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Abstract: Phase II of a study of educators’ knowledge of special education law with 
implications for providing professional development to educators for delivering a free 
and appropriate public education (FAPE) for students with exceptional learning needs. 
Purpose of the study 

The purpose of the study was to investigate educators’ knowledge of special 
education legal issues. Phase I, reported separately, analyzed quantitative data on 
educators’ knowledge of legal issues including least restrictive environment, and 
instruction obligations of educators toward students with exceptional learning needs 
based on IDEA.  Phase II, reported here, analyzed qualitative data from five open-
ended questions to identify educators’ professional development needs related to 
special education law, guidelines, teaching strategies, and major concerns of teachers 
who served students in special education. Participants were asked to make 
recommendations for teachers of students who receiving special education services. 
Background 

In 1975, P.L. 94-142, called Individuals with Disabilities Education Act (IDEA), 
provided for services to students with exceptional learning needs including placement in 
the least restrictive environment.  IDEA defined special education as specially designed 
services and instruction to meet the unique needs of students with disabilities(Cordeiro 
& Cunningham, 2013). Requirements for educating students with disabilities in the least 
restrictive environment were specified in the IDEA amendments of 1997: 
 To the maximum extent appropriate, children with disabilities, including children 

in public or private institutions or other care facilities, are educated with children 
who are not disabled.  Special classes, separate schools, or other removal of 
children with disabilities from the regular educational environment occurs only 
when the nature or severity of the disability of a child is such that education in 
regular classes with the use of supplementary aids and services cannot be 
achieved satisfactorily[(sec.612.(a)(5)](U.S. Dept. of Education, 2004). 

 The 2004 reauthorization of IDEA, called Individuals with Disabilities Education 
Improvement Act (IDEIA), aligned with No Child Left Behind (NCLB) so that education 
of students with disabilities was held to the same high standards as for other students. 
The IDEIA revision changed the way students were classified for special education, 
emphasized highly qualified teachers, and scientifically based instruction. Response to 
Intervention (RtI) was introduced to emphasize early interventions provided in general 
education classrooms to reduce the need to label children to address their learning and 
behavioral needs (Cordeiro& Cunningham, 2013; Wright &Wright, 2006). 
Literature Review 
 Giangreco, Cloninger, and Iverson (1993) noted that students who required some 
modification or accommodations in the learning environment or instructional 
methodology were given a 504 plan, while students with a disability requiring special 
education services were given an Individual Education Plan (IEP).  Giangreco et al. 
further stated “if one knowingly did not provide needed accommodations, it could be 
viewed as discrimination and the individual and the school system could be liable for 
legal action.”  After determining a student’s educational program, placement, and need 
for related services, the decision-making team was required to develop long- and short-
term objectives and specific support plans for students in general education 
placements.  The principal and/or a designee should attend these meetings to discuss 
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the commitment of school resources, including related services.  Theplans, which were 
to be re-evaluated periodically to monitor student progress, were required to meet 
individual student’s needs and maintain the integrity of lessons for classmates without 
disabilities (Giangreco et al, 1993).  Armenta and Beckers (2006) noted that specialists 
would work with the classroom teacher per the IEP to achieve optimal success. 
 Armenta and Beckers (2006) asserted that “IEPs are legal documents that must 
be signed and therefore can create legal issues as well as instructional ones”, and that 
“all the students’ teachers should be part of the planning process for all 
accommodations and modifications.” Cordeiro and Cunningham (2013) noted that 
“whatever is included in the IEP must be provided.”  Armentaand Beckers (2006) noted 
accommodations are required to be consistent rather than applied selectively and all 
decisions should meet the spirit and the letter of the law. 

The number of students with disabilities who spend 80% or more of their time in 
general education classes rose from 25% in 1985 to more than 50% in the 2000s (U.S. 
Department of Education, 2003).Inclusion places students with exceptionalities in 
general classes, and special education resource teachers work with general education 
teachers in team-teaching models (Cordeiro& Cunningham, 2013).  Research 
suggested the quality of the program and support system developed from within the 
school to support the setting was more important than the setting itself (Zigmond, 2003).  
Villa and Thousand (2003)reported administrative support and vision was the most 
powerful predictor of general educators’ attitudes toward inclusion. 

Villa and Thousand (2005) asserted that the administrator played a key role in 
successful implementation of the inclusion model and suggested five actions 
administrators should take to facilitate inclusive practices.  The suggestions were: 

1. Build consensus for a vision of inclusive schooling; 
2. Develop educators’ skills and confidence to be inclusive educators through 

ongoing professional development; 
3. Create incentives (time, training, responding to concerns) and recognition; 
4. Reorganize and expand human and other teaching resources; and 
5. Plan for and take action to help the community see and get excited about a 

new vision. 
Professional Development 

Research by Darling-Hammond, Wei, Andres, Richardson, and Orphanos, (2009) 
indicated most teachers participated in short-term workshops consisting of 16 contact 
hours or less, and most teachers had access to less than one day of professional 
development supporting special education students in the past three years.  Darling-
Hammond et al. found teachers in their study requested training in teaching students 
with special needs, content areas they teach, classroom management, and using 
technology in the classroom. Chang (2003) stressed the importance of selecting training 
that was useful, meaningful, and relevant to participants.  Heitin (2009) proposed 
effective professional development should beon-going and pertinent to what teachers 
were actually teaching.  Teachers learned from experts, mentors, and peers about 
improving professional classroom performance (Darling-Hammond et al, 2009).  Ubben, 
Hughes, and Norris (2007) asserted that systems-thinking impacts professional 
development by encouraging a broader view of any change in curriculum, instruction, or 
assessment upon all aspects of the organization.  Wei, Darling-Hammond, and 
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Adamson (2010) reported only 16% of teachers agreed cooperative effort occurred 
among staff members in their schools.  Darling-Hammond et al. (2009) recommended  

when time was created strategically for training and planning, working 
relationships were developed within subject areas, grade levels, and 
specializations school-wide, results included more willingness to share practices 
and try new ways of teaching, resulting in more success in solving problems of 
practice (p.11). 
Collaboration increased trust, job satisfaction, growth, shared leadership, and 

promoted risk-taking (Heitin, 2009; Rich, 2010).Heitin (2009) noted that differentiation of 
professional development for teachers new to the profession, or an area of teaching, 
and for seasoned teachers was important to planning. 
Due process hearings 
 Educators and parents were often involved in disputes over educational practices 
and legal requirements for students with exceptional learning needs and special 
education services. IDEIA provided for formally settling disputes between parents and 
educators via due process hearings. Meuller (2009) reviewed due process hearings 
between 2006-2007. Costs per hearing were estimated at $50,000 each with some 
exceeding $100,000 when they reached federal court. School districts spent an 
estimated more than $90 million in dispute resolution over special education cases. An 
emotional cost as well as monetary cost resulted from dispute hearings (Mueller, 2009).  
 Mueller and Carranza (2011) reviewed due process hearings between 2005-
2006 and found conflicts arose when parents and schools could not agree on providing 
FAPE to students with disabilities. Parents sought legal action when conflict continued. 
 Mueller (2009) suggested the spirit of IDEA would be advanced if districts 
improved the education and welfare of students with disabilities without the distraction 
of conflict and litigation. Healthy relationships between parents and schools improved 
education of a child with disabilities.“Lost time and money accrued though litigation is 
devouring resources that could and should be better spent on education of children with 
disabilities” (p. 12). 
 Mueller (2009) identified areas most likely to result in hearing or litigation for 
students with disabilities as: discipline, manifestation determination, seclusion and 
restraints, harassment, evaluation, RTI, and post-secondary transition. Katsiyannis, 
Losinski, and Prince (2012) asserted school personnel needed to ensure the rights of 
students with disabilities were observed, educational benefits attained, and potential 
liability was minimized. 
 Meuller and Carranza (2011) identified the most common disability categories 
represented in hearings as: learning disabilities (26%), autism (20%), and health 
impairments (15%).Most common sources of dispute were placement (25%), IEPs and 
appropriateness of  programs (24%), and assessment concerns (12%). Parents initiated 
86% of hearings; school districts prevailed in 59% of hearings (Meuller& Carranza). 
 Wagner and Katsiyannis (2010) suggested ways school administrators could 
respond to litigation concerns and recommended that educators must be current on 
legislative developments and case law; use resources that provide information on 
legislation and case law (e.g. internet, USDOE, advocacy groups); and provide quality 
programming that results in substantive benefits to students with disabilities.  
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The Study 
Research Design 
 The research design was non-experimental using a survey method. 
Limitations 
 Limitations included a basic assumption that respondents were, or previously had 
been, actively involved with special education students.  Limitations were 
commensurate with survey research methods: data were collected at one point in time 
and reflected experiences and biases of respondents whose input was strictly voluntary. 
Research Questions 
 The research questions for Phase II of this study were: 

1. Do practicing educators receive training about students with exceptional 
learning needs, special education services, and special education legal 
concerns? 

2. Are there specific professional development needs of educators to meet the 
needs of students with exceptional learning needs and special education 
services? 

3. Are specific professional development needs of educators related to legal 
concerns for students with exceptional learning needs and special education 
services? 

4. Are there specific recommendations that practicing educators have for 
meeting the needs of students with exceptional learning needs and special 
education services? 

Instrument 
 The instrument was developed after a review of the literature.  For Phase II, five 
open-ended questions were posed to participants regarding training they had received 
within the past year regarding special education law and guidelines, learning 
characteristics, teaching strategies, and legal issues; what they needed to know about 
special education services to be an effective teacher; major concerns regarding serving 
students who required special education services; and recommendations for teachers of 
students who require special education services. The questionnaire, processed through 
SurveyMonkey, was distributed via electronic mail.  Part I contained demographic 
information. Part II, reported separately, contained 36 statements from IDEIA to which 
participants selected the most "appropriate" response. Part III contained five open-
ended items requiring respondents to answer by listing responses.  There was no limit 
of responses each participant could list.  A panel of experts, including university 
professors and educators from the field, provided face validity for the instrument.   
Survey Questions 
 The five open-ended survey questions were: 

1. List training you had within the past year regarding eligibility guidelines, 
learning characteristics, and teaching strategies for students who require 
special education services. 

2. List the training you had within the last year regarding special education legal 
issues.  

3. What do you need to know about special education services to be an effective 
teacher?  
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4. As a teacher, list any major concerns regarding serving students who require 
special education services.   

5. What recommendations would you give other teachers of student who require 
special education services? 

Participants 
 Participants were educators in an urban school district in the southwestern 
United States. One thousand five hundred sixty four(1,564) educators in the district 
were contacted via e-mail and asked to complete the survey.  Five hundred four 
(504)responded; a response rate of approximately a 33%.   

Table 1 (Appendix A) shows the majority were female. Table 2 shows the 
majority were between 36-50 years old. Table 3 shows the largest ethnic group was 
Caucasian and the next largest group was African American.  Approximately 95% were 
Caucasian or African American.  Least represented were Asian, Hispanic, Native 
American, mixed ethnic, and other.  
 Table 4 shows areas of employment. Three hundred twenty-five were employed 
in general education; special education represented 15.7%.  Other groups represented 
were teachers of English language learners, counselors, principals and assistant 
principals, and educational diagnosticians. 
 Table 5 shows the grade level employed with the majority at the elementary 
level. Table 6 shows number of years teaching experience. Most participants reported 
more than 15 years teaching experience. Most participants were Caucasian females, 
between ages 36-50, teaching in general education classrooms at the elementary level 
with over 15 years of experience.  
Results 
Analysis and Interpretation 

Responses to each of the five open-ended questions were grouped by themes 
that became apparent as the researchers reviewed the data.   
 Survey Question 1. List the training you had within the last year regarding 
eligibility guidelines, learning characteristics, and teaching strategies for 
students who require Special Education Services. 
 Table 7 (Appendix B) shows training identified by participants that they received 
regarding eligibility guidelines, learning characteristics, and teaching. Almost one 
quarter reported having received no training within the past year.  Fifty-seven reported 
attending on-campus and/or district meetings. Professional development topics included 
IEPs, ARD meetings, Autism,  Learning Disabilities identification, C-SCOPE curriculum, 
Head Start services, RtI, 504, English as Second Language/Bilingual, Language 
Proficiency Assessment Committee (LPAC)& ARD, STAAR (state testing) and alternate 
assessments.  Twelve listed university courses and three attended a special education 
law conference. A total of 14.3% received training in the past year on eligibility 
guidelines, learning characteristics, and teaching strategies for students with 
exceptional learning needs. Almost half did not respond to the question. Representative 
statements are: 

“15 minutes at a faculty meeting.” 
“A 45 minute class.” 
“No official training. I communicated with the Sp.Ed. teacher to learn ways in 
dealing with a student’s behavior.” 
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“One training at beginning of the year.” 
Survey Question 2:  List the training you had within the past year in Special 

Education legal issues.   
Table 8 shows training the participants listed they had within the past year 

regarding special education legal issues.  One hundred twenty-seven reported no 
training.  Fifty-seven reported attending one or more campus meetings and/or district in-
service which included topics such as IEP, RtI, ARD, 504 transitions, STAAR and 
alternate testing, and Head Start disability services. Sixteen attended a special 
education law conference; seven reported university courses. One quarter received 
training in the past year on special education legal issues. Over half did not respond to 
this question. Representative statements are: 

“20 minute staff meeting” 
“Total of one hour at various faculty meetings”  
“Monthly assessment meetings”  
“Education Service Center Law Conference”  
“University courses”  
Survey Question 3:  What do you need to know about Special Education 

services to be an effective teacher? 
Participants reported what they needed to know about special education services 

to be an effective teacher(Table 9).  Sixty-six stated more training was needed, but did 
not specify the area of training.  Thirty-five reported training about implementation of 
accommodations, modifications, related services, and differentiated instruction was 
needed; thirty-five reported the need for training in IEP and BIP implementation 
strategies in an inclusion setting. Twenty-three listed “nothing”. Over half did not 
respond to the question. Representative statements are: 

“How to implement everything in a class with a vast and rising population of 
different needs.” 
“How to modify all lessons in a general ed. classroom.” 
“How to read/understand an IEP. Terminology associated with special education,  
lesson ideas, collaboration for special ed. curriculum needs.” 
“Workshops on current laws, and how to accommodate a student in the 
classroom when disruptions take place.” 
“Exactly what is expected in the classroom and how to accommodate for the 
special ed. student.” 
“I would like to have yearly refreshers on Sp. Ed. services and IDEA.” 
Survey Question 4:  As a teacher, list any major concerns you have 

regarding serving students who require Special Education services. 
Table 10 shows areas of major concern reported. Seventy-three listed inclusion 

issues; thirty-eight listed the need for training; eleven listed the need for support; and 
eleven listed parental rights issues. Twenty-six listed various issues including discipline, 
grading, paperwork, state testing, and resources such as modified materials.  Thirty-four 
reported no major concerns; 54.2% did not respond to the question. Representative 
statements are: 

“What rights do students in general ed. classes have when a severe behavior 
student has been placed in the classroom?” 
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“There are so many rules and regulations, I’m afraid I will leave something out.  I 
also worry how the sp. ed. student will affect the rhythm of my class.” 
“Balancing the time needed to meet the needs of the sp. ed. student with the 
needs of the remainder of the class.” 
“I do not believe all students with disabilities should be included in regular 
classroom situations.” 
“That 10% of my students should not be requiring 90% of my time.  It’s time the 
regular kids be challenged, and not held back because of sp. ed. kids.” 
“Discipline issues are a concern with sp. ed. children.” 
“Applied modifications-no shopping/laundry list added to every student.” 
“Litigious parents.” 
Survey Question 5: What recommendations would you give other teachers 

of students who require Special Education services? 
Table 11 shows participants' recommendations for other teachers of students 

who require special education. Eighty-six recommended teachers follow and document 
the IEP, BIP, modifications, and accommodations; fifty-seven recommended 
communicating with colleagues and parents; and twenty-eight recommended seeking 
training, professional development and/or personal research. Eighteen recommended 
following laws and guidelines; and nineteen recommending "getting to know your 
students and having patience with them".  Twenty-four listed no recommendations; 
55.9% did not respond to the question.  Representative statements are: 

“Know your laws; know your students.” 
“Have a copy of ARD committee decisions handy, communicate with parents, 
document all modifications/accommodations used in class.” 
“Document everything. Modify every assignment.  Know your students’ IEPs and 
BIPs.” 
“Learn and know the rights of sp. ed. students and their individual needs.  Listen 
to the concerns of the parents and make them feel they are a part of the decision 
making process.”   
“Read the IEP and keep in contact with the parent.  Make sure all personnel 
involved with the student knows the modifications.” 

Discussion and Interpretation 
Responses to the survey questions are discussed relative to the four research 

questions: 
Research question results 
 Research Question 1. Do practicing educators receive training about 
students with exceptional learning needs, special education services, and special 
education legal concerns? 
 Special education services. Regarding training about students with exceptional 
learning needs and special education services, the results are as follows: 

 14.3% reported receiving training in the past year described as on-campus or 
district meetings totaling 15 minutes to 45 minutes, monthly ARD meetings, 
law conference, or university courses. 

 23.8% reported they had received no training during the past year regarding 
eligibility guidelines, learning characteristics, and teaching strategies for 
students who require special education services. 
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 49.8% did not respond to the question. 
 85.7% received no training or did not respond to the question. 
A significant number reported they did not receive training or did not respond to 

the question. Current knowledge of instructional practices and learning needs is 
imperative to be an effective teacher of students with special needs. 
 Special education legal issues. Regarding training participants had within the 
past year in special education legal issues, participants reported the following: 

 25.9% reported receiving training in the past year in legal issues described as 
20-60 minutes in faculty meetings, meetings with parents, assessment 
meetings, and a law conference. 

 25.1% reported they had received no training in the past year regarding legal 
issues related to special education. 

 50.8% skipped the question. 
Current knowledge of legal issues is the best defense for effective educators to 

avoid mistakes resulting in hearings and litigation. A significant number reported they 
did not receive training or skipped the question about training on special education legal 
issues. This lack of response to questions by more than half of the participants caused 
the researchers to question if participants did not respond because they did not receive 
training or lacked the necessary knowledge about special education services to respond 
to the survey. The results support the findings of Darling-Hammond et al. (2009) of 
minimal training for teachers via short-term workshops. 
 Research Question 2. Are there specific professional development needs of 
educators to meet the needs of students with exceptional learning needs and 
special education services? 
 Participants reported specific professional development needs: 

 13.1% listed more training was needed, but did not identify the kind or nature 
of the training.  

 7% reported a need for training for implementing accommodations, 
modifications, differentiating instruction, and special services. 

 7% reported needing training on IEPs, BIPs, and teaching strategies in the 
inclusion setting. 

 5% reported "nothing" to what a practicing teacher needs to know about 
special education services to be an effective teacher. 

 54.2% skipped the question. 
 A significant number responded "nothing" or skipped the question.  The lack of 
response by 76% caused the researchers to question if participants did not respond 
because they did not recommend specific knowledge needed by educators, or lacked 
the necessary knowledge about special education services to respond to the survey. 
 Research Question 3. Are specific professional development needs of 
educators related to legal concerns for students with exceptional learning needs 
and special education services? 
 Participants reported the professional development needs of practicing educators 
related to legal issues for special education students and services are: 

 all the rules and regulations,  
 discipline of students with exceptional learning needs, 
 implementation of a student's IEP and BIP,  
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 instructional needs and requirements,  
 parents rights,  
 rights of teachers and students in the general education classroom, and  
 state testing. 

 A significant number did not identify major concerns or skipped the question. The 
lack of response caused the researchers to question if participants did not respond 
because they did not recommend specific legal knowledge needed by practicing 
educators, or lacked the necessary knowledge about special education services to 
respond to the survey. 
 Research Question 4. Are there specific recommendations that practicing 
educators have for meeting the needs of students with exceptional learning 
needs and special education services? 
 Among the specific recommendations participants have for meeting the needs of 
students with exceptional learning needs and special education include:  

 follow the laws and guidelines, 
 follow and document the IEP, BIP,  
 communicate with parents and fellow educators, and 
 seek training, professional development, and do personal research. 

 Almost 65% indicated "no response" or skipped the question, a significant 
number who did not make recommendations for other teachers of students who require 
special education. This caused the researchers to question if participants did not 
respond because they did not have recommendations or they lacked the necessary 
knowledge of special education to respond to the survey. 

Consistently, 61%-85% of participants responded with "nothing" or skipped the 
questions. This caused the researchers to question if they did not know how to respond 
to the question or if they don't know how to serve special education students. 
Summary and Conclusions 

One thousand five hundred sixty four (1,564) educators in an urban school 
district in southwest United States were contacted via e-mail to complete a survey about 
legal concerns of students with exceptional learning needs and special education 
services.  Five hundred four educators (33%) responded to the online survey. Most 
were Caucasian females between the ages of 36-50, teaching elementary general 
education with over 15 years teaching experience. 

A review of qualitative data from five open-ended questions identified educators’ 
professional development experiences related to special education law, guidelines, and 
teaching strategies; major concerns of teachers who serve students with special needs; 
and recommendations for teachers of students with special education needs. 
 Results of this survey support the Darling-Hammond et al. (2009) research 
reports of minimal training and professional development for teachers supporting 
special education students. Almost twenty-four percent (24%) reported having no 
training within the past year in eligibility, guidelines, learning characteristics, and 
teaching strategies. Twenty-five percent (25.1%) reported no training within the past 
year in legal issues. Another 60-85% consistently responded "nothing" or skipped 
questions, thus providing no information to open-ended questions about concerns or 
recommendations for working with students with special education needs. No 
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information was gathered as to why this significant number would respond to the 
survey, yet provide no useful comments. 

When educators lack knowledge and understanding of instructional needs, 
learning characteristics, teaching strategies, and legal concerns for students with 
special education needs, due process hearings and litigation result. Mueller (2009) 
identified instructional areas and legal concerns as those most likely to be taken to 
hearing or litigation. Katsiyannis, Losinski, and Prince (2012) noted school personnel 
need to ensure rights of students with disabilities are observed, educational benefits are 
attained, and potential liability minimized. Teachers’ lack of knowledge can result in 
frustration and lack of ability to handle day-to-day individual needs of students, as well 
as hearings, litigation, and personal liability. 
 Areas identified for professional development and training included specific areas 
of anIEP, such as accommodations, modifications, related services, and differentiated 
instruction. Other specific needs for training included implementing instructional 
strategies in an IEP and BIP including specifics for implementing teaching strategies in 
inclusion setting. Participants identified a need to know how to modify all lessons in 
general education; how to understand an IEP; and how to contribute to ARD meetings. 
Participants identified a need to know current special education law, discipline issues, 
and rights of parents, students, and teachers. Participants identified a need to know 
what was required of the classroom teacher.  

Participants made recommendations for teachers of students with special 
education needs, including following the IEP and BIP, communicating with parents and 
colleagues, and seeking professional development and training. The researchers report 
a particular concern about the 60-85% who responded "nothing" or skipped questions, 
resulting in a significant number of educators who appeared to not know of or who did 
not respond to legal issues for students with special education needs. 
Recommendations 
 Recommendations based on the responses to the survey include: 

1. Provide ongoing training and professional development to practicing educators 
in the specifics of special education, specifically implementation of IEP, BIP, and 
instructional strategies for inclusion settings for students receiving special education. 
 2. Provide ongoing training and professional development to practicing educators 
regarding legal concerns especially discipline issues, student rights, parent rights, and 
rights of teachers and general education students.  

3. Develop a structure in schools, such as Professional Learning Communities 
(PLC), to support inclusion teachers where campus leaders regularly schedule time for 
training and collaborative planning to facilitate open and on-going communication, 
encourage working relationships among regular and special education teachers to 
share best practices, encourage problem solving, and establish a sense of ownership 
and responsibility among teachers for the success of all students.  Regular education 
students and students who receive special education services would benefit.  Campus 
leaders must be actively involved to ensure fidelity, productivity, and endurance. 
 4. Investigate the cause of the significant number of participants who provided no 
response to the open-ended questions. 
 5. Replicate the study with a larger population, perhaps nation-wide, to determine 
if the results of this study can be generalized to a national population. 
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Appendix A 
Demographic Characteristics of Survey Participants 
Table 1  
Q1. Gender of survey participants (n = 504) 

Gender Number %  
Male 72 14.3% 
Female 429 85.1% 
Skipped question 3 0.6% 

 
Table 2  
Q2. Age range of survey participants (n = 504) 

Age Number %  

21 - 24 years of age 6 1.2% 
25 - 35 years of age 89 17.7% 
36 - 50 years of age 203 40.3% 
51 - 65 years of age 187 37.1% 
Over 65 years of age 16 3.1% 
Skipped question 3 0.6% 

 
Table3  
Q3. Ethnicity of survey participants (n = 504) 

Ethnicity Number % 
Asian/Pacific Islander 2 0.4% 
African American 186 36.9% 
Hispanic 15 3.0% 
Native American 3 0.6% 
Caucasian 280 55.5% 
Mixed Ethnicity 4 0.8% 
Other 6 1.2% 
Skipped question 8 1.6% 

 
Table4 
Q4. Area of employment of survey participants (n=504) 

Employment Area Number % 
Special Education 71 15.7% 
General Education 325 71.7% 
English Language Learner 7 1.5% 
Educational Diagnostician 9 2.0% 
School Counselor  11 2.4% 
Principal/Asst Principal 30 6.6% 
Other 59 10.1% 
Skipped question 51 10.1% 

*note: Some educators have multiple assignments resulting in a total greater than n = 
504 
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Table 5 
Q5. Grade level employed (n=504) 

School Level Number % 
Pre School 25 5.0% 
Elementary 199 39.5% 
Middle School 120 23.8% 
High School 148 29.3% 
Skipped question 12 2.4% 

 
Table 6 
Q6. Number of years of teaching experience (n=504) 

Number of years Number % 

0 - 3 years 36 7.1% 
4 - 8 years 107 21.2% 
9 - 12 years 78 15.5% 
13- 15 years 55 10.9% 
Over 15 years 228 45.2% 
Skipped question 0 0.0% 

Appendix B 
Survey Question Responses 
Table 7 
Q47. List the training you had within the last year regarding eligibility guidelines, 
learning characteristics, and teaching strategies for students who require Special 
Education Services. (n=504) 

Training type Number % 
Received no training 120 23.8% 
On campus or district meetings 57 11.3% 
University course work 12 2.4% 
Law conference 3 0.6% 
Non-themed (i.e., 1 hr. 504) 61 12.1% 
Skipped question 251 49.8% 

 
Table 8 
Q48. List the training you had within the last year regarding Special Education 
legal issues. (n=504) 

Training type Number % 

Received no training 127 25.1% 
On campus meetings and/or district in-service 57 11.3% 
University course work 7 1.4% 
Law conferences 16 3.2% 
Non-themed (i.e.,“don’t remember”) 41 08.1% 
Skipped question 256 50.8% 
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Table 9 
Q49. What do you need to know about Special Education services to be an 
effective teacher (n=504) 

Training type Number % 
Implementation of accommodations, modifications, 
differentiating instruction, services 

35 6.9% 

IEP & BIP implementation strategies in inclusion 35 6.9% 
More training needed (type not specified) 66 13.1% 
Nothing 23 4.6% 
Non-themed (i.e., anything pertaining to my students) 72 14.2% 
Skipped question 273 54.2% 

 
Table 10 
Q50. As a teacher, list major concerns regarding serving students who require 
special education services (n=504) 

Training type Number % 
Inclusion issues 73 14.5% 
Training needed 38 7.5% 
Support staff needed 11 2.2% 
Parental rights issues 11 2.2% 
Other 26 5.2% 
No major concerns 34 6.7% 
Miscellaneous; non-themed 38 7.5% 
Skipped question 273 54.2% 

 
Table 11 
Q51. What recommendations would you give other teachers of students who 
require Special Education services? (n=504) 

Training type Number % 
Follow & document IEP, BIP, modifications and 
accommodations 

86 17.0% 

Communicate with colleagues and parents 57 11.3% 
Seek training, professional development, and personal 
research 

28 5.5% 

Follow laws and guidelines 18 3.5% 
Know your students and have patience 19 3.7% 
No recommendations 24 4.8% 
Skipped question 282 60.0% 

*note: Respondents could list multiple recommendations resulting in a total greater than 
n=504. 
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Abstract  
Professional students are increasingly bombarded with numerous forms of negative 
stress or distress in their pursuit of graduate studies and studies in general. In addition 
to rigorous course learning expectations and educational institutional stress, students 
have numerous situational and external stressors. Creating curricula and online delivery 
mechanisms that maintain the focus on educational pursuit and the achievement of 
advanced professional competencies, skills and behaviors is more a matter of curricular 
design and forethought than a naturally occurring condition within the course (Schlosser 
and Simonson, 2003). This manuscript is about curricular design intended to reduce 
negative stress on students engaged in graduate professional education (Boettcher, 
2013). Developing course delivery to ease learning related stress does not occur, using 
traditional curricular development approaches. What follows is a student informed 
approach to creating a low stress online course on Stress Crisis and Coping as an 
essential skill set needed to function in most aspects of professional work and in human 
service delivery. 
Introduction  
A question may be posed as; what do students find stressful and why? Of course, there 
is no absolute or definitive answer, as stress is in part a perceived phenomenon that 
varies from student to student.  Some of the more common stressful situations identified 
in the professional and popular literature may include; a decline in civility in and out of 
the classroom, time pressures to complete assignments while working or caring for 
family, stresses associates with student role such as economic pressures (Sloan, 2002), 
and competing deadlines and responsibilities, as well as, learning curve issues or lack 
of skills, social isolation and overwork and reduction is perceived status and personal 
power. A related stressful lifestyle phenomenon for students is alienation from a healthy 
lifestyle and environment such that personal needs like healthy eating, sleep or even 
access to fresh air become unmet. 
Technology poses an additional and common source of stress (Goodyear, 2002)  for 
students as technology becomes and embedded demand for advanced and online 
forms of modern educational curriculum delivery (Schlosser and Burmeister, 1999; 
Hanna, Glowacki-Dudka, and Conceicao-Runlee, 2000). To begin with, technology 
reliability and access issues are a common experience for most contemporary students 
(Greenberg, 2002). Furthermore, such communication devices and demands as cell 
phones, bombardments of emails, consultations on Skype and course delivery 
platforms, sheer information overload and lack of personal privacy are heavy 
contributors to student perceptions of stress. 
Many of these stressful conditions fall beyond the domain of control of the curriculum 
developer or course instructor. However, the course itself may be structured even within 
modern course delivery apparatus to provide a diminished perception of high perceived 
levels of student stress. The essential element of effective course design for a low 
stress curricular experience is to carefully incorporate student feedback over time into 
the course experience (Simonson, 2000). Some awareness of the fluctuating nature of 
perceived stress for students is also essential. 
A useful curricular development approach would be to provide and embed a stress 
awareness and management course into the curricular program of work for students, 
particularly graduate students, relevant to their unique area of professional or academic 
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training and incorporate best practices in curricular and online curricular design to 
reduce the experience of stress while simultaneously training the student in improved 
stress management and self-care (Miller, and King, 2003).  The resultant goal in part 
would be that of creating the low stress graduate professional class online (Faculty 
Focus, 2013). 
Literature Review 
The development of a course delivery approach and essential course elements 
(Keegan, 1996) which provide a reduced perceived stress model for either online or in 
class graduate and professional work, requires considerable thought and preparation 
(Boettcher and Conrad, 2010). Though some course delivery platforms are both user 
friendly for the instructor and participating student, there remains a learning curve for 
technology mastery and familiarity in how to compose course elements in such a design 
as to permit ease of student involvement and approximate a supportive and engaged 
classroom experience (Foley, 2003). 
Some of the essential instructional elements for a cohesive classroom experience will 
need to be addressed and present within each mode of course delivery. A number of 
teaching and teaching mentoring sources recommend that faculty need to begin each 
course by reducing anxiety though taking a masterful and positive approach to content 
delivery. That is, by leading, keeping the pace rapid and the students engaged (Ko, and 
Rossen, 2003; Fischer,   Reiss, and Young, 2005). Teaching and inspiring students 
from the first class experience is essential. The task of maintaining a positive learning 
environment though is difficult for some instructional faculty, as students may be 
passive learners, through earlier socialization and prone to avoidance of participation or 
even negative talks or “bullying” instructors if not socialized to be mature and self-
responsible learners (Palloff, and Pratt, 2003).  
The instructor must be constantly prepared to counter, negative actions that detract 
from the learning experience even if directed to the instructor. The responsibility for a 
positive learning environment then is assigned to the participating student body with 
incentives for participation and positive engagement and lack of these or substantial 
down side disincentives for exceptions to maintaining a positive learning environment. 
Reinforcement by way of review of the scoring or grading essentials early into the 
course and revisiting these each class meeting, whether classroom or online, is an 
instructional requirement (Goodyear, 2002). 
Online Courses 
Course elements for online courses will require some additional considerations. To 
begin, ease of course platform access (Wikipedia, 2013), usage, learning and the 
sequencing or repletion of tasks and a detailed and repeated orientation to online 
course suite tools and features is essential. Careful attention should be paid to a shared 
sequencing of tasks and assignments between the written syllabus and the online 
learning modules (Boettcher and Conrad, 2010).  
The syllabus should include design elements that are low stress tasks both 
synchronously within the course meeting time and asynchronously for external student 
and group task working arrangements and after class homework, etc. (Boettcher, 2013). 
Content for the course should be personally relevant, group relevant, educationally 
relevant, interactive and engaging (Mabrito, 2004). Content within the online course 
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shell should be sequenced into learning modules with nested levels of traditional, 
multimedia and external subject content.  
The learning or online class milieu should be inclusive of rapid consultation or response 
as questions or inquiries emerge. Learning strategies should be task based. Tasks then 
should allow for multiple learning attempts and timelines or due dates. See Figure 1 
below. 

 
  
Figure 1:  Sequenced Course modules 
 
Using Technology for Low Stress Course Delivery 
A combination of passive and active learning methods may be employed to create a 
lowered stress level for course participants through the supportive use of technology. 
Passive and non-stressful though potentially non-engaging internal to the course shell, 
online learning methods would include the varied but sequenced use of videos, 
readings, slides, notes and perhaps other multimedia including audio files on occasion 
(Clark, 1983). External but passive methods might include links to pre-prepared class 
session summaries or other material posted by instructors to YouTube, blogs, etc. for 
additional personalized support. Active learning methods then would include the in class 
(online) skill building content and interaction with faculty and other students (Sorensen, 
and Baylen, 2000). 
The combination of course activities (Conrad, and Donaldson, 2004) would be directed 
toward the goal of increased self- awareness, relative to stress management knowledge 
(Seaward, 2011). Such embedded individualized (Maeroff, 2003) and passive learning 
content might include; stress management or reduction inventories, self-monitoring 
plans or links to external programs, and information on regulating stress responses and 
symptoms. Self-awareness, relative to stress management and reduction could further 
be facilitated through a combination of cohort based passive and active non-judgmental 
feedback discussions, opportunities for clarification and sharing opinions, shared 
responsibility for maintaining a positive learning environment and zero tolerance 
(expressed) for bullying. 
 

19



 

 

Technology Based Course Content 
Technology based course content will of necessity be themed to subject or specialty of 
the specific course to include stress management, crisis management, or coping skills 
development if the development of effective stress reduction methods are the objective 
for the course (Seaward, 2011). Both the technology learning curve for the course 
delivery system and the curricular content should be organized from simple to complex 
content and skills training (Greenberg, 2002). Content may on occasion be entertaining, 
but the course should not be focused on entertaining but rather informing and training. 
See Figure 2 below. 

 
 

Figure 2: Themed information and training modules with limited entertainment 
 
Essential technological course shell components that would permit both engagement 
and approximate the “in class” experience would likely include a conferencing or live 
chat platform for synchronous course dialog or a white board for synchronous 
keyboarding dialog (Painter, Coffin and Hewings, 2003). Summations as mentioned, 
either oral or captured video would allow for supportive reinforcement and review of 
online content and allow for variation and rehearsal needs among student due to 
differing learning styles. In an out of class discussion and projects allow students to 
develop relationships and provide an additional learning experience. Blending of internal 
and external resources provides prerequisite variation needed for competency and 
mastery; including of stress management skill sets (Seaward, 2011). Of course the 
addition of variable commitment approaches for student engagement and effort within 
the syllabus and online course assignments, or variable commitment for mastery 
through grading contracts allow students to perform differentially and decide how much 
they wish to take away form a course. 
Methods 
The principles and guidelines to follow are derived from informal student feedback 
regarding the stresses of graduate coursework and online coursework and suggestions 
for reducing stress are listed as understood by the course instructor. No systematic or 
organized method of gathering information was utilized. No organized method of data 
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collection was employed. They are provided as personal lessons learned, and 
possibilities for further inquiry, for this descriptive paper. 
Three sections of students enrolled in a graduate level Social Work Direct Practice 
Course in Stress Crises and Coping, offered in the classroom (1 section), as a hybrid 
course (1 section) and as a fully online course (1 section) were requested to offer their 
accumulated suggestions on developing a low stress classroom course delivery 
experience with imbedded online elements, and fully online. Each course section 
included from 20 to 30 students with an average of 25. These serve as an informal 
summation of their accumulated experience and insights on creating low stress course 
delivery.  
The model course syllabus for SOCW6361 Direct Practice in Social Work: Stress Crises 
and Coping, may be located by accessing: http://www.uta.edu/ra/real/faculty/basham 
online and seeking the latest syllabus template for the course under this authors 
teaching tab on the research profile page. The course models is written as a combined 
or hybrid syllabus that permits flexibility for course offering as either an in class or online 
offering. The author may be contacted directly, if at some point in future the syllabus is 
removed from the university posting location online. The syllabus is built on several 
numerous earlier offerings for the course which were not modeled from the perspective 
of stress reduction upon participating students as seen in the referenced example. 
Many of the design elements listed below and forwarded from students have been 
incorporated into the current model. See course video module links in Table 1 below. 
Table 1: A listing of course subject topics and online video supplements 
Stress characteristics 
Physiology response to stress 

https://www.youtube.com/watch?v=MQBhnTj7uDE 
https://www.youtube.com/watch?v=RyP8L3qTW9Q 

Stress and disease  
Psychology and stress 

https://www.youtube.com/watch?v=WxcTEiTrS0k  
https://www.youtube.com/watch?v=Z_HOxC72Iss 

Stressful emotions  
Stress prone personality   

https://www.youtube.com/watch?v=isseiH9Q9Bg  
https://www.youtube.com/watch?v=zvx1nUYy8s0  

Stress and human spirituality https://www.youtube.com/watch?v=Kyn5absDyM4  
Cognitive triad and stress 
Cognitive behavior 
modification 

https://www.youtube.com/watch?v=n7T5JFEiRFI 
 
https://www.youtube.com/watch?v=0BbHW3H_xmo  

Journal writing  
Expressive art therapy 

https://www.youtube.com/watch?v=H6H6qmKNwiQ 
https://www.youtube.com/watch?v=dYN7nU-KT3A  

Happiness and stress  
Creative problem solving 

https://www.youtube.com/watch?v=7dep9KPWp3g 
https://www.youtube.com/watch?v=oqwoOpO-4k0  

Communication skills  
Time management 
Money management  

https://www.youtube.com/watch?v=xpFkrD02t1A 
https://www.youtube.com/watch?v=oTugjssqOT0 
https://www.youtube.com/watch?v=vjxxFrfDYZ8  

Additional coping techniques  
Diaphragmatic breathing 

https://www.youtube.com/watch?v=ji5_MqicxSo 
https://www.youtube.com/watch?v=CDOh1VCXaQk  

Meditation 
Hatha yoga 

https://www.youtube.com/watch?v=e0rSmxsVHPE 
https://www.youtube.com/watch?v=F51c4WUDT5Q  

Mental imagery and 
visualization   
Music therapy 

https://www.youtube.com/watch?v=WksDzu8cADE 
 
https://www.youtube.com/watch?v=ulUF6z-JGnU  
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Massage therapy,  
Tai Chi 

https://www.youtube.com/watch?v=IdiMLXrGt3E 
https://www.youtube.com/watch?v=SBIZciSHPgA  

Progressive muscle relaxation, 
Autogenic training 

https://www.youtube.com/watch?v=Bq0tNdlcdIM 
 
https://www.youtube.com/watch?v=t05S6O6YWgw  

Clinical Biofeedback 
Nutrition and stress 

https://www.youtube.com/watch?v=_jprYuSkKLs  
https://www.youtube.com/watch?v=nWlMfFlzHPY   

Physical exercise  https://www.youtube.com/watch?v=Ae9fF7pnkfU  
Elements of Style for Low Stress course delivery: External issues 
Among the best practices feedback and suggestions given by students taking the 
course, across cohorts, was consideration of some of the external factors upon 
graduate and professional students that effect how stressful a course is perceived 
(Faculty Focus, 2013). A factor acknowledged by the students themselves is that many 
may embark on a graduate or professional training program without adequate socio-
economic status, or personal support networks, to devote time and energy to the 
process of learning (Sloan, 2002). Unexpected personal demands or crises may occur 
during their educational effort that could affect performance and perceived stress.  
A related issue is that students want assurance that there are adequate material 
resources available to take or conduct the class including; a comfortable and safe 
environment, adequate (and reliable) equipment and sufficient student supplies (access 
to texts, etc.). Further, students have related that an accurate appraisal of costs and 
risks over the duration of the program is important. That is, consistency of instruction 
(without substitutions of teaching faculty), no course delivery disruptions (due to budget 
cuts or tuition increases). 
As to the course structure itself, students are seeking to keep the focus on learning and 
forming relationships without excessive stressful experiences.  Students reported 
seeking a relaxed and stress free instructor who doesn't transmit personal stress. 
Further, that the instructor attempt to make a personal connection and be easy to relate 
to. In addition students seek cultural tolerance and being open to differing perspectives 
and experiences as valid contributions to the class. Confrontation over difference may 
increase perceived stress among students whether coming from the instructor or other 
participating students (Russell, 1999). In addition, the inclusion of accountability 
measures that reduce or provide a low stress a low stress learning experience is 
essential. 
Elements of Style for Low Stress course delivery: Internal issues 
Additional best practices feedback and suggestions given by students taking the course, 
across cohorts, was consideration of some of the course related internal factors upon 
graduate and professional students that effect how stressful a course is perceived. 
Reliable course delivery platforms throughout the course without disruptions due to 
institutional maintenance or upgrades and changes in the technology are an expectation 
of most students. Furthermore, ease of learning of the technology, which was not 
expected to be more difficult than the course material presented in the course. 
As an aspect of course design, students supported the notion that there be some 
performance or grading allowances for differential performance among students, with 
opt out strategies at different grade levels. Flexible due dates for assignments and 
opportunities for successive learning attempts were considered important. Variations in 

22

https://www.youtube.com/watch?v=IdiMLXrGt3E
https://www.youtube.com/watch?v=SBIZciSHPgA
https://www.youtube.com/watch?v=Bq0tNdlcdIM
https://www.youtube.com/watch?v=t05S6O6YWgw
https://www.youtube.com/watch?v=_jprYuSkKLs
https://www.youtube.com/watch?v=nWlMfFlzHPY
https://www.youtube.com/watch?v=Ae9fF7pnkfU


 

 

learning inputs and mechanisms so as to break up monotony were also considered a 
key factor for a low stress course. Low volume of paperwork or other stressful course 
related tasks was also valued (Best Practices in Distance Learning, 2013). 
As to relationships as part of the course experience students related that ready access 
to materials and instructor as needed was helpful. Most students providing feedback 
also sought opportunities to get to know classmates and form long term relationships. A 
quality issue for a low stress course experience was the capacity to include 
opportunities to passively experience, to laugh and where possible to relax. 
Elements of Style for Low Stress course delivery: Technology Usage Issues 
To the degree that course platform and online technology and content permit, the 
course should provide an approximate sense of being enrolled and engaged in a course 
or class with a capacity for relationships with the instructor and other students. Blending 
technology to compliment variations in learning styles is essential to reduction of 
perceived stress within online course environments. Remaining responsive, personable 
and available throughout the course offering though distant is possible with a range of 
conferencing, scheduling and communication options with students. However, 
curriculum and syllabus design that provide flexible and contracted grading options and 
low stress personal learning experiences are important to the overall pedagogy for 
professional self-determined education through online coursework (Peters, 1998). 
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Figure 3: Dimensions of Low Stress Course Experience for Students 
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Discussion 
The principles (Indiana Partnership for Statewide Education, 2000) referred to as 
Elements of Style for low stress course delivery and more specifically for online course 
offerings will likely serve as an authoritative guide for developing course delivery and 
content of which the student has a model learning experience and of which the 
instructor may be highly regarded throughout the course offering and thereafter. 
Portions of the material presented here are modeled after the classic work in elements 
of style for written work authored more than a century ago by noted authors Strunk and 
White (Strunk, and White, 1972).  Though the current manuscript could add further 
refinements to evolving technology and delivery systems (Hirumi, 2000), many of the 
student centered approaches cataloged here will serve the online course instructor well 
for some measure of time in developing the least stressful practices in pedagogy and 
implementation of low stress online course delivery (Moore and Kearsley, 1996). Much 
of the information presented here is iterative and evolving and constitute some of the 
best practices and lessons learned for engaging students and placing personal 
responsibility for maintaining a quality learning environment with the students 
themselves. Students take an active role in course development and improvement. The 
emphasis remains on quality learning and less on stressful and unproductive course 
delivery styles. 
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Preface 
 The objective of this paper is to assist with the progress of an ad-hoc citizens 
committee tasked with finding acceptable alternatives to the current situation as 
presented in the following outline. The committee is in the early stages of discovery and 
this papers tone reflects a general overview of the problem as outlined below, with 
several options listed that endeavor to resolve the issues presented in a logistically 
feasible manner.  
 The author of this paper wishes to highlight the fact that, while he is currently 
serving on the ad-hoc citizens committee formed by the Ellensburg City Council to 
research feasible means of building and funding a community center in Ellensburg 
Washington, this report does not reflect the views of the aforementioned committee and 
is solely representative of the authors personal views and research conducted as a 
student in conjunction with his public policy analysis studies at Central Washington 
University. 
 
Introduction 
 The City of Ellensburg,Washington is located in the center of Washington State 
and is the county seat for Kittitas County. Originally a trading post along theroute 
connecting Spokane and Seattle, it has grown into an agricultural and college based 
community. Ellensburg is home to Central Washington University. The cityhas 
approximately 18,000 full time residents (2011) as well asa population of 11,000 full-
time students that currently attendthe university.The city issituated at the crossroads of 
two major interstates (SR-97 and I-90). With activities such as skiing, fishing, hunting, 
snowmobiling, and horseback riding all within an hour’s travel time from Ellensburg, it is 
likely to continue to grow in popularity with vacationers seeking refuge from the rains of 
Western Washington, as well as continuing to attract tourists who come for the many 
festivals that Ellensburg hosts, such as Jazz in the Valley, Dachshunds on Parade, the 
annual Western Art Show and the nationally prominent Ellensburg Rodeo. 
 
Statement of the problem 
 The demand for recreational services far exceeds the City of Ellensburg’s current 
capacity to deliver them. Ellensburg owns, operates, and maintains, through tax 
revenue, service fees, and grants, several buildings that house recreational activities. 
Tennis, racquetball, indoor soccer, swimming, youth services, and senior services are 
all housed in separate buildings in various locations throughout the city as well as 
outside the city limits. Currently all of the buildings that house the aforementioned 
activities have issues which prevent the residents of Ellensburg from fully utilizing the 
services that are being offered. Issues, such as inconvenient access due to remote 
locations, overcrowding in the senior centersdue to popularity, and a youth services 
operation that has outgrown its current location, make it impractical to continue to fund 
these operations as they currently operate due to their inability to meet demand. 
 
Currently 
 In Ellensburg, Washington the City Council, in conjunction with the Parks and 
Recreation Department,administers the development and management of the public 
recreational resources used by the community. This paper is an analysis of the services 
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provided, namely the youth activity center, the senior center, thesoccer, tennis, and 
racquetball complex, as well as other services the residents may benefit from but are 
not currently offered by the city for various reasons. The outlined planning process 
follows the steps needed to ensure a successful resolution of the issues with regards to 
maintaining a high quality of service towards the community with possible alternatives 
highlighting the major pros and cons as well as a general recommendation to resolve 
the issue. Positive future results are dependent upon improving the effectiveness of the 
local government’s delivery and management of services that the community requires.  
 
Stakeholders 
 Parties directly involved with the decision making process are, the Ellensburg 
City Council, which is an elected body representing the residents of the City of 
Ellensburg, the mayor of Ellensburg who is responsible foroverseeing the city council 
meetings and is elected from among the city council members by the city council, and 
the Parks and Recreation Department ofEllensburg which oversees the development 
and maintenance of the recreational resources in the city. Additionally, the State of 
Washingtonand the Federal government of the US may be contributing resources in the 
form of grants for public improvements. 
 
Options 
 
Option one. 
 Continue to provide the existing community services with no change in 
operations. 
 
Pros 
 No changes in budget or political support will be required. The buildings are 
being used in neighborhoods that have grown accustomed to them and as a result they 
do not generate any negative response from the surrounding communities in terms of 
land use impact. 
 
Cons 
 If present trends continue,some of the buildings, if left neglected, will eventually 
be condemned and no longer useable or saleable. This would result in a significant loss 
of money for the city of Ellensburg.Loss of public support for the City of Ellensburg in its 
ability to provide and maintain community resources may be the political result, with the 
possible effect of making it difficult for the City to regain the public’s trust with regard to 
the investment in future projects and their management. The youth who rely on the 
youth activity center for after school activities would have limited options for creative 
outlets. This may lead to a rise in delinquent behavior. Many seniors who rely on the 
senior center to provide health screenings, exercise programs and daily lunches would 
have no alternative available due to their limited resources. Additionally, the distance 
required to travel to all of the services offered by the City are prohibitive to those that 
lack the means of independent transport and rely on public transportation.Residents of 
Ellensburg who would like to use facilities locally but cannot find them may travel out of 
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the area to hold conventions and have weddings etc. resulting in lost revenue for the 
city. 
 
Recommendation 
 Due to the current prohibitive limitations imposed by the location, size, and level 
of maintenance required to operate the existing buildings owned and operated by the 
City of Ellensburg the recommendation is to build a new community center that will 
combine all of the current services offered by the existing centers, as well as offer new 
services that cannot be provided due to lack of suitable space, in an area that is 
centrally located in the City of Ellensburg.It is important that the City of Ellensburg 
continue to offer the services it currently provides to the community as the groups 
utilizing the programs count on public funding for programs that if left to the private 
sector would be cost prohibitive to both consumer and business to operate and 
patronize and may result in an overall decline in the standards of living for many 
residents. 
 This combination of services would likely result in a reduction of traffic throughout 
the area due to the central location and it would have the effect of minimizing both 
pollution and accidents,due to its close proximity to most residents and the use of 
regularly scheduled public transportation to and from the facility. It is important that this 
action begin as soon as feasible due to the likelihood of rising costs associated with the 
building construction, and purchase of land if required.The opportunity now exists to use 
land that is currently available and that in the future may be lost to private development. 
If not acted upon soon, the opportunity for a logical placement in a prime location could 
be lost indefinitely. 
 With regards to improvements in the current structures owned by the city, 
remodeling is not considered a viable option at this time due to the current buildings not 
being not conveniently located next to the constituents they are tasked with serving and 
the fact that many of the buildings are outdated or have been transformed from one use 
to another with less than optimal results and would therefore be cost prohibitive to bring 
up to date. Another issue pertaining to finding buildings for use by the community is the 
fact that there are buildings in Ellensburg that are available that would serve the needs 
of the community, namely the facilities owned by Central Washington University. 
However, due to scheduling conflicts and the prohibitive costs arising from the rental of 
these facilities this option is not considered a viable alternative. 
 
Issue: Funding of Community Center 
 Currently the funds for the building of a community center would need to be 
generated by new means. The following options are presented as possible sources of 
such funding. 
Option one  
 Raise capital through the sale of the existing structures which are currently being 
used for community recreation and would be replaced by the new community center, 
while concurrently bringing the issue before the voters in the form of a construction 
bond that would complete the funding of the building. 
Pros 
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The benefits to selling the existing structures will be in the form of 
immediatefunds available as well as the savings that will result in not having to maintain 
the buildings as they currently are. The bond would be the most direct form of funding 
and would allow for the immediate initiation of the project andresult in the quickest 
completion time for the building of a community center. 
 
Cons 
 Due to needed updating of both the Ellensburg Fire Department and the 
Ellensburg Middle School a bond is currently before the voters to decide on the issue of 
approval of a new structure for the middle school and a future bond is being discussed 
for the fire department. On two prior attemptsto fund the middle school through a bond 
before the voters, the voters rejected the proposal. The possibility of failure cannot be 
erased in this instance and the local and national economy would seem to indicate 
mixed support for any type of increased taxes. It is especially critical that issues that are 
presented to the public for approval are presented in a way that seek input and 
feedback at all stages of planning in order to avoid a negative reception. The committee 
can mitigate the chances of this happening by informing the general public at all stages 
of progress to gather feedback and receive ideas that are generated from the public 
input in order to assess the overall satisfaction with the project from all sectors, with 
time allotted to make any necessary changes that are required in order to maintain the 
level of support needed to insure the passage of the bond measure. 
 
Option two 
 Increase sales tax revenue by allowing large box stores such as Wal-Mart, 
Target and Costco into the Ellensburg market. 
 
Pros 
 By designating certain portions of land surrounding Ellensburg for 
commercialshopping districts, the greater Ellensburg community would benefit from the 
increased tax revenue that is currently being lost to surrounding cities, chiefly Yakima 
which is a 30 minute drive south, Seattle which is a hour and a half drive west, and 
Wenatchee which is a 50 minute drive north. All of these locations serve to attract 
buyers from Ellensburg by offering malls and large box stores in the form of Costco and 
Wal-Mart etc. The actual amount of tax revenue lost by Ellensburg to the surrounding 
areas is not known but anecdotal evidence would seem to suggest that it is quite 
substantial, with the amount of money being spent in surrounding citiesranging from an 
estimated low of 100,000.00 per month to a more realistic 1,000,000.00 per month. The 
following figures represent an estimate of the tax revenue that is being lost every month, 
from 8000.00 per month on the extreme low end to 36,000.00 per month using the 
figure of 1,000,000.00 per month being spent outside the city. This is significant 
because the cost of the monthly payment, for a community center with the initial cost of 
6,000,000.00 and a mortgage rate of 6%, would be approximately 35,000.00 per month.  
  
Cons 
 Historically, the opposition to growth in the form of allowing large retailers access 
to the local market has been significant with enough support to defeat proposed 
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development. The local and national economy is a significant factor in terms of 
attracting major retail development. Even ifdevelopment was approved in certain areas, 
it would not be a guaranteethat the development would occur. Increased traffic, 
pollution, and crime are all possible negative factors that must be considered. 
 
Option three 
 A third approach is a combination of the options listed above. Ellensburg can 
maintain the downtown core and promote a western theme to tie into its unique past 
and the tradition of the Ellensburg Rodeo. The popularity of local Western artist John 
Clymer, the growing enthusiasm for the Cowboy Poetry Gathering and the continued 
success of the Western Art Show illustrates the desire, by many tourists and locals, to 
experience something uniquely Western. Much like the successful transition made by 
Leavenworth Washington in the 1960’s, where the town made the successful transition 
from struggling former logging town into a successful model of a Bavarian mountain 
village that attracts tourists from around the world, Ellensburg has the opportunity to 
capitalize on the existing enthusiasm for its Western heritage. Ashland Oregon also 
presents a unique perspective on bringing tourism to a small city with the success of its 
internationally known Shakespeare festival. Similar to the transformation of 
Leavenworth, incentives would be given to local Ellensburg businesses and store 
owners who voluntarily choose to adopt a common Western theme for the exteriors of 
their buildings that would lend the town a unique Western flair. 
 There are numerous instances of towns that successfully combine new 
businesses without losing the core downtown businesses. One example of this blending 
of old and the new is the city of Vacaville in California. The city of Vacaville is located 45 
minutes east of San Francisco. The population currently numbers approximately 92,000 
residents (2011). The town has separate districts that divide the newer shopping malls 
from the earlier original downtown. By allowing development in a controlled manner 
Vacaville has successfully held onto the intimate feel that the original town had while at 
the same time offering the kinds of services and shopping opportunities that many 
residents would otherwise travel to the larger cities to find. Ellensburg has areas located 
at both of its south and west interchanges that would be ideal for larger malls and 
commercial developments to be situated that would not adversely affect the downtown 
core. 
 
