Journal of Social Sciences Research

Volume I
2016
The Journal of Social Sciences Research is a publication to support research of all topics in
social sciences. Manuscripts with subject areas submitted to the journal include, but are not
limited to, anthropology archaeology, communication, criminal justice, economics, education,
geography, health care, history, interdisciplinary studies, international relations, linguistics,
political science, psychology, sociology, women’s studies, and other related areas of research.
The Journal of Social Sciences Research is published semi-annually by the International
Organization for Social Sciences and Behavioral Research (IOSSBR). The journal is a double
blind referred publication and is listed in Cabells with a 20% acceptance rate.
All articles should follow APA format and be submitted via MS Word format to:
info@iossbr.com.

IOSSBR 2016 Conference Location

Fall 2016

August 3-5
New Orleans, LA

www.iossbr.com

2

Table of Contents
COLLEGE STUDENTS’ USES AND GRATIFICATIONS OF ONLINE MUSIC
STREAMING FOR MUSIC LISTENING

4

CHAD WHITTLE, University of Southern Mississippi
MICHAEL EAVES, Valdosta State University
WHO’S RUNNING THE SCHOOLS?

21

KATHLEEN T. CAMPBELL, Southeastern Louisiana University
NAN B. ADAMS, Southeastern Louisiana University

THE PREVALENCE OF WHITE PRIVILEGE IN SCHOOL SYSTEMS
PRESERVICE PRINCIPALS’ PERCEPTIONS IN REVIEW

32

MACK HINES, Sam Houston State University

CRITICAL THINKING STUDENT PREFERRED LEARNING AIDS: AN
EXPERIMENTAL STUDY - ARTICLE TWO OF A TRILOGY

46

T. CHRISTINE GORDON, Saint Leo University
VERONIKA OSPINA-KAMMERER, Saint Leo University
ENHANCING HEALTH CARE PROVIDERS’ EMERGENCY CONTRACEPTION
KNOWLEDGE AND COMMUNICATION WITH HISPANIC WOMEN: A PILOT
STUDY

54

MICHELLE RITTER, Valdosta State University

QUALITATIVE AND QUANTITATIVE EVIDENCE REGARDING THE
INTRUSIVENESS OF RECORDING DEVICES IN NATURALISTIC
RESEARCH
H. PAUL LEBLANC, III, University of Texas at San Antonio

3

71

College Students’ Uses and Gratifications of Online Music Streaming for
Music Listening
Chad Whittle
University of Southern Mississippi
Michael Eaves
Valdosta State University

ABSTRACT
Traditional radio faces increased competition from digital online music streaming
services. While previous research has reported on the growth in online music
services, this study furthers the research and examines how these new services
are being used by college students, and the gratifications they receive from these
services compared to traditional radio. College undergraduates from a mid-size
southeastern university were asked to participate by completing a survey about
their likes/dislikes of traditional radio and online music sources. The results
indicate that participants received more gratifications from new media sources
than from traditional radio.
Keywords: uses and gratifications, radio, digital music, online
Radio and Online Music Streaming
Radio has had strife competition throughout the history of the medium. The other options
accessible for media consumers to choose from have never been more widely available. From
Pandora, SiriusXM, Spotify and even more competitors appearing every few months, radio is
facing the greatest challenge yet to gaining listeners selecting to use AM/FM radio over the vast
other options.
The digital age has introduced an array of new music listening options for college students. File
sharing sites such as Napster, which allowed consumers to share songs via their computer was
called the first wave of digital music habits (Brustein, 2014). The iPod era was named the second
wave of digital music habits and music streaming has been titled the third wave (Brustein, 2014).
This study concentrated on the third wave of digital music and how this era is affecting
traditional radio in regards to young Millennials usage and gratifications received from the
medium.
While there are internet services such as Pandora (In 2014, Pandora owned 70% of internet radio
listening), traditional radio companies including iHeartMedia (Formerly Clear Channel) have
introduced their own internet streaming services to compete with online services (Guglielmo,
2013). Previous studies have reported that some listeners listen to music online because the
internet provides music styles that are not available on local stations (Baker, 2010). Another
study revealed that while some believe the internet is replacing radio, the opposite is true. Instead
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of replacing radio, online options are providing another choice for them to use (McClung,
Pompper, & Kinnally, 2007). Satellite radio is also another provider of programming that is
competing with traditional radio as well. As with online music, a study of SiriusXM discovered
that young consumers pursued more channel selections and more music variety than they could
find on over-the-air local radio (Lin, 2006). Even though online and satellite radio is growing,
local radio still has 80.5% of listening hours compared to Pandora and SiriusXM (Levy &
Fixmer, 2014).
With the continued growth of online music services and the effect of those services on traditional
radio, this study tried to help provide new information on the topic. Previous research is outdated
due to technology advances and the addition of new sources for music listening. New insights
into current usage of these services are needed. Especially, information regarding the
gratifications received from using these services. This study tried to provide updated information
in regards to the previously mentioned criteria.
Uses and Gratifications of Music Listening
The uses and gratifications theory advanced by Katz, Blumler, and Gurevitch (1979) was used to
help describe why students select to listen to music. The theory says the media consumer is
active instead of passive and he/she deliberately selects the media they use (Katz, et al., 1973).
The audience members pursue specific media because they receive satisfaction from using those
mediums. The second part of the theory explains that the media consumer, and not the media
initiates the association (Katz, et al., 1973). Meaning, the person decides to use the medium,
letting the medium influence them. The level of satisfaction the user receives from various
communication sources can vary, and the media competes with other sources for consumers’
entertainment (Katz, et al., 1973). The theory goes on to state that consumers are self-aware of
the media they decide to use and why they like/dislike media content (Katz, et al., 1973). The
fifth part of the theory states that consumers’ opinions on the media’s value can vary from each
person. For example, one music listener may a positive opinion about a song, while another may
have a negative opinion about the same song (Katz, et al., 1973). With music being available on
multiple platforms now, this part of the theory is becoming even more relevant.
A study by Lonsdale and North (2011) researched why people listen to music. The results of this
study found that music is a part of the daily life of the participants. The report indicated people
use music to help change their mood, for background noise, to learn things they did not know
about and to help relieve boredom. Additionally, music was used by the participants to form a
personal identity. This is not too surprising since most people listen to music that are associated
to their personality and lifestyle. Of course, there are always exceptions to this.
The uses and gratifications theory has been applied to study new digital platforms including the
Apple iPod. A study by Zeng (2011) showed that young people used MP3 players, (such as the
iPod), because the portable device allows them to personalize the media they listen to.
Traditional radio cannot provide this option to listeners. Research by Bull (2005) furthered the
study into gratifications received from MP3 listening. He reported that the top reasons people use
MP3 devices includes control, self-sufficiency, and the flexibility in being able to select the
content they want to listen to.
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Prior research divided gratification into two categories. The first is content gratifications, which
are a media consumers’ use of content for “direct, substantive, intrinsic value” (Cutler &
Danowski, 1980, p. 269). The other are process gratifications, that are the use of media for
“extrinsic values that do not bear a direct link to particular substantive characteristics” (Cutler &
Danowski, p. 270) of content. Examples of process gratifications include the pleasure that comes
from using media (Song, Larose, Eastin, & Lin, 2004). Zeng (2011) stated that applying content
gratifications to MP3 players would include selecting which songs to store, listen to, and creating
playlists.
With regards to internet usage, some researchers have added a third gratification, titled
interactivity gratification (Sundar & Limperos, 2013). This gratification refers to Web 2.0
technology including blogging, social networking, and commenting on stories. Web 2.0
technologies have made the web a more personalized and social experience than ever before.
Stafford, Stafford, and Schkade (2004) described the social aspect of the internet as the
“chatting,” “friends,” and interaction” that are all done online. This can be applied to music
because music websites, social networks and apps allow users to make comments on songs and
stories. Over-the-air radio has never been able to offer this level of interaction.
With the increased options for music listening, new research as to how students listen to music
and what gratifications they receive from using these new sources is needed. Also, research is
needed to see if they still use and find enjoyment from traditional radio. Finding the ways in
which traditional and digital radio provide similar and difference gratifications is another topic
this study covers.
Hypothesis and Research Questions
Four hypotheses and five research questions were used in this study.
H1: Students derive more gratifications from online media than from terrestrial radio.
H2: Students prefer online and mobile sources rather than terrestrial radio for music
listening.
H3: Students will prefer free online music services rather than paid services.
H4: Most students use their smartphone for music listening via an auxiliary jack in
their vehicle.
RQ1: What are the dislikes/likes of terrestrial radio?
RQ2: What are the dislikes/likes of online streaming music services?
RQ3: If students have WiFi access in their vehicle, will they continue to listen to
traditional radio?
RQ4: Where do students listen to music the most?
RQ5: What are the main gratifications students receive from music listening?
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Method
A convenience sample was taken from undergraduate students at a Southern midsize university.
The sample included students from four undergraduate classes in the mass media department,
one grammar and style class, two speech communication classes, and one debate team (N = 120).
The participants included 75 females (62.5%), and 43 males (35.8%) with two participants not
indicating their gender, representing (1.75%) of the responses. The age range varied from 18 to
26 years. Eighteen students chose not to provide their age, accounting for 15.0% of the sample.
The questionnaire was conducted over a two week period. Disbursement was by the researcher
with permission from each class’s professor and the debate team advisor.
Table 1
Gender

Valid
Missing

Male
Female
Total
99

Frequency
43
75
118
2
120

Valid
Percent
36.4
63.6
100

Percent
35.8
62.5
98.3
1.7
100

Cumulative
Percent
36.4
100

Results
The data represents responses from college students that answered the survey (N = 120). Not all
students chose to answer all questions, and the age range was 18-26 years. Hypothesis 1 asked if
participants received more gratifications from online media than from traditional radio due to the
amount of usage of various platforms. The results showed that YouTube, Pandora, each ranked
ahead of FM Radio, but radio still ranked higher than pay for media options including Spotify
and the iPod.
Table 2
Media Used the Most per Week
Question 1
N
Minimum Maximum Mean
YouTube
120
0
5
2.9083
Pandora
120
0
5
2.7333
FM Radio
120
0
5
2.4833
iPod
120
0
5
2.3333
Other
120
0
5
0.95
Spotify
120
0
5
0.9417
Twitter
120
0
5
0.6833
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Std. Deviation
1.48378
1.81374
1.58238
1.95467
1.73375
1.66171
1.44933

iTunesRadio

118

0

5

0.6695

1.27471

SiriusXM

120

0

5

0.3417

1.01663

iHeart
Rdio
AM Radio
Google Play
HD Radio
Amazon
LastFM
AOL Music
Rhapsody
My Space
Valid N
(listwise)

120
120
120
120
120
120
120
120
120
120

0
0
0
0
0
0
0
0
0
0

5
5
4
4
4
3
3
3
1
1

0.2417
0.1667
0.1417
0.1417
0.075
0.0667
0.05
0.025
0.0167
0.0083

0.85007
0.83347
0.50702
0.58404
0.45212
0.36052
0.3393
0.27386
0.12856
0.09129

118

Research question 1 and 2 covered the likes and dislikes of traditional radio and online streaming
services. Both radio and online platforms had similar likes including “being free to listen to,”
“being entertaining” and that both play music the participants like.
Table 4
What Participants Like Most About Radio
Question 3
N
Free to
Listen
Avail. in
Car/Home
Entertaining
Entertaining
DJs
Plays Music
I Like
Local
Information
Good
Variety of
Music
Local
Events

Minimum Maximum Mean

Std.
Deviation

120

0

5

3.3167

1.8561

120

0

5

2.5833

1.87233

120

0

5

1.2917

1.70711

120

0

5

1.175

1.74251

119

0

5

1.1176

1.64768

115

0

5

0.8609

1.39477

120

0

5

0.8083

1.57872

120

0

5

0.6667

1.27901
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New Bands
Local
Traffic
Weather
DJs Discuss
Music
News
Updates
Local
Request
Line
None Apply
Local Ads
Other
Valid N
(listwise)

120

0

5

0.6083

1.27876

120

0

5

0.5833

1.21326

120

0

5

0.5083

1.15951

120

0

5

0.4583

1.06033

120

0

5

0.4417

1.1653

120
120
120

0
0
0

5
4
5

0.125
0.1083
0.0833

0.7839
0.54689
0.58817
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Their dislikes were similar as well including “playing too many commercials,” and “playing the
same song too much.”
Table 3
What Participants Dislike about Radio
Question 2
N
Too Many
Commercials
Same Song Too
Much
No Song Variety
DJ Talks Too
Much
Not Enough New
Music
Don't Play Bands
I Like
Stations Sound
Same
Too Much Static
DJ Identify Song

Minimum Maximum Mean

120

0

5

120

0

5

120

0

5

120

0

5

120

0

5

120

0

5

120

0

5

120
120

0
0

5
5
9

Std.
Deviation

3.5833

1.76

2.9083
2.075

1.74
1.79

1.6083

1.68

0.9333

1.40

0.8833

1.64

0.65
0.575
0.4583

1.18
1.21
1.11

News Updates
Not Entertaining
Not Interactive
Traffic/Weather
Other
None of the
Above
Valid N
(listwise)

120
120
120
120
120

0
0
0
0
0

5
5
4
4
5

120

0

5

0.3
0.2917
0.2167
0.2083
0.075

0.96
0.85
0.75
0.72
0.50

0.05

0.46

120

There were also differences in likes between radio and online services since each offers features
unique to that medium. For radio they stated they liked the “entertaining DJs,” and for online
streams their likes included “song skips,” and “plays bands” they enjoy.
Table 6
What Participants Like About Online Music Streaming
Question 5
N

Minimum Maximum Mean

Std.
Deviation

Free To
Listen

120

0

5

3.7833

1.62016

Good
Variety of
Music

120

0

5

2.9167

1.67324

Plays Bands
I Like

120

0

5

2.4083

1.52015

Song Skips

120

0

5

1.8333

1.64666

Portability

120

0

5

1.7833

1.64078

Entertaining

120

0

5

1.5417

1.47184

None
Other
Valid N
(listwise)

120
120

0
0

5
0

0.2583
0

1.07294
0

120

For online, the survey respondents disliked that the services do not offer “enough song skips,”
and the streams “buffer too much.”
10

Table 5
What Participants Dislike About Online Music Streaming
Question 4
N
Too Many
Commercials
Not Enough
Song Skips
Too Much
Buffering
Same Song
Too Much
Not Portable
No Song
Variety
Not
Interactive
None of the
Above
No bands I
Like
Not
Entertaining
Other
Stations ID
Song
Valid N
(listwise)

Minimum Maximum Mean

Std.
Deviation

118

0

5

3.0763

1.90437

120

0

5

3.0083

1.7893

120

0

5

2.6

1.90709

120

0

5

1.0417

1.42838

120

0

5

0.8833

1.44469

120

0

5

0.8667

1.37158

120

0

5

0.725

1.23644

120

0

5

0.5667

1.53247

119

0

5

0.5378

1.14084

120

0

4

0.225

0.74993

120

0

5

0.2

0.85602

120

0

5

0.175

0.65674

Hypothesis 2 was used to discover how students find new music, and if they prefer online over
radio for music discovery. YouTube was the most popular choice for finding new music, with
Pandora, FM Radio and word of mouth all being the top options for hearing new music.
Table 7
Media Outlets Used to Discover New Music
Question 6
N
Minimum Maximum
11

Mean

Std.Deviation

YouTube
Pandora

120
120

0
0

5
5

2.95
2.6333

1.73859
2.06586

FM Radio

120

0

5

2.05

1.76735

119

0

5

1.8908

1.66616

120

0

5

0.9083

1.69525

Music
Websites

120

0

5

0.8833

1.62016

iTunesRadio

120

0

5

0.575

1.28117

MTV/VH1

120

0

5

0.4917

1.13015

Vevo

120

0

4

0.4667

1.05267

SiriusXM

120

0

5

0.4

1.11822

Twitter
iPod
Other

120
120
120

0
0
0

5
4
5

0.4
0.35
0.25

1.11068
0.90424
0.96362

iHeartRadio

120

0

5

0.1583

0.79912

Magazines

120

0

4

0.125

0.5276

GooglePlay

120

0

3

0.1083

0.49867

LastFM
Rdio

120
120

0
0

4
5

0.1083
0.0833

0.5313
0.64278

MySpace

120

0

4

0.075

0.45212

Amazon

120

0

3

0.0583

0.39526

HD Radio

120

0

3

0.0417

0.32786

AM Radio

120

0

1

0.0167

0.12856

Rhapsody

120

0

1

0.0083

0.09129

AOL Music

119

0

0

0

0

Valid N
(listwise)

