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Is There A Chance That Chance Is A Useful Concept? 
 
 
 

Raymond J. Ballard 
Texas A&M University-Commerce 

 
 
 
Abstract 
     Every day we make decisions that influence our lives. We want to believe that we control our own 
destinies, What if we have no control, and our fates have already been set for us? The Theory of Chance 
and Pure Randomness leads us to believe that we do control our own destinies. However, we must ask 
some philosophical questions such as how mankind perceives time is the most crucial aspect in 
determining if pure Chance can occur. Our world used to observe Chance as being deterministic meaning 
that whether we like it or not, our futures have already been planned and are happening in a chain 
reaction. Today, with modem advancements in physics and philosophy, we are closer than ever to finding 
out the truth as to whether Chance and Pure Randomness can occur in our world. 
Is There A Chance That Chance Is A Useful Concept? 
     Throughout time man has tried to predict future events and quantity their outcomes. Having taken into 
account given events histories and their own beliefs, man formulated the idea of chance. Every day the 
question is asked “what are the chances?" and the answer for most people is formed by an events history 
or reoccurrence and what that person’s credence’s are behind it. Credence is a set of beliefs that a person 
holds about an event (Lewis, 1972). The most common is that of rolling a dice. It is widely known that a 
dice has six sides and they are all equal in the form of a cube. Each side carries a different value and when 
rolled, only one side can be facing up. We would expect then that when the dice is rolled six times that 
each side turns up once. This however is not the ease because each roll is a separate event not determined 
by the last. Having said this, we must ask ourselves if the true probability of rolling a number is in fact 
one sixth. The answer to this is yes, but man did not know this completely until probability theory was 
established (Bennett, 1998). One might believe that once one number is rolled, it is not as likely to come 
up in the next roll. This is not correct as these simple probability experiments follow a Poisson 
distribution meaning that each roll is independent of the next (Beltrami, I999). To put it simply, if a dice 
is rolled an infinite amount of times, say infinity, probability theory states that each number will be rolled 
one sixth of the time. This is because we have eliminated the ‘chance’ behind rolling two sixes in a row 
and believing that the dice has only the number six on every side of it. This later came to be known as the 
Central Limit Theorem which states that as the number of observations increases, the actual roll averages 
converge around the expected mean for the experiment (Levenbach & Cleary, 2006). Now this paper will 
not be based on probability theory but I have laid out the underlying principles to man's credence’s which 
are based on probability theory. Before we go on, I must say that mankind has made a colossal mistake in 
failing to predict the current recession. We have the best and most brilliant minds working in our financial 
system but still only one main stream economist (David Rosenburg) was able to forecast the housing 
bubble. This leads me to believe that true chance is indeed a part of our everyday lives. 
     We define chance as the probability of some event occurring in the future independent of what anyone 
believes. There are two kinds of chance: Subjective Chance and Objective Chance. Subjective Chance is 
the belief someone has when they are dependent on the information available to them and this is how they 
formulate their decision. Objective Chance means that there is something more to Chance than just 
probability – say outside variables we cannot account for (Lewis, 1972). Many years ago when mankind 
happened to recognize patterns in occurrences, we started to believe in a higher power such as God 
(Bennett, 1998). Now there is great debate which is far beyond the scope of this paper that explains how 
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scientists believe according to the laws of physics that the Big Band Theory may have an antithesis called 
the Bid Crunch in which the world is swallowed up into mere black matter (Berger, 2001). Scientists are 
trying to analyze whether the universe is expanding or contracting and have no solid answer at this point 
in time. If the universe is still expanding we can give credit to a notion that time is indefinite. But, if we 
find out our universe is contracting, there is a finite end to what we consider time thus proving many of 
our theorems wrong. For the duration of this paper, I will discuss the history of Chance and how it has 
evolved over the years, as well as exploring Classical Determinism, the Lewisian Theory of Chance, the 
Common Sense Theory of Chance and Chaos Theory. It is my intention to acknowledge the fact that there 
is still pure Chance or randomness in our everyday lives. Since we are unsure whether our universe is 
expanding or contracting, we cannot be sure if time is discrete or continuous and thus our theories of Pure 
Chance must hold. 
A Brief History of Chance 
     It is uncertain where the belief in a higher power came from. One thing is for certain that when man 
had the brain capacity to understand how our world had been created; the belief of a higher power came 
into being. Now this can range from anything, to beyond the scope of our intelligence. Many great 
philosophers and scientists have spent lifetimes trying to understand how this world came to be and what 
remains to be seen. The earliest form that the Theory of Chance took was Classical Determinism. We will 
go into greater detail in the next section but classical Determinism is the theory that the universe is a 
chain of events that follow one after the other and cannot be changed according to the determined laws of 
cause and effect. Cause and effect laws state that there must be a cause before an effect and is never the 
other way around. However, millenniums ago there were few laws of physics, and science was just 
becoming interesting. One of the earliest accounts of Chance and randomness comes from the I-Ching 
book dating back farther than man can date. It is perceived that the creation of this book happened when a 
God from above spoke to a Chinese Emperor giving him 8 trigrams that defined fundamental principles of 
reality (Beltrami, 1999). These 8 trigrams later evolved into 64 trigrams that could predict a person’s 
future or fate. The trigrams are set up with rows of sticks; some are broken in the middle (discrete) and 
some are not (continuous). This gives us our notion of Ying and Yang today and was the earliest form of 
reading the future. The future made many people wonder what was in store for their current world. 
     Aristotle may be the most influential creator of the Theory of Chance because of his question “Why”. 
Aristotle contemplated the reason for existence and came up with four causes to answer the question of 
“Why”. They are: Material Cause which is physical matter, Formal Cause that is deterministic, Efficient 
Cause meaning some outside source affecting the change, and Final Cause which was what purpose the 
thing served (Meacham, 2005). The formal Theory of Chance was then born as Efficient Cause was 
unexplainable (I will explain this more in the Chaos Theory section). Aristotle then began to break new 
ground by studying the effect of time which is a means used to sequence events that happen in our world 
(Earman, 2004). There were and still are two sides to the theory behind time, discrete and continuous. 
Discrete time means there are periods that we move through and thus each period has a beginning and an 
end. In theory, time travel is possible with discrete time frames. Continuous time means there is no time 
and that it has been made up for humans to comprehend a series of events. This theory of continuous time 
coupling with Darwin's theories of evolution makes the most sense logically (Everitt, 1999). However, 
when Aristotle was alive Darwin was not. Aristotle came to a conclusion that there is no limit in our 
ability to continuously identify smaller and smaller units of time, concluding that time is continuous. In 
Aristotle's time period, the world had a deterministic view which we have explained to have principles 
adhering to fate and an external force in determining the future. With Aristotle's new continuous time 
theorem it gave hope to Pure Randomness and the Theory of Chance because there was no end point in 
the universe. This is why today; scientists are puzzled by Einstein's predictions and calculations of how 
quickly the universe is expanding (Dowe, 1999). There is great debate over whether the universe is 
contracting instead of expanding and we have not even begun to scratch the surface scientifically. There 
have been incredible strides in today's world of science giving birth to Chaos Theory, Quantum 
Mechanics and Newtonian Physics that give very inadmissible evidence towards figuring out just what 
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secrets our world holds. I will explore these new theories but first I must explain where these theories are 
derived from, classical Determinism.  
Classical Determinism 
     The thought of Chance was developed over millenniums ago as a way that a God could manipulate 
and affect the outcomes of events on our earth. People believed that through these coincidences and 
chance encounters, a higher power was working for a desired outcome. Originally after the I-Ching book, 
man created dice and coins that had 4 and 2 sides respectively (later the dice become 6 sides as a perfect 
cube). It is said that games of Chance including rolling dice became very popular among groups at war. 
The commanders of troops would give their men these 'chance' games to keep them from getting bored 
and to keep them mentally alert for sudden attacks (Bennett, 1998). Now the literature is very vague on 
this but some 2000 years BC, man began to gamble using these chance games, in particular the dice. This 
gave notion to the fact that any of the six sides could turn up from any given roll. Sometimes three or four 
6's would turn up in a row and people began to wonder why this was happening. Now before philosophers 
and mathematicians began placing probability theories behind these games, mankind believed strongly in 
a higher power or creator of the universe. When a streak of bad luck came upon them, they believed that 
this higher power or God was influencing their outcomes. Along with several other factors from all over 
the world, man created the distinction of fate.  
     Fate or destiny is the exact belief that Classical Determinism is based upon. Determinism is the theory 
that everything happens for a reason. The theory states that the universe is a chain of events following one 
after the other that have pre-determined outcomes (Earman, 2004). These outcomes are based on prior 
states and conditions which conformed to the general laws of physics and philosophy of the time period 
(Lewis, 1972). Humans had no way of proving that fate was or was not inevitable and religion became the 
greatest proponent to determinism. This lead people to believe that a source of energy or higher power 
controlled every outcome of everyday and that nothing was just by Chance or Pure Randomness. 
Determinism is a very discrete way to look at chance because we can determine a beginning and an end to 
any event that may occur. For instance, the chain reaction that created the universe as we now know it. 
We are unsure of when this chain reaction will end or if it will end which brings us back to our debate 
over discrete and continuous time frames which we will revisit in the Chaos section of this paper. Before 
we dive into the continuous Quantum Mechanics of the universe, I would like to briefly touch on David 
Lewis Theory of Chance which will set the stage for our later discussion.  
Lewisian Theory of Chance  
     David Lewis was a modern philosopher with interesting views about how our perception of chance 
can change from person to person. He has determined that chance is our own perception of the world 
around us therefore giving way to two types of probability: chance and credence (Lewis, 1972). Now we 
have already defined a person's credence's to be their beliefs about an event, but now we must take it 
slightly farther by linking it with perception. Lewis gives a simple example using kids in his paper stating 
that they have simple minds much like humans from thousands of years ago. When a child see a coin 
being flipped, their initial sense is that it has a 50 percent chance of falling heads up or down - which is an 
even chance. The kids sense that the tossing of a coin has two outcomes which are mutually exclusive 
events. This means that both sides cannot turn face up at the same time. For the second flip however, the 
adult's and child's perceptions differ. The child believes that since the coin has fallen on one side already, 
it is more likely to fall on the opposite side in the next toss. This is simply not the case because the adults 
know each toss is independent of the previous one. This relationship is known as the Poisson distribution 
and is used to teach basic statistics in just about every country in the world. Lewis was simply trying to 
prove a point that in our own perception is where we make judgments and this changes our credence's 
compared to what the probability of chance states (Lewis, 1972). If we believe something different than 
the sheer math behind an occurrence does it change the overall chance behind such an event?  
     Lewis tries to answer this question using his principle which takes into account everything that is 
happening during a chance occurrence and weighs them into the final credence a person may have 
(Lewis, 1972). A large issue is raised when a person values one outcome more than another, knowing 
possibly that they carry too much value for it. Say for instance a person was able to look into a crystal ball 
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that told them the outcome of the next coin flip. Most people would have all of their money in before the 
casino could say "place your bets". This crystal ball has then changed the person's credence and raised the 
Chance of probability to 100%. Now things like this are not real in today's world but that was just an 
example. The point is that the entire coin flipping setup must be fair, the toss, the person who flips the 
coin, the landing surface, etc. (Lewis, 1972). A person's credence's should match up with what the 
chances are unless they are in possession of inadmissible evidence, such as the crystal ball. The 
credence's behind a person's thought process greatly determines their perception of the outcome and thus 
before we can discuss the theory of discrete or continuous time, we must set some conditions. The 
Common Sense Method sets out 3 questions and 3 theoretical answers that will help set us up for our 
answer to whether Pure Random Chance exists.  
The Common Sense Method  
     John Phillips has described the Common Sense Method in the following way. He states that we need 
to outline our underlying beliefs about the world before we can move forward (Phillips, 2005). For these 
philosophical and later scientific theories we must have a common belief about time and space. No one in 
the world has the exact same beliefs, but most people typically share these three beliefs.  
     The first question is will time keep going? We truly have no idea as humans because there is no finite 
way to measure time. A theory states that the world was created by a Big Bang when atoms started to 
form and eventually created the universe. Some sort of matter was later created by elements to which 
humans followed next. Scientists are estimating that the universe began 13.7 billion years ago and is 
expanding (Berger, 2001). We can deem this as the beginning of time for our perception. Now that we 
have a beginning to time we are only one step away from Classical Determinism and being discrete. We 
must know when the end point of time is. Without an end point to time we must consider it continuous 
and infinite. Theories have been discussed about how quickly the universe expanded from the Big Bang 
and how it continues to expand today. Some theories actually say that the expansion of the universe is 
actually slowing down meaning that it may begin to contract sooner rather than later. If this is the case, 
time as we know it will change from continuous to discrete and many of our theories will be deemed 
wrong and inconclusive (Phillips, 2005). Until then we must accept the idea that time and the future as we 
see it is indefinitely continuous.  
     The second question ties into the first examining if there are instances in time. Having already 
addressed the issue of whether time is discrete or continuous we understand that time is indeed continuous 
and not discrete. There is a philosophy that time is made up of tiny finite instances. All instances are 
separate moments in time that blend together to make what we know as an hour, a day or a year (man-
made units of time). The theory suggests that between two points in time, there are thousands or millions 
of instances between the two making them discrete (having a beginning and an end). This view of time 
causes some debate because we can always narrow time down into smaller arbitrary points of time 
(Phillips, 2005). Aristotle was the first to say that time is continuous because there is no limit to our 
ability to identify smaller and smaller units of time. Because of this we must accept the theory that time is 
continuous and flowing with no beginning and end points (Phillips, 2005).  
     The third and final question is: how big is space? We ask the question because we don't know if space 
is infinitely large and how much stuff is contained within it. The universe is such a vast area that no 
scientist can tell for sure the depths of its reach. We do hypothesize however that it is expanding. 
Scientists can tell nowadays by calculations and using telescopes to gaze at stars in far off galaxies. These 
stars have a slightly red glow to them, meaning that they are moving away from Earth. It's quite like the 
idea of a car driving by. If we could see sound waves they would look blue getting shorter while coming 
towards us and red when the car is moving away from us, getting longer. This same principle can be used 
to equate movement among stars in space to that of which our universe is expanding. The final thought 
from these questions leaves us with 3 common beliefs in order to set up our Chaos theory. They are that 
the future is infinite, time is continuous and that the universe is still expanding and producing more 
matter. 
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Chaos Theory  
     The study of chaos Theory has taken over as the premier theory behind pure random chance. Chaos 
theory tries to identify the underlying order in apparently random data beginning at one point (Berger, 
2001). Our understanding of the universe begins with the big bang theory which gives us our starting 
point. The theory states that each effect that happens causes two more effects which then cause four more 
effects, eventually multiplying exponentially. If this is the case, then every event since the Big Bang has 
had a Deterministic pattern. This baffles scientists because now pure chance and determinism are mixing 
together in a Chaos Theory. To illustrate this point we use the Butterfly Effect.  
     The Butterfly Effect simply begins by having a decision. There are two or more outcomes to this event 
from this decision. For now we will keep it simple and pretend the system is binary (only 2 decisions at 
each level of the chain). These events are mutually exclusive in conditions and there are no ways to travel 
back in time to correct them (or not yet). From the first decision we have two paths; once one is taken 
there becomes another decision with two more paths. If we had taken the other path originally, the 
outcome would have given us a set of two completely different paths. This leaves us with 4 pathways to 
the future from our original decision (each being mutually exclusive). This carries on with every decision 
and multiplies exponentially; leaving us with a number close to infinity for the amount of paths we travel 
into the future. As the Hollywood movie portrays, one simple change to a past decision would influence 
every next link along the chain creating a paradox and changing history forever (Berger, 200I).This is why 
travelling back in time is impossible. Every scientist and philosopher agrees that the past is strictly the 
past and there is no possible way of reversal because of this paradox theory. Having said this, the future 
they believe has infinitely many pathways making way for pure Randomness and Chance occurrences.  
     The study of Quantum Mechanics and Newtonian Physics share the same ideologies about Electron 
theories and the Theory of Mass and Gravity. Originally the view of pure chance or randomness came to 
be when scientists believed that everything in the natural world should be able to be defined through 
mathematics. If everything conformed to mathematics, there should be a definite answer to all the 
problems. Since the theory of Pure Chance and Randomness does not conform to these laws, there is 
simple no place for them in this philosophy leaving the issue wide open. There is proof of pure 
Randomness is our world. Rutherford found that when doing tests on radioactive material an emission of 
an Alpha particle radiating off of the material was completely unpredictable (Everitt, 1999). This was one 
of the greatest discoveries ever proving that there is truly unpredictability in nature. From this and 
alongside Quantum Mechanics, scientists have developed a theory that we have clued where an electron 
starts and where it ends (Bartlett, 1990). Newton and Galileo theorized that the future motion of a particle 
could be predicted if we knew its position and velocity at a given instant in time. From this theory they 
determined that the behavior of a system could be predicted given the knowledge of these initial 
conditions. They were wrong however in assuming that it only takes position and velocity because they 
didn't account for time which I have based this paper around. Time has been referred to as the 4th 
dimension and is what makes physics the most interesting. Without knowing where the electrons came 
from, we are unable to understand how old they are and thus no starting point can be revealed. With no 
starting point and no finish line, we must adhere to the theory that there is Pure Randomness in our world 
and thus fail to reject our hypothesis that Pure Chance exists.  
Discussion  
     Throughout all of our theories we must accept the fact that we will never know what is true and what 
is false. It will be many lifetimes before scientists begin to break real ground in the space-time 
continuum. This saddens me because I believe that we are a small speck among a universe so vast that no 
human mind could ever comprehend it. This leads me to the fact that there is definitely a high-power of 
some sort in the universe. I am not saying that this higher power rolls the dice and plays the game of fate 
with all of us humans, but something had to have happened 13.7 billion years ago. It has also come to my 
attention that our world's search for the questions about space and time will never come to a conclusive 
end. There most definitely is another colonized planet in the universe with technology that, to us would 
be like giving a caveman a rocket ship. However, since the birth of nuclear weapons we may never live to 
make contact. Mankind has evolved from tiny bacteria carried to earth from distant meteors and now with 
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nuclear devices the next step (if we can make it) in our evolution is understanding their vast power.  
     As for discrete and continuous time periods, we cannot be sure as to if the universe is expanding or 
contracting. If we figure the universe is still expanding by ways of mathematics and star gazing, we must 
assume that time is infinite and thus continuous giving way to pure randomness. If however we determine 
the universe is contracting, we know that time is discrete and pure randomness does not exist. Our theory 
of chance would than become purely deterministic and fate would abolish the field of science forever. 
The universe would end in a Big Crunch that ends all life as we know it. This makes me wonder if our 
universe is simply a cell in the middle of its reproductive stage in the body of a higher power. I will leave 
the answer of that to modern day philosophy because in our lifetimes we will never come close to the 
answer, The underlying fact behind chance is that it is our own perception, Mankind has created 
processes such as Probability Theory and Quantum Physics to help us understand the way the world 
works, These are only theories and what we call chance or Pure Randomness has been defined to give 
mankind a hope finding something greater, When asked if something else is out there, we can always 
answer-there's always a Chance. 
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Abstract 
     The present research attempts to replicate and extend Altemeyer’s (1996) research on left-wing 
authoritarianism. Two hundred and twenty participants completed the Right Wing Authoritarianism Scale 
(Altemeyer, 1996), Left Wing Authoritarianism Scale (Altemeyer, 1996) Attitudes Toward Violence 
Scale (ATVS; Anderson, Benjamin, Wood, & Bonacci, 2006), the Need for Cognition Scale (Cacioppo, 
Petty, & Kao, 1984), and the Consideration for Future Consequences Scale (Strathman, Gleicher, 
Boninger, & Edwards, 1994). The results largely replicated Altemeyer’s (1996) research. The results 
showed no evidence of high scorers on the LWA Scale. Furthermore, the results confirmed Altemeyer’s 
typology of authoritarian styles, demonstrating that right-wingers and wild-card authoritarians tend to 
score higher on measures of authoritarian aggression and lower on at least one measure of epistemic 
closure relative to non-authoritarians and left-wingers. 
Chasing the Elusive Left-Wing Authoritarian: An Examination of Altemeyer’s Right-Wing 
Authoritarianism and Left-Wing Authoritarianism Scales 
     Research on authoritarianism now spans over a half century. Much of that research has concentrated 
on what is characterized as right-wing authoritarianism (e.g., Adorno, Frenkel-Brunswik, Levinson, and 
Sanford, 1950; Altemeyer, 1981, 1988, 1996, 1998, 2003; Rokeach, 1960). Although much has been 
written about right-wing authoritarianism, relatively little attention has been given to the existence of left-
wing authoritarianism. Ray (1979, 1983, 1985), for example has argued that half of all authoritarians as 
measured by the Fascism (F) Scale (Adorno et al., 1950) are leftists. Ray’s empirical work (1979, 1985) 
suggests that the F Scale is orthogonal to political ideology. Subsequently, Altemeyer (1996) devised a 
scale to measure left-wing authoritarianism. Altemeyer’s research showed some differences among high 
scorers on his right-wing (RWA) and left-wing (LWA) authoritarianism scales. The most notable 
difference was that the highest scorers on the LWA scale only moderately endorsed LWA items, whereas 
the highest scorers on the RWA scale tended to completely endorse LWA items. Further data analyses by 
Altemeyer showed that RWA and LWA appear to be independent constructs, and that individuals do 
possess varying degrees of both RWA and LWA inclinations.  
     The present study will further examine both RWA and LWA in terms of their relationship with 
attitudes toward authoritarian aggression and rigidity of thought. We will begin by first defining RWA 
and LWA, and then examine authoritarian aggression as measured by the Attitudes Toward Violence 
Scale (ATVS; Anderson, Benjamin, Wood, and Bonacci, 2006), and epistemic closure as measured by the 
Need for Cognition Scale (NFC; Cacioppo and Petty, 1982; Cacioppo, Petty, and Kao, 1984) and the 
Consideration for Future Consequences Scale (CFC; Strathman, Gleicher, Boninger, & Edwards, 1994). 
Right-Wing Authoritarianism 
     Right-Wing Authoritarianism (RWA) is characterized by a number of traits (see Altemeyer, 1981, 
1988, 1996, and 1998 for more details):  
     1. Conventionalism: Authoritarians show a tendency to go along with the prevailing societal norms, 
especially those norms sanctioned by authority figures in the home, church, etc. Conventionalism can be 

7



also manifest itself in terms of hostile attitudes toward foreigners (McFarland, Ageyev, & Abalakina, 
1993) and members of different ethnicity (e.g., Rubenstein, 1996).  
     2. Authoritarian Submission: Authoritarians show a tendency to essentially do what they are told 
without question, as long as it’s sanctioned by an authority figure. Right-wing authoritarians will readily 
submit not only to authority figures who they like and respect, but also to those whom they do not like. 
     3. Authoritarian Aggression: Authoritarians are no more or less prone to aggression and violence than 
the rest of us. However, Altemeyer (1981) has shown that high RWAs tend to be more punitive (i.e., 
deliver higher shock levels) than individuals who are low RWA in a modified version of Milgram’s 
(1965) teacher-learner experiment. In a series of global simulation game studies, Altemeyer (1996, 2003) 
showed that high RWAs are more prone to threaten war and initiate wars compared to low RWAs. 
Similarly, Altemeyer (1988, 1996) has found that high RWAs tend to hold favorable attitudes toward 
vigilante behavior.  High RWAs are hence more likely to resort to extreme punitive measures in order to 
maintain the perception that they are preserving their way of life (Altemeyer, 1988).  
     4. Epistemic Closure. Right-wing authoritarians are not known for their cognitive complexity. Right-
wing authoritarians, according to Altemeyer (1981, 1988, 1996) tend to see the world in black and white, 
in terms of absolutes. They are not generally interested in looking for the nuances in an argument, or for 
handling the ambiguities that characterize life in a diverse democratic republic.  
Left Wing Authoritarianism 
     An interesting theoretical and empirical question regards the potential for authoritarian tendencies to 
exist among individuals in left-wing movements and states. The strongly authoritarian tendencies that 
characterized the leadership of Stalinist Soviet Union during the mid 20th century are well documented 
(e.g., Arendt, 1968). In the US and Western Europe, during the late 1960s through 1980s there is evidence 
of previously devout communist revolutionaries transforming their rhetoric to what has been 
characterized as an authoritarian neoconservative position (see, e.g., Seymour, 2008). In one of the more 
extreme cases, a former Red Army Faction member, Horst Mahler, became a notorious neo-Nazi a 
number of years after his ouster from the group (Smith & Moncourt, 2009). 
     Indeed, a number of psychologists have argued that authoritarianism has been endemic in both fascist 
and socialist societies (e.g., McCloskey & Chong, 1985; Ray, 1979, 1983; Shils, 1954). The work of these 
investigators has often been challenged on theoretical or methodological grounds (Stone & Smith, 1993). 
For example, Shils (1954) and McCloskey and Chong (1985) appear to confound authoritarian 
personality with authoritarian governments. Similarly, Ray has often been accused of showing a lack of 
theoretical analysis in his own writings, and of misinterpreting the results of his own research (Stone, 
1993).  
     In the 1990s, Altemeyer (1996) attempted to place the study of left-wing authoritarianism on more 
solid theoretical and empirical footing by developing a scale to measure LWA, based on fairly similar 
dimensions as his RWA scale. Recall that the RWA scale was defined by three dimensions: authoritarian 
submission, authoritarian aggression, and conventionalism. The definition of LWA is also based on three 
dimensions, but with a twist: authoritarian submission to those dedicated to overthrowing the 
establishment, authoritarian aggression against perceived established authorities, as long as it’s advocated 
by revolutionary authorities; and conventionalism in terms of strongly adhering to the norms of behavior 
endorsed by revolutionary authorities. In other words, high LWAs should differ from high RWAs only in 
the sense that they subscribe to different authorities. If a leader of a revolutionary organization’s cell 
makes a command, a high LWA should in theory be prone to obey that order. If the revolutionary leaders 
advocate vandalism or bombings of targeted buildings, a high LWA should be more prone, in theory, to 
follow through with such actions. If the revolutionary leaders wear combat fatigues, black armbands, and 
berets, a high LWA should do likewise—again, in theory. 
     Altemeyer’s (1996) own research didn’t quite square with the theory postulated above, with nobody in 
his sample scoring above the moderate point on the LWA scale. However, in the process of comparing 
LWA and RWA scores, Altemeyer (1996) found four combinations of individuals: 
     1. Non-authoritarians: Non-authoritarians are individuals who score low on both the RWA and LWA 
scales. These are individuals who show no tendencies toward conventionalism, authoritarian submission, 
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or authoritarian aggression. On measures of cognitive complexity, they should score relatively highly. As 
Altemeyer (1996, p. 223) characterizes them, they tend to be “against forcing conventions upon anyone, 
whether society’s or those of a revolutionary movement.” 
     2. Left-wingers: Left-wingers are individuals who score relatively higher on the LWA scale than 
others, and who score low on the RWA scale. However, their LWA scores remain only in the moderate 
range. Psychologically, these individuals show only a moderate amount of adherence to the norms of 
leftist authorities, submission to leftist authority figures, and no inclinations toward aggression sanctioned 
by leftist authority figures. 
     3. Right-wingers: These are people who score high on the RWA scale and low on the LWA scale. 
These are the standard right-wing authoritarians as described by Altemeyer (1981, 1988, 1996): highly 
conventional, submissive to established authority figures, favorable toward aggression sanctioned by 
established authority figures, and who are low in cognitive complexity.  
     4. Wild-card authoritarians: These are individuals who tend to be relatively high scorers on both the 
LWA scale and the RWA scale. One might characterize them, then as people who seem to believe in 
submission, aggression, and conventionalism per se, would probably ordinarily support the established 
order, but would be willing to overthrow that established order if they perceived it to be corrupt or evil. 
Summary and hypotheses  
     Although theoretically, it is possible to define and measure the psychological characteristics of left-
wing authoritarianism, doing so in practice has so far proved elusive. The present study will focus on the 
relationship between RWA and LWA to authoritarian aggression (as measured by ATVS) and cognitive 
complexity (as measured by NFC and CFC). If RWA and LWA are psychologically similar, higher scores 
on both scales should be associated with higher scores on the ATVS, and lower scores on measures of 
cognitive complexity (NFC, CFC). If there are left-wing authoritarians, the maximum scores on the RWA 
and LWA scales should be similar. However, if Altemeyer (1996) is correct, the maximum score on the 
RWA scale should be higher than for the LWA scale. Furthermore, given previous research (e.g., 
Benjamin, 2006) there should be positive correlations between RWA and various attitudes toward 
violence (e.g., war, corporal punishment) and a negative correlation between RWA and cognitive 
complexity (i.e., NFC, CFC). However, if Altemeyer (1996) is correct, the pattern of correlations 
obtained between LWA and attitudes toward violence, as well as between LWA and need for cognition 
and consideration of future consequences should be opposite of the pattern obtained for RWA. Finally, 
Altemeyer’s (1996) four authoritarianism styles will be compared in terms of attitudes toward violence, 
need for cognition and consideration for future consequences. Right-wingers and wild-card authoritarians 
should score significantly higher on attitudes toward violence and significantly lower on NFC and CFC 
relative to left-wingers and non-authoritarians. 
Method 
Participants  
     Two hundred and twenty students (139 female, 79 male, and 2 unspecified) at Oklahoma Panhandle 
State University participated in answering the present study.  Participants ranged in age from 18 to 59 (M 
= 23.36, SD = 6.74). The ethnic makeup of the sample included 161 Caucasian, 22 Hispanic, and 37 who 
designated themselves as “Other”.  
Materials 
     A booklet of questionnaires was assembled for the present study. Included were the Right Wing 
Authoritarianism Scale (RWA; Altemeyer, 1996), the Left Wing Authoritarian Scale (LWA; Altemeyer, 
1996), The Attitudes Toward Violence Scale (ATVS; Anderson et al, 2006), the short form of the Need 
for Cognition Scale (NFC; Caccioppo, et al., 1984), and the Consideration for Future Consequences Scale 
(CFC; Strathman, et al., 1994). 
     Items in the RWA measure conventionalism, submission to authority, and authoritarian aggression 
(e.g., “Obedience and respect for authority are the most important virtues children should learn.”; “Laws 
have to be strictly enforced if we are going to preserve our way of life.”). Higher scores on the RWA 
indicate greater acceptance of authoritarianism. Similarly, items in the LWA measure the extent to which 
individuals favor conventionalism, submission, and authoritarian aggression in the context of leftist or 
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revolutionary groups (e.g., “A leftist revolutionary movement is quite justified in attacking the 
Establishment, and in demanding obedience and conformity from its members.” ;“We should devotedly 
follow determined leaders who will fight the Establishment.”; “The members of the Establishment 
deserve to be dealt with harshly, without mercy, when they are finally overthrown.”). Higher LWA scores 
indicate a greater acceptance of left-wing authoritarianism. ATVS items tap attitudes toward war (e.g., 
“Killing of civilians should be accepted as an unavoidable part of war.”), penal code violence (e.g., “Any 
prisoner deserves to be mistreated by other prisoners in jail.”), corporal punishment (e.g., “Children 
should be spanked for temper tantrums.”), and intimate violence (e.g., “The dominant partner should keep 
control by using violence.”). Higher scores on each of the ATVS sub-scales indicate more favorable 
attitudes toward violence. The NFC measures the degree to which individuals enjoy cognitively 
demanding and complex tasks (e.g., “I really enjoy a task that involves coming up with new solutions to 
problems.”). Higher NFC scores indicate greater cognitive complexity. The CFC measures the extent to 
which individuals think about the future consequences of their actions (e.g., “I consider how things might 
be in the future, and try to influence those things with my day to day behavior.”). Higher CFC scores also 
indicate a higher degree of cognitive complexity. All items were measured on a seven-point Likert-type 
scale, (from 1 = “strongly disagree” to 7 = “strongly agree”). For each questionnaire, items were summed 
and averaged. 
Procedure  
     Consent forms were distributed to and completed by all participants.  Participants then received the 
questionnaire booklet, and proceeded to complete the aforementioned questionnaires. The approximate 
time taken for the entire process was one hour, and the participants were debriefed and thanked 
afterwards. 
Results 
     Table 1 summarizes the correlations between the RWA and LWA scales and the four ATVS sub-scales 
(War, Penal Code, Corporal Punishment, and Intimate Violence), Need for Cognition Scale, and the 
Consideration for Future Consequences Scale. The RWA was positively correlated with attitudes toward 
war, penal code violence, and corporal punishment, and negatively correlated with need for cognition and 
consideration for future consequences. The LWA was negatively correlated with attitudes toward war, 
need for cognition, and consideration for future consequences. There was also a significant positive 
correlation between LWA and the Intimate Violence sub-scale on the ATVS. 
     Consistent with Altemeyer (1996), the current sample shows a considerably more limited range of 
scores on the LWA compared to the range of scores found on the RWA. The maximum LWA score was 
4.41, whereas the maximum RWA score was 6.15. 
     To further explore the data set, we examined the top and bottom quartiles of scores for both RWA and 
LWA scales, and categorized participants as follows (see Altemeyer, 1996): non-authoritarians (low 
RWA, low LWA), left-wingers (low RWA, high LWA), right-wingers (high RWA, low LWA), and wild-
card authoritarians (high RWA, high LWA). This categorization of authoritarianism style was used as a 
predictor of scores on the following variables: attitudes toward war, penal code violence, corporal 
punishment, and intimate violence; and need for cognition. Analyses of variance revealed several 
significant effects. Authoritarianism style had a significant on attitudes toward war, F (3, 62) = 8.28, p < 
.001. A post hoc analysis of the means using Tukey’s HSD test showed that left-wingers had significantly 
less favorable attitudes toward war than right-wingers and wild-card authoritarians, and that non-
authoritarians had significantly less favorable attitudes toward war than right-wingers. Authoritarianism 
style had a significant effect on attitudes toward penal code violence, F (3, 62) = 2.83, p < .05. A post hoc 
analysis of the means using Tukey’s HSD test showed no significant differences between the individual 
authoritarianism styles, however. Authoritarianism style had a significant on attitudes toward corporal 
punishment, F (3, 62) = 8.59, p < .001. A post hoc analysis of the means using Tukey’s HSD test showed 
that wild-card authoritarians and right-wingers had significantly more favorable attitudes toward corporal 
punishment than non-authoritarians, and left-wingers. Finally, authoritarianism style had a significant on 
need for cognition scores, F (3, 62) = 3.62, p < .02. A post hoc analysis of the means using Tukey’s HSD 
test showed that non-authoritarians demonstrated higher need for cognition than wild-card authoritarians. 
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Authoritarianism style had marginally significant effect on attitudes toward intimate violence, F (3, 62) = 
2.62, p = .06; and on consideration for future consequences, F (3, 62) = 2.42, p = .07. Means and standard 
deviations for these analyses are presented in Table 2.  
Discussion 
     The results largely confirmed the hypotheses. First, the correlations between RWA and attitudes 
toward violence replicated those found previously by Benjamin (2006). In addition, the findings showed 
significant negative relationships between RWA and need for cognition, and consideration of future 
consequences.  
     Second, much as was the case with Altemeyer’s (1996) findings, the most authoritarian left-wingers 
score only moderately on the LWA.  Furthermore, the results indicated that although both right-wing and 
left-wing authoritarians show similar rigidity of thought (e.g., low need for cognition), they take different 
stands on attitudes towards various forms of authoritarian aggression and violence. For example, although 
there is a strong positive correlation between RWA and attitudes toward war, there is a weaker but 
negative correlation between LWA and attitudes toward war. Similarly, we find that whereas high RWA 
individuals hold highly favorable attitudes toward violence against prisoners (e.g., Benjamin, 2006), high 
LWA individuals tend to oppose such punitive treatment. The one exception appears to be a significant 
positive relationship between LWA and attitudes toward intimate violence (see below for a potential 
explanation for that anomalous finding). In general, right-wingers and left-wingers may very well operate 
from different sets of cognitive schemas or frames (see, e.g., Lakoff, 2002) when it comes to their 
acceptance toward violence.  
     Perhaps more significant was the replication and extension of Altemeyer’s four types of authoritarians. 
As in Altemeyer’s research (1996), participants in the current data were divided into non-authoritarians 
(low RWA, low LWA), left-wingers (low RWA, moderate LWA), right-wingers (high RWA, low LWA), 
and wild card authoritarians (high RWA, moderate LWA). The data showed that authoritarianism type 
predicted attitudes toward war, corporal punishment, and violent treatment of penal code offenders, as 
well as need for cognition. Wild-card authoritarians and right-wingers consistently held the most 
favorable attitudes toward war, corporal punishment, and violent treatment of penal code offenders. In 
terms of need for cognition, non-authoritarians had the highest NFC scores, whereas wild-card 
authoritarians had the lowest NFC scores. 
     One of the more puzzling findings from the correlational data was the positive relationship between 
LWA and attitudes toward intimate violence. When the sample was divided into the four authoritarianism 
styles, it became clear that on intimate violence, wild-card authoritarians (that is those who scored 
moderate on LWA and high on RWA) showed the most favorable attitudes, whereas those falling within 
the other three authoritarianism styles showed an equivalent aversion to such violence. Why wild-card 
authoritarians would show less aversion to intimate violence cannot be gleaned from the current data, but 
would clearly merit further investigation.  
     Of course it is worth bearing in mind that the present study, like Altemeyer’s (1996) research on LWA, 
conducted on predominantly white, North American university students, and may or may not be 
generalizable to non-student populations. Further investigations should examine samples that are more 
ethnically and culturally diverse, and in non-college and university settings. That said, the present study 
does lend tentative support for Altemeyer’s earlier observation that left-wing authoritarians as commonly 
conceptualized (i.e., as equivalent to right-wing authoritarians, differing only in ideology) appear to be 
non-existent. At bare minimum, it would appear that either the construct needs to be abandoned, or its 
measurement reconceptualized. Contrary to Altemeyer’s (1996) approach to authoritarianism, a 
reconceptualized measure of LWA would most probably be somewhat asymmetrical to how RWA is 
measured. 
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Table 1 
Correlations Between RWA and LWA Scales and Attitudes Toward Violensce, Need for Cognition, and 
Consideration for Future Consequences 
 Right Wing  

