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Educators’ Knowledge of Traumatic Brain Injury 

 

Purpose 

The purpose of this study was to examine teachers’ understanding of the characteristics of Traumatic 

Brain Injury (TBI) and the associated teaching strategies used in the classroom.  The information 

gleaned from the survey provided a basis for identifying support and professional development needs of 

classroom teachers charged with implementing the academic and behavioral plans of students with 

traumatic brain injury in the classroom.   

Traumatic brain injury is defined in the Individuals with Disabilities Education Act 

(IDEA) 2004 Sec. 300.8(c)(12) as, 

 …an acquired injury to the brain caused by an external physical force, resulting 

in total or partial functional disability or psychosocial impairment, or both, that 

adversely affects a child’s educational performance.  Impairments may result in 

one or more areas, such as cognition; language; memory; attention; reasoning; 

abstract thinking; judgment; problem solving; sensory, perceptual, and motor 

abilities; psychosocial behavior; physical functions; information processing; and 

speech.  Traumatic brain injury does not apply to brain injuries that are congenital 

or degenerative, or to brain injuries induced by birth trauma (IDEA, 2004). 

Background and Literature Review 

More than one million children in the United States are identified each year with TBI 

(Council for Exceptional Children, 2010). TBI is the most common cause of death and disability 

of U.S. children, and between nine percent and 38% percent of students with TBI are referred to 

special education (Keyser-Marcus, Briel, Sherron-Targett, Yasuda, Johnson, & Wehman, 2002).  

According to the Council for Exceptional Children (2010), “…the most common cause of TBI is 

car accidents…” while “…other causes include sports accidents, falls, and physical abuse” (p.1).  

A greater number of concussions are being reported among school athletes, leading to proposed 

legislation that would standardize public school policies for responding to and treating 

concussions among school athletes (Samuels, 2010).  Teachers in both general and special 

education may find students with TBI in their classrooms.  Unclassified or non-identified TBI 

can lead to school failure, dropping out, conflict between parents and the school, and the 

student’s becoming demoralized (Hibbard, Gordon, Martin, Raskin, & Brown, 2001).  Keyser-

Marcus, et al. (2002) asserted that providing a seamless, multi-disciplinary process for 

identification and appropriate placement, as well as ensuring that teachers have the training in 

effective strategies to address the specific needs of students with TBI, was critical.      

Identification and assessment. Salvia, Ysseldyke, and Bolt (2010) stated traumatic brain 

injury is diagnosed by a neurologist.  They further asserted that,  

the need of a student with brain injury for special education will be based first on 

a determination that the student’s school performance falls outside the normal 

range and various attempts to remedy the education problems have failed.  Next, a 

school psychologist will likely administer a standardized achievement battery to 

verify that the student’s achievement has been adversely affected (p. 369).   

According to Madigan, Hall, and Glang (1997), schools should use a multidisciplinary 

team assessment approach including educators, guidance counselors, rehabilitation and medical 

professionals, and family members to develop the individual education plan for students with 

TBI.  To develop a student learning profile and instructional intervention guide identifying the 

student’s learning strengths, sources of information should  include neuropsychological 
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assessments, prior school records, academic testing, observational data from teachers and family 

members, and self-reports from the student, if appropriate (Keyser-Marcus et al., 2002).   

When assessing children with TBI, Hibbard et al. (2001) noted that assessment should 

focus on specific cognitive deficits and strengths, as well as traditional academic concerns.  

Keyser-Marcus et al. (2002) reported that changes in language fluency and comprehension were 

common in students with TBI, and Hibbard et al. (2001) reported that teachers may see any or all 

of the following immediate or long-term types of changes in a student who experiences a 

traumatic brain injury   

 physical changes include tiredness, lack of interest, headaches, awkward movements, 

slowed reactions, heightened sensitivity to light and noise; 

 cognitive changes include forgetfulness, sudden failure in learning new material, word-

finding difficulties, problems with organizing materials, inattention, and easy 

distractibility; 

 emotional changes include moodiness, lability, depression, anxiety; and 

 behavioral changes include irritability, aggressiveness, inability to deal with unexpected 

events, and frustration over minor incidents (p. 2).  

School personnel training. According to Tyler (1997), general and special education 

teacher training programs do not discuss effective teaching methods that would address the needs 

of students with TBI.  Mealings and Douglas (2010) explained that factors critical in transitions 

include  providing education about TBI in general to school personnel, as well as providing 

information about the individual profile of the TBI student.  In addition, these authors noted such 

critical categories as advance planning for all transition points such as hospital to school, from 

one grade level to the next, from primary to secondary, and providing a continuum of service 

across professions to enhance collaboration.  They also suggested establishing an individual 

learning profile and learning plan for the student and providing opportunities for modified 

curriculum or alternative learning options.  Finally, identification and development of adaptive 

strategies and accommodations and conducting ongoing comprehensive reviews of needs were 

addressed.   

Training for teachers of students with TBI should include strategies to assess and address 

the areas that have the greatest impact within the classroom, such as reduced attention and 

concentration. Students with TBI may be unable to maintain attention for lengthy periods or 

listen to a teacher while taking notes (Hibbard et al., 2001; Keyser-Marcus et.al, 2002).  

According to Hibbard et al. (2001), other important training areas include: 1.) information 

processing speed because the student may process visual and auditory information slower than 

other students, 2.) memory because students may have difficulty learning, storing, and retrieving 

new information, 3.) prioritizing, thinking abstractly, and organizing, and 4.) planning and 

language, since they may not be able to find the right words to express themselves.  Several 

authors agreed that training should address behavioral changes resulting from TBI such as low 

frustration tolerance, impulsivity, low energy and lack of motivation, and emotional changes 

such as anxiety, depression and reduced confidence (Hibbard, et al., 2001; Keyser-Marcus, et al., 

2002; Mealings & Douglas, 2010).   

IDEA (2004) requires school districts to conduct functional assessments of children who 

exhibit challenging behaviors in the school setting, as children with TBI often demonstrate.  

According to Dykeman (2009), the functional behavior assessment is a process that determines 

the reason a behavior occurs.  Dykeman found in these cases that IDEA mandates the 
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development of a positive behavioral intervention plan to complement the functional assessment 

of behavior addressing specific challenging behaviors. 

Dykeman (2009) supported the premise that although IDEA 2004 does not require 

Response to Intervention (RtI) for children with TBI, the RtI framework, a model that includes a 

sequential tiered level of instruction which is scientifically and empirically-based, can be 

beneficial in addressing academic and behavioral concerns of  these students.  In this model, the 

student’s responses are consistently evaluated, and a problem-solving team analyzes the 

student’s responses to determine appropriate instructional interventions.  Glang, Todis, Thomas, 

Hood, Bedell, and Cockrell (2008) noted that approximately 21% of students returning to school 

with TBI received services typically provided in Tier 3 focusing on specific individual 

interventions, while 40% received services typically provided in Tier 2.  

Research Study Design 

A non-experimental basic research design using a cross-sectional survey method was 

selected for this study.  This section of this study includes the following components:  design and 

instrument development, data collection, questions, and sample characteristics and data analysis.   

Design and Instrument Development 

 The survey instrument was developed based upon a review of the literature covering 

characteristics, terms associated with TBI, training, intervention strategies, and assistance from 

administrators and other stakeholders.  Part I contained sample characteristics and demographic 

information. Part II contained Likert-type items requiring responses to items on a continuum 

from strongly disagree to strongly agree.  Part III contained three open-ended questions in order 

to identify emerging trends.  A panel of experts, including university professors and educational 

professionals from the field, provided face validity for the instrument. 

Survey items (N=33) were scored on a five-point Likert scale where higher ratings 

indicated a greater degree of understanding regarding addressing the needs of students with TBI.  

Internal consistency reliability was determined using Cronbach’s coefficient alpha.  The items 

were clustered according to the following topics: cause, familiarity, preparation, intervention, 

effects, and support.  The total survey yielded a coefficient alpha of .90, indicating excellent 

internal reliability.  The individual cluster reliabilities were determined as follows: cause (.63), 

familiarity (.63), preparation (.67), intervention (.68), effects (.63), and support (.56).  There 

were only four or five items related to each cluster, which may account for their low internal 

reliability.   

A basic assumption underlying this study included the premise that the respondents were 

actively involved with identification and interventions for students with TBI.  The limitation of 

this study was commensurate with survey research methods. In this cross-sectional survey, data 

were collected at one point in time and reflected the experiences and biases of the respondents 

whose input was strictly voluntary. 

Data Collection, Questions, and Sample Characteristics 

 The survey instrument was distributed through electronic mail to teachers in a master’s 

program in Educational Leadership in the state of Texas.   A complex research question for this 

study addressed mean differences as follows: 

Are there mean differences with respect to the independent variables: gender, age 

range, ethnicity, special education and general education, grade level, and years of 

experience with respect to the dependent item clusters: cause, familiarity, 

preparation, intervention, effects, and support? 
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Descriptive analysis of respondent characteristics showed that 80% of the respondents 

were White females whose ages ranged between 36 and 65 years old.  Twenty-one percent were 

employed in special education.  The majority of the respondents reported up to eight years of 

experience.    

Data Analysis and Findings 

 The quantitative data analysis was conducted using a t-test for comparison of groups of 

two, and analysis of variance (ANOVA) was used when there were more than three or more 

groups involved.  Only the significant findings were discussed in depth.  With respect to the total 

survey, only age range appeared to be significant, t(193) = 2.40, p=0.01.  Respondents aged 21-

35 (M=107.4) tended to have lower total survey responses than respondents aged 35-65 

(M=113.6), suggesting that perhaps younger respondents had less familiarity with TBI issues.  In 

terms of the total survey responses, ethnicity, area of employment, and years of experience had 

minimal impact.   

Inferential Test of Cluster Differences 

There were no significant differences with respect to the cause cluster.  Participants 

appeared to agree on such items as the most common cause of TBI, for example, “TBI does not 

apply to brain injuries that are congenital or degenerative, or to injuries induced by birth 

trauma”.   

There appeared to be no differences in the responses of the participants with regard to the 

familiarity cluster.  For example, there appeared to be agreement on items such as, “Traumatic 

brain injury is diagnosed by a physician, who is usually a neurologist”, or “The needs of a 

student with TBI or special education will be based first on a determination that the student’s 

school performance falls outside the normal range, and various attempts to remedy the education 

problems have failed”.   

In terms of the preparation cluster, a significant difference was found when examining 

the areas of employment t(193)= 3.54, P=0.001.  General education respondents (M=15.1) 

tended to score lower on the Preparation cluster than special education respondents (M=17.6).  

This is interpreted to mean general education respondents do not feel as prepared to work with 

TBI students as special education teachers.  There was a high level of agreement among 

respondents when examining items such as, “Impulsivity is commonly affected by TBI”, and 

“Social skills/interactions are commonly affected by TBI” on the intervention cluster.   

There was a high level of agreement on the effects cluster across such items as 

“Cognitive functioning is commonly affected by TBI”, and “Communicating effectively is 

commonly affected by TBI”.  There were mean differences among respondents on the effects 

cluster with respect to age range, t(193)=2.48, p=0.01.  Respondents aged 21-35 (M=12.6) 

tended to score lower on the effects cluster than respondents aged 35-65 (M=13.6).  These 

findings may be explained as younger respondents may have had less experience and training 

than their older counterparts.   

There was a high level of agreement across the four items of the support cluster.  For 

example, “If a student suffered the injury at an early age, the educational effects of TBI may not 

show up until middle or high school where higher level thinking skills and more complex tasks 

are expected”.    

Qualitative Results 

 Responses to the three open-ended statements provided rich information to supplement 

the quantitative findings. This data was analyzed through a data reduction method as 

recommended by Creswell (2007). Two or more of the researchers analyzed the data to establish 
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reliability in the process and to agree on emerging trends or categories.  A restatement of the 

survey item forms the framework for reporting the qualitative analysis.  Question one (Training 

within the last year relative to TBI), Question II (Recommendations for teachers of students with 

TBI), and Question III (Major concerns of teachers concerning TBI) follow. 

Training within the last year relative to TBI.  Of the total 294 respondents, 123 (41%) 

answered this item.  Of these 123 respondents, 105 (85%) reported that they had no formal 

training relative to Traumatic Brain Injury (TBI).  Thirteen percent of the respondents 

commented that they had little experience with TBI.  Several reported they had special 

education, crisis intervention, and training on diverse learners’ needs.  One individual noted a 

recent staff development on athletic injuries of high school athletes.  Several respondents 

reported they were familiar with TBI characteristic from family members, friends, or 

acquaintances.   

Recommendations for teachers of students with TBI.  Of the total 294 respondents, 

102 (53%) replied to this item.  The majority of these respondents (31%) noted that they had no 

knowledge about Traumatic Brain Injury. Fifteen percent noted that patience and understanding 

were needed because all cases were different. Many noted symptoms could be subtle and differ 

while practice and repetition were always needed. Eleven percent noted that working with 

parents was important because some parents may have lower academic standards for their child.  

These respondents felt communication was a key factor for making parents comfortable with a 

TBI student’s individual education plan. Another 11% of the respondents noted that teacher 

training was needed concerning specifics for TBI student needs.   

Major concerns of teachers concerning TBI. One hundred twenty-six (42%) of the 

respondents voiced concerns regarding students with Traumatic Brain Injury. Of the total 294 

respondents, 43% noted they lacked knowledge about characteristics of TBI, particularly about 

seizures.  Many of these respondents expressed a desire for training about TBI issues. Some of 

these respondents reported that they had never heard of TBI. Fourteen percent of the teacher 

respondents noted that they lacked teaching strategies that were effective with TBI students, 

particularly strategies for working with impulsivity. Fourteen percent of the respondents noted 

no concerns. Twelve percent reported never working with a TBI student and stated they were 

unfamiliar with them.   

Summary, Conclusions, and Recommendations   

  Of the 294 respondents, 193 (66%) completed the total survey. White females between 

36-65 years of age formed the majority of the respondents. Only about 20% of the respondents 

indicated a special education background. In general, the responses on the survey tended to be at 

the higher Likert scale range agreeing with and showing knowledge of items on the survey.   

Age range made a significant difference when examining preparation scores. General 

education teachers were significantly less confident with their preparation and knowledge of 

individuals with TBI. When looking at the effects cluster, age was significant. Younger 

respondents, ages 21-35, tended to have less agreement with items concerning the effects of TBI, 

such as “Cognitive functioning or communication is affected in students with TBI.” These results 

may be explained as younger teachers may have not had experience with TBI students. In 

general, the younger respondents rated all of the items lower than the more experienced teachers; 

therefore, these researchers concluded that a background in special education and having 

experience with TBI students in the classroom made a significant impact on teachers with respect 

to the cause cluster, effects cluster, and familiarity cluster in this study.  
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 Of the respondents that made recommendations for teachers of students with TBI, over 

30% noted they had no knowledge about characteristics of TBI, particularly seizures, and they 

lacked strategies for the classroom.  Based on this study’s findings, these researchers would 

recommend teacher training that would include TBI characteristics and strategies, to include 

knowledge of what to do about seizures for “all” teachers, but particularly for new teachers.   

Teachers who teach students with TBI might benefit from a mentor who has both training and 

experience with TBI students and knowledge and strategies to provide assistance to them in the 

classroom.  

References 

Council for Exceptional Children. (2010). Traumatic brain injury: The silent epidemic. Retrieved 

from <http://www.cec.sped.org/AM/PrinterTemplate.cfm?Section=Home& TEMPLATE 

=/ CM/Content> 

Dykeman, B. F. (2009). Response to intervention: The functional assessment of children 

returning to school with traumatic brain injury. Education, 130(2), 295-300.  

Glang, A., Todis, B., Thomas, C., Hood, D., Bedell, G., & Cockrell, J. (2008).  Returning to 

school following childhood TBI: Who gets services? NeuroRehabilitation, 23(6), 477- 

486.   

Hibbard, M., Gordon, W. A., Martin, T., Raskin, B., & Brown, M. (2001). Students with 

traumatic brain injury: Identification, assessment and classroom accommodations.  Paper 

presented to Mount Sinai School of Medicine, Dept. of Rehabilitation Medicine, New 

York, NY.   

Individuals with Disabilities Education Act (IDEA) (2004). Retrieved from <http://idea.ed.gov/ 

explore/search?search_option=all&query=traumatic+brain+injury> 

Keyser-Marcus, L., Briel, L., Sherron-Targett, P., Yasuda, S., Johnson, S., & Wehman, P. 

(2002). Enhancing the schooling of students with traumatic brain injury. Teaching.  

Exceptional Children, 34(4), 62-67. 

Madigan, K., Hall, T., & Glang, A. (1997). Effective assessment and instructional practices for 

students with TBI.  In A. Glang, G. Singer, & B. Todis (Eds.), Students with acquired 

brain injury: The school’s response (pp. 123-160). Baltimore: Paul H. Brookes. 

Mealings, M., & Douglas, J. (2010). School’s a big part of your life: Adolescent perspectives of 

their school participation following traumatic brain injury. Brain Impairment, 11(1), 1-

16. 

Salvia, J., Ysseldyke, J., & Bolt, S. (2010). Assessment in Special and Inclusive Education, 368-

369. Boston: Houghton Mifflin. 

Samuels, C. (2010). Concussion-prevention efforts zero in on school sports. Education Week, 

30(5). 

Tyler, J. (1997). Preparing educators to serve children with TBI. In A. Glang, G. Singer, & B. 

Todis (Eds.), Students with acquired brain injury: The school’s response (pp.323-342). 

Baltimore: Paul H. Brookes. 

-7-

http://www.cec.sped.org/AM/PrinterTemplate.cfm?Section=Home&
http://idea.ed.gov/%20explore/search?search_option=all&query=traumatic+brain+injury
http://idea.ed.gov/%20explore/search?search_option=all&query=traumatic+brain+injury


 

 

 

 

 

 

 

 

 

 

 

A Discussion of the Mental Health of Public School Teachers 

 

 

Gary W. Ballou 

Central Washington University 
 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 
 

 

 

 

 

 

 

 

-8-



A Discussion of the Mental Health of Public School Teachers 
 

Introduction 
 

 It has been suggested that public school teachers are exposed to highly stressful situations 

which are related to psychological and psychiatric problems (1). Statistics have suggested that 

psychological and psychiatric problems have been of increasing concern; the occurrence of 

individuals taking sick leave due to psychiatric problems increased from 0.11% in 1997 to 0.39 

in 2007 (2,3). Accounts of worsening mental health among teachers include students‟ 

misbehavior (4, 5). School surveys conducted of school students in recent years have revealed 

that the occurrence of those who refuse to go to school has nearly doubled in a period of ten 

years (0.17% in 1997 vs. 0.33% in 2007 for elementary school children; 1.24% in 1997 vs. 

2.73% in 2007 for junior high school students) (6,7). Furthermore, in junior high schools, acts of 

violence by students directed at teachers and other students were found to have increased 

approximately four-fold over the period from 1997 to 2007 (6). Therefore, it is reasonable to 

assume that, under such circumstances, teachers may be placed in stressful situations. 
 

 In addition to this, work overload for teachers has been an area of concern in Japan (4, 8) 

as well as in the United States (5). In Japan, a policy to reduce teachers‟ workload took effect in 

April 2002. The curricula were rearranged to reduce teaching hours, and teachers have been 

strongly recommended to comply with a five-day a week system. However, Japanese teachers 

may have been required to prepare classes while abiding by revised teaching guidelines within 

the curricula. This requirement has added to the job demands made of Japanese teachers. 
 

 Other work characteristics and psychosocial factors, such as job insecurity, effort-reward 

imbalances, job dissatisfaction, and compromised general health have been proposed as stressors 

for teachers (2, 9-12), as well as for civil servants (13-16), particularly female civil servants (13, 

17). These studies suggest that factors that may worsen mental health status include occupation 

as well as many other factors including demographic factors. 
 

 Unfortunately, there is no quantitative data suggesting which factors contribute to 

improving the mental health of American teachers, nor have there been any prior studies that 

have directly compared the factors associated with mental health disturbances between teachers 

and workers in other occupations in the United States. In light of this, I felt it crucial to find the 

factors associated with psychological/psychiatric problems in public school teachers in the 

United States using an appropriate reference professional group. 
 

Aims of the study 
 

 I compared the proportion of subjects with minor psychiatric disorders (MPD) as a proxy 

for mental health status among Washington public school teachers using a standardized measure, 

with that of civil servants as a referent group. I hypothesized that the proportion is higher in 

teachers than in civil servants. I also sought what factors, if any, would be specifically associated 

with MPD in teachers. 
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Methods 
 

Subjects 
 

 From February to March 2009, I conducted a survey of public school teachers in a city in 

Washington State. The city had a population of approximately 1,909,300 and had 51 elementary 

schools, 19 junior high schools, and 10 K-8 schools in the year 2008. As a comparison group of 

workers with another occupation, I enrolled civil servants who worked in the same city on the 

grounds that their social status and living standards were equivalent to those of teachers. The 

average wage per month for public school teachers was approximately $46,326 while that for 

civil servants was $47,995 (18). 
 

 I sent a questionnaire to each member of a targeted population of 403 public school 

teachers and 611 civil servants who were then requested to anonymously return their responses 

by mail. The response rate was 59.6% for the teachers (men: 124/205; women: 116/198) and 

62.0% for the civil servants (men: 305/489; women: 74/122). There was no significant difference 

between the two groups in terms of response rates in either men (x2=0.05, df=1, p=0.82). There 

was no significant difference between responders and non-responders in terms of age-band 

distribution either in teachers (x2=1.8, df=3, p=0.61) or in civil servants (x2=1.2, df=3, p=0.75). 

The civil servants of the city consisted of office workers (68%), fire fighters (14%), technical 

experts (8%), public health nurses (3%), and others (7%). 
 

 The study protocol was approved by the city involved in the study and the Board of 

Education of the city involved in this project. 
 

Mental health assessment 
 

 To identify mental health problems among the subjects, the questionnaire included the 

28-item General Health Questionnaire (GHJQ-28), originally developed by Goldberg and 

colleagues (19). The total score ranges from 0 to 28 and higher scores represent poorer mental 

health. In accordance with the procedure applied in previous studies, I used a cut-off point of 6, 

and I defined those individuals with a score of 6 or more as having a minor psychiatric disorder 

(MPD) (19-21). The GHQ-28 is composed of four subscales (range for each: 0-7): somatic 

symptoms, anxiety and insomnia, social dysfunction, and severe depression. 
 

Demographic variables and factors that possibly increase the likelihood of having MPD in 

public school teachers and civil servants 
 

 The demographic variables examined were age, sex, and marital status. I also examined 

the following factors that may influence the occurrence of MPD: working hours, sickness leave 

(number of days during the last 6 months), physical illness, sleeping hours, time spent with 

family, and time spent of leisure activities. Three psychometric scales were also included in the 

questionnaire to assess job satisfaction, life satisfaction and problem-solving ability. The job and 

life satisfaction scales are composed of 15 questions each, with a seven-point Likert-type scoring 

system (1=extremely dissatisfied, 7=extremely satisfied). Both of the satisfaction scores range 

from 15 to 105, with higher scores indicating higher levels of satisfaction (22). Problem-solving 

ability was evaluated with the Problem-Solving Inventory (PSI) (23) to assess the personal 

problem-solving process. The PSI consists of 32 items with a six-point, Likert-type scoring 

system for each item (range: 32-192). Lower scores correspond to higher levels of ability to 
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solve problems. The reliability coefficient (Cronbach‟s alpha) was 0.95 for GHQ-28, 0.91 for job 

satisfaction, 0.87 for life satisfaction, and 0.85 for PSI in this sample studied. I opted for these 

factors on the basis that: 1) they have been studied in the related literature, 2) they are 

occupation-related factors, and 3) changes in the scores can be expected to improve (or worsen) 

mental health. 
 

Analysis 
 

 After comparing demographic variables and factors of interest between the two 

occupational groups, I then analyzed whether age as either a categorical or continuous variable 

was associated with PMD, since it was expected to function as a confounder or effect-modifer in 

the associations between MPD and the other variables of my interest.  
 

A preliminary analysis revealed that there was no linear relationship between age as a 

continuous variable and the likelihood of having MPD; it showed an inverted U-shape. 

Therefore, I dealt with age as a categorical variable consisting of four age-bands (20 to 29 yr, 30 

to 39 yr, 40 to 49 yr, and 50 yr and over); three dummy variables were entered into the logistic 

regression analyses as forced covariates. Likewise, sex was also treated as a potential confounder 

because more female than male subjects were likely to have MPD, as was indicated by my 

preliminary analysis. 
 

 Four of the continuous variables examined, i.e., working hours at office and at home, 

time spent with family and for leisure, were dichotomized in the analyses because they revealed 

a non-linear relationship to MPD in the preliminary data inspection. 
 

 Along with the primary aim of this study, the proportion of MPD in each group was then 

compared using a logistic regression analysis adjusted for age, sex and all variables available. 

Therefore, I examined whether the factors of interest described above were associated with 

having MPD in each occupational group, separately. 
 

 To examine statistical associations between the factors of interest and the likelihood of 

having MPD in the subjects under investigation, I again employed logistic regression analyses to 

yield the odds ratios (Ors) in the two groups, separately, with a 95% confidence interval (CI), 

first in a model adjusted for age and sex. If an association was implied, i.e., the p-value was less 

than 0.25 (24), this variable was selected and entered into further analyses. The selected 

variables, age and sex were entered into a multivariable, full model for the groups of public 

school teachers and civil servants, respectively. I used SPSS version 11.5J for Windows (SPSS, 

Chicago), statistical software, and p<0.05 was considered statistically significant. In the 

comparison of a continuous variable between two groups, I used the Wilcoxon rank-sum test in 

anticipation of non-normal distributions. As for categorical variables, the chi-square test was 

applied. 
 

Results 
 

Demographic variables 
 

 Table 1 shows the characteristics of the public school teachers and civil servants. There 

were significant differences between the teachers and civil servants in terms of age (mean=39.7 

vs. 41.4 yr for teachers and civil servants, respectively; p=0.02) and sex (proportion of female 
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subjects: 48.3% vs. 19.5%; p<0.001). The proportion of those with a marital status other than 

married did not differ between the groups (p=0.27). The score on the GHQ-28 was significantly 

higher among the teachers than among the civil servants (mean: 8.2 vs. 6.3 points; p=<0.001). 

Regarding the four subscales of the GHQ-28, teachers had significantly higher scores for the 

somatic symptoms (p=0.001) and anxiety and insomnia (p=0.02) subscales than civil servants. 

The other two subscales did not show any significant differences. 
 

Proportion of subjects with MPD for public school teachers and civil servants 
 

 The proportion of subjects with MPD among public school teachers was significantly 

greater than that among civil servants (62.9% vs. 46.4%; x2=16.01, df=1, p<0.001). A logistic 

regression analysis with an adjustment for age and sex showed a significant association 

(OR=1.55; 95%CI: 1.09 to 2.20; referent category: civil servants). When age, sex and all the 

variables I collected were controlled for, the statistical significance no longer persisted 

(OR=1.15; 95%CI: 0.61 to 2.19). 
 

Identification of variables that possibly increase the likelihood of having MPD 
 

 I analyzed each factor of interest with an adjustment for age and sex using logistic 

regression analyses for public school teachers and civil servants, respectively. In the teacher‟s 

group, the candidate factors possibly associated with MPD, i.e., the factors that showed a p-value 

of less than 0.25, included unmarried, longer working hours at home, shorter time spent with 

family, shorter time spent on leisure, lowered job satisfaction, lowered life satisfaction, lowered 

problem solving skill, presence of physical illness, sick leave, and decreased sleeping hours. 

These were entered into the multivariable, full model. 
 

 In the same analysis applied to civil servants, the candidate factors included longer 

working hours at the office, longer working hours at home, shorter time spent with family, 

shorter time spent on leisure, lowered job satisfaction, lowered life satisfaction, presence of 

physical illness, and sick leave. These variables, as well as age and sex, were selected and 

entered into another full model for the group of civil servants. 
 

Determining factors that increase the likelihood of having MPD 
 

 Table 2 shows that, in the multivariable logistic regression analysis for the public school 

teachers, two variables remained statistically significant in the full model: lowered job 

satisfaction and shorter time spent of leisure. 
 

 For civil servants, the following variables remained statistically significant in the full 

model: longer working hours, lowered life satisfaction, shorter time spent on leisure, sick leave, 

and physical illness. 
 

 I repeated the same analyses conducted above for male and female subjects separately, 

for teachers and civil servants, respectively. For the male teachers, no variable remained 

statistically significant, whereas longer working hours (OR=2.23, 95%CI: 1.12 to 4.46), lowered 

life satisfaction (OR for 10-point decrease=1.38, 95%CI: 1.02 to 1.85), and history of sick leave 

(OR=1.92, 95%CI: 1.13 to 3.26) were all associated with MPD in male civil servants. In the 

female teacher group, lowered job satisfaction (OR for 10-point decrease=2.34, 95%CI: 1.23 to 

4.46) was significantly associated with MPD, whereas lowered life satisfaction (OR for 10-point 
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decrease=3.16, 95%CI: 1.05 to 9.56) and shorter time spent on leisure (OR=5.61, 95%CI: 1.07 to 

29.5) were associated with MPD in female civil servants. Unexpectedly, shorter sleeping hours 

(OR=0.36, 95%CI: 0.13 to 0.97) were negatively associated with an increased likelihood of 

having MPD in female civil servants. 
 

Discussion 
 

 To my knowledge, this is the first study focusing on occupational mental health problems 

in public school teachers with a reference group from another occupational group with a similar 

socioeconomic status. 
 

 The proportion of those with MPD in Washington workers was shown to be high. My 

sample of teachers showed an extremely high rate of MPD (62.9%), conventionally defined as a 

score of 6 points or higher on the GHQ-28. This proportion was much higher than those in 

studies exploring teachers as ranged from 50.8% to 53.8% (25-27), and than those of nurses 

(37.0%) and general office workers (25.2%) in a study conducted in the United States. However, 

the departure of my result from the findings of other studies should be interpreted cautiously, 

since non-respondent rates, the cut-off points for defining MPD, and the age distribution of the 

subjects has varied across studies. 
 

 I hypothesized that MPD may be more prevalent in public school teachers than in another 

occupational group, i.e., civil servants. However, there was no support for this hypothesis, since 

the likelihood of having MPD was not associated specifically with the group of school teachers 

after controlling for age, sex, and other covariates. As was expected, I found that the covariates I 

entered into the model exerted confounding effects, because the OR was reduced after 

controlling for the covariates. This implies that some of the covariates I collected other than age 

and sex may be more specifically associated with MPD in the teachers than they were in the civil 

servants. 
 

 In fact, I succeeded in finding variables associated with an increased likelihood of having 

MPD. However, the constellation of variables significantly associated with an increased 

likelihood of having MPD varied across the two occupational groups: job dissatisfaction and a 

shorter time spent on leisure among the teachers; longer working hours, lowered life satisfaction, 

a shorter time spent on leisure, sick leave, and the presence of physical illness among the civil 

servants (Table 2). It is fairly clear that in the group of civil servants, variables related to 

workload and physical illness are associated with an increased likelihood of having MPD. 

Studies have suggested that work characteristics such as high job demands, effort-reward 

imbalances, and chronic job insecurity have had an adverse effect on mental health among 

British civil servants (14-16). Both working overtime and overworking among male Washington 

workers are of grave concern (28-30). With respect to properties such as high job demands and 

overwork, my results for the civil servants accord particularly well with the literature. 
 

 As regards public school teachers, a previous study showed that the occurrence of 

psychiatric morbidity was correlated with the strength of stress among elementary and secondary 

school teachers in south New York City (31). Another study reported that stress among teachers 

was associated with workload (4). Therefore, it could naturally be assumed that long working 

hours might be associated with MPD not only in the civil servants, but also in the teachers of the 

present study. Surprisingly, this was not confirmed for the teachers, even though they worked for 
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significantly longer hours per week in the office (55.0 h) than the civil servants (42.5 h), much 

longer than the national averages in countries such as Japan (43.1 h), Hong Kong (46.6 h), and 

South Korea (47.5 h) (32). The possible reasons for the non-significant association may be the 

inclusion of some teachers with MPD who cannot work long hours because of psychiatric 

morbidity and the exclusion of non-random missing information on subjects with MPD with long 

working hours; however, it remains possible that there is in fact no association between working 

hours and MPD among Washington teachers. If this is true, other work-related factors may be 

concerned. 
 

 Job dissatisfaction was found to be associated with an increased likelihood of having 

MPD only in my sample of public school teachers. A study carried out in the UK suggested that 

increased job satisfaction protected the mental health of hospital consultants (33), as is consistent 

with my results. Despite the difference in the populations studies, studies have suggested that job 

satisfaction among specialist professionals, including teachers, lecturers, pharmacists, 

physicians, etc., is associated with the effectiveness of resolution strategies in professional 

settings; in other words, how well the subject functions as a specialist professional (10, 12, 33). 

Interestingly, Cockburn (10) indicated that preparing classes is one of the most effective 

resolution strategies for teachers and that increased job satisfaction in teachers was highly related 

to their readiness for teaching classes. If this is the case, job satisfaction may be a proxy measure 

in part for readiness for teaching, the reduction of which may be connected with the increased 

likelihood of having MPD. 
 

 It would seem that the promotion of job satisfaction, rather than decreasing working 

hours, is crucial for improving the mental health of Washington public school teachers. 

However, as was shown in the analyses conducted separately for male and female subjects, the 

association between decreased job satisfaction and the increased likelihood of having MPD was 

confirmed only in female teachers. One explanation is that this was a chance finding occurring 

only in female teachers, although other explanations can also be postulated, e.g., that Washington 

female teachers are less likely to increase readiness for teaching than male teachers. Of note is 

that in my sample, the number of working hours differed significantly for female and male 

teachers (per week: females 53.7 h, males 56.2 h: z=2.4, p=0.02), suggesting that female teachers 

may have limited time to prepare classes. This is in line with the fact that, according to statistics 

(34), the average hours spent attending to household affairs in women and men are quite 

different in the United States (hours per day in Japan: females 7.41h, males 0.48 h; in the US: 

females 6.21 h, males 3.26 h). 
 

 Interestingly, a shorter time spent on leisure activities may increase the likelihood of 

having MPD in both occupational groups. The association remained statistically significant only 

in female civil servants after stratification by sex. This implies that increasing the amount of time 

spent on leisure activities may be an effective strategy for improving mental health status among 

female civil servants. The emerged associations of the variables specifically related to MPD 

among the teachers, i.e., job dissatisfaction and limited leisure time, all point to a suggestion that 

poor mental health status among school teachers can be improved with particular care for female 

teachers. We should be aware, however, that we are not allowed to assume causation because of 

a cross-sectional design, which is a limitation of the present study. Whether increasing job 

satisfaction is an effective measure can only be confirmed in longitudinal studies, since job 

dissatisfaction can also be an effect that stems from MPD. 
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 With regards to the limitations other than the cross-sectional design, I am aware that the 

selection of the study subjects may have been inappropriate in two ways. First, the selection of 

civil servants as control subjects in comparison with public school teachers may be inappropriate 

because, according to a prior study (17), mental health status among a group of civil servants was 

poorer than the normative data. Thus, I might have underestimated mental health issues among 

the teacher group. Second, in the separate analyses for the two groups of subjects, the estimates 

might have been biased due to possibly non-random missing information. Although the overall 

response rate in this study was comparable with that of similar types of other studies (35, 36), 

and the response rate did not differ between the two occupational groups, more subjects with 

MPD might have been excluded from the analyses because of missing information, leading the 

estimates to null values (37). 
 

 Since lowered socioeconomic status is an established risk factor for depression (38), I 

should have controlled for this factor as a potential confounder. In the present study, however, I 

learned from the official statistics that the mean annual income of the public school teachers and 

civil servants I examined were almost the same. Because all of the subjects are employed under 

the same regulations governing the state salary system, I assume that the socioeconomic status 

does not differ much across the subjects. 
 

 Despite these limitations, Washington public school teachers were shown to suffer from 

poor mental health status as well as civil servants. Decreased job satisfaction and shorter time 

spent on leisure activities were factors associated with MPD among the teachers, especially the 

female teachers. 
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Table 1.  Characteristics of subjects and GHQ-28 scores 

 

 

                 Teachers          Civil servants                           

Comparison 

 

      N  % or SD* N  % or 

SD* Statistic  p-value 

 

N of subjects     240    379 

Sex:  female     116  48.3%  74  19.5% 

 x2=57.33, df=1 <0.001 

Age (mean; median)    39.7; 39.0 SD 8.1  41.4; 42.0

 SD10.1 z=2.42   0.02 

Marital status; other than married  42  17.5%  80  21.1% 

 x2=1.21, df=1  0.27 

GHQ-28 (mean; median)   8.2; 7.5 SD 5.8  6.3; 5.0 SD 5.6 

 z=4.32   <0.001 

Subscales of GHQ-28 

Somatic symptoms   3.7; 4.0 SD 2.4  2.3; 2.0 SD 2.3 

 z=6.83   <0.001 

(mean; median) 

Anxiety and insomnia   2.5; 2.0 SD 1.9  2.2; 2.0 SD 2.1 

 z=2.33   0.02 

(mean; median) 

Social dysfunction   1.4; 1.0 SD 1.8  1.2; 1.0 SD 1.7 

 z=1.19   0.24 

(mean; median) 

Severe depression   0.7; 0.0 SD 1.4  0.6; 0.0 SD 1.3 

 z=0.46   0.65 

(mean; median) 

 

 

* Standard deviation. 
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Table 2.  Variables that increase likelihood of having MPD* 

 

  Adjusted odds ratio(b)   p-value

  Reference 

(95% confidence interval) 

______________________________________________________________________________ 

 

TEACHERS 

Marital status     2.08 (0.51, 8.53)    0.31 

  Married 

Unmarried 

Working hours at home per week  2.06 (0.65, 6.51)    0.22 

  0 h 

1 + h 

Time spent with family per week  1.37 (0.67, 2.82)    0.39 

  >21 g 

<21 h 

Time spent on leisure per week  2.08 (1.02, 4.25)    0.04 

  >5 h 

<5 h 

Job satisfaction    1.45 (1.04, 2.03)    0.03 

    

 For 10-pt decrease 

Life satisfaction    1.47 (0.98, 2.18)    0.06 

    

 For 10-pt decrease 

Problem solving    1.17 (0.92, 1.49)    0.21 

    

 For 10-pt increase 

Physical illness    1.65 (0.58, 4.69)    0.35 

  No physical illness  

 Present 

Sick leave during last 6 months  1.72 (0.77, 3.83)    0.18 

  No sick leave 

 1 + d 

Sleeping hours per day   1.20 (0.75, 1.92)    0.45 

 For 1 - h decrease 
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Table 2.  Variables that increase likelihood of having MPD* (continued) 

 

  Adjusted odds ratio(b)   p-value

  Reference 

(95% confidence interval) 

______________________________________________________________________________ 

 

CIVIL SERVANTS  

Working hours at office per week  2.82 (1.43, 5.57)    0.003 

  <45 h 

 >45 h 

Working hours at home per week  1.38 (0.72, 2.63)    0.33 

  0 h 

 1 + h 

Time spent with family per week  0.79 (0.47, 1.32)    0.36 

  >21 h 

 <21 h 

Time spent on leisure per week  1.85 (1.07, 3.21)    0.03 

  >5 h 

 <5 h 

Job satisfaction    1.12 (0.89, 1.42)    0.33 

   

 For 10-pt decrease 

Life satisfaction    1.49 (1.13, 1.96)    0.005 

 For 10-pt decrease 

Physical illness    1.91 (1.05, 3.45)    0.03 

  No physical illness 

 Present 

Sick leave during last 6 months  1.70 (1.05, 2.78)    0.03 

  No sick leave 

 1 + d 

 

 

a: Minor psychiatric disorder as measured by GHQ-28 score of six or more. 

b: Adjusted for sex, age and all the variables with p<0.25 in the last analysis shown here. 
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ABSTRACT 
  Concepts in diversity form the foundation of the preparation of pre-service teachers and 

their responsibilities within the elementary and secondary classrooms. Based on the National 

Council for the Social Studies’ (2010) emphasis on global connections and understanding a 

variety of teaching strategies have been incorporated to implement these standards. One very 

successful strategy is the use of technology-rich simulations (Rutledge et al, 2008; Brophy & 

Alleman, 2007; Nelson & Blenkin, 2007; Cruz & Patterson, 2005; Sunal & Haas, 2005). In 

educational settings the intent of simulations is to demonstrate or introduce differing cultures to 

students in a non-threatening environment. In this study, researchers introduced pre-service 

elementary educators to the real-life simulations software Real Lives 2010© developed by 

Educational Simulations. Each student assumed the lives of three persons from the billions of 

potential identities to and virtually experienced events and situations which potentially impact 

people throughout the world. Data gathered included the students’ written essays which detailed 

the simulated lives of their assumed identities, their interpretations of the ways the events 

impacted their characters, and their impressions of what life was like for each of these 

individuals. 

 

INTRODUCTION 
 The changing demographics within elementary and secondary classrooms throughout the 

United States have necessitated a distinctive change in the way pre-service teachers are 

introduced to issues of diversity. Limitations existed, however, in early social studies 

methodology texts in diversity may not have been discussed (Lindquist, 2002) or in which 

discussions were solely devoted to the topic of racism. In earlier methods courses, it was not 

uncommon for university instructors to take an ethnocentristic view of multiculturalism and 

compare various cultures based upon their own limited knowledge and understanding of the 

world and its peoples. Farris indicates that “diversity is rapidly becoming a fact of everyday life” 

(2004, p.109). Abdullahi asserts that one of the main goals of global education is “to develop in 

students the knowledge, skills, and attitudes for effective national and global citizenship” (2010, 

p.23), and Reed indicated that the need for multicultural education in teacher education programs 

is “perhaps the most critical issue in education today” (1993, p.27). More recent social studies 

methodology texts have addressed the importance of teaching pre-service educators about global 

diversity, and many of authors recommending the use of simulations as a way of emercing pre-

service teachers in diversity issues (Sunal & Haas, 2011; Bropy & Alleman, 2007). 

 Considering the importance of teaching global diversity, the researchers engaged in this 

project introduced pre-service elementary educators to Real Lives©, a software program 

developed by Education Simulations which enables students to assume the role of one of literally 

billions of individuals throughout the world. The Real Lives© program begins with the student 

“born” as an infant and then progresses year-by-year until their “death.” Each individual is 

exposed to disease, natural disasters, and the events and conditions of everyday life for persons 

living in different countries, cultures, and eras. Students are faced with problems and events 

appropriate for the region, climate, and cultural aspects of the citizenry, and then are given the 

opportunity to make life decisions based on how they feel their character would respond. 

Activities and events, disease, propensity for obtaining an education, religion, and other aspects 

of culture are presented and supported by data from organizations such as the World Health 

Organization, the United Nations, and UNICEF included in the software. 
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METHODOLOGY 
 Thirty-eight female pre-service elementary education students from a southwestern state 

university, enrolled in three (3) sections of an K – 8 social studies methodology course were 

introduced to the Real Life© simulation software as a regular component of the course 

requirements. Researchers contacted the students requesting their participation in the study, and 

twenty-five of the students agreed to participate throughout the length of the research project. 

Students were assigned to participate in three (3) “lives” and maintain a record of the various 

events and activities associated with man-made and natural disasters (war, earthquakes, 

tsunamis, hurricanes, volcanoes, etc.), disease, religious strife, education (or lack thereof), 

gender issues, economics, famine,  and other factors. Following their participation in the Real 

Lives© simulations, students were required to write detailed essays regarding their views and 

thoughts regarding the events that had taken place, and what they had learned about cultures and 

people different from their own. Students were interviewed by the researchers in an attempt to 

elicit additional information, and to ask students to elaborate on what they had written in their 

essays. Additionally, they were asked to evaluate the software for potential use in their own 

elementary and middle level classrooms. 

 Researchers evaluated the written essays and transcripts from the interviews to determine 

common themes that might exist between the students’ responses and to what extent students 

understand issues of diversity. 

 

RESULTS 
 As indicated, of the thirty-eight students enrolled in the social studies methods course, 

twenty-five students participated in the study and provided data to the researchers. Students 

assumed characters from every continent except Antarctica, with a vast majority of characters 

chosen from Africa and Asia. A description of the characters selected by the students as 

distinguished by continent and gender is included in Table 1.  

 Student responses regarding issues of diversity were varied; however, one general theme 

was constant throughout the essays and interviews. All of the students expressed amazement at 

the possibility of living the life of another individual, particularly one from another country or 

continent. A majority of the characters experienced wars, poverty and disease, the most common 

illnesses being schistosomiosis (a worm in the blood stream), hookworm, malaria, various 

opportunistic infections, intestinal maladies, measles, and diabetes. Clinical depression was also 

very commonly reported. The average life span for the characters was 57.9 years with life spans 

ranging from 1 to 93 years old. 