118

Word of
Mouth
Spotify
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Hypothesis 3 asked if students would prefer to use free services rather than paid services and the
results showed that most students prefer free services over paid for services and most have not
purchase a paid service, including SiriusXM.
Table 8
Participants Have Purchased Commercial-Free Listening Experience on an Online Streaming
Website.
Question 7
Frequency Percent Valid Percent Cumulative
Percent
Strongly Disagree
59 49.2
49.2
49.2
Disagree
31 25.8
25.8
75.0
Neither Agree/Disagree
3
2.5
2.5
77.5
Valid
Agree
12 10.0
10.0
87.5
Strongly Agree
15 12.5
12.5
100.0
Total
120 100.0
100.0
Table 9
Participants Have Purchased a Commercial-Free Listening Experience on SiriusXM Satellite
Radio.
Question 8
Frequency Percent Valid Percent Cumulative
Percent
Strongly Disagree
70
58.3
58.3
58.3
Disagree
28
23.3
23.3
81.7
Neither Agree/Disagree
8
6.7
6.7
88.3
Valid
Agree
12
10.0
10.0
98.3
Strongly Agree
2
1.7
1.7
100.0
Total
120
100.0
100.0
When asked on research question 3 if they would still listen to traditional radio if the participants
had WiFi access in their vehicle, the ones that answered the question stated they would still listen
occasionally 15% of the time to traditional radio. Those that would still listen “very often” to
radio included 9.2%. The participants that would still “listen all the time” to radio was 2.5%.
Table 10
Participants Have Internet WiFi Access in Their Vehicle.
Question 9
WiFi in Car
Frequency Percent Valid Percent Cumulative
Percent
13

Valid

Yes
No
Total

33
87
120

27.5
72.5
100.0

27.5
72.5
100.0

27.5
100.0

Table 11
If Participants Still Have WiFi Access in Their Vehicle, Do They Continue to Listen to AM/FM
Radio?
Listen to AM/FM Still
Frequency Percent Valid Percent Cumulative
Percent
Never
6
5.0
15.8
15.8
18
15.0
47.4
63.2
Occasionally
Valid
Very often
11
9.2
28.9
92.1
All the time
3
2.5
7.9
100.0
Total
38
31.7
100.0
Missing
99.00
82
68.3
Total
120
100.0
Hypothesis 4 was used to see if students use their smartphone for listening to music in their
vehicle via an auxiliary jack. Of the respondents that chose to answer, 50% said they use a
smartphone “all the time” for music listening. While 27.5% said they use the device “very
often.” When asked about the use of an auxiliary jack, 40% said they use one “all the time” to
listen to music while in their vehicle, 19.2% said “occasionally” and 17.55% said they “never”
use the device to listen to music in their vehicle.
Table 12
Does the Participants Use a Smartphone to Listen to Music?
Question 10
Valid Cumulative
Frequency Percent
Percent
Percent

Valid

Never
Occasionally
Very often
All the Time
Total

7
20
33
60
120

5.8
16.7
27.5
50
100
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5.8
16.7
27.5
50
100

5.8
22.5
50
100

Table 13
Does the Participants Use an Auxiliary Jack Connection in Their Car to Listen to Music from a
MP3 Device/Smartphone?
Question 11
Aux Jack
Frequency Percent Valid Percent Cumulative
Percent
Never
21
17.5
17.5
17.5
Occasionally
23
19.2
19.2
36.7
Not Sure
1
.8
.8
37.5
Valid
Very Often
27
22.5
22.5
60.0
All the Time
48
40.0
40.0
100.0
Total
120
100.0
100.0
Research question 4 wanted to discover if students still listen to music mostly while driving since
music has become much more portable thanks to technology. The results showed that listening to
music while driving is still the most popular option when students choose to listen to music with
47.5% selecting this choice. Home was second with 25% and on campus received 21.7%.
Table 14
Where the Participants Listen to Music the Most
Question 12
Where do you listen
Frequency Percent Valid Percent Cumulative
Percent
Car
57
47.5
47.5
47.5
Home
30
25.0
25.0
72.5
On Campus
26
21.7
21.7
94.2
Valid
With Friends
2
1.7
1.7
95.8
Other
5
4.2
4.2
100.0
Total
120
100.0
100.0

The purpose of the final research question was to discover the gratifications students receive
from music listening and the reason they select to listen. A Friedman two-way ANOVA found no
significant difference among the top five responses (p < .05). The top gratification students
receive from music listening is entertainment (M = 3.74. SD = 1.54). Students use music to help
alter their move as the second gratification received (M = 2.68, SD = 1.73), to help release
tension was third (M = 2.32, SD = 1.70), and to help pass time was the fourth top gratification
received (M = 2.14, SD = 1.76), and to help stop boredom was the fifth reason offered as a
motive for listening to music (M = 1.47, SD = 1.59).
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Table 15
Reasons Why Participants Listen to Music (Ranked 1-5, with Five Being the Main Reason The
Participants Listen to Music).
Question 13
N
Minimum Maximum Mean Std.Deviation
For Entertainment
120
.00
5.00 3.7417
1.54210
Pass Time
120
.00
5.00 2.1417
1.75516
Stop Boredom
120
.00
5.00 1.4750
1.59285
Change Mood
120
.00
5.00 2.6750
1.73041
Release Tension
120
.00
5.00 2.3250
1.70103
Stop Feeling Lonely
120
.00
5.00
.6083
1.27876
Music Trends
120
.00
5.00
.5750
1.09746
Study
120
.00
5.00
.9167
1.42948
Talk with Friends
120
.00
4.00
.1417
.55452
Other
120
.00
5.00
.3750
1.17439
Valid N (listwise)
120

Discussion
Online streaming continues to grow in popularity with college students, however traditional
radio is still an important choice for music listening for many of the participants. Hypothesis 1
was supported as the results indicated that the participants receive more gratifications from
online services including YouTube and Pandora. FM radio came in third, ranking higher than
both the iPod and Spotify, and thus local traditional radio is still not irrelevant to the lives of the
young participants. The reason FM radio still ranks higher than some online sources may be
because like YouTube and Pandora, over-the-air radio is free and nearly ubiquitous, since most
all vehicles and homes own at least one radio. SiriusXM and Spotify charges subscriptions for
most of their services content. With the availability to stream music on smartphones, the iPod
could be in decline, hence why it ranked lower.
In regards to the dislikes/likes about radio and online, the participants made it clear that no
matter if the music is on radio or online, they do not enjoy hearing ads. Radio should consider
lowering their ad minutes per hour in a similar fashion of Pandora. Radio could charge more for
these ad spots to make up for the decreased number of ads. Over-the-air and online should
consider expanding song variety since respondents feel there is a lack of song variety. Local
AM/FM radio biggest advantage is still that the service is free and can provide local content that
online sources cannot provide. Radio should highlight these advantages more than they currently
do. Online services should consider offering more song skips for a small fee (in order to increase
revenue) and to offer their users an extended version of a feature that they enjoy. The
participants made it very clear they prefer free services to paid ones, which is why SiriusXM and
Spotify ranked low on the results.
Answers to Hypothesis 2 showed that students are using online sources to find new music and
for their main source of music listening. YouTube ranking as the top source for music was a
16

surprise considering the site is a video website, one would assume an audio based site would be
the first choice. YouTube is free and easy to use so this may explain why the site ranked first.
Pandora coming in second was not surprising since the website is popular. Traditional radio
should find their third place ranking as a sign that their service is still relevant to young adults,
but also use this placement as a chance to improve their programming to appeal better to a
Millennial audience. Stations should promote their stations more to students since many on
college campuses are from out of town and may not know their stations exist. With social media
being so important to college students, the fact word of mouth ranked high is not surprising as
many trends start via online word of mouth.
Because Spotify and SiriusXM require subscriptions their low ranking is understandable.
Traditional outlets including MTV, VH1, and magazines, decline is not surprising since these
channels have moved away from airing music videos and more reading is being done online via
free sites. As with satellite radio, magazine subscriptions may be an investment that students are
not willing to invest in. Apple’s iTunesRadio has yet to gain a large market share from Pandroa.
With their recent purchase of Beats audio still new, there is not enough data yet to determine the
impact of this service on other competitors. iHeartMedia’s iHeartRadio app has the potential to
gain market share on Pandora since the company owns over 800 radio stations and can promote
the app. Since this study was conducted, Amazon and rap artist Jay-Z have both introduced new
streaming services, but have yet to have an impact so far.
Hypothesis 3 was supported because students are not willing to purchase a commercial free
listening experience on a streaming service or from satellite radio. Students strongly disagree
(49%), or disagreed (26%) when asked if they have purchased a commercial free service. Just
13% percent strongly agreed or agree (10%) with the statement. In regards to SiriusXM, the
results were similar. The results suggest that students are not interested in paying for a streaming
or other radio music service. With terrestrial radio being a free service, this may be why it ranked
higher than digital services.
Research question 3 showed that WiFi is not yet a popular option in vehicles yet, but in 2014
GM started offering WiFi directly in vehicles, so the number of vehicles with WiFi embedded in
vehicles will only grow over the next decade, giving radio even more competition and listeners
more options (Colias, 2014). Hypothesis 4 was accepted with 50% of respondents saying they
use a smartphone “all the time” for music listening. Only 28% said “very often.” Forty percent
stated they use an auxiliary jack in their vehicle to listen to music. Twenty-three percent stated
they use one “very often.”
Research question 5 showed that even though the technology has changed, the uses and
gratifications students receive from music is similar to Lichtenstein & Rosenfield, (1984) study.
The results showed that they use music to help change their mood and to help release tension as
well. “To help stop boredom” and “to help pass time” ranked high as well. A study by Gantz,
Gartenberg, Pearson, and Schiller (1978) discovered results similar to this one. This study
showed, regardless of the technology, that students still find similar gratifications in music.
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Limitations and Future Research
As with all research, this study had limitations. First, with questionnaires there is the possibility
the study participants are not being honest when answering the survey questions. The surveys
were done anonymously, so their answers could not be verify for accuracy. There is always the
problem of memory recall concerning their use of music. Future studies should include a larger
sample size and find more male participants. A larger sample size and more males could result in
different data. Future studies could include respondents from different majors to see if there
would be different results due to major. This study only included students from the media
department. Also, different age groups among college students, (ages 18-19) may use technology
different from older students (23-25 years old) and a student with various age ranges could result
in different outcomes. With more options available now since this study has been conducted,
future research should include these services including Apple Beats, Tidal among others.

Conclusion
There is no doubt that new media sources such as YouTube and Pandora are being used by
college students and these services are effecting the traditional radio industry. As the results of
this study showed, YouTube, and Pandora are being used by the young adult sample over radio.
However, radio is still a popular option for Millennials as the research showed that it ranked
higher than Spotify and iPods. Traditional radio should take the results of this study and use the
findings to better appeal to the younger demographic and adopt some of the popular features of
online radio. AM/FM should consider airing less commercials or innovate new ways in which to
present ads. Over-the-air radio should highlight its strengths including the local information the
service provides and the fact that local radio is free. Even though radio has more competition
now than ever before, radio can use the results of this study to better position the industry for the
future by modifying its presentation to better appeal to Millennials.
Radio has started to embrace more technology by using social networking websites more on air
and interacting with listeners on these platforms and many stations now have their own mobile
app that you can stream the station on. If radio continues to invest in new technology, this
industry should be able to continue to be relevant to young, modern audiences. With technology
ever changing, as of now, there is no clear winner yet in the race for music listeners. It is hoped
that results from this study will shed new light on uses and gratifications theory, as applied to
this contemporary artifact. As this study showed, no matter how technology changes, the basic
gratifications obtained from music are still the same, and probably will be for many years to
come.
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Who’s Running the Schools?
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ABSTRACT
A national shortage of qualified applicants for the position of school principal has
existed since the late 1990’s. Research suggests that possible deterrents to
applicants pursuing the position of school principal include (1) the ever changing
role of the principal and (2) high stakes standardized testing for student
achievement, for which the principal is held accountable.
With those caveats still in effect, what factors motivate teachers to consider
becoming a school principal? What factors make them believe that they can be
effective principals and successful school improvement leaders?
The present study is an analysis of the results of a survey administered to
candidates at various stages of the master’s degree principal preparation
program at a university in south Louisiana. It explores motivations for entering
the field of school leadership and deterrents impeding candidates from applying
for such positions, and solutions that might alleviate the critical shortage. Results
suggest the kind of educators who are currently teaching our children and who
aspire to the job of running the PK-12 schools. The information should be helpful
to school districts and universities in recruiting school leaders and school leader
aspirants, while knowledge of the deterrents may be helpful to state
superintendents and state departments of education.
Keywords: principal, school leadership, motivation, deterrents,

Statement of the Problem
The school principal is the instructional leader of the school, and, as such, is instrumental in
school improvement and student achievement. Yet, today we face an impending shortage of
principals as current practicing principals approach retirement and a lack of qualified applicants
fail to fill the openings (Whitaker, 2001). Research suggests that the ever changing role of the
principal and high stakes accountability for student achievement constitute the major deterrents
to educators for choosing a school leadership role (Pounder & Merrill, 2001; Tracy & Weaver,
2000).
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And yet, throughout the United States, there are numerous teachers enrolling in M.Ed. principal
preparation programs (Young & Creighton, 2002). What motivates them to consider becoming a
school principal and what deterrents still fail to discourage them from that pursuit? The answer
to those questions may indicate the kind of people that are determined to run our schools. That is
the focus of the present study.

Review of the Literature
Almost half of the school principals across the United States are at or near retirement age and
will leave a host of vacancies (Education Research Service, 1998). Research has indicated that
the instructional leadership of the principal is a critical factor in increased student achievement
(Andrews & Soder, 1987; Cotton, 2003). Thus it is essential that we have enough qualified
candidates ready and willing to assume the role of school principal. Some researchers have
complained about a lack of qualified applicants for the position of school principal, particularly
at the high school level (Blackman & Fenwick, 2000; Education Research Service, 1998). A
study conducted by the Education Research Service (ERS) in 1998 as commissioned by the
National Association of Elementary School Principals (NAESP) and the National Association of
Secondary School Principals (NASSP), indicated a lack of qualified candidates for the role of
principal at all levels of school (Whitaker, 2001). Other research has pointed to the high school
principalship as particularly difficult to fill with qualified applicants (Bowles, King, & Crow,
2000; Pounder & Merrill, 2001).
Are there not enough qualified applicants, or are there factors that are dissuading such applicants
from applying for principal openings? Tracy and Weaver (2000) conjecture that the “changing
landscape of the principalship” (p. 75) may be an obstacle to qualified applicants and further
assert that this new environment for the principal is caused by several factors, including
increased diversity, decreased confidence in school quality, school privatization, school violence,
and pressure from the accountability movement that holds the principal responsible for the
students’ scores on standardized tests.
While universities are being blamed for inadequate preparation, Young and Creighton (2002)
indicated that there were earlier identified factors that might be contributing to the shortages,
such as “(a) pressures of the job, (b) testing and accountability, (c) excessive community and
board micro-management, and (d) lack of job security” (p. 10). A national study investigating
the reasons why teachers choose not to pursue the principalship and what factors might motivate
them to do so revealed the top five deterrents as stress, increased time commitment, pressures
from standardized tests, family responsibilities, and excessive paperwork. Interestingly, the tenth
deterrent was insufficient salary compensation for the extra responsibilities (Bass, 2006).
Hancock, Black, and Bird (2006) found the inhibiting factors that dissuaded educators from
pursuing a school leadership position as insufficient gain or personal benefits, personal needs and
issues, and increased risk. Harris et al (2000) found deterrents to the role of principal to be
“paperwork and bureaucracy, increased time commitment, potential litigation, discipline
problems, pressures from standardized tests, and a salary that is too small” (p. 43).
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And yet, there are many who continue to enroll in M.Ed. principal preparation programs (Young
& Creighton, 2002). What motivates these teachers to consider school leadership positions? The
same national study quoted above (Bass, 2006) revealed that the top five motivators for teachers
to pursue the principalship were the desire to make a difference, positive impact on people and
students, personal challenge, ability to initiate change, and professional challenge. Interestingly,
the sixth motivator was increased salary and benefits (Bass, 2006). Hancock et al (2006) found
the motivating factors to be challenge, altruism, personal and professional benefit, and leadership
influence. Harris et al (2000) found “that the most important motivating factors were having a
positive impact, making a difference, personal and professional challenge, and increased salary”
(p. 42).
The factors that motivate teachers to enroll in a university master’s degree in educational
leadership to prepare for the principalship and the factors that they identify as deterrents but
which have not deterred these applicants are the foci of the present study.

Description of the Study
The study is a quantitative analysis of responses to survey questions which were developed from
the literature.
Instrument
The survey was based on a study investigating the motivation for undergraduate students to enter
the field of education, i.e., teaching (Harms & Knobloch, 2005). The investigators of that study
had already identified six motivating factors, three of which were intrinsic (serving others,
touching people’s lives/making an impact, and calling to a career) and three of which were
extrinsic (salary and benefits, balance between career and personal time, and opportunities for
advancement/ personal growth). The present researchers used those six factors in the section on
Motivators and constructed two statements per factor for the section on Role Responsibilities.
The online survey used in the present study contained three sections: Motivators, Role
Responsibilities, and Open-ended.
Motivators
A list of factors that may serve as motivators for becoming a school leader was presented, and
subjects were instructed to rate the importance of those factors on a scale of 1 (least important) to
6 (most important) in motivating them to enroll in a principal preparation program in anticipation
of applying for a school leadership position.
Role Responsibilities
A list of statements regarding the roles and responsibilities that may also serve as motivators in
the decision to become a school leader was presented, and subjects were instructed to rate the
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degree to which they agreed or disagreed on a scale of 1(strongly disagree) to 6 (strongly agree)
in the role of the school leader.