Authoritarianism 
Left Wing  
Authoritarianism 

ATVS: War .34 *** -.16 * 
ATVS: Penal .21 ** -.09 
ATVS: Corporal .35 *** .03 
ATVS: Intimate .07 .18 ** 
Need for Cognition -.28 *** -.20 * 
Consideration for Future Consequences -.15 * -.16 * 

 
* p <.05  ** p < .01    *** p < .001  
 
 
Table 2 
Attitudes Toward Violence, Need for Cognition, and Consideration for Future Consequences as a 
Function of Authoritarianism Style 
 Non 

Authoritarians 
Left-Wingers  Right-Wing 

Authoritarians 
Wildcard 
Authoritarians 

ATVS: War 3.77 (0.95) 2.87 (1.20) 4.73 (0.96) 4.47 (1.20) 
ATVS: Penal 3.48 (1.10) 3.34 (0.94) 4.43 (0.94) 4.05 (1.68) 
ATVS: Corporal 2.26 (0.84) 2.17 (0.80) 3.51 (1.57) 4.15 (1.74) 
ATVS: Intimate 1.19 (0.29) 1.33 (0.41) 1.24 (0.44) 1.92 (1.62) 
NFC 4.75 (0.69) 4.44 (0.64) 4.31 (0.92) 3.98 (0.53) 
CFC 4.94 (0.69) 4.64 (0.79) 4.95 (0.66) 4.39 (0.78) 
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Introduction                                                                                                                                         
     The education world is currently in a state of flux like no other in its history. Many states are adopting 
and implementing new standards which are expected to enrich student learning and achievement. While 
these changes are positive, they require additional professional development and create a new learning 
curve for administrators, teachers, and students. This article provides an overview of the newest standards 
and strategies that are being employed within many schools. The information concerning standards is 
incorporated and addressed through a lesson based on middle school genetics and heredity.                                                                                                                           
     Because many states have adopted and are applying the Common Core State Standards in 
English/Language Arts (CCELA) and Common Core State Standards in Mathematics (CCM), these two 
sets of standards are important considerations for K-12 teachers. We have all heard the adage that every 
teacher is a teacher of reading, yet middle school and high school classes are traditionally driven by one 
content area.  However, CCELA standards and CCM standards are to be put into practice and interwoven 
into all curriculum areas and grade levels.                                                                                                                    
     Additionally, the Next Generation Science Standards (NGSS) include concepts that provide basic 
principles within an area of science or important topics within and throughout disciplines. NGSS consist 
of goals for students and targets for teachers and were developed to provide all students an opportunity to 
do science (www.nextgen.org). Teachers in grades K-12 will be expected to use these standards to 
positively impact student achievement. These standards are at a high cognitive level and embrace 
integration of mathematics and engineering components. Furthermore, technology components are 
included in every grade level expectations. 
     With the current emphasis on improving the teaching of science, technology, engineering and 
mathematics (STEM), teachers are expected to engage students on a deeper level, perform more hands-on 
activities and projects, and connect learning to real-life situations (National Research Council (NRC), 
2012). With respect to this article, the Next Generation Science Standards Core Idea 3: Heredity: 
Inheritance and variation of traits state “Inheritance of traits: Heredity refers to the processes by which 
characteristics of a species are passed from one generation to the next. Heredity explains why offspring 
look like, but are not identical to, parents,” and “Variation of traits: Genetic and environmental factors 
produce variations of traits within a species population. Variation in traits can influence the development, 
appearance, behavior, and ability of organisms to produce offspring” (Bybee, 2013, p. 9).  Both the 
National Standards on Science Education (NRC, 1996) and the Framework for K-12 Science Education 
(NRC, 2012) have included standards for heredity and genetics and have recommended that by the end of 
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8th grade, students should have an understanding “that genetic material carries information” (NRC, 1996, 
p. 156) and that “every organism requires a set of instructions for specifying its traits” (NRC, 1996, p. 
157).  Therefore, middle school science teachers are expected to teach genetics and heredity.   The 
culminating activity, “Trait Babies,” presented in this paper aligns with these goals and also precipitates 
the change from STEM to STEAM (science, technology, engineering, arts, and mathematics). 
Purpose: Investigate Basic Genetic Principles 
     There are several purposes for this paper. First of all, it is hoped that the reader will gain an awareness 
of the challenges that teachers of science and mathematics face, and gain a better understanding of how to 
tie together NGSS, STEM, STEAM, Common Core English/Language Arts Standards, and Common 
Core Mathematics Standards. Therefore, the article will be of interest to college and university instructors 
preparing pre-service teachers, as well as school administrators and those who evaluate teachers. Middle 
school science teachers will be particularly interested as the article provides connections for genetics 
curriculum, genetics background information for a mini lesson, and an activity for students.  A 
culminating project, Trait Babies, permits students to simulate how offspring receive certain traits from 
their parents, addressing the aspects of STEAM (science, technology, engineering, art, and mathematics). 
Science and art teachers collaborate on a cross-curricular project that allows students to learn the science 
background content information in science class and apply that knowledge in art class while creating a 
Trait Baby. 
Heredity and Genetics Lesson – Science Teacher 

Terms and concepts to be taught in the heredity and genetics unit which precedes the Trait Babies 
project include: alleles, dominant and recessive genes, genetics, heredity, traits, genotype, and phenotype. 

• Organisms have traits that you can see and are controlled by genes that are passed to an 
offspring from the father and mother.  Hair color and eye color are examples of traits that are 
inherited.  

• Two or more gene differences are given to the offspring. Alleles are varied forms of genes.  
• There are two or more different alleles for any given trait. 
• Some alleles are called dominant because they mask the appearance of the other allele or alleles 

for that trait. 
• Alleles that are masked by the dominant alleles are called recessive. 
• Two alleles for every trait are passed to the offspring, with each parent donating  one.  
• The genotype tells what two alleles have been donated by the parents for each trait.  
• The physical result of the combination of the genes is the phenotype.  
• The recessive allele will emerge only when it is paired with another recessive allele.  
• When an offspring has two recessive or two dominant alelles in a genotype, it is called 

homozygous for that trait. 
• When an offspring has one recessive and one dominant allele in a genotype, it is called 

heterozygous for that trait. 
• The passing on of traits is called heredity.  
• Heredity is studied through genetics. (Crazy Traits, n.d.). 

     Both the father and the mother provide alleles that comprise the genotype for the offspring. Upper and 
lower case letters signify dominant and recessive genes, respectively. The dominant trait, R, is the trait 
that is visible in the offspring if one or both of the parents have donated a dominant allele. The genotype 
for an individual who has the dominant trait is represented by either two uppercase letters such as RR 
(indicating that both parents donated dominant alleles) or one upper case and one lower case letter such as 
Rr (indicating that one parent donated a dominant allele and one donated a recessive allele). A Punnett 
Square is a visual aid designed to help predict the possible outcomes of a specific trait, and shows all 
conceivable allele groupings when the genotypes are known. Students can compute the probability of 
receiving certain traits from parents, adding a math component to the lesson.  
     To integrate technology, the iPad application “Snurfle Meiosis” by Brett Baughman (free) can be used 
with the whole class and also as a review for students who require additional assistance. This application 
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walks students through the process of meiosis and use of Punnett Square. Students can also use the iPad 
application “Talking Glossary of Genetics HD” to review the unit’s vocabulary.   
     Two students work as a team to collect genetic information for creating their Trait Baby. The 
characteristics that will be ascertained for the Trait Babies include gender, eye color, hair color, height, 
nose size, and skin color (not related to race; light or dark colored skin). The necessity of correctly 
recording the genotype to reveal the phenotype is emphasized, as this data will be crucial when 
constructing the Trait Babies. Appendix A is the key element in data collection before the construction of 
the Trait Babies. The students must retain this handout as it serves as the genetic blueprint for 
construction of the Trait Babies. Additionally, it constitutes 25% of the grade for the project. 
     Further, students work together in groups to determine the traits for their individual babies. For each 
trait, there is a set of envelopes with chips representing the allele combinations that are possible for 
parents (Appendix B). Each team of two obtains a set of parent envelopes for a given trait. The gender 
trait is selected first by having each team draw one chip, XX for female or XY for male. After recording 
that information, the team continues with the remaining characteristics. One student at a time draws an 
envelope with the chip representing his/her genotype for that trait. The student records his/her genotype 
and then flips the chip to find out which allele he/she will be donating to the Trait Baby offspring.  The 
chip is returned to the envelope and the envelopes are shuffled for the other partner to draw and repeat the 
process of recording his/her own genotype, flipping the chip and recording which allele he/she will donate 
to the Trait Baby. Students are reminded of the necessity of correctly copying the code on the chips using 
capital or lower case letters so that they can correctly determine the phenotype of their Trait Baby.   
Creating Trait Babies: Art Teacher 
     When all traits are determined, crafting of the Trait Babies begins. Students are informed that when the 
Trait Baby is being completed, they are expected to use the genetic information they collected and 
recorded. The final grade for this assignment is based upon the baby’s characteristics matching the 
completed baby and the written explanation of the genotypes and phenotypes of the parents and their Trait 
Baby. As students assemble their Trait Babies based on the data from their trait charts, they make the 
connection between the randomness of their data based on the poker chip information and the actual 
phenotype. 
     Students were asked to donate items for composition of the Trait Babies. Supplies requested were dark 
and light colored pantyhose; scraps of material; yarn in  yellow and black; buttons; ribbon; pom poms; 
small silk flowers; sequins; felt; foam rubber; batting; socks; paint; and plastic bottles ranging in size 
from 8 to 24 ounces. The body (bottle), head (pantyhose and batting), and nose require one class period to 
complete. First, students collect a bottle from the supply of short bottles (8-12 ounces) or tall bottles (16-
24 ounces) depending upon the trait for height (see figure 1), and write their names on the bottom of the 
bottle with a permanent marker. Approximately 10 cm of pea gravel is inserted into the bottle to furnish 
stability.   
     Students consult their trait charts to decide what color of pantyhose to use to construct the head, 
cutting a six-inch length of panty hose from light or dark colors. If the piece contains the toe, there is no 
need to tie that end. If a piece is open on both ends, students tie one end similar to tying a knot in a 
balloon. They turn the knotted end inside the head before packing the hose with batting. Tightly packing 
the batting is essential to be able to shape the nose. After filling the head with batting, students tie a knot 
at the open end of the hose, stuff it into the neck of the bottle, and spread hot glue around the bottle neck 
to secure the head. 
     For safety purposes, ground rules are established concerning the use of the glue guns. Glue guns are 
arranged throughout the room on the floor, which prevents a glue gun from being knocked off a table onto 
a student.  To glue the head in place requires two students. Only one pair of students at a time operates a 
glue gun.    
     At the sewing table, students select needles and return the needles individually for strict inventory 
control. Sewing the nose necessitates lessons on how to thread the needles and make stitches in the hose. 
For a small nose, students sew a penny or nickel size circle; for a large nose, they sew a circle the size of 
a half-dollar or poker chip.  To shape the nose, the students baste fairly large stitches that go into and out 
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of the batting in the head, sew the circle until the ends meet, and draw the ends tightly together.  If the 
stitches do not penetrate the batting, the hose tears.   
     Painting the facial features is a relatively short process but requires at least overnight for drying time. 
The chart results dictate the eye color, but extra features, such as eyelashes, eyebrows, and freckles are 
optional. Using acrylic or tempera paints, the students work from small blobs of paint squirted onto paper 
plates. For best results on the hose, the students paint with the handle end of the paintbrush instead of the 
bristle end. Students remove the paint from the hose with a wet towel if smearing occurs. 
     The application of the hair and decoration of the body occur during one or two art classes. Once again, 
the trait chart indicates the hair color, but students can fray, curl, layer, or braid the yarn to add hair styles. 
The only requirement is that at least one strand of hair be present to illustrate the hair color. The students 
use their imaginations to fashion outfits for the Trait Babies. Socks cover the bottle to form the body.  The 
remaining donated supplies are converted into decorations to guarantee each baby is unique. The students 
usually produce the hair and outfits on the same day, but many students are eagerly willing to continue to 
perfect the outfit by utilizing their free time during the school day.  
Celebrating the Project  
     The presentation of the culminating project now commences, usually amid much anticipation. One 
week before the due date for project completion, a sign is placed on the school library door announcing, 
“The Babies are Coming!” Similar to a hospital sign, visiting hours specify when students’ parents can 
view the Trait Babies. On the due date, students submit their babies and three worksheets (Appendices A, 
B, C) for assessment. They also complete a summative assessment (Appendix D) based upon the 
Common Core Language Arts Standards (http://www.corestandards.org/resources/key-points-in-english-
language-arts), at the end of the unit. 
     The students carry their babies to all classes, activities, lunch, and restroom breaks. They are 
responsible for the babies and cannot allow them to become a distraction, nor may they abuse or neglect 
the babies. If these situations occur, a citation from the “Department of Human Services” may be issued.   
     The students display the Trait Babies in the library for a week. Each baby has a color-coded nametag, 
pink for girls and blue for boys, which includes the baby’s name and students’ name. All of the classes in 
the school observe the exhibit during their library time, and parents view the display after school. 
Ultimately, the students receive a birth certificate for their Trait Babies and obtain their grades. Seldom 
do students earn low grades on this project. 
Closing Thoughts  
     One of the authors, who originated the project, has taught middle school science for 12 years and has 
facilitated the Trait Babies project successfully for nine years. By coordinating parts of the process with 
the art teacher, this project has become cross-curricular, affording the necessary time for enacting the 
project. Both the art teacher and science teacher have participated in the class.  
     Since this project has become a traditional activity within the school, students in successive classes 
have been anxious for their turn to participate. Students who have learned about the Trait Babies from 
older siblings, friends, or previous displays have inquired early in the year if their class will make Trait 
Babies. This inquiry has confirmed the success and popularity of the project. Inspirationally, the Trait 
Babies project has been a study that the students have remembered for years—a testament to the impact 
of a well-developed topic and activity 
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Appendix A 
 Partner Names: __________________________            __________________________  
 
Trait Babies Data Chart 
 Genotype Offspring Phenotype 

Parent 1 
Genotype 

Parent 2 
Genotype 

Offspring 
Genotype 

Inherited Trait 

Gender     

Eye Color     

Nose Size     

Skin Color     

Hair Color     

Height     

Hair Color 
H = black (dominant) 
h = yellow (recessive) 
Eye Color 
B = brown (dominant) 
b =  blue (recessive) 
Height 
T = tall (dominant) 
t  = short (recessive) 
Skin Color 
D = dark (dominant) 
d = light (recessive) 
Nose Size 
N = big (dominant) 
n = little (recessive) 
Gender 
XX = female  
XY = male 
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Appendix B 
Recording Chart 
Trait Envelopes 
Each envelope contains a poker chip marked with one allele on the front and the other allele on the 
reverse of the chip, representing an allele combination for a given trait.  The letter codes legend is at the 
bottom of the trait chart in Appendix A. Each pair of students will find out what trait their Trait Baby will 
have by drawing from the envelopes prepared for each trait.  The first student in each pair draws an 
envelope, records the parent genotype, and flips the chip to find out which allele he/she will donate to the 
offspring, and records the allele in the offspring column.  The other student then shuffles the envelopes, 
draws an envelope, records the other parent genotype, flips the chip, records the other allele that he/she 
will donate to complete the offspring’s genotype for that trait.  The partners then move on to another trait 
and repeat the process until they find out which traits their Trait Baby will have. 
 
Gender          XX (female) and XY (male) 
 
Eye Color      BB (brown eyes)  Bb (brown eyes)  bb (blue eyes) 
 
Hair Color    HH (black hair)  Hh (black hair)   hh (yellow hair) 
 
Height            TT (tall)   Tt (tall)    tt (short) 
 
Nose            NN (big nose)  Nn (big nose)   nn (small nose) 
Skin color      DD (dark skin)  Dd (dark skin)   dd (light skin) 
 
Appendix C 
                             Trait Baby Scoring Sheet 
         Your name_______________________     Trait Baby name _________________________ 
  How well does your completed Trait Baby match your data? 
        Trait Babies Chart 
 

 Correctly Identified 
Phenotype 

Correctly Created 
Phenotype 

Eye Color /5 /10 

Nose Size /5 /10 

Skin Color /5 /10 

Hair Color /5 /10 

Height /5 /10 
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Gender /5 /10 

Overall Realism  /10 
Total Score 

Totals /30 /70        /100 

 
 
Appendix D 
Unit Assessment 

1. In the area below, explain fully the following scenario. Your Trait Baby is the oldest child in the 
family. If both parents are homozygous for a given trait, could sibling Trait Babies have a 
different phenotype for that trait? Explain why or why not.  

2. Create two siblings for your Trait Baby who are different from each other and from your Trait 
Baby but all having the same parents. Some traits may be the same for two or more of the 
siblings, but some traits will need to be different to make them individuals.  List the siblings’ 
genotypes and phenotypes for each trait. 

3.  
 Sibling 1 Sibling 2 

Genotype Phenotype Genotype Phenotype 
Eye Color     

Nose Size     

Skin Color           

Hair Color     

    Height     

Gender     
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Introduction 
     A researcher need not perform a lengthy search to discover a wealth of reasons why Microsoft Excel 
may not be a good tool for certain statistical work. Table 1 presents the top 10 websites found on 
5/10/2012 when searching Google using the string “Excel for Statistics” (without the quotes). Website 10 
is a Youtube video showing how to use Excel to calculate the sample standard deviation using a 
definitional formula, not just a function. Likewise, websites 2, 6, and 8 give explanations on how to 
accomplish some basic statistical calculations in versions of Microsoft Excel. However, the other six 
websites, even website 4, a training site on using statistical functions in Microsoft Excel 2003, offer a 
disclaimer of sorts that Microsoft Excel might not be suitable if the statistical need is “heavy duty.” 
Websites 5 and 7 give lengthy lists of problems with using Microsoft Excel to perform statistical work. 
     Is the situation similar when academic journals are searched? Regarding the issue of numerical 
accuracy of statistical calculations in Microsoft Excel, there are numerous academic publications pointing 
to flaws (Almiron et al., 2010; Dielman, 2002; Heiser, 2006; Knüsel, 1998, 2005; McCullough & Wilson, 
1999, 2002, 2005; McCullough & Heiser, 2008; Yalta, 2008). One of the frankest critiques contained the 
following statements: 

“No statistical procedure in Excel should be used until Microsoft documents that the procedure is 
correct; it is not safe to assume that Microsoft Excel’s statistical procedures give the correct answer. 
Persons who wish to conduct statistical analyses should use some other package.” (McCullough & 
Heiser, 2008) 

     However, these academic publications, as well as the websites listed that cast odious opinions 
regarding Microsoft Excel’s capabilities to correctly calculate statistical values, were not using the latest 
(2010) version of Microsoft Excel. A recent publication in the American Statistician states that Microsoft 
Excel 2010 shows significant improvements in reliability (Keeling & Pavur, 2011). Are there other 
improvements in Microsoft Excel 2010 that will aid users in performing statistical tasks? This article will 
demonstrate that in two statistical areas Microsoft Excel 2010 has improved in some ways over previous 
versions, but flaws still persist. Hopefully, Microsoft will take note of these flaws and work to remedy 
them. 
Area 1: Nonparametric Statistical Procedures That Use Ranks 
     Nash (2008) discussed many areas of statistics and the role of spreadsheets such as Microsoft Excel 
2007 but did not include nonparametric statistics in his analysis. Neither Microsoft Excel 2007 nor 2010 
contain tools in the Data Analysis ToolPak for calculating nonparametric test statistics. Apigian and 
Gambill (2004) pointed out this deficiency in Microsoft Excel 2003 but stated that “most statistical tests, 
such as nonparametric tests, are easily calculated by hand or within Excel using formulas and simple 
functions.” The Wilcoxon Signed-Ranks Test is used in this paper as an example of such a nonparametric 
test. First, a short introduction to nonparametric tests is presented for those readers who may not have 
previously encountered them. 
     A nonparametric statistical procedure is one whose validity does not depend on the assumption that the 
random set of data used for the test came from a population with a specific probability distribution. For 
example, the Wilcoxon Signed-Ranks Test requires that the distribution of values from which the random 
sample is drawn be continuous, approximately symmetrical, and measured at a scale higher than ordinal, 
whereas the T-test requires that the random sample must come from a normally distributed population or 
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at least one that is not very skewed (Berenson & Levine, 1989). When it is not reasonable to assume a 
normal population, it may be more appropriate to employ a nonparametric statistical procedure. Some of 
the nonparametric statistical procedures covered in introductory statistics textbooks utilize ranks of data 
values. Examples of such nonparametric statistical procedures include the Wilcoxon Signed-Ranks, 
Wilcoxon-Mann-Whitney, Kruskal-Wallis, and Spearman Rank Correlation Coefficient. These examples 
have different test statistic formulas, but they all involve determining the ranks of data values. Although 
Microsoft Excel, even the 2010 version, does not have a tool for any of these examples, it does have a 
RANK function. 
     A recent article in Communications of the ACM poses the question “Why is it so common to use 
parametric tests such as the T-test or ANOVA instead of nonparametric counterparts?” (Robertson, 2012). 
The answer suggests that it is because nonparametric tests tend not to be quite as powerful as the 
corresponding parametric ones when the assumptions of both are met. However, if the researcher is using 
Microsoft Excel, she/he has T-tests and ANOVA tests in the Data Analysis ToolPak but would have to 
build the corresponding nonparametric test. An example of such an implementation, presented on an 
Oxford University Press website as a resource for students, is available at: 
http://www.oup.com/uk/orc/bin/9780199219995/01student/intcalcsheets/Chapter08_wilcoxon.xls. After 
reading this paper, it would be a good exercise to examine the formulas and functions used in this online 
resource and try to spot the overlooked elements in this implementation. 
     This portion of the paper will demonstrate how building a Wilcoxon Signed-Ranks Test using 
Microsoft Excel 2010 is simpler than it was in previous versions of Microsoft Excel. Table 2 shows the 
numerical values obtained by applying the Wilcoxon Signed-Ranks to two related samples of data values 
with manual calculations used to obtain the ranks. 
     One way to calculate the Wilcoxon Signed-Ranks test statistic is to: 

1) Calculate the differences. In Microsoft Excel, one may use a simple formula (e.g., = B7 – C7). 
Any zero differences are to be discarded. 

2) Calculate the absolute differences. Remember, the zero differences have been discarded. In 
Microsoft Excel, one can use an IF function containing an embedded absolute value function, 
ABS (e.g., =IF(D7 = 0, "", ABS(D7))). 

3) Rank the absolute differences where one is the rank of the smallest absolute difference. If there 
are absolute values that are equal, each one is assigned the average of the ranks that would have 
been assigned had they been slightly different. 

4) The computed value of the Wilcoxon Signed-Ranks test statistic is the sum of the ranks that are 
associated with the positive differences. In Microsoft Excel, one can use an IF function to identify 
the ranks associated with positive differences (e.g., =IF(D7 > 0, F7, "")) and then use a SUM 
function to obtain the computed value of the test statistic. 

Table 3 shows Table 2 with the embedded Microsoft Excel functions and formulas displayed.  To obtain 
the rank values, Microsoft Excel 2010 has a new function, RANK.AVG. The earlier versions of Excel had 
only the RANK function, which was somewhat difficult to use to obtain the average of the ranks. To 
Microsoft’s credit, a formula to correct the value returned by the RANK function to yield the desired 
average was provided in the documentation of the RANK function. For example, to calculate the correct 
rank for related item 2 in Table 3, the formula is: 
=IF(E8 = "","",RANK(E8,E7:E11,1)+(N+1-RANK(E8,E7:E11,1)-RANK(E8,E7:E11,0))/2) 
where N, the number of absolute differences, may be calculated by the formula COUNT(E7:E11). Using 
the new RANK.AVG function in Microsoft Excel 2010, the formula above becomes: 
=IF(E8 = "","",RANK.AVG(E8,E7:E11,1)). Table 4 shows the rank values being calculated using the IF 
function with an embedded RANK.AVG function. A somewhat larger example will show that flaws 
existing in earlier versions of Microsoft Excel continue to confound the new RANK.AVG function in 
Microsoft Excel 2010, but a workaround is presented. 
     Table 5 exhibits the manual calculation of the Wilcoxon Signed-Ranks test statistic for two related 
samples of prices in U.S. dollars, each of which contains 15 values. In this larger example there are six 
differences of five cents (0.05), of which four are negative and two are positive. When the absolute 
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differences are ranked, the five-cent differences are in positions 4, 5, 6, 7, 8, and 9. The average of these 
ranks is 6.5. Only four of the differences are positive. The sum of the ranks associated with the positive 
differences is 24, the correct computed value of the Wilcoxon Signed-Ranks test statistic. 
     Tables 6 and 7 illustrate one way to use the RANK.AVG function to calculate the ranks for this larger 
example. Table 6 shows formulas for calculating the ranks using the IF function with an embedded 
RANK.AVG function, and Table 7 shows the rank values that are calculated for the sample values in this 
larger example by the use of these formulas.  
     Notice in Table 7 that the ranks for the absolute differences of 0.05 do not match as they should. 
Consequently, the computed value of the Wilcoxon Signed-Ranks test statistic is incorrect. In this 
example, the ranks of 4 and 5 are associated with positive differences, and the result is a computed value 
of 20. If the rank values of 8 and 9 (also corresponding to absolute differences of 0.05) had been the two 
rank values associated with positive differences instead of 4 and 5, the computed value would be higher 
by 8, possibly leading to a different statistical decision. However, if the ranks were correctly calculated, 
all the ranks corresponding to the same absolute difference would be the same. In computer arithmetic, 
one difference of 0.05 may not be the same as another difference of 0.05. Anyone who uses Microsoft 
Excel to implement nonparametric procedures that make use of ranks should be aware of this behavior 
and take an appropriate action to deal with it. Next, a workaround is presented. 
     The ROUND function in Microsoft Excel may be used to establish the equality of absolute differences. 
When absolute differences almost match, the ROUND function can be used to get the RANK.AVG 
function to treat them as equals. Tables 8 and 9 illustrate one way to use the ROUND function to achieve 
the desired equality. Table 8 shows formulas for modifying the absolute differences using the IF function 
with an embedded ROUND function operating on the result of the absolute value (ABS) function, and 
Table 9 shows the rank values that are calculated for the sample values in this larger example by the use 
of these formulas. In Table 8, the second argument of the ROUND function (13) is the number of decimal 
places desired in the result. The value to use for the second argument is ultimately determined by the 
precision of the data values and at what level the researcher wishes to establish equality. Any 
implementation of such procedures using Microsoft Excel should notify the user of the number of decimal 
places used and optionally could provide a mechanism to change it. 
Summary of Area 1: Nonparametric Statistical Procedures That Use Ranks 
     Although Microsoft Excel does not provide nonparametric tests as options in the Data Analysis 
ToolPak, it is possible to calculate the values of nonparametric test statistics that employ the ranks of data 
values by using formulas with some simple functions available in Excel. For students majoring in 
Computer Science or Computer Information Systems, such implementations may not be too much of a 
challenge. However, using functions nested within other functions may prove to be a substantial barrier 
for students in other majors who are not as well versed in programming. 
Area 2: Multiple Linear Regression Using the Regression Tool 
     In this section, examples are presented to show some issues associated with using the regression tool 
contained in the Data Analysis ToolPak that is available with the Windows version of Microsoft Excel. 
The issues presented involve using the regression tool to solve multiple linear regression problems. 
     The objective in multiple linear regression is to find a set of independent variables that can account for 
most of the variation in the dependent variable. All of the independent variables should be related to the 
dependent variable, but it is undesirable for the independent variables to be related to each other. A 
regression tool is used to solve the massive number of calculations needed to develop the regression 
model and to solve for associated statistical values required for analysis of the model. 
     Regression models could be built by adding independent variables, one at a time, to make sure that 
each additional independent variable added is contributing adequately to the regression model. If the 
addition of a new independent variable creates a radically different regression model, the researcher 
would probably notice that something was wrong. This situation can occur when the new independent 
variable being added is a linear combination of other independent variables already in the model. One 
term that is used to describe this situation is collinearity. Optimally the regression tool would detect the 
linear relationship among the independent variables, remove one of them to eliminate the problem, and 
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give an explanation of the action taken. Unfortunately the regression tool in Microsoft Excel, even the 
2010 version, does not perform in an optimal manner. Because of the use of backward elimination 
techniques in finding good regression models, it seems logical to expect collinearity to become a more 
common problem in multiple linear regression than it used to be. 
     Due to the speed of modern computing devices, it is possible to use a backward elimination technique 
to identify a good subset of independent variables to use in the prediction of a dependent variable. 
Initially a researcher chooses a set of independent variables, all of which are expected to be related to the 
dependent variable. Not all of the independent variables may be contributing enough to justify their 
inclusion in the regression model. With a valid initial regression model, one can use a backward 
elimination technique to identify such independent variables and eliminate them from the intermediate 
regression models until a model is found in which all the independent variables are contributing 
adequately. To be able to perform these analyses, valid regression models are required. The regression 
tool needs to be able to detect collinearity and provide a valid regression. The examples presented consist 
of using four independent variables to predict the salary of an individual and illustrate how different 
versions of Microsoft Excel handle collinearity. The four independent variables are: 
age – the age of the individual in years; 
years – the number of years the individual has worked for the institution; 
yrsrank – the number of years since the individual was last promoted (or hired); 
and agehire – the age of the individual when hired. 
     In these examples the regression tool should be able to detect that an individual’s age equals the sum 
of that individual’s age when hired and the number of years that the individual has worked for the 
institution (i.e., age = agehire + years). Table 10 shows the basic regression model for a data set of 42 
observations that was created using Microsoft Excel 2007. Until one gets to the regression coefficients, 
nothing appears to be unusual about the regression model. 
     The net regression coefficient for YEARS is -9.06254+E17, a rather large negative value. In Table 11, 
the regression coefficients have been reformatted so the size of the values is more evident. Because the 
regression tool failed to remove one of the independent variables that are linearly related, the values of 
their regression coefficients are total nonsense. If the reader wishes to reproduce this result, the data set 
for this example is available in a Microsoft Excel 2007 workbook at www.mtsu.edu/~bfreeman/MLR-
4.xls. However, the regression model obtained for the same data using the regression tool in Microsoft 
Excel 2010 shows some improvement has been made. Table 12 shows the basic regression model for this 
data set of 42 observations that was created using Microsoft Excel 2010. 
     The regression model developed using the regression tool in Microsoft Excel 2010 that is displayed in 
Table 12 shows a zero as the value of the net regression coefficient for AGEHIRE. An investigation of 
the documentation for the regression tool in Microsoft Excel 2010 indirectly reveals what the zero 
coefficient means. 
     There is not much documentation provided by Microsoft for the regression tool. It may be accessed 
through the File menu (File/Help/Microsoft Office Help/Analyzing data/What-if analysis/Use the 
Analysis ToolPak to perform complex data analysis/Regression). A brief description of regression is 
provided with the additional information that the regression tool uses the worksheet function LINEST. 
Documentation for the LINEST function also may be accessed through the File menu 
(File/Help/Microsoft Office Help/Function reference/Statistical functions (reference)/LINEST function). 
In the following paragraph, an X column refers to an independent variable, and df is an abbreviation for 
degrees of freedom. 
     According to the documentation provided with Microsoft Excel 2010, a zero coefficient indicates a 
redundant variable, one that “can be expressed as a sum of multiples of the non-redundant X columns.” In 
Table 12 the zero coefficient for AGEHIRE means that AGEHIRE has been classified as a redundant 
variable. Further, the documentation for the LINEST function states that if “one or more columns are 
removed as redundant, df is affected because df depends on the number of X columns actually used for 
predictive purposes.” The documentation indicates that Microsoft is aware that adjustments need to be 
made because AGEHIRE has been classified as redundant. Unfortunately, the regression tool does not 
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make all the necessary adjustments. Therefore, the regression model shown in Table 12 is not valid for 
the purpose of analysis. All it really does is suggest that AGEHIRE be removed from the set of 
independent variables. Table 13 shows the basic regression model for this data set that was created using 
the regression tool in Microsoft Excel 2010 after AGEHIRE is removed from the set of independent 
variables. The regression model in Table 13 is valid for the purpose of analysis. The highlighted portions 
of the regression models in Tables 12 and 13 illustrate the portions of the regression model in Table 12 
that were incorrectly calculated. 
Summary of Area 2: Multiple Linear Regression Using the Regression Tool 
     In the initial development of multiple linear regression models, the regression tool in Microsoft Excel 
2010 appears to be better in identifying collinearity among the independent variables than previous 
versions. This statement is based upon use of the regression tool. Data sets, which in earlier versions 
resulted in regression models with bizarre values for coefficients, have yielded more reasonable 
regression models in Microsoft Excel 2010. However, standard residuals, degrees of freedom, adjusted R-
square, the regression variance (mean square), the p-value for the F-test, and sometimes the p-value for 
another independent variable are incorrectly calculated in the regression model provided by the regression 
tool in Microsoft Excel 2010 that identifies a redundant variable with coefficient and standard error 
values of zero. Students who use the regression tool in Excel to develop and analyze multiple linear 
regression models need to know that one or more zero coefficients indicates that those variables should be 
removed. A subsequent regression model should be developed without those variables before analysis 
should begin. 
One Last Note of Caution 
     As previously mentioned, examples of nonparametric statistical procedures that utilize ranks include 
the Wilcoxon Signed-Ranks, Wilcoxon-Mann-Whitney, Kruskal-Wallis, and Spearman Rank Correlation 
Coefficient. The Spearman Rank Correlation Coefficient is calculated using two related samples. 
Likewise, the Wilcoxon Signed-Ranks test may be used with two related samples, as illustrated in the 
examples in the first part of this paper. What happens if a value exists for one sample, but there is no 
related value for the other sample? For example, suppose a statistical test is to be performed using a 
random sample of items to see if the prices at store one are significantly less than the prices at store two. 
One or more of the items in the random sample may be sold by store one but not by store two or vice 
versa. If the items with missing data are removed before the test statistic is calculated, there is no 
problem. However, if the two samples of related items with missing data are copied and pasted into a 
Microsoft Excel workbook, the missing items will likely be treated as zeros. The author of the workbook 
must insert formulas to get the statistical procedure to ignore the items with missing data, or the person 
performing the analysis must manually edit the samples to eliminate the items with missing data. The 
same caution holds true for using the regression tool in Microsoft Excel. Any missing data will cause the 
regression tool to fail. Also, in the Data Analysis ToolPak, there is a statistical procedure named t-Test: 
Paired Two Sample For Means that will not work correctly in the presence of missing data. The t-Test: 
Paired Two Sample For Means will give an error message if the number of missing data values in one 
sample does not equal the number of missing data values in the other sample, or it will give an incorrect 
answer (with no error indication whatsoever) if the number of missing data values in one sample happens 
to equal the number of missing data values in the other sample. It is hoped that the next version of 
Microsoft Excel will remedy some of these shortcomings. 
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Table 1. Top Ten Sites in Google Search (5/10/2012) for “Excel for Statistics” 
 