Conclusion  
 Ellensburg is at a cross roads literally and figuratively with respect to the ways in 
which it addresses growth and how it addresses the needs of its residents. With the 
choice seemingly between continuing to remain a city, with a town and country attitude 
at the risk of continuing to lose tax revenue and residents to surrounding cities that offer 
shopping and job opportunities not available in Ellensburg,or becoming a city and 
suburb type community that may potentially lose its identity as feared by some in the 
community. However, the third option satisfies the requirements of those who wish to 
maintain the small-town feel of Ellensburg and at the same time improves the quality of 
life for all residents by allowing future development in a controlled manner that seeks to 
minimize conflict with existing businesses and neighborhoods.  
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 This opportunity will not last forever and it is crucial that steps be taken now to 
address the needs of the Ellensburg community in a planned manner or the chance to 
direct the future of the city may be lost indefinitely.While many opportunities exist and 
options vary, by combining several of the above listed options it will be possible to 
maintain the unique feel of Ellensburg while increasing the satisfaction of the residents 
both current and future.  
 If this situation is ignored Ellensburg can expect to lose residents of the highest 
caliber, and have them be replaced by residents who don’t necessarily want to live here 
but do so out of economic necessity, due to crime and neglect resulting from lack of 
proper planning. It is important to point out that,no matter what the city decides to do in 
addressing the problem, there will be costs associated with all decisionsand the cost of 
doing nothing will be greater in the long-term than the cost of addressing the situation at 
the earliest practical time.The formulation of a plan that maximizes constituent supportis 
crucial to the success of this project. It is the responsibility of the stakeholders to 
provide critical information well in advance of the issue being voted upon to the voters 
and it essential for the committee to be aware of the policy cycle in terms of how other 
political measures can positively or negatively affect the outcomes of the stated project 
goal (Stillman 2010).  
 
Notes 
 Currently, the ad-hoc citizens committee tasked with exploring the issues 
pertaining to the delivery of community centered services in Ellensburg Washington is in 
the early phases of developing research aimed at answering the issues pertaining to the 
design and location of a community center that would best meet the present needs as 
well as allow for scalability in order to meet future needs. The references listed below 
are resources that are beingutilized in order to provide a framework for gathering useful 
ideas from communities around the world that are facing community services issues 
similar to those facing Ellensburg, and have addressed those using creative means, 
with the intention of incorporating the useful ideas into the final product. 
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Abstract: Phase I of a study of educator's knowledge of special education law with 
implications for providing free and appropriate public education (FAPE) for students with 
special learning needs, due process hearings, and implications for need of ongoing 
training and professional development for educators at all levels of the organization. 
 
Purpose of the study 

The purpose of this study was to investigate educators’ knowledge of special 
education legal issues.  Phase I analyzed quantitative data on educators’ knowledge of 
legal concerns including Child Find, Least Restrictive Environment, and instruction 
obligations of educators toward students with exceptional learning needs based on the 
IDEA legal requirements. Phase II, reported separately, analyzed qualitative data from 
five open-ended questions to identify educators’ professional development experiences 
related to special education law, guidelines, teaching strategies, and major concerns of 
teachers who served students with special education needs.  
Background and Literature Review 
Legal Foundation 
 Almost every public school class has at-risk students and students with 
exceptional learning needs where educators are obligated to know and effectively apply 
special education instructional practices and related services. Special education has 
evolved over the past fifty years. Federal law has governed specific instructional 
practices and related services for students with exceptional learning needs since the 
early 1970s when Senator Hubert Humphrey (D-MN), argued on civil rights that “every 
child — gifted, normal, and handicapped — has a fundamental right to educational 
opportunity” (New York State Education Department, 2009 p. 36).  
 In 1972, Senator Harrison Williams (D-NJ) introduced the Education for All 
Handicapped Children Act and wrote:  

“We must recognize our responsibility to provide education for all children with 
disabilities and meet their unique needs. The denial of the right to education and 
to equal opportunity within this nation for handicapped children, whether it be 
outright exclusion from school, the failure to provide an education which meets 
the needs of a single handicapped child, or the refusal to recognize the 
handicapped child's right to grow, is a travesty of justice and a denial of equal 
protection under the law” (Yell, 2012). 

 In 1975, P.L. 94-142, called Individuals with Disabilities Education Act (IDEA), 
provided for services to students with exceptional learning needs. 

“The purpose of IDEA is to ensure all children with disabilities have available a 
free and appropriate education that emphasizes special education and related 
services to meet their unique needs and prepare them for further education, 
employment, and independent living…” IDEA, 20 U.S.C. § 1400[d] (Wright & 
Wright, 2011). 

 IDEA, amended in 1997, included parent participation in assessment, required 
re-evaluations every three years, included students receiving special education and 
related services in state and district-wide assessment process, and provided for testing 
accommodations where appropriate (Yell & Drasgow, 2000).  
 Amended in 2004 and 2010, IDEA became IDEIA, the Individuals with Disabilities 
Education Improvement Act of 2004 and aligned IDEA with the No Child Left Behind Act 
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of 2001 (NCLB). IDEIA 2004 emphasized highly qualified teachers, scientifically based 
instruction, and early intervention to reduce the need to label children to address their 
learning and behavioral needs (Wright & Wright, 2011). 
 IDEIA provided protections for students who need special education. It identified 
who was protected; provided definitions of disability characteristics; identified who was a 
student with a disability including age requirements and eligibility categories for special 
education and related services. It provided for zero reject, meaning students with a 
disability were entitled to a free and appropriate public education (FAPE) (Yell, 2012).  
 IDEIA outlined identification and evaluation procedures for eligibility for special 
education and related services. It provided procedural safeguards, student discipline 
requirements, guides for professional development for teachers and staff, and parent 
participation in the process for providing special education and related services. IDEIA 
outlined dispute resolution when conflict arose over FAPE (Yell, 2012). 
Due Process Hearings 
 One feature of IDEA was due process hearings to formally settle disputes when 
parents and educators disagreed about special education and related services for a 
student.  Meuller (2009) reviewed 14,000 due process hearings conducted between 
2006-2007. Costs per hearing were estimated at $50,000 each; some exceeded 
$100,000 when they reached federal court. School districts spent over $90 million in 
dispute resolution over special education cases and an emotional cost resulted from 
dispute hearings (Mueller, 2009).  
 Mueller and Carranza (2011) reviewed due process hearings between 2005-
2006 and found conflict arose when parents and school personnel could not agree on 
providing FAPE. Parents pressed legal action when conflict continued.  
 Mueller (2009) suggested the spirit of IDEA would be advanced if districts 
improved the education and welfare of students with disabilities without the distraction 
of conflict and litigation. Healthy relationships between parents and schools improved 
education of a child with disabilities. “Lost time and money accrued through litigation is 
devouring resources that could and should be better spent on education of children with 
disabilities" (p. 12).  
 Mueller (2009) identified areas most likely to be taken to hearing or litigation as: 
discipline, manifestation determination, seclusion and restraints, harassment, 
evaluation, RTI, and post-secondary transition. Katsiyannis, Losinski, and Prince (2012) 
noted school personnel needed to ensure rights of students with disabilities were 
observed, educational benefits attained, and potential liability was minimized.  
 Meuller and Carranza (2011) identified the most common disability categories 
represented in hearings as: learning disabilities, autism, and health impairments. Most 
common areas of dispute were placement, IEPs and appropriateness of programs, and 
assessment concerns. Parents initiated 86% of hearings; school districts prevailed in 
59% of hearings (Meuller & Carranza). 
 Wagner and Katsiyannis (2010) suggested ways school administrators could 
respond to litigation concerns and recommended that educators must be current on 
legislative developments and case law; use resources that provide information on 
legislation and case law (e.g. internet, USDOE, advocacy groups); and provide quality 
programming that results in substantive benefits to students with disabilities.  
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 To reduce conflict and potential hearings, Wagner and Katsiynnis further 
recommended administrators provide for quality instruction, follow evaluation guidelines 
and timelines, provide quality staff development, carefully monitor student progress and 
programs; and make necessary modifications and adjustments. Furthermore, 
administrators must document that substantive benefits (FAPE) were provided, 
appropriate instructional and behavioral supports were available, and procedural 
safeguards for disciplinary exclusions (504 and IDEA) were applied.  
 Shuran and Roblyer (2012) reviewed hearings found practices that prevented 
special education disputes included training for teachers, administrators, and parents. 
They recommended effective communication between parents and schools. 
Personal Liability  
 Personal liability to educators resulted when educators willfully disregarded 
providing FAPE to students with disabilities. In Doe vs. Withers 1993 (92-C-92), a West 
Virginia high school teacher failed to comply with IEP requirements for tests to be read 
to a student with learning disabilities. A jury assessed $15,000 damages against 
Withers Failure to provide FAPE was discovered by a substitute teacher who 
implemented the IEP and the student made educational progress.  
 Loss of teaching positions resulted when educators failed to implement a child's 
IEP. Stanton (2012) reported two teachers resigned amid allegations of mistreating a 
special education student and failing to report the incident. The teachers used 
techniques with special education students that did not follow district policy or training.  
Professional Development and Training Needs 
 Practices that prevented disputes and promoted implementation of FAPE for 
students included training for teachers, administrators, and parents (Shuran & Roblyer, 
2012). Wagner and Katsiyannis (2010) noted school administrators avoided litigation 
when educators were current on legislative developments and case law. Woodcock 
(2011) reported teachers recognized a need for training about special education and 
quoted Robert Devor, “(A)s a first-year educator, I wish I’d known about education-
related laws: student rights, teacher rights…” (p. 12). 
Professional Development  
 Research by Darling-Hammond, Wei, Andres, Richardson, and Orphanos, (2009) 
reported most teachers participated in short-term workshops; most teachers had access 
to less than one day of professional development supporting special education 
students. Darling-Hammond et al. found teachers requested training in teaching 
students with special needs, content areas, classroom management, and using 
technology. Chang (2003) stressed the importance of selecting training that was useful, 
meaningful, and relevant. Heitin (2009) proposed effective professional development 
should be on-going and pertinent to what teachers were actually teaching.  
The Study 
Research Design 
 The research design was non-experimental using a survey method. 
Limitations  
 Limitations included a basic assumption that respondents were, or previously had 
been, actively involved with special education students. Limitations were commensurate 
with survey research methods: data were collected at one point in time and reflected 
experiences and biases of respondents whose input was strictly voluntary. 
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Instrument Design and Development  
 The instrument was developed using the basic requirements of IDEIA law for 
developing statements to which participants responded. The survey, distributed using 
SurveyMonkey via e-mail to employees in the school district, had three parts: part one 
contained demographic information; part two had 36 statements (Appendix C) from 
IDEIA to which participants selected the “most” appropriate rating: Yes = agree, No = 
disagree, Don’t Know = No knowledge. Part three, reported separately, had open-ended 
questions. A panel of experts, including university professors and educators, provided 
face validity for the instrument. 
Research Questions 
 Five research questions were investigated:  

1. Do educators know the general requirements of the IDEIA? 
2. Do educators know the eligibility requirements for special education and 

related services for students with disabilities? 
3. Do educators know the legal obligations of a school district regarding locating 

and serving students with disabilities? 
4. Do educators know the legal obligations of special education services (i.e. 

special education programs, least restrictive environment) provided to 
students with disabilities? 

5. Do educators know the requirements for developing and implementing a 
child's Individual Education Plan (IEP) and Behavior Intervention Plan (BIP)? 

Participants 
 Participants were educators in an urban school district in southwestern United 
States. One thousand five hundred sixty four (1,564) educators were contacted via e-
mail to complete the survey. Five hundred four (504) responded, approximately a 33%.   

Table 1 (Appendix A) shows the majority were female. Table 2 shows the 
majority were between 36-50 years old; 3. Table 3 shows the ethnic group represented 
by the greatest number was Caucasian.  Table 4 shows areas of employment. Three 
hundred twenty-five were in general education; special education represented 15.7%. 
Other groups included teachers of English language learners, counselors, principals 
and assistant principals, and educational diagnosticians. 
 Table 5 shows grade level employed. The majority, were at the elementary level. 
Table 6 shows number of years teaching experience. Most reported more than 15 years 
teaching experience. The most likely participant was a Caucasian female, between 36-
50, in elementary general education with over 15 years experience.  
Results 
Analysis and Interpretation 
 Research Question 1: Do educators know the general requirements of the 
IDEIA? Table 7 (Appendix B) shows responses to seven statements about general 
requirements of IDEA. Selected results are: 

• 81.0% know IDEIA ensures FAPE for all children with disabilities (Q11); 19% 
responded "no", "don't know", or skipped the question. One in five educators 
did not know this provision of IDEIA. 

• 76.6% know IDEIA provides special education and related services to meet 
the unique needs of children with disabilities (Q12); 23.4% responded "no", 
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"don't know", or skipped the question. Almost one in four did not know this 
provision of IDEIA. 

• 69.2% know special education is “specially designed instruction, at no cost to 
parents, to meet the unique needs of the child with a disability (Q14); 18.2% 
skipped the question. 30.8% responded "no", "don't know", or skipped the 
question. Almost one third did not know this provision of IDEIA. 

• Consistently, 16-18% did not answer the question.  
 A significant number of participants responded "don't know", or skipped 
questions about basic general understanding of IDEIA. The lack of response by almost 
20% caused the researchers to question if participants did not know basic provisions of 
IDIEA or lacked necessary knowledge about special education to respond to the survey.   
 Research Question 2: Do educators know the eligibility requirements for 
special education and related services for students with disabilities? Table 8 
shows responses to seven statements about eligibility for special education services. 
Selected results are: 

• 73.6% know children must meet eligibility requirements under IDEIA to 
receive special education and related services (Q18); 26.4% responded "no", 
"don't know", or skipped the question indicating more than quarter do not 
know this provision of IDEIA. 

• 63.9% know a multidisciplinary team includes parents and determines a 
child's eligibility for special education and related services (Q19); 36.1% 
responded "no", "don't know", or skipped the question indicating more than a 
third do not know this provision of IDEIA. 

• 56.7% know a child's disability must have an adverse effect on his/her 
education to be eligible for special education and related services (Q20); 
43.5% responded "no", "don't know", or skipped the question indicating 
almost half do not know this provision of IDEIA. 

• 4.2% know a student with a disability is not entitled to the "best" education, 
nor an education that maximizes the child’s potential. (Q21). Almost all 
participants, 95.8% responded "no", "don't know", or skipped the question to 
disagree or not know a child with a disability is not entitled to the “best” 
education. FAPE provides for an appropriate education, not the "best" 
education. 

• 75.4% know a child's educational need determines services provided (Q23); 
24.6% responded "no", "don't know", or skipped the question, indicating one 
quarter does not know this provision of IDEIA.  

 A significant number responded "don't know", or skipped questions about 
eligibility requirements for special education.  The lack of response by almost 20% 
caused the researchers to question if participants did not know eligibility requirements of 
IDIEA or lacked necessary knowledge about special education to respond to the survey.   
 Research Question 3: Do educators know the legal obligations of a school 
district regarding locating and serving students with disabilities, i.e. Child Find? 
Table 9 shows responses to two statements about Child Find. Selected results are: 

• 38.7% know school districts are required to locate, identify, and evaluate 
children with disabilities, including home schooled, homeless, wards of the 
state, and attend private schools to determine special education needs. 
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(Q25); 61.3%, responded "no", "don't know", or skipped the question, 
indicating the majority does not know this provision of IDEIA. 

• Consistently, 17-18% did not answer the question.  
 A significant number responded "don't know", or skipped the question about 
Child Find requirements for special education in IDEIA. The lack of response by almost 
20% caused the researchers to question if participants did not know Child Find 
requirements of IDIEA or lacked necessary knowledge about special education services 
to respond to the survey.   

Research Question 4: Do educators know the legal obligations of special 
education services (i.e. programs, least restrictive environment (LRE)) provided 
to students with disabilities? Table 10 shows responses to seven statements about 
LRE. Selected results are: 

• 72.6% know schools are required to educate a child with disabilities in 
settings with children who are not disabled in the LRE to the maximum extent 
possible (Q27); 27.4% responded "no", "don't know", or skipped the question, 
indicating almost one third do not know this provision of IDEIA. 

• 68.3% know that a child with disabilities may only be removed from general 
education to special classes or schools if the nature or severity of the 
disability is such that the child cannot be educated in regular classes, even 
with supplementary aids and services (Q28); 31.7% responded "no", "don't 
know", or skipped the question, indicating almost one third do not know this 
provision of IDEIA. 

• 56.5% know a lack of appropriate placement at the local school or district is 
not sufficient to refuse services to a child requiring special education or 
related services, i.e. "we don't have that service here"(Q30); 43.5% 
responded "no", "don't know", or skipped the question, indicating nearly one 
half do not know this provision of IDEIA. 

• 34.7% know IDEIA does not guarantee or require a student to receive special 
education in the student's neighborhood school (Q32); 65.3% responded "no", 
"don't know", or skipped the question, indicating almost two thirds, or a 
majority, do not know this provision of IDEIA. 

• 42.1% know effects and presence of a child with a disability on the teacher 
and other students in class may be considered in determining appropriate 
educational programs and services, i.e. is the child a detriment to others 
because of disruptive or distracting behaviors, taking up too much of the 
teacher's time that other students would suffer (Q33); 57.9% responded "no", 
"don't know", or skipped the question indicating almost two third, or a majority, 
do not know this provision of IDEIA. 

• Consistently, 19-20% did not answer the question.  
 A significant number responded "don't know", or skipped the question about LRE 
requirements for special education in IDEIA. The lack of response by 20% caused the 
researchers to question if participants did not know LRE requirements of IDIEA or 
lacked necessary knowledge about special education services to respond to the survey.   

Research Question 5: Do educators know the requirements for developing 
and implementing a child's IEP and BIP? Table 11 shows responses to thirteen 
statements about IEPs and BIPs. Selected results are: 
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• 68.7% know an IEP must include a statement of present level of academic 
achievement and functional performance in general education including how 
the child's disability affects involvement and performance in general education 
curriculum (Q34); 31.3% responded "no", "don't know", or skipped the 
question, indicating almost one third, does not know this provision of IDEIA. 

• 70.2% know the IEP is developed in a multidisciplinary team meeting which 
includes parents to determine the educational needs and services provided to 
meet those needs (Q40); 29.8% responded "no", "don't know", or skipped the 
question, indicating almost one third does not know this provision of IDEIA. 

• 36.7% know copies of IEPs and BIPs must be provided to each person in the 
school who has direct contact with the child with special education needs, and 
may include the librarian, bus driver, cafeteria staff, and hall monitors (Q43); 
63.3% responded "no", "don't know", or skipped the question, indicating 
almost two thirds do not know this provision of IDEIA. 

• 23.4% know substitute teachers must be provide copies of IEPs and BIPs to 
provide appropriate educational instruction, including accommodations and 
modifications (Q44); 76.6% responded "no", "don't know", or skipped the 
question, indicating a majority, more than three fourths, do not know this 
provision of IDEIA. 

• 53.4% responded "yes" incorrectly that ARD committees must include in the 
IEP and BIP all services and supports requested by parents at ARD meetings 
(Q45); 15.1% responded "no" correctly; 31.5% responded "don't know" or 
skipped the question indicating almost one third do not know this provision. 

• 19.2% responded "yes" incorrectly that a teacher may determine which 
accommodations in the IEP the teacher will apply to the child's special 
education (Q46); 51.4% responded "no" correctly; 29.3% responded "don't 
know" or skipped the question indicating almost one third do not know this 
provision of IDEIA. 

• Consistently, 20-21% did not answer the question.  
 A significant number responded "don't know", or skipped the questions about 
developing and implementing IEPs and BIPs for a child with a disability. The lack of 
response by 20% caused the researchers to question if participants did not know IEP 
and BIP requirements of IDIEA or lacked necessary knowledge about special education 
services to respond to the survey.   
Summary and Conclusions 

One thousand five hundred sixty four (1564) educators in an urban school district 
in southwest United States were contacted via e-mail to complete a survey about legal 
concerns of students with exceptional learning needs and special education services.  
Five hundred four educators (33%) responded to the online survey. Most respondents 
were Caucasian females between the ages of 36-50, teaching elementary general 
education with over 15 years teaching experience. 

Katsiyannis, Losinski, and Prince (2012) noted school personnel need to ensure 
rights of students with disabilities are observed, educational benefits are attained, and 
potential liability minimized. Teachers’ lack of knowledge results in frustration and lack 
of ability to handle day-to-day individual needs of students, as well as hearings, 

41



litigation, and personal liability. Current knowledge of legal issues is the best defense for 
educators to avoid mistakes resulting in hearings and litigation.  

Mueller (2009) noted, litigation is devouring resources that would be better spent 
on educating children with disabilities; therefore, it would be prudent, and ethical, to 
provide educators knowledge and skills needed to follow special education law. Survey 
results indicated lack of knowledge regarding basic provisions of IDEIA, eligibility for 
special education, Child Find, LRE, and IEPs and BIPs. Consistently, 50-75% 
responded that they had knowledge of statements from IDEIA. Up to 25% responded 
"no" indicating they did not agree to statements from IDEIA. Between 25-50% 
responded "no", "don't know" or skipped questions indicating a lack of knowledge of 
IDIEA for up to half of the practicing educators in this survey. The lack of response 
caused the researchers to question if participants did not know requirements of IDIEA or 
lacked necessary knowledge about special education services to respond to the survey.   

Significantly, 60-75% of participants responded incorrectly to statements of 
provisions of IDEIA such as substitute teachers and other school personnel who have 
direct contact with a child with disabilities must have access to the IEP and BIP to 
provide accommodations and modifications, resulting in the denial of FAPE when these 
school personnel do not have access to critical information for a child' special education 
program. Research shows due process hearings and litigation, including district and 
personal liability, resulted in large awards when errors or omissions happen to a child's 
educational program.  

Both regular educators and special educators would benefit from ongoing 
professional development on basic provisions of IDEIA, and would serve to minimize 
litigation, monetary waste, and frustration experienced by parents, students, and 
educators in the education process that results from the lack of knowledge and skills 
needed to provide all students a free and appropriate education. 
Recommendations 
 Recommendations based on the responses to the survey include: 

1. Provide ongoing training and professional development to practicing educators 
in the specifics of special education, specifically implementation of IEP, BIP, and 
instructional strategies for inclusion settings for students receiving special education.  
 2. Provide ongoing training and professional development to practicing educators 
regarding legal concerns especially discipline issues, student rights, parent rights, and 
rights of teachers and general education students.  

3. Develop a structure in schools, such as Professional Learning Communities 
(PLC), to support inclusion teachers where campus leaders regularly schedule time for 
training and collaborative planning to facilitate open and on-going communication, 
encourage working relationships among regular and special education teachers to 
share best practices, encourage problem solving, and establish a sense of ownership 
and responsibility among teachers for the success of all students.  Regular education 
students and students who receive special education services would benefit.  Campus 
leaders must be actively involved to ensure fidelity, productivity, and endurance.   
 4. Investigate the cause of the significant number of participants who provided no 
response to the open-ended questions.  
 5. Replicate the study with a larger population, perhaps nation-wide, to determine 
if the results of this study can be generalized to a national population.  
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Appendix A 
Demographic Characteristics of Survey Participants 
Table 1  
Q1. Gender of survey participants (n = 504) 

Gender Number %  
Male 72 14.3% 
Female 429 85.1% 
Skipped question 3 0.6% 

 

Table 2  
Q2. Age range of survey participants (n = 504) 

Age Number %  
21 - 24 years of age 6 1.2% 
25 - 35 years of age 89 17.7% 
36 - 50 years of age 203 40.3% 
51 - 65 years of age 187 37.1% 
Over 65 years of age 16 3.1% 
Skipped question 3 0.6% 

 

Table 3  
Q3. Ethnicity of survey participants (n = 504) 

Ethnicity Number % 
Asian/Pacific Islander 2  0.4% 
African American 186 36.9% 
Hispanic 15 3.0% 
Native American 3 0.6% 
Caucasian 280 55.5% 
Mixed Ethnicity 4 0.8% 
Other 6 1.2% 
Skipped question 8 1.6% 

 

Table 4 
Q4. Area of employment of survey participants (n=504) 

Employment Area Number % 
Special Education 71 15.7% 
General Education 325 71.7% 
English Language Learner 7 1.5% 
Educational Diagnostician 9 2.0% 
School Counselor  11 2.4% 
Principal/Asst Principal 30 6.6% 
Other 59 10.1% 
Skipped question 51 10.1% 

*note: Some educators have multiple assignments resulting in a total greater than n = 504 
 

Table 5 
Q5. Grade level employed (n=504) 

School Level Number % 
Pre School 25 5.0% 
Elementary 199 39.5% 
Middle School 120 23.8% 
High School 148 29.3% 
Skipped question 12 2.4% 

 

Table 6 
Q6. Number of years of teaching experience (n=504) 

Number of years Number % 
0 - 3 years 36 7.1% 
4 - 8 years 107 21.2% 
9 - 12 years 78 15.5% 
13- 15 years 55 10.9% 
Over 15 years 228 45.2% 
Skipped question 0 0.0% 
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Appendix B 
Table 7  
Educators' knowledge of Individuals with Disabilities Act (IDEA) (n= 504) 

Survey Question yes no don't know skipped 
IDEA provides 

# % # % # % # % 

Q11. all children with disabilities FAPE in 
LRE 408 81.0% 1 0.2% 11 2.2% 84 16.6% 

Q12 sp ed and related services to meet 
unique needs of child with disabilities 386 76.6% 2 0.4% 28 5.6% 88 17.4% 

Q13 procedural safeguards to allow 
parents equal input into school decisions 
and maximize FAPE 

365 72.4% 2 0.4% 49 9.7% 88 17.4% 

Q14 Sp Ed defined: specialized 
instruction, no cost to parents, meet 
needs of child with disability 

349 69.2% 15 3.0% 48 9.5% 92 18.2% 

Q15 Sp Ed may include 1-1 tutoring, 
inclusion in gen ed, parent training, 
teaching in child's home 

383 76.0% 5 1.0% 28 5.6% 88 17.4% 

Q16. Transition services at any age to 
facilitate transition from school to 
employment 

278 55.2% 47 9.3% 90 17.9% 89 17.6% 

Q17 Sp Ed teachers must meet highly 
qualified requirements in NCLB 330 65.5% 7 1.4% 80 15.9% 87 17.2% 

 
Table 8 
Educators' knowledge of eligibility for special education services (n= 504) 

Survey Question yes no don't know skipped 

Eligibility conditions # % # % # % # % 

Q18 Children must meet eligibility 
requirements under IDEA to receive special 
education and related services. 

371 73.6% 7 1.4% 37 7.3% 89 17.7% 

Q19 A multidisciplinary team includes 
parents and determines a child's eligibility 
for sp ed services  

322 63.9% 46 9.1% 45 8.9% 91 18.1% 

Q 20 Child's disability must have adverse 
effect on education to be eligible for sp ed 
services 

286 56.7% 52 10.3% 73 14.5% 93 18.5% 

Q21 Child with disability is not entitled to 
"best" education, nor an education that 
maximizes the child's potential 

21 4.2% 363 72.0% 29 5.8% 91 18.1% 

Q22 Child's diagnosis (Autism, ED, LD) 
determines services provided 241 47.8% 132 26.2% 42 8.3% 89 17.7% 

Q23 Child's educational need determines 
services provided 380 75.4% 16 3.2% 21 4.2% 87 17.3% 

Q24 Child not eligible for sp ed if learning 
difficulties result from a lack of appropriate 
instruction in reading, math, or English 
proficiency 

211 41.9% 118 23.4% 80 15.9% 95 18.8% 
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Table 9 
Educators' knowledge of child find (n= 504) 

Survey Question yes no don't know skipped 

Child find requires # % # % # % # % 

Q25 school districts locate, identify, and 
evaluate all children with disabilities to 
determine if the child should be served 
through sp ed 

195 38.7% 30 6.0% 183 36.3% 96 19.0% 

Q 26 Children who attend private schools 
are entitled to sp ed services; may be 
provided at private or religious school 

206 40.9% 41 8.1% 159 31.5% 98 19.4% 

 
 
Table 10 
Educators' knowledge of least restrictive environment (n= 504) 

Survey Question yes no don't know skipped 

LRE provides # % # % # % # % 

Q27 education in settings with children 
who are not disabled LRE to maximum 
extent possible 

366 72.6% 13 2.6% 25 5.0% 100 19.8% 

Q28 child with disabilities may be 
removed from gen ed classroom to sp ed 
if nature or severity of disability child 
cannot be educated in regular classes 

344 68.3% 17 3.4% 46 9.1% 97 19.2% 

Q29 Removal from gen ed class to sp ed 
class may be LRE 

318 63.1% 33 6.5% 55 10.9% 98 19.4% 

Q30 Lack of appropriate placement at 
the local school is not sufficient to refuse 
services, i.e. "we don't have that service 
here: 

285 56.5% 52 10.3% 67 13.3% 100 19.8% 

Q31 Unless IEP requires, sp ed students 
placed in school they would attend if they 
were not eligible for sp ed services 

301 59.7% 23 4.6% 82 16.3% 98 19.4% 

Q32 IDEA does not guarantee or require 
that a student receive sp ed in student's 
neighborhood school 

175 34.7% 79 15.7% 151 30.0% 99 19.6% 

Q33 Effects of presence of child with 
disability on teacher and other students 
may be considered in determining 
appropriate placement and services; 
would other students suffer? 

212 42.1% 92 18.3% 95 18.8% 105 20.8% 
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Table 11 
Educators' knowledge of Individualized Educational Plans and Behavior Intervention Plans (n= 504) 

Survey Question yes no don't know skipped 

 
# % # % # % # % 

Q34 IEP must include child's present 
level of academic and functional 
performance in gen ed 

346 68.7% 6 1.2% 50 9.9% 102 20.2% 

Q35 CBA assessment and data provided 
by gen ed teacher may be evidence of 
present level of performance for IEP 

348 69.0% 12 2.4% 42 8.3% 102 20.2% 

Q36 IEP must include measurable annual 
goals addressing present level of 
performance 

376 74.6% 0 0.0% 26 5.2% 102 20.2% 

Q37 IEP must include statement of how 
progress toward annual goals will be 
measured 

370 73.4% 0 0.0% 34 6.7% 100 19.8% 

Q38 IEP must include statement of sp ed 
& related services & supplementary aids, 
based on peer reviewed research, 
provided to child; include statement of 
program modifications and supports for 
school personnel 

296 58.7% 17 3.4% 85 16.9% 106 21.0% 

Q39 Purpose of IEP is to ensure a child's 
sp ed program will meet individual needs 
and result in meaningful educational 
benefit 

383 76.0% 2 0.4% 21 4.2% 98 19.4% 

Q40 IEP developed in multidisciplinary 
team meeting; includes parents, 
determines child's educational needs & 
services school provides 

354 70.2% 11 2.2% 38 7.5% 101 20.0% 

Q41 Modifications and accommodations 
in IEP must be applied consistently to 
each lesson plan 

378 75.0% 6 1.2% 23 4.6% 97 19.2% 

Q42 Child's educational needs determine 
the appropriate instructional practices 
and related services. 

368 73.0% 10 2.0% 25 5.0% 101 20.0% 

Q43 Copies of IEP & BIP must be 
provided to each person in school who 
has direct contact with the child; may 
include librarian, bus driver, cafeteria 
staff & hall monitors. 

185 36.7% 120 23.8% 100 19.8% 99 19.6% 

Q44 Substitute teachers must be 
provided access to the IEP & BIP to be 
able to provide appropriate instruction, 
including accommodations & 
modifications. 

118 23.4% 152 30.2% 135 26.8% 99 19.6% 

Q45 ARD committee must include in the 
IEP & BIP all services and supports 
requested by the parent at the ARD 
meeting. 

269 53.4% 76 15.1% 60 11.9% 99 19.6% 

Q46 A teacher may determine which 
accommodations in the child's IEP the 
teacher will apply to the child's sp ed 

97 19.2% 259 51.4% 52 10.3% 96 19.0% 
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Millions of new teachers will be needed in the United States soon.  This may 
seem contraire to some with continued budget belt tightening in many states, but the 
United States census data is forecasting between 100 to 140 million more people by 
2060 (Passel & Cohn, 2008; U.S. Census Bureau 2012) as shown on Table 1 and 
Graph 1.  Now is the time to invest greater resources in teacher preparation institutions 
to prepare for the current and looming need of new teachers. In addition, more teacher 
professional development is needed to prepare teachers for the new student population.  
Our public and private schools will be educating millions of new Americans. We 
currently have millions of first generation students entering our public schools now, each 
year, and this will continue unless some unforeseen change in public policy or 
castrophe occurs (LeSage-Clements, Patton, Prince, & Carlson, 2013).  

Sustaining and increasing education investment at all levels is more important 
than ever to ensure the United States remains a democracy with opportunity and 
equality for all.  Over ninety million new Americans will be under the age of eighteen in 
the next few years. These new students will have a diverse ethnic background with the 
greatest increases being in the Hispanic group (Passel & Cohn, 2008).  There will most 
likely not be any majority ethnic group in the  United States according to the Acting 
Director Thomas L. Mesenbourg. “The next half century marks key points in continuing 
trends — the U.S. will become a plurality nation, where the non-Hispanic white 
population remains the largest single group, but no group is in the majority” (U.S. 
Census Bureau, 2012).  Nearly one in five Americans will be foreign born by 2050.  It 
was about one in eight in 2005.  The immigration prediction builds on previous U. S. 
immigrations over recent decades, a century ago, and over the last four years between 
2008 and 2012. 

As educators, we have the opportunity to plan for the future growth of education 
programs, although we still have big problems with sustaining a well-trained and 
experience teacher labor force. Teacher retention and attrition are both costly issues.  
Billions of dollars are lost every year due to low teacher retention and high teacher 
attrition (LeSage-Clements, Patton, Prince, & Carlson, 2013).  These teacher 
investments are lost in the pre-service teacher’s years of teacher training in preparation 
programs, professional development training at school districts, recruitment, loss time, 
and especially in student achievement (Andrew 2009; Carroll & Foster, 2010; Darling-
Hammond, 2003; Guarino, Santibanez, & Daley, 2006; Ingersoll, 2002).  Over one 
thousand teachers leave profession every day, which equals to approximately 365,000 
teachers leaving the profession each year and it is estimated as many as this transfer to 
other schools pursuing better working conditions (Alliance for Excellent Education 2005; 
Shockley, Guglielmino, & Watlington, 2006).  Imagine the need for millions of new 
teachers in just thirty to forty years with our current teacher retention and attrition 
issues!   

There is another problem and opportunity looming over us as well.  The baby 
boomer teachers are retiring and well as the other baby boomers.  The retirement 
population is estimated to double by 2050 (Passel & Cohn, 2008).  The newest 
projection estimates the population age 65 and older to more than double between 2012 
and 2060, from 43.1 million to 92.0 million. The older population would represent just 
over one in five U.S. residents by the end of the period, up from one in seven today 
(U.S. Census Bureau, 2012). Many of these retirees may not be able to afford to retire 
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as others in the past due to low interests rates on savings, inflation, stock market 
instability, or unpredictable economies.  Early retirement or retirement between the ages 
of fifty-five through the mid-sixties is likely not an option for many.   

Some of these new retirees with a life-time of experiences may be good teacher 
candidates. These individuals could contribute another 20 years or more in helping 
educate our children, plus sustain an income and improve their retirement life style by 
retiring later. It is well known teachers with greater teaching experience have greater 
student achievement. Maybe older new teachers would have greater student 
achievement as well, since they have more life and work experiences to share than the 
younger novice teachers? 

The current average age of teachers is bi-modal (Chart1) the first mode is 
approximately 26 years of age with only one or two years of teaching experience and 
the second mode is 55 years of age with over fifteen years of experience (Passel & 
Cohn, 2008). Between 1997 and 1998, the mode was 41 years of age.  Today, the 
average age of a teacher retiring is 59 years of age, relatively young.  Some of the 
better older more experienced teachers could be retained and continue to improve 
student achievement.  There are hundreds of thousands of experienced teachers 
entering retirement age (Passel & Cohn, 2008). 

There are a lot of issues contributing to low teacher retention and high attrition, 
such as classroom management, mentoring and support, culture differences, salary, 
and many more, which are beyond the scope of this paper. We know many new and 
young inexperienced teachers are leaving the teaching profession within five years as 
reported by the Alliance for Excellent Education (2005) and the National Commission on 
Teaching and America’s Future (2007).  Even if the attrition of teachers may have 
recently decreased due to the current recession in some states, it is in our nation’s best 
interest to gear up for recruiting new teachers with a new set of qualifications to teach 
the current and future student population. The reality of teaching in today’s classroom is 
challenging. Retaining the experienced teachers and re-tooling good teacher candidates 
with life and work experiences could help alleviate future teacher shortages.  
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Graph 1 Population Projection 

 
 
Chart 1 The Teaching Force Becomes Older—And Younger 
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Abstract 
The need to implement social studies standards as part of the Common Core State 
Standards (CCSS) initiative is crucial to the future of today’s students. The CCSS have 
identified strands in the English Language Arts standards that mention social studies; 
however, the content necessary to provide students with a knowledge base of the 
integrated study of the social sciences is not included. The CCSS require that teachers 
identify and use exemplar texts in classrooms. By identifying and using high-quality 
children’s literature as read-alouds, teachers can delve deeply into the themes of social 
studies as identified by the National Council for Social Studies to prepare students with 
the knowledge necessary to compete in a global economy.  
Introduction 
The purpose of this paper is to provide a model that integrates children’s literature to 
teach social studies standards.  As of publication, the Common Core State Standards 
(CCSS) only identify strands in English Language Arts and Mathematics; however, it is 
the authors’ belief that within the next two years, strands will be identified for social 
studies and science. While reviewing components of effective literacy instruction and 
the Social Studies standards as identified by the National Council for Social Studies 
(NCSS), the question of how the Common Core Standards affect Social Studies 
instruction are explored. Finally, the big idea of the paper is that children’s literature is 
an important component in teaching Social Studies content.  
Literature Review 
What do we know about CCSS? 
The Common Core State Standards, which have been adopted thus far by 45 states, 
Washington, D.C., four territories, and the Department of Defense, are learning goals 
developed to ensure students have the knowledge and skills needed to be college and 
career-ready. The CCSS’ online mission statement explains that they 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” (2013). The standards for English 
language art (ELA) and mathematics outline what is expected of students at each grade 
level; however, there are no standards for specific content area learning in Science and 
Social Studies.  The authors believe that the standards set forth by the NCSS will be 
adapted to become the CCSS for Social Studies. As Clifton (2012, p. 9) points out, “the 
standards are not a teaching curriculum; they are goals and expectations for students.” 
The responsibility of planning engaging lessons, rich in content that meets the needs of 
today’s students, falls to teachers and educational leaders. One might ask what the 
needs are of today’s students. The CCSS call for incorporation of 21st century skills 
through the use of exemplar texts to meet these standards.   
 According to the Partnership for 21st Century Skills (2013), 21st century skills 
encompass core academic subject knowledge, critical thinking, effective 
communication, and collaboration, which are necessary for success in today’s world. 
The core subjects include English, reading or language arts, world languages, arts, 
mathematics, economics, science, geography, history, government, and civics. 
Interdisciplinary themes are: global awareness; financial, economic, business and 
entrepreneurial literacy; civic literacy; health literacy; and environmental literacy.  
 Learning and innovation skills encompass creativity and innovation; critical 
thinking and problem solving; and communication and collaboration. Because of our 
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current state of technology, students must be skilled in gathering and using information, 
media, and technology. Information literacy; media literacy; and information, 
communications, and technology (ICT) literacy provide the knowledge base to 
accommodate for the rapidly changing world. Students must also develop life and 
career skills, including the ability and flexibility to adapt; self-direction; social and cross-
cultural skills; skills that allow for productivity and accountability; and a sense of 
leadership and responsibility.  
 A major component of the CCSS, exemplar texts have been identified which 
meet criteria set forth by the Standards initiative committee. The examples are 
guideposts in helping educators select texts of similar complexity, quality, and range for 
their own classrooms. “They expressly do not represent a partial or complete reading 
list” (Appendix B, p.2). The Standards initiative, therefore, has left the identification of 
quality, children’s literature in the hands of teachers and curriculum leaders. In grades 
Pre-K through 2, Coleman and Pimental (2102) explain that one of the criteria for 
identifying exemplar texts require literature selections be linked meaningfully to content 
area learning and that there is a need for using explicit instruction to teach children how 
to read informational text. In grades 3–5, the CCSS specifically identify that literary texts 
are to be read 50% of the time and informational texts are to be read 50% of the time. 
“These texts are to include reading in ELA, science, social studies, and the arts” 
(Coleman, et.al., 2012, p. 5). The tremendous benefit of using high-quality literature is 
that it will encourage students and teachers to dig more deeply into their meanings than 
they would with lower quality material.  
What do we know about effective reading instruction? 

Globally, educators are aware of how crucial reading is to student achievement. 
“While the best predictor of reading success is the amount of time spent reading, 
reading achievement is also influenced by the frequency, amount, and diversity of 
reading activities” (Neuman, 2006, p. 7).  Wenglinsky (2003) reiterates in his study that 
“Students who are exposed to real texts—books and stories rather than short passages 
in basal readers—and who respond to what they read perform better on standardized 
tests of reading achievement” (p. 19). Highly effective teachers also incorporate high-
quality trade books that accurately portray diversity into their curriculum, while 
introducing students to a wide range of genres, authors, and topics. Students who read 
a diverse range of reading materials are more proficient readers than those who read a 
narrower selection of texts. “Effective teachers of reading know that reading aloud 
books that are more difficult than their students are able to read independently bridges 
the gap for those students with limited language experiences in their background” 
(Neuman, 2006, p. 9). Reading aloud to students allows teachers to model reading 
strategies. Effective teachers understand that the modeling of reading strategies 
through reading aloud supports readers in learning how to make meaning from diverse 
types of text from all genres, including informational and narrative texts. Teachers must 
model the steps in reading including reading fluently. “You can help your students 
become more fluent readers by providing them with models of fluent reading.” 
(Armbruster, Lehr, & Osborn, 2001, p. 26).   
What are the social studies standards? 

Updated in 2010, the National Council for the Social Studies created national 
curriculum standards, a set of principles that provides a framework for selection and 
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organization of content used to build a viable and valid social studies curriculum for 
grades pre-K through 12. These curriculum standards provide a framework for the 
implementation of content standards and address issues that are broader and deeper 
than merely identifying content specific to a discipline. The curriculum standards are 
organized by ten themes that identify concepts for each grade level. The social studies 
curriculum standards address the overarching purpose of social studies programs, 
which is “to help young people make informed and reasoned decisions for the public 
good as citizens of a culturally diverse democratic society in an interdependent world” 
(NCSS, 2012, p. 3). The standards are organized by ten themes: 1) Culture; 2) Time, 
continuity, and change; 3) People, places, and environments; 4) Individual development 
and identity; 5) Individuals, Groups, and Institutions; 6) Power, authority, and 
governance; 7) Production, distribution, and consumption; 8) Science, technology, and 
society; 9) Global connections; and 10) Civic ideals and practices.  
 Social Studies instruction is imperative to maintaining our culture. Even though 
standards are not identified in the CCSS, teachers must endeavor to foster a knowledge 
base about the very premise our society is based upon. “Students must use creative 
and critical thinking skills for problem solving, decision making, and resolving 
differences” (Farris, 2007, p. 24).  In order to enhance these skills, students need 
exposure to each of the themes of social studies with emphasis on 21st Century Skills. 
For example, economics is identified as a core subject of 21st century skills and by the 
NCSS under the theme of Production, Distribution, and Consumption. Rodger, 
Hawthorne, and Wheeler (2007) point out that many teachers are too busy with other 
content to teach economics. They encourage the use of children’s literature to 
emphasize the theme of economics in literature selections. “A common approach is for 
teachers to integrate literature with economics content into classroom time devoted 
primarily to reading aloud to children or to reading instruction with a relatively short 
discussion of the main economic ideas” (Rodger, Hawthorne, & Wheeler, 2007, p. 45). 
Teachers must utilize the texts not only for teaching the skills and strategies for reading, 
but on the valuable content provided.  
How can teachers effectively infuse the social studies themes into the 
curriculum?  

The use of high-quality exemplar texts is a principle requirement of the standards 
for ELA and Literacy in History/Social Studies, Science, and Technical Subjects. When 
teachers choose literature, they should examine the value of the content offered in the 
text.  One of the criteria for identifying exemplar texts is meaningful connections to 
content area learning. Students will need explicit instruction on how to read 
informational text and identify content information. “Teachers must instruct students in 
strategies for extracting and organizing critical information from text…Thus, whether 
children will make rapid or slow progress in becoming skilled readers depends upon the 
content and method of instruction” (Anderson, et.al., p. 80). “The teacher emphasizes 
reading and discussion of authentic texts, including exposition and narrative. 
Knowledge-rich topics in social studies and science, as well as literature, are used as 
the content for reading and writing instruction” (Guthrie, Schafer, Von Secker, & Alban, 
2000, p. 216). By using high-quality literature, students and teachers delve more deeply 
into texts to attain a higher-level of thinking rather than the standard knowledge base. 
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By using read-alouds, teachers model skillful oral reading, reading strategies, 
and provide direct instruction on content. “Opportunities to read-aloud and listen to 
others read aloud are features of the literate environment” (Anderson, et. al., 61). “As 
proficiency develops, reading should be thought of not so much as a separate subject in 
school but as integral to learning literature, social studies, and science” (Anderson, 
et.al., p. 69).  

Teachers strive to reach all learners while considering students’ abilities, 
interests, and motivations. Teachers endeavor to use strategies and methods that will 
reach all children.  Students need exposure to literature of all genres, as well as, 
demonstrations of appreciation for the “background experience of culturally diverse 
students, bridges the gap between home and school, and enhances their engagement 
in reading” (Neuman, 2006, p. 6). All students develop language through exposure and 
practice. Teachers must and make reading and writing appealing and significant to 
students (McLaughlin, 1995).  Effective teachers know that students who read a wide 
range of material are more proficient readers; therefore, teachers incorporate diverse 
trade books into their curriculums.  

Coleman and Pimental (2012) encourage that science and social studies be 
taught in such a way that students have access to the concepts and vocabulary through 
read-alouds beyond what they can read on their own. Material for teaching social 
studies should include a wide variety of children’s literature including picture books and 
read-alouds. “Picture books in content areas are extremely helpful for less able readers 
as well as visual learners” (Villano, 2005, p. 125). “Teachers who are likely to have 
students with relatively high reading achievement use narrative and information books 
in social studies, science, and literature in a wide range of difficulty levels that match 
students' reading levels” (Guthrie, et.al., 2000, p. 213). “Today, as never before, 
educators are directly their attention to the importance of encouraging content area 
literacy instruction at even the earliest levels” (Moss 2005, p. 46).Through the use of 
children’s literature and read-aloud experiences, Teachers teach skills and strategies 
related to reading, while explicitly uncovering concepts embedded in the text.   
Using children’s literature selections to teach NCSS standards and CCSS 

The author reviewed three children’s texts; each at a different reading level for 
grades K-6. In Appendix A of this paper, correlations are provided between each of the 
social studies themes and supporting text from How are we the same and different?; 
Because of Winn-Dixie; and Holes.   

How are we the same and different? is an informational text that provides an 
underlying theme of diversity that is easily aligned with the NCSS themes for social 
studies. By offering the story as a read-aloud to kindergarten and first grades and 
incorporating group discussions and writing activities, teachers effectively teach 
students the importance of the themes. The following standards from the CCSS in ELA 
support history/social studies for grades K-1: RI.K.10; W.K.2; RI.1.10; W.1.2; LS.K.6; 
LS.1.6. For example, under the theme of People, Places, and Environment teachers 
might point out the earth in the solar system and then explore a globe, while 
incorporating reading and writing standards as part of the learning. This could also 
easily align with science standards lending to an interdisciplinary unit of instruction. The 
appendix provides more examples aligning each theme with an example activity.  
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 Because of Winn-Dixie, a literary text, was identified by the CCSS as exemplar. 
This literary text provides real-world situations for children to make text-to-self 
connections. The story is rich in detail and allows for easy alignment with each of the 
ten themes of social studies. Because of Winn-Dixie can be utilized as a read-aloud for 
lower grades or could be read independently by students in 2nd or 3rd grade. Along with 
group discussions and writing activities, teachers effectively teach students the 
importance of the themes and opportunities to delve deeply into social studies content. 
Other activities may include research in the settlement of Florida, study of the Civil War, 
and the production of candy. The following standards from the CCSS ELA support 
history/social studies for grades 2-3: RI.2.10; RI.3.3; RI.3.10; LS.2.6; LS.3.6. 

Holes, a well-known literature selection, that has won many literary awards, 
offers two different historical themes, but is set in present day. This book could be used 
as a read aloud in 4th and 5th grades. In addition to discussions and writing, students 
may create timelines, research global connections, and engage in study of civic 
practices. The following standards from the CCSS support history/social studies for 
grades 4-5: RI.4.3; RI.4.10; RI.5.3; LS.4.6; LS.5.6. 
Summary 

According to the National Commission on Reading (Anderson, et.al., 1985), 
children’s literature is an important component in social studies content. The CCSS 
clearly afford the responsibility of identifying exemplar texts to the teachers based on 
professional judgment and students’ interests, motivations, and abilities. Using the 
guidelines set forth by the CCSS to identify exemplar texts, teachers identify content 
rich trade books and align these books with the NCSS social studies standards. 
Teachers then integrate these with standards infused in the English Language Arts and 
Literacy in History/Social Studies, Science, and Technical Subjects. Anderson et.al. 
(1985, p. 82) remind us, “The idea that reading instruction and subject matter instruction 
should be integrated is an old one in education.” With read-alouds, exploration of the 
content, and reading and writing activities, students will have meaningful experiences 
with literature. By incorporating 21st century skills, teachers enhance depth of learning to 
provide opportunities to move students into the global market. Teachers who integrate 
content area learning with reading provide the opportunity for in-depth learning and real-
world connections. Guthrie reports in his meta-analyses of the effects of instructional 
practices in reading support that “Positive effects were observed for the integration of 
reading instruction with writing and learning in content domains such as science and 
social studies” (2000, p. 221).  Based on the identification of 21st Century Skills and the 
themes of the NCSS, social studies instruction is paramount to the success of today’s 
students. The information provided in Appendix A lends itself to further interdisciplinary 
connections, that aligned with CCSS ELA standards and NCSS themes, allow for in-
depth learning for students. 

The inclusion of social studies standards in the CCSS is crucial to the education 
of students. “If today's teachers are to help students meet the literacy demands of the 
21st century, it is essential that the elementary curriculum reinvent itself in ways that 
give content area literacy a place of greater prominence” (Moss, 2005, p.53). Only by 
exploring the social studies standards will students understand that knowledge of the 
past is necessary to create a better future. In order for today’s students to be successful 
in their goals and dreams, learning about Social Studies concepts-History, Civics, 
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Economics, etc. through literacy, writing, listening, and interactions with quality literature 
is necessary. Teachers and teacher educators must advocate for what is best 
classroom practice: addressing the standards through in-depth study, teaching deeper 
meaning, and integrating the curriculum.  
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Appendix A: Social Studies themes-to-text correlation 
 
How are we the same and different? Grade K-1 
Culture-p. 68--Concepts such as: similarities, differences, beliefs, values, cohesion, and 
diversity; Explore and describe similarities and differences in the ways various cultural 
groups meet similar needs and concerns 

Text p. 14, 15-what we need; p. 16,17-different cultures. Example: We all need 
air. We all value a sense of belonging.  

Time, Continuity, and Change-p. 70--Key concepts such as past, present, future, 
similarity, difference, and change 

Text p. 8, 9-growing and change. Example: As we grow, our bodies change and 
will continue to change.  

People, Places, and Environment-p. 73--Involves the study of location, place, and the 
interactions of people with their surroundings 

Text p. 10-Earth is our home. Example: Point out the earth in the solar system 
and then explore a globe.  

Individual Development and Identity- p. 76--Individuals have characteristics that are 
both distinct from and similar to those of others; individuals bring specific abilities, 
interests, and talents in working with others to make decisions and solve problems.   
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Text p. 4-same and different; p. 20-different talents; p. 24, 25-we can change; p. 
30- different is beautiful. Example: If we all liked the same things, life could be 
very boring.  

Individuals, groups, and institutions-p. 78--Concepts such as: community, culture, role, 
competition, cooperation, rules; and norms; Characteristics that distinguish individuals 

Text p. 13-we are connected. Example: Questioning that involves about relatives 
in different parts of the world and their friends.  

Power, Authority, and governance-p. 80--Rules and laws can serve to support order and 
protect individual right 

Text p. 15-to feel safe. Example: We have a right to be safe in our classroom, 
school, and community.  

Production, Distribution, and Consumption- p.82--The goods and services produced in 
the market and those produced by the government. 

Text p. 14-what we need. Example: Who grows vegetables? Do you know 
someone who makes crafts or marketable goods?  

Science, Technology, and Society-p. 85--That media and technology are a part of every 
aspect of our lives 

Text p. 15-picture with laptop. Example: We use computers every day. What are 
other tools or ways we find out information?  

Global connections-p. 87--Global connections affect daily life for individuals and those 
around them 

Text p. 28-making a difference. Example: What can we do in our community to 
make a difference? Follow “pay it forward” example and make a global 
connection.  

Civic Ideals and Practices-p. 90--Concepts and ideals such as individual dignity, 
fairness, freedom, the common good, rule of law, civic life, rights, and responsibilities 

Text p. 24, 25-we can change. Example: What is the common good?  
 

Because of Winn-Dixie Grades 2-3 
Culture-p. 68: Concepts such as: similarities, differences, beliefs, values, cohesion, and 
diversity; Explore and describe similarities and differences in the ways various cultural 
groups meet similar needs and concerns 

Text p. 176: “I looked around the room at all the different faces, and I felt my 
heart swell up inside me with pure happiness." Example: Focus on differences in 
values.  

Time, Continuity, and Change-p. 70: That we can learn our personal past and the past 
of communities, nations, and the world by means of stories, biographies, interviews, and 
original sources such as documents, letters, photographs, and artifacts 

Text p. 23: “…He won’t talk to me about her at all.” and p. 43: “Well,” said Miss 
Franny, “it is a very long story.” Example: Focus on secondary sources—story of 
Miss Franny’s grandfather and father.  

People, Places, and Environment-p. 73: Concepts such as location, direction, distances, 
and scale 

Text p. 13: “…me and the preacher moved to Naomi, Florida…”; p. 21: “…when 
we moved to Watley.”;  p. 45: ‘Back when Florida was wild…” Example: Plot 
journey from Watley to Naomi, FL.  
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Individual Development and Identity- p. 76: Concepts such as growth, change, learning, 
self, family, and groups; Physical, intellectual, and emotional growth affect individual 
identity, growth, and interactions with others 

Text p. 165: “You always give up!” I shouted. “You’re always pulling your head 
inside your stupid old turtle shell.” Example: Focus on how people change and 
how others’ effect change.  

Individuals, groups, and institutions-p. 78: The impact of families, schools, religious 
institutions, government agencies, financial institutions, and civic groups on their lives 

Text p. 95: “I’m the one who drank what was in ‘em.” “My mama drank,” I 
whispered. Example: The impact of family issues in one’s life.  

Power, Authority, and governance- p. 80: Rules and laws can serve to support order 
and protect individual rights; the basic elements of government in the US: executive, 
legislative, and judicial authority 

Text p. 131: “I knocked him out. Then I went to jail.”; p. 83: “I have been in jail,” 
Otis said. Example: Judicial concepts.  

Production, Distribution, and Consumption- p. 82: The characteristics and functions of 
money and its issues; what people and communities gain and give up when they make 
a decision 

Text p.  54: “An installment plan,” I said, ignoring the parrot, “you know, where I 
promise to give you my allowance every week and you give me the leash and the 
collar now.” “Or I could work for you, I said.”;  p.111: “It was there that my great-
grandfather manufactured the Littmus Lozenge, a candy that was famous the 
world over.” Example: Aspects of supply and demand; barter and trade; how a 
manufacturer makes global connections.  

Science, Technology, and Society- p. 85: How society turns to science and technology 
to solve problems 

Text p. 41:“The Herman W. Block Memorial Library sounds like it would be a big 
fancy place, but it’s not. It’s just a little old house full of books, and Miss Franny 
Block is in charge of them all.” Example: How time and technology have changed 
comparing libraries of the past and present.  