Open-ended
There were two open-ended questions. One asked the subjects to indicate the position to which
they were aspiring after completing the program. The other asked the respondents to identify
factors that might be deterrents to becoming a school leader.
The results of the online survey were presented as descriptive statistics.
Subjects
The online survey subjects consisted of volunteer graduate students currently enrolled in the
M.Ed. principal preparation program at a university in south Louisiana in all six semesters. A
total of 45 students responded to the online survey.

Results
Results were consistent with other studies and indicated that the top reasons for entering school
leadership were generally intrinsic and altruistic in nature, while workload, long hours, and stress
were top deterrents.
Motivators
The percentage of responses chosen for very important and most important indicated that the
motivational factors in order of importance were the following: touching people’s lives/making
impact (93.19%); opportunities for advancement/personal growth (85.36%); serving others
(80.49%); calling to a career (75.61%); balance between career, personal time (60.97%); salary
and benefits (34.15%). The percentage of responses chosen for least important and not very
important indicated that the least important factor was salary and benefits (24.39%). See Table
1, Figure 1.
Table 1
Factors Influencing Choice to Become an Administrator
Least
important
1
________
Salary & benefits

14.63%

Not very Somewhat
Somewhat
important unimportant important
2
3
4
________ _________ ________
9.76%

4.88%

24

36.59%

Very
important
5
________

Most
important
6
_______

29.27%

4.88%

Calling to career

0.00%

4.88%

7.32%

12.20%

41.46%

34.15%

Serving others

0.00%

0.00%

2.44%

17.07%

48.78%

31.71%

Balance career,
personal time

2.44%

4.88%

4.88%

26.83%

46.34%

14.63%

Advancement/
Personal growth

0.00%

0.00%

2.44%

12.20%

41.46%

43.90%

Touching people/
making impact

0.00%

0.00%

0.00%

7.32%

24.38%

68.29%

Figure 1. Motivating Factors to Become an Administrator

Motivators
Salary, 24.39

Touching lives
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60.97
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Calling

Balance
Salary

Serving, 80.49

The motivating factors deemed most important by the students in the university principal
preparation program were mostly altruistic. The response with the highest degree of importance,
touching people’s lives/making an impact, was an altruistic and an intrinsic motivator, while the
response with the second highest degree of importance, opportunities for advancement/personal
growth, was an extrinsic motivator. Intrinsic motivators serving others and calling to a career
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followed closely after the second highest. Thus, the respondents were generally altruistic and
intrinsically motivated to pursue the role of school principal.

Role Responsibilities
The percentage of responses chosen for agree and strongly agree indicated that the statements to
which most of the respondents agreed in order of degree were the following: improving
education for a greater number of students (97.56%); helping struggling teachers succeed (95%);
socializing with community and business leaders (82.92%); helping students and families at risk
(80%); fulfilling leadership potential (75%) and saving some youth from a life of poverty and/or
crime (75%); education has always been my chosen profession (72.5%). After the top seven
there was a sharp drop: higher salary (46.34%); having more time available to spend with family
(46.16%); recognition in the community (26.83%); pathway to superintendent position (24.39%),
and, finally, less structured working environment (15%). The statements with which the largest
percentage of respondents disagreed were the following: less structured working environment
(35%) and recognition in the community (12.2%). See Table 2, Figure 2.

Table 2 Perception of Principal Role Responsibilities
Strongly
Disagree
1

Disagree
2

Somewhat
Disagree
3

Somewhat
Agree
4

Agree
5

Strongly
Agree
6

0.00%

0.00%

0.00%

17.07%

19.51%

63.41%

Improving education for
greater number

0.00%

0.00%

0.00%

2.44%

17.07%

80.49%

Helping struggling
teachers succeed

0.00%

0.00%

2.50%

2.50%

12.50%

82.50%

Pathway to
superintendent job

2.44%

4.88%

34.15%

34.15%

9.76%

14.63%

Recognition in
community

0.00%

12.20%

21.95%

39.02%

17.07%

9.76%

Higher salary

0.00%

0.00%

14.63%

39.02%

29.27%

17.07%

Socializing
w/community and
business leaders

26

More time with family

2.56%

2.56%

20.51%

28.21%

17.95%

28.21%

Fulfilling leadership
potential

2.50%

0.00%

0.00%

22.50%

25.00%

50.00%

Saving youth from
poverty, crime

0.00%

0.00%

7.50%

17.50%

32.50%

42.50%

Helping at risk students,
families

0.00%

0.00%

2.50%

17.50%

42.50%

37.50%

Education has been my
chosen profession

0.00%

7.50%

7.50%

12.50%

22.50%

50.00%

Less structured working
environment

20.00%

15.00%

22.50%

27.50%

10.00%

5.00%

Figure 2 Perception of Role Responsibilities of Principal
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The top five statements with which the respondents agreed most strongly aligned fairly well in
order of degree with the motivating factors which the statements represented. The top five
statements were essentially altruistic and intrinsic motivators with one exception. The statement
improving education for a greater number of students received the highest percentage of
agreement as did the motivating factor which it represented, touching lives/making an impact.
The statement helping struggling students succeed received the second highest percentage of
agreement, and the statement helping students and families at risk received the fourth highest
percentage of agreement; the motivating factor that both statements represented, serving others,
received the third highest rating of importance and is an altruistic and an intrinsic motivator.
The statement socializing with community and business leaders received the third highest
percentage of agreement, while the motivating factor that it represented, opportunities for
advancement/personal growth, was rated second in importance. This was the one exception, as it
is an extrinsic motivator. However, it may also be true that the respondents recognized that the
role of the principal has to include developing relationships with the community and business
leaders outside of the school setting in order to build support for the school.
Two statements tied for fifth highest percentage of agreement: saving some youth from a life of
poverty and/or crime, which represented the motivating factor touching lives/making an impact,
and fulfilling leadership potential, which represented the motivating factor calling to a career.
Both are intrinsic motivators, and one of them, saving some youth, is altruistic in nature.
Open-ended
One open-ended question asked the subjects to indicate the position to which they were aspiring
after completing the program. Some respondents offered more than one aspiration, and the
overwhelming response was school administrator (30): principal (14) and assistant principal
(16). Tied at second place were eight responses for a supervisory position (instructional coach,
teacher coach, curriculum coach, supervisor) and eight responses for a central office position
(central office or special education position in central office). Two aspired to become a
superintendent, and two indicated a school board position. One wanted to become a technology
facilitator; one wanted to stay in the same position; one was undecided. See Figure 3.
Figure 3 Career Aspirations
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The other open-ended question asked the respondents to identify factors that might be deterrents
to becoming a school leader. Most respondents gave more than one answer. The top deterrent
was workload/responsibilities (14), followed closely by the time commitment, including the long
hours and time away from family (11), and stress from high pressure and accountability (11).
Insufficient salary compensation for extra time (5) tied with the need to go back to school and its
associated costs (5). Being in charge (3) tied with dealing with parents (3). Other answers were
legal issues (2), criticism (2), and being looked down on if school did not have a decent SPS (2).
There were a plethora of single answers, such as public scrutiny, frustration, government
involvement in education, teacher turnover, lack of confidence, changes in curriculum, putting
out fires, behavior problems, too many demands, etc. See Figure 4.
Figure 4 Deterrents to Pursuit of School Principalship
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Conclusions
The statements regarding the roles and/or responsibilities of the principal to which the
respondents agreed most strongly generally aligned in degree with their ratings of the importance
of the motivating factors that were represented by the role responsibility statements. Most of the
candidates were intrinsically motivated to pursue a school leadership role, and most candidates
agreed more strongly with the altruistic and intrinsically motivating statements with one
exception. That exception was the second highest motivator, opportunities for advancement/
personal growth, which was intrinsic but not altruistic. It is noteworthy that the same motivating
factors that inspired them to enter the field of education as teachers likewise inspired them to
seek the role of principal. This corroborates a previous study (Harms & Knobloch, 2005) which
found that pre-service teachers whose career decision was formal education (classroom teaching)
were motivated by intrinsic factors such as serving others, touching people’s lives/making an
impact, and calling to a career. Furthermore, another study by the National Education
Association (1997) equated principals’ motivation to make a difference in people’s lives with the
motivation teachers had upon entering the field of education.
There was little to no difference among the respondents’ answers according to the semester in
which they were enrolled; there was a negligible difference in their responses. Those in the
beginning of the two-year program answered similarly to those in the middle of the program and
to those at the end of their program.
However, the open ended question regarding deterrents to pursuing the role of principal yielded
differences according to the length of time the respondent was enrolled in the principal
preparation program. The consideration of deterrents, such as stress, accountability, added
responsibilities, and time commitment became progressively more intense. Those at the end of
their program, ready to apply for administrative positions, listed more reasons and more specific
reasons why people may not apply for the job of principal as compared to those in the beginning
of their program. That could be the result of their facing reality as they are about to graduate and
actually apply for an administration position, or it could be the result of understanding much
more about the principal’s responsibilities and long hours as they are intensely involved in their
internship. It is also possible that the beginning candidates are blissfully ignorant of the myriad
responsibilities and heavy workload of a principal but then become increasingly aware the longer
they are in the principal preparation program.
In any event, it seems that the candidates at the end of the program have more awareness of what
lies ahead in the role of the school principal and will be entering with eyes wide open. We may
also conclude that they are all generally intrinsically and altruistically motivated to assume
school leadership positions. These are the kinds of leaders that will be running our schools in the
near future: leaders who care very much about improving education, touching the lives of the
children they steward, and helping the teachers succeed in the classroom.
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The Prevalence of White Privilege in School Systems
Preservice Principals’ Perceptions in Review
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ABSTRACT
The purpose of this study was to determine if pre-service principals recognize
white privilege in their schools. Six pre-service principals were asked to
determine the extent to which they observed white privilege in their schools. The
findings showed that all six pre-service principals experienced white privilege in
their schools. Their descriptions were conceptualized in accordance to Allan
Johnson’s concept of white privilege.
Keywords: whiteness, privilege, principals, leadership, culture, proficiency

Introduction
Schools continue to become filled with students from culturally diverse backgrounds (Banks,
1999, 2008; Baron, 2007; Hernandez & Marshall, 2009; Howard, 2007; Young, Madsen, &
Young, 2010). As such, one of the key factors in accommodating the needs of these students is
cultural proficiency. Cultural Proficiency is defined as “culturally diverse school environments
that are aware of the most culturally responsive approaches to interact with students in culturally
affirming ways” (Lindsey, Robins, & Terrell, 2009, p. 3). According to Lindsey et al. (2009),
principals play a huge role in setting the tone for implementing cultural proficiency into schools.
As such, pre-service principals must be aware of the need to be culturally proficient school
leaders.
A key factor in developing into culturally proficient school leaders is the ability to address the
barriers of cultural proficiency. Lindsey et al. (2009) argued that there are three main barriers to
cultural proficiency within an organization. The three most influential barriers are resistance to
change, oppression, and privilege. A description of these factors is as follows:
1. Resistance to Change--Refusing or failing to acknowledge the importance of
adjusting to the cultural differences that are presented by students from culturally diverse
backgrounds. (p. 71)
2. Systems of Oppression--Engaging in specific actions that deny the humanity and
development of students because of their cultural backgrounds and characteristics. (p. 75)
3. A Sense of Privilege--Privilege often shapes our inability to see how we achieve
certain opportunities and positions due to group membership. (p. 75)
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The purpose of this study is to focus on the influence of privilege in terms of white privilege.
Specifically, this research examines the extent to which pre-service principals’ recognize white
privilege in their schools.

Research Question
The research question for this article is as follows:
To what extent do pre-service principals recognize the presence of white privilege in their
schools?

Significance of Study
The significance of this study is that schools and school leadership are not neutral--they are
instead based on norms of white culture (Banks, 1998; 2008). These outcomes are rooted in
whiteness with whiteness as the structural and historical validation of white people as being the
standard example of normality. A key component of whiteness is white privilege. Specifically,
white people are often privileged to rarely, if ever, have negative racialized experiences that
adversely impact their lives. Therefore, schools must recognize how white privilege impacts the
experiences of their non-white students. From a leadership perspective, principals must be
prepared for recognizing white privilege during their tenure as pre-service principals.

Conceptual Framework
The conceptual framework for this research is Allan Johnson’s (2013) description of white
privilege from the perspective of being a system of privilege. Johnson denotes privilege exists
when one group has some of the values that are denied to others simply because of the groups
they belong to, rather than because of anything they’ve done or failed to do. He continued that
white people enact with privilege because of a system of factors that gives them unearned,
socially conferred rights and advantages in society. This system is built on dominance,
identification, and centeredness.
A system of white privilege is white-dominated, which means the default is for white people to
occupy positions of power (Johnson, 2013). White-dominance doesn’t mean that all white people
are powerful; only that the powerful tend almost always to be white. An exception to the rule is
when a person of color occupies a position of power.
White-identification means that the culture defines ‘white’ people as the standard for human
beings in general (Johnson, 2013). People of color, for example, are routinely identified as
‘nonwhite,’ a term that doesn’t tell us what they are, but what they are not.
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When a category of people is named the standard for human beings in general, the path of
least resistance is to see them as superior, there being no other reason to make them the
standard. . . . they are simply ‘human’ or ‘normal,’ and giving more credibility to their
views than to the views of ‘others,’ in this case people of color. (Johnson, 2013, p. 1)

White-identification also encourages whites to be unaware of themselves as white and
privileged, as if they didn’t have a race and advantage. White-centeredness is the tendency to put
white people and what they do at the center of attention—the front page of the newspaper or
magazine, the main character in the movie (Johnson, 2013).
When you organize a society in this way, the result will be patterns of unearned advantage that
are available to whites simply because they are socially identified as ‘white.’ Drawing from this
framework, this study examined the extent to which dominance, identification, and centeredness
were a part of the dynamics of white privilege in schools.

Methodology
This study consisted of six white pre-service principals in a master’s level program for
educational leadership. At the beginning of the course, participants completed a written profile of
themselves. Key points of the profile are as follows:
Participant
One
Two
Three
Four
Five
Six

Race
Black
Black
Black
White
White
White

Gender

Years of Teaching
Experience
4 Years
3 Years
6 Years
14 Years
11 Years
9 Years

Male
Male
Female
Female
Female
Female

Data were collected from one discussion board that concluded two weeks’ instruction in an
online course entitled “Cultural Proficiency for School Leaders” The purpose of the course was
to develop the pre-service principals’ understanding of how to demonstrate culturally proficient
school leadership. The two weeks’ session was entitled “The Relevance of White Privilege to
Teaching, Learning, and Leadership” The purpose of the sessions was to see if the students
recognized white privilege in their schools.
During the first week, the participants and I discussed Allan Johnson’s (2013) article, “What is
System of Privilege?” and book, Power, Privilege, and Difference (2005). The focus of
Johnson’s perspective on White privilege were the following points:


White people enact with privilege because of a system of factors that gives them
unearned, socially conferred rights and advantages in society. This system is built on
dominance, identification, and centeredness.
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A system of white privilege is white-dominated, which means the default is for white
people to occupy positions of power (Johnson, 2013).



White-identification means that the culture defines ‘white’ people as the standard for
human beings in general (Johnson, 2013). People of color, for example, are routinely
identified as ‘nonwhite,’ a term that doesn’t tell us what they are, but what they are not.



White-centeredness is the tendency to put white people and what they do at the center of
attention—the front page of the newspaper or magazine, the main character in the movie
(Johnson, 2013).



When you organize a society in this way, the result will be patterns of unearned
advantage that are available to whites simply because they are socially identified as
‘white.’