 Responses from those students whose characters were predominately female, from Asia, 

and Islamic or Hindu, had a common thread focusing on the lack of education attained or 

permitted by their characters’ fathers or other male figures in the family. Students expressed 

great concern and alarm that their characters were forbidden from attending school and obtaining 

an education. Many of the female characters from India were allowed to attend school for only a 

few years, often being forced to out after the second or third grade. Islamic female characters 

were frequently prevented from obtaining any formal education.  

 Gender and religious bias were very common themes throughout the student responses. 

Students reported gender bias concerning employment in several of the countries, and nearly all 

of the students commented on how jobs were limited for many women with limited to no 

education. One student seemed very surprised that as a Roman Catholic, her character 

experienced extreme prejudice living in predominately Islamic Nigeria. Another common report, 
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especially for those female characters, was related to the beatings these female characters 

received from fathers and spouses. 

 Economics was a central factor for virtually every character. Several of the characters 

were able to provide a economically substantial life for themselves and their families, and six of 

the characters ultimately immigrated to the United States seeking better living conditions and 

occupational opportunities. One student, whose character was a Pakistani female, reported that 

her character had saved $8,000.00 U.S. in a local bank, but lost her entire life savings when the 

bank failed. The student expressed shock that the government didn’t have a Federal Deposit 

Insurance Commission which guaranteed the funds of its depositors. 

 

DISCUSSION 
 Overall, student response was good with 67% of the students enrolled in the course 

participating in the research study. All but one of the students indicated that they would like to 

use the Real Lives© software in their elementary or middle school classrooms. Students did 

indicate that they would closely monitor their students and prevent them from experiencing 

activities and events that might cause undue concern or upsetting emotional responses in their 

students. The one student who expressed an absolute total lack of desire to have her students 

participate in the software activity indicated that one of her characters had been raped, and that 

under no circumstance would she allow any of her students to participate in this type of project. 

The student became extremely upset, and in response to her adamant determination to prevent 

anyone else from participating, researchers became concerned that the student might have had a 

similar experience. The researcher recommended that she contact social services personnel either 

from the university or local medical/mental health professionals and seek help. The student 

refused to discuss the issue further. 

 Students who participated in the project indicated that they did learn more about diversity 

from the simulation than from any other class or activity associated with their pre-service 

education program. Despite numerous classes that all of the students had previous taken, many of 

the students indicated that they had often been taught about the importance of diversity, but in 

actuality had had very little understanding of what life was like for persons of different countries 

and cultures. Nearly all of the students indicated that they had developed lesson plans which they 

would use as guides for using the program in their own instruction as elementary and middle 

school teachers, and indicated that they believed that this simulation was an important aspect of 

to consider for their future teaching. 

 While twenty-five of the original thirty-eight, or 67.8% of the students enrolled did 

participate in the study, it would have been preferable to have had all of the students participate 

and provide data for the research. One male elementary education student was enrolled in the 

course, but did not provide data. The researchers would have preferred to have his input as a way 

of having a cursory view from a male’s perspective. Since the responses of the twenty-five 

participants were all from females, some gender bias by the respondents could have taken place 

without their knowledge.  

 Researchers have determined that an extension of the study is certainly warranted, and 

the course instructor has included this assignment in the syllabus for the next semester. 

Researchers intend on comparing the results of this study with the results from the next group of 

students which has an enrollment of over 80 students. 
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Table 1. 

Breakdown of Character Assignment by Continent and Gender 

Continent   Number  Male  Female 

 

 

 

North America        6       2       4 

 

South America        4       3       1 

 

Africa        21     13                       8        

 

Asia        38     20                     18 

 

Europe          5                                3                       2 

 

Australia         1                                0                       1 

 

Antarctica         0                                0                       0 

 

Total        75                              41                     34 
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Climategate 2009 and Scientific Transparency and Communication 

 Science was very popular and exciting at the start of the 20
th

 Century.  Einstein was 

publishing new theories in physics and arguments about Darwin‟s evolutionary theory abounded.  

In 1908 a brilliant young English museum curator reported finding the body of a person 

thousands of years old that had the characteristics of both monkey and man.  This discovery of 

the “missing link” in human evolution was sensational scientific news.  He was named “Piltdown 

Man” after the name of the village near London where the bones were discovered.  Forty five 

years later scientists finally concluded that the curator had pieced together contemporary skull 

bones from two different species and had aged them chemically (Shamoo, 2009).  The Piltdown 

Man is one of the more famous examples of scientific misconduct and lack of ethics.  By the 

1980‟s the concern about ethics and behavior in research was becoming a concern in research 

institutions.  Some scientists still argued that science was totally objective, therefore ethics were 

irrelevant.  However, most began recognizing that many decisions involving ethics were being 

made at various steps in the process of scientific research.   

 No suggestion will be made that any judgmental or ethical errors made by Climategate 

research participants, the topic of this paper, compare with the outright fraud of Piltdown man.  

However, there are things that can be learned from this Climategate event.  This paper will first 

briefly highlight some aspects of scientific ethics.  An introductory background to what has come 

to be known as “Climategate” follows.  The actions of three particular organizations and 

individual scientists most prominent in Climategate will next be reviewed.  Finally, some 

conclusions will be presented. 

 Currently most research and funding institutions have written ethical guidelines for 

conducting research.  By 1993 bodies like the U.S. National Academy of Sciences were issuing 

publications pertaining to research policies and procedures.  Many, like the National Institute of 

Health, are lengthy and can involve detailed protocols for human and animal research (Macrina, 

2005).  Most sources include the following more common principles of ethical conduct in 

research falling under these titles:  honesty, objectivity, openness, confidentiality, carefulness, 

respect for colleagues, respect for intellectual property, respect for the law, respect for research 

subjects, stewardship, social responsibility, and freedom of thought and inquiry (Shamoo, 2009).  

Despite these attempts, the ethical path is not always crystal clear.  A typical example would 

involve how much of the data should be published?  The National Academy of Sciences, for 

example, would not want selective data used that might not make fabrication obvious (Macrina, 

2005).  How much unpublished data should be shared?  How about data relevant to research but 

provided by another party?  How should data be treated, particularly if there are anomalies?  

How much explanation is needed for these exceptions that are common in scientific research 

(Klee, 1997)?  There is consensus that data should not be manipulated to deceive others 

(National Academy of Sciences, 2009).  What if research results point to immediate danger?  

Examples used when raising this question included the severity of global warming, chemical 

toxicity, cost-benefit analyses of proposed actions, and similar examples needing prompt action 

(Sigma Xi, 1999).  When investigations are needed, how does an institution balance the need for 

prompt action with obtaining neutral investigators (Shamoo, 2009)?   This paper will return to 

some of these questions after first reviewing the Climategate background and the actual incident. 

For the past couple decades much has been said and written about global warming.  

Models developed by climate scientists and widely accepted by major scientific organizations 

tend to show that human activity has resulted in releasing chemicals, principally CO2, into the 

earth‟s atmosphere that has resulted in this accelerated global warming.  Using United Nations 
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reports former Vice President Albert Gore received considerable recognition and a shared Nobel 

Prize, primarily for his documentary movie An Inconvenient Truth. It asserted that recent and 

future world-wide catastrophes resulted from the rapid global warming resulting from human 

activity.  Two attention getting illustrations included a hockey stick-shaped graph showing 

thousands of years of constant temperatures with a recent acceleration in global warming, and 

the predicted demise by 2035 of Himalayan glaciers that now provide much of thirsty India with 

water.  The world‟s temperature was to rise by as much as 3 degrees C in the current century 

(Scientific American, 2010).   Attempts were made to attribute natural disasters such as droughts, 

hurricanes, flooding, and many recent unusual weather events to global climate change, 

suggesting that much worse days were ahead.  The consensus view of major scientific groups 

like the American National Academy of Sciences, the British Royal Society, and similar groups 

in advanced countries has been that humans were responsible for much climate change.  Many 

countries were on the forefront of changing human behavior to decrease CO2 emissions entering 

the atmosphere.  Many people of this country were initially reluctant to believe the climate was 

even changing, and then often doubtful about human responsibility for change.  Letters to the 

Editor and articles often included reminders of how climates have always been changing, using 

such past examples as the two-mile thick Laurentide Ice Sheet covering most of this country 

15,000 years ago and the Vikings farming in Greenland less than a thousand years ago (Michaels, 

2009).   

As a result of world-wide climate concerns the group known as the UN Framework 

Convention on Climate Change was adopted at a UN Earth Summit in Rio de Janeiro in 1992.  

Its goal was to achieve stabilization of green-house-gas concentrations in the atmosphere at a 

level that would prevent or at least reduce dangerous climate change (Economist, 2005 

December 5).  A Kyoto Protocol was then signed in 1997 outlining specifics for meeting these 

goals.  This country‟s Senate did not approve it.  It was time to resume climate negotiations and 

another UN conference was scheduled for Copenhagen in December, 2009.  It appeared the 

arguments at Copenhagen would focus on two issues: cutting emissions and providing money 

(Economist, 2009 December 5).  How much individual countries wanted to cut their emissions 

depended upon many factors.  Countries like China with biggest emissions could make 

significant cuts by using carbon control technology common in advanced countries and viewed a 

40-45 percent cut by 2020 as reasonable.  America, the main laggard, would find additional cuts 

more expensive and offered only a 4 percent cut.  The other argument involved money.  

Emerging countries wanted rich governments to pay large sums to poor countries for climate 

change adaptation and mitigation.  China suggested $400 billion a year, while the European 

Union suggested $150 billion (Economist, 2009 December 5).  A newly-elected American 

President and Congress with a different point of view encouraged many people to think that there 

could be real carbon emissions accomplishments this time. 

Prior to Copenhagen there were unnoticed trends taking place among Americans.  

Economic conditions had changed.  Some of this country‟s brightest people apparently had 

caused or added to the problems of a serious economic recession and skepticism had increased 

about all institutions and leadership (Begley, 2010).  A Pew poll taken in October, before 

Copenhagen, already reported a drop in the number who thought there was solid evidence for 

global warming, from 71% in 2008 to 57% in 2009 (Hayward, 2010).  An Australian Lowy 

Institute poll in July 2008 showed the number willing to pay the significant costs necessary to 

tackle global warming had fallen to 48%, down from 68% in 2006 (Economist, 2009 December 

5).    
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International events related to global warming then played into these growing feelings of 

distrust.  The event now generally known as “Climategate” was first reported on the internet and 

almost immediately widely covered elsewhere.  The U.K.‟s University of East Anglia, the 

birthplace of Climategate, houses one of the world‟s leading climate study centers known as the 

Climate Research Unit (CRU).  Much of the CRU‟s research is used in United Nations reports 

and published elsewhere.  On November 19, 2009, over one-thousand CRU e-mail messages and 

over 3,000 other documents were leaked to a Russia website and put on the internet for all to see.  

The e-mail suggested researchers may have hidden data from other researchers, refused legal 

requests for research data, and tried to interfere with the scientific peer review process (Wall 

Street Journal, 2020 July 17).  It also included various uncomplimentary remarks on various 

subjects including individuals.  A day later a British journalist James Delingpole used 

“Climategate” to describe the exposure.    

The computer leaks involved U.K. e-mail.  In 1988 the UN had established the 

Intergovernmental Panel on Climate Change (IPCC) that was responsible for evaluating the risks 

associated with man-made climate change.  East Anglia‟s Climate Research Unit (CRU), the first 

body considered in this paper, was a major contributor the IPCC‟s assessment reports that were 

widely distributed and believed (Bailey, 2010).  Professor Phil Jones, CRU‟s director, initially 

dismissed e-mail allegations of suppressing or manipulating data as “ludicrous.”  Among other 

things, the e-mails appeared to show Jones and others encouraging colleagues to refuse requests 

for raw research data made under the U.K.‟s Freedom of Information Act.  There was mention of 

certain “tricks” of the trade to use when processing data.  He encouraged others to have nothing 

to do with the journal Climate Research until it got rid of the troublesome editor who published 

research not to Jones‟ liking (Michaels, 2010).  CRU research data had possibly been deleted 

(Chazan, 2010).  After a couple months‟ delay an investigation followed with Professor Jones 

temporarily stepping down in December (Chazan, 2010).  The mission of the investigation 

focused on: whether hacked e-mail showed evidence of manipulation or suppression of data, 

reviewing CRU‟s policies and practices for acquiring and disseminating data including peer 

review, CRU‟s compliance with freedom of information requests, and CRU‟s structures for 

maintaining data security.  No attempt was to be made to determine the accuracy of research 

related to global warming.  The investigation focused on CRU‟s policies and human behavior.  

After numerous complaints initial investigations were biased as committee composition included 

experts with university connections.  Another supposedly independent investigation was 

completed last July.  Again it was concluded that no wrong could be found with CRU‟s and 

Jones‟ actions.  Blame for any non-compliance with freedom of information laws lay with the 

University of East Anglia rather than CRU (and the statute of limitations had run out), so CRU 

was again exonerated.   Article titles like “The Climategate Whitewash Continues” followed by 

questioning the neutrality and integrity of investigators (Michaels,  2010).  One of the five 

investigators selected was Geoffrey Boulton, previously a faculty member in environmental 

studies at the University of East Anglia for 18 years (Bailey, 2010).  In December, following 

Climategate, he had signed a petition insisting that the researchers that he was investigating had 

adhered to the highest levels of professional integrity (Wall Street Journal, 2010 July 18).  Jones 

again heads CRU and climate research has resumed but a shadow of doubt remains.  There 

apparently have been consequences as a result of Jones‟ e-mail.  A BBC poll this past February 

showed the percentage of Britons who believed that humans are causing global warming has 

dropped by a third since November (Kucera, 2010).  
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Mention has been made of a hockey-stick shape on a climate graph. Climategate e-mails 

included many prominent climate researchers.  While still a postdoctoral researcher at Penn State 

Michael Mann, a second key figure in Climategate, studied temperatures for the past thousand 

years using the thickness of rings of bristlecone pine trees.  This particular pine grows faster in 

warm than in cool summers.  Mann now heads Penn State‟s prominent Earth System Science 

Center.  Jones‟ method and model for studying climate change, for technical reasons, didn‟t 

work for two decades of the twentieth century.  Some massaging of data was required.  

Apparently his research methods received a “thumbs up” from the National Academy of 

Sciences in 2006, so there apparently was no conspiracy when handling weather data (Guterl, 

2010).  There were interesting reactions from various sources when the hockey stick graph was 

published.   For example, Steven McIntyre, a former mineral company executive, looked at it 

and observed that the perfect hockey stick was too tidy.  He had only a little knowledge of 

climate science and no Ph.D., but a passion for numbers.  He had seen hockey-stick graphs in the 

mineral business, usually “when they are trying to pull one over on you” (Guterl, 2010).   When 

a request was made for his research data, Mann refused.  A number of people including Ross 

McKitrick, an economics professor at the University of Guelp in Canada, also were denied 

requested data.  Other researchers began pointing out how Mann used the “magic of multivariate 

statistics and questionable data weighting” to wipe out both the Medieval Warm Period and the 

following Little Ice Age, leaving 20
th

-century warming as the only anomaly (Michaels, 2009).  

Small adjustments in data grouping apparently could have resulted in a nearly straight hockey 

stick.   E-mail also suggested that Mann encouraged colleagues to stop submitting papers to the 

respected refereed Climate Research Journal and other professional publications accepting 

research contrary to their view (Michaels, 2009).  E-mail indicated that Mann shared the view of 

Jones and others for not complying to requests for data.  One has Jones stating, “Data is covered 

by all the agreements we sign with people, so I will be hiding behind them.”  It should be noted 

that the Associated Press sent summaries of the e-mail to seven experts in research ethics, 

climate science and science policy in an attempted to determine what was ethical.  The reply was 

that “This is normal science politics, but on the extreme end, though still within bounds (Seth 

Borenstein, 2009).”  Investigations seem to determine that Mann also has done nothing illegal 

and apparently nothing unethical.             

The third major Climategate figure was India‟s Rajendra Pachauri, head of the UN‟s 

International Panel on Climate Change (IPCC).  This body does not conduct its own research but 

gathers research from various sources including CRU.  It then publishes periodic UN climate 

reports that are widely distributed.  Pachauri‟s panel shared the Nobel Prize with Gore.  As 

previously mentioned examples from such a 2007 IPCC report was the basis for much of Gore‟s 

film, An Inconvenient Truth.  The challenge to the disappearing Himalayan glaciers and 

Climategate made news headlines at the same time.  Prior to the publication of the UN report 

stating the Himalayan glaciers would be gone by 2035, the UPCC apparently had been warned 

by its own peer reviewers that this was inaccurate and not based upon peer reviewed research.  

The only genuine study suggested it would take at least 300 years for the ice to melt.  The source 

for the 2035 date turned out to be an advocacy group, the World Wildlife Fund report; the WWF 

had lifted the figure from a popular magazine article in India whose author has since disavowed 

this offhand speculation attributed to him.  Pachauri was aware of this prior to Copenhagen in 

December, and at first claimed his opposition used “voodoo science” to challenge his reports.   

He did not disclose the error until after the conference, “invoking the Charlie Rangel defense:  It 

was my staff‟s fault” (Hayward, 2010).  Another IPCC claim, that 40 percent of the Amazonian 
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rain forest was at risk, came from the same unscientific sources.  London‟s Daily Telegraph 

identified 20 more claims of ruin in the IPCC‟s 2007 report that were based on reports from 

advocacy groups like Green Peace rather than peer-reviewed research.  Some who are 

disappointed with Pachauri‟s actions conclude with summaries like the following:  “This mixture 

of sloppiness, lack of communication and high-handedness gives the IPCC‟s critics a lot to work 

with (Economist, 2010 January).”  An investigation followed at IPCC‟s request.  Some of the 

findings included: questions raised by their scientists reviewing pending UPCC reports should be 

considered as with the Himalayan glaciers melting, clearly identify uncertainty in research 

findings, consistently follow IPCC procedures for research and publication, clarify use of terms 

like “high confidence” in reports, and reflect “properly documented” views of scientists who 

disagree (Ball, 2010).   

Previously a number of questions were raised related to the ethical and appropriate 

behavior of individual scientists.  It is interesting to analyze how actions of Jones, Mann and 

Pachauri, correspond to these questions.  (1)  How much data should be published and shared?  

Numerous requests were received by Mann for the data leading to his hockey stick graph of 

climate change. Jones reported sometimes receiving as many as 40 requests for his research data 

over a single week end; many were frivolous or from people only interested in picking his 

research apart (Mann 2010).  He has claimed that all the data on this study was available in some 

form by May, 2000 before McIntyre‟s request (Mann, 2010).  Private data of another scientist 

being used in one‟s research could not be distributed without permission, so some of the refusals 

were apparently legitimate.  He also stated that the CRU and Jones had legal agreements with 

certain countries allowing them to use others‟ thermometer measurements (Mann, 2000).  Some 

of his personal e-mail comments may have shown poor judgment but none were illegal.    The 

various investigations seemed indecisive but did not claim Mann and Jones were beyond the 

fringe of normal scientific behavior.  An exception was in the U.K. where it was determined that 

freedom of information laws were broken.  In that instance the University of East Anglia rather 

than Jones could have been prosecuted had the statute of limitations not run out.  (2)  How 

should data be treated, particularly if there are anomalies?  Again the hockey stick graph was the 

obvious example that raised most objections.  There have been periods of unusual weather, as 

during decades in the 1930‟s and 40‟s and again in the 1980‟s.  Mann has stated that he 

published papers on modeling weather patterns, including how anomalies could be handled in the 

past, and that there was nothing out of order in his graph.  No one has claimed the data is 

inaccurate per se.  Again, he shared his calculations with the National Academy of Sciences and 

had NAS support for his work.  Despite some personal e-mails exchanged including phrases like 

“here is a trick you might use” it appears no one has been able to substantiate unethical behavior.  

(3)  How much data should be made available?  Apparently the participants believed they had 

made all their data available in a legal and timely manner. A recent statement from Mann 

indicated that it is his practice to make every scrap of data used in his research available on the 

Web unless not legally permitted to do so. They also claim nothing was withheld that might 

distort the findings (Mann, 2010).  (4)  What if research results point to immediate danger?  

Climate change and global warming could alter the environment and cause devastation over 

much of the world.  How fast does this have to happen to be “immediate?”  Rajendra Pachauri‟s 

IPCC report included an inaccurate statement suggesting the Himalayan glaciers would be gone 

by 2035.  His statements in response included “neither the most recent investigation report nor 

other recent climate-science probes have questioned the IPCC‟s “overall conclusion” about the 

danger of causes of climate change” (Ball, 2010 August 31).  He and members of his top staff 
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did express “regret” over the false claim.  Was an opinion suggesting it came from published 

research when included in the UN report on purpose?  Was it included to encourage immediate 

action on a dangerous climate warming problem that was being disregarded by many?  Was this 

done on purpose or by accidental oversight?  Honest errors occur in science and are not unethical.  

He apologized so it may be assumed it was just an error.  Another ethical issue relates to 

Pachauri‟s various consulting jobs; is there a conflict of interest?  It appears few want to accuse 

the UN official receiving a Nobel Prize of being unethical.  On October 15, 2010, it was reported 

that the UN‟s IPCC had decided that he was to be retained as its chairman (Wall Street Journal, 

2010 October 15).  (5)  How should investigations involving ethics in science be conducted?   It 

can be difficult to secure neutral investigators with appropriate backgrounds is science and ethics, 

as the institutions involved in Climategate soon found out.   The obvious candidates are usually 

busy with their own research, their grad students and teaching obligations.  It is often likely that 

those chosen as investigators know the people and programs being investigated, thus being put in 

an awkward position.  Investigators often have to come from the same or nearby universities to 

ensure prompt action. Rarely will anything positive to be gained personally or professionally by 

having to participate in an investigation.  All investigations mentioned in this paper were 

challenged because of delay in initiating the investigation, the composition of the investigatory 

group, or a lack of findings related to wrong doing.  All involved were in an awkward spot. 

Things were happening besides investigations.  There were other consequences as a result 

of the behavior of the Climategate researchers besides the public opinion polls previously citied.  

A few examples follow.  Although some tried to make it sound like the 2009 Copenhagen 

summit yielded accomplishments, actions on any type of agreement were postponed to 2010 

(Raloff, 2010).  There have been reports of threats and harassment of many other climate 

scientists, including late night doorbell ringing, dead rats on front steps, and verbal threats 

(Bohan, 2010).  Previously many governments and leaders had hoped and believed that a “cap-

and-trade” agreement could be used to gradually cut down on harmful global warming emissions 

in a fair way.  Congressional leaders realize such an approach will be almost impossible and 

have moved to a simpler “cap-and-dividend” version (Economist, 2010 February).  After the 

November 2010 election even this compromise is not likely to reach the floors of Congress.  

Global warming is not a dead topic, but it may be kept in the background for now. Climategate 

seemed to empower the opposition.  It also may be that the best that can be hoped for is 

increased research and greater transparency in this research (Lawson, 2010). 

Again, in summary, the conclusions of all investigations indicated that there was no 

unethical behavior.  Investigations that followed usually made suggestions for clarification of 

policies and practices and often recommendations for future changes.  None were openly harsh 

towards individuals or institutions.  In conclusion there are a few words of caution when 

conducting research:  (1) Always be cautious of what is said in e-mail on the Web; it doesn‟t 

always remain confidential.  (2)  Retain all research data and promptly put it on the Web or make 

it public in some form.  Make research as transparent as possible.  (3)  Many researchers have 

found that research can sometimes be improved by listening to critics rather than being defensive.  

(4)  If you don‟t have the disposition or backbone for it, when possible avoid research and 

publishing in controversial areas.  (5)  Work at better communications with the public.  Many 

remember how scientists have been wrong or erred in the past (Piltdown Man, coming ice age in 

the 1970‟s, over population in the 1960‟s, nuclear world war, etc.).  Scientists are starting to 

speak out about the need for more transparency and precision in conducting research and for 
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working harder at getting the public to understand what scientific research is all about (Curry, 

2010). 
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        E-books and e-readers are coming! Gibbon-Fairfax-Winthrop High School, in rural 

Minnesota, this fall provided each student with an iPad. (Kent 2010)  Teachers spent time during 

the summer receiving training on how to operate the iPad and how to integrate the device into 

classroom studies.  Student iPads included e-books and applications (apps) the school decided to 

use in the classroom.  To limit the use of the device to education, students are forbidden from 

downloading applications and game playing without administration approval. The devices are 

expensive and cost between $500 and $800.  The school obtained the money to purchase the 

devices from one-time consolidation funds, capital funds and funds previously set aside for 

technology upgrades.  School leaders hope it will place the school at the cutting edge of 

technology.  Students interviewed were both nervous about learning the new device and excited 

about how the new device will change their education.  They also seemed happy to have books, 

notes, folders and other classroom resources all on one lightweight device.  Backpacks were 

getting very heavy!  

        Barnes and Nobles, at the start of November 2010, announced on their web site that they 

would be introducing a new Nook. (Barnes, 2010)  The first Nook is a black and white e-ink 

reading device that is not backlit. It is similar to the Kindle.  The new color Nook will be more 

similar to the iPad in that it will have the same backlit color touch screen and allow people to 

web surf, check email, listen to music, play games, watch video and purchase future apps that 

will further expand the use of the device. It will allow people to purchase magazine subscriptions 

and, of course, read books. It is smaller with a seven-inch screen and tailored to also include 

children’s books.  Their device includes “alive touch” which makes children’s book pictures 

move.  The device can also be set to read books to children.  As these two examples suggest, 

anyone who teaches or has children will soon be exposed to e-books and e-textbooks.  Students 

will expect teachers to use e-books in the classrooms as they grew up reading electronic books 

through different devices.  

        Among the general population, the use of e-books is growing.  Amazon, which sells the 

Kindle and has a Kindle reading app for many electronic devices, announced that it’s e-book 

sales surpassed hard cover book sales. (Fowlerr 2010)  (Paperback sales, however, are still the 

most popular.)  Many people reading with e-readers have reported an increase in their amount of 

reading. (Fowlerr 2010)  Reading on an e-reader is slower than reading a traditional book.  

Amazon reported people with e-readers bought 3.3 times as many books as those who do not 

own a reading device.  This is very encouraging to book publishers since a 2007 study by the 

National Endowment for the Arts reported that Americans were reading less, and about half of 

all Americans aged 18 to 24 read no books for pleasure. (Fowlerr 2010)  Textbook publishers, 

however, have been cautious in their adoption of e-textbooks.  When asked, many 

representatives of the companies will just state adoption is slow because different readers have 

different platforms.  Amazon e-books cannot be downloaded and read on Nook readers, and 

Barnes and Noble e-books cannot be read on Kindle readers.  However, both companies have 

applications for people to download to Mac or PC computers and iPhone or Android phones.  

People who own iPads, for example, can download iBooks from Apple as well as the Nook and 

Kindle apps that allow books from these companies to be purchased and read on the device 

through the app.  Thus the fear of having different platforms cannot be the publisher’s sole 

reason for their slow adoption of e-textbooks.   

        Congress’ Higher Education Opportunity Act of 2008 went into effect July 1 of 2010. 

(Higher 2010)  This law was passed in part to address growing concerns college students face in 

their education including acquiring affordable textbooks.  The first provision of the law 
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addressed price disclosure.  Textbook publishers must reveal pricing information to university 

faculty, copyright dates for the past three editions and list the substantial changes between the 

editions.  Second, the law requires publishers to offer bundled textbooks for sale individually.  

“Bundled” textbooks often offer not only the textbook but also CD’s, workbooks and online 

passwords.  Often the bundled material was never used.  The extra materials make the bundles 

more expensive.  Third, colleges must make available a list of required textbooks, including the 

ISBN number and retail price, before the start of school.  This allows students to discover if the 

textbook can be purchased elsewhere for less money.  California passed a law that went further 

and requires publishers who sell textbooks to California colleges also offer those textbooks for 

sale in electronic format. (Reagan 2010)  While this law will not take effect until January 1, 

2020, laws like these are putting pressure on publishers and could potentially reduce profits at a 

time when the publishing industry is facing big changes and declining profits in their industry.  

Probably also of great concern to a publisher considering the adoption of textbooks in the digital 

format is the copyright law and publisher’s the ability to control the content and use of the digital 

textbooks.  

        A recent important court decision in the area of copyright law, Vernor v. Audodesk, was 

filed on September 10, 2010 by the U. S. Court of Appeals for the Ninth Circuit. (Vernor III 

2010)  If this case stands, it may make publishers feel more protected as they move into digital 

publishing.  This paper will review how the courts have so far treated digital materials and how 

publishers may use Vernor to protect their interests in both digital books and digital textbooks.  

This paper will finish with a review of different e-book reader possibilities and list some 

advantages and disadvantages of different types of books and readers. 

        An old U. S. Supreme Court case, Bobbs-Merrill Co. v. Straus, rejected attempts by 

publishers to control the sale of a book after the first sale of the book.  The publisher of The 

Castaways placed a notice on the copyright page of the book that said that the price of the book 

had to be $1. The book could not be resold for less and, if it was resold for less, the publisher 

would consider that an infringement of copyright laws.  Clearly the plan here was to destroy the 

resale market for used books.  Appellee Straus sold the book for 89 cents.  The publisher, the 

appellant, won injunctive relief at lower court levels to stop these sales.  However, the U.S. 

Supreme Court decided with the seller.  The Court concluded that copyright protection did not 

extend to sales of goods past the first sale.  The first sale from the publisher was for full price. 

After this sale a seller could charge what they wished for the item. Thus this case created the first 

sale doctrine, which Congress codified into law the following year. (First 1909)  The U.S. 

Supreme Court again looked at downstream restrictions on sales in the 1917 case of Straus v. 

Victor Talking Machine Co. (Straus 1917)  This case dealt with the sale of phonographs.  The 

Victor Company sold the machines with a notice that the machines were only to be used with 

records, sound boxes and needles manufactured by the company.  The notice also stated that 

users just bought the ability to use the item; they did not own the machines.  Thus the buyer 

bought a license to use the item.  There was no sale of the item.  The U.S. Supreme Court stated 

that full price was paid for the machines and the buyer got physical possession of the machines.  

This was a sale of the phonograph and not a mere license to use it.  

        In 1977 the U.S. Court of Appeals for the Ninth Circuit interpreted these U.S. Supreme 

Court cases in the context of one of their cases.  They considered 35mm film in the case of 

United States v. Wise. (Wise 1977)  In this case several films were distributed to theaters.  They 

all had varying forms of license agreements.  These agreements required the films to be sent 

back after they were shown.  Thus the studio retained title to the prints.  Appellant Wise acquired 
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some of these prints and resold the 35mm films on the secondary market claiming he owned 

them and thus could dispose of them as he saw fit.  In other words he said the first sale doctrine 

applied and cut off the studio from restricting downstream sales.  Another print of the film 

Camelot was sent to Vanessa Redgrave.  Under her license agreement, she paid the studio for the 

cost of the print.  She was restricted from selling it, making copies of it, showing it for profit and 

other similar restrictions.  She did not have to return the print to the studio. These two situations 

were decided differently in the Wise case.  The Court said there was no sale of the film to Wise 

where he acquired prints distributed to theaters.  The restrictions on the theaters’ use were too 

inconsistent with ownership.  The theaters only paid a fee in line with use not sale of the item, 

and the item had to be returned.  Thus the first sale doctrine did not apply when Wise acquired 

the film.  In the case of the Redgrave film, the court said her payment alone does not determine 

whether a sale occurred.  The court said any licensing agreement must be read in totality to 

determine if it really was a license or sale. She paid the full cost for the item and got permanent 

possession of it.  The whereabouts of her copy was unknown and there was no record of a sale.  

Thus government failed to prove the absence of a first sale and that the first sale doctrine would 

not govern his acquiring the print from her.  Wise was criminally convicted of copyright 

infringement for acquiring the films from the theaters, but the way the Redgrave film was 

acquired was unclear.  The government bares the burden of proof in criminal cases.  How he 

acquired the Redgrave copy was not established.  Thus whether she could dispose of the copy 

and whether any first sale doctrine would apply is not clearly stated.  However, the Court did 

state the transaction strongly resembled a sale with restrictions on the use of the print.  Scholars 

split on the meaning of Wise. (Reagan 2010)  In the case of the Redgrave print, did the U.S. 

Supreme Court say there was a sale of the film?  Is there a sale if one pays for it in full and gets 

to keep the print?  Does a license exist simply because papers that come with an item say it is a 

license?  A sale would make the restrictions invalid because of the first sale doctrine.  Or was the 

Court saying Redgrave just got a sale that included restrictions which is not actually ownership 

but a license?  If a license, downstream restrictions could continue to those who acquired the 

license from her, providing she could even transfer her license.  

        The Ninth Circuit also decided the cases known as the “MIA trio”.  These cases also 

concerned the distinction between owners and license holders.  In order to use software, a 

temporary copy of that software must be made into a computer’s random access memory.  This 

is a form of copying which is not necessarily given to a license holder of software.  Congress 

enacted the essential step defense. (Essential 1980)  This principle says that an “owner of a 

copy” can make another copy if it is essential to the use of that software.  The act also says the 

“owner of a particular copy” may claim the first sale doctrine.  MIA Systems Corp. v. Peak 

Computer, Inc., in 1993, concerned whether a computer repair technician’s making of a 

temporary copy of computer software constituted copyright infringement. (MIA 1993)  The 

Court concluded that a licensed holder of software is not an owner of that software.  No essential 

step protection or first sale doctrine applies.  The Court concluded the phrases “owner of a copy” 

and “owner of a particular copy” are the same and do not apply to license holders.  In response 

Congress allowed a computer owner to copy software for maintenance or repair purposes.  

However, Congress did not broadly change the holding to say that licensees in general are 

entitled to the essential step defense.  In Triad Sys. Corp. v. Se. Express Co., the Ninth Circuit 

concluded in 1995 that the plaintiff sold the software to the customers. (Triad 1995)  Thus the 

customers were owners who would be entitled to the essential step defense.  The third MIA type 

case, decided in 2006, is Wall Data v. L.A. County.  In this case a sheriff’s department copied a 
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computer program onto multiple hard drives. (Wall 2006)  The license agreement only allowed 

the software to be placed on one computer.   The Court decided that the sheriff’s department only 

had a license, and that the essential step defense could not apply especially to placing software 

on multiple computers.  The essential step defense could only cover an owner of the software 

and the making of one additional copy on the single computer needed to use the software. 

        This brings the analysis to Vernor v. Autodesk. Autodesk makes the AutoCAD design 

software.  The company only sells licenses to use the software.  It does not allow purchasers to 

transfer the software.  Updates to the software can be purchased cheaper than full versions.  

However, old versions must then be destroyed.  A company had upgraded to a newer version of 

the software.  The company had not installed the software on any computers.  They sold the 

software at an office sale with the handwritten activation codes necessary to run the software on 

the unopened packages.  Vernor acquired these copies and attempted to sell them on eBay.  He 

also acquired other copies in a similar manner.  Each time he posted one of these software 

packages on eBay, Autodesk filed a Digital Millennium Copyright Act takedown notice with 

eBay.  Each time Vernor filed a counter-claim notice with eBay contesting the action.  Each time 

Autodesk did not respond and Vernor was able to sell the software on eBay.  The fourth time this 

happened, eBay suspended Vernor’s account.  Vernor sold many things on eBay and suspending 

his account for a month was a loss of income.  In August 2007, Vernor brought a declaratory 

action against Autodesk to establish that he could sell more of the software that he had acquired.  

Autodesk moved in 2008 to dismiss Vernor’s action.  The district court denied the motion. 

(Vernor I 2008)  The court decided that the first sale doctrine appeared to protect Vernor’s sale 

of the software.  After discovery, the parties filed cross-motions for summary judgment.  The 

district court granted summary judgment to Vernor in 2009. (Vernor II 2009)  The court first 

noted that licenses and sales are not mutually exclusive.  Restrictions can be placed on content 

that is sold.  Next the court concluded that it was unable to reconcile Wise with MIA and Wall 

Data.  The court decided it had to follow the earlier decision especially since it was a panel 

decision.  The court concluded there was a sale.  The court decided the true test of a license or 

sale was whether the buyer must return the goods.  Even though Autodesk only sold licenses, the 

court decided the sale by Autodesk was a sale with restrictions on use.  Old copies had to be 

destroyed, not returned.  Since it was a sale, the first sale doctrine applied.  Vernor’s customers’ 

copying of software during installation was also protected by the essential step defense. 

        The Ninth Circuit filed the court decision in September 2010. (Vernor III 2010)  The court 

had to decide whether Autodesk sold or licensed the software.  If the original company buying 

the software owned the copies, then the sales to Vernor and subsequent sales would be governed 

by the first sale doctrine.  If Autodesk only licensed its software, then further sales would not be 

protected by the first sale doctrine.  The essential step defense also would not apply.  The Ninth 

Circuit concluded a software user is a licensee and not an owner.  The court decided that the first 

sale doctrine and the essential step defense only apply to owners of software, not licensees.  The 

court concluded multiple factors were used in Wise to decide if there was a sale or license.  

Whether the item had to be returned is only one factor.  Other factors to consider are whether the 

agreement is labeled as a license, whether the copyright owner retains title, whether the item had 

to be destroyed or returned, whether one could duplicate the material and whether the transferee 

had to maintain possession of the prints for the duration of the agreement.  Autodesk clearly 

stated the only thing it sold was software licenses.  Autodesk placed significant restrictions on 

the user’s ability to transfer the software and on the software’s use.  The people Vernor bought 

the software from were not owners.  Thus Vernor and his subsequent buyers were not owners 
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either.  The essential step defense also only applies to owners, so no one downstream can claim 

this as a defense either.   

        After the main opinion, the Ninth Circuit considered Vernor’s four counter arguments.  The 

first and fourth arguments were answered in the opinion.  First, Vernor thought Wise controlled 

and that there was a sale because possession was conveyed for an indefinite period of time.  

Again the court said multiple factors were used in Wise to determine if there was a sale.  Fourth 

Vernor argued Autodesk made sales to it’s customers because copies of the software could be 

kept indefinitely without receiving license payments.  Again the court said these are just a couple 

of the factors to consider.  These facts alone do not dictate a sale. 

        Second, Vernor argued that reversing the district court would create a split between the 

Federal and Second Circuits.  In 1999 the Federal Circuit, in DSC Commc’ns Corp. v. Pulse 

Commc’ns, Inc., decided a case where the parties sold competing telephone system hardware 

cards and the defendant used the plaintiffs software for it’s installation purposes. (DSC 1999)  

The plaintiff said this was copyright infringement.  The defense argued that the customers owned 

the plaintiff’s software.  Thus the defendant’s use of the software was entitled to the essential 

step defense.  The court rejected this argument and said the customers only received a license 

and the defendant needed to develop software for installation purposes.  The court rejected 

MIA’s characterization of all holders of licenses as non-owners.  The Ninth circuit said this did 

not conflict with the holding in Vernor, as the customers in DSC were found to be a license 

holders and not owners. The defendant was not given the essential step defense.  For a conflict, 

someone would have to be given the essential step defense from a license.  In 2005 the Second 

Circuit, in Krause v. Titlesery, Inc., used a totality of the parties’ agreements standard to decide 

that the defendant in the case was entitled to an essential step defense. (Krause 2005)  The 

plaintiff was a software developer who sued his former employer for making modifications to his 

software program.  The parties did not have a written license agreement.  The employer paid the 

employee to develop programs for the employer’s use.  The employee agreed to allow the 

employer to use the programs forever, even if their relationship terminated.  The court in the case 

found that the employer owned copies of the work.  Again this was not contrary to Wise as a 

licensee was not given ownership rights.  Thus the Ninth Circuit found no conflicts with other 

circuits. 

        Finally, Vernor argued that Bobbs-Merrill entitled him to a first sale defense.  The Vernor 

court said the holding in Bobbs-Merrill was only that a copyright owner could not control the 

downstream sales of copies.  The U.S. Supreme Court did not analyze the use of restrictions on 

the transfer of books to create a license and whether a license could restrict the subsequent sales 

of books.  

        Amicus briefs were filed in the case.  The Software & Information Industry Association and 

the Motion Picture Association of America argued on behalf of Autodesk.  In part they argued 

that enforcement of licenses allows for the tiered pricing of software.  Tiered pricing aids 

consumers in providing some simplified packages of software cheaper to those who do not need 

the entire package.  For example maybe some people might want to pay a dollar to read a book 

once rather than twenty dollars to read and own a book.  Software licenses and tired pricing 

make these consumer choices possible.  The American Library Association and eBay filed briefs 

on behalf of Vernor.  The libraries argued that the first sale doctrine allows libraries to exist.  

Everything can now be licensed with restrictions against lending or borrowing.  This would put 

libraries and used bookstores out of business and ultimately make the cost of books more 

expensive from a lack of competition.  A decision for Autodesk would also affect the ability to 

-40-



lend software.  Libraries could also find that the licenses they buy to make books or software 

available to customers would soar in price just as the fees of many journals have increased if 

they are for use in a library.  EBay argued that a decision for Autodesk would force everyone 

purchasing copyrighted property to investigate the title to the property to be certain a first sale 

occurred.  This is impossible in the real world and would only serve to end secondary markets, 

which is not beneficial to consumers.  It could also turn everyone who purchases things from or 

holds a garage sale into a criminal.  Rental places like Blockbuster could have to close.   The 

Ninth Circuit, while agreeing that these are important considerations, did not address these 

concerns except to say that Congress again could revisit the first sale doctrine and the essential 

step defense and make modifications to the law if it deemed that necessary. 

        The Vernor case will certainly be appealed. (Steiner 2010)  The first step in the appeal 

process will be to the whole Ninth Circuit.  It is not certain the Ninth Circuit will review the case 

en banc.  The court would have to see conflicting precedent in the circuit to do this.  The Vernor 

court went to great pains to distinguish other cases and interpret cases such that they are 

consistent.  The case could also be appealed to the U.S. Supreme Court.  However the court 

accepts less than one half of one percent of the cases that are appealed to it. (Crap 2011)  The 

Court would probably want to see conflicting decisions in the circuits before accepting the case.  

Again, the Vernor court tried to interpret cases such that there is no inconsistency between the 

circuits.  Finally an appeal could be made to Congress to reevaluate the law in light of the 

increase in licensing and digital material.  Congress would be under tremendous pressure not to 

change the Vernor case.  People do not have to start businesses or create new products.  If they 

feel the business climate is working against them, they may not do so.  It would be nice to 

always side with “the little guy”, the consumer.  But, the little guy is ultimately punished if 

progress is stalled and new products do not become available.  Consumers might have to alter 

their expectations and purchase digital media with the understanding that they have bought a 

license and do not own the product.  If this does result in a decrease in cost to the consumer and 

new innovation and products, the Vernor analysis may be an advantage to everyone. 

        What could be the effect of Vernor on books?  Vernor concludes that permanent physical 

possession alone does not determine whether someone gets ownership rights when the item is 

purchased.  The court said whether someone buys ownership rights or simply a license depends 

also on what the parties called the sale, restrictions on the use of the item, and restrictions on the 

sale or transfer of the item.  This implies that books, including textbooks, could be packaged 

with a shrink-wrap and a licensing agreement attached to the package.  If a person buys the book 

and opens the shrink-wrap, the person will have accepted the license and any restrictions it 

contains.  This seems very similar to the facts in Bobbs-Merrill and the notice on the restriction 

to future sales in The Castaways book.  If the case is limited to the idea that the U.S. Supreme 

Court, only considered ownership and the first sale doctrine, then a future court could consider 

this type of sale to be of a license and uphold any restrictions in the license.  The price would 

have to be considerably lower than the cost of buying the book.  Straus seems to stand for the 

proposition that something may be bought if full price is paid for the item and the person gains 

permanent possession of the item.  The buyer was considered to have bought the phonograph 

despite the apparent attempt to create a license.  Thus for purely tangible items, it may be hard to 

sell a license rather than a ownership. 

        Digital books are a different matter.  Some digital books come on a CD.  An example is 

having books included on a CD that is sold with a magazine.  These would be considered “mixed 

transactions” in that there is a physical component to the sale.  This type of sale is most similar to 
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the sale of software.  Copyright laws and Vernor would be expected to apply here.  These could 

be sales of ownership or a license depending on how the sale is structured. 

        The most difficult type of sale to analyze under current law is a purely digital copy of a 

book bought over the web or “in the clouds.”  Here there is no physical component.  Article 2 of 

the Uniform Commercial Code concerns the sale of tangible goods.  It does not cover digital 

books that do not have a physical form.  Copyright principles like the first sale doctrine and the 

essential step defense would not apply if there are no sales of goods.  Digital content acquired 

over the web look more like transactions covered by intellectual property law where licenses are 

more the norm.  Ownership of the content is seldom transferred.  What is transferred is simply a 

license to use the content, and only under the express terms of the license.  This is very 

surprising to most people.  To acquire an e-book, one clicks the “buy” button.  The e-book is 

then placed in the person’s e-library “for all time.”  The average person would certainly conclude 

that the book was purchased just like a hardcover book is purchased from a store. 