1. Excel for Business Statistics 
 home.ubalt.edu/ntsbarsh/excel/excel.htm 
2. Descriptive Statistics Excel/Stata 
 www.princeton.edu/~otorres/Excel/excelstata.htm  
3. Using Excel for Data Analysis 
 people.umass.edu/evagold/excel.html 
4. Excel Statistical Functions - Training - Office.com 
 http://office.microsoft.com/en-us/training/excel-statistical-functions-RZ001091922.aspx  
5. Problems with Using Microsoft Excel for Statistics 
 https://www.cs.uiowa.edu/~jcryer/JSMTalk2001.pdf 
6. Introduction to Basic Statistics in Excel - Smart Module 
 www.bioss.ac.uk/smart/unix/mbasexc/slides/frames.htm  
7. = Practical Stats - Statistics With Excel? 
 www.practicalstats.com/xlsstats/excelstats.html  
8. Using Excel to Do Basic Statistical Tests 
 depts.alverno.edu/nsmt/stats.htm  
9. Using Excel for Statistical Analysis 
 www.stanford.edu/group/ssds/cgi-bin/.../software_docs_excel.pdf 
10.  Excel & Statistics 41: Sample Standard Deviation (Variability ...  
 www.youtube.com/watch?v=VBfC5wWs3mM 
 
[Note: At some time after 5/10/2012, it appears that website 9 was changed to: 
http://www.stanford.edu/group/ssds/cgi-bin/drupal/files/Guides/Using%20Excel.pdf.] 
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Table 2. Manual Calculation of Rank Values 
      Ranks 
      Associated 
      with 

Related Sample 1 Sample 2   Absolute   Positive 
Item Value Value Difference Difference Ranks Differences 

1 10 9 1 1 1 1 
2 9 7 2 2 2.5 2.5 
3 6 8 -2 2 2.5   
4 10 10 0       
5 3 10 -7 7 4   

  computed value of the test statistic = 3.5 
 
 
Table 3. Manual Calculation of Rank Values 

      Ranks 
      Associated 
      with 

Related Sample 1 Sample 2   Absolute   Positive 
Item Value Value Difference Difference Ranks Differences 

1 10 9 =B7-C7 =IF(D7=0,"",ABS(D7)) 1 =IF(D7>0,F7,"") 
2 9 7 =B8-C8 =IF(D8=0,"",ABS(D8)) 2.5 =IF(D8>0,F8,"") 
3 6 8 =B9-C9 =IF(D9=0,"",ABS(D9)) 2.5 =IF(D9>0,F9,"") 
4 10 10 =B10-C10 =IF(D10=0,"",ABS(D10))   =IF(D10>0,F10,"") 
5 3 10 =B11-C11 =IF(D11=0,"",ABS(D11)) 4 =IF(D11>0,F11,"") 

  computed value of the test statistic = =SUM(G7:G11) 
 
 
Table 4. Excel Calculation of Rank Values with RANK.AVG function 

      Ranks 
      Associated 
 Sample Sample       with 

Rel. 1 2   Abs.   Positive 
Item Value Value Diff. Diff. Ranks Differences 

1 10 9 1 1 =IF(E7="","",RANK.AVG(E7,E7:E11,1)) 1 
2 9 7 2 2 =IF(E8="","",RANK.AVG(E8,E7:E11,1)) 2.5 
3 6 8 -2 2 =IF(E9="","",RANK.AVG(E9,E7:E11,1))   
4 10 10 0   =IF(E10="","",RANK.AVG(E10,E7:E11,1))   
5 3 10 -7 7 =IF(E11="","",RANK.AVG(E11,E7:E11,1))   

  computed value of the test statistic = 3.5 
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Table 5. Manual Calculation of Rank Values 
      Ranks 
      Associated 
 Sample Sample       with 

Rel. 1 2   Abs.   Positive 
Item Value Value Diff. Diff. Ranks Differences 

1 2.05 1.99 0.06 0.06 10 10 
2 0.50 0.49 0.01 0.01 1 1 
3 0.10 0.10 0    
4 0.20 0.25 -0.05 0.05 6.5  
5 0.28 0.30 -0.02 0.02 2  
6 0.03 0.08 -0.05 0.05 6.5  
7 0.02 0.05 -0.03 0.03 3  
8 4.93 4.98 -0.05 0.05 6.5  
9 1.25 1.50 -0.25 0.25 12  

10 1.10 1.30 -0.20 0.20 11  
11 0.50 0.55 -0.05 0.05 6.5  
12 0.30 0.30 0    
13 0.70 0.65 0.05 0.05 6.5 6.5 
14 1.15 1.10 0.05 0.05 6.5 6.5 
15 5.00 6.00 -1 1 13  

  computed value of the test statistic = 24 
 
Table 6. Excel Calculation of Rank Values with RANK.AVG function 

      Ranks 
      Associated 
 Sample Sample       with 

Rel. 1 2   Abs.   Positive 
Item Value Value Diff. Diff. Ranks Differences 

1 2.05 1.99 0.06 0.06 =IF(E7="","",RANK.AVG(E7,E7:E21,1)) 10 
2 0.50 0.49 0.01 0.01 =IF(E8="","",RANK.AVG(E8,E7:E21,1)) 1 
3 0.10 0.10 0  =IF(E9="","",RANK.AVG(E9,E7:E21,1))   
4 0.20 0.25 -0.05 0.05 =IF(E10="","",RANK.AVG(E10,E7:E21,1))  
5 0.28 0.30 -0.02 0.02 =IF(E11="","",RANK.AVG(E11,E7:E21,1))   
6 0.03 0.08 -0.05 0.05 =IF(E12="","",RANK.AVG(E12,E7:E21,1))   
7 0.02 0.05 -0.03 0.03 =IF(E13="","",RANK.AVG(E13,E7:E21,1))  
8 4.93 4.98 -0.05 0.05 =IF(E14="","",RANK.AVG(E14,E7:E21,1))   
9 1.25 1.50 -0.25 0.25 =IF(E15="","",RANK.AVG(E15,E7:E21,1))   

10 1.10 1.30 -0.20 0.20 =IF(E16="","",RANK.AVG(E16,E7:E21,1))  
11 0.50 0.55 -0.05 0.05 =IF(E17="","",RANK.AVG(E17,E7:E21,1))   
12 0.30 0.30 0  =IF(E18="","",RANK.AVG(E18,E7:E21,1))   
13 0.70 0.65 0.05 0.05 =IF(E19="","",RANK.AVG(E19,E7:E21,1)) 5  
14 1.15 1.10 0.05 0.05 =IF(E20="","",RANK.AVG(E20,E7:E21,1)) 4  
15 5.00 6.00 -1 1 =IF(E21="","",RANK.AVG(E21,E7:E21,1))   

  computed value of the test statistic = 20 
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Table 7. Rank Values Calculated Using the RANK.AVG 
Function 

      Ranks 
      Associated 
 Sample Sample       with 

Rel. 1 2   Abs.   Positive 
Item Value Value Diff. Diff. Ranks Differences 

1 2.05 1.99 0.06 0.06 10 10 
2 0.50 0.49 0.01 0.01 1 1 
3 0.10 0.10 0    
4 0.20 0.25 -0.05 0.05 6  
5 0.28 0.30 -0.02 0.02 2  
6 0.03 0.08 -0.05 0.05 7  
7 0.02 0.05 -0.03 0.03 3  
8 4.93 4.98 -0.05 0.05 9  
9 1.25 1.50 -0.25 0.25 12  

10 1.10 1.30 -0.20 0.20 11  
11 0.50 0.55 -0.05 0.05 8  
12 0.30 0.30 0    
13 0.70 0.65 0.05 0.05 5 5 
14 1.15 1.10 0.05 0.05 4 4 
15 5.00 6.00 -1 1 13  

  computed value of the test statistic = 20 
 
Table 8. Excel Calculation of Absolute Differences Modified by ROUND function 

      Ranks 
      Associated 
 Sample Sample       with 

Rel. 1 2   Absolute   Positive 
Item Value Value Diff. Difference Ranks Differences 

1 2.05 1.99 0.06 =IF(D7=0,"",ROUND(ABS(D7),13)) 10 10 
2 0.50 0.49 0.01 =IF(D8=0,"",ROUND(ABS(D8),13)) 1 1 
3 0.10 0.10 0 =IF(D9=0,"",ROUND(ABS(D9),13))    
4 0.20 0.25 -0.05 =IF(D10=0,"",ROUND(ABS(D10),13)) 6.5  
5 0.28 0.30 -0.02 =IF(D11=0,"",ROUND(ABS(D11),13)) 2   
6 0.03 0.08 -0.05 =IF(D12=0,"",ROUND(ABS(D12),13)) 6.5   
7 0.02 0.05 -0.03 =IF(D13=0,"",ROUND(ABS(D13),13)) 3  
8 4.93 4.98 -0.05 =IF(D14=0,"",ROUND(ABS(D14),13)) 6.5   
9 1.25 1.50 -0.25 =IF(D15=0,"",ROUND(ABS(D15),13)) 12   

10 1.10 1.30 -0.20 =IF(D16=0,"",ROUND(ABS(D16),13)) 11  
11 0.50 0.55 -0.05 =IF(D17=0,"",ROUND(ABS(D17),13)) 6.5   
12 0.30 0.30 0 =IF(D18=0,"",ROUND(ABS(D18),13))    
13 0.70 0.65 0.05 =IF(D19=0,"",ROUND(ABS(D19),13)) 6.5 6.5  
14 1.15 1.10 0.05 =IF(D20=0,"",ROUND(ABS(D20),13)) 6.5 6.5  
15 5.00 6.00 -1 =IF(D21=0,"",ROUND(ABS(D21),13)) 13   

  computed value of the test statistic = 24 
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Table 9. Rank Values Calculated Using the ROUND function Prior to the RANK.AVG Function 
      Ranks 
      Associated 
 Sample Sample       with 

Rel. 1 2   Abs.   Positive 
Item Value Value Diff. Diff. Ranks Differences 

1 2.05 1.99 0.06 0.06 10 10 
2 0.50 0.49 0.01 0.01 1 1 
3 0.10 0.10 0    
4 0.20 0.25 -0.05 0.05 6.5  
5 0.28 0.30 -0.02 0.02 2  
6 0.03 0.08 -0.05 0.05 6.5  
7 0.02 0.05 -0.03 0.03 3  
8 4.93 4.98 -0.05 0.05 6.5  
9 1.25 1.50 -0.25 0.25 12  

10 1.10 1.30 -0.20 0.20 11  
11 0.50 0.55 -0.05 0.05 6.5  
12 0.30 0.30 0    
13 0.70 0.65 0.05 0.05 6.5 6.5 
14 1.15 1.10 0.05 0.05 6.5 6.5 
15 5.00 6.00 -1 1 13  

  computed value of the test statistic = 24 
 
 
Table 10. Basic Regression Model Using Microsoft Excel 2007 
SUMMARY OUTPUT 

    Regression Statistics 
    Multiple R 0.886797603 
    R Square 0.786409988 
    Adjusted R Square 0.763319176 
    Standard Error 2792.641592 
    Observations 42 
    ANOVA 

     
  df SS MS F 

Significance 
F 

Regression 4 1062429715 2.66E+08 34.0573 6.15089E-12 
Residual 37 288557341.2 7798847 

  Total 41 1350987056       

  
 

Coefficients Standard Error t Stat P-value 
 Intercept 16384 2.73353E+11 5.99E-08 1 
 AGE 9.06254E+17 7.12977E+17 1.271085 0.21163 
 YEARS -9.06254E+17 7.12977E+17 -1.271085 0.21163 
 YRSRANK 281.8770574 90.495433 3.114821 0.00355 
 AGEHIRE -9.06254E+17 7.12977E+17 -1.271085 0.21163 
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Table 11. Basic Regression Model Using Microsoft Excel 2007 (Coefficients Expanded) 

SUMMARY OUTPUT 
    Regression Statistics 
    Multiple R 0.886797603 
    R Square 0.786409988 
    Adjusted R Square 0.763319176 
    Standard Error 2792.641592 
    Observations 42 
    ANOVA 

     
  df SS MS F 

Significance 
F 

Regression 4 1062429715 2.66E+08 34.0573 6.15089E-12 
Residual 37 288557341.2 7798847 

  Total 41 1350987056       
  Coefficients Standard Error t Stat P-value 

 Intercept 16,384 2.73353E+11 5.99E-08 1 
 AGE 906,254,191,872,387,000 7.12977E+17 1.271085 0.21163 
 YEARS -906,254,191,872,387,000 7.12977E+17 -1.271085 0.21163 
 YRSRANK 282 90.495433 3.114821 0.00355 
 AGEHIRE -906,254,191,872,387,000 7.12977E+17 -1.271085 0.21163 
  

 
Table 12. Basic Regression Model Using Microsoft Excel 2010 
SUMMARY OUTPUT 

    Regression Statistics 
    Multiple R 0.881523273 
    R Square 0.77708328 
    Adjusted R Square 0.7331688 
    Standard Error 2815.173188 
    Observations 42 
    ANOVA 

     
  df SS MS F 

Significance 
F 

Regression 4 1049829454 262457363 44.15575 1.3345E-13 
Residual 38 301157602.9 7925200.076 

  Total 42 1350987056       
  Coefficients Standard Error t Stat P-value 

 Intercept 17426.47652 3115.360125 5.593727794 2.054E-06 
 AGE 234.6726324 81.85929334 2.866780579 0.0067269 
 YEARS 201.3040043 90.98376278 2.212526699 0.0330132 
 YRSRANK 278.6117586 91.18880487 3.055328546 0.0040974 
 AGEHIRE 0 0 65535 #NUM! 
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Table 13. Basic Regression Model Using Microsoft Excel 2010 (after eliminating AGEHIRE) 
SUMMARY OUTPUT 

    Regression Statistics 
    Multiple R 0.881523273 
    R Square 0.77708328 
    Adjusted R Square 0.759484592 
    Standard Error 2815.173188 
    Observations 42 
    ANOVA 

     
  df SS MS F 

Significance 
F 

Regression 3 1049829454 349943151.2 44.15575 1.83351E-12 
Residual 38 301157602.9 7925200.076 

  Total 41 1350987056       

        Coefficients Standard Error t Stat P-value 
 Intercept 17426.47652 3115.360125 5.593727794 2.054E-06 
 AGE 234.6726324 81.85929334 2.866780579 0.0067269 
 YEARS 201.3040043 90.98376278 2.212526699 0.0330132 
 YRSRANK 278.6117586 91.18880487 3.055328546 0.0040974 
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Abstract 
     The U.S. Presidential campaign of 2012 saw an upsurge in politically conservative stances and heated 
discourse with pundits debating issues pertaining to immigration, women’s reproductive rights, gay 
marriage, and unemployment.  Woven into this mesh of political diatribe were concerns regarding the 
growth of hate and extremist groups within the United States.  This paper will examine the political 
discourse on issues underlying the 2008 and 2012 Presidential campaigns as concerns regarding 
traditional family structure, immigration, and a host of other hotly debated social issues could be argued 
to be an instigating factor in the growth of the white supremacy and extremist movements across the 
country.  It is hypothesized that increasingly mean spirited political rhetoric combined with an escalation 
of conspiracy theories and right-wing paranoia has resulted in an environment conducive to the growth of 
hate and extremist groups.  Results will indicate a surge in extremist and hate group membership from 
2007 to 2012. 
Introduction 
     The U.S. presidential election of 2008 was one of precedent and history.  Never before had a bi-racial 
person been selected to represent one of the major political parties in the presidential election.  This 
radical diversion from standard form was not without controversy.  Rumor, innuendo, and speculation 
fueled the growth of politically conservative groups such as the Tea Party, Birther movement, Patriot 
Movement, Council of Concerned Citizens, Family Research Council, and the American Family 
Association, amid a host of other right-wing political action groups and committees. 
     Concerns over the President’s place of birth fueled anxiety that the more socially liberal policies 
emanating from the White House were the result of a socialist conspiracy to force the U.S. into a 
conglomerate political entity comprised of a Canada-U.S.-Mexico union.  Soon mainstream political 
candidates such as Rick Santorum, Ron Paul, Kris Kobach, Michelle Bachman, Newt Gingrich, and Sarah 
Palin among others became enmeshed in the discord flowing from the far right.  Eventually radio political 
commentators such as Rush Limbaugh, Glen Beck, Lou Dobbs, and Bill O’Reilly used the air waves to 
further inflame the increasingly hate filled polemic.    
     With the start of the 2012 presidential campaign individuals and organizations already enmeshed in the 
white supremacy movement had a prime opportunity to influence mainstream American politics.  
Campaign donations for political candidates were soon to be traced to those with connections to various 
white supremacist organizations while personal connections between mainstream politicians and 
individuals within the white supremacy movement provided the American populace a darker, edgier, 
blatantly meaner 2012 campaign. 
     It is the position of this paper that the hate filled political rhetoric, so common during the presidential 
election campaign of 2012, coupled with changing U.S. demographics, poor economy, immigration 
controversies, and increasingly liberal policies of the Obama administration are fueling the growth in 
white supremacy, extremism, and hate groups.  In addition, the perceived increased legitimacy of 
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previously veiled organizations have made them more audacious with respect to campaign donations and 
membership expansion.   
Supremacy, Hate, and Social Capital 
     Worldwide various groups and organizations proclaim superiority based on factors such as gender, 
race, religion, ethnicity, or national origin.  According to Franklin (2004), “The Hate Directory:  Racial, 
Religious, Ethnic, Gender, and Sexual Orientation Based Hatred” on the Internet contains no less than 
118 pages of links to web sites, news groups, listservs, and chat rooms espousing a hate-based agenda.  
The internet and web-based technologies have proven tremendously useful teaching and recruitment tools 
for individuals, groups, and organizations involved in the world of supremacy and hate. 
     Due to the broad spectrum of groups and organizations devoted to propagating hate and hate rhetoric 
there is no single definition of what constitutes a “hate group”.  However, there are several working 
definitions in use by legal organizations and law enforcement to help properly identify groups aligned 
around hate, hate speech, extremism, or biased criminal behavior. 
     According to the Federal Bureau of Investigation (FBI) a hate group is defined as an organization 
whose “primary purpose is to promote animosity, hostility, and malice against persons belonging to a 
race, religion, disability, sexual orientation, or ethnicity/national origin which differs from that of the 
members of the organization” (FBI Uniform Crime Reports, 1999, p. 3).  Woolf and Hulsizer (2004) rely 
upon a slightly modified version of the Southern Poverty Law Center’s (SPLC) definition as they define a 
hate group as “any organized group whose beliefs and actions are rooted in enmity towards an entire class 
of people based on ethnicity, perceived race, sexual orientation, religion, or other inherent characteristics” 
(p. 43).   
     The two definitions highlight the existence of two primary components necessary for a hate group to 
flourish:  Organization and a target group.  A simple hodgepodge of assorted individuals with loosely 
defined but common goals cannot sustain the effort required to create or maintain a true group.  
According to Blee (2002), organization is so vital a concern in the identification of a hate group that many 
researchers have come to rely upon the term “organized racism” to properly define groups with an overtly 
racist or biased agenda. 
     A second major component included in the definitions of a hate group is enmity directed at a specific 
group of individuals.  Hate, malevolence, or resentment is a key factor in the creation and perpetuation of 
a hate group.  It is the primary motivation to use all available resources to advance an agenda by 
promoting hate and animosity toward an identified group.   
     In what could only be described as one of the most comprehensive directories of hate and extremist 
groups the Southern Poverty Law Center classifies groups according to 15 categories:  Radical Traditional 
Catholicism, Patriot Movement, Nativist Extremist, neo-Nazi, anti-gay, neo-Confederate, anti-Muslim, 
racist Skinhead, anti-immigrant, White nationalist, Christian Identity, Holocaust Denial, Ku Klux Klan, 
Black Separatist, and general hate (www.splcenter.org).  According to the SPLC, groups included within 
the category of ‘general hate’ “espouse a variety of rather unique hateful doctrines and beliefs that are not 
easily categorized” (www.splcenter.org/get-informed/intelligence-files/ideology/general-hate).  These 
groups circulate within the larger white supremacy movement as vendors selling a litany of materials 
espousing a more generalized and encompassing hate rhetoric. 
Hate, Extremism, and Social Capital 
     When attempting to analyze the attraction of hate and extremist groups, it becomes evident that many 
varied factors must be examined.  No discussion of human interaction can be complete without  
examining social capital.  A term first employed by Alexis de Tocqueville in the latter half of the 19th 
century, social capital refers to “the norms and values of the civic community”, which are “embodied in, 
and reinforced by, distinctive social structures and practices” (Putnam, 1993, p. 89).  Social capital results 
from the communal activity and community sharing of individuals within a cohesive group such as a 
town or city. 
     The effects of social capital have been identified as highly significant in affecting human behavior and 
interaction, including the growth of hate and extremist groups (Putnam, 1995).  As hypothesized by 
Putnam (1995, 2000), declining social capital results in a reduced level of civic engagement.  Areas with 
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higher levels of social capital enjoy a more varied economic environment with more personalized, 
intimate individual interactions.  Locales suffering from a lack of social capital are typified by a 
depersonalized environment, with more individual anonymity.  An individual with higher levels of social 
capital is thought to be happier and may benefit economically with more success in the job market and in 
other varied economic transactions (Robinson & Ritchie, 2010).  Social capital has been positively 
associated with economic growth and lowered rates of poverty (Rupasingha & Goetz, 2007;  Rupasingha, 
Goetz, & Freshwater, 2002). 
     In addition, higher per capita income taxes, unemployment rates, and divorce rates have been 
associated with an increased presence of hate groups (Jefferson & Pryor, 1999;  Goetz, Rupasingha, & 
Loveridge, 2012).  The subtle nuances involved in the effects of social capital on individuals and society 
make it a vital part of the overall discourse on hate and extremism. 
     Social capital can have subtle affects far removed from the economic structure of an area.  As stated by 
Berlet (2004), “Organized hate groups defend unfair power and privilege by promoting collective actions 
frames and constructing narratives that use dualism and apocalypticism to demonize scapegoats and 
allege sinister conspiracies” (p. 145).  Berlet goes further by maintaining that the dynamics of 
scapegoating and conspiracy development are built and modeled upon larger, pre-existing prejudices and 
bigotry that exist in subdued forms in the larger society in which we all live and work.   
Politics of Hate  
     Even within an established democracy such as that of the United States nationalistic, ethnic, and 
religious dissension can have widespread influence on political policy.  Ignatieff (1993) contends that 
political and economic oppression tend to be fundamental sources of conflict.  Efforts to recruit group 
members based on a nationalistic fervor is often effective due to the fact that prospective members are 
provided a ready identity and sense of belonging (Davison, 2006).  Leaders of groups with a nationalistic 
leaning create the idea of an “us-them” mentality in their group members, attracting potential new 
members through a creation of an ideology rooted in nationalistic pride.  Technology such as television, 
the internet, and cell ‘phones are often utilized as means of communication by leaders of hate groups due 
to the ease and speed with which members can be mobilized, information conveyed, and potential new 
recruits contacted (Appleby, 2000;  Juergensmeyer, 2003).  
     Nationalistic arguments have often been the tools of politicians and extremist leaders in appeals to 
people or groups who feel oppressed by political or economic forces over which they have little, if any 
control (Michnik, 1996).  Nationalistic arguments offered by politicians and leaders of extremist groups 
offer a sense of identity to those who feel lost or held back by perceived politically unjust policies. 
Politics of Paranoia 
     During the election of 2008 the matter of Obama’s birth came under strong scrutiny by some in the 
conservative movement.  Believing that Obama had in fact been born in Kenya, the home of his father, 
and not in the state of Hawaii as had been reported, these “Birthers” as they became known, proposed that 
the election had in fact been a fraud and Obama was not a valid candidate for the office of President of 
the United States.    
     On June 13, 2008 Obama released the short form of his birth certificate to unequivocally answer the 
question yet critics demanded the long form birth certificate be released for further scrutiny.  The fact that 
any attention was brought to Obama’s eligibility for office based upon his birth was interesting since 
similar questions did not arise in regards to Senator McCain, a man born at Coco Solo Naval Air Station 
located in the Panama Canal Zone on August 29, 1936.   
     Even after the long form of Obama’s birth certificate was released on April 27, 2011 some continued 
to question it’s legitimacy.  It would be easy to dismiss these Birthers as a paranoid sub-section of the 
Republican Party, but a 2011 poll conducted by CBS and the New York Times found that 47% of 
Republican voters questioned the U.S. birth of President Obama.  Presidential candidate Mitt Romney 
stated at a Michigan rally in 2012, “No one’s ever asked to see my birth certificate; they know this is the 
place that we were born and raised.”  (Sonmez, 2012).   
     The Birther movement was not the only conservative group that viewed Obama as an undesirable 
president.  A populist group known as the Tea Party emerged during the 2008 election.  Tea Party 
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supporters questioned Presidential policies and asserted the Obama’s vision of America was not the same 
as that of the founding fathers.  With patriotic rhetoric amid images of a golden age of the American 
Dream, the Tea Party rallied people across the country to vote against Obama.   
     It is difficult, if not impossible, to fully separate those in the Birther movement from those in the Tea 
Party.  Both are populist movements and both have members who identify with the other’s ideology.  
They are, however, both paranoid groups who share similar goals and utilize similar methods.  Their 
shared goal is the defeat of Obama’s policies and the election of a President who represents their views 
more accurately than the current administration.  
Racial Rhetoric & Right-Wing Politics 
     The fundamental theme of the Tea Party is that the America under Obama does not represent what the 
Founding Fathers envisioned.  By painting the government as a separate entity not reflective of the values 
of most Americans, the Tea Party creates a sense of “Us” vs “Them”.  The government, and Obama in 
particular, ceases to be a body elected by the citizenry but rather a dark, sinister force that must be 
stopped. 
Ron Paul & Stormfront 
     In the 2012 Presidential primary former Congressman Ron Paul emerged as an early frontrunner and 
possible nominee for the Republican candidate for the general election.  In the first primary held in Iowa 
on January 3, 2012 he came in second tied with Mitt Romney.  In the New Hampshire primary, Ron Paul 
finished second behind Mitt Romney who would go on to become the republican nominee (Gabriel, 
2012).  Paul’s momentum would shift in February and March with the Texan placing third and fourth as 
many states held their caucuses.   
     As Paul gained momentum in many states such as Washington, Minnesota, and Maine the press began 
reporting on Paul’s connection to various white supremacist groups and publications that were attributed 
to him written in the 1980’s and 1990’s.  During this time his newsletter entitled the “Ron Paul Political 
Report” published several articles that many deemed hate speech.  When asked about these newsletters 
Paul responded by saying that he had neither written them personally nor had he read them. 
     In June,1992, in a special issue on “racial terrorism” the newsletter says when discussing the Los 
Angeles riots of that year, “Order was only restored in L.A. when it came time for blacks to pick up their 
welfare checks three days after rioting began.”  Order was, in fact, restored on May 4 after Governor Pete 
Wilson sent 4,000 National Guard troops to patrol the streets of Los Angeles (Baldassare, 1994).   
     In January, 1994, the Ron Paul Political Report had a section on AIDS and the homosexual community 
in San Francisco.  In the article the newsletter listed several reasons it believed another AIDS epidemic 
was coming.  Among these reasons was, “...they enjoy the attention and pity that comes with being sick” 
(Ron Paul Survival Report, 1994, p. 5).  In fact, according the Center for Disease Control Surveillance 
report, “AIDS cases reported in 1994 (80,691) declined from the number reported in 1993 (106,618)” 
(CDC HIV/AIDS Surveillance Report, 1994, Vol. 6, No.2).   
     Ron Paul was also featured as a guest speaker at the Ludwig von Mises Institute as part of a panel on 
the topic of secession.  According the the Southern Poverty Law Center, the Mises Institute is a neo-
confederate organization that aims to “undermine statism in all its form” and states the Institute believes 
desegregation during the civil rights era resulted in the “involuntary servitude” of business owners 
(www.splcenter.org).    
Paul Ryan 
     During the 2012 presidential campaign Mitt Romney selected Wisconsin senator Paul Ryan as his 
running mate.  Ryan has consistently voted against many bills that support equal rights for homosexuals 
and the transgendered.  Among these was Ryan’s vote against the Local Law Enforcement Hate Crimes 
Prevention Act on April 29, 2009, also known as the Matthew Shepard Act 
(paulryan.house.gov/voterecord/;  www.house.gov;  votesmart.org).  This bill amended the Hate Crimes 
Statistics Act to include “gender” and “gender identity”, in addition to allowing the Department of Justice 
to investigate crimes where the perpetrator has selected the victim due to sexual orientation, gender 
identity, or disability as well as race and other factors such as religion and national origin (H.R. 1913, 
2009;  www.govtrack.us;  house.gov).  He also voted against the repeal of Don’t Ask, Don’t tell in 2010.   
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     In September of 2012 Paul Ryan spoke in front of the Family Research Council (FRC) where he said 
of his running mate Mitt Romney, “Not only a defender of marriage, he offers an example of marriage at 
its best.”  The Family Research Council is listed by the Southern Poverty Law Center a hate group based 
on their anti-gay ideology (www.splcenter.org).  This view is based on a number of publications 
published by the FRC in addition to homophobic comments from its leaders, most notably Robert Knight, 
the director of cultural studies for the FRC after it was stated in 1999, “Gaining access to children has 
been a long-term goal of the homosexual movement.” (Southern Poverty Law Center, 2012).  While Mitt 
Romney did not attended the Values Voter Summit with Ryan he did deliver a video statement stating he 
would “defend marriage, not try to redefine it”. 
     Ryan co-sponsored a bill in 2011 that would have granted a fetus personhood at the moment of 
conception (H.R. 212, 2011).  This bill provides no situation under which an abortion would be 
acceptable such as an ectopic pregnancy, nor any considerations where the mother’s life could be in 
danger.  In 2000, when a similar bill was introduced, Ryan said on the floor of the House of 
Representatives, “the health exception would render this ban virtually meaningless.”  Ryan cosponsored a 
bill that would redefine the ability for a woman to get an abortion in cases of rape.  The bill would only 
allow abortions if “forcible rape” was the cause of the pregnancy (H.R. 3. P.C.S., 2011).  This language 
was eventually removed from H.R. 3.  In a 2012 interview with Tennessee TV station WJHL when he 
was asked to clarify his position on rape and pregnancy Ryan stated, “I’m very proud of my pro-life 
record, and I’ve always adopted the idea that, in the position that the method of conception doesn’t 
change the definition of life.” (WJHL, 2012). 
Rick Perry 
     In December, 2011, Texas Governor Rick Perry disseminated an advertisement in preparation for the 
Iowa caucuses to be held on January 3, 2012.  In the ad Governor Perry affirms his Christianity and 
accuses President Obama of a war on the nation’s religious heritage.  In the ad he says, “As president, I’ll 
end Obama’s war on religion and I’ll fight against liberal attacks on our religious heritage.” (Perry 
“Strong” ad, 2011).  He also denounced the fact that the military policy of Don’t Ask, Don’t Tell had 
come to an end.  In the ad it is stated, “But you don’t need to be in the pew every Sunday to know there’s 
something wrong in this country when gays can serve openly in the military but our kids can’t openly 
celebrate Christmas or pray in school.” (Perry “Strong” ad, 2011). 
     Perry also criticized the president that same month when the Obama administration announced they 
would use diplomacy as well as enticement of foreign aid to promote gay rights on the global stage.  In 
the announcement president Obama said, “I am deeply concerned by the violence and discrimination 
targeting L.G.B.T. persons around the world.” (Myers & Cooper, 2011).  Governor Perry said, “President 
Obama has again mistaken America’s tolerance for different lifestyles with an endorsement of those 
lifestyles.  I will not make that mistake.” (Myers & Cooper, 2011). 
     In August, 2011, Perry held a prayer meeting in Houston called “The Response”.  Among the various 
Christian leaders invited to this prayer meeting was San Antonio preacher John Hagee.  Reverend Hagee 
has come under scrutiny for statements he has issued in the past including a sermon in 2008 where he 
states the holocaust was God’s work and Hitler was sent by God to attacks the jews:  “Then God sent a 
hunter.  A hunter is someone with a gun and he forces you.  Hitler was a hunter.” (Wilson, 2008).  He 
went on to quote a bible passage from the writing of Jeremiah to support his claim.  He concluded, “And 
that might be offensive to some people but don’t let your heart be offended...It was the truth and it is the 
truth.” (Wilson, 2008).  In 2008 then presidential candidate John McCain disavowed the pastor who had 
endorsed him for president in February 2008 after this sermon saying, “I just think that the statement is 
crazy and unacceptable.” (Wilson, 2008). 
Conservative Commentators 
     Various conservative commenters spoke during the 2012 presidential election espousing viewpoints 
many deemed extreme, mean spirited, and hateful.  Among these are the statements of Ann Coulter, a 
conservative commenter not unfamiliar with controversies resulting from her statements.  Among them 
were a repetition of previous quotes, “We should invade their countries, kill their leaders and convert 
them to Christianity.” (Coulter, 2001) and “I think there should be a literacy test and a poll tax for people 
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to vote.” (Hannity & Colmes, 8/17/1999).  Historically such devices have been used to prevent minorities 
from voting in the south via a series of regulations known as Jim Crow Laws (Perman, 2001).  She 
continued to state, “it would be a much better country if women did not vote.  That is a simple fact” (The 
Guardian, 2003). 
     Statements of this sort could be discounted, but a New York Times best selling author, Coulter has the 
clout and the media attention to disseminate a highly tinged, opinionated rhetoric often containing little 
fact.  It is clear that her message resonates with a number of readers throughout the nation. 
     Political commenter Rush Limbaugh is another conservative pundit that has had his share of 
controversy over the years.  Comments such as “Obama is a clown.” and “The nags...national association 
of gals, that’s our pet name for the NOW gang...the nags are a bunch of whores to liberalism” (Corn, 
2009;  Limbaugh, 2010).   
     In 2012 a Georgetown law student named Sandra Fluke spoke before congress on the Conscience 
Clause exemptions in health care that would have allowed certain groups exemption from birth control 
provisions based on religious or moral objections.  On his radio show Limbaugh said, “what does that 
make her?  It makes her a slut, right?  It makes her a prostitute.  She wants to be paid to have sex.” 
(Limbaugh, 2012a).  Limbaugh later apologized for his comments saying, ”my choice of words was not 
the best...” (Limbaugh, 2012b). 
     Once again comments such as these could be discounted as the opinions of a single individual, but 
Limbaugh is a media personality carried by over 600 domestic radio stations (Farhi, 2009).  His books, 
radio show, and television appearances generated $64 million in income for the 2011 year making him 
#37 on Forbes’ 100 list of top earning celebrities. (Forbes, 2013).  
Results 
Growth of Supremacy Groups 2007-2012 
     Taking into account the increased reliance on speech laden with hate and extremist rhetoric within the 
political campaigns of 2012, the many and varied conspiracy theories pertaining to the attacks of 
September 11, 2001, President Obama’s birth place, economic woes, increased globalization, and 
immigration it requires little to postulate a linkage between these phenomena and increases in 
membership and number of hate and extremist groups.  Add to that volatile mix an increase in the 
legitimacy of many extremist groups through association with mainstream political figureheads and it is 
not difficult to assume that as financial donations from these groups increase so does their potential 
influence on official national policy. 
     For the purposes of this research hate and extremist groups were both included in the total number of 
active groups within the United States.  The inclusion of hate groups alongside extremist organizations is 
based on the fact that often the two categories of groups have similar, at times nearly indistinguishable, 
agendas.  Membership numbers continue to rise in those groups traditionally espousing a rhetoric of hate 
as they do for groups aligned along a more extremist/nationalistic agenda. 
     The system of categorization used by the Southern Poverty Law Center (SPLC) was incorporated into 
the current study.  The categorization system and number of groups devoted to any specific political 
agenda can be seen in Table 1.  According to the SPLC there are currently 2444 total hate or extremist 
groups operating within the United States (SPLC, 2012).   
     In 2012 there were a total of 2444 hate or extremist groups operating within the United States.  
However, in 2000 there were only 602 groups active nationally.  This number grew at a rather alarming 
rate with 888 groups operating in 2007, 926 active in 2008, 932 in 2009, continuing to grow with 1018 
active hate/extremist groups existing in 2011 and 2444 in operation in 2012.   
     The largest hate or extremist groups operating are the Ku Klux Klan, neo-Nazis, Skinheads, and 
Patriot Movement.  In 2006, 165 active chapters of the Klan was operating nation wide.  This number 
actually decreased in 2007 to 155 chapters.  However, after the 2008 Presidential campaign numbers 
within the Klan ranks grew to 186 chapters.  By 2011 Klan numbers decreased again, due in part to 
members flocking to more extreme hate groups as the Klan began to attempt to appear as a legitimate 
political entity, distancing itself from much of its former extreme hate rhetoric. 
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     Membership in neo-Nazi groups followed the increases observed in other hate and extremist groups.  
In 2007 there were 207 active neo-Nazi groups operating nation wide.  In 2008 membership numbers in 
these groups dwindled to 194.  By 2011 active neo-Nazi groups totaled 172.  As with the Klan, the 
decrease in membership was due primarily to members moving between groups.  While growth in one 
hate or extremist group was observed a corresponding decrease in another group could be seen.  Despite a 
fair amount of parallel movement between groups, the total number of people joining such organizations 
continued to increase after the 2008 Presidential election. 
     The Skinhead Nation has been on the forefront of the white supremacist movement for many years.  
The Skinhead Nation is known as an extremely violent group directing much of its recruitment efforts at 
young people.  While the overall number of Skinhead groups is relatively small when compared to groups 
such as the Patriot Movement or Klan, their effects on crime and violence cannot be denied.  In 2006 
there were 78 active Skinhead groups in existence.  In 2007, Skinhead numbers grew to 90 active 
organizations.  By 2008 Skinhead numbers had grown to 98 active chapters.  By 2011 there were 133 
active Skinhead groups operating throughout the country. 
     The largest growth occurred in the Patriot Movement and Nativist Extremist organizations;  groups 
previously considered little more than fringe elements in the extremist or hate sector.  In 2008 the Patriot 
Movement had 149 active groups operating nation wide.  Membership grew rapidly in 2009 after the 
election of Barack Obama as US President, the first biracial leader of the country.  In 2009 the number of 
Patriot Movement groups grew to 512.  In 2010 there were 824 Patriot Movement groups operating 
within the US.  In 2011 the growth continued with 1274 groups devoted to the political ideology of the 
Patriot Movement active nation wide. 
     The growth in Patriot Movement groups can be compared to the parallel increase in Nativist Extremist 
groups existing within the US.  In 2007 there were 144 Nativist Extremist groups active nation wide.  
This movement began to grow with an increase in 2008 with 173 active groups.  In 2009, 209 Nativist 
Extremist groups existed, followed by an increase to 319 groups in 2010.  However, in 2011 an 
interesting event occurred within the ranks of Nativist Extremist groups;  their numbers began to decrease 
for the first time since the 2008 presidential election.  In 2011 there were only 185 active Nativist 
Extremist groups in operation.  While on the surface this drop might be considered a positive, the 
decrease was due principally to members within the Nativist Extremist groups drifting over into the 
Patriot Movement.  The ideologies of the two groups became so similar, the larger Patriot Movement 
began to absorb the membership of the smaller Nativist Extremist organizations as anti-immigrant 
sentiment grew nationwide. 
     It can be observed in Table 2 that membership in active hate and extremist groups began to increase 
since 2008 and has seen steady growth during the Presidency of Obama.  Table 2 outlines the growth in 
the respective hate and extremist organizations since 2006. 
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Table 1:  Number of active groups operating within the United States, 2012. 