For the second week’s discussion, the “Diversity vs. White Privilege” (Miner, 2000), a
compilation of Dr. Christine Sleeper’s perspective on White privilege is reviewed with the
students. In the article, Dr. Sleeter explained the need to move multiculturalism from just
appreciating diversity to addressing racism and white privilege. The section below provides her
main points regarding the need to approach white privilege from this perspective.
Q. You talk a lot about white privilege. Why do you use that term and how do you explain it to
white
teachers?
A. If I do well at something, nobody is going to say, "You're a credit to your race." Saying that
presumes that the race that the person is a member of ordinarily doesn't do very well. Because I
am white, nobody says that about me. Yet such statements frequently surround kids of color.
People make assumptions about their intellectual ability, about their family support, simply on
the basis of their skin color. That's what I mean by reaping privileges of white racism, just on a
personal level. At a more institutional level, I sometimes use this example.
My grandfather was a painter and wallpaper hanger who did fairly well in his life by buying
property, renovating it, and then selling it. I grew up with the family story that he only had a
second-grade education and look how well he did. Yet he was buying property at a time in which
property ownership was much easier for white people. As a part of New Deal legislation,
Franklin Delano Roosevelt made a deal with southern Senators that the money for low-cost
federal subsidized housing loans would be made available to white families and not to families
of color, because the southern senators wanted to keep African Americans working as
sharecroppers.
Part of that New Deal legislation was specifically crafted so that people like my grandfather
could buy property. I have inherited then, the benefits of that piece of systemic, historic white
racism. Even today, I can walk into a real estate office and will more likely be shown places in
"better" neighborhoods. I am also more likely to be given a better mortgage deal.
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Those are examples of how white racism keeps reaping me benefits. Sometimes I am aware of it
and sometimes I am not.
Q. A lot of white people resist using terms such as white racism, white supremacy, and white
privilege. How do you break through that defensiveness where they might argue, "I am where I
am because I worked hard, not because I am white?"
A. One tactic is to look at family stories and situate those stories in a historical context. Let's use
my grandfather as an example again. My grandfather worked very hard and I can't say that he
didn't. But I can't just individualize his success. I have to look at it in the historical context of
who had access to what. This allows me to say that yes, my grandfather worked hard, but in a
situation in which the doors were closed to people who may have worked equally hard but who
were not white.
Q. A lot of teachers might respond, "That was 80 years ago. Today, we're in a color-blind society
and it is illegal to discriminate on the basis of race. How can you say white privilege still exists?"
A. Often, I have my students go out and do mini-investigations in the community. Here's an
exercise that helps. One of the investigations involves students pairing up - one white student and
one student of color. Sometimes they've looked at places to rent and one will go in and then the
other, and they later compare notes. I have a colleague who's done a similar exercise with the
students applying for the same job. Sometimes my students will go shopping together - that
seems to be a popular one - and they will compare their treatment by store clerks. With that one,
inevitably they come back with biased differential treatment.
After these investigations, the students will try to interpret what happened. Students of color
aren't surprised by the differing treatment, but the white students tend to be surprised. And some
will say, "Well, that was just that store clerk, who was having a bad day."
If the white students are allowed to think of the differing treatment only in terms of one
particular instance, they can still minimize and individualize the phenomenon. But in classes
where I have been teaching about institutional racism, I'll have groups of students come in and
report what they've found. If eight of 10 students report incidents of racism, it becomes much
harder to say that racism doesn't happen today. And when they report that data in conjunction
with information I bring to class - statistical data about racism and home mortgages, and racism
in educational tracking, and racism in racial profiling by police - it makes a powerful statement.
Like the sessions, these readings were designed to develop participants’ competence and
confidence to discuss the relevance of white privilege to culturally proficient school leadership.
Second, the readings were used to develop participants’ understanding of how being White
would impact their ability to address white privilege as culturally proficient school leaders.
At the conclusion of the discussions, students are provided with the following writing prompt:
Your assignment for the next weeks is as follows:
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1. Take the next week to think about our discussions on White privilege.
2. Provide an online response to the following questions:
A. Do you see the White privilege in your schools? If yes, how does White privilege operate
in your school?
Answers should be one-half to one page in length.
The pre-service principals completed these steps and provided an online response to the course
website. The students’ responses to the writing prompt were used to determine if I met the goals
of the sessions and readings.

Data Analysis
Following Creswell’s (2012) design for qualitative analysis to analyze the responses of the preservice principals the data was read and re-read to become familiar with key details in the
information. Specific occurrences of patterns in the data were reread to determine if parts or all
of the pre-service principals’ descriptions were aligned with the Johnson’s themes of dominance,
identification, and centeredness. Specifically, to determine if and which pre-service principal
responses matched the dominance, identification, and centeredness aspects (2013).
Next, a member check (Creswell, 2012) is conducted. Here, I provided the pre-service principals
with my description of their narratives. I then asked them to verify my descriptions of their
narratives with the original narratives that were submitted to me. Finally, I wrote the findings in
ways to show how the pre-service principals’ responses matched the dominant, identified, and
centered aspects of white privilege (Johnson, 2013).

Findings
The findings to the research question showed that all pre-service principals observed white
privilege in their schools. The remainder of this section provides specific descriptions, by the
pre-service principals, of how white privilege plays out in their schools.
Dominance
Pre-service principal one. I mostly see Johnson’s description of white privilege in my school.
The reason I say this is because of Johnson’s first descriptions when referring to the system of
white privilege. Johnson states, “A system of white privilege, for example, is white-dominated,
which means the default is for white people to occupy positions of power.” At my school the
head principal, the dean of instruction, and the head counselor are all white. These three people,
aside from the athletic coordinator, make up the most influential and powerful people on my
campus. Why is this significant? It is significant because the student population at my campus
is made up of 98% Hispanics with only 1% White. African Americans, Asian Americans, and
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Native Americans make up the remaining 1%. The “exception to the rule,” at my campus is the
athletic coordinator, who is Hispanic.
I believe the fact that three of the four most influential people on our campus are white boosts the
idea that whites are somehow more deserving of positions of power. I am not saying that these
three individuals are bad at their jobs; they are actually pretty good at them. However, if this is
what our students see, it is bound to give them the sense of inferiority to whites. I think this is a
part of what Johnson is trying to express when he explains that there is a system of white
privilege.
Pre-service principal two. My school is very white-dominated and white people occupy
positions of power. I teach at a school that is very extreme in its socioeconomic makeup. It is in
a wealthy neighborhood but also has several low-income apartment complexes that are included
in the attendance zone. It is a 4A high school with around 2,000 students. Of the four high
schools in our district, my school has the highest African American population but white
students are the majority. Out of the six principals and five counselors, one is African American,
one is Asian, and the remaining are white. Our faculty and staff are predominantly white and
only about five members are African American. Yes, we have other cultural groups in both our
student population and staff, but the biggest misrepresentation in positions of authority is with
our African American students. My school is white-dominated in the administration and faculty
as well as most of the student groups that are considered the “popular” groups”… i.e.
cheerleaders, student counsel, dance team, homecoming court, etc.… they are primarily
composed of white students. Johnson says “…and when a person of color occupies a position of
power, that will be noted as an exception to the rule (as when Barack Obama is routinely
identified as a black president and not just ‘the President’).” I see that exception to the rule all
too often in our student groups; the one black male on the homecoming court, the one Asian girl
on the dance team. So the white students are raised in the system of white privilege and whitecenteredness, and the cycle continues. At the same time, other ethnic groups struggle to receive a
meaningful education. The combination of white privilege and affluence is detrimental for
developing a culturally proficient environment and school.
The posing of the question this week has made me want to do more research on the ethnicity
percentages of both students and teachers and see if the two are proportional. Unfortunately, I
assume that the numbers will strengthen my description of white privilege at my school. On a
positive personal note, this reflection on my school has increased my understanding of white
privilege and its impact on students.
Identification
Pre-service principal three. I worked in a predominantly minority school and white privilege
was not a factor in the everyday campus life. The school was largely African American and
Hispanic; both the student and staff population. Celebrating cultural characteristics was ingrained
in the instructional program. There was a "problem" with the students putting more credibility
into what the white teachers taught versus the minority teachers. The white teachers were never
questioned or challenged by students or parents. However, the minority teachers were always
questioned or challenged about discipline issues and grading. Almost every incident that had a
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negative impact on a student led back to "what did the minority teacher do wrong?" I tend to
believe that those types of problems stemmed from systemic racism that minorities have been
subjected to throughout the years. The white is always right complex.
Pre-service principal four. According to Johnson, “White-identification means that the culture
defines ‘white’ people as the standard for human beings in general. People of color, for example,
are routinely identified as ‘nonwhite,’ a term that doesn’t tell us what they are, but what they are
not.” I have noticed on this campus that when teachers are discussing students of color, they are
referred to as “non-white.” The discussion of race or ethnicity is avoided. For some reason many
people think they are using proper etiquette when they sidestep the topic of race. It almost seems
like they do not know how to acknowledge or address race for fear of offending someone. Last
week a new student from China enrolled in 2nd grade. When I walked into the classroom, the
children in that class excitedly told me that they had a new student. They whispered to me that he
was “Chinese.” I asked them why they were whispering that. Their answer was that they didn’t
want to embarrass him. I explained to them that telling me that he was Chinese would not
embarrass him. I immediately wondered how children that young would think that saying the
race of a child was inappropriate. I have noticed that when teachers are discussing the behavior
of a student, many times the first question is, “Was he white?” Johnson also goes on to say that
“When a category of people is named the standard for human beings in general, the path of least
resistance is to see them as superior, there being no other reason to make them the standard.
Several things follow from this, including seeing the way they do things as simply ‘human’ or
‘normal,’ and giving more credibility to their views than to the views of ‘others,’ in this case
people of color.” After reading this statement, I immediately thought of an incident that
happened just this week. I’m not sure that this is what Johnson was talking about, but it is what
came to my mind. The African-American children at this campus ride the bus from the same
apartment complex each day. While walking them to the bus one afternoon, a very young white
teacher made the comment, “When these kids are in the classroom with just one or two of their
friends, they are actually pretty good; but when they are all together in this bus line, they are
horrible.” My comment to her was, “But isn’t that the way it is with all kids?” By making the
statement that the African American children were rowdy when they were all together but not
recognizing that white children are also rowdy in groups indicated to me that she felt that white
children were superior to those of color.
Pre-service principal five. In regards to “white privilege” at my campus, unfortunately, my
campus and the district where I work is 99% Hispanic; and there are about 4 total individuals of
the faculty that are not Hispanic at SBHS. My interpretation of white privilege at my campus is
a little different. The best scenario that I can provide for the “white privilege” is when our
school’s teams go to our neighboring city’s schools and participate in extracurricular events. Our
neighbor school has a makeup of 7% Hispanic and the rest mainly Caucasian. The teacher
makeup is 60/40 in regards to Hispanic and Caucasian. However, the presence of Caucasians has
a direct impact on the mentality towards our district. I was coaching a basketball game against
our neighboring town and we happened to defeat them. One of their school’s board members
came to me and said, “Wow, coach, you’ve done wonders with those kids.” He then asked me,
“Why don’t you come over and coach these boys… with a coach like you, these boys can take
you further!!!” Insane huh? Well, I’m not the only person that sees this wall. My student athletes
definitely see the barriers and the racial thoughts. I do tell my student athletes that it is up to us to
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write our future. To answer the question, my campus does witness both types of white privilege
challenges. I’d like to think with every success of our campus, the “white privilege” theory will
diminish.
Centeredness
Pre-service principal one. The difference in the teachers' attitudes and views toward our diverse
population can be seen in our hallways, on our student news channel, and in the classroom. Our
hallways are covered in bulletin boards created by a white faculty about white issues. There has
not been a board that I have seen all year that would come close to reflecting the thoughts,
feelings, or beliefs of the minority students. Our students walk the halls and are constantly
reminded of their inferiority to the majority white population. Our student news channel has no
students of ethnic backgrounds represented. Only white children report the news. How must it
feel to not be represented on a school channel? Finally, I constantly hear teachers complaining
about the lack of motivation of their minority students. They classify them as lazy or
disrespectful. I always ask why. Why are the students not responding to their instruction? Why
do they think their actions are targeted as disrespect toward the teacher and not something that is
acceptable in the student's home or culture? Most of the time, it's the lack of understanding on
the part of the teacher to the student's cultural needs that comes across as disrespect or lazy. If
they can make a connection, then the student becomes engaged and the issue is solved. However,
that takes self-reflection and change on the teacher’s part. Both of which are hard!
Pre-service principal six. At my school, the student population is composed of 95% Hispanic;
however, the Hispanic staff population is only 20%. Furthermore, the white staff population is
61%. The disproportion between the student and staff demographic makeup has led to a silent
and sometimes vocal promotion of white privilege. In my first year teaching, for example, I was
approached by a group of students, which were very representative of the whole student
population that wanted to form an after school performing band. The band dedicated their time to
practicing and learning traditional Mexican instruments and music. The student population was
excited to have such an organization on campus; after all, most of the students can identify with
this music in some way. The Hispanic staff was excited as well, even went in and participated
sometimes. Most white staff members (not all) did not understand the importance of the music
and others even called it a disturbance. It was evident that the staff did not understand the culture
and the importance of culture to our student population. Some staff members even called these
students mariachis; this too showed their ignorance. After two years of trying to get recognized
by the school staff, the students became discouraged. They wondered why the staff promoted the
marching band and other “American” organizations to represent the school in pep rallies, parent
events, and other school activities, and these students always felt ignored by the staff. After
learning the material from this class, I realize these students were ignored. The white staff
promoted the white traditions through other student organizations, and suppressed the culture of
the Hispanic students by ignoring it. If the white staff members would have taken time to do
some research, they would have found out that music is a very important part of the Hispanic
culture. Even now, four years later, the student’s culture is ignored. The song that is played on
the intercom is the “Happy Song” which our students don’t relate to culturally. Ultimately, I
believe the underlying issue is one of fear--fear to lose traditions established by whites that are
no longer relevant to the current student population.
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Discussion
The findings from the pre-service principals’ responses revealed they recognize the prevalence of
white privilege in their schools. The following section provides discussion points in accordance
to the conceptual framework.
Dominance
Johnson (2013) argued white privilege is white-dominated because by default, whites occupy
positions of power. This systematic aspect of white privilege was seen in pre-service principal
one’s views of the all white leadership of the school. This participant also indicated they are the
most influential and powerful people on my campus. According to this participant, another
significant perspective of this dominance is that the student population is 98% Hispanic. The
participant also added that this dominant, default perspective impacted his campus by purporting
the idea that whites naturally deserve to occupy positions of power. As indicated by the
participant, “If this is what our students see, it is bound to give them the sense of inferiority to
whites.”
These sentiments were also expressed by pre-service principal two. Consistently with Johnson’s
(2013) dynamic of dominance and white privilege, the participant’s school is comprised
primarily of white people who are in power. Although the school is socioeconomically diverse,
there is no diversity in the power structure. As captured by the participant, “My school is whitedominated in the administration and faculty as well as most of the student groups that are
considered the ‘popular’ groups,’ i.e. cheerleaders, student counsel, dance team, homecoming
court, etc… they are primarily composed of white students.” The participant further denoted that
the dominance allows one non-white inclusion. At the participant’s school, there was one black
male on the homecoming court and one Asian girl on the dance team. The one is an abnormality
because of not being the norm for power on the campus. This finding is consistent with
Johnson’s indication of how people of color in power are denoted as the exception to the rule.
Identification
Johnson’s (2013) perspective on white privilege as identification centers on standardization. That
is, white people as the standard for human beings in general. This perspective was described in a
few pre-service principals’ ideas of how white privilege influences their schools. According to
pre-service principal three, his school is comprised mostly of African American students and
Hispanic students, as well as teachers from the same racial groups. Yet, the students still seem to
place more value in the ideas and perspectives of the white teachers on the campus. As
documented by the participant, the role of the minority teacher was questioned in almost every
incident that had a negative impact on a student. This finding may emanate from the notion of
how, like whiteness, the white teachers on this campus are considered to add standardization and
credibility to situations.
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Pre-service principal four’s description of identification supports Johnson’s (2013) indication of
how,
When a category of people is named the standard for human beings in general, the path of
least resistance is to see them as superior, there being no other reason to make them the
standard. Several things follow from this, including seeing the way they do things as
simply ‘human’ or ‘normal,’ and giving more credibility to their views than to the views
of ‘others,’ in this case people of color. (p. 1)
This participant extended Johnson’s supposition with a story about a white teacher’s description
of a group of black children’s behavior at their school. As indicated, the teacher’s commentary
was as follows: “When these kids are in the classroom with just one or two of their friends, they
are actually pretty good, but when they are all together in this bus line they are horrible.” The
participant gave the following response to the teacher: “But isn’t that the way it is with all kids?”
Drawing from Johnson’s identification theory, the participant further explained that like white
children, African American children were rowdy. But unlike white children, African American
children’s rowdiness is not normalized as a part of kid behavior. Instead it is bad black behavior
in school.
Centeredness
Johnson (2013) explained there is a continual tendency to put white people and their culture at
the center of attention. A few pre-service principals saw this centeredness as being a key part of
their schools. Pre-service principal five said, “The difference in the teachers' attitudes and views
toward our diverse population can be seen in our hallways, on our student news channel, and in
the classroom.” The participant added that all bulletin boards are created by white teachers and
focus solely on white issues. Evidence to this fact can be seen in the following statement: “There
has not been a board that I have seen all year that would come close to reflecting the thoughts,
feelings, or beliefs of the minority student.” She further extended this belief by highlighting the
lack of racial diversity in the school news channel. Only white children report the news. Her final
summation regarding this issue was, “How must it feel to not be represented on a school
channel?” This participant also indicated that this centeredness of whiteness had an adverse
effect on the non-white students of the school. She stated that the impact is the constant reminder
that they are inferior to the majority white population.
Pre-service principal six approached the centeredness of whiteness from the perspective of the
differences between the majority white staff and a racially diverse student population. At the
center of the school in terms of culture and climate were the white staff’s attitudes and beliefs.
As indicated, the student population, as well as Hispanic staff, was excited about the idea of
having a marching band that performed Mexican music with Mexican instruments. However,
because of the centeredness of whiteness, most of the white teachers disagreed and disapproved
of the idea.
Thus, this centeredness prevented a group of students from achieving their goal of sustaining the
development of a school performing band. The refusal to endorse the idea of the band was not
based on the idea of having a performing band. The refusal emanated from the idea of the band’s
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desire to perform traditional Mexican instruments and music. Translation: the performance of
Mexican instruments was seen as racial and cultural intrusion on the white centeredness of the
school.
This outcome explains the pre-service principal’s indication of how the white staff used
recognition to promote white traditions and ignorance to suppress the culture of the Hispanic
students. Through this situation, the participant realized the ingrained silent and sometimes vocal
promotion of white privilege.