        What happens if people resist licenses and believe they own the digital item?  Digital Rights 

Management Technology (DRM) is often placed on digital content to enforce a license.  The 

Digital Millennium Copyright Act criminalizes ways to circumvent DRM. (Digital 1998)  When 

people believe they own something and have the right to do what they wish with the item, there 

is widespread disobedience. Many techniques are developed to bypass the DRM.  Music has now 

gotten to the point where the DRM is removed and people who buy a CD can place the CD on a 

computer or drop it into iTunes.  From there, copies can be placed onto portable devices like 

iPods and iPads.  This has not happened yet with movies.  Thus people search the web and find 

many programs that can take DRM out of a DVD.  The DVD is then dropped into a program 

where it is reformatted so it can be dropped into iTunes and placed on multiple devices.  There 

even are programs where people can capture the cover art from the movie’s case.  When done, 

what appears on a person’s device looks just like one they would have bought from iTunes.  

People do this because they believe they bought the DVD and should not have to pay twice just 

to have the same movie on two devices.  They simply see the companies as greedy and refuse to 

pay twice for what they already think they own.  The movie industry can fight, but it is a loosing 

battle.  The same thing could happen to digital books if people find the licensure terms too 

onerous.  Already there are reports of people who have reformatted Kindle bought books so that 

they can place the books on other reading devices besides the Kindle.  Regardless of what the 

law or license says, people believe they bought it and can do with it what they wish.  Publishers 

always have to remember that the law can only go so far in the face of widespread public 

resistance.  Some balance has to be made between the public and copyright holders.  Congress 

may be in the best position to balance these groups and discover an acceptable and workable 

solution.  This reader hopes they can form a consensus and accomplish this.  People do not 

always accept court-imposed solutions, especially when they feel they did not have the ability to 

have their positions heard through the lawsuit.   

        The needs of libraries should be considered.  In a time of shrinking budgets, there is great 

temptation to purchase digital books because the cost is less.  However, whether the books can 

be lent out for others to read, depends on the license.  Libraries may have to pay for a special 

license that allows the books to be lent out to others.  This could cost more than other licenses.  

The license fee also may not be a one-time fee.  Libraries are not in control of the license 

agreements and they can increase in cost or the company offering them could even stop the 

service or go out of business entirely.  The library owns the physical books.  The library can buy 
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them and people can donate them to the library.  Physical books may not cost much more than a 

digital book over the long run. 

        Digital books have many advantages.  They can be cheaper. (Trachtenberg 2010)  Many 

times if a hardcover book costs $28, the paperback book will cost $14.99 and the digital book 

will cost $12.99. Many classics are just a couple of dollars.  Some books are free. New writers 

often offer their first book for free.  They hope they will be find a paying publisher and audience.  

Digital books are never sold out.  The digital books are often backed-up by the seller so the 

purchaser can get the book again should a device get lost or destroyed.  An e-reader holds 

thousands of digital books while being light in weight and small in size.  Pages in the books can 

be bookmarked, words can be looked up in a dictionary by clicking on the word, pages can be 

written on in the margins and sections can be highlighted.  Most important to older readers, the 

font size can be enlarged.  Before one buys a digital book, a chapter can be downloaded for free 

to see if the reader likes the book.  Barnes and Noble even allows some books to be lent to other 

Nook owners for a couple for weeks.  The iPad will read books to people through a computerized 

speech synthesizer.  The new color Nook will also have this capability.  While not exactly an 

audio book, the technology is pleasant when one’s eyes get tired. 

        Are digital textbooks an advantage?  They are cheaper, but one must know what is being 

purchased.  Used books cost 75% the cost of a new book.  If either is sold back to the college 

bookstore, the student usually receives 50% of the cost of a new book if the book will be used 

again.  Many college bookstores are starting rental programs for textbooks.  Books can be rented 

for around half the cost of a new book.  However, if the book is not returned, the student is 

charged up to the cost of 75% of the new price of the book.  Payment is assured because students 

have to keep a credit card number on file.  Digital books are usually around the same price as a 

rental.  These books disappear from the student’s computer or reader after the semester ends.  

Some licensing restrictions can be onerous and the publishing companies are in control.  

Sometimes textbooks are not downloaded onto a student’s reading device.  This makes a web 

connection a necessity to access the book.  Some companies only allow access to a few chapters 

at a time.  There will also be restrictions on photocopying and lending is not an option.  In short, 

student should not expect the same options of use that they have with a physical book.  

Ownership has advantages.    

        Digital books do have disadvantages.  One very annoying disadvantage is that words are not 

always spelled correctly and sentences are not always constructed properly.  Some of these errors 

boggle the mind as to how they can even occur.  Other errors seem to come from the scanning 

process that is used.  For example, this reader of digital books has noticed that what should be an 

F is sometimes a P and commas can be periods.  It seems odd to have obvious errors in digital 

books when the print versions are accurate.  It would be very difficult if these errors were in 

textbooks or children’s books!  Digital books must be read with a reader.  Readers will fail and 

need to be replaced over time.  This expense has to be factored into maintaining a digital 

bookshelf.  The Nook and iBooks record actual pages.  Kindle books do not.  This could be a 

problem for a teacher who likes to refer to page numbers in books.  As businesses maintain 

backup copies of the books people purchase, the businesses also have peoples’ reading lists.  

Interesting profiles of people could be built by adding information from reading lists.  This raises 

privacy concerns and questions concerning how companies will use or sell these reading lists. 

        The e-readers each seem to be looking for their own place.  The Kindle comes with either a 

seven-inch screen or the larger version that is approximately the size of an iPad.  Amazon has 

many digital books and, compared to Apple and Barnes and Noble, Amazon has the most current 
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books in digital form.  Amazon is not going the direction of a backlit color tough screen on a 

multipurpose device.  Color e-ink is still in development, but Amazon may be heading in the 

direction of a more dedicated reading device with this technology. E-ink is easiest on the eyes 

and most like the printed page of a book.  The Kindle provides free 3G or WiFi service but this is 

mostly just to access their store and buy books.  Barnes and Noble, mid November, will begin 

selling their color touch screen backlit readers.  They hope apps are developed for the reader and 

it develops into a multipurpose device.  It will come with Pandora radio and the ability to play 

some games and surf the web.  It will only be a WiFi device.  This makes sense as no one will 

provide free 3G service for constant web surfing.  Free WiFi is available while in their stores.  

How do they distinguish themselves from iPads in the minds of purchasers?  They have actual 

brick and mortar stores that the other two companies do not have.  This is an advantage to people 

who like to go to their bookstores. Nook owners received a free tall smoothie this week from 

their in-store coffee shop.  The drink can be enjoyed while using their free Wifi.  Any book in 

digital form can be read for an hour each day while in the store.  In theory, one could read an 

entire book without purchasing it if one went to the store often enough.  Despite preferring the 

iPad, this writer bought one of the first Nooks and will also purchase a color Nook next week 

despite the lack of young children.  There is something magical about having a reading device 

tied into one’s favorite store.  Currently they are the only ones who allow some of their books to 

be lent to other Nook holders, although Amazon may go in this direction also.  Barnes and Noble 

has the most digital books, although more of their collection is comprised of classics.  They are 

better than Amazon or Apple at offering specials of free current and classic books.  This reader 

was able to build an impressive digital library quickly thanks to the company’s free book offers.  

The iPad has the nicest reader with books whose pages actually turn as one reads.  They have the 

least number of digital books to choose from and do not always get a current best seller that the 

other two companies are able to carry.  They do not yet store and back-up books for customers 

like the other two companies.  This is done on one’s computer through iTunes.  However, there 

is rumor the company may be moving in this direction with the start of their new app store for 

computers.  This reader also loves the fact that the Kindle and Nook apps can be downloaded 

onto the iPad.  Any books bought from either company can be read through their app on the iPad.  

This reader has poor eyes, but the backlit screen never posed a problem.  In fact this reader 

enjoys reading in bed with the lights off just through the glow of the screen.  This cannot be done 

on the Kindle or current Nook.  One needs to attach a reading light. 

        The iPad, Nook and Kindle are not the only ways to read digital books.  Nook and Kindle 

have apps for Andriod phones that allow for the reading of digital books.  The first response of 

most people to this option is that a phone is too small for reading.  Despite poor eyes, this reader 

reads very well by enlarging the print and using the larger screen size of the HTC EVO phone.  

Nook and Kindle also have downloads so their books can be read on laptop and desktop 

computers.  These devices, however, are larger and less portable.  They do not deliver the same 

reading experience as a smaller device.  The success of the iPad, around three million sold in just 

a couple of months, has caused many companies to develop competing products.  There will be 

no lack of competition among the devices just mentioned.      

        While there are many advantages and disadvantages to digital books and e-readers, a final 

concern is how they might change the publishing industry and used book stores.  The recording 

industry has gone through many changes because of digital music.  It is hard to see how 

publishers will not undergo similar changes.  Less people are now able to make a living selling 

music.  If a hardcover book sells for $28 dollars, a publisher could get $14 from the sale and the 
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author $4.20.  If an e-book sells for $12.99, a publisher could get $9.09 and an author $2.27. 

(Trachtenberg 2010)  If a publisher makes less, the publisher will take fewer chances with new 

authors to lessen the potential for loss.  This will lessen signing bonuses as well as profits to 

authors.  These changes could easily lessen the number of people who can make a living from 

their writing as well as the number of new authors who can break into the business.  This will 

also affect people downstream from authors such as book agents. Digital books and licenses 

could potentially drive used bookstores out the market and even affect the ability to buy the used 

textbooks that students’ cherish.  Changes come to all industries and books will not be an 

exception.  If digital books did not result in changes, the lower number of pleasure readers 

certainly would cause changes.  There are no easy answers.   

        This writer prefers a multipurpose device like the iPad.  Walter S. Mossberg wrote a column 

for the Wall Street Journal in which he detailed his ten-day working vacation to Paris.  He left 

his laptop at home and only took his iPad. (Mossberg 2010)  This writer tried to duplicate the 

experience at the NSSA fall conference in Reno.  WiFi or a 3G connection is needed to fully use 

multipurpose devices or even purchase books from reading devices.  This writer bought a hub, 

Overdrive, from Sprint.  The hub costs $60 a month to operate!  AT&T advertises cheaper prices 

to connect the iPad to the web ($30), but the charge must be added to their phone contract.  This 

would be fine if one were in the AT&T service area.  The device takes the phone signal and turns 

it into a WiFi signal.  Multiple devices can use the web at the same time from the hub.  The 3G 

connection on mobile devices is supplied by AT&T.  I’m sure it is a fine company, but their 

signal does not reach the river valley this writer lives in.  Inside a house in the river valley, the 

only connection options are through a wire or to purchase an amplifier for the phone signal and a 

hub.  In the big city of Reno and everywhere else on the trip, the hub needed no amplification 

and it was a true joy.  The iPad was connected literally everywhere and could even access a 

home computer.  Access was had the entire trip for e-mail and web surfing.  In addition to 

reading books on the trip, added applications provided games, radio, multiple news sources, and, 

with hundreds of thousands of applications available, anything else desired.  The iPad has a 

person’s stored movies, books, calendar, notes, photos, music and other interests.  Trip photos 

were easily backed up to iPad.  This writer even produced a presentation on the iPad and it’s 

touch screen keyboard with ease through Apple’s iWorks applications for the iPad!  There were 

a couple of glitches.  The presentation could not be used without being transferred first to a flash 

drive. It is not easily accomplished from an iPad without a USB port.  The iPad Doc Connector 

to VGA Adapter tool was not an option.  Also, the iPad had to be turned off for takeoffs and 

landings on the plane while my neighbor continued to read her hardcover book!   
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“Universal Design for Learning provides a blueprint for creating instructional goals, 

methods, materials, and assessments that work for everyone – not a single, one-size-fits-all 

solution but rather flexible approaches that can be customized and adjusted for individual 

needs” (Rose and Meyer, 2002). 

 

Introduction 

Access to the general education curriculum is an important goal for all secondary level students.  

Reviewing the historical progression of educating students with disabilities, one can begin with 

the early mandates in Public Law 94-142 that were signed into law in 1975.  The premise of this 

law was the equal access to education for all students in our country.  As this law developed and 

became the Individuals with Disabilities Education Act, the principles of the Least Restrictive 

Environment evolved. Educating students with disabilities along with non-handicapped peers, to 

the greatest extent possible in the general education curriculum, became the norm.  Further 

updates to the law (CEC, 2004) focused on increasing accountability for students with special 

needs, an area of alignment with the No Child Left Behind Act of 2001 (NEA, 2004).  In fact, as 

one reviews the federal education mandates through the past four decades, one can trace this 

evolutionary process of educating students with special needs from a focus on educational 

opportunity to a focus on educational outcomes (Brownell, Sindelar, Kiely, & Danielson, 2010).  

The Obama administration’s plans for reauthorizing the Elementary and Secondary Education 

Act (ESEA) focuses on educational outcomes.  Calling for equity and opportunity for all 

students, ESEA sets goals for meeting the needs of diverse learners in an era of increasing 

accountability (ESEA, 2010). Given the complex requirements of teaching and learning in 

secondary schools, the question arises, how do we meet the disparate needs of students?   

Included in the ESEA is a plan for providing teachers with the support they need to help all 

students meet stringent standards. Support identified in the plan will impact those working at the 

pre-service education level. According to the ESEA plan, teacher preparation programs will be 

held accountable for preparing teachers who will be successful in the classroom – a classroom 

that is increasingly diverse given that it includes students with disabilities and students for which 

English is their second language.  

Secondary teacher training programs, in particular, are responsible for ensuring that pre-service 

teachers are not only competent in the content knowledge of their subject area but also possess 

the unique teaching techniques needed to teach the content (NCATE, 2001). Guidance provided 

in the Higher Education Opportunity Act of 2008 (HEOA, 2008) suggests that teacher 

preparation programs include information about Universal Design for Learning (UDL) principles 

in college coursework. The National Education Association (NEA) has published a policy brief 

that includes “teacher preparation coursework emphasizing the application of UDL” as a key 

policy initiative (NEA, 2008).  With increased accountability secondary teacher training 

programs have a more critical role in preparing teachers to insure all students receive a world-

class education. 

 

Universal Design for Learning (UDL)  

“Universal Design” is a term with roots in architecture. Legislation mandating accessible 

buildings (ADA, 1994) resulted in expensive retrofitting projects.  Recognizing that creating 

structures and products that were accessible – from the beginning – was a more cost effective 

process, the practice of universal design became commonplace in the field of architecture.  

Having conducted research for years on educational procedures and tools that increased 
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accessibility for students with disabilities, researchers at the Center for Applied Special 

Technology (CAST) borrowed from the “universal design” movement in architecture to develop 

the Universal Design for Learning (UDL) framework.  David Rose and Anna Meyer, the co-

founders of CAST, saw UDL as a set of principles for curriculum development that gives all 

individuals equal opportunities to learn.  

 Rose & Meyer, (2002) describe UDL as a tool for flexibility within the classroom and the 

curriculum of a school district and the supports needed to provide the learning and basic 

concepts within a specific curriculum.  They further clarify by stating that “ the concept of UDL 

is the intersection where all our initiatives -- integrated units, multi-sensory teaching, multiple 

intelligences, differentiated instruction, use of computers in schools, performance-based 

assessment, and others -- come together” (p. 7).  The three key principles that are the foundation 

of UDL are shown in Table 1.  

Developing new approaches and tools to support the equal opportunity learning of all students, 

CAST researchers provide user friendly tools and resources that can be used by general 

educators to apply the principles of UDL in their classroom. Applying UDL principles from the 

beginning, saves teachers time as adaptations and accommodations are no longer a focus.  

See Table 1 

 

Rationale for Study: 
This study began as a result of concerns voiced by clinical supervisors regarding the difficulty 

secondary content area student teachers had in working with students with diverse needs in the 

general education classroom. Included in the group of clinical supervisors, that had concerns, 

were two of the study’s authors. One author had recently completed supervisory duties with two 

student teachers that required numerous interventions on how to support the learning of diverse 

students in the general education classroom. A second author had received feedback – over 

several semesters – that described the discomfort student teachers had with making 

accommodations for students with diverse needs.  

At our university, the secondary content area student teacher takes only two courses in methods 

and management through the education department. The courses taken in the education 

department, and taught by education department instructors, are a Junior level course that teaches 

basic lesson planning skills, assessment techniques, and an overview of behavior management.  

A two credit hour special education survey course is also required.  This course focuses on 

teaching students special education legal issues, characteristics of numerous disabilities and 

some strategic instruction methods.   

Students seeking a secondary content area teaching license take their secondary content methods 

courses from their content area instructor in the School of Liberal Arts and Sciences in the 

Department of Health and Physical Education.  A review of content area methods course syllabi 

was completed to see how making accommodations, for students with diverse needs in the 

general education content area class, was addressed. Information collected from that review 

indicated students received limited, if any, exposure to alternative teaching methods in content 

area methods courses. Acknowledging a continued local, state, and national trend in the field of 

secondary education, where students with diverse needs were receiving instruction in inclusive 

general education classrooms (OSEP, 2004), the authors felt an immediate strategy was needed 

to support the secondary content area student teachers ability to teach students with diverse 

needs.    
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One approach to addressing the issue of preparing content area student teachers’ ability to work 

with diverse students would be to propose curriculum changes to the content area methods 

courses. Another approach considered, was to make changes to the courses being offered by 

education department faculty.  Upon review those courses did not provide a “high impact” 

solution as students often took their content area methods courses after they had taken the 

required Education Department courses. Ultimately, attendance at a national professional 

development conference provided the authors with the idea that UDL might provide the 

framework that the student teachers could use to support the diverse learner in their general 

education classroom. After further discussion, it was decided that teaching students the principles 

and skills for applying UDL, during their Senior seminar, was a viable option. 

The purpose of this study was to determine whether exposure to UDL principles would impact 

the student teachers’ ability to address the needs of diverse students in the general education 

classroom.  Specifically, we wanted to know if providing student teachers with training on the 

principles of UDL would impact their level of comfort when working with students with diverse 

needs and impact their ability to meet the needs of diverse students in inclusive settings. In 

addition we wanted to know if the students could effectively include UDL principles in unit 

teaching plan.   

 

Methods 

Setting  

This study was conducted during the fall Senior seminar course.  Senior seminar is a companion 

course to student teaching; a three week course that student teachers take before they begin their 

twelve week field placement. Senior seminar meets every day for three weeks for four hours per 

day.   

Participants 

Ten student teachers began and participated in this study. An IRB proposal was submitted and 

approved before the study began. All student teachers were required to complete the lesson plan 

activity but were given the choice of completing the survey used in the study.  All student 

teachers chose to complete the survey.  Table 2 shows the content areas represented in this study 

and number of student teachers from each content area.  

See Table 2 

Student teachers were introduced to the principles and application of UDL during a presentation, 

by two of the authors, during the second week of the three week seminar.  The student teachers 

were provided with a brief historical overview of  the universal design movement in architecture, 

an overview of the neuroscience research that was completed by researchers at the Center for 

Applied Technology (CAST), the research-based framework and principles that define UDL, and 

an interactive tour of the online resources and supports CAST makes available through their 

website ( http://www.cast.org/research/udl/index.html ). The day following the introductory 

presentation the third author (instructor of record for the course) presented the student teachers 

with an assignment that required the student teachers develop a teaching unit that incorporated 

the principles of UDL. The instructor also spent time describing additional resources – including 

sites with examples of lesson plans integrating the principles of UDL. Those resources were 

found on the National Center on Universal Design for Learning website. 

(http://www.udlcenter.org/aboutudl/udlguidelines )  The students presented their teaching units 

during the final week of the seminar course.  
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Data Collection  

Data were collected from two sources: pre-post survey responses and instructor evaluation of a 

lesson plan. The survey, completed during the second class meeting and again during the last 

class meeting, included three open ended questions and three 5-point Likert scale questions. The 

open-ended questions asked the students to describe where they had encountered students with 

diverse needs during field experiences, what adaptations they had made when working with the 

students with diverse needs, and what courses prepared them to make the adaptations.  

The three Likert-scale questions asked students to rate their response using a 5-point scale with 5 

being high and 1 being low. Students were asked to rate their level of comfort beginning their 

field placement, their overall preparation for handling inclusion from their methods courses, and 

their perception of their overall effectiveness in making accommodations. In addition, students 

were asked if they were comfortable with the researchers contacting them for follow-up 

information at the end of the semester. The students were asked to provide their cell phone 

number if they were willing to be contacted for further information regarding their UDL unit 

plans.  

Instructor evaluations were used to document how each student incorporated the principles of 

UDL into the content area lesson plan they developed. The three authors completed the 

evaluations while the students presented their unit plans. Each evaluation sheet was designed to 

allow the evaluators to note how the seminar student chose to incorporate the three UDL 

principles into their lesson plan: representation, expression, and engagement.  

 

Results 

The data gathered from the open-ended questions is presented in Table 3. When asked where 

student teachers had encountered students with diverse needs during their field experiences, all 

eleven students reported having had experiences working with diverse students in their Junior 

experience placements. (All students working toward a degree in education – elementary and/or 

secondary – have a required one hour a day clinical placement during their Junior experience 

course.) The three students preparing to be PE teachers described additional experiences with 

diverse students. These additional experiences took place while taking a required Adaptive PE 

course.  During this course students work one-on-one with diverse students (physical and mental 

disabilities). The adaptations reported by students included reading exam questions out loud, 

shortened assignments, reviewing instructions, making adaptations to equipment, modified levels 

of activity, or modified outcomes of activities (i.e., participating with goal of enjoyment rather 

than competition). When asked what courses prepared the student teachers to make adaptations, 

the Adaptive PE and the Psychology and Education of the Exceptional Child course was 

identified as the course that prepared the three PE student teachers to make adaptations. Six 

students identified the Psychology and Education of the Exceptional Child course as the course 

providing them with the information needed to make adaptations. One student did not list any 

course. 

See Table 3 

Figure 1 presents the results for the Likert- scale items. Survey results illustrate students felt 

more comfortable beginning their field placement after receiving UDL training (mean 3.89, 

possible range 5-1) than before UDL training (mean 3.36, possible range 5-1). The students 

reported feeling more prepared to handle inclusion after the UDL training (4.4, possible range 5-

1) than before UDL training (3.27, range 5-1). And finally, the student’s perception of 
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effectiveness in making accommodations improved after the UDL training (4.4, range of 5-1) 

from before the UDL training (3.6, range 5-1). 

See Figure 1 

 

Survey Results 

Ten student teachers completed a teaching unit. Table 4 presents the guidelines that student 

teachers included in their lesson plans. Each student included at least one option from each of the 

guidelines in their lesson plan with the majority of students including two examples.  The options 

included most often were in the area of representation. Providing options for representation is 

needed so students with diverse needs all have equal opportunities to learn information.  

Representation is broken down into sub-categories that address perception, language and 

symbols, and comprehension. The use of PowerPoint presentations was the method chosen the 

most often to support students in the area of perception. Providing definitions for vocabulary and 

using illustrations during activities were the most common language and symbol method. 

Demonstrations and models were the methods used most often to ensure comprehension.  

Expression is the second guideline highlighted in UDL. This guideline incorporates action and 

expression.  Physical action options were included with demonstrations being a common method.  

Students included methods for expressive skills in their lesson plans, with the choice between 

speaking or drawing included the most.  Students included independent goal setting activities in 

art and physical education lesson plans.  

The final guideline, engagement, includes options for recruiting interest, sustaining effort, and 

self-regulation. All the presented teaching units included the opportunity for student choice. The 

option of sustaining effort was addressed in lesson plans by providing many opportunities for 

group work in academic activities and individual work during physical activities. Self-evaluation 

activities were included in the area of self-regulation.        

See Table 4 

 

Discussion 

This study was undertaken to determine whether exposure to the principles of UDL would 

impact the secondary student teacher’s ability to address the needs of diverse students in the 

general education classroom. The majority of the student teachers in this study reported having 

few, if any, encounters with students with diverse needs or experiences making adaptations for 

students with diverse needs before their senior seminar. The information and skills they learned 

pertaining to UDL appeared to be important in increasing their comfort level when working with 

students with diverse needs. Furthermore, the results of this study demonstrate that providing 

student teachers with training about UDL can be a viable way to address the needs of students 

with diverse needs in the general education classroom.   

The authors have identified several limitations to this study.  First, this study included a 

convenience sample of only ten students. Because this study was conducted in the fall semester 

when there is historically a lower enrollment in the Senior seminar the authors plan to complete 

this study during the spring semester when enrollment is typically higher.   

Second, the students were given a cursory overview of UDL and limited support in applying the 

principles in preparation of unit plans. The authors believe teaching students about the principles 

of UDL and providing more instruction in applying the principles to the development of lesson 

plans earlier and at a more integral level in the seminar are essential. In fact, the authors believe 

it is critical to work toward incorporating the principles of UDL into methods courses that 
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secondary student teachers are required to complete. Whether that integration can be 

accomplished in the secondary content methods courses, or be included in the more generic 

Junior experience course taught in the education department, will need to be explored further.  

Third, the students were not required to implement the unit plans they developed during their 

actual student teaching experience. Although student teachers indicated in their final course 

evaluations that they had included several of the UDL options when teaching various lessons in 

their clinical placements, further studies need to be conducted to determine the impact of  

teaching the units, that included the principles of UDL, in general classroom settings. Moreover, 

the authors believe that focusing on the assessment components of UDL in unit plans is a critical 

component of future studies.  

 

Conclusion 

In speaking to educators regarding the ESEA, the Obama administration has made it a national 

priority that every student receive a world-class education.  Competent teachers are integral to 

this goal.  Being a competent teacher means one can meet the needs of all students they teach.  It 

is the authors’ assertions that by applying the principles of UDL in classrooms, teachers will help 

their students achieve the success implicit in this goal.   

And finally, higher education faculty must continue to look for ways to collaborate to instruct 

future teachers. Through the collaborative endeavor described in this paper, student teachers will 

help their students achieve the success implicit in the goal of students receiving a world-class 

education. Such training is essential if teachers are to meet the increasingly diverse needs of 

students.  
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Table 1  

Principles of UDL 

1. Provide multiple and flexible methods of presentation to give students with diverse learning 

styles various ways of acquiring information and knowledge;  

2. Provide multiple and flexible means of expression to provide diverse students with alternatives 

for demonstrating what they have learned; 

3. Provide multiple and flexible means of engagement to tap into diverse learners’ interests, 

challenge them appropriately, and motivate them to learn.  

 Rose and Meyer, 2002 

 

Table 2 

Content areas of student teachers  

Secondary Content Area Number of student teachers 

Art  1 

English  1 

Foreign Languages 0 

Math 0 

Music  2 

Physical Education  3 

Science 0 

Social Studies 3 
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Table 3 

Open-ended Survey Questions 

 

Open-ended question Responses  

1. Where did you encounter students with 

diverse needs in your previous field 

experiences?  

11 responses - Junior experience 

  3 responses -  Junior experience and Adaptive 

PE courses 

2. What adaptations did you make? Academic adaptations – shortened 

assignments, reading exam 

questions out loud, reviewing 

instructions  

PE adaptations - equipment adaptations, 

modified levels of activity, 

outcomes modified 

3. What courses prepared you to make the 

adaptations?  

Adaptive PE course - 3 

Psychology of Exceptional Children -  6 

No course - 1 
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Figure 1 

 

 
 

N = 11 
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Table 4  

Examples of UDL guideline options used in student teacher unit plans 

UDL guideline Examples of guideline options used in student teacher unit plans  

1. Representation  Perception  - PowerPoint presentations, flash cards, skeleton, overheads, 

photos 

 Language and Symbols – define vocabulary, describe music symbols, 

color coded illustrations of exercises, highlight important terms, 

hyperlinks  

 Comprehension – graphic organizers, music charts, demonstrations, 

models, provide examples and non-examples, outlines  

2. Action/ 

Expression  

Physical action - demonstrations 

Expressive skills – respond using speech, drawings, music, visual arts 

Executive functions – set personal activity goals 

3. Engagement  Recruiting interest – find own materials to use in activities, choose 

reading passage, choose activity to complete, provide a variety of 

activities 

Sustaining effort – individual fitness plans, collaborating in groups, 

emphasize process not outcome  

Self-regulation – students self-evaluate activity and level of 

performance, students complete self-reflections on participation, guide 

goal setting, 
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Abstract 

 

This qualitative study was conducted by 20 teachers in a graduate course, Social Studies in 

Elementary School. It involved an innovative assignment where the teachers were to visit a 

variety of restaurants where they would observe children and their parents interacting in public 

settings. Each teacher needed to make 3 separate visits, take notes, and post what they observed 

with their personal reaction on a course blog. Posts were analyzed for similar observations, 

patterns, and common discussions threads. The final assignment was for the teachers to write a 

summary of what they learned from their observations by sharing advice or words of wisdom to 

today’s parents on a course podcast. This paper will discuss the findings of the interactions 

between parents and their children in public settings. 

 

INTRODUCTION 

 

In today’s society, life has become stressful for adults and children. It seems there are so many 

expectations, demands, and stresses on families that it is impossible to keep up with daily 

challenges and responsibilities. There is always one more thing that should be completed on any 

specific day, and most parents with school-aged children are constantly running from one place 

or activity and do not arrive home until dark and the same routine resumes the next day. In this 

commotion, parents must remember to give their children enough time to feel important, 

respected, cared for, and loved by them. Parents need to make a conscious effort to 

communicate, listen to their children, and also ask questions including, “How was your day?”  

Taking the time to listen allows the opportunity to better understand what the children are 

experiencing and feeling in their own busy lives.     

 

Research acknowledges there is a viable link between parent involvement and children’s future 

success in schools and in their lives. Watching the interactions between parents and their 

children in public settings can be an informative experience of just how busy people are today. 

People are usually rushing through their daily tasks, too busy to stop and enjoy the present 

moment. Adults seemed consumed with what happened in the past or what is going to happen in 

the future. No one takes time to relax, breathe, and enjoy the present. The authors of this article 

have personally watched over coffee in restaurants how distracted parents seem to be with their 

children which initiated the idea for a greater examination of this situation. This ultimately 

generated a new assignment in a graduate social studies course for teachers. The research 

questions asked: Is this the norm for parents and children in public restaurant settings?  Are 

parents too busy to enjoy a meal with their children?  How much quality communication is there 

between parents and children in public restaurants?  Does eating in a restaurant bring about a 

quality experience for parents and children?  

 

METHODOLOGY 

 

The research was conducted by 20 teachers in the graduate course, Social Studies in Elementary 

School. The qualitative study involved an innovative assignment where the teachers were to visit 

a variety of restaurants where they could observe children and their parents interacting in public 

settings. It could be in any family restaurant such as McDonalds, Burger King, Space Aliens, 

Pizza Hut, etc.  Each teacher needed to make 3 separate visits with the only requirements of 
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sitting unobtrusively and watching the interactions between the children and adults. They were to 

take notes after each observation, post what they observed, and give their personal reactions to it 

on our course blog. It was stressed numerous times that the teachers were to make no 

assumptions about the families and just to report what they saw and heard during the 

observation. They were also instructed to read each other’s blogs and leave comments. They 

were to continue this discussion by reflecting on what their peers added to the blog posts, and 

this format was followed until all 3 observations were completed.  

 

 Examples of Three Reported Observations: 

 

1. “I observed a mother and her daughter eating at Burger King.  The daughter looked to be 

about 5 years old.  The mother was not giving very much attention to her daughter.  I 

noticed that the girl would not sit on her seat. She kept standing on it and moving around. 

The girl also kept asking her mom questions and the mom wouldn't respond to her 

daughter, which seemed odd because the mom didn't have anyone else to listen or talk to. 

One time the girl asked her mom if she wanted any of her fries and the mom said, "No we 

have to go.”  The mom picked up the tray and dumped them in the garbage.  The little 

girl wasn't even done eating!  The mom rushed her daughter through the meal and paid 

very little attention to her.  A sad situation to observe and it made you wonder if fast food 

restaurants leave little time for anything.”  

 

2. “The observation began with two girls throwing a mini fit when mom said they couldn't 

have soda for dinner. “WHY? WHY? WHY? I DON'T HAVE HOMEWORK! I DON'T 

NEED TO GO TO BED EARLY TONIGHT!! WHY? PLEASE! PLEASE! PLEASE!” 

After rolling her eyes, she gave in when the waitress came by a second time to ask for 

their food orders. The girls quit with their whining and were satisfied with their Cherry 

Pepsi. The oldest boy at the table sipped on his milk and was still reading his book. The 

two girls started to fight almost instantly after they got their drinks because one wanted 

the other one’s "prettier cup."  Mom started by being firm, telling them to stop; but 

eventually gave in and asked for a new glass. The mom attempts to start conversations 

with the kids...but they fight, complain about their food, or argue about what they are 

doing for the weekend.  She eventually shuts down and lets them do what they want. The 

oldest son and mom have a little conversation until the two girls begin throwing crayons 

on the floor and giggling about their noodles stuck on the chairs.  The waitress walks by, 

grabs the paid check, and walks away only to complain to another server about the mess. 

As I get up to leave, I notice the girls are grabbing handfuls of mints from the front, as 

the management gives the mom a disgusted face.  She shrugs her shoulders, makes the 

girls put away a few of them, and then finally leaves the restaurant, very stressed.  I 

wonder if I had three kids and a full time job if I'll always be able to cook a nice meal for 

my family after a long day at work. This makes me want to wait even LONGER before I 

decide to have children. :) Very exhausting! ” 

 

3. “I went to McDonalds and observed a family that consisted of a mom, dad, and two 

children. The children were approximately 2 years old and 10 months old.  The parents 

seemed to be in their upper twenties.  Throughout the whole observation, the parents 

interacted with their children very little. They also did not interact with each other very 
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much either.  The majority of the time they ate in silence. I did not see them once say 

anything to the toddler who played independently in the play area. When I did hear the 

parents talking they were talking about their work schedules. The mom fed the infant and 

the dad seemed to be watching their older child play.  It did not seem to look like a very 

enjoyable meal. I wonder what the goal was for spending time together at McDonalds.  

Just going there does not achieve the purpose of quality family time if it isn't done with 

the right attitude.  Looked like a dull experience for all.”  

 

Summary of Blogging Reflections 

 

In the blogging posts, the veteran teachers in the course who have been teaching for at least ten 

or more years discussed the changes they have seen in their classrooms. They reported that 

“many parents today seem less involved in their children’s education than when they first started 

their teaching career.” The veteran teachers also reported that “children’s behaviors within the 

classroom have changed.” They wrote “there seems to be a lack of respect observed from 

students toward adults and authority figures and they are observing more negative behaviors” 

within their classroom. In schools there is “more attention focused on safety issues, peer 

pressures, bullying, learning appropriate social skills and life skills.” Some teachers also wrote 

specific comments about “students having shorter attention spans in regards to learning new 

content and staying on-task during lessons.” Many of the teachers who were parents said they 

will “now make a conscious effort to have more quality experiences with their own children” 

because they have had the same types of interactions with their own children in public settings.  

One teacher said that she wondered how the “parents would feel if they could play back the 

public scene to see how it would look to them as an observer.”   

 

Creation of a Course Podcast  

 

After all posts were submitted, the teachers and instructor began to analyze the comments 

looking for similar observations, patterns, and common discussions threads. The final part of this 

assignment was for the teachers to write a summary of what they learned from their observations. 

They also had to give advice or words of wisdom to today’s parents.  Each teacher was to 

prepare a script of their personal reflection and record it on a course podcast. 

 

Examples of Three Recorded Podcasts 

 

1. “It is important parents know how essential it is to have successful parent and child 

interactions. I understand every parent lives a very busy life; but your child is your most 

prized possession, and it is so important to take the time to interact with them. Every day 

I see parents pick up or drop off  their child at my classroom and many times there is not 

one single interaction between the parent and the child other than a simple, “Hi let’s get 

going. We have to get home.” Or, “Hurry, you need to get into the classroom.” There is 

no “How was your day?” Or “What did you do in school today?”  Furthermore, another 

thing parents should know is it is so important for the parent to take the time to look in 

their child’s backpack every day. There is so much important information that goes home 

each night such as newsletters, forms, books, and homework and it is never even taken 

out of the backpack because parents don’t take the time to look in the backpack and talk 
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to their child about what is in there. Parents, you must be interacting with your children 

and be aware of what is going on at school. This is the only way it can be a successful 

year for all of us.”  

 

2. “Teachers and children need parents to help. It is a teacher’s job to take a child as far as 

they will go and it should be the parent’s job as well. I know it is hard to find the time 

every night to read with them. But the most important thing is that you are engaged in 

your child’s learning. You are your child’s first teacher, and you have more of an impact 

on their values, behaviors, expectations, work ethic, and actions than any other person. If 

you feel education is important than your child will pick up on that and know that getting 

an education is important as well.  You can make the difference and most importantly we 

are a team.  We can work together to make your child the best he or she can be. Let your 

child be a child.  Let skills and talents emerge naturally. Don’t put so much pressure on 

your child. We are a team and together we can help your child to be the best he or she can 

be.”   

 

3. “Many parents have asked me over the years, “What can I do to help my child?” The 

answer is, “Please do less for them at home.” I know it is easier if you just do it yourself; 

but you are stealing away opportunities for your child to learn, to learn about 

independence, to become self efficient, and how to problem-solve. Children need to learn 

to become risk-takers, and to try new things in school.  They will be more organized and 

manage their time more efficiently.  So my advice is do great things for your child; but 

don’t do everything for them. Please do less by letting them do more for themselves.”   

 

Summary of Podcasts Reflections 

 

The teachers reported from their findings that it was the norm for parents and children in public 

settings to have limited interactions. Cell phones and video games were often brought to the 

table, and if crayons and color sheets were presented, many parents paid little attention to what 

the child was creating.  Overall eating in a public restaurant did not mean a quality experience 

for parents and children. In their podcasts, since all of the students were practicing teachers, 

they gave specific suggestions to parents such as the need to “create and enforce a daily routine 

that provides time for study, meal times, activities, or sleep.”  Other comments suggested by 

teachers included “helping students become more organized, encouraging home discussions, 

providing homework support, improving social skills, giving hygiene tips, and monitoring 

computer access, video games, music, and television shows.” After the observations, all 

teachers stressed the importance of “finding time in the day to communicate with your child in a 

positive manner.”  Many teachers also said “the most important thing you can give your child is 

your time.” 

 

CONCLUSION 

 

It just makes sense that the more parents are positively involved in their children’s education; the 

more successful the children will be in school and in their lives.  Many teachers often complain 

to each other that many parents do not care about what their children are doing during school 

hours. Whether this is true of not, the fact is clear that both teachers and parents need to take the 

-63-



 

time and energy to have successful experiences with children, and this includes parents showing 

a genuine interest in what their children are doing at home and in school. It is important for all 

people to take the time to enjoy the present or the “now” part of life with your children and the 

other important people in your lives. In our social studies course, we made the decision, as a 

group, that the benefits of positive parental involvement lead to a greater likelihood of success in 

school. We also felt it did not matter whether the parents were working full-time or part-time, 

instead it has to do with how well the parents connect and bond with their children during the 

quality time they do have together.   
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The mentor teacher has a crucial role in the development of the future social studies teacher.  

Actively involving mentor teachers in the teacher education program and providing appropriate 

training to mentor teachers can enhance the ability of mentor teachers as they work with future 

teachers. 

According to Morehead, Lyman, and Foyle (2009, pp. 21-34), the mentor teacher performs 

three critical functions as he or she works with a future teacher.  The effective mentor teacher is 

able to model appropriate instructional practices and to explain the rationale for instructional 

decisions to the future teacher.  The mentor teacher helps the future teacher to plan effective 

lessons and provides assistance in sequencing the future teacher’s clinical experience so that the 

best use is made of available time.  As one of the supervisors of the future teacher, the mentor 

teacher provides important feedback to the future teacher and helps the future teacher evaluate 

his or her own teaching practices.  

Improving the effectiveness of the mentor teacher involves a cycle of five processes.  These 

processes require restructuring teacher education programs from traditional programs whose 

effectiveness has been questioned.  (Levine, 2006, p. 9)  As the diagram indicates, these 

processes are:  articulating curriculum goals, creating the setting, generating feedback, promoting 

reflective practice, and welcoming new mentors.  

 
 

Articulating Curriculum Goals 

 

The mentoring process depends on a well-articulated teacher education curriculum that 

prepares the future teacher for success in his or her clinical experiences.  Ideally, the curriculum 

development process would involve the university faculty in analysis and discussion of issues 

such as national and state standards, subject matter requirements, sequencing, and assessment.   

Teachers and administrators from P-12 schools should be active participants in the process 

of identifying curricular goals.  Since community colleges also provide course work for many 

future teachers, their faculty should also be actively involved.   (Mann & Lyman, 2007, pp.  80-

82) 

One of the most challenging tasks of the curriculum articulation process is to determine how 

much of the teacher education curriculum can ‘move’ to the clinical setting of the P-12 school.  

Considerable trust and mutual respect must be built between university faculty and public school 
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personnel so that future teachers get an appropriate mix of theoretical understanding and 

opportunities for practice in the appropriate setting. 

Performance assessment provides one of the most useful ways to determine the growth of 

the future teacher.  Authentic performance tasks with clear assessments help the mentor teacher 

to rate the future teacher’s performance in the classroom accurately and fairly.   

  

Creating the Setting 

 

 Professional development schools (PDS) have much to offer the future teacher, the 

mentor teacher, the university faculty member, and P-12 students.  To create this setting requires 

such difficult and time-consuming tasks, such as building trust among participants, sharing 

governance of the teacher education program , and developing ways to communicate on a regular 

basis.  (Morehead, Lyman, & Foyle, 2009, pp. 12-15) 

For the future teacher, the PDS setting provides the opportunity to interact with teachers and 

administrators who have shared in the planning and development of their teacher education 

program.  Training has helped the mentor teachers develop the skills to become effective mentor 

teachers.   As an active partner with the university, the PDS enhances the clinical experiences of 

the future teacher.   

For mentor teachers, the PDS setting provides an opportunity to share their skills and 

expertise with the future teacher in their own classrooms.  Mentor teachers benefit from the 

opportunity to plan with future teachers and to articulate the reasons for teaching decisions made 

by the mentor.   Mentors can also serve as presenters for future teachers, providing up-to-date 

information and relevant examples of current practice. 

For university faculty, the PDS setting provides opportunities to keep up to date with current 

research and practice in the field.   Faculty members can use examples from PDS settings in their 

teaching and conduct research in PDS classrooms.  The PDS setting also allows the university 

faculty member to model teaching for interns with actual students and to return to the school 

setting for a period of time. 

P-12 students also benefit from being in a PDS setting. The students have more 

opportunities for help when future teachers are in the classroom.   Positive effects on student 

achievement and attitude have been reported as benefits of PDS settings. 

 

Promoting Professional Growth 

 

Future teachers grow as professionals when they receive appropriate supervision and 

guidance from their university supervisors and from mentor teachers. Both university supervisors 

and mentor teachers need to have opportunities to develop the skills necessary to work with 

future teachers.  These skills include:  building trust in the supervision process, communicating 

effectively, collecting data, and providing effective feedback to the future teacher.  (Morehead, 

Lyman, & Foyle, 2009, pp. 67-83) 

When conferencing with a future teacher about his or her teaching, university supervisors 

and mentor teachers need to utilize effective conferencing strategies.  For example, a supervisor 

can use effective questioning strategies to help the student teacher think about the reasons for his 

or her teaching decisions.  The effective supervisor also encourages the future teacher to think 

about effective teaching strategies and possible solutions to problems or challenges as part of the 

conferencing process.  (Lyman & Foyle, 1989) 
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Clarifying questions help facilitate the supervisor’s understanding of the reasons for 

decisions made by future teachers and help to actively involve the future teacher in the 

conferencing process.  The supervisor’s appropriate use of clarifying questions demonstrates the 

supervisor’s interest in the future teacher, the supervisor’s support for the future teacher, and the 

supervisor’s commitment to accuracy in the supervision process. 

 

Some examples of clarifying questions: 

 

Was this a typical day in the classroom?  (important for the university supervisor who 

may not be familiar with the class as a mentor teacher would be) 

 

How do you think the lesson went today?   

 

What might you do differently if you were to teach the lesson again? 

 

How did you know the students were ready for this lesson? 

 

What changes did you have to make in your lesson plan as you were teaching? 

 

What do you plan to do with the students during the next instructional period? 

 

What did you learn about yourself as a teacher from teaching this lesson? 