Group N Philosophical Orientation 

Patriot Movement 1274 nationalistic/anti-government 

neo-Nazi 172 anti-Semitic, anti-Catholic 

Nativist Extremist [Minutemen Project 
& Federal Immigration Reform & 
Enforcement Coalition] 

185 anti-immigrant 

anti-Gay 25 anti-homosexual 

neo-Confederate 32 pro-Confederate sentiment, anti-immigrant, 
anti-gay 

anti-Muslim 30 anti-Muslim 

Skinhead 133 anti-immigrant, anti-Semitic, racist, anti-
homosexual 

anti-Immigrant 11 anti-immigrant 

White Nationalist 146 white supremacist, anti-immigrant 

Christian Identity 55 anti-Semitic, racist 

General Hate 81 hate organized around various religious or 
ethnic origins 

Holocaust Denial 8 anti-Semitic 

Ku Klux Klan 152 anti-gay, anti-Semitic, anti-Catholic, racist 

Black Separatist 140 separatist 

 N = 2444  

   

 
 
 
 
 

41



Table 2:  Growth of hate and extremist groups, 2006-2011.  

Group 2000 2006 2007 2008 2009 2010 2011 

Total Number of Active 
Groups 

602* 844 888 926 932 1002 1018 

Ku Klux Klan  165 155 186 187 221 152 

neo-Nazi  191 207 194 161 170 172 

Skinhead  78 90 98 133 136 133 

Patriot Movement  147 131 149 512 824 1274 

Nativist Extremist   144 173 309 319 185 

* Data supplied to demonstrate growth in hate and extremism this century.  
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     Institutions of higher learning across the nation are responding to political, economic, social, and 
technological pressures to be more responsive to students’ needs and are becoming increasingly more 
concerned about how well students are prepared to assume societal roles. Faculty are already feeling more 
pressure to lecture less, to make use of more interactive learning environments, to integrate technology 
into the learning experience, and to make use of collaborative learning strategies when appropriate 
(George Mason University Article, n.d).  
Definitions  
     The definitions of the terms used in this study are:   

1. Active learning: Active learning is defined as anything that students do in a classroom other than 
merely passively listening to an instructor’s lecture.   

2. Lecture: Lecture is when an instructor is the central focus of information transfer (Kelly, n.d.).    
Background Literature  
     Historical Factors. In the United States lecturing is the most common method when teaching adults, 
and is so all over the world. Furthermore, the dominance of lecturing is not confined to educational 
establishments (Bligh, 2000).  Lecture can be a very effective way to present information but use of the 
lecture mode only may be problematic for students and teachers. Sullivan and McIntosh (1996) confirm 
that the lack of training in presenting effective lectures, rather than the method itself may be the greatest 
weakness of the lecture. Kim and Kellough (1987) suggest that teachers are comfortable with the 
traditional method (lecture) because they are in control of content and time. However, there is a large 
amount of research attesting to the benefits of active learning (Paulson & Faust, 2010). 
     Active Learning. Active learning includes all forms of learning that allows students to talk, write, 
listen, reflect, practice, share, solve, and stimulate (Chesley, 2009). Active learning includes everything 
from listening practices to complex group exercises in which students apply course material to “real life” 
situations and new problems (Paulson & Faust, 2010). Prince (2004) confirms that active learning 
requires students to do meaningful learning activities and think about what they are doing; in practice 
active learning involves what is done in the classroom. The core elements of active learning are student 
activity and engagement.     
     The active learning approach is student-centered versus teacher-centered. The benefits of active 
learning include a deeper understanding of the material, and more ability to apply, analyze, and synthesize 
as a result of connecting with the information in a more tangible way than as a listener only (Chesley, 
2009). Research confirms that students learn more if they are actively engaged with the material that they 
are studying (Chickering & Gamson, 1987). Research also shows that engagement with learning material 
leads to better retention (Santen & Hemphill, 2009). 
     Learning is an individual and active process. Learning is enhanced when multiple sensory modalities 
are active and new knowledge, skills, and attitudes are connected with existing knowledge and are 
meaningful. Retention is enhanced when new neural connections are strengthened, when new learning is 
output proximal to input, and when contextual cues for output are present during input (Santen & 
Hemphill, 2009).  
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     The Oral Lecture Model. The concept is for students to sit passively in rows of chairs and tables all 
facing the presenter, who usually resides at a lectern. A lecture is a “one-to-many” form of 
communication, involving little or no audience participation. It is authoritarian, by nature (McCurry, 
2010). Mintz (n.d.) confirm that in general, students capture only 20-40 percent of a lecture’s main notes. 
After three weeks, most students remember less than 10 percent of what was said in the lecture. Students 
remember most of the ten minutes, but very little from the middle part of the lecture (Denman, 2005).         
     Oral lectures have both advantages and disadvantages. It is important to know that lecture does have 
its place and that one should not conduct active learning without content or objectives (McKinney, n. d.). 
Table 1 provides a summary of the pros and cons of the lecture methodology.  
See Table 1 
     Making the Lecture More Motivating. Although there are times when lecturing is the most 
appropriate methodology, the current thinking in college teaching and learning suggests that the use of a 
variety of instructional methods can positively enhance student learning. Teaching strategies should be 
carefully matched to the teaching objectives of a specific lesson (George Mason University Article, n.d.). 
The use of interactive exercises, small group projects, demonstrations, and other active learning exercises 
help maintain students’ focus as well as provide opportunities to strengthen and expand upon new 
learning (Nevid, 2006).  
     Incorporating both active and innovative technologies into a large lecture hall setting increases student 
attendance and participation, thereby playing an important role in their engagement and performance in 
meeting course objectives (Noto, Miyazaki, & Jonas, 2008). Used in conjunction with active learning 
strategies, the traditional lecture can be an effective way to achieve instructional goals. One advantage of 
the lecture approach is that it provides a way to achieve instructional goals (George Mason University 
Article, n.d). 
     Nevid (2006) confirms that the most effective lectures engage students by promoting active learning 
through student participation, use of rhetorical questions, small group activities, self-assessment activities, 
and informal debates. The effective lecturer facilitates participatory activities to involve students more 
directly in the learning process. Filene et al. (2004) posit that the most effective lecturers open the hour 
with a question – a problem – a grabber, using perhaps a quotation, anecdote, cartoon, or a device to 
begin the lecture. 
     Woo et al. (2008) found that incorporating both active learning techniques and innovative technologies 
into a large lecture hall setting increases student attendance and participation, thereby playing an 
important role in their engagement and performance in meeting course objectives.  Ernst (as cited in Clay 
2008) confirms that anytime that you bring in active learning to your classroom; the points that you are 
trying to make with students have a much better chance of sticking. Lecture combined with active 
learning can lead to goal attainment (Chesley, 2009).       
Theoretical Framework  
     The theoretical framework for this study is Jerome Bruner’s discovery learning method of inquiry 
based instruction. Bruner advocates the use of techniques wherein one is encouraged to discover facts and 
relationships for themselves. A major theme in Bruner’s approach to instruction is that learning is an 
active rather than a passive process. These notions are basic to a constructivist approach to instruction 
(Lefrançois, 2012). 
     The constructivist learning model’s aim is to encourage students not just to remember information but 
to engage it, work with it, take ownership of it, and understand it by adding to known knowledge, and 
building on new knowledge by exploring possibilities (Clark, 2008).  
Research Hypotheses  

1. Students will prefer interactive learning to oral lecture instructional learning strategies in the 
classroom.  

2. Students will perceive that they are more motivated to learn from interactive instructional 
learning strategies rather than the lecture methodology.  

3. Students will perceive that when the oral lecture method is modified, they will be more 
motivated to learn.  
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Significance of the Study 
     This research study will make a significant contribution to understanding how students perceive 
instructional strategies. This study is directly linked to improving the awareness of student perceptions on 
instructional strategies. Increased awareness is expected to change knowledge, perceptions, and attitudes 
about instructional strategies. Further, this study has the possibility of informing professors’ about the 
impact of their instructional strategies. Knowledge on alternatives to the traditional classroom instruction 
(lectures) can add to the professor’s repertoire of instructional skills.       
Method 
     The participants were 202 African American undergraduate students attending a historically black 
university in the Mid-Atlantic region of the United States. The participants were recruited from 
undergraduate psychology classes at the university. The College Students’ Perceptions of Oral Lectures 
and Active Learning Instructional Strategies Survey was used in the study. This questionnaire was 
developed by the researcher to secure feedback on the students’ perception of oral lectures and active 
learning instructional strategies, including what might be done to make oral lectures more motivating. The 
survey also contained questions relative to demographics of the students, including (a) the student’s 
gender, (b) the student’s classification, and (c) the student’s major 
     Among the students who participated, 42 were male and 139 were female (21 students did not indicate 
their gender). Of these students, 17% were freshmen, 28% were sophomores, 39% were juniors, and 16% 
were seniors. Undergraduate psychology students voluntarily participated in the study conducted in the 
spring 2010 semester. Administration of the questionnaire took an average of 10 minutes.      
Results 
Qualitative Analysis  
      The College Students’ Perceptions of Oral Lectures and Active Learning Instructional Strategies 
Survey was administered to the students. When asked how they liked to learn best in the classroom, i.e., 
oral lectures or active learning, eighty-eight (88) percent of the students perceived that they preferred 
active learning while eleven (11) percent perceived that they preferred oral lectures in the classroom. 
Active learning is defined as anything that students do in a classroom other than listening to a lecture.         
     A descriptive analysis conducted on how often students encountered oral lectures and active learning 
in the classroom confirmed the following: forty-seven (47) percent of the students encountered oral 
lectures most of the time, while sixty-five (65) percent of the students encountered active learning most of 
the time.  
      When asked if they believed that oral lectures and active learning strategies aid in their learning, 
forty-one (41) percent of the students perceived that oral lectures aid in their learning while ninety-one 
(91) percent of the students perceived that oral learning strategies aid in their learning.  
     Forty-two (42) percent of the students perceived that their attention was not maintained throughout the 
oral lecture, while almost thirteen (13) percent of the students perceived that their attention was 
maintained throughout active learning strategies. Table 2 describes the frequencies and percentages of 
what students perceived relative to their attention being maintained throughout the oral lecture.    
See Table 2  
     Relative to active learning, students perceived that their attention was maintained throughout active 
learning (86 percent) while twelve (12) percent perceived that their attention was not maintained 
throughout active learning. The results of this study suggest that students are more likely to maintain their 
attention in active learning activities rather than in the oral lecture. Table 3 describes the frequencies and 
percentages of what students perceived relative to their attention being maintained throughout active 
learning.   
See Table 3  
     The next set of questions addressed if students ever felt bored with oral lectures and if oral lectures 
were modified if they would be more motivated to learn. On one hand, ninety-six (96) percent of the 
students perceived that they have felt bored in oral lectures, while only two (2) percent felt that they were 
not ever bored in oral lectures. On the other hand, sixty-eight (68) percent perceived that if oral lectures 
were modified they would be more motivated to learn.  

45



     Lastly, when asked what could be done to potentially make oral lectures more motivating a number of 
responses were provided. Almost forty (40) percent of the students perceived that involving the students 
in classroom participation would make the lecture more motivating. Incorporating techniques such as: 
including visual aids, teacher enthusiasm, and relating the information to situations that the students were 
familiar with also were important to make oral lectures more motivating. Other suggestions included: the 
lecturer providing more hands on opportunities in the classroom, speaking louder, finding creative ways 
to deliver the material, making the lecture more fun and entertaining, incorporating more group 
discussion, including videos, and shortening the lecture. Table 4 describes what students perceived would 
make lectures potentially more motivating.  
See Table 4  
     In summary, results from this study suggest that students perceived that active learning strategies were 
preferred rather than the oral lecture methodology.  In addition, students perceived that they were able to 
maintain their attention in active learning rather than oral lectures. Almost ninety-six (96) percent of the 
students have felt bored in oral lectures; however, almost seventy (70) percent of the students perceived 
that if the oral lecture methodology were modified, they would be more motivated to learn.  
Implications and Best Practices 
     This research study has significant implications for the way that professors deliver information and the 
impact of teacher pedagogy on the academic achievement of undergraduate students. Based on the 
findings of this study, professors may need to periodically refocus students’ attention in the classroom. 
Students perceived that they generally felt bored in oral lectures. This suggests that in undergraduate 
college classrooms for millennial students, interactive teaching may be a factor in the formulation of 
students’ perceptions of classrooms and how they perceive their learning environment.     
     It would be important to study the impact of lecture versus interactive learning relative to changes in 
students’ knowledge and skills. This would include examining in detail the factors that make lectures 
most advantageous for the classroom process and how teachers and students can collectively maximize 
the lecture method of teaching. Ultimately, research documenting how students’ viewpoints are being 
successfully and actively engaged to improve educational outcomes would be beneficial. 
     Cashin (1990 as cited in the George Mason University Article, n.d.) recommends the following to help 
make the lecture approach more effective, including the lecturer being more enthusiastic; fitting the 
lecture to the audience, presenting more than one side of an issue and being aware of your audience. 
Nevid (2006) confirms that the most effective lecturers use visual aids and engage students and help them 
to become more active learners. Campbell and Mayer (2009) suggest that one approach to make learning 
more effective is to ask questions during the lecture. All of the above suggestions were in line with the 
findings of this study. 
     A combination of learning aids, including written materials like handouts, visual aids like PowerPoint, 
and interactive exercises can broaden the learning environment beyond listening and note-taking (Nevid, 
2006). These along with other strategies allow the learning to become more proactive in the learning 
process (Goodman, 2010).  Clark (2008) suggests that the creative use of information and communication 
technology (ICT), especially presentation software such as PowerPoint to bring renewed interest and 
changed direction to the lecture format. This can creatively enhance the lecture and help bridge the divide 
between direct and constructivist learning models. 
     Other learning pedagogies worthy of professors’ use include cooperative learning, debates, drama, role 
playing and stimulation, and peer teaching (Bonwell & Eison, 1991). Group role play and collaborative 
exercises are exciting ways to diversify college students’ classroom experience and to incorporate active 
learning into teaching (McCarthy & Anderson, 2000). The use of clickers promote active learning by 
enabling every student to participate in a discussion (Depaul Teaching Commons, n.d.). 
     Sullivan and McIntosh (1996) propose three formal techniques to evaluate the quality of a lecture. The 
first is feedback from the students; secondly, self-evaluation via a video recording; lastly, the third formal 
technique involves the use of an observer.  
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Conclusion 
     The reform of instructional practice in higher education must begin with the professors’ efforts and 
need to change. Academic administrators can help these initiatives by recognizing and rewarding 
excellent teaching in general and adopting instructional innovations. Through the coordinated efforts of 
individual faculty, faculty developers, academic administrators, and educational researchers, higher 
education can make real the promise of active learning a reality (Bonwell & Eison, 1991). Students must 
also take responsibility for their own professional development and increase their level of participation in 
the process (Seeler, Turnwald, & Bull, 1994). 
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Table 1: The Pros and Cons of the Lecture Method 
Pros   Cons   

   Lectures are a straightforward way to      
   impart knowledge to students quickly  

Students strong in learning styles other than 
auditory learning will have a harder time 
engaged by lectures  

Instructors also have greater control over what 
is taught  

Students who are weak in note-taking skills 
will have trouble understanding what they 
should remember from lectures   

Students who are auditory learners find that 
lectures appeal to their learning style  

Students can find lectures boring causing them 
to lose interest   

Logistically, a lecture is often easier to create 
than other methods of instruction  

Students may not feel that they are able to ask 
questions as they arise during lectures  

Lecture is a familiar method to most teachers 
because it was typically the way that they were 
taught   

Teachers may not get a real feel for how much 
students are understanding because there is not 
that much opportunity for exchanges during 
lectures   

Source: Kelly (n.d.). Lecture Pros and Cons.  
  
 
Table 2: Is your attention maintained throughout the oral lecture? 
      Frequency (Percentage)    
     Attention  (Oral Lecture)       
      
     Yes        26 (12.9)    
     Maybe        90 (44.6)  
     No          86 (42.5)  
     All Participants (Total)                                           202 (100)          
_____________________________________________________________________________________ 
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Table 3: Is your attention maintained throughout active learning? 
      Frequency (Percentage)    
     Attention (Active Learning)        
      
     Yes        174 (86.1)    
     Maybe            25 (12.4)   
     No                  3 ( 1.5)  
     All Participants (Total)                                                  202 (100)             
________________________________________________________________________ 
 
 
Table 4: How can Oral Lectures potentially be made more motivating? 
       (Percentage) 
  Students’ Recommendations         
      Involve students in Classroom Participation   (39)  
      Include visual aids       (11)  
      Teacher enthusiasm                   (  9)  
      Relate the information to the student    ( 6)  
      Other          (35)   
      All Participants (Total)                 (100)  
 
 

49



Malinche: The Revered and Reviled Doña Marina 
 
 
 

Patricia M. Kirtley 
Independent Scholar  

 
William M. Kirtley 

Central Texas College 
 

 
 

Introduction 
  If you change the present enough, history will bend to accommodate it. 

 Barbara Kingsolver 
     Malinche personifies ambiguity. This young, sixteenth century woman changed the history of the 
Americas by her gift of speech, yet left nothing of her own words. The primary sources that give evidence 
of her historic role as interpreter come from those who knew her: Hernando Cortés, Francisco Lopez 
Gómara, and Bernal Díaz del Castillo. Their writings merged quickly into stories, folklore, and myth. 
They tell us more about the people who wrote them than the woman herself. This paper argues that these 
multiple interpretations of Malinche are the result of the bias of those who wrote about her in the last five 
hundred years. 
     It acknowledges and accepts multiple, often divergent, views of Malinche. It looks at her as revered, 
reviled, a role model, and an innocent young girl. It employs the theories of historian Peter Novik, 
anthropologist Victor Turner, and theorist Gloria Anzaldua to analyze these perspectives as presented in 
multiple disciplines.  
     The Chroniclers were advocates and propagandists. They presented Malinche as they wished her to be, 
rather than as she actually was. Novik argued in The Authority of Experts: “We know that it (truth) won’t 
hold under the severest strain, but in high wind and shoal water, even a light anchor is superior to none at 
all” (x). The Chroniclers agreed on five “truths,” however flimsy their evidence or blatant their bias. 
Malinche was beautiful and intelligent. She acted as the interpreter, guide, and mistress of Cortés. She 
accepted Christianity and brought it to the indigenous people. She was the mother of the first mestizo and 
instrumental in the overthrow of the Aztec empire. 
     Turner argued that periods of intense Nationalism and Patriotism like Independence, War, Revolution, 
and Reform are seminal events during which cultural models are “reinvested with vitality” (Dramas 98). 
This section of the paper employs historical fiction, art, and theater to paint a picture of Malinche that 
conflicts with that of the Chroniclers.  
     The third section of this paper utilizes art, poetry, literature, and narrative to describe the story of 
Malinche as recontextualized by the Chicana movement. It uses the theory of Gloria Anzaldua, a feminist 
who sought to free Malinche from binary interpretations. Her image of Malinche is that of a strong 
independent woman who stepped outside the prescribed feminine role of her time (Romo 140). 

Malinche and the Chroniclers 
I replied that if he wished to know the truth, he had only to ask the interpreter 

 with whom he was speaking, Marina, whom I have always had with me.  
Cortés, Letters from Mexico 

 
     Cortés referred to his interpreter as the “tongue” (la lengua) “who is an Indian woman of this land” 
(72). He credited his success to God and Malinche (Lemchek 2). Malinche advised Cortés to appear more 
like the incarnation of the god Quetzalcoatl. She muted his brash demeanor, abrasive speech, and cultural 
insensitivity. She served as a conduit between two cultures in conflict. The combined Spanish and native 
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army of Cortés was ninety-five percent Amerindian (Saylor 2). Malinche convinced the indigenous 
people to join the Spanish and fight for their freedom from the choleric Aztec empire. She communicated 
the orders of Cortés to his allies on the battlefield. 
     Gómara, his biographer and secretary, exalted the Spanish leader in his History of the Conquest of 
Mexico (1552). He described Malinche as one of the women slaves that Cortés assigned to his officers to 
cook and satisfy their sexual needs (Perez-Lagunez 7). He pointed out her importance to Cortés as 
interpreter and secretary. He also related the story of her baptism and contributions in uncovering a 
Cholulan plot.  
     Díaz, a Spanish foot soldier, made Malinche a central figure in his narrative, correcting what he 
considered Gómara’s errors. Díaz described her as a heroic, beautiful, and intelligent woman who served 
Cortés as an interpreter and trusted ally. Díaz stressed that Father Bartolome de Olmedo baptized 
Malinche in 1519, that she helped Christianize the indigenous people, and lived her life as an exemplary 
Christian. 
     Bernardino Sahagún, a Franciscan friar, arrived in New Spain in 1529 and spent fifty years studying 
Aztec culture. He wrote The War of Conquest: How It Was Waged Here in Mexico based on oral 
interviews, codices, and pictoglyphic books of the Aztecs. Some consider him the first ethnographer and 
anthropologist (Cypess, La Malinche 15). Sahagún related this poignant observation: “Then word came 
which pierced Montezuma’s heart: that a woman of our own race was bringing the Spaniards toward 
Mexico, was interpreting for them, a woman named Marina” (20).  
     The illustrations in Sahagún’s account place Marina or Malinche in the center of the scene. Stylized 
tongues indicate she is the speaker. She wears her hair in the style of an upper class Aztec woman. Her 
ornamented huipil reinforces her status. The Aztec artists clearly depicted Malinche’s role in the 
Conquest as one of leadership.  
     William Prescott, the English historian, relied on the accounts of the Chroniclers for his History of 
Mexico (1843). He depicted Malinche as charming and generous, a “lively genius” who learned Spanish 
in four days. He declared: “She learned it more readily, as it was the language of love” (296). His account 
stated that the Spaniards “always held her in grateful remembrance for her aid” and that the “natives 
appreciated the kindness and sympathy, she showed them in their misfortunes” (333). After this assertion, 
he dropped any discussion of Malinche in favor of a detailed analysis of the military prowess of Cortés. 
     Historians generally agree that Malinche was born around 1502. Her father was the cacique (chief) of a 
Nahuatl (Aztec) speaking village. She enjoyed a comfortable life and education befitting a member of the 
ruling class. This all changed when Malinche was seven or eight-years-old. Her father died. Her mother 
remarried and had a son. Malinche’s mother sold her as a slave to the leader of Potonchan, a Mayan 
settlement, to clear the way for her new son’s inheritance.  
     Cortés landed in the Yucatan in 1519. He used flintlocks, crossbows, cannons and mounted horsemen 
to frighten and demoralize a much larger force of warriors from the city of Potonchan. In defeat, the 
indigenous people presented the Spaniards with food, gifts, and twenty women, among them seventeen-
year-old Malinche.  
     Father Geronimo de Aguilar, marooned by a shipwreck in 1511, interpreted for Cortés. Aguilar learned 
to speak rudimentary Mayan while living among the Mesoamerican population. Folklore relates that 
Cortés expressed annoyance at Aguilar’s inability to communicate with Aztec emissaries. The leader of 
the Spanish expedition noticed one of the Native American woman slaves laughing at the situation and 
questioned her levity. He soon discovered Malinche spoke the languages of both the Mayans and Aztecs 
(Lizama). 
     Cortés relied on a cumbersome process in which Aguilar translated from Spanish to Mayan and 
Malinche translated from Mayan to Nahuatl. The young slave girl quickly learned Spanish and eliminated 
the need of Aguilar. Cortés promised Malinche freedom for her services. She became his intermediary, 
interpreter, and inamorata. 
     Malinche served as translator when an ambassador from Montezuma arrived on Easter Saturday 1519. 
After the emissary gave Cortés gifts of gold, Cortés asked him if he had more. The envoy answered “yes,” 
and asked why the Spanish craved gold. Cortés told Malinche: “Tell him my men suffer from a disease of 
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the heart that can only be cured by gold” (West and Gaff 17). Cortés had heard tales of vast amounts of 
gold in the Aztec capital Tenochtitlan, now called Mexico City. According to Díaz, he burned his ships, 
told his men that they had to rely on their “own good swords and stout hearts,” and set out in search of 
these fabled riches (131). 
     The Spanish expedition met hostility when they encountered various tribal groups. However, Malinche 
soon convinced these indigenous peoples that they should ally with Cortés. The Aztecs built their empire 
on war and fear. They offered the lives of their captives to their gods as bloody oblations. Malinche told 
the indigenous people that a military alliance with the Spanish would defeat Aztec tyranny.  
     Cortés, like the Aztecs, used violence and terror when it suited his purposes. When the Spaniards 
visited the city of Cholula, Malinche made friends with a Cholulan noblewoman. The woman told 
Malinche that Montezuma’s army was nearby and planned a surprise attack. She offered Malinche a place 
to hide. Malinche reported this to Cortés, who questioned the Cholulan leaders and discovered that the 
townspeople were complicit in a plot to ambush the Spanish. Sahagún wrote that Cortés ordered the 
Cholulans to gather in the great square beside their temple to the god Quetzalcoatl where Spanish forces 
slaughtered three thousand unsuspecting natives (23). 
     The Spanish reached Tenochtitlan in November of 1519. Montezuma met them on one of the 
causeways that led to the city. Malinche looked directly at Montezuma and spoke to him, taboo for a 
woman in both the Spanish and Aztec cultures. She convinced him that the Spaniards would treat him 
with respect and intimated that Cortés was the reincarnation of the Aztec god Quetzalcoatl. 
     Montezuma invited the Spanish into the city and provided them with suitable accommodations. He 
took Cortés to the top of his great temple. Speaking through Malinche, Cortés asked Montezuma if he 
would remove the pagan idols, so that the Spaniards could erect a cross and an image of Our Lady. 
Montezuma replied, “if I had known you were going to utter these insults I would not have shown you my 
gods” (Díaz 237). Eight days later Cortés took Montezuma prisoner. Cortés forced Montezuma to call his 
chief nobles to a special meeting. He demanded that the Aztecs come under the protection of the Spanish 
king and took hostages from noble families to ensure they kept their word.  
     When Montezuma ordered his people to acquiesce to the demands of Cortés, a struggle broke out. In 
the ensuing melee, the Aztecs killed Montezuma. Cuitlahuac, Montezuma’s successor, continued the 
resistance. When the Aztecs prevailed, Cortés ordered his soldiers to fill the causeways with debris and 
led them out of the city at night. During this escape, Malinche separated from the main body of soldiers. 
When they reunited, Díaz commented, “how glad we were to see our Doña Marina” (302). 
     The Spanish lost the gold they had looted from Montezuma’s treasure house, but escaped with their 
lives and took refuge with the tribal groups that opposed the Aztecs. Meanwhile, the indigenous people 
fell victim to small pox, a disease unknown in the Americas before the arrival of the Spaniards. 
According to Sahagún, the disease “spread over the people with great destruction of men” and weakened 
“the brave Mexican warriors” (64). The defense of Tenochtitlan crumbled. Spanish soldiers recaptured 
the capital in 1521. 
     Malinche and Cortés settled in Coyoacan, a village near Tenochtitlan, where she gave birth to the 
conquistador’s son, Martin Cortés, in 1522. Most Mexicans regard Martin as the first mestizo. In 
actuality, Gonzalo Gurerrero, a shipwrecked sailor fathered several children before the birth of 
Malinche’s son. In 1524, Malinche and Cortés journeyed to Honduras in pursuit of Spanish rebels. During 
this expedition, Malinche reunited with her mother and forgave her, according to Díaz (86). 
     After his Spanish wife arrived from Cuba, Cortés insisted Malinche marry one of his lieutenants. Díaz 
stated that Malinche believed: “God had been very gracious to her in freeing her from the worship of idols 
and making her a Christian, and letting her bear a son by her lord and master, Cortés, and in marrying her 
to such a gentleman as Juan Jaramillo” (Díaz 86). Gómara noted that Jaramillo was intoxicated during the 
marriage ceremony and criticized Cortés for allowing it to take place (Cypess La Malinche 32).  
     Cortés took Malinche’s infant son, Martin, away from his mother and gave him to his cousin to raise. 
A few years later, he took the boy to Spain and petitioned the Pope to legitimize Martin and the Spanish 
Court invested the boy with honors. As an adult, Martin died fighting the Moors in the south of Spain.  
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     Malinche gave birth to Jaramillo’s daughter, Maria, in 1526. Maria testified later that her mother died 
in 1530. Cortés, discouraged with his reception in Spain and rebuffed in his attempts to gain Charles V’s 
favor, died in Spain in 1547 (Sahagún 94).  
     Maria lived until 1569 (Lanyon 214). She claimed in court that she was entitled to part of her father’s 
estate. Her Spanish stepmother, Doña Beatriz de Andrada argued that Malinche was not legally married to 
Jaramillo and accused Malinche of acting above her station in life. Maria solicited the testimony from a 
family servant who said: “I saw that she always went about in the manner of an honest woman, and in 
costume of the indigenous people of this land” (quoted by Lanyon 215).  
     The story of Malinche as told by the Chroniclers became what Turner called a root paradigm. They 
described Malinche as the woman who helped Cortés save Mexico from bloodthirsty rulers and helped 
convert the indigenous people to Christianity. For a long time, this story was more tolerable than the 
truth. Spanish Conquistadors raped indigenous women, pillaged the Aztec empire, and killed thousands 
for selfish reasons. They introduced devastating diseases to the Americas that accounted for millions of 
deaths. They replaced the human sacrifices of the Aztec empire with the slavery of the encomienda 
(estate) system. The story of Malinche, the revered, persisted into modernity; however, a negative 
portrayal of Malinche emerged during the 19th century.  