Implications
The findings show that white pre-service principals are indeed capable of identifying concrete,
real-world ways in which white privilege impacts schools (Johnson, 2013). The real implication
is for these pre-service principals to determine if, as principals, they are willing to address the
privilege on a school campus. I believe that by virtue of being white, these pre-service principals
will need to consciously and intentionally consider the following reflective questions:
1. As I prepare for becoming a principal, am I ready to address the white privilege that
defines many schools?
If the answer is yes, then these pre-service principals must consider the following
questions:
2. Will I address white privilege in ways that reveal the underlying dominance of
whiteness?
3. Will I address white privilege in ways that reveal the underlying identification of
whiteness?
4. Will I address white privilege in ways that reveal the underlying centeredness of
whiteness?
If the answer is yes, the willingness and readiness must be seen in approaches to white privilege
that create true racial integration on their campuses. In this context, racial integration means that
teachers, students, counselors, and principals are able to achieve racial responsiveness in
accordance through Racial Competence, Racial Reflection, Racial Assertiveness, and Racial
Responsiveness. The following section provides a description of each term.
1. Racial Competence—Pre-service principals understand the need to foster a school
culture and climate that pursues a clear and compelling understanding of how race
works in society and schools and on their particular campuses. This pursuit is also
used to reveal the role that white privilege plays in the structure of race on their
campuses.
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2. Racial Reflection—Pre-service principals understand the need to foster a school
culture and climate that allows for spaces within race reflections and between race
reflections of what “being racial” means. This means that faculty, staff,
administration, and students from all racial groups find a spot to make sense of what
it means to be a member of their racial groups both within racial and between racial
situations on their campuses. Throughout the space identification process, white
privilege is continually examined from the extent of determining how this
phenomenon impacts the ability to identify and secure this space in healthy ways.
3. Racial Assertiveness—Pre-service principals understand the need to foster a school
culture and climate where faculty, staff, administration and students can openly and
honestly assert their feelings about race in general and race in the school. There are
specific approaches to be taken to address the stress that comes with developing the
assertiveness to process and negotiate race. In addition, white privilege is analyzed in
terms of its impact on the ability for all school stakeholders to share their racial
concerns, views, and feelings.
4. Racial Responsiveness—Pre-service principals understand the need to foster a school
culture and climate where faculty, staff, administration and students are able to
respond to race as a concept to be explored instead of an issue to be ignored within
the school. This perspective is balanced against the backdrop of determining the
extent to which responding to race is influenced by white privilege.

Conclusion
By enacting this type of environment, pre-service principals can move beyond only recognizing
white privilege as a barrier to cultural proficiency. They will be able to move to creating racially
safe school environments that effectively determine how to best address any signs of dominance,
identification, and centeredness that describes white privilege.
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ABSTRACT
Problem based learning (PBL) is relatively new in the realm of learning, use of
learning aids and assessment. PBL requires product design/course, paper
completion, and research/citations in support of the student statements and
specific parameters of the paper. Teaching and learning theories (inductive and
deductive) and critical thinking are the benchmarks in determining the success of
teaching techniques in a course. The deductive method includes a preset
assessment. The “Table Of Contents” structures student learning. A student’s
critical thinking becomes self-directed, self-disciplined, self-monitored and selfcorrective. Textbooks and lectures are often barriers to learning for many
students. A study, the second of three, was designed to test for (no) preferences
of student course aids with respect to critical thinking, learning and assessment.
The aids included the text, lectures, subject handouts, specific end of course paper
table of contents, and sample (rubric) paper. A survey questionnaire was
administered to cohort groups of business/health care graduate students. A
sample of 60 graduate students were surveyed and 52 students responded. The
course delivery format was on line/computer only.
Chi Square Goodness of Fit Testing suggested that a given/provided Table of
Contents for the major course paper, as an assessment, was most preferred by the
responders. The five course aids (in student preferred rank order) are:
1.
2.
3.
4.
5.

Preset/given paper table of contents
Rubric/sample report
Subtopic lectures
Student sharing/group work
Textbook

There was a statistically significant difference in student learning aid preferences
at alpha a priori < .05 percent. Again, the responders ranked the textbook last.
Therefore, the text was again considered an outlier. Most responders reported
that the course aid, table of contents for the course paper, was (or would also be)
helpful in their “follow on” courses.
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Introduction
This paper, the second in a trilogy, presents an overview of student preferences in course aids for
Problem Based Learning (PBL) assessments. Thomas (2003). It looks at a variety of student aids
and also references a variety of assessment instruments. The paper focuses on critical thinking
and student course papers. Problem based learning (PBL) is relatively new in the realm of
learning, use of learning aids, and assessments. PBL supports critical thinking in that it requires
product design/course paper completion, research/citations in support of the student statements,
and specific parameters of the paper (the minimum of sub topics to be covered). PBL requires
that someone, other than the learner, is responsible for both the learning situations and
management of the assessments. Teaching and learning are directly tied to educational theories.
These theories are benchmarks in determining both the success of teaching techniques and proof
of learning.
The survey findings, as a time series of cohort, online groups, are also applicable to the
following learning theories:
Grow’s (1991) theory of Self Directed Development is closely matched to actual/existing
situations. The student must become decisive, resourceful, investigative, critical thinkers based
on assigned objectives in the course, self - directed and independent learners. As students gain
the skills needed for self - direction, the teacher becomes less directive. Grow, (1991, pp 125149).
Curriculum Design theory: a similar progression towards self - directed learning can be applied
to a course curriculum.
Approaches
The learning theories are interrelated to two teaching and learning methods. The methods are
inductive and deductive. In inductive the teacher exposes the learner to many topic situations.
The student will learn by trial and error. This is known as the stimulus – response result in
behaviorist habit forming theory. The deductive method includes a preset formula for the
assessment. Rules structure student learning. The student’s critical thinking becomes a guided
and/or self-guided learning process. Thomas (2003) states this is the constructivist pattern
process in learning. Thomas (2003, p. 3).
A survey questionnaire was administered to cohort, online, groups of Health Care Major
graduate students. A sample of 60 online graduate students were surveyed and 52 students
responded.
Chi Square Goodness of Fit testing, at alpha a priori < .05 results were statistically significant
regarding student preferences of learning aids.
Ho: The categories of student materials/work are equally likely to aid student learning
(Students do not have a clear/significant preference of course learning aids)
Ho: po = p1 = p2 = p3 = p4 = p5
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H1: (Ha) Students do have a preference of course materials to aid their learning
Chi Square Goodness of Fit Testing Formula =
2
2
X = E (O - E)
----------E
k-1 degrees of freedom
k = number of categories/5 -1 = 4 df
(This is always a right tailed test.)
Assessments
Course objectives generally drive the assessments in learning. Assessment is expected by the
learner and it is both competitive and non-competitive tools. Criterion testing is non-competitive.
Norm referenced tests compare one learner to another in past or current situational events.
Thomas (2003) concluded that PBL is closely matched to actual/existing situations. The students
must be decisive, resourceful, investigative, critical thinkers based on assigned objectives, selfdirected, and independent learners. They should (will) find solutions. Often the solutions are
found online in the topic fields of business, healthcare management, human resources, policy and
social sciences.
Multimedia benefits enhance the student’s decisive and critical thinking based on assigned
objectives of self-directed and independent learners. Evidence suggests that lectures can present
barriers to learning for many students, but online multimedia materials could offer many benefits
for learning and teaching alike. Wald (2008, pp. 215-233).
Furthermore, to support this agreement, Wald (2008) cited for example, speech recognition (SR)
potentially benefit all learners through automatically and cost-effectively, which provides
synchronized captions and transcripts of live or recorded speech (Bain et al., 2005, pp. 589-603).
Even though Bain’s research focused on how interacting with multimedia can inform
developments in using automatically synchronized speech recognition, any resulting benefits
transcend to preferred learning and teaching styles that could influence PBL.

Catalyst to Learning
Those surveyed preferred ownership and problem solving in learning. Paper/case assessment, to
include online research, were the methods of assessments used and often required solutions,
selection choices, regarding situational practices/problems.
It is important to nurture these would be health workers through training activities during their
program of study (Baker, 1989). The ideal student might become the ideal “professional”. They
would have a sense of self-worth, respect others, be loyal to their sponsor, maintain the highest
of standards in their field, give care that is honest, accurate and gentle, consider the patient on the
whole as body, mind, and spirit and will also, by role modeling, encourage growth of their ranks
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Brown-West, (1991); Carnevale, Villet, and Holland, (1990); Fauser, (1992); McMillan & Reed,
(1994).
Educators have to address any or all of the following issues: retraining of displaced workers;
content expansion; theory and methodology of instruction; increased education in licensed
occupations will enhance the image and expand the arena of adult education. Required
continuing education will increase development of testing and certification Bell, (1988); Buzzell,
(1986); Daggett, (1991); Dole, (1989); Gupta & Konrad, (1992); Schroeder, (1993).
Students and Learning Preferences
A survey questionnaire was administered to cohort groups of Health Care Major, online
graduate, students. There were 60 students surveyed and 52 responses. The study was designed
to test for (no) preferences of student course aids with respect to critical thinking, learning and
assessment. The aids included the text, lectures, subject handouts, specific end of course paper
table of contents, and a sample (rubric) paper. The expected tally for no preference of course aids
was 20% per category. The course delivery format (in this experiment) was to online only cohort
groups of graduate students.
Chi Square Goodness of Fit Testing suggested that a given/provided Table of Contents for the
end of course a paper, as an assessment, was most preferred by more than 90% of the responders.
A clear winner for student second choice of aid was a rubric paper. It should be noted that 86%
of the responders ranked the text book last of course aids.
Evaluation Outcomes
All graduate responders reported that course aids (used in the cohort online courses) were also
helpful in their “follow on” courses. All students self-reported grade point averages of “B” of
higher.
These five course aids (in preferred rank order) are:
1. Preset/given paper table of contents
2. Rubric/sample report
3. Subtopic lectures
4. Student sharing/group work
5. Text book
The Chi Square results suggest there is a significant difference in student learning aid
preferences and assessments.
eReading: What Value to Online Education?
The technology age has ushered in unprecedented information capabilities. This means reading is
not exempted from this trend. Song et al., (2004, pp. 59-70) Song (2005). There are many
choices of devices on which to read eBooks. Readers appear to want easier access to eBooks. For
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instance, some students make course choices partly based on availability of eBooks to allow
them to eRead anywhere. There is a plethora of options as the market searches indicate for best
solutions. Many schools are actually part of the pilot programs as their students provide feedback
along the way. Many of these schools, especially the online (or blended ones) have in some way
announced winning solutions tailored to both their schools and students. Hannifin, et al., (2003,
pp. 245-260).

Conclusion
Problem based learning (PBL) and the use of learning aids and assessments were tested. The
teaching and learning theories (inductive and deductive) and critical thinking are the benchmarks
in determining the success of teaching techniques in a course. The “Table of Contents” is the
hallmark of preferred learning aids for students. Textbooks and lectures can, and are, barriers to
learning for many students. Therefore, they are a hindrance to success. The learning aids
included the text, lectures, subject matter handouts, a specific end of course paper table of
contents, and sample (rubric) paper. The course delivery format was only online. The text book
was (again) definitely considered an outlier. The Chi Square Goodness of Fit test results
suggested there is a significant difference in student learning aid preferences/assessments at
alpha a priori <.05 percent. Future research suggests additional studies of other cohort groups be
done. eReading should be specifically named as a choice of preferred learning aids to further
substantiate that a hard copy text is out of vogue and therefore does not aid in Problem Based
Learning.
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Saint Leo University
This survey, based on your candid responses, will assist university faculty in the design of course work assignments
with respect to course delivery settings.
The survey is brief, just nine questions, and will not take much of your time.
Please check all that apply for each questions.
1. What is your current student status?
Freshman
Senior
Sophomore
Graduate
Junior
GPA
2. Have you ever help a health care registry/certification? Yes
No
3. If yes, which one?
4. Have you taken HCA/HCM 402 Community Health (Epidemiology) Yes
No
5. If yes, which delivery setting were you in?
Traditional in class
Distance/VTT
E-learning
Blended
6. Have you taken HCA/HCM 498 Policy and Planning? Yes
No
7. If yes, which delivery setting were you in?
Traditional in class
Distance/VTT
E-learning
Blended
8. Were the other students at your site helpful?
Encouraging
Willing to tutor others
Shared by “show and tell” _________
9. Rank in order what was helpful regarding learning and course aids:
Preset/given paper table of contents
Sub topic lectures
Drafting section pages in class by groups
Sample report
Text book
10. Did any above named activities aid you in “follow on” courses? Yes
No
Thank you for both your time and valued input.
If interested in the survey results, please contact the surveyors at
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Enhancing Health Care Providers’ Emergency Contraception Knowledge and
Communication with Hispanic Women: A Pilot Study
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ABSTRACT
Background: A goal of Health People 2020 is to improve pregnancy planning
and decrease unintended pregnancies in the United States (U.S.). Hispanic
women have the highest unintended pregnancy rates among all ethnicities in the
U.S. Emergency contraception (EC) is an option for Hispanic women desiring to
deter unintended pregnancies. However, EC awareness and use among Hispanic
women is scarce. Health care providers (HCPs) play a vital role in educating and
counseling Hispanic women about EC. HCP EC knowledge and attitudes can
impact EC education and counseling for Hispanic women.
Purpose: The purpose of this study was to increase health care provider (HCP)
knowledge and communication of emergency contraception (EC) with Hispanic
women in a family planning clinic through an education session on evidenced
based EC protocols.
Methods: Guided by Ajzen & Fishbein’s Theory of Planned Behavior, this pilot
study used a pre-test, post-test design to evaluate HCP EC knowledge, EC
attitudes, EC subjective norms and beliefs, and intention to educate Hispanic
women about EC before and after and education intervention. A convenience
sample of 10 family planning HCPs (9 RNs and 1 APRN) at a South Georgia
health department participated in the study.
Results: HCPs showed improvement of EC knowledge questions (p=.001) after
the education intervention in areas pertaining to EC treatment initiation, EC
pharmacologic regimen, EC side effects, and EC mechanism of action. However,
HCP EC attitudes, HCP EC subjective norms and beliefs, and HCP intent to
educate Hispanic women about EC were not significant (p= .83; p= .07; p=.1).
Although pre-intervention correlations were positive regarding HCP EC attitudes
and intent to educate (p=.049), post intervention correlations among the
attitudinal variables were non-significant; HCP EC attitudes and intention,
(p=.58); HCP EC subjective beliefs and norms and intention (p=.09).
Implications For Practice: HCPs can participate in training programs to
increase EC knowledge. Even though the post intervention analysis of the study
did not support a relationship between HCP EC attitudes, HCP EC subjective
norms/beliefs, and HCP intent to educate Hispanic women on EC, several other
studies conducted on larger populations concluded correlations among these
variables (Abdulghani et al., 2009; Chung-Park, 2008; Ebuehi et al., 2006;
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Golden et al., 2001; Kelly et al., 2008; Mayerhofer & Kirchengast, 2009; Miller
et al., 2011). Implications from study findings could help in designing programs
that not only address HCP EC knowledge, but also incorporates activities that
encourage participants to exchange opinions about EC.

Introduction
Hispanics have become the largest growing minority population in the United States (U.S.)
Between the years 1990 and 2000, the U.S. Hispanic population increased by 58% (Branch,
Harvey, Zukoski, & Warren, 2010) The national growth trend among Hispanics has also
increased in Georgia, with the Hispanic population rate tripling between 1990 and 2000 (Branch,
et al., 2010).
Drastic increase among the U.S. Hispanic population is linked to an increase in Hispanic
pregnancies. Furthermore, the National Survey of Family and Growth has identified U.S.
Hispanic women as the ethnic subgroup with the highest pregnancy rates (Rivera, Mendez,
Gueye, & Bachmann, 2007). In fact, one out of every five births in the U.S. is from a Hispanic
mother (McDonald, Sullentrop, Paulozzi, & Morrow, 2008).
Approximately 75% of Hispanic pregnancies are unintentional, with potential negative impact on
the Hispanic mother, infant, and the community (Ward, Roncancio, & Berenson, 2010).
Hispanic mothers in the U.S. are young, poor, and dependent on public assistance (Brach et al.,
2010; McDonald et al., 2008; Probst, Moore, Glover, & Samuels, 2004). Health implications of
Hispanic pregnant women include decreased prenatal care, greater risks for developing
gestational diabetes, and higher rates of preterm births (McDonald et al., 2008). Pregnant
Hispanic women also experience unmet health care needs due to limited physician encounters
and lack of a regular health care provider (Probst et al., 2004).
Emergency contraception is a contraceptive option that can be a critical component in decreasing
the rate of unintended Hispanic pregnancies in the U.S. Emergency contraception is safe and
effective, can prevent up to 50% of all unintended pregnancies and 60-70% of abortions, and can
be used after unprotected intercourse or contraceptive failure (Wilson, 2009; Kavanaugh &
Schwarz, 2008). However, studies show that Hispanic women in the U.S. have decreased EC
knowledge levels and use (Branch et al, 2010; Gavin & Fagan, 2009). Research implies that
educating Hispanic women about EC can increase intentions to use it (Kavannaugh & Schwarz,
2008), and supports that the use of EC among Hispanic women increases with appropriate EC
education materials (Branch et al., 2010; Gavin & Fagan, 2009; McDonald et al., 2008; Ward et
al, 2010).
Health care providers’ role in educating Hispanic women about EC as a contraceptive option is a
vital component in increasing EC use among Hispanic women (Chung-Park, 2008; Guendelman,
Denny, Mauldon, & Chetkovich, 2000; & Kavannaugh & Schwarz, 2008). However, HCP
knowledge and attitudes about EC can impact EC education and use in Hispanic women
(Abdulghani, Karim, & Irfan, 2009; Beckman, Harvey, Sherman, & Petitti, 2001; Colarossi,
Marissa, & Breitbart, 2010; Ebuehi & Inem; 2006; Golden, Seigel, Fisher, Schneider, Quijano,
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Suss, Bergeson, Seitz, & Saunders, 2001; Kelly, Sable, Schwartz, Lisbon, & Hall, 2008; Miller,
Plantz, Dowd, Mollen, Reed, Vaughn, & Gold, 2011; Sable, Schwartz, Kelly, Lisbon, & Hall,
2006; Whittaker, Armstrong, & Adams, 2008). The lack of Spanish language EC education
materials also contributes to compromised communication between HCPs and Hispanic women,
impacting EC use (Branch et al., 2010; Gavin & Fagan, 2009; McDonald et al, 2008; Ward et al.,
2010; & Warren, Harvey, & Bovbjerg, 2011).