Global connections- p. 87: Global connections may be various types (e.g., cultural 
exchange, trade, political, economic, or travel) 

Text p. 111: “It was there that my great-grandfather manufactured the Littmus 
Lozenge, a candy that was famous the world over.”; p. 79: “There were rabbits 
and hamsters and gerbils and mice and birds and lizards and snakes, and they 
were all just sitting there on the floor like they had turned to stone…” Example: 
Research a candy company that has international sales. Research locations 
where animals for pet shop were imported.  

Civic Ideals and Practices- p. 90: Democratic ideals and practices are often represented 
in excerpts from contemporary and historical sources, quotations, and stories 

Text p. 101: “Do not tell me you have never heard of the Civil War?”; p. 104: 
“Litttmus V. Block was just a boy when the firing on Fort Sumter occurred,” Miss 
Franny Block said as she started in on her story. Example: Explore Civil War 
concepts and locations of battles mentioned in text.  
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Holes Grades 4-6 
Culture-p. 95: That culture may change in response to changing needs, concerns, 
social, political, and geographic concerns. That language, behaviors, and beliefs of 
different cultures can both contribute to and pose barriers to cross-cultural 
understanding 

Text p. 109: “Sam wasn’t allowed to attend classes because he was a Negro, but 
they let him fix the building.” Example: Explore culture and treatment of African-
Americans during the era of Sam and Kate Barlow.  

Time, Continuity, and Change-p. 98: The contributions of key persons, groups, and 
events from the past and their influence on the present. 

Text p. 28: “Stanley’s great-great-grandfather was named Elya Yelnats. He was 
born in Latvia.” p. 101 “One hundred and ten years ago, Green Lake was the 
largest lake in Texas.” Example: Explore how Elya Yelnats’ choices affected 
future generations—timeline. Explore then and now of Green Lake.  

People, Places, and Environment-p. 101: The theme of people, places, and 
environments involves the study of the relationships between human populations in 
different locations and geographic phenomena such as climate, vegetation, and natural 
resources; past and present changes in physical systems, such as seasons, climate, 
and weather, and the water cycle, in both national and global contexts 

Text p. 3:  “There is no lake at Camp Green Lake. There once was a very large 
lake here, the largest lake in Texas. That was over a hundred years ago. Now it 
is just a dry, flat wasteland.”; p. 129: “But the image of the fist and thumb 
remained in Stanley’s head.” Example: Explore how climate and changes of 
Camp Green Lake then and now.  

Individual Development and Identity- p. 105: How personal, social, cultural and 
environmental factors contribute to the development and the growth of personal identity. 
That perceptions and interpretations of information about individuals and events, and 
can be influenced by bias and stereotypes. 

Text p. 19: “You know why his name’s Zero? Because there’s nothing inside is 
head.” Example: Explore how the actions of others affect personal development.  

Individuals, groups, and institutions-p. 108: That groups and institutions change over 
time; that institutions may promote or undermine social conformity;   

Text p. 25: “The judge said that there was an opening at Camp Green Lake, and 
he suggested that the discipline of the camp might improve Stanley’s character.” 
Example: Discuss the judicial system and how the premise behind the Camp.  

Power, Authority, and governance- p. 110: Fundamental values of constitutional 
democracy (justice) [theft of property, murder]; Compare and analyze the ways in which 
groups and nations respond to the richness of unity and diversity, as well as tensions 
and conflict associated with unity and diversity 

Text p. 114: “It ain’t against the law for you to kiss him,” the sheriff explained. 
“Just for him to kiss you.”  Example: Explore how governance has changed over 
time to include people of all races.  

Production, Distribution, and Consumption- p. 112--The economic choices that people 
make have both present and future consequences. 
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p. 109: “They made a deal. He agreed to fix the leaky roof in exchange for six 
jars of spiced peaches.” Example: Explore supply and demand and the barter 
system.  

Science, Technology, and Society- p. 115: Our lives today are media and technology 
dependent 
 p. 231: “The commercial showed a baseball game.” Example: The use of 
propaganda to produce profit.  
Global connections- p. 118: Global connections have existed in the past and increase 
rapidly in current time. 

p. 7: “It was all because of his no-good-dirty-rotten-pig-stealing- great-great-
grandfather.” Example: Trace history of Stanley’s great-great-grandfather and 
how his choices later affected him in America.  

Civic Ideals and Practices- p. 122:Key practices involving the rights and responsibilities 
of citizenship and the exercise of citizenship (respecting the rule of law, and due 
process) 
 Text p. 24: “The judge called Stanley’s crime despicable.” Example: Explore due 
process and delve deeply into judicial system. 
 

 
 
 
 

64



 
 
 

Predicting Intercultural Willingness to  
Communicate Scores in Chinese Students 

 
 
 
 
 
 
 

Carrol R. Haggard 
Jacquelyn F. Haggard 

Fort Hays State University 
 
 

Margaret Miller Butcher 
Online Education Consultants 

 
 
 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

65



ABSTRACT 
With increasing globalization, effective intercultural communication has never been 

more important.  While such communication is important, based on differences in cultural 
ideologies it is possible that individuals may see their own cultural groups as superior to 
others, thus ethnocentrism is certainly one potential barrier to effective intercultural 
communication.  Another important element is one’s willingness to communicate with those of 
another culture.  This study examined whether ethnocentrismcould predict intercultural 
willingness to communicate (IWTC)scores of 681Chinese college students.  The study also 
sought to determine if there such factors as out of country travel or interaction with those of 
another country or another culture affected either ethnocentrism or IWTC scores.  Results 
indicate that ethnocentrism scores can predict intercultural willingness to communicate.  
Further, while out of country travel did not produce differences in either ethnocentrism or 
IWTC scores, daily interactions with someone from another country or another culture did 
demonstrate differences in both scores.  Implications of these findings are discussed. 
 
INTRODUCTION 

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

China is becoming increasingly important on the global scene.  China is the third 
largest trading partner and fourth largest export market for the U.S.  Therefore, 
communicating with the Chinese is imperative in today’s global market place.  While the point 
seems self-evident, research has confirmed that differences exist in communication styles 
across cultures (Samovar & Porter, 1997).  The intercultural communication styles of the 
Chinese people have not been studied extensively. 
 
PURPOSE 

The norms and expectations of individual cultures influence the initiation of 
intercultural encounters.  Ethnocentrism may influence intercultural engagement, where high 
levels of ethnocentrism may result in low levels of IWTC.  Previous studies do not predict the 
extent to which members of differing cultures will or will not initiate communication.  
Therefore, the purpose of this study is to determine whether ethnocentrism scores can be 
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used to predict IWTCin Chinese college students and to examine factors which might affect a 
person’s ethnocentrism and/or IWTC scores.  Specifically, one hypothesis and two research 
questions are advanced: 

H1      Ethnocentrism scores can predict IWTC scores of Chinese college students. 
RQ1Does the degree of travel that college students engage in affect their 

ethnocentrism or IWTC scores? 
RQ2Does frequency of interaction with those from another culture affect either 

ethnocentrism or IWTC scores? 
 
METHOD 
Participants 

This study employed a convenient sample of 681 Chinese college students from 
anEnglish language degree program at a Chinese university in Xingzheng, China.  There 
were 388 female and293male participants.  Respondents ranged in age from 18 to 26.  Most 
of the students were from large towns,as less than 31% live in a city of less than 1 million.  
Despite China the existence of 56 different ethnic groups, 82% of the respondents’ home 
town is of the same ethnic background as the respondents. 
 
Instruments 

Participants completed the Generalized Ethnocentrism (GENE) scale developed by 
Neuliep and McCroskey (1997) and the Intercultural Willingness to Communicate (IWTC) 
developed by Kassing (1997) as a part of a general education course they were taking.  The 
GENE, which is designed to measure ethnocentrism regardless of culture, consists of 22 
items, 11 of which are positively worded and 11 are negatively worded.  Neuliep and 
McCroskey report the reliability of the GENE as .92 as measured by Cronbach’s alpha.   The 
IWTC contains 12 items, six of which are used to measure IWTC and six filler items from the 
Willingness to Communicate (WTC) scale (McCroskey & Richmond, 1990).  Kassing reports 
reliability of the IWTC as .91.  Factor Analysis confirmed a single factor solution for both 
scales.  In this study, Cronbach’s alpha for the GENE was .711, and .87 for the IWTC.  In 
addition to the GENE and IWTC, participants were asked to provide demographic information 
and information regarding their travel experiences as well as their intercultural interactions.   
 
RESULTS 

H1stated that ethnocentrism scores can predict IWTC scores among Chinese college 
students.  In order to examine this hypothesis a regression analysis was performed with 
IWTC as the dependent variable and ethnocentrism as the independent variable.  The 
ethnocentrism mean for this sample was 32.96, with a standard deviation of 4.99.  The mean 
of the IWTC scores was 51.07 with a standard deviation of 22.05.  The two variables 
produced asignificant r of .093.  The results of the regression analysis, F = 5.883, p = .016, 
indicate that for this sample, ethnocentrism scores can be used to predict IWTC scores, thus 
this hypothesis was supported. 

RQ1 asked Does the degree of travel that college students engage in affect either their 
ethnocentrism or IWTC scores?   The answer to the question is no.  While those who did 
travel outside of their home province did have lower ethnocentrism scores (M = 33.52, SD = 
4.88 for those with no travel compared to M = 32.84, SD = 5.57 for those who had traveled 
outside 10 or more times) the difference was not statistically significant.  Similar results were 
found for IWTC, as those with no outside travel (M = 47.84, SD = 23.20) had non-significantly 
different lower (M = 49.31, SD = 23.34) scores.  
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RQ2 asked does the frequency of interaction with foreigners affect ethnocentrism or 
IWTC scores?   The answer to this question is yes.  The ethnocentrism scores for Chinese 
students who never interact with someone from a different culture (M = 36.60, SD = 2.40) 
were significantly higher (t = 2.633, df = 12.447, p = .021), equal variances not assumed) 
than those who have a daily interactions with someone from a different culture (M = 32.78, 
SD = 6.52).  The IWTC scores for those who never interact with someone from a different 
culture (M = 44.50, SD = 17.67), were significantly lower (t = -8.681, df = 171, p = .001), 
equal variances assumed) than those who have a daily interactions with someone from a 
different culture (M = 54.61, SD = 20.19). Thus, for this sample, daily interaction with 
someone from another culture is related to lower ethnocentrism and higher IWTC scores. 
 
DISCUSSION 

This study represents one of the early examinations of the level of ethnocentrism and 
intercultural willingness to communicate found in Chinese college students.H1 was supported 
as ethnocentrism scores can predict IWTC scores of Chinese students.Neuliep & McCroskey, 
1997 and Neuliep, et al. 2001 claim that ethnocentrism is a principle predisposition that 
influences intercultural engagement.  While it is true that these results provide support for the 
notion that ethnocentrism influences one’s intercultural engagement, arguably it is not a 
“principle predisposition.” 
 The second and third research questions sought to examine factors which might affect 
one’s level of ethnocentrism and/or IWTC.  RQ2 examined the potential impact of out of 
country travel on ethnocentrism and/or IWTC.  For this sample, out of country travel did not 
affect either ethnocentrism or IWTC.  Thus, short term exposure to those of another culture 
by traveling to another country does not appear to affect either ethnocentrism or IWTC. 
 The third research question examined the impact of interaction on ethnocentrism and 
IWTC.  The results indicate that those who have daily interactions with someone from 
another culture have lower ethnocentrism and higher IWTC scores than those who never 
interact with such individuals.  While this study didn’t examine causation, these results 
appear to be intuitive.  It could be that the more exposure one has, via daily interactions, with 
someone from another culture the more one learns about other countries and other cultures 
thus potentially reducing one’s level of ethnocentrism.  Or, it might be that those with lower 
levels of ethnocentrism are drawn to engage in interactions with those from another country 
or another culture.  Likewise, it appears obvious that someone who has daily interactions with 
someone from another country or another culture would have a higher willingness to 
communicate with someone from another culture.  Again, however, this study did not attempt 
to determine the cause of differences, rather it merely established that such differences exist. 

Taken together, the results of RQ2 and RQ3provide a key finding.  While out of country 
travel isn’t necessarily associated with lower ethnocentrism or higher intercultural willingness 
to communicate scores, daily interaction with someone from another country or another 
culture does provide such an association.  The key element here is that interaction with, not 
mere exposure to, someone from other country or another culture is what is important in 
terms of differences in both ethnocentrism and intercultural willingness to communicate 
scores.  While this study didn’t examine the causes of these differences, it did demonstrate 
that for this sample of Chinese college students, they do exist.  The fact that daily interaction, 
not mere exposure, is an important element in the difference in the scores is something that 
those involved in planning study abroad and foreign exchange programs need to keep in 
mind.  Given these results, a study abroad program which takes a group of Chinese  students 
to a foreign country where they remain an in-tact group, studying and interacting with each 
other, may not produce the same kind of results as a program where students have daily 
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interactions with those of the host country.  Since effective intercultural communication is of 
growing importance, planners of study abroad programs need to insure that they design their 
program so as to maximize the potential to reduce levels of ethnocentrism and to increase 
student’s willingness to communicate interculturally. 
 
Limitations and Future Research 
 This study had three primary limitations which serve as the basis for further research.  
First, the sample was limited to college students at one Chinese university where classes are 
taught in English.  Given that the university is located in a largely rural part of the country, 
increasing the sample to include other parts of China and other demographic groups than 
college students might produce different results.  While the sample size is respectable, a 
much larger sample is needed in order to generalize.  Second, by design, this was a 
descriptive study, not one that sought to determine examine causation.  A study which 
examines the cause(s) of differences in ethnocentrism and/or intercultural willingness to 
communicate would be most instructive.  Finally, again by design, this study examined only 
the Chinese culture.  A study which compared Chinese scores to those of individuals from 
other cultures would be enlightening as well. 
 Although this study, largely by its design, did have limitations, it also provides useful 
information about the nature of ethnocentrism and intercultural willingness to communicate.  
If,  in an effort in improve communication between those from different cultures, there is a 
goal to reduce the level of ethnocentrism, this study demonstrates that interaction with those 
from another culture is critical to that effort.  This study also has implications for those 
involved in planning study abroad and foreign exchange programs, as they need to find ways 
to maximize intercultural interactions rather than relying on mere exposure to those of 
another culture.  Thus the findings of this study do have useful implications for those 
interested in improving the quality of intercultural communication. 
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     The Vietnam War is an event that has seared itself onto the mind of the American 
public, initially thanks to comprehensive news coverage and later, generations of 
filmmakers. The American people of today most definitely have a very concrete set of 
beliefs about the Vietnam War-- mainly that it was a war fought in vain, responsible for 
the needless deaths of tens of thousands, a war that should never have happened. This 
begs the question: how did we as a people arrive at this point of view? Did we always 
feel this way, or was it a gradual process?  
     Interestingly enough, we may find the answer in an unlikely place: Hollywood. The 
films made about Vietnam, starting in the late sixties and continuing up to the present 
day, serve as a graphic illustration of the evolution of our thoughts and feelings as a 
nation regarding the Vietnam War.  
    The Green Berets (1968) is the only movie released during the war and it differs 
wildly from the films to come in that it offers a very positive view of the war. An aging 
John Wayne serves as our patriotic protagonist, Colonel Kirby, and does his best to 
paint the conflict as a continuation of World War Two. This is reflected in the fact that 
this movie has very definite ideas of good and evil. John Wayne, a face that Americans 
have idolized for generations, and his men are most definitely the good guys, while the 
VC are evil without question.  
     The voice of dissent, given form in the shape of reporter Beckworth, seen to be 
adamantly opposed to the war in the beginning of the film, is gradually seen to be won 
over to the side of the Green Berets by the end of the film. It seems to me that this is a 
direct reflection of the tumultuous unrest that was occurring back in the U.S, in the form 
of anti-war sentiment. This film represents that unhappiness with Beckworth, then neatly 
convinces him of the error of his ways. One aspect of this film worth taking notice of is 
the fact that most of the soldiers are portrayed as very fresh-faced and innocent and 
they stay that way through the end of the film. The war does not fundamentally change 
them, which, as we will see, is not the case with the majority of films to come.  
     Go Tell the Spartans (1978) made just ten years after The Green Berets showcases 
that Hollywood’s thinking regarding the Vietnam War had taken a drastic shift. One of 
the more noticeable differences is the behavior of the soldiers. Lincoln’s opium-hazed 
recitation of the Gettysburg Address would never fly in Kirby’s company, but the soldiers 
under Major Asa Barker (played to perfection by Burt Lancaster) don’t seem to attach 
any special significance to Lincoln’s behavior, nor to his opium addiction in general.  
     Depictions of death are much more prevalent in this film than in The Green Berets. In 
Go Tell the Spartans, we are forced to confront death directly. First, when Cowboy 
murders a Viet Cong, to the shock of Hamilton and Courcey, our two most upbeat and 
innocent protagonists, secondly when Hamilton is killed in a rather pointless effort to 
retrieve a fallen comrade who is already dead, thirdly when Oleo (a hardened veteran) 
finally loses his tenuous grip on his sanity and commits suicide, and finally with the 
death of Major Barker. There is a drastic shift in the soldiers’ attitudes towards death in 
these two films. The soldiers under Kirby’s command view the deaths that they witness 
as confirmation that they are working toward a worthy end. The deaths that Hamilton, 
Courcey and Oleo witness convince them of the pointlessness of the war. Here is where 
we first encounter what will become a major theme of almost all future Vietnam films to 
come: innocence lost.                  
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     Courcey and Hamilton enter into the war, expecting to make a difference, to fight for  
good, as their fathers presumably did in WWII. By the end of the film, Hamilton is dead, 
having thrown his life away for a misguided notion of honor, and Courcey is 
permanently scarred by his experiences, all thoughts of the glory of war thrown out the 
window.  
     The Deer Hunter, also made in 1978, takes the theme of innocence lost and sprints 
with it, further than Go Tell the Spartans ever dreamed. Our three main characters, 
Michael, Steven and Nick, played by Robert De Niro, John Savage and Christopher 
Walken, are impossibly young, and excluding Michael, very naive. Michael alone 
senses the danger that they are heading into in signing up to go to Vietnam, but Steven 
and Nick want to go where the “fighting’s thickest.”  
     After leaving them contemplating their future deployment in their neighborhood bar, 
we are immediately plunged into death and destruction. The depiction of the war itself in 
this film is one of complete chaos and and bloodlust. These three young men are tested 
to their limits by what they endure and it breaks two of them. Steven loses his legs and 
his confidence, not wanting to leave the VA hospital, shouting that he “doesn’t fit” when 
Michael forcibly takes him home. Michael definitely loses his innocence, but he escapes 
the war relatively unscathed. Nick loses his soul.  
     The final third of the film is hard to watch. It is heartbreaking to see the lengths that 
Michael was willing to go to to take Nick home– heading into a Saigon that was 
consumed with flames, being willing to take a bullet for no other reason than love for a 
lost friend. Because Nick is most definitely lost by the time Michael finds him again. He’s 
apparently been playing the game of Russian Roulette for years, but why he chose to 
do this, I can’t say. Trauma? Desperation? Thrill? Who knows. It’s also implied that he’s 
been addicted to heroin for quite some time as well, evidenced by damaged veins on 
his arms and hands. As a result, he doesn’t seem to recognize Michael at all, and 
displays no reaction when Michael places a gun to his own head and tells him he loves 
him. It’s an incredibly powerful moment in the film, a raging against the seemingly 
senseless death and destruction of the war. Nick’s death, in a seedy Saigon back room 
is utterly pointless. It wasn’t in pursuit of a larger goal, he wasn’t dying for his beliefs, 
like John Wayne would want you to believe if Nick were one of his men. He simply died. 
      Two of the main ideas conveyed by this film are mortality and collateral damage. 
Michael rages against it, but it does him no good. Everyone in this film is hurt by the 
war, either directly or indirectly. This film asks the question: what was the cost of the 
Vietnam War?, and answers it: too high a price to pay. This film also introduces what 
will become a major motif in future films about Vietnam: that of the bitter veteran, 
disenchanted with their service and struggling to fit into a world that has left them 
behind.  
     Apocalypse Now (1979) stands alone as perhaps the definitive statement on the war.   
The film itself is absolutely striking aesthetically. Some of the sequences, “Ride of the 
Valkyries,” in particular, are among the most beautifully shot I’ve ever seen. In addition 
to breathtaking cinematography, there is also stunning and brutal violence. Coppola 
managed to balance the ugliness of war with the beauty of the natural landscape.  
      Every time I watch this film, I ask myself: what is the main message of this movie? 
It’s taken me a while, but I think I’m finally homing in on it. I think Coppola used Vietnam 
as his avenue to explore the darker aspects of the human psyche. In Coppola’s vision, 
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the horrific violence and pointlessness of the Vietnam war allowed some men to cast 
aside the better angels of their nature and embrace the darkness that had been lurking 
in the corners of their souls. Vietnam consumes Kurtz. Does it consume Willard in the 
end, even though he achieves his objective and kills Kurtz? I think it does. Kurtz’s last 
words are “the horror.” Is he referring to the horror of the war, or to the horror that he 
himself has wrought? Probably both. One thing’s for sure: we’re a hell of a long way 
from The Green Berets.  
      One fascinating aspect of the film is Robert Duvall’s character. A flamboyant 
commander, who is seemingly fearless in the face of death, obsessing about surfing 
while death and destruction reign supreme all around him. If you want an embodiment 
of the absurdity of war, it’s Colonel Kilgore.  
      Also, unlike our previous protagonists, Willard is not untouched by the war when we 
first meet him. To the contrary, it’s very nearly destroyed him. While our other leading 
men have focused on getting OUT of Vietnam, winning hearts and minds, etc., Willard is 
trying to find his way back IN to the battlefield. He’s already developed a taste for 
combat and even assassination. He’s about as far from John Wayne as you can get. 
    Platoon (1986) is a movie about death and vengeance. In the beginning of the movie, 
our protagonist, Chris Taylor, is fresh-faced and innocent. Immediately, two of his 
superior officers, Elias and Barnes, begin a battle for his soul. Elias is a voice of reason 
in the chaos of the war, the proverbial angel on the shoulder, whilst Barnes comfortably 
slips into the role of the personal demon, urging wanton death and destruction. 
     Throughout most of the movie, Taylor identifies with Elias, raging against the random 
violence of his comrades toward the native Vietnamese, instigated by Barnes, even 
going so far as to stop the rape of a Vietnamese girl. Elias and Barnes brawl, Elias 
horrified by senseless murder, Barnes willing to go to any and all lengths to satisfy a 
seemingly deep-seated bloodlust. 
     After Barnes guns down Elias in cold-blood, Taylor seems to start listening to his 
inner demons. He contemplates murdering Barnes, even going so far as to jump him, 
but Barnes is too strong (and maybe too crazy) for him. 
      By the climactic final fight of the movie, Taylor seems to have given in to the 
darkness lurking within. He runs into the firestorm, oblivious to the risk of injury or death. 
After the dust has settled and pretty much everyone else around him is dead, Taylor 
awakens and stumbles upon a wounded Barnes. Barnes imperiously tells him to get a 
medic, then realizes that Taylor has murder gleaming in his eyes. He dares him to “do 
it” but the words are barely out of his mouth before Taylor blows him away. It seems to 
me that this last act of murder is a ritual cleansing– Taylor is ridding himself of Barnes, 
and at the same time ridding himself of the darkness within. 
     This film is a further expansion upon what it becoming familiar theme: fresh-faced 
young man goes to Vietnam, eager to distinguish himself in the field of war, and goes 
home wrecked and disillusioned. Chris Taylor is the very definition of innocence lost by 
the end of this film, while in the violence and brutality of Barnes, Oliver Stone has 
embodied the bitterness that is beginning to permeate Hollywood’s thinking regarding 
Vietnam--war turns men into monsters.  
     Good Morning Vietnam (1987) is one of the few films about Vietnam that does not 
highlight the concept of innocence lost and wrecked young men, but instead focuses 
almost exclusively on the morality of the war.  
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     There are two moments in this film that really stand out to me. First, is the scene 
where Cronauer confronts Tuan that he knows he is VC. Tuan explodes, saying that he 
is not the enemy, the Americans are. His family was killed by the Americans, for 
seemingly no good reason. Through Tuan’s emotional reaction, we are allowed a 
glimpse of the toll the war is taking on the civilian population. They are caught in a war 
zone, and some are left little option but to fight back. The tension between Cronauer 
and Tuan illustrates a larger point: the American soldiers are bitter because they feel 
that the Vietnamese people are ungrateful, and the Vietnamese resent the Americans 
for bringing terror and bloodshed to their homes. 
     The second significant scene is the “Wonderful World” montage. Louis Armstrong 
waxes poetic about a wonderful world, whilst scenes of carnage, violence and 
destruction are flashing before our eyes. This scene packs a powerful emotional punch. 
The song itself evokes strong enough feeling—contrasting that with scenes of things 
that are distasteful and distressing to us was a brilliant decision. It further highlights the 
increasing trend toward pessimism and bitterness toward the war that Hollywood began 
to embrace with Go Tell the Spartans.  
     This movie speaks volumes about the war. It highlights the soldiers themselves, who 
Cronauer provides with hope and humor, and it highlights the Vietnamese people, 
caught in a hurricane of violence with little opportunity to escape it. It is evidence that 
Hollywood’s attitude toward Vietnam is beginning to harden--there is no longer any 
doubt about the fact that the Vietnam War was “wrong” in Hollywood’s eyes.  
     Born on the Fourth of July (1989), another effort by Oliver Stone, focuses on the 
experiences of one Vietnam veteran, Ron Kovic, portrayed extremely capably by Tom 
Cruise.  
   I think the main truth that I got out of this movie is that a lot of Vietnam vets, like Ron, 
had no idea what they were getting themselves into when they went to Vietnam. They 
signed up for reasons of patriotism and honor, then found themselves in a world of shit 
with no way to cope with it. This film also highlighted the fact that there was not a good 
system in place to deal with damaged veterans once they got home. The VA hospital 
that Ron was in was absolutely appalling, and no one seemed to care very much if the 
veterans were happy or comfortable. Then, when he actually comes home, he finds that 
everyone but him is disillusioned with the war, thinking that it is “wrong” or “pointless.” 
One of the most striking scenes of the film was the 4th of July parade that Ron 
participates in. He is resplendent in his dress uniform, obviously proud to be in the 
parade, while large amounts of people in the crowd are yelling angrily at him or flipping 
him off. 
     Another thing I liked about this film is that it viscerally displayed the unrest that was 
gripping the population during the late 60s and early 70s. Ron goes from hating the 
demonstrators and decrying them every chance he gets, to being an extremely 
outspoken anti-war activist. It was shocking to see the chaos outside the ’72 Republican 
National Convention, where Ron is thrown to the ground and bloodied, simply for 
speaking his mind. The atmosphere of that turbulent time could be poisonous, and I 
think Oliver Stone captured that very well. 
     Stone also took pains to emphasize that the Vietnam War was different from all other 
wars we’d fought up unto that time. This was illustrated when Ron went to talk to 
Wilson’s parents. They talk proudly of their family’s military heritage, how a family 
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member has fought in every single war. It is also visible in Ron’s father, who fought in 
WWII. He clearly has no idea how to deal with his son’s distress brought on by the war. 
     If we look at the films we’ve talked about so far as being on a continuum, we are very 
far from The Green Berets indeed. Ron’s gung-ho pro-war views are swiftly and brutally 
run into the ground by the reality of the devastating effects of the Vietnam War. Being 
able to trace Ron’s progress from innocent soldier boy, to confused young man trying to 
find out where he fits in a world that has left him behind, to a grown man with very 
concrete ideas about what is right and wrong concerning Vietnam was extremely 
rewarding. 
    By the late eighties, Hollywood had no more use for a John Wayne figure to convince 
us of the righteousness of the war. Oliver Stone very viscerally showed us the state of 
affairs that our injured veterans came home to, further convincing us of the horror and 
needlessness of the Vietnam War. There was no more room for optimism when 
discussing the Vietnam War on a national stage.  
     Casualties of War (1989) is a further expansion upon the theme “the Vietnam War 
turned normal men into monsters.” Michael J. Fox plays PFC Eriksson, with Sean Penn 
as Meserve, his extremely unstable sergeant; John C. Reilly and John Leguizamo, and 
Don Harvey round out the cast as the other members of Eriksson’s patrol.  
     As revenge for the death of his best friend, Brownie, Meserve decides to exact some 
vengeance on the Vietnamese people by kidnapping an innocent village girl. It is clear 
from the very beginning that there is something strikingly wrong with Meserve, but 
Eriksson is the only one that sees it, or, indeed, that has any objection to the rape, 
torture and murder of an innocent girl. The other soldiers, save Diaz, are actually pretty 
excited about it, especially Clarke, who seems to take after his sergeant more and more 
as the film progresses. We see Ericksson struggle to do the right thing, but he is 
outnumbered and outgunned. There is nothing that he can do to save the girl, without 
getting himself killed. 
      After he is choppered out and brought back to the base, Eriksson immediately talks 
to his superiors about what happened, but he is consistently and even violently 
rebuffed. Captain Hill even has the gall to tell Eriksson that the other soldiers did a “bad 
thing” but their lives shouldn’t be ruined because of it; implying that the life of the 
innocent girl had no value, and that soldiers out in the field had a license to do whatever 
they pleased, including rape and murder. Eriksson persists, and the other men are 
eventually sentenced to prison.  
     It is clear that this is a vehemently anti-war film. The majority of soldiers seen in this 
film are unrepentant rapists and murders, and the command structure of the army 
condones their behavior and attempts to protect them. The attitude of the majority of the 
soldiers (those that we see anyway) is one of profound hatred for the local Vietnamese 
population. They’re murderers, traitors, and “slugs.”  When we last see him, Eriksson is 
profoundly disillusioned with the War, another bitter veteran, and is clearly still suffering 
from his involvement in what happened to the poor girl. 
     There is absolutely no ideology discussed in this film. We do not really know why any 
of these soldiers came to Vietnam. All we see is their profound disillusion with where 
they are and what they’re doing. This film graphically demonstrates what can happen 
when men who are already predisposed to violence are set loose in an environment 
filled with death and destruction. 
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     Looking toward a larger theme, this film brings the concepts of innocence lost and 
bitterness about the war that have been expounded upon by earlier films full circle. 
There is no subtlety in this film. Eriksson’s distress and disillusionment with the 
pointless brutality of his fellow soldiers is used as a blunt instrument, hitting us over the 
head with the horror of war.  
      Interestingly enough, We Were Soldiers (2002) tried to buck this trend. The first 
thing that really struck me after finishing the movie was how similar in tone it is to The 
Green Berets. This film does not comment on the political or social atmosphere 
surrounding the war, but instead focuses on the bravery and honor of the individual 
soldiers themselves. This film is very much a portrait of the ideal American soldier, as 
embodied by Mel Gibson’s character, Lt. Moore. Like in The Green Berets, this felt like 
the filmmakers were trying to fit a movie about Vietnam into a WWII framework. One big 
indicator of this is the emphasis on Moore’s Christian faith--there is not much of that to 
be seen in any of the previous movies mentioned. The majority of the soldiers that 
we’ve seen portrayed haven’t really stated any strong religious feelings–it doesn’t seem 
like God has been a major player in Vietnam. If anything, I’d say the veterans we’ve 
seen portrayed have lost their faith.  
    The media aspect is also very interesting. The battle is observed by a reporter, 
Galloway, who is obviously strongly affected by it at the end of the movie. Contrasted 
with the later intense media backlash against the war, Galloway’s insider view is 
remarkable. He does not seem to comment on the rightness or the wrongness of the 
war itself–he is more concerned with what is happening with the soldiers themselves. 
He even seems to be a little disgusted by his fellow reporters who flock to the field after 
the battle is over, eager for the bloody details. 
     Overall, this film seems to me to be an effort to look back at Vietnam nostalgically. It 
felt a little like the filmmakers were trying to reclaim the honor of the Vietnam War in a 
way, by focusing on the heroism of a small group of soldiers in an impossible situation.  
     In The Fog of War: Eleven Lessons from the Life of Robert S. McNamara (2003), 
Hollywood treated itself to a therapy session regarding its thinking on the Vietnam War. 
Robert McNamara is one of the pivotal figures of the entire war, yet we have heard very 
little about him from any of the other films. Seeing him discuss his involvement in the 
war in such an intimate setting was an incredible experience. He freely admits that 
mistakes were made, many of them his. However, he becomes understandably cagey 
when asked whether he viewed the Vietnam War as a mistake. He discusses the war 
mostly in clinical terms, speaking of figures and machinery. The human cost of the war 
does not seem to touch him. He speaks of firebombing very casually, admitting that 
civilian deaths are a part of war that cannot be avoided. However, at the mention of 
President Kennedy’s death, he comes completely undone, actually weeping. However, 
one thing that struck me was that despite his seeming callousness about the death toll 
of the war, his eyes spoke volumes about what he personally suffered as a result of the 
war. His eyes were those a man haunted by regrets–at least that’s the way it seemed to 
me. Although he brushes past this in the film, McNamara was deeply affected by the 
war, to the point of physical collapse. 
     By raking McNamara over the coals a little bit, as it were, Hollywood attempted to 
soothe the unresolved hurts of the Vietnam War. By making peace with with the 
polarizing figure of McNamara, Hollywood has made peace with itself. Since The Fog of 
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War, there have been several major Vietnam movies, but they have been nothing 
compared the veritable flood of them made in the 80s. It is very clear that the American 
public in general still views the Vietnam War as a mistake, but it is a mistake that we no 
longer care to discuss frequently. Rather, it is one that we rehash every once in a while, 
when the notion takes us. Vietnam has become an encapsulation of America’s 
mistakes, a quick way to remind ourselves of our fallibility. We turn to movies about 
Vietnam to excoriate ourselves, much in the way we turn to WWII when we want to 
remember the glory of war.  
     As we have seen, the lens through which Hollywood has viewed the Vietnam War 
has undergone quite a bit of evolution over the years. Hollywood’s first foray into the 
conflict, The Green Berets, asked an important question--did America still have the 
stomach for WWII-era patriotism? The subsequent movies answered that question with 
a resounding no. Starting in the late seventies and continuing up until the present day, 
Hollywood has regarded Vietnam with a potent mixture of resentment and anger, 
hammering away at several important themes-- innocence lost and the bitter veteran in 
particular.  
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Not that long ago, immigration to the United States had a very different look to it.  Many 
of the people coming to this country were white, they were Christian and they spoke 
English. This is just not the case any longer. One of the many results of this 
phenomenon is a multi-lingual society.  Linguistic diversity is a weighty issue in our 
schools and society, even in the middle of America. 

 
Times have changed so much to say the least. One of my students told me about her 
husband's mother. In the 1950s, she came to the U.S. from Germany. She was thirteen 
years old at the time. The school in which she enrolled did not know what to do with her, 
so they stuck her in a first grade class! Yes, this is a dramatic example, but it provides 
an indicator of the challenges schools have faced with linguistic diversity and the 
resulting “solutions”.  

 
The significance of this becomes more evident when considering the following 
information. According to Lee (2012), the U.S. Census Bureau reports that about one in 
five students in public schools lives in a home where English is not the primary 
language. Over the past 30 years, the Latino population in the United States has risen 
dramatically and of course so has the number of non-native English speakers. From 
1980 to 2010 the Hispanic population in the United States jumped from 6% to 16% and 
the Asian population elevated from 2% to 5%. The Black population remained constant 
at 12% during those same 30 years and the only decline came with Caucasians, 
dropping from 80% to 64%.  
 
Spanish of course is the predominant foreign language in this country, but there are 
many others that can be heard. Then of course there is the language that may be the 
most controversial… Ebonics or African American Vernacular English (AAVE) or what 
many refer to as "Black English." If one lives in Arizona, it is not uncommon to hear a 
student speaking English at school and then Spanish at home. There are African 
Americans who speak AAVE on the way to school, standard English during their school 
day and switch back to AAVE for the remainder of their day. These students are very 
much "bilingual" as is the case with the Spanish speaking youngsters.   

 
Actually, this is true of most people. In other words, how many people speak in the 
same manner all the time? Most people speak one way with friends or family and in a 
different way with their pastor, teacher or boss. Switching back and forth between 
formal, standard English and a more non-standard version is fairly common. Of course 
a real controversy is whether to allow Ebonics or any other form of non-standard 
English in school. Should teachers "correct" this speech or just let it slide? Some day 
these young people are going to seek employment and heading into a job interview 
speaking anything other than traditional English is likely to be a problem unless they are 
only going to look for the lowest paying positions.   

 
Not speaking English in America will be inconvenient at the very least.  Sometimes it 
can even be dangerous. For example, let us say one is a Spanish speaker and takes an 
important medication. The pill bottle reads "once" a day, but in Spanish, "once" means 
eleven. Most times, taking eleven times the recommended dosage is not a good idea!  
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My husband was a professor in Texas for a few years. He was the department chair at 
his university and quite a few Mexican students were coming to him to complain about 
the new instructor who taught bilingual education. The complaint was that they could not 
understand him. This was a surprise to many of the native English-speaking professors 
as the young man was a native Spanish speaker. What on earth was the problem? The 
"problem" was that the professor was from Puerto Rico. What Americans may not be 
aware of is that Mexican Spanish, Puerto Rican Spanish, and Cuban Spanish are all 
quite different. Spanish from Spain or the various countries in South America are 
different still.   

 
Perhaps another way to look at this issue is to mention another story. In the early 
nineties when I lived in England, I attended a gathering and one party-goer became 
quite intoxicated. The next morning, a friend was discussing the party and the young 
lady who became so drunk. This British friend said, "Judith was ever so pissed last night 
wasn't she?" I remember thinking to myself that she did not seem angry to me. It was 
only later that I learned "pissed" in British English meant "drunk" in American English.  

  
In many countries, it is not at all uncommon to be bilingual or multilingual. Switzerland 
for example has four national languages: German, French, Italian, and Rumantsch. 
Imagine the difference of philosophy of a very small nation such as Switzerland and the 
reluctance of a large country such as ours when it comes to speaking more than one 
language. Keep in mind that in Europe, traveling from country to country is just as 
common as Americans traveling from state to state. The difference is that each country 
in Europe will tend to have a different national language while traveling from state to 
state in this country will not likely result in the need to speak a language other than 
English in order to communicate. Imagine going from state to state and each time a 
border is crossed, a different language is encountered. Driving through Pennsylvania, 
Ohio, Indiana, Illinois, and Missouri one encounters English, German, Spanish, Italian, 
and Greek. 

 
There are plenty of locations in this country where parent-teacher conferences can 
prove to be interesting if the teacher is not able to speak the language of the parents, 
most probably Spanish. It is possible the school might provide a translator for the 
conference. If the teacher is an English-only speaker, s/he may have a very unrealistic 
idea of what the Spanish-speaking parent may or may not know. The teacher hears the 
parent speaking Spanish and recognizes that it is Spanish. It sounds good. The parent 
is speaking rapidly and the assumption is made that the speaker is fluent in the 
language, probably even that everything is being said grammatically correct and so forth. 
In truth, the language of the parent may be very impoverished. It could be only slightly 
better than their English. The reasons for this could vary: possibly the parent came to 
the United States as a young child. Spanish was not well developed as a child, and it 
has not improved without any additional instruction. It is not at all uncommon for 
someone to be bilingual in Spanish and English, but the skills in both are actually quite 
poor.   
 
I have a friend who teaches in a school with a student population that is about half 
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African American and half Caucasian. When conducting her parent-teacher conferences, 
she basically takes an approach, almost as if she was bilingual. In other words, she is 
very careful to match the style of speech with each specific set of parents and speaks 
standard English with those parents who speak in the same manner and then she 
speaks in a very relaxed, non-standard form of English with parents who speak in that 
style. She feels if she speaks standard English with those parents who do not, they will 
look at her as if she is speaking down to them. And if she speaks in a relaxed form to 
those who speak in traditional English, she may offend them. This is an impoverished 
school and most of the parents lack post secondary school education. She means well 
with what she does, but is it appropriate?  
 
In a very large percentage of cases, you can tell a great number of things about a 
speaker who cannot be seen - someone on the telephone for example. One could 
potentially identify such things as a regional accent. Where did the speaker grow up? Is 
there an East coast accent or a deep southern accent? What is the approximate age of 
the speaker? Is he an adult, a young child or perhaps elderly. Gender can probably be 
determined. Is the speaker a male or female?  How about the educational level? This is 
not likely picked up in just a few words, but after hearing someone speak a bit longer, 
one can certainly tell if the person is articulate.  
 
When my husband, a native Hoosier, first moved to Virginia, he really believed he was 
moving to the East. Virginia made him think of George Washington and Thomas 
Jefferson. It did not take long before he realized that Robert E. Lee and Stonewall 
Jackson were very highly thought of as well. On one of his early visits to a store, he 
spoke to the clerk and her response back was, "Son, you have snow in your voice!" She 
was referring to his accent and the fact that he was from one of the cold northern states.  

 
Language is so interesting because it changes over time. As discussed earlier, there 
are many forms of Spanish for example and they have all developed in distinctive ways 
in different places and times. There once was a Japanese couple that moved to the 
United States in the late 1700s. The couple vowed to embrace English, while also 
promising to teach their children to speak Japanese and encourage them to do the 
same with their children and so on for future generations. In the late 1900s, the great-
great-great … grandson of this couple went to Japan with his family. It was the first time 
any descendant had returned since the ancestors moved to America. Every place the 
man went, people could understand him, but his words met with giggles and funny looks. 
After a few days, someone explained to the newcomer that he sounded like he was 
speaking like someone who lived 200 years ago - "Will thou passeth thine pizza?” The 
language had been passed down but the family had completely missed out on all the 
changes and idiosyncrasies of language that occur over each generation.  

  
The point really is that knowledge of a second language is always a positive event.  
Such an event should be embraced, not looked upon as a negative.  Renowned 
Dartmouth professor John Rassias describes the notion of speaking just one language 
to be rather like being a painter with only one color with which to work. If all the artist 
has is orange, the artist’s paintings are quite nice. But imagine how much they improve 
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when he is able to add blue to his pallet. With each new language added, your world 
becomes so much richer.  
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Introduction 
Assisting clients who can hardly rely on their families, their communities, and 

themselves to meet the challenges of the society is a job for social workers on a daily 
basis. Many of these clients can hardly function on their own. Helping clients to become 
self-sufficient has been a mission. Many public programs assume that their clients can 
make ends meet if they can work themselves out of poverty. This assumption that work 
would bring workers enough money to support themselves and their children is in 
question.  

An analysis of household expenditures such as rent, utilities, etc. in relation to 
the household income provides us with a better understanding of the economic 
challenges. What keeps a welfare mother with younger children on welfare? What are 
some of the basic necessities that keep a family from becoming self-sufficient? The 
evolution of the working poor suggests that many poor parents cannot make enough 
money to make ends meet. Some do not get enough support from government 
programs to maintain a household. Many poor parents with young children fall into this 
category.  

As a society becomes more prosperous, the wealth may not be shared by 
everybody. This is especially true for single young mothers with young children who do 
not have the support of a second wage earner. Even when those young mothers are 
employed, some of them would not be able to command a salary that helps support 
their families.  Child support is one big barrier for these young women. There are fewer 
families in America. Household size has also gone down. Support from the extended 
family members is both an economic and a social challenge. 

There was a time when the purchase of a home was considered an advantage. 
The federal government provides a tax deduction for interest paid on home mortgages. 
Unfortunately, the decades leading up to the home sales’ boom and subsequent bust 
have turned a home into a financial liability for many homeowners during the avalanche 
of foreclosures. 
Barriers to Self-Sufficiency 

For a welfare mother to become self-sufficient, one needs to examine (A) the 
types of employment that are accessible to them, (B) whether the changes in the 
structure of American families has weakened the support available to them, (C) whether 
young women with young children are able to find support in child care, and (D) whether 
jobs available to this group provide health care coverage.  

Since employment is considered a way to keep people out of poverty, one 
wonders why there are so many working poor. For centuries, a work requirement has 
been imposed on able-bodies as a prerequisite to getting public assistance. The notion 
that people can work their way out of a temporary misfortune may not be true in 
contemporary times. Why?  

Do the jobs that have been created in the last few decades not pay workers 
sufficiently for them to financially maintain their households? Are there more jobs that 
have been created that pay at or slightly above the minimum wage? Are jobs lost in the 
manufacturing industries not complemented by service jobs that pay equivalent 
salaries? Would paying rent be more challenging for those who work on a minimum 
wage job?    
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Many authors and journal articles have already cited the emerging number of 
working poor in this country. This suggests that many people might be working, and yet 
their paychecks still put them in the category of the poor. Some of those jobs are taken 
up by the marginalized workers, who do not get a mainstream pay or benefits. Michael 
Lewis’ article “Consumed by All Boom; All Money, All the Time” in the New York Sunday 
Times on June 7, 1998 shed light on the working poor. 

According to the Bureau of Labor Statistics, although the minimum wage was set 
at $7.25 an hour, there are still around 6% of hourly paid workers receiving a salary 
below the federal minimum wage. However, this 6% is not evenly distributed. Some jobs 
have a higher percentage of low paid workers than others. Lower to middle class 
incomes are not incomes that bring hefty year end bonuses.  Most of the clients served 
by social workers are more likely to be in a lower income category. The hourly wage is 
probably a good indicator for low income workers. If the hourly wage is rising at a slower 
pace than the CPI index for all items, one can argue that the average American salary is 
lagging behind inflation.  

 
Table 1: Median Weekly Earnings of Selected Industries by Gender 
Types of 
Occupation 

All Workers Men Women 

All Service 
Occupations 

479 543 423 

Food Preparation 406 423 387 
Building 446 493 391 
Maid and 
Housekeeping 

387 455 378 

Personal Care 455 519 432 
Sales 631 736 597 
All Workers 747 834 669 

Although around 6% of the workers in the private sector worked for a wage below 
the federal minimum wage, three industries had around 25% of their workforce receive 
a salary below the federal minimum wage. Those three industries are (1) leisure and 
hospitality (23.0%), (2) accommodation and food services (25.0%), and (3) food 
services and drinking places (27.9%). Those are industries that employ predominantly 
female part-time workers. The website for the above information is: 
ftp//ftp.bls.gov/pub/special.requests/if/aat45.txt.      

There are more workers ages 16-24 working for a salary below the federal 
minimum wage. This is important as many of the TANF (Temporary Assistance to 
Needy Families) recipients are young mothers with young children. The types of jobs 
that are accessible to them are likely to be jobs paid at or around the federal minimum 
wage.  Around 13% of the part-time workers have had a salary below the federal 
minimum wage. Among the 16-24 age work group, 18% of the group is comprised of 
female part-time workers with a salary below the federal minimum wage.  
Multiple Job Holders  

The Bureau of the Census collected information on the number of multiple job 
holders. An increase in that number suggests that there are more people who need to 
work at more than one job to survive. Is there a necessity for people to work on multiple 
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jobs?  Barbara Ehrenreich‘s book Nickel and Dimed talks about a need for many 
holding service jobs to work on more than one job to get by in America.  

What can the working poor do to make ends meet? Many of those part-time jobs 
are unlikely to be jobs that lead to a career. There is not a lot of upward mobility for 
those jobs. As a result, one expects that many of the part-time workers have to work on 
more than one job. “Of the 7.3 million multiple job holders in 2009, 92% held two jobs, 
7% held three jobs, and the remainder held four or more jobs.” 
http://www.bls.gov/opub/mlr/2001/07/art3full.pdf  

In examining the number of multiple jobholders from 1970 to 2009, one finds that 
the number of multiple jobholders had steadily been growing from around 1979 to 2003. 
Has this been an indication that jobs are abundant or that there are more workers who 
need to work on more than one job to make ends meet?  A closer examination of those 
who work on multiple jobs by gender, according to the Bureau of Labor Statistics, 
indicates that there are more female workers than male workers who work on more than 
one job. Chart 1 shows the rate of the number of multiple job holders, the number of 
male multiple jobholders, and the number of female multiple jobholders. The graph 
shows that the number of female jobholders appears to be rising more sharply than that 
of their male counterparts. In absolute numbers, there are more male workers holding 
more than one job than their female counterparts. However, in examining the slopes of 
the two curves, the slope of the female multiple jobholders appears to be steeper than 
the slope of the male multiple jobholders. 

 
Chart 1: Multiple Jobholders by Gender  
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Among all those who were employed, around 5% of them were multiple 
jobholders between 1970 and 1979. Since 1980, the rate has increased to 5.4%. The 
increase suggests that there is a need for people who are employed to seek more than 
one job. This reflects a need for those employed to have more than one job to make 
ends meet. “Economic factors continued to predominate among reasons for having 
multiple jobs.” (Hipple, S.T. (2001) Multiple Jobholding During the 2000s. Bureau of 
Labor Statistics. http://www.bls.gov/opub/mlr/2001/07/art3full.pdf.)   

Apart from gender, multiple jobholders are more likely to be part-time workers. 
This can be expected as full-time workers are more likely to have a rigid work schedule 
such as a 9 to 5 job and a 5 work day per week schedule. Multiple jobholders, who 
make an hourly wage salary, are more likely to be in positions that require fewer skills 
and flexible schedules. One of the biggest problems with those jobs is that few part-time 
jobs offer fringe benefits. Many workers can get by with no paid vacation days. Few 
workers can afford not getting health care coverage for their children. If those are 
correct assumptions, those are jobs that are accessible to clients who are asked to work 
their way out of welfare. Those are jobs that pay at or slightly above the federal 
minimum wage, which is currently at $7.25.   
Working Poor: Work Participation and Welfare Reform 

To start with, one needs to understand that there are people working full time, 
part time, part of the year, year round, and on one job and multiple jobs. A closer 
examination of (1) the number of poor people working some time in a year to the 
number of employed individuals and (2) the number of poor people working year round 
to the number of employed individuals is in order.  If those two ratios are on the rise 
over the years, the trends suggest that time has made it more difficult for poor workers 
to work themselves out of poverty.  

Data supports that there is a jump in the number of working poor around 1996 
and after. Could the rise of this trend suggest that there are more poor parents who 
need to participate in the labor force in order for them to receive TANF? The 1996 
Welfare Reform Act, Personal Responsibility and Work Opportunity Reconciliation Act 
(PRWORA) that led to programs such as Temporary Assistance to Needy Families 
(TANF) had a work participation provision for the states as both service providers and 
program recipients. 

How have policy changes impacted the single female parents with young 
children? The 1996 PRWORA limits the number of benefit years. The changes in job 
creation have resulted in more part time jobs created in relation to full time jobs.  

Has the rate of multiple jobholders increased from 1996 to 2001? If that rate has 
increased rapidly over those years, could that be a push for welfare recipients to get off 
welfare? In examining the graphs from Chart 1, above, one can see that the number of 
multiple jobholders went up more rapidly from around 1997 to 2003. The Personal 
Responsibility and Work Opportunity Reconciliation Act (PRWORA) was passed in 
1996. This law has imposed an economic incentive requirement on state welfare 
departments to increase the rate of work participation. The 1996 PRWORA also has a 5 
year lifetime benefits limit. That means all those welfare recipients have 5 years to get 
off of welfare. The increase in the number of multiple jobholders starting around 1997 
may reflect the urgency for both the welfare recipients and the state welfare officials to 
get welfare recipients off their welfare caseloads. However, by around 2003, most of the 
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welfare recipients who were on the 1996 welfare caseload had already reached their 5 
year lifetime benefit limit periods. Although the federal government established a 
maximum 5 year lifetime benefits limit, many states chose a shorter lifetime benefits 
period. The Ohio Department and Jobs and Family Services set the lifetime benefits 
limit period at 3 years. As a result of that policy, the welfare rolls nationwide have 
dropped.   

Most welfare recipients are single female parents with young children. When 
welfare mothers need to work on more than one job to make ends meet, one wonders 
who has the child caring responsibility. Many welfare households are located in an 
environment with few resources and few male adult role models because of the high 
incarceration rate of minority males. Those are serious considerations for both the 
parents and everyone who is concerned about child development and day care.        

It is expected that families with young children have a greater financial burden. 
The changing of American families over the last half a century has people wondering 
how much family support can be expected from an American family. One factor is that 
people are living longer.  The longer life expectancy suggests a longer period of care for 
older adults. The caring period for older adults has increased, and so has the caring 
period of younger children. This caring responsibility has added pressure on working 
mothers who have to take care of both older parents and young children. As there is 
greater competition in the job market, younger adults need more than a high school 
diploma to make ends meet. The greater number of years of formal education translates 
into a delayed time to move out of the parent’s household. 

A longer life expectancy reflects positive developments in both medical science 
and public health. However, it does provide a challenge to families having the caring 
responsibility. People are moving away from their communities in search of better jobs 
and better lives. Family size has dwindled over the years.  According to the Bureau of 
the Census, the average household size in 1990 was 4.6. In 2000, the average 
household size decreased to 2.59.  

(Source: http://www.sensus.gov/prod/2002/pubs/census-4.pdf. p.137)  
Welfare Families: Single Mothers with Young Children 

As mentioned earlier, single mothers raising young children encounter 
challenges in finding a steady job and maintaining a healthy nurturing home 
environment. Some of them are likely to work on part-time jobs. Some would be holding 
more than one job. Would those working conditions impact on the quality of child care at 
home? Since there are fewer families in this country, one wonders whether support from 
the family would also be weakened. The combined effect of a weakening family support 
system and increased pressure on work participation would worry some working 
mothers about the availability of quality child care.  

Policies such as TANF and Housing Assistance to Needy Families (HANF) are 
policies for families. The definition of families in those public policies dictates who can 
be served and who cannot be served. The definition of a family has many implications. 
The lack of a marriage certificate affects couples in adopting, rendering major medical 
decisions, inheriting, etc. The number of families has been on a decline. There are 
many single parent female headed households in poverty-ridden areas. Those 
households would still be able to obtain public subsidies as long as they have young 
children. For closer examination of the increase of female headed households in poorer 
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neighborhoods, one can examine Andrew Hacker’s book Two Nations: Separate and 
Hostile. 
 Employment-Based Health Care Coverage 

The high health care costs may pose a concern for employers. New York Times 
articles, such as one by Walsh (Walsh, M. (2005) “Pension: Big Holes in the Net,” New 
York Times, April 12, 2005, p.G.1), reported that health care costs have become a 
financial burden for big companies. Would this financial burden lead to more job 
creation? Could unskilled or semi-skilled part-time workers afford to work at jobs that do 
not provide health care coverage? Those are serious challenges to workers with young 
children.   

The number of jobs with employment-based health insurance coverage has been 
on the decline. Has corporate America failed to provide a stable work environment for 
its workers with a steady paycheck and health insurance for their families? Would the 
decline in employment-based health care coverage also suggest that there are fewer 
jobs that provide a fringe benefits package than that available to workers generations 
ago? Does this trend suggest that the business environment is becoming more 
challenging for the less resourceful companies? 

For those workers who are employed in part-time jobs without health insurance, 
one wonders what options these workers have in getting health care for themselves and 
their families. In view of the ever-rising health care expenditures, one would also 
wonder how many of the semi-skilled or unskilled workers have the resources to 
purchase their own health care insurance. 

The decline in the number of employed individuals receiving health care 
coverage from their employers suggests that part-time workers are unlikely to get 
employment-based health care coverage. As mentioned earlier, the health care 
premiums are becoming more difficult for service workers to pay out-of-pocket.  

The sharp decline in the number of employed individuals receiving health care 
coverage from their employers is a major concern because health care carriers have a 
tendency to select low-risk individuals. This was one of the major concerns leading to 
President Obama’s health care reform, that is, protection of those who are deemed not 
likely to be insured by carriers. Pre-existing conditions are barriers. Health care carriers 
dictate the premiums of health care coverage. Age, life-styles, and health conditions are 
some of the factors that are considered in such a determination. Furthermore, the 
premiums of many of the private carriers are beyond the financial capacity of single 
mothers with few skills and limited work experiences.  

The high unemployment rate in this economic downturn has taken a toll on both 
paychecks and health care coverage for workers and their families. This signals a big 
concern for most workers whose children have to depend on their parents’ health care 
coverage. If companies had started a trend of not providing employment-based health 
care coverage to their workers before the 2007 economic downturn, would these 
companies offer those essential benefits to their workers at time of an economic 
recovery? In the absence of an employment-based health care coverage, where would 
workers get health services? They need an adequate salary that enables them to cover 
their expenses and one that allows them to purchase health insurance on their own.  
Would middle class workers be put in the same difficult financial situation as the working 
poor?  Would big companies face the same financial dilemma as small businesses in 
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that the cost of providing employment-based health insurance is too expensive for them 
to provide to new hires?  

In a time when the unemployment rate is high, one wonders whether health 
benefits provision is a financial liability, which subsequently leads to the creation of 
more part-time jobs. If this is the case, would the same struggle faced by the working 
poor be shared with the mainstream workers? 