Independence, War, Revolution, and Reform 
History can clarify the origins of many of our phantasms, but it cannot dissipate them. 

We must confront them ourselves. 
Octavio Paz 73 

     Every September 16th the President of Mexico repeats the cry (grito) of Miguel Hidalgo, the father of 
Mexico: “¡Viva Mexicanos, ¡Viva Mexico!” The crowd on the Zocalo of Mexico City replies: “¡Viva 
Mexico Carbones!” (Long live Mexico, you bastards!). These words express the desire of Mexican men 
to think of themselves as tough, obstinate and aggressive. They shout: “¡Viva Mexico, hijos de la 
chingada!” (Long live Mexico, sons of the violated one!). Koronkiewicz noted in his essay, “La 
Malinche: From Harlot to Heroine” that those who gather in the Zocalo turn an insult into a badge of 
honor. They are Malinche’s bastards, the sons of a violated mother.  
     The term Malinchista is an epithet used by modern Mexicans to describe traitorous behavior, someone 
who assumes European dress and manners and turns their back on the customs of their indigenous 
ancestors. The picture of Malinche the reviled arose from four periods of Mexican history characterized 
by intense patriotism and nationalism: Independence (1810-1821), War with the US (1846-1848), 
Revolution (1910-1929), and Social reform (1920-1940). The truncated logic of nationalism insisted that 
the enemies of Mexico were Spanish. Malinche helped them. Therefore she was vendepatrias, someone 
who sold out her country to the enemy. 
     Victor Turner called such periods liminal. They provide a threshold for the development of new myths, 
symbols, and paradigms (Ritual 41). Writers and artists reconceptualized Mexican history, especially the 
Conquest, after Mexico gained independence from Spain (1810-1821). They valorized the indigenous 
people and demonized the woman who betrayed them. 
      Historical novels played an important role in degrading and demonizing Malinche. William Stavely of 
Philadelphia published Xicotencatl (1826), by an anonymous author. The author vilified Malinche as an 
“unworthy prostitute,” a “very venomous serpent,” and a “traitor and temptress” (qtd. by Cypess La 
Malinche, 53). He blamed the Spanish: “This American could have been an admirable woman without the 
corruption which she mastered since associating with the Spaniards” (qtd. by Cypess, La Malinche 55). 
He insisted that Malinche sold her brothers and sisters into slavery, and blamed her for the destruction of 
the Aztec civilization. 
     Ignacio Ramirez, a well-known writer, poet, and orator, incited nationalist sentiment during the 
Mexican-American war (1846-1848). He reminded his listeners that Malinche, the mistress of Cortés, 
consorted with foreigners and that it was “one of the mysteries of fate that every Mexican owes his 
downfall to a woman” (quoted by Perez-Laguna 25).  
     Ireneo Paz (1861-1924), a writer, journalist and intellectual, incorporated nationalism and Native 
American cultural contributions into Mexican identity in his historical novel Amor y suplicio (1873) and 
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its sequel Doña Marina (1883). He rewrote the story of the Conquest in terms of an affair of passion. In 
Ireneo Paz’s novel, Malinche voices her love for Cortés: “He (Cortés) is my life, and the other half of my 
soul, my adoration” (qtd. by Cypess, La Malinche 85). He charged that Malinche betrayed her people, but 
mitigated her actions on the grounds that she was the victim of her own destiny.  
     Heriberto Frias (1870-1925), author of the controversial novel The Battle of Tomochic, wrote a series 
of chapbooks for children in 1900. Each book was small (4 3/4” by 3 1/4”) and designed to convey the 
ideals of nationalism to the next generation. He described Cortés as “challenging and terrible” in Hernan 
Cortés y Sus Primeras Adventuras (8). Frias portrayed Malinche as “intelligent” in La Noche Triste, as 
“ever faithful at the side of Cortés” (6). He noted that Malinche “translated his (Cortés) speech instantly, 
as soon as she heard it” (7).  
     Jose Guadalupe Posada (1851-1913), an engraver who drew biting political cartoons for La Patria 
Ilustrada, a newspaper edited by Ireneo Paz, did most of the chapbook covers. The cover of Hernan 
Cortés y Sus Primeras Adventuras shows Cortés, sword in hand, framed by a wall of skulls labeled 
Mexico. The skulls are possibly reminders of the Aztec practice of human sacrifice or, more likely, they 
represent the thousands of indigenous people killed by the Spanish. The cover of La Noche Triste depicts 
a defeated and disgraced Cortés and Malinche mounted on horses leaving Tenochtitlan. 
     The Mexican Revolution (1910–1929) extended nationality to marginalized races and classes. During 
the social revolution that followed the end of hostilities (1920-1940), the Mexican government 
expropriated foreign property and brought an end to the system of large landholdings that originated with 
the Spanish Conquest.  
      “Artists and intellectuals successfully wrote the savagery of revolutionary violence into a story of 
national redemption” (Lomnitz 347). Diego Rivera, José Clemente Orozco, and Jean Charlot paid homage 
to Posada as a key influence on their work. Their large-scale murals depicting human life and carrying 
social messages gave an entirely new dimension to Mexican art.  
     Rivera included Malinche in several of the murals he painted for the Mexican National Palace. In one 
mural she stands next to Cortés, illuminated by his fiery destiny. In another, she stands defiant, her white 
skirt lifted provocatively above her knees. In one striking mural, she looks out from behind Cortés, a blue-
eyed baby slung upon her back. Rivera’s murals are complex, whenever Malinche appears in them; it is 
part of the larger story of the enslavement of the native population by the Spanish.  
     Human suffering fascinated José Clemente Orozco. He hid his brooding Malinche y Cortés (1926) in 
the shadows of the sloping underside of a staircase in the National Preparatory School. Cortés, naked, 
cold and pale, holds an arm in front of Malinche in a gesture of control or restraint. Malinche, naked, 
enigmatic, and submissive sits passively at his side. The body of a Native American lies at their feet. A 
maguey plant below the corpse symbolizes new life. Orozco clearly intended the couple to represent 
Adam and Eve, as well as, the mother and father of the Mexican people.  
     Jean Charlot began his remarkable career as a muralist working with Rivera in Mexico and ended it 
painting murals in Hawaii and illustrating children’s books. His engraving Toy Fiesta shows lively young 
girls in bright green, yellow, and blue dresses dancing a Matachines, a dance celebrating the contributions 
of Malinche and Cortés. They hold rattles and wooden swords. Charlot’s commentary, written on the 
border of the engraving noted: “Women win every battle with sword or with rattle” (Charlot Library, 
University of Hawaii Manoa). 
     Charlot engraved two pictures of Malinche for a children’s book, The Boy Who Could Do Anything 
and other Mexican Folktales by Anita Brenner. The story about Malinche describes her as “a person who 
could talk many languages. She was very lovely too.” Brenner noted: “the Spaniards were not satisfied 
with the gold and the presents. They never had enough. Everyone knows how they are” (135). Brenner 
conflates the story of Malinche with that of La Llorona (the weeping woman). 
     Internationally honored Chicano Studies professor Luis Leal maintained that La Llorona and La 
Malinche are two of the oldest archetypical women in Mexican oral tradition (134). They differ in that La 
Llorona, who murdered her children, was a pre–Hispanic myth derived from the ancient Mexican goddess 
Cihuatal, who abandoned her son. La Malinche was a genuine sixteenth century historical figure. Cortés 
took her son away from her. Captivatingly illustrated by Charlot, the tale combines the stories of two 
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female folk characters. Malinche mourns forever those who died as a result of her assistance to the 
Spaniards. 
     Jesus Helguera’s images of strong Aztec warriors and nubile princesses, and yes, Malinche, captured 
the imaginations of generations of Mexican families and became icons of Chicano popular culture. 
Engravers used Helguera’s popular images on calendars and cigar boxes to disseminate nationalist history 
to the masses. One still finds his renditions in the parlor of the homes of many Mexican families. In 
Cortés y la Malinche, she rides a white charger seated in front of her lover. The paintings of Malinche, 
European in features and dress, express Helguera’s classical Spanish artistic training in Spain. 
     For Ireneo Paz, the grandfather, Malinche is a positive character inspired by love and propelled by 
destiny. For Octavio Paz, his grandson, Malinche is negative and motivated by selfishness, the victim of 
her own poor choices. Nobel laureate Octavio believed that myths like Malinche die and are reborn again 
under new circumstances. His version of the Malinche myth emphasized her treachery, the betrayal of her 
people, the violence of the conquest, and the birth of the first mestizo. For Octavio, Malinche is the key to 
the Mexican soul. 
     Octavio Paz believed that women have an innate vulnerability that transforms them into “chingadas,” 
(one who is violated). Malinche represents indigenous women fascinated with, and seduced by, the 
Spaniards. “She is the seed of shame that every Mexican, but especially every Mexican male, carries 
within him” (86). Octavio Paz argued that Cortés and La Malinche “are something more than historical 
figures, they are a secret conflict that we still have not resolved” (Paz 87). 
     Malinche appeared in historical novels and dramas long after the Mexican social revolution. Carlos 
Fuentes, the influential Mexican novelist and essayist wrote several plays, including the important Todos 
Los Gatos Son Pardos (1970; “All Cats Are Gray”), a performance about the Spanish conquest of 
Mexico. Malinche is the first to take the stage. She announces: “I was the midwife of this story because I 
was the first goddess who imagined it, then the lover who received its seed, and finally the mother who 
gave birth to it” (quoted by Cypess, La Malinche 118). Fuentes stressed Malinche’s part in convincing 
Cortés to assume the role of Quetzalcoatl, the god of creation and social justice and thus protect the 
indigenous peoples from the abuses of the Spanish – “a project that failed” (Cypess, La Malinche 118).  
     The historians, writers, and artists that reviled Malinche saw things from their own frame of reference. 
Their works affected the people of their time and those in the future. Pat Mora, a Hispanic author of 
children’s books, reminds us in her poem, “Malinche’s Tips: Pique from Mexico’s Mother” that children 
are not bastards, they are just children. “I hear your sticks-and-stones: whore, tradora, slut. What 
happened to Mother?” Mora argued that we must desist in throwing stones at the indigenous mother and 
accept miscegenation as a reality of colonization (Nevarez 82). Chicana writers, poets, artists, and 
commentators of today have done just that. 

Malinche Chicana Archetype 
Damn! How it hurts to be Malinche! 
Adaliza Sosa Ridell, “Como duele” 

     The Chicano movement began in the United States during the 1940’s with the Mexican Civil Rights 
movement. The economic protests of the United Farm Workers organized by Cesar Chavez and his wife, 
Dolores Huerta, were the most notable. In the fight for civil rights members of the movement sometimes 
ignored the rights of women. Feminist theory inspired Chicanas to challenge traditional roles and develop 
a more complete sense of identity. They appropriated the reviled Malinche into a symbol that implied 
strength, intelligence, and cultural multiplicity. 
     Gloria Anzaldua, a Chicana feminist theorist, articulated this post-modern acceptance of multiplicity in 
Borderlands/La Fronteria: The New Mestiza. She suggested that there is something beyond the binary 
option of either/or. She called for the development of understanding and tolerance for contradictions and 
ambiguity in matters of race, class, and gender. She believed that such distinctions are intertwined. The 
end result of this connectedness is “knowing,” the inner power that results from our underworld journeys 
into consciousness (Gaspar de Alba 55).  
     Tey Diana Rebolledo, Distinguished Professor of Spanish at the University of New Mexico, detailed 
four ways in which the Chicana movement considers Malinche one of their own. First, the Conquerors 
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took her and raped her. Second, She is representative of the indigenous groups subjugated by the 
Europeans. Third, she is a language mediator. Fourth, She is a survivor (quoted by Romero 40). 
     Maria Herrera-Sobek, professor of Chicana studies at the University of California, Santa Barbara, 
pointed out the measure of Malinche’s resilience. “She survived all the indignities of being a slave as a 
young child traded from one master to another. Later she survived as best she could the many years she 
served the Spaniards” (131) 
     The Chicana movement is inclusive, vibrant, and employs the services of a variety of muses: poetry, 
art, literature, and commentary. Chicana poets see Malinche as a woman who struggled to be heard in a 
male dominated world. Dr. Carmen Tafolla, poet laureate of San Antonio, in her poem “Malinche” 
(Women in World History website) starts with the declaration “Yo soy La Malinche” (“I am Malinche”) 
(1). She continues:  
   But Chingada I Was not 
    Not tricked, not screwed, not traitor. 
   For I was not a traitor to myself–––– 
    I saw a dream 
     And I reached it 
      Another world 
       …la raza 
        La raaaaa-zaaaaa…(51-58) 
     Rosario Castellanos, the Mexican poet and author, spoke eloquently about issues of cultural and 
gender oppression using Malinche’s point of view. “I was sold to the merchants, on my way as a slave, a 
nobody, an exile“ (Castellanos). In her book, El Eterno Femenino (1975), Castellanos credits Malinche 
for telling Cortés to wear his armor because it gave him the aura of a god, and advising him to burn his 
ships to strengthen the resolve of his soldiers (Cypess, La Malinche 127). 
     Claribel Alegrias, a Nicaraguan poet activist and winner of the prestigious Neustadt International 
Award for Literature, in her poem “Malinche” asks this question: 
    To whom must I render accounts? 
    To whom? 
    Tell me 
    To whom? (38-41) 
     The answer is obvious, “only to yourself” (Romo 151). Artists ask and answer similar probing 
questions. 
     Jimmie Durham, a Cherokee artist created an image of Malinche emptied of life and not fully human. 
He stressed the dark underside of Malinche’s history. Her face is half human, half snakeskin. Her scrawny 
legs, made of polyester batting, cannot support her torso. She has no heart, no lungs. There is nothing 
redemptive in Durham’s vision—Malinche may wear jewelry and feathers in her hair, but no beauty 
surfaces, no hope appears (Women in World History).  
     In stark contrast, Santa Barraza, a Chicana artist from Texas, portrays a poignant image of Malinche. It 
is small, 8” x 9”, painted on metal, and meant to evoke ex-voto devotional images from Mexico. Malinche 
appears as a beautiful young woman with a demure downcast gaze. Behind her appear representations of 
the conquest, the introduction of Christianity, and the violence of both. It does not deny the horrors of the 
Spanish conquest. Rather, it paints a world where beauty and violence co-exist. 
     Mexican author, Laura Esquivel, re-interpreted Malinche to reclaim positive cultural figures for 
women. Esquivel observed: “whoever controls information, whoever controls meaning, acquires power” 
(68). She described Malinche’s belief that Cortés was the reincarnation of a forefather god of her tribe, 
detailed their passionate love affair, and discussed Malinche’s growing realization that Cortés was willing 
to sacrifice anything, even their love, in his all too human lust for power. 
     According to Adelaida Del Castillo, Professor of Ethnic Studies at San Diego State, Chicana feminist 
discourse began with Malinche and “continues to be preoccupied with her signification” (Encyclopedia of 
Race and Racism). She wrote that anyone who slanders Malinche defames Chicana women. She chided 
Díaz, the chronicler, for making Malinche a goddess. She insisted that Malinche was a real person, an 
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actual force in history. She rebuked Carlos Fuentes for misogynistic reasoning that portrays women as 
evil and thereby, justifiably in need of male domination. Del Castillo excoriated American Novelist 
Margaret Shedd for her novel Malinche and Cortés, a work that characterizes Malinche as a whore and 
nymphomaniac (Cypess La Malinche 142).  
     Rolando Romero and Amanda Harris in Feminism, Nation and Myth, La Malinche note the plight of 
modern Chicanas “whose lives are characterized by poverty, racism, and sexism, not only in the dominant 
culture, but also within their own culture” (15). The Chicano movement too often assigns them limited 
roles. These roles include faithful follower, sexual partner, and nurturing mother. Traditionally Chicanos 
belonged to groups; Chicanas belonged to men (Romo 140). These limited roles are the results of 
stereotypes perpetuated by the heterosexual and patriarchal imagery in Mexican art and literature that start 
with Malinche. 
     Chicanas challenged the negative view of Malinche and constructed an alternative “herstory” of this 
important historical figure. Their Malinche “personifies intellect, ingenuity, adaptability and leadership” 
(Koronkiewicz 3). They cast off the title of traitor and see her as a figure of valor, an ambassador and 
strategist. They emphasized that she had no choice in the matter, no agency, and that the notion of patria 
did not exist. They argued that Malinche is at the root of much of the disdain Mexican men display 
toward Mexican women; something expressed in the country’s high rates of infidelity and domestic 
violence (Krauss 1).  
     Sandra Messinger Cypess said that once she conceived of the idea of Malinche as a displaced woman, 
exiled and disconnected from her own community; she has “not stopped thinking of her since” (“Mother 
Malinche”14). Cypess declared that Malinche is a central figure in the Conquest, an emblem of Mexican 
national identity, and a symbol of all Latin American women. She is more than a national mother; she is 
the Eve, the mother of us all. Malinche transcended all gender constraints of both European and Aztec 
societies. 
     Malinche stands between two cultures. She is strong, adaptable, and a facilitator. Malinche’s story is 
worth re-examining and re-interpreting because of her central position in Mexican history and mythology. 
Chicana poets, artists and writers play a unique role in the appropriation and revision of Malinche’s 
image. They have changed conventional interpretations of Malinche, as well as, perceptions of Chicanas 
in contemporary American society. 

Conclusion 
The translator is the carrier of the human spirit. 