Literature Review
EC Knowledge and Use in Hispanics
Knowledge and use of EC within the Hispanic population is scarce. Gavin & Fagan (2009)
found only 22% of Hispanic women had awareness of EC, compared to 72% English speaking
Caucasian and African American women. Galvin et al. (2009) found that only 12 % of the
Hispanic women in North Carolina reported using EC. Similarly, Ward et al. (2010) found only
11.9% of Hispanic women in Texas reported previous use of EC.
A contributing factor to the decreased use of EC among Hispanic women is EC awareness.
Hispanic women have less knowledge about EC compared to non-Hispanic white women (Ward
et al., 2010). Galvin & Fagan (2009) found that Hispanic women were 50% more likely to use
EC if they had received EC education from their health care provider. Ward et al. (2010) found
that although Hispanic women in the US are more likely to receive counseling about EC than
women from other ethnicities, they report less awareness of EC. Decreased awareness of EC
despite counseling suggests that education strategies for Hispanic women in the US have been
ineffective.
Enhancing EC use in Hispanic Women
Studies have shown that EC use in Hispanic women can be enhanced by: increasing EC
knowledge, including education on correct use and side effects; decreasing cultural restraints
through Spanish language EC education materials; and increasing access to EC (Branch et al.,
2010; Harvey, Henderson, & Casillas 2006; Spain, Peipert, Madden, Allsworth, & Secura, 2010;
Unger & Molina, 2000). Addressing the latter barrier, EC is available over the counter in all
states without need for medical prescription, increasing availability and overcoming access
limitations cited by Hispanic women as a contributing factor impeding contraceptive use
(Whittaker et al., 2008). Research studies have also found that EC counseling and education
among Hispanic women is linked to increased use (Colarossi et al., 2010; Gavin & Fagan, 2009;
Ward et al., 2010).
Providing Spanish Language EC Education Material
Another means to improve EC use in Hispanic women is by providing Spanish language EC
education materials. Research has shown that providing effective reproductive health services to
the Hispanic women in the US requires meeting language needs and developing culturally
sensitive family planning educational material (Branch et al., 2010). Studies by Branch et al.
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(2010), Gavin & Fagan (2009), McDonald et al. (2008), Ward et al. (2010), and Waren et al.
(2011) found that Hispanic contraceptive use, including EC use, increased when Hispanic
patients were provided with culturally appropriate Spanish language contraception materials.
The provision of effective reproductive health services to the Hispanic women in the US requires
meeting language needs and developing culturally sensitive family planning educational material
(Branch et al., 2010). Discussions from focus groups indicate that some of the barriers to
Hispanic reproductive health education could be addressed by having more Spanish-language
educational materials and resources (Branch et al., 2010). Improved access to convenient
contraceptive methods, including EC, also has positive impact on the reproductive health of
Hispanic women (Branch et al., 2010). Waren et al. (2011) examined the social and cultural
characteristics of contraceptive use among Hispanics in Oregon, and identified acculturation,
which included Spanish language, as a barrier for contraceptive use in Hispanic women.
Providing education materials at appropriate reading levels and in Spanish- language was
identified as a means to increase contraceptive use in Hispanics (Waren, Harvey, & Bovbjerg,
2011). McDonald et al. (2008) stressed the importance of family planning programs providing
bilingual educational material to as a means to increase awareness and use of contraception in
Hispanic women.
Another contributing factor to decreased EC use in Hispanic women is that Spanish speaking
women have more difficulty obtaining information on EC. Ward et al. (2010) examined barriers
to EC use in sexually active Hispanic women in the U.S. They conducted a survey of 959
Hispanic women between 16 and 24 years and found acculturation was a prediction of EC
awareness and use. The study identified language as a strong indicator of acculturation, and
Hispanic women with higher acculturation rates were more likely to be aware of and to use EC.
Hence, providing Spanish-language EC education material can potentially increase its use.
A study conducted by Gavin & Fagan (2009) surveyed sexually active Hispanic women in North
Carolina ages 18-44 to identify knowledge and attitude of EC use. The study concluded that
Spanish-speaking women had greater educational needs about EC than English speaking women.
In addition, developing culturally appropriate educational materials and including EC in
discussion of birth control options was identified as a means to increase knowledge and
likelihood of use of EC in Hispanic populations.
Health Care Provider Role in EC Education
Health care providers play a vital role in reducing the rate of unintended Hispanic pregnancies in
the U.S. by educating Hispanic clients on EC. HCPs can provide EC counseling as part of
routine health care visits; provide EC counseling as a contraceptive option in case of
contraceptive failure or unprotected intercourse; and provide EC education materials to enhance
patient knowledge and use (Chung-Park, 2008; Guendleman, et al., 2000; Kavanaugh &
Schwarz, 2008). However, EC counseling, education, and knowledge among health care
providers is scarce, negatively impacting EC provision.
Kavanaugh & Shwarz (2008) analyzed data collected from the National Survey of Family
Growth, sampling 7, 643 women, and stated only 3% of women has discussed EC with their
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HCP. Hayes, et al., (2000) found that only 1 in 10 HCP in their study discussed EC with
patients. Xu et al. (2007) concluded over half of the physicians in their study had never initiated
EC discussion with their patients. Golden et al. (2001) found that only 16.7% of pediatricians in
their study counseled adolescent patients about the availability of EC, and studies by Abdulghani
et al. (2009), Miller et al. (2011), Ebuehi et al. (2006), Kelly et al. (2008), and Mayerhofer &
Kirchengast (2009) found that HCP’s have poor EC knowledge levels.
HCP Barriers to EC Education for Hispanic Women
Several themes have been identified as health care provider barriers to initiating EC counseling
for Hispanic women including: knowledge deficits in EC efficacy, mechanism of action, time
frame of use and side effects; HCP attitudes such as whether EC is beneficial or not; colleague
approval or disapproval of EC prescription, education, and use; and lack of Spanish EC
education materials (Abdulghani, et al., 2009; Ebuehi et al., 2006; Golden, et al., 2001;
Mayerhofer & Kirchengast, 2009; Miller, et al., 2011). Conversely, research studies support the
notion that HCP’s can reduce barriers to EC patient education and counseling by: increasing their
knowledge base on EC (Abdulghani et al., 2009; Beckman et al., 2001; Ebuehi et al., 2006;
Golden et al., 2001; Miller et al., 2001); enhancing their attitudes about EC (Beckman et al.,
2001; Kelly et al., 2008; Sable et al., 2006); and providing EC education materials to distribute
to their patients as part of routine care (Colarossi et al., 2010; Whittaker, et al., 2008).
Conceptual Framework
Ajzen and Fisbein’s Theory of Planned Behavior (TPB) was the conceptual model used in the
study to identify health care providers (HCP) intention to educate Hispanic patients about
emergency contraception (EC). The basic principle of the theory deals with human behavior.
According the Ajzen & Fishbein, the purpose of the TPB model is to “measure the likelihood
that a person will engage in a given behavior” (Ajzen & Fishbein, 1980, p.40).
The TPB can be used to explore HCP intentions to educated patients about EC. Applying the
TPB model, the HCPs attitude regarding EC instructive behaviors would be impacted by the
overall evaluation of the behavior. Hence, EC education behaviors of HCPs would be influenced
by their perception of whether instructing patients about EC is beneficial or not. Thus, a
behavioral belief of EC, such as EC enhances women’s reproductive options and can deter
unintentional pregnancies, could positively impact attitude towards the behavior, increasing HCP
intentions to educate or counsel patients about EC. Subjective norms can influence a HCP’s EC
instructive behaviors. HCP’s perception of colleague’s approval or disapproval of educating
patients about EC is weighted by the HCP’s motivation to comply with them. Thus, HCPs
intentions to educate about EC would be positively influenced if they believe other HCPs
approve EC instruction. Lastly, perceived behavior controls can influence HCP’s EC counseling
behaviors. A HCP’s perception of their ability or self-efficacy to educate about EC can influence
behavioral practices. Increased opportunities (access to women desiring contraceptive services),
resources (EC education materials), and skills (EC knowledge) among HCP’s can positively
influence perceived behavior controls and intent to educate patients about EC. In summary, the
TPB model was used to understand EC counseling behaviors of HCP’s by assessing their
attitudes, subjective norms, and perceived behavior controls. According to the TPB, HCPs who
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believe EC counseling is beneficial, perceive colleagues approve EC counseling, and have high
self-efficacies, including EC knowledge, will be more prone to educate patients about EC.
Project Purpose and Aims
The purpose of this project was to increase health care provider (HCP) knowledge and
communication of emergency contraception (EC) with Hispanic women in a family planning
clinic through an education session on evidenced based EC protocols. The aims of the project
were to:





Increase health care provider’s emergency contraception knowledge
Positively influence health care provider’s emergency contraception attitudes and beliefs
Increase health care provider’s intent to educate Hispanic women about emergency
contraception
Provide emergency contraception hotline (1-888-NOT-2-LATE) brochure for health
care providers to distribute to Hispanic women requesting contraceptive services

Methodology
The pilot project consisted of a non-experimental design using a convenience sample of 12
family planning health care providers at a public health department in South Georgia which
services a high Hispanic population. The pilot study consisted of a one-time hour long education
intervention consisting of demographic, pretest, and post test data.
The target population for the study was recruited from a convenience sample of 12 family
planning (FP) health care providers (HCP) at public health department in South Georgia. During
the time of the study, the health department employed 10 full time and 2 part time FP health care
providers. Inclusion criteria for enrollment in the study included: ages 18-64 and full or part-time
FP HCP (RNs, APRN, and MDs) employees of the Health Department. Exclusion criteria
included non-employees of the Health Department or employees who were not RN’s, APRNs, or
physicians providing FP service.
Informed Consent
Anonymity and confidentially of all participants in the study were protected in several ways.
First, due to the small number of participants, a paper based survey consent letter was used and
written consent was waived to ensure anonymity of the participants. The paper based survey
consent document described the purpose of the study and criteria for participation; outlined the
education intervention components; identified potential risks and benefits or study participation;
addressed confidentiality issues; and implicated permission to share study results. Second, the
participant’s demographic survey was not coded to maintain participant anonymity. Third, the
pretest and post-test surveys’ were coded with a random number between 1 and 10. The same
code was used to match pretest and post survey results. Last, the pre and post test were stored in
a locked file, only accessible to the primary investigator.
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Data Collection Tools
Data collection tools in the study included a demographic survey and a pre and post test survey.
Due to the small sample size, only two demographic questions were collected on a form separate
from the pre and post test surveys. The demographic questions solicited participant information
pertaining to current position (RN, APRN, MD) and number of years at current position (less
than 5 years; 5-9 years; 10-14 years; and 15 or more years).
The pretest and post test surveys were given immediately before and immediately after
implementation of the EC education session and consisted of 47 questions: HCP emergency
contraception (EC) knowledge base was measured using 8 questions (1.1 through 1.8); HCP EC
attitudes were measured using 23 questions (2A through C3); HCP subjective norms/beliefs
pertaining to EC were measured using 11 questions (D1 through F2); HCP intentions to educate
patients about EC were measured using 5 questions (G1 through G5).
HCP EC knowledge questions were adapted from a survey used by Dr. Linda Beckman with a
Chronbach’s alpha of .56 and consisted of 8 multiple choice questions used to assess EC
knowledge on mechanism of action, time frame, efficacy, side effects, and contraindications
(Beckman, et al., 2001). HCP EC attitudes, subjective norms/beliefs, and intent to educate
questions were adapted from the Kaiser Permanente San Diego Health Care Provider Survey
that was developed from interviews with community based physicians, piloted among
community physicians and nurse practitioners, and used in 2 research studies (Kelly et al., 2008;
Sable et al., 2006). A seven point Likert Scale was used to measure questions pertaining to EC
attitudes, subjective norms/beliefs, and intent to educate.
Spanish language 1-888-NOT-2-LATE brochures were obtained from the Division of Public
Health Standard Emergency Contraception Nurse Protocols for Registered Professional Nurses
(Division of Public Health, 2010). The brochures were placed in patient exam rooms for easy
dispersion to Hispanic women. A total of 500 brochures were distributed evenly among 5 patient
exam rooms.
Data Collection
Each of the participants were given a random folder containing paper copies of the survey
consent letter, demographic survey, pre-test survey, and post test survey. Quantitative data was
obtained through analysis of the demographic and pre and post test surveys. Furthermore, 100
Hispanic emergency contraception hotline (1-888-NOT-2-LATE) brochures were placed in five
family planning patient exam rooms at the LCHD, for a total of 500 brochures.
The timeframe for the data collection was four weeks. Descriptive statistics were used to
describe the demographics of the sample. Health care provider EC knowledge, attitudes and
beliefs, and intent to educate were compared immediately before and immediately after the
education intervention. Pearson’s correlation and paired t-test were used to assess the influence
of the education intervention on HCP EC knowledge, attitudes, and intent to educate. Data
analysis for the project was generated using SAS software, Version 9.2 of the SAS System for
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Windows (SAS Institute Inc., 2010). Additionally, a rough distribution of the Spanish brochures
was determined.

Data Analysis
Demographic Survey
Demographic survey data was analyzed to obtain basic information on the demographic aspects
of the study sample which consisted of 10 (n=10) participants. The analysis revealed that nine
(90%) of the participants in the study were RNs, and 1 (10%) was an APRN. Furthermore, seven
(70%) of the participants had been working in their current position less than 5 years. Two
participants (20%) noted working in their current position 5-9 years, and one (10%) had been
working in their current position for 10-14 years.
Emergency Contraception Health Care Provider Pre and Post Test Surveys
A total of 10 participants (n=10) completed the pre and post test surveys. Table 1 presents the
mean, standard deviation (SD), range, and p-value of four variables at the pre test and post test
intervention levels. The four subscale variables include: HCP EC attitudes (attitude); HCP EC
subjective norms/ beliefs (subjective); HCP intentions to educate Hispanic women about EC
(intention); and HCP EC knowledge (knowledge). The variables were analyzed using paired ttests with significant levels set at .05. No statistical significant difference was noted among the
pre and post test variables of attitude (p =.83), subjective norms/ beliefs (p=.07), and intention
(p=.1). The pre test intervention found majority of HCPs had slightly positive attitudes about EC
(mean= 3.96), EC subjective norms and beliefs (mean= 3.55) and intention to educate Hispanic
women about EC (mean= 4.86), each rated on a scale of 1-7. Even though the means were not
statistically significant in the post test survey intervention, there were minimal mean increases
among positive HCP attitudes about EC and HCP intention to educate (Table 1).
Although there was no statistical significance in the pre and post intervention values of the
variables attitudes, subjective norms/ beliefs, and intentions, data shows there was a decrease in
the standard deviation among the variables (Table 1). Hence, the variation of scores in the postintervention data was smaller than the pre-intervention, which could attribute to the low post
intervention Cronbach value.
Table 1: Pre and Post Intervention Mean Values of Subscale Variables
Pre- Intervention

Variables (n=10)

Mean

Attitude

3.96

Subjective

3.55

Intention

4.86
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SD

0.6
2
0.5
7
1.0
5

Post- Intervention

Range

Mean

SD

Range

pvalue*

2-5

4.16

0.2
5

3-5

0.83

3-5

3.15

2-4

0.07

2-6

5.6

3-6

0.1

0.3
0.8
4

1.5
4

3.11
Knowledge
Paired ttest significant at the .05 level (2-tailed)

1-5

1.1
5

6

4-7

0.001

There was a significant increase in the health care provider’s knowledge when pre and post
intervention mean scores are compared, 3.11 to 6 respectively (p= .001) (Table 1). HCP’s
demonstrated improvement of EC knowledge questions after the education intervention in the
following areas (Table 2): EC treatment initiation (Q1, 0% correct pre intervention and 100%
correct post intervention); EC pharmacologic regimen (Q3,0 % correct pre intervention and 90%
correct post intervention); EC side effects (Q6, 10% correct pre intervention and 70% correct
post intervention), and EC mechanism of action.(Q7, 10 % correct pre intervention and 50%
correct post intervention).

