out that rural community colleges may be the only place where a global 
perspective can be learned, where multiculturalism can be taught, specialized programs 
for nontraditional commuter students can be achieved, and where disabled students 
have a chance at a solid education.  Further, Austin (2005) notes that many rural 
women have unique needs as a diverse group of learners.  Many rural women have 
careers, family, and community obligations and often do not allow adult women to enroll 
in conventional programs.  Online courses can provide women, especially those living in 
rural areas, with access, flexibility, and convenience as a result of their obligations.  
Another benefit of online courses in poor, rural areas with limited transportation options 
is that high school students can take these courses and sometimes even have them 
transfer to the four year college or university (Bambara, Harbour, Davies, and Athey 
2009). 
Method 

This is an exploratory case study examining rural community college students’ 
perceptions of difficulty taking social science classes online versus the traditional 
lecture.  Data for this research were collected from students in the fall of 2010 through 
the spring of 2013, which also included summer semesters as well.  Students were 
administered a 23-item survey instrument and were asked to answer 13 demographic 
questions and then tenopen-ended questions.  This instrument was only administered to 
online social science students at the 100 and 200 level. 

The instrument asked the students questions such as highest level of education 
they had completed, area of study, gender, age, race, mother and father’s level of 
education, mother and father’s occupation, political affiliation, and income.  The ten 
open-ended questions included questions related to attitudes toward taking classes 
online in general at our community colleges, perceptions of level of difficulty of taking a 
social science class online versus a lecture, and questions related to if the student ever 
planned on taking online classes again at our community college or at a four-year 
college.  
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Findings 
 The focus of this case study is to examine rural community college students’ 
attitudes toward taking online social science classes.  The underlying question for this 
study is:  Do you believe taking social science courses online is easier or harder than 
taking them as a lecture class?  There were 161 participants over the course of three 
academic calendar years who were willing participants.  We broke down the student 
respondents’ answers into eight different categories, which included:  easier (73), 
harder (46), combination of easy and hard (12), depends on instructor teaching the 
course (7), same amount of workload (10), no response (5), never taken a lecture 
course (6), and never taken an online course (2). 
 

 
 
This section will summarize the most common responses provided by the student 

respondents for the two most popular responses, “easier” and “harder.”  We will also 
account for the other six categories as well.  The way students responded will be typed 
out exactly as they responded to the questions.  There may appear to be some 
grammatical errors.  Below is how the students responded by category. 
Category 1:  Easier to take classes online  

Our research definition for “Easier to take classes online” means it is easier in terms 
of flexibility, convenience, and etc.  Not easier content.   The majority of the students 
(73 out of 161) in our case study answered online classes were easier than lecture 
courses. However, the reasons for this response may interest the reader.  It is not 
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because the content of the course was perceived as being easier.  In fact, there was 
only one student respondent out of the 73 who suggested the course content was 
actually easier than in a lecture course. The other 72 students mentioned other reasons 
the online social science courses were easier, none of which had to do with content. 
Since this response yielded nearly 45% of the answers, and there was a lot of 
repetitiveness in answers, we will summarize some of the unique findings from our 
study that were not found in other studies.  

A. Easier because of convenience and flexibility 
This section summarizes some of the similar findings from our study compared to 

other studies found in the literature on student perceptions of level of difficulty of online 
courses versus lecture classes.  Some of the similarities included:  Convenience of not 
having to drive long distances, students can work at their own pace, it works with family 
obligations, it works with child obligations, it works with work obligations, students felt 
they could work ahead, if they got sick they could still work at their own pace and not 
feel bad about missing a class, the instructor made the course interesting with various 
assignments, study guides, and textbook selection. 

B. Easier because of fuel cost and farming 
Second, some of the more unique aspects our students reported in the study 

revolved around agriculture and farming schedules of many traditional and non-
traditional students, driving distance was an issue because many students live several 
miles away from our campus, and the cost of fuel to travel to campus.  

C. Easier because they are a single-parent household 
Third, many single parents reported they were “easier” because they could do 

their work while their children were sleeping, playing, in school, or with their other 
biological parent for a certain amount of time.  They also mentioned not having to drive 
themselves to school or “rush to class” so that they can be on time.  Several student 
respondents who reported being single parents and third shift workers claimed they 
could get a lot of their coursework done on the job when they weren’t busy.  

D. Easier due to instructor-paced 
Finally, it should be noted our college offers both instructor-paced online social 

science courses and student-paced online social science courses. Many of the students 
preferred the instructor-paced online courses, reporting there was more structure in 
those courses, i.e., mandatory due dates and the instructor set the tone for the class. In 
student-paced online courses, where students worked at their own pace, there was less 
satisfaction reported by the students.  

Some of the responses for online classes being easier included, Student 
1reported:  “I really like instructor-paced, online courses and found myself trying to work 
ahead.”  Student 2claimed:  “It gave me a sense of accomplishment.  In a lecture class 
you do not have that ability.”  Student 3suggested:  “I think taking social science 
courses online is by far easier than taking them in a lecture class.  First off, I find that I 
enjoy CCC classes more than I enjoy my school classes because I am able to pick the 
class I want to take.  I am not able to do that with all my school classes.  Also, in a 
lecture class, you are supposed to take notes while the professor is speaking, and I find 
it hard from experience to be able to copy all of the important things he/she says down.  
My favorite aspect of this online course was that even though it was instructor-based, I 
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felt like I could do things on my own time.  I was never worried about not getting my 
homework done or my tests completed on time because I knew I had enough time.” 
 Student 4 reported:  “I have taken both a lecture and an online class for my social 
science classes.  I enjoyed taking psychology in class because the assignments were 
group based.  I like the web based class because I can also still do something in the 
summer without going to school every day.  Taking an online web class that has due 
dates teaches me responsibility and discipline.  I like being able to do the test and 
homework at any given hour.”  Student 5 reported:  “Easier because I’m not tied to a 
regular M,W, F or T, Th class schedule.  I have a 13 year old and a 56 year old 
(husband) who take up much of my time, and a father in his 80s who occasionally 
needs my attention so this flexibility is very helpful to me.  But, it may be harder 
because I have to be very self-disciplined to do the homework regularly and on time.  I 
also have to read much more thoroughly since I do not have the luxury of remembering 
the material from lecture/class discussions.”  Student 6 responded:  “Yes, you can work 
at your own pace, still have contact information to ask teacher or other students.  There 
are less time restraints, which makes them less stressful for me.  Do not have to miss 
class for other engagements or for feeling ill.  Can look up information that you do not 
understand without falling behind in class.” 
 Student 7 reported:  “I believe taking an online class can be easier than being in 
a classroom depending on the class and how good you are at setting goals and being 
able to work on your own and be able to keep up with the class.  Also, taking the class 
online helps a person that has to work full-time to support themselves and their families 
who would otherwise not be able to take the class because they would have to be in the 
actual classroom at a specific time.  Online classes also allow a person to work at a 
pace that works for them and not at the pace of the class as a whole.  This is helpful 
because one person may need to work on a topic longer than another person to fully 
understand the concept or a student can work ahead of their classmates because they 
are faster learner.  This is good because it can help prevent a better student from 
becoming bored and being held back from moving on to accommodate the other 
students who learn at a slower pace.”   

Student 8 responded:  “I like lecture classes best but I would prefer a structured 
online class as a second option.  As long as it is structured I think online is easier 
because you can work from home as long as you have Internet and computer.”  Student 
9 reported:  “I think they are easier for me anyway because I study more and learn the 
material better.”  Student 10 reported:  “I believe taking social science courses online 
was easier for me because I read the chapters, did the worksheets that went with them 
and did not have to sit for a lecture and listen to it.  I also thought it was easier because 
in lectures some students say it takes longer to understand something so the instructor 
has to explain it in more detail and that holds the class up and those who do understand 
have to listen to the instructor explain it to that person.” 
 It is important to note that these are only a few of the comments students had on 
whether online classes were easier than lecture classes.  One thing the researchers 
wish to point out when it comes to classes being easier online, is that it had nothing to 
do with the content of the course.  Only one student reported saying online classes are 
easier because of content versus taking a lecture class.  It appeared the student 
respondents either felt the content they were learning was the same in degree of 
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difficulty as a lecture class or misinterpreted the question.  As mentioned above, only (1) 
one student stated that the content of the class was easier than by lecture. 
Category 2:  Harder to take classes online  

Our research definition for “Harder to take classes online” focused on the 
problematic aspects of taking a social science class online as compared to a lecture 
class.  The students answering that online courses were more difficult represented 
28.5% of the responses (46 out of 161), or the second largest category of responses. 
Many of the responses provided by our rural community college students were similar to 
those findings in the literature.  Students’ primary complaint within this category had to 
do with technological problems.  Another problem that is widely reported in the literature 
by students taking online classes but wasn’t found in this study, is that some online 
classes can be difficult to navigate.  

A. Harder because of technological problems 
Some of our students reported the following difficulties: Student 1:  “It can be 

difficult when going through the material to pick out what are the most important points 
and where my focus should be.” Student 2 responded:  “I think taking social science 
classes may be just a little harder to take online, because you don’t have the instructor 
right there if you have any questions; you have to e-mail the instructor your question. 
Otherwise, I think they’re about the same.”  Student 3 reported:  “I think taking any class 
online has a degree of difficulty to them that the classroom doesn’t have.” 

B. Harder because there is no instructor “face-time” 
 One high school student, Student 4 reported:  “As I am still in high school, I 

cannot answer according to a college lecture class. However, I do find high school 
lecture classes easier than an online class.  Simply for the fact that problems and 
questions can easily be cleared up with an actual teacher in front of you.  And, I just 
seem to learn better in a lecture class.” Student 5 responded:  “First, you do not have 
the teacher directing the class, even if it is an instructor-paced class; the instructor is 
missing and that is the problem. You register for a class with a knowledge base that is 
limited, and you are expected to learn theories and concepts on your ability to 
comprehend, for some that may be difficult.” Student 6 responded:  “I think online 
classes are harder, because you are not getting additional information/help from an 
esteemed professor in a specific area, in which they have studied extensively. Online 
requires you to e-mail your professor to talk to them and the professor might not always 
check their e-mail.” Student 7 responded:  “I believe they are harder online because I 
don’t get the professor’s insight about the subject.”  

C. Harder because of the problem of self-motivation & time management 
Other things students reported that made online courses more difficult was not 

having group projects, less “face time” with the professors, having to be self-motivated 
to complete a course, scheduling issues around work schedules frustrated some 
students who preferred a lecture but couldn’t find a course that fulfilled that need. 
Teaching oneself the course material proved difficult to some as well. Some of the 
Nursing students complained that they preferred lecture but online worked better for 
them because when they were working ‘in-between’ patients, they could study for the 
course. Reading load and assignment load (too many) were reported.  For example, 
Student 8 reported:  “It is harder to an extent.  Lecture and online courses in 
comparison, to me, is easier.  With online courses, you need to find the time, motivation, 
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and be familiar with how Moodle works in order for your learning to be successful.  With 
lecture courses you need motivation as well, but because you have a set time and date 
set aside to go to class, it is less hard to forget to do something.  It is almost as if you 
have a friendly reminder every class day to get your assignments done.  Also, lecture 
courses give you the responsibility of having to show up for class.  Online courses 
however can be very beneficial as well.  For me time was a problem.  Due to my difficult 
nursing schedule I had to take sociology online, which became the most helpful with 
getting things done when I had time to do them!!  It may be harder, but in the end is 
better than lecture.” 
 There were several other comments for this section, however this student, 
Student 9 reported:  “Taking an online class I would say is harder than taking it as a 
lecture.  With lecture classes you are provided with an all-around schedule and you 
have to go to class where the material is presented to you.  With online classes you 
have to make your own time to read the material and understand it, on top of meeting 
deadlines for exams and homework.  The biggest challenge in my opinion is finding the 
time to do it all.” 

D. Harder because there is more work and the work is rigorous 
Some of the students believed there was much more assigned work in their online 

social science courses than other online courses they were taking.  For example, 
Student 10 reported:  “I think that taking online courses is harder because you have to 
make time for the classes.  I also believe that there are more assignments for online 
classes, rather than lecture classes.  Many lecture classes do assignments together, 
and do not receive homework as a result.  Whereas all online courses are done 
independently and the student taking the course has to keep on schedule and do all the 
assignments by him/herself.”  Another response from Student 11 mentions:  “I think this 
was slightly harder for me because I benefit from talking things out and then doing 
things.  There were few assignments from the book which is what I am used to.  A lot of 
assignments dealt with applying what we learned from the book into a writing 
assignment which was sometimes hard.”  Student 12 responded:  “I believe that taking 
online classes are harder because you have to make time for the classes. I also believe 
that there are more assignments in online courses, rather than lecture classes.”  
Student 13 reported:  “As an undergrad I think they are harder because you are asked 
to think outside of a box that I haven’t yet experienced; you are not in the traditional 
classroom and the here and now of the conversations; there is a delay of answers to 
questions. Or, you have moved on to a different topic.”  
Category 3:  Combination of both easy and hard  

Our research definition for “Combination of easy and hard” meant that student 
respondents found some content of the online social science class easier and some 
content of the online social science class more difficult.  A handful of the student 
respondents answered this way. Below are some of their responses.  

A. Combination because of class attendance and online interaction 
Student 1:  “There are arguments for both sides of this question. Attending class 

is the hardest part about a lecture course. In that case, I believe lecture courses are 
easier because it’s not as hard to keep up with the assignments. This is my first online 
class and I must say I wasn’t very good at checking what I needed to do on a weekly 
basis.” Student 2 responded:  “I think that the courses are as equally as hard in a way, 
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because you still have to have the time to sit down and read through the material and 
study. You also have to do the work. But, also, in a way, it is easier because I have a 
deadline but not having to go to class also makes it easier, because I can do it any time 
of the day.” Student 3 reported: “Harder in the sense that you do not have someone to 
tell you all the answers each time you go to class. Easier in that you have a little bit 
more choice in when you do assignments and when you do the reading for the 
courses.”Student 4:  “I cannot say that it would be any easier or harder, sometimes I 
think that it is harder to take on your own and not with an in-class instructor, but with my 
schedule, it makes it easier for me to do on my own time.” Other responses were 
included below.  

B. Combination because of deadlines in both online and lecture courses 
Student 5:  “Personally, I feel that they are both as equally challenging. The 

advantage of taking online classes is that yes you have deadlines but you get to go at 
your own pace a little more. You don’t have to worry about giving the wrong answer 
aloud where the whole class can hear you---so you save a lot of embarrassment. Also, 
with online classes, it’s a lot easier to find time to do them, you don’t have the challenge 
of rushing to class, attendance, or other things.”  Student 6 reported:  “In some reasons 
they’re easier. For example, you do homework when you want to rather than when the 
instructor assigns it. On the other hand, the student is a little more on their own 
compared to a lecture class which can make it harder.”  
C.  Combination - tradeoff between family & work time and lack of self-expression 

A more in-depth response from Student 7 included:  “There are times that I feel 
that taking social science courses online has its negatives as well as its positives, 
making the course both easier and harder. With this course being offered online I was 
able to spend time with my kids, do farm work and continue my education, but it was a 
challenge because it was not a lecture and easily forgotten or put off for other things. I 
had to read a lot more because I was not in a lecture class and not interacting with other 
students, yet our instructor was amazing with organization and returning e-mails with 
questions quickly. I believe the instructor makes the difference on what one can learn 
and achieve with an online class for social science. At the beginning it was more difficult 
due to the new web central and what we had to learn, as well as my site would not 
work, putting me behind and then running into my other schedule outside of school, but 
the tech support helped me and the instructor stayed in contact, and I was able to get 
what I needed finished. I learn faster and understand more with a lecture class, but I 
learn to be more dedicated and less of a procrastinator with online classes.”  