Chart 2 suggests that between 2000 and 2009, the ratio of employed individuals 
receiving employment-based health care coverage has declined. In 2000, around 74% 
of the workers received employment-based health insurance. In 2009, around 67% of 
the employed individuals received employment-based health insurance coverage. This 
is an alarming drop because the economic downturn began at the end of 2007.  That is 
an indication that the decline in employment-based health insurance had started before 
this economic downturn. One wonders whether this trend would be reversed at a time of 
economic recovery.  

 
Chart 2: Number of Individuals with Private Employment-Based Health insurance 

to All Individuals with Health Insurance (Source: Bureau of Labor Statistics) 
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Conclusion 
Work has always been considered as a way of assisting people to escape the 

threshold of poverty. However, in examining the pay and benefits of a service job that 
normally recruits workers with limited skills and education, one realizes that their pay 
was inadequate, and many jobs do not provide an important benefit to their part-time 
employee, namely health care coverage. Many of those workers are single parents with 
young children. Many may like to work themselves out of poverty. However, the jobs 
that are available to them are likely to be those that would have no upward mobility.  

Even if they continue working in the same environment, their financial conditions 
are likely to be lagging behind the rest of the society. Their pay is likely to be dropping 
further behind that from a mainstream job. Their economic health is falling further 
behind those more prosperous in a good economy. Their job security is likely to be in a 
more volatile position in an economic downturn.  

If staying on a job would not be an answer to the working poor, would one need 
to look beyond the number of employed or unemployed? If the society cannot provide 
the basic benefits for families to get medical services for their children even if they work, 
what can one expect from the working parents? 
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Abstract 
This study evaluates students’ perceptions of the use of wireless technology, known as 
clickers, in two community college classrooms.  Students report increased interest, 
attentiveness, motivation, and enjoyment.  In addition, students perceive that the instant 
feedback from clickers helped them assess their knowledge and retain information. 
Instructors also report that the feedback helped them assess student understanding and 
adjust lectures accordingly.  Future directions for research and considerations for the 
use of clickers as tools for assessment are discussed.  
Introduction  
Keeping students motivated and engaged in the classroom is one of the most 
challenging aspects of college teaching.  Community college educators are especially 
challenged with the diversity of students enrolled in their classes.  Some students are 
seeking to enroll in professional programs, such as nursing, and those students typically 
are highly motivated to achieve.  Other students sitting in the same class are barely 
ready for college level work or may be unmotivated to learn.  With increasing numbers 
of students choosing to start their college education in community colleges it is critical to 
serve the educational needs of this diverse population.  We must continue to be 
innovative in our efforts to motivate students and to help them learn.  
There has been growing research on the potential of Student Response Systems, also 
known as Clickers, as an interactive technology that promotes engagement in the 
classroom (Lee &Dapremont, 2012).  Other reported benefits of clicker use includes 
active learning through the use of clicker technology (Sternberger, 2012) and 
opportunities for participation by all students, especially in large lecture classes 
(Beckert, Fauth, Olsen &Kaelin, 2009).  Research studies have shown that students 
report that they pay more attention, have more fun, and feel more comfortable 
participating in classes using clickers (Eastman, Iyer& Eastman, 2011). 
However, clicker use creates an extra workload in the set-up phase for both faculty and 
technical support staff, takes up time in the classroom setting, and creates an extra 
expense for students who are already struggling to pay for college. It is essential to 
know if this investment in time and money is worthwhile for our faculty, staff, and 
students or just another technological fad. 
The purpose of this study was to investigate student’s perceptions of the use of clicker 
technology in two community college classes.  
Method 
A ten question survey was designed by a faculty member in conjunction with a member 
of the assessment department at Cumberland County College. The survey questions 
were graded on a five point likert scale that assessed student perceptions of learning, 
motivation, engagement, with the use of clickers. On questions one through nine 
students were asked to respond to a positive statement regarding clickers, rating the 
statement from strongly agree to disagree. Question ten served as a control and asked 
students to respond to a negative statement regarding clicker use.   
Scan-tron sheets specific to this assessment were created by a member of the 
assessment staff and completed data sheets were sent to the assessment department 
for analysis.  
Participants 
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The study involved classes taught by two instructors with different teaching styles and 
from different disciplines.  The survey was administered to students at the end of thefall 
semester of 2012. 
The participants were students enrolled in Microbiology, BI 203 and Abnormal 
Psychology, PY 209.  The total number of participants was 51 students. This study did 
not request identifying information from the students who ranged from traditional 
college-age students to working adults returning to school to upgrade their education 
and skills.  
Equipment  
Turning Technologies software was introduced to faculty through a meeting sponsored 
by the college technical staff.  Faculty members were then assisted in the development 
of powerpoint slides that were created using the software.  Students were required to 
purchase or rent Turning Technologies clickers from the bookstore.  
Results 
The distribution of student responses shows that perceptions of clicker use in the 
classroom were very positive. Every positive item was heartily endorsed by 90% of the 
students (see Appendix A for itemized analysis).   Items one through nine received a 
rating of 37.69% strongly agree and 51.85% agree.   Neutral responses to the positive 
items averaged 10.02%.  Only one response indicated disagreement with the statement 
that “clickers helped me stay motivated in the classroom” and one response indicated 
disagreement with the statement that “participating with clickers helped me learn.” 
On item ten, the students confirmed their positive response by providing the inverse 
response. Though two students strongly agreed that clickers interfered with their 
learning, the data sheets indicate that these two students responded “strongly agree” to 
all of the positive items.  
These positive results held regardless of the individual teacher or subject.  
Discussion 
This study provides a glimpse of attitudes toward clicker use in small classes in a small 
community college. The results provide evidence that students enjoy the use of clickers 
in the classroom and perceive that this tool helps them stay motivated and helps them 
learn.  
Classroom use of clickers has yielded further interesting anecdotal observations.  When 
the majority of students answer the question correctly there is a sense of pleasure and 
achievement.  Often there are many students who click on incorrect answers.  This 
allows for discussion of why other answers are not correct.  Students have 
demonstrated complex analysis of why an answer is not correct. Occasionally, the 
majority of students do not click on a correct answer and this provides immediate 
feedback that we need to revisit the concept for greater understanding. 
One concern that must be addressed is the cost to students in purchasing or renting 
clickers. There is also concern regarding student responsibility to purchase and bring 
their clickers to class.  Without incentives, some students refuse to buy the clickers or 
simply do not remember to bring them to class.  Some instructors address this 
resistance by assigning points to correct answers as data is easily obtained by saving 
the clicker session. Other instructors may feel that points awarded for correct answers 
creates undo pressure on students and may opt to assign participation points for 
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clicking in. Some instructors also use the data as a means of tracking who attends 
class.  This is especially true of larger lecture hall classes.   
With the newly available inexpensive mobile phone apps, the cost to students is 
significantly reduced, eliminating one of the problematic features associated with clicker 
use. 
There are two considerations for future research and development: 

1. Investigation of actual student achievement versus student perceptions of 
achievement 

2. Pedagogical development with the use of clickers.  
In future research we hope to examine if the student perceptions are correct, that is, do 
clickers actually help students achieve?  Assessment has become an integral part of 
our institutional life and clickers as a tool to facilitate assessment have been 
underutilized. It is possible to measure student learning in a way that provides evidence 
that instructors are insuring that course goals are being met. Since each clicker data 
session is easily saved and recorded such sessions could be tied to course wide goals 
and provide needed evidence for the institution and the accrediting agencies that 
learning goals are being met. 
Future considerations should also emphasize pedagogical training with clickers. Though 
faculty members at this institution have been trained to use the technology, they have 
not yet been trained in related pedagogy with clickers. We hope this investigation will 
contribute to the ongoing discussion of pedagogy at the college.  
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Today, American societies have the attention span of a news cycle, a few 
minutes or a few days.  An ahistorical existential perspective permeates societal 
attitudes and perceptions.  The immediate now is the total reality and the unreflective 
response indicates that the momentary experience always existed in time.  
 The news media asks questions and creates discussion about the budget deficit 
in an existential vacuum. There is no substantial discussion of two wars and the 
financial cost.  A ten year tax cut is reality.  This attitudinal climate permeated David 
Gregory’s show on Sunday Feb. 20, 2013, Meet the Press.  
 The next day at an educational concert, an eighty year old lady clung to her cell 
phone like a self- absorbed nineteen year old university coed, while the concert pianist 
stood on stage ready to perform.  This lady’s life predated television, yet the cell is the 
existential now that trumps the concert pianist.  
 The concentration on immediacy and a 24/7 mind-set are a recent phenomenon, 
however, Joseph Campbell (l990) described the transitions of society from church 
steepled towns to parliamentary cities with the final transformation to huge towering 
structures of economic power (Cousineau and Brown, 1990).  These mythic themes run 
through the literature of society and reflect the changing landscape.  Campbell’s literary 
insights provided a historical perspective for the cultural absorption with economics and 
the dominance of economic decisions.  
 During the past 15 years, Puthoff-Murray (2003 & 2010) and Murray (2003 & 
2010) have examined the impact of economics on the United States.  These 
investigations uncovered multiple variables that contributed to the present state of the 
economic divide.  Puthoff-Murray (2003) showed the influences of race and prejudice on 
inequality. She also demonstrated that misperceptions and false attributions contributed 
to the state of inequality. She determined that this divide represented an 80/20 split with 
the top 20 percent receiving the economic benefits.  These conclusions were supported 
by Johnson’s (2011) treatment of liberation theology and the global economy.  Both 
researchers concluded that “the winner takes all” attitude contradicted the principles of 
social justice and the ideals of the Judeo-Christian message.  
 Murray (2003) explored the global economy and education.  These variables 
added to the condition of inequality, because society had become a knowledge based 
society where information, data and money flowed freely and instantaneously.  The 
findings also supported the data for an 80/20 divide that had devastating effects for 
Afro-Americans.  
 Building upon previous research, Puthoff-Murray (2010) showed that inequality 
had a spiral down result. She used the models of Maslow (1970) and Hansell (1990) to 
demonstrate the “Wal-martification” of the United States population. She elaborated by 
quoting Paul Krugman (2006).  Krugman wrote, “that today upward mobility has had a 
mythic ring, and that the Gilded Age of 1920 and the period between 2001-2005 has 
shared the largest SES gap between the top ten percent and the bottom ninety 
percent.” 
 Complementing previous investigations, Murray (2010) focused on global 
inequality and found that education and Fuller’s (1981) concept of the “know how” 
society disproportionally and exponentially contributed to inequality.  The 90/10 
economic divide applied not only to the United States but also to China, India, Russia, 
and Taiwan.  This research discussed the over-class elite and the freedoms for this  
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group, because of education, wealth and contacts.  The environment produced for the 
individual a position of STAR POWER – “Winner take all.”  This article introduced the 
need for social justice and concluded that greed, inequality opportunity and unregulated 
capitalism were unacceptable and had the potential for societal self-destruction.  
 More recent research modified some of the previous findings and provided a 
more comprehensive portrait of the inequalities. Freeland (2012) examined the effects 
of multiple variables.  Post-secondary education had significantly increased from 1973 
to 2005 and these experiences intensified dramatically the economic differences.  
Seventy percent of the new super-elite, who are highly educated, have accumulated 
their wealth in the past 10 years and these superstars represented a new group called 
the “working rich.”  
 Freeland (2012) in describing Plutocrats pointed out that global inequalities were 
not a function of only western civilizations but included the BRIC countries of Brazil, 
Russia, India and China.  This transformation was identified by a 99 percent to1 percent 
economic inequality.  When her work summarized average family incomes for the 
United States population, the top 0.01 percent made $23,846,950 and those in the top 
0.1 percent to 0.01percent average dropped to $2,802,020, while those in the top 1 
percent made an average of $1,019,089. The top 10 percent on average made 
$246,934 with 90 percent of families generating an average of $29,840.  These data 
reflected 2010 findings. These data are reported in Table I. 
 Freeland (2012) continued a description of global wealth as defined by Credit 
Suisse in 2011.  High net worth families had an investable income of between $1million 
and $50 million, while ultrahigh net worth had investable income above $50 million. 
 In The Christian Science Monitor Weekly, Cook (2013) reported an analysis of 
millionaires by Graeme Wood of the National Review. He classified three types of 
millionaires.  The first group possessed assets of a million dollars in homes, savings 
and pensions. This category contained 5.26 million households. The second group 
annually made a million dollars and included fewer than half million households.  The 
final group of millionaires had 200,000 households and accumulated $20 million or more 
in assets.  These classifications made a slight modification on Freeland’s (2012) 
identification of income and wealth.  
 The Freeland (2012) findings both modified and updated the research of Puthoff-
Murray (2003 & 2010) and Murray (2003 & 2010).  Freeland (2012) supported the 
previous research concerning the importance of education, globalization and 
information technology.  Her data expanded the meaning of income and the definition of 
wealth, while she showed that the economic divide was a 99 to 1 split. 
 The final reflections concerning the Plutocrats raised two interesting questions.  
Will the present day Plutocrats become similar to the city state of Venice and isolate to 
the point of self-destruction?  The second question introduces the philosophy of Marx.  
Will the capitalists so isolate wealth and create such inequality that growth is cut off and 
the system is unsustainable (Freeland, 2012).  
 Based upon previous explorations of social justice, Puthoff-Murray (2003 & 2010) 
and Murray (2003 & 2010) would prefer that the questions examine the potential for 
change with a guidepost reflecting a moral compass.  Is it not unjust and immoral to 
have these economic discrepancies?  The people, who help problem solve, and the 
people, who help produce, do they have the right to share in the rewards?  In 2006 at 
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the Peking restaurant in Beijing, China, leaders made a statement to a Kent State 
University delegation:  “The China you will see is not the whole of China.”  This 
statement was followed by the question, “how do we raise up the people making a dollar 
a day?”  
 This state of inequality has resulted from multiple variables.  However, one 
hypothesis suggested that this problem was created or at least exacerbated by 
personality traits which permeate the United States.  Goleman (1997), reviewed the 
literature pertaining to Emotional Intelligence.  The key aspects were interpersonal 
intelligence and intrapersonal intelligence.  These qualities demanded an ability to 
understand, appreciate and communicate effectively with other people and generate a 
climate of positive regard. In addition, it was expected that the individual knew one’s self 
and how the person’s behaviors impacted other people.  Underlining these intelligences 
was the developmental experience of a growing sense of empathy for others.  Through 
an increase in empathy, the individual became more effective in examining one’s 
personal identity and this process contributed to positive interactions with others.    
 Beyond these intelligences, Goleman (2006), expanded into the area of Social 
Intelligence.  He discussed the pervasive influences of unhealthy narcissists, 
Machiavellian types and psychopaths. Unhealthy narcissism permeated a society like 
the United States that placed an emphasis on unrealistic self-inflation and exaggerated 
individual success and rewards. The sense of community was lost. The Machs, as 
Goleman (2006) calls them, possessed no empathy and painted the world with a brush 
devoid of emotions but strongly colored with rational and probabilistic concepts.  The 
final triadic influence, the psychopath, had no conscience development and displayed a 
lack of fear combined with a total disregard for others. These themes were also 
explored by Murray (2000), when he examined schizoid narcissistic behaviors and their 
detrimental impact on identity and community.  

These patterns were reflected by the economist, Charles Wheelan (2010), when 
he reduced economic inequality down to a single variable, human capital.  He identified 
the composite as: intelligence, charisma, creativity, work experience and 
entrepreneurial vigor. When Wheelan (2010) portrayed life experiences and outcomes 
as a result purely of self-achievement and accomplishments, he presented an economic 
analysis that reflected Goleman’s (2006) psychological triad.  
 It certainly is possible to argue that applying Goleman’s work to the totality of 
society is a bit of a stretch.  However, reflections on the 2008-2009 financial crisis and 
the exotic creations of derivatives and other three and four letter symbols, CDOs, CLOs 
ABCP, CPDOs and SIVs, produced a picture about groups of psychopathic, narcissistic, 
Machiavellian bankers and hedge fund managers (Phillips, 2009, Smith 2012 and 
Stiglitz, 2012).   
 In a simplified narrative, this researcher will attempt to accurately describe the 
transactions and interactions prior to the financial crisis. The banks and hedge funds 
sold paper but not individual loans, because they sliced and diced various loans to 
create these new securities. Some of the securities held totally good loans, others were 
mixed and some were disproportionally bad. By the way, it was impossible to determine 
what was good or bad.  The banks, which paid the rating agencies, got AAA ratings on 
these creations. With the help of AIG, these securities were insured.  However, AIG 
lacked the resources to cover all the insured securities.  Is there anything to worry about 
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in that these securities are secured with a triple A rating?  The only person or 
organization, who had a risk, was the buyer but the buyer was shown documentation to 
support triple A ratings.  During this process, bankers, brokers and hedge fund 
managers received excessive profits, since the sole risk was taken by the buyers. With 
the success of these instruments, predatory lending took money from the poor and 
these loans were sliced and diced into new securities. Some hedge funds realized the 
folly of these exotic packages and bet against them. These fund managers received 
enormous pay offs.  In the midst of this extended experiment, Goldman Sachs sold 
securities out the front door, while other Goldman analysts generated bids against these 
securities. The final brush on this picture came from bankers before a judge in a court of 
law, when they said, “why should investors trust us” (Phillips, 2009, Smith, 2012 and 
Stiglitz 2012).  This brief synopsis truly supported Goleman’s (2006) depiction of the 
self-centered and egotistical United States society.  
 These patterns of unregulated swaps were graphically and visually displayed in 
Bloomberg Business Week of January 28 - February 3, 2013.  This visual had four 
major hubs with over 70 satellites.  The perimeter had shooting stars however, the line 
arrows indicated that these stars partially came back to the four hubs or other smaller 
firmaments.  The graphic had line sending data to smaller and larger entities and back 
again to other stars.  When the procedure of slicing and dicing securities was entered 
into this formulation, the interconnected pathways became an impenetrable maze.  This 
visual initially looked like fireworks but a closer analysis revealed a quagmire of 
unpredictable projectiles.   
 An important theoretical question remained unanswered:  is there some type of 
public policy that creates or facilitates this economic divide?  More specific aspects of 
the question asked, is this is a de facto climate or a de jure environment?  This involved 
question penetrated the core of public policy in that it demanded an analysis of 
converging variables and formal or informal government policy.  
 During the past 30 years, Phillips (1990, 1993, 2002 and 2009) tracked the 
economics of the United States and described a constantly growing inequality.  He also 
compared this de facto climate with an earlier period from 1945 to 1978. All income 
groups increased their cash flow during the late 1940s 1950s, 1960s and 1970s.  In 
contrast, the 1980’s, 1990s and into the 21 century saw a decreased or stagnant 
income for most quintiles. The significant exception was the top 20 percent with the top 
1 percent receiving excessive incomes. These findings showed that the present de facto 
state of inequality was not a permanent characteristic of the United States but a growing 
phenomenon over the last 30 years with an exponential impact in the last 10 years. 
 Phillips (1993, 2002 and 2009) presented evidence that Federal legislation had 
shifted the tax burden away from the wealthiest members of the United States and 
passed this responsibility on to lower wage earners.  He documented that the bottom 
sixty percent had fewer after tax dollars than in 1977.  This de jure government policy 
was identified by Stiglitz (2012) and he argued that this policy radically redistributed the 
wealth of the United States.  Stiglitz (2012) traced this public policy back to the Reagan 
administration and showed that this philosophical vision for the United States was 
expanded by Bush II.  With non-progressive tax laws, there is no mystery about the 
increased wealth of the one percent.    
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 Further examinations performed by Stiglitz (2012) demonstrated that federal 
legislation was written to benefit significantly the 1 percent.  An exploration of the capital 
gains tax showed that these assets were taxed at a lower level and provided important 
economic benefits to corporate executives, hedge fund managers and stock investors. 
These rewards came disproportionally to the very top end of the upper 10 percent.  
Reflect, who gets most of the stock options?  
 An investigation of bankruptcy laws added data to the argument about de jure 
Federal Policy.  These laws were formulated to protect the lender. Therefore, the 
borrower was left with the burden and liability (Stiglizt, 2012 and Smith, 2012).  These 
examples are the tip of the iceberg that reduced financial demands for the wealthy and 
transferred the responsibility to the middle class. 

The final informal example of public policy influence was Alan Greenspan.  He 
represented the real and concrete leadership of the free market society and his 
philosophy and actions personified this vision of economics (Greenspan, 2007). This 
perception of economics became gospel through frequent and prolonged dialogues with 
Ayn Rand through which Alan incorporated the vales of reason, individualism and 
enlightened self-interest along with laissez-faire capitalism (Greenspan 2007).  These 
values were implemented during the years 1967 to 2006.  Alan advised the Nixon 
Campaign on economic directions became the Chairman of the President’s Council of 
Economic Advisors and finally Chairman of the Federal Reserve, (Greenspan 2007). 
 This paper examined how status, wealth and education  contributes to various 
facets surrounding quality of life, opportunities, lack of choices and income inequality. 
This paper showed the role played by public policy and legislative decisions.  The 
remainder of the paper explored the impact of the 99 percent to 1 percent divide. It also 
zeroed in on many issues encompassing environmental and socialization differences 
along with the positive and negative outcomes and consequences.  These variables  
contributed to Occupy Wall Street cries of injustices, and economic inequalities which 
lead to unfairness, decline and poverty (Pizzigati, 2011).   In the 21 century, what is the 
picture for most United States citizens?   
 The voices generated by Occupy Wall Street: “we are the 99 percent”,  echoed 
by Bill Moyers,  Alexander Cockburn, and Jeff Madrick,  in the November 21, 2011 and 
April 9, 2012 issues of The Nation,  the presidential candidate Mitt Romney’s video 
referencing the devalued bottom 47 percent of Americans and the mantra of do not 
raise taxes on the top affluent 10  percent has created an atmosphere for American’s 
remaining 99 percent of  citizens’ that produced pain, frustration, resentment, 
unfairness, foul play and loss.  

There were many similarities and differences between the 99 percent and the 1 
percent. The top 0.01 percent super-richest elite, the 0.1 percent elite wealthy 
individuals and the wealthy 1 percent, all have wealth, higher educational levels and 
influential contacts (Freeland, 2012).  The 99 percent had multiple layers. The 9 percent 
were wealthy and the next 10 percent had affluence. Florida (2012) commented that the 
initial major condition for a person’s successful life style was parental income and 
educational level. In other words, newborns need to choose the right parental units. The 
right families were those highly educated parental units, who had wealth within the top 
fifteen percent, or better yet in the 0.01 percent 0.1 percent or 1 percent.  
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The bottom eighty percent included the shrinking middle class, the working poor 
and the situational and generational poverty; bottom 40 percent, who lived at poverty 
and extreme poverty levels and had the lowest educational levels (Freeland, 2012 and 
Poppick, 2011). Therefore as the income disparity increased, the standard of living and 
purchasing power decreased.  

The increasing economic disparity between the “privileged and disadvantaged, 
and the winners and losers,” left the 99 percent with stings of inequality, unfairness, 
injustice and poverty. Pulitzer Prize winner, Henrick Smith (2012) stated that “America is 
now the most unequal society among industrialized countries in the West.”   

The concepts of equalities vs. inequalities and wealth and poverty require 
definitions. The American Heritage College dic-tion-ar-y, third edition, defines inequality 
“as being unequal, lacking equality as opportunity and social or economic disparity.”   
The American Heritage College dic-tion-ar-y third edition, 1993 defines poverty “as the 
state of being poor, lack of the basic material goods.”   

Level one and two of Maslow’s Hierarchy of Needs (1970) corresponded with 
Johnson (2007) who described poverty as “the lack of food and drinkable water, the lack 
of housing, education, and health care, exploitative wages or lack of employment 
opportunities.”  
 According to the United States Census Bureau during 2011, 46.5 million or 
fifteen percent of U.S. adults and 16 million children fell into the poverty level in the 
United States. Stiglitz (2012) and Scherer (2011) indicated that “almost a quarter of all 
children live in poverty.”  This was the biggest increase in poverty since 1969 (Moore 
2012).   One out of seven American citizens depended on the United States 
government safety net programs just to meet their basic needs and still more American 
adults and children slept hungry at least once a month with food insecurity (Stiglitz 
2012).  The United States Governments’ Health and Human Service Guideline for 2012 
highlighted wealth disparities, poverty and economic inequality.  These data are 
reported in Table II.  

Americans dependence upon government assistance today was mainly due to 
low-wages, unemployment, under-employment, increased medical cost, medical 
emergencies, health care insurance, the cost of higher education, the demand for new 
and technical skill levels, and the explosion of technology and globalization  (Freeland, 
2012). 

The Federal Poverty Measures, listed in Table III, were created by the United 
States Department of Human Health and Services to determine eligibility for those low 
income citizens and families. These individuals and families qualified for government 
safety net programs like, HEAP -Home Energy Assistance Program, WIC- Woman, 
Children and Infants, National School Breakfast/Lunch Program, Early Start, Head Start, 
CHIP-Children’s Health Insurance Program, TANF--Temporary Aid for Needy Families 
and SNAP - the Food Stamp Program.  Millions more of Americans depend upon other 
government and public assistance programs e.g., unemployment benefits, FEMA, 
student loans, prescription assistance, Medicare, Medicaid, homeless shelters, soup 
kitchens, food pantries, and other charities.  

Barbara Ehrenreich (2012) emphasized that Ronald Reagan’s ‘culture of poverty’ 
described the poor as “undeserving,” living lazy dissolute lives, having bad attitudes, 
and prone to addiction, crime and promiscuity.   The Reagan era ideology denied that 
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poverty was caused by low wages and/or the lack of jobs. Reagan’s propaganda 
insisted that the government was doing too much for the “poor and that poverty was 
hurting America (Walsh, 2012).  It was during the Reagan era that the slow erosion 
began. Household savings dwindled, debt accumulated, deregulation prevailed and 
private section unions were squeezed out (Walsh 2012).   The result was that the 
American home went from the sole breadwinner to a two income family. Therefore, the 
wives went to work (Walsh, 2012, Smith, 2012 and Stiglitz, 2012).  

Since 1970, the United States corporations, financial sector and business 
community changed the rules of the game. Their greed, selfishness, narcissism and 
psychopathic behaviors have continued to shrink employees’ wages, cut or reduce 
employees’ benefits and pensions, fight unions, deregulate government, downsize and 
outsource much of the labor in order to increase profits for their corporations, 
companies, stockholders and executives.  An examination of the economic and wage 
disparity, wealth gap, disclosed that the rich are getting richer and the poor are getting 
poorer and many of the middle class are sliding and spiraling down into the poverty 
level (Stiglitz 2012 and Smith 2012).      
 It was also important to note that since 1968 the federal minimum wage of $7.25 
has decline in value.  A look at State and local lower hourly wages and the ridiculous 
exorbitant salaries of the 1 percent painted a realistic picture of the economic landscape 
that has transpired in America.  This exploration showed where individuals and families 
fell with regard to categorizations of poverty, working poor, lower middle-class, upper 
middle-class, the 1 percent wealthy, the 0.1 percent super wealthy and the 0.01 percent 
superrich elite (Poppick, 2011).   

Data disclosed that the $7.25 minimum wage fell well below the HHS Poverty 
Guidelines for a single parent with one child, a family of three or a family of four.  A 
person working full time, 40 hours a week, yielded a gross income of $290.00 weekly, 
$1,160.00 monthly and $15,080 per year. See Table IV for the Federal Minimum Wage 
breakdown. Many corporations, companies and businesses have stopped offering their 
employees a 40 hour work week.  They hired “Perma-temps,” part timers or temporary 
workers and ‘lower tier’ workers in manufacturing, who receive lower wages without 
benefits (Uchitelle, 2013).   

President Obama’s 2013 State of the Union address recommended that the 
federal minimum wage be raised to $9.00 per hour, however, according to the Bureau of 
Labor Statistics, the typical retail salesperson earned an hourly wage of $11.00   or 
approximately $21,000 per year which falls below the HHS Poverty Guideline for a 
family of four. It was also shocking to learn that low wage employees from many U.S. 
corporations’ and companies’ qualified for government safety net programs (America, 
February 28, 2013).   

The United States Census revealed that there are 46.2 million individuals or 15 
percent of the United States population working at or below the federal minimum wage 
poverty level. The jobs included the chains, retail clerks,  fast food workers,  the 
dishwashers, customers assistance representatives, home health care aids, nannies, 
factory workers, farm laborers and nursery workers. The United States Census Bureau 
also reported that 80 percent of minimum-wage workers, are twenty years and older 
and that 60 percent of them are female. Note that women only made up 48 percent of 
America’s workforce. A disproportional amount of United States employees were forced 
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to rely on federal safety-net programs, because they earn $23,050 or lower per year, 
which is the federal poverty line for a family of four (The Week, 2012 and America, 
February 28, 2013).  These findings are reported in Table II.  

Walmart, the largest private employer in the United States, employed 1.3 million 
associates and ranked number two on the Fortune 500 in terms of revenue and number 
20 in profits.  Walmart trail blazed for other profitable corporations in the United States, 
such as McDonalds, Pizza Hut, Target, Best Buy, Yum Brands and Home Depot, who  
hired their new employees at or near the state or federal minimum wage, while only 
offering a 32, 34 or 36 hour work week without health insurance or holiday, vacation or 
sick time which produced more profits for their CEO, executives and stock holders. 

For example in 2011, Walmart’s net profit was $16 billion, most of the profit went 
to the Walton family, who holds 48 percent of the Walmart stock. Frank (2008) focused 
on the Walton family, heirs of Sam Walton, with a wealth factor somewhere around $90 
billon.  They occupied the upper most top of the polarization pinnacle.   It was declared  
”this one family enjoys wealth equal to all of the assets of the entire bottom 40 percent 
of the U.S. population or 120 million people” (Smith 2012).  

They are the richest family in America and Walmart policy is considered the 
trendsetter (Clarke,2013), while many of Walmart’s and other chain’s lower wage 
employees qualified for government safety net programs. “The idea that we have a lot of 
people at the top who get more than they earn and a lot of people at the bottom who 
earn more than they get”  a quote from Duncan Fexley in an December 26, 2011 issue 
of The Nation’s, article by Pizzigati.  
   This face of the working poor continued, while America’s CEOs and top 
executives were paid on average $9.4 million a year and their stockholders received 
approximately $175 billion in dividends since 2006 (The Week, 2013).    

When calculating the buying power and survival mode generated by lower 
wages, Puthoff-Murray and Murray were able to grasp the effects and struggles 
endured by the working poor in America.  It was not difficult to comprehend why many 
folks are working two or three jobs.  For most of these families, the American Dream no 
longer existed.  It was replaced by struggle and survival (Smith, 2012, Steglitz, 2012).   
Sawhill of the Brookings Institution stated that “the view that America is the land of 
opportunity doesn’t entirely square with the facts” (Smith 2012).    

Stiglitz (2012) stated “the poor are becoming poorer and more numerous and the 
middle class is being hollowed out.”  Belonging to the middle-class was for most 
Americans the essence of obtaining the America Dream. The goals of possessing 
property, home ownership, residing in safe neighborhoods, sending children to better 
schools, better access to hospitals and health care providers, shopping malls and 
recreational opportunities created the rationale and incentives for the work ethic 
(Stiglitz, 2012 and Smith, 2012). Today, ”the America Dream is but a myth”, wrote 
Stiglitz (2012),  Survival is the goal!  

Today, millions of middle class households and families have tumbled and slid 
downward because of the lack of opportunities, underemployment, unemployment, 
stagnant and declining wages, technology, globalization, educational cost and the lack 
of resources.  The middle class standards of living have fallen sharply (Smith, 2012).  
The United States has suffered more inequality and less income mobility than practically 
every country in Europe, Canada, Australia and Brazil (Commonweal, 2012.)   
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There were many different views about the definition of America’s middle-class. 
However, the United States Census Bureau offered no formal definition. It reported 
changes in the income distribution and raised the questions concerning middle-class 
extinction.  Reinhard (2012) also posted that there were no strict definitions of the term 
middle class. Many media sources have come up with their criteria about the middle 
class.  Many have broken the middle class into two sections; lower middle class and 
upper middle class.  USA TODAY used a broader definition of $25,000 for lower-middle 
class and a $99,999 figure to denote upper middle class incomes.  

Poppick’s (2011) article, entitled “What Percent Are You?” used quintiles and 
income amounts to demonstrate the economic divide.  She stated “that the top fifth of 
earners make more than half of the country’s total income.”  

Thompson & Hickey (2005) broke down five quintiles into ‘Typical 
Characteristics.”  The upper class or top 1 percent were described and composed of top 
level executives, celebrities, and heirs. They had incomes of $500,000 and higher with 
Ivy League educational degrees and experiences.  Today, hedge fund managers, CEOs 
and bank executives dominated the 1 percent or upper class.  Upper middle class was 
the next level and included 15 percent of the population. This group had obtained higher 
educational degrees and professional education with household incomes varying 
between the high five figure ranges to above $100.000. The lower middle class had  
incomes between $35,000 and $75,000.  These semi-professionals and craftsmen with 
some college experience had work autonomy.  The working class included 32 percent 
of the population and consisted of pink clerical and blue collar workers earnings 
incomes between $30,000 and $16,000.  This last group made up about 14 percent to 
20 percent of population and was titled the lowest class.  This group possessed some 
high school education and worked in poorly paid positions or relied on government 
transfers (Thompson and Hickey, 2005).   

Robert Frank’s (2008) book entitled Richistan, laid out a description of the 1 
percent.  The Lower Richistan were 7.5 million families, who are worth $1 million to $10 
million and consist of doctors, lawyers and other professionals.   The second level, 
Middle Richistan comprised 2 million families, each worth $10 million to $100 million 
and comprised of mostly entrepreneurs and small-business owners.  Upper Richistan 
was the next level and included thousands of families of hedge fund managers, 
bankers, corporate CEOs and some sport super-stars with a net worth of over $100 
million.  Billionaireville was the final category and embraced the famous Forbes 400 
richest Americans plus a few others whose net worth of 1 billion made the price of 
admission.  

The U.S. Census Bureau used quintiles to divide United States incomes five 
groups.  Therefore, the middle 20 percent was truly the middle class and these 
households making between approximately $39,000 and $63,000 per year qualified 
(PBS News Hour EXTRA Only “What is the American Middle Class” posted September 
24, 2012).   It was important to pinpoint that the 2012 median income of $50,040 
dropped by 1.5 percent.   In the peak of 1999, the median income was higher, $54,932 
and in 2007, it fell to $54,489, still higher than today (Cauchon and Overberg 2012).  
United States today placed the medium income at around $50,000. 

 As a result, numerous Americans have spiraled downward from upper 
middle class into the lower middle class and lower. However, those individuals 
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socialized by middle class standards, understand middle class norms,  comprehend the 
hidden middle class rules, work ethic and expectations. Even though they spiral 
downward from middle class into Situational Poverty, they are capable of navigating the 
middle class institutions, accessing resources and are better prepared for survival.  
(Payne, DeVol & Smith, 2009). Situational poverty was defined by a lack of resources 
due to a particular catastrophic situation or event, e.g., natural disasters, loss of wages, 
high medical costs, serious illness, unemployment, educational cost, divorce, death, 
foreclosure and bankruptcy, layoffs, outsourcing and major housing repair.  Situational 
Poverty people were reluctant to accept charity due to their pride (Payne, DeVol & 
Smith, 2009, Stiglitz 2012 and Smith 2012).     

The truly disadvantage, the bottom the 20 percent, were described by Payne, 
DeVoe and Smith, (2009) as Generational Poverty, individuals and households, who 
lived at the very bottom rung of the economic ladder,  and as “having been in poverty for 
at least two generations, (Payne, DeVol & Smith 2009).  However, the Generational 
Poverty patterns began to surface much sooner than two generations if the family lived 
with others who are from Generational Poverty.  Individuals in Generational Poverty 
were extremely poor and were unaware of the hidden rules of the middle class 
(LeBlanc, 2003). Their days were devoted to securing Maslow’s Hierarchy of Needs, 
hunting for food, shelter, clothing while fighting for survival.  Generational Poverty 
possessed its own culture, belief systems, behaviors and hidden rules.  Often, people, 
who lived in Generational Poverty, believed that society owes them a living.  Goal 
setting was foreign to people in Generational Poverty. Time was in the present.  One 
lived for the moment. There was always background noise, T.V., music and chatter.  
Entertainment filled the void. When one constantly was in survival mode, entertainment 
brought relief.  Relationships were paramount to survival and they relied on others for 
survival.  The language used by Generational Poverty was always in casual register. 
There were no thoughts of careers or mobility. A job was about making money in order 
to survive.  Most cognitive thoughts were concrete.  Their life style was hard, extremely 
stressful and depressing and filled with frustration, boredom and fatalistic thinking.  
Their choices were limited as were their opportunities.  The inequalities and injustices, 
that they experienced, were overwhelming.  They were truly the disadvantaged (Payne, 
DeVol, & Smith, 2009 and LeBlanc, 2003).  

The research of LeBlanc, (2003), Payne, DeVol, & Smith (2009), and Smith, 
(2012) presented the composite portrait of Generational Poverty. Persons living in 
Generational Poverty were unable to purchase a home, therefore, they are forced to 
rent or they experienced homelessness.  If they were somehow able to locate housing 
with help through the government’s HUD, metropolitan housing or section XX, they were 
considered extremely lucky.  Other families and individuals lived in substandard housing 
in overcrowded conditions.  Moving was a regular phenomenon.  They usually lived 
within inner-cities or poor rural areas that had violent crime ridden neighborhoods with 
drugs, disease, sanitation problems, pollution, infiltration of insects and rats and a lack 
of police and fire protection. Grocery shopping and health care facilities were at a 
minimum. Often products were sold at inflated prices.  Transportation was another huge 
problem. Very few Generational Poverty individuals owned automobiles, because 
ownership required money and upkeep, not to mention license plates and auto 
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insurance.  Taxies did not venture into the inner-city or poor rural neighborhoods.   
Public transportation was costly and required long periods of time for travel.  

The children of Generational Poverty attended the worst schools. The buildings 
were rundown with outdated equipment.  Classes were held in crowded and obsolete 
class rooms. The teachers were underpaid and over worked.  The schools had the least 
amount of resources.   The children born into Generational Poverty were deprived, 
disadvantaged, received inadequate education and consequently many dropped out.    
Teicher-Khadaroo, (2013) writing for The Christian Science Monitor Weekly cited that 
about 600,000 United States students are dropping out of high school  on a yearly 
basis, which today resulted in economic and educational suicide and a life of 
unemployment  and poverty.   The Measure of American of the Social Science 
Research Council reported that the cost to the American taxpayers was $5.8 million.  
Teicher-Khadaroo (2013) also reported that the 16 to 24 year olds, who dropped out of 
school, required government programs e.g., CHIP, Children Health Insurance Program 
and SNAP the food stamp program, plus the lost tax revenues and cost American 
taxpayers more than $93.7 billion.    

People living in Generational Poverty experienced an overabundance of physical 
and emotional problems, e.g., depression, anxiety and other stressful related conditions. 
Many, especially the children, were laden with asthma, ailments from lead paint, 
developmental disabilities and undiagnosed learning disabilities.  Most are eligible for 
temporary government programs such as TANF, SNAP and child under 19, qualify for 
CHIP.  Most persons remained in Generational Poverty, because they saw no choice.  
The hidden rules of the middle class remained hidden to them.    Generational Poverty 
lacked the resources and opportunities to advance therefore they lived struggling in 
turmoil (LeBlanc, 2003).  Stiglitz (2012) commented on the Horatio Alger motif, ‘pull 
yourself from your boot straps’ and wrote that it was a myth. He agreed that a few 
intelligent individuals had pulled themselves up and climbed upward. On other hand, 
those caught in Situational Poverty were able to spiral upward into the middle class, 
because they had the knowledge of resources, rules, expectations, and they had the 
choice (LeBlanc 2003, Payne, DeVol, & Smith 2009 and Smith 2012).  

There were large chasms between the bottom Americans and the top percent.  
The bottoms’ chances of moving upward were very slim, only 58 percent of the bottoms 
children made it out, however, they only were able to move up into the next quintile. 
Their parents will remain at the bottom quintile, while those hovering at the top had little 
chance of descending downward (Stiglitz, 2012).  Research findings from the Economic 
Policy Institute and the Economic Mobility Project, was brought to light by journalist 
Jonathan Chait (Stiglitz, 2012). Chait declared that today the major forces that impact a 
person’s success was her or his initial conditions, namely the parental units’ educational 
levels and incomes. In other words, parents, with graduate degrees from prestigious 
universities and with earnings and wealth that places them within the top quintile, are 
the best qualifiers for successful children. Examples of thought and cultural difference 
patterns are located in Table V.   
 This environment of economic inequality reflects a condition of social and 
psychological depression.  This experience is not some theoretical hypothesis in a 
laboratory experiment but it is the lives of real living human beings.  People are hurting 
and they live in conditions of real suffering. The insights from liberal economics, 
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suggests that free markets and the natural laws of economics will create balance and 
restore equilibrium to society.  Time will heal all problems.  John Maynard Keyes’s 
historical response to this position indicates that before markets balance themselves, 
we could all be dead (Wapshott, 2012). 

Keyes shows a deep empathy for the unemployed and optimism that government 
can levitate some of the burden of hardship.  This concern comes from a sense of 
justice and the immediacy to solve social problems (Wapshott, 2012). A contemporary 
vision concentrates on individual hardship and pain.  Stiglizt (2012) states simply that 
the present economic divide is unfair.  In the viewpoint of Puthoff-Murray and Murray, 
the word unfair means not just, injustice.  According to the American Heritage College 
dic-tion-ar-y, justice and fairness are interchangeable.  Thus a question surfaces 
concerning moral accountability?   Bergant (2013) defines moral accountability as 
“taking credit or blame for one’s actions, accepting the consequences that come from 
those actions and understanding that such actions impact others.”  

Would raising moral accountability correct the imbalance of injustice and 
unfairness?  
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TABLE  I 
              AVERAGE ANNUAL INCOME  BREAK DOWN                                          
 
Super Elite Wealthy     0.01 percent made………..……. $23,846,950  
 

           Top     .01 percent made ………...…….. $2,802,020 
 
                                  Top   1   percent made ……………….  $1,019,089   
 
                                        Top 10  percent ……………………….   $246,934 
 
                                  Bottom  90  percent…………………………. .$29,840  
 

 
TABLE   II 

                            Health Human Services  Poverty Guidelines for 2012     _______    
One person              =  $11,170  Family of five      =  $27,010 
Single Parent - one child     =  $15,130  Family of six      =  $30,970 
Family of three    =  $19,090  Family of seven    =  $34,930 
Family of four    =  $23,050   Family of eight     =  $38,890   
 Families/households with more than 8 persons, add $3,960 for each additional person 
   SOURCE   Federal Register. Vol. 77. No. 17. January 26, 2012. pp. 4034-4035 
        

 
TABLE III 

                                     Federal Poverty Measures_____________________________                                          
One family member      =   $10,830  Five family members    =    $25,790   
Two family members    =   $14,570  Six family members      =   $29,530 
Three family members  =   $18,310  Seven family members  =   $33,270 
Four family members    =   $22,050  Eight family members   =   $37,010 

       
U.S. Department of Health and Human Services maintains a chart of federal 

poverty measure that is used by the Low-Income Home Energy Assistance Program -
HEAP, National School Lunch Program, Head Start, Children’s Health Insurance 
Program  CHIPS and the Food Stamp Program- SNAP  

 
 

TABLE IV 
HOURLY WAGES BASED ON 40 hr. WORK WEEK 

 
Hourly                        $7.25                   $9.00                  $10.00                     $11.00                 
Weekly                   $290.00            $360.00                $400.00                  $440.00               
Monthly               $1,160.00             $1,440.00          $1,600.00               $1,760.00 
Yearly               $13,920.00           $17,280.00          $19,200.00              $21,210.00 

 
Hourly                     $12.00                 $15.00     $18.00              $20.00 
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Weekly          $480.00     $600.00             $720.00            $800.00 
Monthly              $1,920.00            $2,400.00          $2,880.00                $3,200.00 
Yearly     $23,040.00          $28,800.00            $34,560.00        $38,400.00 
 
Hourly                     $25.00        $30.00               $40.00     $50.00 
Weekly     $1,000.00             $1,200.00           $1,600.00               $2,000.00 
Monthly             $4,000.00              $4,800.00           $6,400.00               $8,000.00 
Yearly              $48,000.00            $57,600.00           $76,800.00              $96,000.00 
 
 A lower-wage job is one paying less $13.43 an hour - which is 150 percent of the 

poverty level for a family of four.  Source:  Plain Dealer. Business.  September 9, 
2012.  

 
 

TABLE  V 
Monthly Budget for Hourly Wage Earnings of $8.50 before taxes for  
                              Single Mom two Children____________________                                          
   
     HHS  2012  Poverty Guidelines  Family of Three =  $19,090 
 
 

      Hourly 34hrs              $8.50                   Hourly 40 hrs.          $8.50 
 
           Weekly                $289.00                     Weekly                 $340.00                    
          Monthly            $1,156.00                     Monthly             $1,360.00                      
          Yearly            $13,872.00                     Yearly              $16,320.00                       

 
           
 

              $1,156.00             Monthly  Gross Take Home         $1,360.00 
      - 800.00             Rent              - 800.00 
      $356.00               $560.00  
      - 200.00             Utilities         -200.00 

                 $156.00                      $360.00 
       -300.00             Child Care            -300.00  

         -144.00           $ -60.00  
             -60.00             Transportation, gas                    -60.00 
           -$204.00                                                                     - $120.00 
         -  70.00              Phone/Cable            -70.00 
             (- $274.00)                (-$190.00)               
    Plus                        
     Food  SNAP = $125.31 in 2009 
  

Children’s Clothes, -Shoes –Toys  
Diapers – Formula, Car Seats 
Paper Products, & Hygiene Products,  
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Cleaning Supplies, Soaps – Shampoo 
 
Misc.  Furniture,  Bedding. Cookware, Dishes,       

    Laundromat,  Auto Insurance,  
 
      *   National Average for SNAP - Supplementary Nurture Assistance Program      
           Beneficiary = $125.31 per month in 2009.   Source : * Food Stamps for Good 
Food.   
              The Nation.  March 25, 2011,  
 
 
      TABLE VI 
Payne, DeVol, Smith (2009), distinctions between poverty, middle class and the wealth   

Money:  Poverty    money is to be spent and used   
  Middle Class    money is to be managed 
  Wealthy            money is to be invested, conserved. 
    

Food:    Poverty     asks  “Did you have enough?” ” 
Middle Class    asks  “How did it taste?”  
Wealthy            asks  “How was it presented?”    

 
Possessions: Poverty,            People   

Middle Class    Things    
Wealthy            One of a king objects, legacies pedigrees 

  
Language:     Poverty            Casual register. Language is about survival.   

          Middle Class    Formal register, Language is about negotiation,   
          Wealthy            Formal register, Language is about networking 

  
Family           Poverty             Tends to be matriarchal   
Structure:      Middle Class    Tends to be Patriarchal   

Wealthy            Depends on who has the money 
 

Education:     Poverty             Valued and revered as abstracts but not as reality  
                                Middle Class      Crucial for mobility and success and money 

                     Wealthy              Necessary for making and maintaining connections  
    
 Destiny: Poverty              Believes in fate.  No control no power    

Middle Class     Believes in choice.  Good choice can change future 
             Wealthy     Noblesse Oblige 
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Abstract 
As technology has developed to facilitate online learning, faculty have faced some 
pressure to provide such learning opportunities.  Online courses certainly provide 
opportunities for students to take classes that fit their schedules.  However, while 
providing opportunities to take classes is beneficial, there is considerable debate within 
academia about the educational effectiveness of online courses.  The purpose of this 
paper is to illustrate the generally high rates of participation engendered by the online 
learning environment in a class on social inequality (social class, race, ethnicity, and 
gender).  While the general participation rates are high in such classes, there are a 
number of factors that influence actual rates of student participation.  These factors 
include a possible learning curve that students face in trying to understand expectations 
for an online class as well as the frequency of online discussions.  Examining how these 
factors influence participation in an online class provides insight into best practices for 
engaging students in online class discussions. 
Introduction 
Online learning has become increasingly utilized in higher education in the United 
States in recent years.  Parsad and Lewis (2008), using data from the National Center 
for Education Statistics, show that 96% of community colleges and 86% of public four-
year institutions offered at least one online course in 2006-2007.  In terms of the 
number of students taking online courses, there were 3.9 million students taking at least 
one online course by fall 2007 (Doyle 2009).  The growth in online learning has been 
dramatic and seems likely to continue. 
The amount of time spent online can vary in online learning options from hybrid or 
blended classes that still meet face-to-face while also requiring some amount of online 
work by the students to classes that are delivered 100% online.  While the definition 
used to designate a course as online varies across institutions (Cejda 2010), the Sloan 
Consortium uses 80% or more content delivered online and typically no face-to-face 
meetings as the threshold for classifying a course as online (Allen and Seaman 2003). 
While considerable debate within academia has emerged over the use and 
effectiveness of online classroom environments, there has been little research on how 
variations in the structure of online classes impact student participation in the learning 
environment.  Thus, it is important to assess how student engagement with a course is 
impacted by variations in course requirements. 
Previous research has examined the benefits and drawbacks to online courses from the 
perspectives of students, faculty, and institutions. Some of the benefits from student and 
faculty perspectives include intense student participation, increased learning 
opportunities, flexibility, and access (Clark-Ibanez and Scott 2008).  From the 
institutional perspective, online classes extend the reach of the university and facilitate 
resource management (Lei and Gupta 2010).  Some of the drawbacks to online classes 
involve technological issues, poor student participation, and student isolation (Lei and 
Gupta 2010; Brown 2001; Oliver 1999).  In order to realize the benefits of online 
learning, instructors need to take a student-centered approach to facilitate student 
learning (Clark-Ibanez and Scott 2008).  This type of student-centered approach 
promotes student engagement with the course.  
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Student engagement with the course material is commonly a required element in both 
online and face-to-face classes.  In the face-to-face environment, engagement is 
assessed through measures of attendance and participation.  The easiest method of 
assessment is simply through measuring attendance.  Instructors who wish to reward 
participation in class discussions face challenges in keeping track of such participation 
while still managing the discussion.  In larger classes, the challenges of tracking 
participation are even greater and may often fall into more qualitative assessments of 
how active a student was in class.  Students are often left wondering exactly what a 
professor means when a syllabus details that a percentage of the course grade will be 
determined by participation.  Such amorphous expectations are difficult for students. 
In an online class, expectations for participation are much easier to provide and to 
assess.  These assessments can involve more quantitative measures of how often a 
student participates in the online learning environment as well as more qualitative 
measures of the substance or quality of that participation.  This paper focuses on the 
quantitative aspects of student participation in an online class.  First, I will discuss two 
types of online classroom environment: synchronous and asynchronous. 
Synchronous vs. Asynchronous Environments 
As technology has evolved, online classroom environments have also evolved.  The two 
main types of interactional spaces in an online class are synchronous and 
asynchronous learning.  As the titles imply, synchronous learning occurs when students 
are present in the online classroom for a learning experience at the same time.  An 
example of a synchronous environment is a chatroom where students are required to 
attend the chatroom and participate in a discussion at a set time.  This type of learning 
environment allows instructors to be present at the times when students are 
participating in the online classroom.  Instructors can be on hand to facilitate classroom 
discussions and to answer student questions. 
On the other hand, asynchronous learning environments have students participating in 
the online classroom on their own schedules.  This type of environment provides 
students with the most flexibility for completing the requirements of the course within the 
constraints of their schedules (Yeh and Lahman 2007).  Students will be logged in to the 
online classroom on various days and at various times of days and may not have the 
opportunity to interact directly with the instructor in real time.  An example of an 
asynchronous learning environment is a discussion board.  These boards can be set up 
to discuss particular topics or can be open to discussion of any topic.  Students can post 
their messages to the board and get responses from other students and from the 
professor, but hours or even days may elapse between posts and responses.  Despite 
the asynchronous nature of discussion boards, they can be used to create community 
and facilitate student-instructor interaction (Cole and Kritzer 2009). 
The focus of this paper is on participation in asynchronous learning environments.  
Some research on these environments has demonstrated that they can provide 
students who are shy or who are unwilling to talk in a face-to-face class due to language 
issues an easier venue for expressing themselves (Yildiz & Bichelmeyer 2003).  In 
addition, having the time to develop one’s thoughts before posting at ones convenience 
can contribute to more thoughtful engagement with the course material (Thomas 2002; 
Yeh and Lahman 2007).  Even synchronous chats pose challenges for student who may 
have trouble keeping up with the pace of the chat (Cole and Kritzer 2007).   
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Research on asynchronous online class has examined the issues of faculty presence in 
the online environment and the quality of discussions.  Blignaut and Trollip (2003) 
developed a taxonomy of instructor postings that included academic content postings 
(which could be corrective, informative, or Socratic) or non-academic content postings 
(which could be administrative, affective, or other).  Nandi, Hamilton, and Harland 
(2012) built on this work in trying to evaluate quality interaction in an online course.  
While this research examines the type and quality of faculty participation in the online 
environment and its effects on students, research on online classes has not examined 
how changes to requirements for students affect student participation. 
Online Course Evaluated for this Study 
The course used for this study was an online section of an upper-division, general 
education course on social inequality that covered the topics of social class, race, 
ethnicity, and gender.  The course is an upper-division course that is taken by a variety 
of students since it counts for a general education requirement for non-sociology majors 
or as a major elective for sociology majors.  Because it is a general education course, 
the majority of the students were not sociology majors.  The online course was taught 
five times between Fall 2009 and Fall 2010 and data are taken from all 5 sections of the 
course.  The course requirements for participation evolved across the four sections as 
the instructor’s online teaching methods evolved with each iteration of the course.  
However, across all five sections of the course, the classroom environment was 
asynchronous using discussion boards where students posted messages at their own 
convenience.  The first time the course was taught, students were required to 
participate in the discussions every week by logging into the classroom on at least two 
different days and contributing five substantive posts to the discussions during the 
week.  This requirement was explained in the syllabus as follows: 

Attendance/Participation:  Students are expected to regularly attend the online 
classroom.  Students need to log into the online classroom at least 2 times per 
week and contribute 5 substantive posts to the discussion boards during the 
week (the 5 posts required each week can be spread over more than 2 days in 
the week, but students must contribute substantive posts on at least 2 days in 
each week – posting 5 substantive posts on 1 day will not satisfy the 
requirement).  Required discussion question responses do not count towards the 
substantive posts (since those responses meet a separate requirement).  
However, responses to other students’ discussion question answers can count 
as substantive posts.  Substantive posts can also address other topics not 
mentioned in the discussion questions and students should feel free to generate 
their own topics for discussion.  Substantive posts are characterized by any of 
the following: 1) encouraging additional discussion by responding to an idea and 
asking follow-up questions; 2) sharing your experiences in relationship to the 
topics being discussed; 3) suggesting other solutions or ideas; 4) referring to 
course readings or lectures and applying them to the discussion; 5) connecting 
the discussion to content knowledge learned in other classes or from other 
readings; or 6) posting links to news stories and connecting the story to class 
topics.   

Later iterations of the course evolved so that discussions were held every other week 
and students were required to post 8 substantive messages to the discussion boards 
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during each discussion week.  This change of frequency of discussion was expected to 
be more effective in allowing students to work on reading and completing assignments 
in one week and then discuss one another’s assignments during the discussion week.  
Even though the frequency of participation changed, the format and environment for 
that participation did not change across the five sections of the course.  The explanation 
of the participation requirement was thus refined as follows: 

Discussion Board Participation:  Students are expected to regularly attend the 
online classroom.  During designated discussion weeks (weeks 2, 4, 6, 8, and 10 
of the quarter), students need to log into the online classroom and contribute 8 
substantive posts to the discussion boards during the week.  Only posts 
submitted during the designated discussion week will count towards discussion 
board participation.  Required topical question responses do count towards the 
substantive posts as long as they are posted to the correct thread during the 
assigned week.  Responses to other students’ topical question answers also 
count towards participation.  Additional discussion threads will be posted each 
week for participation and students should also feel free to introduce their own 
questions into the discussion.  Substantive posts are characterized by any of the 
following: 1) encouraging additional discussion by responding to an idea and 
asking follow-up questions; 2) sharing your experiences in relationship to the 
topics being discussed; 3) suggesting other solutions or ideas; 4) referring to 
course readings or lectures and applying them to the discussion; 5) connecting 
the discussion to content knowledge learned in other classes or from other 
readings; or 6) posting links to news stories and connecting the story to class 
topics.  It is not sufficient to say “I agree with so-and-so” to count as a 
substantive post.  But, such a post could be made substantive by doing one of 
the 6 things mentioned above.  Keep in mind that it is not just the number of 
posts, but that posts substantively contribute to the class discussion to earn 
participation credit. 