 

Supervisory conferences with future teachers are an important aspect of the future teachers’  

professional growth and development.  When future teachers are encouraged to become active 

participants in the process by trained university supervisors and mentors, the value of the time 

spent in observing and conferencing is enhanced. 

 

Encouraging Reflective Practice 

 

Future teachers need to demonstrate the ability and commitment to reflect about their 

teaching, their professional behavior, and their attitudes to grow and develop as professionals.  

Teachers who are reflective practitioners are able to reflect and learn from the experiences that 

occur during their clinical experiences.  They assume responsibility for their teaching and seek to 

improve their practice.  Collaboration with other professionals is an essential part of reflective 

practice.  (Larrivee, 2009, pp. 10-19) 

Written reflection is one strategy for helping future teachers develop the habit of reflective 

practice.  After a lesson, for example, the intern may be asked to reflect on questions such as the 

following ones.   (Emporia State University, 2010) 

 

What went well during the lesson? 

 

How did you know that the students achieved the objectives of your lesson?  

 

What attitudes or behaviors did you notice from the students while you were teaching this 

lesson?  
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What changes might you consider if you were to teach this lesson again? 

 

What would you do if you had the opportunity to plan and teach a follow-up lesson to the 

same group of students? 

 

A written journal may also be helpful to the future teacher.  During the clinical experiences, 

the intern makes a daily entry describing his or her experiences, feelings, insights, or other 

relevant information.  The journal can be helpful to the university supervisor in assessing the 

growth of the intern and in responding to questions or concerns. 

One of the most valuable tools for reflective practice is for the future teacher to record his or 

her teaching for analysis. Since many interns are reluctant to view themselves on video, 

university faculty can model the benefits of this strategy by including video examples of 

appropriate teaching behaviors in methods classes. Video examples, which include university 

faculty members and interns modeling strategies, can be an especially appropriate way to 

encourage future teachers to try their own videotaping.  

 

Welcoming New Mentors 

 

As they become teachers in their own classrooms, graduates of the teacher education 

program have invaluable insights to share about their experiences.  Teacher education programs 

should use tools such as follow-up surveys of graduates, surveys of employers, and focus groups 

to get systematic feedback about the program’s strengths and weaknesses. 

It is especially exciting to welcome new mentor teachers who are graduates of the teacher 

education program. Their insights and experiences, familiarity with the program, and rapport 

with faculty members make these prospective mentors especially valuable for future teachers to 

work with.  As new mentors join those already working with future teachers, the cycle described 

in this paper continues as the new mentors’ ideas on curriculum, program design, strategies for 

promoting growth, and ways to encourage reflective practice are used to enhance and improve 

the quality of the program. 

 

Summary 

 

To prepare the teachers of the future, one of the most important factors is the mentor teacher 

who works with them in their clinical experiences. Mentor teachers can more effectively function 

in this important role when the curriculum of the teacher education program, including 

assessment procedures, is clearly articulated.  Creating professional development school settings 

have many benefits for mentors and for future teachers.   

In order to be effective mentors, teachers need specific training to promote the professional 

growth of the future teachers they work with. Modeling reflective practice and encouraging 

future teachers to become reflective practitioners is one of the most important roles of the mentor 

teacher.   New mentors provide new ideas and experiences which continue to make the education 

of future teachers relevant and stimulating. 
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       As one explores China‟s political transition in the past half-century,   I see significant 

indicators (based upon some empirical political science propositions) that the Peoples Republic 

of China is on a steady (if not rapid) road toward democratic (possibly even multi-party) 

government. 

 

   I need to include two important caveats.  One is that any so called “expertise” I have on China 

is extremely limited  and second we would likely agree that political science “is not rocket 

science” (that is, we have so many „intervening variables‟ in our science (political)  we do not 

have many (if any) guaranteed laws that always work. 

 

      With these stated limitations, it becomes incumbent upon me to state why I am writing this 

paper.  I see three very important reasons. First, China‟s past, current and future economic and 

political status is certainly very important to the world‟s political future. Second, analyzing 

political developments in the frameworks of political „science ideas‟ (even if they are not fully 

validated „political science laws‟) helps us develop better political science tools. Thirdly, I hope 

to obtain additional perspectives 

(including candid critiques of my thoughts) on China‟s political transition from the members of 

the National Social Science Association who attend our panel.  

 

      With that said, we do have some significant documented political propositions and theories  

(including some that validate what some may view as „common sense‟ while others might  view 

as „wrong headed‟ that should be criticized and even abandoned). Sometimes they are the same 

theories. As I think about and discuss China in my comparative government classes, I have found 

myself looking at China‟s transition in the last thirty years in the context of three „political 

theories‟. 

 

        Let‟s start out with some of the thoughts of Jeane Kirkpatrick in her provocative book 

“Dictatorships and Double Standards” (Simon and Shuster, 1982).   She was very critical of U.S. 

(Carter) foreign policy in the 1970‟s that abandoned support for many traditional authoritarian 

dictators who had traditionally been U.S. allies during the Cold War.  On the other hand, she was 

critical Communist party run states.  This dichotomy is illustrated by this sentence in her book 

(page 32):  “Although there is no instance of a revolutionary socialist or Communist society 

being democratized, right wing autocracies do sometimes evolved in to democracies- given time, 

propitious economic, social, and political circumstances, talented leaders, and a strong 

indigenous demand for representative government.”  She goes on to site some examples, such as 

Spain and Portugal, which had already transitioned from traditional autocracies to democracies.  

 

  We could add some other autocracies that have made this transition since her publication, 

including the Republic of Korea and Taiwan.  I would also propose that the P.R.C. has also 

significantly transitioned, but certainly not to a functioning multi-party democracy.  I would 

propose that it has transitioned from the „revolutionary‟ Communist state to a form of autocracy 

under the Communist Party of China.   I think most of us would agree that in the “post-Deng” 

periods they are not only not practicing Marxist economics, but  I believe  we can make a case 

that  the PRC now has “propitious economic and social circumstances” and “talented  leaders”, 

and some evolving “indigenous demand for representative government”.  The conditions that 

Kirkpatrick listed that were important in the transition to a democracy appear to exist in China 
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today.  So if one agrees that the PRC has become more of an “autocratic” state (regardless of 

whether one considers it “left-wing” or “right-wing”) than a revolutionary Marxist state, the 

Kirkpatrick ideas apply to today‟s PRC.    

 

         Next let us discuss the overall economic evolution/revolution that we have witnessed in the 

last thirty years.  Deng‟s 1978 emergence as the paramount leader in China marked the 

beginning of a successful transition from Marxist economics to a market based economic model 

(whether it is called “socialist market economy”, or “managed capitalism”, or “Socialism with 

Chinese characteristics”).  As Francis Fukuyama observed back in 1989 (in his “Have We 

Reached the End of History?”, p.13, Rand, 1989) that although Deng made no promises 

regarding democratization, “…anyone familiar with the outlook and behavior of the new 

technocratic elite now governing China knows that Marxism and ideological principle have 

become virtually irrelevant as guides to policy, and that „bourgeois consumerism‟ has a real 

meaning in that country for the first time since the revolution”.  This important economic 

transition is well illustrated by Mike Chinoy‟s 1993 CNN documentary “The Quiet Revolution” 

where he goes back to visit the same people he did in 1973 (his first visit to China in Mao‟s latter 

years) and documents how their lives and lively hoods had changed twenty years later. Among 

the illustrations are his government escort who dutifully controlled his contacts who now is 

President of a Travel Agency; the 1973 Model Commune Peasant (farmer) who now lets other 

people tend the fields and owns his own tire repair business; a Shanghai hotel that is now a stock 

market brokerage house; and the large 8-mile long Da-Lien underground bomb shelter that is 

now China‟s largest Underground Shopping Mall.    I have to add that my own anecdotal 

observations during my 2001 visit to Beijing, I observed market consumerism whether at the 

many McDonald‟s, the numerous warehouse-type „shopping centers‟, and even on the streets 

where one could get a haircut, a bicycle repaired,  as well as negotiate with souvenir vendors. 

 

     The Deng transition certainly produced amazing economic growth.   The early years of 

the amazing transition is documented by the World Bank data, even among those who have 

expressed some miss-giving. Yvonne Ying, (in “Poverty and Inequality in China”, Beyond 

Transition, 1996) that stated: “From 1978 to 1993 China‟s per capita GNP increased in real terms 

by around 280%”.  Ms. Ying expressed some significant concerns, including: “State-owned 

enterprises‟ employment and wage adjustment policies might not be sustainable if budget 

constraints are hard”.   Although Ms. Ying‟s concerns were and are worthy of consideration in 

today‟s volatile world economic system, China appears to have fared very well, even in this 

current economic recession.  In the past 15 years since Ying‟s observations, China economy has 

continued to grow where it is now by most measurements the world‟s second largest economy, 

measured in “purchasing power parity” of over $7 trillion  (World Fact  Book, CIA, 2009), far 

exceeding that of Japan.   At this point I cannot see China returning to a Marxist collective 

economy, with its commitment to a market based system firmly established and fully supported 

by the “new technocratic elites now governing China” that Fukuyama cited. 

 

      Next, I wish to make some observations about the „post-Mao‟ and „post-Deng‟ political 

leadership transitions that are evolving in China and in the Communist Party of China. I believe 

it is appropriate to state that Mao from the establishment of the P.R.C. 1949 to his death in 1976 

and Deng from his assumption of power in 1978 and his death in 1997 were the „paramount 

leaders‟ of the P.R. C. for those periods (regardless of what official position they held in the CCP 

-73-



or government– or did not hold). It is also significant to note that they (Mao and Deng) were 

term limited by mortality.  They thus followed a similar pattern of the General Secretaries of the 

Soviet Communist Party (where all the U.S.S.R. party leaders from Lenin to Gorbachev, with the 

exception of Khrushchev who was forced out by the Politburo, were term limited by mortality 

(their death), or in Gorbachev‟s case the end of the U.S.S.R. itself.  The same general rule was 

pertinent to Tito in Yugoslavia, Kim in North Korea, as well as for the most part the leaders of 

the East European satellite states prior to the collapse of the U.S.S.R. The literature on term 

limits contains diverse views.  Some make the argument that established term limits limit 

democracy in that it ultimately can eliminate/exclude some popular and most capable candidates 

from seeking offices.  Yet, on the international level, I have found a strong correlation between 

individuals whose only term limits are mortality (ultimately dying in office) and dictatorial (non-

democratic) governments.  

 

      The new (21
st
 century) P.R.C. governing elites represent a new generation of leaders.  They, 

unlike the old guard, did not participate in the Long March or for the most part the conflicts and 

turmoil that led to the establishment of the P.R.C. in 1949, and are not part of that legacy .   

 

  In fact, according to a 2008-03-12 Xinhua news release (at www.chinadaily.com.cn) 

stated that in “Electing and appointing leaders of the state…‟; “The CCP Central Committee has 

maintained after some senior comrades retire, the state should be enriched by some younger 

comrades…”.  Then stated: “The candidates should be born after 1940 in general”.  Looking at 

the “Constitution of the People‟s Republic of China” (adopted on December 4, 1982, and 

available at http://peopledaily.com.cn) states in Chapter III, Section 2, Article 79:  “The 

President and Vice-President of the People‟s Republic of China are elected by the National 

People‟s Congress.” and then goes on to state: “…, and they shall serve no more than two 

consecutive (5 year) terms”.   The Constitution (Chapter II, Section 1, art. 57) states: “The 

National People‟s Congress is the highest organ of state power.” A recent article from the 

University of Southern California‟s “U.S.-China Institute‟s Newsletter (July 1-15, 2009, p. 3) 

states that: “CCP control is explicit in China‟s constitution”.   After reading over a copy of the 

PRC constitution (I assume it is the current copy) it does state in the third paragraph of the 

Preamble that: “…socialist modernization (will be) Under the leadership of the Communist Party 

of China...”, even though I could not locate any specific „explicit‟ language on the roles of the 

CCP in the main articles of the constitution.    The USC article goes on to point out that “Since 

1993, the Party‟s general secretary has also been elected president by the National People‟s 

Congress”. Currently  Hu Jintao is the PRC  President,  Chairman of the important Central 

Military Commission while also still serving as  General Secretary  of the CCP (per 

http://peopledaily.com.cn ). 

 

        As such, Hu Jintao presides as a paramount leader, yet not in the sense that Mao and Deng 

were ultimately paramount leaders until their deaths.  As cited above, there are explicitly 

documented term limits and even advocacy of new younger leaders as „senior comrades retire‟.   

Thus I propose that the newly documented statutory term limits fulfill a third important 

component of the ongoing political transition.  This change is also reflected in a recent statement 

from the CPC Central Committee communiqué September 18, 2009 (http://xinhuanet.com) 

stated: “… the CPC would expand intra-Party democracy to develop people‟s democracy.”  As 

others have stated, history is a better judge than good intentions. Yet, this statement coming out 
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of the CPC Central Committee can reflect an important trend as new groups with diverse ideas 

may be heard. 

 

         Has the PRC reached the perfect storm in its evolution toward democracy?  That is a high 

standard which I cannot claim to see. Yet, the transition correlates with all the three perspective 

theories in a positive way.   First, the case can be made that the PRC has transitioned from a 

„revolutionary Marxist‟ autocratic state to „less ideological‟ autocratic state (an easier transition 

to democracy).  Second the transition to market economics is well established, and has been 

pointed out: “…, modern democracy has developed exclusively in states practicing free markets 

in the production and exchanged of goods”. (Ebenstein, “Today‟s Isms” Prentice Hall, 2000, 

p.27)   Obviously practicing market economics is not a guarantee that democracy will follow, but 

it appears to be a pre-condition.  Finally term limits by other than mortality correlates with most 

democratic political systems, and the PRC‟s new guidance has established some term limits for 

its leaders. 

 

      History will be a better judge than political theories. If you believe as I do that a popularly 

elected law making legislature (with multiple parties/factions competing for representation) is an 

essential component in a democratic system, one has to ask the important question.  Does the 

current National People‟s Congress (the designated “highest organ of state power” by the PRC 

Constitution) qualify as a truly democratically elected legislature?  The answer is no.  Will we 

see the transition to truly democratically elected legislative body in the next few years?  Possibly, 

but not likely.  

 

   One might be considered courageous, or foolish, or naively hopeful, or possibly all of these to 

predict how long this transition will take and what the final outcome will look like.  Possibly a 

quote from Confucius is appropriate here: “It does not matter how slowly you go so long as you 

do not stop.” (www.quotationspage.com) 

 

       I see these observations and discussions as important for the sake of developing political 

theory, but even more important in understanding the future „real world‟ political developments 

(in China and throughout the world). 
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Abstract 

 Over 190 superintendents representing the states of Texas, Washington, and Arkansas 

responded to an electronic survey concerning the characteristics and abilities they sought in 

hiring today’s school principals. The most valued characteristic appeared to be a “people-person” 

who had the ability to lead, not dictate. Instructional leadership, ethical leadership, and personal 

experience were also highly valued. In preparation, training internships and mentorships were 

more highly valued because they represented practical field-based applications. Superintendent 

respondents expressed concern regarding entrance requirements for training programs and lack 

of ability to be able to verify statements on resumes or those made during interviews. 

Superintendents from Washington appeared to assign a significantly lower rating than those from 

Texas and Arkansas when ranking personal characteristics of the principals they hire. All 

superintendent respondents valued and emphasized leadership skills. Findings from this study 

have implications for principal preparation programs and for professional development for 

principals. 

Background and Literature Review 

Role of the Principal 
 Over the past two decades, the role of a school principal has become extremely complex. 

Guthrie and Schuermann (2010) and Pulliam and Van Patten (2003) noted that in the current 

global context of the 21
st
 century, educational institutions are being impacted as never before by 

economic, environmental, and political influences that have dramatically altered how education 

leaders operate. Undoubtedly, the most frequent role of today’s principal is that of an 

instructional leader (Guthrie & Schuermann, 2010; Lunenburg & Irby, 2006; and Smith & Piele, 

2006). Smith and Piele (2006) described instructional leadership as the ability to lead the school 

community through personal knowledge of adult learning and based upon a clear school vision 

within current established state accountability mandates. Murphy (in Smith & Piele, 2006) 

confirmed that leadership was the variable that explained meeting ambitious achievement goals 

and that leadership was critical for nurturing troubled schools and leading during periods of 

transition. 

Purpose 

 The purpose of this study was to identify superintendents’ perceptions of the 

characteristics of and abilities needed by successful principals in today’s schools. In addition, 

identification of superintendents’ concerns relative to the principals they hire was solicited. 

The Study 

 This study was designed to investigate superintendents’ perceptions of the principals they 

hire. The following topics from the framework for the study: design instruments, limitations, data 

collection, questions, sample characteristics, data analysis, findings, summary, conclusions, and 

recommendations. 

Design, Instrument, and Limitations 
 A quasi-experimental basic research design using a cross-sectional survey method was 

selected for this study. The survey instrument was developed based upon a review of the 

literature covering leadership models, principal characteristics, priorities and program 

preparation components. Part one contained demographic information. Part two contained 

Likert-type items requiring responses to items on a continuum from least likely to most likely. 

Part three contained four open-ended questions in order to identify a greater range of responses. 

A panel of experts, including university professors and educational professionals from the field, 

provided face validity for the instrument. 
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 Survey items (N=62) were scored on a 5-point Likert scale where higher ratings indicated 

a greater degree of comfort in hiring a principal. Survey responses tended to cluster around the 

higher range. The items were subjected to a principal components analysis to identify common 

strands. Items with loadings below .50 were excluded from each strand. Five strands emerged 

accounting for 41% of the total variance in survey responses. Internal consistency reliability was 

determined using Cronbach’s coefficient alpha. The five identified strands with internal 

reliability (Chronbach’s alpha) included: leadership traits (.85), district size/preparation (.83), 

personal characteristics (.83), organization skills (.77), and priorities (.76). 

 A basic assumption underlying this study included the premise that the superintendent 

participants were actively involved in selecting and hiring principals for their school districts. 

The limitations of this study were commensurate with survey research methods. In this cross-

sectional survey, data were collected at one point in time and reflected the experiences and biases 

of the respondents whose input was strictly voluntary. 

Data Collection, Questions, and Sample Characteristics 
 The survey instrument was distributed through electronic mail to superintendents in the 

states of Washington, Arkansas, and Texas. These states were selected because the researchers 

had personal contacts in those states willing to assist with distribution. A major research question 

for this study addressed mean differences as follows: 

Are there mean differences with respect to each of the five strands (dependent 

variables) as a function of the following independent variables: state of residence, 

gender, ethnic background, type of superintendent program, years of experience, 

number of students in the district, and highest degree obtained? 

 One hundred ninety-one superintendents responded to the survey. The majority of the 

respondents were from Texas with 78 (41%). Seventy superintendents (37%) responded from 

Washington, and 41 (22%) responded from Arkansas. One individual responded from Louisiana 

and one from Oklahoma. Seventy-four percent were male. Since 86% of the respondents were 

White, ethnicity was collapsed into White (N=164) and non-White (N=27). Ninety percent of the 

respondents graduated from traditional superintendent preparation programs. Years of experience 

was collapsed into three categories: 0-5 years (N=75, 39%), 6-10 years (N=72, 37%), and 11+ 

years (N=44, 23%). The number of students per district was collapsed into four categories: 1-429 

(N=31, 16%), 430-979 (N=39, 20%), 980-2084 (N=44, 23%), and 2085+ (N=77, 40%). The 

highest degrees obtained were collapsed into master’s (N=66, 34%), specialist (N=42, 21%), 

Ed.D. (N=68, 35%), and Ph.D. (N=15, 7%). 

Data Analysis and Findings 
Mean differences on total survey scores, as well as the five strands, were tested with one-

way analysis of variance (ANOVA) or t-tests for independent samples, as appropriate. Only 

significant differences were discussed. Gender, type of superintendent program, years of 

experience, number of students in the district, and highest degree obtained had similar response 

scores across all five strands and the total survey. 

 A t-test for independent samples revealed that ethnic background had a significant impact 

on District Size/Preparation scores, t(189)=3.68, p<0.001. Whites (M=19.8) showed a 

significantly lower degree of comfort than non-Whites (M=23.5). However, violations of 

homogeneity of variance assumption require cautious interpretations on such items as 

“Demonstrates ability to provide leadership in suburban school districts” or “Received 

certification from a different state.” 
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 A t-test for independent samples showed that ethnic background had a significant impact 

on the Personal Characteristics Strand scores, t(189)=3.32, p=0.001. Whites (M=31.4) had 

significantly lower scores than non-Whites (M=34.1) on such items as “Appears to be practical, 

factual, and likes details” showing that Whites were less comfortable than non-Whites with 

higher ratings on these items.  

 An ANOVA revealed that state of residence had a significant impact on the Personal 

Characteristics Strand scores, F(2,186)=9.54, p<0.001. Post hoc analysis with Tukey’s Honestly 

Significant Test for Unequal Ns showed that respondents from Washington (M=30.2) had 

significantly lower scores on this measure than respondents from Arkansas (M=33.5, p<0.001), 

and Texas (M-32.2, p=0.001). Personal Characteristics Strand scores from Arkansas and Texas 

respondents did not differ significantly from one another. Respondents from Washington 

reported a significantly lower degree of comfort than respondents from Arkansas and Texas on 

items assessing personal characteristics of new principal hires such as “Demonstrates 

determination – takes a firm stand,” or “Demonstrates understanding of the basic requirements of 

the principal’s position.” 

 A t-test for independent samples showed that ethnic background had a significant impact 

on the Priorities Strand scores t(189)=4.5, p<0.0001. Whites (M=17.3) had significantly lower 

score ratings on this strand than non-Whites (M=20.0). For example, non-Whites rated such 

items on “the top priority of the principalship focuses on accountability” significantly higher 

than Whites. 

 None of the independent variables appeared to have an impact on the Leadership Trait or 

Organizational Skills strands. In general, ratings of items on these strands were relatively high. 

Qualitative Results 

 Responses to the four open-ended statements provided rich information to supplement the 

quantitative findings. This data was analyzed through a data reduction method as recommended 

by Creswell (2007). Two or more of the researchers analyzed the data to establish reliability in 

the process and to agree on emerging categories. One-fourth or more of the participants agreed 

upon the category in order for it to be included in these findings. The qualitative findings are 

organized according to each specific research statement.  

Open-Ended Questions with Analysis 
1. Briefly identify what you value most when hiring new principals. 

 Forty-seven of the 168 respondents addressed this statement. The following four 

categories were formulated: people-person, ethical leadership, instruction leadership, and 

personal experience. 

 People-person. The people-person category was described by participants as one that 

included individuals who focused on relationships and relationship building. The people-person 

understood the importance of the campus climate and the school community. The people-person 

could communicate with others and motivate followers. They were flexible, yet firm and led, not 

dictated. Specific situations were considered. The people-person was action oriented, not all talk, 

a person who could lead by modeling and articulate a vision. The people-person could address 

identified campus needs with a plan of action and multitask in a school environment. 

 Ethical leadership. Most of the respondents described ethical leadership in terms of high 

moral character, honesty, and integrity. In addition, the ethical leader was characterized as 

trustworthy, professional, and confident. The ethical leader was described as willing to work 

hard for school and district goals and who put in extra time as needed. The ethical leader made 

difficult decisions that were right for students, and there was transparency in their decision 
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making. The ethical leader was willing to self-evaluate and work on what they did not know. 

They were described as life-long learners and “the real person behind the degrees and awards on 

the wall.” 

 Instructional leadership. The instructional leader was described as one who embraced 

technology skills, was able to interpret school assessment data, and implement effective 

instructional programs based on data and research. The instructional leader was expected to be 

familiar with state testing standards and curriculum issues. The instructional leader understood 

diversity and poverty issues and demonstrated teaming skills focusing on student achievement 

and the mission of the district. The instructional leader demonstrated the ability to interact with 

parents in a positive manner and was able to influence faculty to focus on increasing student 

achievement. The instructional leader understood special education law and embraced diversity. 

 Personal experience. Many participants addressed personal experiences and rated 

practical field-based experiences above both coursework and simulations. Some would even 

require experience on a high performing campus. Understanding the complex nature of the 

principals’ role was equated with experience. Experience with diverse learners and with special 

education laws was valued. Wise decision making and flexibility were associated with 

experience. 

 2. Briefly explain your major concerns when hiring new principals. 

 Forty-two of the 165 respondents addressed this item. Three major categories emerged: 

the interview, background and experience, and leadership ability. 

 The interview. A major concern of many participants was a lack of good candidates.  

There was concern expressed about the unknown qualities regarding the candidate. One 

individual noted that “you can only get so much information out of an interview. Many times 

references are not factual, and you so seldom know the true person.” Some superintendents 

expressed concern about interviewees knowing the answer for everything, but that after hiring a 

new principal, they would not be able to follow through or get along with people. To offset these 

concerns, some superintendents recommended a range of interview questions and development 

of an assessment tool to measure leadership style. Lack of the ability to verify statements on a 

resume or in the interview appeared a real concern for many. 

 Background and experience. Some superintendents remarked about lack of training or 

experience in small districts since they noted many new principals started out there, transferring 

to larger districts after obtaining some leadership experience. Many of the respondents remarked 

that they always checked references and several admitted “backdooring” an applicant by calling 

friends or acquaintances not on the applicant’s reference list.  The major concern expressed by 

applicants was a fear that the new principal would not meet the needs of the district or lacked 

ability to lead staff and students to excellence. One applicant wrote, “I do not want to get a weak 

one. I want to make sure they fit our district, and I want someone focused on improving every 

aspect of the school.” Other concerns reflected the fear new principal hires were more managers 

than leaders and were too concerned about day-to-day operations, rather than school 

improvement. Many respondents expressed concern about an inability to team build. One 

individual stated “they must be able to ride with the band.” 

 Leadership ability. A major concern expressed by superintendent respondents was lack 

of ability to deal with difficult staff and parents. It was noted that superintendents expected 

principals to hold teachers accountable for teaching and learning and to address difficulties “head 

on.” Inability to lead a change process was a concern, as well as complacency with poor staff 
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performance. Some superintendents from Washington state expressed a concern that new 

principals were not prepared to work with union issues and they lacked budgeting knowledge. 

 3. What recommendations would you offer principal preparation programs? 

 Thirty-seven of the 156 respondents addressed this question. Four categories were 

identified as recruitment, curriculum, internships, and mentorships. 

 Recruitment.  Entrance requirements to a principal preparation program were viewed as 

problematic. Superintendents perceived that most preparation programs had an open-door 

admittance policy and that about anyone with a master’s degree could be admitted. 

Superintendent respondents perceived a need to cull applicants before they entered a principal 

preparation program. The superintendents recommended consistent policies for admittance that 

screened applicants in the areas of work ethics, leadership styles, and research ability. One 

respondent noted that “candidate ability to listen, speak, and write in a professional manner 

always improves the quality and success of a preparation program.” 

 Curriculum. Superintendent respondents stressed the importance of relationships and 

relationship building because they believed principals must establish relationships with teachers 

and the community where they work. Some respondents noted living in the community where 

they work was particularly important in smaller districts. It was noted by many of the 

respondents that principal preparation programs needed to align the requirement for hands-on-

practice by including courses on leadership, action research, and the change process. It was also 

noted that there was a need to include ethics, budgeting, hiring and firing, and legal requirements 

governing special education and state accountability systems. It was suggested that principals 

needed to be prepared to serve all students regardless of race or socioeconomic backgrounds. 

Finally, superintendents noted that principal candidates needed practice in decision making and 

strategic planning skills emphasizing interventions for increasing student achievement. 

 Internships. The superintendent respondents considered the internship as a critical 

framework for success. They recommended such strategies as shadowing, communication with 

school leaders, and opportunities to participate. In addition, superintendent respondents 

recommended placing candidates in as many real world instructional scenarios as possible, e.g., 

exposure to different size campuses and districts as well as different instructional levels, e.g., 

elementary, middle school, and high school. Superintendents explained that practical 

applications should be the focus of the internship. For example, they recommended participation 

and responsibility for sharing decision making and responsibility for a major event such as an 

assembly, or leading a curriculum committee. 

 Mentorships. The superintendent respondents acknowledged difficulties associated with 

formal mentorship for new principals but noted the advantages of a quality mentoring experience 

with professional leaders in the field. An internship was considered invaluable to the success of 

developing principals. Superintendent respondents recommended that new principals should be 

provided an opportunity to work with practical problems, translate research into practice, 

multitask, and spend as much time as possible on the job with a good mentor.  

 4. What would you like to tell us about principal preparation programs? 

Thirty of the 122 respondents addressed this question. Three categories were identified: 

practice versus theory, program delivery, and program content. 

 Practice versus theory. Superintendent respondents recommended finding the “right” 

balance between practice and theory. It was noted that principal candidates needed opportunities 

to see theory in action in school settings. There should be an emphasis on the role of the 

principal as an instructional leader using job shadowing. It was noted that too much time was 
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wasted on reading and summarizing what was read. More reflection, case studies, technology 

integration, data integration, research, and conflict resolution were recommended. 

 Program delivery. Superintendent respondents acknowledged a growing trend toward 

online delivery systems.  Concern was expressed about totally online programs because face-to-

face interaction was considered the most effective way to train on relationship building. A hybrid 

model that included lots of internship activity was considered essential. One respondent noted “it 

is easy to play facebook, but when you move into a principalship, almost all interaction is face-

to-face.”  The superintendent respondents found cohort groups were invaluable for continued 

personal growth. Including resource people from the field in face-to-face classes was 

recommended. One superintendent wrote, “I have had success with candidates who have gone 

through traditional and non-traditional programs. I have not interviewed a candidate who has 

completed certification via 100% on-line delivery.” 

 Program content. Superintendent respondents recommended teaching principal 

candidates more about how to work with teachers in general, how to work with new teachers, 

and how to work with negative teachers as well. Other areas of emphasis recommended for 

inclusion were stress management, decision making, listening skills, coaching skills, budgeting, 

and recognition of the major differences between small school and urban school settings. 

Summary, Conclusions, and Recommendations 

 The majority of the 190+ superintendents responding to a survey concerning who they 

hired as principals were White males who graduated from traditional preparation programs. 

About one-fourth reported having over 11 years’ superintendent experience. The majority of 

these respondents represented school districts with over 2,085 students from the states of Texas, 

Washington, and Arkansas. 

 Ethnic background significantly impacted superintendents’ ratings across the total survey 

and three strands in particular, preparation, personal characteristics, and priorities. For example, 

non-White responders rated such items as “Demonstrates ability to provide leadership in 

suburban school districts”; “Demonstrates determination – takes a firm stand”; or “The top 

priority of the principalship focuses on accountability” significantly higher than White 

respondents. These results might be explained when examining the characteristics of the samples 

as traditional White males with considerable superintendent experience who exercised caution 

when hiring principals. 

 State of residence appeared to be a significant predictor of the Personal Characteristics 

strand. Washington superintendents tended to have lower ratings (a lower reported degree of 

comfort) than either Texas or Arkansas superintendents regarding personal characteristics. 

Perhaps coming from a teacher union state led to higher emphasis on leadership skills for the 

Washington superintendents when examining personal characteristics of the principals they 

hired. 

 Gender, ethnic background, years of experience, type of preparation program, state of 

residence, size of district, and highest degree obtained appeared to have no impact on the 

Leadership Traits or Organizational Skills strands. Ratings across these strands tended to be 

relatively high suggesting a stable influence of state standards and federal mandates regarding 

curriculum and instruction for public schools and leadership preparation programs. 

 Superintendents identified ethical leadership, instructional leadership, personal 

experience and being a people-person as the most valuable characteristics of the principals they 

hired. Ethical leaders were valued for their professionalism and trustworthy decision making.  

Instructional leaders were expected to focus upon high student achievement, research, and data-
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based decisions. Personal experience with field-based applications was valued. The people-

person was valued for having the ability to lead and motivate difficult teachers and parents. 

 The interview process was seen as a major concern because superintendents perceived 

that they were unable to get sufficient information in order to determine if the principal candidate 

could do the job and meet the needs of their district. Frustration with the lack of ability to verify 

resume statements or those made in an interview was apparent. 

 Superintendent respondents perceived screening of applicants for principal preparation 

programs as problematic. They recommended development of and adherence to strict procedures 

for entrance, as well as culling out those who did not perform early in the program. They noted 

that not “everyone” had the ability for leadership within the complexities of today’s schools. 

 Internships and mentorships were the most highly valued training components for 

principal preparation. Practice applications were valued above theoretical presentations. 

Mentorships were perceived to provide a safe learning environment for new leaders. 

 Based upon the results of this study, the researchers would recommend continued 

emphasis upon relationships and collaboration with education professionals in the field. Within 

all types of principal preparation programs, jointly developed practical application projects rather 

than objective testing appeared warranted. In addition, an emphasis upon supervision and 

mentorship would appear beneficial for new principal candidates. Finally, we would recommend 

support for and supervision of substantial internships within principal preparation programs and 

continued support for established formal mentorships after principals have been hired to assist in 

the transition into a new work environment with a new culture and a new community. Further 

research between states who have teacher unions and those who do not may provide insight into 

differences when rating personal characteristics of the principals superintendents hire. 
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 Professional development has been called staff development, in-service training, and 

human resources development; according to Ubben, Hughes, and Norris (2007, p. 185) it was 

considered something “done to” teachers in a relatively short time period to enable more 

effective teaching behavior in classrooms. Over 40 states have adopted the National Staff 

Development Council‟s (NSDC) Standards for Staff Development emphasizing the importance 

now being placed upon professional development for teachers over the nation and states 

(Darling-Hammond, Chun Wei, Andree, Richardson, & Orphanos, 2009a). 

 The purpose of this manuscript is to discuss the findings of survey research to identify 

educators‟ perceptions of their professional development experiences, particularly as they relate 

to student learning, professional development models, and recommendations for improvement. 

 

Literature Review 

 

 A review of the literature for professional development and student learning was 

completed. This literature review used the following topics as the framework for presentation: 

background, status, and models. 

 

Background 

 Jazzar and Algozzine (2007) noted that doctors, lawyers, and engineers attend continuing 

education courses for professional development at the same universities that offer summer 

school, evening, weekend courses, and online courses as for educators. These authors 

recommended that school districts and higher education institutions maximize efforts for 

collaborative professional development. Jazzar and Algozzine suggested that professional 

development must be standards-based and aligned with the needs of the school as it impacts 

student achievement. 

 Copland and Knapp (2006) suggested that professional development was a key factor for 

change when it involved a focused set of professional development activities such as teaming 

and collaboration with cross-grade groupings and vertical teams. These authors found teacher 

input, monitoring, and follow-up essential. 

 Successful professional development for teachers in the 21
st
 century must focus on the 

teachers‟ strong commitment to quality, content, time, growth, prioritization, and long-term 

continuation (Chang, 2003). Chang stressed the importance of selecting training that is useful, 

meaningful, and relevant to professional development participants. 

 Darling-Hammond, Chung Wei, Andree, Richardson, and Orphanos (2009a) noted that 

teachers learn from experts, mentors, and peers about improving their professional classroom 

performance. These authors noted that “improving professional learning for educators is a crucial 

step in transforming schools and improving academic achievement” (p. 3). 

 Ubben, Hughes, and Norris (2007) explained that three current paradigm shifts have 

affected the design and delivery of professional development. First, results-driven education 

requires measurement of any professional development program by the effectiveness of the 

instructional behavior of teachers who impact student learning. Second, systems-thinking 

impacts professional development by encouraging a broader view of any change in curriculum, 

instruction, or assessment upon all aspects of the organization. Finally, constructivism has 

shifted previous emphasis on passive student learning to active teacher involvement in students‟ 

learning activities. 
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Status 
 The current findings concerning the status of professional development in the nations‟ 

schools were reported by the National Staff Development Council (NSDC) (Darling-Hammond, 

Chung Wei, Andree, Richardson, & Orphanos, 2009b). These authors reported that over the past 

year, most teachers participated in short-term workshops that included no more than 16 contact 

hours. Darling-Hammond et al. stated their survey data indicated that only 17% of the teachers 

participated in collaborative efforts, which might suggest that mentoring, coaching, and peer 

observations were popular. These researchers reported that their teacher respondents found 

content-related learning most helpful and that “teachers reported they had not had even one day 

of professional development supporting special education or limited English proficient students 

in the past three years” (p. 6). Darling-Hammond et al. found that the teachers in their study 

requested training in the content areas they teach, classroom management, teaching students with 

special needs, and using technology use in the classroom. 

 

Models 
 Five models of professional development were identified by Ubben, Hughes, and Norris 

(2007). These authors recommended that professional development become multifaceted in 

delivery. 

 Individually guided professional development. This model assumes that teachers know 

their own developmental needs and are motivated to direct their own learning experiences 

(Ubben, Hughes, & Norris, 2007). 

 Observation and assessment. This model is peer related and provides opportunities for 

teachers to provide positive feedback to each other that may not have always been available from 

the principal. This model included peer coaching, team building, collaboration, and clinical 

supervision (Ubben, Hughes, & Norris, 2007). 

 Involvement in development/improvement process. This model is related directly to 

school improvements, particularly to solve problems related to effectiveness. This model 

assumes that teachers can best identify learning problems and that teachers are action 

researchers, independent learners, and problem solvers related to curriculum and instruction 

issues (Ubben, Hughes, & Norris, 2007).  

 Training model. This model is the most commonly used and most cost effective model 

according to Ubben et al. (2007). Ubben et al. expressed concerns about the transfer of teacher 

learning to instructional behavior in the classroom. These authors emphasized the importance of 

reinforcement of initial training through follow-up procedures such as mentoring or peer 

coaching. 

 

The Study 
 

Purpose 
 The purpose of this study was twofold: to identify teachers‟ perceptions of professional 

development activities in public schools; and to identify teachers‟ perceptions of their own 

professional development activities and their own training experiences. The following topics 

formed the framework for this study: design, instrument and limitations; data collection, 

questions, and sample characteristics; data analyses and findings; summary, conclusions, and 

recommendations. 
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Design, Instrument, and Limitations 
 A non-experimental design was selected using a cross-sectional survey method. The 

survey instrument was developed based upon the literature review covering the models, 

standards, and content of professional development. Part one of the survey related to 

demographic information. Part two of the survey addressed 30 items of interest in the form of 

five Likert-type responses on a continuum from strongly disagree to strongly agree. Part three of 

the survey contained three open-ended questions to encourage a greater range of responses. A 

panel of experts, including university professors and educational professionals from the field, 

provided face validity for the instrument. 

 The 30 survey items were scored on a 5-point Likert scale with a total score possible 

range of 30-150, where higher scores indicated stronger agreement with a survey item. Internal-

consistency reliability was determined using Chronbach‟s coefficient alpha. Although total 

survey scores approximated a normal distribution, individual items tended to display a negative 

skew clustering around the higher range for most items. Total instrument reliability yielded a .94 

Chronbach‟s alpha. 

 Survey items were grouped into scales for inferential analysis of group differences. Three 

scales emerged as follows: professional development models scale with internal reliability of .80; 

professional development standards scale with internal reliability of .79; and professional 

development content scale with internal reliability of .74. 

 A basic assumption underlying this study included the premise that teacher participants 

were familiar with, and actively participated in, professional development activities. The 

limitations of this study were associated with survey methodology and included the experiences 

and biases of participants, as well as responding at one point in time, the voluntary nature of 

survey responses and completion, and potential lack of ability to generalize outside the state of 

Texas.  

 

Data Collection, Questions, and Sample Characteristics 
 The survey instrument was distributed through electronic mail to educators enrolled in an 

online master‟s program in Educational Leadership for principal preparation in Texas. A major 

research question for this study addressed mean differences as follows: 

Are there mean differences among each of the three scales‟ models, standards, 

and content with respect to the grouping variables of gender, age, years of 

experience, and job title? 

 A total of 260 surveys were returned with 168 (64.62%) containing analyzable data. The 

majority of the respondents were female (84.5%). The age ranges of the respondents were fairly 

evenly distributed: 35.1% were between 21-35 years; 33.3% were between 36-45 years; and 

31.6% were over 45 years of age. Over one-fourth (27.4%) of the respondents reported more 

than 15 years teaching experience; 26.2% reported four to eight years teaching experience; and 

21.4% reported between 9 and 12 years teaching experience. The majority of the respondents 

were currently teachers (76.8%). Sixteen percent reported “other” in the job category suggesting 

such job titles as “leadership” or “administrator” designations. 

 

Data Analysis and Findings 
 Mean differences on the total survey scores, as well as the three different scales, were 

tested with a one-way pure between analysis of variance or t-tests for independent samples, as 

appropriate. None of the independent variables of gender, age range, years of experience, and job 
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title produced significant mean differences with the dependent variables across total responses, 

and the three strands of models, standards, or content. These findings suggest that the 

participants‟ responses were not statistically different. When examining the popularity of current 

professional development models, 86.9% responded to the training model while another 73.81% 

responded to the observation and assessment model. The inquiry/action research model 

(27.97%), mentoring (31.55%), and university coursework (32.74%) appeared to be the least 

popular models. The most popular content appeared to be school safety (69.65%) and technology 

(68.45%), while the least popular content appeared to be the RtI process (50%) and classroom 

and behavior management. 

 

Qualitative Results 

 Responses to the four open-ended questions provided substantial insights into 

respondents‟ perceptions of professional development. Creswell‟s (2007) data reduction method 

was used and then reviewed by two of the researchers to establish inter-rater reliability of the 

analysis. The three qualitative questions formed the framework for discussion of the qualitative 

results. 

 

1. What were participants’ perceptions of professional development effectiveness during the 

past year? 

 One hundred fifty-eight (60%) of the total 260 teachers responded to this question. Of 

those responding, 68 (43%) perceived that professional development was effective for student 

learning with several qualifiers added. Twenty-one respondents (13%) felt professional 

development could be effective if the teachers followed through and utilized the training to 

modify their instruction to help students learn. Twelve percent noted that professional 

development provided teachers insight to become a better educator. One participant remarked 

that “teachers with below 10 years experience have more to gain than we let on.” Seventeen 

percent agreed that professional development played a large role in student learning, while 

expressing concern that if teachers were not kept up-to-date in areas such as interpreting student 

data or appropriate technology use, they would not be able to improve student learning. 

 Some of the respondents cited reservations in the effectiveness of professional 

development. For example, 10% of the respondents felt that their professional development 

training must be student-centered to be effective, such as a focus on the curriculum or teaching 

strategies. Several respondents commented that their district professional development focused 

more on procedures rather than on student learning. Five percent of the respondents felt teachers 

needed to be given time to internalize training and collaborate for professional development to be 

really effective. 

 Forty (25%) of the responses tended to be negative where teachers perceived the 

professional development was ineffective for student learning. Sixteen percent of the teachers 

felt that professional development was a waste of time either because the training was dull or did 

not pertain to them. Twelve percent noted that teachers did not give training a chance. If they 

could not use it immediately, they dismissed it without any follow up. This group of respondents 

felt if there was more teacher support for implementation, students could benefit. A few specific 

comments appeared relevant:  

“Professional development from outside the district is effective; in-district 

professional development is not effective.”  

“Too much GT training with no ESL or at-risk student training.”  
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“We need more professional development on technology.” 

 

2. What were participants’ concerns relative to the effectiveness of professional development? 

 There were 260 teachers who responded to the survey with 171 (65%) responding to this 

item. The major concern expressed by the majority of respondents was a lack of follow up after 

professional development training. Teacher respondents made the following comments: 

“My major concern related to professional development is that all teachers aren‟t 

applying what they are learning, and there is no follow up on what‟s been taught.”  

“Too often, there is not enough follow up with professional development activities. 

The information is given; educators are required to utilize it, but then most teachers 

end up not using it because no one is requiring that they use it.” 

A second major concern expressed by the teachers (18%) was that the professional 

development topics provided were not relevant to their areas or needs. One respondent stated, “It 

should address more specific needs. Things that are relative to math are not necessary in English 

or band. Each subgroup should have curricula-specific professional development.” Another 

teacher wrote, “We must move away from one-size-fits-all training. Some of my colleagues truly 

need this training, other do not. We also need to stop the „spray and pray‟ model and get to more 

just-in-time training.” Because topics were not relevant, about 5% of the respondents considered 

professional development a “waste of time.” Another 5% noted that there was no real change 

after professional development, which was a concern to them. 

 A third major concern expressed by 22% of the respondents was the lack of teacher input 

in planning professional development. Teachers reported that they were treated as deficient and 

in need of remediation. About 7% were concerned about having to go outside their district for 

professional development and having to spend their own money to meet professional 

development requirements for renewal of their state teacher certificate. A few commented on the 

lack of choices for professional development while one commented, “The professional 

development needs to include everyone.” 