Another in-depth comment by Student 8 included:  “I feel they are easier in the 
sense that you can do online classes anywhere, at any time. But that’s about it. I really 
missed the person-to-person actual talking contact. Sometimes it’s a lot harder to get 
what you’re thinking across without sounding rude or presumptuous in other peoples’ 
answers. You don’t get to have a ‘voice’, and people take things the wrong way when 
they can’t hear you speaking or see your facial expression. I also am a 
grammar/punctuation/spelling freak and not so much in this class, but my other online 
classes, it was hard to try to post and discuss with people when I had no idea what they 
were trying to say because they couldn’t spell or use correct punctuation. I found that 
really frustrating. I feel like online classes are easier because for the most part, you can 
go at your own pace, but the lack of actually talking to people is difficult.” 
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D. Combination - teaching styles, learning styles, and reading loads 
Other related comments included Student 9:  “I feel that taking a social science 

course online is a little of both depending on the individuals’ learning style. I work very 
good on my own therefore it is easier for me to concentrate and not get distracted as I 
would with a lecture class.” Student 10 responded:  “I think it has pros and cons. The 
pros would be that you go at your own pace, so if you have a busy or chaotic schedule 
you can do the work when you have time. The cons would be that sometimes with an 
online class it can be easy to procrastinate and forget about assignments or due dates. I 
think taking online classes require a lot of responsibility. Social science courses seem to 
require a lot of reading, so I think this class was a bit harder for me than a lecture class 
would be because everything I learn I have to read, where in a lecture the teacher talks 
about the readings and expands on them.” Student 11 responded:  “In a way it’s easier 
because I am able to do the class in my own time even if it’s at 3 o’clock in the morning. 
I work full-time evenings and have two young children so the only time I have to study is 
when they are sleeping. Although it seems harder because sometimes I don’t know 
exactly what material to go over, or a different way to understand the material.”  
Category 4:  Depends on instructor teaching the course 
 Some of the responses from our study under this category were not found in the 
literature on students’ perceptions of difficulty taking online courses versus taking them 
as lecture.  Here are some of the quotes from students:   

Student 1 reports:  “I have taken many online classes and lecture courses.  
Depends on the professor and the class to determine which way is harder.  Since we 
don’t meet up in class once or twice a week, the professor can’t tell how much we’ve 
learned or if we are even doing the assignments, so they tend to give more 
assignments.”  Student 2 reports:  “I think it depends on how much work they give you 
or if the class is self-paced.  I think lecture would be better because you have a chance 
to ask questions.”Student 3 responded:  “I think it depends on the person.  I’m more of a 
hands on, in class kind of person and was a bit worried about taking this class online 
but so far, not so bad.  I learn better when taught by someone else instead of reading a 
book on my own.  The review sheets help out a lot.”  Student 4 responded:  “I think it 
depends on the class you are taking.  Some are easier and some more difficult.”  
Student 5 responded:  “I feel that it is all an individual preference actually.  Some 
students will do better in a lecture environment, and some will do better in a web-based 
or individualized training session.  For myself personally, I think the web-based is the 
way to go as I am able to devote the time that I want to learning via the Internet along 
with my course materials.”  Student 6 reported:  “Some classes.  Depends.  Each one is 
different.  I find it usually easier because some of the time I don’t follow lecture.  I can 
usually understand it when I read the book and do the notes.  Sometimes lecture is a 
waste of time when it’s just reading from the notes and you can do that yourself at 
home.  You can check your grade.  Questions are usually answered faster because the 
instructor checks the mail more frequently.”  Student 7 states:  “I think it depends on the 
class you are taking.  I prefer lecture classes but have no problems taking online 
classes.” 

The literature alludes to instructors being well organized, having a course which 
is easy to navigate, and managing their courses well by giving feedback to students in a 
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quick manner.  However, these data suggest a certain “human element” that some 
online instructors have and perhaps others don’t have.  
Category 5:  Same amount of workload in both online and lecture classes 
 Student 1 reported:  “As far as workload, I think they are the same.  Taking the 
class online is easier in terms of being allowed to have a job without taking certain times 
off for a class.  I am allowed to work and do my homework online at night.  The flexibility 
of online classes is better and easier than an actual lecture class.”  Student 2 
responded:  “Most are pretty much the same I think.  I have had one class that was 
harder but it was in a different area of study.”  Student 3 posited:  “Both, I have taken 
my classes on campus, so I must assume it would be about the same and honestly I 
believe the classes are easier on campus, because you get the group interaction and 
you can talk to the teacher for help or whatever you need, whenever you need it.”  
Student 4claimed:  “I feel they are equal, although sometimes lecture would be nice to 
explain things a little clearer.”  Student 5responded:  “I do not believe either class to be 
easier or harder.  I viewed it as if I take it off campus and online, I can spend more time 
with my family and take the exams at my own pace when the children are in bed.  That 
way, I didn’t miss out on anything.”  Student 6 responded:  “I believe it is easier for me 
just because I don’t have the money to spend on daycare.  If I could choose between an 
online class or a lecture class, I don’t really think either one would be harder or easier 
than the other.”  Student 7 responded:  “It is a draw because when you are in class you 
can get taught more.  When you take it online you have to teach yourself everything.   
I’m sure they both have their advantages and disadvantages.  Taking it online lets me 
focus on a particular chapter or assignment alone and really focus.  But if I were in the 
actual classroom I would be able to discuss my feelings about the chapter assignment 
aloud to my fellow students.”  Student 8 responded:  “This is my first social science 
class I have taken this year, but from the previous semester, I think that both web and 
lecture classes even out for me and I never got behind so I didn’t have problems taking 
web classes.”  And finally, another student, Student 9 reported:  “This could go both 
ways.  I do prefer lecture classes, but with a family and a current job the online classes 
are by far easier for me to complete.  Without the classroom I believe that there could 
be communication problems due to the lack of personal contact.” 
 According to the rural community college students at this institution, a few believe 
that the workload is the same for on online class as it is for a lecture class. 
Category 6:  No Response to the question 
 Five of the respondents out of 161 did not answer the question. 
Category 7:  Never Taken a Lecture Class 
 There were six students who said they had never had a college lecture class, 
therefore they could not appropriately answer the question.  However, four of the six 
students who answered this way offered hypothetical answers, and their data is below. 
 Student 1 reported:  “I have never taken a college level lecture class, but I think 
that this class would be easier, because I can work at my own speed and get things 
done on my own time and when I have time instead of having to have a class I have to 
go to.”  Student 2 responded:  “I have never taken a college lecture class, but I am 
taking high school classes, and I personally like to have a teacher up in front speaking 
to you.  I feel I have more of a personal relationship with the teacher/professor so you 
aren’t quite as timid towards them.”  Student 3 responded:  “I haven’t taken a social 
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science course as a lecture course before so I cannot compare the two.  In my opinion, 
it would probably be easier to take the course as a lecture class.”  Student 4 responded:  
“I haven’t taken them in a lecture class so I can’t say.  But judging from high school 
classes I would prefer a class rather than online.  I think you can get more out of a 
classroom rather than online.”  And, finally, another student, Student 5 responded: 
“Never took them as a lecture class but I enjoyed taking them online.” 
 Both the studies in the literature and our study suggests those who have never 
taken a college class as a lecture or online before, tend to be more timid when it comes 
to registering for online courses.  Another item that needs to be pointed out is that these 
students didn’t perceive the online course(s) to be too easy.  Also, many of the students 
still preferred a lecture course over online classes. 
Category 8:  Never Taken an Online Course 
 There were only two students who responded this way to this question.  Student 
1 responded:  “I have never taken an online course before until this class, so I can’t 
compare it to a lecture class.  I’m sure it is harder taking it online because I do not get 
the interaction with other students or the instructor like I would in a lecture class.”  And, 
Student 2 responded:  “This is my first semester and I have only taken online classes, 
no lecture classes.  So far, for me taking them online seems to be working for me and 
they don’t seem to be very stressful.  When you take classes online you always have 
your materials with you, you never have to worry about if you may have forgot 
something.” 
 These were obviously students who were in their first semester of taking classes, 
specifically classes online, so their experiences will be different than others who have 
taken classes online for more than a semester. 
Limitations of our study  

There were numerous limitations to our case study. First, we only focused on one 
community college in the rural Midwest. Our study could have been strengthened by 
examining other community colleges not only in the state of Nebraska, but other 
community colleges in the Midwest, or provided a sampling of other rural community 
colleges from different regions of the United States.    

Second, there was also gender bias in the study. Women predominantly were the 
ones willing to participate in the study. Future studies conducted by the researchers will 
have to make more aggressive attempts to get more male students taking online 
courses in the social sciences to participate in the study.   

 Third, racial bias is present in the study as well. A disproportionate number of 
the respondents were Whites, with only a few Hispanics, African Americans, Asian and 
Pacific Islanders, and Native Americans represented.  

Another limitation was the number of respondents in our case study.  Only 161 
participants were willing to complete the survey over a three year time period.  Lastly, 
another item that would’ve further strengthened our study would be more of a variety of 
social science courses being incorporated into the study.  It must be noted that 
permission was not granted by this college to examine more than three social science 
courses to be used for this study. 
Conclusion   
 As mentioned earlier in the paper, the literature is scant on rural community 
college students’ perceptions of whether or not online classes are more difficult to take 
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versus taking them as a lecture course.  This case study went beyond that aspect of the 
literature, into an area that has not yet been explored.  This study asksrural community 
college students whether or not social science courses are more difficult to take online 
versus being taken as a lecture course. 

  We wanted to find the answer to this question for several reasons.  First, after 
conducting an exhaustive review of the literature, the researchers could not identify any 
prior existing research pertaining to this topic.  Second, social science courses tend to 
be abstract in many ways when it comes to studying individual and group behavior.  
Third, when studying human behavior, even in a lecture course where there is an 
instructor present, oftentimes students have a difficult time learning new concepts and 
applying learned theories to explain social behavior.  Finally, the researchers of this 
paper were aware of this and wanted to discover if students had a more difficult time 
studying human behavioral courses in an online course versus taking them as a lecture. 
 What we concluded in our case study was that our community college students 
have their own unique needs, wants, fears of taking an online class, and perspectives in 
the online social science courses.  Our rural students’ needs at our community college 
may be different from the needs of students attending a community college in a 
suburban or urban area.  This study divided up the responses of 161 rural community 
college students’ feelings to a question related to perceptions of difficulty in taking 
online social science classes.  While very similar to what other studies in the literature 
have discovered, our study found our students had other concerns they were dealing 
with such as still being in high school, being new to an online class, and single-parent 
families, especially single mothers who had issues such as daycare, custody, visitation 
with the other biological parent, work, and perhaps even multiple part-time jobs to worry 
about.    

Yet there were a couple of other unique concerns our rural community college 
students, both traditional and nontraditional dealt with on a regular basis.  First, was 
work related to farming and agricultural schedules.For example, several of the students 
in the study who worked in the field of agriculture explained that they had to wait and 
take their online classes in the summer because they had more time to work on them.  
Some students also felt as though they could get through the course better on their 
own. 

Another barrier our community college students have experiencedis a lack of 
access to high speed Internet and higher amounts of broadband in the rural areas of 
central Nebraska.  As of April 2013, as this paper is being submitted for publication, one 
of Nebraska’s Senators, Debra Fischer, along with Minnesota Senator Al Franken 
successfully passed the Fischer-Franken Amendment on March 23rd, 2013. This 
amendment, proposed to Congress, will allow more Nebraskans living in rural areas of 
the state to have access to more broadband service and high speed Internet.  It will do 
the same for all people living in the rural areas of the United States as well (March 23, 
2013). 

In conclusion, this study is the second and final part of an ongoing study of rural 
community college students in the state of Nebraska.  The purpose of the two studies 
has been to shed light on the unique issues rural community college students in our 
state are facing.  Each community college around the United Stateshas its own set of 
unique needs.  Smith and Ayers (2006) state:  “Community colleges, specifically 
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instructors and administrators, should reflect critically upon educational practices that 
accommodate the diverse needs of learners from various backgrounds” (p. 405).  
However, Hyllegard, Deng, and Hunter (2008) warn:  “While community colleges have 
embraced online education as a way to enhance the educational options for their 
current students and to attract new ones, they need to be especially mindful of the 
potential for academically at-risk students to gravitate to online courses in the hope that 
they will persevere in a different learning environment” (p. 433).  This statement couldn’t 
be more true since only 30% of community college students are graduating within a 
three year period (TIME, October 29, 2012). 
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Abstract 
Video gaming is a massive industry, which many people include as a regular part 

of their lives.  While there is popular debate over whether video games have detrimental 
effects on their players, this study demonstrates that popular games can facilitate wide-
reaching therapeutic benefits.  A case study, using the Mass Effect video game trilogy, 
describes mechanism used to alter affect, increase social experience level, and improve 
self-image.  Video games, combined with the guidance of a therapist, could serve as a 
familiar method of acquiring and improving emotional and social skills in the future 
Introduction 

Video games are a popular form of entertainment, but many games have a depth 
and complexity that allow them to become therapeutic tools.  Many games deal with 
mature themes, such as friendship, redemption, and personal loss.  These video games 
can serve as a familiar prism through which players can experience and work through 
these concepts. 

While video games violent and sexist content have been studied in great detail, 
literature is emerging on the positive benefits of this activity (Greitemeyer & Osswald, 
2010).  Video games have been used as learning tools, teaching everything from typing 
to foreign languages (Prensky, 2006).  Additionally, video games have been used in and 
developed for treatment of psychological issues (Botella, Villa, García, Quero, Baños, & 
Alcaniz, 2004). 

Video games can be viewed as a fusion of bibliotherapy and modern technology.  
In games, players are asked to become a hero (or anti-hero), overcoming challenges.  
Whereas books describe emotional trials and various coping patterns, video games 
demonstrate them.  Either the main or side characters can face issues relevant to the 
player.  While the reader is passive, video game players are active.  Video games allow 
players to engage in experimental learning.  Players can make decisions and then 
experience those consequences via their character.  Negative consequences are 
buffered (no one has gone to jail for stealing a car in Grand Theft Auto), giving players a 
safe space to practice occupational, social, or emotional skills. 
Changing Affect and Social Experience Level with Virtual Gaming Technology 
Literature Review 

Video games can successfully simulate a wide range of experiences.  Their 
applications have been used in a variety of non-therapeutic settings.  Many video 
games are included in classrooms across America, such as Mavis Beacon Teaches 
Typing, the Reader Rabbit series, and Oregon Trail (Prensky, 2006).  Video games 
have been used to orient people to hospital wards, improve patient adherence to 
medication schedules, and train fighter pilots (Lau, Choi, & Chung, 2010; Kato, Cole, 
Bradlyn, & Pollock, 2008; Blain, 2007). 

The phenomenon of character attachment allows video games to create realistic 
experiences for their players.  Character attachment is a combination of “suspension of 
disbelief, identification, sense of control, and sense of responsibility.” (Lewis, Weber, & 
Bowman, 2008).  Players who feel a high level of these feelings are said to experience 
strong character attachment.  Character attachment can facilitate video games used 
therapeutically (Lewis et al., 2008).     

Video games provide numerous benefits over direct exposure. Botella et al. 
(2004). have demonstrated that video games are able to create interoceptive distress, 
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allowing the player to experience distressing sensations in controlled conditions.  
Therapists can control the duration and intensity of these experiences, providing graded 
exposure.  Additionally, therapy in an office setting is less costly and time-consuming 
than in settings requiring additional travel. (Botella et al., 2004). 

Already, video games have been employed to treat a number of psychological 
disorders.  Video games have been used in the treatment of panic disorders, PTSD, 
agoraphobia, and eating disorders (Botella et al., 2004; Robillard, Bouchard, Fournier, & 
Renaud, 2003).  New video games can be created to incorporate theoretical and 
evidence-based treatment models.  There already exists a game which teaches its 
players solution-focused therapy (Matthews, Coyle, & Anthony, 2007). 

Much has been written about the role play holds in developing children’s internal 
lives.  According to Vygotsky (1967), play is a way for children to satisfy desires that 
cannot be immediately gratified.  These specific desires become generalized in 
children’s minds.  Play is then used to address these broader conflicts (Vygotsky, 1967).  
Additionally, play allows children to experiment and take on difficult challenges 
(Vygotsky, 1978).  Piaget (1962) emphasized the imaginative aspects of play, allowing 
children to interact with concepts through various mediums. 

Children following the rules of a game delay their gratification, a mechanism 
which has been greatly discussed.  Piaget (1962) wrote that the rules created by or with 
a child was important to his or her development.  Groos (1901) argued that rules of 
childhood games are a source of adult’s internal wills. Spinoza (1985) believed that the 
affective drive of instant gratification was less than the affective benefit from following 
rules; or, following the rule felt better than satisfying immediate desires. 