Table 2: Pre and Post Knowledge Frequencies (n=10)
Pre- Intervention

Variables
Q1 The first of two doses of emergency
contraceptive pills must be taken within:
Q2 Two doses of emergency contraceptive pills
must be taken within:
Q3 Which of these is recommended for use as
emergency contraception:
Q4 If used properly, emergency contraceptive pills
work to prevent pregnancy by:
Q5 If a woman takes emergency contractive pills
and still becomes pregnant, there is at least a 50%
chance that the baby will be born with a birth
defect.
Q6 Common side effects of emergency
contraceptive pills include:
Q7 Emergency contraceptive pills appear to work
by:
Q8 Emergency contraceptives pills are
contraindicated:
*mcNemar's Chi-Square test at the .05 significant
level

Post- Intervention

N

%

N

%

0

0

10

100

5

50

9

90

0

0

9

90

8

80

9

90

8

80

9

90

1

10

7

70

1

10

5

50

7

70

0

100

p- value*

0.13

0.07

Pearson’s correlations were used to identify pre and post intervention correlation patterns among
three attitudinal variables: HCP EC attitudes (attitude); HCP EC subjective norms/ beliefs
(subjective); and HCP intentions to educate Hispanic women about EC (intention). Preintervention correlations (Table 3) between HCP EC attitudes and HCP EC subjective norms/
beliefs were non-significant (p=.814). However, a pre-intervention positive correlation between
HCP EC attitudes and HCP intentions to educate Hispanic women about EC was identified
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(p=.049). Post intervention correlations among the three attitudinal variables were nonsignificant (Table 4).
Table 3: Correlation Between Pre-Intervention Variables (n=10)
Pearson Correlation
Subjective
Attitude
Pearson Correlation
-0.086
Significance
0.814
Subjective
Pearson Correlation
Significance
*Correlation is significant at the .05 level (2-tailed)

Table 4: Correlation Between Post-Intervention Variables (n=10)
Pearson Correlation
Subjective
Attitude
Pearson Correlation
-0.201
Significance
0.578
Subjective
Pearson Correlation
Significance
*Correlation is significant at the .05 level (2-tailed)

Intention
0.634
0.049
0.097
0.789

Intention
0.268
0.453
0.090
0.804

Cronbach coefficient alpha was used to test the reliability and internal consistency of the data
collection tool. The overall Cronbach alpha value of the pre-intervention tool (Table 5) was .75.
However, the overall Cronbach alpha value of the post-intervention tool was poor at .09 (Table
6). Decreased variances (SD) among all the post assessment intervention variables and small
sample size could attribute to the poor post-intervention Cronbach value.
Table 5: Pre-Test Cronbach Values
Pre-Intervention Variables
Attitude
Subjective
Intention
Knowledge
Overall Cronbach Coefficient Alpha

Cronbach Coefficient Alpha
0.69
0.63
0.74
0.63
0.75
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Table 6: Post-Test Cronbach Values
Pre-Intervention Variables
Attitude
Subjective
Intention
Knowledge
Overall Cronbach Coefficient Alpha

Cronbach Coefficient Alpha
0.05
0.1
0.24
0.21
0.09

Tabulations of the Spanish language 1-888-NOT-2-LATE brochures were conducted 4 weeks
after the education intervention. The total number of beginning brochures (n=500) placed in five
FP patient exam rooms were subtracted from the remaining brochures (n=367) after a 4 week
period to determine a rough estimate of distribution (n= 157). An estimated 31% of the brochures
were distributed.
Discussion of the Findings/Outcomes
The study confirmed the findings of several previous studies noting EC knowledge gaps among
HCPs (Abdulghani et al., 2009; Ebuehi et al., 2006; Kelly et al., 2008; Mayerhofer &
Kirchengast, 2009; Miller et al., 2007) Specifically, HCPs in this study lacked detailed
knowledge of EC related to vital the issues of treatment initiation, pharmacologic regimen, side
effects, and mechanism of action (p=.001). Likewise, Chung-Park (2008) and Golden et al.
(2001) found HCP had knowledge deficits in EC provision and initiation of treatment; Ebuehi et
al. (2006) found that HCPs had diminished knowledge on EC time frame for use, mechanism of
action, and pharmacologic regimen; and Miller et al. (2011) found nurses had decreased
knowledge about EC screening requirements and side effects.
The pre test intervention data supports that prior to the education intervention, majority of HCPs
already had slightly positive EC attitudes (mean= 3.96), subjective norms, (mean= 3.55) and
intentions to educate Hispanic women about EC (mean= 4.86). These attitudinal variables
increased slightly after the education intervention, but not enough to be statistically significant.
However, participant attitudes, subjective norms, and intentions remained positive after the
education intervention.
The study also found pre- intervention positive correlations between HCP EC attitudes and HCP
intention to educate Hispanic women about EC (p=.049). In essence, the more positive the HCP
attitudes about EC were, the more likely they were to educated Hispanic women about EC.
Similarly, a study by Kelly et al. (2008) concluded the more positive the attitudes held by
physicians about educating about EC, the greater the intention to educate the patients on the
method (P<.001).
The quantitative data from the study did not fully support the model. There was no significant
relationship between HCP EC attitudes, subjective norms and beliefs and HCP intention to
educate Hispanic women about EC after the education intervention. Small sample size and
decreased variance among participant answers in the post- intervention survey could have
attributed to the non-significant findings. Studies conducted on larger population samples with
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increased participant variance concluded different results. Kelly et al. (2008), p<.001, Chung-Par
(2008), p=.002, Miller et al (2011), and Ebuehi et al. (2006) found positive EC attitudes and
positive subjective norms were linked to greater intentions to educate patients about EC.
A rough estimate of Spanish language 1-888-NOT-2-LATE brochures indicated some
distribution of the brochure occurred in the four week period following the education
intervention. Research has supported that HCP who have access to EC education materials are
more likely to educate patients about EC (Colarossi et al., 2010; Whittaker et al., 2008). Thus,
there is an implication that the Hispanic women will be more likely to use EC (Branch et al.,
2010; Gavin & Fagan, 2009; McDonald et al, 2008; Ward et al., 2010; & Waren, et al., 2011).
Post- evaluation antidotal comments from the participants were overall positive. Participants
stated they had knowledge deficits about EC, and gained knowledge from the education session.
Additionally, they felt they would benefit from annual EC refresher courses. Feedback from the
participants indicated that the pre and post test surveys were too lengthy. They recommended
using less questions and shortening the Likert scale to make the surveys easier to use.
Limitations
The study had several limitations. First, conclusions are limited by the number of participants
(n=10). Only 10 participants within a specified health department were surveyed, reducing the
generalization of the results to other populations. The demographics of the population also limit
the application of this project to a broader population, since the majority of the participants were
RNs with less than 5 years of work experience at one specific health department.
Second, the pre and post survey tools had an initial low Cronbach value prior to initiation of the
project. However, it was the only tool accessible through research that gave a value.
Furthermore, although Cronbach alpha reliability of the tool was positive in the pre-intervention
assessment (.75), it was poor in the post intervention assessment (.09). Smaller size variances
noted among all the post assessment intervention variables and the small sample size (n=10)
could account for the poor post intervention Cronbach value. Prior studies with larger
populations with smaller variances had increased tool reliability and consistency. The same
knowledge tool used by Beckman et al. (2001) surveyed 102 HCPs, and had a Cronbach value
of .56. Although the same tool used by Sable et al. (2006) did not provide a Cronbach value, it
was piloted in two studies, consisting of 96 HCPs.
Another limitation of the study was that limited response rates could have biased the overall
sample if participants had strong opinions either pro or con about EC. The reliability of the
HCPs self- reported behaviors may differ from actual practice. Lastly, only a rough estimate of
the Spanish brochure distribution was conducted, limiting correlation implications.
Replicating the study using a larger sample size and multiple clinics or sites may aid in
validating findings. In addition, adding EC clinical case studies or open group discussions about
EC could assist in changing attitudes and subjective norms. Future studies could assess
correlations among EC and its impact on deterring unintended Hispanic pregnancies.
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Implications for Practice
Health care providers play a key role in decreasing unintended Hispanic pregnancies in the U.S.
They have an important role of educating Hispanic women about EC as an option in deterring
unintended pregnancies. However, health care provider EC knowledge gaps can have negative
implications.
First, women who need to use EC may not be able to obtain accurate information from their HCP
due to inadequate HCP EC knowledge. Second, the HCP may not provide adequate EC
information during counseling, further affecting EC use among women. Lastly, poor HCP EC
knowledge levels may indicate HCPs are not effectively relating relevant EC information to their
patients.
Improving HCP EC knowledge can be accomplished in several ways. First, HCPs can participate
in training programs to increase EC knowledge. EC educational materials can be made available
to HCPs via education in-services, continuing education sessions, through online training, or via
the Internet. In addition, EC training programs could be incorporated into medical and nursing
curricula, and periodic EC refresher courses could be offered for HCPs directly involved in FP
services. Although not supported in this study, effective education interventions are likely to
improve HCP knowledge and subsequent provision of EC (Beckman et al., 2001; Ebuehi et al.,
2006).
Even though the post intervention analysis of the study did not support a relationship between
HCP EC attitudes, HCP EC subjective norms/beliefs, and HCP intent to educate Hispanic
women on EC, several other studies conducted on larger populations concluded correlations
among these variables (Abdulghani et al., 2009; Chung-Park, 2008; Ebuehi et al., 2006; Golden
et al., 2001; Kelly et al., 2008; Mayerhofer & Kirchengast, 2009; Miller et al., 2011).
Implications from these other study findings could help in designing programs that not only
address EC knowledge, but also activities that encourage participants to exchange opinions about
EC. EC clinical scenario case studies could be implemented as part of education interventions to
aid in clarifying attitudes and subjective norms, in lieu of exclusive lecture based materials to
increase knowledge. Additionally, programs could include EC group discussions to clarify
values and distinguish between professional responsibilities and personal values.
Furthermore, HCPs should be given access to Spanish language EC education materials to
disperse to Hispanic women who request FP service. Also, these materials could be placed in
patient waiting rooms and lobbies for easy access for Hispanic women.

Conclusion
Hispanics are the largest minority group in the US (Mayo, Sherrill, Sundareswaran, & Crew,
2007). Predictions show that by 2050 the Hispanic population will reach 97 million and account
for one quarter of the US population (Morales et al., 2002). One attributing factor to the rapid
growth of the Hispanic population is high fertility rates (Morales et al., 2002).
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Even though EC has the potential to deter unintended pregnancies in Hispanic women and
decrease racial disparities in the U.S., this potential has yet to reach full effect. Compared to
other ethnicities, Hispanic women in the U.S. have decreased knowledge levels and decreased
use of EC (Branch et al., 2010; Gavin & Fagan, 2009; Ward et al., 2010). A review of literature
has shown that EC use among Hispanic women increases with awareness and education (Branch
et al., 2010; Harvey et al., 2006; Spain et al., 2010; Unger & Molina, 2000) and through the
provision of culturally relevant EC education material (Branch et al., 2010; Brown et al., 2003;
Gavin & Fagan, 2009; McDonald et al, 2008; Ward et al., 2010; & Waren et al., 2011).
Health care providers play a pivotal role in informing Hispanic patients about the existence and
use of EC. Research supports the notion that HCP knowledge and attitudes about EC can impact
EC education and use in Hispanic women (Abdulghani et al., 2009; Ebueh et al., 2006; Golden et
al., 2001; & Miller et al). A review of literature cites several factors limiting HCP EC education
and counseling for Hispanic women including; HCP do not routinely initiate discussions about
EC with sexually active patients; HCP have knowledge deficits in EC mechanisms of action,
contraindications, and understanding of indications; HCP attitudes can influence EC counseling;
and HCP do not distribute EC education materials to patients (Abdulghani, et al., 2009; ChungPark, 2008; Ebuehi et al., 2006; Golden et al., 2001; Kavanaugh & Schwarz, 2008 ; Mayerhofer
& Kirchengast, 2009; Miller et al., 2011; Sable et al., 2006; Xu, et al., 2007).
Although statistical implications from this study only showed significance at the pre/post EC
knowledge level, several other studies support the notion that HCP EC knowledge, subjective
norms and belief, and intent to educate are positively correlated variables (Abdulghani et al.,
2009; Chung-Park, 2008; Ebuehi et al., 2006; Golden et al., 2001; Kelly et al., 2008; Mayerhofer
& Kirchengast, 2009; Miller et al., 2011). As national trends are moving toward increasing
women’s access to EC, it is vital that all HCPs are knowledgeable about EC, and that they
discuss the topic with Hispanic women as part of routine health exams. Consequently, an
increase in EC use could deter the number of unintended pregnancies among the Hispanic
population in the US, and help to decrease ethnic disparities in health care.
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ABSTRACT
Critics of naturalistic social science research charge that participant awareness
of the existence of a recording device alters the behavior of the research
participants, known as the “Hawthorne effect.” This study compares segments of
talk in which participants explicitly orient to the recording device against
segments of talk without such orientation to determine how and if such orientation
alters the behaviors of participants. Conversational data were gathered over a
six-year period comprising 64 independent conversations involving 213 subjects.
Data were transcribed and coded following the conventions of Conversation
Analysis. A total of 18 of the 64 transcribed recordings (28.1%) contained
references to the recording device. A total of 284 lines in these eighteen
transcribed conversations had references to the recording device and/or the
researcher, out of a total of 3,906 lines in the 18 transcriptions (7.3%), or out of a
total of 11,675 lines in the entire conversation library (0.02%). Lines from both
types of compared segments were coded for turns-at-talk by individual
participant. A total of 227 unique turns-at-talk (3.3% of total) in which the
recording device was directly addressed were compared to 6,597 unique turns-attalk in which the recording device was not relevant to the content of the
conversation. Results indicate that no statistically significant differences occur
between compared segments of talk, thus failing to find evidence to support
claims of a “Hawthorne effect” in naturalistic social science research.

Introduction
Within humanistic and social scientific research camps, arguments ensue regarding the validity
or accuracy of the opposing camp’s research methods. In the field of communication, this debate
is particularly problematical in that the nature of the phenomena under investigation is
necessarily complex. Put another way, communication involves symbolic interaction between at
least two individuals with free will but with a proclivity toward following rules in order to
increase the efficiency of understanding. Free will is not predictive, thus necessitating more
humanistic approaches in studying human communication. Rule following is predictive, thus
allowing for more social scientific approaches.
Communication scholars have long recognized the need for multi-method approaches for
studying human communication. Indeed, as LeBlanc (1995) argued, such a multi-method
approach is necessary given that communication is “concurrently the object of study and the
means by which study is both conducted and presented.” However, despite such idealism
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regarding methods of inquiry in the field (and by extension, other disciplines under the broad
heading of humanities and social science), both pragmatic and philosophical differences have
hindered any real progress in methodological triangulation (LeBlanc, 1995).
A primary argument that social scientific scholars have levied against humanistic scholars
utilizing intrusive recording of naturally occurring conversation is that the participants’
knowledge of the recording device will necessarily bias the results, as participants are likely to
alter their behaviors. To test this conclusion, investigators would have to conduct a field
experiment designed to compare the behaviors of participants in reference to the possible effects
of the recording device. This study aims to conduct such a comparison.

Review of Literature
In many fields of inquiry, questions regarding what, if any, effect the recording device has on the
outcome of research has generated much debate. More pointedly, scholars have expressed most
concern over the effect on the outcome when subjects are aware they are being recorded for
research. According to Jones (1992), the concern over the effect of subject awareness, known as
the “Hawthorne effect,” has influenced human research since the late 1920’s as a consequence of
the studies of workplace behavior conducted at Western Electric's Hawthorne Plant. Jones, a
sociologist, re-examined the data and methods from the original experiments and concluded
there was little evidence to support the claim of a “Hawthorne” effect. Pringle and Stewart-Evans
(1990) investigation of the effect of videotaping during physician consultations corroborate these
claims.
However, according to Sommer (1968), although this effect may be marginal in single variable
laboratory experiments, the effect occurs more often than not in field observations. Adair (1984)
argues that the “Hawthorne” effect typically occurs in field experiments due to uncontrolled
variables. Adair suggests that subjects often adapt their behaviors to the context. Therefore, such
an effect due to subjects’ awareness of participation in research would be difficult to control in
the field.
Chiesa and Hobbs (2008) argue that over the intervening years of scholarly debate on the
“Hawthorne” effect, the term has become “muddled” with complexity being applied to many
different subject awareness outcomes. Regardless, scholar concern persists. In the field of
communication, the great divide between the two primary research paradigms (humanistic and
social scientific) has often hinged on the question of subject awareness of the research, and in
particular the recording device used for conversational research. To investigate this further, the
following research questions are proposed:
RQ1
RQ2
RQ3

Are pragmatic features of naturalistic conversational data affected by
reference to the recording device?
Can naturalistic conversational data be coded quantitatively to compare
features of talk between groups of segments?
Provided naturalistic conversational data can be coded quantitatively, is
there a statistically significant difference in qualities between segments of
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talk in which the recording device is directly addressed and segments of
talk in which the recording device is not directly addressed?
Perhaps a more effective approach to answering the question regarding the effect of subject
awareness of a recording device in conversational research is to utilize multiple methods within
the same study using the same naturalistic data. Therefore, to answer the first question, recorded
conversations will be transcribed for analysis of pragmatic features, as typical in conversation
analytic and ethnomethodological research. To answer the second question, transcriptions of
recorded conversations will be compiled and examined for possible qualities that may be recoded quantitatively. To answer the third question, re-coded conversational data will be
compared using descriptive statistical techniques.