Pushkin 
     Stanna Quiver, a Tiwa speaking member of the Pueris Pueblo in New Mexico, described the Malinche 
role in the Matachines ritual dance celebrated at Christmas time. A young girl between six and twelve 
years old is dressed in a white First Holy Communion dress. She wears a crown decorated with silver 
tinsel garlands (Rodriguez 77). She symbolizes the purity and simplicity of life before the conquest, a 
state of nature typified by the “noble savage” of romantic primitivism. The story of Malinche comes full 
circle to a time of innocence, before she was revered, reviled, or accepted as a role model.  
     The Chroniclers needed a counter-weight to the egoism, violence and unpredictability of Hernán 
Cortés. She compensated for his weaknesses, taught him to adapt to a new and different culture, was his 
concubine and bore him a son. She was lovely, intelligent, and helpful. The Spanish wanted a simple and 
direct way to explain to the people of Mexico their origins in history. They found the answer in the story 
of Malinche, as a guide, interpreter, Christian, and mother.  
     Peter Novick said that: “Every group has its own historian” (469). The Spanish Conquest had the 
Chroniclers. Periods of intense nationalism had a host of writers who vilified Malinche, including Ireneo 
and Octavio Paz. The Chicana movement has its own historians, like Adelaida Del Castillo, who defended 
Malinche from all who would demean her contributions or besmirch her character. Castillo offered 
graphic proof of Novick’s assertion that even though historians have long championed objectivity, their 
research is riddled with bias and blinded by cultural differences.  
     The Mexican people struggled to understand both the Spanish and the Indian parts of their heritage. 
Octavio Paz provided an answer in his view of Malinche. She is the violated mother, la chingada (86). 
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Paz argues that only by retreating into solitudes, “the two-fold notion of withdrawal-and-return can one 
understand the duality of nature and once more, “dream with their eyes closed” (212). 
     Feminist thought had a profound affect on Chicanas. It promised them liberation from the prevailing 
white, Anglo-Saxon, male-dominated culture. They, like Malinche, were objects for the survival and 
comfort of men. They know what it is like to be dishonored by the charge that they were the betrayers. 
They see Malinche as an avatar, a person who bridges cultures; who is clever, competent, and adaptable. 
“She had a tongue and used it, had space and occupied it, had knowledge and applied it” (Gonzalez 12). 
In assigning Malinche this status, she becomes not only a Chicana archetype, but also a symbol of Mexico 
as a whole. 
     Little is known about the mistress and interpreter for Cortés. No one knows the exact dates of her birth 
and death. Writers disagree on whether she was Aztec or Mayan. Yet, throughout history, many have put 
words into her mouth. Malinche spoke only the words of others, leaving none of her own. Historians call 
her a mother, martyr, and manipulator, kind and generous, sly and cruel. Frightened and desperate, she 
took advantage of people and events to survive. She had no choice. In the last five hundred years, she has 
become a potent symbol of the anxiety, anger, and aspirations of generations that followed her. 
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Abstract 
     V Societal changes, elaboration of technology skills, expansion of the knowledge base in content 
areas, the movement toward globalization, and disappointment with traditional programming represent 
forces exerting profound effects on preparation needs for contemporary educators. Responsive revision of 
Teacher Education programs is necessary to accommodate these forces, as well as the dispositions and 
skills which teacher candidates must master. Critical evaluations of credit allotments are an essential part 
of this process for Teacher Education, since many states are requiring more general education hours of 
undergraduates, and it is not possible to expand the overall graduation requirements beyond present credit 
levels. The INITIATE model of curriculum revision for Teacher Education proposes an eight step 
hierarchical process related to stakeholder perceptions, national and state standards, theoretical and 
applied perspectives, and institutional imperatives resulting in a protocol that provides both robust content 
and efficient program delivery. A case study is included to elucidate application of the model to a typical 
program. 
Historical Perspectives 
     The perceived need to revise curriculum in teacher education is not confined to contemporary times.  
In the first half of the 19th century Brown (1934) called for the reform of teacher preparation programs, 
citing the pressing need to reformulate both theory and practice, and postulating seven essential 
characteristics which should attend the process. The argument advanced seems akin to what has become a 
universal theme in educational circles, but Brown expressed it eloquently, noting that the quality and 
character of education in the public sector and its influence on society depend clearly upon the teachers to 
whom students are entrusted.  In recognition of this fact, Brown found it impossible to overestimate the 
significance of institutions providing teacher preparation.  In fact, he asserted, teachers' colleges may be 
regarded as the most essential social institutions of modern society.  
     Educators may wish that Brown's perception had impressed sufficient numbers of stakeholders at this 
early date to become a national imperative, but, unfortunately, the essential influence of teacher 
preparation upon all other educational, professional, and social endeavors has often been overlooked or 
assigned a priority less significant than it deserves.  Additional calls for thoughtful revision have been 
initiated in the decades since, such as that by Hanes, Kemper, and Mulhern (1986) in which a two-step 
process is described:  that of identifying parameters and preparing faculty for change, followed by the 
implementation of identified changes.  At no time in the interim, however, has the need for 
comprehensive revision appeared more critical than at present when accountability for the knowledge, 
skills, and dispositions required of the teacher has been provided a new aperture through which to focus 
the amendment process in the form of both state and national standards. 
     Hess, Rotherham, and Walsh (2005) describe current debate regarding teacher quality and preparation 
in terms of a new urgency.  Partisan groups, they observe, suggest that there is an insufficiently distinct 
body of professional teaching knowledge, and, because of this lack, educators can't even provide a 
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coherent definition of the well-qualified teacher. Some reformers promote the advancement of 
professionalism through certification which is the result of formally prescribed programs of training, yet 
uncertainty persists regarding how effective contemporary programs are, or whether we can make 
improvements by modifying existing licensure protocols or imposing new ones.  Nature vs. nurture 
arguments abound and opinions diverge regarding whether effective teachers are born or fashioned 
through designed sequences of study and experience.  Hess et al suggest that constructive discourse is 
necessary since current conflict and criticism are confounding research, confusing policymakers, and 
interfering with reform efforts. 
     The growing concern is exacerbated by teacher shortages in many areas and scrutiny of proposed 
solutions to fill the void with the most efficient use of time and resources.  Alternative forms of teacher 
preparation abound, begging the question of whether briefer and atypical preparation programs can 
compare favorably with those traditionally associated with baccalaureate degrees in Education.  Viadero 
(2005) reports the findings of a panel convened by the American Educational Research Association 
(AERA) which concluded that there is little empirical evidence to support that notion that current 
practices in teacher education result in the production of effective teachers.  The report represents an 
undertaking of substantial magnitude by an organization which represents thousands of professionals. 
Viadero points out that these findings come at a time when the nation is increasingly conscious of the 
issue of teacher quality. This awareness is supported by language from No Child Left Behind (NCLB) 
legislation, which mandates that classrooms be led by highly qualified teachers.  Yet awareness 
complicates the issue further, both in terms of quantity and quality.  We agree that we need more teachers.  
We agree that we need highly qualified teachers.  Still, professionals and lay people alike are divided 
regarding exactly what that means, and how best to develop those teachers, if and when a common 
definition is established. 
     As most educators are aware, American schools began to move toward a standards-based system of 
curriculum and assessment with the seminal work entitled A Nation at Risk (1983).  Closely followed by 
the Secretary's Commission on Achieving Necessary Skills (SCANS) Report (1992) and a poor report 
card for American education, a process emerged through which a national effort was undertaken to 
describe, by state, graduated benchmarks of competency and knowledge which children were expected to 
develop and demonstrate as the result of a public education.  The standards movement, however, has had 
a somewhat convoluted history from what might commonly be called an initial "trickle-down" influence.  
Certainly, the impetus for educational accountability through standards was initiated from the top of the 
system as an imperative of the federal government.  However, the initial focus of the movement began 
with a question related to the end-user at the grass roots level of the process.  Specifically, "What do the 
learners need to acquire and demonstrate academically?"   
     The learners' standards were established at the outset of the process, with identification of the 
benchmarks describing competence for students in public schools.  With this foundation in place, the 
process reversed and began a systemic climb upward through educational echelons, addressing the 
knowledge, skills and dispositions attendant to those who were teaching the learners.  As a result, 
professional standards have since been articulated at several levels of the teaching forum.  The Interstate 
New Teacher Assessment and Support Consortium (INTASC) standards have specified the baseline 
qualities expected of those in the novitiate of the profession.  In a similar process, states began to specify 
expectations of competence for practicing classroom teachers and national standards emerged under the 
aegis of the National Council for Accreditation of Teacher Education (NCATE). Still more experienced 
classroom educators can measure their skills in effective teaching through the procedure of National 
Board Certification provided by the National Board for Professional Teaching Standards (NBPTS). This 
effort represents a substantial process of professional development and reflective practice which, when 
successfully completed, confers an elevated teaching status highly regarded by many. 
     Most recently, the accountability movement has continued its elevating journey with the 
development of standards for those who teach the teachers.  Although the Association of Teacher 
Educators (ATE) had initiated a process of developing standards for teacher educators in the early 1990s, 
a Teacher Educator Standards Cohort (TESC) was appointed by the organization in 2004 to study and 
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refine a conceptual framework for standards applicable to those responsible for teacher preparation.  The 
term "teacher educator" as employed by ATE, cast a wide net, including, in addition to those in higher 
education, all others who figure prominently in preparing educators, such as clinical teachers, 
administrators, and those involved in related mentoring and professional development activities.  In 2006, 
ATE's Commission on Teacher Educator Standards was chartered, positing a draft of nine standards for 
the consideration of the membership and its board of directors. In 2007 they were fully endorsed by ATE, 
completing the standards movement through all levels from learner to teacher educator.  
     Given the history of teacher education programming as well as the perceptions which have 
accompanied that history, the process of revising or proposing new curriculum represents a complex 
equation.  Many colleges of education discover that they are confronted with evolving demands to 
amplify what the program prepares graduates to do in response to broadening requirements in American 
classrooms.  These demands include a panoply of issues that were not prominent in prior eras, such as 
comprehensive assessment, burgeoning technologies, multiculturalism and cultural competence, 
inclusion, second language acquisition, globalization, character education and a host of educational 
additions which require a differentiation of instruction not mandated in prior generations. The solution to 
expanding professional demands is not the simple addition of coursework in Education, since credit 
requirements for graduation can typically not be increased.  In fact, many Teacher Education programs 
are finding themselves at a credit deficit, as states require an increase in the number of content courses in 
the arts and sciences for teacher candidates.  With a diminishing number of credits to apply to the host of 
professional requirements, hours in Teacher Education must often be reduced. 
     Clearly, solutions must address both the mounting competencies of the teaching profession within a 
shrinking credit base, as well as a specific process through which revisions can be crafted.  It will not be 
sufficient to make modifications on the basis of wholly traditional paradigms and the opinions and 
perceptions of a few in higher education.  The process must represent the potential combinations and 
permutations of all of the following:  institutional constrains and imperatives, the perceptions of multiple 
stakeholders, and legislatively required outcomes.  
Theoretical and Practical Perspectives 
     It will come as no surprise to discover that an examination of current literature in teacher education 
presents a series of emerging, but common themes relative to curricular revision.  In most cases these 
themes represent perceived gaps in the preparation process accompanied by suggested solutions to mend 
them.  Emerging themes include the requirement for comprehensive and balanced content knowledge in 
concert with the ability to provide effective instruction for a wide divergence of learners.  Growing 
diversity in schools requires that teacher preparation focus on the needs of multiple kinds of learners 
relating to constructs not considered in prior times.  Teachers must be able to demonstrate cultural 
competence as well as the skills for differentiating instruction for students of varying readiness levels, 
cognitive styles, and learning and language challenges.  They must be able to provide this instruction in 
an atmosphere of effective classroom management.  Additionally, they must be capable of effecting and 
interpreting appropriate assessment related to all these issues.  High on the list of priorities is the 
realization that while cultural and linguistic diversity is growing in public schools, there is a 
disproportionate representation of white, middle class females within professional ranks.  Zeichner (2003) 
estimates that as many as 90% of our teacher preparation programs present a similar demographic, and, 
consequently, a special challenge emerges. Given the disjoint between teachers and learners, how do we 
prepare culturally competent teachers for an age where diversity is expected to expand rather than 
diminish?  Several themes emerge in response to this question including modification of practica, 
emphasis on the role of globalization, and the establishment of learning communities for preservice 
teachers. 
     The expansion of practica as extended, multiple, supervised experiences in diverse settings closely 
conjoined with coursework is emerging as a protocol through which teacher preparation programs can 
better prepare preservice teachers for success with all students (Beyer, 1991; Bouas & Thompson, 2000; 
Cooper, Beare, & Thorman, 1990; Ladson-Billings, 1991; Larke, Wiseman, & Bradley, 1990; Sleeter, 
2001).  Supervision and reflection become crucial in these types of practica as students’ beliefs and 
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attitudes are impacted by the multiple field experiences (Bondy, Schmitz, & Johnson, 1993; Brown, 2004; 
Johnson, 2002).   
     The nature of the practicum is, understandably, subject to considerable scrutiny in the revision process.  
A survey of beginning teachers in New York City disclosed that graduates from programs with extensive, 
supervised clinical experience linked to coursework felt well prepared to initiate their professional lives 
(Darling-Hammond, Chung, & Frelow, 2002). Similarly, Moore (2003) surveyed and observed preservice 
teachers in a practicum course and asserted the need for a strong commitment to integrating theory into 
practice with expanded practicum experiences which would increase as full-time student teaching 
approached.   
     In a longitudinal study of a professional development school (PDS) project in which 112 students were 
surveyed throughout their participation, Grouix (2001) found that students expressed greater comfort 
levels in schools that were most familiar to them. Following completion of the program in which they 
experienced multiple practica in diverse school settings, subjects responded with greater confidence in 
their ability and commitment to teach in all kinds of schools. Latham and Vogt (2007) concluded in 
another longitudinal PDS study that the teacher education programs that diminish the gap between theory 
and practice and provide extensive field experiences have the potential to prepare new teachers to serve 
diverse learners most successfully. 
     In addition to current scholarship on the subject of practicum revisions, groups such as the Carnegie 
Task Force on the Future of Teaching and the Holmes Partnership have influenced much of teacher 
preparation to increase clinical experiences and integrate coursework related to eting the needs of all 
learners (Darling-Hammond, Chung, & Frelow, 2002).  As a result, programs across the nation are 
reconsidering current practica and program requirements with a focal point of greater integration of 
coursework and practica as well as expanded field experience. 
     Another significantly emerging theme is that of a global/international focus, and educators will 
recognize that it is not mutually exclusive with the perceived need for greater emphasis on cultural and 
linguistic diversity.  Teacher preparation programs must enable their graduates to address the challenges 
of an educational system (K-16) that prepares future citizens to act, work, and lead in a global context. 
With knowledge of a global society, university faculty, clinical teachers, and teacher candidates will be 
better equipped to address these needs. Colleges of Education can demonstrate a stronger commitment to 
internationalizing Teacher Education through specific curriculum development, collaborative 
partnerships, academic advising, professional development, and study abroad (Manzo & Diegmueller, 
2005).  Current literature defines four major themes in global education all of which should figure 
prominently in any attempt at curricular revision.  These are seeing multiple perspectives, comprehension 
and appreciation of cultures, knowledge of global issues, and the world as interrelated systems (Alger & 
Harf, 1986; Anderson, Nicklas, & Crawford, 1994; Anderson, 1999; Becker, 1979; Kniep, 1987; 
Merryfield, 1997; Tye, 1990; Tye & Tye, 1992).  Such a comprehensive view will support teacher 
candidates in preparing young learners for national and global citizenship when accompanied by an 
understanding of how interwoven lives and histories within the United States are to other cultures of the 
world.  Promoting an international perspective is the central goal of global education (Tye, 1990). By 
building on the traditions in international relations, world history, and area studies, global education 
recognizes that globalization necessitates changes in our teaching about the world and its peoples. 
     Thomas Jefferson suggested that the central role of education is to help ensure a knowledgeable 
citizenry, able to participate effectively in the governance and political processes of the nation (Brinkley 
1993). Over 200 years later, we live in a global and international age, and our community is larger and 
more encompassing than ever before. Our individual actions and those of our government play a major 
role in world affairs, and the decisions of other nations and individuals affect the American political 
process and welfare. Encouraging a curriculum which demonstrates a worldwide perspective can give 
students in American schools a greater appreciation and understanding of global issues and 
internationalism (Scott 1998). Global interdependence requires that preservice teachers and the students 
they will teach understand the importance of the diverse global connections between and among the 
peoples of the earth.  These considerations must figure prominently in curriculum redesign. 
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     Hanvey (1976) argued five interrelated aspects in developing a global orientation, namely: perspective 
consciousness, knowledge of world conditions, cross-cultural awareness, knowledge of global dynamics, 
and knowledge of alternatives.  Similarly, Anderson, Nicklas, and Crawford (1994) posed a series of 
declarative statements relating to this issue: You are a human being; your home is planet Earth; you are a 
citizen of a multicultural society; and you live in an interrelated world. Attaining this world view may 
involve several approaches, including the study of cultures, languages, international issues, responsible 
citizenship in an interdependent world, and global connections within local communities.  During the past 
decade there has been increased attention to the infusion of a global perspective in teacher preparation 
programs, and several have developed strong global components (Merryfield, 1992; Tucker & Cistone, 
1991).   
     A flexible response to emerging themes for revision of teacher educator programs has been the 
development and promotion of learning communities.  Supporting the acquisition of content knowledge, 
reflection, and professional development, the learning community represents a strategy which can amplify 
the benefits of both personal and group study.  The eminently modifiable nature of a learning community 
means that objectives can be tailored to the needs of participants and varying educational environments.  
This nature makes such communities ideally suited to the concept of responsive curriculum revision, as 
goals are established according to the perceived need of the time.  Taken together with contemporary 
potential for asynchronous communication via various technology media, the opportunities for 
professional growth in electronic learning communities is expanding by geometric proportions.  As a 
professional development medium, learning communities can play a powerful role both in teacher 
preparation and as an ongoing medium for lifelong professional learning with an infinitely modifiable 
agenda related to the learning goals of members.  When tailored to the needs of participants for personally 
established outcomes as well as shared goals, participation appears to be linked to improved student 
engagement and satisfaction (Zhao & Kuh, 2004). 
     INITIATE proposes a model of revision which responds to the expressed needs of contemporary 
teacher education curricula identified through a multifaceted lens of both standards and diverse 
stakeholders.  The model supports revision based on layered considerations of standards, strategies, and 
outcomes, commencing and concluding with evaluation. Conceptualized in Figure 1, it is an eight step 
process reflected in the acronym INITIATE representing identification, needs assessment, interpretation, 
thematic articulation, integration, alignment, transformation, and evaluation. 
     The INITIATE model is designed to be diagnostic in ways that will relate to a majority of programs in 
contemporary times.  It relies on a cyclical process of inquiry and contextual response which commences 
and concludes with an evaluation component organized around the multivariate issues a program may 
serve.  The model is conceptualized as a continuum of carefully conceived and implemented steps, as 
depicted in Figure 1.  When the steps are appropriately applied, they can be aligned specifically to the 
requirements of any curriculum under revision. While INITIATE is diagnostic in nature, it is not entirely 
prescriptive as solutions resulting from its implementation will be both contextually based and fashioned 
by those using the model in ways that relate to unique sets of needs and requirements.  Though programs 
differ, the INITIATE model represents a stable approach to the curriculum revision process.  The model's 
consistently applied eight steps will reveal a variety of outcomes, individualized by the focus and needs-
driven data of the program under review.  
     The continuity of the INITIATE process is important as it relates clearly to the revision requirements 
facing so many colleges and schools of education in contemporary times, and because it is designed to 
elicit an amalgam of solutions derived not only from quantifiable data related to programs, but perceptual 
data as well from impacted constituencies.  For most of Teacher Education, national standards and 
assessments must figure prominently in the design of any curriculum and hence, in any revision of the 
same. Additionally, a focus will be the specific assessments of skills and dispositions which teacher 
candidates must demonstrate in order to be adjudged as competent with respect to the standards.  
     Consequently, the first step in the INITIATE model is a broad process of identification of all the terms 
which come together in a fairly complex equation.  These terms include the standards the program must 
reflect, its relevant stakeholders, the location of existing quantitative and qualitative data describing 
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program successes and weaknesses with respect both to standards and stakeholder perceptions, and 
appropriate methods for gathering such additional information as may be needed.  Existing quantitative 
data may be composed of GPAs, program completion rates, pass rates on standardized measures, clinical 
scores and other typical information which will support commencement of the revision process from an 
informed position.  This first step in the model also requires that all stakeholders in the preparation of 
teachers be identified for inclusion in data gathering.  Stakeholder categories typically include teacher 
candidates, university faculty who teach them, clinical teachers and university supervisors who provide 
support and feedback during practica and internships, and administrators of the districts that hire 
graduates of the program. Some programs may have additional categories which should be included, and 
consideration will subsequently be given to the perceptions of the various stakeholders with respect to the 
Teacher Education process and product.  The final requirement in this step includes identifying any gaps 
in the data and additional data gathering techniques which may be necessary to inform the revision 
process completely. 
     Step two in the INITIATE process relates to a systematic needs assessment, quantitative and 
qualitative, in which a program is compared to relevant standards on the basis of information derived 
from the various data sources and stakeholders which have been identified in the first step of the process.  
While data expressed in terms of scores and completion rates may be straightforward and readily 
available, data derived by survey and interview may cast a wide net with respect to the perceptions of 
those involved in the process from the production and end-user perspectives.  This approach will almost 
always include several echelons of involvement, including teacher educators, teacher candidates, clinical 
teachers and faculty, program graduates and the administrators who employ them.  Carefully crafted 
questions elicit critical data regarding quantifiable perceptions of program strengths and weaknesses, as 
well as qualitative responses which can elucidate personal views regarding preparation issues.  The 
comparisons made between the standards to be met and the information gathered create numerous 
intersections which can be represented three-dimensionally in Figure 2. 
     The third step requires interpretation of the data so that informed decisions can be made with respect 
to which program elements will be preserved, and which will benefit from revisions which respond to 
perceived needs. With the interpretation of the data, emerging themes develop, as clusters of data may 
point both to areas of concern as well as potential strategies for amelioration.  While this paper has 
already identified nationally emerging themes in Teacher Education of practicum modification, 
globalization, and establishment of learning communities, differences specific to individual programs will 
not be uncommon as conceptual frameworks, populations, and locales may have unique characteristics. 
Those themes which are expressed across more than a single echelon in the needs assessment will likely 
require the greatest level of attention.  For example, if program completers and employers are both 
expressing a perceived need for greater preparation in teaching English language learners, this 
information may represent a theme which requires special attention.   
     The fourth step requires thematic articulation which identifies and explains the themes which have 
emerged in the first steps of the revision process.  These themes will guide the revision process as the 
central areas of inquiry and response.  Often themes will have emerged in the third step of interpretation 
which may seem highly overlapping or redundant.  A review of contemporary literature can assist in 
articulating themes as well as in considering potential program reconfigurations for the step to follow. In 
thematic articulation, decisions will be made regarding appropriate mergers to avoid redundance. 
Thematic articulation will also disclose the magnitude of importance for each theme so that revision 
teams can decide to rank order them if it seems appropriate. 
     The fifth step requires the integration of themes and the existing curriculum by considering ways in 
which combinations and permutations might preserve or elaborate current offerings in ways which make 
sense for the program under review. Informing this part of the process includes a review of the current 
scholarship related to the themes which are in focus, as well as co-mingling or collapsing of prior "stand 
alone" courses, or combinations of coursework and field experience to form fresh curricular solutions 
which are both efficient and authentic.   Recognizing the need at many institutions to cover more ground 
in fewer credit hours, consideration can be given to ways in which content areas might be integrated.  An 
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example of such a merger might be the integration of the arts, as opposed to multiple courses covering 
discrete areas.  With such a merger we avoid consideration of the arts in isolation, and create a more 
authentic way of experiencing the content, much in the way that Hayes-Jacobs recommended with the 
concept of curriculum mapping (Hayes-Jacobs 2004).  While her strategies have been widely applied in 
schools, many teacher preparation programs have maintained a curriculum in which content areas are 
presented individually. The INITIATE Model proposes curriculum integration which supports the 
intersections between and among content areas, to imitate more closely the way content is experienced in 
life.  Such integration may encourage the development of conjoined subject areas in coursework, or a 
block practicum format in which more than a single methods course is addressed. 
     The alignment step requires the organization of potential integrations under consideration with those 
which will be preserved from the prior structure.  This step in the process will often require reassignment 
of certain content, standards, and experiences from existing courses to new or modified ones, as well as 
potential changes in the scope and sequence of the curriculum. Prerequisites and co-requisites may 
require realignment, as well as the sequencing of coursework in Teacher Education in relation to that 
from other departments, schools, or colleges.  Once again, a review of the current literature can often 
assist with potential reconfigurations. 
     Transformation is the next step in the process, and it requires both the conclusion of fine tuning all 
proposed modifications as well as the interpretation of those modifications to stakeholders.  This step 
carries the imperative of presenting with clarity the ways in which the transformed curriculum responds to 
the expressed needs of stakeholders in the second stage of the model, as well as the ways in which it 
addresses the standards and requirements of the program itself.  It is critical that stakeholders from all 
strata understand that the revisions are being proposed as specific responses to their expressed needs.  It is 
important to recognize that the term "revision" at this point denotes not only change in the delivery and 
perhaps the culture of the program, but also connotes a truly re-vision of teacher preparation at the 
institution.  Considerable public relations efforts may be necessary to convey and articulate the responsive 
nature of the new curriculum, and this will vary with both the size of the constituencies and the magnitude 
of the change that has been made.  Many programs will find it helpful to interject this step at intervals so 
that stakeholders are informed and queried for feedback at various points in the process. In any case, it is 
important to give this step the attention that it deserves, although it may seem that the process is complete 
with the alignment phase.  The process has not concluded until stakeholders are aware that their input has 
been respected and employed, and until the INITIATE cycle moves through the evaluation phase.  
     The eighth step, evaluation, is actually not final as it represents both the omega and the alpha of the 
INITIATE model.  Evaluating the success of any curricular revision is both a summative and formative 
process.  While it may be summative for the current revision, it may also be formative for future 
modifications which can emerge subsequently, much in the way that the initial application of the cyclic 
INITIATE model was employed.  Since evaluation drives reform, reaching this point may serve an 
institution for an extended time, or, as new initiatives or emerging needs become palpable, the process 
may recommence in response. 
A Case Study in the INITIATE Model  
The Context 
      East Carolina University began as a school for training teachers more than a century ago and has 
grown to become an emerging national research university of more the 24,000 students. Elementary 
Education faculty in committee format embarked upon a process of curriculum revision, which resulted in 
the INITIATE Model, although the model can be applied to most programs. 
Step 1:  Identification 
     A comprehensive view was taken in the curriculum revision process as the committee examined the 
Interstate New Teacher Assessment and Support Consortium standards (INTASC), the National Council 
for the Association of Teacher Education standards (NCATE), the state professional teaching standards 
and the state curriculum standards. Stakeholders were identified including principals, clinical teachers, 
and recent program graduates, and Elementary Education faculty.  Data sources were identified including 
candidate exit interviews, employer/principal questionnaires, clinical teacher surveys, faculty focus group 
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input, and quantitative information on grades, scores, and completion rates.  In addition, the current 
literature was examined broadly to inform the revision process. 
Step 2:  Needs Assessment    
     The committee examined survey data from principals, clinical teachers, and recent program graduates.  
Additionally, thoughts and suggestions were elicited from elementary faculty members during three 
brainstorming sessions.  Elementary program strengths and needs listed by each group showed striking 
similarities that made program planning easier for the curriculum revision team.   
Step 3:  Interpretation  
     The committee found that the program was already meeting national and state teaching standards, 
though improvements could be made.  However, when comparing the state curriculum standards, what 
elementary teachers were responsible for teaching, and the courses candidates took as part of their general 
education and program area requirements, gaps were revealed. Part of the challenge related to the fact that 
most elementary educators teach all content areas.   A close examination of Elementary program area 
requirements revealed that majors took courses in all content areas covered in the standards except for 
social studies and science.  
     Once the state content standards were reviewed, the committee reviewed survey data from principals 
and clinical teachers from the surrounding county.  They also looked at survey data from recent 
Elementary program graduates and feedback from Elementary program faculty members.  As the data 
were examined, committee members realized that the same themes arose from each of the groups 
surveyed.  It was relatively easy to determine what program areas should be targeted.   
Step 4:  Thematic Articulation 
     This step of implementing the model seemed quite straightforward.  Thematic articulation, supported 
by data and evidence gathered at numerous levels identified several salient issues: social studies and 
science content; diversity and global awareness/understanding; integrated field experiences; program 
continuity, program connection, and professional growth; assessment and classroom management.  
Step 5:  Integration 
     The curriculum revision committee examined the strengths and needs of the program as expressed in 
the first four steps of the INITIATE model, and used these findings to begin the design of a new program.  
All of the curriculum revisions had to occur within the program parameters of a 128 hour degree program. 
Additionally, this program had to provide an appropriate articulation with existing 2+2 programs with 
local community colleges.   
     The need for more social studies and science content led the committee to fashion a program in which 
majors would have to demonstrate competency in social studies content through a College Level 
Examination Program (CLEP) test, or they would be required to take a designated social studies 
concentration.  This decision would ensure that elementary majors had a general understanding of the 
social studies content that they will be required to teach. In order to ensure that students had sufficient 
content knowledge in science, life and physical science courses would be required, and an earth science 
component would be added to the science methods course.  
     The theme of diversity and global awareness/understanding emerged from national teaching standards, 
the state curriculum standards, teacher, principal, and student surveys, faculty suggestions, and the 
literature review. As a response, students would take a diversity course that was previously an elective.  
Additionally, a Strategies for Teaching Culturally and Linguistically Diverse Students course would be 
developed and added as a requirement. Expanded global awareness issues will be covered as part of the 
social studies concentration.  
     The need for more field experience in diverse settings emerged from data from the principals, clinical 
teachers, students, Elementary faculty, and the literature review.  While current elementary majors 
participate in field experience throughout their program, the Elementary faculty wanted to strengthen the 
practica to ensure that students would receive consistent observation and feedback on the lessons they 
design and present.  This decision would alleviate the current condition in which students may have 
multiple field experiences each semester that can require development and implementation of numerous 
lesson plans with only random feedback.   
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     The decision was made to integrate the former multiple practicum hours into single 3-hour supervised 
practicum blocks.  The blocks were organized so that the candidates would complete a K-2 practicum in 
the first semester of their junior year and then a 3-6 practicum during the second semester.  The blocked 
practicum protocol conjoins the prior discrete practica into a single coherent observation, participation, 
and teaching experience.   
Step 6:  Alignment 
     The committee decided to expand the first semester internship requirement to two full classroom days 
as a response to the need for expanded field experience and to help candidates develop a better 
understanding of the classroom environment before moving into full-time participation.   The need for 
more experience in assessment was clarified so that, in the new program, assessment is integrated into all 
courses. The committee recommended the addition of a new assessment course to strengthen and support 
this imperative.  
     Classroom management was a theme identified by all stakeholders.  While it is no surprise that 
preservice and new teachers struggle with related issues, there was expressed concern that the present 
course was not effective.  The structure of the program exacerbated this situation, because it made this 
course the repository of several major projects for the program area, some of which were not closely 
related with the topic of management or organization at all. content.  The committee aligned these 
projects with other more appropriate offerings to eliminate them from the classroom management course.  
In addition, the management course was reconstructed with a less theoretical and more practical case-
based approach.  
     An examination of the literature and the needs assessment resulted in the development of supervised, 
practicum blocks. Students would be required to take three practicum blocks prior to their full time 
internship in the second semester of the senior year. In the junior year and first part of the senior year, 
students would register for a specific block of methods courses.  Students would alternate between class 
time and practicum time in the schools.  Assignments in the practica would directly relate to the methods 
classes.  Supervisors would be in place during the practica experience to provide direct feedback on 
student delivery of instruction and student ability to meet the needs of the diverse learners within that 
classroom and school.  Students would have the opportunity to be immersed in the diversity of that school 
and experience multiple grade levels and content areas in each practicum block.  Figure 3 illustrates how 
the INITIATE process informed these key practicum revisions. 
Step 7:  Transform 
     Care was taken throughout the INITIATE process to keep faculty and advising staff informed. Often, 
sessions were held as part of already scheduled meetings in order to maximize the number of participants. 
The reporting protocol demonstrated how revisions responded to prior input, as well as how they related 
to standards and program requirements. "Buy-in" resulted from this process, and the committee benefitted 
from gleaning a comprehensive set of potential solutions in response to thematic articulation than a small 
committee would have been likely to generate alone.  
Discussion 
     The INITIATE Model represents a site-specific, modifiable process of curricular revision for teacher 
education programs that adopts a stage-dependent, multi-layered perspective to inform the revision 
process.  While the stages and intersections of the model sustain a conceptual framework for revising 
programs, the individual attributes of each program will evolve unique solutions. In addition, the model 
will encourage the thoughtful integration of existing and emerging themes identified as program needs 
which must be aligned and integrated in a final iteration of its responsive curriculum.  Finally, the model 
suggests strategies for the transformation of programs that encourage the support of stakeholders so that 
revisions can be implemented with majority acceptance.   
     The cyclic nature of the INITIATE Model represents an acknowledgment of the continual need for 
evaluation and revision of curricular issues as program needs modify over time. The fact that no single 
application of the model will serve as a permanent solution is explicit. Consequently, the model 
commences and concludes with an evaluation step, which provides the platform for initiation of the 
process again on an as-need basis.  However, it is important to note that that solutions emerging from a 
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single application of the model are specific to the requirements of the program in question, and may well 
serve a program for considerable time prior to the point at which a subsequent revision may be required.   
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Figure 2: 

 
 
Figure 3: 
 
Alignment Plan 
Major Themes        Current Curriculum                   Revised Curriculum 
 
Diverse Settings     Not assured           Students rotate through varying    
       grade levels and school: 
        Junior I block:  Grades K-2 
        Junior II block:  Grades 3-5 
        Senior I block:  K-5  
        Senior II block:  K-5 
 
Supervision        Some supervision        All practica are supervised 
 
Extended        Students schedule practicum  Student schedules are blocked  
Hours                 
        Junior I:  one half day 
             Junior II:  one full day 
             Senior I:  two full days 
             Senior II:  full time internship 
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Abstract 
     Fractions are not new, they have been documented to have been in existence for 5000 years and yet 
they are still complex and present cognitive difficulties for many people.  One hundred one teacher 
candidates in their junior or senior year in an university teacher education program were given a survey 
of twenty questions investigating the cognition of fractions. This study tried to not only identify the age 
group who seem to have the most difficulties but the fraction concepts which presented the most 
difficulties. Research documents that still today, teacher candidate as well as other students do not have a 
strong cognition of fractions.  The results of this study showed the 41 or over age group was the most 
successful and second was the 31-40 age group, while the 21-30 age group had the lowest mean for the 
number of   questions answered correctly. The mean was significantly lower for the 21-30 age group 
than the mean for the whole group.  
Key words: Fractions, Teacher candidate 
Introduction 
     Some five thousand years ago humans were beginning to see the need for advanced or higher level 
thinking.  As humans began to have a more agricultural style of life and started to build things, it was 
discovered there was a need to find a way to transport heavy objects from one place to another. Thus, the 
use and development of solid wheeled devices came to be in about 3000 B. C.  The combined weight of 
the solid wheel combined with the weight of the object needing to be transported often made tasks almost 
impossible. The idea of the wheel with spokes came about and it was obvious the spokes could not be just 
randomly placed but had to be at a specific place if the new wheel was to be strong and able to do the 
work of the solid wheel. In this development of the wheel, the need for fractions quickly became 
apparent. By using fractions, one was to be able to accomplish this new marvel, “a spoked wheel”.   Thus, 
it could be said the wheel devices were responsible for the realization there was a true need for fractions. 
     One might remember the old proverb, “Necessity is the Mother of invention” (Anonymous).  Whole 
numbers will not be appropriate in every situation.    As people were beginning to make inventions such 
as baking ovens, fractions began to be used in the simplest of recipes. As more and more developments 
happened in the world, the need for fractions became more evident. As time passed, it was found we 
needed to be able to add, subtract, multiply and divide fractions in addition to be able to comprehend 
equal fractions etc.   
The Study 
     The teacher candidates in this study were students, who were seeking a degree in education and state 
certification.  The data were gathered by the researchers, who teach junior and senior level mathematics 
courses at the university level.  All teacher candidates are required to take these mathematics courses in 
order to fulfill degree and teacher certification requirements.  The teacher candidates have two required 
mathematics courses for either the early childhood through sixth grade program or for the fourth-grade 
through eighth-grade program.  Each of those math courses is predominately mathematics content to 
ensure the teacher candidate can successfully meet state standards and national mathematics objectives.  
The EC-6 students are also required to take a mathematics methodology course in mathematics.  Topics 
included in the courses include concepts in problem solving, numeration systems, sets, whole numbers, 
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rational numbers, decimal numbers, number theory, algebra, geometry, measurement, probability, 
statistics and methodology to be prepared to teach each of the concepts.  
Rationale 
     Although it has been some 5000 years since the first use of fractions was documented, the complexity 
of the topic still exists today (NCTM 1993, D. Prince, personal communication June 10, 2013; Solomon, 
2008).  The misconceptions  children have in working with fractions have been documented in the 
research (Ashlock, 2009;  Reys, et.al. 2010)  In order to help prevent these misconceptions from occurring 
in the classroom, it is important to make future teachers aware of and correct the misconceptions before 
they enter the teaching profession. Although it was suspected that teacher candidates had misconceptions 
with fractions, the purpose of this research was to determine if there existed a misconception which would 
impede their ability to teach mathematics.   Another purpose was to analyze the data by age to determine 
if there was a significant difference between the cognition of fractions of teacher candidates who were in 
the 21-30, 31-40, and 41or over age groups when compared with the whole group. 
     The null hypotheses were: 

1.  There is no significant difference between the mean number of questions answered correctly 
in the 21-30 age group and the mean of the whole group. 

2. There is no significant difference between the mean number of questions answered correctly 
in the 31-40 age group and the mean of the whole group. 

3. There is no significant difference between the mean number of questions answered correctly 
in the 41 or over age group and the mean of the whole group. 

Review of the Literature 
     Teaching with a focus on conceptual understanding is advocated by the National Council of Teachers 
of Mathematics (2000).  The standards that the NCTM has developed promote teaching mathematics 
conceptually and using higher order thinking skills through the use of hands-on activities and 
mathematics lessons that can be applied. 
     The focus of the mathematics education departments in Texas strongly support using a constructivist 
and problem solving learning environment (CCRIC, 2013).  Hosin (2009) documented that their 
elementary mathematics education courses maintained a constructivist learning environment in Texas.  
The researchers in this study use textbooks and lessons in their elementary mathematics education courses 
that promote a problem solving approach to mathematics instruction (Angel, 2013, Billstein, 2013, 
Sonnabend, 2010, Van De Walle, 2010, Reys, 2010).  However, researchers have found that “despite 
reformers’ best efforts, teachers’ mathematics classroom practice remains largely unchanged” (Walker, 
2007).  The work of Ball (1996), Raymond (1997), and Tzur et al. (2001) found teachers continue to hold 
fast to the manner in which they were taught. 
     Fractions have been thought to be a major problem in the study of mathematics for many years, 
however, many research studies have documented that the specific difficulties have not been pin pointed 
for the general population (Behr, 1988; Bright, 1988; Dufour-Janvier, 1987; Lesh, 1987; Mack, 1995; Ni, 
2001; Novillis, 1979).     The literature has revealed many teacher candidates rely on memorized 
algorithms yet do not fully understand the concept (Behr, et al. 1983, 1985; Bennett, 1987; Kerslake, 
1986; Kouba, et al. 1988; Mack, 1990).  As a result they do not have a working cognition of fractions.  
Another concern is whole number bias. As one of the first exposures to numbers, many young children 
learn to count using whole numbers (Kerslake, 1986; Streeflend, 1991; Kieren, 1993; English, 1995; 
Gelman, 1991; Lamon, 1999; Post, 1993).  It might be counting cars as they travel or just counting small 
toy objects. Since children enjoy counting, they often do not realize that partial numbers exist between the 
whole numbers. 
Methodology 
     The survey instrument consisting of twenty fraction questions was created.  These questions involved 
problems with fractions which teacher candidates notoriously have difficulties getting the correct answer.  
The survey was based on action research done in the researchers’ classrooms.  The survey was completed 
online thus anonymity was maintained.  The researchers gathered the research and analyzed each question 
by the student’s age to see if there was a significant difference in cognition   of fractions by age. 
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     The subjects were 101 teacher candidates enrolled in mathematics courses for future teachers at the 
junior and senior level at a university.  There were 59.4% (n=60) teacher candidates in the 21-30 age 
group, 22.8% (n=23) teacher candidates in the 31-40 age group, and 17.8% (n=18) teacher candidates in 
the 41 or over age group. 
Results 
     Each of the twenty questions on the surveys was evaluated for correctness. The results were also 
tabulated according to age of the teacher candidate.  Percentages were calculated for the number of 
teacher candidates in each age group answering questions correctly. The statistics were presented as 
percentages so they could be more readily utilized by teachers. Data were collected for all twenty 
questions; however, in this report only five questions will be discussed. The twenty question instrument is 
available by contacting the authors.   
Question 1 
     The results for “Question 1” are shown in Table 1.  The correct response is marked by an asterisk.  The 
percentage of all teacher candidates, who responded correctly to “Question 1:  Which is larger?” was 92% 

(n=93).  The correct response, “
4
1

”, was marked by 86.7% (n=52) of the teacher candidates in the 21-30 

age group, 100% (n=23) of teacher candidates in the 31-40 age group, and 100% (n=18) of the teacher 

candidates in the 41 or over age group.  Of all teacher candidates, 4% (n=4) incorrectly marked “
16
1

” as 

the largest fraction and 4% (n=4) marked the “I am not sure” response.  All teacher candidates who did 
not mark the correct response were in the 21-30 age group.     
Question 2 
     The results for “Question 2” are shown in Table 2. The correct response is marked by an asterisk.  The 

percentage of all teacher candidates, who correctly marked “Question 2:  True or False?  
2
1  x  4  =  

8
4

 
” 

as a false statement, was 67.3% (n=68).   The correct response came from 61.7% (n=37) of the 21-30 age 
group, 73.9% (n=17) of the 31-40 age group, 77.8% (n=14) of the 41 or over age group. The percentage 
of teacher candidates, who incorrectly marked “Question 2” as a true statement, was 28.7% (n=29).   The 
incorrect responses came from 35% (n=21) of the 21-30 age group, 21.7% (n=5) of the 31-40 age group, 
16.7% (n=3) of the 41 or over age group. The percentage of all teacher candidates, who marked the “I am 
not sure” response, was 4% (n=4).  The teacher candidates, who were not sure, were from 3.3% (n=2) of 
the 21-30 age group, 4.3% (n=1) of the 31-40 age group, 5.6% (n=1) of the 41 or over age group. 
Question 3 
     The results for “Question 3” are shown in Table 3. The correct response is marked by an asterisk.   The 

percentage of all teacher    candidates, who correctly marked “Question 3:  True or False?  
5
1

 x  
4
4

 = 
20
4

” as a true statement, was 74.3% (n=75).  The correct responses came from 75% (n=45) of the 21-30 age 
group, 65.2% (n=15) of the 31-40 age group, 83.3% (n=15) of the 41 or over age group.  The percentage 
of teacher candidates, who incorrectly marked “Question 3” as a false statement, was 19.8% (n=20).   The 
incorrect responses from 18.3% (n=11) of the 21-30 age group, 30.4% (n=7) of the 31-40 age group, 
11.1% (n=2) of the 41 or over age-group. The percentage of all teacher candidates, who marked the “I am 
not sure” response, was 5.9% (n=6). The teacher candidates, who were not sure, were from 6.7% (n=4) of 
the 21-30 age-group, 4.3% (n=1) of the 31-40 age-group, 5.6% (n=1) of the 41 or over age group. 
Question 4 
     The results for “Question 4” are shown in Table 4. The correct response is marked by an asterisk.   The 

percentage of all teacher candidates, who responded correctly to “Question 4:  What does 2
8
3

 mean?
”
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was 60.4% (n=61).  The teacher candidates, who marked “2 + 
8
3

” as the correct meaning, were from 60% 

(n=36) of the 21-30 age group, 56.5% (n=13) of the 31-40 age group, 66.7% (n=12) of the 41 or over age 

group.  The percentage of teacher candidates, who incorrectly chose “2 x
8
3

” as the meaning of “2
8
3

”, 

was 25.7% (n=26).  The incorrect responses were from 25% (n=15) of the 21-30 age-group, 34.8% (n=8) 
of the 31-40 age-group, 16.7% (n=3) of the 41 or over age-group. The percentage of all teacher 
candidates, who marked the “I am not sure” response, was 13.9% (n=14). The teacher candidates, who 
were not sure of the meaning, were from 15% (n=9) of the 21-30 age-group, 8.7% (n=2) of the 31-40 age 
group, 16.7% (n=3) of the 41 or over age group. 
     The results for “Question 5” are shown in Table 5. The correct response is marked by an asterisk.  The 

percentage of all teacher candidates, who responded correctly to “Question 5:  What is the same as 2
8
3  ?

”
 

was 90.1% (n=91).  The teacher candidates, who correctly chose “
8

19
”, were from 83.3% (n=50) of the 

21-30 age group, 100% (n=23) of the 31-40 age group, 100% (n=18) of the 41 or over age group.  The 

percentage of all teacher candidates, who incorrectly chose “
8
23

”, was 2% (n=2) and both incorrect 

responses came from 3.3% (n=2) of the 21-30 age-group.   The percentage of all teacher candidates, who 

incorrectly chose “
8

30
”, was 1% (n=1) and the incorrect response came from 1.7% (n=1) of the 21-30 

age-group.   The percentage of all teacher candidates, who marked the “I am not sure” response, was 
6.9% (n=7) and all seven responses came from 11.7% (n=7) of the 21-30 age-group. 
Evaluation of twenty questions 
     A summary of the percentages of student answering questions correctly is shown in Table 6.  
The 21-30 age group (n=60) had a mean of 57.1% questions answered correctly and the mean 
was significantly lower [F(2,17)=96.6, p<0.01] than that for the whole group.  The 31-40 age 
group (n=23) had a mean of 63.7% questions answered correctly; but the mean was not 
significantly higher than that of the whole group.  The 41 or over age group (n=18) had a mean 
of 67.1% questions answered correctly; but not significantly higher.  Overall 60.3% of the 
questions were answered correctly by the teacher candidates. 
     The data in Table 6 reveals only eight of the twenty questions were answered correctly by more than 
70% of the teacher candidates.  On Question 1, 92.1% of the pre-service teachers were able to determine 
which of three fractions was larger.  The results on Question 3 showed that 74.3% multiplied two 
fractions correct.  On Question 5, 90.1% were able to find an improper fraction equivalent to a given 
mixed numeral.  On Question 6, 76.2% determined an appropriate division problem for a given fraction.  
Question 9 results showed that 90.1% were able to determine whether two fractions were equal. On 
Question 10, 70.3% determined that two fractions equal to “one” were equivalent.  On Question 13, 
81.2% were able to choose a mixed numeral equivalent to a given improper fraction.  On Question 16, 
84.2% of the pre-service teachers determined which of two mixed numerals was larger. 
     Twelve of the twenty questions were answered correct by less than 70% of the teacher candidates.  On 
Question 2, 67.3% of were able to multiply a fraction by a whole number.  Question 4 results showed that 
60.4% determined that a mixed numeral is the sum of a whole number and a fraction. On Question 7, 
63.4% were able to choose the multiplicative inverse of a whole number.  On Question 8, 18.8% chose a 
correct statement about the product when multiplying two fractions and on Question 11, 17.8% chose a 
correct statement about the quotient when dividing two fractions.  On Question 12, 53.5% of the teacher 
candidates identified the “least common denominator” for an example and on Question 14, 30.7% 
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identified “a common denominator” for an example.  There were four questions related to using zero as 

part of the fraction.  On Question 15, 57.4% were able to determine that 
2
0

7
0
=  is a true statement, on 

Question 17, 58.4% were able to evaluate 
4
0

 as equal to zero, on Question 18, 57.4% evaluated 
0
4

as 

“undefined, while on Question 19, 46.5% evaluated   
0
0

 as “undefined”.  On Question 20, 15.8% were 

able to identify the “identity property of multiplication” in fraction multiplication. 
Discussion and Conclusions 
     Some of the students in the 21-30 age group were in the same age group as the 4th- and 8th-
grade students and some of the students in the 31-40 age group were in the same age group as the 
12th-grade students from the 1996 NAEP report and the 1995 TIMSS report.  Some of the 
students in the 21-30 age group were in the same age group as the 8th- and 12th-grade students 
from the 2005 PISA report.  The 41 or over age group would not have been represented in any of 
the reports which were discussed in the review of the literature. 

      It was interesting the youngest group, ages 21-30, had the lowest mean for the number of 
questions answered correctly (57.1%).  Does this mean on average the most recent graduates 
from high school do not do as well as those who were not recent graduates from high school? If 
this is the case in all schools then there may be an additional factor or factors coming into play.  
Then the question, "Why didn’t the older students have the same problems?" indicates that more 
studies are needed to investigate. Numerous questions come to mind when discussing the results. 
One area which will be investigated is the curriculum. Has it changed its focus over the years? 
These 21-30 age teacher candidates would have began their study of fractions some 12–24 years 
earlier. The great emphasis was on the use of manipulatives at this time as the older teacher 
candidates did not have the same emphasis during their studies. The question arises; "Do 
manipulatives hinder or help in the cognition of fractions?”   Of course the age of the teacher 
candidate’s teacher also will play a factor into the manner in which the teacher candidate was 
taught. With all of these factors being considered additional information must be gathered in 
order to progress in the research. 

      Additional work needs to focus on specific misconceptions of fractions and remediation.  As 
educators of teacher candidates, we need to better educate our teacher candidates so they will 
have better instructional approaches to meet the needs of the differentiated student population. In 
this way the teacher candidates can help prevent these misconceptions from continuing in the 
Pre-K through 12th-grade classrooms.  It is much easier for a student to learn the correct way the 
first time than to try to re-learn how to do something when it is imbedded in their mathematics 
expertise after doing anything for many years i.e. fractions. 
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Table 1:  Frequency of responses to Question 1 by age group 
Question 1:   
Which is larger?   21-30 31-40 

41 or 
over 

Percents 
and Totals 

a.  
8
1

 
0%  
(n=0 ) 

0.0%  
(n=0) 

0.0%  
(n=0) 

0.0%  
(n=0) 

b.  
16
1

   
6.7% 
(n=4) 

0.0%  
(n=0) 

0.0%  
(n=0) 

 4.0%  
(n=4) 

*c.   
4
1

   
 

86.7% 
(n=52) 

100.0% 
(n=23) 

100.0% 
(n=18) 

 92.1%  
(n=93) 

d.  I am not sure 6.7% 
(n=4) 

0.0%  
(n=0) 

0.0%  
(n=0) 

 4.0%  
(n=4) 

Percents and Totals 59.4% 
(n=60) 

22.8% 
(n=23) 

17.8% 
(n=18) 

100.0% 
(n=101) 

 
 

Table 2:  Frequency of responses to Question 2 by age group 
Question 2:   
True or False?   

 2
1

 x  4  =  
8
4

 

 21-30 31-40 
41 or 
over 

Percents 
and Totals 

a. True 35.0% 
(n=21) 

21.7%  
(n=5) 

16.7%  
(n=3) 

 28.7%  
(n=29) 

*b.  False   61.7% 
(n=37) 

73.9% 
(n=17) 

77.8% 
(n=14) 

 67.3%  
(n=68) 

c.  I am not sure 3.3% 
(n=2) 

4.3%  
(n=1) 

5.6%  
(n=1) 

 4.0%  
(n=4) 

Totals 
59.4% 
(n=60) 

22.8% 
(n=23) 

17.8% 
(n=18) 

100.0% 
(n=101) 

 
 

Table 3:  Frequency of responses to Question 3 by age group 
Question 3:   
True or False?