Much research has also been done on bibliotherapy.  Scogin, Jamison, & 
Gochneaur (1989) have shown bibliotherapy’s effect on mild and moderate depression.  
Bibliotherapy, combined with writing therapy, has been shown to aid in the treatment of 
depression (Cuijpers, 1997).  Additionally, bibliotherapy has been used to treat problem 
drinking (Miller & Taylor, 1980).  People with panic disorders are able to process their 
own issues, using narrative characters as proxies, which provide adequate emotional 
distance (Lidren, Watkins, Gould, Clum, Asterino, & Tulloch, 1994). 

Implications and effects of video games have garnered scientific interest.  The 
effect of video games on aggressive affect and behavior has been studied greatly 
(Anderson & Bushman, 2001).  Additionally, video games’ skill at transmitting sexist 
cultural norms has been observed (Dill & Thill, 2007). Still, the prosocial and edifying 
effects of video games have garnered research interest (Prensky, 2006).  Video games 
with prosocial aspects can increase prosocial behavior in their players (Greitemeyer & 
Osswald, 2010). 

A current trend in video games is the addition of a morality scale.  These scales 
correspond to player actions.  At certain points in the game, players are confronted with 
good, evil, or (sometimes) neutral choices.  The sum of these choices then gives 
players a single morality score, which is visualized in-game as a point on a spectrum 
from good to evil. 

Game elements change as the morality score advances towards either pole.  
New weapons or skills become available to the player at certain morality levels.  
Morality scores can also affect the way non-playable characters (NPCs) react to the 
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main, playable character (PC).  Additionally, some morality choices act as decision 
trees, changing the plot of the game to reflect these choices. 

Red Dead Redemption (RDR) and Infamous have sold millions of copies and use 
one-dimensional morality scales.  In RDR, morality is ranked on a “desperado” to “hero” 
scale (Take-Two Interactive Software, 2010).  Infamous uses an “infamous” to “hero” 
scale (Sony, 2009). 

In both games, these scales reflect NPC’s perception of the main characters.  In 
Infamous, the PC has the ability to heal or kill people lying wounded in the street 
(Krahulik & Holkins, 2009).  If the PC kills the wounded NPCs, the player gains negative 
“karma.”  If the player has shifted into the “infamous” side of the spectrum, NPCs will 
start insulting the PC.  Healing wounded NPCs has the opposite effect, and other NPCs 
will cheer the PCs on the “hero” side of the spectrum (Sony, 2009).   In RDR, “honor” 
can be earned through shooting bandits and lost through shooting innocent civilians.  
An honorable rank doubles the bounty for all quests, while a dishonorable rank halves 
bribery expenses.  RDR furthers the idea of morality defined by others by allowing the 
PC to wear a bandana.  When NPCs are unable to identify the PC, his actions have no 
effect on his honor (Take-Two Interactive Software, 2010).   

The Mass Effect trilogy employs a more sophisticated system.  Choices are not 
represented on a one-dimensional spectrum.  Instead, decisions can fill one of two bars: 
“paragon” or “renegade.”  These levels only increase; therefore, choices have effects 
which cannot be undone (figure 1).  These categories do not represent “good” and 
“evil,” but instead reflect each player’s personal approaches.  Players choosing 
sympathetic and diplomatic actions would increase their paragon levels.  Players 
making aggressive and brusque choices would increase their renegade levels 
(Electronic Arts, 2007). 

 
Figure 1. Conversation diagram with NPC 

 

Increasing paragon and renegade levels does not unlock weapons or fighting 
skills.  Instead, it opens new dialogue options.  Some paragon or renegade 
conversation options require a certain paragon or renegade level to be used.  
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Therefore, players just starting a game may find some responses are locked (figure 2).  
Once PCs reach the paragon or renegade level required by that specific conversation, 
corresponding dialogue options are unlocked (figure 3).  These dialogue options can act 
as new branches on decision trees, changing the game’s narrative. 

 

 
Figure 2. Conversation diagram early in game 

 

 
Figure 3. Conversation diagram later in game (high paragon level) 

 

The varied moral options offered in games can be viewed through contemporary 
theories on moral development. Kohlberg (1976) conceptualizes moral development as 
three broad stages: pre-conventional, conventional, and post-conventional.  People in 
the pre-conventional moral stage are centered on self-interest and punishment 
avoidance.  Those in the conventional moral stage are concerned with interpersonal 
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and social order.  Transcending conformity are those who have moved into the post-
conventional stage, following their own ethical principles.   

Gilligan (1982) viewed these stages slightly differently.  The self-interest 
exhibited by those in the pre-conventional stage was a means of survival in hostile 
environments. The conventional stage is centered on self-sacrifice for the good of 
others.  Those in the post-conventional stage assume control over their lives, and begin 
to live true to themselves (Gilligan, 1982). 

Both RDR and Infamous morality scales limit players to choices within the pre-
conventional and conventional stages of Kohlberg’s and Gilligan’s theories.  The 
systems are centered on NPC evaluations of PC behavior, and therefore are 
constrained to other-centered developmental levels.  Additionally, there is an issue of 
whether the two games offer nuanced options where a player can express post-
conventional morality. For example, Infamous’s heal-kill dichotomy may be too broad to 
accurately reflect player choices (Sony, 2009). 

The Mass Effect trilogy offers players choices along all three morality levels.  
Players can play based on self-interest, please authority-figure NPCs, and assume 
responsibility for their decisions (Electronic Arts, 2007).  The Mass Effect trilogy offers 
incredible depth, nuances, and possibility.  This allows interested players to play at a 
post-conventional morality level (figure 4). 

 

 
Figure 4: Morality levels among games 

 
Method 

All materials used in this paper are commercially available.  The games were 
played on an Xbox 360 video game console.  This is electronic device is connected a 
screen (e.g. television, computer monitor) and plays game disks made for this type of 
console.  An Xbox 360 wireless controller was used.  This controller has two joysticks 
and multiple buttons.   The controller was used to select options on various screens and 
to direct PC action and movement.  The controller vibrates corresponding to in-game 
events, such as explosions. 

The games played were Mass Effect, Mass Effect 2, and Mass Effect 3.  This is a 
very popular gaming series; each game in the series has sold millions of copies.  Mass 
Effect 3 sold almost a million copies in North America during the first day of being 
released (Lenhardt, 2012) 
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As Commander Shepherd, the trilogy’s protagonist, players defend Earth and its 
surrounding planetary systems from human and alien menaces.  (The titular Mass 
Effect is a technology that changes an object’s mass, central to technologies like faster-
than-light travel.)  Players command a changing crew, whose members represent the 
imagined diversity of multiple galaxies (Electronic Arts, 2007; Electronic Arts, 2010; 
Electronic Arts, 2012). 

Gameplay is made of both combat and role-playing elements.  The action 
segments involve battling a variety of NPCs, including robots, aliens (humanoid and 
non-humanoid), and technologically augmented humans.  Players can shoot enemies, 
or engage in melee combat.  In role-playing segments, PCs walk through immense 
cities, alien landscapes, and spaceships.  PCs can interact with hundreds of NPCs: 
diplomats, warlords, merchants, reporters, and ordinary citizens spread out on dozens 
of planets (Electronic Arts, 2010). 

This study approached gameplay unusually.  Gameplay has been traditionally 
described by amount of game options completed, ranging from every challenge within a 
game or only the challenges needed to complete them (Admire, 2010).  For example, 
an NPC may ask the PC to rescue a few kittens, but the PC does not have to save them 
in order to defeat the game’s final boss.  This study disregarded that metric, and instead 
viewed these games as a life simulation.  The only question asked in relation to quests 
was “would I want to do this in real life?” Similar questions were asked when facing in-
game dilemmas.  To increase the sense of game-as-life, Commander Shepherd’s facial 
appearance was customized to resemble the player’s. 

Video game players can reload and avoid past mistakes, which is a huge 
advantage over real life.  Therefore, this practice was banned, forcing the player to 
endure the negative consequences of in-game decisions.  One of the only concessions 
related to dying in combat.  While instant reanimation diverges from real life, without this 
concession only a few hours of Mass Effect would have been studied. 

At the end of the first Mass Effect game, the PC is faced with a choice: send a 
ship to rescue the intergalactic government, or include that ship in the armada fighting a 
creature trying to exterminate all other civilizations.  The player decided that the fate of 
millions of aliens was worth more than the lives of a few government officials, and sent 
the ship to fight the creature.  This was deemed a renegade action, and the intergalactic 
government perished (Microsoft Game Studio, 2007).  In Mass Effect 2, civilian NPCs 
express feeling angry and betrayed by the PC.  They claim the PC is untrustworthy, with 
questionable motives (Electronic Arts, 2010). 

This was a difficult experience for the player.  The player made utilitarian 
choices, not based on any political maneuvering or spiteful machinations.  NPC 
responses were completely unexpected, and made the player feel frustrated and 
embarrassed.  The player had to endure this criticism without any seeming redemption 
for the PC.   

Dealing with criticism is an important skill, and the Mass Effect trilogy provided 
practice.  The player was both involved and distanced from the situation.  While the PC 
had to continue in the newly hostile environment, the player could pause the game.  
Therefore, feelings could be processed, instead of becoming overwhelming like they 
might be in real life settings. 
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In Mass Effect 3, a pilot named Cortez tragically lost his husband, Robert.  
Enemies invaded their colony while Robert was home and Cortez was away.  In the 
middle of the fight, Robert escaped to call Cortez one final time.  Robert knew he could 
not be rescued – he simply wanted to tell Cortez that he loved him.  Unable to move on 
after this loss, Cortez spent hours crying while listening to this last message (Electronic 
Arts, 2012). 

The player chose to help Cortez through his grief, partially acting as a therapist.  
Cortez shared his feelings of loneliness and his inability to distract himself from his pain.  
The PC reaffirmed their friendship.  The player advised Cortez to venture outside of the 
ship’s dark lower level, where Cortez spent most of his time.  On this advice, Cortez 
took shore leave, and explored one of the large cities in the Mass Effect universe.  In 
time, Cortez was able to let go of his final recording of Robert, adding it to a memorial 
for those lost in the war (Electronic Arts, 2012). 

This episode impacted the player’s affect and skill as a therapist.  The player felt 
connected to the Cortez, even though he was just an NPC in a game.  The player even 
started to cry as Cortez shared his sorrow.  The interactive elements of this game made 
it feel more like a conversation and less like a movie.  It is often difficult to figure out 
what to say, but Mass Effect 3 provided dialogue options (Electronic Arts, 2012).  These 
dialogue options served as training wheels: the player could test responses and see 
whether they offered comfort.  The player was able to see the result of this interaction, 
which is accelerated in virtual settings.  Learning the result of actions allows the player 
to associate certain comforting approaches with emotional healing. 

Talk therapy was also employed with a soldier named Kadian.  In Mass Effect 3, 
Kaidan discovers that his father has just been killed in action.  The game offered a 
variety of responses, ranging from “Deal with it” to “I’m glad you told me about this.  
Strength comes from empathy and compassion” (Electronic Arts, 2012).  The latter 
response was chosen.  The conversation continued through three more conversation 
branches, where responses on similar themes were offered.  At the end of the 
exchange, Kaidan thanked the PC for comforting him.  

This conversation sparked personal insight in the player.  In daily conversation, 
the only responses that occur to the player are ones that would actually be said.  In the 
Mass Effect trilogy, the player could compare those automatic responses to those the 
game suggests.  The player claims to have a very blunt communication style, but 
reported realizing that the style was kinder in comparison to the realistic options offered 
by the game.  Additionally, the player realized that those automatic responses are only 
a narrow portion of all possible responses. 

In Mass Effect 3, the player was confronted with failure in an unexpected way.  
While stopped at the intergalactic capital, different NPCs asked the PC to complete 15 
various missions.  Once the player accepts these missions, they appear on a “mission 
list,” shown on a menu screen.  While completing a task on another planet, the PC 
inadvertently triggered a war on the capital.  All the NPCs who requested help had been 
killed, and their corresponding missions were never fulfilled.  Instead of reloading and 
completing the missions like others would have, the player was forced to keep the game 
as it was.  The player discovered that missions that were not completed were not 
erased from the mission list, but remained as virtual reminders of failure (Electronic 
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Arts, 2012).  That was the first time the player carried a list of all the things that could 
have – but never were – accomplished. 

The player had to learn to cope with constant reminders of this failure.  At first, 
the player reported feeling very upset and disappointed in missing such a seemingly 
large part of the narrative. Eventually, the player found comfort through playing the 
game differently.  After learning that main missions could affect side missions, the 
player completed side missions first. This adaptive technique led the player to no longer 
worry about accidentally precluding parts of the game. 

While the player had preconceived ideas about game play, actual choices came 
as a surprise.  The player was far more collaborative than expected.  Once a paragon or 
renegade bar is filled, all paragon or renegade options are unlocked.  If a paragon bar 
were filled, strategic players would make only renegade decisions in order to maximize 
the number of options available.  Players focused on having the most number of 
choices available would see no benefit to continuing to make paragon decisions.  
Throughout the Mass Effect trilogy, the player chose paragon options even after filling 
the paragon bar.  Renegade choices were no longer of interest.  The player realized a 
preference for paragon choices, and therefore did not mind closing off options. 

This experience is tied to decision-making.  Often, there is an illusion of limited 
choices, or a feeling that “I have to.”  In reality, many more choices are available.  For 
example, children do not have to do their homework, but could face unhappy parents 
and teachers if they do not; adults do not have to work, but could face homelessness 
and hunger if they do not.  Many of these choices do not feel like actual choices 
because alternate decisions are almost automatically eliminated from consideration.  In 
the Mass Effect trilogy, these choices are offered and are turned down deliberately.   
Discussion 

It is very likely that anyone alive today will never encounter an enormous 
spacecraft that turns out to be a self-aware organic/inorganic being who wants to 
perpetuate an ancient cycle of exterminating all sentient life every 50,000 years.  What, 
then, is the use of the Mass Effect games?  Fortunately, the answer is plenty. 

As children use play to work out affective issues, so might adults use video 
games.  Adults and children at play may look different, but internal processes can be 
similar.  Children transplant the meaning of one object onto another one.  In video 
games, adults are asked to transfer concepts onto virtual representations.  While 
children usually manipulate objects in play a similar way to the object originating the 
concept, many video game controllers do not allow this continuity (Vygotsky, 1978).  
While some controllers use body position, movement, and voice, the standard hand-
held controller is far more common.  Therefore, the action of the PC is accomplished 
through hand movements, not corresponding body movements.  Dialogue is achieved 
through button presses and not vocal activity.  As adults have greater cognitive ability 
than children, it is possible that they are able to generalize these actions through a more 
distant form of play than children can. 

If adults are able to benefit from video games in these corresponding ways, then 
video games take on greater importance.  Therapists could prescribe them for their 
clients.  The perception of games could then change from an activity of avoidance to an 
activity of self-care.  Additionally, service delivery could change to a less paperwork-
based and more game-based system.  Case management agencies could have players 
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learn how to deal with multiple agencies and locate services by achieving similar 
outcomes in gaming challenges. 

This study had multiple limitations.  This is an exploratory case study, rather than 
a more rigorous experiment with a large number of participants.  Therefore, the results 
are not generalizable, but instead raise interesting questions for future investigations.  
The player in this study made a mental commitment to play the game as if it were real 
life, which is not a characteristic shared by the entire population.  Therefore, the 
therapeutic benefits of this study can be thought to apply differently to different 
individuals.  As with many therapies, video game therapy involves discretion on the part 
of the practitioner to determine what method would work best for individual clients. 

This study relied on the video game being realistic, and the results would have 
been much different if the Mass Effect series differed greatly from life.  Much of the 
social learning that occurred is based on the accuracy and complexity of NPC 
responses.  If PCs were met with rejection no matter what decision was made, then 
differences in choices would not be conveyed.  If NPCs were simpler characters, 
without layered issues and nuanced responses, then any interactions would be much 
flatter and far less lifelike.  Therefore, not every video game currently on the market is 
appropriate for social learning. 

Video games as service delivery could change the infrastructure of many 
supportive organizations.  Currently, there are far more of those in need of mental 
health services than there are service providers.  If video games facilitate growth and 
help increase coping skills, then they might be given to those on waiting lists for one-on-
one services.  Additionally, having a familiar medium to explore feelings might speed up 
therapeutic insights in certain populations, such as adolescent boys and girls.  Cheap, 
widely-available therapeutic video games might decrease the number of sessions 
needed to create improvements, leading to a restructuring of organization policies and 
driving down the per-capita cost of mental health. 