 Several specific individual concerns included lack of resources for implementing 

professional development training, the need for more time to share and collaborate, and that the 

end of the school day was not a good time to require professional development. Several teachers 

expressed a concern about the lack of training for needs of students receiving special education 

services and a need for training concerning how to work with both high and low students in the 

same classroom. Only 4% noted no specific concerns about their professional development 

training. 

 

3. What were participants’ recommendations for improving professional development 

activities? 

A total of 260 individual responded to this survey with 163 (62%) answering this item. 

The majority of respondents (20%) recommended teacher input in professional development 

planning. One individual stated: 

“While there will always be professional development that needs to occur that we, 

the teachers, are unaware of, there are also things that we „want‟ to know. Please 

let teachers have the opportunity to request specific professional development 

activities…or at least some of the topics we are trained over.” 
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Another teacher wrote, “Actually provide professional development sessions relative to teachers‟ 

interests and current needs as it relates to their classrooms.” About 5% requested more choices 

for professional development. 

 Sixteen percent made recommendations about the types of professional development that 

were available. Ten percent recommended less lecture and more hands-on activities. For 

example, one teacher commented: “Showing how the training actually works instead of having a 

teacher simply tell us.” Another stated: “They need to be TO THE POINT, then hands-on 

material, practice with colleagues, and go back to the classroom!” Other recommendations 

included the district or administrators recognizing a teacher‟s pursuit of an advanced degree as 

professional development with district providing funding incentives. Ten percent of the 

respondents recommended the district provide more time during the school day for professional 

development and implementation of learning communities. One individual wrote: “Provide 

follow-up meetings either in person or via the internet. Provide a support locale where educators 

can post questions and share successes and failures.” Another wrote: “Give more time for 

collaboration with colleagues, more hands-on and small group involvement.” 

 A major recommendation made by 13% of the teachers was to develop and implement a 

professional development follow-up process to determine implementation, effectiveness, and the 

need for revisions. One individual suggested: 

Follow-up and re-enforcement by administrators and team leaders of PD. 

Administrators need to watch for PD practices during walk-throughs, addressing 

use/non-use of PD information with teachers. During team subject area meetings, 

team leaders should model aspects to the PD to encourage use by teachers. 

Another individual recommended: “Professional development should be accompanied by follow 

up. There should be several activities to help individuals share information and identify strengths 

or weaknesses of the program.” 

 Five percent of the teachers recommended more outside experts should be brought in to 

provide fresh ideas for professional development. A few individuals recommended that all 

general education teachers should be required to take special education law and best practices. 

Other individual recommendations included a need for more specific teaching strategies for 

classroom use, differentiated instruction, and action research projects. 

 

Summary, Conclusions, and Recommendations 

 

 One hundred sixty-eight educators enrolled in an online Masters in Educational 

Leadership principal preparation program in Texas participated in this study. The majority of 

respondents were female teachers. Almost one-third (27.4%) reported more than 15 years of 

teaching experience. No significant mean differences were found regarding survey responses.  

 Various models of professional development were identified in the literature review. 

Results of this research indicated training and observation/assessment models were most 

prevalent, while action research, mentoring, and university coursework were least prevalent. 

Current professional development topics appeared to be school safety and technology use in the 

classroom. Less than half (45%) of the participants felt professional development was effective 

for student learning. The major concern appeared to be lack of follow up after professional 

development training. Other concerns noted by respondents were that professional development 

content was not relevant and there was lack of teacher input in planning professional 

development activities. 
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 It could be concluded that most states adhere to standards developed by the National Staff 

Development Council that emphasize professional development for teachers in order to improve 

student learning. Participants in this study tended to agree with authors such as Chang (2003) and 

Copeland and Knapp (2006) that professional development should be relevant to participants and 

that follow up was essential. Results of this study indicated that the training mode of professional 

development was the major model being used. These results were supported by research 

conducted by Darling-Hammond et al. (2009b). The Darling-Hammond et al. (2009b) research 

also supported the findings of this study in that little emphasis was being placed on the RtI 

process for identifying and assisting at-risk students, limited English language learners, or 

students with special needs. Finally, the Darling-Hammond research supported the findings of 

this study indicating little emphasis was placed on mentoring, collaboration, and action research 

professional development models. 

 Based upon the results of this study, the researchers recommend teacher input in 

professional development planning, with follow up through collaboration among participants 

including hands-on activities implemented in classrooms. Additional recommendations include 

professional development content that is aligned with student learning needs. A focus on content 

that is related to the specific learning needs of diverse learners appears to be needed. Further 

research concerning different professional development models such as action research, 

collaboration, and mentoring may be beneficial. 
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ABSTRACT 

 

This randomized controlled study assessed the efficacy of a structured group therapy for at-risk 

traumatized children in a metropolitan area elementary school setting. Youth were randomly 

assigned to a structured sensory trauma intervention program or to a waitlist/comparison group.  

The intervention included both sensory and cognitive/behavioral components.  Standardized 

trauma and mental health measures were used.  Study participants demonstrated statistically 

significant reductions in trauma symptoms, depression, rule breaking behaviors, aggressive 

behaviors and other mental health problems. 

 

The purpose of this article is to report on a controlled research study to demonstrate the efficacy 

of The I Feel Better Now! program in four elementary schools in Taylor, Michigan. The study 

also seeks to demonstrate the feasibility of providing trauma treatment to children in a school 

setting. 

 

This randomized controlled research study was conducted at the Eureka Heights, Fisher, Taylor 

Parks and Myers Elementary Schools, grades 2 to 5, in the Taylor School District. The study was 

conducted by Professor Melvyn C. Raider, School of Social Work, Wayne State University; The 

National Institute for Trauma and Loss in Children, and The Guidance Center. Eighty-nine 

children completed the I Feel Better Now! program.  Pre-test and post-test and three month 

follow-up data will be discussed in this article. 

 

Literature Review 

 

Recent exposure to school, community and domestic violence as well as other events that 

traumatize children has highlighted the urgency to identify effective treatments for complicated 

grief and post-traumatic stress disorders.  Many children experienced all the reactions of post-

traumatic stress (PTSD) following both violent and non-assaultive incidents.  Research since the 

mid 1980’s to date clearly demonstrates the existence of PTSD in children exposed to violence 

(Delany-Black, V., et al, 2002; Pynoos and Nader, 1988; Black, Hendricks and Kaplan, 1992; 

Dykman, McPhearson and Ackerman, 1997). 

 

However, trauma is not specific to violence.  Natural disasters such as fires (McFarlane, 

Policansky & Irwin, 1987; March, Jackson, Costanzo  & Terry, 1993) hurricanes (Lonnigan, 

Shannon, Finch, Taylor & Dougherty, 1991; Vernberg, Eric, LaCreca, Silverman & Prinstein, 

1996), boating disasters (Yule, 1992), burns and other serious accidents, and medical procedures 

(Stubner, Nader, Yasuda, Pynoos & Cohen, 1992) can also induce PTSD reactions in children 

and adolescents.  Living with a terminally ill adult or sibling, drowning, house fires, car 

fatalities, living with substance-abusing parents and divorce were also identified as incidents 

preceding the onset of PTSD in children (Raider, Steele & Santiago, 1999). The reactions which 

are experienced following trauma impacts learning, behavioral, social, emotional and 

psychological functioning.  Traumatized children are more likely to have poorer school 

performance, decreased I.Q. and reading ability, lower grade point average, and more days of 

school absence even if they do not develop post-traumatic stress disorder (Stein, P., et. al., 2003).   
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Research on school based treatment programs for traumatized children was conducted in the Los 

Angeles, California School District.  A partially randomized study was conducted in 2001 in 

which 198 students exposed to violence in elementary and middle schools (grades 3-8) received  

manualized,  group, cognitive-behavioral therapy (Katkokas, H., et. al., 2003).  Students who 

experienced trauma-related depression and/or post-traumatic stress disorder demonstrated 

modest reductions in depression and post-traumatic stress symptoms.  Results were inconclusive 

since the method used to obtain the study population introduced bias, subjects were only partially 

randomized and attrition occurred at differing rates across treatment groups.  A randomized 

controlled study of 6
th

 graders exposed to violence with symptoms of post-traumatic stress, and 

depression was also conducted in the Los Angeles, California School District in 2001-2002 

(Stein, B.D., et. al, 2003).  Sixty-one middle school children were randomly assigned to a group 

cognitive –behavioral program and 65 to a wait list comparison group.  After the intervention 

program the treatment group demonstrated significantly lower scores on PTSD symptoms, 

depression and psychological dysfunction.   

 

SUMMARY OF TRAUMA TREATMENT PROGRAM 

 

The I Feel Better Now! program is a modification of Structured Sensory Intervention for 

Traumatized Children, Adolescents and Parents (SITCAP), Steele & Raider, 2001), a 

comprehensive, sensory-based, structured treatment approach designed to diminish the terror that 

exposed individuals experience and facilitate feelings of safety.  I Feel Better Now! was created 

specifically for at-risk, traumatized children ages 6 to 12 years old.  The program integrates 

cognitive strategies with “sensory” and “implicit” strategies.  The I Feel Better Now! program is 

designed to achieve the successful cognitive re-ordering of traumatic experiences in ways that 

move children from victim to survivor thinking and in ways that allow them to become more 

resilient to future traumas 

 

The program consists of 10-11 sessions, depending upon the progress made with each session.  

Seven of the sessions are group sessions involving no more than six participants.  In addition, 

there is one individual debriefing session, one individual processing session and one 

parent/adolescent session.  Each group session is scheduled for one hour.  Each child is 

scheduled for one-hour trauma debriefing session prior to beginning the group sessions.  

Debriefing is not recommended in a group setting so children can identify those experiences they 

do not want others to know about yet they learn how these can be dealt with “anonymously” in a 

group setting.  The debriefing session is a first step in helping to reduce the child’s trauma 

reactions as well as anxiety about the group sessions. 

 

PROCEDURE 

 

Screening 

 

Parents/guardians whose child had experienced or witnessed one or more traumatic events 

granted permission for their child to be screened for severity of trauma symptoms.  Children also 

have to orally assent.  Screening took place at elementary schools at no cost to parents/guardians. 

Screening was conducted by The Guidance Center therapists utilizing the Child Trauma 

Symptom Checklist (TSCC) (Briere, 1996). Children in grades 4 and 5 were screened in groups 
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of 25.  Children in grades 2 and 3 were screened in smaller groups.  Parents/guardians were 

informed of the results of the trauma screening.  Children with sub-clinical trauma scores on the 

TSCC were excluded from the study. 

 

Trauma Treatment Program 

 

The I Feel Better Now! program was conducted after school hours. Parents/guardians 

participated in two sessions.  Parents also provided information prior to the beginning of the 

group sessions.  The sessions were provided at no cost to parents/guardians.  The Taylor School 

System provided transportation for children after each session.   Group sessions were conducted 

by therapists employed by The Guidance Center utilizing the manualized I Feel Better Now! 

program.  Therapists were trained and certified to conduct the I Feel Better Now! program by 

the National Institute of Trauma and Loss in Children.   

   

Research Design 

 

All parents completed the Parent Questionnaire (PQ).  All children/youth completed the Child 

and Adolescent Questionnaire (CAQ).  Children were randomly assigned to either Group A 

(treatment group) or Group B (waitlist/comparison group).  The rationale for establishing the 

waitlist/comparison group was that group therapists did not have the capacity to provide 

treatment to all screened children at the same time.  Therefore, approximately half the children 

would have been placed on a wait list in any event. These questionnaires gathered information on 

trauma symptoms and trauma severity. 

 

Group A (treatment group): 

Group A was provided with 10 weeks of trauma counseling in a group setting.  Parents provided 

family demographics information, trauma history, severity of symptoms, service utilization and 

information about home environment (Core Clinical Characteristics form). 

 

At intake and discharge, parents and children completed the following self- report 

questionnaires: the Briere Trauma Symptom Checklist (TSCC) and the Achenbach Child 

Behavior Checklist (CBCL) The TSCC and CBCL are standardized with high reliability and 

validity. In addition, children completed the Child and Adolescent Questionnaire (CAQ).  

This instrument was developed by the Principal Investigator.  It was used in prior published 

research, and is reliable and valid. 

Three months after the completion, parents and children completed all instruments identified 

above.   

 

Throughout the child/youth’s treatment, child/youth completed the Life Events Checklist 

(LEC) which gathered information on recent traumatic events.  In addition, the therapist 

completed the Fidelity of Treatment Checklist (FTC), which assured that treatment was 

consistent with trauma treatment model.  Throughout the treatment process the therapist 

recorded progress notes in the child’s treatment file.   
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For those randomly assigned to Group B (waitlist/comparison group): 

Group B was provided regular telephone contact with the clinician and began trauma 

counseling in a group setting after 10 weeks.  During the phone calls, members of Group B 

were asked to complete the Life Events Checklist (LEC).  Based on the assessment of the 

Checklist, the clinician may have met with parents and/or child for individual psychotherapy 

or referred those to an agency for additional services.  After the ten week waiting period, all 

children and parents in Group B was provided with the 10 week I Feel Better Now!  Trauma 

Treatment Program in a group setting and followed the same process as Group A. 

 

RESULTS 

 

TRAUMA SYMPTOM CHECKLIST FOR CHILDREN (TSCC) 

 

Table I reflects paired t-tests for the seven scales of the TSCC.  Table I reflects results of 

changes in scales from pre-test to post-test for the Waitlist/Control Group.  The Waitlist/Control 

Group did demonstrate statistically significant changes (p = < .05) for the posttraumatic stress 

scale.  All other scales showed no significant reductions in trauma symptoms. 

 

Table II reflects an ANOVA analysis of Pre-test Post-test and follow-up administrations of the 

TSCC was completed.  The ANOVA analysis examines significant within group change of pre-

test, post-test and follow-up mean scores for the continued treatment groups and waitlist groups 

(after waitlist groups received treatment).  The ANOVA procedure used provided multiple 

comparisons between the within group variables using the Bonferroni procedure (adjusting alpha 

level to prevent inflation of Type I error).  The table however, show only the sphericity assumed 

analysis since results of the Greenhouse – Gersser, Huynh-feldt, and Lower-bound F statistic 

were identicial.  The ANOVA analysis demonstrated statistically significant within group change 

(p=<.001). 

 

Table III reflects post-hoc paired t tests comparing pre-test to post-test and post-test to follow-up 

for the combined treatment group and waitlist groups.  Since there is no post-hoc analysis 

available for repeated measures within groups the post-hoc paired t test were conducted to 

indicate where statistically significant results were demonstrated.  For the comparison of Pre-test 

to post-test mean scores statistically significant changes in mean scores were demonstrated for 

all scales of the TSCC.  The anxiety, dissociation, dissociation overt and dissociation fantasy 

scales demonstrated statistically significant reductions of symptoms at the .05 alpha level 

(p=<.05).  The depression, anger, and post-traumatic stress scales demonstrated statistically 

significant reductions of symptoms at the .01 alpha level (p=<.01).  However, since the waitlist 

(control) group demonstrated a statistically significant reduction in the post-traumatic scale it 

cannot be inferred that the statistically significant reduction in the post-traumatic stress scale for 

the combined treatment group and waitlist group (after treatment) is solely a function of the I 

Feel Better Now! trauma treatment model.  

 

The comparison of post-test and follow-up scores, demonstrated further reductions in mean 

symptoms scores for all scales of the TSCC.  However, these reductions did not achieve 

statistical significance.  It is evident that the reductions in symptoms from pre-test to post-test 

were maintained at three month follow-up. 
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DISCUSSION 

 

The majority of children who participated in the I Feel Better Now! program demonstrated 

outstanding reductions in a wide range of trauma symptoms, psychological, emotional and behavioral 

problems. The Child and Adolescent Questionnaire (CAQ) measured post-traumatic stress symptoms 

in three domains re-experiencing traumatic events, avoidance of stimuli associated with traumatic 

event and symptoms of arousal due to traumatic events. The control/waitlist group showed no reduction 

in these trauma symptoms while waiting for trauma treatment to begin. The combined treatment and 

waitlist groups (after receiving treatment) demonstrated outstanding statistically significant 

changes (p = < .01). This clearly demonstrated that it was the treatment program that produced 

these reductions in trauma symptoms. Gains in treatment were also maintained in the three-month 

follow-up period. 

 

The Trauma Symptom Checklist (TSCC) measured trauma symptoms of anxiety, depression, anger, 

post-traumatic stress, and dissociation. The control/waitlist group showed no statistically significant 

reduction in these symptoms except for post-traumatic stress, which showed a reduction at the .05 level 

(p = < .05). It is unclear as to the reason for this improvement. However, it may be hypothesized that 

the screening process, orientation process for children and parents, and periodic therapist contacts 

during the waitlist period may have facilitated this change. Wayne State University's Human 

Investigations Committee, which approved the Protocol for this study, required that all children 

assigned to the waitlist (control) group have therapist contact on a bi-weekly basis during the waitlist 

period. The purpose of the therapist contact was to ensure that intervention was provided if a child was 

in a crisis situation. It can be hypothesized that this intervention had a positive impact on some children 

in the waitlist/control group who demonstrated a statistically significant reduction of symptoms on 

the post-traumatic stress scale. For the combined/waitlist treatment group, all symptoms as measured by 

the Checklist (TSCC) showed outstanding statistically significant reductions of trauma symptoms 

between pre-test and post-test. Since both the control/waitlist group and the treatment group 

demonstrated statistically significant changes for the post-traumatic stress scale results are 

inconclusive for that one scale. Gains in treatment were maintained in the three-month follow-up 

period. 

 

The Achenbach Child Behavior Checklist (CBCL) measured social, behavioral, psychological 

and emotional behaviors and problems of children. It is a widely used mental health measure for 

children and youth. The (CBCL) measured activities such as sports, social interactions, academic 

performance and total competence (a composite of activities, social and academic). It also measured 

eleven behaviors and problems: Anxious/depressed, withdrawn/depressed, somatic complaints, social 

problems, thought problems, attention problems, rule breaking behavior, aggressive behavior and 

internalizing and externalizing behaviors. The waitlist/control group demonstrated no statistically 

significant changes for the activities, social and total competence scales as well as the 

withdrawn/depressed, somatic complaints, social problems, thought problems and rule breaking 

behavior scales. However, the academic performance scale, aggressive behavior, 

anxious/depressed, attention problems, internalizing behavior, externalizing behavior and total 

problem scale demonstrated statistically significant changes (p = < .05). Here again, it may be 

hypothesized that the orientation process for children and parents screening process and therapist 

contact during the waitlist period may have contributed to these positive changes. For the treatment 
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group and waitlist group all competence and syndrome scales demonstrated outstanding statistically 

significant improvements (p = < .01). Since both the control/waitlist group and the treatment 

groups demonstrated statistically significant changes for academic performance, anxious/depressed, 

attention problems, aggressive behavior, internalizing behaviors, externalizing behaviors and total 

problem scales results are inconclusive for these seven scales. At three-month follow-up, further 

improvement occurred in the aggressive, internalizing and externalizing behavior scales. Statistically 

significant declines on the social interactions and Total Competence Scales (Total Competence Scale 

is a composite scale which includes social interactions) occurred during the follow-up period as 

well. It should be noted again that much of the follow-up data was collected during the summer break 

and it may be hypothesized that children had fewer opportunities for social interactions and structured 

activity during the summer months that contributed to this change. 

 

To summarize, overall most children demonstrated outstanding reductions in most trauma symptoms and 

psychological, emotional and behavioral problems as a result of their participation in the I Feel 

Better Now! program. Statistically significant reductions of trauma symptoms and problem 

behaviors occurred from pre-test to post-test. Because the average gains from pre-intervention to post-

intervention were so great there was little additional improvement in gains from post-intervention to 

three-month follow-up. However, reductions in trauma symptoms and psychological and behavioral 

problems were largely maintained during the 3-month follow-up period. Results of this 

randomized controlled trial of the SITCAP Treatment Model I Feel Better Now! supports the 

effectiveness of the model.  
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TABLE I – TRAUMA SYMPTOM CHECKLIST FOR CHILDREN (TSCC) 

Paired t-test  N = 39 

CONTROL GROUP (WAITLIST) 
 

    Mean         Mean      Mean  Sig 

Scale    Pre-Test   Post-Test Difference T      (2 tailed) 

 

Anixiety   10.74  9.38      1.36         1.637 .110  

Depression                   9.67  9.23        .44           .405 .688 

Anger      9.51  9.69        .18          -.167 .868 

Post-Traumatic Stress  13.79           11.77    2.026           2.35 .024* 

Dissociation              10.82             10.64            .18           .144 .886 

Dissociation Overt    7.87  7.69        .18           .188 .852 

Dissociation Fantasy    2.95  2.95      .000           .000    1.000 

 

*p = < .05 
 

 

 

 

 

TABLE II – TRAUMA SYMPTOM CHECKLIST FOR CHILDREN (T.S.C.C.) 

COMBINED TREATMENT AND WAITLIST GROUPS (N=83) 

ANOVA (Sphericity Assumed) 
 

            Mean   

Scale   Pre-Test   Post-Test Follow-up Square T      (2 tailed) 

 

Anixiety     10.10 7.94     6.95       214.63         9.66 .000  

Depression                  9.53 6.98     6.94      183.09         9.97         .000 

Anger      10.90 7.83     7.46             296.69        10.30        .000 

Post-Traumatic Stress    12.76            9.57         8.89  354.22        14.68        .000 

Dissociation     10.98            8.14     7.61  271.09          9.81        .000  

Dissociation Overt           7.66 5.48     5.25  146.83          9.47        .000 

Dissociation Fantasy        3.31 2.66     2.36    19.64          5.20        .000     
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TABLE III – TRAUMA SYMPTOM CHECKLIST FOR CHILDREN (T.S.C.C.) 

COMBINED TREATMENT AND WAITLIST GROUPS (N=83) 

POST HOC PAIRED TEST 
 

 

 

                          Mean   Post/ Mean 

Scale   Pre-Test   Post-Test Difference    t       Follow-up  Difference     t   

 

Anixiety     10.10 7.94     6.95          2.91* 6.95     -.99          1.40 

Depression                  9.53 6.98     6.94          3.79**    6.94         -.04            .06 

Anger      10.90 7.83     7.46          3.63**  7.46         -.37             .48 

Post-Traumatic Stress    12.76            9.57         8.89          4.11** 8.89         -.68             .94 

Dissociation     10.98            8.14     7.61          3.18* 7.61         -.53             .68 

 Dissociation Overt          7.66 5.48     5.25          3.32* 5.25         -.23             .39 

 Dissociation Fantasy       3.31 2.66     2.36          2.02* 2.36         -.30           1.02 
 

*SIG    = p<.05 

** SIG = p<.01 

 

 

CHILD AND ADOLESCENT QUESTIONNAIRE (C.A.Q) 

 

Table IV reflects paired t-tests for the three trauma scales in the CAQ.  Table III reflects results 

of pre-test and post-test comparisons for the Waitlist/Control Group.  All scales did not 

demonstrate statistically significant changes in trauma symptoms. 

 

Table V reflects an ANOVA analysis of pre-test, post-test and follow-up administrations of 

CAQ.  The ANOVA analysis demonstrated statistically significant within groups change in mean 

scores (p=<.001). 
 

 

Table VI reflects post-hoc paired t test comparing pre-test to post-test and post-test to follow-up 

means scores for the combined treatment groups and waitlist groups.  For the comparison of pre-

test to post-test mean scores, statistically significant changes in scores were demonstrated for all 

scales of the CAQ. (p<.001).  The comparison of post-test and follow-up mean scores for all 

scales of the CAQ. demonstrated further reductions in mean symptom scores for all three scales 

of the CAQ.  However, these reductions did not achieve statistical significance.  It is evident that 

the reductions in trauma symptoms for pre-test to post-test were maintained at three month 

follow-up. 
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TABLE IV – CHILD AND ADOLESCENT QUESTIONNAIRE (CAQ) 

Paired t-test N = 39 (N = 83) 

CONTROL GROUP (WAITLIST) 
 

 

Mean         Mean      Mean  Sig 

Scale    Pre-Test   Post-Test Difference T      (2 tailed) 

 

Re-experiencing 

 Traumatic Event  33.03           30.92      2.10           1.13      .266  

Avoidance of Stimuli               

 of Traumatic Event  32.00           31.54        .46          -.246 .805 

Symptoms of Arousal   

 Due to Traumatic Event         23.72            25.36          -1.64         -1.12 .270 
 

 

 

TABLE V – CHILD AND ADOLESCENT QUESTIONNAIRE (CAQ) 

COMBINED TREATMENT AND WAITLIST GROUPS (N = 83) 

ANOVA (SPHERICITY ASSUMED) 

 

                           Mean  

Scale    Pre-Test   Post-Test Follow-Up   Square      F       Sig 

 

Re-experiencing 

 Traumatic Event  31.93           20.78    -19.51      3875.15   66.39   .000  

Avoidance of Stimuli               

 of Traumatic Event  30.95           23.10      20.75     6516.11    89.29  .000 

Symptoms of Arousal   

 Due to Traumatic Event         25.51            18.75          17.25     4023.34     85.08 .000 
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TABLE VI – CHILD AND ADOLESCENT QUESTIONNAIRE (CAQ) 

COMBINED TREATMENT AND WAITLIST GROUPS (N = 83) 

POST-HOC PAIRED t TEST 
 

                                                                          Mean         Post/ Mean 

Scale   Pre-Test   Post-Test Difference   t      Follow-up Difference    t 
Re-experiencing 

 Traumatic Event      31.93       20.78    -11.15      8.61** 19.51    -1.28       1.33  

Avoidance of Stimuli               

 of Traumatic Event      30.95       23.10      -7.85      6.000** 20.75    -2.35       1.85 

Symptoms of Arousal   

 Due to Traumatic Event  25.51      18.75           -6.76      6.049** 17.25     -1.49      1.44 

 
**SIG = p<.001 

 

CHILD BEHAVIOR CHECKLIST (CBCL) 

 

Table VII reflects paired t-tests for changes in syndrome scales on the CBCL. It reflects results 

of the pre-test to post-test to post-test comparisons for the Control Group.  The Waitlist/Control 

Group demonstrated statistically significant changes in symptoms for the academic performance, 

aggressive behavior, anxious/depressed, attention problems, internalizing behavior, externalizing 

behavior and total problems syndrome scales. 

  

Table VIII an ANOVA analysis of pre-test, post-test and follow-up administrations of the CBCL.  

The ANOVA analysis demonstrated statistically significant within group change for all 

syndrome scales.  The somatic complaints scale was significant at the .05 alpha level (p=<.05) 

all other scales were significant at the .001 alpha level (p=<.001). 

 

Table IX reflects post-hoc paired t test comparing pre-test to post-test and post-test to three 

month follow-up mean scores for the combined treatment groups and Waitlist Groups.  For the 

comparison of pre-test to post-test mean scores statistically significant changes in scores were 

demonstrated for all scales of the CBCL.  For the comparison of post-test to follow-up mean 

scores for anxious/depressed, withdrawn depressed, somatic complaints, social problems, 

thought problems and rule breaking behavior scales marginally increased.  These small increases, 

however, did not achieve statistical significance.  For the attention problems and total problems 

scales mean scores marginally decreased.  The small decreases, however, did not attain statistical 

significance.  For the aggressive behavior, internalizing behavior and externalizing behavior 

scales mean scores substantially decreased attaining statistical significant (p=<.05).  For the 

aggressive, internalizing and externalizing behavior scales further reductions in problem 

behaviors occurred between post-test and three month follow-up.  For all other syndrome scales 

gains made between pre-test and post-test were maintained.  For the competence scales of the 

CBCL between post-test and follow-up, the activities scale demonstrated a small improvement.  

This improvement did not achieve statistical significance.  The academic performance scale 

demonstrated a small decline.  This decline did not achieve statistical significance.  However, the 

social interactions and total competence scales demonstrated declines which attained statistical 

significance (p=<.001)  
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TABLE VII – CHILD BEHAVIOR CHECKLIST (CBCL) SYNDROME SCALES 

N = 39 Paired t-test 

CONTROL GROUP (WAITLIST) 

 

Mean         Mean      Mean  Sig 

Scale   Pre-Test   Post-Test Difference T       (2 tailed) 
 

Anxious/Depressed        8.821 6.128         2.692  2.475  .018* 

Withdrawn/Depressed        5.590 6.513            -.923 -1.306  .200 

Somatic Complaints        4.205 4.513       -.3078   -.418  .679 

Social Problems         7.231 6.154        1.077  1.418  .164 

Thought Problems        5.821 4.462        1.359  1.634  .110 

Attention Problems        8.308 6.333        1.974  2.035  .049* 

Rule Breaking Behavior        5.051 4.335         .667    .906  .371 

Aggressive Behavior      11.103 6.872        4.231  3.527  .001** 

Internalizing Behavior     16.359          10.179        6.180  3.483  .001** 

Externalizing Behavior     14.821  9.179        5.641 3.398  .002** 

Total Problems      64.513          51.872      12.641 2.211  .033** 

Activities***                    8.872  8.679         .192   .379  .707 

Social (Interactions)***      5.500  5.526       -.026 -.084  .933 

Academic Perf.***       4.385  4.833       -.449          -2.052  .047 

Total Competence***    18.218           18.795       -.577            -.838  .407 

 

    *p=<.05 

  **p=<.01 

***Increase in mean scores equals improvement    

 

TABLE VIII – CHILD BEHAVIOR CHECKLIST (CBCL)  

COMBINED TREATMENT & WAITLIST GROUPS N = 80   

ANOVA (SPHERICITY ASSUMED) 

          Follow      Mean  Sig 

Scale   Pre-Test   Post-Test   Up      Square          F (2 tailed) 
 

Anxious/Depressed         6.63  3.28         3.33      514.06    70.90  .000 

Withdrawn/Depressed        5.34  2.61             3.09      169.52    23.38  .000 

Somatic Complaints        3.98  2.88         3.11        26,80      3.64  .028 

Social Problems         5.76  2.99         3.31      195.68    25.41  .000 

Thought Problems        4.32  2.20         2.56      104.68    14.32  .000 

Attention Problems        6.40  3.51         3.01      267.50    21.69  .000 

Rule Breaking Behavior        4.33  1.98         2.46      124.46    17.72  .000 

Aggressive Behavior        9.25 4.99         2.83      855.01    40.37  .000 

Internalizing Behavior      12.01            6.04         3.15    1634.43    49.52  .000 

Externalizing Behavior      11.95            6.04         3.03    1649.18    39.13  .000 

Total Problems       52.38          26.91      27.02    17212.89    50.07  .000 

Activities***                     9.08          11.08      11.33       122.50    50.19  .000 

Social (Interactions)***       5.67            7.37        5.60         80.40    31.40  .000 

Academic Perf.***        4.40            5.31        5.12         20.39    20.39  .000 

Total Competence***      19.00          24.02      22.04         70.90    70.90  .000 

 

*** Increase = improvement 
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TABLE IX – CHILD BEHAVIOR CHECKLIST (CBCL)  

COMBINED TREATMENT & WAITLIST GROUPS N = 80   

POST HOC PAIRED T TEST 

 

 Pre-

Test 

Post-

Test 

Mean 

Difference 

 

t 

Post/ 

Follow-

Up 

Mean 

Difference 

 

t 

 

Anxious/Depressed 6.63 3.28 -3.35 6.57** 3.33 .05 -.11 

        

Withdrawn 

 / Depressed 

5.34 2.61 -2.73 5.89** 3.09 .48 -1.32 

        

Somatic Complaints 3.98 2.88 -1.10 2.59** 3.11 .24 -.61 

        

Social Problems 5.76 2.99 -2.78 6.31** 3.13 .14 -.32 

        

Thought Problems 4.34 2.20 -2.14 4.50** 2.56 .36 -1.00 

        

Attention Problems 6.40 3.51 -2.89 5.00** 3.01 -.50 .97 

        

Rule Breaking 

Behavior 

4.33 1.98 -2.36 5.07** 2.46 .48 -1.28 

        

Aggressive Behavior 9.25 4.99 -4.26 5.41** 2.83 -2.16 3.192* 

        

Internalizing 

Behavior 

12.01 6.04 -5.98 6.03** 3.15 -2.89 3.61* 

        

Externalizing 

Behavior 

11.95 6.04 -5.91 5.20** 3.03 -3.01 3.18* 

        

Total Problems 52.38 26.91 -25.46 8.55** 27.02 -.11 -.04 

        

Activities*** 9.08 11.08 2.00 -7.01** 11.33 -.25 -1.44 

        

Social 

Interactions*** 

5.67 7.37 1.70 -6.03** 5.60 1.77 7.49** 

        

Academic Perf. *** 4.40 5.31 .89 -5.66** 5.12 -.19 1.48 

        

Total 

Competence*** 

19.00 24.02 5.03 -10.40** 22.04 1.98 6.00** 

 

*** Increase = improvement 

 

   *p=<.05 

**p=<.001 
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Sequel No. 1 to “Revolution Off the Street” 

 

 

 

Lem Londos Railsback 

Railsback and Associates Integrated Systems Engineering for Schools  
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Continuation/Review of a Particular Perspective 

 Those who are familiar with my earlier commentary on “Revolution Off the Street,” 

should recall that I distinguish three major societal clashes that significantly alter daily life from 

then on. For review and for basic dimensions for the new readers, I will simply quote briefly 

from those three distinctions; for multiple examples of each, one must refer to the original work.  

Historically, wars rage with extreme degrees of armed hostility, antagonism, 

conflict, and strife between opposing forces for a particular end. Competing tribes, 

national states, or regions grow into opposing forces. Ethnocentrism, poverty, 

jealously, avarice, religious mythologies, and national disasters—e.g., prolonged 

drought—trigger wars…Wars are waged in cities, rural areas, and anywhere else 

where the opposing forces meet. Wars are always bloody. Typically, the side that kills 

the most wins the war. Achievement of the particular ends by the victor shape the 

conditions for living and the quality of life from there on for both themselves and the 

losers. 

Historically, revolutions rage with violence or the threat of violence by socio-

economic classes against the ruling classes. Issues of authority and power, allegiance, 

productivity, distribution of resources, civil rights, and other similar concerns drive 

the revolution. Poverty, ethnocentrism, egocentrism, jealously, avarice, and religious 

differences trigger revolutions…President Johnson‟s public echo in 1967 of Sun 

Txu‟s observation that “Power is in the streets!” underscored the violence and 

unleased forces of the typical revolution in the streets. 

Historically, revolutions off the streets—our third distinctive class and the main 

focus of this commentary—do not require violence. They do not require large crowds 

for their action. Rather, revolutions off the street derive from the talent—genius, if 

you will—of a lone individual like Einstein or of an individual with a team—e.g., 

Thomas Ava Edison with his laboratory crew or Mathew Brady‟s band of skilled 

employees. Revolutions off the street always disturb the status quo. They always 

introduce elements into society that transform society in fundamental ways. And 

those fundamental ways are profound. Once a revolution off the streets occurs within 

a given society, a member of that society “can never go home again” (Shades of 

Thomas Wolfe!) in his/her/its thinking, feeling, acting.
1
 

We are going to glance herein at several revolutions off the street from the decade of the 1940‟s 

that make our daily lives more convenient, efficient, significant, and just flat out more enjoyable. 

 

Clean, Rapid, and Safe Cooking In a New Key/Format 

How many of you used that microwave oven over there to heat up something for our 

continental breakfast? Did you know that the microwave oven is a by-product of early radar 

research by Dr. Percy Spencer, a self-trained engineer? As a scientist employed by Raytheon 

Corporation, Spencer was working with a magnetron, an improved vacuum tube, which 

transmitted electromagnetic energy. During a test, Spencer noticed that “…the candy bar in his 

pocket had melted.” Intrigued, he tried pop corn next. The transmission caused the pop corn to 

“snap, crackle, and pop”
2
 and also  fly all over the lab. As he was showing his discovery to a 

colleague, Spencer used an egg. Surely enough, as the colleague moved closer to watch the egg, 

the egg exploded into his face. Spencer designed a box that would not allow the microwave 

transmissions to escape; as he fed more and more transmissions into the box, the temperature 

inside the box increased rapidly. Spencer‟s little box revolutionized modern cooking. 
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Home Entertainment Deluxe 

How many of you watched the news or a favorite show on the television set in your 

rooms last night? After you finished your feast on those moving images with sounds, did you 

offer thanks to the Scottish engineer and inventor Logie Baird? Well, maybe you should have 

because he is the one who demonstrated publicly on July 3, 1928, the first working television set. 

Of course, he was indebted to the German inventor Arthur Korn for Korn‟s work on signal 

conditioning circuits. Of course, there were many other individuals and companies who 

contributed to the development of our modern color television. Using Baird‟s designs, the 

American Peter Goldmark and his CBS researchers developed in 1940 a mechanical system that 

transmitted pictures in color, but it was not placed on the market. However, after World War II, 

monochrome—i.e., black and white--sets began to sell like hotcakes, while RCA and others 

continued to experiment with the color sets. So many claims and counter-claims emerged 

regarding which set of technical standards should be followed by producers of commercial color 

sets that the American Federal Communications Commission held hearings in 1949—1950. 

From that first round of hearings, the CBS system‟s standards were adopted, and CBS introduced 

onto the market the first color sets in 1951.
3
 All that talent and effort spent by countless 

specialists gave us color television, so common today that we take it for granted. 

 

Why and How You Can Be A Walking Information Processing Being 

Did any of you go to a travel agent‟s office to make your reservations for this trip? Or did 

you just sit down at your computer and make your own? Have you ever wondered just how long 

basic calculating machines and computers have been assisting the human race? Actually, at least 

one such device has been around the West for a very long time. In fact, the construction date of 

the antikythera mechanism, an ancient  mechanical computer, is estimated at about 150—100 

B.C.
4
 In our modern times, a few of us—the older ones--should be able to remember the abacus 

the slide rule, and the astrolabe and how they worked to help us solve big problems in 

calculation. The same few of us might have read that “In 1801, Joseph Marie Jacquard made an 

improvement to the textile loom by introducing a series of punched paper cards as a template 

which allowed his loom to weave intricate patterns automatically.” And, of course, all of us 

computer historians know that Charles Babbage‟s analytical engine was the first “fully 

programmable mechanical computer.” We historians also know about Herman Hollerith‟s 

inventions in the 1880‟s of “…the recording of data on a machine readable medium”
5
 using 

punch cards, the keypunch machines, and his tabulator. Hollerith‟s company processed the 1890 

U.S. Census data and, in time, became the nucleus for the company later known as IBM. With 

further improvements--Boolean algebra, vacuum tubes, teleprinter, and others—the computer 

flowered in the 20
th

 Century with help from the military, from business, from Bill Gates and his 

partners, from Steve Jobs and his partners Steve Wozniak and Ronald Wayne, and from many 

others. By the way, how you have ever discovered a “bug in your computer” that you had to 

resolve? Actually, the term “debugging” evolved from the days when those giant computers used 

rows and rows of vacuum tubes? Whenever a bug—a grasshopper, a cricket, a cockroach, or 

other big insect--caused one of the vacuum tubes to “short out,” one of the computer attendants 

had to very carefully walk or crawl through the rows and rows of vacuum tubes until he found 

the shorted out bulb and replaced it and then carried away the insect, usually dead. Today, a 

computer-literate 6
th

 Grader can process more information on a PC in a single afternoon than an 

ancient Pharaoh‟s scribes could in a calendar year!  
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Workable Alternatives To the Zipper 

Is anyone here wearing any clothing or shoes with Velcro attachments? In about 1948, 

our mountaineering friend in Switzerland George de Mestral took a walk in the woods. When he 

returned to his home, he discovered that his clothing was covered with plant burrs. As he was 

removing them, he wondered if the principle of the clinging plant seed-sacs could be used to 

create a fastening device other than the zipper. He and a friend, a professional weaver in France, 

experimented until they developed “locking tape,” which proved difficult to mass-produce. Then, 

Mestral discovered that sewing nylon under infrared light forced small “hooks” to form in the 

nylon: this insight placed Mestral and his partner squarely on the line to successful production of 

Velcro—i.e., “vel” from “velvet” + “cro” from the French “crochet” (“hook”).   

 

Good, Great, Glorious Food Transported Safely and Easily To Your Site 

As I look around this crowd, I suspect that there may be several individuals among us 

who work. Have any of you workers ever known that you were going to be so busy on a given 

day that you wouldn‟t be able to go to the cafeteria at school or in the shop? And on that 

particular day, did you prepare and pack a lunch? In what did you pack it? Did you pack your 

lunch in aluminum foil, large paper bags, plastic pocket savers, or plastic bowls? Let‟s take 

another common event that used to occur but does not occur as often anymore: I am talking 

about what we used to call a “picnic.” What did you pack the picnic goods in? Did you wrap 

your sandwiches in paper towels, in plastic bags, or in aluminum foil and then just throw them 

all into a paper bag? Or did you use those wonderful plastic, air-tight, see-through Tupperware  

containers? If you used Tupperware, then you know why that line was such a marketing success.  

Earl Tupper of New Hampshire worked regularly as a tree surgeon. Because he had 

worked earlier at the DuPont Chemical Company--which had been producing plastics even 

before World War II—he was very familiar with the properties of plastics. When polyethylene-- 

invented in 1942 and used in radar, radio equipment, and insulation--came along, Tupper was 

enthralled with the new material. Too broke to purchase refined plastic, Tupper requested that he 

be allowed to buy left-over material. His former DuPont supervisor gave him some slag. Tupper 

cleaned the slag and then molded it into containers and kitchenware. Establishing Tupperware 

Plastics Company in 1938 and then finally offering in 1946 his wares to stores, he found that the 

public was not ready for his products. Brownie Wise, one of Tupper‟s first direct salespersons, 

designed and put into motion the special sales strategy that blossomed the company.  Using 

social networking, like that used by AMWAY and by World Ventures, Wise‟s “Tupperware 

Party” serviced neighborhoods across the nation.      

 

The Beginning of Armagedon? 

 On July 16, 1945 at 5:29:45 MST, a new invention “The Gadget” came forth and 

seriously humbled its creators. The director of that morning‟s test, Ken Bainbridge, remarked to 

the Project Director, “Now we‟re all sons of bitches!” The Director, quoting from the Hindus‟ 

Bhagavad Gita or Son of God, “I am become Death, the destroyer of worlds.” Isidor Rabi, 

another one of the creators, feared that he and his colleagues had upset the world‟s natural 

equilibrium. The Gadget was the atomic bomb. 

 Alerted in August 1939 by Albert Einstein and fellow scientists of the ongoing research 

by German scientists on the development of an atomic bomb, the American President Franklin 

D. Roosevelt authorized the “Manhattan Project.” That multilayered project spent over two 
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billion dollars
6
 from 1939 through 1945, challenged the knowledge and skills of several of the 

greatest scientists alive, and culminated in the mushroom cloud event in the New Mexico desert. 

 If you are not old enough to know “the rest of the story” (Shades of Paul Harvey!), or if 

you have just read about the event but not followed the ensuing impacts, the following summary 

is provided. The destruction-by-atomic-bomb of the Japanese cities Hiroshima and Nagasaki 

persuaded the Japanese to surrender in World War II.
7
 In negating the need for a massive 

beachhead landing of Allied forces on the Japanese mainland, the  bombing is credited with 

saving one million American and Japanese lives and the end of World War II in the Pacific.  

The continuing secret research produced the nuclear bomb, even more powerful than the 

atomic bomb. But the research also produced a major product for peaceful living—nuclear 

power. Although pro and con arguments continue to this day, nuclear power, in combination 

with wind power and solar power, may offer alternatives to our current dependence on coal, oil,  

and gas. As Comby claims, we have heated up our earth‟s atmosphere. As Comby claims,  

Our industrial civilization runs on energy and 87% of the world‟s energy is 

provided by the fossil fuels, coal, oil and gas…In burning fossil fuels, we inject 23 billion 

tons of carbon dioxide every year into the atmosphere—730 tons per second. Half of it is 

absorbed in the seas and vegetation, but half remains in the atmosphere. This is 

significantly altering the composition of the atmosphere and seriously affecting the 

climate of our planet.
8
  

Another source asserts, “The audited environmental product statement of the Vattenfal Energy 

utility shows that their Nuclear Power Plans emit less than one hundredth the Greenhouse Gases 

of Coal or Gas fired power stations.”
9
 Continued research over time with complete transparency 

will determine the validity of such reports. In the meantime, one of the giant threats to human 

life that has remained with us and with the entire world for over a half-century is the possibility 

of nuclear war. Even before Al Quida showed up, we had the persevering problem of a nuclear 

holocaust. The looming threat of a nuclear exchange between Pakistan and India over Kashmir 

persists to this day. Even though such an exchange would occur on the other side of the world 

from us, the radiation carried away from the exchange by the trade winds would travel 

throughout our world. We have even worried about accidental discharges like the Chernobyl 

disaster and the Three Mile Incident. And, of course, we worry about clandestine sales to rogue 

nations of materials and equipment required to produce nuclear weapons. Even this year, we may 

see one of the large “energy research” sites in Iran hit by a neighbor in self-defense. The Nuclear 

Arms Reduction Pact signed recently in Prague by American President Obama and Russian 

President Medvedev and the standing Treaty on the Non-Proliferation of Nuclear Weapons offer 

some comforts. However, it remains scary to me to remember that the Ukraine refused to 

dismantle “…what was the third largest strategic nuclear weapons arsenal in the world…larger 

than that of Britain, France, and China combined,”
10

 until it received written security guarantees 

from the United States, Russia, France, and the United Kingdom. The written assurances were 

issued, and from 1994 through June of 1996, the Ukraine sent its 1,900 nuclear warheads to 

Russia for dismantling/destruction: in doing so, the Ukraine became a member of the TNNW. 