 

5
1

 x  
4
4  = 

20
4

 21-30 31-40 
41 or 
over 

Percents 
and Totals 

*a. True 75.0% 
(n=45) 

65.2% 
(n=15) 

83.3% 
(n=15) 

74.3%  
(n=75)  

b.  False   18.3% 
(n=11) 

30.4% 
(n=7) 

11.1% 
(n=2) 

19.8% 
(n=20) 

c.  I am not sure 6.7% 
(n=4) 

4.3% 
(n=1) 

5.6% 
(n=1) 

5.9%  
(n=6) 

Percents and Totals 59.4% 
(n=60) 

22.8% 
(n=23) 

17.8% 
(n=18) 

100.0% 
(n=101)  
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Table 4:  Frequency of responses to Question 4 by age group 
Question 4: 

What does  2
8
3

 mean? 
21-30 31-40 

41 or 
over 

Percents and 
Totals 

a.  
8
3

+ 
8
3

 
0.0% 
(n=0) 

0.0% 
(n=0) 

0.0% 
(n=0) 

0.0% 
(n=0) 

*b.  2 + 
8
3

 
60% 
(n=36) 

56.5% 
(n=13) 

66.7% 
(n=12) 

60.4% 
(n=61) 

c.   2 x 
8
3

 
25% 
(n=15) 

34.8% 
(n=8) 

16.7% 
(n=3) 

25.7% 
(n=26) 

d.  I am not sure 15.0% 
(n=9) 

8.7% 
(n=2) 

16.7% 
(n=3) 

13.9% 
(n=14) 

Percents and Totals 59.4% 
(n=60) 

22.8% 
(n=23) 

17.8% 
(n=18) 

100.0% 
(n=101) 

 
 

Table 5:  Frequency of responses to Question 5 by age group 
Question 5: 

What is the same as 2
8
3

  ? 
21-30 31-40 

41 or 
over 

Percents and 
Totals 

a.  
8
23

 
3.3% 
(n=2) 

0.0% 
(n=0) 

0.0% 
(n=0) 

2.0%    
(n=2) 

*b.  
8

19
 

83.3% 
(n=50) 

100% 
(n=23) 

100% 
(n=18) 

90.1% 
(n=91) 

c.   
8

30
 

1.7% 
(n=1) 

0.0% 
(n=0) 

0.0% 
(n=0) 

1.0%    
(n=1) 

d.  I am not sure 11.7% 
(n=7) 

0.0% 
(n=0) 

0.0% 
(n=0) 

6.9% 
(n=7) 

Percents and Totals 59.4% 
(n=60) 

22.8% 
(n=23) 

17.8% 
(n=18) 

100.0% 
(n=101) 
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Table 6:  Percent of Teacher candidates’ Correct Answers by Group 

Question 21-30 31-40 
41or 
over Total 

1 86.7 100.0 100.0 92.1 
2 61.7 73.9 77.8 67.3 
3 75.0 65.2 83.3 74.3 
4 60.0 56.5 75.0 60.4 
5 83.3 100.0 100.0 90.1 
6 80.0 69.6 72.2 76.2 
7 58.3 65.2 77.8 63.4 
8 13.3 30.4 22.2 18.8 
9 85.0 100.0 94.4 90.1 
10 63.3 82.6 77.8 70.3 
11 11.7 26.1 27.8 17.8 
12 51.7 52.2 61.1 53.5 
13 78.3 87.0 83.3 81.2 
14 28.3 21.7 50.0 30.7 
15 58.3 52.2 61.1 57.4 
16 81.7 87.0 88.9 84.2 
17 58.3 56.5 61.1 58.4 
18 53.3 73.9 50.0 57.4 
19 41.7 56.5 50.0 46.5 
20 11.7 17.4 27.8 15.8 
 M=57.1 M=63.7 M=67.1 M=60.3 
 SD=24.6 SD=25.6 SD=23.4 SD=24.1 
 (n=60) (n=23) (n=18) (n=101) 

 

82



Foreign Language Difficulties in American Healthcare:  
The Challenges of Medical Translation, Regulation, and Remuneration 

 
 

 
Kenneth Troy Rivers 
Dianna Lipp Rivers 
Lamar University 

 
 
 
Abstract 
     As U.S. hospitals and healthcare systems face the challenge of providing services in myriad languages, 
the authors investigate various strategies that are arising in response and the legal and financial 
ramifications entailed. 
Background 
     An under-discussed but potentially grave problem developing in U.S. healthcare is the burgeoning 
challenge of providing care in foreign languages to patients with either no English or limited English 
proficiency (LEP). With millions of persons from around the world visiting the U.S. every day for 
business or personal travel, and millions of residents of the U.S. speaking or reading English inadequately 
to understand medical terminology well, the issue of delivering safe and competent care to them, 
especially in emergency situations, becomes significant and pressing. Moreover, hospitals, clinics, 
pharmacies, public health agencies, home health companies, hospices, nursing homes, assisted living 
facilities, and other providers are now required by both law and regulatory agency rules to supply 
understandable treatment in the language of the client as part of culturally competent care. In addition, 
healthcare insurers are falling under the same linguistic mandate under the Affordable Care Act rules, and 
nearly one-third of Medicaid recipients do not speak English well enough to make insurance decisions 
without interpretation services (Burks, 2013). The enormity of this overall problem, combined with the 
inherent difficulty of language translation and the high cost of providing it, makes language issues a 
ticking time bomb in America’s healthcare system.                
Purpose and Research Question 
     The purpose of this study is to identify the ways in which the effort to provide safe and high-quality 
healthcare to everyone despite linguistic barriers is requiring creative solutions and innovations as well as 
greater remuneration. As American society becomes increasingly multicultural and more involved in 
international commerce, U.S. hospitals, doctors, nurses, technicians, and administrators, among others, 
need to gain the capability to respond to the reality of a non-English speaking clientele arriving in 
growing numbers at their facilities. In the authors’ view, every metropolitan area, and even some rural 
areas, in America must immediately become prepared to cope with the necessity of providing care in at 
least 100 different languages. Anything less than that could constitute failure to comply with federal and 
state laws as well as accreditation standards. It is hoped that the authors’ research will direct attention to 
the issue and provide an analysis useful for understanding the various approaches and strategies for 
meeting the challenge of effective multilingual communication in healthcare settings in the U.S.   
     Question: What are the different strategies and methods that healthcare providers are utilizing or might 
utilize in order to provide clients/patients with correctly translated information in timely fashion at a cost 
that is reasonably affordable to the provider and possibly the clients/patients? To answer this question, we 
must take a historical look at the challenge and response of medical language problems. 
Traditional Responses to Typical Problem Scenarios 
     For many years since the tapering off of the massive immigration of the early twentieth century, most 
American healthcare providers have usually assumed an almost universally English-speaking clientele. Of 
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course, the assumption was never fully correct, and providers therefore did have to begin a process of 
responding to situations involving foreign or non-English speaking patients. Now, with society once again 
becoming more multicultural and less Anglophone, even traditional responses need to be re-examined. 
     There are a number of different scenarios that exemplify traditional responses, often inadequate, that 
providers improvised or set into service to try meet the problem. The best case scenario was the one in 
which the patient from another country had learned so much English before arrival here that the provider 
had little if anything to do to facilitate communication. However, the widespread American belief that 
people in other countries are commonly fluent in English tends, unfortunately, to be false. Likewise, the 
assumption that the caregivers can always adequately assess and diagnose through purely non-verbal 
means is also a myth.  
     In many cases, standard procedure involved using family members or friends of the patient to translate. 
This worked so poorly that such procedure is now strongly discouraged in both the U.S. and England. 
“Ad hoc interpreters can compromise many aspects of patient care” (Ku & Flores, 2005 referencing 
Flores et al., 2003, para. 9). West Suffolk Hospital’s Interpreters Policy states “using non-professional 
interpreters such as friends, relatives or children can lead to misinterpretations, omissions, and additions, 
even dangers to the person in need of treatment” (National Health Service, 2013, para. 2).  A 
Commonwealth Funded study states that it found, “on average, 31 mistakes in each encounter of medical 
interpreting in 13 sessions reviewed. Mistakes were most likely to occur when an ad hoc interpreter was 
used, such as a family member or hospital employee with limited medical background” (Kritz, 2010, n.p).  
     A better scenario involves having a nurse or other hospital staff member on hand who is a native 
speaker or at least a competent speaker of the language of the patient. Many medical facilities have some 
Spanish-speaking employees, for example, who can be called upon for that purpose. However, no facility 
is ever going to have employees who are adept in all of the world’s languages that might be required. In 
the authors’ home region of Southeast Texas, Jefferson County has at least 30 major languages spoken in 
households, and dozens more spoken by persons, particularly in energy-related businesses, visiting the 
area on a continuous basis. Gujarathi is the language spoken in 260 households in the county (Centers for 
Disease Control and Prevention, 2007, March 12, last update); yet, it is obvious that not many health 
providers have ever heard of that language much less been prepared to care for that population. (Refer to 
Table.) Lamar University, in Beaumont, TX, graduated students from 28 countries in May 2013, 
reflecting the multilingual presence in higher education. In Dallas County, 42% of households use a 
language other than English, but it is not all Spanish, as many might think. Urdu, for example, is spoken 
by more than 5000 Dallas County residents and Chinese by over 8,700. Latest figures show that 230 
languages are spoken in North Texas (Landers, 2013, April 29). Diane C. Moyer, a nurse dealing with 
translation issues in the Columbus, Ohio area reports, “Although Ohio is not usually thought of as an 
extremely diverse state, our area had need for over 100 languages this past year” (D.C. Moyer, personal 
communication, 2013, February 27). Moyer and other patient education specialists in Columbus have 
established an online data base of written medical vocabulary, health information, and questions and 
answers in many languages ranging from Bosnian to Vietnamese. It has resulted in the website 
www.HealthInfoTranslations.org offering free patient-education materials. The site gets 2200 hits per 
week (D.C. Moyer, personal communication, 2013, February 27). Moyer and her associates relate that 
“As the project moved along, we faced unanticipated challenges” (Moyer, Guthrie, & Wingert, 2012, 
n.p). Among these were the linguistic and medical complexity of the topics, the tendency of translators to 
use formal rather than conversational language, the variability of the meanings of foreign words, the 
necessity for specialized language fonts, the cultural inappropriateness of certain illustrations, and so 
forth. And, these problems were just to get written pages created, without even addressing the need for 
oral interpretation.   
     Traditionally, independent contractor interpreters have been brought in to do the oral translating when 
lengthy conversations are required. Such interpreters typically make $12 to $20 per hour or up to $31.50 
when unionized (Castillo, 2013). Reliability can be dubious, as illustrated by the following true-life 
anecdote. Dr. Thomas Lynch, an oncologist, tells of having to inform a patient from the Middle East that 
his cancer was so advanced that he would need to return home “and focus on comfort and end-of-life 
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care. Because of language barriers, I had an Arabic interpreter, although not one of our staff interpreters” 
(Schapira et al., 2008, n.p). The interpreter seemed to be translating dutifully, but Lynch became 
suspicious when he saw that the patient and his family were having little emotional reaction to such bad 
news. Upon further inquiry, Lynch discovered that the interpreter had intentionally mistranslated the 
message, telling the patient he was going to get antibiotics that would make everything fine. It turned out 
that “because the interpreter was of a lower social class than the patient, it was inconceivable for him to 
deliver the kind of news I had just discussed in the patient’s room.”  So, that constitutes a case where a 
cultural difference that no one had even thought about caused the interpreter to become unreliable to the 
point of sabotaging the translation. 
More Modern Responses to the Problem 
     In recent years, a number of newer strategies have arisen to tackle the challenge of translation 
problems. Most of these involve electronic technologies or seeking outside professional help.  
     Machine translation and computer-assisted translation have become popular for such materials as 
medical instructions and medication bottle labels. Although software programs such as Babelfish and 
WordLingo have gained considerable popularity with pharmacies despite studies showing that 
“translation software is inadequate for translating medication instructions for patients” (Sharif and Tse, 
2010, para. 20).  Sharif and Tse’s survey studied pharmacies in a heavily Spanish-speaking neighborhood 
in the Bronx in New York. Although 73% of pharmacies did provide medicine labels in Spanish, 86% of 
them used computer programs to do so. About 50% of the labels were found to contain errors. Besides the 
usual jumbled syntax, there were some very serious errors, such as “eleven times a day” as the translation 
for a phrase indicating “once a day”. (“Once” is the Spanish word for “eleven,” resulting in a linguistic 
confusion for the computer that could be potentially fatal to the patient.) On 42% of the translated labels, 
the translation was incomplete, resulting in a mixture of English and Spanish words in the sentences. The 
computer programs failed to translate terms such as “apply topically”, “take with food”, “droppersful”, 
“with juice”, “apply to affected areas”, and “for seven days”.  
     A similar study in Milwaukee found almost half of pharmacies to be dissatisfied with their capacity to 
communicate with their patients with LEP (Bradshaw, Tomany-Korman, & Flores, 2007). Patients are 
likewise understandably dissatisfied with instructions having wording like “Take 1.2 al dia give 
dropperfuls with juice eleven to day.” As of this writing (September, 2013), the Bing Translator, a 
Microsoft Windows product, is still translating the Spanish word “intoxicado” to mean “intoxicated” even 
though the correct meaning is “nauseated”. The same mistranslation (by a human) resulted in a massive 
lawsuit. A nauseated patient who said he was “intoxicado” received treatment for overdose when he 
actually had a ruptured brain aneurysm unrelated to alcohol or drugs. That mistake resulted in the patient 
becoming a quadriplegic. The court’s judgment in the subsequent malpractice suit was for $71 million 
(Harsham, 1984). Most pharmacies and other health providers are presumably unaware that the 
mistranslation of a single word can cost $71 million dollars and a great deal of human suffering for 
everyone involved.  
     For oral translation, machines such as hand-held voice translators exist but perform poorly. One-way 
translators, such as the Phraselator used in the Iraq War, are actually electronic repositories of 
prefabricated phrases. That is to say, they contain voice recordings in various languages of certain English 
language commands, questions, and so forth that have been programmed into the machine in advance. 
They cannot translate original questions, nor can they understand the patient’s reply (CNN, 2002). And 
there is no prospect for any machine translation product to become adequate for medical use soon. 
     The failure of machine translation means that it is necessary for healthcare providers to access human 
translators and interpreters with professional quality skills. These persons will almost always be located 
outside of the medical facility itself.  
     The first step for any provider is determining what language the patient speaks so that an appropriate 
interpreter can be requested. This step is often accomplished through the use of what is known as an “I 
Speak” card or poster (State of California, 2012). A typical one would have the words “I Speak” or 
“Show me what language you speak” written in Arabic, Armenian, Cantonese, French, German, Hindi, 
Hmong, Italian, Japanese, Khmer (Cambodian), Korean, Laotian, Mandarin, Polish, Portuguese, Russian, 
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Spanish, Tagalog, Thai, and Vietnamese (Language Line, 2000). The patient, if physically able, points to 
his or her language. The provider then contacts, usually by telephone, a professional interpreter known to 
speak the language and hopefully have also an understanding of the medical vocabulary needed for the 
communication. Stanford Hospital and Clinics boasts of “a pool of interpreters in virtually any language 
any time via telephone or on-call” (Soronellas-Brown, 2013, n.p).  
     There are many companies of varying quality that do medical translating and interpreting via 
telephone, perhaps the best known being Language Line Services Company, which currently offers 150 
languages. It is common for hospitals to pay a subscription or membership fee of about $50 per month to 
a company, and then also pay by the minute or hour for the actual translating by phone. The Office of 
Management and Budget estimated in 2002 that telephone interpretation typically cost $132 per hour (Ku 
& Flores, 2005), and it has gone up somewhat since. Some hospitals use internet video conferencing, such 
as through the company Medviks which provides 143 languages. Most of these companies have a large 
pool of interpreters on call 24/7. Although such services are considered the best option available at 
present, they are not perfect. Sometimes the technology works too slowly or breaks down altogether. 
Patients are sometimes leery about trying to communicate in that fashion with strangers, or may have 
cultural impediments to discussing intimate matters aloud. The interpreter may have difficulties also, 
especially if the conversation involves medical technicalities about an illness with which the interpreter is 
not familiar. Getting clarification from doctors is often difficult enough for patients when it is in their own 
language let alone in a foreign one.  
      Few patients so far have insurance policies specifically covering translation services. Today, the only 
clients automatically covered for translation costs are the Medicaid patients in 12 states and the District of 
Columbia (Chen, Youdelman, & Brooks, 2007). In languages-laden California, which is so far the only 
state requiring private insurers to pay for interpretation for their customers (Ludden, 2009), there is still a 
struggle in the legislature to get medical interpretation available statewide to Medi-Cal patients (Kumeh, 
2013). This issue persists despite language problems of crisis proportions. At a time when autism is 
affecting one in every 88 children, and diagnosis can be very difficult, only one out of every 10 California 
pediatricians offers screening for autism in Spanish (Seaman, 2013). Doctors and hospitals are obviously 
reluctant to provide services that no one is likely to end up paying for. And everywhere in the nation, 
whenever medical translation absolutely has to be offered, the costs are indeed being absorbed by the 
healthcare providers, who are in no position financially to shoulder such a burden. The annual 
expenditure by a major medical center in an area with great ethnic diversity and visitors from many 
countries can turn out to be astronomical. Inova Hospital, located near Washington, D.C., “spends more 
than $1 million a year on medical interpretation and is something of a model” (Ludden, 2009, para. 4).  
Legal Imperatives 
     In addition to making a commitment to providing multilingual care and budgeting the funds to support 
it, healthcare providers must carry out this mission in accordance with various laws and regulations. 
Directives and stipulations issue from all of the following: the 1964 Civil Rights Act, Centers for 
Medicare and Medicaid Services (CMS), the U.S. Department of Health and Human Services (DHHS), 
President Bill Clinton’s 2000 Executive Order #1366, President Barrack Obama’s Affordable Care Act, 
The Joint Commission (accreditation organization for healthcare providers), and state laws that vary in all 
50 states.  
     The Civil Rights Act comes into play because its Title VI states in essence that no one, on account of 
national origin, may be denied equal benefits from any program or entity receiving federal financing 
(CMS, 2011). The Supreme Court has ruled that to mean that persons who speak a language other than 
English are entitled to healthcare of the same quality as anyone else (Supreme Court Ruling, 1974). And 
the only way that that can occur is if providers communicate in a language that the patient can understand. 
     The Centers for Medicare and Medicaid, an agency which reimburses all healthcare organizations 
accepting federal dollars, including Medicare or Medicaid patients, stipulates that the healthcare 
organizations must be in compliance with its regulations, including Interpretive Guideline §482(a)(1). 
This federal regulation states, “The patient’s rights should be provided and explained in a language or 
manner that the patient (or patient’s representative) can understand”, which makes explicit the basic 
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principle found in Title VI of the Civil Rights Act of 1964 as monitored by the Department of Health and 
Human Services (DHHS) (CMS, 2011, para. 3). DHHS enforces the regulation through unannounced 
surveys of hospitals, clinics, home health, hospice, and so forth. Only a few states so far provide Medicaid 
reimbursements for interpreters, and with some major states such as Texas declining to do so (Landers, 
2013, April 29), costs for interpreting fall upon the providers, who therefore have stronger incentive to 
refuse to accept Medicaid patients.  
     The National Standards for Culturally & Linguistically Appropriate Services (CLAS) in Health Care 
by DHHS state that “health care organizations must make available easily understood patient-related 
materials in the languages of commonly encountered groups” (Moyer, 2012, p. 50).  
     President Clinton further clarified federal policy by ordering all federal agencies that receive federal 
funding to provide services in a manner that people with limited English proficiency can understand 
(Clinton, 2000; Necn.com, 2011).  
     Regulations by The Joint Commission in Standard: PC.02.01.21 state, “The hospital identifies the 
patient’s oral and written communication needs, including the patient’s preferred language for discussing 
health care” (The Joint Commission, 2011). The innovation in this regulation is that it insists on a 
language of the patient’s preference to be used rather than just a language that he or she might understand. 
A high percentage of hospitals accept this guideline in order to comply.  
     President Obama drew upon The Joint Commission Standard in drafting his Affordable Care Act 
(March 23, 2010). It imposes the same standard upon insurance companies, mandating that they provide 
health insurance information in the non-English speaking consumers’ preferred language. “The new 
healthcare law also mandates that communication be clear and easily understood” (Simmons, 2009, para. 
3). Moreover, “Nationwide, more than 30% of the people set to gain Medicaid coverage under The 
Affordable Care Act are expected to need interpretation services, according to PricewaterhouseCoopers 
and HealthyCal.org” (Burks, 2013, para. 11). California may soon be seeking federal health reform 
dollars available for culturally competent care (Kumeh, 2013).  
     Every state has passed legislation pertaining to the issue of language access in healthcare settings, with 
17 having language addressing insurance or managed care organizations. California’s legislation is the 
most comprehensive, having first mandated that all vital documents be translated by January 1, 2009 and 
that every health plan have a language assistance program implemented (Current legal requirements, 
2013). Numerous states get quite specific in their regulations about interpreters. For example, 
Massachusetts law requires “that acute care hospitals must provide adult competent medical interpreters, 
face to face or over the phone, at no cost to all non-English speaking and limited English proficient 
patients seeking care or treatment in emergency departments or acute psychiatry units” (Massachusetts 
General Hospital, 2002, para. 2).  
Impediments to Success and Measures for Improvement 
     Despite all the efforts to promote effective linguistic communication in healthcare settings, there are 
numerous barriers to success in that endeavor. Measures still must be taken to correct old impediments 
and alleviate or prevent new ones.  
     The first major impediment is that interpreters – high quality ones, at any rate – are hard to find. 
Interpreting is a very difficult skill requiring years to fully master. There are few reputable educational 
programs to train medical interpreters and little financial support for persons seeking to obtain such 
preparation (Innerbody, 2012). Even well-respected educational programs, such as CUNY/Hunter 
College’s translation certificate program, are almost always offered through Continuing Education using 
non-credit courses rather than being a part of the regular academic offerings (Hunter College, 2013). So 
far there are 24 million Americans who do not speak English well enough to communicate with the 
healthcare provider, and the immigrant population is rising such that job growth for interpreters is 
expected to increase by 42% between 2010 and 2020, according to the U.S. Department of Labor 
(Innerbody, 2012). Thus, it is important that universities and colleges establish accredited academic 
programs in this field in order to provide a fully-trained workforce adequate in quality and numbers for 
the growing need.     
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     Certification of interpreters is another major issue. There are a variety of organizations and companies 
that offer certificates, but no oversight or standardization. Some of the certificates are within states 
whereas others, such as the National Board of Certification for Medical Interpreters imply nationwide 
status. There is no authority regulating certification, and all certification is voluntary (Innerbody, 2012). A 
good example of the difficulties surrounding certification is the present situation in the state of Oregon. 
Under Oregon Law, three tiers of qualifications are recognized: “registered (the basic level), qualified 
(tested in the language) and certified (tested in medical terminology)” (Castillo, 2013, para. 3). But out of 
3500 interpreters working in Oregon, only 16 are approved as qualified and 25 approved as certified, 
according to the Oregon Health Care Interpreters Certification Program coordinator, Dr. David Cardona 
(Castillo, 2013.) Why would fewer than 1% of interpreters have any level of state certificate? The major 
factor is that the state examination, aside from being voluntary and rigorous, is also very expensive. 
Almost no one wants to pay the more than $1500 cost to become certified and qualified. Plus, the state 
offers certification tests (highest level) for only 6 languages so far, as opposed to the 100 languages 
available for the qualification exam (middle level). Once the tests have been passed, the interpreters can 
look forward to making only $12-20/hour as a self-employed contractor, which a fourth of them are. The 
annual median salary for interpreters employed in general and in medical and surgical hospitals is nearly 
$42,000, according to Bureau of Labor Statistics Occupational Outlook Handbook (Bureau of Labor 
Statistics, 2010). Health providers, of course, want to pay the lowest amounts possible for translations. 
That helps explain why they have preferred to use non-certified translators, who tend to charge only 1/7 
as much as a certified translation service. However, health providers may find out the hard way that these 
savings are deceptive. A recent survey has found that the uncertified translators tend to make far more 
errors than the certified ones do, and that the cost of correcting these errors ends up making the 
uncertifieds almost as expensive as the certifieds, while wasting everyone’s time with the correction 
process (Henrickson et al., 2013). Unless uniformity, authoritativeness, and affordability come to the 
process of certification for interpreters across the country, there will continue to be a lack of dependability 
in the profession, and interpreters will have little way of proving that they are deserving of higher 
remuneration. Certification for medical interpreters needs to be taken at least as seriously as the granting 
of drivers licenses, and have similar strictness of standards.  
     Another major barrier is the lack of uniformity in laws and regulations pertaining to medical 
interpreters and translation requirements across the country. “The result has been a somewhat haphazard 
patchwork of legal obligations which vary from state to state, from language to language, from condition 
to condition, and from institution to institution” (Chen, A., Youdelman, M., & Brooks, J., 2007, para. 16). 
Companies and healthcare organizations operating in more than one state are in a quandary having to 
meet different requirements everywhere. Similarly, the consumer is at a great disadvantage in trying to 
understand his legal right to clear communication when it may vary greatly from one place to another, 
even between Kansas City, Missouri and Kansas City, Kansas. There are myriad haphazard laws specific 
to particular diseases and not to others.  “For example, New Jersey requires its Department of Health to 
disseminate informational brochures on breast cancer in both English and Spanish, but not for other 
medical conditions, e.g., lung cancer, or in other languages” (Chen, A., Youdelman, M., & Brooks, J., 
2007, para. 17). There is no good reason why the right to translated material should only apply to a 
particular disease or language. Improved consistency in legal rights needs to be instituted and enforced on 
both the federal and state levels.  
Conclusion 
        Our analysis has, we hope, demonstrated the seriousness, the complexity, and the urgency of the 
challenges posed by the language issue in the medical setting. The authors have laid out the impediments 
– human, technological, and financial – as well as the strategies – traditional, modern, and future – 
entailed in the effort to attain proper communication through competent translation and interpretation. 
The present state of language utilization and regulation in the health field has numerous implications for 
society in the coming years.  
     First among these implications is that the medical health industry needs to stop thinking of 
multilingual communication as an expensive nuisance to get around, and instead recognize that improved 
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language assistance is a valuable tool for saving lives, improving overall quality of care, and keeping the 
providers from making dangerous medical errors that are highly costly in the form of malpractice suits 
and loss of reputation in the community. Secondly, the problem of interpreting being an unfunded 
mandate must be addressed by both the industry and the government. Another important implication is 
that there has to be a major effort within the educational system to instruct many more students in modern 
languages, especially nursing and pre-med students. Lastly, the public has to do its part in gaining 
awareness of the issue and participating in its resolution. Those who need the translation services must 
become aware of their rights in order to participate in their own care. The rest of the public needs to 
realize the advantages of helping all members of the society to attain their best level of health, which is 
something that depends directly on ability to convey and understand medical information.  
     Future research on this subject may focus upon determining the degree to which health providers are 
complying with laws and regulations, assessing healthcare employees’ and patients’ satisfaction with 
current technology and methodology for translating and interpreting medical communication, evaluating 
the public’s understanding of its rights, and identifying plans by healthcare administrators for dealing 
with communication issues in the coming years.  
     The problem of linguistic competency will never completely disappear. As more and more persons 
speaking limited or no English come from every part of the globe to the U.S. to live, work, study, or visit, 
there will be increasing need for creative response to the problem of meeting their health communication 
requirements. Accordingly, ongoing study and reassessment will also be needed to keep up with the ever-
changing nature of the challenge. 
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Table 
 
Languages Spoken in Southeast Texas Homes (Jefferson County) 
Languages Spoken by # 
residents  

Language 
Spoken by # 
residents 

Language Spoken by # 
residents 

Language Spoken by # 
residents 

204,095 English only 260 Gujarathi 90 Telugu 45 Russian 
19,725 Spanish  185 Urdu  90 Persian 40 Korean 
3,785 French (including Creole 
320, Cajun 230)  

175 Arabic 80 Italian 40 Thai 

3,690 Vietnamese 135 Kru, Ibo, 
Yoruba 

70 Pakistan, n.e.c. 40 Hebrew 

695 Tagalog 135 Greek 60 Japanese 35 Czech 
560 German 115 Hindi 55 Polish 35 Swedish 
330 Chinese 115 Tamil 50 Laotian 15 Caucasoid 
Centers for Disease Control and Prevention (CDC). (2007, March 12 update).  
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Abstract 
     The current study investigated the relationship between blame attribution in regard to rape scenarios 
and sociosexuality. In addition, the relationship between blame attribution and an individual’s 
susceptibility to crediting rape myths was examined.  The participant pool was comprised of 484 
university students who completed an anonymous survey containing four demographic questions, the 
SOI-R (Penke & Asendorpf, 2008), a 12-question rape myth questionnaire, and 10 follow-up questions 
after reading each of three rape scenarios and three crime scenarios.  Although there was not a significant 
relationship between blame attribution and sociosexuality, there was a significant relationship that exists 
between blame attribution and rape myth susceptibility.   
An Examination of Sociosexuality, Susceptibility to Rape Myths, and Blame Attribution Regarding 
Rape Case Scenarios 
     In 2009 there were more than 81,000 reported cases of rape (Census, 2009).  Many incidents go 
unreported because victims feel that the additional exposure to the judicial system is not worth the added 
humiliation (Grubb & Turner, 2012).  Numerous others do not want to involve their family or friends 
(Grubb & Turner, 2012).  As a greater number of individuals marry later, date longer, and date more 
people, it is imperative to understand what narrates the perception of blame towards the rape victim. This 
is especially important with college students.  Past research indicates that a college student’s propensity to 
participate in heavy drinking as well as date multiple people results in a higher amount of risk-taking 
behaviors (Earnshaw, Pitpitian, & Chaudoir, 2010).  Higher risk-taking behaviors in college students 
result in adverse consequences that impact their wellbeing far into the future.  According to the National 
Statistics about Sexual Violence on College Campuses, one in five college women are victims of rape at 
some point during their college years (Young, 2011).  Therefore, it is essential to provide educational 
services to students so they may understand the ramifications of engaging in high-risk behaviors. 
     Within actual rape cases and other sexual assault interactions, it is critical to identify the variables that 
contribute to the degree of responsibility designated to the victims.  Past researchers examined the victim 
characteristics associated with high or low blame attribution to the observer of sexual assault scenarios 
(Acock & Ireland, 1983).  For example, it is common for observers to rationalize attribution when they 
perceive the victim as violating traditional gender roles (Acock & Irlenad, 1983).  Rather than focusing on 
these characteristics of the victim, this study focuses on examining whether or not one’s sexual 
restrictiveness functions as a predictor for blaming the victim.  Throughout the literature of blame 
attribution regarding rape, there is a lack of information pertaining to the relationship between the 
observer’s sexual attitudes and the influence it has on their level of blame attribution.  Hammond, Berry, 
and Rodriguez (2011) examined sexual attitudes with the Sexual Attitudes Scale (SAS), which ranks 
attitudes from liberal to conservative.   
     The present study contributes to this developing information by defining sexual attitudes through the 
utilization of a sociosexuality measurement.  Sociosexuality refers to the difference in individuals’ 
willingness to have sexual relations outside of a committed relationship (Penke & Asendorpf, 2008).  We 
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assessed sociosexuality with Penke and Asendorpf’s revised Sociosexual Orientation Inventory (SOI-R).  
In order to evaluate blame attribution, we presented participants with statements after each scenario 
designed to assess the degree of responsibility placed on the victim by calculating their responses as 
measured on a 5-point Likert-type scale.  Examples of the statements were “There is nothing Jane/John 
could have done to prevent this outcome” and “Jane/John’s behaviors and actions influenced the 
outcome.”   
     Rape myth susceptibility is described as one’s alacrity to believe a myth pertaining to rape.  A rape 
myth is a false statement that offers justification of rape to the unlawful individuals, and is often 
developed through mass media.  This development may desensitize the devastation of sexual assault on 
victims (Idisis, Ben-David, & Ben Nachum, 2007).  We believe it is important to understand the 
relationships between one’s proclivity to believe these myths, and their propensity to blame victims in 
cases of rape.  To examine this relationship we used a modified version of the Illinois Rape Myth 
Acceptance Scale (IRMA; Payne, Lonsway, & Fitzgerald, 1999).  
     This research allows educators to obtain multiple perspectives on the relationships that are found in 
everyday life situations.  For example, the information gathered could provide additional aspects that may 
need to be considered when addressing the issues concerning rape victims and the rape perpetrators.  It 
also allows us to gather insight about the widespread misconstruction regarding rape perception and myth 
susceptibility.  Several of these issues can be addressed by more frequent, effective, and updated 
education about rape.  As we stated earlier, providing education for students to understand the 
ramifications of engaging in high-risk behaviors is imperative.  We believe that this includes the necessity 
to educate about rape specifically in collegiate populations.  In order to communicate the importance of 
this concept, we utilized potential college themed situations and traditional college age groups throughout 
the scenarios that participants read.  This way the findings can somewhat represent attitudes of this 
variety.  The large misunderstanding of rape and sexual victimization needs to be addressed.  In providing 
further educational opportunities, community members can correctly assess sexual crimes and reduce rape 
myth susceptibility throughout society.  Additionally, continued education allows legal representatives to 
increase their capacity to achieve justice without the detrimental effects of persecution felt by many rape 
victims (Hammond et al., 2011). 
     In the current study, the purpose is to examine whether or not there are meaningful relationships 
between sociosexuality and blame attribution, as well as rape myth susceptibility and blame attribution.  
In order to address this purpose, we formulated two hypotheses:  