Future research can involve multidisciplinary effects of video gaming.  Narratives 
and game mechanics which create the strongest improvements can be identified.  
Those who do and do not benefit from video game therapy could be identified through 
studies.  Additionally, areas of the brain corresponding to specific game activities can be 
discovered.  Future games, centered on therapy, can be developed and those results 
tested in large samples. 
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Latina literature in the U.S. flourished in 1970s as more Latinas entered college 
and began to publish scholarly works, but it was not until the last three decades when 
access to mainstream publishers was readily available to most of the Latina writers 
whose works reflected a communal search for identity, self, and a place within the larger 
society which have provided lively background to the stories of many Latina writers.  For 
instance, New York to Nilda by Nicholasa Mohr and When I was Puerto Rican by 
Esmeralda Santiago, and Chicago to The House on Mango Street by Sandra Cisneros 
are such places. These stories are commonly based on the coming-of-age 
autobiography of the authors which reflect the characters’ relationship to the larger 
society as well as their cross-cultural and artistic portrait of Puerto Rican culture in New 
York City and Mexican culture in Chicago.Their characters are an integral part of the 
authors’ realistic portrayal of life in a barrio of a metropolis. 

Daughter of Puerto Rican immigrants, Nicholasa Mohr documents life in New 
York City’s barrios and examines the Puerto Rican experience from the perspective of 
girls and young women in Nilda(1973), a fictionalized autobiography aimed at young 
readers based on the author's impoverished New York childhood.  The main character, 
NildaRamírez, is a nine-year-old Puerto Rican girl who comes of age during World War 
II.  There are close parallels between the events narrated and those of Mohr’s life. 
Nilda’s pain comes from Mohr’s heart as she depicts the school age child who is 
repeatedly treated with contempt and even disgust by adults in positions of authority: 
teachers, nurses and social workers.At home, though, she is surrounded by a large and 
loving family that supports and encourages her artistic abilities. (Mendoza 2004) The 
protagonist experiences the onset of World War II and watches anxiously several 
brothers’ going off to war, stepfather’s wretched health condition, and one brother’s 
leaving behind a pregnant girlfriend which added two more mouths to feed to the 
family’s already dire situation.   

This award-winning novel offers a poignant look at issues of race, religion and 
machismo.Her female characters face multiple social problems associated with the 
restrictions imposed upon women by Latino culture.The novel also reflects Nilda’s and 
her mother’s difficult entrance into the American culture. Nilda’s assimilation into the 
American culture becomes a failed attempt as she is rejected in the classroom and by 
her camp friends when she attempts to initiate a friendship with a fellow Latina.  Even 
when Nilda excitedly reaches a point where she feels she can finally be accepted, she 
is simply turned down and degraded. Nilda’s case comes across an array of identity 
issues as a school child of a Latino background. To make the situation even more 
aggravated, she comes from a family with little appreciation of her native culture.  
Nilda’s mother’s attitude is typical of many immigrant parents who think that while 
living in America, the land of opportunity, the children will do better, as long as they 
adapt to the Anglo culture.Instead of passing on the cultural values to their children, 
they simply remind the offspringthat the educators here know best, even better than 
their own mothers.  Without even knowing what the problem was, Lydia tells Nilda that 
she must listen to all that her teacher says without excuses. Lydia dismisses Nilda’s 
problems and tries to avoid the topic of discrimination. Lydia’s deliberate disregard for 
issues such asracial bias is something that she expects and views as normal. The idea 
that immigrant parents feel less entitled to be respected and live a decent life is what 
forces a child, like Nilda, into an unwarranted assimilation that she would later despise. 
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Although Lydia’s concern and expectations for Nilda becomes clearer towards the end 
of the novel, she still is not justified for never taking her daughter’s side to listen to her 
problems at school. 

Nilda is then left with two distinct choices: to reject assimilation or to embrace her 
Latino heritage. At a young age, she learns that she cannot be a proud Latino girl living 
in an American world, for this is what the world around her repudiates.Educators like 
Miss Langhorn instilled wrong civic values in children and believes that she is acting 
upon her duties as a teacher in correcting students’ behavior.  Her teaching approach 
crosses the thin line of racism in the marks she makes to Nilda based on assumptions 
about her family and culture.  She affirms that Nildawill never amount to anything 
worthwhile, like her immigrant parents, unless she learns English. Miss Langhorn 
makes the distinction between “good Americans” and “just any other.” She believes that 
children will be worthless unless they speak English well. Without any justifiable 
reasons, she forces students to choose only the American culture at the expense of 
immigrant heritage when she links together “no English” with “your parents”. This is a 
mistaken assumption because Lydia does speak English perfectly well, but the family 
still lives in poverty. English wasn’t the lacking virtue with Lydia but her lack of education 
like many parents of the second generation immigrant children. In essence, 
nevertheless, besides academic experience, education may be gotten in many forms, 
and experiential values can well be considered educational.  But the American way has 
instilled in the minds of young generations that knowledge and academia are the only 
keys to success. If this type of Americanism is true and valid, then does that make the 
immigrant culture wrong or less valuable? This may explain why many assimilating 
children have to either deny their own families and cultures to become “good” 
Americans, or remain alienated from the mainstream society. 

When I was Puerto Rican(1994) by Esmeralda Santiago offers another example 
of cultural clash.  In this work the protagonist is labeled, a foreigner and a non-American 
due to skin color and accented speech.  This fictionalized autobiography speaks of the 
author’s poverty-stricken but happy upbringing in Puerto Rico, her own cultural 
transitions and quest of identity, losses, and joys, and her graduation from Harvard. This 
coming-of-age storyalso explores the universal immigrant theme of assimilation and its 
effects on family, culture, and identity. 

The story begins in Puerto Rico in the 1950s. Young Esmeralda – called Negi by 
her parents because she was very dark as a baby-is the first of eleven children born to 
parents who are not married, and whose unmarried status is a source of constant 
tension in the household. Santiago describes her childhoodfull of tenderness and 
domestic strife, joy and sadness with sounds, tastes, and smells of the countryside in 
Macún, Puerto Rico. For all its poverty and privation, however, Esmeralda is 
comfortable in this environment. But at thirteen, she moves with her mother and sisters 
to the alien, urban world of New York City. Here she must remake herself while 
struggling with a new language, a new culture, and a bewildering new set of rules and 
expectations of how a girl should behave. After being assigned to a class for 
childrenwith learning disabilities because she cannot speak English well, she begins to 
write essays about her identity and the fabric of her life as an immigrant in New York.  
As she enters school we see the clash, both hilarious and fierce, of Puerto Rican and 
American culture.  
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At an interview Esmeralda Santiago commented, 
When I began writing this book, I had no idea it would result in a  
dialogue about cultural identity. But as I've traveled around the  
country talking about it, people tell me that, while the culture I'm  
describing may not be the same as the one they grew up in, the  
feelings and experiences are familiar, and some of the events  
couldhave been taken from their own lives. It has been particularly  
poignantto speak to immigrants who have returned to their countries  
only to discover how much they have changed by immersion in North  
American culture. They accept and understand the irony of the  
past tense in the title [of the novel], the feeling that, while at one  
time they could not identify themselves as anything but the nationality 
to which they were born, once they've lived in the U.S. their ‘cultural  
purity’ has been compromised, and they no longer fit as well in their  
native countries, nor do they feel one hundred percent comfortable as 
Americans.When I returned to Puerto Rico after living in New York for 
seven years, I was told I was no longer Puerto Rican because my  
Spanish was rusty, my gaze too direct, my personality too assertive  
for a Puerto Rican woman, and I refused to eat some of the traditional 
foods likemorcilla and tripe stew. I felt as Puerto Rican as when I left  
the island, but to those who had never left, I was contaminated by 
Americanisms, and therefore, had become less than Puerto Rican.  
Yet, in the United States, my darkness, my accented speech, my  
frequent lapses into the confused silence between English and  
Spanish identified me as foreign, non-American. In writing the book  
I wanted to get back to that feeling of Puertoricanness I had before 
 I came here. Its title reflects who I was then, and asks, who am I today?" 
(Puerto Rican Literature in the United States) 

 
Santiago’s comments enhances the major role language has played in the process of 
acculturation.  Many works by Latina have been first written in English, and later 
translated into Spanish to meet the demands of a growing Spanish-speaking audience 
in the nation and in Latin American countries.  An example is When I was Puerto Rican 
which was first written in English, and then translated by the author herself into Spanish.  
In the introduction to the Spanish version of her novel, Esmeralda Santiago explains: 

When I write in English I have to translate from Spanish, the keeper  
of my memories; when I speak in Spanish, I have to translate from  
the English that defines my present.  And when I write in Spanish,  
I find myself in the midst of three languages, the Spanish of my  
childhood, the English of my adulthood, and the Spanglish that  
constantly crosses over from one world to the other, just as we  
crossed from our neighborhood in Puerto Rico to the “barriadas” 
in Brooklyn.  (Zavaliaxvii, 2009) 
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Another example of linguistic shifting is the translation of Sandra Cisnero’sHouse 
on Mango Streetto Spanish by the Mexican renowned writer Elena Poniatowska (1932-).  
The intent was to bring Chicano writers into the Mexican intellectual market. In spite of 
the growing demand for works written in Spanish, some authors continue choosing to 
write in English because it puts them in a better position to move from the periphery to 
the centre, which offers access to a larger audience.  To these writers, English is the 
language of schooling, and Spanish belongs to the private and more personal domain; 
to others, Spanish is the touchstone of their political positioning and creative device.  
Often, however, the boundaries between English and Spanish no longer exist; a hybrid 
language is forged such as Esmeralda Santiago’s “Spanglish” and attempts to use 
either English or Spanish exclusively create a feeling of being lost in translation. 
(Zavalia 42)Furthermore, due to different sociopolitical positioning, there are works that 
resist acculturation, and others that dialog with the other component of the dual 
identities.   

Sandra Cisnero’sThe House on Mango Street(1984) is the coming-of-age of a 
teen age girl named Esperanza who lives in a Latino barrio in Chicago.On a series of 
vignettes, The House on Mango Street covers a year in the life of Esperanza, a Chicana 
(Mexican-American girl), who is about twelve years old when the novel begins. During 
the year, she moves with her family into a house on Mango Street. The house is a huge 
improvement from the family’s previous apartment, and it is the first home her parents 
actually own. However, the house is not what Esperanza has dreamed of because it is 
run-down and small. The house is in the center of a crowded Latino neighborhood in 
Chicago. Esperanza does not have any privacy, and she resolves that she will someday 
leave Mango Street and have a house all of her own.Esperanza matures significantly 
during the year, both physically and emotionally. The novel charts her life as she makes 
friends, develops her first crush, endures sexual assault, and begins to write as a way of 
expressing herself and as a way to escape the neighborhood. The novel also includes 
the stories of many of Esperanza’s neighbors, giving a full picture of the neighborhood 
and showing the many possible paths Esperanza may follow in the future.  At the end of 
the year, Esperanza remains on Mango Street, but she has matured extensively. She 
has a stronger desire to leave and understands that writing will help her put distance 
between herself and her surroundings. Though for now writing only helps her escape 
from the reality emotionally, in the future it may free her from the barrio physically. 

Language also plays an important role in this novel.Those who are not able to 
communicate effectively (or at all) are relegated to the bottom levels of society. 
Mamacitamoves to the country to be with her husband, and she becomes a prisoner of 
her apartmentbecause she does not speak English. She misses home and listens only 
to the Spanish radio station. This new language excludes her. Similarly, Esperanza’s 
father could not even choose what he ate when he first moved to the country, because 
he did not know the words for any of the foods except those served at restaurants, like 
ham and eggs. Esperanza’s mother,while being a native English speaker, does not 
master the language, and her letter to the nuns at Esperanza’s school is poorly written.  
Esperanza observes the people around her and realizes that if not knowing or not 
mastering the Englishlanguage impedes communication, having the language 
proficiency will be of great advantage. She wants to change her name so that she may 
have control over her own destiny. Aunt Lupe advises her to keep writing because it will 
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keep her free, and Esperanza eventually understands what her aunt means. Writing 
keeps Esperanza spiritually free, because putting her experiences into words gives her 
dominion over them. If she can use beautiful words to write about a desolated 
experience, then the situation seems less devastated.  

In The House on Mango Street, Esperanza must look at herself both as a woman 
and as an artist.  The perception ofheridentitychanges over the course of the novel. In 
the beginning Esperanza, instead of accepting a name that expresses her family 
heritage, she wants to change her name so that she can define herself on her own 
terms. She wants to separate herself from her parents and her younger sister in order to 
create her own life.  Later Esperanza decides she does not need to set herself apart 
from the others in the neighborhood or her family heritage by changing her name.  She 
accepts her place in her community and decides that the most important way she can 
define herself is to write about her feelings. As a writer, she observes and interacts with 
the world in a way that sets herself apart from the circumstances, giving her the 
legitimate new identity she’s been searching for. Writing promises to help her leave 
Mango Street both emotionally and physically one day.  

To conclude, self-definition is a common theme to the three novels and the 
process of assimilation is a difficult one for the coming-of-age teens.  The novels also 
show that assimilation is a social and racial issue that immigrant women are forced to 
deal with. Through different sense of dislocation and acculturation efforts, Nilda, 
Esmeralda, and Esperanza had to deal with different personal circumstances and figure 
out the best way to cope with unexpected situationsto meet the expectations of the 
American society while still associating themselves with their own cultural heritage.  
This cultural identity indicates a sense of ethnic pride and empowerment in the mind of 
these individuals.  This constant struggle with assimilationas depicted in these novels 
has been evidenced throughout Latino literature.  There has been a movement of 
women who share their Latina background and promote it in their writings.  As these 
authors feel the need to share their experiences, their fictionalized autobiographies 
gave birth to a new kind of literature. Along with writers like Nicholasa Mohr, Esmeralda 
Santiago, Sandra Cisneros, Julia Alvarez and many others, Latina writers’ 
worksrepresent the voice of a reality that many immigrants have to face and deal with 
on daily basis. 
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Abstract 
The award-winning community service KSU-Bascomb Elementary School Mentorship 
Program led the investigators to research and gain insight into the self-concept of adults 
who mentor. The intended purpose of community based research is to gain insight into 
the self-concept of mentors in terms of their development in social, performance, and 
appearance efficacy as measured by the Heatherton & Polivy State Self-Esteem Scale 
(1991). The data will be used to aid in the evaluation of the effectiveness of mentorship 
programs, as well as schools or private institutions that provide mentors in their 
programs. The researchers hypothesized that adults who mentored in the last twelve 
months will display high rates of self-concept rather than low rates of self-concept. All 
participants were required to have mentored within the last twelve months. Mentoring 
was defined as working with children or adolescents one on one or in a group, with 
examples such as boys and girls clubs, tutoring, or sports teams. The research was 
made available to students through Sona, the KSU online research experience system 
required for PSYC 1101 Introductory Psychology students. SurveyMonkey was used as 
a facilitator through Sona to collect research responses and further analyze the results. 
The Heatherton & Polivy State Self-Esteem Scale (1991) is a 20 question scale. Each 
question is answered on a Likert-type scale with each number equating to a different 
response. In order to interpret the results, a frequency count of the responses was 
utilized. Results displayed a general support for the researcher's hypothesis.  

 
Self-concept is generally defined as the idea an individual has of themselves and 

how they evaluate themselves in relation to others. Self-concept is a multidimensional 
structure that consists of academic, social, emotional, and physical self-concepts (Garn, 
Mccaughtry, Martin, Shen, & Fahlman, 2012). According to Heatherton and Polivy 
(1991), social, performance, and appearance self-concepts are all independent of each 
other, as well as sensitive to changes in different aspects of self-concept. As it pertains 
to the Heatherton & Polivy State Self-Esteem Scale (1991), the performance aspect of 
self-esteem measures the extent to which an individual feels their performance is 
worthy. The researchers state that this aspect of self-concept would be most sensitive 
to laboratory manipulations in which individuals are given inaccurate feedback or 
unsolvable tasks. The social aspect of self-esteem measures the extent to which people 
feel self-conscious, foolish, or embarrassed about their public image. This aspect of 
self-concept is most sensitive to situations in which an individual is concerned about 
their presentation to others. Lastly, the appearance aspect of self-concept is most 
sensitive to manipulations that make physical appearance prominent.  