(By the way, guess where the majority of those 1,900 warheads had been aimed back during the 

Cold War and were still aimed until the 1994—1996 dismantling. Yep. At all of us in the West.) 

 

Another Killing Technology Transformed Into Peaceful Benefits 

 Wernher Magnus Maximilian Freiherr von Braun served as one of the senior German 

scientists who designed the awesome V-2 rockets that rained so much damage on England during 
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World War II. Sensing that Germany was about to be defeated and that they would soon be taken 

into custody by either the Russians or the U.S., von Braun and several members of his team 

determined that they should surrender to the U.S. As von Braun explained,  

We knew that we had created a new means of warfare, and the question as to what 

nation, to what victorious nation we were willing to entrust this brainchild of ours was a 

moral decision more than anything else. We wanted to see the world spared another 

conflict such as Germany had just been through, and we felt that only by surrendering 

such a weapon to people who are guided by the Bible could such an assurance to the 

world be best secured.
11

 

Amazingly luckily, von Braun‟s brother, who was also a member of the rocket team, rode his 

bicycle around the countryside until he found a U.S. Army private to whom the offer of 

surrender was tendered. In a secret “Operation Paperclip,” von Braun, his brother, and several 

other close members of his research and development team were taken into custody, recruited, 

and transported  to the United States. He and his team applied their talents to the US Army‟s 

effort to design and construct the  intermediate range ballistic missile. Upon their success, von 

Braun and his team were transferred into the NASA where he directed the new Marshall Space 

Flight Center. After ten years of working in the United States, von Braun gained his American 

citizenship.  Parallel with his scientific work and achievements, von Braun popularized the 

notion of space travel. He predicted that future exploration of space and space travel would be 

achieved through rocket power. As the technical director, he worked with Walt Disney and the 

Disney studios on a three-parts series on the exploration of space. He envisioned a space station, 

a manned lunar landing, and even a trip to Mars. As “Sputnik” (Russian for “satellite.”) began to 

circle our globe, the U.S. military‟s interest in and the NASA‟s support of the work of von Braun 

and his team gained momentum. President Kennedy conferred with von Braun. As the Cold War 

grew colder, the work of von Braun and his team gained even greater significance. Over time and 

with intense application of his talent, von Braun became the leading architect of the Saturn V 

launch vehicle. The Saturn V superbooster was the powerful device that “…propelled the Apollo 

spacecraft to the Moon.”
12

 Von Braun was awarded the 1975 National Medal of Science. 

 

Swift, Sturdy, and Versatile Transporter 

Now let‟s switch to a more conventional weapon, one that does not cause such terrible 

destruction as The Bomb, whether it be conventional, atomic, nuclear, or dirty. Let‟s talk about 

what General Dwight G. Eisenhower, Supreme Commander of Allied Forces in the European 

theater in World War II, claimed was so effective that he declared that “America could not have 

won World War II without it!”  

During the year before the Japanese attacked Pearl Harbor and persuaded us to enter 

World War II, our Army finally realized that it needed a lightweight, small—in relation to its 

regular trucks and tanks, and fast vehicle that could traverse all kinds of terrain. Our Army 

placed with our American car manufacturers what I would call today a “Request for Proposal.” 

That “RFP” prescribed that a prototype of a general purpose vehicle be produced according to 

very specific U.S. Army specifications; the RFP also stipulated that that prototype be delivered 

within forty-nine days! From the fierce competition that that RFP triggered, a truck company 

won the contract. According to the basic Army requirements and by the due date, the Willy‟s 

Truck Company beat its competitors with its MB Model. In the European Theater, much later in 

the Occupation of Japan, and even much later during the “police action” in Korea, the MB or 

“the Jeep”
13

 proved itself by transporting personnel and light materials in preparation for battle, 
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during battle, and afterward. The Jeep‟s speed, versatility, and durability saved many lives and 

enabled our side to win victory after victory. The Jeep‟s maneuverability through flat lands and 

rugged country, even under fire from enemy guns, endeared itself to our G.I.‟s. Even the 

Commander-in-Chief of Allied Forces in Europe, General Eisenhower pronounced its blessing. 

Because of its usefulness and efficiency, The Jeep was adopted by the U.S. Postal Service 

and used to deliver mail up through our recent modern times. In contrast, in today‟s American 

world, the new-model Jeeps are far cries from the original standard model: the new Jeeps have 

more metal, more conveniences, and disappointing gas mileage; they are more dressed up in 

varying colors and added adornments. Just as the extremely comfortable, especially nourished 

and nurtured, and extremely egocentric, ethnocentric, and provincial teenager of today is so 

different from the raw-boned, courteous, respectable, quiet, and thoughtful teenager of our 

1940‟s, so is the garish modern jeep with heated front and rear seats, its 4 wheel drive, and other 

off-road features so different from the original MB model.    

 

IFO‟s (Identified Flying Objects) 

 Back in the 1870‟s in Warren, Connecticut, an enterprising baker figured that he could 

secure some free advertising for his bakery if he pressed his family name in relief on his pie tins 

in which his home-made pies were sold. He reasoned that as a housewife began to bake a new 

pie in his reusable pie tin, she would look down and see the name and, possibly, just save time by 

going back to the bakery for another pie. That idea that William Russell Frisbie, the baker, came 

up with worked so well that his bakery expanded throughout the state. 

 Much later, in the 1940‟s, students at Yale University decided for some reason unknown 

today that throwing baker Frisbie‟s pie tins to and at each other could be fun. A bit earlier, in 

1938, a Los Angeles building inspector named Walter Frederick Morrison and his wife Lucile 

were playing on the beach at Santa Monica, California by tossing back and forth to each other a 

cake pan. A stranger saw the fun and asked if he could buy the pan for $ .25. Since the pan had 

cost only a nickel, the pan was sold immediately. Then, Morrison and his wife reckoned that they 

had arrived on a swell money-making idea. But World War II interrupted, and Morrison flew P-

47‟s for the U.S. Army Air Force and, later, spent time as a prisoner of war. When he returned to 

civilian life, he designed and experimented with several flying “Whirlo-Way” discs. Morrison 

and his business partner marketed their products and later introduced their improved versions, 

the “Flyin-Saucer” and the “Pluto Platter.” Morrison sold his flying disc to Wham-O and 

received an estimated $ 2,000,000.00 in royalties. Wham-O‟s Richard Knerr renamed the disc 

the “Frisbee” in honor of the old baker. The gigantic success of the Frisbee, however, was the 

redesign and improved disc that Wham-O‟s “Steady” Ed Headrick, new General Manager and 

Vice-President, engineered. Headrick‟s innovations and marketing savy produced a professional 

model, founded “The International Frisbee Association, and elevated Frisbee-throwing as a sport. 

At his death, Headrick—“the Father of Disc Sports” was cremated and his ashes, molded into 

memorial Frisbees, were given to family and close friends.
14

   

 

Accidental Births Can Be O.K. 

 Richard James, a naval engineer, was assigned to find a way to measure horsepower on 

battleships. Working with some tension springs, he dropped one of the springs. Watching the 

spring keep moving after it had fallen to the ground, he envisioned a toy: after two years of 

experimenting, he developed the new toy in 1943. To name the new toy, Betty, James‟s wife, 

suggested a Swedish word “Slinky” for “sleek” or “sinuous.” Going into business with $ 500.00, 
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James and his wife mass produced and sold the “Slinky” worldwide: an estimated “quarter of a 

billion Slinkys .. have been sold worldwide.” A midlife crisis prompted Richard to leave Betty 

and their six children and the Slinky Empire to do religious work in Bolivia. Betty saved the 

company, improved the quality of the Slinky, introduced new spinoffs, and finally sold the brand 

to Poof Toys. In 2001, she “was inducted into the Toy Industry Hall of Fame.”
15

 

 

Willy Nilly, Silly Putty 

 Attempting to produce a synthetic rubber in 1943, James Wright, an engineer, retired his 

product on his shelf for its lack of the properties that he sought. Years later, a Dow Corning 

Corporation salesman amused some customers with the putty: one of those customers realized 

the potential of the putty as a new toy. Endorsed on the “Howdy Doody Show,” in 1957, silly 

putty evolved into a fad toy and found new uses as a grip strengthener and art medium. 

 

Another Wonderful Decade of Revolutions Off the Street 

Whenever we warm our rolls and muffins in the microwave, entertain ourselves with 

multicolored television,  process enormous amounts of information on a daily basis, close up our 

oldsters‟ shoes with Velcro, warm and/or cool our homes with new energies, imagine going on a 

vacation into space, carry our families and ourselves in one of those new 4 by 4 SUV‟s to the 

picnic area, carry our picnic snacks in air-tight plastic cases, throw flying discs around the picnic 

area or let our children watch the slinky or play with their silly putty, we are enjoying the fruits 

of eleven specific revolutions off the street from the decade of the 1940‟s. We are truly blessed. 

 

Pleasures with Spices 

 While inventors of these eleven inventions were making their contributions, other unique 

persona were achieving their own respective contributions. Each artist challenged all who had 

come before, each performed in a style that transformed the particular genre, and each 

profoundly touched the audience.   

In spite of the eleven new inventions mentioned above, many families across America of 

the 1940‟s never received the benefits thereof until much later. Color television didn‟t “take off” 

until the 1960‟s. P.C.‟s had to wait decades for Bill Gates, Steve Jobs, and their brilliant 

colleagues to get born. Velcro came much later. In the meantime—i.e., in the 1940‟s--the 

majority of Americans, particularly those of us who lived in rural areas, had to rely on the radio. 

When our neighborhood was alerted by a loudspeaker on a fire truck to go over to a particular 

church in town to hear important news, we drove over. Since most of the town‟s citizens did not 

own even a radio in those days, one of the large churches in town had hooked a loud speaker into 

the church‟s only radio and hung the speaker from an open window on the side of the building. 

Sitting in our cars on the street or sitting on the grassy lawn, we listened carefully and silently 

and in awe as our American President delivered his “This day will live in infamy…” speech.  

From my father‟s car radio, he and my uncle and I kept up with the careers of Joe Louis 

and of Sugar Ray Robinson. Both boxers had served in the U.S. Army together and remained 

great friends after they got out of the service and returned to their careers. My dad, my uncle, and 

I heard the rematch between Louis and Billy Conn. We heard the terrible second fight with the 

younger Jersey Joe Walcott when Joe knocked out Walcott in a later round. Then, Louis retired.  

From the newspapers, we learned later that the I.R.S. had filed a massive tax bill against our 

hero; apparently, his handlers, especially his “manager” Mike Jacobs had taken his own interests 

more earnestly than he had taken those of Louis. To pay off the I.R.S. tax bill, our aging and 
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retiring U.S. Army veteran, winner of the Legion of Merit had to come out of retirement to 

accept challenges from much younger and much more fit heavyweights (In 1953 when Joe 

Louis‟s mother died, the I.R.S. even seized the $ 667.00 that his mother had willed to Joe.). To 

continue paying his I.R.S. bill, Louis agreed to meet Ezzard Charles. Louis, 36 years old, had 

quit boxing for two years, and his natural reflexes were aged.   My dad, my uncle, and I heard the 

fight between Ezzard Charles and Louis on my dad‟s car radio. We all three wept—Not openly, 

of course, since we were all three Texas men!—as Charles gave the old man a severe beating and 

won the fight. Because his income from that fight was so low, Louis agreed to fight the young 

Rocky Marciano, undefeated contender. As a youth, Marciano had looked up to Louis as an 

American idol and was reluctant: as Marciano publicly admitted, “This is the last guy on earth I 

want to fight.” However, because he knew that Louis needed the money from the bout to pay the 

I.R.S., Marciano agreed. Predictably, the much younger fighter gave the aged fighter the 

“vicious, savage beating” that the audience had anticipated and paid for.
16

 Again, the three of 

us—my dad, my uncle, and I—listened to the fight over my dad‟s car radio. Again, we all three 

wept—this time openly (To hell with Texas manhood! This was wrong!!!) I realized that night 

that America does not always treat its heroes well, especially if they‟re black! 

Sugar Ray Robinson is known by sportswriters, the International Boxing Hall of Fame, 

The Ring Magazine, Sugar Ray Leonard, Joe Louis, and Muhammad Al as “the greatest boxer of 

all time”; the best “„pound for pound‟ boxer, regardless of weight”; and, simply, as “The 

Greatest.” His record shows why. 

Robison was 85—0 as an amateur with 69 of those victories coming by way of 

knockout, 40 in the first round. He turned professional in 1940 at the age of 19 and by 

1951 had a professional record of 128—1—2 with 84 knockouts. Robinson held the 

world welterweight title from 1946 to 1951, and won the world middleweight title in the 

later year. He retired in 1952, only to come back two and a half years later and regain the 

middleweight title in 1955. He then became the first boxer in history to win a divisional 

world championship five times.
17

  

As he was growing up in Detroit, he lived in the same block as Joe Louis whom he idolized; 

Sugar Ray was 11 years old while Joe Louis was 17. They were lifelong friends. Robinson 

fought in both the lightweight and welterweight divisions. He fought Jake LaMotta (Remember 

the movie Raging Bull?) six times; as Jake would say later, “I fought Sugar Ray so often, I 

almost got diabetes.”
18

 Robinson was weeping in the dressing room when the hurt Joe Louis had 

to be helped to walk back to the dressing room after his fight with Marciano. Marciano himself 

came over to comfort Joe, “I‟m sorry, Joe.” “What‟s the use of crying?” Louis said to everyone 

in the room, “The better man won. I guess everything happens for the best.”
19

    

As long as I sat in the darkened balcony—the “Colored Section”--I could see two feature 

movies, two serials, two cartoons, and two shorts each Saturday by paying one thin American 

dime for admission. Since I could mow a lawn after school for $ .30 every week, I could build 

my “MICELLANEOUS COLLECTIONS” and go to the “shows” every Saturday. Over several 

years, I saw Sergeant York (1941), Citizen Kane (1941), Casablanca (1942), For Whom the Bells 

Toll (1943), National Velvet (1944) starring twelve year old Elizabeth Rosemond Taylor, and 

many other classics. I saw the Marx Brothers and Abbot and Costello.
20

 The serials had “The 

Lone Ranger and Tonto,” “Lash LaRue,” and a space travel fantasy. The “shorts” ran on a “short 

reel” that lasted about ten minutes. Usually, travelogues or “DEMON WEED” alerts, they often 

presented spectacular performances. The best that I recall with joy featured LiliSt. Cyr. I was 
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upset the day when I had to pay $ .35 as an adult—that is, the price for an individual “at the age 

of twelve years and more.” 

The Big Bands of Glenn Miller, Benny Goodman, Count Basie, Tommy Dorsey, Duke 

Ellington, and Harry James filled the dancehalls while Bing Crosby and Frank Sinatra crooned, 

Gene Krupa beat his drums; and Doris Day, Nat King Cole, and Louis Armstrong thrived.  

It may be impossible for youngsters to imagine what life was like in those more simple 

times. In reality, though, the 1940‟s was one of the most eventful eras that the whole world had 

lived through. World War II proved to be the most destructive struggle in history up to that 

decade. As Americans discovered the Holocaust, they championed the War Crimes Tribunals in 

Nuremberg and in Tokyo. In 1945, American President Truman  named Eleanor Roosevelt as a 

delegate to the newly-formed United Nations. She pushed through the U.N. the United Nations 

Universal Declaration of Human Rights which she called “the interrnational Magna Carta of all 

mankind.”
21

 Westminster University in Fulton, Missouri invited Churchill to accept an honorary 

degree: Churchill accepted and travelled to Missouri; President Truman travelled over a thousand 

miles to attend the ceremony for his recent ally in World War II. During his acceptance speech 

on March 5, 1946, Churchill warned of the “Iron Curtain” descending on Eastern Europe.Some 

historians claim that that speech actually marked the beginning of “The Cold War.”  With the 

National Security Act in 1947, Truman established the Central Intelligence Agency. Truman 

desegregated the U.S. Army in May 1948 with his Executive Order No. 9981. And, of course, 

the tsunami labeled the “G.I. Bill” remodeled the socio-economic distributions of the American 

citizenry. Impacts from that unprecedented G.I. Bill mushroomed the American Middle Class.                                                               

 In final summary, the 1940‟s offered much simpler contexts for daily living than those 

offered by today‟s multilingual/multicultural international/intra-national world. But, frankly, 

they were never dull. Besides all of the wars and bona fide—i.e., traditional--revolutions around 

the world, there were revolutionaries off the street all across America.    
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It has been said life imitates art. Certainly art influences life. 

Images of actors, models or singers motivate fashions, behaviors and purchases. 

 

Every image influences its observers. It has been posited our culture changes so quickly and 

constantly that 4 years makes a cultural generation.   

 

If so then cultural icons easily appear, function, then disappear within a Presidential term. Effects 

of a cultural icon may well last longer than the image bearer’s career. 

 

My interest here is to compare and contrast two iconic actors in film. 

I define “icon” as a person taken as a role model. 

 

Thanks to reruns on broadcast television, cable television, or purchase of films a given actor, 

director or fashion may last for decades. The past is prologue. 

The past is not even past. to quote two established aphorisms. 

 

We are all carriers of cultural experience.  

The experience of one generation is not the same as its parents or older siblings.  

How something happens to strike you is one variable.  

Availability or access to a film or TV program or book is crucial. 

 

A cultural influence can be domestic or foreign.  

Humphrey Bogart and Bruce Willis are understood as important cultural  

figures in France although neither had direct connection with French culture.  

 

Richard Slotkin in his book GUNFIGHTER NATION provides basic definitions: 

Ideology is a basic set of concepts, beliefs & values that define a nation. 

Genre is the way to articulate ideological concepts. 

Mythology is the accepted “givens” of any culture. 

 

Humphrey Bogart was a respected actor as well as a movie star. 

He worked at his craft and was outspoken about what he considered good or 

unacceptable work in writing, directing or acting by himself or others. 

 

He is understood to have made 75 feature films in a 30 year film career.  

Bogart played lead roles as well as supporting roles and in various film types. 

He is remembered mostly as a tough guy whether a criminal or a detective. 

 

Although his persona was of a rough character he came from the upper crust. 

His father was a society doctor and his mother was an illustrator. 

The name Bogart is Dutch for “Orchard.” 

 

Humphrey DeForest Bogart lived from 1899 until 1957. 

He was a New York stage actor for several years then went into movies in 1928. 

His career was limited by popularity of other actors who received good scripts. 

He often played supporting roles between 1928 and 1936. 
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The most unlikely role was of a Mexican bandit in THE OKLAHOMA KID. 

James Cagney played a cowboy there so it was unlikely for him as well. 

 

Bogart played in various types of films since he worked under the Studio System. 

Hollywood actors were controlled by the studios from the 1920s until the 1950s. 

 

By that time a generation of stars were able to complete contracts. 

Once they had no contractual obligation but were still “bankable.”  

Some star actors formed production companies. 

 

James Stewart is understood to have been the first actor to do so. 

His 1953 film BEND OF THE RIVER was made by his production company. 

Bogart began his production company, SANTANA, named after his boat. 

He made several films with his company in the 1950s. 

 

Due to his high society upbringing he developed a disdain for phonies. 

Bogart was a committed New Deal Democrat for all of his life.  

During the McCarthy era he had to defend himself as not being a Communist. 

 

Some expected Bogart was from the lower class. 

It was expected his name was a truncated version of an Eastern European name. 

He never hid his family background but he never advertised it. 

 

Humphrey Bogart has been named as a high ranking Hollywood icon. 

Various magazine surveys of film critics either rank him as #1 or near the top. 

He was a professional actor who came to work with lines learned. 

 

Bogart said: “You only owe your audience a good performance.” 

That statement defined two crucial concepts: 

--He would give his audience a good performance. 

--The other dimensions of his life were inconsequential. 

 

Our capitalist culture includes an admiration for high achievers. 

A star actor is sometimes admired for doing good work and being rich. 

 

In the 1930s he was asked why he was being paid $30,000 per film. 

His reply was: “Because I’m worth it.” 

 

He made a point: the studio would pay it so he accepted it. 

If he was not worth that much he would not be paid that much. 

If the studio paid him $30,000 per film the studio was making much more.  

He has been quoted as saying “The world is usually five drinks behind me.” 

This quotation has various particulars its but meaning is always clear. 

 

He was a heavy drinker and heavy smoker. 

In his final few days he was in a coma. 
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He went through the motions of lighting and smoking a cigarette. 

 

Humphrey Bogart was a second lead in films from 1928 until 1936. 

His lead role in 1936’s The Petrified Forest established him as a leading man.  

He had played the lead character of Duke Mantee on Broadway. 

 

Leslie Howard insisted Bogart play the role in the film. 

Warner Brothers wanted to cast Edward G. Robinson.  

This role made Bogart a bankable star for 20 years.  

 

Bogart routinely played a smart tough courageous man of honor. 

If he played a criminal he was a criminal with a sense of decency. 

If he played a detective he was relentless in seeing justice done. 

 

I have focused on four memorable films of his to show genre, ideology & mythology. 

My personal favorite Bogart film shows is 1941’s All Through The Night. 

He plays Gloves Donahue who is a professional gambler. 

 

The role is important: he is in organized crime but not violent crime. 

Donahue accidentally uncovers a Nazi organization in New York City. 

He organizes other likeable criminals to defeat the Nazis. 

 

Donahue explains to his fellow gangsters the Nazis will persecute them. 

The status quo allows them to operate but Nazis will hunt down everyone. 

 

Bogart shows well-organized timing as well as comic gifts. 

When he finds himself at a Nazi meeting he has to give a verbal report. 

Donahue gives a classic double-talk routine that confuses the Nazis. 

 

It was common in the 1930s & 1940s for theatres to have 2 bills per week. 

Many people went to the movies once or twice a week. 

 

Hollywood produced A-films with big stars & budgets routinely. 

B-films with lesser budgets & stars were the second half of double features. 

 

It was routine for a popular actor or skilled director to make 3 films a year. 

The studio system was well organized in the “business” part of show business. 

Scripts, sets and locations were organized efficiently and actors were employees. 

 

Some “programmer” films turned out to be happy accidents of high quality. 

All Through The Night makes good points about Bogart and his time. 

 

His generation grew up when infections were the usual cause of death. 

Many families lost a child so most people had siblings or schoolmates who died. 

The largest decade of legal immigration was 1900 – 1910. 
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As Robert Bly says in The Sibling Society these people knew tragedy. 

They knew life was a difficult proposition. 

They knew how to have a good time but at the right time. 

 

The middle class was about 25% of the population. 

Today the middle class is about 80% of the population. 

There was a large population of unskilled, semi-skilled & even illiterate people then. 

 

Bogart’s Gloves Donahue was well dressed and well controlled. 

He stood with confidence of his body and authority. 

What is striking is his daily costume of suits, ties, hats and shined shoes. 

 

The ideology is of a flexible free society where criminals can operate within limits. 

Donahue only uses violence to protect himself or others or the United States. 

His enemies are ruthless, mean-spirited and surprisingly stupid. 

 

The genre used to make the point is a well-paced script and film. 

Bogart and cast were mostly experienced Hollywood actors. 

Each of them gives a well-crafted performance. 

 

The mythology is of American victory even over well-organized enemies. 

 

Many of the film’s actors, such as Bogart, had extensive stage experience. 

Stage actors use their body, face and voice with practice and polish. 

Actors with only film or television experience tend to be limited to close-ups. 

 

The mythology given is America’s enemies are foreigners. 

Americans can defeat the bad guys but we must be tough and resourceful. 

Donahue is well dressed, intuitive, tough, smart and has a little luck on his side. 

 

The Maltese Falcon (1941) was a happy accident of excellent casting. 

The script, direction and artwork were classic. 

Bogart plays Sam Spade, a detective, whose partner has been killed. 

 

The Maltese Falcon has been named as the first film noir. 

This “dark film” features an emotionally or even physically injured hero. 

He is not a sterling character but is likely to seek redemption in his heroic acts. 

 

Spade is committing adultery with his partner’s wife. 

Spade is willing to treat others disrespectfully and violently. 

He threatens to kill a gunman who threatens him. 

 

The supporting cast is perfectly cast with villainous stage actors. 

Bogart commands the role as a well-dressed thoughtful detective. 

He gathers information before he acts but acts decisively as needed. 

 

-123-



The ideology is justice will be done roughly and appropriately. 

Spade says so at the end: when your partner is killed you must do something. 

He calls the police to give the woman he loves to them. 

She is a murderer and she must pay for her crimes. 

 

The genre is the murder mystery told from the detective’s point of view. 

Sam Spade is a careful interviewer and able-bodied opponent. 

Spade always is dressed in a suit and necktie with an appropriate hat. 

 

Casablanca (1942) was filmed after American entry into World War II. 

The film explained American purpose in the war to the audience. 

Bogart plays a shadowy character living in North Africa during the war. 

 

Rick Blaine apparently is a gangster who wound up overseas. 

It is mentioned he cannot return home but it is stated that the reason is unclear. 

He plays the French and the Germans against each other for his own survival. 

 

The character once had an affair with the wife of a Czech patriot. 

He and she thought her husband had died but they later learned he was still alive. 

 

Rick helps various characters escape the Germans. 

He aids Ilsa and her husband to escape the Germans at the risk of his life. 

The film ends with him and a local policeman leaving to join the Free French. 

 

This film was not expected to be anything out of the ordinary at the time. 

It has gained cult stature since its release as a happy accident of all dimensions. 

 

The ideology is America has unexpected resources against the Nazis. 

Our people, even expatriates, are tough and shrewd and somewhat lucky. 

The Nazis are a fearsome opponent but can be defeated by us.  

 

The genre articulates faith in victory although there will be costs. 

Americans could be tougher and smarter than our enemies. 

 

The mythology is of the “Social Bandit”: the good-hearted deviant. 

This legend is sometimes applied to Jesse James. 

Jesse James has been said to pay mortgages for poor widows. 

He would rob the banker after the receipt had been written. 

 

Bogart plays a Social Bandit here: a bad man doing good things. 

 

As an actor Bogart was constantly at work. 

He was always planning his next film while working today. 

He was highly paid but essentially an employee. 

 

Bogart was “bankable”: audiences paid to see his films. 
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His characters were intelligent, possibly poorly educated but heroic. 

His characters were attractive to women without effort. 

 

The sets and timing of his films are more like plays than today’s films. 

He rarely had scenes outdoors and rarely in crowds. 

Bogart’s stage presence translated well onto the screen. 

His lisp due to an injured upper lip marked him as a troubled man of trouble. 

 

It has been said his characters could be tough without a gun. 

His characters could fight but only did so when talking was futile. 

His characters seemed to know they could handle any situation. 

 

His generation knew life was a difficult proposition.  

They knew when to have a good time when it was the right time. 

 

The Big Sleep (1946) had Bogart play a relentless detective. 

Phillip Marlowe is a rough police officer fired for insubordination.  

He is now a private detective working for an old money family. 

 

The plot is convoluted in the book and this version of the film. 

One famous wrinkle was one plot point being unresolved: 

Owen Stewart, the rich family’s chauffeur, is killed. 

 

Howard Hawks, the director, telegraphed Raymond Chandler the author. 

Hawks wanted to be sure he assigned the murder to the proper character. 

 

His telegram to Chandler asked: “Who killed Owen Stewart?” 

Chandler’s telegraphed reply was “How the hell do I know?” 

 

The staples of film noir are found here: a noble flawed hero, a quest & dames. 

Phillip Marlowe has to deal with lies and liars and beautiful women and danger. 

Marlowe refuses to give up when threatened and fears no one. 

 

Bogart is always dressed well but his clothes look rumpled. 

It is as if he slept in his clothes or could not afford to have them pressed. 

He drinks routinely and smokes constantly. 

 

Marlowe solves all mysteries presented to him of missing persons and blackmail. 

He does it by his experience and his hunches and his careful handling of others. 

 

One striking practice is Bogart keeping his hat on indoors. 

At the time men did wear hats but removed their hats indoors. 

They removed their hats in the presence of a lady. 

 

Philip Marlowe does remove his hat in some instances. 

It is clear Bogart is wearing a hairpiece that lay imperfectly on his scalp. 
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Bing Crosby and John Wayne wore hairpieces in their careers. 

They also tended to wear hats whenever it was plausible. 

 

Most of the film was shot indoors and many women find Marlowe attractive. 

Marlowe says he is 38 but Bogart was in his late 40s then. 

 

The ideology is the truth will out despite violent criminals and lazy police. 

Marlowe will not quit and will not be intimidated. 

He will shoot if he has to shoot and fight if he has to fight. 

He will lie or obfuscate as needed when the means justify the ends. 

 

The genre is a well-crafted well-edited story about inexorable justice. 

The pace is leisurely but without distraction. 

 

The mythology is the accepted given of justice triumphing over evil. 

Marlowe solves the mysteries presented and punishes miscreants. 

 

Humphrey Bogart was of a generation where alcohol & cigarettes were enjoyed. 

Health risks of either substance were a folk belief rather than medical fact. 

His generation smoked, drank and ate without concern. 

“Nazis” was a concept that did not connect with the word “Health” then. 

 

Bruce Willis was born in 1955 two years before Bogart died. 

Willis has been a television actor and film action star. 

Willis’ initial fame was from the television program Moonlighting. 

 

Bogart worked from 1928 until 1936 as a B-movie actor. 

He honed his craft and hoped for a star vehicle. 

He was paid well but was a minor player for years in the film industry. 

 

Just as Bogart made forgettable films for years Willis made TV shows. 

Willis’ persona on Moonlighting was of a comic detective. 

His character, David Addison, Jr, was a comic marginally able Private Investigator. 

 

Willis made a few films that had no positive results. 

He was cast as John McClane in DIE HARD at the last minute. 

So far DIE HARD was a financial success with three sequels. 

A 4
th

 sequel, a fifth film in the series, is being organized. 

 

The ideology of all four films is identical: one man can make a difference. 

In each film his character is suddenly plunged into a terrorist plot. 

  

The genre is the suspense/action film with rare dots of humor. 

The clever writing angle has the viewer learn about the plot as McClane learns. 

John McClane is a tough guy Everyman fighting in the War Against Terrorism. 
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The mythology continues from the Bogart era and legend: 

Americans can and will defeat outside enemies. 

Americans are tough, smart and relentless. 

The bad guys should be pitied: they will always pay for their crimes. 

 

DIE HARD (1988) is a chase film, a special effects extravaganza and a serial. 

John McClane is a New York City police officer visiting Los Angeles. 

He is traveling to see his estranged wife Holly. 

 

Whereas Bogart’s characters apparently were unmarried McClane is a husband. 

McClane has arguments on screen with Holly about reuniting. 

He wants to resume their marriage but Holly is unsure. 

 

Apparently her complaint is his devotion to duty and emotional neglect of her. 

She does not mention abuse or adultery or addiction. 

The equality of the spouses reflects the social world of 1988 America. 

 

The plot’s conflict appears when a Christmas party turns into a hostage scene. 

Terrorists take over the party in a conglomerate’s headquarters. 

McClane, who has his service firearm, is the only opposition to 13 terrorists. 

 

Within a running time of 131 minutes John McClane dispatches 13 terrorists. 

He is mostly alone but has some help from the Los Angeles Police Department.  

 

Where Bogart was always dressed in a respectable fashion, 

Willis is in his undershirt with no shoes or socks in DIE HARD. 

 

He has no shoes and no shirt but gives patriotic service. 

Respectability has become looser and less focused in our era. 

 

At the end of DIE HARD McClane has used terrorist weapons against them. 

He has outsmarted well-organized criminals by manipulating their blind spots. 

 

He has chased and been chased throughout a skyscraper. 

He apparently has repaired his marriage by saving his wife from certain death. 

 

DIE HARD 2 (1990) has been called the first Western to take place in an airport. 

The technology of telecommunications and airlines are central to the plot. 

Terrorists rescuing a character similar to Manuel Noriega are his opponents. 

 

These terrorists are American Army veterans and active duty personnel. 

Only McClane can suspect and have hunches about the plot unfolding. 

In all of these films he is an expert shot who always kills his target. 

 

The shootings require at least 3 shots in each instance. 

He takes falls and rolls with them and stands up to fight again. 
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McClane is a smoker: he is possibly the last film hero to smoke onscreen. 

 

In this film he uses the pun: “Just the fax” to echo “Just the facts” in DRAGNET. 

In the original film he is referred to as a “cowboy.” 

This is the ideal self-image of the American male: a tough loner. 

 

McClane takes his chances and seizes his opportunities. 

His resourcefulness is clearly proceeding from James Bond’s example. 

McClane is always casually dressed and unconcerned about appearances. 

 

DIE HARD 2‟s climax is when he uses a cigarette lighter to explode a jet airliner. 

The film is a wild ride of one fight after another. 

 

The DIE HARD films are like a 1930s serial: one cliffhanger follows another. 

 

The ultimate risk is of Holly in an airplane. 

The plane lands safely so Holly is safe and reunited with John. 

The mythology of a good marriage is a hope for many in the audience. 

A mistaken idea of a 50% divorce rate makes the reunion satisfying for viewers. 

 

DIE HARD WITH A VENGEANCE (1995) has John meet a new partner. 

Samuel L. Jackson plays a Harlem storeowner involved in the plot by chance. 

Holly never appears but John telephones her in the film. 

 

John and his new friend Zeus run all over town in a game of “Simon Says.” 

Terrorists have set bombs that must be defused. 

John learns the head terrorist is brother of a man he killed in DIE HARD. 

 

This film had alternate endings scripted with one filmed. 

It proves the practice now Hollywood is run by businessmen rather than showmen. 

Showmen would determine a satisfying ending and leave it. 

 

(There is the rumor of an alternate ending to CASABLANCA. 

However I have never heard of anyone who viewed it or saw it done.) 

 

LIVE FREE OR DIE HARD (2007) deals with cyber terrorism. 

Confusing complications occur and are slowly revealed and explained. 

John McClane has a teenaged computer hacker as his sidekick. 

 

This film is full of special effects and plot twists. 

McClane is unaccustomed to computers and telecommunications. 

He is a bodyguard to the hacker and the hacker is his technical advisor. 

 

John’s daughter Lucy appears but his wife does not appear. 

John saves his daughter from death in the last sequence.  
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A fifth DIE HARD film has been announced for the future. 

There has been no studio information on the plot or schedule. 

 

The eras and images and politics of Bogart and Willis contrast clearly. 

Today’s film audiences were raised on television and video games. 

Video games are now often the basis of films. 

Novels were the basis of films in many cases in Bogart’s career. 

 

Willis films have much larger budgets, many special effects and crowds. 

He often is outside in crowds and often interacts with black people. 

Humphrey Bogart’s only significant interaction with a black character was in 

CASABLANCA when he had a black piano player in Rick’s Café. 

 

Public image is much different now. 

Where Bogart wore a hairpiece Willis has allowed himself to go bald. 

He has appeared in public and in film with a naturally bald head. 

 

Bogart and his friends were staunch New Deal Democrats. 

He campaigned for Adlai Stevenson in 1952 to put his money where his mouth was. 

Bruce Willis has supported Republican candidates & occasionally Democrats. 

Willis seems to have no specific political principles like Bogart. 

Where Bogart dressed well Willis dresses without concern. 
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 The purpose of this research project was to examine the differences between principal 

mentors and student interns’ perceptions of the effectiveness of a principal preparation program 

with respect to integration of ELCC/state standards for principals. The coursework for this 

principal preparation was delivered totally online. 

 

Background 

 

 In the past decade, the technology of online learning has matured. Smith and Mitry 

(2008) found online higher education can be offered in the form of equal-quality and equal-

standard learning that is an economically viable option for students. In 2007, a university located 

in Texas implemented an online master’s degree program in education leadership leading to 

principal certification with an internship as the culminating project. To date, over 3,000 students 

have completed this program. During the internship students are offered the opportunity to apply 

knowledge and develop skills in and an actual field-based education setting. 

 The principal internship is a self-paced 18-month experience based upon state standards. 

The internship contains several reviews by professors and the principal/mentor that have been 

spaced to coincide with different courses and learning tasks to provide the intern with 

performance guidance. The accumulation of internship hours begins with the first course and 

ends with the 11
th

 course. In the campus-supervised portion of the internship, students develop a 

plan based upon several self-assessments. There are skill activities in the practicum textbook that 

the intern students use as a guide. The interns’ principal/mentor is expected to meet regularly 

with the intern to discuss experiences and facilitate the interns’ activities. In addition, the 

principal/mentor critiques projects and provides coaching in the areas that need improvement. 

Lastly, principals/mentors evaluate their interns 18 months of activities relative to the 

ELCC/state standards. 

 

Purpose 
 The purpose of this study was to identify mentor principals’ (mentors) and principal 

preparation interns’ (interns) perceptions of the characteristics and abilities needed with respect 

to ELCC standards for successful principal leadership in today’s schools. In addition, mentor and 

intern concerns and recommendations relative to principal preparation were solicited. 

 

Literature Review 

 

 Topics for this literature review include the following: Standards, community leadership, 

instructional leadership and administrative leadership. 

 

Standards 

 Standards-based education reform in the United States began with the publication of A 

Nation at Risk in 1983 (Guthrie & Schuermann, 2010; Marzano & Kendall, 1996). Guthrie and 

Schuermann (2010) noted that development of standards heightened accountability for educators 

across the nation. These authors further noted the prominent role standards and accountability 

play in the No Child Left Behind Act of 2001. Marzano and Kendall (1996) suggested that it 

became the responsibility of state and local leaders to improve the state education system 

through the development of policies to increase the rigor of graduation regiments. While these 

first attempts had less than successful results, they increased state and local leader desire to 
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pursue the success (Ravitch, 1995). Ravitch (1995) found educational goals and standards 

became the hallmark of the debate and asserted “Standards can improve achievement by clearly 

defining what is to be taught and what kind of performance is expected” (p. 25).  

 The leadership role and job responsibilities of principals have changed considerably 

during the past four decades with current emphasis upon leading for learning (Copeland & 

Knapp, 2006). Programs and departments of educational administration seeking accreditation by 

the National Council for Accreditation of Teacher Education (NCATE) under the auspices of the 

National Policy Board for Education Administration (NPBEA) must now meet standards 

developed by the Educational Leadership Constituent Council Members (ELCC) (Shipman, 

Queen, & Peel, 2007). 

 

Community Leadership 
 Epstein and Sanders (2006) suggested that school, family, and community were 

important to children’s development. This author found by implementing activities and educator 

involvement, students achievement improved. Over 60 years ago, the Educational Policies 

Commission purported that democratic education guaranteed all members of the community a 

voice in determining education purposes and policies and this perspective formed the foundation 

of community involvement in today’s schools (Lunenburg & Irby, 2006). Lunenburg and Irby 

(2006) explained that principals must be involved in developing coordinated service, to include 

community volunteerism toward a variety of school needs and the development of coordinated 

services extending from schools to families. Shipman, Queen, and Peel (2007) noted that “the 

school principal alone is the most critical factor in determining the extent of parental and 

community involvement in the school” (p. 97). These authors recommended the development of 

a school community relationship plan to identify ways to involve community members and 

parents as a means to help students learn. Specifically, ELCC Standard 4 states: 

Candidates who complete the program are educational leaders who have the 

knowledge and ability to promote the success of all students by collaborating with 

families and other community members, responding to diverse community 

interests and needs, and mobilizing community resources (Shipman, Queen, & 

Peel, 2007, p. 87).  

 

Instructional Leadership 
 According to Guthrie and Schuermann (2010), “Teaching and learning make up the core 

competencies of schooling” (p. 171). These authors emphasized the importance of state and 

national standards by noting that alignment between standards and program components with 

emphasis upon instructional time was critical for instructional leadership success. Guthrie and 

Schuermann noted that school leaders are in a position to monitor instructional time and assist 

teachers in dealing with issues of student motivation, student learning, and the reality of 

multiculturalism. 

 Lunenburg and Irby (2006) identified three major behaviors principals needed to support 

teaching and learning. First, these authors found it necessary to accommodate the teachers’ need 

to learn about diverse students. Second, they noted that principals needed to assess student 

learning outcomes; and finally, principals needed to facilitate instructional planning. 

 Smith and Piele (2006) found current concepts concerning instructional leadership more 

complex than earlier versions. These authors found instructional leadership encompassed a clear 

vision, in depth knowledge of learning, and an ability to connect with the larger community 
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while functioning within state-national standards and high-stakes accountability. Fullan (2002) 

suggested that the modern principal required understanding of the changing cultures in student 

learning so that this information could be used to transform the teaching profession. 

 

Administrative Leadership 

 Doyle and Rice (as cited in Shipman, Queen, & Peel, 2007) stated “although researchers 

stress the importance of the principal as instructional leader, the consensus in the literature is that 

principals spend most of their time dealing with managerial issues” (p. 55). Essential elements of 

leadership stated in ELCC Standard 3 include management of the organization, management of 

operations, and management of resources (Shipman, Queen, & Peel, 20078). Shipman, Queen, 

and Peel identified nine areas that principals should be knowledgeable about within the 

management area as follows: organizational theory, models of organizations, principles of 

organizational development, school safety, human resource management, human resource 

development, fiscal operations, school management, and school facilities. Guthrie and 

Schuermann (2010) stressed the importance of strategic planning with respect to administrative 

leadership noting emphasis upon systematic review and possible redeployment of the 

institution’s resources. 

 

The Study 

 

 The components of this study included instrument development, research questions, 

research design, sample characteristics, data analysis, limitations and delimitations, findings, 

summary, conclusions, recommendations, and references. 

 

Instrument Development 

 The survey instrument addressed nine competencies based on the ELCC/state standards 

for principal preparation in Texas. Open-ended questions related to participants 

recommendations for program improvement and identified areas of concern.  Survey items 

(N = 9) were scored on a 5-point Likert scale with a total possible range of 9-45, where higher 

scores indicated a greater degree of agreement with the survey items. Total survey scores 

demonstrated a pronounced negative skew, meaning most respondents obtained high overall 

survey scores. Face validity was established by a panel of experts consisting of university 

professors and professionals from the field. An overall internal consistency reliability was 

determined with a Chronbach’s coefficient alpha of .95. An average inter-item correlation of .72 

was found. 

 

Research Questions 

 Five questions for research were developed for this study.  

1. Were there differences between interns’ and mentors’ perceptions of intern competency 

with respect to the nine competencies included in the ELCC/state standards? 

2. What were the interns’ and mentors’ perceptions of intern effectiveness across the nine 

competencies? 

3. Which of the nine competencies did mentors rate highest and lowest? 

4. What were the interns’ and mentors’ recommendations for program improvement? 

5. What were the major concerns identified by interns and mentors? 
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Research Design and Data Collection 

 This exploratory study was conducted using a non-experimental design. Survey research 

methodology was selected as a convenient format to assess participant perceptions at one point in 

time. A sample of convenience was asked to respond to the electronic survey. Respondents were 

students enrolled in an online principal preparation program in Texas and their field-based 

principal mentor. 

 

Sample Characteristics and Response Rate 
 A total of 275 surveys were returned, 271 (98.5%) of which contained analyzable data. 

The majority of the respondents were student interns, 215 (79.3%). Fifty-six principal mentors 

responded. Females were the majority, 202 (74.8%). Principals and vice-principals comprised 55 

(21%) of the sample. Other job titles included 175 (66%) teachers (student interns) and central 

office/program directors, 34 (13%). The age range of the majority of the respondents, 179 (67%), 

was 31-50 years. Thirty-eight (14%) were younger with ages ranging between 20 to 30 years. 

While 49 (18%) were older with an age range of 51 to 60 years. 

 

Data Analysis 

 Descriptive statistics were used to present the characteristics of the respondents and 

identify participants’ ratings of effectiveness of the nine competencies. An independent sample t-

test was used to identify mean differences between interns’ and mentors’ perceptions of intern 

effectiveness. Qualitative responses were analyzed through data reduction methods. 

 

Limitations and Delimitations 

 Basic assumptions underlying this study included the premise that the participants were 

familiar with principal preparation program, as well as ELCC/state standards. The limitations of 

this study were commensurate with survey research methods. The data were collected at one 

point in time and reflected the experiences and biases of the participants where responses were 

voluntary. Geography is a delimitating factor where participants were only from Texas so that 

this study will not generalize the locations outside Texas. Additionally, this study was delimited 

to education professionals enrolled in the online principal preparation program at the Texas 

university of interest. 