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

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

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

     More specifically, we hypothesized that those participants who are more susceptible to rape myths are 
more likely to place a higher level of blame on the rape victims than those who are less susceptible to rape 
myths. 
Method 
Participants  
     Of the 631 students who completed the study, 484 of the students answered sufficiently for 
participation.  Those who were eliminated from participation did not finish the survey, left items blank, or 
had a single response throughout the assessment.  All participants were 18 years of age or older.  There 
were 122 men and 362 women.  The age of the students ranged from 18 to 65 (M = 20.87, SD = 6.19).  
The majority of the participants identified themselves as having a straight sexual orientation (445 
participants), 23 participants identified with being bisexual woman, 3 participants identified with being a 
bisexual man, 7 participants identified with being a gay man, and 6 participants identified with being a 
lesbian.  Two participants chose not to describe their sexual orientation.  All participants were enrolled at 
Kennesaw State University for the Fall 2012 semester and were required to fulfill a research participation 
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requirement for their 1101 Introductory Psychology course.  The research requirement was made 
available to students through Sona, which is an online system that allows professors and their student 
researchers to post IRB approved studies. 
Materials and Procedure  
     Students completed an anonymous, online survey containing four demographic questions, the SOI-R 
(Penke & Asendorpf, 2008), a 12-question rape myths questionnaire, three rape scenarios, and three crime 
scenarios.  Participants answered 10 follow-up questions after reading each scenario.  All participant 
responses were collected and analyzed by utilizing a Likert-type scale for each variable of interest.  The 
responses for both rape myth susceptibility and blame attribution are observed from 1 (strongly disagree) 
to 5 (strongly agree) with 3 as a neutral point. 
     Sociosexuality was assessed using the revised Sociosexual Orientation Inventory (SOI-R) developed 
by Penke and Asendorpf (2008).  The scores from all nine items are aggregated to obtain a final value 
ranging from 9 (restricted sociosexuality) to 81 (unrestricted sociosexuality).  This total score can be 
described as the comprehensive sociosexual orientation score (Penke & Asendorpf, 2008).  Those with 
restricted sociosexuality tend to have sexual interactions in close, committed relationships.  Conversely, 
those who possess an unrestricted sociosexuality often have a tendency to engage in sexual interactions 
with low commitment and change partners with increased frequency (Penke & Asendorpf, 2008; Simpson 
& Gangestad, 1991). 
     In order to measure rape myth susceptibility, we developed a scale called the Believe it or Not Index 
(BNI) based on the Illinois Rape Myth Acceptance Scale (IRMA) created by Payne, Lonsway, and 
Fitzgerald (1999).  The BNI was developed by using an equal number of questions from each subgroup 
category in the IRMA and two additional questions for time and place relevance.  The total susceptibility 
score is calculated by using an aggregation of scores from the 12-question BNI.  Participants responded 
on a 5-point Likert Scale system.  These scores of myth susceptibility range from 5 (low susceptibility) to 
60 (high susceptibility).  
     To obtain a score for the average amount of blame placed on a rape victim, each participant was 
instructed to read six scenarios.  Three of these scenarios did not relate to the immediate interest of the 
study.  These three scenarios were basic crime scenarios, such as a stolen backpack in the cafeteria, and 
were used as filler material so participants were not exposed to only rape scenarios.  The other three 
scenarios were about sexual assault interactions.   After each scenario, the participants answered 10 
follow-up questions.  Five out of the ten questions were intended to gauge the participants’ level of blame 
attribution (e.g., “Jane could have prevented the outcome”).  Responses were aggregated from the five 
questions; therefore, the scale of blame attribution includes values from 5 (low attribution) to 75 (high 
attribution). 
     Upon completing the study, students were presented with a debriefing page.  This page outlined the 
importance of being informed about rape and brief information for students to read and utilize when 
discerning their perception of rape in the future.  We also provided the participants with several resources 
including hotline numbers, empirical research studies for evidential education, the true statements and 
facts behind the incorrect myths in the BNI, and additional websites regarding sexual assault. 
     The research design incorporated a Pearson’s Product-Moment Correlation Coefficient to determine 
the strength and magnitude of the relationship between variables.  Additionally, we conducted an 
independent-samples t test to examine gender differences. 
Results 
     Upon investigation of the blame attribution and sociosexuality variables in the first hypothesis, we did 
not find significant support.  One’s level of sociosexuality does not relate to the amount of blame they 
place upon victims of rape, r(484) = -.042, p = .354.  More specifically, individuals with restricted 
sociosexual attitudes do not attribute blame to victims any differently than individuals who possess 
unrestricted sociosexual attitudes.   
     Upon completing the data analysis for the blame attribution and rape myth susceptibility variables, we 
found support for the second hypothesis.  The Pearson’s Product Moment Correlation Coefficient 
indicated a positive relationship between the two variables r(484) = .273, p < .001.  High levels of blame 
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attribution are associated with high levels of rape myth susceptibility.  Conversely, low levels of blame 
attribution are associated with low levels of rape myth susceptibility.  In other words, the participants who 
felt the fictional victim had more control over the rape situation were more prone to believe false rape 
statements. 
     An independent-samples t test was conducted to compare the SOI-R and myth differences for men and 
women.  There was a significant difference in SOI scores for men (M = 37.80, SD = 16.24) and women 
(M = 25.31, SD 12.56), t(172.8) = 7.75, p < .001, two-tailed.  For example, men are significantly more 
likely to possess a more unrestricted sociosexuality than women.  This is congruent with the past research 
of sociosexual exploration (Penke & Asendorpf, 2008; Simpson & Gangestad, 1991; Yost & Zurbriggen, 
2006).  There was also a significant difference in the myth susceptibility scores for men (M = 22.14, SD = 
7.65) and women (M = 19.38, SD = 5.86), t(171.6) = 3.64, p = .001, two-tailed.  Women are significantly 
less likely to succumb to rape myths or believe false rape statements than men. 
Discussion 
     Contrary to the first prediction, one’s level of sociosexuality does not relate to the amount of blame 
placed upon victims of rape.  Individuals with restricted sociosexual attitudes did not attribute any more 
blame to victims than individuals with unrestricted sociosexual attitudes.  Although our first hypothesis 
was not supported, our second hypothesis was supported.  We established that individuals with higher 
rape myth susceptibility were more likely to display higher levels of blame attribution towards the victim 
than those with low rape myth susceptibility.  These outcomes support past findings from Hammond, 
Berry and Rodriguez (2011) and Grubb and Turner (2012).  Both studies also demonstrate the significant 
effect that rape myth acceptance has on an individual’s level of blame attribution. 
     We did not encounter threats to our internal validity, but it is possible that our convenience sample 
may limit our external validity by providing a weaker generalization to the broad population.  With a 
more representative sample, it is possible that there could have been stronger results to support our first 
hypothesis.  An additional limitation is the distribution of sociosexuality scores.  Due to the nature of our 
young adult population with a female majority, our sexuality responses were heavily skewed as restricted.        
     In congruence with the argument made by Hammond et al. (2011), future studies should focus on 
educating citizens about rape and the subsequent consequences.  This would translate to a more efficient 
process of selecting jurors who possess a better understanding of this offense, and perhaps permeate into 
society for a greater understanding about sexual victimization.  Unsolved questions for future 
investigation may also include gender role conformity with rape myth acceptance or individual’s previous 
sexual abuse history and perceived similarity to victims of rape.  In addition, investigating aggressive 
acts, perception of aggressive interactions, and aggressive pornography are possible topics for future 
study. 
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     This paper is primarily focused on the impact of the newly adopted Common Core Standards for K-12 
public education on the academic achievement of English Language Learners.  “Estimates from the U.S. 
Department of Education show that 37 percent of fourth graders and 21 percent of eighth graders are 
English Language Learners. According to the 2010 U.S. Census, Hispanics are the fastest-growing 
population in the country.” (Migdol, 2011, p.1)  The Common Core is a close cousin to No Child Left 
Behind. It is an extension of the federal government’s influence in the educational arena, a place 
traditionally governed by states which had been relatively free to determine their own particular 
curriculum and standards.  National studies undertaken by the Department of Education (a new federal 
bureaucracy created under President Carter) detailed a “nation at risk,” and thus, began a national-level 
dialogue which today has culminated in two prominent groups composed of state officials declaring a 
pressing need to administer uniform standards designed to address the problems of inequality in student 
achievement and perceived inefficiencies in the allocation of funds for public education.  This effort is 
national in scope and has managed to appear as a non-partisan, state-sponsored effort being coordinated 
through the auspices of the National Governors Association and the Council of Chief State School 
Officers (who administer programs at the state level, but do not actually give direct instruction to 
children).   
     Coincidentally, the 45 states and District of Columbia, which have opted to adopt the Common Core 
are receiving more than $400 million in federal grants expressly given for the purpose of developing 
common assessments across state lines.  The Common Core is a strong inducement, but not a requirement 
of the federal government that supports this latest federal effort to directly influence curriculum and 
assessment.  The coordinated effort’s full name is the Common Core State Standards Initiative.  It has 
been packaged as coming from the states themselves, and based on input from of the states’ education 
departments, subject matter experts, teacher’s groups and others who wished to reform education.  Yet it 
is, essentially, a national movement. It is a comprehensive alignment of standards and curriculum like 
nothing else before it.  There is both skepticism and hope that this is the magic elixir that will cure what 
ails public education in America.  Though it has not been tested, it is being packaged like a miracle drug, 
formulated in less than three years with the following, rather ambitious mission statement: 
     The Common Core State Standards provide a consistent, clear understanding of what students are 
expected to learn, so teachers and parents know what they need to do to help them. The standards are 
designed to be robust and relevant to the real world, reflecting the knowledge and skills that our young 
people need for success in college and careers. With American students fully prepared for the future, our 
communities will be best positioned to compete successfully in the global economy.  Common standards 
will help ensure that students are receiving a high quality education consistently, from school to school 
and state to state. Common standards will provide a greater opportunity to share experiences and best 
practices within and across states that will improve our ability to best serve the needs of students.  
(Common Core State Standards, p.1) 
     Specifically, the Common Core claims to cure the ills that have long plagued America’s education: 
inequality and inefficiency.  While it masquerades as a state initiated effort, many educators see it as a 
continuation of a troubling national trend—the federalization of education.  The national standards 
movement in the U.S. has coincided with a significant decline in creativity over the last few decades. Of 
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course, another side (or intended) effect is the increased wealth of publishing companies, tutoring 
services, and for-profit education ventures.  The Common Core, however dressed, shares the fundamental 
spirit of NCLB: standardization of curriculum enforced with high-stakes testing. In fact, the Common 
Core comes with more force on a larger scale, and these accompanying effects will be even more 
significant (Strauss, 2013). 
      As it stands now, America has passed the point of no return. The Common Core will reach classrooms 
in 45 states, abandoning the paper and pencil test with full implementation, and consequent computer-
based nation-wide assessments. Our children’s educational experience will be altered by the Common 
Core.  The Common Core is unstoppable now.  So, the big question this paper addresses is:  how can the 
needs of English Learners (ELs) and the Limited English Proficient (LEP) students best be met within the 
requirements of the new curriculum being prescribed?  Can the Common Core be fashioned into a trigger 
for positive change, as its advocates suggest?  To better address the question of how the ELs might 
benefit, consider the following passage taken from the language arts standard in Common Core:  
“Students who meet the Standards readily undertake the close, attentive reading that is at the heart of 
understanding and enjoying complex works of literature. They habitually perform the critical reading 
necessary to pick carefully through the staggering amount of information available today in print and 
digitally. They actively seek the wide, deep, and thoughtful engagement with high-quality literary and 
informational texts that builds knowledge, enlarges experience, and broadens worldviews. They 
reflexively demonstrate the cogent reasoning and use of evidence that is essential to both private 
deliberation and responsible citizenship in a democratic republic. In short, [they] develop the skills in 
reading, writing, speaking, and listening that are the foundation for any creative and purposeful 
expression in language.” (Common Core State Standards for English Language Art, p. 3) 
     This Standard can be realized for ELs  if there is more focus on four particular areas emphasized by 
the Standard.  These four areas are necessary for career and college readiness and for becoming a literate 
person in the twenty-first century according to the Common Core Standards.  The areas are:  
1.)  engaging with complex texts, 
2.) using evidence in writing and research,   
3.) speaking and listening in order to work collaboratively, and 
4.)  presenting ideas and developing the language to do all of the above effectively.  
      Each of these areas represents a shift from how language and literacy instruction have often been 
approached, both in mainstream English language arts and in separate courses for ELs, such as English 
language development (Olson, 2010).  With regard to English Learners, critical complimentary inputs 
would be needed to implement the language arts standard in the four areas mentioned above.  Provided 
that resources will be forth coming, the standards embody noble aims in and of themselves.  But the fact 
remains that this is tantamount to raising the bar without the concurrent provision of complimentary 
resources for proper implementation. Furthermore, these four selected areas highlight the expectation that 
literacy instruction will become more of a shared responsibility among teachers in all disciplines. In 
grades K–5, the standards articulate expectations for students in the areas of reading, writing, speaking 
and listening that apply to all subjects; in grades 6-12, the standards are divided into two sections—those 
specifically for English language arts and those for history/social studies, science, and technical subjects.  
      This interdisciplinary approach reflects the crucial role English language arts teachers will play in 
developing students’ literacy skills. The Standards acknowledge that college and career readiness requires 
reading with “an appreciation of the norms and conventions of each discipline” (Common Core 
Standards, p.4) and writing with consideration of different kinds of tasks, purposes, and audiences.  This 
focus on interdisciplinary literacy presents new challenges for content-area teachers.  But the additional 
expectations placed upon teachers of English Language Learners (ELs) are obvious. 
      For each of the domains included in the Standards (reading, writing, listening and speaking), it would 
be helpful to outline what the Standards call upon students to do, emphasizing the simultaneous 
challenges and opportunities for ELs. This approach should offer insights, derived from both research and 
theory, for addressing the challenges and realizing the opportunities in EL instruction within the Common 
Core. Before turning to each of the areas, however, it is important to emphasize the following overarching 
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considerations.  Any discussion about potential achievement for ELs must consider the variation among 
ELs, including age, grade level, native language, language proficiency level, literacy backgrounds both in 
English and other languages, and the quality of previous schooling.  Instruction for ELs must include both 
“macro-scaffolding,” in which teachers attend to the integration of language and content within and 
across lessons and units, as well as “microscaffolding” during the “moment-to-moment work of teaching 
(Walqui, 2006).  Because language and literacy practices vary from discipline to discipline, realizing 
opportunities for ELs must involve collaborative efforts across a number of different instructional 
settings.   
      Practices called for by the Standards, such as “argument” and “critique” are grounded in particular 
socially and culturally specific values and practices that may or may not align with those of students from 
different backgrounds; students from non-dominant linguistic and cultural groups may position 
themselves in various ways vis-a-vis mainstream expectations.  Socialization into new academic 
discourse communities involves not only the acquisition of new language and literacy skills, but also 
potential “internal and interpersonal struggles” and “emotional investment and power dynamics (Duff, 
2010).” 
      Our comments in this paper can best be understood in the context of insights about language, literacy, 
and learning outlined in several other papers prepared for this project:  All learning builds on students’ 
prior knowledge and experiences; instruction for ELs must consider and expand what ELs bring to the 
classroom.  All of this calls into question whether there will be adequate resources coming forward for 
teacher support and specialized training to support teacher training and the professional development 
needs of the teachers of ELs.  Instruction should provide apprenticeships for ELs in communities of 
practice with teachers and peers in order to develop students’ independence.   Language development and 
cognitive development are interrelated and mutually dependent.  ELs learn language as they learn content.  
Language can best be understood as action, rather than “form” or “function” alone; students learn to do 
things with language when they are engaged in meaningful activities that engage and challenge them. 
       Literacy involves social practices as well as cognitive processes.  The act of reading and writing, 
always represent an activity in which participants have different purposes and take on different roles and 
identities.  In order to develop the ability to read complex texts and expect students to engage in academic 
conversations many changes must occur in classroom practices required by the Common Core. For ELs 
there will be a heightened need for accessing more complex texts and conversations, along with support 
in engaging with them.  Learning languages involves expanding linguistic repertoires in order to engage 
in a wide variety of situations, with a wide variety of audiences, for a wide variety of purposes.  With 
support, ELs can build such repertoires and engage productively in the kinds of language and literacy 
practices called for by the Standards for both English language arts and other disciplines, even though 
their developing language will be marked by “non-native” or imperfect features of English.  This will be a 
challenge that cannot take place unless teacher training resources are provided specifically for teachers of 
English language learners. 
       The Standards require students to read and comprehend both literary and informational texts that 
represent steadily increasing complexity as they progress through school. Text complexity, according to 
the Standards, involves not only the grammatical features of a text and its vocabulary demands, but also 
elements such as the multiple levels of meaning embedded in a text, the explicitness with which the 
author’s purpose is stated, the typicality of genre conventions, and the extent to which the text employs 
figurative language.  The Standards require that 50% of the complex texts read by students at the 
elementary level be informational in character—shifting to 75% in high school.  These standards reflect 
the role of such texts in building students’ knowledge across K-12 disciplines and are designed to make 
students better prepared for college. 
     Accessing and comprehending texts featuring complexity of the kinds outlined above present 
challenges for all students as they grapple with new and cognitively complex ideas and concepts, 
particularly for those who have had limited access to such texts either at home or at school. Those reading 
in a second language face additional challenges, as they are called upon to process “intricate, complicated, 
and, often, obscure linguistic and cultural features accurately while trying to comprehend content and 
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while remaining distant from it in order to assess the content’s value and accuracy (Bernhardt, p.19).”   
To meet this challenge, second language readers draw on a variety of potential resources, including 
knowledge of the (second) language they are reading in, literacy skills in their first language, reading 
comprehension strategies, background knowledge related to the target reading, and interest and 
motivation. 
     Beginning-level ELs in the younger grades learning to read for the first time face particular challenges, 
as they are attempting to learn to decode written text in a language they are at the very early stages of 
acquiring. The use and development of oral language is particularly important at this stage, as it serves as 
one foundation that students use to build early reading skills. The standards, themselves, emphasize the 
importance in the early grades of students participating in discussions, asking questions, sharing their 
findings, and building on others’ ideas. It is important to note that research has shown that ELs can 
develop literacy in English even as their oral proficiency in English develops. Meanwhile, ELs’ early 
literacy experiences, including those in the students’ first language, support subsequent literacy 
development, and time spent on literacy activity in the native language—whether it takes place at home or 
at school—is not time lost with respect to English reading acquisition (Goldenberg and Coleman, 2010). 
     It is important to understand that English Learners (ELs), by definition, will use “imperfect” (i.e. non-
native-like) English as they engage in these functions and achieve these effects. By focusing on language 
as it relates to communicative and academic endeavors, rather than merely as the acquisition of “good” 
English, teachers can help students develop and use grammatical structures, vocabulary, and written and 
oral conventions as resources for making meaning, for learning, and for communicating with an 
increasing number of audiences for an increasing number of purposes. 
     In the context of the expectations for all students articulated by the Standards, “language instruction” 
for ELs can no longer be envisioned as isolated from the context of meaningful and engaging academic 
work. Although the decontextualized teaching of discrete elements of a second language (e.g. verb tenses, 
grammatical structures, vocabulary) may be effective for inducing the use of those elements in restricted 
tasks and tests that highlight them, it is unclear whether such instruction is effective for fostering the use 
of those elements in wider communication.  This is not to say that an explicit focus on language is not 
called for, but rather that such a focus must occur in conjunction with, and in the service of, meaningful 
academic work across the curriculum. 
     In supporting the development of ELs’ language, it is also important to keep in mind that all school-
age children (barring either extreme impairment or severe early childhood abuse and isolation) already 
have the linguistic resources in at least one language to engage in a wide range of communicative settings.  
All students, therefore, have first-hand knowledge of the conventions and the rhetorical craft of language 
as used in their own communities of practice (Gutiérrez, K, et.al., 2006)  In fact, children who are in the 
process of developing more than one language may have a heightened awareness of such functions and 
effects because they use two or more languages.  At the same time, students’ linguistic backgrounds will 
be more or less closely aligned with the varieties of language privileged in school, and it is undoubtedly 
in the interest of ELs to expand their linguistic repertoires to include those varieties. In supporting 
students to do so, two major factors should be taken into consideration.  First, ELs’ incomplete 
acquisition of standard varieties of English should not be interpreted as students’ inability or 
unwillingness to participate in a wide range of learning, language, and literacy practices across the 
disciplines, including those called for by the Standards. 
The second factor is the absolute necessity of appropriate supports for encouraging ELs’ participation in 
the key practices called for by the Standards (i.e., materials especially tailored for English learners) and 
specifically designed for the development of both language and literacy (Gutiérrez, K. D., et.al., 2009). 
     It is imperative that there exist a climate of “shared responsibility” for preparing ELs for the language 
and literacy called for by the Standards, resting not only with teachers across the disciplines, but also with 
curriculum developers, textbook writers, assessment specialists, teacher educators, administrators, 
researchers, policymakers, and others. Our hope is that the brief comments in this paper can serve as a 
starting point for envisioning what role each of us—individually and collectively—might play in realizing 
the opportunities potentially afforded to English Learners by the Standards.  In a time of decreased state 
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budgets there will have to be a significant reallocation of resources for the efforts indicated above to be 
brought to fruition. 
     Have we not learned from our past that one size does not fit all? When it came to the ongoing 
California State Standards (CSS) classrooms became test driven and many English Learners could not 
achieve the goal of reclassifying and exiting the program.  Instead, they became “Long Term English 
Learners”, (Kinsella, 2011) which is a life sentence with a small possibility of parole.  This is what we 
condemn our English Learners to when we instill CSS.  It may turn out that 45 of 50 states have signed up 
to be on the same boat, sinking together.  As with past programs this is new commitment to try something 
that looks and sounds good without testing the waters.  Why not pilot these new CCS with our ELs, to 
find out if it will meet their needs? In teacher train for EL instruction there is an emphasis on 
differentiating instruction.  Effective instruction is predicated upon knowing the students and creating 
instruction that will best serve their needs.  We don’t look at just one way of teaching and think that this 
will meet the needs of ELs. We are savvy enough to know that we take from many programs and 
implement what best serves their needs. 
     According to Lily Wong (Wong, 2012) we are asking teachers and administrators to understand how 
language works. We are asking them to become linguists. Very few teachers and administrators have the 
knowledge and understanding of how language works, and yet according to CCSS we need them to 
become experts, in order for them to promote language through literacy. English language development 
teachers and regular classroom teachers will need to work collaboratively to develop lesson plans that 
make complex language comprehensible for students who are proficient in English when comes to 
playing with friends, but still have difficulty grasping nuance and the texture of textbooks or expository 
writing. Language is pretty invisible if you know it, it is not visible if you don’t know it well. It’s an 
invisible, giant wall that EL students need special help to get over.  
     We need teachers to become experts overnight and with the California state budget crisis who will 
pick up the tab?  Dr. Kenji Hakuta’s Initiative is developing free resources and curricula for teachers, 
because it’s still not clear how schools will be able to fund high quality professional development at a 
time when teachers have been giving up their training days and taking furloughs to cover budget cuts 
(Migdol, 2011). The California State Department of Education is creating two professional   development 
modules focused on the English Language Development Standards, and it hopes to meet the September 
2013 goal for having them completed.  Common Core standards are planned to be fully implemented in 
time for the 2014-15 school year.  But effective implementation is going to present a huge problem for a 
state that has no money for salaries or anything school related. California will need to find the funding to 
train teachers to implement CCSS for ELs in 2014-2015. Have we forgotten that it takes four to seven 
years to reach English Fluency?  How are ELs going to become fluent, in addition to Common Core 
standards that require them to comprehend and understand complex texts, discern the speaker’s point of 
view, and be able to use language persuasively?  If they cannot compete with their English peers, we may 
unintentionally be creating an educational under class.  The real question is how we give ELs a fighting 
chance within the Common Core framework. 
     In Spring 2013 the universities, community colleges, county offices, and high schools in San 
Bernardino county (in California) had a meeting to discuss ways to implement Common Core and  
anticipate its impact on students. They came to the conclusion that this new instruction is going to require 
an overwhelming paradigm shift. We are expecting students to be college ready when they exit high 
school. This will only happen for those ELs that come with prior knowledge in their first language. If they 
start CCSS in their later grades they will be at a huge disadvantage again. There will be a huge gap that 
separates them from their English only peers due to them attending high-poverty, low-income schools. 
We know that, at these school sites, we usually have the inexperienced or burnout teachers, who don’t 
really want to work with this population. How can state administrators pretend that this is equitable 
education?  The Common Core may work for some, but without the indicated paradigm shift, and without 
the needed support resources, Common Core reveals an untested digital assessment.  This will be a costly 
educational reform disaster if we find that the outcomes are not what we envisioned for English language 
learners. 
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Introduction 
     Instructional strategies (ways for transmitting knowledge) or methods for delivering instruction that 
are intended to achieve learning objectives (Burden & Byrd, 2003) are as varied as there are instructors. 
Instructional strategies include lectures, whole group/whole class discussions, small group discussions, 
group research projects, group project presentations, reading and commentary, field trips, service 
learning, independent readings, viewing of videos and movies, guest presentations, and attendance at on-
campus and off-campus activities. Other instructional strategies are demonstrations, recitations, use of 
games, practice and drills, simulations, discovery learning, role playing, and computer-assisted instruction 
(Burden & Byrd, 2003; Joyce, Weil & Calhoun, 2004; Seefeldt, 2005; Banks, Banks & Clegg, 1999). The 
literature is replete with best instructional practices that engender effective instruction and effective 
student learning.  
     The purpose of this paper is to discuss some of the instructional strategies that have worked for me as a 
University Professor and have helped foster effective instruction and student learning. I will also reflect 
on my practice utilizing data from my teaching experiences.  My interest in this topic stems from my 
many years of teaching and training pre-service social studies teachers and other pre-service teachers in 
other majors at Jackson State University in Jackson, Mississippi and University of Science and 
Technology (now Kwame Nkrumah University of Science and Technology) in Kumasi, Ghana, West 
Africa. Over the years, I noted the positive impact the varied instructional strategies I employed in my 
classes had on my students’ learning. As a result, I decided to collect data to determine the impact of the 
strategies on my students based on my students’ own reports. I collected data from four different courses 
for two semesters (Spring, 2011 and Fall, 2012 semesters). I collected qualitative data using an open-
ended question prompt, “Of the instructional strategies that have been used in this course, which two had 
the most impact on you? Describe the two strategies you selected. Describe the impact of the two 
strategies you selected on your learning, your academic achievement, and on you as an individual”.  
     This paper constitutes a report of my findings from analysis of the qualitative data and my reflections 
on my practice in utilizing varied instructional strategies in teaching my students. To make sense of the 
data I collected, I read, categorized and organized the students’ responses to the open-ended question 
prompt based on the strategies the students selected in their responses. Majority of the students (40 out of 
50 or 80%) who participated in this study selected field trips, group projects and presentations, whole 
group/whole class discussions, and service learning as the strategies that had the most impact on them. 
Three of the strategies that most of the participants indicated had the most impact on them are selected for 
discussion and reflection in this paper. The strategies selected for this paper are field trips, group projects 
and presentations, and whole group/whole class discussions. In terms of organization of the paper, each 
selected strategy is defined and the findings from the data are discussed and reflected on utilizing excerpts 
from the students’ responses. Conclusions and recommendations for practice and further study are the 
final subject matter of this paper. 
Discussion of Findings and Reflections 
     In this section, the selection of instructional strategies that have worked best for me in teaching my 
courses and have had the most impact on my students (field trips, group project presentations, and whole 
group/whole class discussions) are defined and the findings from the data are discussed and reflected on.  
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Field Trips 
     A field trip is a trip taken by an instructor and his or her students to a site that is relevant to the content 
or body of knowledge being taught in the classroom. It is travel from a classroom to a place where what is 
being taught can be experienced by students. A field trip is a teaching and learning excursion outside of 
the classroom and gives students a chance to experience hands-on learning while also being introduced to 
new environments for learning (Dray, 2013). Thus, a field trip is a type of hands-on experience and is a 
catalyst for experiential learning. Through the years I have been teaching, I have taken my students on 
several field trips to numerous content-related sites including the country of Ghana in West Africa, other 
states in the United States, the Old Capitol Museum and the New Mississippi State Capitol in Jackson, 
Mississippi, the Choctaw (Native American) Reservation in Choctaw, Mississippi, the Ohio University 
Minority Graduate Visitation Program, International Exhibitions (the International Museum of Muslim 
Cultures: The Legacy of Timbuktu Exhibition, the Glory of Baroque Dresden Exhibition, the African 
Rites of Passage Exhibition, the Majesty of Spain Exhibition, the Splendors of Versailles Exhibition), the 
Museum of Southern Jewish Experience in Utica, Mississippi, cultural festivals (Latino Fest, International 
Festival, Choctaw Indian Fair) and restaurants (African, Mediterranean, Japanese, Chinese, Mexican).  
     The observations I made as I took my students on field trips to various sites was that they bonded with 
their classmates, they contributed more during class discussions and the more students did so, instruction 
became progressively more productive for me. As my students and I went on more field trips during a 
semester, many of the students tended to perform very well in course assignments and examinations by 
the end of the semester. According to many students, in their responses to the open-ended question 
prompt posed to collect data for this paper, they learned better, their cultural horizons were broadened, 
and the field trips made learning about different cultures more exciting for them. The following sample 
excerpts from students’ responses are examples of the impacts that field trips had on the students: 

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

     The above excerpts from my students’ responses concur with the literature that field trips provide a 
transformative educational experience for students. Field trips put students in new learning environments, 
afford students an opportunity to learn while having fun, enable the instructor and students to put 
knowledge/content into practice, let students learn by doing, and introduce students to new experiences 
(Dray, 2013). As Dray (2013) aptly postured, field trips are a great way to end a boring subject and bring 
life into subject matter that may be particularly difficult for students to master. Field trips help students 
get to know each other better and interact in a more relaxed learning environment where interaction 
among subjects can take place (Dray, 2013; Chavez, 2013). Students become more open to new and 
different experiences, cultures, and varied ways of learning and knowing.  
Group Research Projects and Presentations 
     The instructional strategies, which had the most impact on my students based on the students’ 
responses are group research projects and presentations. These strategies involve students working 
together in small, mixed-ability learning groups to research and accomplish specific projects (Burden & 

104



Byrd, 2003, Zevin, 2000). Group projects and group presentations can help students develop a host of 
skills that are increasingly important in the professional world (Caruso & Wooley, 2008; Mannix & 
Neale, 2005; Burden & Byrd, 2003). Each semester, I assign students in each of the courses I teach to 
engage in group research projects on a number of issues relevant to the course. Students are assigned to 
groups; they conduct primary research; and report their findings in the form of presentations using 
PowerPoint or other presentation software.   
The following sample excerpts from my students’ responses demonstrate the usefulness of group research 
projects and group representations: 

The group projects and presentations were a fun and exciting way to learn more about other 
cultures. The guidelines were fairly loose and there was a lot of room for creativity. Having guest 
speakers, recorded interviews, music, artifacts, and snacks from the different countries [during the 
presentations] was educational and entertaining. Interactive presentations are an easy way to learn 
in a laid back informal learning environment.   
Another instructional strategy that I thought was helpful was the group research project. Through 
this project, I not only discovered information on a region of the world, but I was also informed 
about other countries that the other students researched. It was really great to learn about different 
cultures through music, and food, and research. The project also gave us an opportunity to 
interview different people from the different countries, which was really cool. The instructional 
strategies that were used in this class were a great way for the students to stay involved and 
participate in class. 
The group projects and group presentations helped with my learning, academic achievement and 
as an individual because it gave me a better understanding for the different cultures we studied. 
The experience helped me understand different cultures, the foods people eat, the clothing they 
wear, and overall how they are as a people. 
Group projects and presentations were other instructional strategies used in this class…I did not 
find this instructional activity to be very helpful to me as an individual. This instructional activity 
was effective, however, in learning to work well in a group since we had to rely on each other for 
part of our grade. 
The group project and presentation had the most impact on my education, achievement and me as 
an individual. It showed me that people are more interesting than I thought. I saw that life allows 
us to befriend interesting people and experience extraordinary things such as the student with the 
friend from Germany. I think that it is amazing that I discovered through this project that there are 
so many people from so many places here at Jackson State University. It shatters preconceptions 
that hold us back from new views on life. The presentations were in-depth and informative, which 
I enjoyed. I learned to treasure what I have here [in the United States of America] and that people 
from other places do not necessarily feel, live, or think the way that I may think that they do as an 
American. These strategies have encouraged me to learn more about people from everywhere and 
have created a curiosity in me for their stories and ways of life…The teaching strategies of this 
class have helped me as a student and a person immensely. 

     From these excerpts it is very evident that group projects and presentations are very beneficial to 
students beyond academic achievements. Group projects can reinforce skills that are relevant to both 
group and individual work, including the ability to break complex tasks into parts and steps, to plan and 
manage time, to refine understanding through discussion and explanation, give and receive feedback on 
performance, challenge assumptions, develop stronger communication skills (Carnegie Mellon University 
Eberly Center, 2013), and develop stronger interpersonal and social skills. For faculty, a major benefit is 
the flexibility to assign more complex authentic problems to groups of students than to individual students 
(Carnegie Mellon University Eberly Center, 2013). Group projects test students on more than one level 
and help students develop the skill of working well with other people (The Stanford Daily Editorial 
Board, 2012). Students’ critical and analytical skills are sharpened in the process of engaging in the 
complexities involved in group research projects and presentations. 
 

105



Whole Group/ Whole Class Discussions 
     Whole group/whole class discussion is a modified form of classroom lecture where the focus is shared 
between the instructor and the students for information transfer (Kelly, 2013; Banks et al., 1999; Burden 
& Byrd, 2003; Zhou, 2003). In the whole group/whole class discussion strategy, typically an instructor or 
teacher will stand in front of a class and present information for the students to learn, but the students will 
also participate in the lecture by answering questions and providing examples. Usually, I begin my classes 
with whole group/whole class discussion and then utilize other instructional strategies during the class 
period. This is because whole group/whole class discussions are an excellent instructional method when 
utilized in conjunction with other instructional methods (Kelly, 2013). Majority of the students who 
participated in the study I conducted had wonderful things to say on the impact of my application of 
whole group/whole class discussions in my courses. The following are sample excerpts from the students’ 
responses: 

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

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

This class is one of my favorite classes of the semester. This was a very lengthy class but …the 
times spent in this class was very life changing, from the different regions we studied to their 
cultures, beliefs, religions, people, and so much more. It was also very interesting to have had 
such a wonderful experience having an instructor from one of the regions studied, Africa. The 
strategies the instructor used helped give a more in-depth understanding of such beautiful places 
that many of us Americans have placed stereotypes against. Also, in this course, we studied about 
the make up of different types of family, when all along we never probably even realized that we 
as a class had become a family. From working together in groups, to taking trips with one 
another, to sharing evening dinner, we became, by what was listed in our studies, a family. So, in 
conclusion, this was a great experience for me and I am sure for many of my other classmates. As 
for me I would not trade this class or experience for any other class or instructor. 
This class has really helped open my eyes and helped me see other cultures from more than one 
point of view. I used to judge people from other cultures because of their beliefs and their rituals. 
When I actually got to read on many of these different cultures I started to understand why they 
did a lot of things and why some of those things were rituals…I also learned a whole lot of 
different norms that vary from one culture to another…This course made me open my eyes a 
whole lot outside of just American life. 
As an individual, learning about others has helped me to change my thought process. Instead of 
calling something or someone weird because of their beliefs or customs, I am more receptive and 
have a greater passion to learn more of others. I have an eagerness to hear the ideas of others on 
certain issues because I would benefit from them. Hearing the ideas of others on issues is 
sometimes eye-opening because it can alter your opinion. I’ve realized that on certain things, I 
misjudged or that I wasn’t fully getting the correct understanding. And [this class] helped bring 
more knowledge out of me. It can create a change inside of me. That’s what this class has done 
for me.  

 The following conclusions are drawn based on the foregoing in this paper:  
• There are a plethora of benefits that accrue to instructors and students when several 

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

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

Recommendations 
     It is strongly recommended that a study be conducted to determine the impact and benefits of the 
application of several instructional strategies on faculty.    
     Instructors are strongly encouraged to utilize varied instructional strategies in their teaching to ensure 
optimum student learning. 
     A similar study with a larger student population could be conducted to investigate if there will be any 
significant differences in students’ responses due to the larger population sample. 
     The data could be analyzed to determine if there will be any significant differences in students’ 
responses based on gender. 
     The data could be analyzed to investigate if there will be any significant differences in students’ 
responses based on specific courses they are enrolled in. 
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