Lowe and Rhodes (2012) reported that there are an estimated three million youth 
in the United States that are in formal mentoring relationships. Mentoring relationships 
can include relationships with extended family members, teachers, neighbors, coaches, 
and other non-parenting adults. Youth mentoring is defined as a trusting relationship 
between a young person and a more experienced, non-parenting adult who provides 
the mentee with guidance, support, and encouragement. Mentoring relationships can 
range from those that are natural to those that are created in school-based or 
community-based programs. These relationships, and the emotional support and social 
approval that are associated with mentoring, have shown to play an important role in 
developing an adolescents’ self-esteem. In addition, DuBois and Silverthorn (2005) 
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found that adolescents who report having an important non-parenting adult in their lives 
tend to report greater psychological well-being, in terms of self-esteem and satisfaction 
with their life.  
 The majority of the research on mentoring has focused primarily on the effects of 
mentoring on the mentee. Researchers Little, Kearney, and Britner (2010) explored 
changes in student perceptions of themselves and in their perceptions of their 
mentoring relationships. Results showed that students placed high values on their 
perceptions of the relationship with their mentors, and have also experienced growth in 
job competence and research skills. In addition, researchers Meyer and Bouchey (2010) 
found that mentees’ scores for physical self-efficacy, global self-esteem, and academic 
self-concept improved after mentoring. Research has also shown that mentoring located 
in schools can provide students with a more positive experience and outlook on school. 
School based activities involving mentors can also increase students’ sense of school 
belonging and liking (Herrera, Grossman, Kauh, & McMaken, 2011). Although it is vital 
to understand the effects of mentoring on different aspects of the mentee, such as self-
concept, it is equally as vital to understand the effects of mentoring on the mentor.  
 The purpose of the research is to gain insight into the self-concept of mentors in 
terms of their social, performance, and appearance self-concepts. The researchers 
assessed these differences using the Heatherton & Polivy State Self-Esteem Scale 
(1991). The scale consists of 20 questions, with each question answered on a 5-point 
Likert-type scale. The scale ranged from 1-Not At All to 5-Extremely. We hypothesized 
that adults who will mentored in the last twelve months will display high rates of self-
concept rather than low rates of self-concept.  
Method Participants 

Research participants in this study consisted of 211 students, ranging in age 
from 18 to 25. Responses indicated that 40 percent of participants answered “yes” to 
having a mentor, and 60 percent of participants answered “no” to having a mentor at the 
time that the survey was taken. All participants were enrolled at Kennesaw State 
University during the 2012-13 academic school year. All were required to have 
mentored within the last 12 months. The researchers defined mentoring as working with 
children and/or adolescents either one on one or in a group, with examples such as 
boys and girls clubs, tutoring, or sports teams.  
Materials and Procedure 

The research was made available to students through Sona, which is an online 
research experience required for all Introductory Psychology students who attend 
Kennesaw State University. Sona allows researchers to post surveys for students to 
take, and allows researchers to export their surveys through external sites. 
SurveyMonkey was used as a facilitator through Sona to collect research responses 
and further analyze the results. The Heatherton & Polivy State Self-Esteem Scale 
(1991) was used to collect data. The scale consists of 20 questions. Each question is 
answered on a Likert-type scale with each number equating to a different response. The 
Heatherton & Polivy State Self-Esteem scale is a multidimensional trait scale, which is 
divided into three categories: Social, Performance, and Appearance. The state self-
esteem scale was designed to be sensitive to manipulations that alter self-esteem. In 
order to interpret the results, we utilized a frequency count of the responses.  
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Results 
Overall, we observed a general support for our hypothesis. The social category 

of the State Self-Esteem Scale involves questions such as, “I am worried about whether 
I am regarded as a success or failure,” and “I am worried about what other people think 
of me.” According to the collective social category responses, the vast majority of 
students answered that they do not feel inferior to others at this moment. Each of the 
social items were worded negatively. For example, the state self-esteem scale used 
words such as “dissatisfied,” “concerned,” and “inferior.” According to the scale, these 
items were reverse scored. Results indicate that the majority of students disagreed with 
these statements, allowing us to infer that as a group, the mentors perceive that they 
are not feeling discomfort within the social category.  

The performance category of the State Self-Esteem Scale involves questions 
such as, “I feel confident that I understand things,” and “I feel that I have less scholastic 
ability than others.” According to the collective performance category responses, the 
vast majority of students answered that they do feel confident about their abilities at this 
moment. Some of the performance items were worded positively; however, the majority 
of the items were worded negatively with phrases such as, “having trouble,” “less,” and 
“not doing well.” These negatively worded statements were reverse scored for 
consistency across the category. Results indicate that the majority of students 
disagreed with these statements, allowing us to infer that as a group, the mentors 
perceive that they are not feeling discomfort within the performance category.  

The appearance category of the State Self-Esteem Scale involves questions 
such as, “I am pleased with my appearance right now,” and “I feel good about myself.” 
According to the collective appearance category responses, the vast majority of 
students answered that they do feel confident about their appearance at this moment.  
Some of the appearance items were worded negatively; however, the majority of the 
items were worded positively with phrases such as, “satisfied,” and “pleased.” According 
to the state self-esteem scale, the negative items were reverse scored. Results indicate 
that the majority of students agreed with these statements, allowing us to infer that as a 
group, the mentors perceive that they are not feeling discomfort within the appearance 
category.  
Discussion 
 In agreement with our hypothesis, we found that adults who mentored in the last 
twelve months displayed high rates of self-concept rather than low rates of self-concept. 
This research will aid in the evaluation of the effectiveness of mentorship programs and 
in schools or private institutions that provide mentors in their programs. However, our 
research has multiple limitations within it, including a lack of pre-test data, a control 
group, and a required amount of time spent mentoring. Our study cannot be generalized 
to the public due to all of the participants being undergraduate university students.  
 Future research is needed to identify relationships between mentor and mentee 
self-concepts, as well as test the differences in scores between experimental and 
control groups. 
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Introduction 
The anatomy of language development can help in understanding how linguistic 

behavior is developed and shaped later on in children’s lives.  At the same time, it can 
be an indicator of how language and literacy develop at different stages.  This 
awareness about the process of language development can eventually help educators 
in providing necessary ingredients and creating conducive conditions for nurturing 
students’ linguistic and academic skills in schools and beyond. 

Understanding first language acquisition has been associated with interpreting 
how children’s cognitive abilities develop.  For many years, studying how humans 
acquire their first language has been the focus of study by psychologists and linguists 
alike.   Although views vary on how children acquire their first language, there is a 
general agreement among researchers that acquiring a language is a complex mental, 
psychological and social activity.   

Research on how a child acquires a first language has become the basis for 
understanding how second and foreign language learning occurs.  Many correlations 
have been made in an attempt to account for the process in second and foreign 
language classrooms.   In addition, bilingualism (which is the focus of another chapter) 
has drawn much of its models and approaches from the existing research and empirical 
data of second language acquisition studies which have attempted to account for the 
bilingual development in learners acquiring two or more languages during their early 
and advanced stages of life.    

Additionally the process of second and foreign language development is better 
understood through the distinction between the two languages at hand: the first 
language of the learner (L1) and the second and/or foreign language (L2).   The second 
and/or foreign language is also referred to as the target language (TL).   The L1 and L2 
(TL) of the learner interact in many interesting ways.  This interaction has been a focus 
of study by linguists, psychologists, and language educators for a long time.  While 
views vary on their theoretical foundations, they serve as a helpful frame of reference 
upon which language teachers can base their instructional choices in the classroom. 

Views on first language acquisition and second/foreign language learning have 
deep roots in such fields as such as psychology, linguistics and many feeder sub-fields 
in education (such as sociology, anthropology, ethnography and the like).   In fact, many 
of these fields (namely sociology, anthropology, ethnography and the like) have 
contributed largely to the landmark and current linguistic models and theories of first, 
second, and foreign language acquisition.  Thus, multiple perspectives abound about 
language acquisition from the lenses through which one examines related phenomena.  
These perspectives are equally significant for language teachers and educators.  

It is important that keep in mind that language acquisition is viewed within the 
context of language’s natural ecological place of human interaction.  Therefore, the 
ecology of language acquisition will be illustrated by casting light on key ingredients that 
conceptualize various complex phenomena related to language development.  A 
conceptual framework is presented based on the landmark and current theories that 
characterize the process and product of language acquisition.  The implications of 
various approaches to language acquisition are enormous, so drawing upon views and 
models can help in bridging the theoretical gaps and assist teachers in formulating a 
sound rationale that justifies their practices in learning/teaching situations. Similarly, 
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diversity of opinions are expected given the nature of issues studied thus leaving a wide 
range of options for teachers to consider in their efforts to integrate a viable eclectic 
approach that can inform their instruction.  

Accordingly, this paper provides an overview of basic approaches and 
perspectives on language acquisition as a frame of reference to account for how the 
process and product of language development are achieved. Although there is no 
consensus among these theories and approaches, examining the basic tenets of each 
will help in providing language teachers and educators of the knowledge base needed 
to effectively work with students in second/foreign language classrooms.   While 
substantiating some foundational principles from various theories/approaches that 
characterize the process of language development, the paper draws pedagogical 
implications from the existing models and approaches that can enhance the learning 
and teaching outcomes in linguistically diverse settings. 
Divergent Views on Language Acquisition 

It is worthwhile to examine some of the current and widely adopted perspectives 
and views on language acquisition.  Given the voluminous literature and research in the 
field, few will be highlighted that have come to shape the pedagogical practices 
especially in language instruction (including second and foreign languages) in schools 
today.   

As pointed out earlier, studying how language is acquired has been a focal point 
of interest in various fields such psychology, linguistics and education in general.   Much 
of the insight gained about how language is acquired has been contributed through 
observing and analyzing the linguistic behaviors of infants and young children.  
Observing children and what they do with language has cast some light on universal 
patterns that describe how all children regardless of their environment, their first 
language, their surroundings, acquire one or more languages. This can be an eye-
opening experience in regard language acquisition and development.   

The focus of studies on first language acquisition over the past few decades 
revolves around competing schools of thought.  One school of thought  attributes 
acquiring language to the role of the environment and the influence of adults on 
children’s linguistic development.  The primary contributor to this view is B. F. Skinner 
who promoted the seemingly passive process of language learning. He contends that 
the child’s brain is a “tabula rasa” or blank slate upon which experience is engraved by 
conditioning and other environmental factors.  The Skinnerian perspective has had a 
large impact on curricular and instructional activities in schools, including language 
learning and teaching that can still be traced to the behaviorist constructs and 
postulations. 

Nonetheless the impact of behaviorism has largely been waning given the rise of 
cognitivist and innatist views on learning.  In fact, these perspectives have risen as a 
reaction to the behaviorist models and principles.   In particular, the Chomkyian 
construct emphasizes the contrasting view that humans are innately endowed and pre-
equipped with creative and intelligent linguistic abilities.  For instance, the notion that 
humans are biologically pre-wired with such devices as Language Acquisition Device 
(LAD) has resulted in a dramatic paradigm shift in the way language acquisition, 
learning, and ultimately language teaching, are viewed.    
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Another perspective asserts that a child’s linguistic ability is a result of an inborn 
faculty and a biological endowment. Proponents of this view echo the developments in 
cognitive psychology and its pioneers.  Jean Piaget’s contributions have provided a 
framework for linguists and educators to describe language development early on within 
the context of infants’ intellectual growth.   Accordingly, language emergence is a 
reflection of the child’s ability to perform certain cognitive tasks at certain stages.   In 
other words, infants and young children go through several developmental stages 
during which expressions and language use by children at each stage are seen as a 
reflection of the child’s cognitive ability at that stage.   As the child develops cognitive 
abilities in stages, s/he uses language based on their cognitive abilities, personal and 
psychological wants and needs.   

Again this perspective has largely influenced the school curriculum and 
instruction.  Many practices can be traced to the cognitivist views which are more visible 
in the way the scope and sequence of the curriculum is designed.  Yet, another school 
of thought examines the role of the social environment in the process of constructing 
meaning using linguistic abilities and other faculties’ children have.  Lev Vygotsky is 
credited for this unique perspective in which learning and teaching are social events.  

These schools of thought have largely been at odds for a long time at best.  They 
often raise many questions that provide answers.  So, how is language acquired? What 
is the role of the environment in language learning? What role do adults play in 
children’s language development? What is the best way to learn language? What is the 
best way to teach language?  How all these issues are approached in examining 
second language learning and teaching? 
 These questions and others have been largely accounted for by many schools of 
thought, literacy models, linguistic theories, as well as psycho-sociocultural paradigms. 
Although there is no consensus among those theories and approaches, each shed an 
important light on what really happens when learners engage in literacy development 
and linguistic discourse of any kind. Following is a brief summary of these accounts 
describing their salient features. 
Behaviorism: 
 One of the widely held beliefs during the fifties and sixties was the contributions 
of B. F. Skinner and his colleagues that learning takes place through conditioning and 
stimulus response triggered by environmental factors and rewards. As such, language 
learning takes place through modeling from adults, thus pattern practice and rote 
memorization and mimicry are dominant learning strategies. According to behaviorists, 
the human brain is a blank slate (tabula rasa) upon which experience is engraved 
(Skinner, 1957, Baum, 2005). Following are some of the basic tenets of the behaviorist 
school of thought: (1) Language learning takes place passively based on the tabula rasa 
notion; (2) Language learning takes place through stimulus-response and conditioning; 
(3) Language learning strategies involve mimicry, memorization, and drilling; and (4) 
Language learning is enforced through rewards and repetition.   
 This perspective on how learning and language develop is significant, albeit its 
many limitations.  There are some implications that can be gleaned form this 
perspective, but certainly not sufficient enough to the extent to which language 
complexity dictates.  More importantly the complex cognitive processing and the unique 
role of the brain in the process are undermined by this limited view.   
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Cognitivism: 
 Many perspectives fall within this paradigm (see for example Piaget, 1967, 1976; 
Fischer, 1980, Cole et al, 2005). One of the main strands of cognitive stance is the 
focus on the multi-stage process of cognitive development. J. Piaget’s postulation that 
learning takes place through a hierarchy of cognitive stages has paved the way for new 
paradigm shifts regarding how literacy learning develops. Accordingly, language 
learning is cognitively based and proceeds through a given natural scope and 
sequence. The basic principles of this school of thought regarding language and literacy 
development include: (1) Language development is cognitively based; (2) Stages of 
language learning are universal, not culturally bound; (3) Language learning is a 
hierarchical process; and (4) Language learning involves various modes of thought 
processes. 
 While both behaviorist and cognitive psychologists have a common goal of 
attempting to understand linguistic behavior in relation to the brain function, they 
disagree about how language is learned/taught.  
 As the debate continued, the vast differences in opinions have promoted further 
studies and investigations.   Researchers have relied not only on language production 
as a source of data to describe these complex processes, but also the physiological and 
biological aspects that come into play and how language relates to cognitive and other 
abilities.   
Innatism: 