Methods
To conduct this study, two traditionally disparate methodologies (humanistic and social
scientific) were utilized in sequential order: a) conversation analysis and ethnomethodology
(humanistic), and b) descriptive statistical techniques (social scientific). The output of the first
set of methods was utilized to create the variables for the second set. The overall structure of this
manuscript thus follows the social scientific convention. However, the convention for presenting
qualitative data (as in conversation analytic and ethnomethodological approaches) will be
presented first below.
Conversational data
Conversation analysis is based on the ethnomethodological tradition that assumes that
individuals interact with each other in orderly, patterned ways (Schegloff & Sacks, 1973). More
specifically, this methodology focuses on the pragmatic characteristics of everyday routine and
mundane, face-to-face interaction (Sacks, 1989). This type of investigation typically utilizes
transcriptions of recorded naturally occurring conversation. For this study, transcriptions were
made by one of the participants in each recorded conversation, and revised and edited by the
researcher, using the transcription system developed by G. Jefferson1.
For this study, conversational data were gathered with audio recording devices over a six-year
period comprising 64 independent conversations involving 213 subjects. A total of 18 of the 64
transcribed recordings (28.1%) contained references to the recording device. A total of 284 lines
in these eighteen transcribed conversations had references to the recording device and/or the
researcher, out of a total of 3,906 lines in the 18 transcriptions (7.3%), or out of a total of 11,675
lines in the entire conversation library (0.02%). All excerpts in this study are taken from the
researcher’s conversation library.
One of the first characteristics of talk to be formally studied is turn-taking. According to Sacks
(2004), conversation is organized overwhelmingly by speakers taking turns at talk. Additionally,
Sacks adds that each speaker takes a turn at talk in relatively equal lengths. Grice (1989) argued
that interactants normally abide by four maxims of quantity, quality, relevance, and manner, thus
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demonstrating cooperation in conversation. In the following excerpts turn-taking is very evident
between interactants.
(1)2 Romantic dyad (DC94014)
048
049
050
051
052
053
054
055
056
057
058

M:
S:
M:
S:
M:
S:
M:
S:
M:

Talk to your mom last night?
Yeah?
Yeah
You talk to her every night
No I don't
Yes you do
No I talk to her like every four every three or four days
It seems like you talk (.) every time I'm over there you call
and I'm over there every night
Well you don't come over
Yes I do

(2)3 Platonic group (DC94001)
050
051
052
053
054
055

Al:
C:
T:
J:
C:
Al:

It's T((***))'s turn
What do you want for this Tam
Tens, a ten
It's my turn
Can I have those chips real quick
Now I'm really hungry

Both samples demonstrate turn-taking following Grice’s maxims and Sacks’ description of
typical turn-taking behavior. The first research question posed asked if addressing the recording
device influenced pragmatic features of conversations. The first two excerpts came from full
transcripts that did not contain any reference to the recording device. In the following two
excerpts, interactants make a direct reference to the recording device.
(3)4 Romantic dyad (DC94018)
004
005
006
007
008
009
010
011
012
013
014

P:
N:
P:
N:
P:
N:
P:
N:

It should be recording now are you saying anything
Yes, but like when you you could have like an echo when you talk
say something
Yes I know
You can hear an echo
Well hopefully it's picking up
I don't know
What do you want to talk about
Who cares
We just got to talk long enough to do this stupid tape
Honey don't say that

(4)5 Platonic group (MY95013)
031
032
033
034
035
036
037
038

L:
Sz:
St:
L:
Ct:
Sz:
St:

Are you taping that? Oh, I'm so sorry!
((Laughter))
L((***))’s true self
That was funny
I didn't mean it, I swear
That's ok, I just got your true self on tape
Fuck You! Bleep, bleep
You don't have to repeat it

Regardless of the interactants knowledge of the recording device, and even in spite of direct
reference to the recording device, interactants continued taking turns at talk, as described by
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Sacks. Interestingly, in excerpt (3), the interactants tacitly acknowledge that the content of the
conversation is irrelevant to the task at hand, i.e., recording the conversation for research.
Additionally, in excerpt (4) one of the interactants (Sz:) made fun of behavior of another (L:),
which was subsequently ratified by two other interactants (St: and Ct:). Acknowledgement of the
untoward behavior being recorded on the device did not alter the turn-taking behavior.
The second research question asks if characteristics of conversational data (such as demonstrated
above) can be coded for quantitative analysis, such as for comparison of features of talk between
groups of segments. Using turn taking as an example of a feature of talk, a turn (or utterance)
could be symbolized as a unit for analysis. It should be possible to count the turns at talk to
determine if Sacks conjecture is correct that interactants take equal turns at talk. For this study,
turns at talk where counted for each individual in all 64 transcribed conversations. It is important
to note that individual turns vary in length relative to other turns. For example, in excerpt (1),
lines 55 and 56 represent 1 turn at talk for M:, following by one turn at talk for S: (line 57).
Therefore in excerpt (1), M: has 5 turns at talk and S; has 4.
Given this quantitative coding scheme for turn-taking, the total number of turns at talk for the
entire conversation library (N = 64) was 6,818. Of this figure, 227 turns at talk (3.3%) occurred
within segments in which the recording device was directly addressed. Another way to determine
whether the acknowledgement of the recording device influenced conversational behavior would
be to compare the ratio of turns at talk for interactants in segments where the recording device
was directly addressed against the ratio of turns at talk for interactants for non-addressed
episodes.
Statistical Data
In order to control for potential bias (a social scientific convention), all transcripts in the
conversation library were coded for gender of interactant, type of relationship (platonic,
romantic, family, or mixed), relationship size type (dyad, triad, or group), and number of
interactants per conversation. In terms of the demographic characteristics of the sample (N = 213
interactants), 109 (51.2%) were males and 104 (48.8%) were females. For groups (dyads, triads,
and groups of 4 or more), 38 (59.4%) were mixed gender, 15 (23.4%) were male only groups,
and 11 (17.2%) were female only groups. Table 1 shows the relationship between gender and
relationship size in the conversation library sample. A Pearson chi-square test failed to find any
statistically significant difference between these groups (χ2(2) = 1.08, p = .584).
Table 1

Gender of Interaction Participants by Relationship Size
Relationship Size
Gender
Dyad
Triad
Group
Male
29
12
68
Female
31
15
58
Total
60
27
126

75

Total
109
104
213

Likewise, chi-square test failed to find any statistically significant difference between type of
relationship and gender in the sample (χ2(3) = 2.37, p = .499). Table 2 below displays the
frequencies of participants by gender and relationship type.
Table 2

Gender of Interaction Participants by Type of Relationship
Type of Relationship
Gender
Platonic
Romantic
Family
Male
84
10
10
Female
73
10
11
Total
157
20
21

Mixed
5
10
15

Total
109
104
213

Two test whether differences existed between groups of interactants based on whether the
recording device was directly and explicitly referenced in the course of the recorded
conversation, transcriptions were coded as recorder “addressed” or “non-addressed”. Of the 64
recorded conversations, 46 (71.9%) did not address the recording device directly, whereas 18
(28.1%) did address the recording device directly. A Pearson chi-square test failed to find any
statistically significant difference between type of episode (addressed and non-addressed) and
gender in the sample (χ2(1) = 0.47, p = .493). Table 3 below displays the frequencies of
participants by gender and episode type.
Table 3

Gender of Participants by Addressed or Non-Addressed Group
Group
Gender
Addressed
Non-addressed Total
Male
34
75
109
Female
28
76
104
Total
62
151
213
To answer the third research question, turns at talk were coded for all individuals and grouped by
addressed or non-addressed. The ratio of turns of talk for each individual was calculated by
dividing the turns at talk for the individual within each episode by the total turns at talk for all
individuals in that episode. This method of comparing ratios of turns of talk between groups is
analogous to the methods employed to determine whether there was a “Hawthorne” effect on
video-taped physician consultations conducted by Pringle and Stewart-Evans (1990).
Comparisons of these ratios by gender and grouping are discussed below. All other statistical
outcomes are provided in Appendix B.

Results
To determine whether there is a statistically significant difference in the ratio of turns at talk
between segments in which the recording device is directly addressed and segments of talk in
which the recording device is not directly addressed, a series of comparisons of means were
conducted. For all tests, no statistically significant difference was found episodes were the
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recording device was not directly addressed and segments where the recording device was
directly addressed. These results seem to confirm the conclusions reached in examining the
conversational data using ethnomethodological techniques.
An independent samples t-test was utilized to determine if the ratio of non-addressed episodic
turns (M = .30, sd = .16, n = 151) differed from the ratio of addressed segment turns (M = .29, sd
= .19, n = 62). Independent samples t-test failed to find any significant difference between these
ratios (t(211) = -0.88, p = .378, 2 = -.001).
A repeated measures ANOVA was utilized to determine if the ratio of turns that did not contain a
reference to the recording device (M = .29, sd = .17) differed significantly from the ratio of
addressed segment turns (M = .29, sd = .19) within the same groups (n = 62). Tests of between
group differences failed to meet significance. Likewise, a repeated measures ANOVA was
utilized to determine if the ratio of turns which did not contain a reference to the recording
device differed significantly from the ratio of addressed segment turns by gender within the same
groups (n = 62). Tests of between group differences failed to find any significant difference
between the ratio of participant turns in non-addressed episode (Males: M = .28, sd = .17, n = 34;
Females: M = .30, sd = .16, n = 28) and the ratio of participant turns in addressed segment
(Males: M = .28, sd = .19, n = 34; Females: M = .30, sd = .19, n = 28).

Limitations
The sample of recorded conversations was collected through combination of convenience and
snowball techniques. Students at three different institutions were given extra credit to participate
in naturalistic conversational data collection, and were asked to record these conversations with
family and friends. All participants were provided with a short description of the study and the
nature of their participation. The recorded conversations were initially transcribed by the
students and were returned with the tape recordings as well as signed informed consent forms for
study participation by all subjects.
At the time of data collection, the purpose of the data collection was to build a conversation
library for conversation analysis and ethnomethodological research. With these methods,
sampling is not a relevant consideration, as most investigations proceed at the micro-level with a
single segment of interaction serving as the unit of analysis for an entire study. Regardless of the
sampling limitations, the resultant sample fairly well represents the study population of interacts
within this language group. Put another way, ethnomethodological approaches are interested in
uncovering the common elements of human behaviors that are rule-governed and fairly stable
(see Schegloff & Sacks, 1973). Future investigations may try to control for possible sample bias
by means of more probability-based sampling techniques at the outset.

Conclusion and Directions for Future Study
In general, these findings strongly suggest that the knowledge of and even direct orientation
toward a recording device does not affect the outcome, provided the question of interest to the
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researcher is properly framed. In this case, the question of interest involved highly structured,
mundane everyday conversational behaviors. Both humanistic and social scientific evidence in
this study demonstrate that there is no “Hawthorne” effect with pervasive, habituated behaviors
in natural settings. Although the debate on the “Hawthorne” effect has existed in the academy for
the majority of the 20th century, recent studies seem to suggest the effect is overstated. Indeed,
Wickström and Bendix (2000) posited that the “Hawthorne” effect is often cited in research as a
possible explanation for results supporting a hypothesis.
Academic debates will continue. Critics may argue that the study did not account for possible
changes in “what” the participants say, only on possible changes in “how” they say. Although
this study focused on pragmatic behaviors, and not on content of conversations per se, evidence
in the conversation library suggests that even content might not be affected by orientation to the
recording device. In excerpt (4) above, orientation to the recording device did not “change”
participants’ proclivity to use taboo language. More directly, several segments of conversation in
the conversation library included references to criminal behavior. As the excerpt (5) below
shows, the participants indicated they knew they were being recorded while they were discussing
criminal behavior.
(5)6 Platonic group (MY95009)
223
224
225
226
227
228
229
230
231
232
233
234
235
236
237
238
239
240

Mg:
Sh:
L:
J:
Sh:
Mk:
Sh:
D:
Sh:
Mk:
Sh:
Sc:
D:
Mg:
Sh:

S((***)) let's smoke it
All right!
I was like "come on let's all get high!"
Well you're not going to save it?
Well I'm not going to smoke it right here right now
Let's smoke it!
Yeah I'm going to save it
Who cares what it is let's smoke it!
What did he say?
He's taping this and he said
who cares what it is let's smoke it
Why is he taping our conversation?
I'm doing it for extra credit
Oh you’re seriously taping that
Oh shit!
Is that guy the one who goes free forum area
and starts dancing in for all those groups
Wait what?

In this excerpt, turn-taking still occurs. Even if D: (in lines 236-237) implies uncomfortableness
with the existence of a recording device given the content of the conversation, a) D: still
expresses an utterance, thus taking a turn; b) D: states an awareness that what was discussed was
recorded; and c) the conversation continues after the explicitly stated awareness.
In another example, participants directly address the researcher requesting the recording in the
course of the conversation, continuing the conversation after explicitly addressing the issues
related to recording. The segment addressing the researcher begins with line 40 and continues
through line 51. The conversation continues when M returns through to line 191 when the
subject of addressing M’s teacher (the researcher) is brought back into the conversation.
(6)7 Platonic group (MY95019)
040
041

M:
J:

Keep on talkin'
No.

78

042
043
044
045
046
047
048
049
050
051

M:
L:

191
192
193
194
195
196
197
198

J:

J:
L:
J:

M:
J:
M:
L:

And don't say bad stuff about my teacher ((exits room))
Oh, say bad stuff about your teacher, Okay
((Laughter))
Man, this is a stupid ass project
M((***))'s teacher is a big dick
((Laughter))
Yeah, M((***)) was right about this ass, hee hee
((Laughter))
What the hell kinda class is that anyway?
Interpersonal Communication
You might wanna let it run a little longer
in case you wanna cut out the part
when I was swearin' at your teacher
((Laughter))
When were you swearin' at my teacher?
When you were in the bathroom
Aw, maybe I'll cut that out
No, you gotta record everything

As with the previous excerpt, the interactants do not appear to alter the content of the
conversation even when explicitly addressing the recording. Both excerpts (5 and 6) seem to
negate the argument that content might be affected by the knowledge of, and orientation to, the
recording device. In fact, Coombs and Smith (2003) argue that knowledge of an interaction with
the researcher might actually benefit the research endeavor.
The current study only examined one characteristic of everyday talk: turn-taking. To extend and
make stronger the argument that utilizing a recording device does not provide a hindrance to
researchers investigating human interaction in natural settings, other qualities of talk can be
coded for statistical analysis. To be sure, the subdiscipline of social interaction studies utilizing
ethnomethodological approaches, including conversation analysis, is mature. A casual reading of
the topics covered in a famous text on the subject (see Nofsinger, 1991), demonstrates a
significant number of qualities of talk that have been thoroughly examined. For example, one
possible phenomenon for future investigation using the mixed method approach of the current
study might be adjacency pairing, such as question-answer or demand-response.
For scholars interested in the relational effects of conversational moves, comparisons of these
features of talk between members of relationships can be examined. As in the current study,
demographic information of participants can be used to determine if differences exist between
groups on various features of talk. For example, LeBlanc (1996) used conversation analysis to
examine conversational features that served to disconfirm the relationship or relational other.
Thus, these disconfirming conversational acts may be coded and analyzed for potential
differences between groups.
Early conversational research examined the paralinguistic cues in everyday talk through careful
transcription of features including pauses, overlaps, interruptions, and speech acts utilizing
audiotaped conversations. Paralinguistic cues are available to the listener. However, other
nonverbal behaviors, such as eye contact, gaze, and body language are not accessible through
sound, and may only be accessible through sight. Certainly all nonverbal behavior potential
impacts the meaning of a message. Along those lines, Frauendorfer, Mast, Nguyen, and Gatica79

Perez (2014) offer suggestions for future research utilizing new technological tools to assist in
transcribing and coding these behaviors. Given these possibilities, the future looks bright for this
line of research.
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1

The special notation used in the conversational excerpts is taken from the transcription system
developed by Gail Jefferson for conversation analysis (see J. M. Atkinson and J. Heritage (Eds.).
(1984). Structures of Social Action: Studies in Conversation Analysis, (pp. ix-xvii). London:
Cambridge University.
2
Excerpted transcript (HPLCL DC94014) is taken from a romantic mixed-gender dyad.
3
Excerpted transcript (HPLCL DC94001) is taken from a platonic mixed-gender group.
4
Excerpted transcript (HPLCL DC94018) is taken from a romantic mixed-gender dyad.
5
Excerpted transcript (HPLCL MY95013) is taken from a platonic mixed-gender group.
6
Excerpted transcript (HPLCL MY95009) is taken from a platonic mixed-gender group.
7
Excerpted transcript (HPLCL MY95013) is taken from a platonic male group.
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