As the instructions explain in both iterations, students are presented with both 
quantitative and qualitative aspects to participation in the online class.  So, there is both 
a minimum number of posts required and there is a description of what counts as a 
substantive post for participation. 
Student Demographics 
This course was taught at a large urban, Hispanic-serving university.  The student 
population of the university as of Fall 2010 was 57.3% Latino, 21.4% Asian American 
and Pacific Islander, 13.8% White, non-Latino, 7.3% African American, and .2% Native 
American.  The university population is 60.1% female.  Since this course is a general 
education course that can be used to fulfill requirements by students across the 
university, a look at student enrollments by college provides some insight into which 
students are enrolling in the online class.  Table 1 illustrates the breakdown of the 
student population by academic college alongside a breakdown of enrollment in the 
online class by college. 
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Table 1. Comparison of College of Major for Students in the University and in the Class 
Academic College  % of Students Majoring  % of Students in 
    In Fields Within the College Online Class from  
         The College 
 
Arts & Letters   14.1%    12.5% 
Business & Economics  16.0%    33.7% 
Education    8.5%    1%* 
Engineering, Computer 
Science & Technology  9.4%    3.8% 
 
Health & Human Services  27.4%    27.7% 
Natural & Social Sciences  20.9%    20.1% 
Undecided    3.7%    1%* 
 

* Note: The College of Education primarily serves credential students who do not need 
this class for any requirements and there are fewer undecided students since those 
students are primarily early in their academic careers and would not yet be taking 
upper-division classes. 

 
As we can see from the table, Business and Economics majors represent the majority of 
students taking the class at more than twice the percentage of students from within that 
college compared to the university headcount for the college.  However, the overall 
distribution illustrates the varied educational backgrounds of students in the class. 
Quantitative Assessments of Student Participation 
The quantitative data from the 5 sections of this online class clearly illustrate that the 
online environment and participation requirement engenders high rates of student 
involvement in the course.  Even when face-to-face classes require participation, the 
percentage of students in the class actually participating rarely rise to the levels seen in 
the online class.  Table 2 shows the percentage of students fully meeting the 
participation requirement, partially meeting the participation requirement, or not at all 
meeting the participation requirement for each time the online class was taught. 
 
Table 2. Levels of Participation in Each Section of the Online Class 

Course Section % of Students  % of Students % of Students 
   Fully Participating Partially Partic. Not Participating 
 
Fall 2009 (N=41)  61%   39%   0% 
Winter 2010 (N=34)  14.7%   82.4%   2.9% 
Spring 2010 (N=41)  39%   58.5%   2.5% 
Summer 2010 (N=33) 33.3%   66.7%   0% 
Fall 2010 (N=32)  15.6%   81.3%   3.1% 
 
 

In all course sections, there was at most 1 student who did not at all participate in the 
required discussion boards.  In all cases, these students failed to successfully complete 
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the class since they also neglected to complete other course assignments.  One of the 
most striking findings from this breakdown is how much variation there is in full 
participation.  The very first quarter when the online course was taught saw an 
incredibly high rate of full participation (61%) while later course sections showed much 
lower rates of full participation (a low of 14.7% was found in the second time the course 
was taught).  It is notable that the change in course requirements from participation 
every week to participation every other week happened for the summer 2010 course so 
that shift in requirement cannot explain this variation in the percentage of students fully 
participating. 
In order to understand this variation, additional analyses were undertaken to break 
down the rates of participation by more nuanced categories divided along traditional 
grading lines.  This analysis compares rates of participation at an A grade level (90% of 
the required substantive posts), B grade level (80% of the required posts), and so on.  
Even though not all students are getting full participation credit (at 100% of the 
requirement), the more nuanced analyses will allow better evaluation of whether 
students are still highly engaged in the class discussions. 

 
Figure 1. Percent of Students Achieving Each Level of Participation Grade 

 
 
One of the striking features of this nuanced analysis is the difference in the amount of 
participation evident in the course sections when discussion was held every week (Fall 
2009, Winter and Spring 2010) versus those sections when it was held every other 
week (Summer and Fall 2010).  The mean percentage of students achieving an “A” 
level of participation when discussion was held every week was 55.83% while it was 
only 36.76% when discussion was held every other week.  At the opposite end of the 
spectrum, the percentage of students who earned a failing participation grade was only 
13.68% when discussion was held every week and was as high as 24.78% when 
discussion was held every other week.  The results demonstrate that students 
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participate at lower rates when not required to participate every week of an online 
course. 
Another important consideration in understanding these variations in participation is the 
learning curve that often accompanies attending an online class.  Students who take an 
online class for the first time often take time to understand the online classroom 
expectations.  Also, students who have taken other online classes often bring in 
expectations based on other online classes.  Given this learning curve, students often 
struggle with the participation requirement initially in the course and then seem to fully 
participate later in the course.  Additional analyses of participation trends over the 
weeks of the course illustrate this trend. 

 
Figure 2.  Number of Posts by the Entire Class Across Weeks of the Course 

 
 
 
The figure presents data from the class sections where discussion was held every other 
week.  In those sections, the increase in participation between week 2 and week 10 of 
the course (the university is on the quarter system so classes are 10 weeks) was 
58.97% in summer 2010 and 112.93% in fall 2010.   This substantial increase clearly 
illustrates that students’ participation rate improved over the course of the term.  
Looking across all of the weeks, the noticeable pattern is that there is a substantial jump 
between weeks 2 and 4 in participation and then participation seems to level off for the 
remainder of the term. 
Discussion 
This project addresses questions that are important to understanding the effectiveness 
of online classes.  Understanding how an online class environment can contribute to 
student engagement with course material and with other students will help instructors 
decide on best practices in creating an online class.   The quantitative analyses 
demonstrate the generally high rates of participation in online discussions. In particular 
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this study illustrated a clear learning curve that occurs with students’ participation.  
Students do not always fully engage in participation at the beginning of the course, but 
pick up their involvement as the course progresses.  In the classes involved in this 
study, students received feedback to their participation within a week of completing a 
discussion week.  This feedback alerted students to the need for participation if they 
wanted to be successful in the course.  Given this build up in participation, instructors 
may consider creating non-graded participation activities for the beginning of the course 
to acclimate students to participation expectations.  
Perhaps the most interesting finding from this study is how changing discussion 
requirements in an online class from every week to every other week led to decreased 
levels of participation.  When the course structure is consistent across weeks (with 
discussions held every week), students were better able to maintain high engagement 
with the material as opposed to every other week when students seemed to lose track 
of when discussion should occur.  Instructors need to consider whether to keep 
students engaged in discussion throughout the course by requiring discussion every 
week or by providing students more reminders about the discussion requirement.   
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Over the last 4-5 years the state of Texas has attempted to implement a 
dynamic, out-comes based assessment of teacher preparation programs (EPP). The 
outcome, at this time, is mixed. Elements of the new design have been activated with 
success in assessing the targeted goals. Other parts of the design are still to be forged 
into an adequate process for measuring stated purposes. 

  For the last thirty plus years, public schools and teachers have been subject to 
state and federal pressure to adhere to accountability processes that ultimately still 
have not demonstrated evidence of wholesale improvement in our schools.  Thus, the 
legislators and political leaders continue to up the ante, so to speak, by increasing the 
number of measures of accountability.  In the past ten years, this increasing politically 
charged, accountability mindset has transferred from using the public schools as targets 
for standardized testing and countless monitoring reports to targeting the higher 
education institutions of our nation.  Rightfully, all educators, no matter the level, should 
be constantly holding themselves accountable for what they are employed to do, but the 
current systems typically are created by lawmakers and their designated agencies, not 
by the educators, those who are in the business of having knowledge of their subject 
matter and the nature of their students. Granted there are often focus groups of 
educators to give input, but the politicians seen hesitant to seek professionals to fully 
participate in decisions. 

 In 2009, the Texas State Legislature and the Governor approved a law calling for 
more comprehensive accountability measures for programs providing study leading to 
the initial certification of teachers (Senate Bill 174, Chap. 723).  The purpose of the 
legislation was to tie the programs of study to the success of graduates. The effort was 
considered an outcomes-based assessment. The rationale was that by linking the EPP 
to its graduates’ teaching success, the EPP was held accountable. The teaching 
success was to be measured by public school students’ scores on the state’s 
standardized exams and evaluations of newer teachers by school administrators. Prior 
to 2011, the programs were evaluated on the success of the pre-teacher on the Texas 
Examinations of Educator Standards (TExES), reports sent to the state education 
agency, and periodic visits by state monitoring teams.   

 The new approach to holding teacher preparation programs accountable, as 
interpreted by the Texas Education Agency was a design consisting of four measures. 
These standards incorporated past practices and added the outcomes-based elements 
and were officially referred to as the Accountability System for Educator Preparation. 
The state incorporated it into the Texas Administrative Code as Chapter 229. 
Specifically the bill called for the following: 
  Senate Bill 174 amends the Education Code to require the State Board for 
 Educator Certification (SBEC) to propose rules setting standards to govern the 
approval  and continuing accountability of educator preparation programs based on 
information that  includes, in addition to information previously required, the 
achievement of students  taught by beginning teachers for the first three years 
following certification and  compliance with SBEC requirements regarding the 
frequency, duration, and quality of  structural guidance and ongoing support 
provided by field supervisors to beginning  teachers during their first year in the 
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classroom.  The bill authorizes SBEC to propose  rules establishing minimum 
standards for approval or renewal of educator preparation  programs or of certification 
fields offered by such programs and to propose a rule  adopting a fee for program 
approval or renewal of approval or for the addition of a  certificate or field of 
certification to the scope of a program's approval. (HB 174,Ch.723) 
 The State Board for Educator Certification (SBEC) approved four standards by 
which the EPP’s would be measured in accommodating the Texas government (Texas 
Administrative Code). The first standard raised the TExES passing averages for the 
EPP’s program completers. There were to be incremental increases from the 70% pass 
requirement in the 2009-2010 academic year to a required 80% for the 2011-2012 
academic year (TAC). This average was to be represented by the highest score 
achieved in all of the TExES taken by those who were considered program completers 
for the designated academic year.  This included the TExES taken for the professional 
certification programs at the post-graduate level as well as programs considered for the 
initial certification, undergraduate level programs. 
 The second standard initiated a survey of school administrators on the 
performance of newly certified teachers who had been in schools from 1 to 3 years. The 
Texas Education staff developed this research implemented the activity in 2010. On the 
first Pilot of the surveys, over 14,000 principals reported. (TEA Principal Survey Pilot 
Study for Standard 2)  

 The third standard presented the more difficult measure to determine. This was 
the task of, as written in the TAC, “. . . to the extent practicable, as valid data become 
available and performance standards are developed, the improvement in student 
achievement of students taught by beginning teachers for the first three years following 
certification.” (19TAC ) The design of the process and collection of data was developed 
by researchers in the Lyndon B. Johnson School of Public Affairs in the University of 
Texas at Austin. The undertaking was titled as the Project on Educator Effectiveness & 
Quality (PEEQ). The assumptions and limitations of the EPP Effectiveness Metric were 
documented by the PEEQ report published in June 2012. Also, the report displayed 
data gathered from multiple sources such as Principal surveys, and test scores of 
children in the beginning teachers’ classrooms (PEEQ). 

 After the trial year of the complex analysis in PEEQ, the summary report held the 
following sentence: “At this time, the components are not combined in any way to 
determine an overall measure of accountability” (PEEQ, p.23). The report 
recommended additional work to create an adequate application of its metric. 

 The last standard, Standard Four, addressed the quality and quantity of the field 
supervision administered by the EPP. In the case undergraduate student teachers, the 
preparation program was requested to keep all field assessments and required to have 
a minimum of three observations lasting a minimum of 45 hours each. The field 
supervisors were required to document the observed teaching behaviors of the student 
teacher. Specifications were also given for post-baccalaureate Clinical Teaching, and 
similar directions were given for the Internships that were part of an initial certification. 
The Texas Administrative Code stated that ”(f)or the 2011-2012 academic year, the 
performance standard will be a 95% compliance rate with . . . requirements as to the 
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frequency, duration, and required documentation of field supervision for each EPP 
candidate (19TAC).  

 Thus, the Accountability System for Educator Preparation in Texas was 
designed, and the four standards have become operational to an extent. In the 2012-
2013 Academic year Standards I, II, and IV will be used to determine the accreditation 
of the EPP by the state. Noticeably, there are challenges ahead and an accurate design 
and successful implementation of Standard III is still to be determined.   
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The winner of a war decides how everyone on both sides will live from then on. 
The winner of a revolution decides how everyone on both sides will live from then on. A 
revolution off the streets—e.g., Louis Armstrong’s jazz, Fred Astaire’s dancing, Wernher 
von Braun’s rockets—enhances the quality of life for all of us from then on. A brief 
discussion of such revolutions off the street during the 1960’s follows below. Within the 
1960’s, America grew to 177,830,000 citizens with only 3,852,000 unemployed, a 
national debt of only $ 286.3 billion, with an average salary of $ 4,743, an average 
teacher’s salary of $ 5,174, a minimum wage of $ 1, a life expectancy of 66.6 years for 
males and 73.1 for females, auto deaths of only 21.3 per 100,000 (There were no cell 
phones then.), and an entrance of 850,000 “war baby” freshmen into college.2 In 1960, 
Theodore H. Maiman produced the first working laser,3 and another useful device—the 
“combined oral contraceptive pill” was approved in the U.S. during that same year.4 On 
February 20, 1962, Astronaut John Glenn orbited the earth three times in his Friendship 
7 capsule.5 Also in 1962, Nick Holonyak, Jr., devised “the first practical visible-spectrum 
(red) light-emitting diode (LED),6 and Rachel Carson’s Silent Spring appeared. In 1963, 
Douglas Engelbart invented the computer mouse,7 and Betty Friedan released her 
Feminine Mystique. In 1964, James M. Faria and Robert T. Wright introduced their 
“Astroturf.”8 In 1966, the first Surgeon General’s warning against cigarette smoking was 
released, and the Miranda case established the need for a formal warning to be given to 
an arrestee. In  1967 John Shepherd-Barton’s automated teller machine was installed in 
Enfield Town in North London and networked in Dallas, Texas, the next year.9  Truly, 
space flight, Maiman’s laser, the “birth control pill,” Holonyak’s light-emitting diode, 
Englebart and Bill English’s computer mouse, Faria and Wright’s astroturf, and Barron’s 
automated teller machine were genuine revolutions off the street that could enhance all 
our lives. But the most awesome revolution of the entire decade arose from the counter-
culture’s challenge to the traditional culture: that challenge brought forth a pervasive, 
common re-thinking of our identity, our values, and our responsibilities as individuals, as 
American citizens, and as citizens of the world. While that challenge/revolution was 
often played out in the streets, the ultimate revolution was achieved internally, literally 
inside ourselves. That major internal shift changed Americans and the world forever. 

“It was the best of times. It was the worst of times.”10 Although Dickens was 
speaking about another time, his words fit markedly the American 1960’s. The 1960’s 
reshaped and redirected the United States and, ultimately and profoundly, the entire 
world. This glance-back may illuminate our appreciation of that turbulent era. Often, we 
older Americans vividly recall events from 1965 through 1972 and classify them as “the 
1960’s.” However, in this review, the entire decade is examined. At the beginning of the 
decade—i.e., in 1960, the first televised presidential debate pitted the tall and 
handsome John Fitzgerald Kennedy against the short Richard Nixon. Kennedy was 
selected as the winner. Certain wags credited JFK’s tall, statuesque, and youthful 
appearance as the “key” reason for the win.11 On January 20, 1961, JFK was sworn in 
as the 35th President of the United States. As the first American president to have been 
born in the 20th Century, JFK’s bearing was manly and youthful. Robert Frost’s reading 
of his poem “The Gift Outright” at the inauguration enhanced the quality of art and 
intelligence present at that gathering. , Kennedy’s classic, beautiful, and chic wife 
Jacqueline provided grace and charm. (Later, her innovative hairdo ushered in a “new 
look” for American females. They really adored her that much.). The gathering exuded 
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obvious political expertise and accomplished power. For the Kennedy family, the 
inauguration marked the culmination of decades of political striving. “Honey Fitz,” JFK’s 
grandfather and the first elected Irish-Catholic Mayor of Boston, had helped JFK plan 
strategies for his first run for Congress. JFK’s father and the whole Kennedy family had 
helped Jack through his years as a Member of the U.S. House of Representatives and 
through his later service as a Senator for Massachusetts. On inauguration day, JFK’s 
family enjoyed a sense of completion/satisfaction.  

JFK’s pragmatic approach fitted in nicely with the wisdom that all things may 
profit by reasonable—i.e., scientific and logical—approaches. The 20th Century had 
ushered in many marvels of inventions. Innovations continued into and throughout the 
1960’s—e.g., tear gas, armored tanks, aircrafts, anti-aircraft guns, atomic bomb, et al. 
Two giant clashes—World War I and World War II—and several smaller contests 
among differing eco-political innovations had colored the first half of the 20th Century. 
America’s national/corporate production for war efforts had overwhelmed the other 
productions and propped America into position as the dominant power of the world. 
Then, in the late 1940’s, another great contest—the Cold War—arose. America, victor in 
both world wars, largest/most prosperous economy of the world, and largest corporate 
productivity conglomerate, had earned its right to be optimistic, idealistic, and hopeful. 
With JFK at the helm, Americans looked forward to a “New Frontier”12 of scientific 
innovation, careful and skillful statecraft, international cooperation, and national 
sophistication in educational and social endeavors. At his inauguration, Kennedy called 
forth the historic American rugged individualism with “Ask not what your country can do 
for you--ask what you can do for your country!” Americans began anticipating their 
enjoyment of a new and long “Camelot.” Before the end of that year, however,   the 
U.S.S.R., the second most powerful nation in the world, erected the Berlin Wall.13 

In 1961, with Kennedy’s push, America began its massive assault on space. In 
the same year, Tom Hayden and the Students for a Democratic Society (SDS) issued 
the Port Huron Statement, a critical analysis of problems facing America.14 In California, 
Cesar Chavez, Dolores Huerta, and Filbert Padilla created the National Farm Workers 
Association.15 To attack poverty, racism, and illiteracy throughout the U.S., JFK 
appointed Daniel Moynihan as Assistant Secretary of Labor without operational duties 
so that he could search through all of the federal programs to find “best-fit” programs 
and funding devices that could be directed toward the alleviation of poverty, racism, and 
illiteracy.16 In October, JFK used federal marshals and nationalized guardsmen to 
enable the admission of James H. Meredith, a Negro, to enter the University of 
Mississippi.17 In the same month, the Cuban Missile Crisis tested and proved the moral 
character of the new president as a brave hero.18 On August 27, 1963, a massive 
coalition of civil rights workers from the National Association for the Advancement of 
Colored People, the National Urban League, the Brotherhood of Sleeping Car Porters, 
the Congress for Racial Equality, the Student Nonviolent Coordinating Committee, and 
the Southern Christian Leadership Conference gathered in Washington, D.C. On the 
steps of the Lincoln Memorial, Martin Luther King, Jr., offered up to over 200,000 civil 
rights workers (and to Marlon Brando, Charlton Heston, and other celebrities) his “I 
Have a Dream” vision.19 Delivered one hundred years after Abraham Lincoln’s 
Emancipation Proclamation, King called for an end to racism in America. King’s “I Had A 
Dream” oration inspired the spreading civil rights movement and eventually prompted 
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LBJ to sign the Civil Rights Act (1964) and the Voting Rights Act (1965) to call an end to 
100 years of “Jim Crow” treatment. However, de facto discrimination in the North’s 
housings and employments remained. The bombing on Sunday, September 15, 1963, 
of the 16th Street Baptist Church in Birmingham, Alabama, that killed four little black girls 
inflamed civil rights workers everywhere. Then, to settle a long-standing dispute 
between the liberal faction of Texas under the leadership of Senator Ralph Yarbrough 
and the conservative faction—earlier Dixiecratic—under the leadership of then-governor 
John Connally, JFK traveled to Texas; he needed a united Democratic Party for the 
coming election. On November 22, 1963, JFK was assassinated: the American 
Camelot, was no more. Within a few seconds, American innocence, idealism, and 
optimism were stolen, never to be fully regained.  

Lyndon Baines Johnson immediately took up the reins of power as the 36th 
president of the U. S. Determined to “out-Roosevelt Roosevelt” in getting domestic 
policy laws passed by the Congress within “the first 100 days,” LBJ pushed Medicare, 
Medicaid, the Elementary and Secondary Education Act, and other “Great Society” bills. 
He took over Moynihan’s research findings, consolidated them, gave them a racist 
nickname—i.e., “W.O.P.” or “War On Poverty, and, apparently, essentially made sure 
over time that certain contributing corporations like certain airlines, certain clothiers, and 
others would never reach poverty. (For example, Job Corps enrollees were often flown 
to their respective training sites, even if a bus ride to a closer center would have been 
cheaper. Clothing allowances of a Job Corps enrollee were generally honored only by 
certain clothiers. Additionally, multitudinous problems of various “community action” and 
neighborhood revitalization efforts arose.) In contrast, several programs like Head Start, 
headed by Sargent Shriver, JFK’s brother-in-law and former head of the Peace Corps, 
and the Job Corps actually did serve to alleviate poverty, some racism, and illiteracy for 
significant numbers of young American citizens.  

Amid the booming economy, a “British Invasion” by the Beatles, Mick Jagger and 
the Rolling Stones, and other British imports began a revolution in American music. 
Music during the 1960’s included traditional crooners Frank Sinatra, Dean Martin, and 
Bing Crosby; traditional rockabillies like the Everley Brothers, Roy Orbison, and the 
Righteous Brothers; traditional blues artists like Muddy Waters and B.B. King; and 
instrumental innovators like Les Paul and Mary Ford. However, with the emergence of 
revolutionary music—e.g., the “I Can’t Get No Satisfaction” song by Jagger and the 
Rolling Stones, the Sgt. Pepper’sLonely Hearts album by the Beatles, and the Smiley 
Smile album by the Beach Boys—a new genre was born. Assertive black soul music by 
Otis Redding and Aretha Franklin and energetic performances by artists like the 
Supremes, Sonny and Cher, Jerry Lee Lewis, Chuck Berry, Janis Joplin, The Doors, 
Frank Zappa, Jim Morrison, Bob Dylan, The Band, and Elvis Presley offered a new 
sound that “imitated” life amid the goings-on in the growing challenge of the 
counterculture to the old one.20 John Lennon’s “Imagine” offered a glimpse of a world of 
humans much more evolved than those of the 1960’s.21 While “Gunsmoke,” “Have Gun, 
Will Travel,” “Bonanza,” “I Love Lucy,” and other t.v. series provided “family 
entertainment,” the nightly Viet Nam coverage by Walter Cronkite and by Chet Huntley 
and David Brinkley transformed Americans’ consciousness. It is most difficult to savor 
one’s steak and potato and soup if one is watching a tight close-up of Saigon’s Chief of 
Police’s literally blowing the brains out of a suspect with a pistol; and in living bloody 
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color, yet! And yet, both the Chief and the prisoner looked very much alike. While The 
Sound of Music22 continued to comfort movie-goers, movies like Paul Newman’s Cool 
Hand Luke personified defiance of authority.23 The candor and the violent language of 
Who’s Afraid of Virginia Wolf24 (1966) with the Taylor—Burton brilliance would not have 
been possible in the staid, conforming 1950’s. As artists grew longer hair and wore 
brightly colored clothing, beads, flowers, and headbands, the new “youth culture” copied 
the artists’ habit. And the artists copied the youths. The close intersection among the 
young and the artists produced the revolutionary ‘60’s vocals. Hippie girls adopted 
shorter skirts, if any. And the youths pursued self-realization, responsibility, expanded 
consciousness, and freedom while opposing militarism, segregation, hypocrisy, and 
authority. 

Among the thrills appeared the “go-go dancers,” the most famous of which was 
topless (at first) Carol Doda at the Condor in San Francisco. After 22 years at the 
Condor, she opened her own “Carol Doda” club on North Beach. Retiring from night 
clubs, Doda went on to deliver the San Francisco region’s nightly weather report in 
beautiful Doda style.25Lada Edmund, Jr., the televised caged dancer at Hullabaloo A 
Go-Go26 and other caged dancers like those on the Shindig!set a trend that still lingers. 
A chemical revolution was articulated in The Psychedelic Experience by Timothy Leary, 
Richard Alpert, and Ralph Metzner. Leary’s continued investigations of the use of LSD 
and other drugs—“Turn on, Tune in, Drop Out!”27-- expedited his visits as a prisoner to 
twenty-nine prisons around the world.28 In 1964, young males began burning their draft 
cards, refusing to appear for induction, and/or escaping to Canada, Japan, or other 
sites. (At war’s end, an estimated “half million” had resisted/evaded/dodged. By “the 
early 1970’s, draft resistance reached its peak. In 1972, there were more conscientious 
objectors, draft refusants, and/or draft dodgers than actual draftees.29) Very suspect-
intelligence prompted LBJ to order retaliatory air strikes against North Viet Nam and to 
press on August 5 for passage of the Bay of Tonkin Resolution of August 7. 1964. 
Believing that the loss of Viet Nam would trigger a “domino effect’ of communist 
takeovers throughout Asia, and preparing for election, LBJ escalated America’s 
involvement in Viet Nam. When critics questioned whether or not we could maintain the 
“Great Society” programs and a war at the same time, LBJ assured them that “the 
United States could and would pay for guns as well as butter.”30 LBJ escalated. By 
1969, more than 550,000 U.S. troops were stationed in Viet Nam. While LBJ assured 
the public that the Viet Nam problem was contained, he refused to divulge the full extent 
of his several escalations. The difference between his public assurances and the 
realities and extents of his escalations finally “leaked” to the media to trigger massive 
outcries against “LBJ’s credibility gap.”  During two months of the 1964 Fall Semester, 
the Berkeley Free Speech Movement garnered national headlines and sympathies. 

Malcolm X had left prison as a converted Sunni Muslim and had preached black 
independence. He announced on March 8, 1964, that he was breaking away from the 
Nation of Islam to form a black defense organization. On February 21, 1965, he was 
assassinated. Two weeks later, on March 7, 1965, ragged law enforcement and abuse 
on civil rights marchers in Selma, Alabama, produced “Bloody Sunday.” Against such 
racism, a rush to militarism and interference in a foreign country’s politics, and JBJ’s 
credibility gaps, the political left began to congeal. As the war intensified, the political 
left’s opposition intensified. Pete Seeger adapted a pre-Civil War song into “We Shall 
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Overcome.” He, Joan Baez, and others taught their respective audiences to “sing along” 
with them. That song evolved into the unofficial anthem of the American Civil Rights 
Movement. Because LBJ had been so anxious to “out-Roosevelt Roosevelt,” by passing 
so much legislation so fast, he neglected to install cost controls into several of the new 
laws. Rather quickly, costs of Medicare, Medicaid, Model Cities, and other programs 
began to mushroom and outdistance fiscal expectations and capabilities.     
 In 1967, LBJ named Thurgood Marshall as the first Negro justice to the Supreme 
Court. 31 The Mexican American Youth Organization (1962),32 the Texas Sector of the 
Political Association of Spanish Organizations (1962),33 the G.I. Forum (1948)34and the 
RazaUnida Party (1970)35 ushered in an ethnic awakening and Chicano 
Movement36throughout the Southwest Martin Luther King, Jr., presented his “Beyond 
Viet Nam” speech and condemned the U.S.’s involvement. On October 21, at least 
50,000 protestors rallied at the Lincoln Memorial to hear Dr. Benjamin Spock label LBJ 
as “the enemy” and then marched on the Pentagon for a confrontation. As the federal 
marshals arrested them, the protestors relaxed and “went limp” so that the marshals 
and soldiers would have to carry each protestor to the prisoner vans. Exhausted 
marshals and soldiers tallied 682 arrests. “Forty-seven people—demonstrators, 
soldiers, and U.S. Marshals were injured.” That riot, “the first national protest against the 
war,”37 “was paralleled by demonstrations in Japan and Western Europe.”38 In 
September, the Brown Berets appeared. On October 15, Huey Newton and Bobby 
Seale established the Black Panther Party.39The Youth International Party (Yippies), “a 
radically youth-oriented and countercultural revolutionary offshoot of the free speech 
and anti-war movements”40 was founded December 31, 1967.  
 On January 13, 1968, the day after LBJ’s “State of the Union” address, Dr. Martin 
Luther King, Jr., cited Viet Nam as “one of history’s most cruel and senseless wars.” He 
called for an anti-Viet Nam march on Washington and for a “poor people’s march” on 
Washington to push further for civil rights. In Memphis, Tennessee, April 4, Dr. King was 
assassinated. That killing sparked “violent protests in more than 115 American cities.”41 

Launched on January 30, 1968, the Tet Offensive by the North Vietnamese and 
Viet Cong hurled a series of surprise attacks throughout South Vietnam.42  Workers and 
students around  the world embraced each other’s causes and demonstrated in political 
protest. And all felt a shadow of instant, unannounced nuclear annihilation. 

Demonstrators around the White House began to daily shout “Hey! Hey! LBJ! 
How many babies did you kill today?” The students’ loss of faith with their national 
leaders began to seep into the consciousness of the general public. Yet, LBJ began to 
prepare for  the 1968 Democratic National Convention in Chicago. He was confident 
that he would receive his party’s nomination for a second term. But public challenges of 
his waging of “the war” grew more frequent and louder. Eugene McCarthy, senior 
senator from Minnesota and a loud critic since early 1967 of the war, announced his 
intent to run for the presidency. When Senator McCarthy scored 41.9 % of the vote to 
LBJ’s 49.6%,43 in the New Hampshire primary, LBJ was stunned, along with his party 
regulars. Deciding against running again, LBJ withdrew his name from the national 
ticket. Encouraged by McCarthy’s success, Robert Kennedy, JFK’s brother and U.S. 
Attorney General, entered the presidential race. After claiming victory in the California 
Democratic Primary on June 4, RFK was assassinated in the Ambassador Hotel of Los 
Angeles.    
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By late 1968, the New Left had solidified. The counterculture and social 
revolution of the late 1960’s challenged racism, demanded political rights for all, 
opposed war and nuclear arms, advocated for world peace, and abhorred the authority 
of government and big business. Such new ideas reverberated around the world: during 
the 1960’s, “32 countries gained independence from their European colonial rulers.”44 
Rebelling against societal hypocrisy the “hippies,”45 or “flower children,” embraced love, 
sexual openness, and honesty in both thought and action; they ushered into the 
American society a celebration of youth, openness, and the worth of the individual. Only 
a single match was needed to strike a blazing fire between the counterculture and the 
established culture: the match was struck in Chicago. While the Democratic National 
Convention in Chicago was selecting Hubert Humphrey and Ed Muskie as its 
candidates for the coming election, “tens of thousands of Vietnam War protestors”46 
were battling police and Illinois National Guard soldiers outside in the street. When 
Chicago Mayor Richard J. Daley, on the floor inside the convention issued his orders to 
the police—“12,000 police officers and…15,000 state and federal officers” (Illinois 
National Guard and others) to clear the streets of the “several thousand anti-war 
protests,”47 including Viet Nam War veterans, the violent armed attacks began on the 
protesters  This telephone call was televised and broadcast that very night across the 
U.S., along with the televising of the massive beatings, arrests, and “clearing of the 
street.” Even university students finishing their classes and heading home across Grant 
Park48 were beaten. This, also, was televised and broadcast. The general public, 
shocked and angered by the pervasive violence against the protestors and against the 
non-protesting university students, realized, finally, that national leaders (1) do not 
always tell the truth, (2) do not always take the greatest care in writing and properly 
enforcing laws, (3) do not always manage the economy well, and (4) hate criticism. 
Those insights devastated the general public’s confidence in their own government. In a 
very real sense, the next presidential election was decided by the televised violence at 
the infamous 1968 Democratic National Convention. Just as it had achieved a major 
effect at the beginning of the decade, television, once again, significantly influenced 
history.  

Two more especially important events occurred in 1969—the moonwalk and the 
Woodstock.. First, in July, Neil Armstrong walked on our moon and fulfilled JFK’s earlier 
prophesy on May 25, 1961, of “landing a man on the moon and returning him safely to 
the earth.”49 Second, a phenomenal “Woodstock” celebrated freedom, peace, and good 
will. Max Yasgur owned and operated a dairy farm in Bethel, New York. In spite of 
strong objection by his neighboring farmers, he leased one of his fields as the site for 
the Woodstock Music and Art Fair. He provided water, milk, and other necessities for 
the festival.50 For four days of music, August 15 through 18, Woodstock, “the most 
pivotal moment in music history,” hosted “half a million people,” braved the rain, and 
brought forth a peaceful happening. “Jefferson Airplane, Jimi Hendrix, the Grateful 
Dead, and Janis Joplin were among the lineup.”51 Joan Baez and Arlo Guthrie played. 
Reportedly, not a single fistfight was reported, a genuine testament to the values of 
peace and respect for the individual as articulated by the hippie movement.         

Richard Nixon took office in 1969 as the 37th president. In the aftermath of the 
demonstrations at the Chicago convention, a trial of the “Chicago Seven” ensued. Abbie 
Hoffman, Jerry Rubin, David Dellinger, Tom Hayden, Rennie Davis, John Froinest, and 
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Lee Weeiner were accused of “conspiracy, inciting to riot, and other charges” related to 
protests during the Convention. Through a winding trail with many legal and political 
detours both the accusers and the accused, the accused eventually went home free.52 
Some of the more aggressive members of the SDS splintered off that year to form the 
“Weathermen” to pursue a much more radical approach to political dissent.  “Bloody 
Thursday” on May 15, 1969, in People’s Park at Berkeley, California, left one dead, at 
least 128 injured citizens, and 111 injured police. Political dissent continued way beyond 
the decade. In May 4, 1970, at Kent State University, Ohio National Guard troops fired 
on unarmed student protesters and killed several.53 Nixon visited China in 1972 to 
establish diplomatic relations. Jane Fonda visited Hanoi in North Viet Nam. Nixon ended 
American involvement in Viet Nam in 1973. His hand-picked vice-president Spiro 
Agnew, pled guilty to taking bribes in October 1973 and agreed to resign.54 Nixon’s 
Campaign for the Re-Election of the President—often thereafter mocked as CREEP—
found itself awash in scandal. That scandal combined with the investigation of the June 
17, 1972, break-in at the Democratic National Headquarters at the Watergate office 
complex and with the subsequent attempt to cover-up yielded “the indictment, trial, 
conviction and incarceration of 43 people, including dozens of Nixon’s top 
administration officials.”55 When Nixon finally extricated the U.S. in 1973, casualties had 
soared. More than a million North Vietnamese troops, 250,000 South Vietnamese 
troops and 800,000 Vietnamese civilians had been killed. Some 58,000 Americans lost 
their lives; more than 300,000 were wounded.56 Currently, over 2,000 are M.I.A. 
Interestingly and ironically, a recently report by Rachel Maddow just this last week 
indicated that Nixon had intervened in the peace negotiations between Johnson’s 
people and the North Vietnamese. According to a recently released tape recording of 
one of LBJ’s telephone calls, Nixon has promised a sweeter deal if the North 
Vietnamese would wait until he was in office. Johnson had planned to announce the 
peace settlement just before the 1964 election. Nixon’s interference fouled LBJ’s plan 
and caused the war to last five more killing years. So much cost for one of  the several 
Johnson-Nixon follies! So much “honor” for the two highest leaderships of the land!   

Truly, “It (the American 1960’s) was the best of times. It was the worst of times.” 
Although I was a grown man by the time the ‘60’s hit, I came of age in the ‘60’s. I loved 
the ‘60’s. We will never be that free again.  
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The United States of America owes much to the political philosophy of John Locke. 
Based on individual rights and limited government, Locke’s work has massively 
informed American political institutions. Strikingly, Locke supplemented his political 
teaching with his understanding of and recommendations for marriage and family. We 
have examined his widely known views on the former in a previous paper.1 As to the 
latter, far less is known or appreciated. The content and value of Locke’s views on 
domestic or household issues will be examined in this paper. This takes on some 
urgency as these issues now arouse considerable controversy. 
Americans, who are sharply divided between Republicans and Democrats, differ no less 
about marriage and family, mainly, though not solely, along party lines. Conservative 
Republicans, generally in the Lockean tradition, present themselves as the party of 
traditional marriage and the nuclear family, while liberal Democrats, generally influenced 
by Jean-Jacques Rousseau, welcome same-sex marriage and “non-traditional” families. 
Two-parent families of the opposite sex vs. unmarried and same-sex parents—today 
that split seems to define public opinion regarding the most fundamental of all human 
associations. Conservatives typically see themselves as champions of “family values,” 
while liberals almost invariably do not “judge” “alternative lifestyles.”2  
Only a generation ago, and certainly two generations ago, this division hardly existed. 
But this is more than a difference of opinion; it is a fact of life. Two-parent families are 
becoming less and less the “norm” and the alternatives have been increasing. Indeed, 
some conservatives, while lamenting in any form couples “living together,” seem to have 
abandoned any effort to oppose, much less restrict, homosexuality, the practice of 
which used to be proscribed by law. Liberals scoff at the “Ozzie and Harriet” model for 
marriage and family and have succeeded in limiting or even lifting the ban on open 
homosexuality in public facilities and institutions, including the military. 
Students of political philosophy have sought explanations for this emergent crisis, based 
on the singular historical fact that a nation founded on the universal proposition that “all 
men are created equal” is not only a product of its remarkable history and Biblical 
religion, but also influenced by the Great Tradition of Western thought. The family in our 
society has been shaped by theory as well as practice. The promptings of nature or of 
desire that draw individuals together for intimate and often exclusive commitments, 
whether short or long-term, have been informed, for good or for ill, by the teachings of 
philosophers. Karl Marx, for example, advocated the abolition of marriage and Bertrand 
Russell advocated “free love.” In sharp contrast, Locke urged men and women to marry. 
To put the matter another way, America is not simply a “traditional society.” While for 
most of our history,  families were not significantly different from those elsewhere in the 
world, over time revolutionary changes  have occurred in our country which cannot be 
accounted for only by “evolution” or “history” but by what we have been taught by 
philosophers and subsequently popularized in our colleges and universities, literature 
and mass media. 
Thus, underlying the very real political differences and stark demographic facts are 
fundamental philosophical differences. Whereas Americans once regarded “the laws of 
nature and of nature’s God” cited in our Declaration of Independence as a standard for 
regulating our sexual desires, many today reject that standard. Nature, once welcomed 
and appreciated, has been expelled. For many, the obvious (and delightful) differences 
between the sexes have been replaced by “personal autonomy.”3 
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Interestingly, among those who lament the decline of the two-parent family and 
traditional marriage, there is a sharp difference of opinion as to the philosophical cause. 
One group cites the influence of hedonistic doctrines associated with the radical left 
while another blames no less than John Locke! Among the latter, the late political 
philosopher Leo Strauss and a current Christian thinker, Peter Lawler, have taken 
Locke to task for his alleged rejection of Biblical teachings. Despite Locke’s reputation 
among conservatives as a common-sense philosopher, as well as a teacher of natural 
rights and limited government, these critics of modernity accuse Locke of vulgar 
hedonism, however praiseworthy his political teaching may be. 
The purpose of this paper is simply to determine what Locke’s teaching on marriage 
and family is. Our primary source will be the “domestic” chapters in his famous Second 
Treatise on Civil Government and his lesser-known Thoughts on [the] Education of 
children. My conclusion is that Locke not only deserves no condemnation for corrupting 
our most intimate relations but rather praise for laying the foundation for private life in 
the liberal democratic regime he did so much to foster. This will shed no small light on 
the wisdom of current family trends. 

I 
While Locke is better known for his teaching on natural rights and limited government 
than on domestic issues, in fact he took up the latter in his famous Second Treatise, 
contending that paternity does not confer political power, and that properly ordered 
families contribute to the health of the body politic, in his chapters on Paternal Power 
(VI) and Of Political or Civil Society (VII). His first and critical point is that the term 
“paternal power” may be inaccurate and inapt, inasmuch as children issue from two 
parents, not one, and he quotes the Bible in support, viz., “Honor thy father and thy 
mother.” Next, he emphasizes that the natural equality of human beings does not imply 
equality between needy and dependent children and their parents. “Children, I confess, 
are not born into this full state of equality, though they are born to it.”4 Until children 
reach maturity, their parents’ wills govern them; when this authority recedes, they 
become equal members of society. Only when the offspring reach the age of reason 
can they know the law, and thus be free under the law. Father and son are then equals. 
However, “lunatics, “ideots” (sic) and “madmen” lack reason and must be governed by 
others. 
“Thus we are born free, as we are born rational; not that we actually have the exercise 
of either; age, that brings one, brings with it the other too.”5. Just as a child who inherits 
the throne is governed by this parents until his maturity, when he assumes his full 
authority, so too are the children of his subjects when they reach adulthood. But, Locke 
asks, during childhood is the parents’, and particularly the father’s, “dominion” 
“absolute” and “arbitrary”? No, he answers, that  

power reaches no farther, than by such a discipline, as he finds most effectual, to 
give such strength and health to their bodies, such vigour and rectitude to their 
minds, as may best fit his children to be most useful to themselves and others; and, 
if it be necessary to his condition, to make them work, when they are able, for their 
own subsistence. But in this power the mother too has her share with the father.6 

In the context, it is clear that the exercise of the equal right of the mother tempers the 
will of the father. 
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As strongly as Locke argues for the freedom of the children, once emancipated, they 
still have the duty, indeed, the privilege, of honoring their parents in gratitude for their 
nourishment and support in their childhood. But again, parents can no longer command 
them. 
This moderation, not to mention, purposefulness, regarding parental authority reminds 
us of Aristotle’s teaching in the Nicomachean Ethics, Book VIII, in which the Greek sage 
distinguished families in monarchical, aristocratic and democratic regimes.7 Reflecting 
the regimes, the first exalt paternal authority, the second parental authority, and the 
third equality of parents and children. By teaching the justice of parental rule, Locke is 
merging the aristocratic family with the liberal democratic regime that is ever prone to 
egalitarianism, a perversion of natural rights. Families do not exist for anyone’s personal 
gratification but for the good of all their members. 
Locke denominates child rearing under the category of education, the subject of his 
detailed work of recommendations to provide for the physical, moral and intellectual 
needs of children.8 Although he recommends a tutor, assuming the parents can afford 
one, rather than common or public instruction, to provide book learning, it is also 
necessary for tutors to shape the character of their charges. 
The father has considerable leverage over his children because of his right to bestow 
the family property on whichever child he chooses. In the context of 17th century English 
society, landed estates are prominent and thus inheritance looms large, the loss of 
which cannot be regarded as trivial. This can keep a family in a state of perpetual 
suspense or arrest the children’s development. But the dynamics of the modern market 
economy which Locke famously fostered elevated commerce over landed estates and 
ultimately conflicted with the medieval rules of primogeniture (preference for the first 
born) and entail (undivided inheritance), first in independent and democratic America 
and ultimately in aristocratic Great Britain. The father may divide his gifts among all his 
children if he wishes. 
The lifelong relations of parents and children in the earliest ages of the human race, 
according to Locke, led almost insensibly to a political form of paternal rule as the father 
protected the family, and later entire groups of families, given the habitual deference of 
children to fathers. This is the origin of kingship whereby children accepted a 
continuation and extension of what was most familiar to them. Locke insists that 
consent and not natural right gave rise to this early form of rule, indefensible to those 
who understand that there are no natural rulers outside the family, and only temporary 
ones inside it. 

II 
As Locke’s supposed “individualism” has drawn the wrath of socialists on the Left so 
has it concerned traditionalists on the Right. From these perspectives, man becomes 
either a rapacious capitalist or an unrestrained hedonist. But Locke sees no 
inconsistency in beginning Chapter VII with the unremarkable observation that it is not 
good for man to be alone in the world.  

God having made man such a creature, that in his own judgment, it was not good 
for him to be alone, put him under strong obligations of necessity, convenience, 
and inclination to drive him into society, as well as fitted him with understanding 
and language to continue and enjoy it.9 
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The family is the first society, but it falls far short of political society. Conjugal society 
derives from a contract between a man and a woman, the primary purpose of which is 
procreation and the longer-run consequence of which is the perpetuation of the human 
species. 

[T]ho’ it consist chiefly in such a communion and right in one another’s bodies as 
is necessary to its chief end, procreation; yet it draws with it mutual support and 
assistance, and communion of interests too, as necessary, not only to unite their 
care and affection, but also to their common offspring, who have a right to be 
nourished, and maintained by them, till they are able to provide for themselves.9 

Whatever dynamics there may be in a doctrine of individual rights, Locke was surely 
aware of them; but no less was he cognizant of the social impulses of human beings. 
Both are in need of governance by reason and are effective to the extent that they 
complement rather than oppose man’s noble aims, as well as his erotic ones. Marriage 
and family make demands and offer joys that transform man from a solitary to a social 
creature. What God has made, viz., a race of individuals, man must govern by an 
appreciation of others’ needs besides his own. 
In Locke’s telling, marriage and family, whatever sacrifice they entail, are of advantage 
to all within it. The “mutual support and assistance, and communion of interests, too” 
which “unite [the] care and affection” of the married couple, and the “nourish[ment]” and 
“main[tenance]” of the children, arouse love and attachment that can be found in no 
other relationships. Locke not infrequently remarks, usually favorably, on the love that 
men and women have for each other and for their children, a clear indication of his 
determination to replace the harsh rule of patriarchs or oligarchs with the care and 
concern of equal members of the human race. 
The most controversial part of Locke’s view of marriage is his argument that nature 
impels human beings to remain married for as long as there are children to be raised, 
but not necessarily longer. While this period is longer than for other creatures, it is not 
described as a life-long commitment. Nothing like “till death do us part” appears in 
Locke’s writings. Nature, however, is instructive. Thus, as Locke points out, the grass-
feeding animals are separated following birth, the predatory animals adhere until their 
offspring can care for themselves, but the human parents must stay together for the 
much longer period of their children’s development. I say “children” because the woman 
is usually pregnant again even as her first-born remains in need of her care and the 
father’s protection. That union therefore should be more “lasting,” according to Locke. 
He warns, in an understatement, that “uncertain mixture or easy and frequent solutions 
of conjugal society would mightily disturb” families.10 In other words, parents should 
restrain their sexual desires for the good of the children, and their own. 
True it is, however, that Locke explicitly says that marriage is not necessarily for life, as 
it depends on the mutual consent of husband and wife. He does not spell out the 
reasons for marriage’s dissolution, but the mature and experienced reader knows full 
well what the most common causes of divorce are. So while Locke assigns rule to the 
father, the mother is in “full and free possession of what is her peculiar [or specific] 
right”; neither has full power over the other. Given the real incidence of bad marriages, 
owing to our vices and weaknesses, is it not just that the aggrieved parties possess the 
right to opt out of it? 
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Nevertheless, years of common living and continuing care form habits. The common-
sense advice that men, especially, should “settle down,” meaning that they should be 
married, is in complete agreement with Locke’s teaching. Just as children are 
habituated to right action by the education they receive in their upbringing, so are their 
mothers and especially fathers by the responsibilities of mutual care and child-rearing. 
It is plain also that Locke does not endow marriage with sacramental qualities, though 
couples are free to make any vows to their mutual benefit that they wish. The parties 
are as free under the positive law in marriage as they are outside of it, subject to 
whatever specific commitments they have made to each other. Their powers are not 
political, but neither are they in conflict with the political community. A society 
characterized by a multitude of married couples, who are habituated to providing for 
their children, and adhering to a long-term horizon, is more supportive of the regime’s 
health than a society of “autonomous individuals.” For Locke, marriage is not merely an 
option but a natural union that enhances individuals and nations. The marriage contract 
is a reflection of the social contract. Whimsical or coercive relationships in private life 
are replaced by sturdy and loving commitments. More, the family often extends into 
another generation or more, further cementing marriages. 
If that is not enough, Locke insists that autocratic rule by the father is not necessary to 
conjugal society, and could well exist without it. If the father dies, the mother must 
assume all parental responsibilities. Locke does not say so, but the wife’s right to 
contract with her husband in marriage lays the foundations for a free and full right for 
the woman in any other contract. Such are the consequences of citizenship in a liberal 
democratic regime. Short of divorce or death, the marriage’s division of labor, so to 
speak, is a matter that is mutually agreed upon. Not less important, the civil magistrate 
may not abridge the right or power incident to procreation or mutual support and 
assistance.11 
In Chapter XV, Locke reminds readers that paternal authority is for the benefit of the 
children, and does not include the power of life and death or to control their property. 
That belongs to political power, but only as a means to the end of securing the natural 
rights to life, liberty and property, which are safest under the protection of the political 
community.12 

III 
John Locke was a trained physician who never married. Neither fact by itself nor 
together qualifies or disqualifies him to teach parents and tutors how to raise decent 
children (although he was a tutor). Only his philosophical depth could have inspired the 
lengthy work in which children are “educated” in virtue, as well as trained in good health 
habits. Thoughts on Education is startlingly detailed on domestic matters, considering 
Locke’s greater fame as a political and epistemological thinker. Thoughts differs sharply 
from Rousseau’s far better-known work, Emile,13 which combines apparently unlimited 
freedom for children with cunning management and even deceit by the parent or tutor to 
guide them. Unlike Rousseau, Locke seeks not to trick children into becoming good but 
makes explicit rather precisely what membership in a family and citizenship in a republic 
requires. 
One might describe Locke’s child-rearing approach as the mean between the two 
extremes of strict obedience to authority and permissiveness. The parents are definitely 
in control, but they do not rule with an iron fist or inflexible rules. Rather, parents 
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establish their authority early in their children’s lives, firmly and usually gently forming 
their habits and states of mind, employing more forcible means only as necessary, and 
letting up as they grow older. 
In the Dedication to the work, Locke emphasizes the importance of the subject.  

The well educating of their children is so much the duty and concern of parents, and 
the welfare and prosperity of the nation so much depends on it, that I would have 
every one lay it seriously to heart; and after having well examin'd and distinguish'd 
what fancy, custom, or reason advises in the case, set his helping hand to promote 
everywhere that way of training up youth, with regard to their several conditions, 
which is the easiest, shortest, and likeliest to produce virtuous, useful, and able men 
in their distinct callings; tho' that most to be taken care of is the gentleman's calling. 
For if those of that rank are by their education once set right, they will quickly bring all 
the rest into order. 

Why is it important for children that they be educated well and why is it so important to 
the nation? From Locke’s point of view, good citizenship depends on a good upbringing. 
Although the citizens are free under the protection of the law, they cannot be free to 
break or undermine that law. They must have the habit of obedience to authority, 
instilled in them by their parents, as well as the habits and opinions consistent with a 
liberal democratic regime. This is particularly important inasmuch as such a regime 
provides a more substantial role for the whole citizenry than any other. Locke, after all, 
teaches the right of revolution against despotic government. In short, the people are the 
rulers, who are as obliged to do justice and exercise moderation as any other rulers, 
nay, more, for they cannot simply “let George do it.” Few would believe that dissolute 
kings or degenerate aristocrats were capable of ruling well. Why should they expect the 
people to rule well if they lack good characters? 
Notice, too, the emphasis Locke places on the education of the gentlemen, whose rank 
and influence are decisive in society. This is the class from which the people are most 
likely to be electing their representatives in government. They tend to be the best 
educated and the best bred, as Thomas Jefferson understood as well. Today we call 
them “elites.” Whether they are well-led or misled by their teachers, the rest of society 
will follow in due course. What follows are examples of Locke’s child-rearing maxims. 
(References to this on-line source are by section number in parenthesis.) 
Locke urges parents not to pamper their children but to inure them to the extremes of 
climate (7). Their meals should be simple, with lots of bread (14). No wine or strong 
drink should be served, and even water can be overdone. While children should get 
plenty of sleep, they should not be allowed to stay up late or sleep late. Parents should 
not indulge their children’s whims. “[H]aving made them ill children, we foolishly expect 
they should be good men” (36), he warns. Corporal punishment has its place, but too 
frequent resort to it breeds resentment in children and breeds the same habits in them 
(37). Lying to children has the same effect. 