Often referred to as the nativistic approach, this theory was postulated by Noam 
Chomsky, the father of modern linguistics, whose ideas of linguistic theory rest on the 
premise of biological endowment and the creative aspect of language use (Chomsky, 
1957; Chomsky, 1986). The notion that humans are pre-equipped with language 
faculties, referred to by Chomsky, as Language Acquisition Device (LAD)--a device that 
never shuts off and constantly functions in language production and use. 
 Despite the theoretical appeal and evidence regarding this characterization of 
language acquisition, very few, if any, researchers have ventured to adopt this model as 
a pedagogical framework for language teaching. Nonetheless, much of pedagogical 
practices and literacy approaches can be linked to the nativistic ideas and foundations.  
For example, theories of comprehension have build on this unique view of language 
processing. 
 In any event, there are several tenets that describe this theoretical model. These 
can contribute to our understanding of language and literacy development and might 
have implications for literacy programs everywhere. Some of the basic innatist 
principles include: (1) Humans are biologically endowed and pre-equipped to use 
language; (2) Humans learn how to “talk” the way they learn how to “walk”; (3) 
Emphasis is on the creative and generative aspects of language use; and (4) Linguistic 
intelligence and language are universal human phenomena. 
 The innatist view has been shaping the study of language learning and teaching 
for some time.  Despite the focus on developing a theory rather than pedagogy, this 
view has become widely circulated in the academic discourse among researchers and 
educators alike.   While the primary focus is on cognition within this paradigm, the 
context of language development cannot be fully accounted for without any 
consideration of how language is used among participants within the social circles that 
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share that language.  This has provided an impetus for another dimensions of language 
study that focuses on how it is used in a social setting. 
Constructivism: 
 Constructivism builds on the premise that meanings are created and constructed 
in a social setting. As such, learners are active participants in the making and re-making 
of meanings upon which understanding is based. In educational settings, this active and 
constructive process (Dewey, 1916, 1933), primarily rests upon the learner’s “previous 
experience, familiarity with concepts, and a general understanding of language” 
(Morrow, 1993, p. 66). Accordingly, learners engage in both social and mental functions 
as they proximally develop on a given continuum. This process has been characterized 
by Vygotsky (1978) as the zone of proximal development (ZPD), through which 
language develops based on teacher scaffolding and encouragement. Given the 
different dimensions of the constructivist approach, several principles underlie the 
constructivist theory. While these might seem at odds with the behaviorist construct, 
they could serve as a blueprint to better understand how literacy could develop in social 
settings. Some of these principles include: (1) Literacy development evolves though rich 
social interactions; (2) Literacy develops through scaffolding, support and 
encouragement; (3) Literacy relates to both social and cognitive development; (4) 
Literacy develops in a larger context that includes culture. 
 These paradigms have largely influenced literacy research and shaped the 
knowledge and skills that drive language arts standards and program guidelines 
(Gunning, 2010; Cooter & Reutzel, 2012). They also have shaped the way researchers 
in the field look at language and literacy development taking into account the complexity 
and multidimensionality of the process. For example, Halliday (1989) identified several 
language functions that are based on children’s cognitive and social exchange when 
they engage in a given speech event and linguistic discourse. He identified the following 
language functions that have direct implications of planning literacy activities. These 
language functions include: Instrumental: is based on the need to get something;  
Regulatory: is based on control of the present situation; Interactional: based on the 
social exchange among language users; Personal: is based on the self-disclosure 
using language as a tool; Heuristic: is based on inquiry and need to obtain information; 
Imaginative: is based on the creative aspect of language use; and Informative: is 
based on the shared knowledge via language. 
 According to Halliday (2004), meaning-making is a social phenomenon is which 
children construct meanings through linguistic discourse and utilization of various 
language functions. More importantly, meanings develop in social semantic stages 
when children engage in any linguistic behavior. 
Multiple Intelligences View: 
 Another impact of these theoretical constructs that have attempted to 
conceptualize the learning process is the evolution of the theories on intelligence. The 
most prominent model has been suggested by Howard Gardner’s Multiple Intelligences 
Theory, which explores the frames of the human mind along with the cognitive 
processes involved when children interact and make sense of the world around them. 
According to his recent account of the multiple intelligences, Gardner (2006) identifies 
the following unique intrinsic abilities that characterize children’s intelligent interactions: 
Linguistic Intelligence – the innate ability to use language and translate that skill into 

212



effective language performance based on language traits and aspects; Musical 
Intelligence – as a language in itself, musical ability involves learning through musical 
nodes and rhythms; Logical-Mathematical Intelligence – the ability to process 
deductively the abstractions of math and logical reasoning using numbers and symbols; 
Spatial intelligence – the ability to visualize and perceive in a given physical space 
with graphic representations of concepts and stimuli around us; Body and Kinesthetic 
Intelligence – the ability to use non-verbal behavior and psychomotor skills to express, 
construct, and interpret meanings; Intrapersonal Intelligence – the ability to 
understand emotions and behaviors and act upon them in a given social and linguistic 
discourse; Interpersonal Intelligence – the ability to use various linguistic and heuristic 
functions in a given socio-linguistic discourse; Naturalistic Intelligence – the ability to 
process knowledge and appreciate things around us in as reflected in the natural world; 
and Spiritualistic Intelligence – the ability engage in moral and ethical behavior based 
on intrinsic beliefs and creeds. 
 Undoubtedly, there are other avenues that transcend these identifiable forms of 
intelligence. This is true especially when we examine elements of diversity as they 
pertain to cultural, ethical, moral, linguistic, social, socio-economic, ethnic, and other 
variables. In other words, there are unique cultural and linguistic patterns that can be 
identifies based on the intelligent ways members of a given group or culture interact 
with the world around them. 
 According to Bennett (2006), knowledge of how children learn and learning styles 
has become as one of the most promising avenues to improve education, especially in 
diverse settings. Needless to say, the knowledge about language, intelligence, and 
literacy will augment our understanding of the learner's relevant cultural experiences as 
they relate to learning and teaching.  
 Of course, culture - whether at the home, school, or environment - is the general 
framework within which children develop literacy, use language, socialize and interact 
based on their unique intelligences. Thus, the development of children's preferred ways 
of learning is intricately related to their cultural and social expectations. This 
underscores the need for a more comprehensive integration in literacy programs.  

 It should be pointed out that within the multiple intelligence perspectives about 
how our brains function, language seems to take a central role in orchestrating human 
interaction with the world around us.  Thus one can hardly imagine the absence of 
language in engaging in any form of these intelligences outlined above.   Consider the 
following questions: Can one be spiritually intelligent without the function of linguistic 
intelligence? Are linguistic and musical intelligences remotely different or can they 
enhance one another? Is there a relationship between the two and others? How any of 
the intelligences relate to language and vice versa (how language relates to other 
avenues of intelligence)? What traits and aspects of language can be described based 
on other related forms of intelligence such as artistic, bodily kinesthetic, logical…etc.? 

 These questions and others can form the basis for underscoring the power 
language exerts in our life.   In fact, doing language is equally vital to doing anything 
else to survive and thrive so long human complex needs are driven by cognitive, 
physical, social, cultural, spiritual ... or other needs and wants. 
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Ecologist View: 
 Since language development is a very complex process and involves many 
intervening factors, it important to underscore the ecological cycle of language 
development from its roots to the fruits.  This epistemology, which I refer to as an 
ecologist view, requires considering input and output factors, process and product 
conditions, and most importantly the natural course language acquisition takes over 
time.  Having this in mind, Brown (1991) provided a graphic scheme which reflects a 
profound ecological cycle that can promote a depthful anatomy of how language 
evolves in a natural setting.  Depicting the intricately related factors, the Figure 1 
illustrates (see Figure 1) the ecologist view of language development.   
 

 
Figure 1: Adapted from Brown (1994, p. 296)  

 
Upon a close examination of the ecologist view as depicted from the figure above, one 
can glean a number of propositions that reflect the ecologist’s approach to language 
acquisition. Some of these include: (1) Language development is an on-going, continual 
process; (2) Language development largely depends on input and output conditions; (3) 
The evolution from the roots to fruits of language takes time and effort which can be 
conscious and/or subconscious; (4) Language output can be a reflection of the input 
and other factors; (5) The evolution of language is a dynamic and rich natural universal 
process; (6) Language development takes its natural course in sequence and scope; 
and (7) Underlying deeply hidden aspects are equally important to tangible (e.g. visible 
and audible) in any linguistic interactional event or task 
 Brown (1994, 2007) extensively discusses the principles of language learning 
based on this ecological perspective.  In examining Brown’s model, it is evident that 
none of the theories should claim that it has the absolute ultimate account without 
acknowledging the validity of counter opinions.  In other words, while these theories 
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vary in their characterization of the process, they should be equally important in helping 
us understand the various nuances on language development.   While unfortunately 
these theories over-engage with the pitfalls of others at the expense of their own, they 
rarely acknowledge the complementary nature of divergent accounts that holistically 
broaden our understanding of the unique universal phenomena associated with 
language learning, teaching, and development.  Consequently, the discourse among 
scholars in these fields have enriched the study of language learning and teaching by 
reflecting a profound synthesis of various schools of thought in advancing linguistic 
theories and the field of linguistics. 
Linguistic View: 
 While the field of linguistics has been largely influenced by various theories of 
learning, it has taken these constructs to a different level in an attempt to account for 
the process and product of language acquisition.  Thus various sub-fields of linguistic 
study have emerged, each with a unique perspective about linguistic behaviors and the 
development of language.  These sub-fields include neurolinguistics, ethnolinguistics, 
psycholinguistics, sociolinguistics, and other areas of language study that focus on 
specific aspects of language (e.g. phonetics, morphology, semantics, syntax, etc.).    
Accordingly, the definition of language competence and its development has come 
embrace a wide range of linguistic, academic, social, cultural, and strategic abilities.  
More importantly, language is a code of communication that has multiple, simultaneous 
functions and are as complex as the contextual demands of the communicative act at 
hand.   Consider the different levels and definitions of the linguistic competence in the 
communicative sense which include: (1) Grammatical Competence which involves the 
mastery of various language aspects, rules and grammar notions; (2) Socio-linguistic 
Competence which involves the effective use and application of social rules in any 
given discourse activity as dictated by the contextual demands of the speech event; (3) 
Discourse Competence which entails utilizing levels of syntactic and semantic forms to 
carry out a meaningful and coherent communicative task (both in spokes on written); 
and (4) Strategic Competence which requires an integration of linguistic and non-
linguistic strategies (i.e. verbal and non-verbal) to perform effective communicative 
tasks.  
 There is an interplay among these avenues of competence where one without 
the other may be less likely to result in a successful communicative activity.  In other 
words, the ecological processes of the interaction can be manifested in any 
communicative act dictated by such interface.   Spielmann (2006) has depicted this 
process in the following diagram (see Figure 2): 
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 Figure 2: Spielmann’s Diagram 

 
 The study of language acquisition, within the field of linguistics, has evolved 
significantly over the past several decades given the technological advances and global 
dynamics. After all, language is an indispensable part of the human interaction and is 
key to communication across world cultures and civilizations.  Consequently, the push 
for multilingualism, global literacy, and multiculturalism is seen as natural outcome that 
can be enhanced by a solid foundation that accounts for understanding how languages 
are acquired and how effectively they be taught.  The next section focuses on the 
pedagogical value and impact in light of the principles and assumptions gleaned from 
the various theories and views on language acquisition. 
Contributions to Second/Foreign Language Pedagogy: 
 The long studied field of language acquisition has impacted education in many 
ways.  However, in two main fronts, such influence can be traced: the foundational 
philosophical base, and the pedagogical practice.  Both domains are equally vital for 
maximizing learning/teaching outcomes in schools everywhere.   
 At the philosophical, foundational levels, several underpinnings have been 
established as a result of these investigations and studies in second language 
acquisition. The conceptual awareness about how language is learned is seen through 
the various principles that have been delineated based on these efforts.  Below is a 
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summary of some of the widely circulated principles that have philosophical and 
practical appeal.  They also serve as underlying assumptions about how second 
language learning takes place.  They include: Position #1: Understanding the process 
of language acquisition in general will help in understanding the process of learning 
second, third … and other languages; Position #2: Universal similarities in the way 
humans acquire and learn any language, including a second or foreign language, exist 
and surface in the process; Position #3: Language acquisition relates to natural human 
needs and wants, including all forms of intelligence, for surviving and thriving at any 
time anywhere; Position #4: Language acquisition is associated not only with linguistic 
faculties and abilities but cognitive physiological, cultural, spiritual, social, and other 
abilities as well; and Position #5: Language complexity and its vital role in human 
interaction can better be understood by examining multiple perspectives and 
frameworks, rather than one at the expense of the other. 

These propositions and others can formulate a blueprint for evaluating the 
education treatments in second language classrooms.   They can also serve as criteria 
to evaluate language learning, teaching, and assessment.   Moreover, they can function 
as a conceptual framework that can provide a sound rationale for examining the crucial 
place language occupies in schools and society at large.   

While language is a key social capital (see Bourdieu, 1998; Viniti, Gopinathan, & 
Yongbing, 2007), it is also an educational capital given its vital place in the curriculum 
and instruction processes in schools.   Of course this is not a new concept.   Over forty 
years ago, for example, Bullock’s  (1975) report “A language for Life” forms the impetus 
of language across content and curricular activities.  Originally based on this notion, the 
Language Across Curriculum (LAC) approaches have evolved.   The premise that 
underlies these approaches is two-fold: first, language transcends content and 
academic areas of the curriculum regardless of what the subject matter may be.  The 
second aspect involves the role of teachers generally regardless of the subject they 
teach; i.e. every teacher is a language teacher.   Thus s/he should be cognizant of this 
fact and their metalinguistic awareness is equally important to their expertise in the 
content they teach.   The byproduct of this school of thought can be seen in the current 
trends and practices in second language acquisition today as well as in literacy 
programs and initiatives.  The focus is no longer on language skills alone but rather on 
how language development is keenly linked to academic and literacy skills that 
transcend reading and writing to embrace mastery of the content being taught in 
schools and beyond.   The opposite also holds true; i.e. the level of knowledge 
acquisition can be a reflection of the levels of linguistic mastery and language 
competence students possess.     

At the pedagogical level, implications and practical applications have been drawn 
from these theories and in many instances provide a rationale for instructional choices 
and decisions in second language classrooms. These models have also impacted the 
curricular activities and learning/teaching strategies in linguistically diverse settings. In 
fact, the standards based movement has integrated these second language acquisition 
principles in educational frameworks and programs.  Various state standards and 
frameworks have integrated research on second language acquisition to create 
benchmarks, guidelines and criteria that govern the curriculum planning and instruction 
in schools.  In examining the various frameworks and standards at the state level, one 
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can find how second language acquisition principles have become to constitute the core 
basis for adaptations and accommodations needed for English language learners and 
the linguistically and culturally diverse in general. 
Implications and Conclusion   

The array of models and approaches to language acquisition serves as a solid 
foundation from which pedagogical practice can be driven.  The balance between theory 
and practice should be constantly achieved.  On one hand, teachers in second 
language classrooms engage in risk-taking to apply in creative ways what the theory 
may entail.  On the other hand, they also implement innovative practices where theory 
may be lacking.   Nonetheless, the rationale for instructional practices in second 
language classrooms should be connected to philosophical underpinnings that 
characterize the complexity of language development.    Teachers may find eclectic 
approaches to be appealing given the choices such approaches allow; yet, such 
eclecticism should be enlightened and informed based on the ecological and contextual 
demands of the learning/teaching situations.   Theories of learning over the years have 
been helpful in the process of integrating sound rationales about instructional choices 
and decisions in linguistically diverse classrooms.  They also have helped teachers and 
educators to revisit certain practices that may be mechanical and simplistic to say the 
least. 

In planning instruction in second language classrooms, one will find it difficult to 
stick to one method or approach.  This is especially true since language development 
involves building a variety of skills that transcend linguistic abilities to embrace 
cognitive, social, cultural and academic one.   The key factor in making pedagogical 
choices revolves around the premise of differentiation that allows integrating an 
informed eclectic approach.  Eclecticism requires synthesizing various workable 
strategies and techniques.  Such synthesis should draw on a comprehensive and 
thoughtful integration of methods and pedagogies that have a sound rationale that 
justifies instructional choices and decisions.  It should also stem from the complexities 
involves language learning and development.  
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Abstract:  
Natural gas in the United States is plentiful, inexpensive and becoming a 

significant source of domestic energy production. However, adequate regulation is a 
challenge. Cost benefit analysis has determined that wastewater processes, exploration 
and emissions from production are negatively affecting the environment. Water 
contamination from fracking is an overwhelming concern. Secrecy has been a major 
problem since the 2005 ‘Halliburton loophole,' which exempts hydraulic fracturing from 
many of the nation’s key environmental-protection laws, including the Clean Water Act, 
Safe Drinking Water Act, Clean Air Act, RCRA and CERCLA. According to Dr. Colborn, 
90% of the fluids used in the fracking process cause major health concerns and birth 
defects. Production procedures allow for contaminant leaching into local watersheds. 
This analysis will determine the effectiveness of current regulatory regimes in controlling 
the effects of Hydraulic Fracturing on local water quality.  
Overview and Introduction 

Hydraulic Fracturing in the United States is currently undergoing massive 
implementation across much of the United States. It is impacting the energy sector in a 
major way.  Hydraulic fracturing also known as “fracking” is a process by which natural 
gas, shale oil, geothermal energy and water can readily be extracted. These raw 
resources are then refined for use on domestic and foreign energy markets. This paper 
will focus on natural gas and its effects on water supplies. Furthermore, it will address 
how fracking procedures impact the environment and people.  