 

Findings 

 

 The findings will be discussed with respect to the research questions. 

 

1. Were there differences between interns’ and mentor’s perceptions of intern competency 

with respect to the nine competencies included in the ELCC/state standards? 

Mean differences on total survey scores as a function of role (mentor vs. intern) were tested with 

a t-test for independent samples. Assumptions of the statistical models were examined and 

satisfied. Principal mentors (M = 37.98) did not differ significantly from student interns (M = 

39.28) on total survey scores, t (269) = 1.31, p = 0.19. 

 

2. What were the interns’ and mentors’ perceptions of intern effectiveness across the nine 

competencies? 
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In general, on all nine competencies, interns were rated effective; however, on Competency 8 

(budgeting, personnel resources utilization, and technology use), interns were rated least 

effective by 13% of the participants. On Competency 2 (school/community collaboration and 

diverse interests and needs), interns were rated as most effective by 95% of the participants. 

 

3. Which of the nine competencies did mentors rate highest and lowest? 

There was some disagreement with the overall ratings of most and least effective when 

comparing the overall total ratings with only those of mentors. Ninety-three percent of the 

mentors rated interns most effective on Competency 7 (application of organizational decision-

making and problems solving skills relative to effective learning). Nine percent of the mentors 

agreed that interns were least effective on Competency 9 (application of leadership management 

concerning the campus physical plant and support systems to ensure a safe, effective learning 

environment). The open-ended questions were analyzed through data reduction methods as 

recommended by Creswell (2007). Two researchers categorized the responses and agreed upon 

the emerging categories to maintain reliability. The open-ended research questions form the 

framework for the analysis. 

 

4. What were the interns’ and mentors’ recommendations for program improvement? 

Intern and mentor ratings were not separated in their responses. All 171 respondents replied to 

the open-ended questions. A major recommendation concerned communication. Respondents 

agreed that there needed to be more communication between students and professors in this 

online preparation program. A recommendation was made for a face-to-face orientation at the 

beginning of the program and one or two face-to-face meetings during the program. Students 

recommended having the same instructional assistant throughout the program to enhance 

communication. Further recommendations concerned more communication to clarify course and 

assignment requirements. 

 Participants recommended more program emphasis on legal issues, particularly special 

education requirements and budgeting. With regard to internship activities, participants 

recommended having mandatory requirements for interns to sit in on various campus activities 

that principals routinely conduct. Other internship recommendations included filling in for an 

assistant principal and visiting other campuses and principals other than those assigned. 

 

5. What were the major concerns identified by interns and mentors? 

 About 25% of the participants expressed no concerns about the online leadership master’s 

degree program leading to principal certification. For example, specific comments included, “I 

don’t have any concerns with the program; I will highly recommend it to other educational 

professionals.” “I have no major concerns with the program. I have been very satisfied with my 

education.”  

 The majority of concerns covered the area of communication. For example, participant 

comments included, “I don’t feel there was enough feedback from the professors.” “More 

communication and supervision from the university is needed.” Other concerns voiced by 

participants suggested lack of cooperation of participating school districts in helping principal 

interns gain leadership experiences in meaningful activities such as shadowing the principal. 

There was also concern expressed about the lack of specific coursework concerning special 

education law, budgeting, and management of the physical plant. Comments included, “Dealing 

with budgeting issues…interns have little opportunity to deal with those issues.” “More 
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emphasis on practical experiences with safety, physical plant, budget.” “Require interns to do 

their observations at more than one school, more school law about special education.” 

 

Summary 

 In general, there were no differences between principal mentors’ and student interns’ 

ratings of intern skills regarding accomplishment of the nine ELCC/Texas standards. When 

asked to rank the highest and lowest student intern effectiveness, all participants agreed the most 

effective competency (2) for interns was school/community collaboration and student diversity 

issues, while Competence 8 on which students were rated least effective included management, 

budgeting, and technology use. When only principal mentors rated student effectiveness across 

all nine competencies, results differed somewhat. Principals rated student effectiveness highest 

on Competency 7 which regarded decision-making and problem-solving skills related to 

effective learning. Mentor principals rated student effectiveness lowest on Competency 9 

concerned with management leadership skills regarding the physical plant and school safety. 

 Major concerns regarded communication with university professors and lack of 

university supervision. Participants’ recommendations included more emphasis on legal, budget, 

and management issues in coursework, more opportunity for direct leadership activities in 

internships, and some face-to-face interaction such as an orientation at the beginning of the 

program. Over one-fourth of the participants expressed no concerns and praised the program. 

 

Conclusions  

 Both principal mentors and student interns representing an online principal preparation 

program agreed that student interns obtained skills across all nine competencies represented in 

the ELCC/Texas standards. Areas of strength appeared in skills represented by collaboration, 

diversity issues, as well as decision-making and problem-solving related to effective student 

learning. Areas of less effectiveness were identified in management leadership relative to 

budgeting, school safety, physical plant maintenance, special education law, and use of 

technology.  

 In general, the online program appeared to be well received with over one-fourth of the 

participants expressing praise and voicing no concerns. The major concerns expressed regarded 

direct communication with professors and lack of university supervision. Both issues appear 

commensurate with total online delivery models. 

 

Recommendations 

 Based upon the findings from this study, the researchers made the following 

recommendations: 

 Continue to explore ways and means for improving communication among program 

participants; 

 Place more emphasis on management leadership in the curriculum to include budgeting, 

physical plant management, school safety, legal issues, particularly special education 

mandates, and use of technology; 

 Facilitate internship activities to include shadowing and other leadership activities such 

as visiting other campuses; and 

 Conduct followup research to investigate the success of program graduates to determine 

their success as school leaders in the field. 
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Introduction 

 In recent years, especially since 9/11, America has engaged in a great deal of intense 

socio-political scrutiny of specific groups of persons, citizens and non-citizens, primarily non-

white, whose cultural diversity, racial and ethnic, whose loyalty and commitment to national 

values and or national security have been called into question.  It remains that persons who 

appear to be of a given group of culturally diverse persons are essentially “racially profiled” 

because of their appearance that is based upon perceived ethnic or racial origin. Essentially your 

“race” or your “ethnicity” becomes “due cause’ for questioning or even detainment by lawful 

authorities as to your legal residence status or perceived activities that may be related to national 

security. 

 

 Most younger Americans whose historical memory includes only the most recent events, 

if then, are unaware that there was a time in the not too distant past, when the United States 

government identified 120,000 Americans, of which about 80,000 were citizens of the United 

States, in concentration camps for the sole reason that they were of a specific race and ethnicity.  

 

 In the book, By Order of the President, Greg Robinson said, “The special stain of the 

internment is that an unpopular group of American citizens was singled out on a racial basis and 

summarily disposed and incarcerated without charge. By arbitrarily confining Americans of 

Japanese ancestry, the government violated the essential principle of democracy: that all citizens 

are entitled to the same rights and legal protections” (Robinson, 2001, p. 5-6). What follows is a 

historical review of that “special stain,” and the implications for present day America. The 

phrase “concentration camp” will be used in the following discussion, in deference to “relocation 

camp,” or “internment camps,” as the phrase “concentration camp” was used numerous times by 

President Roosevelt and other government officials in referring to the powers of Executive Order 

9066 (Hirabayashi, 1994, p. 3).  

 

Executive Order 9066 

 On February 19, 1942 President Roosevelt signed Executive Order 9066 that gave the 

Secretary of War and appointed military commanders the power to exclude any persons from 

designated areas in order to secure national defense objectives against sabotage and espionage 

(Mayer, 1999, p. 446). The responsibility for the Western Defense Command (WCD) came 

under the direction of General John DeWitt, a long time U.S. Army officer. A government 

commission study after the war stated, “General DeWitt was temperamentally disposed to 

exaggerate the measures necessary to maintain security and placed security far ahead of any 

concerns for the liberty of citizens” (Personal Justice Denied, 1982, p. 37). 

  

 Prior to World War II there had been considerable racist prejudice against Japanese 

people in America, citizens or not, particularly on the West Coast of the United States. In 1941 

with over 80,00 Japanese Americans living on the West Coast, their presence was much more 

visible and interwoven into the social-economic fabric of California, Oregon, and Washington. 

Anti-Japanese feelings among numerous state government officials as well as much of the 

general public prevailed particularly in California where racism and bigotry, especially with the 

driving force of the media, radio and newspapers supported the relocation of West Coast 

Japanese Americans to concentration camps (Leonard, 1992, P. 463).  
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 Over 80,000 Japanese Americans were called “Nisei” who were formal citizens born in 

the United States and “Sansei,” second generation sons and daughters of Nisei. The remaining 

Japanese Americans were called “Issei” who were immigrants from Japan and ineligible for 

citizenship by law and who had been residents of the United States forty to fifty years. Invested 

by the powers of executive Order 9066 the military, beginning in early 1942, ordered all 

Japanese Americans on the West Coast of the United States to report for transportation to 

temporary holding centers (primarily race tracks and fair grounds) with “only what they could 

carry” (Inada, 2000, p. 11). While the overseer was the Western Military Command, the civilian 

agency responsible for the relocation of the Japanese Americans was the War Relocation 

Authority (WRA). 

 

 Racial and sexist ideological overtones to the manner in which Japanese Americans of 

mixed heritage were treated were evident in the manner in which families of mixed heritage were 

treated. The WDC, practicing not-so-subtle sexism that went with racism, “assumed that males 

would dominate the culture and loyalties of their households. Thus, mixed children who had 

white fathers and Japanese mothers would return to the West Coast, because their Caucasian 

fathers presumably had created American environments for their families” (Spickard, 1986, P. 

5). 

 

 The Japanese Americans on the West Coast went to their internment peacefully without 

any major protests. There was a saying “shikata ga nai” loosely translated, as “it cannot be 

helped,” that characterized the prevailing attitude of most Japanese American internees. Jeanne 

Wakatsuki Houston, in her book Farewell to Manzanar, discusses this concept to explain why 

the Japanese Americans interned in the US during World War II did not put up more of a 

struggle against the restrictive conditions and policies put upon them (Watatsuki and Houston, 

1973, 10-22).  

 

American Concentration Camps 

 The War Relocation Authority set up 10 concentration camps to house Japanese 

Americans for the duration of the war. The concentration camps, which were in isolated 

locations in California, Arizona, Colorado, Idaho, Utah, Wyoming and Arkansas. The American 

concentration camps closely resembled concentration camps maintained by other nations to 

isolate a group of people for whatever reason they deemed undesirable, enemies, or ancestry. 

The housing was minimal and surrounded by barbed wire fences with guard towers manned by 

machine guns. Armed guards accompanied by German police dogs patrolled the grounds of the 

camps around the clock. No one, with some exceptions was allowed to pass the barbed wire 

perimeters. By the end of the war some eight persons had been shot and killed by camp sentries 

for allegedly attempting to “escape” or by mishap crossing camp boundaries (Bosworth, 1968, 

P.12). 

  Over time camp life became more bearable and in mid-1943 many of the young 

draft age Japanese American males entered the army, although their families remained in the 

camps. In fact, a request was made to Present Roosevelt to close the camps allow the “internees” 

to return to the West Coast. Present Roosevelt refused. It was an election year and President 

Roosevelt did not want to weaken his West Coast quest for votes. 
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The End 

 With the end of the war in the Pacific in 1945, the Japanese Americans were released to 

return to an uncertain future. By early 1946 the camps were empty (Kashima, 1960, p. 107-108). 

In 1976 President Gerald Ford officially rescinded Executive Order 9066 with Proclamation 

4417 and said, “I call upon the American people to affirm with me this American Promise--that 

we have learned from the tragedy of that long-ago experience forever to treasure liberty and 

justice for each individual American, and resolve that this kind of action shall never again be 

repeated” (Proclamation 4177, n.d.). In 1982 The Commission on Wartime Relocation and 

Internment of Civilians issued a report entitled, Personal Justice Denied, that found the interning 

of Japanese Americans to have been based on "race prejudice, war hysteria, and a failure of 

political leadership" (Personal Justice Denied, 1982. 489). 

 

 President Ronald Reagan signed the Civil Liberties Act of 1988, which provided redress 

of the Japanese American internment of World War II. Nevertheless the act came about amidst a 

fair amount of contentious debate. A fair number of prominent political figures as well as veteran 

organizations opposed the Act believing the internment was justified and argued that monetary 

reparations were inappropriate and no apology was necessary. On September 27, 1992, the Civil 

Liberties Act Amendments of 1992, appropriating an additional $400 million to ensure all 

remaining internees received their $20,000 redress payments, was signed into law by President 

George H. W. Bush, who also issued another formal apology from the U.S. government 

(Dickerson, 2010, p. 267). 

 

Photographic History of The Camps 

 Nothing tells the story of the Japanese American relocation during World War II than the 

visual portrayal of their experience. The government contracted the noted photographer Dorothea 

Lange to conduct a photographic documentary of the relocation activities In time the military 

determined that “Lange was angry about the internment, and once she took her camera into the 

camps she was more interested in documenting its inhumanity than in praising its victims” 

(Gordon and Okihiro, 2006, p. 5). As quickly as Lange’s photographs were forwarded to the War 

Department they were stamped “Impounded” (fortunately not the negatives) and remained 

undistributed for the duration of the war. 

 

 In 1943 the government contracted Ansel Adams another highly respected photographer 

to document primarily the Manzanar camp. Adams produced photographs that characterized the 

internees as stoic, cheerful, happy, and smiling. In contrast to Lange, the Office of War 

Information openly shared his photographs with news media and formal reports on the status of 

the internees (Armor and Wright, 1988, p. 9). 

 

The Japanese American Experience in Camp Literature 

 Hundreds of books have been written, primarily non-fiction relating the history of the 

Japanese American internments in World War II. In the documentary book, Concentration 

Camps on the Home Front, John Howard in his Epilogue entitled “Democracy is For the 

Unafraid,” finds that of all the people who have been “tested” by the stresses of being American, 

it is the Japanese Americans who have taken that “Democracy” to heart (Howard, 2008, p 263). 

With few exceptions, this sense of injustice suffered by the Japanese Americans by documentary 

writers over the years since the end of World War II. Many other literary accounts were of a 
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personal nature ranging from remembrances as a youth in the camps to the anguish felt by older 

Japanese Americans. 

 

 In 1957 the novel No-No Boy by John Okada (Okada, 1957) was largely ignored and 

rejected generally by Japanese American community. On the surface of it was the matter of 

internment the Japanese American community was reluctant to revisit at any time. Elaine Kim, in 

Asian American Literature, believes the Japanese American public also rejected “No-No Boy” 

because it represented them not as a "patient, law-abiding, hard-working, docile model minority" 

but as "tormented, uncertain, and incapacitated by self-hatred" and "violently distorted by 

racism" (Kim, 1982, p. 16). 

 

 John Okada and his family were relocated to Minidoka, Idaho concentration camp in 

early 1942 where his family remained until the end of the war. Okada joined the military in early 

1943 and served in the Pacific theater with army intelligence (Pulliam, 2005, p. 312). 

 

 No-No Boy is the only novel written from the perspective of a “no-no boy” since the end 

of World War II. Time, since the end of World War II has confirmed the absurdity of the 

questions, that reflect surreal the world of a Japanese American, and poses the dilemma for the 

protagonist, Ichiro in Okada’s No-No Boy (MacDonald, 1979, p. 9).  The first question (No. 27) 

is “Are you willing to serve in the armed forces of the United States on combat duty wherever 

ordered?” The second question (No. 28) is “Will you swear unqualified allegiance to the United 

States of America and faithfully defend the United States from any or all foreign or domestic 

forces, and foreswear any allegiance or obedience to the Japanese emperor, to any foreign 

government, power, or organization?”   

 

Despite the fact only about 1000 Japanese Americans said “no-no” it remains that 

thousands said “say-yes” to joining the military while authorities held their families in 

concentration camps. The “no-no” boys were sent either to special detention centers or federal 

prisons.   

 

 “What if” 

 Some historians have actively promoted the idea of conducting imaginary experiments in 

their minds that rerun historical events in somewhat disciplined manner. Often referred to as 

“counterfactual history,” (Gaddis, 2002, p. 100-103) the idea is “what if” an event that did not 

occur in a historical happening, did not happen, or if it did happen it took a different turn or twist 

that was reasonable. In this context, the Japanese American internees were relatively “safe” as 

long as American was winning the war. What if the Japanese did attack and occupy Hawaii, what 

if America lost the Battle of Midway, what if the Panama Canal was neutralized, and what if 

America was loosing the war, even if in the short term. “What ifs” are reasonable as Japan had 

the resources to actually carry out all of the ifs without resorting to fantasy? What would have 

been the implications for Japanese Americans had the beginnings of the war gone badly for 

America? 

 

 The obvious danger that results from this “rerun” of history is that Japanese Americans 

are already in concentration camps under harsh conditions. “What ifs” could quickly make those 

conditions brutal with dire consequences for the internees. It does not take gas chambers to turn 
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relocation camps into death camps. In the early 1900s when the Boer War went bad for the 

British in South Africa; they instituted concentration camps, and so named them, as a system for 

interning civilians that systematically depopulated entire regions of a country. The concentration 

camps either by intentional plan or by inattention became death camps, not internment camps. 

For both black and white South African women and children in the concentration camps the final 

result was genocidal. The conditions in the camps went from harsh to brutal with thousands of 

women and children dying every month from starvation and disease (Pakenham, 1979, p. 267). 

 

 Once Japanese Americans had been relocated to concentration camps, the opportunity for 

their treatment, humane or otherwise, was strictly a military decision with no recourse to civilian 

control. Japanese Americans were in essence, “hostages.” Given the “fog of war” the potential 

for mistreatment of Japanese Americans was a reality too grim to imagine. 

 

It Can Happen Again! 

 Former Supreme Court Justice Tom C. Clark, who represented the United States 

Department of Justice in the "relocation," writes in the Epilogue to the book Executive Order 

9066: The Internment of 110,000 Japanese Americans, that “The truth is—as this deplorable 

experience proves—that constitutions and laws are not sufficient of themselves...Despite the 

unequivocal language of the Constitution of the United States that the writ of habeas corpus shall 

not be suspended, and despite the Fifth Amendment's command that no person shall be deprived 

of life, liberty or property without due process of law, both of these constitutional safeguards 

were denied by military action under Executive Order 9066....” (Conrat and Conrat, 1992, p.7).  
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Abstract 

 

The paper investigates a method for tailoring a stand-alone technology course designed 

to prepare pre-service teachers (PST) to integrate technology into their future teaching. Through 

a pre-course survey, PST’s confidence of computer skills and technology use were ascertained.  

The data informed the course facilitator and PST. The pre-course computer confidence and 

information technology use survey data provided a roadmap on how to structure the sequence of 

readings, assignments, and in-class exercises to meet the PST at a point they could more easily 

succeed and become engaged. By building on their existing strengths and leveraging their 

understanding of their everyday use of technology work and recreation they may be better able 

to make connections for technology integrating into their future classrooms.  

 

Introduction 

 

       Society as a whole has become increasingly more information technology orientated, and 

this trend continues to grow in breadth and depth in all industries and areas of our lives.  Some of 

this is due to increased affordability of technology, smaller physical sizes and expanded 

capabilities of laptops, and the availability of other small multi-function hand-held (or portable) 

devices such as “smart” phones and most recently the ipad.  All of these devices continue to 

increase time people are “connected” to work, school, resources, family, and friends.  Another 

aspect of this “age of technology” is the younger generation is more inclined to own and use 

technology appliances than ever before. 

College students are no exception, and perhaps they are the new leaders in this increased 

appliance ownership and use of information technologies for school, work and leisure.  Evidence 

of college students as leaders in the use of technology is available from agencies and non-profit 

organizations focused on gathering data about technology including the use of information 

technology, issues focused on information technology in the academic arena, and trends in 

information technology for those who lead, manage, and use information resources to shape 

strategic decisions at various levels of education. 

In higher education, EDUCAUSE, a nonprofit association, is one of the major entities 

providing information on technology to the leadership in higher education institutions.  Its 

mission is focused on providing a comprehensive range of information, resources, and data to 

member institutions and their institutional representatives.  The EDUCAUSE Center for Applied 

Research (ECAR) provides member institutions with results from research studies they conduct 

about many facets of information technology.  Through these published research studies and 

bulletins, ECAR provides higher education leaders with reliable global data and their informed 

analyses aids for decision-making based on data vs. anecdotes.  These data resources provide 

information about information technology in regard to faculty, students, staff, infrastructure, 

costs, and security. 

 One of ECAR’s annual research studies invites member institutions to participate in 

ascertaining undergraduate information technology (I.T.) experience. The focuses on student use 

of information technology in school, work and recreation and additionally on an emerging trend. 

ECAR also compares longitudinal data form 2007-2010. In the 2010  Study of Undergraduate 

Students and Information Technology (Smith & Caruso, 2010) surveyed 36,950 freshman and 

senior students at 126 higher education institutions in the U. S. and one Canadian institution. It 

focused on what kinds of information technologies students used, owned, and experienced; their 
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technology behaviors, preferences, use of and skill with I.T.; how I.T. impacted their experiences 

in their courses; and their perceptions of the role of I.T. in their academic experiences. 

The 2010 study found that 89% of respondents owned a full size laptop or a small 

“netbook”.  ECAR asked three questions about how students view their own information literacy 

skills and 81% reported they consider themselves expert or very skilled. Further, 57% of the 

student rated their ability to evaluate the reliably and creditability of information that was online 

as expert or very skilled. The ECAR study has over the years noted that there is a gender gap and 

the 201 study was no exception as 49% of male students see themselves and early adopters and 

innovative whereas on 25% females see themselves in said categories. 

The communication tools that seem to dominate students’ use of IT are the use of text 

messaging and social networking websites, which 9 out of ten indicated they use every day. Four 

of ten students use voice over computer-based internet protocol, such as skype, with median use 

of monthly whereas handheld internet devices are owned by two thirds of all respondents. This is 

an increase of one third compared to the survey ECAR conducted last year in 2009.  These 

indicators seem on par with a maturing technology and most likely will continue to be exploited 

by power users and adapted by nonusers. 

 

Method 

 

Participants included 30 undergraduate students (5 males and 25 females) enrolled in an 

undergraduate course designed for PST with a focus on integration of technology in teaching.  

Academic ranks of students included 8 juniors and 6 seniors.  Academic ranks included 5 

sophomores,16 juniors, and 9 seniors.  Students were all PST’s in a college of education with an 

elementary education or secondary education emphasis.  

 A pre –test in delivered through survey monkey survey entitled Pre-Service Teachers and 

Information Technology Pre-Course Survey was administered the first day of class. The survey 

included questions from the Computer Self-Efficacy Scale (CSES) during the first class meeting.  

The PST completed the 15 item CSES to measure individual perceptions of their capabilities 

regarding specific computer-related knowledge and skills.  The CSES scale asked PST to rate 

their degree of confidence in performing listed computer activities on a 5-point Likert scale 

ranging from 1 equaling very little confidence to 5 equaling quite a lot of confidence.  The range 

of 1-5 and descriptions are indicated below: 

1. Very Little Confidence 

2. Little Confidence 

3. Some Confidence 

4. High Confidence 

5. Quite a Lot of Confidence 

PST were asked addition questions focused on technology tools they own and use, and frequency 

of use. 

 

Results 

   

The PST reported 7%  that felt not at all skilled; 23% not very skilled; 53% reported they feel 

fairly skilled at using the university library site while 13% were very skilled, 4% reported expert. 

Using the internet and evaluating the credibility of online sources of information was varied with 

23% responding as not very skilled; 53% fairly skilled; 20% very skilled and 4% expert. 
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Regarding their understanding of the ethical and legal issues; 47% did not feel very skilled; 37% 

fairly skilled; 13% very skilled and 4% expert.  

In the confidence of software PST reported solid skills levels using Microsoft word with 37% 

feeling fairly skilled, 57% very skilled and 6% expert. The confidence in using PowerPoint was 

10% reported not very skilled, 56% fairly skilled, 30% very skilled, and 4% expert.  

In the confidence of software PST reported Microsoft word with 36% feeling fairly skilled, 57% 

very skilled and 7% expert. Their confidence in using PowerPoint was 9% reported not very 

skilled, 57% fairly skilled, 30% very skilled, 4% expert. 

 

Discussion 

 

Self-efficacy is a complex topic and has been researched in many domains over the past 

30 years.  Self-efficacy in academic and workplace settings is related, as there is an expectation 

of performance in both environments.  Albert Bandura from Stanford University has studied 

social cognitive theory for several decades and self-efficacy has been a significant part of that 

work.  Bandura (1986) defined self-efficacy as “people’s judgments of their capabilities to 

organise and execute courses of action required to attain designated types of performances” 

(p.391).  In the area of computer technology and self-efficacy, there has been considerable 

research (Delcourt & Kinzie, 1993; Ertmer, Evenbeck, Cennamo, & Lehman, 1994; Murphy, 

Coover, & Owen, 1989).  For the purposes of this study, self-efficacy is considered within the 

context of basic computer operations and an individual’s belief that they can perform a specific 

computer task (Murphy, Coover, & Owen, 1988). 

Teacher education programs striving to prepare confident and skilled PST who can 

integrate technology into their teaching curriculum.  Many colleges of education commonly 

require a minimum of one technology course for PST and often it is offered as stand-alone 

course specifically designed for PST.   In the past, PST have had no alternative other than to rely 

on a general education course such as an introduction to computers in a computer science 

program.  In general computer courses, students receive college-level training in computer 

hardware, software, networks, and peripheral devices that they use later in their professional 

environments. The requirements for technology preparation of teacher educators are quite 

different in that PST must be able to integrate the use technology into the curriculum and assess 

the outcomes. The importance of PST confidence and operational proficiency on computers and 

other technological devices is imperative to integrate technology into the curriculum and connect 

it’s use in the course content to their students in a personal, relevant, and an engaging manner.   

Conclusion 

Research clearly documents the importance of teachers using a variety of teaching 

strategies and approaches as the most effective way to reach a variety of diverse learners.  It 

becomes clear that PST have a multifaceted challenge with the addition of technology 

integration.  The constant challenge for teachers involves planning lessons that consider a variety 

of students’ learning styles, needs, abilities, and interests.  When teaching, it is soon obvious that 

what works and is so easily understood for some of the students will not even come close to 

making sense for the others in a classroom. 

Colleges of Education have the ability to design courses exclusively for PST that will 

provide the focus on technology integration into the curriculum. One method to tailor the course 

to another level is by the use of a pre-course survey, such as the one used in this study. The data 

provided by PST provides the professor the ability to have a “dashboard” reading of the class 
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members as a community of learners. This faculty member realized that the use of Survey 

Monkey provided not only an efficient way to gather data but a method to immediately show the 

results in aggregate to students. This simple data sharing provided PST visual depictions through 

graphs and percentages of the IT use and skills of the class as a community of learners. They 

realized that they were not alone in areas they did not feel confident or skilled. Additionally, this 

data provided a roadmap on how to structure the sequence of readings, assignments, and in-class 

exercises to meet the PST at a point they could more easily succeed and become engaged. By 

building on their existing strengths and leveraging their understanding of their everyday use of 

technology work and recreation they may be better able to make connections for technology 

integrating into their future classrooms. We know from research that many times we all teach as 

we have bee taught. Id this holds true for the 21
st
 century, then PST that have positive ad 

affirming experiences with technology in college, they may become better versed in the field to 

use technology and provide meaningful technology applications for their students.  

As reflective practioners, taking time to contemplate teaching, technology integration in 

meaningful ways, and students technology use  may actually serve to fortify professors of 

education to stay abreast of technology tools, and ultimately to pass on this enthusiasm and 

knowledge to students. 
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 It is without a doubt that the scope of society is constantly evolving. For thousands of 

years, humans relied on animals for transportation, marbles for entertainment, and oral tradition 

for the spread of valuable information. That speed at which these very simple facts have changed 

since the industrial revolution is unparalleled.  For what was seemingly an eternity, our mode of 

transportation remained stagnant as we rode animals, until one day we developed the automobile. 

It was only a matter of years before we learned that a more efficient way to travel over long 

distances was that of the airplane.  Not only that, but also cars were made faster and more 

accessible and roads became more modernized and frequent.  Never before in human history did 

such a change occur in such a small period of time. One could argue that the rapidity and 

intensity of the development of society over the past one hundred years far exceeds anything that 

we have ever seen.  

 However, most of these changes are tangible and material.  They can be measured 

empirically and be presented with evidence of said change. We can see cars in the street, planes 

in the sky, televisions in our living room and the e-mails we receive in our inboxes everyday.  

We can also look to the history books and see evidence of how society used to lack this intense 

technological complexity. It goes, however, without saying that along with these tangible 

changes and physical sociological evolutions comes a change in the people involved in the 

process and the society.  These dynamic character changes and developments can not be so 

easily measured.  It‟s easy to see why.  While I‟ve discussed the obvious physical observations in 

measuring the changes in society throughout time since the industrial revolution, it is much 

harder to evaluate those changes which literally cannot be seen.  Despite the fact that these 

changes have often been debated, argued and labeled for decades, no debate, argument or label 

will ever be complex or broad enough to assign to any individual.  This becomes more and more 

true as society progresses in both areas of technology and character. Interestingly enough, the 

character developments taking place throughout this time period are aligned with those 

technological developments in many ways.  They are just as rapid and just as intense. Looking at 

today‟s teenager as compared to the teenager of thirty years ago would be equivalent to 

encountering a different species of being.  But it does not stop with the teenager--- it‟s evident in 

the parent, the teacher, the coach, the adolescent and the elder.  This change has been brought 

about just as quickly as the evolution of transportation from the horse to the automobile.  What 

has been more difficult, however, is assigning a name to this change in direction.  It‟s evident 

that it is occurring, but with this lies so many questions. What are the new character types and 

how do they differentiate from the character types of years past? Why is this occurring, and 

where is it headed in the future? I will set out to answer these questions along with many others 

throughout the duration of this discussion. I will do this not only using my own ideas, but by also 

building on the ideas of others who have set out previously to answer these very same difficult 

questions.  In a society that I‟ve discussed as so “rapidly and intensely evolving”, there is always 

room for the development of new thoughts to amend “outdated” works.  That is to say, if society 

is truly moving at the pace I‟ve suggested, nothing is current and there is a need for a constant 

reassessment of the work previously outputted by those professionals who are actively trying to 

answer these questions. 

 One of these professionals is sociologist David Riesman. The bulk of Riesman‟s work, 

and most well-known facet of such, focuses on his theory of social character.  Riesman also saw 

these changes occurring in society and put forth potentially one of the better arguments as to how 

to label them.  In his most famous book, The Lonely Crowd, Riesman theorizes that there have 

been three types of characters in modern history. The first being a “tradition-directed” character 
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type, the second being an “inner-directed” character type and the third being an “other-directed” 

character type. Riesman saw these three character types correlated with the population.  It isn‟t 

so much that the two are interchangeable, but the population has an affect on not only the 

character types of the time, but the transitions between the three.  Riesman makes the claim that 

we are currently in the process of fully transitioning from a time of transitional growth into 

incipient population decline, or from “inner-directed” to “other-directed”.  While I do not 

disagree with Riesman‟s standpoint on this, it is important to realize that Riesman‟s work took 

place more than half a century ago.  I believe we are on the cusp of yet another transformation 

and I think it‟s appropriate to reevaluate Riesman‟s work using a separate body of texts to really 

try and digest if we are still in a time of “other-directed” character types.    

 It is unequivocally important to realize that Riesman‟s work on social character took 

place in the fifties and sixties, which is at this point more than half a century ago.  While 

everything he theorized remains valid in the eyes of academia, we must account for the fact that 

these theories are now not only in the past, but the not-so-distant past.  Since the turn of the 

century and the advent of new socializing agents such as the internet, the theory of social 

character must be re-evaluated to determine it‟s relevancy today.   After much research and 

critical thinking, it is my belief that we are now moving out of the realm of what Riesman calls 

an “other-directed” character type into a more narcissist based society, with an insatiable focus 

on not just the individual, but one‟s own individual.  In making this argument, I‟ve turned to a 

number of texts regarding the subject of narcissism, including Dr. Sam Vaknin‟s critically-

acclaimed book Malignant Self Love: Narcissism Revisited.  Dr. Vaknin discusses Narcissistic 

Personality Disorder (NPD) at length throughout the book, touching on such issues as uniqueness 

and intimacy, early disturbances in childhood, social behavior and sexual communication.  

Today, I think Riesman might be inclined to agree with not only Vaknin, but the connection that 

lies between his own work and Vaknin‟s idea of narcissism among today‟s population.  

 Secondly, I plan to demonstrate my proposed shift in social character through one of 

America‟s most famous novels,  The Catcher in the Rye.  It‟s been debated since the release of 

J.D. Salinger‟s novel what exactly is “wrong” with the protagonist Holden Caulfield, or what 

personality disorder he might be afflicted with.  After the release came an adverse reaction to 

Salinger‟s work and the “degenerate” protagonist he provides America‟s youth with as a role 

model.  Caulfield spends most of his time smoking and drinking, complaining about “phonies”, 

dropping out of schools and running away from home.  All the while, he‟s giving you a firsthand 

account of what takes place inside of his head and his justifications for his actions.  Some have 

diagnosed the character with Narcissistic Personality Disorder, while others have pointed to him 

as a reason for our unmotivated and lethargic youth culture.  What I see in Holden Caulfield, 

however, is the embodiment of the beginnings of the transformation in social character I‟ve 

described in my thesis. Perfectly enough, this takes place a mere year after Riesman‟s work on 

The Lonely Crowd.  

 The most important part of this discussion is to come to an understanding of this thesis 

through properly breaking down and digesting Riesman‟s work.  This isn‟t to be seen as a radical 

departure from his work but rather a supplement to what he has previously discussed.  I believe 

Riesman to have been pretty historically accurate and I do not wish to undermine one of the 

better theories of social character.  But it is impossible to comprehend what I‟ve termed as the 

“narcissist-directed” character type without having a good understand of those three character 

types Riesman discussed that came before it.  Also, we need to establish an adequate definition 

for the terms “character” and “social character” (as assigned by Riesman) to truly understand 
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where he is coming from on those three standpoints.  We were also learn how the two relate, and 

how society and character relate in general. 

 In terms of character, Riesman finds that our individual characters are formed by heredity 

and not by experience.  More or less, each and every one of our characters are a conditioned 

organization of one‟s own individual drives and satisfactions.  It‟s the kind of “set” an individual 

approaches the world with.  But Riesman doesn‟t necessarily focus on “character”.  The focus 

lies more on the “social character”, which Riesman describes to us in great detail as being 

synonymous with “mode of conformity” (Riesman 20).  The difference between character and 

social character, or mode of conformity, boils down to one of the more debated topics in science.  

Is something formed by it‟s nature, or is it formed by it‟s nurture?  We‟ve already established 

that Riesman believes the character to be formed by nature, but in interpreting the definition of 

“social character”, we begin to see where Riesman is going with his argument.  The social 

character is a product of experience.  It‟s the character that shows up in a social group or an 

experience.  It is the sum of everything that the group the individual has infiltrated compiled into 

an entity completely separate from it‟s natural character, which is determined by heredity.   

 Riesman takes this a step further in a discussion that evaluates the question, “how is it 

that every society seems to get...the social character it „needs‟?” (Riesman 19).  He quotes Erich 

Fromm in the answer to his self-proposed question.  “In order that any society may function well, 

its members must acquire the kind of character which makes them want to act in the way they 

have to act as members of the society or of a special class within it” (Riesman 19).  Conformity 

is built into the social character types within the society, therefore providing the society with the 

character type that is deemed necessary.  Riesman theorized that this conformity goes hand-in-

hand with population growth since the Middle Ages in the West.  He viewed population growth 

on an S-shaped scale.   According to Riesman, at the bottom horizontal bar of the S, there was 

both a high birth rate along with a high death rate.  At any point, there was a possibility for a 

population explosion if the society could find a way to increase the life expectancy.  The society 

is very young and as a whole, very concerned with following tradition.  This is referred to as a 

“high growth potential” society.  Conformity ran rampant and there wasn‟t much room for 

uniqueness or variation.  Once this society found a means of increasing production along with 

developing an understanding of illness and medicine, the population did increase.  This is 

precisely what took place in the West in the seventeenth century.   

 So we continue to follow the population curve and move into an area demographers refer 

to as transitional growth.  Once the death rate declines, so does the birth rate. This is especially 

the case in Europe. This is shown by the middle vertical bar in the S-graph.  After this comes 

“incipient population decline”, represented by the rest of the S.  The population continues to 

grow older as both the birth rate and death rate remain low.  According to The Lonely Crowd, 

each one of these different types of population change is responsible for the molding of a social 

character susceptible to conformity in the highest sense.  And as each one of these population 

transitions take place, Riesman goes on to label different types social character that mesh with 

each transition.  As previously mentioned, these three are “tradition-directed”, “inner-directed” 

and “other-directed”.   

 The earliest type of character and first to be discussed is tradition-direction.  Arguably the 

idea of an individual is none more respected than it is here, but the opportunity to stray off of the 

path (determined by tradition) is so minimal that it becomes increasingly difficult to vary.  In 

order to gain acceptance, even those who would not ordinarily “fit in” find socially acceptable 

roles or occupations within the society that allow for some semblance of individuality. Riesman 
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points to an individual who in our time might become a rebel being drawn to a profession such as 

a shaman or a sorcerer (Riesman 27).  These societies do call for (and encourage) a certain 

amount of individuality, but even in high-status familial situations, the lack of variation in 

opportunities from one individual to the next keep the individual conformed.  The author takes 

careful notice to point out that blindly following this trend does not make for a happy society, 

especially individualistically.  It is a society ridden with anxiety and a desire for change-- one 

which is near impossible (Riesman 27).  

 The next character Riesman sees as emerging in order to ensure sociological conformity 

is the inner-directed character.  This emergence takes place during the transitional growth period, 

shortly after the Renaissance and Reformation make their way out of the picture.  The 

significance of the inner-directed character type is laid out for us when he defines inner-direction 

as being, “the source of direction for the individual is „inner‟ in the sense that it is implanted 

early in life by the elders and directed toward generalized but nonetheless inescapably destined 

goals” (Riesman 30).  So in the shift from tradition-direction to inner-direction, we see the focus 

shift drastically from the external to the internal.   In terms of behavior, the tradition-directed 

character is very much concerned with the behavior taking place outside as a means of ensuring 

conformity among a society.  However, with the inner-directed society taking hold, these 

conformist ideas and thoughts are placed in a child from quite a young age, when they are most 

moldable.  Both are a means of ensuring conformity and both deal with the individual.  The 

influence, however, has changed.   The goals instilled in the youth of an inner-directed society 

begin to vary, however minimally.  Whether these goals be money, knowledge, power or fame, 

these ideas are “ideologically interrelated” (Riesman 31), therefore continuing to ensure 

conformity.   

 As this continues, society begins to reach a point where product becomes surplus and 

capital begins to accumulate at a relentless pace.  This leads to a decrease in manufacturing by 

the people.  No longer are we a society that “makes” things, we merely consume what is made 

for us without any regard for where it came from or how we came to acquire it.  The birth rate 

follows the death rate downwards, and we enter incipient-population decline.  As a means of 

continuing to ensure conformity, we see the emergence of a “other-directed” character type.  

Leisure time increases as the work hours decrease.  This society finds themselves not only highly 

bureaucratized, but also in a new melting pot of cultures and races.  As people begin to mix and 

blend together, the issue at hand becomes other people instead of the material environment.   

 What is common to all the other-directed people is that their contemporaries are the 

 source of direction for the individual-- either those known to him or those with whom he 

 is indirectly acquainted, through friends and through the mass media.. This source is of 

 course ‘internalized’ in the sense that dependence on it for guidance in life is implanted 

 early.  The goals toward which the other-directed person strives shift with that guidance: 

 it is only the process of striving itself and the process of paying close attention to the 

 signals from others that remain unaltered throughout life (Riesman 37).  

This is a drastic departure and potentially scary change not only from the previously discussed 

inner-direction, but from all three. There is no concern for tradition, there is hardly a concern 

internally from the people who used to establish the morals of the youth, and there is no concern 

for any true individuality.  The conformity in this situation is not only completely external, but 

completely out of the control of the individual.  It is an incessant worry with what everybody else 

is doing.  There is hardly any room for uniqueness or any semblance or individuality.  From a 

production standpoint, there is no worry for manufacturing; only leisure.  This is a strong 
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transition.  From the beginnings of our country, Americans worked with their hands to create the 

culture that we see now.  As technology evolved, we moved off the farms and into factories.  

Soon machines replaced the workers and we‟re left with a society that isn‟t creating much of 

anything.  So now with more leisure time on our hands and machines to make things easier, our 

main concern is the previously ignored social sect of individuality.  With this also rises a very 

strong opportunity for manipulation by other individuals and the mass media.  Conformity was 

always in control but for the first time in other-direction, it‟s at the hands of the masses.   

 Riesman presents a good case, and I can‟t argue with him.  However, I‟m not satisfied.  

Surely for such a rapid transition to occur in between the industrial revolution and the time of 

Riesman‟s writings, there must have been some evolution in the past half century that hasn‟t 

been touched on.  In examining where Riesman left off with his discussion on other-directed 

character types, it became apparent to me that despite the fact that he didn‟t label it, he pointed 

us in the perfect direction: narcissism.  Much like the three character types Riesman labeled and 

described to us, narcissism is more than meets the eye.  It isn‟t just the type of person obsessed 

with themselves or viewing themselves to be above others.  While there is truth in both of those 

things, narcissism delves much too far into individual character to be so simply summed up.  The 

aforementioned Malignant Self Love: Narcissism Revisited by Dr. Sam Vaknin provides a 

detailed account of this. 

 Vaknin opens up the book with the legend of Narcissus, the famous Greek boy who fell 

“in love with himself” after being rejected by the nymph Echo.  Narcissus is said to have looked 

in the water at his reflection and fallen in love.  However, Vaknin cites this as a fallacy.   

Narcissus is not in love with himself, he is in love with his reflection.  There lies a major 

difference in loving one‟s self, which Vaknin defines as True Self, and loving one‟s reflected-

self, which Vaknin states as the flaw of narcissism.  Loving one‟s True Self is a “healthy, 

adaptive and functional quality” (Vaknin 27), while loving one‟s reflected-self present two major 

problems to the narcissist.  The first being the dependence on the existence and availability of a 

reflection to produce self-love, and the other being the absence of a realistic compass to measure 

the authenticity of one‟s reflection (Vaknin 27).   

 This misconception about narcissism is that the narcissist puts himself first.  On the 

contrary, the narcissist puts himself last in order to gain the love and compassion of the 

individuals he encounters.  He constantly and incessantly ignores his own needs in order to 

establish a positive standing in social circles.  To the narcissist, uniqueness is of the utmost 

importance.  This is the root of all behavior and decision-making processes.  But as Vaknin 

states, “...herein lies a paradox, which haunts the narcissist: he derives his sense of uniqueness 

from the very fact that he exists and he derives his sense of existence from his belief that he is 

unique” (Vaknin 29).  These narcissistic tendencies are caused by one or more disturbances 

developed in childhood that are typically the result of a failed relationship with one or both 

parental figures.  The first is a very early disturbance in the relationship with an ideal object, the 

second being a disturbance a bit later in life but still in the pre-Oedipal stage and the third being 

a disturbance in the Oedipal stage (Vaknin 38).  Though vastly different, all three inevitably 

result in Narcissistic Personality Disorder.   

 To the narcissist, all people are replaceable.  Since the the narcissist views himself to be 

unequivocally unique, he views all others to be of inferior uniqueness.  To him, people are 

merely a means of providing the necessary functions to reaffirm the characteristics that make up 

his narcissism: reflection, affirmation, recognition, adulation, and attention (Vaknin 39).  This 

makes every person in the narcissist‟s life and every social interaction interchangeable and 
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dispensable, provided they reaffirm those characteristics.  No one person interests the narcissist 

as much as he is interested in what everyone else is thinking about his social standing and 

behavior.  This becomes especially difficult in an intimate relationship.  How could a narcissistic 

person viewing himself to be far more unique and interesting than the outside world engage a 

spouse in a relationship built on trust, excitement and intimacy?  It is incredibly difficult to 

understand from an outsider‟s point of view how the narcissist does this seeing as how all people 

are replaceable.  This hypothetical relationship isn‟t an example of true love or actual romantic 

feelings but is merely a reflection of how the narcissist views the world.  In fact,  Vaknin lists 

four mechanisms employed by the narcissist in a “loving relationship” that prove this.  The first 

two mechanisms deal with how the narcissist takes his world view out on the partner.  He 

“merges” with the partner and contains him or her as a symbol of the outside world and 

establishes complete dominion over them.  It could be either one and in some more extreme 

cases even both.  In every possible scenario, the narcissist replicates his ego and is addicted to 

publicity.  He constantly ignores evidence that point to the contrary.  Lastly, in very extreme 

cases the narcissist has hallucinations, which sometimes occur during treatment during an event 

so traumatic it cannot be suppressed (Vaknin 40).   