If therefore I might be heard, I would advise, that, contrary to the ordinary way, 
children should be us'd to submit their desires, and go without their longings, even 
from their very cradles. The first thing they should learn to know, should be, that they 
were not to have anything because it pleas'd them, but because it was thought fit for 
them (38). 
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While children should be firmly governed and disciplined, parents should relax their rule 
as children grow older and reach the age of reason (41). Praise and commendation are 
generally more effective than the rod. The exception to this is obstinacy or rebellion 
(78). 
These admonitions are illustrative but not exhaustive of Locke’s teaching. He concludes 
by observing that it is better to follow reason than old custom (217). Well-bred men and 
women are the best citizens of a nation, especially needful in a liberal democratic 
regime.  
           IV 
The matter of marriage and family, including the obligations of the parents and the 
duties of children, is urgent, for today many, including the most influential persons in 
American society, by word or by deed, reject Locke’s teaching. It is, to say the least, 
difficult to square Locke’s serious concern for virtue with the frivolous attitudes that 
prevail nowadays. We have undergone a “sexual revolution” in which men, women and 
children have been urged to “let it all hang out” and “express themselves” in any way 
they choose. Indeed, the word “choice” has achieved practically hallowed status. To use 
the expression of Leo Strauss in another context, “only dull and stale habit,”14 it seems, 
keeps our citizens from degenerating into lust-driven creatures who respect neither the 
rights nor the dignity of others. 
Nothing is more seemingly sacrosanct than the “right” of a woman to kill her own child. 
Formerly, choice was honored only if the chooser chose well. Now it is honored for no 
other reason than its being a choice. Of course, no other “choice” has this exalted 
status. In placing the emphasis on the means to the end rather than the end itself, 
attention is directed away from a wanton act of violence against another human being. 
Locke had no hesitation in condemning the ancient practice of infanticide. He could not 
have known that centuries later citizens in modern republics would massively indulge in 
the same act before, rather than after, birth, although there is no distinction between 
these in principle or in fact, for it is a young person in either case who is killed. 
No less concerning is the degeneration of men and women from persons who love, 
marry and perpetuate the species into merely sexual creatures whose chief aim is to get 
satisfaction. Tellingly, the Rolling Stones, than which there have been no greater 
minstrels for unrestrained sexuality, could “get no” satisfaction even with the liberal 
dispensation. First, men by the millions became playboys who embraced a “philosophy” 
of hedonism. This infuriated women, not surprisingly, who decided to seek parity with 
men in all walks of life, and especially sexual freedom. Children saw these examples 
and some not surprisingly demanded the same rights, and many acted upon their 
impulses. Then men and women attracted as much or more to the same sex than to the 
opposite sex saw no reason why they shouldn’t “come out of the closet” and enjoy the 
rights and status of heterosexuals, to the point of demanding civil unions and now 
marriage. (Advocates of polygamy, pedophilia and incest are waiting in line.) Many of 
these demands have been met, but that much “satisfaction” has been achieved may 
well be doubted. 
There is no “sex education” for children in Locke’s work. Besides the circumspection 
that once marked discussion of the subject, his emphasis is on forming the habits that 
enable children to restrain their appetites and ultimately to guide them into channels for 
their own good and the good of society and the human race. Although Locke was direct 
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about the need for good bodily habits, e.g., daily “stool,” there is no reason to believe 
that he would approve today’s sex education curriculum that emphasizes physiology 
over moral virtue. He might well have approved, however, of stressing the serious 
consequences of sexual intercourse outside of marriage, particularly pregnancy and 
disease, as the first such curricula did.  
Birth control and abortion have so radically altered our understanding of human 
sexuality, that no less a personage than President Barack Obama has described so-
called unwanted pregnancy as a “punishment,” rather than something to be owned up to 
through marriage or adoption. With birth control even outside of marriage wholly 
respectable and abortion anytime for any reason perfectly legal, there is no compelling 
reason for “value-neutral” sex educators to concern themselves overmuch with self-
restraint. Only sexually transmitted diseases excite general concern, but even those are 
believed to be more a result of bad luck than bad judgment. 
Given this distressing state of affairs, some might argue that Locke’s education in virtue 
is wholly irrelevant to and inconsistent with our society today. Certainly a society which 
practically abolishes responsibility for bad or reckless choices would horrify him. But 
although Locke did much to encourage enterprise and invention among men, there is no 
evidence that he would have supported technology that so bends nature to human will 
that nature ceases to be a fixed, objective standard for how to live. We need his 
unrivaled sobriety in domestic matters no less than political. 
I believe I have absolved Locke of the charge of undermining marriage and family. His 
critics have either misread him or have committed the fallacy of post hoc, ergo propter 
hoc (after this, therefore on account of this). Whatever changes have occurred since he 
wrote, liberal democracy as Locke conceived of it does not justify sexual liberation or 
license. Self-government depends on self-control, and Locke’s teachings on marriage 
and family stress the development of the commitments, habits and virtues that enable 
families and government by the people to work well. A citizenry that raises good 
families, works steadily and fulfills contracts makes democracy, to borrow a phrase 
attributed to Alexis de Tocqueville, “safe for the world.”15 
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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. 
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 demands creative 
solutions and innovations. 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 needs 
immediately to be prepared to cope with the necessity of providing care in at least 100 
different languages. Anything less than that constitutes a 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? 
Traditional Responses to the 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 course, the assumption was never fully 
correct, and providers therefore did have to begin a process of somehow responding to 
situations involving foreign or non-English speaking patients. Now, with society once 
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again becoming more multicultural and less Anglophone, 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. The best case scenario was 
the one in which the patient from another country had learned so much English before 
arrival here that communication was not a problem. 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 
traditionally 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. For example, Urdu is spoken by more than 5000 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 hundred 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 
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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 
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 instead that he had an infection and 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 other means of 
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. 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 of the phrase “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 
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having wording like “Take 1.2 al dia give dropperfuls with juice eleven to day.” As of this 
writing (May, 2013), the Bing translator, a Microsoft Windows product, is still translating 
the Spanish “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).  
     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 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, French, German, Hindi, Hmong, Italian, 
Japanese, Khmer (Cambodian), Korean, Laotian, Mandarin, Polish, Portuguese, 
Russian, 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 
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often difficult enough for patients when it is in their own language let alone in a foreign 
one.  
     Because California is so far the only state requiring private insurers to pay for 
interpretation (Ludden, 2009), costs end up being absorbed by the healthcare providers 
everywhere else except in the case of Medicaid patients in 12 states and the District of 
Columbia (Chen, Youdelman, & Brooks, 2007). 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 in 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 for 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 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).  
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     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 
be seeking federal health reform dollars available for culturally competent care.  
     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 mandated that 
all vital documents be translated by January 1, 2009 and 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 is offered through continuation 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.     
     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 
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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 medical 
and surgical hospitals is nearly $42,000, according to Bureau of Labor Statistics 
Occupational Outlook Handbook (Bureau of Labor Statistics, 2010).  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 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 
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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 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 (latest data) 

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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INTRODUCTION 
Within the past ten years there has been widespread concern over public safety 
especially regarding terrorism, random mass shootings, territorial security and border 
control.  The recent bombing at the finish line of the Boston Marathon is an example of 
a recent event that seemingly was criminal in nature but that many are considering as 
an act of terrorism and an act of war against the United States.  The two explosions in 
the area of Copley Square and on Boylston Street in Boston paralyzed the city as 
hundreds of city, state and federal law enforcement personnel sought evidence and 
later sought the suspects across the metropolitan region for suspects subsequently 
identified as the Tsarnaev brothers, Dzhokhar age 19 and his brother Tamerlan age 26 
who was married.  (Seelye, 2013)  Before the Boston Marathon incident, on December 
14, 2012 in Newton, Connecticut at the Sandy Hook Elementary School Adam Lanza 
killed 20 school children and six adults including his mother before committing suicide.  
(Scinto, 2012)All of these taken together with other incidents seem to have the effect of 
modifying the strategies of policing in the United States. 
The Boston Marathon bombing, while not the only bombing within the past two decades, 
seems to have emphasized the combination of the national war on terrorism and 
homespun mass violence.  Is this the beginning of 9/11 and Oklahoma City combination 
of terrorism within the United States and taking seriously the issue of homeland security 
at the expense of community policing. (Lee, 2010) There has been research in the area 
of how community policing strategies may be impacted by concerns for homeland 
security. (Stewart, 2011) There has been a tension between due process and public 
safety since the advent of the police as envisioned by Robert Peel in the 19th Century, 
but given recent developments we may not have experienced the completion of this 
cycle. (Scaramella, Cox and McCamey, 2011) 
Although not mentioned explicitly, the question arises in cases such as Sandy Hook and 
Boston Marathon episodes, “where are the police when needed?”  Although this 
impertinent question is sometimes raised in jest, the public generally recognizes that 
policing is helpless in preventing those types of incidents unless there is a well-
developed intelligence network that allows police to intercept the participants in tragic 
events.  In 2010, for example the attempted car bombing of Times Square failed 
because street vendors discovered the car bomb and alerted a New York Police officer 
of the threat pointing to a smoking parked vehicle.  The bomb failed to explode although 
it had been ignited.  Faisal Shahzad a Pakistan-born U.S. citizen was arrested and was 
charged with this foiled attempt.  (Rashbaum, Mazzetti, and Baker, 2010)  There is also 
some evidence that the suspects in the Boston bombings were planning a Times 
Square attack. (Chicago Tribune News, 2013) 
What is the role of police in light of all that they do?  Although we may analyze and plan 
police operations, police remarkable continue to do what they have done for nearly two 
centuries in Western democracies.  An introduction to policing text today will have 
language such as this in describing police functions: “We expect police officers to 
continue to perform traditional tasks related to law enforcement and order maintenance 
and, at the same time, to become problem solvers, community organizers, and terrorism 
preventers.  In addition, more than ever before, we expect them to perform these 
diverse tasks by exercising discretion wisely and within an ethical framework,” 
(Scaramella, Cox and McCamey, 2011, at xiii) While police work is a complex 
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undertaking, the focus for citizens and the civil authorities is on the centrality of its 
function.  It seems that Egon Bittner (1974) in his initial monograph published in 1970 
entitled, “The function of the Police in Modern Society” makes the focal point the police 
use of force.  He points out that “The role of the police is best understood as a 
mechanism for the distribution of non-negotiably coercive force employed in accordance 
with the dictates of an intuitive grasp of situational exigencies.”  (Bittner, 1974, at 46) 
While many who read and consider that description of policing, including police officers, 
may cringe. scoff or deny, among other reactions, this centrality of the role as Bittner 
discusses, no one can look at any summary of complaints against police and notice that 
it is a category that ranks near the top of the list.   In addition, just the presence of a 
uniformed police officer suggests symbols of force from the badge to the gun, from the 
uniform to the handcuffs, the accoutrements of police authority.  (cf, Hickman, 2006) 
Moreover, police in western countries have a monopoly on the use of force as Bittner 
argued and Scaramella, Cox and McCamey (2011 at 4) recognize.   
Thus, the citizens of the United States have forsaken a bit of their own, personal 
political power to the State, wherein are crafted the laws and regulations that provide for 
the protection of each member of society. Hicks (2004) argues that the theory of social 
contract as developed in the 17th Century explains and provides a firm basis for 
evaluating and understanding police practices.  In the social contract as developed by 
Thomas Hobbes and John Locke and seemingly adopted by Thomas Jefferson and 
others of the Constitutional Convention of 1787 political authority came from the 
consent of the governed.  Each member of a society gave to government the power to 
protect and organize the civis from a life that had the potential for anarchy and the 
resultant chaos.  It is through that covenant-type arrangement that government’s 
purpose was the security and security for the governed. (Hicks, 2004 at 260) 
Hence, the institution of the police is created to provide for the protection of the 
members of society while also enforcing the laws drafted by the government. The police 
have been vested with the proper authority by the government of the United States to 
enforce laws and serve the citizens of the nation. Hicks thus argues that in the social 
contract individuals (citizens) have given their own personal authority to the political 
authority of the state.  According to this argument police are “vested with the proper 
authority by the government of the United States to enforce laws and serve the citizens 
of the nation. (Hicks, id at 261)   
This leads to the question of what restraints do the police have in their enforcement of 
the law and service to citizens.  As noted above the role of the police is 
multidimensional and complex, becoming even more complex in the contemporary 
world.  If the centrality of policing is the use of force, then our concern should be the just 
use of force by police.  Research may provide us with various factors of the individual 
and the situation in the police use of force occurs (Holmes, Reynolds, Holms and 
Faulkner, 1998)and with models for assisting police officers involved in shooting 
incidents (Trompetter, Corey, Schmidt, Tracy, 2011), but the issue to be determined is 
whether the officer(s) acted legally, ethically or/and according to the rules of the 
department.  Whether there was a breach of ethics, violation of the law or of the rules of 
the department is a question that is determined after the incident.  Recently there has 
been attention given to using those tragic uses of force, deadly or not, legitimate or not, 
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as tools for training and education.  It is within this context that we begin a discussion on 
just policing with deference and emphasis given to theory driving just war. 
 
POLICING STRATEGIES 
In the United States there are approximately 18,000 public police agencies, both federal 
and state, and approximately 850,000 sworn police officers.  These are round numbers, 
but they are illustrative of the complexity of policing and the various types of policing 
that may emerge at various times in many locales.  For example, Scaramella, Cox and 
McCamey (2011, especially Chapter 1) discuss the historical development of police and 
strategies used by departments to carry out police tasks.   
In 1968 one of the pioneers of systematically describing police behavior in the United 
States was James Q. Wilson whose book Varieties of Police Behavior: The 
Management of Law and Order in Eight Communities (1968)was a study of eight police 
departments in the United States.  It resulted in the development of at least three 
typologies for policing. These are the watchman, the legalistic and the service styles.  
Prior to that longitudinal study of policing, Jerome Skolnick (1966) had addressed 
policing within the context of two major functions and characterized those as the models 
as “due process” and “order maintenance.”  Wilson was concerned with the internal 
organization and the culture of any given police department and Skolnick was 
concerned with the orientation of a given activity toward a purpose of police activity.   
Over time there have been efforts to make the police efficient in carrying out its 
governmental mandate by using various strategies.  The history of policing has gone 
through many phases beginning with the Peelian reform era and the efforts in the early 
20th Century led by August Vollmer to professionalize the police.  In the mid-Twentieth 
Century the challenge was policing dissent and the advent of the Law Enforcement 
Assistance Administration as part of the Omnibus Crime Control and Safe Streets Act of 
1968.  This came about as a result of protests against Viet Nam War and the emerging 
Civil Rights Movement.  Concurrently to these efforts to professionalize police and to 
constrain and restrain police responses in the face of the politics of protest was the 
Warren Court’s “due process revolution.”  (cf, Scaramella, Cox, and McCamey, id at 12-
13)   From here emerged the community policing and problem solving policing that has 
continued through today.   
Recently the peace movement1has begun using policing as a model for application of 
policing strategies for “peace keeping” operations in various nations, such as Rwanda, 
Iraq, Bosnia and other countries where there has been international intervention of one 
type or another.  Within this context Winright (2007) suggests there is a dominant model 
of policing known as the crime fighter which uses a military model of policing.  This is 
what Bittner refers to as the centrality of policing.  However this model is subject to 
criticism because everyone is viewed as a potential “symbolic assailant,” as 
characterized by Skolnick (1966), and makes abusing them easy because of that 
characterization.  (Chevigny (1995)  
One of the difficulties with the community policing model of policing is that while it may 
become an approach that police in any given municipality or location advocate and 
support, the issue of use of force will arise suddenly.  Hicks (2004 at 262) concludes 
that “police action is limited by precepts constraining the hostile action.” Discussion then 
focuses on two cases that have limited the discretion of police in the use of force.  
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Tennessee v. Garner, 471 U.S. 1 (1985) overturned the Common Law fleeing felon rule 
making any individual who is suspected of having committed a felony the target for 
deadly use of force.  Garner specifically constrained officers to the situations where a 
suspect poses a threat of serious physical harm to the officers or to others in his action 
to justify the use of deadly physical force.  Furthermore, Hicks points out that Graham v 
Connor, 490 U.S. 386 (1989) further constrains officers to the use of force short of 
deadly force to that force necessary and reasonable judged from the perspective of a 
reasonable officer on the scene within the totality of circumstances.  While the Garner 
case suggests a test of reasonableness, Graham expands and teaches how 
reasonableness is determined.   
Using Kappelar’s four-item model of immediacy of threat, severity of offense, active 
resistance, and escape risk of suspect/subject, Holmes, Reynolds, Holmes and 
Faulkner (1998) used additional factors to determine whether the officer would use force 
and the level of force to be used.  These factors included the number of warnings to the 
suspect, potential for the suspect to inflict injury to the officer, weapons at the disposal 
of the suspect, the officer’s previous experience and inherent bias toward the person 
based on personal characteristics.  We now turn our attention to just policing using as 
the model just war theory. 
 
JUST POLICING 
Winright (1995) suggests that the “chronicle of American Municipal police discloses a 
history of struggles to define their role in society.  Law enforcement is most often 
understood as crime fighting, enforcing the law, preventing and capturing criminals, and 
maintaining order—all of which require some sort of ethic of restraint such as that 
provided by an adaptation of just war thought.  Whatever strategy is used he suggests 
should be an alternative to the models that assume war connotations in law 
enforcement.  Police should perform their functions through an alternative social service 
or social peacekeeper model.  
Lee (2011) using survey data from 281 municipal police department in cities in 47 states 
with populations over 25, 000 concluded that police departments give higher priority to 
homeland security and less officers devoted to community policing.  Money devoted to 
implementing community policing strategies had an effect in emphasizing community 
oriented/problem solving police strategies similar to the Law Enforcement Assistance 
Administration in the late 1960’s and its emphasis in professionalizing police.  
Reviewing the literature, Lee concludes that “Police departments under the professional 
model were not only charged with being isolated from the general public but also from 
other government agencies that seek to solve ‘wicked’ problems such as crime and 
disorder. Community policing sought to remedy that through the idea of partnership 
building.” (Lee, at 350)   
While the strategies for community policing emphasizing cooperation with citizenry and 
homeland security policing with its emphasis on legalistic police activity are not at a 
substantial variance with one another, if homeland security becomes dominant and 
aggressive then there is a legitimate concern of the gains of community policing eroded 
by increased homeland security strategies.  Legitimacy of police in the eyes of the 
public may become eroded.  Aggressive policing strategies under the guise of 
homeland security may result in more complaints against racial profiling and biased-
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policing.  Finally, there is a concern that local police departments will engage in an 
increased militarization of operations to the detriment of positive relationships with 
community leaders. 
With the initiation of “broken windows” policing in the 1990’s there was a corresponding 
claim of harassment by police officers of minority residents in cities throughout the 
United States.2 Using homeland security police strategies may exacerbate the issues 
for community residents. This suggests a need for a just policing strategy based on the 
just war theory of restraining violence in war. 
Just war theory is a means of assessing the appropriateness of one nation’s use of 
force or violence against another nation.  Hicks (2004, at 256) views the just war 
doctrine as a “set of normative and empirical assumptions, the result of which is a 
qualified justification of warfare and a set of moral principles for its limitation.”  In the 
Christian moral tradition, just war is based on the notion of justice with its basis in 
charity outlining when force is permitted and how limited with an expectation of concern 
for third parties and the achievement of restitution for those suffering as a result of 
human rights violations. (Charles 2005)  Others have suggested that just war is part of a 
sustained ethical reflection on the use of force with an orientation toward restraint in the 
use of force.  (Winright 1995) Since justice is the foundation of just war thinking, the 
definition of justice historically has been defined as fulfilling moral duties, privately and 
publicly, resulting in the moral condition of right relations within a society necessary for 
coherence within it although the principles are applied according to varying social 
conditions.  Within this context, just war distinguishes between retribution or restitution 
legitimatized by public authority and vengeance or retribution privately sought 
autonomously without regard to legitimatization.  (Charles, 2003) 
Within the context of just war there are various categories which may fit into policing 
styles, personal and institutional.  Using categories developed by Winright (1995)the 
following styles of policing may be found either in the literature or in the cases officially 
reported.3 In addition to the just war tradition there are four others examined by 
Winright: the pacifist, the crusade, the realist and the Rambo.  Although pacifism is not 
viable in policing because of its dependence on force to insure compliance in some 
instances, it is a legitimate individual response to a nation at war and some within the 
overall peace movement work toward pacifism as an official response to violence and 
threats from other nations. (cf, Turner 2005) Within this context there is the underlying 
premise of non-violence and its accompanying duty not to harm innocent human life.   
The idea of a “holy” war or crusade does not regard the restraint from using force and 
transcends the necessity for just cause for war because of the need to eliminate the 
opposition viewed as evil.  In policing we may find a similar response in those 
individuals who have taken upon themselves the guise of an “avenging liberator” from 
evil and who engage in questionable police practices.  The police officer who engages 
in this type of behavior may have a strong moral conviction of the correctness of his/her 
action but have other motives.  Here is the description of a police officer whose 
enigmatic reputation provoked ambivalence in those he met, “He envisions himself as a 
pious crime-fighter rather than a cop.  The reputation, part myth and part truth, has been 
nurtured by his efficaciousness and his tireless drive and energy.” (White 1978 at 38) As 
a means of rationalizing behavior that may fall outside the rules of law or of a 
department, the “crusader” or “pious crime-fighter” may invoke a higher cause: breaking 
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the rules because of some higher calling—that is, removing a known felon from the 
streets;  blame the victim of the misconduct--the victim invited any suffering or 
misconduct by breaking the law in the first place; or cast the victim in a dehumanizing 
fashion—using euphemistic language to cast the person in bad light, thereby making 
them easier to victimize. (Fitch, 2011)  
The realist position denies rights of others but claims a national interest as the concern.  
It is concerned with success and denies the morality of war.  There are numerous 
aspects of the realist in the crusader but this position differs from the crusader, because 
this viewpoint does not take into consideration a higher ideal as would the crusader or 
the “pious crime-fighter” in either imposing righteousness on others or vanquishing evil.  
All that matters to the realist is success in the undertaking.  Unfortunately, in just 
policing there comes the Doctrine of Double Effect.  The difficulty in this position is that 
it is absolutely impermissible to act or refrain from acting intending an evil, even as a 
means to a greater good.  However it is permissible to pursue a greater good by neutral 
or good means even if it causes an evil as a certain and foreseen side effect, as long as 
the evil is less than or proportional to the good to be achieved and there is no better 
way to achieve the good. (Hamm 2004) Most of the time that police use lethal force 
against another, the shooting is justified according to the criminal law and while in the 
view of the administrator may not be appropriate under the regulations of a police 
department is sanctioned, although tacitly, through finding a finding of violation of 
another regulation to disapprove the use of force.  Because the Rambo position is the 
extreme of the realist position clothed in false virtue of honor, heroism, and manliness, 
we will treat both as falling within the same category. 
One example serves to demonstrate the realist or the Rambo in policing.  In this 
example police were called to a home where a 15 year old boy upset with his mother 
wielding a 13 inch kitchen knife had chased occupants around the house and when 
officers arrived they assisted in insuring that all occupants were outside and the 15-
year-old alone inside the house. He was 5’9” and weighs approximately 140 and in 
good physical health although he suffered from a seizure disorder with medication.  He 
was a chronic runaway, but did have certain obligations around the house and this is 
apparently what triggered the dispute.  The officers were told that he was still inside, 
had the knife in his hand, and was behind the front door. Officers focused on him could 
see through the crack in the door that he was still holding the knife.  After officers 
repeatedly told him to drop the knife and to come out with his hands in the air and his 
mother and sister yelling for him to drop the knife, he walked around the end of the door 
with the knife still in his hands. He was holding the knife in front of his body in both 
hands with the tip pointing up. He stopped momentarily at the end of the door; he then 
continued to move toward the front doorway in the direction of Officer Turney, who was 
holding the screen door open with the left side of his body. The other three officers were 
near Officer Turney—immediately behind him and to his right. Childs continued to 
refuse to drop the knife. Childs still held the knife in front of his body, with his arm bent 
about 90 degrees at the elbow and the knife tip pointing up, as he slowly advanced. The 
knife had an over-all length of 13 inches, with an 8.5 inch blade. These actions all 
happened in just seconds.  Childs did not cover much distance in his movement 
because he was already very close to the officers. But, when he closed distance to 
approximately 4 to 6 feet, Officer Turney fired. Childs, with knife still in hand, fell 
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backward to the floor—wounded by four gunshots and later died from multiple gunshot 
wounds. 4 
The District Attorney in determining that no violation of the criminal law occurred 
because of the imminent danger that Childs posed to Officer Turney discussed whether 
the incident could have been avoided, whether a lesser degree of force could have 
been used short of lethal force.  He acknowledges that human life “should not be taken 
without just cause.”  However in the same paragraph he does recognize the 
controversial nature of these types of episodes, and how these incidents give rise to 
various uncertainties, doubts and varied opinions.  Nevertheless he prefaced his 
conclusions with caution by focusing on the inability of criminal law providing guidance 
in making subtle distinctions in appropriate and desirable police work and that which is 
not appropriate or desirable.  The balance is protecting themselves and others from 
dangerous individuals in dangerous circumstances; but more directly the purpose of the 
review of the DA is to determine whether there is criminal action that may be 
prosecuted.  Ritter concluded that under the facts and applicable law there was no 
criminal conduct that could be proven beyond a reasonable doubt.5 
While this review by a District Attorney provides us with the idea of the necessity for 
police officers to survive a potentially dangerous situation by using force that is 
necessary, appropriate, and lawful although there may be other tactics or strategies 
available.  However using just war factors and analysis and considering the double 
effect doctrine, the decision is less than a complete exoneration under the same set of 
facts.  However, prior to reviewing the administrative review of the same incident let us 
discuss just war for a few moments. 
Winright (1995) suggests that just war criteria are adaptable to domestic police work 
and more useful in assessing police work than in assessing warfare.  Criteria are 
grouped under two broad categories of jus ad bellum justification for engaging in war 
and jus in bello justification for actions taken during war.  However the criteria are 
grouped together for purposes of assessment. The first criterion is that war may be 
waged only by legitimate authority.  Police officers are given wide latitude in 
enforcement of the law and in the use of force, when they are representatives of the 
body politic. (Hicks 2004) In most situations so long as police are operating within the 
lawful confines of their assignment this factor does not arise and it is not a concern in 
the case discussed as an example.  Officer Turney and other officers were present at 
the residence where the 15-year-old was killed at the request of others at the residence.  
The second criterion is just cause.  War cannot be entered for trivial reasons.  Police 
operate under a legal code and under that code the criminal law was not violated in this 
incident.  However, in this case the decision of the Manager of Safety differed 
qualitatively from that of the District Attorney.  Suffice it to say for now that the Manager 
of safety based his decision on the facts and circumstances of the case, the current law 
and applicable rules in exercising his authority with the prudential judgment to suspend 
Officer Turney without pay from his position as a Police Officer for a period of ten 
months, based on my determination that he violated several departmental rules in the 
incident described above.6 
The third criterion of “right intention” requires that the officer is engaged on behalf of the 
public body but also that there is an objective good or end that is sought which is part of 
the common good.  The action cannot be for a private reason such as revenge, 
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vengeance, retribution or similar motivations.  The common good is necessary as the 
goal when officers use force.  Any objective of a physical confrontation is to have the 
opponent stop any resistance or discontinue posing a danger to the officer or others. (cf, 
Holmes, Reynolds, Holmes and Faulkner, 1998) Related to this criterion is a department 
rule that requires officers to carry out their duties in such a manner as will establish and 
maintain the highest standard of efficiency and safety. This rule requires officers to use 
good judgment in decision making whether mundane or serious. The rule requires that a 
police officer strive to protect his own safety, and of other officers, and the public. The 
Manager concluded that the officer violated this rule. If the efficiency and safety rule 
suggests a right intention criterion of the just war adaptation, it might be renamed to 
common good intention for clarity purposes as the fourth criterion suggests.   
The fourth criterion is a subjective “right intention.”  The previous criterion comes under 
the heading of finis operis, the end of the work or the end result.  This criterion come 
under the heading of finis operantis, the end of work sought or the end sought because 
of improper motivation for taking action appropriate and/or necessary.  This action 
decried in this criterion is one based on hatred, vengefulness, cruelty, love of violence, 
desire for power or fame, material gain, rather than humility and regret at the necessity 
of force in the evil of killing.  This criterion in policing might be renamed to dispassionate 
intention for if police officers are reacting to emotions, threats or insults without regard 
to reasonableness of the circumstances then the criterion is violated.  For example, 
some complaints against officers suggest that the handcuffs were tightened 
unnecessarily because the arrested individual cursed or engaged in name calling with 
the officer.  There is no indication that the officer in the Childs example was motivated in 
this manner, although he had apparently previously dealt with him.  It may however 
provide an explanation for placing himself in close proximity to Childs because he 
thought he could reason with him in the circumstance, but this is not what the evidence 
determined.   
In the fifth just war criterion we arrive at “last resort.”  This allows for procedural integrity 
that qualifies both jus ad bellum and jus in bello criteria allowing for diplomacy and 
negotiation, due process and procedural integrity prior to engaging in war.  In the police 
situation this requires the officer to exhaust all methods for controlling a situation before 
resorting to a more severe use of force.  It is at this point that police departments in 
recent years have resorted to nonlethal weapons (Terrill and Paoline 2012) and the use 
of the force continuum (Hicks 2004).  Although the Manager did not indicate that deadly 
force should only be applied as a last resort. This is what the Manager implied when he 
wrote that Childs was not a danger to himself and that two officers at the scene were 
armed with Tasers, another officer was a crisis intervention trained officer and that the 
threat posed by Childs might have been contained by prudently increasing the distance 
between the officers and the front door and closing the security door rather than the 
action of Officer Turney to hold it open with his left hand.7 
The final criterion in jus ad bellum considerations is that the war is “winnable.”  This is 
similar to the proportionality standard in jus in bello.  Broadly it means that there is less 
harm caused than the harm it seeks to prevent.  In the policing context it may be that 
the force used causes more harm than the harm presented or that the threat or other 
wrong sought to be eliminated is not eliminated to the increased cost borne by citizenry 
in funding or allowing that action.  While the DA in this case determined that the use of 
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force was justified under the law of self-defense and law of arrest and the Manager did 
not address this directly, it does call to mind the double effect concept discussed earlier 
and creates grave dilemmas for police administrators who have difficult tasks in setting 
for appropriate regulations in this area, especially in the use of force, to maintain safety 
of officers and suspects.  The proportionality matter has been raised in the question of 
the war on drugs (Welsh 1999) and other areas of concern (Kamm 2010; Fifield 2009; 
Zupan 2003; Kennison and Loumanski 2007).  
The jus in bello standards in just war theory round out the criteria for just policing. These 
are proportionality and discrimination.  The proportionality standard in waging war 
addresses the use of weapons in just war that is use of nuclear weapons to prevent a 
subsequent uprising in a small country may be contrary to just war as the benefit 
derived from the use of such weapons far exceeds the threat of the small country.  So 
too in just policing, if an officer confronts someone who is causing an inconvenience to 
passersby in his aggressive panhandling, that in and of itself may not justify the officer 
in using a nightstick to stop the continuation of the panhandling.  The final standard is 
insuring that innocents are protected in just war; this is called by the euphemistic phrase 
of “collateral damage” in warfare.  In just policing, there must be a concern for the safety 
of bystanders.  One of the dangers in police chases is that the motoring public generally 
may be endangered and various departments have made clear that only in certain 
situations are officers permitted to engage in police chases although those instances 
provide adrenaline rushes for officers.   
This suggests the reason some individuals seek out police work and one of the tasks of 
police administrators is to recruit and hire only those individuals suitable for police work 
and not thrill seekers.  In addition this discussion has not addressed but has discussed 
issues and problems that may be properly addressed in training.  So it is that just war 
theory may provide a benefit to police in assessing their needs in homeland security, 
community policing, legalistic policing and the complexity of the field known as policing.   
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Abstract 
It is clear that online instruction and technology has become and will remain part 

of the culture of Higher Education. This study reviewed the current literature regarding 
faculty and student perceptions regarding online learning. Based upon the review, a 
survey using a Likert scale format was given to sixty graduate and undergraduate 
students at a private University in the Northeast. Statistical t-tests of response means by 
college course matriculation (online or traditional) and gender (male or female) and 
descriptive statistical tests were run. There were no significant differences in response 
means by group. Results are consistent with previous research on this topic.  
Implications for further research are discussed. 
Introduction 

Online instruction and information technology has become a more common 
component of teaching and learning methodology on college campuses in the United 
States (Dobbs, Ward, & delCamen, 2009) and around the world (Lim, Kim, Chen & 
Ryder, 2009). Yet the idea of providing increased access to education in a non-
traditional (less structured) manner is not a new phenomenon.  The first forms of 
distance learning began in the nineteenth century with mail correspondence courses 
followed by the utilization of radio and TV prior to the development and use of computer 
technologies (Dobbs, et.al., 2009; Merisotis& Phipps, 1999; Seirup & Tirotta, 2011). 

Lim et.al. (2009) found that online instruction whether completely online or 
blended with traditional classroom instruction “is becoming an increasingly popular tool 
for distance education to better meet students’ needs, interests, learning styles, and 
work schedules” (p.113).  The Sloan Consortium has been surveying and reporting on 
the status of online learning since 2003.  They have documented the tremendous 
growth of student enrollment in online courses from 1.98 million in 2003 to 6.1 million in 
2010; approximately 1/3 of all college students have participated in online instruction, 
and sixty-five percent of colleges and universities include online instruction as an 
integral part of their future strategic plans (Allen & Seaman, 2011).  Interestingly, even 
as online enrollments and course offerings grow, Allen, Seaman, Lederman, & Jaschick 
(2012) noted “attitudes about online learning have remained conflicted”  (p. 3). 
Online Course Delivery 

Clearly there are differences in the delivery of course material online versus in a 
traditional face-to-face course.  At the same time, online instruction itself varies in its 
delivery method and pedagogy.  Online courses are most commonly taught 
asynchronously, synchronously or in a blended or hybrid manner.  Synchronous 
courses often “meet” together at a set time.  This may occur through video 
conferencing, software programs, and/or in chat rooms with each member at their own 
computer (McFarland& Hamilton, 2005-06). For some, this might seem the most similar 
to a traditional course offering.  Asynchronous courses provide material, which students 
can often move through at their individual pace.  Rarely does the class meet together at 
one time and the focus is more learners-driven (McFarland& Hamilton, 2005-06).  The 
hybrid or blended courses would be a combination of material being offered both 
traditionally and online.   

Critics argue that one of the problems with online instruction is the very fact that 
there is no consistent mode of course delivery and teaching.  Consequently, institution 
cannot insure quality of delivery of the academic material(Allen & Seaman, 2006; 
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Osborn, Kriese, Tobey, & Johnson, 2009; Wyatt, 2005).  Conversely, the same 
argument can be made regarding differences in quality and teaching methods in 
traditional classrooms. Some faculty teaching online courses may not be trained nor 
comfortable teaching online but may do so because they feel it is strongly encouraged, 
sometimes incentivized, and some feel driven to do so by the University administration 
(Osborn, et.al., 2009; Wyatt, 2005). 
Faculty perceptions of online learning 
 In their recent publication Allen et. al., (2012) found that “about one-third of 
faculty members think that their institution is pushing too much instruction online, 
compared to fewer than 10 percent of administrators” (p. 2).  Furthermore, faculty 
believe that developing and teaching online takes more time than face-to-face courses 
and agree with Adlers’ (2001) findings that some students take online courses because 
they believe that they will be easier(Osborne et. al., 2009).  Many are therefore reluctant 
to embrace online instruction and learning.   
 White &Ploeger (2004) note that there is a difference between a traditional class 
experience which tends to be instructor-centric and that of online which tend to be more 
learner-centric.  Instructor effectiveness in online learning may have an impact on 
student performance and therefore faculty need to be comfortable with that changing 
role from that of instructor/tutor to that of a facilitator of learning (McFarland & Hamilton, 
2005-06). Yet, without training and support in online technology, faculty may be tempted 
to try and duplicate traditional instructional style (e.g. posting the same material online) 
and not take full advantage of a new and different teaching platform. (Allen & Seaman, 
2006).Overall, according to Allen et.al., (2012), faculty are not optimistic about online 
learning; and yet, those who had experience teaching online were more positive than 
those who have not. This is an important finding and a positive trend as more faculty 
teach online and course offerings are increasing.   
Student Perceptions of online learning 
 Numerous studies have been conducted to identify the factors influencing 
student enrolling in online courses. The most common reasons seem to be flexibility 
and convenience (Dobbs, et.al., 2009; Osborne et.al., 2009; Perreault, et.al., 2008). 
Wyatt (2005) found that “online instruction is appealing to a specific type of student, 
many of whom cannot take traditional courses and others who do take traditional 
courses but prefer online courses because of family responsibilities, work schedules, 
distance from campus…” (p. 468). This is supported by research that revealed that 
students who seem to prefer distance learning tend to be nontraditional students who 
are older and employed (Dobbs, et.al., 2009; Perreault et.al., 2008).  Other studies have 
found that successful online learners need good time management skills, self discipline, 
be independent learners, with high levels of motivation (Kerr, Rynearson& Kerr, 2006; 
Perreault et.al., 2008; Seirup & Tirotta, 2011).  It should also be noted that students 
reported missing the interaction that occurs between their peers and faculty, which 
occur in a traditional classroom (Perreault, et.al. 2008). Faculty teaching online should 
keep this in mind in course development.  Dobbs, et. al., (2009) found that “interaction 
between the instructor and student is critical as it facilitates learning in the absence of 
face-to-face meeting in a classroom setting” (p. 9). 

Adler (2001) noted that some students initially perceive that online courses are 
easier than traditional and may not be prepared for the rigor and/or have the requisite 
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skills to be successful.  Students’ pre-course and erroneous perception of ease is 
contradicted by student who have taken online courses whore port that they believe that 
they have to work harder (McFarland& Hamilton, 2005-06), find the courses more 
demanding (Wyatt, 2005), and more time consuming (Perreault, et. al., 2008) than a 
face-to-face course.  One student shared with Wyatt (2005) they believed that “online 
instructors purposely make their courses more difficult to ward off criticism that online 
courses are easy and amount to selling University credit” (p. 467).  Similar to the faculty 
finding regarding the perception of the quality of online courses, students who have 
never taken an online course often report that they believe the quality will be lower than 
one taught face-to-face.  Upon completing an online course, the students report that the 
quality was equal or better than the face-to-face counterpart (Dobbs, et. al., 2008; 
Perreault, et. al., 2008).    
Prior Research 

Prior studies have been done to identify student satisfaction with online 
instruction but the results have been mixed.  Some research suggests that students are 
more satisfied with online rather than face-to-face instruction (Wyatt, 2006).  Others 
have shown that students report being less satisfied with online courses (Summers, 
Waignat, & Whittaker, 2005).  More often, studies have found no significant difference in 
student satisfaction with a course based upon the course delivery method (Lim et.al. 
2008; McFarland & Hamilton, 2005-06).  Interestingly, McFarland & Hamilton (2005-06) 
compared student satisfaction between three groups of students taking a course online, 
face-to-face, and blended.  Although they reported no significant difference in course 
satisfaction between the three groups, when they compared online and blended to face-
to-face, there was significance.  The students in the face-to-face group reported lower 
satisfaction than those in the blended online group (Seirup & Tirotta, 2011). 

The merits of online learning may continue to be debated in the academy yet 
based upon the current literature it seems clear that online instruction and information 
technology is, and will continue to be an important component of course delivery in 
higher education institutions (Bristow, Shepherd, Humphreys, &Ziebell, 2011).  Yet, 
research reveals that there seems to be no significant difference in student learning 
outcomes (McFarland & Hamilton, 2005-06; Osborne, et. al. 2009). At the same time 
there are mixed results regarding faculty and student satisfaction, and the perception of 
course quality. As major university stakeholders, their perceptions are important and 
should be considered as plans regarding online education are being developed and 
implemented. As online education continues to grow, student perceptions of their online 
experience is an area that needs further analysis (Perreault et.al. 2008).   
Need for Study  

Understanding how students perceive the online course experience, why they 
choose to enroll, or not to enroll, and are they willing to take another online course are 
important questions for colleges and universities to ask/know. Bristow,et. al. (2011) note 
“it is important to ascertain these perceptions as they may have a significant impact on 
the progress of online learning and which direction that progress may take” (p. 246). It is 
through this lens that the authors initiated the current study. Researchers sought to find 
out whether there is a significant different in mean responses of graduate and 
undergraduate students’ perceptions about online courses by matriculation experience 
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(past experience with online courses or not) and gender. Researchers were also 
interested in overall perceptions of student participants. 
Methods 
Participants 
 This study was conducted at a mid-sized private university in the northeast 
United States. Sixty graduate and undergraduate students enrolled in traditional face-to-
face and online courses across 2 schools/colleges (the College of Liberal Arts, and the 
School of Education, Health and Human Services) participated. It should be noted that 
most participants were affiliated with the School of Education, Health, and Human 
Services (97%: n= 58). In addition, 78% that completed the survey were graduate 
students (n=47) and 85% were females (n=51). A fair representation of students (67%) 
had taken online courses in the past (n=37) as well as those that had not taken an 
online course at all (38%; n=23).  
Survey 

The survey used in this study was created by Dobbs, Waid, & del Carmen 
(2009).  The survey is comprised of 59 items presented in a Likertscale (31 questions) 
and multiple choice/fill in (28 questions) format. Items focused on experience with online 
and traditional courses, perceptions about quality, challenge, and level of difficulty of 
online courses and traditional courses. Participants were asked to share their 
perceptions of various aspects of online courses including, why they would or would not 
take online courses, the quality of the learning experience and content of the courses, 
and how much work is perceived to be required. 

Participants gained access to the survey when faculty who taught online or face-
to face courses invited students to voluntarily take the survey. Participants were sent a 
link to the Qualtrics-version of the survey through Blackboard, the university’s learning 
management system, or email. All survey responses were anonymously submitted. 
Once the surveys were complete, the data was downloaded into SPSS and Excel.  
Design  

This quasi-experimental study employed quantitative research methods to 
examine the college students’ perceptions about online courses. Researchers used 
SPSS Version 18 statistical program to run independent sample t-tests to find out 
whether there was significant difference in participants’ perceptions about online 
courses for two independent variables: 1) matriculation through an online course in the 
past, and 2) gender. Thereafter, responses from all participants were examined using 
descriptive statistics together in order to present an overall picture of participants on the 
targeted campus.  

Participant responses to survey items were organized into three categories:  
general, perceptions about quality, and overall perceptions. “General” results report 
participant experience with, reason for taking online courses (past and future), and 
preference for online or traditional courses. “Perceptions about Quality” refers to 
participants’ perceptions about: 1) the quality of content in online courses, 2) whether 
students learn more and interact more in online or traditional courses, and 3) the 
content quality of online courses, compared to traditional courses.  “Overall 
Perceptions” refers to participants’ perceptions about depth of learning, course difficulty, 
their ability to complete an online course, with specific consideration of time and effort 
required for traditional and online courses.  
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Results 
Equality of Means:  Survey 

Independent Samples t-tests for equality of means in perception for students that 
have taken online courses previously and those who have not were run for each item of 
the survey. Results yielded no significant difference in means for 1) online course 
matriculation and 2) gender. This result may be due to the small n and the 
disproportionate number of females as compared to males who participated in the 
study. Thereafter, responses from all participants were examined together for an overall 
picture of participant perceptions of online courses on the campus.  
Perceptions of online courses 

Sixty-two percent (n=37) of the sample had taken a college course taught 
completely online.  Although the majority of students surveyed reported that they would 
prefer to take traditional classes, 57% (n=34) report that they will take more online 
courses in the future.  When asked what motivated the students’ decision to take an 
online course, the two most frequent responses were, “it fits my schedule – flexibility of 
hours” (38%, n=22) and “the course was only offered online” (38%,n=22). The “ability to 
study at my own pace” (17%, n=10) and “job related responsibilities” (15%,n=9) were 
also common responses.(Figure 1).Consequently, when those who have not taken 
and/or will not take another online course were asked about their future plans regarding 
online courses the most frequent responses were, “would miss the interaction with the 
instructor” (50%, n=30) and “would miss interaction with other students” (47%, n=28) 
followed by “online courses would be too hard” (18%, n=11). 

When asked about the quality of the online courses, 65% (n=39) of the 
participants perceived the quality of the courses to be either “good quality” or “very good 
quality.” Fifty-eight percent of participants (n=35) agree or strongly agree that students 
learn more in traditional courses; 6% (n=3) agree or strongly agree that students learn 
more in online courses.  Sixty-five percent (n=39) of participants disagree or strongly 
disagree that students in online courses have more interaction with faculty; 75% (n=45) 
disagree or strongly disagree that students in online courses have more interaction with 
other students. Furthermore, 65% (n=39) of participants in this study disagree or 
strongly disagree that online courses were easier than traditional classroom courses 
and 50% (n=30) agree or strongly agree that it takes more effort to complete an online 
course than a traditional course.   

Of participants who have taken an online and traditional courses, 49% (n=37) 
report that they learned the same in an online or a traditional course, 43% (n=26) 
perceived they learned less, and 8% (n=5) perceived they had learned more in the 
online course.   
Discussion 

The results of this study support prior findings regarding student motivation to 
enroll in an online course, the perceptions regarding quality, learning and academic 
rigor.   The data suggests that many students enrolled in online courses due to the 
flexibility of hours and the ability to study at their own pace.  Furthermore, students 
reported that taking online classes gave them the opportunity to manage job 
responsibilities and, at the same time, continue their education. This finding supports 
prior research by Dobbset.al., 2009; Osborne et.al., 2009; and Perreault, et.al., 2008.  
Students also reported taking an online course because “the course was only offered 
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online.”  The majority of participants reported that they preferred to take classes in a 
traditional setting.  As colleges and universities move toward increased online offerings, 
it may be important to consider that all students might not be interested in taking 
courses in this format.  Their perceptions of the course and the quality could be 
impacted by the fact that they had no choice in the mode of course delivery.   

These data support the prior research findings regarding interaction.  Students 
who have not taken, or who choose not to take another online course, commonly state 
that this is due to a perceived lack of interaction between themselves and faculty and 
among other students (Dobbs, et.al., 2009; Perreault, et.al., 2008). At the same time, 
faculty often reports that a benefit of online courses is that all students have the 
opportunity (and are often required) to participate. They find that the participation is 
often more thoughtful and thorough, which would suggest that interaction is occurring in 
meaningful ways. All seem to believe and strive for enhanced, purposeful interaction 
among all members of the online class, yet there seems to be a “disconnect” regarding 
the perceptions on how successful the interaction actually is.  It would suggest that 
additional training regarding new and innovative methods to encourage online 
interaction might be appropriate and timely.  

Overall, the quality of online courses was reported to be good or very good, yet 
the results were mixed regarding learning outcomes: 49 percent reported that they had 
learned the same as in a traditional course offering; only eight percent reported they 
had learned more than in a traditional course. Students perceived that online courses 
are harder and more time consuming than traditional courses, a finding consistent with 
current research (McFarland & Hamilton, 2005-2006;Perreault, et.al., 2008).  These are 
important findings as the trend in higher education is to increase online course offerings 
yet based upon the current research, perceptions of online learning and information 
technology is mixed. 
Study Limitations 

There are a number of items that could have affected the results of this study. 
Our sample size was low (n=60) and skewed towards graduate and female students. In 
addition, the survey was offered only online and was voluntary. Some students may 
have missed the email or the link posted in Blackboard. Other students might have only 
answered if they felt strongly one way or the other towards online learning. Students in 
face-to-face courses may have deemed the survey irrelevant to them and did not 
complete it.  
Further Study 

The campus upon which this study was conducted is a traditional brick-and-
mortar school with very few online-only programs. Most students attend this university 
with that understanding and are under the assumption that all courses will occur in a 
traditional classroom. This can be one of the reasons that the responses skewed more 
negatively when looking at online courses. In addition, most of the participants were 
students matriculating in the School of Education, Health, and Human Services. Further 
study should investigate whether this population of students have different perceptions 
of online classes than students matriculating in other schools at the university. Further 
study should also investigate how students’ perceptions were impacted when their only 
course option was an online course.   
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It is believed that faculty perceptions may influence student perceptions. Even if 
faculty members do not discuss their beliefs about online learning, students can get a 
sense by noting the extent to which a faculty member assigns online discussion outside 
of class or how often they use technology inside the class and throughout their 
assignments. Because there are many faculty members who have strong feelings about 
online learning, further study could survey faculty to determine whether their 
perceptions are consistent with those of students, especially in the School of Education 
where faculty teacher students how to teach.  
Conclusion 

The educational community agrees that online learning is an important 
component in the future of education.  But after more than a decade of online courses 
instruction throughout the U.S., students’ perceptions about learning outcomes, quality 
of courses, and academic rigor do not match reality. Undeniably, perceptions change 
with experience.  Once a student or faculty member participates in an online class 
experience, his/her awareness of the quality and rigor increases, as does the possibility 
of faculty teaching, and students enrolling in another online course. In the meantime, 
what is needed is ongoing development of innovative resources, strategies, and course 
delivery methods—particularly related to interaction among participants. These may be 
pivotal to enhancing students’ perceptions of online learning.   

Initial steps may be for higher education institutions to market online courses to 
new and entering students, and provide incentives to new and interested faculty to 
teach online courses.  The future of online instruction rests upon innovative and 
strategic efforts. Universities interested in juxtaposing online instruction with traditional 
brick and mortar offerings must become flexible, agile, and equitable in their offerings.  
Without these, the perceptions of students who attend brick-and-mortar universities will 
remain consistent with the findings of this study. 
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Figure 1.  Reasons for Taking Online Courses (multiple responses) 
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One of the greatest policy concerns on the US-Mexican border today is the 
narcotics war between the cartels and the Mexican government. About 70,000have 
been murdered, 1.2 million people displaced, and billions of dollars of illegal product are 
trafficked illegally across the border into the United States (Booth, Miroff 2012). 
Multilateral policies such as the Merida Initiative have been put into place to combat the 
growing influence and power of the cartels. Even with this policy passed and 
implemented; we are still seeing high rates of violence and drug trafficking.  This calls 
into question the health of the Mexican state apparatus, the implemented polices, and 
the influence of the informal political structure of the cartels. Scholars and journalists 
have reasoned that Mexico is becoming a failed state through this crisis; this paradigm 
stems from the post-cold war era and describes states that are not able to provide basic 
resources and services to citizens. This paper seeks to combine a theoretical and policy 
approach to explore cartel drug trafficking, failed state politics, and US-Mexico relations 
in regards to the current drug war. 

The ‘failed state’ label might be simple to affix to Mexico, but it might not be the 
best fit. There is no concrete and universally accepted definition for a ‘failed state’. Max 
Weber describes the state as “a compulsory political association with continuous 
organization will be called a ‘state’ if and in so far as its administrative staff successfully 
upholds a claim to the monopoly of the legitimate use of force in the enforcement order” 
(Weber, 1947). A failed state would be one that does not have a monopoly of legitimate 
force; the cartels may be seen as legitimate governance to some Mexican’s, giving 
cartels power. This leads to the question, If Mexico is a failing state, then does the state 
play a lesser role to informal powers such as cartels and policies instituted by the United 
States? The state through policy and policy implementation proves its worth as a 
governing force, and is legitimized through results. To grapple this hypotheses and 
thesis, an analysis of policy and theory are necessary. 

The origins of this currentnarcoconflict can be traced back to the pluralization of 
Mexico’s congress after the collapse of the PRI (PartidoRevolucionarioInstitucional). 
Through cooperation between the PRI and the cartels the two systems coexisted in the 
70s and 80s; state and criminal organization followed informal power arrangements to 
resolve potential conflict. “The Mexican state allowed drug trafficking organizations to 
operate if they abided by three informal rules. First, DTOs were required to 
paylamordida or bribes to PRI officials at local, state and national levels. Second, DTOs 
had to limit and control violent behavior amongst themselves and society at large. In 
effect, this meant selective limiting inter and intra cartel assassinations. It also meant 
that the violence needed to be limited in such a way that it would not call the media’s 
attention. If violent drug wars would erupt amongst factions in a city where violence 
became more indiscriminant and innocent civilians began to be affected, the state would 
step in to quell the threat. Threats against PRI politicians themselves were also 
considered a violation of the established code. If violence got out of hand or the rules of 
the game were not followed in particular state, then the governor of that state (which 
was generally part of the PRI apparatus) would call on the military or federal police 
intervention” (Esparza, Hernandez, Ugues; 2012). This policy existed for years and 
worked; but as the single party system broke down this policy became irrelevant 
because of competing interests.  
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The emergence of the PAN (PartidoAccionNacional) and PRD (Partido de la 
RevolucionDemocratica) broke up a powerful patronage system between these two 
entities (state and cartels). This challenge to PRI dominance limited the bargaining 
power of the Mexican state with the cartels; the single party system dissolved and left a 
solvent political environment with no way to control the trafficking and violence. The 
1990s saw the introduction of NAFTA and the crackdown on cocaine coming through 
Florida. Mexico naturally became the prime avenue for drug trafficking because of 
increased movement of goods through the border and a newfound monopoly on drug 
trafficking. 

The Mexican response to the cartels has been with military force in the 21st 
century; the Mexican Army, federal police, and Mexican Marines have been used to 
combat these drug trafficking organizations. In 2006 Calderon became president and 
initiated an all-out war on the cartels. The Merida Initiative a bilateral effort by Mexico 
and the United State has been the main policy combating drug trafficking in Mexico and 
on the US border. The US government has invested over 1.9 billion dollars into this 
project; providing training for police and military as well as equipment for combating the 
heavily armed and very dangerous cartels (Finklea, Selk; 2013). The “Kingpen Strategy” 
has been utilized in Mexico under Calderon, developed from DEA tactics in dealing with 
organized drug crime; killing off the leaders in order to demoralize and fracture power. 
This same strategy has been used against other targets such as Al-Queda and other 
informal political organizations. Through this strategy many cartel leaders have been 
killed and the cartel leadership is fractured, but the violence still continues. 

Current president of Mexico, Peńa Nieto is stepping away from the kingpen 
strategy of his predecessor Calderon in favor of a set of policies that highlight 
community development and human rights. There are also planned reforms of the 
Federal police and the creation of a new police entity; “In addition to a reconfigured 
Federal Police, President Peña Nieto also proposes to create a new militarized police 
entity, the National Gendarmerie, whose forces will likely be drawn from the military but 
placed under the control of the Interior Ministry. The strategy envisions the 
Gendarmerie, rather than the Federal Police, replacing military forces currently charged 
with assisting municipalities overwhelmed by violence and guarding border crossings, 
ports, and airports” (Finklea, Seelke; 2013). These are steps in stabilizing the state 
apparatus; Pena is seeking to obtain a “Monopoly of Power” through reform of the 
police forces and providing safer communities.   

The United States has traditionally inserted themselves into situations with 
vested economic interest. The current drug policy in Mexico is a result of United States 
hegemony of regional policy. “The US government has been involved directly or 
indirectly in Mexican counter drug efforts since the beginning of the 20th century. This is 
a natural development given Mexico’s geographic proximity, the resulting shared 
economic and political concerns, and the high drug consumption rate in the United 
States” (Michuad; 2011). To a degree this is a limitation of the state’s monopoly of 
power. The resources of another state come with conditions; the condition being in this 
case eliminate the drug trade which seems beneficial to both parties but, is it really? 
Mexico bargained and negotiated with the cartels historically, which could be an avenue 
for success in the future. Pena seems more open to the idea of negotiating with cartels 
as the death tolls rise and the legitimate economy takes a toll as resources are being 
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used to combat drugs instead of building infrastructure or providing programs. The state 
will continue to degrade if it the apparatus is not improved, Pena is showing leadership 
that suggests that the state still has some legitimacy. If the leadership of the state 
proves strong and reforms, this failed state ideology doesn’t apply to Mexico or only to a 
varying degree.  

The failed state model has met critics that argue that historical legacies to play 
an integral part in state theory and that this paradigm is a failure. “One of the major 
failings of the discourse on failed states, according to theorists in the Third World, is that 
it offers an a historical account of the weakening of states. That is, by focusing 
exclusively on the ‘failure’ of states, the discourse glosses over the historical processes 
that might have led to their weakening like, for instance, their colonial legacy, great 
power intervention during the Cold War, and so on. It places the responsibility for state 
failure squarely on the shoulders of the state itself and ignores any external 
responsibility” (Huria,2011). Mexico has been subjected to a historical colonial process 
by Spain, and arguably under the sphere of American Imperialism since the US-
Mexican war. The viscosity of the Mexican state from its inception has been apparent; 
autocracy begetting autocracy. The state has never truly been viewed as a strong 
apparatus. Nation building is a process, from the treaty of Westphalia the western world 
has been experimenting with state building. Many of these so called “failed states” are 
regarded so under unfair judgments, historical process and the life of a nation state 
should be taken into account.  

In conclusion, the original hypotheses [“If Mexico is a failing state, then does the 
state play a lesser role to informal powers such as cartels?”] may be answered; this 
question may in part be true. Mexico has failed in regards to limiting drug trafficking and 
keeping a complete monopoly of power, but the failure should not be affixed on Mexico 
alone. There is a historical legacy of colonialism and US intervention that limits the state 
apparatus of Mexico. The industrial complex and infrastructure in Mexico does not 
match those of developed countries, why do we expect third world countries to behave 
the same way? Mexico is showing strides in regard to policy implementation and 
legitimizing functions of the state like the police. I would not say that the informal powers 
in Mexico have little to no parity with the Mexican government. Peńa Nieto is showing 
some promising leadership that may lead Mexico out of this crisis. Policy 
implementation is central; the development of Mexico should be a key concern for 
Mexicans. There are indeed problems with the government in Mexico. It is the 
responsibility of those people to identify the issues in their communities and take a 
grassroots approach to usurping the violent cartels influence. As long as there is money 
to be made in the United States, this problem will continue. Policies such as the Merida 
Initiative are not ending all measures to control this issue. The United States has to 
enforce policies domestically and hit harder on drug users so the market for drugs 
disappears.  
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Abstract- 
This is an historical examination of the federal fisc using rather simple statistical tools: 
a) constant dollar change and b) multivariate analysis. It is an investigation of 1) two 
distinct periods of federal fiscal policy and the economy that does not conform to some 
of the precepts and assumptions for a number of theories about how government and 
the economy interact, 2) a different type of trend analysis for the seven decades since 
World War II, and 3) a simple regression-line index of change in taxes on personal 
income. This process reveals the massive entanglement of macro-economic 
characteristics, i.e., federal revenue collection, expenditure patterns, the economy, and 
the national debt. The results contradict what many politicians and some economists 
assume to be the manner in which these variables interact and outcomes derived 
therefrom. Revenue collection is more important to economic growth than expenditure 
patterns, maybe significantly more. Government is not only important to the economy, it 
may be the most important sector of the economy.i  
Debt and Deficits- 

Money is, with propriety, considered the vital principle of the body politic;  
as that which sustains its life and motion and enables it to perform its most  
essential functions. . . From a deficiency in this particular, one of two evils  
must ensue; either the people must be subjected to continual plunder. . . . 
or the government must sink into a fatal atrophy, and, in a short course of 
time, perish.  

 Alexander Hamilton, 
       Federalist No. 30, 
       December 28, 1787 

 
The national debt reached its highest ever level in 1946 after World War II, 127.9 
percent of gross domestic product (GDP), the measure of total economic activity (see 
endnote ii for the conversion of GNP to GDP).ii It declined to 32.5 percent of GDP by 
FY1981, President James E. Carter’s last budget year – the lowest level since before 
the Great Depression. Excepting the hiatus under William J. Clinton due to tax 
increases under George H. W. Bush and Clinton and a rising economy under Clinton, 
debt rapidly increased to 104.0 percent of GDP in FY2012 and is expected to reach 
111.5 percent during FY2013 – dates that bracket two fiscally disparate historical 
periods (Figure 1). It takes time for a change in fiscal policy to work its way through the 
system. As percent of GDP, state-local public debt is now nearly three times its 1946 
level. Given this increase in state-local debt, total public debt projected to FY2013, the 
current fiscal year, is almost exactly the same as in 1946, 134 percent, give or take 1 to 
3 percent (Census S&L 2012 re 2009 for 2012 est.; Census 1960; OMB 2012). 
Nineteen forty six to FY1981 and FY1981 to the present represent two distinctly 
different eras with reference to these macro characteristics. 