Fracking grants us access to huge natural gas reserves that were not previously 
accessible. The National Petroleum Council, as of 2010, projects United States natural 
gas reserves,now available through hydraulic fracturing, at 1,739.2 trillion cubic feet and 
coal-bed methane resources at 158.6 trillion cubic feet, totaling 1,897.8 trillion cubic feet 
in traditional gas resources (Gas, 2011). Natural gas in the United States is plentiful, 
inexpensive and its extraction is proving to be a major trend in domestic energy 
production.  It is stated that fracking could account for 70% of natural gas production in 
the near future (Council, 2011).   With the massive technological advances in recent 
years, hydraulic fracturing brings great economic benefit and the possibility for 
increased energy independence in the United States.   

The EPA credits that greater use of natural gas willprove to lower CO2 emissions 
in the United States. Natural gas is primarily used in power production and is proving to 
be a great substitute for high CO2 emitting coal resources. Advancements in the ease 
of access to natural gas have also fueled research and development for the use of 
natural gas in the transportation sector. Natural gas could replace fossil fuel as a power 
source for the majority of transportation needs throughout the world. These ideas could 
spark more positive economic benefits and growth in the auto industry while 
dramatically reducing CO2 emissions, if the resource is extracted and utilized properly. 
On the surface, fracking appears to be a godsend to United States energy companies 
and to the country as a whole. However, when the full environmental cost of fracking is 
understood, it becomes apparent that we must weigh the costs and benefits of this 
process and develop policies to protect environmental health.    
Extraction Process 

The first phase of hydraulic fracturing is establishing and constructing a well site. 
The well sites average 4-8 acres, demanding room for drilling equipment, chemical 
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mixture areas, trucks, on site holding tanks and open pit storage for flowback waste. 
Once established, vertical wells are drilled hundreds, even thousands of feet down to 
reach the known gas reserves. The drilling will go below the upper water tables as well 
as any water aquifers to reach the reserves deep in the earth. When the well is tapped, 
the process then moves horizontally to acquire as much natural gas as possible. To 
obtain the gas, fluids made up of water and as many as 200 to 650 chemicals, are 
pumped into the geological formation at high pressures. The fluid pressure opens rock 
veins by fracturing the rock. The veins can extend a few hundred feet to a few hundred 
yards horizontally from the initial influx.  Once the fracture is created, a propping agent 
is pumped down the well to prevent natural closure of the rock formation when pumping 
pressure is released. This maintains the veins, whichallow gas to be extracted. The 
internal pressure of the natural rock formation pushes the fluids back to the surface, 
where they are stored in open holding pits/tanks as flowback waste.  As these fluids rise 
back to the surface, natural gas is released from the veins and captured for processing. 
The gas will then be refined and processed for its introduction into the energy 
production market.  The figure below shows a general diagram of the extraction site and 
process (Agency E. P., 2012). 

 
 

Stakeholders 
The Stakeholder list amasses a wide array of players. Many are opposed to 

hydraulic fracturing while many are in support. Additionally numerous players stand in 
the middle of the issue debating pros and cons of the industry. There are many political 
factors that change the dynamic of stakeholder involvement, causing players to change 
positions frequently. Some stakeholders involved include, but are not limited to, the 
EPA, Oil and Gas companies (Halliburton, Chevron, Conoco Phillips, Clayton Williams 
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Energy, EQT production, Hogback exploration, Laramie Energy II, MDS Energy, Noble 
Energy, Sand Ridge operation and Williams production), states impacted by the fracking 
industry, local residents and businesses, tribes, BLM, DOE, DOT, USFS, USDFW, FDA, 
State and Federal legislators, Canadian oil and gas companies, Canadian legislators, 
environmental groups, wildlife, and the environment as a whole.   
The 2005 Halliburton Loophole 

The hydraulic fracturing industry saw a massive push in 2005 by President 
George W. Bush as a means of gaining energy independence.  During the energy bill of 
2005, President George Bush appointed Vice President Dick Cheney, also former CEO 
of Halliburton, as chief officer of an energy task force, which was charged with the task 
of implementing a new energy policy.  The task force was directed to amend portions of 
the Safe Drinking Water Act (SDWA) in order to drive funding into the fracking industry. 
This would later come to be known as the Halliburton loophole or Energy Policy Act of 
2005.  

In this act, under section 322, the Safe Drinking Water Act was amended to 
exclude fracking from regulation by federal and state governments. 
SEC. 322. HYDRAULIC FRACTURING.   
‘‘(1) UNDERGROUND INJECTION. —The term ‘underground injection’— 
‘‘(A) Means the subsurface emplacement of fluids by well injection; and 
‘‘(B) Excludes— 
‘‘(i) The underground injection of natural gas for purposes of storage; and 
‘‘(ii) The underground injection of fluids or propping agents (other than diesel fuels) 
pursuant to hydraulic fracturing operations related to oil, gas, or geothermal production 
activities.’’ (Energy Policy Act of 2005, 2005). 
 The loophole set in place by the Bush administration strips the EPA’s authority to 
regulate the fracking industry through the SDWA, CWA, CAA, RCRA, CERCLA, NPDES 
and the Toxic Release Inventory. Corporations are conveniently given free reign to drill 
for natural gas however and wherever they see fit. Companies are able to produce, use 
and dispose of chemical and fracking fluids without any safety requirements, 
construction requirements or disclosure to the EPA. Consequently, there is no 
meaningful mechanism for federal oversight.  Rather, the law only suggests voluntary 
non-use of diesel on site.   The suggestion has largely ignored federal land policies. 
(Hamburger & Miller, 2004) 
 In addition to the disclosure issues, split estate problems have escalated under 
the 2005 Energy Policy Act. “In split estate situations, the surface rights and subsurface 
rights (such as the rights to develop minerals) are owned by different parties. In these 
situations, mineral rights are considered the dominant estate, meaning they take 
precedence over other rights associated with the property, including those associated 
with owning the surface. However, the mineral owner must show due regard for the 
interests of the surface estate owner and occupy only those portions of the surface that 
are reasonably necessary to develop the mineral estate” (Bureau of Land Management, 
2009). 
      Split estate rights have stripped away private property owners’ sub-surface mineral 
rights. This allows fracking companies’ passage onto private land with forced 
cooperation by the private resident and little to no compensation.  The companies are 
able to build directly adjacent to landowners’ homes as long as drill towers, if they were 
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to fall, would not come in contact with the home. To further the issue, as mentioned 
under the Halliburton loophole, companies continue reckless operations of hydraulic 
fracturing without disclosure or federal oversight. Non-disclosure issues result in 
contaminant leeching into landowner water wells or spring sources. Water 
contamination has become a major issue. 
Problems Associated with Hydraulic Fracturing  

As a result of nondisclosure exemptions for the fracking industry it has become 
extremely hard to determine what chemicals are involved in the fracking process. With a 
range of 200 to 650 different chemicals used, it makes research a very difficult task. The 
fracking industry in 2005 received 60% of the government’s energy subsidies money 
while cutting funding from the EPA.  This leaves an under funded EPA with the colossal 
task of identifying which undisclosed chemicals are being used and then ascertaining 
the associated environmental risks.  The imbalance inherent in the policy has allowed 
major water issues caused by leeching and poor wastewater management to develop 
unchecked. 

The leeching of unknown chemicals into aquifers and water wells has proven to 
cause drastic health consequences. Potential sources of water pollution from natural 
gas operations include, but are not limited to, volatile chemicals introduced during 
drilling and hydraulic fracturing, combustion byproducts from mobile and stationary 
equipment, chemicals used during maintenance of the well pad and equipment, and 
numerous non-methane hydrocarbons that surface with the raw natural gas (USEPA 
2011). From these processes described above, it is known that contamination from 
lead, benzene, mercury, bromo, ethylene glycol, dioxane, methoxy, propanesulfonic 
acid and undecanol (Colborn, Shultz, Herrick, & Kwiatkowski, 2012) are contributing to 
major water contamination issues.The known health affects of these chemicals are birth 
defects, cancer, brain damage, learning disabilities, asthma, tumors, speech 
impediments, Attention Deficit Disorder, respiratory failure, rash, headaches and 
impaired vision. 

The local residents near hydraulic fracturing sites have increasingly been 
exposed to contaminated water. It is clear that the livelihood of these people have been 
drastically diminished. Not only do the people experience compounding detrimental 
effects from fracking, the wellbeing of the environment has also been greatly 
compromised. The dangers of contamination are proved by the declining health of 
people who drink local water. The level of water contamination is evidenced by the fact 
that creeks and tap water can be set on fire as demonstrated by local residents.  
Current Wastewater Management by Oil & Gas Companies 

Unfortunately full disclosure of wastewater management regimes is not required. 
Currently wastewater is stored in open pits that are supposed to be lined for prevention 
of water leeching. More often than not, the pits are not lined due to lack of disclosure 
and oversight on well plots.  

Before the advent of fracking, in 1988 the EPA determined that oil and gas waste 
is exempt from hazardous waste regulations under RCRA. This meant that waste could 
be injected into Class II wells rather than Class I hazardous waste wells (Cooley & 
Donnelly, 2012).  Class II wells are subject to less stringent regulations compared to 
Class I, therefore disposal into Class II wells presents a greater risk for ground water 
contamination and the triggering of earthquakes than in Class I wells. RCRA had not 
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been amended to account for the dangers of allowing fracking wastewater to be 
disposed of in Class II wells. The U.S EPA estimates that there are 144,000 Class II 
wells in the United States receiving upwards of 2 billions gallons of wastewater a day, 
20% of which is related to natural gas operations (Cooley & Donnelly, 2012). Class II 
wells may be located on site or, more commonly, located offsite.  

Flowback water may also be treated at local municipal wastewater sites, 
although this is not generally practiced.  The problem is that nearly all municipalities are 
incapable of handling this type of wastewater. It can disrupt the treatment process thus 
discharging salts and many unknown contaminants into the environment or water 
supply.  

Wastewater re-use is another practice on the rise. This stems from the 
challenges associated with disposal of wastewater. It reduces the total amount of water 
needed for the operation and assumes the role of treatment prior to re-use. 
Unfortunately, because the fracking industry is exempt from disclosure the companies 
are not required to comply with appropriate re-use measures.  

The National Pollutant Discharge Elimination System, regulated by the EPA, is 
agood measure for controlling water pollution. The EPA regulates the point sources that 
discharge pollutants into water systems. Furthermore, it requires industries, states and 
government entities to acquire a permit for wastewater. However, once again, fracking 
is exempt from the clean water act and therefore regulation of wastewater under the 
National Pollutant Discharge Elimination System.  

The fracking industry has developed tactics for disposal and control of 
wastewater that are unsafe. The industry is not required to disclose their processes 
under the Energy Policy Act of 2005.  Again, this eliminates the EPA’s ability to federally 
regulate the industry under multiple federal acts and allows for unsafedisposal of 
wastewater.  The resulting profound environmental risksof water contamination and 
health degradation are the product of inexcusable political inefficiencies and 
governmental failure. 
Proposed Management Solutions 

The solutions may seem obvious:  the loopholes must be closed and split estates 
abolished. The issue: it’s not that easy.  Loophole closure is of the utmost importance if 
meaningful disclosure is to occur. Companies involved in fracking must abide by federal 
environmental laws and reveal the chemicals involved in the fracking process, before 
it’s too late. The EPA must be returned its rightful authority to regulate and manage the 
industry under the CWA, SDWA, RCRA, CERCLA, and the CAA. These are the laws, 
which were established due to evolving knowledge and ‘learn by example’ experiences.  
Yet in the case of fracking, past lessons regarding the consequences of environmental 
disregard are being largely ignored.  

It is of some consolation that education and awareness is on the rise. It must be 
pushed further; people around the United State must know the effects of the 
secretivehydraulic fracturing industry. Funding must be revitalized to the EPA in order to 
uncover and expose the truth.  The media must be educated about this problem.  News 
bureaus must bring this story to our collective attention, so that current errors can be 
corrected.  Human health must not be ignored at such an appalling rate.  

Research must be implemented on a larger scale. To do this, funding must be 
provided to the EPA. Research is extremely important to revitalize an already damaged 
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water system. Research will uncover all effects of the chemicals used and 
encouragerecovery efforts. Additionally it will provide for research and development of 
safe fracking alternatives to maintain and redirect a very important industry.   

Once the loopholes are closed, the federal standards regarding the industry must 
reflect tighter regulation. We must incorporate cooperative federalism to raise the bar 
around the country.  If states with no interest in fracking tighten environmental 
regulation, states where fracking is being employed on a large scale will be pressured to 
raise standards in their own jurisdiction.  The baseline for management solutions will 
increase. 

In addition, steep fines must be set in place to deter industry from violating 
regulatory regimes.I propose, with strong urgency, an exponential fining scheme,which 
would provide for continually rising fines on any industry practice that violates any of the 
above regulations. With exponential fines, the traditional capped fine system will not be 
seen merely as an operating cost.  The capped fine system is meaningless, because 
natural gas companies have the wealth to absorb the costs.  With the proposed fine 
system, companies will see meaningful decreases in profits and will be forced to explore 
healthy alternative operations. The exponential fining system will increase costs to 
repeat offenders. 

Subsidies to the oil and gas industry have allowed for nearly exponential profits 
for big business and government-contracted operations. This source of wealth to a profit 
hungry industry must be eliminated.Instead, distribution of government money to those 
involved in or affected by the fracking industry must include incentives and funding to 
stimulate the development of safe alternatives for extraction. Compensation must be 
realized.  Funding for oversight should also be increased to ensure that the oil and gas 
companies use environmentally sound methods and that they adhere to proper 
regulation under federal oversight.  Fines charged to violators could provide a source of 
funding. 

To make this movement appealing to natural gas powerhouses, financial 
incentives will be created to satisfy the needs for change. Financial incentives will allow 
companies to appropriate change in the direction of safe and alternative fracking 
procedures. The most reasonable course of action is to provide financial incentive now 
to encourage change before existing practices lead to exorbitant environmental costs. 
Additionally, financial incentives will neutralize lobbyist opposition to required changes 
in extraction processes. Subsidies to industry safe alternatives have proven in the past 
to be very efficient. 

Hydraulic fracturing has great promise for the United States economy and our 
environment. Policy revisions will divert a movement to safe extraction alternatives that 
will continue to enable economic prosperity. Fracking is an industry that must be further 
expedited. If these policies are implemented it will allow for environmentally safe 
extraction practices and great economic benefit to the United States of America.  

In short, the goal of this system is to rebalance regulation, oversight and financial 
incentive in order to encourage a voluntary change to safe extraction practices.  The 
possibilities for “safe fracking” or waterless fracking are already on the horizon.  
Providing a financial incentive for the industry will provide encouragement and proper 
movement to safe alternatives. The policy must be changed to forcefullysteer the 
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industry toward safe mining alternatives and away from the current practices, which are 
leading toward environmental catastrophe. 
 