 These two topics of uniqueness and intimacy tie-in on a level of the utmost importance 

for the narcissist.  While they aren‟t direct opposites, the means to their achievement are and this 

presents an issue.  Vaknin breaks this down so well that he nearly comes up with a mathematical 

equation relating the two.  To sum it up, first one must realize that intimacy is implying some 

sort of relationship with an individual who possesses privileged information about the other.  

Any information that is even partially withheld leads to a sense of superiority and mystery, 

which the narcissist covets.  Once this withheld information is disclosed, the superiority and 

mystery are gone.  These two components are essential to being unique.  Since everybody seeks 

intimacy, it cannot be something that is considered unique.  Once you become more familiar 

with somebody intimately, they always seem unique because of the idiosyncrasies that 

distinguish all human beings apart.  Once two people get to know each other, they appear to be 

unique to one another.  This uniqueness negates the narcissist‟s feeling of being truly unique.  

The narcissist in question, therefore, does everything in his power to avoid intimacy at all costs 

(Vaknin 42).  

 Due to these intimacy issues, the narcissist also develops an issue with sexual 

communication.  Vaknin lists some different types of sexual communicators, which are basic 

descriptions about how healthy individuals deal with sexual encounters versus how the narcissist 

views the sexual experience. The Emotional-Sexual Communicator is at first attracted sexually to 

his partner.  He then examines his compatibility with the individual, which is followed by love 

and then in time with sexual intercourse.  Once the psychological makeup of the relationship 

changes, the relationship disintegrates and creates a void that can once again only be filled by the 

outside world.  The Transactional Sexual Communicator is different in that he examines the 

compatibility of the individual first.  Only once he establishes compatibility does he engage the 

partner sexually. This leads to the formation of habits, most of which create a fair resemblance of 

love and a reliable relationship.  The third type of sexual communicator is the Purely Sexual 

Communicator, which is the category that the narcissist nearly always falls into.  Unlike the first 

two communicators, the Purely Sexual Communicator engages a partner first in sexual 

intercourse and typically, this is the shortest and most dysfunctional type of relationship.  He 

treats the sexual partner like an object: “the narcissist can have a lot of good sex-- as long as it is 

devoid of emotional content” (Vaknin 47).   
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 In terms of this project, Vaknin sums up what we need to know about narcissism is three 

very important passages.  He states that it is “inside himself that the narcissist is afraid to look. 

For, had he done so, he would have discovered a both dismaying and comforting truth: he needs 

no one on a long-term basis. Other people are, to him, short-term solutions” (Vaknin 49).  The 

important figures in a narcissist‟s life flow in and out of it frequently enough that those he leaves 

behind never catch on to the troubles that plague his ability to function like a mentally stable 

member of society-- he remains in control.  He knows that he “can only rely on one stable, 

unconditional source of love: himself” (Vaknin 49).  Even in therapy, the narcissist is not 

seeking true assistance, he is seeking a reaffirmation of the beliefs that led him to that point.  

They will be realigned and reworded, with new justifications and rationales, but the value of 

them remains exactly the same.  Lastly, Vaknin notes that when it comes to meeting another 

person, the narcissist encounters an expenditure of energy, however he is “willing to oblige-- 

providing they extract energy-boosting adulation, sufficient to offset the energy that they expend 

to merely interact” (Vaknin 49).  Once again, he needs that adulation to reaffirm his narcissistic 

beliefs. Vaknin goes on in this direction for a few more chapters but for the context of this 

project, those subjects would only add unnecessary length to an already lengthy subject matter.   

 Having both grappled with all three of Riesman‟s character types and developing a 

discussion of narcissism, it is now appropriate to introduce the narcissist-directed character type, 

or the fourth mode of conformity.  For the remainder of the project, the focus will be on only the 

latter of Riesman‟s three character types, the other-directed character.  It is well-understood and 

assumed that we have moved out of the realm of both tradition-direction and inner-direction, 

almost entirely.  Tiny portions of both character types may exist in the more remote areas of the 

country where the primary familial groups are still more heavily relied on, such as the American 

midwest, but on the whole, both character types are virtually extinct.  At the time of Riesman, we 

were in full-fledged other-direction.  We see for the first time the focus on the individual‟s 

relationships with the social group and the individual‟s feelings and sensitivities.  In other words, 

much like inner-direction was a supplement and subsequent to tradition-direction, narcissistic-

direction is a supplement and subsequent to other-direction.  The former two take place entirely 

in the primary groups that were so important in pre-Industrial Revolution times, with assorted 

degrees of minimal variation.  The latter two take place entirely within social settings. The 

secondary groups run the gambit.  While one could easily argue that narcissism is heavily 

internal, the social interactions that result from such are not.  How society views the narcissist is 

the narcissist‟s utmost concern; what he is presenting is the entity that is entirely external.   

 But the other-directed individual and the narcissistic-directed individual are remarkably 

similar.  The other-directed individual internalizes social cues and formulates his behavior off of 

the secondary groups he encounters daily.  There is no originality in his routine.  The difference, 

however, is he does so to fit in.  His main concern is that at the end of the day, he maintains 

friendships with agreeable people and engages them in such a way that they accept him socially.  

The narcissist also internalizes social cues from his contemporaries.  However, the narcissist is 

constantly crafting an image.  He is anticipating reactions before he speaks and he is planning his 

response for afterwards.  But the narcissist is doing so to appear unique.  In this attempted 

uniqueness, we see the new mode of conformity arise.  Previously, society (especially young 

society) was so concerned with leisure and social time that individuality is what was left out.  As 

the desire for uniqueness continues to grow, the character must evolve.  The other-direction 

lacked uniqueness, so the narcissist attempted to create it.  In attempting to create it, he 

convinced himself that he was superiorly unique.  If narcissist-direction is become more and 
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more prevalent, then any type of uniqueness that is being formulated remains false.  Vaknin 

discusses how the narcissist learns this through intimacy.  I propose that the narcissist is 

beginning to learn this through any form of social interaction as we move further into the 

information age, where it has become deceivingly easy to “seem” unique, without any merit or 

authenticity.  For the unsuspecting narcissist, uniqueness now becomes conformity.   

 There is no better example of this transition between character types in American 

literature than Holden Caulfield of J.D. Salinger‟s The Catcher in the Rye.  For decades, 

psychologists, sociologists and literary buffs alike have all tried to diagnose Caulfield with some 

type of personality disorder.  Caulfield is not an individual afflicted.  He is an individual that is 

the perfect symbol of the generation caught in-between other-direction and narcissist-direction.  

He displays tendencies of both character types, while not quite fitting in with either one.  

Caulfield captured the hearts of Americans at the very same time that Riesman‟s work begins to 

become outdated, merely a decade after his release of The Lonely Crowd.  As Dennis Wrong 

points out in one of his response essays to Riesman about The Lonely Crowd, “in almost every 

decade a book appears that shatters certain prevalent stereotypes about American life by naming 

and pinpointing changes that haven‟t yet reached the general awareness” (Wrong 331).   The 

Catcher in the Rye was that next decade‟s book in fiction form.  One can learn an equal amount 

about social character from The Lonely Crowd as you could from The Catcher in the Rye.  The 

two are just laid out in different forms.  Salinger strung together words that the public was just 

beginning to feel.  He constructed the sentences and the feelings the readers didn‟t know existed.  

The public related it to it.  It was a fresh, new take on character.  It was the story of an individual 

undergoing these changes and likely the first of its kind.   

 The book‟s protagonist is in a constant see-saw battle between dialogue and narration in 

which you see how he behaved as a social character versus the true feelings that come out after 

the interaction.  Often in these narrations, it‟s revealed that Caulfield doesn‟t actually feel how 

he said he did.  And not only that, the reader then finds out that no matter what the topic is, 

Caulfield feels that his opinion is better, more accurate and less boring.  Throughout the novel‟s 

modest 214 pages, he is constantly assessing future interactions and basing his end of the 

dialogue off of how he feels the other person will react.  Without reading this narration, 

Salinger‟s protagonist is the perfect other-directed character.  Dennis Wrong even goes on to say 

that Riesman‟s “...up-to-the-minute sense of the zeitgeist, comparable to that of a writer like J. D. 

Salinger (who was at the same time drawing fictional portraits of the very kinds of people 

Riesman characterized as other-directed)...” (Wrong 162).   

 But what Wrong is failing to realize is that this other-direction takes place in dialogue 

alone, which is only one-half of what goes in to determining a character type.  It is what 

Caulfield is telling us that makes the argument that he is falling into this narcissist type. The 

reason it is transitional is because Caulfield does not yet attempt to portray his narcissism to 

others.  Externally, Caulfield is still in other-direction.  But on the inside, he is a full-blown 

narcissist.  When Caulfield attempts to bring out his narcissism, it‟s met with harsh 

consequences.  For example, there is a passage in the book where Caulfield meets a love interest, 

Sally, in New York City.  Caulfield expresses his distaste for the city and for his friends and for 

his school work and asks Sally to runaway with him.  All the while, Caulfield is narrating to the 

reader that he doesn‟t actually want to runaway, but if he did it certainly wouldn‟t be with this 

girl (Salinger 130).  Sally doesn‟t take kindly to Caulfield‟s suggestion and leaves him in the 

middle of the city.  This character type is not yet so welcomed and that‟s what keeps it inside of 
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Caulfield for most of the book.  He hasn‟t yet learned to sell his image, he‟s still working on 

trying not to stand out.   

 Social psychologist Harold H. Kassarjian revists Riesman‟s work in 1965 describes the 

other-directed mindset from this marketing standpoint in that “...the individual must learn to live 

not as a producer but must be carefully taught to live as a consumer” (Kassarjian 55).  As a 

consumer, the other-directed individual is constantly intaking material with which to formulate 

their “own” ideas and opinions.  More so than selling an identity, other-directed people are 

constantly buying the personalities and ideas of the people who they surround themselves with.  

It is hardly their “own”.  In order to be a successful narcissist, he must be both consumer and 

producer.  He must view and anticipate the product that the consumers will buy, thus in itself 

making him think in the shoes of a consumer, and effectively produce and market that product in 

a unique and fundamentally “better” way.  How effective this is depends on how hard the 

narcissist works at not only perfecting the image he wants to portray, but how well he 

comprehends what the people want.  He has to work just as hard as the other-directed person to 

meet the approval of others, but twice as hard to meet the approval of himself.   

 To see how this generational change occurred, all we need to do is go all the way back 

again to the legend of Narcissus: the narcissist is not in love with his true self, he is in love with 

the image which he is presenting to the world.  Today, this has never been truer.  But now we 

have more than physical identities to craft and maintain.  We‟re provided with digital ones 

almost at birth now.  These digital identities are more often groomed than our physical ones: we 

can present an idea to the world with the click of a mouse.  There has to be no truth or 

authenticity to that idea, it is merely however we want the digital world to view us.  The social 

network has replaced our tangible hobbies.  They‟ve been replaced by a screen and a series of 

thoughts and images we‟ve “created” ourselves.  Often times this is to make the individual 

appear to be something that they are not.  In all cases, though, it is the message the narcissist 

wants to the public to see.  Most alarmingly, even the tangible hobbies some of society has held 

on to are narcissistic enterprises.   Long gone are the days where the student learns to play the 

piano in the privacy of his own home in order to maintain a hobby and earn a respectable 

knowledge of music for himself.  A student used to learn to play the piano because he grew up 

around the piano and it was an important facet of his heritage as a tradition-directed person. The 

inner-directed character learned to play the piano because being a musician was instilled in him 

as a goal by his parents (for the sake of an example.  Most inner-directed parents would never 

instill “being a musician” as a goal in their children) and they set him on that track, which he 

could not remove himself from.  The other-directed character learns to play the piano because his 

social group is either doing it or spending their time wishing that they were. Alas, the student 

now learns the piano so he can demonstrate to the world through the now emerging social media 

that he can, indeed, play the piano.  He has no actual interest in how the hammers strike the 

strings, the sounds that come out or even ascending or descending scales.  Afterwards, 

contemporaries can add their own comments to the piece, which will inevitably be universal 

praise despite the varying quality of it.  The subject is partaking in an activity that is “unique” 

and when others recognize this, he receives everything the narcissist needs: reflection, 

affirmation, recognition, adulation, and attention.   

 Is this true for everyone? Is everyone we encounter a narcissist? Of course not.  But much 

like how Riesman saw other-direction emerging in the urban youth of cities like Boston and New 

York, the evolution of character again starts there.  It‟s an evolution that even Riesman admitted 

was coming in 1980 in his essay, “Egocentrism: Is the American Character Changing?” when he 
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appropriately recognizes that we are perhaps beginning to move out of other-direction.  How 

prevalent narcissism becomes is really determined by the parenting styles of the times.  If parents 

continue to neglect their children and cause these “disturbances” early in their youth, then 

personality issues (I hesitate to say “disorders”) will continue to arise.  But as this display of 

narcissism becomes more culturally acceptable, less will be done in the way of psychiatrists and 

therapists to fix it and it will remain the dominant character type until a natural evolution occurs 

pending the realization that it is not a unique endeavor.  In time‟s past, we‟ve had a reasonable 

estimation of what comes next.  But never before have so many people felt so strongly about 

their ability to be unique, regardless of its truthiness.  As long as society allows us to express 

ourselves freely, something that has always been a “right” but not one enforced until the latter 

few decades, people will grow more and more confident that the way they are behaving and their 

style of dress is something that has never been seen before.  For the narcissist, this confidence is 

exactly what makes the movement continue forward.   
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Abstract 
The role of women in education is often ignored or barely discussed in conversations in the 

academic arena. This is because historically, women and girls have not been afforded equal 

educational opportunities in many cultures for them to have an equal voice in academia 

(Johnson, Musial, Hall, Gollnick, & Dupuis, 2011). Also, it is a known fact that most educational 

institutions have traditionally been sexist (Johnson et al., 2011). Fortunately, in contemporary 

times, more women and girls are being educated and are gaining voice in the academy, 

especially in Europe and North America. It cannot be overemphasized that education will not be 

where it is today without the outstanding contributions of countless women throughout history. 

Those women include Maria Montessori, Mary McLeod Bethune, Hallie Quinn Brown, Majorie 

Lee Browne, Inez Beverly Prosser, Emma Willard, Ella Flagg Young, Prudence Crandall, Mary 

Lyon, Elizabeth Palmer Peabody, Katherine Lee Bates, Charlotte Angas Scott, Maria Mitchell, 

and M. Carey Thomas (Johnson et al., 2011; Lewis, 2010), to name a few. 

 

The purpose of this paper is to celebrate the contributions of four female educators to education 

in the United States of America. Specifically, the paper will focus on the efforts made by Mary 

McLeod Bethune, Inez Beverly Prosser, Hallie Quinn Brown, and Majorie Lee Browne towards 

the advancement of education, especially female education. Lessons learned from these 

exceptional educators will also be noted. 

 

Introduction     
The role of women in education is often ignored or barely discussed in conversations in the 

academic arena. This is because historically women and girls have not been afforded equal 

educational opportunities in many cultures for them to have an equal voice in academia 

(Johnson, Musial, Hall, Gollnick, & Dupuis, 2011). Also, it is a known fact that most educational 

institutions have traditionally been sexist (Johnson et al., 2011). Fortunately, in contemporary 

times, more women and girls are being educated and are gaining voice in the academy, 

especially in Europe and North America. It cannot be overemphasized that education will not be 

where it is today without the outstanding contributions of countless women throughout history. 

Those women include Maria Montessori, Mary McLeod Bethune, Hallie Quinn Brown, Majorie 

Lee Browne, Inez Beverly Prosser, Emma Willard, Ella Flagg Young, Prudence Crandall, Mary 

Lyon, Elizabeth Palmer Peabody, Katherine Lee Bates, Charlotte Angas Scott, Maria Mitchell, 

and M. Carey Thomas (Johnson et al., 2011; Lewis, 2010), to name a few. 

 

The purpose of this paper is to celebrate the contributions of four female educators to education 

in the United States of America. Specifically, the paper will focus on the efforts made by Mary 

McLeod Bethune, Inez Beverly Prosser, Hallie Quinn Brown and Majorie Lee Browne towards 

the advancement of education, especially female education. Lessons learned from these 

exceptional educators will also be noted. 

 

Contributions of Mary McLeod Bethune (1875 – 1955), Inez Beverly Prosser (1896 – 1934), 

Hallie Quinn Brown (1845?/1850?/1855? – 1949) and Marjorie Lee Browne (1914 – 1979) 

to education 

Mary McLeod Bethune was born in a period in United States history when the society was 

engaged in Reconstruction after the American Civil War and Emancipation. She was born to 

African American parents in Mayesville, South Carolina. Due to Emancipation of slaves she 
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became the first family member who was not born into slavery (Johnson et al., 2011) and thus 

had an opportunity to obtain formal education from age nine in a free Methodist Mission school 

for African American children (Lewis, 2010). Mary McLeod Bethune’s career as an educator 

and her contributions to education was launched at an early age when it is reported that she 

would return home from school and teach her brothers and sisters what she had learned in school 

(Johnson et al., 2011). According to historians of United States education, Mary McLeod 

Bethune, like her contemporary W. E. B. Du Bois, believed that education was the key to helping 

African American children function effectively in mainstream America, and committed her life 

to improving educational opportunities particularly for young African American women 

(Johnson et al., 2011). She also believed that education helps everyone respect the dignity of all 

people and is needed by all Americans (Johnson et al., 2011).      

 

Mary McLeod Bethune obtained a scholarship to attend Scotia Seminary in North Carolina in 

1888 and enrolled in the Moody Bible Institute in Chicago, Illinois in 1893 with the intention of 

becoming a missionary to Africa (Lewis, 2010). When Mary McLeod Bethune learned that 

African Americans were excluded for missionary work in Africa, she chose teaching in several 

Presbyterian schools in Georgia and South Carolina as her alternative (Lewis, 2010). In the early 

1900s Mary McLeod Bethune moved to Florida, where she recognized an opportunity to provide 

education for the families of railway construction workers and others. She established the 

Daytona Normal and Industrial Institute for Negro Young Women in 1904 with only a few 

students, raised funds for the school, ran the school, and taught the students (Lewis, 2010; 

Johnson et al., 2011). According to Lewis (2010), Mary McLeod Bethune focused the school on 

educating girls who had few other opportunities for education. The school initially focused on 

elementary classes, and later secondary courses, stressed industrial training and religious 

instruction, and eventually moved to more academic subjects. The school added nursing classes 

and in 1911 Mary McLeod Bethune opened a hospital for her students because they were not 

admitted to the whites-only hospital (Lewis, 2010).  

 

Mary McLeod Bethune obtained financial support for the school from people of all walks of life 

including European American industrialists like James M. Gamble of Proctor and Gamble and 

Thomas H. White of the White Sewing Machine Company (Lewis, 2010). Mr. Gamble served as 

President of the school’s Board of Trustees from 1912 until his death (Lewis, 2010). In 1923, 

Mary McLeod Bethune merged her school with the Cookman Institute for Men in Jacksonville, 

Florida to become the Bethune-Cookman College for which she served as President until 1942 

(Lewis, 2010; Johnson et al., 2011) with a brief return in 1946 to 1947. Today, Bethune-

Cookman College, which began as a College for African American youth, is known as Bethune-

Cookman University providing education for thousands of Americans of all races and 

persuasions.   

 

It is significant to observe that Mary McLeod Bethune’s great and brilliant career did not end at 

the portals of schools and colleges but also in the halls of the White House, in the United Nations 

Organization (UN), in political and social activism, and in various other entities. In 1924, she 

was elected President of the National Association of Colored Women (NACW) which she later 

brought into affiliation with the larger and more powerful white-run National Council of Women 

(Lewis, 2010). In 1935, she founded the National Council of Negro Women (NCNW) and served 

as its President from 1935 to 1949 (Johnson et al., 2011; Lewis, 2010). From 1936 to 1951 she 
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served as President of the Association for the Study of Negro Life and History, an African 

American history organization founded by Carter G. Woodson, and served as Vice-President of 

the National Association for the Advancement of Colored People (NAACP) from 1940 to 1955 

(Lewis, 2010). Mary McLeod Bethune served as President Franklin D. Roosevelt’s Special 

Advisor on Minority Affairs and participated in the drafting of the United Nations Charter as 

Special Consultant in the 1940s (Johnson et al., 2011). Considering her selfless career, it is not 

surprising that Johnson et al. (2011) opined that Mary McLeod Bethune was an effective, 

energetic human rights activist throughout her life and also a dedicated and professional career 

educator.   

 

Inez Beverly Prosser was born at the end of the nineteenth century (historians are not sure if she 

was born in 1895 or 1897) and though she did not live long enough (she was barely 40 years old 

when she passed on in 1934) to witness the political, economic and social upheavals and the 

concomitant changes the upheavals effected in the twentieth century, she lived a highly 

productive life which is described by Benjamin (2008) as a most improbable life. Like Mary 

McLeod Bethune, Inez Beverly Prosser had a lifelong passion for education and an 

understanding of its motive force for changing lives. As a result, she graduated valedictorian 

from Yoakum Colored High School in Yoakum, Texas in 1912 and received a degree in teacher 

training at Prairie View A&M University (Benjamin, 2008; Wikipedia, 2010). She, like Mary 

McLeod Bethune, began her career as a teacher and taught in Austin, Texas in 1913 where she 

enrolled in Sam Houston College obtaining a Bachelor’s Degree in Education with distinction in 

1926 (Benjamin, 2008; Wikipedia, 2010; University of Mississippi, 2010).  Inez Beverly 

Prosser’s generosity and selflessness were demonstrated early in her career when she set up a 

fund for five of her siblings to attend and complete their college education (Benjamin, 2010).  

 

Inez Beverly Prosser was recognized as an excellent teacher and leader. She taught and served as 

Dean and Registrar at Tillotson College in Texas where in 1929 and 1930 she organized a series 

of lectures which featured George Washington Carver as a speaker (University of Mississippi, 

2010). She won the Rockefeller Foundation General Education Board Fellowship in 1931 due to 

her reputation as an excellent teacher, and worked at Tougaloo College in Jackson, Mississippi 

as an Instructor and administrator (University of Mississippi, 2010; Warren, 1999). Racism, 

segregation and discrimination in Texas could not halt Inez Beverly Prosser’s passion for 

learning and educating others when she moved from Texas so she could receive graduate 

education. This she pursued at the University of Colorado where she earned a Master’s Degree in 

Educational Psychology and at the University of Cincinnati where she obtained a Doctor of 

Philosophy degree in Educational Psychology in 1933 (Benjamin, 2008). Inez Beverly Prosser 

distinguished herself with this degree when she became one of the first African American 

women to earn a Ph.D. degree in the United States of America (University of Mississippi, 2010). 

Her dissertation, “The non-academic development of negro children in mixed and segregated 

schools” in which she concluded that African American children were better served in 

segregated schools is worth noting because it became one of the earliest studies on the social life 

of school children, particularly African American children, in the United States of America 

(University of Mississippi, 2010). Her dissertation was utilized in the Brown versus Board of 

Education of Topeka, Kansas litigation, which led to the landmark decision to desegregate 

schools in the United States of America (University of Mississippi, 2010; Warren, 1999). 
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Although Inez Beverly Prossser lived a very short life, she had a remarkable career that has left 

an indelible imprint in the history of education in the United States. 

 

Hallie Quinn Brown was an educator who was born to former slaves in the era of slavery in the 

United States. Her birthdate is uncertain but she grew up in Pittsburg, Pennsylvania and 

Chatham, Ontario during slavery and lived through Emancipation, Reconstruction, the First 

World War and the Second World War (Lewis, 2010). Hallie Quinn Brown graduated from 

Wilberforce University in Ohio and taught in schools in Mississippi and South Carolina (Lewis, 

2010). She was appointed Dean of Allen University in South Carolina in 1885 and studied at the 

Chautauqua Lecture School (Lewis, 2010). She later taught in public schools in Dayton, Ohio 

and was appointed lady principal (dean of women) at the then Tuskegee Institute where she 

worked with Booker T. Washington (Lewis, 2010) to advance the lot of African Americans. 

Hallie Quinn Brown served as Professor of Elocution at Wilberforce University from 1893 to 

1903 while promoting the Colored Women’s League, which became a part of the National 

Association of Colored Women (Mary McLeod Bethune served as President of this organization 

in 1924 as noted above), speaking to popular acclaim on African American life, and making 

several appearances before Queen Victoria of Great Britain including having tea with the Queen 

in July, 1889 (Lewis, 2010).   

 

Like Mary McLeod Bethune and Inez Beverly Prosser, Hallie Quinn Brown was an activist and 

worked to ensure that women and African Americans would obtain and enjoy the rights of full 

citizenship and all civil rights. For example, she represented the United  States at the 

International Congress of Women’s meeting in London in 1899 and in 1925 she protested 

segregation of the Washington (D.C.) Auditorium being used for the All-American Music 

Festival of the International Council of Women, threatening that all African American 

performers would boycott the event if segregated seating was not ended (Lewis, 2010). It is 

believed that about two hundred African American entertainers boycotted the event and many 

African American participants left the auditorium in response to her speech (Lewis, 2010). As a 

retiree, Hallie Quinn Brown came full circle as an educator and activist when she helped raise 

funds for Wilberforce University, raised funds for preserving Frederick Douglass’ home in 

Washington, D. C., and served as President of several organizations, including the Ohio 

Federation of Colored Women’s Clubs and the National Association of Colored Women. 

 

Majorie Lee Browne was born in the second decade of the twentieth century which witnessed the 

First World War and the United States’ involvement in a war on the world stage. She attended 

primary and high schools in LeMoyne, Iowa; obtained her undergraduate degree in mathematics 

cum laude in 1935 in Howard University; earned her Master’s Degree in mathematics in 1939 

and her Ph.D. in mathematics in 1949 from University of Michigan (Lewis, 2010). As an 

educator, Majorie Lee Browne taught at Gilbert Academy in New Orleans, Louisiana, Wiley 

College in Marshall Texas from 1942 to 1945, North Carolina College (later North Carolina 

Central University) from 1950 to 1975 where she served as Chair of the Mathematics 

Department, and the Summer Institute for Secondary School Science and Mathematics Teachers 

funded by the National Science Foundation in 1957 (Lewis, 2010). 

 

Majorie Lee Browne obtained several fellowships and awards throughout her career including 

the Ford Foundation Fellowship for combinatorial topology at Cambridge University, the 
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National Science Foundation Faculty Fellow for computing and numerical analysis at University 

of California, and the Fellowship for differential topology at Columbia University. Majorie Lee 

Browne is well known for being one of the first African American women to receive a Doctorate 

Degree in Mathematics in the United States in 1949, entering the annals of African American 

and United States history as a famous and distinguished African American woman like Mary 

McLeod Bethune, Inez Beverly Prosser and Hallie Quinn Brown. In 1960, she submitted a grant 

proposal to International Business Machines (IBM) to bring a computer to a college campus, one 

of the first such college computers and likely the first at any Historically Black College and 

University (HBCU) (Lewis, 2010). Today, there are numerous computers in all HBCUs 

throughout the United States. Perhaps if Majorie Lee Browne had not successfully initiated this 

first for HBCUs, the story of computers in HBCUs might be different today. It is obvious that 

Majorie Lee Browne’s outstanding career as an educator did not impact only African Americans 

but all Americans.    

 

Lessons Learned 
The following are some of the lessons learned from Mary McLeod Bethune, Inez Beverly 

Prosser, Hallie Quinn Brown, and Majorie Lee Browne, these remarkable educators whose 

careers have been briefly summarized above. 

a) Their stations in life (they all lived at a time when women were still “in the kitchen” in 

the United States) were no excuse to them and did not prevent them from accomplishing 

the goals they set for themselves.  

b) They made a positive difference in the lives of the communities in which they lived and 

served, a positive difference which has thrived till today. 

c) The culture and cultural practices (racism, ethnocentrism, segregation, discrimination, 

etc.) of the periods in United States history in which they lived were no match to their 

indomitable spirits. 

d) They pursued their careers and goals undeterred by events and circumstances of their 

times such as slavery, Emancipation, Reconstruction, Plessy versus Ferguson Decision, 

Jim Crow, the First World War, the Second World War, the Korean War, Brown versus 

Board of Education Decision, desegregation, Civil Rights protests, Vietnam War, etc. 

e) No matter the period one lives in, one can help transform the lives of the people in that 

period by contributing positively to the lives of individuals. 

f) In the case of Inez Beverly Prosser who lived a very short life, a short life lived could be 

a long life lived if lived to positively impact humanity. 

g) They empowered students by educating them and/or providing the means for them to be 

educated. 

h) They helped shape and assure the successful future of many through their respective 

careers.    

i) They were astute, selfless, resilient, fearless, indomitable, determined, persevering, 

resourceful, hardworking, and willing to advance the lot of humanity regardless of race or 

creed. 

j) They recognized opportunities to advance humanity and utilized them. 

k) Each of them was an activist in her own right and worked to bring basic civil rights to all, 

especially women and African Americans. 

l) Their respective careers and contributions impacted and will continue to impact women, 

African Americans, all Americans, and the whole world.  
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Conclusion 
The above has been an effort to briefly summarize and celebrate the careers of Mary McLeod 

Bethune, Inez Beverly Prosser, Hallie Quinn Brown, and Majorie Lee Browne. These 

distinguished women were great educators. They were ordinary women who accomplished 

extraordinary things by the choices and decisions they made. They chose an extraordinary 

vocation, education, and their accomplishments and contributions have impacted not only the 

United States, but the whole world till today. They were true global educators. They were an 

inspiration in their time and are an inspiration to all women today, especially women educators, 

and should be emulated. Indeed these were and are women worthy of praise. 
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Abstract 
 Ethics is the essential substance of public school leadership. All educators are expected to 

always utilize sound moral judgment, and when they do not, the public outcry is substantial. The 

purpose of this research was to investigate differences between school leaders who had a course 

in ethics in their preparation programs and those who did not with respect to school policy, 

programs, and practices. Significant differences were noted in favor of those having a course in 

ethics relative to leadership in school policy and practices. Those having a course in ethics were 

significantly more likely to consider ethical viewpoints in their leadership in the areas of school 

policy and practices. This study has implications for educational leadership/administration 

preparation program. 

 

Introduction 

As the School Law professor read and graded the final projects from his most recent 

group of students preparing to be school principals, he took quiet satisfaction in the range, depth 

of scholarship, and evidence of effort in the papers he encountered. Topics his students had 

chosen included due process, special education, Section 504, school safety, and teacher contracts 

and non-renewal. One student, whose son had been diagnosed as a child as having Asperger’s 

Syndrome, wrote about special education through the lens of a parent who had had to advocate 

for his child’s right to an appropriate education and what this process had taught him about the 

role of the principal. 

 Scanning the cover page of the last paper in the substantial stack on the desk before him, 

the professor noted the topic: student rights. The first few sentences were impressively well 

crafted and seemed to frame the topic in terms consistent with the discussions that had occurred 

in class during the previous weeks. By the third paragraph, however, the professor sensed that 

the wording and analysis were too “lawyerish” to represent the thinking of a student only 

recently introduced to school law. Typing a line from the paper into Google, the professor’s 

concerns were confirmed: the sentence was taken verbatim from a well-respected law review 

published a few years before. Sentences chosen from other parts of the paper found a similar 

result. After more than an hour of feeding text into the search engine, it was apparent that, with 

the exception of a few words redacted to reflect the realities of 2010, the entirety of the paper 

was plagiarized. Compounding the offense was the absence of a bibliography. 

 What might be the appropriate response to this apparent ethical lapse? The professor 

mulled several options. Should the student receive a failing grade for the paper—and the course? 

Should the student be confronted with his evident dishonesty but allowed to rewrite the paper—

with a substantially reduced grade? Should the offense result in the student being expelled from 

the principal preparation program? The latter, although clearly the most Draconian response, did 

not seem unreasonable. After all, this student, together with his peers in the cohort, was 

preparing to be licensed as a school principal. If he could not be trusted to perform with integrity 

in a graduate school setting, could he be expected to act ethically when faced with the day-to-day 

realities of the principalship? 

 

Literature Review 

 The study of ethics is extremely complex since the issues being considered are choices 

about what is considered right or wrong when examining human behavior (Rebore, 2004). Some 

authors consider ethics the essence of leadership. Johnson (2009) stated “The misery caused by 

unethical leaders drives home an important point: Ethics is at the heart of leadership” (p. xvi). 
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Lashway (in Smith & Piele, 2006), stated “to be a school leader is to live with ethical 

dilemmas…” (p. 130) because these authors perceived that leadership responsibility should focus 

more on integrity than management. 

 Lunenburg and Irby (2006) defined an ethical principal as “one who, in the face of 

adversity, ambiguity, and challenge reflects on what is right by some set standard or code and 

acts in a rational and caring manner to resolve problems and conduct business” (p. 346). 

 Starratt (2004) wrote extensively about “being present,” which he explained was 

achieved by really reflecting on a situation fully and understanding all components, then 

accepting the moral responsibility for completely addressing that situation with the involvement 

of significant others. Starratt (2004) wrote “the sense of moral responsibility to respond to a 

certain situation or event grows in proportion to our being present to that situation or event” (p. 

91). 

 Johnson (2009) identified several personal characteristics, which he found contributed to 

ethical leadership. Johnson noted that courage enabled leaders to take risks; optimism enabled 

them to persist, while compassion and justice enabled them to consider the needs of others rather 

than focusing only upon their own personal goals. Lashway (in Smith & Piele, 2006) explained 

that individuals could lead without personally teaching every subject or coach without being a 

noteworthy athlete, but no one could lead an ethical school campus without themselves being 

ethical.  

 Professional educators have participated in school reform initiatives to establish 

performance standards to strengthen educational leadership preparation programs (Shipman, 

Queen, & Peel, 2007). According to Shipman, Queen, and Peel (2007), the Educational 

Leadership Constituent Council (ELCC) standards were first published in 1995. ELCC Standard 

5 addresses ethical leadership as stated, “Candidates who complete the program are educational 

leaders who have the knowledge and ability to promote the success of all students by acting with 

integrity, fairly, and in an ethical manner” (p. 119). 

 

Rationale 

 The principal preparation program that leads to licensure may or may not include a 

course specifically dedicated to “ethics.” Despite this apparent inconsistency, questions of ethical 

behavior and morally-purposed leadership are threaded thickly through coursework whose focus 

embraces the traits that effective leaders should have—or at least aspire to. Whether rooted in an 

educational setting (e.g. Evans, 2007; Fullan, 2001; Sergiovanni, 2007; Shapiro and Stefkovich, 

2001; Starratt, 1994; Strike, Haller, & Soltice, 1998; Tschannen-Moran, 2007; Willower & 

Licata, 1997) or instead in the world of business (e.g. Collins, 2001; Kidder, 1995; Lencionne, 

2002), consideration of how leadership should be judged against an ethical standard goes hand-

in-hand with establishing and bringing to reality the vision for an organization.  

 With disturbing frequency the news media inform us of the latest transgression by a 

member of the education profession, be that person a teacher or principal. In 1997, Mary Kay 

Lettourneau, an elementary school teacher in a school district near Seattle, WA, was convicted of 

statutory rape of a former male student, Vili Fualaau, who was 13 when his former mentor, then 

35, became pregnant. School law provides other examples of ethical lapses by teachers and 

administrators (see, for example, Franklin v. Gwinnett County Public Schools, 1992; Toney v. 

Fairbanks North Star Borough School District, 1994; and Trautvetter v. Quick, 1990).  

In 2005, the Houston Independent School District launched an investigation of undue 

help from teachers tasked with supervising student testing based on suspicious results reflected 
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in statewide tests administered in 2004 (Axtman, 2005). Other parts of the country are not 

immune. “From Boston to Florida to California, school districts have been investigating claims 

that educators are providing students with answers, changing answers after the test is over, and 

giving students extra time” (Axtman, 2005, ¶ 4). Other examples of teachers and principals 

cheating to boost student test results were reported in Indiana, Mississippi, and Arizona 

(Axtman, 2005). 

It might appear that any effort to require a moral compass in educators, including school 

leaders, is doomed at the outset. However, in a multi-cultural social setting that seems fraught 

with ethical ambiguity, the role of ethics in school administration could not be more important in 

2010. As Kidder (1995) noted in his seminal study of integrity in the workplace, ethics is not a 

luxury; it is central to our survival. 

 

Methods 

Participants 

 The researchers in the current study used survey methodology in an effort to investigate 

whether the inclusion of ethics courses in a principal preparation program made a difference in 

the development and evaluation of ethical school policies, programs, and practices.  The 

participants who responded to the survey (n = 206) included principals and assistant principals 

from Washington (n = 45) and Texas (n = 77), as well as current students, enrolled in a principal 

preparation program from Texas (n = 84) who had some level of administration experience. 

Table 1 shows the characteristics by state of the participants in the study.  

 

See Table 1 

 

Materials and Procedures 

 Instrument.  The survey was developed by the researchers and based upon various 

models of ethical decision-making and practices (Rebore, 2001; Shapiro & Gross, 2008).  It 

consisted of a demographic section, 48 statements that participants would rate their level of 

agreement or disagreement on a five point Likert-scale (0=Neutral, 1= Strongly Disagree, 2 = 

Disagree, 3= Agree, 4= Strongly Agree), and three open-ended questions.   The initial survey 

instrument was piloted on 18 doctoral students in educational leadership who had experience as a 

school principal.  Minimal changes were made to language and organization to clarify directions 

and/or items. 

 Fifteen of the items in the survey dealt with the principal’s development and evaluation 

of school policies, programs, and practices addressing issues related to social justice, equity, 

confidentiality, acceptance, and respect between students and faculty.  Principal component 

analysis (PCA; Jackson, 1991) was used to assure that the fifteen items maintained the three 

constructs for analysis: Development and evaluation of ethical school polices, development and 

evaluation of ethical school programs, and development and evaluation of school practices.  The 

average component loading for the policy questions was .92 and explained 85.94% of the 

variance.  The average component loading for the program questions was .92 and explained 

83.32% of the variance.  Finally, the average component loading for the practices questions was 

.91 and explained 83.24 % of the variance.   

 Procedures.  Participants were solicited for the current study through list serves, personal 

and school e-mail, and through electronic communication embedded in an online educational 

leadership course.  Participants were provided a web address to the survey-hosting site 

-172-



  

(Surveymonkey.com), where instructions for the survey and estimated time of completion were 

included.  Participants were not allowed to progress through the various sections of the survey 

unless all questions were answered.  This restriction was intended to diminish the number of 

incomplete surveys.   

 The study was guided by the following research questions: 

1. Does the inclusion of an ethics course in a principal preparation program make a difference 

in the development and evaluation of ethical school policies? 

2.  Does the inclusion of an ethics course in a principal preparation program make a difference 

in the development and evaluation of ethical school programs? 

3. Does the inclusion of an ethics course in a principal preparation program make a difference 

in the development and evaluation of ethical school practices? 

 Participant responses to statements were analyzed based upon whether they indicated 

having an ethics course in their principal preparation program or not.  Their responses were used 

as the predictor variable in the current analysis.  The outcome variables of interest were 

constructed from the sum of participant responses in each of the three extracted constructs of 

interest (policies, programs, and practices). Independent sample t-tests were used to investigate 

the research questions. 

  

Results 

 A t-test was used to test the effects of a course in ethics in principal preparation programs 

on the policies, programs, and practices that principals develop and evaluate within their schools.  

A statistically significant difference was found between leaders who had an ethics course in their 

program and those who did not regarding the development and evaluation of ethical school 

policies, t (204) = 2.22, p<.05, d = .31 (Ethics Course: M = 21.79, SD = 3.23; No Ethics Course: 

M = 20.65, SD = 3.76), and practices, t (204) = 2.43, p<.05, d = .33 (Ethics Course: M = 21.78, 

SD = 2.55; No Ethics Course: M = 20.63, SD = 3.80).  That is, those individuals who had ethics 

courses in their preparation program were more likely to develop and evaluate ethical school 

policies and practices that sought to ensure social justice, equity, confidentiality, acceptance, and 

respect among students and faculty than their colleagues who did not have an ethics course in 

their principal preparation program.  There was no statistically significant difference in the 

development and evaluation of ethical programming between principals who had an ethics 

course in their preparation program and those who did not. 

 

Summary, Conclusions, and Recommendations 

 Two hundred six individuals responded to an electronically delivered survey 

investigating whether the inclusion of an ethics course in principal preparation programs 

impacted the development and evaluation of ethical school policies, programs, and practices. 

Respondents represented three groups: principals and assistant principals from Texas (N=77, 

37%), principals and assistant principals from Washington State (N=45, 22%), and graduate 

students participating in an online principal preparation program from Texas (N=84, 41%). Of 

the 206 respondents, 122 (59%) represented principals and assistant principals. Of the total 

responses, females 123 (59%) were the majority. Seventy-nine percent were White. The majority 

had no formal ethics class in their preparation program (63%). 

 T-tests were used to investigate whether a main effect existed for the inclusion of an 

ethics course in principal preparation programs regarding a principal’s development and 

evaluation of ethical school policies, programs, and practices. A main effect for ethics courses 
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was detected for the development and evaluation of ethical policies.  That is, those having an 

ethics course showed higher levels of agreement for developing and evaluating ethical policies 

than those who did not. For example, on the item, “I develop and evaluate school policies that 

ensure social justice between and among students and faculty that supports student 

achievement,” respondents who had a course in ethics were significantly more likely to express 

higher agreement with this item. This finding might be explained by the focus of an ethics course 

upon social justice and diversity issues leading to more in depth understanding, optimism, 

compassion, and justice when providing leadership regarding school policy issues.  

 In addition, there was a significant difference between the responses of those who had a 

formal ethics course and those who did not with respect to items regarding the development and 

evaluation of ethical school practices. Those having a formal course in ethics showed 

significantly higher levels of agreement with items found on the ethical practices strand. For 

instance, on the item, “I develop and evaluate school practices that ensure equity between and 

among students and faculty that support student achievement,” those having a formal ethics 

course were significantly more likely to have a higher level of agreement with this item. This 

finding might be explained by the emphasis on ethical decision making processes, models, and in 

depth applications provided in a formal course. In the words of Starratt (2004, p. 91), leaders 

“must be present” when making ethical decisions. 

 There was no difference between those having an ethics course and those who did not 

regarding the program strand. It may be that program standards mitigated any perceived 

differences. 

 Based upon the results of this study, it can be concluded that ethics courses tend to affect 

some of the ethical policies and practices of school leaders. As such, principal preparation 

programs should be intentional in including ethical content as a major component of coursework. 

We recommend the inclusion of an entire ethics class in all preparation programs. We suggest 

practical hands-on activities where each student must experience individual responsibility for 

solving ethical dilemmas like those found in every day school leadership situations. We 

recommend case studies, films such as “Ethics in Corporate America: A Crisis of Credibility” 

[DVD]. We recommend having students write their own case study with steps for ethical 

decision-making. Finally, the formation of a principal support group consisting of fellow 

principals may provide a safe means for discussing ethical concerns and allow principals a way 

to address injustices more courageously. 

 It should be noted that there are several limitations to the current study.  First, the sample 

for this study was purposeful and not random, so the researchers cannot assure that the sample 

was completely representative of the population.  Second, analyses were not conducted to control 

for possible confounding variables such as state, gender, age, or ethnicity.  It is recommended 

that future research seek to conduct this study with a stronger sampling design and include 

possible confounding variables in the analysis.  
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Table 1 

Participant Characteristics by State  

 State 

Characteristics Washington 

n (%) 

Texas 

n (%) 

Job Title 

Principal 

Assistant Principal 

Graduate Student 

Total 

 

26 (13%) 

19 (9%) 

0 (0%) 

45 (22%) 

 

75 (36%) 

2 (1%) 

84 (41%) 

161 (78%) 

Gender 

Male 

Female 

 

32 (16%) 

13 (6%) 

 

51 (25%) 

110 (53%) 

Ethnicity 

Hispanic/Latino 

White/Caucasian 

Black/African American 

Native Hawaiian/Pacific Islander 

Asian 

< 2 races  

 

0 (0%) 

38 (18%) 

0 (0%) 

1 (1%) 

3 (2%) 

3 (2%) 

 

28 (14%) 

125 (61%) 

7 (3%) 

0 (0%) 

1 (1%) 

0 (0%) 

Ethics Course in Prep Program 

Yes 

No 

 

11 (5%) 

34 (17%) 

 

65 (32%) 

96 (47%) 
Note. Percentages are based upon total respondents. 
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