There appears to be a quantum entanglement of the macro characteristics of the 
economy, debt, and federal fiscal policy over time. During the 2012 election season, 
politicians of both political parties are blaming each other for the deficits and the 
massive increases in the national debt – and many in both parties are to blame. Virtually 
all of the national debt is the end-product of the tax reductions of the 1980s and early 
2000s as we pursued an intensified cold war, small hot wars, more than a decade of 
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armed conflict in the Middle-East, and homeland security. Cutting taxes as we wage war 
feeds deficits. Virtually all of the national debt is the direct result of wars dating back to 
World War II (Figure 2). Additionally, over the last three decades sub-national 
governments have been ‘giving away the store’ with massive tax reductions and 
abatements in return for corporate sponsored  economic development projects with the 
illusion that it will increase state and/or local employment and ultimately their tax base. 
The results have undermined the ability of state and local governments to provide basic 
public services.     
Methodology 
Data for Figure 3 is the simple calculation of the annualized constant dollar change in 
these macro characteristics for these two recent time-periods. Though the second 
period is ongoing, for comparison, the data end with FY2011. Later tables include 
FY2012, now the latest year for which complete data are available, with an estimate for 
FY2013.iii  Figure 1 illustrates total public debt (federal and state-local) projected to an 
estimate for 2013 using federal budget projections and state-local data (OMB 2012, 
Census S&L 2012 and prior years, Treasury 2012).iv 
Different Times, Different Consequences- 
Post-World War II to FY1981 period was one in which federal revenue increased at a 
rate almost one-fourth faster than expenditures as the economy grew at almost the 
same rate as revenue collection. The national debt declined by one percent annually; as 
a percent of gross domestic product (GDP), debt declined over four percent annually. 
We were outgrowing our national debt (Figure 3).  
The period since FY1981 witnessed a major three-fifths annual decline in revenue 
collection rates reflecting the reduction of taxes, increases in tax expendituresv and 
loopholes that largely benefitted the business sector and the very wealthy — the 
economic elites. In fact, corporate sector wealth increased fifteen times (in 2007 
constant dollars) between 1950 and 2007 as that for households rose only 8.5 times, 
revealing a major shift in the distribution of wealth, largely during the last three decades 
(Abstract 1953, 2010-2012; Stephens 2009). At the same time, the rate of federal 
spending remained nearly as high as the post-World War II era, down less than one-
tenth. The rate of increase of the economy as measured by GDP declined more than 
one-third as a larger proportion was directed toward national security and war. For 
these periods revenue collection appears to be more closely aligned with the growth 
and decline of GDP than expenditure outlay. 
Debt Accumulation- 
The second period was very different as the annualized rate of change (increase) for 
revenue collection dropped by nearly two-thirds, spending remained almost the same, 
and the rate of change in the economy declined by over one-third. During the 1946 to 
FY1981 period, the gap between rates for spending and revenue received declined 
three-fourths, down from 7.5 to 1.9 percent; since FY1981 the gap increased from 1.9 to 
8.6 percent, 4.5 times the 1946-FY1981 change (Figure 2). For these periods, change 
in the national debt went from declining at one percent annually to exploding at an 
annual increase of six percent; as percent of GDP, debt changed from declining 4.1 
percent annually to increasing 3.8 percent. Unless something changes, debt will be 
much higher for FY2013 and beyond.  
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Further, there is no ‘locked-box’ for retirement programs like Medicare, Social Security, 
Railroad Retirement, and civil service retirement programs. Recent administrations have 
counted the revenues in these insurance trust funds against the deficit. When not 
counted as deficit, it shows up as an increase of the national debt. This accounting 
procedure lowers the reported deficit, but the national debt goes up anyway. When 
included for FY2011 as a part of the deficit in relation to Figure 3, debt as a percent of 
the overall economy rises to an annualized rate of increase of 4.01 percent, an almost 
total reversal.  
For several years, during the George W. Bush administration, on September 30th, some 
$60 to $65 billion of the deficit was pushed forward into the next fiscal year (Treasury 
2002 - 2012). Would your elected officials ever distort the way their budgets are 
presented? State-local debt could be as much as 19 or 20 percent of GDP by FY2013 
to FY2014 (Census S&L 2012). State-local debt was much lower after the Second 
World War; states had accumulated large budget surpluses during the war (Census 
1961). Projected to FY2013, the nation is back to the same level of public debt as 
existed at the end of World War II, though a larger portion is now state and local – levels 
of debt accumulation that are unsustainable indicating the need for major augmentation 
of revenue collection (Figure 1). 
Debt accumulation started under the administration of Ronald W. Reagan with tax cuts 
and the ‘cold war’ and achieved its finishing touches under George W. Bush with over 
more than a decade of hot wars in the Middle East, an unprecedented level of tax cuts, 
tax expenditures, loopholes for business and the wealthiest Americans. In turn, this 
limited the ability of government to cope with the economic crisis of 2008 (Figure 1 and 
Appendix Figure 4). Many politicians choose to ignore the fact that it takes several years 
for alterations of fiscal policy to work through the system. 
Second-order Consequences- 
The second-order consequences of severely altering revenue collection relative to 
expenditure outlay during the period shown in Figures 2 and 3 have been amply 
documented by a number of authors. It led to a massive redistribution of personal 
income and wealth from those less well off to the very rich and the business sector of 
the economy. During the post-World War II era, personal income of all levels from the 
bottom quintile to the top twenty percent of the population were increasing at an almost 
equal rate, though the top 5 percent lost some of their share over this period. After 
FY1981 all that changed to where the top 20 percent now collect over half of all 
personal income (John W. Sloan 1997; Abstract 1953-2012) with losses in shares of 
income increasing as you go down the income scale. The biggest loser is the lowest 20 
percent of income earners (Stephens 2009).  
Progressivity Index- 
Using an index keyed to the slope of the regression-line (the calculated slope) reveals 
the major change in who benefits and those that lost out over the last six or seven 
decades; change that has occurred by alteration of revenue structures of all levels of 
government with little alteration in total expenditures, though with increased emphasis 
on war. This index uses the same income categories as those the Tax Foundation 
employs to show how the very wealthy are burdened by the federal individual income 
tax (the lowest 50 percent of federal tax returns, the next 25 percent, the next 15 
percent, 5 percent, 4 percent, and the top one percent in that order) (Tax Foundation 
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2010). The average percentage paid in taxes as a percent of adjusted gross income 
(AGI) for each category is calculated for each year. The index federal plus state-local 
revenue sources. A linear regression-line index is fitted to these revenue across this 
range of these categories. Though the Tax Foundation’s classification is exponential in 
its progression, to simplify and make it more intelligible, each category is weighted 
equally.    
A rating of 1.00 means the overall tax system is flat-rate across this range of income; 
2.00 indicates the highest category pays twice the percentage of the lowest; 4.00, four 
times; and so on. On the other hand, a rating of 0.50 indicates the lowest fifty percent of 
tax returns pay twice the percentage of the top one percent; 0.33, three times; 0.20, five 
times, and so on. During the post-World War II period, the only thing that kept the 
overall federal revenue structure progressive was federal individual income tax.  
In 1950 the top one percent of federal individual income taxpayers paid 11.5 times that 
of the  average for the bottom fifty percent; for all federal and state-local taxes, 5.2 
times. When changes in the dividend and capital gains tax rates are included, taxes 
where flat-rate by 2005 (Stephens 2009). Retirement payroll taxes, service charges and 
excises are all highly regressive. State and local revenue structures have always been 
regressive and have become more so since 1950 (Table 1).  
According to Linda Levine (CRC 2012), by 2010, the top ten percent of households 
owned three-fourths of the nation’s wealth. By 2007 the top one-tenth of households 
owned over 90 percent of the securities (stocks, bonds, and mutual funds) (Zaid Jilany 
2011). For these dates the bottom fifty percent of households held only 1.1 percent of 
the wealth and 0.5 percent of the securities.  Considering all levels of government, 
between 1950 and 2005, the situation for the average taxpayer in these categories went 
from one where the top one percent of tax returns paid 4.2 times the percentage of the 
bottom fifty percent to where the lowest half paid 27 percent more than the highest 
group; when change in AGI is considered, they pay more than half again as much. ‘The 
rich get richer; the poor, poorer.’ 
Trend Analysis- 
The following is an experimental approach to trend analysis that tracks the positive and 
negative carryover of federal revenue collection and expenditures as they relate to the 
plus or minus carryover of GDP from one fiscal year to the next in $billions.vi  Or, vice-
versa. This procedure is based on the theory that the net carryover of these variables is 
important to both the current policies and has significant effects over-time in terms of 
the change in both fiscal policy outcomes, public debt, and the economy. 
The first analysis is for the 66 year time-period, using the carryover for years 1945-6 to 
FY2010-11 (applicable to data shown in Figure 3), with positive and negative federal 
revenue and expenditure carryover as independent variables to explain changes in 
GDP. Well over two-thirds of the net change in the economy is explained by the net 
change in federal revenue collection and expenditures (see Equation No. 1). If this is 
considered the universe for this time-period, it explains 70 percent. Moreover, the 
coefficients of determination for the partials (r2

ij.k) indicate the revenue collection 
carryover is 1.8 times more closely associated with the change in GDP than that for 
expenditures. 
The next step is to lag these data for from one through five years and maintain N as 
close to 66 as possible using data for 1942-3 through FY2011-12 with an estimate for 
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FY2012-13. FY2013 is the current budget year (OMB 2012). First, GDP carryover is 
lagged against revenue and expenditure carryover to determine the longer-term effect 
of federal fiscal policy on the economy. Then, revenue and expenditure carryover is 
lagged to determine the effect of the economy on the federal fisc.vii  
Carryover for the current year plus the lagged years over seven decades indicate that 
federal revenue and expenditures contribute 26 percent more to the economy than the 
economy contributes to federal revenue and expenditures (see summation ∑ of results 
for six periods, Table 2). This is logical given the fact that government provided 
infrastructure is necessary for the operation of both the public and private sectors. 
Government is not the problem; it’s the solution. Minor alterations in fiscal policy can 
accumulate and make a significant difference over time. It takes years for a change in 
fiscal policy to work its way through the system. 
These equations also indicate government is an important sector of the economy; 
possibly the most important sector of the economy. Coefficients of determination for the 
partial correlations (r2

ij.k) suggest that revenue collection carryover for these six periods 
averages a bit over 1.9 times as important as expenditure carryover patterns in their 
association with ups and downs of the economy for the current and lagged data; usually 
falling in the range of 1.8 to 2.1 times expenditures.  
Fiscal Follies- 
With apologies to particle physics, the history of federal finances since World War II 
suggests a quantum entanglement of the macro characteristics (the economy, federal 
revenue collected, expenditure patterns, and the resulting public debt) as should be 
expected. Additionally, these findings clearly conflict with so-called “supply-side 
economics”, a theory that appears to have been adopted by politicians at all levels of 
government in the United States over the last three decades. It may have worked at a 
time when important business organizations were indigenous to government (local, 
state, and federal). It is outdated in the world economy of business and finance when 
large corporations are mostly multijurisdictional and multinational with reference to our 
governmental entities. Their corporate interests no longer coincide with that of 
government. These economically integrated behemoths are able to influence, change, 
and co-opt public policy and avoid, skirt, or even usurp the powers of government and 
regulation. Additionally, with the decision of the U.S. Supreme Court in Citizens United 
v. the Federal Election Commission, 2010, private corporations and the very wealthy 
have been given the “right-to-vote” with their money in our elections. 
Advocacy of supply-side economic theory by conservative politicians and some 
economists has been overt, but it has also been inaugurated intentionally and by default 
as all levels of government compete for economic development projects by vacating the 
most productive segments of their own-revenue base. Earlier research by the author for 
the early 1980s indicated the business tax base is far more productive in revenue 
collection explaining 70 to 86 percent of the differences among the fifty states in their 
ability to raise revenue compared to personal income at 20 to 33 percent (Stephens and 
Parsons 1989). Over the quarter-century between FY1982 and FY2007, the relationship 
(coefficient of determination) between state-local tax capacity and revenue collected 
declined from 81 to 39 percent, (in 1982, r2 = .810; in 2007, r2 = .391) as measured by 
Treasury’s state-local tax capacity index (TCI) and revenue actually collected (Census 
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S&L 2012, Treasury 2012). This indicates states and their political subdivisions have 
vacated or abated half of their potential revenue base.  
This situation is also applicable to the federal level, but with a twist. During the post-
World War II period, the top bracket for the individual income tax rate was in the 91 to 
70 percent range. Yet, no top earners paid anything close to those rates over their 
range of total income.viii In 1950, the average tax paid on total income for the top one 
percent of individual tax returns was 31 percent when the top bracket was 87 percent. 
For 2007 it averaged 23.5 percent. When alterations in rates and in the definition of AGI 
are factored in, the the top one percent pay only 16.5 percent with a top bracket of 35 
percent (Census Abstract 1953, 2011; Tax Foundation 2012). For 2007 their average 
AGI was $2.0 million given these changes. The percent paid in is actually less for the 
those with even higher AGI. 
Since FY1981, as taxes for the very wealthy (individual income and capital gains) have 
been reduced, taxes on personal income for the lower half of all federal tax returns 
(individual income and retirement payroll taxes) have increased substantially. Between 
1980 and 2007 taxes on the lower half of tax returns were increased as rates for the 
upper half were reduced (Stephens 2009). The capital gains tax rate was reduced from 
25 to 28 percent during the post-World War period to 15 percent today with an 
expanded ability of wealthy taxpayers to use capital gains instead of the income tax 
during the Twenty-first Century.  
Politicians of both political parties decry the high corporate income tax rate of 35 
percent. The problem is most large corporations don’t pay anything close to that rate if 
they pay anything at all. In 2010 General Electric paid no federal income tax on profits 
of $ 14.2 billion; the five largest oil companies paid nothing on profits of tens of billions. 
Corporate income taxes declined from 30 percent of federal revenue in 1946 and as 
much as 33 percent in the early 1950s to 9.1 percent by 2011 with 43 percent of the 
budget in deficit (Tax Foundation 2012, OMB 2012). Currently corporations have only 
one-eleventh of the tax burden of the 1946 to early 1950s period. Federal-state-local 
revenue structure not only changed from progressive to regressive; federal revenues 
collected declined from 19.6 percent of GDP to 14.4 percent – a drop of more than one-
fourth (Census Abstract 2011; OMB 2012; Tax Foundation 2011, Stephens 2009; 
Appendix Figures 1, 2, and 3). 
Another way of viewing this is by analyzing the incidence of taxes. Between 1950-52 
and FY2005, the incidence of federal taxes on business activity declined by half, down 
49.6 percent, as similarly focused state-local taxes declined over three-eighths, minus 
38.5 percent – all concurrently with a drop in tax rates, increasing tax expenditures, and 
tax abatements. As tax rates were increased for the lowest half of individual income tax 
returns and reduced for the top half, the incidence of taxes on personal income were 
increased by three-tenths at the federal level, up 29.3 percent, and nearly one-third by 
state and local governments, up 32.4 percent. Eighty-three percent of these alterations 
occurred since FY1981 (Appendix Table 1).   
Supply-side Economics- 
Basic to supply-side economic theory is the concept that an increase in marginal tax 
rates adversely affects the output of the economy by: 1) reducing the payoff people 
derive from work and other taxable and productive activities as 2) higher marginal tax 
rates encourage tax shelter investments and other forms of tax avoidance.  

193



 
 

 
They fail to mention that these tax dodges (Number 2, above) happen whether or not 
taxes on business and the wealthy are reduced. Proponents claim lower taxes on 
business and the wealthy encourages investment in productive activities, that benefits 
will then filter down, more people will be employed, tax revenues will increase, and 
everyone will profit. Massive tax reduction and abatements for business by all levels of 
government over the last thirty years have not supported these claims. Advocates fail to 
mention that multijurisdictional economic entities can shift their profits to low-tax or no-
tax governmental jurisdictions to avoid paying and move their productive activities to 
where labor is cheap, avoiding and/or usurping the authority of governments – and do 
so under the most business friendly arrangements.  
Supply-siders uniformly fail to consider the possible beneficent effects of increasing 
government revenue, whether or not that increase is the result of increasing tax rates, 
eliminating tax expenditures, abatements, or a prior increase in economic activity. From 
the data presented herein, there appears to be a positive feedback-loop that flows from 
increased revenue to the economy, the effects of which contribute to:   

1)  solvency and stability of government and the monetary system,  
2)  possibility of paying-off and/or outgrowing public debt,  
3)  expanded domestic public services for citizens and business alike, and 
4) provision of an adequate infrastructure, without which neither the private or 
public sector can thrive.  

These are all attributes that increase public, consumer, and investor confidence in the 
economy and government both here and abroad. The effects of these attributes, 
however, can be negated by fraud and corruption, frivolity, extreme partisanship and 
polarization, corporate and government bureaucratic inefficiencies, private and 
governmental structural inadequacies, governmental jurisdictions that are too small or 
too weak, war, or the continuous overemphasis and profligate preparation for war and 
national security. 
Jurisdictional Malaise- 
Second-order and tertiary consequences are all too applicable in a multilevel 
jurisdictionally-limited federal system of fifty states, several state-like entities, and nearly 
90,000 local governments. Whether vertically (between levels) or horizontally 
(jurisdictionally and geographically) limited, or both, the authority of these miniscule 
polities has been superceded by vertically integrated corporate behemoths given the 
static/add-on character of the federal structure at all levels of government.ix  
When state and local governments have a problem, they rarely alter the jurisdiction of 
existing units, they add another government – usually a single-purpose or bi-purpose 
special district. The number of mostly single-purpose state and local special district 
governments increased from 8,299 during World War II to 37,381 by 2007, a 350 
percent increase (Stephens and Wikstrom 2007; Census 1957 -2007).x Given the 
jurisdictionally rigid and static character of the U.S. Constitution (and that of nearly all 
state-local constitutional systems), when the federal level has a problem, they usually 
add another agency. There are 150 plus federal agencies, 6,000 at the state level, and 
an estimated 260,000 local – divisions that further compartmentalize the limited and 
often conflicting authority of existing governmental units in the American federal system 
– all layered on top of one another. Moreover, these vertical and horizontal divisions 
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and strictures limit, subordinate, and segment the body politic as well. It is far easier to 
thwart a policy initiative than to pass it. 
Summary: History, the ‘Fiscal Cliff’, and ‘Trickle-down Economics’- 
The ‘fiscal cliff’ was a misnomer designed to fool the gullible. It was mostly the very 
wealthy and large corporations would feel some pain, but not too much.  These tax 
increases are only a small step down for 90 percent of taxpayers and about 98 percent 
of Americans. The results would be worth it. Taxes on large corporations and the 
wealthy were considerably higher during 35 years after World War II. Many politicians 
seem entirely bereft of knowledge concerning the history of government finances: 
“Those who don’t know history are destined to repeat it.” (Edmund Burke, 1729-1797) 
Post-World War II, the national debt declined from the highest level ever to the lowest 
since before the Great Depression. Tax collection increased slightly faster than 
spending.  We were outgrowing our national debt. The economy grew and declined in 
concert with and at almost exactly the same rate as revenue collected.  
During the post-war era federal corporate and individual income taxes were progressive 
and brought in four-fifths of all federal revenue. Large corporations were mostly 
contained within political boundaries. High incomes paid higher percentages, but never 
confiscatory, as some high income tax payers and their advocates like the Tax 
Foundation would lead you to believe. The tax structure of the federal government went 
from progressive to flat-rate, making federal system taxes regressive when combined 
with increasingly regressive state-local revenue collection. Large corporations pay little 
or nothing into the coffers of government as they benefit directly from the privatization of 
public services. 
After President Carter’s last budget and the application of ‘trickle-down’ economics 
changed everything – the national debt exploded, revenue increases dropped by three-
fifths, resulting from tax cuts for economic elites, spending was maintained at a high 
level with large increases in war expenditures, as remaining taxes were downloaded on 
low- and middle-income taxpayers. Total federal-state-local debt is now at the same 
massively elevated level as in 1946 – without the revenue to reverse this trend. Of 32 
developed OECD countries, we rank 29th in tax burden. Only Mexico, Korea, and 
Turkey have lower taxes (OECD 2010). Virtually all of the national debt is traceable to 
war and national security following the increases in expenditure by the nine federal 
agencies involved as taxes were reduced for the corporations and national security 
privatized.  
While expenditure patterns are important, trend analysis since World War II indicate the 
ups and downs of revenue collection approaches being twice as closely associated with 
the increases and decline of economy compared to expenditure outlay.  
Fiscal policy change takes years to work through the system.  The federal arrangement 
is divided into so many miniscule jurisdictions and polities it is incapable of dealing with 
the issues of the Twenty-first Century – a jurisdictional malaise. Because of this it is 
much easier to thwart a policy initiative than to pass it. Yet, government is an important 
sector of the economy, probably the most important sector – contributing one-fourth 
more to the economy than the economy contributes to government. That’s a bargain 
that cannot be ignored. 
There is indeed a quantum entanglement of the macro characteristics of federal 
finances, the economy, and public debt. The country is ignoring major issues with 
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potentially very severe implications. Among other things they include water generally, 
the shortage of potable water, and global warming with rising sea levels in a nation with 
55 percent of the population residing in coastal counties (Stephens and Wikstrom 
2000).  
Fiscal history of the last three decades destroyed the ‘trickle-down’ approach. The 
nation is facing desperately necessary tax increases. We need government for public 
services; not as a distributor of largesse to corporate elites in a perverted and militarized 
form of capitalism.  
Heed history – severely reduce war/national security expenditures; importantly increase 
science, education, and domestic infrastructure spending; rescind all tax cuts of 2001-
2003, raise capital gains tax rate to 50 percent that for the income tax rate,xi levy $10 a 
barrel excise on imported oil, and enact a federal severance tax – all to help the 
economy, cope with the national debt, save domestic public services and the safety net, 
and face the issue of global warming.  
In addition to the 1787 warning by Alexander Hamilton, there is another prescription 
worth consideration from 1776: 

The subjects of every state [nation] ought to contribute towards 
  the support of government as nearly as possible in  proportion to 

their respective abilities; that is, in proportion to the revenue they 
respectively enjoy under the protection of the state.  

 Adam Smith, The Wealth of         
                               Nations, 1776 
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Figure 2. Federal Revenue Collection and Expenditure Outlay for 
Three Key Years as Percent of Gross Domestic Product (GDP) 
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Table 1. Regression-line Indices for Personal Income for Federal plus State and Local Revenue Sources, 
1950, 1993, 2000, and 2005 
             Estimate of 
                           Re Adjusted Gross Income__________   Total Income                     
Level of Government   1950  1993  2000  2005  2005

1/
 

 

Total Federal Revenue  5.19  1.56  1.28  1.25  0.97 

 Individual Income Tax 11.49  6.47  6.22  5.17  5.07 

 Retirement Payroll Taxes  0.40  0.31  0.29  0.26  0.22 

 Service Charges & Excises  0.21  0.20  .20  0.19  0.16 

State and Local Revenue   0.70  0.43  0.40  0.36  0.29 

Total, Federal + State-Local 4.20  1.09  0.90  0.79  0.63 

1/
 Includes income that was earlier taxed as adjusted gross income and is now taxed as capital gains. 

 
Table 2. Lagged Data Multiple Regression Equations (R

2
1.23) that Variously Incudes Years 1942-1943 though 

Estimates for FY1912-FY2013: N= 66 with the last equation at 65 
         Lagging Federal 
           Revenue and  
     Lagging GDP Current Year        Expenditures    
  Current Year    R

2
1.23 = .704 

      
  Lagged one year,  R

2
1.23 = .766      R

2
1.23  = .433 

  Lagged two years, R
2

1.23 = .467      R
2

1.23 = .590 
  Lagged three years, R

2
1.23 = .488      R

2
1.23 = .358 

  Lagged four years, R
2

1.23 = .700      R
2

1.23 = .304 
  Lagged five years, R

2
1.23 = .285      R

2
1.23 = .318 

∑  =      3.410         ∑  =          2.707                                                   

______________________________________________________________________________ 
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Equation No. 1. Increase/Decline of Gross Domestic Product (GDP) from the Previous Year as 
a Function of the Increase/Decline of Federal Revenue and Expenditures  (Current $Billions), 
1946 through FY2011 (N = 66)1/ 
 
Gross Domestic Product     Revenue  Expenditure 
 
      r =          .721       .178 
 X1 as function of            (       X2  +        X3         ) 
 
      rij.k   =     .833        .618 
      r2

ij.k  =     .694        .382 
R2

1.23 = .704 
R1.23   = .839 
__________ 
1/ For the earlier years gross national product (GNP) is converted to GDP using the ratio for the 
years in which both measures of the total economy are available, 1959-1987. The average 
difference between GNP and GDP is less than one percent. GDP is 0.7197 percent larger than 
GNP (1.007197 times GNP) (CEA, Economic Report of the President, 1991, 1996, 2012) 
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Appendix Figure 2.  Change in Effective  Federal Individual Income Tax 
Rates for the Lowest Half of Federal Tax Returns as Percent of AGI (those 

with $31,000 AGI or less) in 2007 $ Constant for 1950, 1980, and 2007  
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2007 constant dollars. (1991 and 2011 Economic Report of the President) The upper

limit of the income of the bottom 50 percent of tax returns with positive AGI is

$31,000. Half or about half of all tax returns for 1950 to 1980 experienced an increase

in tax rates by 2007. Tax returns for taxpayers with more than $31,000 AGI received

a reduction in tax rate at a given AGI level.  
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Appendix Figure 3.  Major Federal Taxes as Percent of Revenue, by 
Decade, 1900 through 2010 plus Estimate FY2011-FY2013 
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Appendix Table 1. Estimated Incidence of Taxes and Other Revenue on Business and Personal 

                                       Income and Wealth 1950-52, 1981 and 2005 
   

        

  
                      Percent Incident                       

  

  
On Business 

 
On Personal 

   Federal: 
       1950-52 
 

37.1% 
 

62.9% 
   FY1981 

 
32.9% 

 
67.1% 

   FY2005 
 

18.7% 
 

81.3%   
     Change 

  
-49.6% 

 
          +29.3% 

 

        State & Local 
       1950-52 
 

45.7% 
 

54.3% 
   FY1981 

 
43.1% 

 
56.9% 

   FY2005 
 

28.1% 
 

71.90% 
      Change 

  
-38.5% 

 
         +32.4% 

  

        Federal, State, & Local 
       1950-52 
 

39.4% 
 

60.6% 
   FY1981 

 
36.8% 

 
63.2% 

   FY2005 
 

23.4% 
 

78.6% 
      Change 

  
               -40.6% 

 
         +30.2% 

  

         

Source: Stephens 2009 
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Endnotes- 
 
i  This paper is based on several statistical models of federal and state-local finances developed by the 
author over a number of years; models based on data collected by various federal agencies.  
 
ii  This uses a conversion of gross national product (GNP) to gross domestic product (GDP). Data used 
for the 
conversion are years 1959 through 1989 when data for both GNP and GDP are available. The ratio is 
1.007197; GDP averages less than one percent larger than GNP, a difference that does not seem of 
great importance with respect to this research (CEA, Economic Report of the President 1991 and 2012). 
 
iii
. Data for conversion to constant dollars use implicit price deflators for 1982 and before for the post-war 

period and 2008, before and after for the second (CEA 1991 and 2012). It is the only COLA available for 
1946 through FY2011 (CEA 1991, 1996, and 2012). 
 
iv  Data in this article comes almost exclusively from government publications by the Bureau of the 
Census (Census), the Office of Management and Budget (OMB), U. S. Treasury (Treasury), and the 
President’s Council of Economic Advisors (CEA). 
 
v  Tax expenditures are tax incentives that are supposed to promote some supposedly desirable activity 
such as the deductible interest on home loans supports home ownership or tax abatements for business 
that are supposed to support economic development. 
 
vi  In the two instance that I tried it, it makes little or no difference whether I use $billions or percentage 
carryover. The results are almost identical. 
 
vii  A simple line chart shows absolutely no relationship between the two columns of lagged data. 
 
viii The actual average paid in by the top one percent of tax returns in the later 1940s, early 1950s over 
their entire range of estimated gross income was 31 percent. Over the top one percent’s range of income 
for 2007, it averaged 16.5 percent when the reduction of the capital gains rate for the top one percent of 
tax returns is taken into consideration for comparability to the 1950s (Census, Abstract 1953; Tax 
Foundation, 2010-2012).  
 
ix This nation seldom alters the jurisdiction of existing governmental units at any level. We try to solve 
problems by the addition of governments or agencies. 
 
x It should be noted that the number of largely single-purpose school districts (some also provide libraries) 
declined from 108,579 to 13,051 between World War II and 2007 through consolidation, but their function 
did not change. Evidence indicates that the rich districts consolidated with rich districts, middle-class with 
middle-class, and poor districts with poor districts so the results did not change their respective role in the 
federal system (1957 and 2007 Census of Governments, USGPO, Vol. 1.  
 
xi The current capital gains tax is a maximum of 15 percent. That doesn’t mean the taxpayer pays 15 
percent, because it is 15 percent of what they would pay at the rate of their income taxable income which 
has a maximum of 35 percent. 
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Introduction 
Institutional, departmental, and program level assessment continues to be an area of 
importance for accreditation purposes.  The goal of many institutions is to implement a 
clear and practical multilevel guide for assessment that is sustainable and usable over 
time.  One critical but challenging area of assessment is following program alumni after 
they graduate.  As Tom and Leung (1996) explain, although many measures exist for 
determining the value of a four-year degree, one valid measure is the career success of 
the alumni.   
The information collected from alumni is important in several areas.  Alumni career 
success serves as a measurement for both a university’s success and a university’s 
prestige (Tom &Leung, 1996).  Therefore, tracking the success of alumni will continue to 
be a focal point for both assessment and marketing.  An alumni tracking system is 
important at the institutional, the departmental, and program levels.  This paper will 
provide a brief description of the importance of alumni tracking, steps to be used in the 
development of an alumni tracking questionnaire, steps for the implementation of an 
alumni tracking system, examples from a current alumni tracking system, and 
challenges associated with tracking program alumni. Examples of using technology as a 
tool for creating, implementing, and maintaining the alumni tracking system will be 
noted. 
The Importance of Alumni Tracking 
The importance of alumni tracking can be categorized into three main areas; the 
success of a school or program; assessment purposes; and, assistance with current 
students.  Often the success of a university is measured by its graduates.  “Knowing the 
career that alumni enter after graduation and tracking their careers over time at five, ten 
and fifteen year intervals, for example, can be a feedback mechanism for the institution 
to determine how well it has served former students and how well it is meeting the 
needs of current students,” (Tom & Leung, 1996, p. 2).  Student achievement and, 
ultimately, school effectiveness, traditionally have been based, “on anecdotal evidence, 
word of mouth, and the success stories of alumni, as well as a few standardized tests,”  
(Skipper, 2004, p. 2).  In addition to standardized test scores, school effectiveness and 
student achievement can be measured in other ways including tracking graduates 
(Skipper, 2004).  The information collected when tracking program alumni then 
becomes a strong indicator of the overall success of a school or a specific program. 
Secondly, a growing desire for clear measurable outcomes for assessment purposes 
has resulted in an increasing focus on follow-up data from alumni to determine the 
success and performance of students following graduation (Skipper, 2004).  Nationally, 
alumni tracking systems have become a critical piece of program and institutional 
assessment.  In ‘Assessment Clear and Simple’, Barbara Walvoord lists the three basic 
steps of assessment as, “articulate your goals for student learning, gather evidence 
about how well students are meeting the goals, and use the information for 
improvement” (Walvoord, 2004, p. 3).   Evidence in the form of both direct and indirect 
measures can be utilized to gather information on how well students and graduates are 
meeting goals of the program, department, college, and university.  Walvoord explains, 
“indirect measures include asking students or alumni how well they thought they 
learned, tracking their graduate school or job placement rates, and so on,” (Walvoord, 
2004, p.3).  Determining the success and location of graduates provides important 

205



information for assessment plans across the university.  Collected data from recent 
graduates can ultimately be used to guide program development, the addition of new 
programs, and necessary curriculum changes. 
Finally, current information and easy access to the occupations of alumni can be a 
valuable resource for current students (Tom & Leung, 1996).  For example, alumni may 
be willing to participate in university sponsored activities such as career and internship 
fairs.  Alumni could potentially serve as career consultants and advisors for current 
students.  Alumni may also serve as a vital resource of information when considering 
program and course offerings and changes to better prepare students for success in 
their chosen career (Tom & Leung, 1996).  Often there are program and university 
alumni in various demographical areas.  These graduates can assist locally with 
students in addition to students who are interested in opportunities elsewhere.  Alumni 
are generally proud to be an alumnus and immediately establish a common connection 
with current students at their alma mater.  Most alumni are willing to provide assistance 
and give back to the program from which they graduated.  Identifying the location and 
career path of the alumni will ultimately provide networking and mentoring opportunities 
with current and future students. 
Development of an Alumni Tracking Questionnaire 
The development of an alumni tracking questionnaire is centered on creating a thorough 
and usable survey instrument.  The alumni tracking system should be developed in a 
way that provides meaningful and useful information to the school or program (Skipper, 
2004).  The selection and use of a technology system available at the specific institution 
will provide easier implementation of the survey in the following years.  The survey 
instrument should include questions to address location, profession, and job position of 
alumni.  The survey should also include questions to assist with potential programmatic 
changes.  According to Walvoord (Walvoord, 2004, p.4), “Alumni and student 
questionnaires can also identify behavior such as volunteer service, civic participation, 
or lifetime learning practices that exemplify the values the institution hopes to instill.”  
The information collected should assist universities and programs in determining 
whether student’s exhibit signs of what administrators and faculty hope they are 
learning.  The results will also allow university, department, and program mission 
statements to be regularly reviewed to determine if the mission statements are 
realistically describing what is happening with students (Walvoord, 2004, p. 4).  As 
Walvoord explains, “The indicators help keep us honest, rather than allowing us to go 
on composing blue-sky mission statements with no anchor to the reality of what is 
happening with our students,” (Walvoord, 2004, p. 4). 
There are several areas of focus for questionnaire development.  Potential areas 
include asking student questions about how well they believe they learned about 
student independence, awareness of social problems, identifying moral and ethical 
issues, placing current problems in perspective, relating to others, evaluating and 
choosing courses of action, and formulating original ideas and solutions (Walvoord, 
2004, p. 4).  Affective elements and attributes must also be considered.  Capturing data 
which reflect areas of honor, leadership, and service will provide essential feedback for 
programmatic elements (Skipper, 2004).  The selected questions should ultimately be 
the decision of the faculty involved in the department or program.  The questions should 
be developed and selected with consideration as to how the data will be used after.  
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Additionally, for peer institution comparisons, nationally normed instruments are 
available and can be useful (Walvoord, 2004). 
Implementation of an Alumni Tracking System 
Following the development of the survey instrument, the first step in implementing an 
alumni tracking system is to locate a complete list of recent program alumni. Many 
universities and programs have alumni groups and communities already formed.  
University offices including alumni relations, the registrar’s office, and if available, an 
office of institutional effectiveness or research could potentially be a great place to 
begin.  However, the challenge of maintaining a complete alumni database can be 
daunting.  Many universities and colleges provide permanent email addresses to 
students.  If this is the case, it becomes important to determine if each student is 
utilizing the university issued email account.  Another idea is to develop a web 
newsletter and an opportunity for networking which encourages alumni to submit current 
information about their experiences following graduation (Ingram, Haynes, Davidson-
Shivers, & Irvin, 2005).  These networking tools ultimately establish a continued 
connection with alumni. 
As alumni tracking systems are developed and implemented, a method for continuous 
data collection must be established.  One important consideration is allocation of human 
resources (e.g. graduate assistants or others) for gathering, recording, and maintaining 
alumni information (Ingram et al., 2005).  Deciding who will launch the questionnaire, 
when it will be launched, and how often it will be administered are also important factors 
to consider.  For use of data in answering longitudinal questions, the data must also be 
maintained in a systematic format year after year (Ingram et al., 2005).  The systematic 
format must be electronic and readily available for updates and implementation.  These 
considerations can be a challenge initially; however, they are crucial to the success of 
the alumni tracking system over time. 
Examples from a Health Sciences and Human Performance Department 
The Health Sciences and Human Performance (HSHP) department at The University of 
Tampa includes five majors: Adult Fitness; Allied Health; Athletic Training; Physical 
Education; and Public Health (http://www.ut.edu/healthandhumanperformance,2013).  
Each specific major includes individual program goals, however, all five majors function 
within the common HSHP department goals.  The majors also include programs 
accredited by a major accrediting body and programs that do not have accreditation.  
The consensus of the department faculty was to develop one common alumni 
questionnaire to track graduates.  The development of an alumni tracking system in the 
HSHP department arose first for the purpose of assessment and accreditation.  The 
second purpose of the alumni tracking system was to provide information for the 
development of programs and curricula.  The intent was that the alumni tracking system 
would ultimately produce a comprehensive alumni database including location and 
occupation information of alumni.  The faculty within the department was continuously 
asked questions by prospective students about their graduates.  These questions 
included:  What do your program graduates do following graduation?  How many 
graduates are accepted into professional or graduate schools?  What percentages of 
graduates pass their licensure or certification exams?  These questions along with the 
need for graduate tracking for assessment purposes prompted the beginning of a 
department wide alumni tracking system. 
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The initial challenge for the questionnaire development and implementation included 
locating contact information for HSHP department alumni.  First, a list of graduates for 
the past five years (2007-2012) was obtained from the University registrar’s office.  A 
second list was collected from the Office of Alumni Development.  The two lists were 
then merged together to form one complete database.  The updated list was then 
circulated to department faculty for any additional information.  In several cases, faculty 
had contact with students (via social media and other forms of technology) following 
graduation and provided updated information on location and current email addresses.  
The decision was made to send the questionnaire by email.  Beginning in 2010, the 
University of Tampa issued email addresses to students that would never be deleted or 
expire.  However, some students would have their University of Tampa email forwarded 
to another email account.  The goal of the faculty was to confirm as many correct email 
addresses as possible.   
The questionnaire was then developed in an electronic format with input from each 
faculty member.  Larger discussions about what information was to be asked were 
conducted at monthly department meetings.  Between meetings, the department 
assessment liaisons worked on the initial drafts of the questionnaire to be circulated to 
all department faculty for comments and suggestions.  The questionnaire was centered 
on four main areas:  demographic information, satisfaction of specific listed aspects of 
the educational experience, the extent to which the degree program prepared graduates 
for their current position and responsibilities, and specifics about what graduates did 
following completion of their degree program and graduation. Part I, the demographic 
section, included questions on gender, semester and year of graduation, along with 
major, minor and concentration areas.  Part II included satisfaction questions on the 
overall educational experience, in addition to the quality and availability of courses, 
faculty, and advising.  Part III assessed degree preparation in the areas of 
communication (oral and written), reasoning skills, knowledge, use of scientific 
literature, use of technology, and the ability to collaborate.  The final section, Part IV, 
included questions pertaining to what the graduates did following graduation.  Questions 
were asked about graduate school, employment, and if their current position was 
related to their degree program.   If their current position was not related to their degree 
program, participants were asked to explain why.  A pilot study of the survey was then 
conducted by three HSHP faculty with students. 
The questionnaire was created in on campus electronic survey delivery system called 
Class Climate, (http://survey.ut.edu/classclimate/indexeva.php, 2013) and was launched 
during spring 2013 semester.  The future plan is to have the HSHP department 
administrative assistant along with the department graduate assistant launch the 
questionnaire and collect the data.  The electronic survey delivery system includes 
reminders that are sent to students who have not completed the survey following a 
specified time period.  The initial launch included all graduates from the department 
during 2007-2012.  Following the initial launch, the questionnaire will be launched to 
alumni at one and five year intervals following graduation.  Since many graduates 
change positions and locations within the first few years following graduation, the 
longitudinal collection of data is important to demonstrate long term program success. 
Challenges 
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Challenges exist with developing and implementing an alumni tracking system.  The 
initial challenge is creating and maintaining a complete database of program alumni.  
While several campus offices may have a list of recent graduates and their contact 
information, it is time consuming and difficult to locate up to date information on all 
graduates.  Utilizing technology and human resources will assist with this task.  The 
second challenge of an alumni tracking system is maintaining continuous 
implementation.  A point person for annual launching of the questionnaire, maintenance 
of the alumni database, and data collection is crucial for longitudinal effectiveness.   
Conclusions 
In conclusion, tracking the success of alumni will continue to be essential to assessment 
procedures and marketing of programs for potential students.  The development and 
implementation of an alumni tracking system, however, does have challenges and 
requires time and continuous management.  However, using technology to create the 
questionnaire, maintain a comprehensive list of alumni, and implementing the alumni 
tracking system is critical to the success and sustainability of the system.  The 
importance of this time intensive task is explained by Charles Skipper, “the alumni data 
collection process can be a powerful tool for the internal audience of independent 
education and for its accrediting agencies, “ (Skipper, 2004, p.2).Longitudinal data 
collected from tracking alumni will also continue to be a source of information for 
programmatic changes, creation of new programs, and the success of graduates.  
Additionally, connecting with alumni can ultimately benefit current students at the 
specific university.  Therefore, the overall conclusion of developing an alumni tracking 
system is that, “alumni tracking and the subsequent development of a strong community 
between alumni and the program will help connect academic theory and practice to 
successful contributions in society,” (Ingram et al., 2005, p. 15). 
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Abstract 
The authors analyzed differences in self-concept betweenorphaned adolescents living 
in Molo, Kenya andthose of a lower socio-economic status living in Smyrna, Georgia in 
the United States.  The N of adolescents was analyzed using a revised self-concept 
scale.  The scale rated self-concept on perceived appearance, athletic ability, peer 
acceptance, scholastic aptitude, and conduct morality.  The adolescents were 
questioned on future educational goals and career goals.  The adolescents from Molo, 
Kenya expressed higher career and educational goals as compared tothe children in 
Smyrna, Georgia.  The Molo adolescents also displayed higher levels of self-concept in 
physical appearance and scholastic competence.  There was not a significant difference 
in the other areas measured.  Based on this research study,findings suggest that there 
is not a significant difference in self-concept based on geographical location.    

Keywords:  adolescents, orphans, self-concept, differences, goals 
 

The interestin this researchbegan while planning amissions’ trip to Kenya.  While 
working as an advisor, it wasmy experience that the majority of African students had 
goals to be a doctor or lawyer.Could these professional aspirations be due to cultural or 
personal expectations?  Multiple theories of self-concept assume that we often see 
ourselves based on how others’ view us(Cast, Stets, & Burke, 1999).  However, 
scholastic competence and peer acceptance play vital roles in the development of self-
concept among adolescents(Hadley, Hair, & Moore, 2008). Previous research indicates 
thatthere is a direct correlation between self-concept and scholastic competence (how 
well they perform in school), peer influence and conduct/morality (behavior).   

Collective theories of self-concept assume as fact that individuals combine 
others’ assessments of them into their own autonomous perceptions (Molloy, Ram, & 
Gest, 2011).  Scholastic competence and peer acceptance are a key component in the 
development of adolescents in self-concept.  Research has shown a direct correlation 
between self-concept and peer influence, scholastic competence, and conduct/morality 
(Ma & Schoeneman, 1997). 

The purpose of the study is to investigate which group had the higher level of 
self-concept.  Would it be the African females living in an orphanage, or would it be the 
American females raised in a lower socio-economic status (SES).  What role will the 
geographic location play in how they define themselves?  Learned industriousness was 
a concept created by Robert Eisenberger & colleagues (Chance, 2009), which teaches 
people not to give up.  Questions to research in future investigations should be centered 
on the educational process of the girls.For example,should we begin teaching the 
importance of self-concept at a young age in order to raise more secure and confident 
women?  Does socio-economic status and geographical location contribute to self-
concept in a positive or negative direction? Canlearned industriousness be incorporated 
to increase self-concept during the critical period in adolescence? 

In conclusion of this research, we expect to identify key steps in the development 
of higher levels of self-concept in adolescents, which contributes toward women with 
high self-esteem.  We hypothesized that the adolescents in Kenya would have a higher 
self-concept due to cultural and personal ambitions and lack of resources.  We also 
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hypothesized that the adolescents in America would have a lower self-concept due to 
the westernized culture and the oversupply of resources.Upon completion of the study, 
the hypothesis was rejected and there was no statistical difference in self-concept 
amongst the two groups of adolescents.  
Method Participants 

The participant researchpool forthisstudy consisted of an N of 17 adolescent 
females.  There were 10 females living in Molo, Kenya and 7 females living in the 
Smyrna, GA, U.S.A.  All were currently attending school and the grade range was 
between 4th through 8th grade.  The Kenyan females were attending Crest Academy in 
Molo during the time of the study.  The American females were attending the Greater 
Grace Community summer camp in Smyrna, GA. during the time of the study.  Results 
were analyzed using SPSS. 

The first group of research participants was orphaned adolescent females living 
in the town of Molo, Kenya.  The second group of participants was adolescent females 
from a lower socio-economic status (SES) living in the town of Smyrna, GA.  The goal 
was to find participants of a lower SES from both continents.  I wanted to know if the 
poverty would have an effect on their self-concept in the areas of appearance, athletic 
ability, peer acceptance, scholastic aptitude, and conduct/morality. 
Materials and Procedure 

The N of adolescents was analyzed using a revised self-concept scale.  The 
scale rated self-concept on perceived appearance, athletic ability, peer acceptance, 
scholastic aptitude, and conduct morality.  In addition, the adolescents were questioned 
on future educational goals and career goals. 

The demographic questions provided a background of their age, race, current 
grade, sibling contact, access to a trustworthy adult, weekly school attendance, 
extracurricular activities, belief in God, church attendance, college goals, and future 
career goals.  All of the Kenyan females they planned to attend college and all chose 
future careers as a doctor, lawyer, teacher, banker, or journalist.   
The majority of the American females reported they planned to attend college and their 
future career goals consisted of various jobs in which the majority did not require 
anything more than a 4-year degree, such as medical assistant. 
Results 

Results were calculated using an Independent-samples t test in SPSS.  The 
results were as follows: t(15) = -1.26, p > .05  (Scholastic competence), t(15) = 2.25, p = 
.04  (Educational goals), and t(15) = -1.09, p > .05  (Physical appearance).  Based on 
the hypothesis, on average there was not a significant difference between adolescent 
orphaned girls from Kenya and lower socio-economic status girls living in the U.S.  

Discussion 
 Limitations were based on the lack of information available for the orphaned 

girls, such as detailed informationaboutthe parents or the amount of time living in the 
orphanage.  Future research should be focused on self-esteem and identifying an age 
to begin intentional steps towards increasing self-concept in female adolescents. 

Future studies on self-concept would be key to the development of adolescents 
in areas such as self-esteem.  This intentional focus would be most beneficial in 
organizations such as the Girl Scouts of America and the Girls Club of America.    
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American Jews responded to the Holocaust after World War II in various ways 
such as providing relief for Jewish refugees and relocating displaced persons from Nazi 
camps.  Scholars discuss the response of the American government and Jewish 
community to the Holocaust during World War II yet there has not been nearly enough 
regarding the response in the post-war era.  Scholars such as Peter Novick, Deborah 
Lipstadt, and Lawrence Baron argue that there was a lack of Holocaust consciousness 
amongst American Jews between 1945 and 1960.  However, the 1960s experienced a 
rise in Holocaust awareness throughout the American Jewish and non-Jewish 
community.  In reading the secondary and primary sources, I developed several 
questions such as why were the 1960s such a ripe time for the growing consciousness 
of the Holocaust?  Why the delay in time from 1945 to 1960 in generating popularity 
around the subject of the Holocaust?  However, the most striking question not 
adequately discussed by scholars is: Why was there little emphasis on Holocaust 
education in the American Jewish community between 1945 and 1960?In the 1960s the 
United States encountered a surge in the development of Holocaust education as a 
result of the social and cultural changes occurring within the Jewish community and 
larger society. These social and cultural changes intersected with the duplication of 
information and scholarship on the Holocaust, changing priorities of American Jewish 
organizations, pedagogical debates, and the Eichmann trial to create greater awareness 
of and commitment to the need to educate young people about the Holocaust. 

The first section of the essay will highlight the lack of emphasis on Holocaust 
education in America before the 1960s through the activities of American Jewish 
organizations and leaders.  The second section will explore how social and cultural 
changes within the American Jewish community and society intersected with other 
factors to explain why Holocaust education was neglected before the 1960s and what 
jumpstarted it during the sixties.  The social and cultural factor involves a change in the 
reluctance to speak about the Holocaust and the stress on positivism and heroism in 
Jewish Education in the 1950s to the exposure of the catastrophe and implementation 
of Holocaust education in the 1960s. The Eichmann trial, emphasizes the popularity of 
the trial in the American media sparking a newfound interest in the Holocaust which 
results in new courses and programs.  The duplication of information factor highlights 
the rapid growth of Holocaust literature and curriculum in the 1960’s.  Changing 
priorities concerns the shift of the American Jewish agenda from material aid to Jewish 
refugees and promotion of Hebrew language in the fourties and fifties, to Holocaust 
instruction in the sixties.  The last factor, pedagogical debates aspect explores the 
intricacies of how and what to teach regarding the Holocaust which cause the delay in 
the development of Holocaust textbooks and curriculum.  

Evidence of these factors are revealed in primary sources from American Jewish 
organizations and leaders in the post-war era and secondary sources.  Newspapers 
such as the New York Times, the Jewish Advocate, the Jewish Exponent, and the 
Jewish Telegraphic Agency were carefully selected in connection to the topic of 
Holocaust consciousness and education in America between 1945 and 1970, which are 
dependable news sources. The stories and information in the newspaper articles line up 
accurately with the manuscript data of the activity and efforts of the American Jewish 
organizations during the post-war period. The manuscript collections housed in the 
Center for Jewish History in New York City contained abundant folders of 
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correspondence, minutes, speeches, pamphlets, brochures, and publications from 
American Jewish organizations and prominent Jewish individuals during the post-war 
period. Comparing the manuscript files from 1945 to 1960 to the files on 1960 to 1968 
manifests the shift in priority and focus on the intellectual and educational response to 
the Holocaust.  The sources exhibit proof of scholarly works and textbooks on the 
Holocaust not coming to light until the 1960’s in the United States.  Moreover, the Board 
of Jewish Educations records from 1945 to 1970, is the most important primary source 
of all.  The Board of Jewish Education records reveal no activity on the Holocaust as far 
as events, promotions, programs, or Holocaust curriculum for schools and teachers 
between 1945 and 1960.  However, in the files between 1960 and 1970, there are 
records of Holocaust programs, courses, textbooks, and how to teach the Holocaust.  
As a whole, these documents portray the lack of Holocaust education before the 1960s 
and allude to the social and cultural changes sparking the emergence of Holocaust 
education in the sixties. 

The secondary sources demonstrate the popularity of the Holocaust in the press, 
publications, programs, and courses on the Holocaust in American universities and 
Jewish high schools in the 1960s.  However, few scholars focus on the absence of 
Holocaust education in America before the 1960s.  For example, Deborah Lipstadt’s 
article “America and the Memory of the Holocaust” mentions that there were no courses 
on the Holocaust before 1960, but it does not elaborate further.i  Before the 1960s, 
Hasia Diner argues that American Jews discussed the Holocaust through survivor 
stories, sermons, and liturgy in synagogues, and commemorating those who perished, 
but makes no reference to Holocaust instruction.ii  Nonetheless, there are some 
scholars such as Thomas Fallace and Marcia Sachs Littell that specifically discuss the 
emergence of Holocaust education in post-war America.  Fallace and Littell are 
concerned with the gentile community and American public schools. However, the 
American Jewish community and Jewish schools is the focus of this study.  In addition, 
Fallace and Littell provide reasons for the rise of Holocaust consciousness in America, 
but they do not explain in depth the delay in Holocaust education until the 1960s.   

The manuscript collections from Jewish organizations, conferences, and leaders 
demonstrate the scarcity of attention towards Holocaust education in the American 
Jewish community before the sixties.  Harold Debrest, a prominent Jewish journalist and 
leader during the post-war era in America, in his weekly column called the 
“Remarkables” in the Jewish Forum, wrote about noteworthy people and events.  In a 
1946 column, Debrest featured a letter he wrote to Governer Herbert Lehman of New 
York articulating the meager efforts by Jewish and American leaders in assisting Jews 
in Europe.  Debrest cried out to Lehman that there are “still 100,000 Jews in the 
concentration camps in Europe” and the leadership should rise to the occasion.iii  
Another column in the “Remarkables,” written nine years later in 1955, entitled “Lo 
AlmanYisrael” (Israel is not forsaken) Debrest called upon the United Nations to help 
displaced Jews and refugees in Europe.  He commended Israel for standing up to the 
United Nations and “protesting against the threat of annihilation to the refugees from 
Nazi-land who managed to establish a Makom Miklat(a place of refuge) in the land of 
their fathers after seeing millions of their brethren slaughtered.”iv  Harold Debrest wrote 
many other columns between 1945 and 1960 that contain similar topics but none 
mention anything pertaining to Holocaust education or efforts to push instruction in this 
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area.  As one can see, Debrest advocated strongly for assisting displaced persons, 
refugees, and Israel, but not Holocaust education until the 1960s. 

The Jewish War Veterans of the United States, an American Jewish 
organization, does not address Holocaust education until the 1960s.  The Jewish War 
Veterans wrote a letter to the Department of Commanders on December 29, 1949, 
urging all Jewish organizations and Jewish War Veteran units to act upon the threat of 
resurgent German nationalism in fear of a revitalization of German anti-Semitism.v  The 
Jewish War Veterans sent similar letters in the same year and subsequent years in the 
1950s reiterating this issue of German nationalism and traces of assistance to displaced 
persons and Jewish refugees in Europe but make no reference to Holocaust education.  
Conversely, in the 1960s, the Jewish War Veterans began to focus on Holocaust 
Education.  At the turn of the decade, The Jewish War Veterans sent letters to different 
Jewish organizations titled “The Real German Issue,” which addressed the need to 
educate American children about the Holocaust.  Most American school children were 
taught the basics, including that Hitler was a dictator who initiated World War II, but 
“their texts do not go into the full extent of the persecutions of the Jews.”vi  Thus, in 
1963 the Jewish War Veterans  pushed for more funding in the area of Holocaust 
education.vii  Later that year, Jewish Veterans in their 68th Annual Convention in 
Washington D.C on August 4, 1963 urged the Senate to take measures on the 
prevention of genocide by educating others and making sure war crimes are punishable 
to the full extent.  Furthermore, the Jewish War Veterans clearly did not promote 
Holocaust education until the sixties.  

Other Jewish organizations and conferences that influenced the evolution of 
Holocaust education in America included the Jewish Labor Committee, American 
Jewish Conference, and the Conference on Jewish Material Claims against Germany.  
Between 1945 and 1960, members of the American Jewish Conference and Jewish 
Labor Committee frequently requested relief for Jewish refugees and setting up 
committees in other countries to help.  The Conference on Jewish Material Claims 
against Germanyalso advocated for aid to Jewish refugees but is more concerned with 
obtaining restitution and reparations from Germany for Jews who were persecuted by 
the Nazis. However, in 1962, the Conference on Jewish Material Claims against 
Germany allocated thousands of dollars to several Jewish organizations and institutions 
to support their educational projects on the Holocaust.  Some of these awards included 
“11,000 dollars to the United Hungarian Jews of the United States in New York to 
publish a volume on Neo-Nazism and its origins in Hungary.  The World Union for 
Progressive Judaism in New York was awarded 8,000 dollars for a project on a volume 
titled “Nazi persecution of the Jewish People” intended for the teenage reader.”viii  Once 
again, one does not see the weight of Holocaust education until the 1960s.   