Relevant Abbreviations and Definitions 
SWDA: Safe Water Drinking Act 
CWA: Clean Water Act 
CAA: Clean Air Act 
RCRA: Resource Conservation and Recovery Act 
CERCLA: Comprehensive Environmental Response, Compensation and Liability Act 
NPDES: National Pollutant Discharge Elimination System 
FDA: Food and Drug Administration 
BLM: Bureau of Land Management 
DOE: Department of Ecology 
DOT: Department of Transportation 
USFS: Unites States Forest Service 
USDFW: United States Department of Fish and Wildlife 
Flowback: The liquid, containing brine and fracking fluids, that returns upward out of the 
well following fracking procedure. 
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Introduction 
 Instructional strategies (ways for transmitting knowledge) or methods for 
delivering instruction that are intended to achieve learning objectives (Burden & Byrd, 
2003) are as varied as there are instructors. Instructional strategies include lectures, 
whole group/whole class discussions, small group discussions, group research projects, 
group project presentations, reading and commentary, field trips, service learning, 
independent readings, viewing of videos and movies, guest presentations, and 
attendance at on-campus and off-campus activities. Other instructional strategies are 
demonstrations, recitations, use of games, practice and drills, simulations, discovery 
learning, role playing, and computer-assisted instruction (Burden & Byrd, 2003; Joyce, 
Weil & Calhoun, 2004; Seefeldt, 2005; Banks, Banks & Clegg, 1999). The literature is 
replete with best instructional practices that engender effective instruction and effective 
student learning.  
 The purpose of this paper is to discuss some of the instructional strategies that 
have worked for me as a University Professor and have helped foster effective 
instruction and student learning. I will also reflect on my practice utilizing data from my 
teaching experiences.  My interest in this topic stems from my many years of teaching 
and training pre-service social studies teachers and other pre-service teachers in other 
majors at Jackson State University in Jackson, Mississippi and University of Science 
and Technology (now Kwame Nkrumah University of Science and Technology) in 
Kumasi, Ghana, West Africa. Over the years, I noted the positive impact the varied 
instructional strategies I employed in my classes had on my students’ learning. As a 
result, I decided to collect data to determine the impact of the strategies on my students 
based on my students’ own reports. I collected data from four different courses for two 
semesters (Spring, 2011 and Fall, 2012 semesters). I collected qualitative data using an 
open-ended question prompt, “Of the instructional strategies that have been used in this 
course, which two had the most impact on you? Describe the two strategies you 
selected. Describe the impact of the two strategies you selected on your learning, your 
academic achievement, and on you as an individual”.  
 This paper constitutes a report of my findings from analysis of the qualitative data 
and my reflections on my practice in utilizing varied instructional strategies in teaching 
my students. To make sense of the data I collected, I read, categorized and organized 
the students’ responses to the open-ended question prompt based on the strategies the 
students selected in their responses. Majority of the students (40 out of 50 or 80%) who 
participated in this study selected field trips, group projects and presentations, whole 
group/whole class discussions, and service learning as the strategies that had the most 
impact on them. Three of the strategies that most of the participants indicated had the 
most impact on them are selected for discussion and reflection in this paper. The 
strategies selected for this paper are field trips, group projects and presentations, and 
whole group/whole class discussions. In terms of organization of the paper, each 
selected strategy is defined and the findings from the data are discussed and reflected 
on utilizing excerpts from the students’ responses. Conclusions and recommendations 
for practice and further study are the final subject matter of this paper. 
Discussion of Findings and Reflections 
 In this section, the selection of instructional strategies that have worked best for 
me in teaching my courses and have had the most impact on my students (field trips, 
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group project presentations, and whole group/whole class discussions) are defined and 
the findings from the data are discussed and reflected on.  
Field Trips 
 A field trip is a trip taken by an instructor and his or her students to a site that is 
relevant to the content or body of knowledge being taught in the classroom. It is travel 
from a classroom to a place where what is being taught can be experienced by 
students. A field trip is a teaching and learning excursion outside of the classroom and 
gives students a chance to experience hands-on learning while also being introduced to 
new environments for learning (Dray, 2013). Thus, a field trip is a type of hands-on 
experience and is a catalyst for experiential learning. Through the years I have been 
teaching, I have taken my students on several field trips to numerous content-related 
sites including the country of Ghana in West Africa, other states in the United States, 
the Old Capitol Museum and the New Mississippi State Capitol in Jackson, Mississippi, 
the Choctaw (Native American) Reservation in Choctaw, Mississippi, the Ohio 
University Minority Graduate Visitation Program, International Exhibitions (the 
International Museum of Muslim Cultures: The Legacy of Timbuktu Exhibition, the Glory 
of Baroque Dresden Exhibition, the African Rites of Passage Exhibition, the Majesty of 
Spain Exhibition, the Splendors of Versailles Exhibition), the Museum of Southern 
Jewish Experience in Utica, Mississippi, cultural festivals (Latino Fest, International 
Festival, Choctaw Indian Fair) and restaurants (African, Mediterranean, Japanese, 
Chinese, Mexican).  
 The observations I made as I took my students on field trips to various sites was 
that they bonded with their classmates, they contributed more during class discussions 
and the more students did so, instruction became progressively more productive for me. 
As my students and I went on more field trips during a semester, many of the students 
tended to perform very well in course assignments and examinations by the end of the 
semester. According to many students, in their responses to the open-ended question 
prompt posed to collect data for this paper, they learned better, their cultural horizons 
were broadened, and the field trips made learning about different cultures more exciting 
for them. The following sample excerpts from students’ responses are examples of the 
impacts that field trips had on the students: 
 

We had field trips. The field trips made learning about the cultures more exciting. 
This strategy made me become more open to new and different experiences.       
 
The field trips to the many different restaurants also helped me understand the 
different foods [various] cultures ate in their cultures. The foods showed how they 
ate and what they ate. It was good for me to experience these foods as an 
individual. I felt it made me a more rounded person when it came to the foods I 
consumed. 
 
The field trips gave me a chance to know my classmates, their likes and dislikes 
and views on different situations. The trips gave me a chance to meet people I 
would not even think about talking to outside of class. Attendance at off-campus 
activities is an additional strategy that helped me learn throughout the course. 
The trips helped me know Jackson State University a little better.  
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The trips to several different cultural establishments were very educational…We 
learned about cultures we weren’t very knowledgeable of prior to entering this 
course. 

 
The field trips that we took were not only fun, they were very educational. They 
provided an opportunity for us to bond as a class as well. 

 
 The above excerpts from my students’ responses concur with the literature that 
field trips provide a transformative educational experience for students. Field trips put 
students in new learning environments, afford students an opportunity to learn while 
having fun, enable the instructor and students to put knowledge/content into practice, let 
students learn by doing, and introduce students to new experiences (Dray, 2013). As 
Dray (2013) aptly postured, field trips are a great way to end a boring subject and bring 
life into subject matter that may be particularly difficult for students to master. Field trips 
help students get to know each other better and interact in a more relaxed learning 
environment where interaction among subjects can take place (Dray, 2013; Chavez, 
2013). Students become more open to new and different experiences, cultures, and 
varied ways of learning and knowing.  
Group Research Projects and Presentations 
 The instructional strategies, which had the most impact on my students based on 
the students’ responses are group research projects and presentations. These 
strategies involve students working together in small, mixed-ability learning groups to 
research and accomplish specific projects (Burden & Byrd, 2003, Zevin, 2000). Group 
projects and group presentations can help students develop a host of skills that are 
increasingly important in the professional world (Caruso & Wooley, 2008; Mannix & 
Neale, 2005; Burden & Byrd, 2003). Each semester, I assign students in each of the 
courses I teach to engage in group research projects on a number of issues relevant to 
the course. Students are assigned to groups; they conduct primary research; and report 
their findings in the form of presentations using PowerPoint or other presentation 
software.   
The following sample excerpts from my students’ responses demonstrate the 
usefulness of group research projects and group representations: 
 

The group projects and presentations were a fun and exciting way to learn more 
about other cultures. The guidelines were fairly loose and there was a lot of room 
for creativity. Having guest speakers, recorded interviews, music, artifacts, and 
snacks from the different countries [during the presentations] was educational 
and entertaining. Interactive presentations are an easy way to learn in a laid back 
informal learning environment.   

 
Another instructional strategy that I thought was helpful was the group research 
project. Through this project, I not only discovered information on a region of the 
world, but I was also informed about other countries that the other students 
researched. It was really great to learn about different cultures through music, 
and food, and research. The project also gave us an opportunity to interview 
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different people from the different countries, which was really cool. The 
instructional strategies that were used in this class were a great way for the 
students to stay involved and participate in class. 

 
The group projects and group presentations helped with my learning, academic 
achievement and as an individual because it gave me a better understanding for 
the different cultures we studied. The experience helped me understand different 
cultures, the foods people eat, the clothing they wear, and overall how they are 
as a people. 

  
Group projects and presentations were other instructional strategies used in this 
class…I did not find this instructional activity to be very helpful to me as an 
individual. This instructional activity was effective, however, in learning to work 
well in a group since we had to rely on each other for part of our grade. 

  
The group project and presentation had the most impact on my education, 
achievement and me as an individual. It showed me that people are more 
interesting than I thought. I saw that life allows us to befriend interesting people 
and experience extraordinary things such as the student with the friend from 
Germany. I think that it is amazing that I discovered through this project that 
there are so many people from so many places here at Jackson State University. 
It shatters preconceptions that hold us back from new views on life. The 
presentations were in-depth and informative, which I enjoyed. I learned to 
treasure what I have here [in the United States of America] and that people from 
other places do not necessarily feel, live, or think the way that I may think that 
they do as an American. These strategies have encouraged me to learn more 
about people from everywhere and have created a curiosity in me for their stories 
and ways of life…The teaching strategies of this class have helped me as a 
student and a person immensely. 

 
 From these excerpts it is very evident that group projects and presentations are 
very beneficial to students beyond academic achievements. Group projects can 
reinforce skills that are relevant to both group and individual work, including the ability to 
break complex tasks into parts and steps, to plan and manage time, to refine 
understanding through discussion and explanation, give and receive feedback on 
performance, challenge assumptions, develop stronger communication skills (Carnegie 
Mellon University Eberly Center, 2013), and develop stronger interpersonal and social 
skills. For faculty, a major benefit is the flexibility to assign more complex authentic 
problems to groups of students than to individual students (Carnegie Mellon University 
Eberly Center, 2013). Group projects test students on more than one level and help 
students develop the skill of working well with other people (The Stanford Daily Editorial 
Board, 2012). Students’ critical and analytical skills are sharpened in the process of 
engaging in the complexities involved in group research projects and presentations. 
Whole Group/ Whole Class Discussions 
 Whole group/whole class discussion is a modified form of classroom lecture 
where the focus is shared between the instructor and the students for information 
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transfer (Kelly, 2013; Banks et al., 1999; Burden & Byrd, 2003; Zhou, 2003). In the 
whole group/whole class discussion strategy, typically an instructor or teacher will stand 
in front of a class and present information for the students to learn, but the students will 
also participate in the lecture by answering questions and providing examples. Usually, I 
begin my classes with whole group/whole class discussion and then utilize other 
instructional strategies during the class period. This is because whole group/whole class 
discussions are an excellent instructional method when utilized in conjunction with other 
instructional methods (Kelly, 2013). Majority of the students who participated in the 
study I conducted had wonderful things to say on the impact of my application of whole 
group/whole class discussions in my courses. The following are sample excerpts from 
the students’ responses: 

In almost every class we usually discuss whatever is being reviewed with us. The 
impact of the discussion on my learning was that I saw different perspectives 
(from the classmates) of ways of life. It impacted my academic achievement 
because being able to discuss different cultures and ways of life helps me retain 
the information. It impacts me as an individual because it makes the class more 
enjoyable for me. I like being able to participate in class. 

 
I also benefited from the whole class discussions because we were able to 
elaborate on and share ideas and personal experiences that correlated with the 
lecture or chapter being presented. This method allowed us to go deeper into the 
text and really focus on the content. 
 
The whole class discussions allowed me to hear the experiences, opinions, and 
viewpoints of others that I would not have heard otherwise. It gave me insight on 
how others see things and enlightened me on the many walks from which people 
can come. The class discussions allowed me to think about the values, social 
structures, and traditions I have in the world I live in on familial, local, state, 
national, and international levels. The discussion allowed me to see that 
tolerance and understanding are needed on every level in order to be a cohesive 
unit even in the classroom.   
 
The whole class discussions were effective in guiding and growing my scholastic 
achievement. The class discussions are very important because I learn the views 
and opinions of my fellow classmates. The knowledge gained from social 
awareness is building blocks to better societies. 
 
This class was also interactive a lot. One of the things I liked is that Dr. Yeboah 
made the students interject in class when it came to class discussions. It made 
class more interesting and less boring and dull. It also made us interact with one 
another more to get to know our class mates. This semester, I feel that I have 
had a wonderful learning experience and I gained a lot of well needed knowledge 
for my own educational benefit. 
 
These students’ own reports of the impact of whole group/whole class 

discussions on them agree with extant literature. According to Kelly (2013) whole 
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group/whole class discussions provide for greater interaction between teacher and 
students. From my observations and my students’ responses, whole group/whole class 
discussions make for greater interaction among students leading to students knowing 
one another better and perhaps forging lifelong mutually beneficial relationships. 
Students develop greater tendency to stay focused on the lesson being taught because 
they might be called on to answer questions and they feel more comfortable answering 
questions (Kelly, 2013). For some instructors, this strategy is more comfortable because 
they maintain a greater control over what is being taught and are able to direct and 
guide the discussion (Kelly, 2013; Banks et al., 1999; Zevin, 2000) to desired 
conclusions. One of the major advantages of this strategy is that instructors can check 
on what their students are retaining through questions posed (Kelly, 2013) and answers 
provided by their students. If used properly, this strategy can stimulate critical thinking 
and encourage average and less able students to engage in the learning process 
(Burden & Byrd, 2003).      
Conclusions 
 This paper has focused on a discussion and reflection on the application of 
varied instructional strategies that have worked for me as a Professor. Using a variety of 
instructional strategies benefits both the instructor and his or her students. The impact 
on students is invaluable. The responses of my students from the data I collected in my 
courses point to the fact that hands-on instructional strategies such as field trips, service 
learning, group projects and presentations, and whole class/whole group discussions 
tend to have the greater and more positive impact and are very beneficial to students. 
As an instructor, employing a plethora of instructional strategies to facilitate my 
students’ learning and observing and noting the transformation of many of my students 
in their academic performance is a priceless experience.  
 The following profound statements from some of the students’ responses capture 
the essence of the significance of utilizing as many instructional strategies as possible 
in the classroom: 
 

This class is one of my favorite classes of the semester. This was a very lengthy 
class but …the times spent in this class was very life changing, from the different 
regions we studied to their cultures, beliefs, religions, people, and so much more. 
It was also very interesting to have had such a wonderful experience having an 
instructor from one of the regions studied, Africa. The strategies the instructor 
used helped give a more in-depth understanding of such beautiful places that 
many of us Americans have placed stereotypes against. Also, in this course, we 
studied about the make up of different types of family, when all along we never 
probably even realized that we as a class had become a family. From working 
together in groups, to taking trips with one another, to sharing evening dinner, we 
became, by what was listed in our studies, a family. So, in conclusion, this was a 
great experience for me and I am sure for many of my other classmates. As for 
me I would not trade this class or experience for any other class or instructor. 

        
This class has really helped open my eyes and helped me see other cultures 
from more than one point of view. I used to judge people from other cultures 
because of their beliefs and their rituals. When I actually got to read on many of 
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these different cultures I started to understand why they did a lot of things and 
why some of those things were rituals…I also learned a whole lot of different 
norms that vary from one culture to another…This course made me open my 
eyes a whole lot outside of just American life. 

  
As an individual, learning about others has helped me to change my thought 
process. Instead of calling something or someone weird because of their beliefs 
or customs, I am more receptive and have a greater passion to learn more of 
others. I have an eagerness to hear the ideas of others on certain issues 
because I would benefit from them. Hearing the ideas of others on issues is 
sometimes eye-opening because it can alter your opinion. I’ve realized that on 
certain things, I misjudged or that I wasn’t fully getting the correct understanding. 
And [this class] helped bring more knowledge out of me. It can create a change 
inside of me. That’s what this class has done for me.  

  
The following conclusions are drawn based on the foregoing in this paper:  

• There are a plethora of benefits that accrue to instructors and students when 
several instructional strategies are employed in the teaching and learning 
experience. 

• Knowing and utilizing a variety of instructional strategies are best practices. 
• Hands-on instructional strategies such as field trips, service learning, group 

projects and presentations, and whole class/whole group discussions work 
best for me and my students and hopefully will work best for other instructors. 

 
Recommendations 

It is strongly recommended that a study be conducted to determine the impact 
and benefits of the application of several instructional strategies on faculty.    

Instructors are strongly encouraged to utilize varied instructional strategies in 
their teaching to ensure optimum student learning. 

A similar study with a larger student population could be conducted to investigate 
if there will be any significant differences in students’ responses due to the larger 
population sample. 

The data could be analyzed to determine if there will be any significant 
differences in students’ responses based on gender. 

The data could be analyzed to investigate if there will be any significant 
differences in students’ responses based on specific courses they are enrolled in. 
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