Nevertheless, the most important American Jewish organization that accentuates 
this gap in the development of Holocaust education in America between 1945 and 1960 
is the Board of Jewish Education.  The Board of Jewish Education made no effort to 
promote or develop anything related to Holocaust education between 1945 and 1960.  
For example, the 6th annual exhibition on art in Jewish education “The March of Jewish 
History” from March 30 to May 15, 1949 at the Jewish Museum in New York City 
covered topics such as the Babylonian Exile, Prophets of Israel, Persian Period, 
Russian Jews in America, State of Israel, and Emancipation, but left out the Holocaust 
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or Nazi destruction of European Jewry.ix  The Hebrew Culture Club a division within the 
Board of Jewish Education distributed numerous flyers on Jewish dancing, music, art, 
and Hebrew.  In addition, the Hebrew culture council sent out lists of approved 
textbooks on Modern Hebrew, Hebrew literature, and elements of Hebrew for day and 
evening schools, yet no texts or programs concerning the Holocaust.x 

Events and promotions in the 1950s followed the same pattern in not referencing 
the Nazi destruction of European Jewry as the Board of Jewish Education advertised 
Jewish art, Bible, Hebrew language, and ancient history.  In preparing the 7th annual 
exhibition at the Jewish museum in New York City from March 22 to April 30, 1950, the 
Board featured an eclectic collection of Jewish art on the Bible, Prophets, ancient 
Jewish history, and holidays.  Similar to the 6th annual exhibition, there was no inclusion 
of art in Modern Jewish history. Moreover, the Board of Jewish Education did not 
incorporate teacher workshops or courses on Holocaust education in teacher training 
and curriculum planning programs in the 1950s.  For example, the Jewish Education 
Committee of New York offered classes at the Herzl Institute in New York City on 
Jewish school teacher and principal workshops in 1956.  The teacher and principal 
workshops focused on classroom policies and educational techniques.  In addition 
specialized courses were offered on Dance Education, Dramatics, Early Childhood 
Education, Jewish Chorus, Jewish Art, and several others, excluding Holocaust 
education.xi 

However, in approaching the manuscript files on the 1960s there is sufficient 
evidence of Holocaust education making its way onto the agenda of the Board of Jewish 
Education.  A popular publication from the Board of Jewish Education in New York City, 
called the Brush and Color in the 1960s, presented articles about the activities of Jewish 
camps and schools throughout New York.  In the fall of 1961 at Camp Harlam in New 
York City, children and teenagers discussed stories related to the Holocaust with their 
counselors.  One of the stories mentioned was about “Rabbi Leo Baeck leading the 
German children to safety,” which referred to the German Jewish children saved during 
World War II by a prominent Jewish leader who survived the Holocaust.xii  This is one of 
the first references in the Board of Jewish Education Records to anything related to the 
Holocaust.  The biggest push by the Board of Jewish Education for Holocaust education 
came in 1967 with the 25th Annual Pedagogic Conference in New York.xiii  At the 
Pedagogic conference there were various seminars on how to teach the Holocaust. 
These seminars will be discussed in depth later in the paper under pedagogical 
debates.   
 In addition to the manuscript collections, Jewish and general newspapers 
between 1945 and 1960 confirm the absence of Holocaust Education in the American 
Jewish community. In 1946 Louis Kraft, the executive director of the National Jewish 
Welfare Board, and Jacob Kaplan, president of the American Jewish Press, 
emphasized the importance of Jewish centers in America as “they are especially vital 
today as a result of the Holocaust in Europe…The Centers will be of tremendous aid in 
helping Jewish youth carry forward Jewish group life.”xiv  The centers provided Jewish 
education but concentrated on Jewish values, the Bible, and Hebrew.  In 1947, 
American Jewish organizations joined with CARE (not for profit organization) and sent 
kosher food and supplies to Nazi victims.xv Furthermore, American Jewish organizations 
were politically active as well when, in 1948, the Senate and the House passed a bill 
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allowing a certain amount of Jewish immigrants into the United States from the 
Displaced Camps in Europe.  Several American Jewish organizations denounced the 
bill as “un-American.”   The bill excluded Jews who were located in Baltic States during 
World War II and “denied relief to DP’s who entered DP camps after December 22, 
1945, thus arbitrarily discriminating against 200,000 Jews.”xvi    Three years later in 
1951, over 20 major Jewish organizations gathered together at a conference for 
“Material Claims Against Germany” in New York City in order to claim restitution for 
Holocaust survivors including money and property confiscated by the Nazis during 
World War II.xvii  It was not until the 1960s that the Jewish Telegraphic Agency reported 
developments specifically within Holocaust education such as the significant growth of 
Judaic Courses in American colleges and universities, especially classes on the 
Holocaust.xviii  The director of the National Curriculum Research Institute of the 
American Association for Jewish Education publicized the development of a project 
creating “teaching materials on the period of the Nazi holocaust for students in Jewish 
elementary and secondary schools in 1965.”xix     Nearly three years, later the first ever 
textbook on the Holocaust was published in 1968.  Shortly after the publication of the 
textbook, it was utilized in numerous Jewish high schools and day schools in America.xx 
 Furthermore, various scholars demonstrate the same patterns seen in the 
newspapers and manuscripts in relation to the emergence of Holocaust Education in 
America in the 1960s.  Deborah Lipstadt, in her book America and the Memory of the 
Holocaust, 1950-1965, draws attention to the issue of Holocaust consciousness in the 
American Jewish community in the 1950s.  Lipstadt argues, “There were no more than 
a few commemorations of Yom Hashoah (Holocaust Remembrance Day), or books, 
conferences, speeches, and museums dedicated to exploring the history and 
significance of the Holocaust.”xxi  One of the great scholars in American Jewish history, 
Peter Novick, makes a similar argument that “between the end of the war and the 
1960s, as anyone who has lived through those years can testify, the Holocaust made 
scarcely any appearance in American public discourse, and hardly more in Jewish 
public discourse.”xxii  Both claim that the 1960s saw a rise of Holocaust consciousness 
and efforts to educate the public about the Holocaust in the form of scholarly works, 
novels, television shows, movies, and courses.  Other authors such as Hasia Diner, an 
expert on American Jews and the Holocaust, maintains that Jews showed a 
considerable amount of interest in the Holocaust before the 1960s in “crafting liturgies, 
conveyed emotions, and sermons in synagogues about the Holocaust.”xxiii  Despite 
these efforts, Diner does not mention anything regarding Holocaust education.  
Composing liturgies and sermons in the synagogue were confined to the sanctuary and 
utilized during services, but what about holding classes or programs for synagogue 
members or to the public on the Holocaust?   

Nevertheless, in the 1960s, there was an increased pursuit in the field of 
Holocaust studies with the publication of new books and creation of departments in 
Jewish History and the Holocaust popping up across the United States.  Immediately 
following World War II, Judith Gerson and Diane Wolf contend that “there were few 
public accounts of the Holocaust”, akin to what Lipstadt and Novick argue.xxiv  However, 
by the mid-sixties, more classes appeared on the Holocaust in American colleges and 
universities as Charles Silberman “reported that almost two decades ago (referring to 
1965) there were well over seven hundred courses on the history and the literature of 
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the Holocaust in secular American colleges and universities and that those courses 
attracted more students than any others in Judaic studies.”xxv  Similar to Gerson, Wolf, 
and Diner, Kirsten Fermaglich in her study on early Holocaust consciousness in 
America agrees that it was not until the 1960s that the Holocaust gained momentum in 
American public discourse through discussions, movies, and literature.xxvi  The next 
section will explain the reasons for the lack of Holocaust Education between 1945 and 
1960 and what accounted for its surge in the 1960s.  

The American Jewish community after World War II experienced social and 
cultural changes from the reluctance in speaking about the Holocaust in the 1950s to 
openness in the 1960s.  Many parents in the fifties tried to shelter their children from 
cruel and corrupt things in the world.  Particularly, Holocaust survivors who migrated to 
America protected their children from the horrors of the concentration camps in Nazi 
Europe with silence.  Lucy Steinitz, a child of a Holocaust survivor, and David Szonyi 
put together an impressive collection of testimonies from children of survivors to 
demonstrate the reluctance of parents speaking about the Holocaust in the fifties.  
Steinitz in her introduction states, “I learned through my mother’s facial expressions, 
movements, and references, never to ask questions about the Holocaust.”xxvii  This was 
the unspoken rule in many American Jewish homes not to bring up the Holocaust in fear 
of bringing back memories of brutality and destruction.   

When migrating to the United States, survivors wanted to put everything behind 
them and start a new life.  For some, that meant not talking about their experiences 
during the war and instead retelling happy and positive stories to their friends and 
children.  Steinitz recounts having to teach herself about World War II and the Nazis 
because of her parents silence given that “schools and synagogues have incorporated 
the study of the Holocaust into their textbooks, classrooms, youth activities and 
commemorations only since the 1960s.”xxviii  Steinitz provides group interviews with 
multiple children of survivors who shared similar experiences growing up in their 
households.  Meyer Goldstein, a legal aid lawyer in New York City, told Steinitz in her 
interview that “her father rarely spoke about the Holocaust, only occasionally mentioning 
a certain incident.”xxix  Steinitz responded to Goldstein that her parents did not even tell 
their story about living under the Nazis until the early 1970s.  Dina Rosenfeld, who was 
present during the group interview, provided her own reasons for why their parents 
might have been silent about the Holocaust until the sixties and seventies such as the 
fact that it was too soon to talk about the atrocities.  Many survivors were still 
traumatized by their experiences during the war, repressing their painful memories.  
Rosenfeld told Steinitz and the rest of the group that “after my brothers and sisters were 
killed, I was the new beginning. They were going to forget all the pain, the past, and 
start anew, have faith again, I guess.”xxx  In addition to trauma, American Jews like 
Charlotte Delbo completed the first two volumes of her work Auschwitz and After by 
1947 “but she held onto them until the 1960s, perhaps waiting for a more receptive 
time.”xxxi  This portrays how Americans in the 1960s became more open and willing to 
discuss certain topics that they otherwise would not have talked about in the previous 
decade.  Some Holocaust survivors were also discouraged by guards in the displaced 
camps from retelling their stories. As one interviewee claimed, “After the immediate 
post-liberation period, survivors were often actively silenced: Don’t talk about, hush up 
for your bad dreams.”xxxii 
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Furthermore, Jewish day schools and religious schools concealed the tragedy of 
the Holocaust by focusing on heroic and positive stories throughout Jewish history.  
Curriculum in religious schools and Jewish day schools before the 1960s emphasized 
heroic bible stories, achievements throughout Jewish history, and Hebrew language, 
leaving out the Holocaust.  Thomas Fallace, in his book The Emergence of Holocaust 
Education in American Schools, explains that Jewish educators emphasized heroic 
stories “as a means of instilling a positive identity in their youth and repairing their fragile 
Jewish pride.”xxxiii  In essence Jewish schools were very careful not to disappoint 
children or discourage them from showing their pride in being Jewish by highlighting the 
good and hiding the bad.   

During the 1950s, many Jewish educators stressed that “the purpose of Jewish 
education was to develop an attitude of ready acceptance of the fact of one’s 
Jewishness so that Jews understand and accept their Jewishness as a positive value,” 
of which the Holocaust did the opposite by degrading and demoralizing the Jew 
because he or she was identified as a Jew.xxxiv    However, by the 1960s, Jewish 
educators began to incorporate the Holocaust into their curriculums. Meir Ben-Horin, a 
Jewish educator and scholar, explains that this shift occurred in the 1960s because “it 
was no longer adequate to tell only part of the Holocaust story. Concentrating on the 
heroic aspects of the event (which most religious schools and Jewish day schools did 
before the sixties), he argued, was an effort to apologize, to falsify through unwarranted 
prettification of the record.”xxxv  No longer did Jewish schools tip toe around the subject 
of the Holocaust as the sixties triggered a time of openness, curiosity, and 
experimentation.  Judah Pilch asserts the Holocaust in the 1960s “became a topic of 
immediacy and relevance to our time…not only in the Jewish field, but in the general 
field (meaning secular education) as well.”xxxvi  It was the “immediacy and relevance to 
our time” that attracted not just non-Jews to the subject of the Holocaust but also 
secular Jews who had trouble connecting to the catastrophe.   

Since non-Jews and secular Jews had difficulty connecting to the Holocaust, 
American Jews did not gain much support from the American public in responding to the 
Holocaust.  David Wyman argues that America failed to help during the Holocaust 
because many perceived it as a “Jewish” question rather than a problem for humanity in 
general. Wyman claims that “comparatively few American non-Jews recognized that the 
plight of the European Jews was their plight too.”xxxvii  Thus, between 1945 and 1960, 
American Jews, for the most part, were alone and would have to put forth the effort 
themselves if they were going to educate others about the Holocaust.  In addition, 
secular Jews who lost faith after the Holocaust and were not directly affected by the war 
had difficulty relating the tragedy to their own lives living in the United States.  
Nevertheless, by the 1960s, several prominent Jewish intellectuals completed literature 
that compared the Holocaust to life in America, helping those who could not connect to 
the event.  For example, Stanley Elkins completed his dissertation “Slavery: A Problem 
in American Institutional and Intellectual Life”towards the end of 1959, which compared 
slavery in the United States to the Holocaust.  Elkins analyzes the similarities between 
the concentration camps and SS guards in Nazi Germany to slave owners in America, 
which Fermaglich says “can help us to think anew about the history of American Jews, 
the history of the 1960s, and the significance of the Holocaust in American intellectual 
and political history in the postwar era.”xxxviii  This was especially relevant given the era 
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of racial tension and inequalities between blacks and whites in America and the civil 
rights movement in the 1960s.  For American Jews, these links between the Holocaust 
and slavery provided them with a heightened sense of awareness and willingness to 
learn more about the Holocaust.   

Other analogies between the Holocaust and American culture at the turn of the 
sixties included Betty Friedan’s book The Feminine Mystique, which compared the 
plight of the housewife in America as a prisoner in her own home to the prisoners in the 
concentration camps.  Though this comparison is a stretch, it reached a few American 
Jewish women in “believing her image of dehumanized victims perfectly represented 
their personal lives” and providing them with some sort of connection to the 
Holocaust.xxxix  Psychiatrist Robert Jay Lifton did a comparative study on Holocaust 
survivors and survivors of the atomic bomb in Hiroshima.  One of Lifton’s goals was to 
show others that the Holocaust in Europe set off other Holocausts throughout the world 
such as the bombing of Japanese cities.  Lifton utilized the Nazi destruction of 
European Jewry to “understand problems of violence, technology, and alienation in 
American society.”xl  Many of these different analogies helped young American Jews to 
think about the Holocaust in different capacities and learn more about the event.   

Going back to Elkin’s study on slavery and the Holocaust, it is significant to note 
the widespread involvement of American Jews in the civil rights movement throughout 
the 1960s in relation to their similar struggles during the Holocaust.  The participation of 
American Jews in the civil rights movement is revealed in various sources throughout 
the 1960s.  The Anti Defamation League, an American Jewish organization based in 
New York, published an article in the Jewish Advocate in 1963 entitled “ADL Leader 
Declares Whites Must Understand Negro Resentment,” which urged Americans to join 
blacks in their struggle for equality. The ADL highlighted the fact that American Jews 
since the Holocaust were actively involved in securing rights not just for Jews but also 
for humanity across the nation.  Dore Schary, chairman of the ADL, maintained “what 
affects James Meredith as a Negro affects me as a Jew, and what affects me as a Jew 
affects Catholics.”xli  Moreover, at the 68th annual convention of the Jewish War 
Veterans in 1963, Jewish leaders advocated for not only the protection of Jews since 
the tragedy of the Holocaust but also blacks who have suffered inequalities for many 
years in America, which “stand in diametric opposition to the principles of freedom and 
Democracy which are the fundamental laws of America.”xlii  Jewish agencies and 
leaders appealed to the American Jewish public to stand up and fight against racism 
and segregation given their similar persecutions under the Nazis during the war.  Diner 
draws attention to the activity of “Jewish agencies at the local and national levels that 
became vigorous and highly prominent partners in the civil rights struggle… They did 
this boldly in the name of American Jewry and put the Holocaust into prominent relief 
and made these subjects the focus of programming and education within their 
community groups.”xliii  Therefore, by the 1960s, the Holocaust transformed itself into 
more than just a Jewish tragedy but also a universal issue and topic that drove more 
American Jews and non-Jews to explore and study the history of the Holocaust. 

In addition to the issues of racial discrimination and segregation during the 
sixties, a resurgence of Anti-Semitism appeared in Germany alarming American Jews to 
combat this with Holocaust education.  The Jewish War Veterans documented their 
“concern about recent waves of Anti-Semitic incidents in Germany on Christmas 
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Day.”xliv  Two members of the German Reich party painted swastikas on synagogues in 
Cologne, Germany which brought back memories and visions of the Nazi Holocaust for 
American Jews.  However, the Jewish War Veterans were concerned there were still 
many American Jews especially the youth who did not understand the magnitude of 
these Anti-Semitic events.  This led to a meeting of educators in Washington D.C 
determined to develop curriculum and textbooks on the Holocaust because students did 
not understand the “ideologies of Nazism and Fascism.” xlv 

Another event that opened the eyes of the American Jewish community in the 
1960s was the Six Day War in Israel.  In 1967, the Jewish State of Israel was surprise 
attacked by seven Arab nations, thus facing the threat of annihilation as the Jews did 
back in Europe during the Holocaust.  Marcia Sachs Littell argues that the “Six Day War 
marked the awakening of American Jewish interest in the Holocaust. The realization 
that Jews might be destroyed in their homeland was a strong consciousness-raising 
experience for American Jews.”xlvi  For example, Hannah LevinskyKoevary, a child of a 
survivor, experienced this realization on June 5, 1967: 

My mother’s broken voice awakened me from my deep sleep.  She stood at the 
threshold of my bedroom uttering over again Milcahama (war) Milchama (war) as 
if it were a litany.  Could Haifa be burning? Could Netanya be bombed?  I could 
see on my mother’s face flashes of the past, a memory of what was, thinking that 
it could never happen again or could it?xlvii 

Several American Jews like Hannah’s parents experienced these flashbacks of the 
Holocaust in the face of war and destruction in Israel.  Israel won the war in a dramatic 
military victory, which sparked a sense of pride, security, and comfort amongst 
American Jews and survivors who were now ready to open up their experiences during 
the Holocaust, knowing that they were safe.  The Six Day War also provided new 
connections to the Holocaust for American Jews pushing the desire to learn more about 
the Holocaust and teach others about it.   

In the midst of these social and cultural changes in post-war America, an 
important event occurred that changed the way the American public reacted to the 
Holocaust. In May 1960, Israeli security service agents captured Adolf Eichmann, one of 
the most notorious Nazi war criminals, who organized the deportations of Jews to death 
camps during World War II.  Eichmann was put on trial in 1961 in front of the entire 
world as most newspapers in America featured the trial.  In addition, various American 
telecasts featured the trial.  The last time the Holocaust attracted close to this amount of 
attention in America were the Nuremberg trials immediately following the war.  
However, since the Nuremberg trials occurred right after the war, many survivors, as 
mentioned in the previous section on social and cultural changes, wanted to put 
everything behind them and start a new life.  Thus, by 1961, with the Eichmann trial “the 
survivors, whose wounds had begun to be bound up by the passage of time, now had 
more physical and emotional stamina to demand justice” and openly talk about their 
experiences with others. xlviii 

The Eichmann trial not only affected survivors but also had a profound impact on 
American Jews and non-Jews.  Rabbi Seligson asserted in a New York Times article 
that the Eichmann trial “shook the Jewish community and reverberated throughout the 
civilized world.”xlix  Rabbi Oscar Groner, assistant national director of B’nai B’rith Hillel, 
stated that “for many young students the trial was a first personal awareness of the real 
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horrors of the Holocaust and of the Nazi in history as symbolized by Eichmann.”l  This 
reveals that students were shielded from learning about the Holocaust before the trial 
given the cautious social and cultural atmosphere in the fifties. Furthermore, in 1961, 
the Jewish Telegraphic Agency published an article on the reaction of American 
students to the Eichmann trial, stating that the trial attracted greater attention among 
students on college campuses in America than any other topic in the year prior to the 
trial.  Students across the nation attended lectures, discussions, and film programs on 
the Eichmann trial.  Many students, Jewish and non-Jewish, were “shocked by the 
testimonies from witnesses and Eichmann himself about the realities and horrors of the 
Holocaust, revealing their unfamiliarity with the Hitler period.”li  Thus, the Eichmann trial 
triggered a rise in the Holocaust consciousness of American Jews and a desire to learn 
and take classes on the Holocaust.  In addition, one can see that the mass publicity of 
the Eichmann trial in the 1960s coincides with the social and cultural changes during the 
sixties, which ended the silence of the Holocaust and educated young American Jews 
about the event.    

Furthermore, the change in priorities on the agenda of American Jewish 
organizations and leaders during the 1960s led to the growth of Holocaust education in 
America. The immediate priority for American Jewish organizations after World War II 
included relief to Jewish refugees and displaced persons in Europe and claims against 
Germany for restitution.  One of the many examples of this was a letter sent to the 
American Jewish Joint Distribution Committee in New York from the General Jewish 
Committee in Bergen Belsen, Germany which thanked them for the large shipment of 
shoes for displaced persons in their camp.lii   A report later that year on the activities of 
the American Jewish Joint Distribution Committee in the British Zone listed the 
allocation of supplies to Jewish refugees and displaced persons such as food and 
clothing.liii 

Similar efforts are revealed in the correspondence of the American Jewish 
Conference between 1945 and 1948, which called upon Jewish organizations 
throughout the United States to set up a post-war reconstruction committee.  The 
conference reiterated that the immediate focus should be on the “problems of the 
immediate transition period of relief, restitution of property, repatriation, and 
retribution.”liv  In conjunction with the American Jewish Conference the Jewish Labor 
Committee worked on lobbying politicians and other labor unions such as the American 
Federation of Labor to sign a resolution to lift the immigration quota in America for the 
admission of three to four million Jewish refugees.lv This was a popular topic in Jewish 
newspapers and a top priority on most American Jewish organizational agendas during 
the 1950s in regards to material claims against Germany.  For instance, the U.S. Court 
of Restitution Appeals in Germany granted people who had their property confiscated 
by the Nazis the right to “obtain a judgment against the German Reich for restitution.” lvi  
Other activities on this matter included the formation of an entire conference and 
committee on “Material Claims Against Germany” in New York City.  This is not to say 
that aiding Jewish refugees and displaced persons in Europe should not have been the 
immediate focus of American Jewish organizations and leaders, however the 
importance of Holocaust education got lost in the process.   
 Similar to the political activities of American Jewish organizations Jewish 
Education in America before the 1960s did not stress Holocaust education.  Before the 
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sixties, the Board of Jewish Education in New York placed a heavy emphasis on 
Hebrew language in Jewish and public schools.  Almost every article, pamphlet, and 
brochure disseminated by the Board of Jewish Education promoted or discussed the 
magnitude of learning Hebrew.  If Hebrew language was not the main subject of these 
documents it was the Bible, Prophets, rituals, or Jewish holidays, with no mention of 
anything related to the Holocaust.  Between 1940 and 1949, the Hebrew Culture 
Council stressed the success of Hebrew language in New York public and Jewish 
schools.  For example, the Hebrew Culture Council sent out a pamphlet titled “Good 
News 26 High Schools now teach Hebrew,” which publicized the success of new 
Hebrew courses in Bronx and Brooklyn junior high schools.lvii  The Hebrew Culture 
Council emphasized that learning Hebrew language “inspires children with a new 
appreciation for Jewish culture and helps to prepare them for a richly integrated and 
dignified life as Americans and Jews.”lviii  This relates back to the social and cultural 
atmosphere in the American Jewish community before the sixties which stressed only 
positive subjects amongst Jewish students. Emphasis on Hebrew language by Jewish 
educators continued into the fifties with the development of more textbooks and 
curriculum on Hebrew language, which left out the Holocaust.  The Hebrew Culture 
Council in the fourties and fifties sent letters to college advisors informing them that over 
600 colleges across the nation were accepting Hebrew to meet college entrance 
requirements.lix  These letters revealed that it was more important for Jewish education 
leaders in America to meet requirements and fill quotas than educating the youth about 
the impact of one of the most significant events in Jewish History: the Holocaust. 
Nonetheless, by the 1960s, the priorities of the American Jewish community shifted to 
Holocaust education.  Once again this goes back to the change in attitude amongst 
American Jews during the sixties and the willingness to discuss and teach others about 
the Holocaust.   
 The duplication of information and scholarship emerging on Nazi Germany in the 
1960s generated a great desire to learn and educate others about the Holocaust.  One 
of the first noteworthy books on the Holocaust was William Shirer’s The Rise and Fall of 
the Third Reich published in 1960.  The Jewish War Veterans reported that Shirer’s 
book was the latest piece of scholarship that brought the Holocaust to the forefront in 
America. The Jewish War Veterans praised Shirer’s book as a “monumental work 
climbing to the best seller list indicating a revival of interest in the Hitler era.”lx  Another 
major work published in 1961 on the Holocaust was Raul Hilberg’sDestruction of 
European Jewry. This was the first comprehensive piece of literature completed on the 
Holocaust. Katherine Ann Porter published Ship of Fools in 1962 on German attitudes 
towards Jews during the war which was praised by the New York Times.lxi   Scholars 
continued to publish books on the Holocaust in the early sixties as the “historical 
uniqueness of the Holocaust was beginning to emerge as the historiography matured”. lxii  
This led to the availability of information on the history of the Holocaust that American 
Jews did not benefit from before the 1960s.  This was partially due to the fact that 
American Jews were not ready to confront the details and horrors of the Holocaust until 
the 1960s. 

The growth of scholarship on the Holocaust in the sixties created pedagogical 
debates among Jewish educators on what to teach and how to teach the Holocaust.  
Meir Ben-Horin, a Jewish scholar and educator, wrote an article in 1961 expressing that 
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when teaching the Holocaust one should expose all of the facts through utilizing 
memoirs and survivor testimonies.  In addition Ben-Horin maintained that teachers need 
to be “scientifically” objective and “emotionally detach” themselves when discussing the 
Holocaust.lxiii  At the 37th annual conference of the National Council for Jewish 
Education in 1964, many teachers disagreed with Ben-Horin’s approach in teaching the 
Holocaust, rejecting the need to be “scientifically” objective; instead, teachers 
recommended a focus on the “student’s interests, concerns, and problems.”lxiv  Judah 
Pilch added “the time had come for Jewish youth to be confronted with the entire story 
of Jewish martyrdom, including the recent tragedy, the shoah (Holocaust).”lxv  This 
clearly intersects the social and cultural factor because, in contrast to how Jewish 
educators perceived the Holocaust jeopardizing the positive identity of young American 
Jews earlier in the fifties, Pilch argued that studying the holocaust reinforced a positive 
Jewish identity.   
 These pedagogical debates between Jewish educators continued in 1966 before 
the publication of the first Holocaust textbook.  ZalmenSlesinger, an author and Jewish 
educator, argued that the Holocaust should be taught from a universal perspective 
rather than a Jewish one.  Slesinger claimed that one should not focus strictly on the 
atrocities of the Holocaust and “the idea of a collective and eternal guilt of the German 
people must be rejected.”lxvi Dr. Morton Siegel, director of the United Synagogue of 
America, rejected Slesingers argument on how to teach the holocaust, finding it to be 
too apologetic and “ultimately excusing all groups for responsibility and ending up with a 
concept of purely personal and individual guilt.”lxvii  Furthermore, these debates led to 
the publication of the first Holocaust textbook in America in 1967.  Jewish educators 
waited to incorporate the Holocaust into Jewish education until more books were 
published on the topic.  Dr. Morton Siegel, “explaining the delay in preparing such a 
textbook said that it was a very difficult topic to handle because an effort had to be 
made to include the how and why of such a disaster.”lxviiiMany more pedagogical 
debates on the Holocaust like the one between Siegel and Slesinger erupted in the 
1960s.   
 Overall, one can see that Holocaust Education was non-existent in the American 
Jewish community between 1945 and 1960.  American Jewish organizations and 
leaders were very active in relief efforts but not in educating the youth about the 
Holocaust.  However, social and cultural changes in the community brought Holocaust 
education to the forefront in the 1960s.  Every factor discussed in the essay contributed 
to the growth of Holocaust Education in the 1960s but it is the social and cultural factor 
that binds them all together.  The mass publicity of the Eichmann trial, Holocaust 
education becoming a priority for American Jewish organizations, the availability and 
publication of new Holocaust material, and pedagogical debates between Jewish 
Educators would not have been possible without the change in philosophy and open 
minded attitude that swept the American Jewish community in the sixties.  It was these 
very attitudes of receptiveness and the willingness to confront the Holocaust publicly 
that motivated American Jews to educate young people about the Nazi Destruction of 
European Jewry. 

Moreover, Holocaust education continued to grow in the 1970’s as more Jewish 
day schools, camps, and religious schools incorporated the Holocaust into their 
curriculums.  American public schools introduced the Holocaust into their program of 

226



study for the first time.  Between 1980 and 1990 Holocaust education increased at a 
rapid rate as did scholarship, which opened up new fields within the Holocaust attracting 
more of the American population.  Today the field continues to expand as colleges and 
graduate schools across the country offer a variety of courses, degrees, and programs 
on the Holocaust.  The first and only American PhD program in Holocaust studies 
emerged in 1998 at Clark University in Massachusetts.  It is crucial that developments in 
Holocaust education continue especially in the face of Holocaust denial and given the 
fact that many students are still ignorant concerning this atrocity in history.   
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Abstract 
 Avatars and virtual worlds have become commonplace across the Internet in 
recent years through the development of the gaming industry and social media 
technology. The technology involved in virtual environments is becoming more 
accessible to the general public, and software for creating avatars or participating in 
virtual worlds can be found free online. Virtual worlds are used not only for recreation, 
but are also increasingly used for other purposes, such as education, marketing, and 
meeting places. We are finding new ways to represent ourselves online for various 
purposes. Recent research in psychology has shown that social phenomena in virtual 
worlds are comparable to real life experiences. For example, interpersonal distance and 
eye gaze are demonstrated in interactions with avatars in a manner similar to human 
interactions in the real world (Yee, Bailenson, Urbanek, Chang, & Merget, 2007). These 
experiences occur when individuals feel embodied by their avatar, or consider their 
avatar as an extension of themselves manifested in a particular virtual world.  When 
utilizing this technology, an individual’s motivations and intentions may affect the 
appearance of the avatars they choose to represent themselves.  In this study, we are 
examining the relationships between background attributes of virtual world usersand the 
nature of the avatars used for self-representation in a specific virtual social context. We 
surveyed a sample population of college students on personality, use of communication 
technologies and social media, and gaming experience. Then, we presented those 
students with an array of pre-selected avatar choices for them to choose 
forrepresentation in different virtual social situations. We intend to analyze whether the 
surveyed attributes of participants influence avatar embodiment and whether social 
context affects their choice of preferred avatars.  By better understanding how 
participants select avatars and how avatars affect the virtual world experience, we hope 
to discover ways to better use virtual world technology for education and positive social 
connections.   
 
Background 

Virtual worlds began as online environments that provide shared space for a 
society of users who are primarily engaged in entertainment or social purposes. As 
these worlds become more pervasive and popular, applications of these worlds and 
their technologies already showincreasing potential for use by educators and 
researchers. There are currently several different types of virtual worlds growing in 
popularity that target different demographics: games for real life simulation, education, 
and user creation.  

Second Life (SL) is a particular virtual world, created by Linden Labs and 
available free for download at their website (www.secondlife.com).SL users log in from 
over a hundred countries and approximately two hundred universities have a presence 
in SL for education and research purposes. SL isused as a meeting place for 
geographically separated collaborators, a virtual classroom by universities,conference 
space by businesses, and more (Jarmon, 2009). Organizations use the space and tools 
available in Second Life for interactive online exhibits, an environment for fieldwork and 
observation, and simulation-based training (Jarmon, Lim, &Carpenter, 2009). 

Users connect with the world in SL by creating an identity through an avatar. 
Avatars can be considered pictures or icons created for various purposes; e.g., profiles 
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on websites,display in communication technologies, as a player in video games, and 
increasingly for users entering virtual worlds like SL over the Internet.Avatars allow for 
anonymity between any two people meeting in a virtual world. An avatar’s behavior and 
appearance encapsulates only consciously selected actions from the individual it 
represents. The technology of virtual reality allows an individual to completely step away 
from their physical selves (in “real life”). An avatar can be a representation of a person 
made as realistically as the technology allows, or it can be a carefully crafted creation of 
a personality or character made for a specific intention or expression (Bailenson, 
&Blascovich, 2009). 

Studies conducted within SL support the idea that avatar appearances can cause 
the occurrence of behavioral confirmation, where the individual reacts to unconscious 
social cues that indicate how they should act in accordance with  their appearance, and 
the Proteus Effect, where the individual acts based on how they themselves believe 
their appearance indicates they should be expected to behave.  On one side of the 
interaction, the appearance of an avatar affects the perception other avatars have of the 
individual controlling it. The expectations and social constructs of the SL community 
cause users to subtly change their behaviors when they encounter an avatar based on 
its appearance. In response, the individual behind that particular avatar becomes 
influenced by the behavioral expectations inferred from the reactions of other avatars 
with whom they interact.  If, for instance, an avatar is perceived by others to be 
particularly attractive, group members may approach it in a way that would induce more 
amiable conversation (Yee, Bailenson, &Ducheneaut, 2009).  

In a similar manner, an individual can also experience the Proteus Effect in 
regards to their own avatar from self-perception of their online identity. Users have been 
found to interact with others in a manner corresponding to how they view their own 
avatar. Experiments by Yee et al. (2009) show that participants given attractive avatars 
were more prone to lessen interpersonal distance and indulge in greater self-disclosure 
in interactions with a strange avatar, and participants with taller avatars exhibited 
greater confidence in a negotiation task by having a greater tendency to suggest divides 
in their favor. In face-to-face trials of the negotiation task conducted after the experiment 
was done in a virtual world, there were also observed behavioral changes of the 
participants who had the taller avatars. 

An avatar’s appearance creates a perception in both the mind of its user and the 
users of other avatars that interact with it. Bailenson, Yee, Merget, & Schroeder (2006) 
found that co-presence within virtual worlds, the sense of social pressure exerted by 
surrounding avatars, is affected by both form and behavior realism of an avatar. Thus, 
an avatar’s appearance can influence how comfortable a user feels in the virtual world, 
and it can have a complex effect on social interactions within SL. When a user becomes 
comfortable within SL and feels that their avatar is an extension of themselves, their 
sense of real world identity comes to include their identity within SL. 

Jarmon et al (2009) refer to this phenomenon as embodiment. When the user 
feels virtually present in their virtual world, they attach their avatar to themselves. The 
user comes to "exist in SL" and thus more likely to feel that other users are co-present 
with them through their corresponding avatars as well. The experience of SL adds 
another dimension. The SL world includes not only the avatars, the environment, and 
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computers connected through the Internet, but also the society of the world, the 
community of users, and the physical human beings sitting behind those computers.  

Neustaedter, &Fedorovskaya (2009) emphasize this point and consider every 
person who creates an avatar, for serious intentions or recreation, to do so with the 
influence of an identity need. Therefore, the creation process will either extend their 
personal identity or construct a separate, virtual identity apart from their real life self. 
These needs divide users creating avatars into one of four groups: Realistics, Ideals, 
Fantasies, and Roleplayers.  

Realistics try to create an avatar that they feel most closely matches their 
physical appearance, choosing human avatars with their own gender. Ideals aim to 
introduce themselves virtually through an avatar that is the most attractive self-
representation, differing from Realistics by intentionally changing attributes like height or 
weight. Both Realistics and Ideals will enter the virtual world intending to stay true to 
their physical selves and do not create a separation between themselves and who they 
are behind their avatar. 

Other users strive to step away from their real world selves across the Internet. 
The category of Role-players includes users who control avatars to step into another 
persona, either another real world person or a fictional character.Roleplayers will often 
create multiple avatars at one time and not stay particularly attached to one “character” 
or avatar for the duration of their existence in a virtual world. Fantasies are users who 
create a completely original character with their avatar. They enter virtual worlds 
intending to step away from their real-life self, but do not try to match a specific concept 
of someone or something else. 

As the presence of avatars and their applications become more widespread and 
pervasive in online technology, it becomes increasingly imperative to understand how 
our avatars affect us. As research progresses, it becomes obvious that the avatar one 
uses in a virtual world colors their experience in that world. Avatars affect our virtual 
self-image, our level of immersion in the virtual world, and also our interaction with other 
users. Despite the control we exert over avatars, there are a myriad of ways in which 
they influence the societies that emerge in virtual worlds. To address the ways avatars 
affect our self-perception and behavior, we investigated the ways users approach initial 
avatar creation.  
 
Method 
 As previous research establishes that avatars reflect the representational needs 
of the user, we chose to design a study to relate data on personality, social presence, 
and gaming background in order to determine whether we could identify any factors that 
would be connected to preferencesfor particular categories of avatars.  
 
Materials 
 This study tested participants through surveys. The preliminary surveys included 
a few demographic questions such as age and gender, and then six pages of questions 
on their experience with video games on different platforms, their online presence and 
use of technology for daily communication, as well as personality. 
 The experimental survey showed participants an array of eight avatars (see 
Figure 1). These avatars were presented as choices for four different social scenarios. 
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Participantschose appropriate avatars that they felt would best represent themselves in 
these scenarios as well as an avatar they would be least likely to use.  

These avatars were all created within the SL virtual world and the images were 
captured from snapshots obtained through the SL technology. The majority of the 
avatars shown were pre-made starter avatar appearances designed to be attractive and 
convenient for beginning users to wear or use as a foundation to customize towards 
their own preferences. The avatar array was composed of four human avatars and four 
non-human avatars. All of the non-human avatars in the array were pre-made avatars 
available for new users in SL. The two animal avatars, Tiger and Dog (Figure 1), 
represented the fantasy avatars. The Robot and Kool-Aid Man were selected as 
Roleplayer avatars generic enough to be easily recognizable to the participants. 

One male and one female avatar were photographed exactly as the pre-made 
starter, like the four non-human avatars, to represent ideal avatar options. The other two 
human avatars were created by further customization using the ideal avatars as 
templates to be representations of the realistic avatar category for this study.We used 
the SL avatar appearance editing tools to modify the starter avatars to createdifferences 
in the realistic avatars to make them separate choices from the ideal avatars that can 
particularly be noted in the upper body build, facial features, and skin tone. As illustrated 
in the array in Figure 1, the ideal and realistic human avatars are still recognizable as 
versions of the same “person.”   
 
Participants 
 This experiment was completed online, with no face-to-face contact between the 
experimenter and the participants. Participants were undergraduate students at the 
University of Kentucky who were recruited from an online subject pool and received 
credit for participation. At this time, a total of 46 students have been tested.  
 
Procedure 
 All research protocols were approved by the University of Kentucky IRB review 
committee. Participants self-selected for the study from a list of experiments they could 
complete. After enrolling in the online study, participants were directed via a web link to 
the surveys.The surveys were successive and designed so that a participant had to 
complete all sections in one sitting.  
 Participants completed the three aforementioned surveys on basic 
demographics, regular video game playing and social media habits, and personality. 
Participants were then shown the pre-made avatar array and given four scenarios for 
which they were asked to choose an avatar they would feel most comfortable and least 
comfortable representing themselves.The scenarios were: the first day of a class in a 
virtual world, an important job interview, entering an alternate universe, and living a day 
in their lives twenty years in the future. The scenarios were selected to create social 
contexts where participants would feel different kinds of representation would be 
appropriate or expected and thus have different purposes in mind when selecting their 
avatar from the array. 
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Results 
 Up to this point, we are engaged in continuing data collection and analysis. We 
currently present preliminary findings and data gathered from 39 female participants to 
demonstrate initial trends in the results; findings that we plan to investigate further.  
 We discovered a trend in the frequencies of avatar choices across scenarios. 
Participants did show sensitivity to social contexts. As shown in graphs 1 and 2, 
preferences were for the realistic female avatar in a job interview scenario, while the 
dog was a more popular choice in a scenario for entering an alternate universe. These 
choices indicate that even on virtual mediums, participants felt different social situations 
carried an expectation that they felt compelled to abide by in avatar appearances. 

Also, we noted that the participants chose the realistic female avatar more 
frequently over the ideal female avatar, showing that the realistic avatar was perceived 
with some consistency as preferable over the ideal. Though they were created with the 
same template and had comparable appearances (see Figure 1), the editing in 
appearance was enough to create a trend in the resulting choices across multiple 
scenarios.Further analyses will explore the possibility that certain background attributes 
of users, such as experience in playing video games or using social technology, might 
influence how they choose human avatars.  
  
Discussion 
 Our study shows that users of online virtual worlds are influenced by the social 
context of the virtual world when they create and design their avatars. In addition, their 
intention for entering that virtual world combined with their individual identity needs 
prompts them to create an avatar that either resembles them or completely deviates 
from their personal identity. If there are virtual worlds structured or social contexts 
where an individual feels their personal identity is inconvenient or inadequate, there is 
less chance for a virtual world experience that is engaging and rewarding. Not everyone 
online will experience the same environment at the same time in the same way. Further 
research can explore what the experience would be for an individual who, for example, 
may have identity needs that drive preferences for Fantasy or Roleplayer avatars in 
virtual worlds who feels pressure from a job interview scenario to be realistic and 
professional in appearance over an individual who prefers to be realistic or ideal and 
feels most comfortable that way already. 
 These types of discoveries about avatars and social interaction in virtual worlds 
reinforce the importance of the social concept of the virtual world on the process by 
which participants create their avatars, which could potentially determine how an 
individual engages in the online activity. Not only is the technology on editing and 
controlling avatar appearance important in allowing the user to be expressive and 
creative in their online representation, so is the ability to feel uninhibitedwhen utilizing 
the tools offered by virtual worlds. As our study had participants choose from pre-made 
avatars, we could not observe them in the process of actually making specific choices to 
modify particular features of avatars. This limitation does not allow us to investigate the 
degree to which our participants felt pressure from the scenarios to select socially 
appropriate avatars rather than ones they felt personally appealing and therefore we 
cannot at this point draw strong conclusions about the magnitude of the influence of 
social context or personal identity preference on choice of avatar appearance. 
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 This research has relevance to the choices organizations and users make when 
entering virtual worlds for particular goals. For the recreational user, one virtual world 
might be much the same as the other. With all the applications for virtual worlds, it is 
imperative to keep in mind that your avatar and everyone else in that virtual world 
comes with different identity needs and experiences situations differently. Every virtual 
world is not necessarily a good fit for every online user, or ideal for every purpose. With 
further research, environments can be made to be as accommodating as possible. In 
the mean time, it is best to keep in mind both the users’attributes and needs and the 
different social contexts encountered in particular virtual worlds as they make informed 
decisions about selecting an avatar for a particular application. 
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Graph 1.  
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The concept of governance has become increasingly popular in the United States as a 
lens that both accommodates the increasingly strident debate about the size of 
government—the desire to reduce its scope—and the increasing demand for products 
and services that government invented and traditionally delivered. Given its proven 
potential it should be equally if not better suited to deal with the changes that the 
reforms of the last quarter century have brought and continue to effect in China. 
Governance is comprehensive in scope and can be simply understood as: “The system 
and method by which authority is exercised.” When exploring the process of industrial 
revitalization in China, it is the “multilayered network of governmental agencies, [state 
enterprises], private companies and [nongovernmental organizations]; the norms, 
values and rules that allow [them to work together as a network] and the political 
process that gave birth to [initiative and continue to direct it].” (Starling p.3) 
Note to the reader: The city in China is a comprehensive unit of government that is 
comprised of counties, districts and smaller municipalities. It also owns and operates 
businesses and enters into joint ventures with other government owned business, 
private firms and multinational corporations as well operating non-profit organizations 
and universities. Liuzhou City encompasses a population of 3.5 million, but it is divided 
into several districts and counties each of which has its own government, but is still part 
of the city and participates on the overall system of governance. One of the students 
studying at CWU this year is an administrator in the district where the Joint GM plant is 
located. The population of the district is around 500,000 and the local plant 
administrators are also city employees. As you can see reading anything form the 
American experience in this material will invite misunderstanding. 
Liuzhou City: Center of the Revitalization Network  
The automobile industry has become the pillar industry in Liuzhou around which the 
city’s 2002 industrial revitalization initiative is built. As the initiative enters its fourth 
stage the production of automobiles in the city has jumped from under 100,000 to over 
1,000,000 annually. This has been accomplished through a coordinated effort on three 
fronts. 
First, the State owned enterprises (SOE’s) were reformed and adapted to the 
competitive environment of the global market. This was done through a domestic joint 
venture with an experienced partner, SAIC Motor Corporation that resulted in an 
agreement with General Motors to participate in a three-way venture in Liuzhou. Before 
2002, lack of funds and technology combined with operational difficulties kept annual 
production of the auto motive SOE below 100,000 vehicles. After the complex capital 
restructuring resulting from the establishment of SGMW (SAIC, GM and Wuling 
Automobile Company, Ltd.) the original Liuzhou Automotive Industry Corporation 
developed into a large enterprise, it is now one of  China’s top 500 industrial enterprises 
with an annual output of more than 1 million vehicles.  
The second crucial factor was the building of a government investment and financing 
platform, Government Investment Company, patterned on the market and integrated 
across all departments and levels of government to effectively meet the infrastructure 
and financial requirements of companies engaged in the revitalization project. 
Revitalization is succeeding because state capital, social capital, both domestic and 
foreign financial (private) capital and industrial capital have been coordinated to 
effectively solve Liuzhou City’s infrastructure and public utilities funding problems. 
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Today in Liuzhou the needs of growing production facilities are matched by the 
expansion of the physical infrastructure.  
With the essentials out of the way and a dynamic cluster of support industries being 
attracted by the revitalizing industrial core, the third component of successful 
revitalization has become the focus of attention. In 1999 the first “Creation Plan” was 
launched with the objective of moving from “Made in Liuzhou” to “Created in Liuzhou”. 
The first plan emphasized extending production, incorporating the latest technology and 
accelerating the transformation through scientific and technological innovation. In 2002, 
the second plan focused on new products with more benefit and the new models of 
economic growth. The 2005 plan saw Liuzhou emerge as a "national pilot city in 
technological innovation", one of China’s leaders in the informatization of manufacturing 
and as new materials industrial base. Since 2008 the focus has shifted from being 
almost exclusively domestic toward the development of foreign markets. Each Creation 
Plan and every advancement along the way exacerbated problem of attracting talent 
and most importantly developing the social capital of the city. With educational facilities 
and supporting amenities already under stress because of progress in the first two 
arenas, increased capacity and methodological innovation became critical to continued 
progress and success in the creative arena. 
The Railway College: Meeting the Technical Challenge  
Liuzhou has long been an important industrial center and key player in economic 
development and reform. The Liuzhou Railway Vocational and Technical College was 
founded in 1956 and was one of eight colleges set up by the Ministry of Railways to 
provide skilled manpower for the railway industry as cities like Liuzhou grew into major 
railroad hubs. Overtime as China moved from rail to highway transportation and as 
governmental power devolved, Liuzhou grew into a major automobile manufacturing 
center in which the city was a key player (See map: Appendix A). In the early 2000’s the 
name of the college was temporarily changed to “Transportation Vocational” but the 
pressure of history caused the original designation to be restored even though the 
railways ministry was turned into a corporation and placed under the Ministry of 
Transportation. Today Liuzhou’s railway college is effectively responding to the new and 
ever increasing demands of the growing automobile industry that revitalization has 
produced. Since the national government is fully behind the effort, funding to construct 
new facilities has been available. Still the college continues to cope with the more 
fundamental problems of creating of new methods and integrating of the automobile 
manufacturers into the educational process. The college recently conducted a study of 
the annual demand for professional and technical personnel in Liuzhou’s automotive 
sector which indicated that it will reach 50,000 by 2015. 
The colleges involved in higher technical and vocational education are mustering 
resources and developing new relationships and methods to cultivate the new varieties 
of expertise required to support projected growth resulting from Liuzhou’s industrial 
reconstruction. To address these problems The Liuzhou Railway Vocational Technical 
College and the SGMW Automobile education that can keep pace with and support the 
company’s Company have established a cooperative relationship to promote the 
reforms in vocational innovation and growth. 
As in the broader case of revitalization governmental cooperation at all levels 
spearheaded by the national government is the key to securing adequate financial 
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support. This governmental leadership is essential to securing the full engagement of 
the industrial sector and mobilizing other social forces in both the public and private 
sectors in the development of a common approach that accounts for the full diversity of 
the needs that the new curriculum must meet. (2) In 2011, the Ministry of Education 
issued three important documents that to establish the framework for development:  
 (1) Guidance on Promoting the Coordinated Development of Secondary and Higher 
Vocational Education, 
(2) Opinions on the Promotion of Higher Vocational Education Reform and Innovation, 
and  
(3) Scientific Development of Vocational Education: Giving full play to the guiding role of 
the Industry Views.  
These documents provide for the comprehensive improvement of higher vocational in 
three areas. 
The first is increased financial support. In the area of facilities the central government 
implemented the National Demonstration (Backbone) College Construction Program. 
Beginning in 2010, the Ministry of Education and the Ministry of Finance provided 2 
billion Yuan for a three stage plan to construct adequate facilities for 100 national 
demonstration vocational colleges. The Liuzhou Railway Vocational Technical College 
is one of two vocational colleges in Liuzhou selected to receive Backbone support. 
Backbone funding from the central government has been matched by 0.5 million Yuan 
from the city to construct a new “training base” for the college. 
It is not simply a matter of a new building the second crucial element is securing 
support. School-enterprise cooperation is required to develop the talents required to do 
the advanced technical work of contemporary industrial plants. Once the funding was in 
place the college was able to establish a school-enterprise cooperation mechanism and 
mobilize the participation of all essential industrial stakeholders. The auto industry 
associations, equipment manufacturers and transportation companies joined the 
vocational schools to form The Guangxi Traffic Engineering Vocational Education 
Group.   
In-depth cooperation now takes place across the full range of activities starting with the 
designing of facilities that meet the needs of talent cultivation programs, the creation of 
courses and the establishment of curriculum that meet specific teaching content 
requirements, the development of applied teaching methods and practical teacher 
training, and active participation in both training and instruction. Cooperation among all 
stakeholders has created a network through which comprehensive high quality talent 
cultivation is being achieved.  
Long established policies and regulations currently of both the college and the 
enterprises inhibit the operation the emerging system of governance and undermine the 
effectiveness of vocational education. These barriers are being overcome by a new 
approach on the industry side known as the “learning-type enterprise”. Through school-
enterprise cooperation the "learning-type" approach improves the quality of the 
workforce by continuously improving the scientific and technological content of 
instructional programs. This has proven to enhance the social reputation of the firms 
and help them to develop their full potential. For example, as a full participant in the 
development of the Liuzhou Railway Vocational Technical College Automotive Training 
Base SGMW Automobile Company was able to provided 10 of the latest types of cars, a 
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full variety of state of the art automobile engines and other equipment as part of the 
initial construction. Now when students graduate with a LRVTC automobile engineering 
major, they are fully prepared for the technical jobs in both production and maintenance 
at SGMW plants. Through continued involvement the company will enhance its 
reputation by providing the latest technological advances as the basis for the training of 
future employees. This will create a reciprocal dynamic that will cause the reputation of 
the college and the firm to rise together to attract the best students and generate a 
dynamic center fueling the human resource needs of the restructuring. 
The core of basic technical/vocational education is competency-based learning. The 
development of concrete learner out comes to support this effort is another objective of 
collaboration with partners in the industrial sector. The resulting competency standards 
let students, instructors and employers know exactly what needs to be accomplished 
and what can be expected at any point in the educational process.  
Finally, the essence of curriculum development is to produce a teaching plan with 
explicit learning outcomes and experience based measures that show when an 
outcome has been accomplished for each course. These essentials must be matched 
with delivery models that apply effective teaching strategies to the right number of 
students as determined by availability of learning resources and the capacity of 
facilities. 
Good teachers, that is to say teachers that are good at what they teach and that know 
how to teach it, are required to support the curriculum. In technical/vocational education 
this means a proper mix of full time academic personnel and part-time practitioners 
actively employed in the industrial sector. Again it is the collaborative effort that allows 
the college to find, attract and hold the right people for the right amount of time to fully 
merge theory and practice. The interaction between the full-time staff and the part-
timers keeps both up to date in terms of developments in their respective spheres and 
creates a dynamic learning environment that animates the curriculum and energizes the 
students.  
As Liuzhou enters the 21st Century higher vocational education works closely with local 
industry pro-actively cooperating with the enterprises in the training of tens of thousands 
of highly skilled personnel. The recent reforms promise a set of higher education 
institutions fully capable of supporting continued, even accelerated, advanced industrial 
development in the city and the region. 
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Curriculum development process map 

 

 

 

 

 

 

 

 

 

 

 

 

Meeting the Challenge: General Abilities 
The new technical/vocational regime should be able to fully support the restructured 
industrial base with necessary talent in engineering technology to make the “Made in 
Liuzhou” label a standard of excellence, but to make “Created in Liuzhou” a reality the 
emphasis will have to shift from “vocational ability” to “general ability”. Across China and 
in Liuzhou “Independent Colleges” are being established that focus on the “general 
ability” side of the equation. These innovative institutions resemble the private liberal 
arts colleges in the US and share many of the goals of the recent American “new 
college” movement (i.e. George Mason & Arizona International). 
The “independent college” is latest product of the educational reform in China. These 
new four year higher educational institutions are cooperative efforts not dependent on 
state funding. Common state-owned colleges and universities partner in these efforts 
and generally account for 30% of the budget while other social organizations and/or 
individuals contribute 70%. The common state-own colleges and universities usually 
provide professional technical support and teaching resources. Independent colleges 
are managed by boards whose members are appointed by the participating partners.  
The Independent college is designed to attract those students with broad interests that 
can become the basis for the cultivation of broad general interests and abilities to meet 
the needs of the globalizing economy and the future Chinese society. The independent 
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college has been hailed as the most important innovation of the past ten years. It has 
made higher education more popular and more relevant.  
One of the most pressing problems Liuzhou faces in making the transition from “made 
to created” is the development of effective English communication capacity within the 
ranks of the technical and especially the professional ranks as a precondition for 
acquiring the cultural competencies and sensitivity that will make them full partners and 
eventually innovative leaders as the industrial cluster matures in the city. 
To address this problem in 2002 the city partnered with Guangxi University of 
Technology, assuming the full 70% share, to found Lushan College. It is one of nine 
four-year private independent colleges in Guangxi Zhuang Autonomous Region which 
has 9,500 undergraduate students, and offers 37 majors. Out of the total student 
population there are 5000 freshmen and sophomore non-English majors. This is the 
student population that is being used to pioneer new approaches to teaching English 
which will augment the professional education of the college’s students and provide new 
models of instruction for other institutions of higher learning. 
English is an integral part of higher education in China and it is a required of all college 
students. The new learning strategy being piloted in the basic English course at Lushan 
focuses on knowledge acquisition, application skill, and cross-cultural communication. 
The foreign language teaching theory has been expanded to include a variety of 
teaching modes and teaching means (See Chart: Appendix B). The objective is to 
cultivate a comprehensive capacity to use English, especially in listening and speaking;  
to arouse the enthusiasm of students for learning English and to strengthen their 
confidence, so that as professionals  they will be able to effectively communicate in both 
oral and written English in the work place and socially. The approach seeks to build the 
desire for continued learning that will generate the cultural sensitivity and capacity 
needed to realize the city’s goal and make the Lushan program a model in furthering 
China’s economic development and effective participation in the global economy.   
Students in Luahan College’s reformed English courses have already shown marked 
improvement, especially in listening and speaking ability. The new teaching mode is 
supported by modern information technology that promotes active personalized 
learning, and embodies the principle combining practicability, and culture to stimulate 
greater interest. This student centered approach augmented by easily accessible 
technology has generated increased enthusiasm that has fully mobilized both teachers 
and students. Students completing the course not only understand and speak English 
well, but they are excited about the increased opportunities that their new skills will 
create for them in the globalizing economy of the 21st Century.  
The emerging system of governance through which restructuring is managed involves a 
new kind of mixing. It is more than a blurring of what is commonly understood to be the 
line separating the public and private spheres in the West. Interactions of all kind at all 
levels extending to the international are creating dynamic centers like Liuzhou City 
through with projects of all kinds originating at all levels by a broad range of different 
types of actors are being governed. This paper is, in fact, the result one of the city’s 
international staff development efforts that seeks to better prepare mid-career personnel 
for their emerging governance roles. 
Just as leaders across the board in the United States responded to Woodrow Wilson’s 
(1887) call to look to Europe for effective ways to run our Constitution a few decades 
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after its meaning and direction had been set by the Civil War, the leaders of Liuzhou are 
looking to the United States for lessons on how to effectively pursue the new direction 
recently set for China. This year there are twenty mid-career professionals, who work 
for the Liuzhou City in almost every kind of capacity found in the USA across the whole 
range of public and private activities, in a special MPA program at Central Washington 
University. This is the second cohort; last year 15 Liuzhou City staff successfully 
completed the program. 
In the late 1800’s we had to learn how to do bureaucracy in order cope with the 
problems of industrialization and urbanization (China has been good at such things for a 
long time.) today China has to learn to cope with our individualized system of law (Rule 
of Law) in order to be an effective partner/leader in contemporary  governance. 
Developing a Socialist legal system that lets China run its constitution its way given that 
this requires them to work with and within existing international regimes and 
accommodate the legal rules of essential international partners is their problem.  Their 
situation is comparable to ours at the turn of the last century and the patterns being 
worked out on the ground are just as novel and unexpected, although seemingly 
natural, as those that “just growed” here.  
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APPENDIX B 
Logic Model Diagram: Lushan College English Teaching Reform 
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